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Abstract

This qualitativestudy wa anarrative inquiry (Clandinin &onnelly, 2006) into the
s oried |l andscapes of high school t aé#eirther so
urban high school students for college level writifige study toolplace duing the last
three months of the school yeisra Midwestern urban high school andidaled two English
teachers as thagught junio and senior level classéscused ompreparingstudents for
collegelevel writing. Methodology included researctmarticipant collaborative writing of
classroom stories based upon interviews, classroomwattgeT, teacher journals and
classroom artifacts. These narratives were organized as megdaes and small stories
(Olson & Craig, 2009), illustrated through the use of story constellations (Craig, 2007) and
analyzed through the use of theories of spii (Lefebvre 1991). Five meganarratives were
found: the narrative of transformation, the a#ire of poverty, the narrativef relationship
building, the narrative of testing and the narrative of teacher autonomy. Within these
meganarrativeswerechae d and anal yzed four small stori e
work. Through the small stories it became clear that in théntegof writing, there were
constr ai ni megaaratiesistich aszhese étortesting and poverty. Other
meganarativesallowed for movement, authorship and approprigtgutch as those of

relationship building, transformation and teacher autonomy.
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Chapter One:
Introduction

High school English tachers aspire tenormousendeavorsthey work towards
seemingly unachievablgpals In their classes these teachers work to prgpareariy
heterogeneous groupssifidents to write in a variety of settings, for different purposes and with
correctusag and deliberate structure. They work to
communication skills, critical reading strategies and understanding of digital Eer&thile
doing all this, teachers aadso askd to help students paas assdment ofstandardizedests,
prepare thenfor college and learn to love and appreciate reading and writing for its own sake.
And they are to do this for upwards of 150 students each year. The job of alieghBsnglish
teacher is compleyand it is easy to see haertain aspects of this job can vie fooreattention,
become overlooked @mvensqueezed out.

Onecentralconcernof a high school English cuculum is writing instructionRecem
reports created by the National Commission on Writing have portragadportance and
complexities of writing instruction in American schoolB.hi s commi ssionédés repo
decadéhave explained thatnting is essential for learning and urged educators and policy
makers to make writing instruot central to dwool curriculum:

American education will never realize its potentiahasngine of opportunity and

economic growth unté writing revolution puts language and communicatiotheir

proper place in the classroom. Writing is hstiudents connect the d@ah their

knowledge. Althougmany models of effective ways to teach writing existh the

teaching and practice of writing are increasingly shortchanged throughout the school and
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college yearsWriting, always timeconsuming for student and teacheitoday hare

pressed in the American classroom. Of the three 'Rs,' writing is clearly the most

neglected(National Commission on Writing, 2008.3
The wiiting instruction currently promoted in our schoolae@demic writing instruction. This
writing ingruction currently emphasizes essayistic prose that is particular to what E188%)
and others haveonrded ¢ matad aa s marfowly definedrsg hfo o |
sponsoredctivityo (Emig, 1971)which oftenlimits genres of school writing to nefiction,
argumentative texts: writing to explain rather than writing taleerexperience (Elbow, 19par
assignments based upon skills rather than authentic literacy perfornf@ra@son,L.,
Courtney, J.P., Urbanski, C,RNoodward, S.V., Reynolds, J.M., lannone, A.E., . . . Kendrick,
M., 2008) More recentlywe havebegun to narrow our focus from writing for school to writing
for college. The new BitionalCommon Core State Standards fed R English Language Arts
and theCollege and Career Readiness Standgmalslished in 2009must be adoptefbr states
to receive federal education fundingder Race to the TapThey includenriting as a focusbut
haveidentified this focus in aarrow way(Common Ceoe State Standardsitiative, 2010. The
K-12 standards and tl@ollege and Career Readiness Standards focus only on research,
narrative and argumentative essay writing, and have entirely excluded forresitdfecor
imaginative writing Perhaps@mewhat in response toetse Common Core State Standards,
three major organizations, National Council of Teachers of English (NCTE), the National
Writing Project (NWP)and the Councibf Writing Program Administrator&CWPA) have

collaboratedo create thé&ramework for Success Postsecondary Writinga document that

! Raceto the Top (RTTT) was announced by President Barack Obama and Secretary of Education Arne Duncan in
2009 and was a 4.35 billion dollar education reform program. Under Race to the Top, states competed for
education fundingdy creating applications showing educational reform plans which fit into a particular RTTT
model. One stipulation of this model was that states adopt the National Common Core State Standards and
implement these standards within all public schools.
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describes, not standards, but 0ha blavelwriting.f mi nd
These habits of mind described in the Framework are: curiosity, openness, engagement,
creativity, persistence, nggnsibility, flexibility and metacognitiorAs explained in the
Executive Summar yT hteo ctohnec efprta noefw ofircko,l Ifege r eadi
i mportant i n di s c u srationdon@stsedomdary edusdtiandTeisnnt s6 pr ep
Framework desdoes the rhetorical and twentiyst-century skills as well as habits of mind and
experiences thatra critical for college succed§Framework 2011, p.1). Due to thiscurrent
thrust in public educatiopolicy, high school Englisheachers are being askidprepare
students for college level reading and writii@is may not be bad in itself, but the reality stands
that with this focus on college readiness, other curricular concerns are being left out, and the sole
purpose for high school seing redesiged as a place to prepare individuatdy for academia
or work.

Because of this,arious programs are finding their way or further expanding into high
school English classroomBhe most populaprogramsacross the amtry are Advanced
Placement (AR International Baccalaureate (iRlual credit or concurrent enrollment; and early
college high schools. In the Advanced Placement program, students work through an advanced
class with a specially trained teacher, and then take an exam at the end of thdéeest score
can be accepted for credit by a college or un
introductoryEnglishclasses. The training and oversight for these classes is done bgrafior
testing organizationThe College Board. The Colleg®ard recently described the growth of
their programming in U.S. schools:

1 In 2009Americanhigh schools offered an average of 10 AP courses mainly at the

junior and senior class levels

12



1 In 2004 19.9% high school graates took an AP exam

1 In 2009 26.5% higlschool gradates took an AP exam

A second example of the growth of college credit or college preparatory curriculum in
high schools is the International Baccalaureate program. In this program, students receive a
specializd diploma. Again, teachease tained to oversee a particular and very traditional
curriculum, and students often have to takditionalsummer school classes to complete the
requirements. The English in this program is bdlidigerary critique andstudents are evaluated
by the prog a nspesially trained teachers aghas outside evaluatord. | i p @s sitruglent s
can testout of a variety of itroductory college classes. IBsometimes described as a private
school within a school.

Dual creditor concurrent enrollmeriasses i@ provided by local universities, allowing
students to dually enroll in high school and college credit. The best of these programs work to
create consistent curricular demands between high school and college settings, and because of
the growth and variams of sucldual credit and concurrent enroliment class&gjonal
Accreditation of Concurrent EnrollmeRrogramgNACEP) was created in 1998 develop
standards and an accreditation body for such programs.

A final example and more recent developmenhéEarly College School. In this
program, students leave high school with2Zl2college credits and many experiences that allow
an easier transition taigher education. High schools partner with institutes of higher education
to provide credit and colige campus experiences. This movement has been focused upon
making college accessible for lemcome firstgeneration collegbound studnts. Organized

through the Woodrow Wilson Foundatiand based upon a model out of Princesimge 2002,
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200 schoolsn 24 states have been star(@tle Woodrow Wilson National Fellowship
Foundation, 2007)
As these programs expantbre high schools sdt as their duty anfibcus to prepare
their students for college. At thersa time,because of cuts in education fumglj fewer teachers
are being hired, andigh school class sizese increasing rapidly.fie stakes for standardized
testing are increasing, and students are coming to school with more variances in backgrounds
and language skills than evagfore.
Farris(2006)describes the intricacies of college level writing classes as theguaglet in
high schools, and describes many factbes dfect the teaching and curriculum when the same
coursest aught in different cont enaryEnglisBteachersx pl ai n:
occupy in their institutions, the sources of their authority with students and colleagues, and their
attitudes toward the university intersect with old and new knowledge about the teaching of
writing . . . itisnotthe samecouraes it i s del i v e(Fard, 2008 p D07)di f f er e
This is true; lowever Farrisfails to addresthose issues which are somewhat uniquetigh
schooltea hefrdsus: the attention to studentso6é backc
theimportance of the school cat and community expectations. Knowledge of these issues
come from a noeeswthineapdtsulaeschpahd thege experiences often affect
the ways a teacher sees herself providing a bridge from high sohaalldge writing.
If we think of college preparatory writing as a curricular bridge from one context to
another, the high school English teacher is the architect of that bridge, and the construction of it
depends upon the experiences she has with boksb@he bank of her high school context is
the most familiar and so often these experiences and stbadglls herselif students and high

school are where she lays hdans. The far bank, where she and her studentseaded, is
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understood from afeand often comes from stories and experiences that are also spatially distant.
Perhaps these are stories from her own college writing classes, or perhaps these are stories of
succeses or failures of past students. That bridge, howevesually firmlyrooted in the

familiar and closer bank as a teacher reaches with her students towards what she envisions as
college level writing on the far bank.

The construction of the college preparatory writing curriculum within one context and the
work to bridge cotexts comes initially from the experiences (Dewey, 1938) and the stories of
these experiences (Clandinin & Connelly, 20B6lkinghorne, 1988that are lived out by
classroom teachers. The purpose of thidysis tocapture the layers of stories and their
influence within two urban high school Engl i s

The unique contexts of high school classrooms affect the ways English teachers construct
their writing curriculum. High school English teachers have intetzses loads compared with
many college composition instructors. They are constantly reminded of many high stakes tests
for which their students mube prepared. Finally, there aemmunity, administrative and
departmental expectations placed upon thdnchvaffect their autonomy and decision making.
While current K12 reforms tend to focus upon standardization of the curriculum, there is much
less standardization in writing instruction at the college level, and so English teachers who are
preparing theistudents for collegéevel writing must carefully learn to inhabit very different
curricular spaces and prepare their students to do the same.

Farris(2006)contends that twentfive years agannovations ink-12 andcollegelevel
writing instruction wee more in sync because of the agreed upon focus on the pvoaass
movementToday, there is less agreement especially regarding the definitions andfplace

academic writing. In the attemfu better define college writing(llivan & Tinberg, 2006
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Sullivan, Tinberg & Blau, 2010Thompson, 2002Yancey, 200bthere are oftearguments
based solely upoassumptions of disconnection between college and high school writing
instruction. At the high school level, teachers define collegel writing throgh multiple
sources: their own college experiences, their textbooks, and college entrance or equivalency
exams to name but a few.

Recently severacholars have focused directly on colldgeel writing as it takes place
in the high school English classma (Alsup & BernardDonals, 2002Daddone, 2008; Farris,
2006;Hansen & Farris, 201@pliffe & Phelan, 20065immons, 20055tratchen, 2002;
Thompson, 2002 Most of these discussistinave been theoretical howevgositioning college
composition as a lige rather than a gakeeper (Yancey, 2004) or theorizing how specific
programs such as Advanced Placement should be situated in the high schools as transitional
rather than exemption courses {flel& Phelan, 2006)Farris(2006)focuses her work on dlia
credit enroliment and describes institutional and economic issues for both higitssaind
colleges Most of the current discussion surrounding college writing in the high schools is
through exploratory, theoretical and critical discussions of thecalar and institutional issues.
Research Questions

There are no wlepthempirical studies that focum individual high schooteaches 6
construction of college preparatory writingrriculum. Because Advanced Placement and other
college preparatory pgrams are more prominent in affluent or suburban schools, also absent
from the discussion are issues of urbaneiis, poverty, and race. While these isstasotbe
fully coveredwithin one study, | am interested in positioning myself within the sépates of
this discussion. | hope to move beyond the mainly theoretisalissiorof college level writing

in high schooldy capturing the stags ofEnglishteachers as they make choices (both macro
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and micro) in their writig curriculum. | also choge work with teachers from an urban school
serving a diverse student population who also livegbwerty. The research questions that
guided my study are:
1. How doEnglish teacherm urban high scho@nvision and story their experiences
teaching colleg@reparatory writing?
2. How do teachers create and define curricular spaces by their personal stories and

experiences teaching college preparatory writing in an urban high school? In what ways

do the storied landscapekhogh school English teachers afféoeir dayto-day teaching

of college prepratorywriting?
Overview of Theory and Method

This qualitativestudy is situated within the theoretical and methodo&gitances of
narrative nquiry (Clandinin &Connelly, 2006)and dr aws f r o m88pPtloebries nghone
of storydriven ways of knowing which are undergirdedgweyen (1938)concepts.
Polkinghornebui 't upon Dewey 6tbroughdhis theory thgisychadogiicall e ar ni n ¢
understandings of experienaee createthrough plotdriven construts. Further, Polkinghorne
described two types of narrative research for the social sciences: Descriptive and explanatory.
Descriptive narrative research aims to create
account so ( p 1 6pdapatooy harratigerresdarch takes this a step tarkher and
examnes connections and causality amengnts within a narrative account.

Based orPolkinghorné s t, Klandiminyand Comelly (2000) identified how the
theory of storied experience is contezttot e ac her s & pr o &ndnswledge,and i de nt
theycreated a methodology fthis particular form of qualitative researdtherefore within the

theories of Polkinghorne amdethodologies o€landininand Connellyif 1 s t hr ough t ea
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staries of their lived experiensghat they are able tmake decisions, both macro and mjaro
their teachingThe collected stories aéachers in this study areagsto portray the experiences,
knowledge andlay-to-daydecison-making They are also usdto portray a more macro
depiction of teacher identity and teacherso u

We create narratives to make sense of our experience and what we assume to be the
experience of others. Stories are especially important to tedobeausthey portray
profesional knowledge through narrative structutesyers of stories overlap, conflict, and
Abump up against each other. o A teacheros sto
with the stories of others or the largesr#ssuch as policy or culture thahe is working under.
We must consider not onlyghgrand narratives of policgchool history and culture, but also the
larger storiesofaeta c her 6 s o wn 6, what sheghears érompher iIstudents avieo
conta¢ her from college, what she sees in college textbooks, what she hears from other teachers,
what particular programs expect her to do (AP, dual credit), what she thinks heulparti
students need. Additionally we must equally attenthéosmaller storg of dayto-day teaching
and what a teacher learmsii her inprogress experiencetfiese multiple stories all fit together
to construct a teacherodos professional knowl ed
writing.

This study inquires into th&tories of two urban English teachers, Allison Manning and
Samantha Wisemanwho teach collegerpparatory and college level (ARriting to junior and
senior level high school students at Monkigh School. The data was collected durihg last
elevenweeks of the 202011 school year and included classroom observations, interviews,
teacher reflective journals, and the collection of classroom artifacts. Londjeripaey

interviews were conduetl with each teachgrarticipant at the beginning of theudy. These
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preliminary interviews were used along with interviews of the other English teachers at the
school, the school principal and the district level high school English Coordinator to construct an
overarching narrative of the context of Monroe H&gthool. Then over the course of the study
shorter interviews, classroom observatjdescher journalandclassroom artifacts were used to
portray the smaller storiesofdap-d ay t eaching of coll ege writing
Final rdlective interviews were condwad the week after school was dismissed for summer
vacation. In these final interviews)l&on and Samantheeflectedupon their teaching, and
narrate their understandings ofititeaching during théast hree months of the schiogear.
Definitions and Notes on Terminology

The following terms requireome explaation regarding how they are used within the
present study. My usaf these terms is based in the scholarshipllaisb plant my research
within. Thisshould be furtheclarified through my literature review. However, | feel it is
important before moving forward to briefgxplainmy use of the following ideas and
corresponding vocabulary:

Story/narrative:These terms will be used interchangeably as will the termslaades:
to narrate/to stry, narration/storying. Based ¢ime theories of Clandinin and Conne{B007), a
st ory o risampartaltheotigh which aiperson enters the world and by which their
experience of the world is interpreted and made persomginingful. Viewed this way,
narrative is the phenomenon studied in inquiry. Narrative inquiry, the study of experience as
story, then, is first and foremost away afth k i ng a b o up 476 .XTheecfore,ghisc e 0 (
study will be collecting the stordeexperiences of classroom teachers, and these stories or
narrations are considered to be the realities through which individuals live and see th& keorld.

use of t he vehesadortiofsdouble ngeaniag well, and this is intentional
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especifly as consideration of stories and storying in this study becomes layered and deep. As an
architectural structure is one structure with many independent layers, many stories, an
individual 6s narrative Kknowswithih sarieddayebsendpor t r ay
levels of stories.
College level writingThis phrase is used to describe thericulargoal ofwriting in the
context of a college setting. It is undesidhat writing variesit different universities and
colleges, and in differenubject areas within postecondary institutions. | acknowledge that this
is a vaguderm, yet it is also a stated goal for many high scBmgllishteachers, that they
prepare theistudents for writing beyond high schobbr this study, college level wing is used
for categorizing and observing the various ways this is defineldivedoui n act ual t eac!|
minds and classroom settinglo notpropose an uncomplicated or overarching definition of
whatcollege level writing should be or is, rathehen | refer to colleg level writing this is an
umbrella term used to meanllegelevel writing on a college camptisr which teachers are
preparing their studentsd italsocould mean the collegé&evel writing students are
participating in while stilin high school and enrolled in an Advanced Placement (AP) course.
Curriculum This is used to describe thothe district andtate instructional goals, @he
dayto-day lesson plans anahit goals of classroom teache@urriculumalso will be usedn
terms of Ahidden curriculumd describing how ce
of what is taught in classrooms. This hidden icutum is beyond (yet stillféects) the more
overtly stated curricular goals and objectives.
Space This wordis used in two waysFirst,there is importance associated in the
concree geographical space of schashere a school is located in a city or community, where

students and teachers are physically located in a class8smond, | willuse the terndgspa@bin
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a more metaphoric sense as | inquire into the spatialityolideeass 6 st ori es. Accor di
Lefebvre(1991) stories create and recre#ite spaces one lives through and within, and spaces
create and recreate stories one also lives through @hith\wihese stories and spaces are
mutually dependent and yet independently configimerelation to one another. It is within and
t hrough these metaphorical spaces et hbayto we see
(Clandinin & Connelly, 2003 and howthese stories inget the dayto-day work in the
metaphorical and geographical spaces of schools.
Organization of the Dissertation
Following this introduction, ltapte two provides a review ofthe literature that situates
this study within two areas o€Bolarship. First, | reviewvriting pedagogy ad theory as it has
been historically framed in highlsgol and college settingse&ond | review literature
describing theeacher as professional, curricukoonstructor and knowledgweator, and how
this understanding of teaching can be portrayed most effectively and thoydabghligh the use
of narrative mquiry.
Chapter three explains the methodology, idalg a thorough explanation of narrative
inquiry as both a philosophical stance and a methodalbsfizictureand its position within the
realm of qualitative researchalsodescribehow | gatheedand analyze data.Finally, | present
the teachers and administrators, the major and minor participfthis study, and describe the
contextof the sudyat Monroe High School
In chapters four, five and six, | presdinidingsand the ways stories were layered and
lived by the two central participants, Samantha and Allison. Chapter four is focused upon the
meganarratives of the English departmertlofiroe High School The ter m é@dmeganar

comes f r oil984)heoty afmatrétise knowing and was coined@gon andCraig
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andin their 2009narrative studpn teacher accountabilitfhese meganarratives are larger,

shared narratives whidname and story the way English department teachers work @nith liv

the school. The five meganarrative®: the narrative of transformation, the narrative of poverty,

the narrative of teacher autonostiye narrative of standardized testing, and the neerat

relationship buildingChapters five and six integrateties e cond wave of narrat.

(Georgakopoulou, 2006) by examining the smalleridagay stories of two English teachers at

Monr oe High School, Samant toaesshowdsthelwaysthaishe Sam

provides individual instruction and motivating experiences to her students in order to prepare

them for college writing. Allisondés small sto

in flux as she negotiates thempeting goals of preparing students for standardized testing while

providing them with what she describes as fAau
Chapter seven aims to connect the meganarratives with the smallertsiraggh the

interpretive len®f Lefe b v {183 }heories of spatialt This chapter also considers

implications of this study and how this study could be extended into future research projects.
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Chapter Two:
The Teaching of Writing and Teacher Knowledge

The scholarship most pertainitgthis dissertation study follows two strands. The first is
the historical and theoretical inheritance of the teaching of writing in high schools and colleges.
This standexamina where the commonalities and contradictions have occurred between and
amorg high school and college writing classrooms. Most important in this strand is the impact of
the writing process movement and the ways high school and college contexts have created
differing interpretations and implementation of process theory. The sstrand, which is
somewhat connected to the writing process movement, is the examination of teacher knowledge
and teacher as knowledge creator and curricular assessor. The writing process movement was
generated by practicing writers and classroom teaeWieosbegan to look more closely at their
own teaching and writinglr' hese individuals also condedtresearch within their classrooms.
Therefore the positioning of teacher within a writing prodessed classroom became one of
teacheraswriter and teacheas-researcher and teackasreflective practitioner. This is a very
different sort of position from the traditional teacher role as knowigdgeeyor or one who
assigns and grades student writing without inquiring upon or participating in the procasses of
creation.
Part One: The Teaching of Writing in High School and College

Historical perspectives in teaching witing .

Until the 20" century, thehigh school English curriculum was based solely on major
literary works and since most students wlid attend high school unless they were planning to
attend colleggethe curricular content primarily focused around the works of literature defined as

necessary for college entrance (Squire, 2003). In fl8dNlational Council of Teachers English
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(NCTE) was organized to protect high school English teachers from the adherence to college
requirements and to encourage freedom to create content based upon the needs and interests of
high school students. This tension, however, has never totally dissipaisthigh school

English teachers are aware of the current academic needs of their students versus the goal of
preparation for college entrance and achievement.

Due in part tdhe progressive movement in education, secondary English began to move
from being ontentfocused to becoming me functionallybased. Addarris (1997)described,

t here was a fAshift fr om Bkarnvaborjw acenseBfitgsl i sh as
something yowoo () pwWhile Inany English classrooms answer to particular content

objectives such as grammar, the literary canon and the modes composition, these are usually
taught within one class and under the philosophy that the content pieces function together in the
realm of fAcommunicati on ar tcamnunicating andfitréiquing oader
oneds |linguistic world.

It seems that we have recently cycled bacfocusing on contenas the teaching of
writing in high schools at |l east has become v
college equivalencygnd advanced placementhdugh there r@ certainly important social justice
and politial issues connected with preparing more (and perhaps historically marginalized) high
school students for college level writing, this may also be narrowing the cumiafltraditional
high school writing and changing the way writing is taught and even conceptualized in the high
school classroom. To understand where we now stand, we must consider the past movements in
writing instruction at both the high school and cgéldevel, and we must consider where these

have aligned, where they have differed and why.
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The writing process novement
The writing process movement was revolutionary in the way it portrayed not only the
writing classroom, but also the role of teacheal the relationships between teacher and student
and theory and practice. Maxine Hairston announced a paradigm shift in her famous 1982 article,
The Winds of Change: Thomas Kuhn and the Revolution in the Teaching of V&titeng
declared,
we are beginning o find out something about how peo
chart the rhythm of their writing, to find out what constraints they are aware of as they
write, and to see what physical behaviors are involved in writing and how they vary
among diffeent groups of writers . . . We are seeing only a tiny part of the whole process,
but from it we can infer much about what is going on beneath the suifak®). (
Hairston went on to identify the twelve principle features of this emerging paradignmsistt,
of which have become accepted pedagogical features in writing textbooks and classroom
practice. These principles portrayed writing as a recursive activity of both rational and intuitive
thinking that occurs over a sustained period of time, with teadezasionally intervening to
guide and assist. It also described writing as a way to both generate meaning and clarify thinking,
and a craft that should be evaluated holistically and practiced in a variety of modes. Finally,
Hairston expressed the rhatal basis for all writing and the necessity of writing teachers to be
writers themselvegHairston, 1982)Scholars such dzaigley (1986) andBerlin (1988)went on
to identifythree conceptions of writing process theory: The expressivist view, theize gmdw
and the sociaépistemic view. While the expressivist view has been the most influentiallih K

writing instruction, the cognitive and socigistemic views have been more influential at the
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university level and allowed theories establishedubhothe writing process to adapt into athe
theoretical stances.

Today, almost 30 years after Hairstonds ar
these principles became translated in subtly different ways than they were first presented. As
with anytheory, or any educational reform, the ways these ideas play out in classrooms often
look somewhat different from the original explanations published in academic journals and
books. Through years of critique, reevaluation and contextual changes, wedawsns
evolution of how writing process is taugpplebee & Langer, 200Nystrand, 2003Yancey,
2004) Though our classrooms still have strong ties to the process movement, discussions like
those between David Bartholomae anteP&lbow (995) regardig expressivism and academic
writing have affected our pedagogies by calling process #®emtio question. Argumenlige
thosemadeby Maxi ne Hairston attempted to kieep t he
fight the cultural studies movement whjatcording to Haston.e nvi si oned Awriting
vehicles for social reform rather than as stude® nt er ed wor kshops designe
confidence and competence as writerso (Hairst
critiques, chaging contexts within our secondary classrooms based upon the standards
movement and higktakes testing have forced teachers to adapt the writing process into a more
distilled ver si onAppldbee&adandgey 2009 Sgoire, 2008)naly wo r k
Kat hl een Bl ake Yancey points out that rather
of a tectonic changeo (Yancey, 2004, p. 298)
and literacy.

The original writing process movement and pritegocan be traced back to influential

scholars such as James Moffett, Janet Emig, Mina Shaughnessy, Peter Elbow and others. | will
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describe and trace these scholars individually and in more depth later. Although they had much
in common, these process wgitheorists had slightly different perspectives and created
slightly different classroom responses. However differently these ideas may have been adapted,
it is still true that this movement created a paradigm shift in the teaching of writing. Current
language arts textbooks and state and district standards include the pedagogical stance and
terminolagy of writing as a process. A recent study by ApplebeeLanger (2009) on the
current state fathe teaching of writingound that the writing process iswdhe prominent
pedagogy in both middle and high school s. Th
had become the conventional wisdomo (p" 24).
grade reported process writing as a central formsifuction and 26% described it as being a
supplemental form. When this survey was repeated in 1998, the results were basically the same.
Hairston was correct then, that we were under
Appl ebee and sLoawriting pratess beingreither a gentral or supplemental form
of writing instruction in 97% ofclassro ms dur i n g dafh @sayltte pabadigm shift t i s
is now complete

Though contextual issues have forced the writing process to look sohdiffdrant
from the way it was envisioned in the 196006s
become further deepened and expanded. When early writing process theorists began looking to
their own classrooms to understand the teaching of writimay, provided for the first time a
model of teacher as meaningaker and curriculum developer that was based upon the
speci ficit y demtf and dasstboem. Wemwrisng process theangitored
teachers to write with their students and shhed& processsa model for student writerthey

may not haveealized the power of that proposition. The teachers, who learned about the writing
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process from actively engaging with it, also began to find their own voices on the page and
commenced to sha their classroom knowledge with a wider audience. While the writing
process certainly transformed the way secondary teachers emwirging instruction,an equally
important legacy of this movement is the way it complicated the roles of teacherches@ad

student, and blurred the lines between research, theory and practice.

Before the writing process movVv eassgnedand f

evaluated nottaught.Focus was upon the final product and the correctness ofxhd bere
was little regard or understanding of what the experience of writing was like and how that

experience could be more effective, fulfilling and intrinsically motivating. With the writing

t

process movement 6s new und eiengheywnitd,ithargcamea b o ut

many calls for reform which put students at the center of instruction. In secondary classrooms in

particular, Donald Graves (1983), Nangiwell (1987) and Lucy McCormick Calkins (1983,

1986) described a particular image ofatwring c¢cl assr oom most often

wor kshopo where teachers were encouraged

1 Write with their students and make their writing processes visible models for students

1 Allow students to select their own topics and genres
1 Explicitly teach invation strategies

1 Provide teacher and peer response to student writers during the writing process

t

h

r

(O )

T Teach grammar and mechanics in ways that

(rather than from worksheet and drills).
1 Provide large chunks of class Bnperhaps entire class periods, for students to invent,
write, revise, edit

1 Provide publishing opportunities for students
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1 Assess holistically, not only based upon correctness or adherence to identified writing
standards. This was often recommended thrquagtiolio assessment.
Graves, Atwell, and Calkins drew their descriptionsvaf i twerksbop from the
movement forming in the universities with researchers who first studied and documented the
ways people wrote, not just whéiely wrote. Researcherkdi Shaughnessy (197 Bmig?
(1971),Perl (199) andSommers (1980) studied what writers do when they wnitdat are the
thought processes, the acts, the assumptions and the constraints of student writers, and what can
teachers do to create conditionsamhwriters can develop more efficiently, effectivatyd
fully? Theorists like Elbow (1973, 1981acrorie (1984), Murray (1978, 1982), aktbffett
(1968) added their own ideas to the movement, and many secondary teachers readily
incorporated them intdeir classrooms.
Though todaydés classrooms do not hold exac
expressivist pedagogies that were put forward irettiéywriting process movement, many
writing process ideas have been adapted to better suit the tsomtexiddle school, high school
and university classoms. For example, most Englisdachers today understand that ideas do
not come from thin air, and a bit of invention or prewriting strategies will help students select
and develop their own topics.ddt writing teachers expect that students will write more than one
draft of a paper. Some may include response groups, teacher conferences, portfolio assessment,
and/or lessons on revision strategies to incorporate this idea further in their classrobm. Mos
writing teachers today understand that students need models for writing. Most writing teachers

do not assess writing based only upon correctness and standard form. These writing process

% ThoughEmig focuses her study on high school students and notgesindary composition students, | have

situated her with this group of composition researchers because her work is often cited within the literature on
O2YLI2aAldAz2y aidzRA Syaembracéd ofsludied By secandaly ylassraom & theRR, and therefore

L 0StASGS Al FAGa 0Sad sAGK tSNIZ {KIFIdAKySadaae FyR {2YY
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ideas have become so much a part of our teaching, it is difficbétlieve that at one time they
were considered revolutionary. However, critiques of thiangrprocess movement have
influenced shifts in the attitudes towards these ideas.

Tobin (1994)describesn political terms theritiques ofwriting process movenm that
came from both sides ohe educational spectrumo@servatives believed that the writing
process movement was too lax and harmed students by neinteanportant skill sets. bre
leftist teacherdelt the writing process was too expressiwastdpersonal, lacking the necessary
depth of rletorical and cultural critique

Key players in the writing process movement radically changed writing instruction in
secondary classrooms, and today the ideas of writing as a process seems almost comntonplace. |
is difficult for some teachers to imagine tha
as important as the pedagogical changes, the writing process movement brought about other
changes in the structures surrounding research, theory and tiesacieship.

Teaching writing in secondary ghools

As the writing process movement made its way into secondary school classrooms, instead
of critiques, some misinterpretations occurred. Teachers, who had not studied the process in full,
began taking b and pieces of the theories and practicesrihest; and implemented them
haphazardly with their students. For example, teachers heard that students should choose their
own topics and be able to freewri tfe ofteroat it hi nk
the expense of teaching revision, organization and editing strategies. Some teachers (both
secondaryandpestecondary) misinterprthewreidt wmgtpmgceass
which entailed aery structured, linear stepy-step procss that was taught to students as a non

negotiable procedure to create any piece of writirapin, 2001)
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Another misunderstanding resulted in the lack of grammar and mechanics instruction.
Teachers heard part of the messagjeat theyshould notuse worlsheets or their trusted
Warriner s handbook dr i | Ilisothewid hotteachthengatal.mmar a
In reaction to this widespread misinterpretation, ConstanceaMer became a prominent
advocatdor secondary English teachers becausepbvided usable guides and direction on
how to teach grammar in the context of writing (Weaver, 1998, 1997, 1996). Still today, on her
Western Michigan University web page, Dr . Wea
Grammar fornThashwrsdotehein smaller type belo
Teachi ng (W¥avert Westeyn Michigan University homepage for Constance Wetétver)
seems this is still an issue within our teacher preparation esehice programming. It is
chalenging to incorporate rules and correctness within stuckemtiered writing instruction in a
way that the standards are both contextualized arfdlu$&e minilessons oAtwell
unfortunately were often readily ignored as teachers embraced instea@olgds of student
freedom and expression.

Anotherissue at hand is the increasirigss sizes that are occurring because schools are
hiring fewer teachers to save money during the current difficult economic fliheagh the
classic idea of writetsvorkshop makes sense to many secondary teachers, it feels unmanageable
and organizationally burdensome because of the individualized attention it demands. When
classroomteacherssee 35O 0 st udent s a day, it just doesnd
classes in this way. While other writing programs exist in schools, and many private schools still
have classes described as or even named dAwrit

classroomsi s e wr i t e asAbwelldescribesl.hTbigois likelyue to the contds of
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increasing classizeas wel |l as standardized testing which
professional knowledge

Teaching writing in college

At the postsecondary level, the writing process movement has adapted following various
critiques. Several critics pointed out the cegpressivistic slant of writing process scholars
(Bartholomae, 1993erlin, 1988 Spellmeyer, 1993) Ot hers criticized the
context or content and suggested new content models based cyltura constructivist model
(Berlin, 1988 Bizzell, 1994. Most composition departments and instructors today still practice
many of the teaching ideas that came out of the process writing movement. For example, they
expect students to write more thameadraft of a paper, incorporate response groups and/or
teacherstudent conferences. Many also allow their students some choice in writing topics, use
portfolio assessment and use brainstorming and prewriting activities in class.

Yet as the critics of #hprocess movement at the psstondary level began to describe it
as both conteriess and contexess, the freedom for students to choose their own topics and
forms felt too loose and incorporated no substantial curricular materials with which students
could connect their writing. The movement also did not acknowledge the socialized, racialized
and gendered contexts of students as they wrote. From these critiques, the universities moved
t hrough what 1is now call ed dotpdraed a aultuialastudies ur n o
or social constructivist mode of writing instruction, within which, instructors presented students
with texts (content) that both modeled forms of academic writing, while complicating and
guestioning social and culturalnornt udent s wer e expected to inte
themsé ve s o i nt o SpelmeyeldoB)tescribed, malsscholars looked to a

pedagogy At hat recognizes individuals as real
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are never abgether powerless, unaware, or passive in their relations with others: never just
creations, always reflective creators of both their own identities and the social vmeslds t
i nhafmpB82).0 (
The social turn itomposition studies elicited conflictingews: Oneportraying the
process writingas being conteriess and comixt-less, while others portrayirthe cultural
studies model as put t(Hamstpn, B9D2.dl8OATOHNE2004)r e di ver s
reminds us however, that critical binariesdaling the process movement portray both sides as
Agui lty of (pelR)agigeéir at diom@ t he history of our fi
and posiprocess is as reductive and misleading as dividing the composing process into
prewriting, writng ard  r e v p.45). Redactivé, it certainly is, but it seems that at the college
level, while many attributes of the writing process movement are still solidly in phace,
theoretical questions and critiques have extendsd frostprocess theory (Keni999).
Postprocess theorgritiqued the ideas of process writing theories by dismissing the
assumption that there could be oneesdtompassing process that applied to every act of writing.
Postprocess identified the importance of individual consmxd communicative goals of
composing, and argued that these would determine any processes that a writer might participate
i n. Therefore, teaching fia processo would be
every possible context or every comnnication goal in which a writer could participatenn
Bloom (2003) described thrdeeliefs of postprocess theorythat all writing is public,
interpretive and situatedVhile process theory forwarded ideas of discovery and the importance
ofthe write® s i rexpeegsianaol control, the pgstocess movement looked outside the

idealized individual writer and acknowledged issues of gender, class, and other
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socialized/socializing discourse communities, showing the influence of these on how and what a
writer composed.

Changesurrently occuring arstemming partly from this pogtrocess understanding as
scholarswvork to understand how the very definition of writing changes depending upon context,
medium and purpose (Yancey, 2004). While cultural studislowly losing its place as the most
innovative and necessary pedagogical stance, it is being replaced by a new interest in new media
and digital literacies. These new pedagogies borrow from anddewtest was learned during
the social turn, but alsdentify new questions and concerns as widle new media and digital
literacies focus of postecondary composition is in response to the contexts of our students and
current writing and reading situations. As we embrace this new content field, we areraty
assigning students to write within these new fields of discourse. We cannot just see these new
literacies as tehnicalities. Asyancey(2004)advised,

If we continue to just partition it off as just something technical, or outside the parameters

governing composing, or limit it to the screen of the course management system, or think

of it in terms of the bells and whistles and templates of the PowerPoint screen, students in
our classes learn only to fill up those templates and fill in those @fctooxes which,

in their ability to invite intellectual work, are the moral equivalent of the dots on the

multiple choice test. Students will not compose ad create, making use of all the means of

persuasion and all the possible resources theretor ritbg will complete someone

el sebs soft war e p aantioadaf that packagepy320yi | | be the
We are once again studying how students write within these fields. Here is the most interesting
piece of this new pedagogiy many cases our studsrare the experts over this discourse. As

we move deeper into these new ways of seeing writing, teaching, and the production of texts, it is
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well advised that we turn back to the lessons of the process writing movement, and once more
write with our studets, and study the processes of our students and ourdeéresis the true
legacy of the writing process movement, that the relationship with our students and our position
in our classrooms will continue to be that of researcher and writer, not onlgteassigner and
grader.

The writing process movement was transformative in the way it described writing as
something to be taught, not merely assigned and critiqued. It gave power over to the student and
envisioned students at all levels as writers,ydters-in-training. Further, it acknowledged that

thinking occurs differently when one writes, that the act of writing both clarifies and constructs

meaning. The power of this movement is descr.i
many teacherwho began teaching this way in the 1960
teachers tried teaching this way, AThe energy
a teacher, were clearly changed, ,p®6)dLkdly felt t

for many of us, there is no going back as the paradigm has truly shifted.

Even with the powerful influences of standardized testing and writing in new media, we
are learning to adapt the values and lessons of the writing process movamémtse current
contexts. That is what we do now. Because of researchers like Emig and Shaugbaelssis
have models for studyingt udent s6 | i teracy p keaAonelliande s . Becau
Graves, we know teachemaust participate in their assrooms imore active way. We know
teachersnustit ake responsi bilnd yt gdaahitrhged rb yk nwrwil teidryg
studens and studying the instructional moves made in betts and classrooms. This, in some

ways is the most important inliemce of the writing process wement, that not only should
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teachers allow thestudents a®ice in their writing, buteachers should give voice to our
practice and the knowledge we can create within our classroom work.

The gandards movement, ollege preparation and writing i nstruction.

Current scholarship addresses the need to attend to diverse literacies in our high school
classrooms, and at the same time there are political and societal pressures to focus writing
curriculum upon college preparatiand academic texgroduction. Most high scho&@nglish
teachers acknowledge the narrowing of curriculum towards the goal of college preparation, and
often see this as a way to help their students (especially those in poverty) move out of
marginalized posions. Preparation for college writing can allow for an easier transition into and
more powerful position within academia and in turn the larger culture of work and citizenship.
This is a place of tension for many urban teachers, however. How does anan@lprovide
space for diverse literacies whilgllgpreparing students fdraditional literacy skills o€ollege
academic writingKirkland (2008, 2010) suggests a New English Education that provides a
Acurricular third sp @oeoreenvisdming efthe definiiapngfe st an
academic orcollege lev&lr i t i ng t o i ncorporate Ahabits of
expressivist forms of writinggvaWood, 2008; Gemmell, 2008; Jocson, 20Rixloch, 2010.

At the same time, states dr@ng pressured to adopt, bavealreadyadopted the new National
Common Core State Standards for College and Career Readiness which narrow the purposes of
writing to three academic modes: naiv@, argumentation and expositagsays. This all creates
ashaky groundor high school teachers who are receivitiferent messages and pressures from
different sources, making their curricular decisions even more complicated and politically

charged.
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The trend to focus high school English instruction uporegellpreparation comes from
both social and policy pressures. There has been an explosion of new scholarship focused upon
the teaching of college composition in the high schEdlisup & BernardDonals, 2002;
Budden, Nicolini, Fox, & Greene, 200Rarris, D06 Simmons, 2005; Sullivan & Tinberg,2006;
Sullivan, Tinberg, & Blau, 2010fhompson2002. This work has developed from an awareness
that high school students anéien taking college composition while still in high school through
Advanced Placementpternational Baccalaureate or deabdit/concurrent entiment classes.
These arelifferent avenues through which students can earn college composition credit in high
school, and we are just beginning to understand theeliftes and implications of each
program The one thing that is @ein the scholarship is that no one agrees upon a single
definition of college writing, and the wagollege writing is taughin the high schools looks
different amongsettings and rgrams. It also often looldifferentfrom what occurs on a
college campus. While some automatically assume the solution is to standardize and create
uniform definitions, assignments and assessments for these programs, others see them as places
for collaboration and conversation. With morelanmor e st udent s At esting ¢
composition, it is clear that this trend is not going away especially as our new National Common
Core Standards are reflecting this view of writing curriculum as inherently college preparatory.

The National Commog@ore Standards were adopted by the United States Department of
Education as a component for statesd6 applicat
time of this writing, 42 states had adopted these standards, and were in the process of making
them a part of state public education policies. These Standards were designed, not by
developmental knowledge of children and adolescent literacy growth, but by identifying

ACol |l ege and Car eerdaRaadion eang -AWeameligragdad i ng vy
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level standards that progress toward achieving the final anchor standards. In other words, the
kindergarten standards are based upon beginning steps in a progression towards college and
career readiness, not necessarily on what a kindergarteredoplenentally should be doing or
can do. A striking example of this is the following writing standard for Kindergarten which is
aligned with the college readiness standard for research writing, where a student
should:fParticipate in shared research andwmgi projects (e.g., explore a number of books by a
favorite author and gGopmoeCore Standards mitiabive, £01@, b o u t
p.19).
Therefore, following these National Standards, the entife Kurriulcum will be
designed to train students fasliege or career. This isdifferent view of schooling than what
we 6 ve s e e hwharencurdiciiuen wasadssigned to educate a student inhnbsédc and
multi-facted waysTranslated into writingnistruction, the curriculum will focus only on genres
and modes that will also prepare students for college and career, and according to the standards,
this includes only three main Atext types o
1. Write aguments to support claims in an analysis of substantive topics or texts,
using valid reasoning and relevant and sufficient evidence.
2. Write informative/explanatory texts to examine and convey complex ideas and
information clearly and accurately through #féective selection, organization,
and analysis of content.
3. Write narratives to develop real or imagined experiences or events using effective
technique, welchosen details, and wedtructured event sequenceSo(ncil of

Chief State School Officers amhtional Governors Association, 2040,18)
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Basically,under these standards, studemtise argumentationgxpositionand narrativesWhile
writing in these three modes, the standards also spepdytiaularfocus on research writing as
well:
Conductshort as well as more sustained research projects to answer a question . . . Gather
relevant information from multiple authoritative print and digital sources, using advanced
searches effectively, avoiding plagiarism and overreliance on any one source and
following a standard format for citation . Draw evidence from literary or informational
texts to support ahgsis, reflection, and resear¢@ommon Core Standards Initiative,
2010,p. 41).
These, according tdé¢ standards are what will prepare them for college and the workforce, and
beyond that, there are no other meaningful purposes for whtihge the standards do not
prevent teachers from teaching other genres or purposes, we already know from exp&itiences
policies like NCLB that it is highly likely that teachers will teach only to those standssds.
these standards have just recently kesopted, they are not yet fulijplemented by states or
schools. That will take several years of teacher trgjrtiest development and perhaps even text
book and resource-design. In the meantime, states are beginning to hold workshops on these
standards for teachers and administrators, and certainly this will impact our schools over the next
few years as our wing curriculum becomes even further narrowed for what is being touted as
preparation for college writinghs more control over curriculum is situated outside of schools,
teachers will have fewer opportunities to depend upon their own professional judgment
construct curriculum based upon their own contdkis.important that we find ways where

teachers can gain control over their writing curriculum allowing the construction and adaptation
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of their instruction bas dawise thecarricplanrwillicontinuear st
to be taken out of teacherso6 hands dominated
When consideringhese curricular constraints within the framework of spatiality, we
must considet. e f e b v r e 0 between siadminated and appropriated spabech will be
used later in this dissertation as an analytical lens. For teachers to appropriate the dominated
space of standards and standardization, we must allow them the professional authariijyto
their gaceto seve the needs and possibilitiestheir students. Authentic and experiential
learning through habits of mind may be a place to begin. So too must it begin with teachers as
knowledge creators.
Part Two: Teachers as Knowledge Creators, CurriculaDesigners and Assessors
Following the lessons of teachexsearchers who ushered in the iwgtprocess
movement bytudyng their own teaching (Emig, 1971; Perl, 198haughnessy, 1977;
Sommers, 1980) this dissertation study is situated within thef bedieteachers are the most
knowledgeable assessors and designers of their curricula, and in order to better understand
curricular design, we should study the choices and the experiences of teachers. These choices
and experiences create a professionalltedge and identity that is difficult to articulate or
measure, but it is valid and it is essential that educational researchers find ways to capture these
professional ways of knowing.
Darling-Hammond (1990) identifies two systems of teaching. One & slie describes
as the Abureaucratic approach to @seachingo (p
Astandardized, 0 meaning At hey wil|l respond in
curricular fAtreatment so c (pe2d)t Thidisemyiscenhod se out s

Jacksonbés (1986) descript i onwhih transhies facdts)andmet i c
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procedures from teacher to student, or what Freire (1970) describedoaskirey concept of

education This bureaucraticsystm or mi met i c teaching is fAsecon
Opresentedd to a learner, rat h¥8ptlivaWithbdi scov
this system, the teacher is merely a channel for knowledge to pass through. Knowledge is
transmitted fron policy outside the school to the student, and the teacher merely conveys that
knowledge without actively participating or assessing its worth or appropriateness.

Darling-Hammond advocates strongly for a different positioning of teacher: that of
teachepr of essi onalism, whicemtehedde abds@dooqvp efllg
25). This position relies upon the teacher as knowlexgator and c@onstructor of curriculum
based upon judgment of context rainteractivmdndyv i dual
studentcentered position than a mimetic, bureaucratic form of instrudtipositions teachers
in adifferent way in the classroom, by demanding higher levels of participation and inquiry

The tradition of seeing teachers as knalgke creators and curricular designers began
during the progressive movement and was especially clear through the creation of laboratory
schools. Theseaboratory schools weidiverse based upon the belief that children begin school
coming from different ralms of experienceherefore standardization walegical. Under the
progressivdaboratory school models, there was a belief that if curriculum is standardized, then
some children will not experience growth and others will experience very little growil,
even others will experience massive growth. Trying to quantify this growth is virtually
impossible because of the vast range of variables. Certainly, some testing can give us
information, but in theprocess, what we must avoidwbhat Dewey descrite as fAquant it at
by-product s6 which are helpful to understand on

Therefore the creation of curriculum depended
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of their own students. Since there was no stedizhtion of curriculum, dighly-trained teacher
stood at the center of all classroom decigwaking. Curriculum wa designed not by a theorist,
policy-maker or contertirea specialist outside the classroamstéadtiwas imperative that the
curriculardecisions were made within the classroom through the naturalistic understandings and
inquiries of practicing teachers.

One of the most interesting parts of the laboratory schools was the professional
development mdel whereirteachers were invited to fornhainquire into their own practice.
The laboratory schools provided summer institutes where teachers would focus upon their own
guestions and concerns brought out of their individual classrooms. Here, teachers were asked to
evaluate and then reform themdividual curricula within their own classroom contexts. They
were not told what to change based upon their test scores. Rather, it was assumed that teachers
could qualitatively judge the strengths and weaknesses of their curriculum and teaching then
work to overcome the weaknesses and build upon the successes. At the time this was a radical
idea. Despite our current preoccupation with standardization, there is still today a trace
continuation of these ideals in many areas of teacher research, actioohresebprofessional
development, positioning the teacher as knowlettgator. More current portrayals of these
ideals have been promotaudthe field of educatioby the scholarship of Joseph Schwab and
Eliot Eisner.

S ¢ h w addl fospractical curricula r assessment

Joseph Schwab wrote about the need to step away from theory and back into the realities
of classroom |Iife in order to truly judge <cur
this stance firequir es lamswhere tsyproblemslisintiedy t o see

behaviors, misbehaviors, and Rb@haviors of its students as they begin to evince the effects of
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the training they did and did not geto (Schwa

Dewey0s dev e bhborptonesohbolspwherd the eéeacher is the creator and assessor of

the curriculum alongside students as they | ea
Aseek problems where its pr obwnhecamotthoougily i t mak
comprehend classésbe havi or so6 would not be the ideal as

teacher knowledge and the insider evaluation (s)he can provide.

Further, Schwak1969)describes that evaluation must be understood as a part of the real
world, not some sort of test that one might attempt to create within controlled or labdiagory
conditions, fAnor are we concerned with succes
but also as evidenced in |ife and worko (p. 1

In the endjf curriculum is based not upon standardization, but upon value judgments, it
only makes sense that the assessment of such curriculum should also {msatijeand
gualitatively framed. Further, because of the naturalistic setting of such evaluatiomgsthe
thorough evaluation would have to be done by someone with a more comprehensive
understanding of the context and the curriculum as it became a lived experience for students.
Therefore the best evaluator and designer of a curriculum would be therteachis teaching
it, by seeing how it works with real students.

Connoisseurship in €ucational research

Eisner(1983)discusses curricular design in similar ways. He says we do not expect
architects, when asked to design a tHyegroom house, to desighe same exact house. Rather,
we would expect each design to be different,iiyeltide certain accepted paramet&@scause an
architect knows houses so well, he can create a design that is totally unique, yet is still a

successfully designed thredram house. In this way, teachers will create curriculum and their
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classoom work in ways that lootlifferent, but because they hold a specialized, professional
knowledge, their unique curricular designs can be successful, yet different. When we expect
identcal results, and try to quantify teaching or curriculum, we are attempting to narrow the
definition of a successful model, and in doing that, we lose the professional knowledge that
makes uniqueness valuable.

In order to make these value judgments, Hislescribes the need for connoisseurship in
educational research. Connoisseurship Ais a m
.. .the ability to differentiate and . . .to experience an interplay of qualitative relatiarjthips
also] requires an awareness . . .the ability to experience those qualities as a sample of a larger set
of qu aHisnet,li %%10, (p. 64) . I n fact, he says that 7
connoisseurship in some areas of life. In virtually all casewgever the level of their
connoi sseur ship c¢an Eibner,19948 p 89gand this makeswsense, ctearly t i o n
in every day examples. Further, Eisner describes the need to portray amitpueative
examples of teaching in ways that are contektadland valudased.

In view of the teacher e sear ch movement, Ei snerds view
from that of a traditional educational researcher and also be applied to teachers as knowledge
creators. There have been many writers especiatheimction research movement who have
framed teaching in this way. These scholars contend that teachers can and should not only create
knowledge through their own practices; this will also establish their miofes voices
(CochranSmith & Lytle, 1999; Fedrich, Malarky, Simons, Tateishi & Williams, 2005; Mohr,

Rogers Sanford, Nocerino, Maclean,& Clawsa2004).CochrarSmith andLytle (1999)
identified several conceptual frameworks which portray classroom inquiry as transforming the

role of a teacheOne way they describe this transformation is a:
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... blurring the boundaries of research and practice and on conceptualizing practice as a
critical and theonybuilding process. The larger goal is to create classrooms and schools
where rich learningoppot uni ti es i ncrease studentso6 | if
of teaching by altering the relations of power in schools and univergpiesg
This positioning of teacher as researcher or knowledgator shifts the predominant
powerofknowledg cr eati on from t he -maldersd dtead Ot hdhefdirn
practitioners. It can even be so powerful as to enable teachers to deconstruct the hierarchies and
assumptions held by policy mandates regarding what it means to teach writipgradudar
grade level or in a particular setting.
The importance of teacher kowledge
This model assés that teachers should be well informedhe practices of writing (not
merely technicians of the content); they should analyze their own pranticexperiences in
writing in order to better teach writing to their students. Teachers then are not merely distributers
of knowledge, but creators of knowledge and theory. Reform of classroom methods and practice
should come, according to this model, from outside theories, but from the daily experiences
and practices of teachers and students. In other words, classroom practice is-butihdiogy
activity when teachers are encouraged to reflect upon and share what is happening in their
classrooms. Thiis described by Tanner and Tan(®907)as theprofessional teachdn
contrast to théeacherastechnicianwhentheystatd The abi |l ity to synt hes.i
in action is the hallmark of the professional teacher. Clearly, if teaching ispi@fessionalized,
then knowledge of best practices in education (including the ability to implement such practices)
and the ability to think experimentally shoul

(Tanner & Tanner2007,p. 408).
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However, tlere are many issues that keep teachers from gaining this professionalism. For
Walker and Soltis describe these difficulties as coming from three main issues: (1)Where can
teachers find time and resources to do curricular work? (2) How can teachers gaithtney
to make curricular decisions? (3) How can teachers decide when curricular change is necessary?
(Walker& Soltis, 2004, p. 3). These are all important concerns, and transmit the somewhat stark
realities of teaching. Teachers have little timeetitect upon or share their knowledge. They
have little opportunity and resources to collaborate and createaveate curriculum. Further
their authority is often questioned or dismissed outright.

Also, this sort of professionalism and canstivist teaching is g@rocess that cannot
easily be described. Scholarship on teacher knowledge links this closely to teacher identity
because when teachers position themselves as knowdeglggors, the personal and professional
are often so closely intertwinedlsup, 2006 Gomez, 2007Grumet, 1988Palmer, 1998). It is a
combination of personal experiences and professional understandings. Linda-Bartingond
expl ains, AWhen viewed as a craft, teaching m
enterprise, foit concerns itself with the making and remaking of an object until it satisfies the
standardso 1t s c r e-Bamoond1990palsa).iAmddgf the enterprise is concerned
mainly upon the satisfaction of the creator, how can researchers best exatlat@mine this
craft?

Lei berman and Miller (1990) also point wus
begin to identify and examine a teacherds kno
interactions, and feelings that an individtedcher experiences. It acknowledges the patterns and
the boundaries, the emotions and connections and social nature of teaching. Leiberman and

Miller explain that from these thingswecamt onl y examine teacher knc
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teaching identityln their eyes, teacher knowledge and teacher identity are closely linked and
examined in similar ways.

The difficulty and the challenge however is how to capture and portray this knowledge
and identity. Qualitative inquiry is certainly the realm necgsfa this sort of inquiry. Some
have contested that this sort of teackimowledge can best be studied introspectively, by the
practitioner herself through action research or-aitmographyCochrarSmith & Lytle, 1999;
Ellis & Bochner, 1996Rath, 20@; Walker, 2007, while ahers have suggested more
collaborative forms of research through which the teacher and researcher learn together and
construct research texts while the teagbenticipant is still positioned as the expert and
knowledgecreator(Josselson, 200Kelchtermans, 19945avage, 2003)his studywill employ
a narrative inquiry because this methodology allows the researcher and participants to co
construct storied accounts of teackapwledge. It is initiated through a plslophical stance
that teachers create knowledge and construct curriculum through thesd sgxperiences.
Finally, narratvemqui ry i s best suited to the capturing
small stories (Georgakopoulp2006) while still ackowledging the existence of the larger social
constructs of grand narratives teachers must live and work withennext chapter will deal
more closely with the tloey and framework of narrativaquiry as a research methodology and

explain how this is kst suited to inquiring into the questions of teadkerwledge.
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Chapter Three:
Research Context and Methods
Part One: Capturing Teacher Knowledge hr ough AStories to Live Byc¢
Since it is impossible to authentically capture teacher knowledge thtaditonal
guantitaliveresearch methodology, my research was conducted through the methodology and
philosophical stance of narrativequiry (Clandinin &Connelly, 2006), and a close examination
of the storied landscapes of two high school English teacls . Providing each te
landscaps best portragthe experiential, relational and fluctuating realimeacher knowledge.
Narrative hquiry is a relatively new form of qualitative research methodology, and while many
researchers mayusenaat i ve and story to varying degrees
take on many different roles, and elicit many different results. Beforeiexgahe specific
methodologyused in my study, it is important to understand the position of narrattivi the
larger realm qualitative research, anglacly position the present study withire current
scholarship
Narrative has been and is being used in educational research for both purposes of form
and philosophical stance, and when a researche(sdngsis doing a narrative study, that can
actually mean a wide variety of thingsergen andsergen (2006) make the distinction between
t wo ways of seeing narrative or story in rese
cognitive struatr e or schema through which we under st a
as discursive actionso (p. 118) . When used a
researchers for the effect they provide in reporting and illustrating research.ugéteto
portray ficognitive structures and schemaso re

experience is storied experienead the best way to understand that experience is through the
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collection andanalysis of stories. Narrativaquiry, thendeals with story or narrative as
cognitive struture. This studyassumethe stance thdtuman experience is formed through
narrative accounts. Any rhetorical or discursive actions occuring through the use of storying
these experiences are considerenbsgéary to the primary cognitiveuppodions. Whether seen
ascognitive structures or discursive actigrnge can observe three common vala@®ss most
all forms of narrative researcthe importance of story, the importance of context, and the
importanceof relationship.

The value of story was first described in the context of social sciesearch by
Polkinghorne (1988and then developed further as aegsh methodology by Clandinin and
Connelly (2000, 2006and Clandinin, Pushor, a@r (2007). $ory has been identified
throughoti the literature as an effectiveay to depict research data to readers, and to portray the
human element that is at the heart of qualitative research. In their narrative study of literacy
events irurban schoolingiordon, McKibbin, Vasudevan, & Vin£2007) describe the
importance of story inthiswayfi st or i es are gathering places of
contexts, complexities, and situatedness of experience. Stories offer up the living traces of
multiple forms ofcos c i 0 u s n e s s (p.826)d WhileeqLaditative sesearch in general is
centered on the complexities of lived experience, the use of story can be utilized as a research
tool, as a fAgathering placedo or dmugkoutthédri | osop
field of narrative resarch varies greatly, but alarrativeresearchers see storifeoim as a
valuable way to portray and interpret qualitative data.

This second common value among narrative r
thevalue of context. Similar to the ways writers of novels, short stories and drama often rely on

their settings to portray meaning, as a site of action, and as an interactive realm, so do narrative
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researchers see context as an important piece of meaakigg within the analysis and
interpretation of data. Especially within the complicated, interrupted|inear, unpredictable
nature of school, Athe task for n-andedati ve res
narratives in a manner thatiscompélng and i | | -uuwisch, 2207, p. 3%). Thé&& | b a z
importance of context is always at the forefront of qualitative research, but because of the
particularities of school experience, narrative research in education has especially come to
depend upothe significant meanings of context and the ways these are portrayed through
narrative.

Finally, the collaborative adf relationshipbetween researcher and participarthe
third common value withimarrative research. Because of this, many schb&ars written about
the ethics of the narrative research relationgBlpazLuwisch, 2007; Josselson, 2007; Marshall
& Rossman, 2006).Marshall and RossmgR006)describe this research relationship as one
requiring fa gr eat wveenthe parficipantapdresearcsher: thaidquity r u s t
should involve a mutual and sincere collaboration, a caring relationship akin to a friendship that
is established over time for full participationthestorytelling retelling and reliving of personal
exper i emlcle8s)o. Because the researcher is being e
stories, it ismperative that the researcheeate a trusting collaboration, so the story does not
become that only of the researcher and his/her own experi€here must be careful depiction
and interpretation of where the researcher 6s
participantds own experience and story.

There are differing theories regarding how much control a researcher should have over
theparticipantés story. Some find it acceptable

structuregOllerenshaw & Cresswell, 2002pthers define the research relationship as an
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unequal but mutually beneficial gthatati onship
Aknowledge, prestige, and the power of the pr
researchedo (Savage, 2003, p. 343). Still oth
the storied accounts are-coeated between participant and egsber(Clandinin & Connelly,
2000;Clandinin & Connelly, 2006Kelchtermans, 1994hillion & Connelly, 2004).

Throughout all these perspectives, there is a constant concern for and awareness of a unique
relationship between researcher and participant.

Differing views of story and rarrative.

Though all narrative forms of research rely on story, context and relationship, this is
where the uniformity ends. Within the umbrellater inar r at i ve o diffrerent esear ch
ways of looking at and using native form. Some researchers value narrative for the writerly
effects they can utilize in their final research texts. The use of narrative can provide a sense of
authorial freedom that is uncommon within the genre of scholarly research. Other reseaechers u
narrative plot structure as a tool for qualitative analysis. Still others study narrative as a
phenomenon, and see it as not only a tool, but a philosophical stance. The following is an
overview of the different perspectives and uses of narrative andvgithin the field of
gualitative research.

The researcher could believe that stories are a powerful way to write about the data (s)he
has collected, so the Anarrativeo pardonof t he
et al 2007; PerlCounihan, Schnee, & McCormack, 2007; Schaafsma, Pagnucci, Wallace, &

Stock, 2007)These researchers focus more on literaryssigs and points of view ggominent
means for depicting their research in narrative structure. It makes sense that nesg of t

scholars are situated withiinglish education, a field thatluesstorytelling for the goals are
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often situated within the emotional and logical connestiogtweemeader and text. The focus
onstorytellingand writerly aspects of narrative ardue by these researchers because they see
the rhetorical influence in crafting a powerful stafiyet, et a] 2007)and the ways in which

story canbothprovoke and teach. Using this rhetorical strategy digetvithin a research text
demandshereadégy s at t uwnigue wagn i n

This approach is reminiscent of many of the strategies and assumptions of the genre of
creativenodf i ction, and is reminiscent of the move
writers such as Hunter S. Thompson andriian Capote who began to create more storied forms
of journalism. Traditional journalism relied upan objective, outsider stancegvirever New
Journalism focused daie story behind the reportimg order to create a more human connetctio
to topics. Ofterthe New Journalistsicluded their own story within the reporting, to allow a
more experiential depiction of a current event. Here too, with narrative in resesia
resear c ho rtshtaithroeigidssoried accountssing narrative straares ad devices
such aglescriptiondialogue, characterization which allo@aders to envision their analysis and
interpretations in a more human and storied way.

Other researchers focus primarily upomrative plot structure for thanalysis of storied
acounts (Ollerenshaw & Cresswell, 2002) .- The i
solutionapproach i s based on the traditeacoosfict t hree pa
(problem), climaxand resolutin (solution). In this approacthe researcher takes the research
data and analyzes it for the five elements of plot structure: characters, setting, problem, actions,
and resolution. The research data is coded and then the events are orgarseegi@amcked into
the traditionaharrative plotstructure. This plot structure allows the researcher to identify the

problem and solution of a participantoés |ived
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negotiation between participant and researcher in the restorying. Ollerenshaw and Cresswell
(2002) contend that this pP3dbI)esksasadd owpsorma Md los
el ements of p348) ot structureo (

The dil emma wistohut henfippehbloeamho i s that it
naturally into a traditional, westernhite, middle class narrative structure. Scholars have
contended that narrative structure is dependent upon cultural values and tra@itieri®89
Silko, 199). When a story is told, the structure of the telling and the organization of the storied
partscan create a particular meaning. Just asft&sik in a traditional narrative changes the
meaning from a story told chronologically, the researcher can perhaps learn as much from the
structure of the telling as from the storied parts. The structuredéling affects the temporal
considerations to which narrative inquirers must be atte(@izndinin, Pushor, & Orr, 2007)
Based upon these assumptions, if a researctstories participant data by changing the
structure, (s)he could unintentionatlieate new meaning(s). This would be a meaning based
upon the researcherds own cultural adusommpt i on
approacho is to organize the reshoatomakeilat a i n
more compehengble to the researcher. Howey#re researcher might find a more accurate
meaning by attending to the storied account asdtiisaind analyzing not only the meaning of
the story, butilsohow the structure exposes fhhea r t | cekpprigncd abeaning.

Finally, a researdr could attempt narrativaquiry (Clandinin & Connelly, 2000
Clandinin, Pushor, & Orr, 2007 which the entire theoretical stance and research methodology
is situated firmly within narrative philephical assumptions.dtative hquiry was first

identified as a research methodoldgyConnelly and Clandinin in 1990 Educational
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Researcher this theorycomesoriginally from John Dewe§y s ( 1 9 3 &)l i iveeala = xpfer i e
and is explained thus
Humans, individually and saally, lead storied lives. People shape their daily lives by
stories of who they and other are and as they interpret their past in terms of these stories.
Story, in the current idiom, is a portal through which a person enters the world and by
which theirexperience of the world is interpreted and made personally meaningful.
Viewed this way, narrative is the phenomenon studied in inquiry. Narrative inquiry, the
study of experience as story, then, is first and foremost a way of thinking about
experience. Naative inquiry as a methodology entails a view of the phenomenon. To use
narrative inquiry methodology is to adopt a particular narrative view of experience as
phenomena under study. (Clandinin & Connelly, 2006, p. 477).
With this definition narrative inguy has set itself apart from all other narrative forms of
research and research reporting. It is a philosophical stance that considers storied phenomenon as
well as a method of data analysis and reporting.
Researchers who value the storied form ofatare research do not necessarily begin
their research with the philosophy of narrative inquiry. They do not necessarily plan their studies
or collect or analyze their data with a philosophical belief that narrative is a frame through which
their subjectgreate identity and move throughkperience. Clandinin, Pushor a@d (2007
make this distinction to portray the differences between narrative inquiry and other forms of
narrative research:
When researchers say they wvaatmotdoistaketheko nar r
data and turn it into a story, that is, they want to somehow incorporate story into their

research texts, this is not what we think of as narrative inquiry. For those of us engaged in
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narrative inquiry, we work from a set of ontoiogl and methodological assumptions and

the questions of representational form follow from those assumgpo8&s).
This is the important difference between narrative research and narrative inquiry. Narrative
inquiry is a purposeful framing of human exeace and understanding through storied
landscapeéClandinin & Connelly, 2000)

These storied landscapes have three comlis: €mporality, sociality, and place
(Clandinin & Connelly, 2000Clandinin, Pushor, & Orr, 200.7These commonplaces of
narrative inquiry situate it as a unique form of research. These three structures create lenses
through which narratives can be collected, interpreted and reparteédhese will be discussed
in further detail and within the light of this study later in ttipter Narrative inquiry attempts
to study the phenomenon of storied experience as it is created and lived out over time, through
relationships and within contexts. Therefore, the questions asked when attempting this
methodology must always take intccaant the storied landscape as a theoretical position, not
merely as a useful tool with which to portray data.

Scholars within narrative research have also begun to identify differences between small
stories and O0big st or ig2006; Georgakogoul@un2006)n ar r at i ve
Georgakoloulof2006)act ual ly i dentifies small stories r e
can provide a needed meeting point for narrative aralysa nd nar r @.tl122y e i nqui ry
identifies the small stories asn-canaical, everyday stories whigirovide an immediate
reworking of a slice of life, or futur®oking stories of projected events. Therefore these small
stories, which may be overlooked for traditional analysis, are imgantaortraying the
possille as well agshe actual, moving through and across time and space. Georgakopoulou

contends that much narrative research to this point has essentialized storied experience, by
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attempting to create grand nar r aredexperence.n or de
Her focus wupon the smaller stories is an atte
from the precious |ived and told to the messi
Bamberg (2006) does not value one levedtofy over the other, but does point out that they
often represent different approaches to narrative inquiry. The big stories are usually those
Alooking backwardd and reflecting upon the pa
While he concees that all stortglling is reflective by nature, the smaller stories can portray
Ahow selves andi ndent grlda, snd bow @enitidsanayebeé
emerging and are managed on a-ttaglay basis.

Narrative research has been useduemntly as a way to trace the development of teacher
identity (Connelly & Clandinin,1999Doyle & Carter, 2003Rodriguez, 2010 These
researchers contend that teacher identity is based within a narrative construction of experience,
and therefore to undsiand how teachers construct their identities, a researcher must work with
teachers to uncover and tell these stories of
of experience and | earning, some wrofat ers desc
teaching persona, or the development of professional knowledge connected to the narrative
identity formation (Doyle & Carter, 2003; Phillion & Connelly, 20®bdriguez, 201
Rodriguez(2010)adds to this understanding of narrative and teacheritigégtdescribing a
beginning teacherds narratives as Acreative a
positvea nd af f i r mp. h)gvhen lbiestottied eéxpgedence is one of hostility and
discrimination. Here, ateacheancreatéic oust er i es o0 t hat wor k withi

discriminating stories she finds herself working within.
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Doyle and Carter (2003) describe beginning teachers as collecting storied experiences

thateventually create their identitiesd professional knowledge baséeTdifficulty for novice

teachers, they cl ai m, is that without a coll e
canonly fall back onthe stotyi ne t hey know so very well, name
135). Providing preservice teachersiwt h many experiences, and allo

experiences will allow novice teachers to begin their work with a clearer teacher identity and a
deeper accumulation of experiential professional knowleSmee teacher identity is always
evolvingand in relationship to his or her context, narrative ingisigspecially usefub better
illustrate and comprehend this phenomenon.
Part Two: Methodology and Analysis

Since my research is an inquiry into how two particular urban English teachersrpositi
themselves within their curricular spaces to create cojpegp writing curriculum, qualitative
met hods of narrative inquiry are applicable.
experiences and aim towards learning how they uniquely positiorséhess as curricular
developers of college preparatory writing. Because of these theoretical assumptions, | organized
a narrative inquiry study based upon the work of Jean Clandinin and Michael Connelly.
Narrative inquiry is a purposeful framing of humexperience and understanding through
storied landscapes and attempts to study the phenomenon of storied experience as it is created
and lived out over time, through relationships and within contexts. Therefore, the questions
asked when uisg this methodolgy must always take into account the storied landscape as a
theoretical position, not merely as a useful tool with which to portray(Gddadinin &

Connelly, 2000)
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As mentioned earlier, Clandinin and Connelscribestoried landscapess havinghree
commonalities: Temporality, sociality, and plag€dandinin, Pushor, & Orr, 2007; Clandinin &
Connelly, 2000). Narrative inquiry must always be mindful of these three commonalities, how
they connect, complicate and interact with the lived stories atmamts. These commonplaces
of narrative inquiry situate it as a unique form of research. These three structures create lenses
through which narratives can be collected, interpreted and reported.

Temporality, the first commonality, compels us to obsamne interpret stories, people,
places and events as taking place in time. That all is living and moving within a process, and that
the consciousness of oneds a past present and
understandings. Because efporality, it is important for narrative inquirers to try and uncover
layers of stories across time, and work to comprehend how stories change and interact over time.
It is also important to recognize that institutions have histories and futures jodtvéduals
have histories and futures. When collecting and analyzing the stories of Monroe High School,
the history of the school was an important consideration in my data collection and analysis.
Institutionally, this school exists in a particular tiiree that is understood individually and
collectively by the persons involved in its existence, past and future. Individual teachers are also
considered as living temporally, with their stories reflecting past experiences and also portraying
a vision of futire stories and selves.

Sociality, the second commonplace, considers personal conditions of the researcher and
participants and social conditions of context, environment. Here narrative inquirers see storied
experience as taking part among individuatg] within a social reality. For this reason, it was
important that | spend some informal time with the whole English department at the Monroe

High School. | occasionally sat with them during their lunch break, which they spent together,
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eatinginoneteaehr 6s cl assroom. Though my research foc
Samantha and Allison, | also interviewed other members of the department and administration.

This was important to allow me to understand how the department interacted and how the
relationships among department and administration might affect the stories told and lived my

Allison and Samantha.

Also important is the inquiry relationship between the researcher and participant. |
worked hard to portray myself as a supportive obseoreas | heard e researcher describe
hersefat a recent narrative conference, a Acompa
inquiring into the work and thinking of these teachers, I did not want these teachers to view my
research as a criticisni their work, or that my goal was to in any way be disparaging towards
their school, their teaching or their students. | tried to be inconspicuous when that was needed,
and | also participated when invited, allowing the teachers to take the lead redpandindjt
into the social context of their classrooms. When | was with the teachers outside their classroom
work, with the department at lunch, or in other more informal settings, | was often asked
guestions about what | was doing and also invited to siisadnat was happening in the bigger
picture of education and literacy. Teachers recommended books to me, and seemed to enjoy
discussing their teaching with me. | in turn, enjoyed these conversations as well, and | believe
they were clear signals of my saktinclusion in the English department.

The last commonplace is the setting of inquiry. Where and when the actual research takes
place will impact the study and the storied experience. This third commonplace of setting will be
especially important to mytisdy because of my interest in the spatiality amaoungicular
narratives. draw on the work of Craig (2007), using the organizational tool of story

constellations to conceptualize the storied nature of curriculum in both a metaphorical and
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concrete threglimensional spac€r ai g6s description of capturing
see the spatiality of the collected stories will help portray the various storied stakeholders and the
ways in which these over | ap ddandscapes The crgafioay wi t
of a different constellation for each teacher will provide an organizational tool to view the stories
spatially and also provide a construct for spatial analysis.

Methods of data ollection.

| spent 24 days per week within Mooe High School over the course eleven weeks. |
spent this time alternating between thetwoteagherr t i ci pant sé6 c¢cl assr ooms,
teaching, reading and discussing their journals, and performing interviewdaiveas
collected over the lagtleven weeks of the school year, which allowed me to see the excitement
and the anxiety felt by the teachers and students as they prepared for graduation, summer
vacation and various standardized tests. The week following the dismissal of school, | also
performed final interviews with teachers, collaboratively discussing, interpreting and revising the
stories | collected.

In order to better create a triangulation of data | gathered information from a variety of
sources and in a variety of ways during therse of this study. | especially kept in mind the
critique made by Scheurich on the power differentials and inconsistencies in datanalich
come from interviewing (198. | designed my interviewing, described belamvresponse to
Scheur i c lodtee form of donversat@®n as a problematic reflection of information
within text, |l worked closely with other writ
information | received through the interview process.

During tre first week of data collectip | conduced preliminary interviews that allowed

met o construct the Ameganarrativesodo (Ol son & C
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and accountability that the teachers must live and teach under and iwvitfgiate the

meganarratives throtignterviews and then collaborative revws and creation of a text. It was
importantthat the meganarratives in particular be a collaborative project betesearcher and

participans so the meganarrative createdswizoroughly the understandingthecollective

lived experience of the participawi t hout being heavily influence
view of the researcher. This will be the beginning contextual layer of the narrative landscape

upon which the smaller stori¢Georgakopoulou, 2@) of teaching will then be laid,

accumulated and examined.

During the period of observation and data aiiten in the school, performedshort
interviews once every two weeks to capture th
lived experi@ces. These interviews were at timesed to probe further into the stories recorded
i n the part iorctagpiaimsight idto glasstoonmoddersations. All interviews were
audiorecorded and transcribéy the researcher within two weeks of tkeordng in order to
better analyze patterns and themes within the

As Mishler (1986) contends, research participants naturally will use stories, just as people
naturally use stories in their everyday conversationis aich other. In traditional, survey
research interviewing, however, Mischler also notes that storiedtaresuppressetly the
researchefp. 69) because stories cert be quantified andan be difficult to code. In a
traditional interview, participastare often interrupted so that theyaire pt fAon t opi c. O
Following the suggestiond Mishler and others (Denzin & Lincoln, 2008; EllisBerger,

2003), | was especially attentive my own assumptions of what storieslsddall, and worked
to creatanterview protocol that invited stories and were open to multiple interpretations. At

times, the interview questions actwually wused
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about a time when you felt succeéfasnkthdse t eachi n
interviews in ways that would allow participa
them space and opportunity to tell their stories. When teachers did continue to talk, | tried not to
interrupt them. Occasionally this made our iatews last longer than the allotted time, and we
had to decide together whetheretad the interview before all questions had been askbrkak
it up into more than onsession.tlwas not unusual to have a-gjMestion interview last
anywhere from fiveo 30 minutes depending upon what the teacher wanted to discuss and how
she felt about it. | tried to allow each teacher freedom to elaborate upon a topic as she wished,
and tell the stoeis that were important to her.

Besides the shortfwveekly intervews, | collected and atyzed the small stories of day
to-day teaching shown within the informal journal reflections kept by the participants. |
originally asked teachers to write these journals every week to two weeks. | explained to them
that they coulaeither send me an email with their journal in the text or as an attachment, or they
were also welcome to handwrite these journals, and give them to me when | was at the school for
observations. Every Friday | sent an email to Allison and Samantha, ramifeim to reflect
upon the week and share a storyharite about something that stood wutheir teachinglt was
often a challenge for them to find time to write these journals. | was able to tstgiournals
from Allison and foufrom Samantha ovehe weeks of data collection. The journals | received
were often emotional, and usually? singlespacedyped pages in length. Once, when
Samantha wrote about the time it takes her to respond to student writing, she attached a copy of a
student paper (ith the name removed) for me to see the amourgsgfonse she generally
provided opaperAllson alsh ecludedl sther documents with one of her journals to

help me understand certain references she made in her wiitihogigh | did not recee weekly
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journals as | had hoped e journals were more intensively thought andcarefullywritten
than the quick, spontaneous reflections | expected from the participants.

The tone and detail in these journals seemed to imply that there weseirssusr
teaching that these teachers really wanted to share. Just as Samantha wanted me to see and
understand the time consuming nature of her writing instruction, other journals also seemed to
portray the desire to be heard and understood. Since teaohe invited to choose their own
topics, | believe the journals allowed teachers to discuss the issues they were personally focused
upon. Therefore these provided a very different sort of data from the short interviews wherein |
as researcher was abteguide the discussion. These journals, along with the observations gave
more specific insight into the process of constructing curriculum through small stories of
everyday teaching. | looked specifically for themes regarding what stood out as important
teaching momentsuting the week and how it finto the meganarratives and storied landscape
of Samant ha and Allisonds writing curriculum.
beasafep | ace wher e mor enoresécret storesoplbbe divulged gnd nt s 6
illustrated.

| was able to observeeachd c her 6 s c | agtimeaaweekyvselrwasge of 2
observing a total of-6 class periods a week. When | scheduled my observation times each
we ek, I took i nt o shedukwhiatlechamded dailyTwo days a weekatl o1 6 s
classes were fifty minutes long. Two days a week, classes were 90 minutes long, but each of
these Ablock dayso held only half the schedul
minutes long to makspace in the schedule for Socratic Seminar. Because of this schedule, |
tried to alternate when | was there on block or-btmtk days. | enjoyed observing thimck

classes because the longenount of time allowedifferent things to happen itlass. lalso
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wanted to spend an equal amount of time in-block classes to get a realistic view of how these
instructional days were spent as well. For this reason, my observational schedule changed from
week to week.

During classroonobservations, | broughtyriaptop computerinto the classroom and
typed notes as class progresdetisoaudiotapedsomeclassdiscussions ostudentteacher
conferences n or der t o capt urlneobservagonal etasgidseibestie | angua
visual space and interzans including observations regardinge students, the arrangement of
desks, the position of the teacher, etc. | also typed what | could that was written on the board or
on the overhead especially when the teacher had written instructions for stadeftsut
When the teacher gave instructions, ag®d questions or led discussiomgront of the whole
class, I tried to write word for word as closely as | could what was said and by whom. When
students participated in small group discussions, workiida partner, or heldneon-one
conversations with the teacher, | focused my attention on one particular small
group/partnersp/teacherstudent conversatioand tried to record that particular interaction.
When | was focused on a particular interactiamd not the whole classroom setting, | did try to
look up occasionally and record a bit of what the rest of the class was engaged in, but my
observational attention was truly focused mainly upon a smaller interaction in those
circumstances.

| n Al tlassparticdlasly, there weramhes when an individual studenit Allison
herself would invite méo participate in a discussiam work in a partnership or small group.
When that happened, | acceptbd tnvitation and closed my lagp and participateoh the work
of the class. During those o0ccasicames, |l stepp

participant for the timéeing.However, | diddescribe the interaction and my participation later
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in my field notes, but those instances left some halesy descriptive scripting of classroom
events.Yet, | believe in the long run they were valuable in establishing relationships within the
class, with the students and with the teachers. Because | was willing to participatel Il didpe
not seem like sth an outsider, suspiciously typing away on her compntire far corner of the
room.
Following each day | spent at Monroe High School, whether | performed interviews or
classroom observations, | worked to examine and compartmentalize my own st@gaotine
separate from yet entwined with the stories | codldétom participants by using a netaking
strategy that helped to sort out the informati observed. My logbook wasway to reflect on
my personal attachments and emotions, understgrilatt was | mpor t ant t o fAcapt
holdo what was |ived and allow myself as rese
collection (Kelchterman®008). My specific strategy was based loosely on Connelly, Clandinin
and Chan (2002), in which they debe a trio of notdaking perspectives to better unpack a
particular experience:
1. Recoveryof Meaninghi ch i s a basic summary, readin
i nside . : : uncriticallyo

2. Reconstruction of Meaninghich is a personal response, and areadi A f r om [ my ]

own intentionso using fAbiases to generat e

3. Reading atthe Boundarieshi ch 1is a critique of the exp
the interface between the text and the fo
133).

| recorded field notes either by hand in my researchdogn my lapop computer and |

followed these three strategies to berenconscious of where my participad s st or i es and
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own overlapped. These field notes were commonly wréfesr my visit whilein my car in the
parking lot of the school, so my memory was fresh and | was still close to the experience. At
other times, | would take some time to type in an empty classroom or the school library before

leaving the building because | wanted to recordmayughts right away following an

observation. On other occasions, when a part:i

meo | knew | needed t o pr oc gtk notes or fesearch leds |
to reflect further. | would wte these reflections in the same research log or on my laptop,
depending pon which was most convenient.

Besides this list ofesearch textshe interview transcripts, the observation notes, the

field notes and reflections, | was also able to cobeetral classroom artifacts from the weeks |

spent in Allison and Samanthaés cl assr ooms.

reading assignmentdistrictwide assessmenénd even articles that the English department had

read and discussed whialere influencing classroom practices. Through these various methods

an

T

of data collection | was able to triangul at e

stories of college preparatory writing. Using the organizationaldbstiory constellatios, | was
then able to categorize and map the stories of teaching writing at Monroe High iBahai@r to
better uncover and position the spatiality of complex curricular stories.
Framework of data analysisthrough HenriLef ebvr edés t heori es
After collecting dat a ogdes, tlanalyned thenrusingthé n g
analytica lensof spatiality workig from the theories of Henri Lelbvre(1991) Thisallowed me
to more clearly describe and map the story constellations of eaeltth e r Signalp r o f e
knowledge landscape. ledfvre isconcerned with issues of poweithin spatiality, sahe

analysis through this leralowed understanding of where teachers have power of movement
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versus restraint within their curriculdecisionsThis analytical lens | used to se®/ data was
inspired by the theories of spatialityTine Production of Spad®/ Henri LeEbvre(1991). In his
book, the authodescribes the way space is constructed socially and portrays power relationships
within a partcular culture. Because his theories portray space metaphorically as constructions of
power, identity and agency, his theoriespétialityservel as an insightful lens through which
to view teachersodé story constellations of cur
Espei al ly pertinent is Lefebvreds distincti
He describes dominated space as the space t ha
projecto which is fusually cl| o mapriatedspaea, onl i z e d
the ot her hand, is defined by the group, not
natural space modified in order to serve the needs and possibilities of a group that it has been
appropriat ed b yTherdfamet puldia sohogs @are ihherentlyeddminated spaces,
andat times;schools and especially classroomsan become appropriated spaces within the
dominated space. This is done through acts of resistance and negotiation, through stories,
through constrcted and contextualized curriculum carried out within such spaces.
Also applicable is the idea of movement within an edifice of spdeatified as
Afracturebvikd0 by Lef
It is impossible to overemphasize either the mutual inherence or the contindggamf
these two aspects of space. Under its homogenous aspect, space abolishes distinctions
and difference, among them that between inside and outside, which tends to be reduced to
the undifferentiated state of the visilskadable realm. Simultaneoysthis same space

is fragmented and fractured, in accordance with the demands of the division of labor and
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the division of needs and functions . . . each spatial interval, is a vector of constraints and
a bearer of nor m86and o6val ueso. (p. 355
As high school Englisheachers work within their various curricular constraints, | believe the
stories they tell allow them to make sense of these constraints and better fragment or fracture the
dominated space for their own needs and the needs of their stublesteforein this study, |
lookedfor stories where teachers descdlaedominated curricular spgaghich was created
outside the realm of control an@bsent otheir context or agency.dlso loolkedfor stories in
which teachers descrida@vays theyappropriatd the spaceand perhaps fractuler fragmengéd
the space in order treate writing curriculum that veamore personally contextualized,
constructed and owned.
The analysis of stories as holding spatial importamzkprofessional identitglloweda
better understanding of how and why English teachers coretircmtegeprep writing
curriculumin particular ways. This analytical leatso providd an understanding of how
teachers positi@dthemselves within sometimes constrained, sometimégigrand sometimes
uncertain curricular spaces.
The procss of data analysis within this frartwok place through both inductive and
deductive procedures. Data wagewed withn the frame of spatiaty in order to deductively
code stories as creatingggotiating, and bumping up against curricular spaces. At the same time,
data was analyzed through inductive means as well. This procesm@foth deductive and
inductveanal ysis was described by Patton (2002) a
catgories in onebs datao (p. 453) and generatir

Rossman (2006) further explain the importance of inductive analysis because here a researcher
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can use categories and | angusegpeessedbgthe bett er i
participants . . . generated through analyses
Finally, it should be clear that the process of data analysis in a narrative study follows
coding which is closely linked to narrative as form of timigkand writing, Therefore the field
and research texts were also coded through increasingly complex viewings of how stories
overlap or intersect with other stories. There were interim researchwéits described or
reflected upon common story lineshése also began to portray where silences became visible
through the revisions and negotiations of stories. Thesarnmtexts were shared and discussed
with participants, allowing a collaborative revision oicrafting of research texts. This
movementrom field to research text is described by Clandinin and Connelly (2000) as looking
for the Apatterns, narrative threads, tension
experience and p.a32)t Therefoseéosomeanays, #hereation of ghe stofies
too, was an inductive process that moved through and beyond themes as stories were crafted and
re-crafted collaboratively with participants.
Part Three: The Research Site and Participants

Because of my experiences working witk tbcal National Writing Project site, as
coordinator of a dual credit Engligihogram at a local universignd as a student teacher
supervisor, | had been in dozens of high schools in two major metropolitan areas, their suburbs
and surrounding rural distts. As | consideed selecting my research slitenew it was
important to me to work within an urban setting, but | also wanted to try and find a school where
the administration allowed its teachers authority and agency within their classrooms aetd distr
curricular design. | also wanted to work within a school where there was some expectation that

their students would attend college. Finally, | wanted to work within a traditional public school,
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not a private, charter or parochial school that may haseurces unavailable to most public
school teachers.

For several weeks | visited three high schools | believed fit these requirements. | talked to
English teachers and administrators. | observed classrooms and students. | read up on school
statistics ananformation on district websites. After looking closely, | decided on Monroe High
Schoo) a mediurssized, urban, public school with a diverse student populaticghe Union
Hill School District. | believd it held everything | was interested in. Thecteas fé they had
powerin curricular decisions. They weworking to prepare their students for psstondary
education. As | talked to teachers and observed students at Monroe, however, | discovered | may
have stumbled upoavery unusual storytotelvi t hi n my study of teacher
collegepr eparatory writing instruction, Monroeds
important influence upon the stories of teachers.

Monroe High Schodlis situated within anrban aredn the Midwesern portion of the
United StatesFrom its beginningsinthe mti9 506 s it had been a part o
School District, a medium sized inner city school district currently made up of over 17,000
students amh 35 schools. Situated onthe$%rnedg of t he school district
with most students living within the smaller city of Union Hill, Monroe High School was one of
the poorest and lowest achieving in the Central City district. Because of their dissatisfaction with
the district, in P07 the parents and general community of Union Hill voted to annex five
elementaryschools one middleschooland one high school from the Central City School
District. Monroe High School was one of the schools that was annexed and became a part of

Union Hill School District beginning the 2068009 school year. During its last years within the

® Names of districts, geographical locations and schools have been changed. All research participants were invited
to sdect their own pseudonyms. Students were given pseudonyms.
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Central City district, Monroe H.S. had around a@&86 graduation rate. Just a few years after
becoming a part of the Unidtill School District the graduation rateproved to 95%
According to the district, 77% of the graduating class of 2010 was planning on attending post
secondary education (in either twear or fouryear institutions) immediately following high
school graduation.

Monroe High School had 72.16%ree and reduced lungiopulation and wa
approximately 66% white, 14% black, 17% Hisp4nit the time of this study, thesnrolied
758 students, and their English department is made up of five teachers and two special education
teachers assigned to vkawnly with English Classvithin-a-class (CWC) settings. Though it has
English classes definedasph® and AR st udent s are not fAtrackedo
allowed to move freely in and out of these courses as they desire to be challenged. Through a
grant from a |l ocal wuniversity Monroe High Sch
Gui de s . opurpokdottheseostafemembersswia help students get into college. These
College Guides organiddrips for students to visit college campsskelgd students fill out
college applicabns and apply fofinancial aid and scholahip moneys. Though the schoolsva
not considered fAcol |l ege e andine admirtistragion pekentetdl 0o s o p hy
be focused on breaking the cycle of/pdy by getting their students into community college,
four-year university or a trade/technical school. Beyond the coursework and the work of the

College Guides, the principal has promotedeekly schoelWide Socratic 8minar on various

* All school statistical information was obtained through the Union Hill School District administrative offices in

February, 2011.

® Classwithin-a-class (CWC) is a common way to mainstream spettiafation students into regular classrooms.

This situation usually includes-B0% special education in the malgp of the class, with the remaining

percentage made up of nespecialS R® a (G dzRSy G a @ / 20/ @z KNI Sdep@IStyt & @3 ISY Ré
G§SFOKSNJ FYR |y aladaaraidraydaéd aLISOALE SRdzOFGA2y GSFOKSNI
LINE JARS AYRA@GARdAzZFE AT SR FGGSydGAaz2y F2N) K248 addRSyida 64
lead teacher to continued provide content for all students in the class.
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topics. All stuents, staff and faculty participaten these seminars, and the teachers to whom
| @ talked credit these SocratierSinars with providing higher expectations of respectful
communication and critical thinking in awdit of the classroom. During my dataleotion,
these toolplaceevery Tuesday morning. Studentsrev@resented with eading that was pre
selected by a committee of teachers. Students were given time to read and annotate the text, then
they participated in a Socratie®inarframed discussianThe last two yearseachersised
readings from the ATouchstones Discussion Pro
College Great Books program. This year, however, teachers have formed a committee to choose
and distributecommonschool readings.

Monroe High School providedn interesting cdaext for my study because it hadsmall,
cohesive English department within a school wheeaglgation and college entrancesva
expected. The community, though impoverished and knownsfhigh rate of crimehas rallied
around its schools and after voting to annex the schools into Union Hill School District, have
continued to haveiph expectations believinipe change in school districts to be the possible
redemption of their children.

At the same time, thEnglish teahers at Monroe High Schoolade it clear to me that
they believe they are fighting an uphill battle: many of their students enter high school fith a 4
or 5" grade reading let; some students who wantedenroll in junior @ senior level AP.
English hadlifficulty writing a strong paragraph; eir student€ame from homes that ditbt
seem to value books or readior learning; their students mesometimes involved in gangs and
drugs and problematic home lives. To cormgie issues morehe school hagrown so rapidly
over the lasthree years, the class size magn significantly: averaging 18 students per class

three years ago to 3udents per clashiring the 201011 school year. Susan Tanner, the
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di stricto6s Enogfessed to m&tbadbshedbelievld i©the owe thing that is
affecting her English teachettse most. She said some of teaclesn told her that in some
ways, poor attendance is helpful because if everyone was present in their classesy khept
have enough desks or space to hold them all.
In my experiences talking informally and through formal interviews with the English
teachers, | am convinced that these teachers bdlibey wee providng skills and concepts to
support and prepare studentsallegelevel writing. At the same time, they always questihn
how they couldmprove, what could they have done better. They sedanbe both hopeful and
realistic.
The five persorktnglish department at Monroe held a comrharch peiod, and since
theewas noteacheds | ounge i nsconmen fdr the ttadhers tg meetiinttheiwv a
department chair, Lily Pittds, classroom to h
during this lunch period to talk to them about my intended relsgagect and to gauge the
department 6s interest in participating. As si
eatng their saladssandwiches and microwaved meals, | felt hesitant, taking up their 20 minute
lunch break, their only time tether, and their only time to sit and relax. | began to explain who
| was and what | was interested in doing. | brought a{manidiescribing my project, and
explained that they could all just think about it and read through my handoutnaaitirae if
they had questions or decided they might be interested. Lily explained that she would be
interestedput she felt that her senior Aierature class juddid nothave enough writing
instruction in it to be worth my studying. One teacher, Allison Manning, blle d out Al d m i
FI ynn! 0 and explained she was exlwastgetilgupto be a

|l eave a few minutes | ater, Al l i son | ooked me
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Department chair, Lily, suggested amat teacher, Samantha Wisemann to also work
with me since she taught"18rade college prep English. Samantha said she would think about
it. Later she amailed me and asked if | could clarify exactly what she would have to do. She
explained her fiancé wddisoon return from an overseas tauthe militaryand she wanted to
protect her time with him, so she was unsure she wanted to participate in anything else. After
detailing my expectations of her commitmbeshe responded that she wantepadicipate
because she felt the media was giving people the wrong picture, and it was important that people
knew what was really happening in high schools.

| feel very fortunate ttvavebesnable to work in this school and with such smart and
dedicated teachers. Bing my data collectiorwhich | will describe in detail later, | was always
welcomed and allowed into classrooms and meetings. | was able to interview a variety of faculty
and staff at the school beyond my two primary participants, and | felt very gadil® be
treated so warmly. In orden appreciate theelationships that are central to this study, | think it
is important to understand a little bit about tiwe imain participantsAllison Manning and
Samantha Wisemann, as well as other key membehe @nglish department and school.

During the data collection of this study, my focus was around the classrooms of two
teachers who were teaching college preparatory English. Most my time within the school was
spent observing i n omd)cattmg infonmmally ardom@lty tervievingg s s r o
them. However, | also interviewed and interacted with other members if the English department.
| will describe here the primary participants, Allison and Samantha, and | will also touch on the
three other mmbers of the English department, Matthew, Chris and Lily as well as the district

Communication Arts Teaching Learning Coach, Susan, and the principal, Dr. Richard Prier.
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Allison Manning is electric and passionate. She has been teaching six yeard, three a
Monroe High School and the previous three at a neighboring suburban district. She regularly
wears bright patterned clothes and always has her browslestgth hair and makep done
perfectly. She is in the middle of planning a wedding, and consideemigriing a graduate
degree in the next year or two. She is busy andstop. She smiles often and laughs easily at
herself and with hestudentsShe says what she thinks and does not usually filter her emotions.
This holds an interesting power in hersseoom when smile disappears suddenly, and she stares
a student inthe eye and saysstbtreced, f@AYou cannot treat someon
That 6s not O.K.; now make it better. o Even th
apology ad a shrug. When she calls on a student who is reticent to answer her question, she will
go over close to him and say quietly somet hin
classroom. You dondét | earnsitf gwaews sd @n Atn dt 4 bhe
quietly guess, allowing Allison an opportunity to praise the student and extend those ideas in the
necessary direction.

She is a 28earold Caucasian woman and her freckles make her appear younger than
sheis. Duringthis esear ch study, | focus ehourAdvancadt a c ol |
Placement English language and composition class. This class focused around reading and
writing essays about social and cudtlissues such as race, wealth gadder. Allison idrank
with her students, and when uncomfortable discussions occur that other teachers may shy away
from, Allison explains her point of view from her middle class white background and asks
students to teach her their point of view just as she teaches#renDuring one classroom
observation, she admitted to her students tha

A

t wo parents who stayed married, I 6m lucky to
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to send me to good schoolsandtoegle . 06 She teaches aerobics cl a

|l ocal fitness center, and is the sponsor of M

l oud AGood morning! 0 ostudefit@wagsdesporidtinkindnhoon! 06 and
Onc e, a ertobserving iodonipteo weeks, | came into the classroom, set up my

laptop and waited quietly as students trickled in. Allison was late because she was helping with

testing during her planning period in the school library. When she arrived, after sterdas

AGood morning! o and her studentsd response, s
ADid anyone say hello to Melanie?! 0 The stude
AllisonsaidiYou guys, that os | umeinthyrmanradd youllustn t her e
pretend they arendt there. Mel anie is a part

Severaktudentsmiled or turned around and said hito me at that point, and from then on, |
became, not only a researchertirg in the back of the room taking notes, but a participant
researcher who would be brought into class discussions frequently by Allison or her students
because of my inclusion in their Afamilyo and
t e a cperspecbve.

Samantha Wisemann came to teaching after working in the business world, and she has
taught at Monroe High School for six years. She was there for three years when Monroe was part
of the Central City School District and was one of only threstfal City teachers who were
hired through the transition into Union Hill School District. She is now, three years after the
transition, the only teacher left from the Central City days. During the eleven weeks | spent in
her <c¢cl assr oom, JaBesmdnowahsardirgy inthe militacy®returned from a tour

overseas. Samantha, while teaching and working with me was also preoccupied with
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reestablishing her relationship with her fiancé, planning her wedding, and preparing to become a
stepmotherto @ me s 0 t vaged chitditerg onk of whom was diagnosed as special needs.

Samantha has blond, wavy, shoulder length hair and wears glasses. She usually wears a
serious look on her face, but when engaged in conversation she readily shares a slyabservat
or wisecrack. She jokes with her students in a sarcastic way, and she admits that she is hard on
them and pushes them. At times she admitted to me that maybe she makes assignments too hard,
but she would rather do that than not push them hard enough.

Samantha has dry sense of humor. She is cynical and ironic, yet when she talks to her
students, she always refers to them and fihone
group, she has a strong-hiisiness, and almost dr#ergeant tone oforice. She commands
active attention and expects disciplined behawar voice softens howevdrer demeanor
lightens when she talks omarone with any of her students. When a student asks for help or has
a question, she will always make them feel imatrand cared for by leaning in and looking
them in the eye while talking softly, asking probing questions and offering advice. Her class is
run very orderly, and she is able to organize it so effectively that she can easily differentiate
among s teeddand dive §pecial attention to each of her students.

Samantha did not introduce me to her stude
t her e, | dondét know. They were always friendlI
engage with meThey would smile at me knowingly if something funny happened in the
classroom. | wasnodt , however, fa part of thei
classroom. | was a bit more of an outsider and observer than a participant. For this research
std y |  obser Védalr seniomeallege preparatory@nglish class. Even though this

class is labeled collegarep, it is the lower of the two English classes offered to seniors at
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Monroe High School, theref orclassaretheoneswhodied nt s e
not choose to be or were not selected to be in the Advanced Placement track, at the school. This
ends up a very mixed bag of student abilidyels and motivation.
The following individuals are teachers or administrators irstteol, and | regularly
came in contact with them during my data collection. While working at Monroe High School |
interviewed each of these individuals once but we also often spoke informally in the halls or
during lunch or after school. | believe thegch bring a unique point of view to the narrative
landscape of Monroe High School and the way writing instruction is viewed and implemented. |
will give a brief description of each one here and will occasionally bring these participants in
throughmystoyng and analysis of Allison and Samant |
Lily Pittis the English department chair at Monroe High School. She has taught for eight
years. The last three years have been at Monroe High School; like Allison and Matthew, she was
hiredduring the annexation and began teaching at Monroe under Union Hill School District.
Before teaching at Monroe, she taught middle school and high school for five years in Las
Vegas, Nevada. Lily and her husband are both originally from the Midwest, andhediring
from a friend what was happening with the schools in Central City and Union Hill, Lily decided
she wanted to be a part of the reorganization. She traveled to Union Hill to apply for a teaching
position as well as to move closer to family. Cutkeat Monroe, Lily teaches senior Advanced
Placement Literature, regular§rade English and P#&.P. 10" grade English. Lily also has a
young, preschool aged daughter. Agdt to know Lily, | found she wawise and a&ful with
her words and alscevy warm. She thoughtery highly of he colleagues and obviously cared
for them personally as well. The other department membersdiasy as a leader, but they also

found her approachable and it seemed she and Allison had an espdasa|friendship.
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MatthewAnsontaughtJunior English and Advanced Breman English. He also
sponsoredhe character education prograand he workedfter school until 5:00 several days a
week monitoring the credit recovenpbl@CRL) at the school. The CRL wan after chool,
computerbased program where students coutitk through coursework they haither missed
or previously failedso theycoulk ar n Al ost <creditso and stil]l
first-year teacher at Monroe at the time of the annexasmihe has been teaching for three years
and this has been his only teaching position. Before teaching at Monroe and while he was in
college, Matthew worked at various childcare programs. He is also a graduate of Union Hill
School Distret, having graduatefrom what wa considered theosta f f | uent of t he
three high schools. He hadhigh opinion of the district based upon his eigreres both as a
student and teacher. Matthew had a new baby, boryetvef this study and when we talked,
he dten voiced his concerns about staying in education and still being able to provide for his
family without taking on so many extra duties that he would never be able  tsperat
home. Matt hewds wi f essoftappkemandwise aaften enade tlagms . He
and observations far beyond what | woakpect of a thirdyear teacher.

ChristophelStoltz hadfour yearsof teaching experienand was ceified through what

he describeds a fAsort of Te acroughadacal uhinesty. Hetaaghtinpr o gr a m

five schools in his four years, mainly in ther@al City School District. His first year teaching
wasat Monroe High School the year before the annexationhateft Monroe to continue
teaching for Central City School District wheroktoe became a part @hion Hill. Christopher
taughtFreshman English, Junior English and one section ofifinfgr ESL students. He wa
not certified in ESL, and admittatlat the knowledge of ESL as a whole in Union Hill School

District is left wanting He hadvery strong vws on urban education, andsdid, havenoét t
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alongt i me, but |1 6ve seen a |otf.ioniAghitrhge da i NMees todr
secondary education administration.

During my interview with Christopher theresve times when halked passionately
about hisstudents and through his body language, | felt he was often holding back some
frustration or other agitation. Though he continued to speak in a calm and careful voice, he
would occasionally clench both fisbs punch or rub one fist in his other hand. He would stretch
his arms up and then behind his head, flexing his arms and clenching his jaw. The day following
our interview, | ran into him between classroom observations and he told me ¢®ujdsbot
shutoff his thinking after our interview.

SusanTannerwas the district high school Engh coordinator. Though she workedh
English teachers throughout the dddthigh schools, her office wascated off the library witim
Monroe High School, so she s@specially knowledgeable about the English teachers and
program at Monroe. She servedtlas English coordinator for Union Hill for four years and
taught high sisool English before that. This wadner thirtysecond year in education, ahdfore
coming toUnion Hill, she taught in two rural Midwestern districts and for nine years in Texas,
changing positions as her fagmil moved f or hAsrcooflioatoh Susad Gsged ] o b .
cl assr ooms thnee higihsshoalsiasdtolbsenced, tamght with and coached
English teachers. She also wrote and evaludetenchmark tesig for the district that aligned
with the state standardized test. She saerthecurriculum writing that will took place the
summer following this study

Dr. RichardPrier legan his career in education in 1973 as a classroom teSaie that
time he has served as assistant principal, principal and as a district director of curriculum and

instruction He has worked in urban, suburban districts and also spent eleven ydang iar
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an educational neprofit organizationWhen the annexation took place, he was asked by the

Union Hill School Distrct to serve as principal amglp with the transitional period of Monroe

High School. | personally have never heard so many temaspeak so highly of their school

principal. The students as well say his name with respect and not disdain or fear. Dr. Prier is
described by his teachers a<safdi mpteersoe, d 6fvler ielv
Ai ntimidatmegt oméAt tdacksars al so see him as 0l
do in their classroom3.hough | have referred to all other participants by their first names

throughout this study, | have elected¢der tothe principalas Dr. Prier. This decision not

based upon some hierarchical statement, but rather reflects the way thestedeh&w their
principal. | never heard a teacher refer to h
portray him in the same light and with the same respetthbaeacheparticipants shoed for

him.
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Chapter Four:
The Meganarratives of Monroe High School
JeanFrancois Lyotard first posed the theory of grand narratives in his Doek
Postmodern Conditiof 1 984 ) , descri bing t howthesgetyinhe mat er
which they are told, on the one hand, to define its criteria of competence and, on the other, to
evaluate according to those criteria what 1is
p.20). Lyotar dos gr aysdultuneacreate, share ad livea witlinor i ze t h
commonly told stories. He describes narrative knowledge as existing in opposition to scientific
or paradigmatic knowledge because narrative Kk
debated. He shows thesenadive ways of knowing in direct contrast to positivistic ways of
knowing, yet he claims the scientific ways of knowing are still enclosed and understood within
the | arger grand narratives. Lyotardosoft heor i
knowing have been connected to narrative research in the social sciences by Polkinghorne (1988)
whosayshat t he cultur al l evel , narrative al so se
transmit values. 0o (p. 1 4s)intetpretations 6f prin@plesamde y s hou
standards of social groupings. More recently,
and argued for attention beyond the grand narratives and towards the small individual stories that
take place within the culral grand narratives. These smaller, everyday stories allow a
fracturing which provides insight into grand narratives of cultures and systems. Bamberg (2006)
and Georgakopoulou (2006) differentiate between the big and small stories within narrative
inquiry studies, showing how looking at small or big stories allow different views of systems or
identties. Clandininetal 2006) have further described fAseei

looking at narratives from different perspectivet® see either theystematic stories of a group,
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culture or society or seeing the dimyday storied happenings of individuals. In order to better
understand the ways teachers at Monroe High School story their living and working within the
school, this chapter will portraie systematic, larger stories of the school culture. These stories
are the agreed upon narratives that English department teachers teltahdmne live through

and with as they perform their work within the school.

These larger stories ofteachmy i t i ng at Monroe High School
grand narratives in that they are shared and lived through by a particular culture. They are
accepted as reality and Aknowno by all the pa
scientific senseThese | will describe as meganarratives; the larger common narratives shared by
a group of people (in this case the English department at Monroe High School). These become
frames through which these teachers and administrators view their identitiesyadiieand their
students. The term meganarratives is taken from a narrative stiegabher accountability by
Ossm and Craig (2009) in which they describe m
uncritically accept encmoalgtoldsnarcativesdherefdreopconic4o0b¢ . The
A s a c-r seah as truth or reality that one lives and works within. The meganarratives of
Monroe High School also interact spatially with moments of overlap, constriction or freedom.

These stories are connectedhe institution but are created by the people working in the
institution and are lenses through which individuals make sense of the institution and their place
within its bounds.

In this chapter | will describe the meganarratives as portrayed thtbeglarious
research texts | collected. These meganarratives became evident when they were told or referred

to repeatedly without prompt. They were visible in classroom observations, classroom artifacts
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and teachersodo refl ectalimerviewsolubecaraelvaery ciea thavhdsé a s

meganarratives were commonly told andalel through the living and working in this school.

To understand the threBmensional context of these meganarratives, it is important to
first understand the geagphy and the culture surrounding the school itself. Monroe High School
at the time of this writing was one of three high schools in the Union Hill School District. It had
the lowest soci@conomic status (SES) of the three high schools. There was one clakl to
upper middle class high school, and one middle to lower class high school, with Monroe situated
as distinctively lower SES. Teachers described that at Monroe, they sometimes felt they were the
Astcehp | drend of t he didstticelaval professoomabdevelbpment t her e
programs Monroe teachers said they have felt snubbed and looked down on by the other district
teachers. They attribute this outsider status to the economic status of their students and the
economic status of the conanity surrounding their school. When asked to describe this
community surrounding Monroe High School, principal, Dr. Prier described the geography,
housing and businesses,

Couple of big, major trailer courts. Lots of government housing. A lot of rerdapepty.

Not very much home ownership, and up and dewsRoad, the main thoroughfare, is

secondhand stores. Not muainsiness on this side of town.
When | drove to Monroe High School during the months | spent collecting data, | drove about
twenty minuteson the highway from my suburban home, and as | exited off the highway, | could
turn left into Central City or right towards Union Hill and into an area called Brookpark. This

area was unincorporated and was known for its squatters. Brookpark was dmaawesstnever

claimed by either Central City or Union Hill, and now has become asortwmfaxm 6 s | and o

forgottermanés | and. There are homes and trailers
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Central City or Union Hill, there are no municipahgees, and since it is unincorporated, there
are no building codes. People lived there with no running water, no trashppiekc. Even
though it was not claimed by Union Hill municipality, Brookpark was part of the annexed area
taken over when Union HiSchool District redrew its boundary lines. Matthew told me that
some of the students at Monroe had addresses in Brookpark. When | traveled to Monroe High
School, I drove through Brookpark before entering the edge of Union Hill where the buildings
werein disrepair and sometimes vacant. Though there were no sidewalks along the sides of the
road there were always pedestrians walking along the gravel shoulder. Upon arriving at Monroe |
always felt a bit of astonishment as the school stood out vividlystgdie scarcity and squalor |
had just driven through. My data collection took place during spring months, and there were
purple flowers and budding trees and striking landscaping surrounding the school building.
There was a perfectly manicured footb#éld and a bright red and silver sign on the front of the
building. The school always looked a little out of place standing out from the more decrepit
buildings surrounding it and certainly providing a contrast to the other urban schools | was used
to seemng, usually with crumbling concrete and ignored weedy lawns. This geography is
important in comprehending all five of the meganarratives | will present, but especially the first
and most prominent meganarrative of the schoo
Part One: The Narrative of Transformation

The narrative of transformation describes how Monroe High School, which was once a
part of Central City School District, was annexed by the Union Hill School District, and through
that annexation it was transformed both phgthjcand academically. This narrative was
probably the strongest and most visible narrative of this school. Not only was this narrative

visible within the confines of the school, but it was also a-wmsdlwn story in the community
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and the larger metropadih area. The two local newspapers and all three local television stations
had over the last few years showcased Monroe high school and the story of the vote for
annexation, consequent legal battles between school districts, the proceedings of the annexatio
and subsequent success in raising graduation rates, college acceptance rates and test scores.
Though the district annexation included a tot
violence and high dreput rate under the Central City Schoas$tdict, it has become the most
visible symbol of transformation of the schoo
these teachers and students are all acutely aware.

Through interviews or informal conversations, the storying of transfawmasually
began with participants discussing the new construction, building renovation and other more
cosmetic or structural depictions of change and improvement. These renovations were important
symbols in the narrative showing that Union Hill Schoddtbct cared about the school because
it was willing to provide funding and other support. It also symbolized the support of the
community and the ways it was able to organize and rally together to bring about this
transformation.

The narrative of tranefmation described by many participants detailed court battles that
lasted into summer before the first school year under Union Hill School District. Since Union
Hill was unable to take over the annexed school buildings untiJorig there was community
concern that buildings would not be ready to start the school year. A now infamous part of the
narrative depicts how community members rallied together that summer to help the district get
Monroe High School ready for classes to begin. Susan Tanner, vghat e time working in

another school in Union Hill described this story in her interview:
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| think one of the major things that happened was when the community all came together
and remodeled the school . . . the camaraderie and the pride that carnéhaiivas
significant. It was like an extreme makeover and you had a committee . . . they sent out
the word, we need, you know wedre going to
webre going to do this t hahousamgeoplelshowot her .
up. And they had businesses donate the paint rollers and the paint and all the equipment
and people were just given jobs . . . It was a Saturday and a Sunday and they . . . just
made it over. And thetudentswhen they came into schosbme of the teachers told me
the kids made comments | i ke they couldnot
believe the change, and just the fact that the school looked different had an impact on the
way the kids r eacttehdatt oedtprts nicAsiady tHerbteoe not i ¢
The physical transformation of the building after the annexation was followed by further
renovations. One year after the annexation, the school district passed a bgndhggum itself
was quite amazing bause of the economic climate at the time of the vote. This bond issue
allowed the district to totally renovate all the restrooms in Monroe High School, refurbish the
heating ad air conditioning systems aigive Monroe their own football and soccer fieltis
previous years, the students and t heddsto f ami |l i
play their home gameBr. Prier said all these distritdd renovations again were symbolic and
sent important messages to the community,
A g ai n asymlaotobwhat was here was junk. And then the new addition at the front
end, the new air conditioning and heating systems in this building, new football field and
soccer field . . . 1tds pretty renhalckabl e.

to a community really, | think the kinds of things the system promised, they delivered
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them, and itdés up to us to provide a quali:
what we have to do at this point.
And many teacheremackhesedTDey ®ppreedsatred t he
understood that there were expectations for them to now help students succeed academically.
During interviews, several individuals mentioned the first and most striking symbol of this
transformation to t&chers and students was when Union Hill took over the schools and the
superintendent announced the removal of all metal detectors. At that time all high schools in the
Central City School District were equipped with metal detectors and security gudres at t
buildingsdé front doors. The superintendentos
students that Union Hill district expected and would implement a different atmosphere within the
school. Dr. Prier told me he still hears students talking abatijparticular change. Christopher
also referenced the metal detectors and connected them to a general feeling of hostility when
asked to describe the year he taught at Monroe before the annexation:
| mean there were metal detectors, just the school coityragia whole was more
hostile. It was, everything was hostile, you know, a screwed up urban district. Teacher
versus teacher, student versus teacher, it
of the other schools, but it was chaotic. Kidswetet | ear ni ng . . . and
was overwhelming and kids took advantage of it and adultsdid h e |l p .
Christopherds experience of teaching at Monro
Central City high schools before returniimgMonroe this year gives him an interesting
perspective and allows him to pinpoint not only the physical but also the curricular changes at
the school. Samantha also worked with Christopher the year before the annexation, and was the

only teacher left aMonroe who has worked there consistently since the Central City Days. She
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also often described the curricular transformation of the English department. Samantha and Chris
both remarked that the only English class the freshmen had under Central Cityadak8Bea
literacy program created by Scholastic Jwehich was bought by the school district. In this
program, students worked through lessons from computer software, listened and read along to
books on tape, and were instructed by their teacher thigglgly scripted minilessons. Read
180 is a popular program in many school districts and is most often used as a remediation class
for students who do not score well on reading tests. Within the program there is little space for
teachers to tailor theietiching to their students, and there is little need for teacher reflection or
autonomy. It is highly unusual for a high school to place an entire freshman class of students into
this program. Chris and Samantha both taught Read 180 at Monroe under Cignaatl made
the following remarks when asked about their teaching:
Christopher:
|l taught my first year here, yeah, those p
Awful. Awful. I had to teach that for a year and | told myself that | would @aiching if
| had to teach thatgaa i n . l'tés yeah, ités horrible.
Samantha:
but youdve got to put that kind of i
kids theybébve, their first year theynspent
a different building, but yeah, every kid | had was in Read @W&@ther or not they
needed it.
So the transformation has been much more than cosmetic. While the school has removed metal
detectors, renovated the building by providing new heating anthganistem, new bathrooms,

and built their own football and soccer fields, the real transformation seems to be in the
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instruction. At the district level Unioniloffers three tiers oEnglish classes for its high school
students. The top tier consistisJoinior and Senior A.P. and freshman and sophomoré pre
classes. The second tier Freshrmsanior years are called college preparatory English, so these
middle tier classes are still focused upon getting students ready for college reading and writing,
but they do not include the Advanced Placement courses. The third tier in the district is a basic
English for students who plan to enter the workforce following high school. Though the two
other high schools in the district offer all three tiers of Enghdbnroe does not offer the basic

third tier classes. This provides another strand to the transformation narrative that now, under
Union Hill, all students participate in more advanced literacy coursework. This strand provides a
vivid contrast when one lds at the progress of the seniors | observed during this project.
According to the narrative, all graduating seniors were in Read 180 as freshman under Central
City School District, but are now enrolled in either A.P. or College Prep. English their senior
year under Union Hill.

This part of the narrative becomes more of a sacred story (Clandinin and Connelly,
1999), or a story of the institution that teachers live under, but at times either question or live in
opposition to. There were comments made taririews that poked holes in this thread of the
narrative. Yes, everyone agreed that the goal was to get every student prepared for college level
reading and writing, and every English teacher said that is what he or she was working towards.
Several teachs also told me they saw the literacy skills needed for college as being similar to
those Aineeded for |ife. 0 However, there was
prepared for college level writing. The narrative of academic transformatisrone of hope,
hard work and an earnest goal, yet because of other factors, indeed other narratives, the

transformation of English curriculum within the larger narrative of general school transformation
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is a thread that has yet to be fully realized. Bgiour interview, Susan and | talked about

college level curriculum at Monroe:

Susanl 6 m sure in the back of their minds the
college. 0 What the reality is is tuhless a 1| o
t heydore in an AP class or you know going t

majority of students arend6t anywhere close

course. . . but I think in the lower level courses, and | may be woonlis, but they are

just getting them through as well as we can, and you know get them the best skills that

we can in the time webve got them, and t ha
Melanie:So do you see the kids that are in the AP classes areampi ng mor e or t

just at a higher skill level or do you think the teaching is different? It seems like you are

talking about almdstwo different groups of kids.

Susanl think a |l ot of times itdéds motivation

rewrite and rewrite and you know have that

(@)

piece of writing that you dondét get. And i
think those kids that know t hey haetbat.goi ng
it 6s | u sdingrathenthan puling teetf. g u i
While the sacred story of Monroe High School is the English curriculum has been transformed to
prepare all students for college level writing, the reality is sometimes that goalngeh The
secret story many teachers describe is that due to the obstacles of poverty, the differing
expectations and academic preparation of the previous district and student motivation, not every

student leaves Monroe prepared for college level writligs narrative of transformation is of

course in flux as all narratives are. It takes place within a time and space and a certain
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community of narrators and relationships. The thread of academic transformation is a continuing
narrative that is being tolnd cecreated by the English teachers as they evaluate and re
evaluate and story and-story their professional lasdapes. Several teachers described how
they felt their jJjob would become easier as mo
Union Hil School District, and they would be used to higher expectations and be better prepared
for their high school curriculum. In this way they anticipated the restorying of this narrative and
the ways their places in the story might change in the future.
The last thread of the meganarrative of transformation deals with changes in the
positioning of teachers and changes in the teachers themselves. Dr. Prier admitted to me that one
of the more attractive parts of this job was that he was able to hire aliafdtia own faculty.
Not all of those teachers have lasted, and Samantha said in one of her interviews that it is a
schoolwi de joke that the staff can tell which te

hired have very similar mindsets..you get the kids where they need to be come hell or high

water. And you dondét give up on them, and if
All of us have a certain rebel tendency in re
appears that this Arebel tendencyodo has benefit
They dondét make excuses. From my conversation

try new things to solve the problems they face.

These teachers detlm having had to deal with the transformation every day in their
classrooms as students were shown a new culture and new expectations of behavior and
achievement. Allison, who came to Monroe after having taught at a suburban school said this

about the trasition:
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Well, when | started teaching at Monroe |
to be in school. They didndédt wunderstand th
time. That you are expected to have pencil and paper. That yexeted to do work .

when the first section of grades came

Theydd have C, D, F. And 1 6d say fibecause y

say, fAwell . . . | c¢ame nglmdyaboatshe Cemtral.City. . an
School District because | think that itos
really good kids, but they werenét used to
up. So that transition hasdaxe umm, taxig . Il t6és been hard.

During the time that this study took place, the graduating senior class was the last class to
have lived through the transition, and teachers and students were keenly aware that this particular
graduation marked an important point ie tchool. On the last day of school for the seniors a
student remarked that her freshman year she walked into a prison and her sophomore year she
walked into a school. Other seniors remarked that once they were hated as a school, and now
they are accepted he references to this narrative of transformation were thick within
discussions about school and graduation. It was clear that the school identity was firmly rooted in
this narrative in its history but also in the looking forward to its future. Clamdind Connelly
(2000) describe the narrative |l andscape as be
happening at that moment but as an expression of something happening over time. Any event, or
thing, has a past, a present as it appearstoug,andi mp|l i ed futureo (p. 29
Connelly also describe this temporality as a tension between researchers who work to view the
temporal and participants who want to see the story as a timelessveviehtis of itself. This

narrative of transforation however was impossible to live in and through without
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acknowledging the temporal, and teachers would often in their tellings slip from present to past
to future easily. The story of their school could not be told outside the space of time and history
and potential tomorrows. For example, in one of her journals describing the last day of school
with the seniors, Samantha described her emot
having been the only teacher who stayed at Monroe through theitraiasitd all four of their
high school years, she thinks of their graduation as a movement in an ongoing narrative, and
considers this event as a part of a chronology of transformation she is living and working
through:

... it's a bit hard. This is tHast class of seniothat | think of as "mine." | was with

them their freshmen year, througthof the turbulence of the vote and the transfer to

Union Hill School District. After thisthey are officially "our” kids | take no more

ownership of them aththeir behavior than any other teacher. I'm not sure if that makes

senseit doesn't really make sense to me, but | have sdeltofresponsible (?) for this

group of seniors. Their freshmen yeaas just hell, and we got through that together, and

it's forged aconnection.
This narrative of transformation is a constant one within the data and within the day to day
working of the school. Of the five meganarratives, this one is the deepest and most commonly
told. The other four meganarratives are alfititirough this story of transition in some way and
they would not be told in the same ways if this transformation narrative was not present. The
following four narratives are stories on their own, but it should be recognized that each of the

four are affeted and storied through the lenses of this first meganarrative of transformation.
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Part Two: The Narrative of Poverty

When | began drafting these five meganarratives, | shared an outline with both Samantha
and Allison for their feedback. Both teacheosced concern regarding the ways | might portray
Aour kids. o It was important to both of them
Monroe as stereotypical poor kids who were ho
already enough oftioe st or i es out t her emadtheicbncerns shahadvr ot e
with my outline of meganarratives and the inclusion of the narrative of poverty:

| hope that it doesndome across as "these kids are poor so they are not as smart or

capableasother kids in the district". We don't believe that. (I don't thyak think that

we do, but I'm just concerned about this.) We beltbese kids have come in with fewer

social and intellectual skills thasther kids in more affluent situations. We kndvatt

kids in moreaffluent situations typically have more parental involvementsagbort,

which our students on the whole seem to lack.

Therefore, | will begin describing these students in what | hope will portray the ways
their teachers see them, apalle and resiliepand smart and strong. My first observation at
Monroe High School was in Allisonés Advanced
class that focuses on composition and writing. Allison was working with a textbook | hadused i
the past with my firsiyear college composition studen®egreading AmericaDuring the class |
first observed, they were in small groups, discussing an article regarding wealth in America. |
have taught the same article to my own university freshmarkrsmw the text well, and | know
many students find it dry and challenging, full of statistics and implications that are not frankly
stated. The group of boys I listened to questioned the text, asking if the statistics it cited are still

relevant since itvas written several years ago. One boy asked Allison if he could use her
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computer to search for comparable and current statistics, then he brought that information back
to his group and they not only discuss what the article states, but they extendhbis¢w and
more current economic statistics their classmate has found. During this one class period | can see
the curiosity and motivation inherent in these students. They are able to question what they read
and are also motivated and knowledgeableayssto search for more information that will
extend their learning or answer their questions. As | observed more classes at Monroe High
School | saw this behavior repeatedly, and | was impressed. It became a strange intermingling of
intelligence, skill, ad motivation in school combined with the stories of fear, sorrow and tragedy
of poverty outside of school.

Still, though the teachers at Monroe believed wi@artedly that their students can
succeed, they willingly admitted that for their studentadiieve they must overcome some of
the obstacles of their impoverished realities. The narrative of poverty remained an important one
that affected the ways these teachers viewed and worked with their students. When asked to
describe the students at Montddigth School, each teacher referenced the strength and
intelligence of the students, but they also described the poverty. This poverty was often described
as creating fAichaoso in studentsdé |lives and th
in school. High absentee rates, lower academic skills, apathy, and inability to complete work
outside of school were all described as school issues that were directly or indirectly related to the
chaos of poverty in which the students lived. Often, wheneaeééng this poverty, the teachers
also expressed that theguld notfully relate to where thetudentsvere coming from because
their studentsdé |ives were so different from

sense of frustration and sorrowa we | | because of this difficuldt
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|l ives. During interviews | asked teachers to
They all described the poverty in response to one or both of these questions:
Al | i s @nptios of theecemmunity and students:

We are high, high poverty. Within our, you know, our geographic location there are adult

shops and | iquor stores and A. A. meetings
So kids come froma lotofchagoaghi ch 1 sndét to say that we do
arenot living with what you would call I i k

students dondét have that sort of American
Theyodove been tdveugavehiingagitmad, [so | dont
up inthe morning and come to school.

Samant hads description:
Poor. Beaten down some of them, stubborn as all get out, resilient, so very troubled, and
so very caught in a vicious cycle. Some of themould say that the majority of them are
poor. The majority of them come from single parent homes. Quite a large number of
them have moved districts usually Central City to Union Hill and different schools within
Central City, and now they are here. Im&ways they are more, they handle more at 18.
They see more and handle more than | handle at-timdy Deeply troubled families. |
think that they see a possibility for different way of life and some of them are so stuck
t hey donét k n divAnd them theyseedhatithere ist Somedhing different
and they want it and they know it is possible and then they get so close and then they are
involved in a shooting or drug deal or they steal a car or their mom goes back on the pipe
andtheygetkked out of the house. l'tés just a vi

fighting through. |l 6m thinking of four, o h
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had asked me their freshman year, |l woul d

make it. o0 And atrleeyhedied!landhdyweyobdbre doing it!

Lilydos description of the community surroundi
|l tds very working class; very poor . 't i s
comfortable | iving i n jndlsgelbadehatlfeelthabovepp n t ha

Il think that there are patches of progress
all thought it would be. But | thiake that
a while to make that shift.

Chris 6 description of his student s:
Theyor e p o daiscussed hagmse .d socialstructures, mentalities, values, that
are hard for even me to undtand that we battle every day.

Matt hewds description of his student s:
| would characterize it as a mgpoverty school. The free and reduced lunch numbers that
are reported . . . are in the high 606s to
significantly higher than that because we have a number of students who are
undocumented, and so | think that tloéual poverty numbers are going to be higher than
that607 0 per cent . . . You know theydve got c
them work to support themselves. Some of them work to help support their families.
Some of t hem do nilies. Theyliveavithdriertddior whbeser,r f a m
whichever couch they can get to that night. A lot of the kids have had some really rough
things happen to them. As far as their families or their lives in general, victims of abuse,

or drug abuse in their family drigger than just the poverty issues, you know? Suicides
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of family members, you know just probl ems

address.

Susan, the district coordinator, on the other hand did not discuss the economigpmake
of the student bodynor did she discuss poverty when asked about the community. When asked
to describe the students, she expressed some discomfort, and said that what she described to me
was really coming Afrom t he t eacthhomecemact per spec
with thestudenth er e. 0 When asked to describe the comm
familiar with it, so |1 6d hate to comment on i
did describe the ways the community has really come ltegé&bd support the school. This struck
me as Iinteresting especially since she worked
to be able to describe tBeudentsand community within the district context. It makes some
sense, perhaps that sinay not have felt comfortable or capable describing the students or the
community when the bulk of her work seemed to focus upon creating and scoring benchmark
assessments and working between teachers and administration. She likely had very limited
interaction with students and parents and other community members.

The teachers, however, see this narrative as being very much a reality, and not
necessarily one that is temporal or in flux. It is a narrative that they often described based upon
geography anthrger social structures that were beyond their control. The meganarrative of
poverty was one of fAobstaclesodo and Achaoso th
because of this, teachers felt they could see it clearly enough to grapple witkedtlhcthink
about ways to help their students prevail over it. It was at times overwhelming, yet it was in

many ways combatable because the storying of it was so unambiguous and static.
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Part Three: The Narrative of Relationship-building
Over and over agn during my time at Monroe High School, | heard teachers tell me that
relationship building is at the core of what they do at the school. This relationship building
included relationships among teachers and staff as well as relationships between asachers
students and relationships among the students themselves. One of the important narratives of the
school is that building strong relationships is an integral part of teaching and professional
devel opment at Monr oe Hi g hon&oaneatirg with othef facaltyt e a ¢ h
and students and only wants to focus on acade
school. Allison said, when responding to an early draft of this chapter,
Relationships are huge at Monroe. We believe that theseadf the battle. We fight to
keep them positive and constructive . . . we feel very accountable to one another. There is
never the sense that you can blow something off or netrbtoysomething. The
environment among staff and administration is thatane all in this together. We aak
expected to tow the line.
Allison describes the weekly professional development meetings when teachers would come
to the meeting with heavily annotated and studied articles to debate and discuss. She said, you
dobt dare show up without having read and prep
letting everyone down and showing them yhd notcare. This sort of accountability to
colleagues was echoed over and over again in the data | collected. Thisfsatsal
accountability is also taught to students through classroom management, teaching methodology
and the implementation of the weekly Socratic Seminar. This narrative describes a school where

relationships among all individuals are considered tesbar success. Without positive and
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constructive relationships, so the narrative
implemented as effectively.

When | observed in classrooms and when | watched teachers and administrators working
with studers at the hall, | recognized subtly different interactions than what | have seen in other
urban high schools. Teachers and administrators often I®tkddntsn the eye or put their arm
around them. They rarely talked dowrstadentr belittled themThe principal, Dr. Prier, was
always out in the hall during passing periods, and at the end of every school day he stood outside
on the front steps and observed shadentsas they got on the buses or walked home. He was not
only visible, but he was actly engaged with the students on a daily basis. This valuing of
relationships was obviously passed down from
thought Dr. Prier probably knew the name of every kid in the school. When we had our
interview, lasked him if that was true. He admitted it was not, and smiled and said unfortunately
it takes longer to get to know the gostddents t he ones who do everythi |
do,

No, |l wish that | did, b u tportard. ] thifnk kids oeed t . Bu

to feel that somebody knows them and value

those are the things at the end of the day that are important. My own daughters all taught

me that | think. People they valued at school werg#wple who cared about them. It

di dndt chdifferencermhat they taught.

The teachers portray this as well. Allison regularly told her class that she cared about them, or
that she was proud of them. Less often she would tell them she was disapjpointedays
they were acting or performingpwever this too elicited a reaction from tlséudentsThey

obviously cared about her opinion. In her initial interview when asked to describe the school,
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Samantha spent time describing her relationship vétistadentsand the way she saw the
relationships between teachers and students across the school as-ehildregiationship:
Yeah, every day. | tell them . . . very frequently. | tell them | am so very proud of you,
because wedre thenk phatdssandnbdet thing t
a bit of reality check. We knew this would be hard. We knew that we were doing
something different and unique and challenging, but it is a whole other thing to realize
you are raising these kids. @hhave 80 parents and they are all in this building . . . You
sign on in this area and youb6re going to r
Not every teacher describes their role as parenting the students, but they do all agree that they are
concerned about the relationshtpsy have with thetudentsStudentsare told out right that
they are cared for, and perhaps in less obvious ways, the staff models the relationships they want
students to create. That generates a very different sort of atmosphere at the school.ribgddesc
it this way, Al reall vy, I really | ike our cul
and help each other. You know we have our fights and our differing social groups but | think that
webre a pretty welcoming place. 0
| also witnessed this relationship development through my classroom observations. It was
extremely clear that Samantha and Allison used a social and personal pedagogical stance in their
teaching of writing. While Samantha focused on knowing her students in orderkalosely
with them and their writing, Allison created a writing community where everyone in the class
was expected to know and respect each other in a collaborative group. She often described her
classroom as a Afamilyo whdarmntal e ynawesrrd arho wirn ga
they were working on something especially challenging. There was always a sense of

community, trust and positive interdependence.
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In all the classroom observations | observed over the eleven weeks as | observed writing
instruction in Samantha and Allisonds cl asses,
other class | observed was engaged in one of the following activities: teshctient writing
conferences, response group or discussion group activities, groalp discussions, classroom
presentations, or independent reading, writing or research. Besides the independent reading,
writing and research, the writing classes | observed were engaged in learning activities that were
dependent upon a classroom comrtyibuilt upon strong and trusting relationships. These
relationshipbased activities were created to move students further in their thinking. Small
groups were utilized so students could, for e
perspectivesin large group discussions, students were asked to begin by writing and then
sharing opening questions. These activities allowed students to see their writing within a
dialogue, communicating with an authentic audience. They were not writing justteather,
nor were they writing in isolation without the help of other points of view or feedback. These
small groups, large groups and conference configurations also allowed students to see their
reading and writing through more critical lenses. Whenstgtents participated in these
activities, either a teacher asked questions to activate their thinking, or they were required to ask
guestions of each other. These activities will be described in more depth in later chapters, but it
is important to conne¢he pedagogy to this narrative. If the relationships had not been in place,
the pedagogy would not have been as successful because students would not have been as likely
to |listen to each otherdés voices nor would th

While everyone spoke of the importance of relationships at the school, two teachers, Lily

and Christopher described important variations on the narrative, complicating it a bit and
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expressing that the relationships, while important, still need work and pevepsenewed
attention. Lily described how she saw the change in this narrative over time:
Yeah, Il think wedve | ost a bit of that <coh
really really hard. It was the hardest year of my career. It was hardemthérst year
teaching . . . and when we were in the trenches, we were in it together and when we
wor ked. The whole staff, and | 6ve never w
the staff, and that year, | knew everybody that worked here, and thahrmagh a
principal working his hardest to get us to
SwWi m, but webve got to do it together. And
I n students and in staff,6 thietéane dhes todchyeelyav e t h
timenow.s | i ke, webve got stuff to do.
Once again, this narrative is dependent upon the temporal for some teachers and one that has
changed and is changing. Everyone | spoke with believed relationships were at thetloeire of
work and success at Monroe, but only Lily and Christopher described this narrative as one that
could stildl be in flux and revisited for impr
meganarrative of relationships also ties it tightly t® tlarrative of transformation. This is a
subtle connection through most telling of thi
connection that relationships helped them tra
t oget her . dothedepartmenty Ehnstopherespoke enthusiastically about his
colleagues and the way he has been welcomed and included into the English department at
Monroe, he also veered slightly from the shared meganarrative of relatidnshiimg when

described [aces where they needed to work harder:
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| 6ve been in five staffs in four years

building all the ti me . . . And | think we
stressing a lot of people out. Butsag n, wed6r e making moves to c
amazing. | todos a hard conversation to have.

conversation with a family thatos black an
canodot wunder st an dmale?®Wedaksmut wantagrito makerchnnturaty
relationships, but we dondt riewvhichweneeadddr es s
todotooiwe 6l 1l hire more black teachers. That 0s
youbve got t satiohsdooe t he conver
While everyone at Monroe High School discussed the importance of relationship building in
terms of relationships with students and staff, Christopher extends and complicates this
meganarrative to include and consider relationships with thenconty. He sees this as the next
step and an i mportant concern for the future.
geographically into the surrounding community and temporally into the future. He also is
concerned that the relationships witle tommunity wil be challenging because the teachers are
predominantly white middle cl ass. He sees t hi
with because Aitdéds a hard conversation to hav
placefor relationship building to really occur within the school community.
Part Four: The Narrative of Testing
Under NCLB schools are expected to improve test scores each year until achieving 100%
proficiency in 2014. As this date looms and as many educatgue 100% proficiency is
statistically impossible, the pressure to perform better on standardized tests is becoming a more

serious concern than it has been in past years. High stakes testing is a pressure all American
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public schools face, but the pressis especially acute in schools like Monroe where students
come to them with fewer resources and limited academic experiences. The state in which
Monroe is located has had for many years included a writing performance event on its
standardized test in bguage Arts/English. This year, for the first time, the state Langldge

test is entirely multiplehoice and has no writing component. The teachers | spoke with assumed
this was a funding issue because it is much cheaper to score scantron sheiets tihg@ay
people to score studentsodé writing. Because of
incredible pressure they feel regarding this test, both of the Sophomore English teachers, Allison
and Lily, admitted to me that thelyjd notteach wriing in any substantial way until after the test,

so realistically students were only provided with acceptable writing instruction during the last
month of the school year. This was a decision tiegyetted but the pressure to perform well on

the test wa too intense, and they voiced fear at not spending every second they could on test
preparation. This narrative of testing echoes current scholarship describing the effects of
standardized testing on writing curriculum. Several studies have shown tlrdiaed, high

stakes testing generally narrows ccutum (Ramirez, 1999; Smiti991) to the point that what

is being taught in classrooms mirrors exactly the minimum of what appears on a test. Other
scholarship has shown that standardized testing mfeeboth teacher and student attitudes
toward writing instruction in negative ways, lowering student motivation, and hindering teacher
creativity and reflective practice (Mabry, 1999). Ketter and Pool (2001) showed that high stakes
testing decreasesflective practice and inhibits localipformed, individualized instruction.

Sandra Murphy (2007) shows how because of high stakes tests, classroom writing instruction at

best begins to mirror the tested genres or tasks. At worst writing is eliminatechigom t
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curriculum and replaced by skibuilding exercises, grammar drills and the like. Unfodtely
this last scenario seemaalbe happening at Monroe High School.
It was painful to talk about this with the ®ers, because they all saw whaswa
happenig and they were doing what they cotddmake up for it, but they alsoltecaught. They
were afraid that i f they did not teach to the
school wouldbe seen as a bad schaad they woulde seen as badachersOn the other hand,
when they did teach for the test thelf fixe bad teachers anyway because theyengot
teaching what they personally beliemeas best for their students. It svaterrible dilemma to
be caught withinTwo teachers, Lily andllison, commonly voiceddar and frustratiobecause
they carriedhe burderof teachingSophomore Englisand the year students were testeda
conversation with Allison she explained the frustration felt at the school because of the lack of
writing instruction:
So thatés very frustrat i wauldfbetlikeawitgrgis the . . e
most i mportant skill that | want you to | e
devote to it because of these standardized tests, Sde.state eliminated entirely the
writing portion this year. They say that they are testing writing because there is a short

series of questions, probably four or five that relate to grammar and punctuation and so

they say . .. because those are femtof writing that they are testing writing, which of
course we |l augh at because thatodés not true
then no matter how you punctuate it it do

teacherwhenyoufeellk you know whatdodogobése hot &I Hew
Though it is not openly discussed and wasnot

other teachers in the department also redhzkat wa going on, and they seethsynpathetic
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towards their colleagues who meein a morally problematic situation of not wanting to teach to
the test but feeling they must to the exw@uasof writing instruction. It waa problem that the
sophomores we not getting substantial writing instructiontiithe last month of school. What
made this even more problematicsataachers across the department shad because of the
sophomore yeastandardized testing, their students reallyveen 6t exposed t o
instruction until their junior yga By their junia and senior years, teachers said thegewe
playing a lot of catclup, and so in this way the test svaurting every single year of instruction.
Again, the other English teachers werenpathetic to their colleagues and didt point finges

or blame as they believé they were doing the best they coulihin the confines of high stakes
testing. When discussing schamide writing curriculum, Matthew and Christoplsrared they

believedwriting was not being taught well the first two yeatdMonroe.

adeq

Matthew.:They [ students] are still struggling [

theydve been asked to do it consistentl
under a tremendous amount of pressure to produce test scorestagdsemetimes

takes a backseat to that. | think that they would probably cop to that and they would
probably say theydére sick about it but
wonder if they maybe feel safer not writing. If they feel saferhieacthe reading

strategies that they feel the kids are going to need in order to test well. And so they feel

kind of hamstrung by that. |t 6s kind of

y.

t he

t h

to move beyond that, butdsi tad® nealloy st amgh

written a paper before.

Melanie:So you feel that they are not writing papers uhily get to their junior year?
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Matthew:] dondét want to say that. I donodot feel

feel like they are writing anything of depth or substance that approaches like . . . you

Kknow . . . a five paragraph essay over a 1
a pri mer, itdés preparation. Somehow if we
candt dygmateiandlget them there i-balloni me. S

that and at a deficit because they lack the perseverance, the reading stamina, the writing
stamina, the ability to work longer and hardearos o me t hi regging.hat 6s chal
Christopher:

Now we just drop those [writing] skills on them their junior and senior years. We realize

t hat and weodore kicking ourselves. . . |1 th
wi se . . . It éds al l r igea dyithe test @nd impdriverhbg thes i o n .
fact that . : . theyodre so far behind. The

andoil better get ready to writel!o
So according to this megamative of testing, students cateeMonroe with such v reading
skills that teachers fethat was where their focus haddei on reading and not writing. Since
the standardized test incorporated no writing and testedreatling comprehension, grammatr,
vocabulary, and literary device il#fication in amultiple choice format, the teachers foedsn
getting them up to speed in their reading and helping them memorize literary devices, grammar
rules and prefixes and suffixes that might help them on the test.
The other common strdrin this narrative of téfg was that eveyone readily admitted
that the test did naheasure mything important, buttheyhad fApl ay t he gamed be
was the only way they we evaluated. They all seemed to see the test as a game they had to play

and conquer in order keep the level of autonomy they currently held within the distttat
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felt ironic to meas a researcher was that the teachers and administtasersbed the test as
meaningless, yet because those outside the school valueditkiee teachers and auhistrators
had to teach and act as if it truly was valuable. Even the principal admits that this is the case:
Melanie:l wanted to know more about how you think standardized testing fits into the
teachingof writing at your school. . .
Dr. Prier:l  d thinkGstandardized testing is related to anything.
Melanie:And how do you feel about that? How do you deith that as an
administrator?
Dr. Prier:I try not to apply any pressure on teachers, unless | feel like they are blowing it
of f . I d curréntly have angbkdy whe is like that. | try to be as fair and honest
as we can. We talk about it. Therebs so
those things . . . but at the end of the day, we all agree, this is what we are being judged
onSo, wedre going to play dadameagdaverfindawayn d t
to gamethe system. | was interested last week the Governor of California began to

guestion the laying off of 10,000 teachers and spending 2 billion dollars on &sting

where those things fit. Hebés called into
political | eader who is doing this | thi
mat ch it . . . my wife is eaenumbaadi ng teache

conversations she and | have had about this and how disgusting she finds this entire thing.
But playing the game seemtmhave real academic consequences oricalar decisions and it
also hadmoral and ethical consequesder these teaehns when they we pressured to teach

things they savas unimportant tthe exclision of curriculum they thought waneaningful.
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One of the most telling times of my data collection was the actual week of the test. |
hoped to spend time with Allison durinigis week to see how she felt and how she worked in her
AP class while she knew her sophomores were taking their standardize tests. On Monday
morning, however, Allison sent me ama&il asking me to stay away that week. She felt she
would not be teaching &er best and preferredathl did notobservel admittedly was a little
disappointed but did navantto add to her stress, so | asked if she would be comfortable if |
observed her on Friday that weafker the testing was finishewhen | did observedn on
Friday, she seemed worn out and told her AP students she was fighting a migraine. | was worried
for her and a little shocked that she had actually become sick from the stress of the test her
sophomores had taken. | was worried that she would haye@ ttrough the same thing again
when her ARstudentdook their test, so | asked her when that would be, and was she getting
worried about i1it. She | ooked at me surprised,
Wednesday. I h a v e n bthink some af themlsaidubgyhdid olayp o ut i t .

And at this point | saw, sadly, how this narrative of testing put pressure on these teachers
in very imbalanced ways. Allison saw this temdadmitted thashewas putting a lot of
pressure on herself becausesome way# seemedvhat the state standardized tests portrayed to
the community was more pressitigan what she did with her AP class. In a journal she wrote
during the week following her sophomoresd tes
meganarative andportrayedher stress and fear in the larger context of the school year and the
political climate surrounding education. This megaatare of testing within Monroe vga
obviously a part o& larger narrativereated at the natiohpolicy level. This narrative wa in
turn controlling the living and storying of other narratives in schools across the coutry. A

read Allisonds | ospartieularo her dchoa and diteation. t wéhec e  wa
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voice of an individual teacher who canmepresent all other teachers, but at the same Wwhen

| read her words, | could hdelp but imagine thenany other teacher voices thatree@nable to

share similarly poignant narratives of struggling and testing in their particular communities and

schml s. Here is an excerpt from Allisonds jour |

The stress that accompanteaching this course is beyond description. . .

Somehow we managed every day to enter our classrooms and hide thisf skesa
from our studentdnstead of drill and kill and passing on fwessure we were feeling,
we exposed them to literature that challentpesh to open their worldview like Elie
Wiesel'sNightand Judith OrtiZoffer'sAn Island Like YouwWe gave them lifehanging
experiencesike participating in a schoekide poetry slam that allowed every studsr
opportunity to define themselves through words and then presepbttay proudly to
their classmates. And we snuck the learning in théneg the way. We decided early in
Odober after attending a Cris Tova@minar that the only way to really positively
impact these studeniliteracy skills was to give them purposeful strategies that would
allow them to grow as readers and to solve problems in challenging textiseyat
ercountered. We worked hard. We assessed students' skills alomgythend we went
back to the grind every day, reflecting on what woried what didn't, and redeveloping
lessons so students could masterstilis. Another strategy we used specificatyour
classroom wadeveloping positive relationships. We knew that if students didn't twant
work for us, if they didn't like us, if they didn't want to cometw classroom, that no
amount of strategies, benchmarking, or assessooerd possibly getsito where we
needed to be, come springtinfkelationships are a do or die kind of thing. You either

have them anthey help you, or you don't, and it hurts.
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Anyway, we finally revealed to our students the gravity ofsiheation. We

explained to them #t we thought this kind of testing waareliable and unfair. We told

them that we didn't want to have githem the test because we didn't think it captured

their learning ogrowth in any real or significant way. We pointed out that we could go

on and orand on and on about how far they had come during the yedwandpecial

each of them are to us. We had to tell them that ourdepsended on their work. It was

disgusting to admit that to our studentdelt wrong and dirty. It felt like we were

betraying what we believettaching to be in front of the people who meant the most to

us. And then they tested. And we prayed.
Even thou@ the standardized testing didtrmxcur in the classes | obseryadd the tests
themselves had little or nothing to dith college radiness or college writing, the
meganarrative of testing was a powerful omhénfluenced whaEnglishteachers were able to do
and teach to their junior and senior level collégeind students. Beyond the curricular effects,
ascanbesee t hrough many of the teachersdéd descript
affected the way teachers viewed their own autonomy, efficacy and professionalism. The test
presented practical curricular concerns for the English department, but more aimistar
reaching were the ethical and personal effects of this narrative.
Part Five: The Narrative of Teacher Autonomy

The last meganarrative of Monroe High School is the narrative of teacher autonomy. All
of the teachersdpoke with described how theyere encouraged to take risks and try new things
in their classrooms. They believed they were treated as professionals and expected to perform
professionally. Teachers said they felt supported by the administration, and frankly, | have never

witnessed a fadty that so respected and appreciated their principal. It was clear that the
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empowerment these teachers felt came from the school leadership. In all of my interviews, |

never asked questions related to administrative policy or relationships with adationstyet

the i mportance of Dr. Priero6s | eadership was

Allison:
... the school district was really receptive to us having our administrator who is sort of
radical and doesndét necesseagsdryi Ifyldaomwt adfl
club, you know?

Samantha:
| dread the day Dr.Prier retires. | absolu
this dynamic witlbut that! | mean talk about amazing. | mean that scares the bejesus out
of me. | mean, Wwo can eplace Dr. Prier? Who?!

Matthew:

| feel that | have the freedom to try new things educationally, to take risks, and that the

only expectation that is placed on me asso
wor k, I 61 1 f i gur euthowtb dovtimthe veanttat it wallwork .£.1 gur e
and if our administrator comes into my roo
seems strange or wunfamiliar or just you kn
answering questions . .. Ithinkthé r e going to come into the
| ook and theyobére going to say, AThat 6s i nt
after | explain myself, [ hedl | say] AYouol
t hat 6s r emazliyng. .|l .d ol ngsdat dlbe e | mi cr omana

The principal respected his teachers. Heswafi hands o f f acrate #mieap.t f or t he

Teachers wiee expected to be professionals through their teaching, scholarship, collaboration and
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curriculum design. Fortei year 6 s professional development,
on the topic of curricular reform. Every other week, the entire faculty dsdas®ading from
the book and workdto apply the principles to their own school and context. Becausescddrt
of professional development design, Dr. Prier established a caltuwag his teachers where
they wee expected and encouraged to do the research and the work to reform their own
curriculum based upon their professiokabwledge and experiencehi§ was a direct result of
Dr. Prierds vision of school administration.
questions | asked him was to describe the work he did at Monroe High School:
Melanie: The next question is can you describe your job.0foue pr i nci pal but
describe whayou do?
Dr. Prier:I try to create an environment among the adults where they feel powerful
enough to create a classroom and a school that works to meet the needs of these kids. The
phrase | | i klee tapuaei tiyw. Giblufi ltdhe adults in
and insightful enough then they can create this good school that is not depenuiesit on
person to make that happen.
Melanie:Do you think that is unusual that your focusisthe adults and ntie kids?
Dr.Prierl dondt know. Maybe, but | thinto most
be educational institutions.
The fact that teachers were abadl bwwddtbotfag
as one teachetescribedportraydan unusual level of trust between administration and
teachers. The failings by teachers at Monroe would come not through failing because of apathy
or ignorance, but failing through the attempt to gain new ground. The teachers at Monroe spoke

often of learning from their mistakes, and taking risks to move their students further. There was a

115



collective sense that their professional growth came from their ability to innovate and take such
risks.

What was fascinating and scewhat tragic in this narrative wésat teachers fe
empowered to try new things and innovate within their classrogehshis narrative of
autonomy waswallowed up by the narrative of testing. They beliewetheir professional
knowledge and every singl&nglish teacher described lais herability and freedom to act upon
this professional knowledge. At the swasme t i me
very dependent upon st at e sdriesofdhs testingzVeridngt est i n
was not taughin the way teachers saut should be until students reaattheir junior year. At
that point teachers hadore freedom, but becaugetstudents we not adequately prepared,
much of junior andenior level English curriculumvea based upon thepoeed t
to where they needl to be. English teachers were conflicted becthese prdessional
knowledge told them their studemtseddto write more consistently and nestto participate
i n more faut hent i because bfthe mressumsstgndacdiced testimgsthey y e t
were afraid toveer away from test prep whichsva anyt hi ng but fAauthentic

While | collecteddata at Monroe, the teachers were working on curricutarmeand
much of theeformfocusedar ound what tehtielfjg a ey ineelx fiamui dnces.
told the teacherthey should plan to reform the curriculum even if it seemed different from
district curricular goals or what the otHegnion Hill district high sdools were doingThe
teachers all seemed exctedah e pr ospect of fAdoing what makes
translated to more reading, more writiagd less tegpreparation. ey also felt a little nervous

about how it would work or how it would be seen by district administration or how theinssude

116



would do on standardized tests. They felt empowered, yet they felt anxious when given this
autonomy.
Part Six: The Interaction and Overlapping of Meganarratives at Monroe High School

To show the relationships between these meganarratives, | haveef ibey
methodology suggested Kraig (2007) who portrays stories of teaching arbetthrough
graphicssheternfss t or y ¢ o n Bustete thaldayérsandspatial imterplay among
shared narratives. The graphic depiction of the meganarrafiddsrmoe 6 s Engl i sh depa
(see Figurdl) shows visually wére these meganarrativegerlap, influence one another even
swallow up other narratives. Four of the meganarratives work within the realm of and are
affected by the fifth meganarrative ohbsformation. The change in the school after its
annexation has been a narrative that determines much of how teachers and studenistve
within the school. Theneganarrativeof transformationthen, affects all other narratives in some
way. Furthernalysis of the interplay among and within these meganarratividsendescribed
in chapter severmjowever, as the meganarratives are described in the rest didpigicthis

story onstellation will depicthe scope and interplay of these sharedatiags:
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Figurel . St ory Constellation of Meganarratijy ves o0

&

The meganarrative of transformation was cl

and the school in general. It was such a powedntative and one so connected to the
community, geography and history of the school, all other meganarratives were seen at least
partially, if not entirelywithin its frame. The meganarrative of transformation was also one that
was in a state of flux demdent upon the history of the school and communityit hangs,

the naratives within its bound also would bdfected by and adapted through this change.
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The meganarrative of poverty was told as one origin of the transformation. The
transformatio of the school was necessary and indeed became an ongoing story partially
because fthe poverty of the commmity and the historical systeoobstacles that this poverty
produced. At the same timihe meganarrative of poverty svaot seen bynany teacheras a
story that was in flux. It weseen as a static reality independent of the school and the teachers.
The meganarrative of poverty influenced and overlappddthe meganarrative of
trandormation;however there wa apart of this narrativeituatedvery sturdily outside any
narratives of schoolt was seen as a standependent of the work of the school, which many
teachers struggieto comprehend, yet one be dealt with and overcome for the transformation
to be successful.

The meganarrativef relationship building wafirmly situated within the meganarrative
of transformation. This story was important in creating teachaboration and leadership at
the timeof the annexation and continuelbeimportant as the school remainedhin this
transformation narrative. The relationships between teachers and students have been storied as
integral to the transformation by showing studehgg the hostility of the past was no longer,
that they wee cared for and valued. This meganarrative oticelahip building also overlapped
with the poverty narrative as many teachers described their neednectevith students due to
a deficiency i-flvestOneexamplaa tiswas WwherhSamaatha described the
teachers at Monroe as beipgrents to the students; she batw®at description within the
narratives of relationship building but also
impoverished realities. This narrative of relationship building also overlapped to a smaller extent
within the meganarrative of teatj and teachesiutonomybecause both of these narratives

referenced relationships as motivating factors. Teachers described students as motivated to work,
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to learn and even to perform better on standardized tests when they tek se cared for in
school. These feelings of care came directly fronréltegionships with teacheradministration

and other students. Similarly, teachers storied their autonomy within the frame of being
respected and cared for. They told stodépositive interdependence, where all teachers worked
together and were supported to try new things. Their autonomy came from supportive and
respectful relationships among each other and with their principal.

The meganarrative of testing was a strong onevibsialso swallowed up partially by the
narratve of transformation. Teachers meaware that the community, district and general public
visualizel the transformation of the school through the improvement of standardized test scores.
While in many ways tlsi story infuriates the teaers, theyalsosawhi s st ory as fda ¢
mu st pd stony theyonust live. They ditbt see themselves as authof this story, but
insteadsaw this storytold by those otside the school but still influemyg the partular storied
space they mst work within. At timegeachers seemed to participate in the telling of this story,
and other times they did not want to take responsibility for isgelThere were not many
instancesvhere teachers wantedactivelyresst it. With the possibility of reforming next
year 6s curriculum, and indeed due to the mega
of testing may be in flux and some restorying and resistance may play out. Allison described her
fear of not teaclmig to the test nextear, even though she knew thatswehat her studesit
needed and what the reformed curriculum would demand. The interplay between the two
meganarratives of testing and teachgonomy could continui conflict for the next few years
as teachers decide how to stop playing the game or living within the story of testing by becoming

more fully autonomous and influencial.
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Finally, then this meganarrative of teach&ntonomy was one that may goough the
most change as teachers view teelwes asutonomous, yet this autonomy svirmly
swallowed up by the narrative ofsteng which in turn is mainlyauched within the narrative of
transformation. Therefore, teachestoried themselves as autonomous; thikyHey wee able to
take risksandmake curricular choices. They menothoweverfree to do this beyond the
constraints of standamd testing. Since the test did not include writing, there littée
substantial writing instiction until after the test wga&en. Therefore the tegself was
constraining the freshman and sophomore writd.i
based upon their professional judgment. In the junior and senior level English classes, though th
teachers dichot have a test weighing over their eghis narrative still affectetheir
instructional autonomipecause the curricular inheritarafethe testing meganarrative
constrained what writing tasks studentgeverepared to undertake.

If we look at these five meganarratives spatially, there laeglg layers and interactions
and spaces of movement and restriction. It is within these spaces that the teachers of Monroe
workedto prepare their students for college level writing. Through this storying and restorying
teachers construsd curriculum and workedwith students who in turn participate their own
narratives. Whiledhese meganarratives establiskcedain spacg the spacgalso provided
allowances for independent storying. LeFebvre (1991) describes dominated space as that which
i s fdc | ossteeri |l i zed, emptied outo, and appropria
group, not the mastero (p. 16 5nroeHighSchea, the ways
group became the mastamcroabing uponindividual storying and affectinthe movements of
individual teachers within curricular space. Lefebvre also reminds us that systems (and the

systemized stories of meganarratives) may seem immobile, but that is only from our habituated
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assumptions which blind us to the places where initiati c an cr eat e movement

edifice tottero (p. 4es%ofindividialtdacherd tieee can gpéathet h e
initiative, then, where we can view the ways teacher agency truly 20athile there we

powerful meganarrativaseing told and live@ut by the teachers at Monroe, therere/also

equally powerful smaller stories of agencyldaacher knowledge, and theseaevihe stories

that creatd movement, adaptation and even tottering of seemingly immobile meganarratives of

definition or constraint.
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Chapter 5:
S a ma n tShall 8teries of Personal Relationships and Individualizedristruction

Connelly and Clandinin (1999) describe three interpretive devices within narrative
inquiry. ABr oade ni nggneralcantexsf the storyigg, thetbigger stories, the grand
narratives. Their second interpretive device
fromthe perspectimo f t he participants. Finally there 1i:
on t eamcohwelresddgek | andscapes by understanding eve
the larger narrative contexth@pterFourof this dissertation focused upon the meganarratives of
the English department of Monroe ¢hpegdithSc ho ol
two participants, Samantha and Allison. This chapter and the next will use the interpretive
devices of burrowing and restorying to provide different perspectives of two different storied
accounts of preparing students for college writing ahide. Withinthese chapters, the focus
will be not on the meganarratives of Monroe High School, but the smalldgoeaiay stories of
individual experience. The particular focus on small stories in narrative inquiry is a fairly new
development, one th&@eorgakopouloy(2006)h as de s cr i bdwaveaoEnariativdhhe s eco
anal ys i sOsonamuCrdig?22809)have described this second wave as extremely
valuabl e because fAismall stories are |lived as
meganarraves that have become frozen...asrpadi gmat i cp.%5Mper at i veso (
Georgakopouloi2006)describes these small stories as fleeting;camonical bits that are often
overlooked because they do not follow the expeatructure of narrativd herefae, within
narrative inquiry, when we focus only upon the bigger stories, the meganarratives, and ignore the

smaller fleeting moments, we become blind to the places where actual movements are made,
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identities are positioned angaces are appropriatdBanberg (2006) describes the important
point at which we see the larger narratives and smaller stories in relation to one another:

It is at this juncture that we come full circle by showing how narrators position

themselves in relation to discourses by whlaky are positioned. In other words,

analyzing narratives in interaction along these lines enables us to circumvent the aporia

of two opposing subject theories, one in which the subject is determined by preexisting

discourses and master narratives, theioin which the subject is the only ground from

which narratives (and selves) are constructed. (p. 145)
Therefore, the smaller sted of Samantha and Allisgortrayt hes e fAnarratives 1in
where each teacher is empowered to truly storydeehing of wriing within the contexts of the
department 6s meganarratives. Thoughachinfrgese s ma
the snapshotwill allow us to see the individual curricular decision making of writing instruction
as it is lived wihin individual classrooms.

During the eleven weeks | spent at Monroe
hour seniotlevel CollegePrep English class one to faiimes per week. | observed during the
last few months of schoand the class was madp of graduating seniors, so when | began the
research project | imagined this class would be easing into a slower pace over the time |
observed. That was not the case at all. Over the eleven weeks, the students worked through three
major assignments (seppendix for assignment handouts). The first was an analytical paper
about the novellThe Curious Incidentf the Dog in the Nighttimey Mark Haddon. Samantha
described this assignment as the most challenging of the semester, and asked studentyto not onl
analyze a feature of the novel but also incorporate outside sources. Following that paper, the

students worked through two assignments simultaneously to finish out the school year. The first
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was an individuathoice reading response assignment over alndhe second was a written
paper and class presentation refl ecfseeng on o
appendices for assignment handouts)

During the weeks | observed, there was very little diceagsroomnstruction in
S a ma n tlassaAdysdirect instruction took place esr-one in studenteacher conferences.
Most often the students worked at computers in the lab or library with Samantha asking them one
by one to email their draftsa@ her, which she would then opep on her compter and hold
individual conferences, student by her side.
Samantha sometimes would divide the class in half, allowing half the class to work in response
groups while she circulated around titber half, and chéed inwith students. Depending ap
the needs of studentonferences could take -B% minutes, and while Samantha worked with
individual students, the rest of the class worked on their assignments, busily writing, reading,
researching on the internetgating presentatiomaterials, or working in peer response groups
was often impresseoly how engaged the students were in their work, considering they were
seniors about to graduate in a few short weeks. | was also impressed by how riveted they were to
Samant haés feedback whenever she worked with
Samantha described the management and teaching style in her college prep classroom in the
following way:

CPE[College Prep Englishjoes become a much more indepen@enironment in the

last few months. The first semester is a more traditional setup, with more teacher

centered instruction. | spend a lot of time modeling various skills and then allowing them

time to independently practice those skills (analytical regdiow to edit and revise,

transitions, etc.). Second semester is all about the application of those skills and is a more
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seltdirected/sekdriven environment (well, to a certain extenistill keep pretty close
tabs on what they're doing and whereytaee with their work).
It was interesting for me to come in at the end of the year and see how the classroom atmosphere
hadbeencreated. The students were obviously becoming independent learners (an attribute
Samantha told me she thought was importantdtlege success) and though they listened
carefully to her feedback and asked questions at times, the students engaged in their writing and
their studies without much prodding from their teacBasides the studskills and independent
learning styles &mantha imparted upon her students to get them ready for calfegalso had
specific ideagmbout what college writing lookditke. She described her ideas about teaching
college preparatory writing in the following ways:
What you would be asked to dodollege: research and effectively communicate what
youdbve | earned from your research, to be a
correct and these are the m@as your opinions are correct. hose are skills of life.
| think where we strugglewitb ur current seniors and where
the next two years | imagine is stamina with reading and writing . . . the ability to stick
with revision and the ability to recognize what you are saying on the paper is not what
you are sayingni your mind. My kids today are not what | would consider college ready.
We havenét had enough time with them
yearsf our years from now wil|l be and itds not
we have to deal with. They canét communi ca
dondédt know how to fight past that hesitanc

know how to fight through it. Twreiyt dndhdt
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block is just keep writing, and | have not yet been able to get them to, all of them, to
understand itdés a process that you have to
These ideas of temdnag and Wwf iegproningmiid st hr ougho
S a ma nt dagogys Hepcemmon response to studentlerbeginning stages of writing sa
AJust get it down on paper.. duShewyi age. pWemcsa:
spentgenerous amounts ofie sitting with students or@none talking with tkem about their
writing in class ad after school. These talks toplace athe computer where she wrote out
their discussions into the studefbwn drafs. When she respondéaldrafts outsidef
conferencing, she also spefatst amounts of time pourirayer the writing and writing notes and
modeling strategies for student&ivin their own texts. She said she wanted to shemstudents
that writing is hard work, and revision is a huge part of writirige 8xplained that though she
hadtaken many coursem composition and writing instruction at three different universisiess,
learned much of what she kna&lout teaching writing through her owxperiences as a writer.
She savher instructional methodology as a way of modeling, of showing students hog/ a
writer thinks through her draft, and this is the sort of decismaking that occurs in the revision
process.
Besides teaching the experiences of process writing and knowing the scholarship in the
teading of writing, Samantha speatlot of time getting to know hestudents personally. She
came to know who they we as people and as writers. Thygbuhis understanding, she knew
each student 6s w$anechow dathstudant réspomeldekcondereisces.
After watching many of thesariting conferences, it became clear that she tailored each
conference to her studentsdéd writing needs, bu

quiet voice and supportive encouragement to work harder. Other students were praised
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boisterouslyand then given very directive instructions in how to improve their drafts. Still other
students received questions and were allowed to answer these and fioavtheiay These
movements from one student6s needgsklytwbthinanot her
the course of one class period, | wasloermtalcthal
student, and respond so precig@iyheir current writerly needs. In one interview, Samantha
described witlgreat confidence that she knéer stulentsand she knewhe sdolarship, and her
instruction wa based where those two realms of knowledge meet:
|l trust my own voice . . . | am much bette
in the context of how | know my kids and what | thiskoest for my kids. | value my €o
workersdé opinions, but at the enidApd,i t he d

know my ki ds. I know what theydore capabl e

know what best to do for them. | knowrpaps better than some people what knowledge

you need for the workforce . . .. and itods
think about it. | 6ve done the research. I 6
on. | 6 ve wealwdkle tdknoawmpeoplehwdo work in the real world. | know

college admissions directors. | know what they need. | trust that | know what they need

and | trust myself more that | know how to get them there.
| was always struck b a ma nt h a 6 s eftcherniflingaessrnocaémit migtakes and to take
risks. She shared with me stories of times she made mistakes in the past, and said she was
thankful for those opportunities because they made her a better teacher. She described her earlier
yearsteachingasear s where she carried fia chip on her
my own voice. 0 Her earlier years she felt def

she was teaching English even though her degree was in political sciences apdrgfthe

128



beginning of her career in the business world. There was a part of her that felt she needed to
prove something teomebody. During the study however, she desciilaethg been through a
transformation over the last few years, and she begaretesself as possessing valuable
professional knowledge and the expertise to accurately judge what her studeatswbgdnd
when they neesllit, and the best way to provide it fdrem. Part of this knowledge carinem
her coursewdk in education. Paof it camefrom her experiences, especially the takes and
failures she describe®hewas alsgroud of the collaboration withel colleagues at Monroe
and viewedhis network as evidence of her expertise as well:
What we want them [students] to hasevhat we believe they need. That belief is not
generated by teddy bears and unicorns. That belief comes from 90% of us have our
Masterds degrees in education. 90% of wus h
and we daaccandwellelrsed andve know. We are professional teachers. We
know what our kids need. And we also know where they are at. And we know | would
say more than any gr o-uepen my friends who breteashers 6 ve e
[at other schools]. | know my kids. | know.
Over and over again in our interviews and informal conversations Samanénatesit
her belief that she knew hstudentsand this wa an important attribute of her teaching and her
personal identity as a teacher. This imporéaotSamantha knowing hetudentswas ckarly
evident in the way she taught writing. Her classesewsually flibly organized, so students
couldwork on their owrat different paces and different ways. She providexptions and
choices but still expectetiem to reach a sinait goal by the end of the class. She alsostantly
circulated around the room and checkedn students, giving them personal attention

directions,assistance and encourageinehile the rest of the class workealependentlyl
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often felt tired watchig her as she constantly moved around the room, or had a steady stream of
students come to her desk for individual conferences.

For example, on one of the days | observed, Samantha todducemntshey were
supposed to workn their analysis/researchpgs in the computer lab, but as they did so, they
were given the following options: they were allowed to finish researdimenthey were
allowed to go back to their novel and find passages they could integrate into their writing; they
were allowed to pnt off information from the internet; they were allowed to get started on their
rough drafts. Samantha said that everyone should have a rough draft started by the end of the
class period, and she wanted them-toa! their drafts to her at the end of ity so she could
see where they were goinbhese studentsere seniorsand it seemed they were at various skill
levels and motivation levels, so it also seertmethake sense to give theaptions. | also saw
that knowing students well allowed Samantharigage with each student effectively while
allowingthis freedom. She was able to push the ones who needed pushing, encourage those who
needed support, and give specific directives to othelis.téaching methodologyorkedwell
for Samantha. Her studenivorked hard for her, even in the last days of their senior year. They
seened to know exactly what vgaexpected of them. Because students worked so closely and
conferenced so frequently with her, they clearly understood what writing goals they were
expected to reach. This methodology svaot without its downside, howevétr was exhausting.
Samanthaaid to me at times that she didt know how much longer shewoldde abl e t o fik
this upo and in one of her | ohberanalysispapersovert en w
The Curious Incident of the Dog in the Nighttisme wrote the following:

My seniors are to the point where they are actually writing ffagers, and all | want to

do is slap myself for giving themrasearch/analysis paper. Wiyou might ask?
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Because the kids astruggling? No, not really. The reason why is totally selfish

teachingacademic writing is a BEAST.

What I'm finding (pretty consistently) is that my students decbgnize when
they have merely skimmed the saagé of a topi¢ themost common statement | have
heard over the past week is, "I don't knatvat more to write." However, when | sit
down to go over their paperith them, | find loads of general statement and little detalil
or analysis. Once | explain, ohetail, what they need to add and wherdy eegad to go
- I get a lot of, "Oh, | get it," after | reviewgaper with a student, but there's the 1uib
have to sit down anceview, one on one, with each student their dratft.

Maybe there is a morefafient/effective method of teaching academwdating,
but my gut says probably not. | learned how to write over ngaays and based on the
comments | received back from my professors, rasdarch consistently say that to get
better at writing kids neegractice and guidance, so that's what I'm doing. It's just such a
time-killer.

In order to show the ways that Samantha worked with her students individually, | am
going to tell the small stories of her interactions with two particular students ovetttime
important to note that these two students aed thteractions with Samantha were not unusual,
nor did they receivenore or less attention than other students. Samanthetdihve unusually
close relationshipwith these two students. They regust two of the over onbundred students
Samantha workedith, so it is important to keep in mind that these small stories are but two
strands in the hundreds that read u p S a ma mg. Hex [irafessioabknolwledge svan
intricate weaving of thedtareads, knowing what her students resbat particular moments to

become better and more confident writers. It is through these small stories that we can see her
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knowledge of student nds. We can see where she taughting skills within the context of
individual personal relationships with her students. We caereéshow she providegarticular
writing experiences for her students based upon their own personalities and skill levels.

As Samantha told me one of our interviews, she feéhat herteachn g ftlikse a | o
triage. 0 E aacjidgedvhayedustihdent headed at that moment, who she had no
spenttime with lately, and who needéde r t he most . The stories of
these two particular students were selectetlustiate stories of her individualized instruction
because they are representative, not because they particularly stand out as unique. Before
creating the narratives, | created a list of 5 students that were present through my classroom
observationnotes nd al so in Samant hads journals and in
Samantha and asked her to list the students she thought would be good portrayals of her
instruction. We alstalked about how shefeke scr i bi ng di fferent studer
compared her list and my list and negotiated and decided to collaborate on the storying of her
teaching of two students in her sixth hour College Prep English, Tina and Wieetdlked about
these two students, and Samantha shared the things that stb@ti@uabout each one. | then
created the stories based umam conversatios my observation field notes, interview
transcripta nd S a ma nt h sharedoygldrafts mfanly sarratides of Tina and Trent
with Samantha and she provided ideas fatitawhs and revisions. In this way, the storying was
collabomtive depiction othe narrativesS a ma n volteaw@s storied to be more prominent
within the narratives; her perspectivesasthie most important one in this storying because here is
where we ca better observe how her interactions with students aeherr teaching

methodology and philosophy.
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Stories of Samantha Teaching Tina

Studentshave just turned in their papers oVdre Curious Incident of the Dog in the
Nighttime and theyseem a bitited, but still cheerful. The class began by heading to the library
to check out books for their last novel readnegponse assignment. Samanibid me that this
will be a more easgoing day because they have worked really hard to get their papers done.
When we return from the library, students have the choice of reading their novels or
brainstorming ideas for their final paper/presentation reflection upon their education and future
goals. Most studentsegin reading at their desks. Two giBhawna andinasit right in front of
me, and they pull their desks together so they are touching. Shawna is Aficarican and
wears an orangeghirt and jeas that are ripped in a way that frantke large tattoo on her right
thigh. She wears glasses and haaviigeddishgold highlights streaking her long, straightened
hair. Tina is white. She wesa bright red warrap jacketand jeans. She has black curly hair
that is pulled tightly into a high ponytail. She wears large gold hoop earrings and aylet of e
make-up. As we walked from the library to tleéassroom] chatted with the girls about the
books they checked out, atitby told me that tley are both going to attend a local university
the fall. They seem excitexhd happyand they say they want to &kl their classes together.
Both girls have picked out Young Adult #dAchick
images of African American couples or groups of tagad girls of varied ethnicities and the
two girls excitedly tell me about th®oks they are reading and how great these particular
authors are.

After students get settled in their desks and begin writing or reading, Samantha calls them
up to her desk one attime to conferencabout their grades and what they need to accomplish

before the end of the yeaBome students are in danger of failing and therefore not graduating
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because of missed assignments. Tina is called up to the desk and handed a compateroprint

her grades, and Samantiedls her that her grade is bad becasisee hasndét turned i

paper and she missed a bunch of quizzes. She asks her when she can come in and make up the

work. After sclool? No, Tina has to work. Samanteks her if sheds to come for Saturday

school and Tina does, so Samangleefuly s ay s, nGreat, you can do a

Ms. Manning that you have these quizzes and a paper to write and a book to read. You can get it

all done theh o
When Tinacomes back to her deséheplops down and whispers sadly to ShawShawna

whispers back. The girls go back to their novels and soon begin chatting about what they are

reading, trading books and pointing out passages the other shoul@mhaachdaughs at her

book and then whispers toyslTimare.n®Read t hi s. R
Al 6d beat my child if she said that to meo
Samantha stops talking to the student who is conferencing with at her desk, looks at the

girlsandshouts A-€hatty p e Shawneand Tima gpiet dotvrh for a momeamd

t hen Shawna as kisdigd Sumraers iarf earbehbedk 8 the serasBe is reading

now. Tina says no, and then Shawna tells her a little about it and they go back to agading

After a while,Shawna showsimaanother part ofherlmmk and t hey whi sper abc

man wouldndét be I|Iiving there i f it were me. o0
A k rsaysvTlina. Samantha asks the girls to quiet down a couple more times before the

bell rings. After class | mention to Samantha that the whole time thengiréstalking, they were

discussing and sharing the books they were reading. Samantha says they always tell her they are

just talking about their books, but she never knows if she should believe them or not, and she

smiles and says, HMalthtas 6gso gdb.oad t o know. T

134



Five days later

S a ma nt hBvergoaeyon eithefiThursday or today has received their current
progress report, so you all know what you need to do to pass senior Englidho day, st uden
again working at their desks and Samantha dsgs¢an come up and share drafts or talk about
their ideas for their papers, but they should all be writing or reading during class. A few minutes
into class, Tindrings her laptop up o S a medeskt After éeading, Samantkaa y s ADo me
favor, sepaate your elementary, middle, and high school into separate paragfdgbii | get
your voice.l know you, so | get it, but other people might notyBod r e | tleings/outpbgt |
want you to go back and fillin the holes. Sa mant ha q sdvera paryiculgr placest s o u't
where Tina needs to add more explanation or details thenfBajtd, can definitely hear your
v 0 i c e, Tind practedllyoprances back to her desk and gets back to writing.
Three days later

The class is in the computer labthe library so students can either write their reflective
papers or create accompanying PowerPoint presentations. Samantizetsaydass fil 6 m goi n
to print out a sigrup sheetfone xt weeko6s presentations, and ev
youl eave t oithaty computeihnextto Tina to print the signsheet. Tindeans over
andbeginsquietly talking to Samantha, whisperingang story aboutvhat s going on with her
family. Samanthdooksstraightat the computer scre@md occasinally up at the trophy case
that is on the wall above the computensd | am not sure if she is listenitgTinaor not. After
asking later about this incident, Samantha told me that since her back was to the majority of the
class while talking with Tia, she was watching the rest of the class in the reflection of the
computer sreen or trophy case, to makare everyone was working. When Tina pauses for a

moment, Samantha rises from the computer, walks to the printériagg over the sigop
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sheet. 8etells students again that they need to sign up for their presentations next week. She
sets the siglup sheebn a table in the middle of the computer lab, and a bunch of students gather
around it to sign up for the best times.

Samanthaits back down ext to Tina,leans towards her arghysquietly, AThis i s on
those moments where you have to learn to work through this situation without losirsgly in
the situation . . The problems are never going to go away. There will always be something, bu
it is going to get easier. You have good coping skYltsu are doinggoodY o u havenodt t ol
anyoneoffYou havendév¥Yobhi hawvewyodonheput your fist throlt
school today

Tina whispers moreo Samantha about her dad.

Samanthasayd) Her e 6 s t h e dfée ik motconkdlled byelreir liveg. dhat is
the hard part. You have to kind of let go and realize that their choices are not your choices and
that will get easier as you get older and you have more ofop@ntife.0 Tina continues to talk
to her and ty continuea quiet conversation while other students work on their presentations.
Tinafinally begins to smile a little. Samanthaa y s Al want youatdo be suc
givesTina along hug and rubker shouldersvhile Tina leans against heguietlycrying.
Meanwhile, the other students continue to work diligently at their compatetd wonder how
many of them either see or sense that Samastieping a distraught classmate

After a while, Samathasays,i B you want to go to the restroom? Ti na whi sper s,
and thergets up and walks out of the room. No one seenmbtice or be surprised or bothered
by her departure or tears

One week later
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It is the last day of class for the seniors, @imh is the third presentation. Instead of a
PowerPoint presentation, she has magester with viey fancycursive writing, glitter and
sparkly ink She describes her education, and like many of the students in this class, she attended
a number of schosl five in all. Shewants to be aurse and says skeuld like to just have a
simple life andbe remembered as a fun grandma and a loving mother and someone who would
put a smil e on whovoukl give¢odhe pobrace and

Tina is enrolled to beg fall semester at a local four year university. Samantha recalled

when she met Tina her freshman year and Tih toh e r Al wanMsWiseamarm,o t o ¢
help me go to college. o | asked Slewlamtiogha i f s
and she replied, fiNo, sheoll be totally overw
Shedl | bounce. Sheds got that kind of persona

Stories of Samantha Teaching Trent

Samantha has been conferencing with studengsdew the rough drafts of their papers
analyzingThe Curious Incident of the Dog in the Nighttinibe computer labs at thet®ol are
all being used fostandardized testing, so Samantha has brought her students to the library to
work on computers ther&amantha spends the first 20 minutes of class with one female student,
looking very carefully at the ways she could revise and reorganize her paper. When they have
finished their conference, Samantha stout A Tr e nt and she asks Mrent tengail hér
his paper and thezome over to her desKrent is whitewith short brown hair and a silver
earring. He wears a greyshirt and black pas. When she pulls up his papmar the computer
screen, | can seabere are only two short paragraphs writtem.e5s s ay s fA7%r antd! TWewnt
says something quietlghe interrupts him after a while and séoysdly, i ®p it! Stop it,

because you are being a little bit melodramatic adsdibt getting you anywhere, and | think you
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have a mental bloglendyouae t el |l i ng yourself you candét do i
sound accurate?o0
Trent whispers to her.
AYou say you candét write,0 but you have alll
Trent whspers to her.
ASo walk me through whatodssgoi g wnhit @uagvin iy
Trent whispers
AfCan you do me a favor, and take that worr
of the equation and just try to get your ideas on papartoday | just want you tput your
thoughts on paper. &king itfit the scope of the assignment and making it look ggod,have
to be a really, really, really good writer todlele todo it allatonceand | évent het e . It O
a process. Focus on just getting your thoughts on paper and then we can sit deayi andd
look these ideas look like they fit together and we can cut and pastéthéke.revision
process we can say @cah group this stuff together to make one cohesive paragrapB.ut n o w
just get something down we can work with. Noangou t# me what you think | am telling
you to do®
Trent whispersagain.
fiCan you tell me your thoughs about doi nugtsayito? Dondét filt e
Trent whispers
Then they have a conversation about how the author portneastisticcharacter and
howautismisrepree nt ed i n Trent 6s sawlParygdhu rAadl iSaemanad
everything you need for a 15 page pap8t8pworrying about making gibberishil it pops in

your head, type it. Those t heallybetpyopantllhawest s ai
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something to work on with yooThis conference tas about ten minutes, and Trent goes back
to his computer to write, and Samantha calls another student up to her desk. Later, Samantha
wrote a reflection on this conferencedasaid the following about Trent and his writing:

When | conferenced with Trent over his paper, he kept going on about how he was

worried it didn't look rightl think that was fiftyfifty B.S. and truth. He does overly

worry about making things look rightbut it's also a stalling tactiche convinces himself

he can't do it so he doesn't try. Mollycoddling only works with Trent to a certain extent

after that, you sort of have to kick him in the butt & kimgoing. His final paper was

okay- not stelar, but a good effort.
Two weeks later

Students are working in the computer lab either writing their papers or working on their
presentations. Trent is talking with Samantha about his plan for his final paper and presentation.
He wants to writean obituay for his final reflection assignment. Before talking to Samantha, he
has been searching the internet and looking at images of gravestones for the last 10 minutes.
Samant hauts adyosn 6tiByou want to write inodirst pe
can write with an 06106 voice. o0

And hebstayist 6% original!o

A OK, but dondét Il et it get too dark and don
obituariesd | can t el | t hkahis idSaaboaTretddems sd exeted amdgud
of it, she allows him to go ahead. At t he en
says, AJust focus on your |ife, not on your d

i fe.oO
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He tells her not teoewgopwuy Msandi seemanoal s,
the room.

Samant ha says back, a little wearily, dal |
uncomfortable she feels when male students tell her they love her. She says it seems too cold to
just say, 0 dtuhamslkying Al | ove youo0O in response
Nine days later

Itist he seni or s 0 .Wherslarrivd, atydentsfare extitadsnst g of
control A few studerd are getting ready to give their peatations Studentgoke abait whether
they are going to cry or notrent is the first presenter and as promised, he has wigen
presentation as asbituary. Hetalks softly and seriously as if he is at a memorial service and
they are all in mourning, and he talks about himisethird person. Hgretends to be standing in
front of everyonesometimein the future announcing his death and eulogizing himself. The life
he describes for himself includegjoring in secondary education and temchwoodworking at
MonroeHigh Schooland living in an apartment across the street from the school. He also wants
to become scoutmastef his Boy Scout troop. He says he will alwaysé&membered as a
family man, a good father and husba8dveral other students give their presentations, and
students are riveted hearing about their cl as
Trent tells Samantha that he wants to stop by eacher tomorrow even though senidre n 6 t
have classes, and he s dkeee,safowdof students ayoana heMs . Wi
desk, asking her to sign yearbooks, and Samantha looks up and tells Trent that she loves him too,
and he wal ks out t he dooWhen Bantnddnme heavaswgoirggtoe i n
write an obituary, it worried medgause | wasn't sure where he was going with it or how the kids

would react. Trent is incredibly sensitive and a bit on the depressed side, so | was worried about
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his mental state. That's why | kept stressing that he needed to focus on the life, nathithe de
However, she felt satisfied with his final paper and presentation which were melancholy, but not
Adar k. o
Thinking Through Stories of Teaching Tina and Travis
Samant hads p eaband @viny herfsudenisbeth the skaligl the
experienceshe believed woulbenefit them in college. The first semester ofdlass wa very
teacher centereshe said, and than the second semester she warsiedlents to work mer
independently. She often talked about how she twang to teach studentsfiopus h t hr ougho
challenges of writing and to edcate for themselves. She tallkatenin classabout the purpose
of a writing centeon college campuses. She haftersco ol fAof fi ce hour so and
those @ch week. She dithisin order to helgher students get used to going to see their
instructors outsidef class for help. She believetany of her students will need this extra help
when they go to college, and the ones who can advocate for themselves and search out assistance
will be the onesvho can succeeds described previously, Samantha felt lstadents did not
have enough writing practice in their high school ge&he was concerned that they rid
have all the skills they need. In one of our interviews, she listew ®f the skillshe knew they
had. They knew what a thesis was, most of them under$tow to do researcdnd cite their
sources. They ke how to set up an argument and analyze though mangdbetp moving
beyond the superficial. They nesthelp with organization suetimes. Matly, though,
Samantha described that her students justhado ubl e fAgetting what 1is 1in
paper 0 an dwithsthem inheroconkeentes askingthemftd al k t hr ough t hei
as a form of prevriting . T h i st hfirt caul gkhi dhegatb hear theideas and then,

Samantha believed, they wouldve the confidence to start putting it down on the paper.
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When she described hstudentsand whether they woulsicceed in a college
composition courseshe talkednore alout their leves of perseverance and work ethic and
resilience and confidence. Stescussedheir skill levelonly when pushetb do so, and even
then she beguato talk about skill level and then vedioff onto topics of motivation and
perseverancelhiswas likely portrayedh er concern that they havenot
skills they needd, but also it wafirmly based upon her view that writing is a process that is
both independent and social. It is something that needs to be worked thraigakeés
persistence and work. students didhot have the skills because of their poverty or because of
the restrictions standardizéekting presents, then she would prowadperienceshat would
helpthemipush t hrough, t o &wodkihgandtinprodngsgthegr and cont
persistence alone would hopefuliglp them overcome the odds. At the end of our last interview,
| asked Samantha why, whenever | asked her how prepared her students would be for college
writing, she described personaliy character traits instead of their writing skills. Her answer
was telling becausie not only portrayed how she saw her students but how shéhsaw
experience of college:
Even if you struggle with writing, if you have those skillpersevering and woithg
t hrough something and not giving up, It hi
find that writing | ab. Youdll go to your p
that support system . . . The skills you can teach and teach andekigach, but if you
dondét have that determination it doesndt m
not going to |learn. College is just about

al-ni ght er and st udyi nhlpwidgapto dabsand takingdhenotes t 6 s
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and i f you canodot take notes fast enough, g
meeting with the professor. |toés a maratho
When asked to evaluate her own teaching of writing this fsanantha gave herself a-86%,
and said she is going to have her students read and write even more next year. She has learned
this year that students need more practice analyzing and incorporating multiple outside sources
into their writing. Though shdid notdescribe it, | have no doubts that one thing Samantha will
continue to do next year is work hard to know her students personally and find out where each
one is, pushing them to become advocates for themselves and preparing those who desire it to
train for their own marathons. She will show students like Tina that they can have control over
their own destinies, they are strong and have a voice, and the details and the stories matter, and
they should be shared. She will show students like Trent thadtsuoes it is important to push
through your doubt and just get it on paper, and often the focus is what makes the difference.
Samant hads teaching of writing, sfudentsamckhert er or
stories of thee students. Thereeds, their histories, their personalities are what matter to her.
The skills can be taught by anyone, but her place in therolas is to connect skills to
individual studergdmotivation to help them experience what it is like to fight through and move

further than they thought they could.
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Chapter 6:
Aisonds Stories of | dent i tagdTesthg mmuni t vy, R
The spontaneity of small moments in teaching can be the pinpoints where teacher

knowledge identity and agency become most visible. Alon 6s s mal |l st ories ar
pinpoints, but turning pointdustrating her identity as a writing teach&ithout looking closely
for these pinpoints, it is easy to merely see the larger shared meganarratives and fail to
acknowlelge where the movemesnor ten®ns of individual identity formation within g#se
meganarratives may lie. Ols@nd Craig2009)describe the hidden nature of small stories as
appearingchksa ©0heiicp 549)oklargeripeanwdrfuMmeganalratives of
educatom|!| policy: #fAsmall stories intimately expel
not get attended to because narratives with apéajaines devised by others and routinely
accepted by ourselves in the daily conduct of our livestendtotake pnecegled ( p. 549) . A
as Bamberg and Georgakopoulou (2008) have shown, here in the often overlooked small stories
individuals orient themselves within the larger narratives. Individuals become subjects within the
stories as they find ways to story themsslinto the controlling meganarratives already at work.
Moreover, through these small stories, researchers can conceptualize the idea of identity as in
flux and in relationship with small stories a
continuouslyp act i ced a Bamberge&&dorgakopoulou, OO, 379). Bamberg
and Georgakopoulou also point out that because small stories can be viewed as a way individuals
create their own narrative positioning, these small stories often work in opptsitioa
traditional narrative progression of a temporal {ilo¢, or a problerto-solution structure. Small
stories of identity work can show movement and the makings of identities within larger narrative

structures because they are somewhat independdre tdmporal or other structural
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understandings of traditional storying. In fact, since small stories can be portrayals of
relationships in flux, they can often appear
small stories in their interag® engagements construct sense of who they are, while big
story research analyzes the storiesepsesentationsfwod d and i dentitiesodo (B
Georgakopoulou, 2008, p. 382).

Al 1 i s o rstdrees showddwlshe constructest identity as a teaer in the midst of
pressures of standardized testing and poverty and through meganarratigasfofmation,
relationship building, and teacAkl issnodlb © no my.
stories of teaching also toplkace across time.IAl i storieshosvever didhot depend upon the
temporal as much as Samemtthadsrgtersi.nghd | adfs oinmd
positioned more within relationships than within time, and these various relationships: with
students, with her prcipal, with the community all affeetl her teaching identity. At timesebke
small stories showed horglationships within the meganarratives crdggtedagogical pressures.
These pressuresinturnaffedd | | i sonds i dentity @anaraneo si ti oni
She storiedherself as in conflict, yet also venyuch in control oher classroom and how she
guidedherstudents. She often requirbdr students to question their assumptiansg, she too
guestionedher own placement and identity withirettarger meganarratives at Monroe.

Il n her junior |l evel AP Co mp acenientfocused and Lan
around curent political and social issuasd allowed space for students to debate and critically
think about their positiaman those isues. Allison expected students to read complex texts and
then in writing integrate sometimes contrasting sources into their own experiences and opinions.
She would say t hi n amerhberkoeask giiefions, dfer, ehgade evithwieaa d .

youar e r eadi ng. aréwastipgoyour tidhéland ghe taugho her students how to
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annotate texts and how to take effective notes that wahlige them to engage with what they
were reading. She believed that this sort of close reading wouldhéeftudents think through
what they wouldaterdiscuss and then write about. This careful and close reading would help
them as writers because it woglerve as a sort of pseriting; it would also help studenbetter
understand how writers create atmarar effect, how they construct their argumemtd how
their voices are develogeAllison descriled her understanding obllege level writing as:
college writing is |longer formal writing u
and iltsdpgortad e.l. and it needs to be clear. . . it needs to not sound like a book
report . . . you need critical thinking. . . You need to know how to locate the most
important information in a text. You need to be able to think and consider other
perspedtes and see how they mesh with your own world . . . You need to be able to cite
your sources,; I dondét think thatods the mos
definitely a college standard. You have to have a good thesis. You got to have an
argumen
However, she regularly pointedit that good writing is good writingnd the skills and
experienceseeded to write well in college weethe same skills and experiences needed to write

well in life. Allison once said to me that she did not considetingrfor-college as a goal any

more than she envisioned writkfgr-junior-yearinihighs c hool as a goal . Al 6m
guality writing.o When asked to describe what
Al lison said, A d to pusmthemseles and feethemselves in aew ways

t hrough their writing . . . even though | thi

went on to describe how she dokused digheinderester st ud

organized, wl-s upported argumentation that Asounds | i
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want to hear my students when t hey wisttee, 0
and vocabulary. I8 always connected these writing skills to-feafld situations which

extended beyond the college high schootlassroom. She also tried to balance ersslls with
experiences that we more expressive:

|l dondot cwanmtdoépouwracher to judge your <chi

mail. Ithinkamut how t heyo6re going to have to wri

going to have to write cover letteaad . . can you make yourself sound as intelligent as

an

| d

you are? | want it to be real world applic
pod ry. Thatds great. Thereds nothing wrong
sense, | mean there are very few jobs if any that say, you, kmit& me a 50 line poem

use seven literary technigues. @b u know it ds justutjitsdlsbat 6s n

important for them to know how to do that becau@&gbod for the soul. And | feel that
school needs to educate kids in both ways. We need to give them the skills for the real
world because of course we want them to be successful, butwatéadhem to be good
human beings and to feel good about who they are, so Idoytry to balance .t
promise.
Allison took pride in a story she told of spearheading a selv@t® poetry slam earlier in the
year during which every single student abivioe wrote and performed an original poem. She
believed this experience showed students the value of their individual voices and their particular
stories and ideas. At the same time, she often directed students to write for less expressive
purposes
Whil e Samant habés class was focused around

class was organized as a community of writers. Her class regularly worked in a circle, or in small
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writing groups. The whole time | observed Allison, there was never a clasd pewhich the
mode of instruction was teacheentered. Students learned through reading, writing, discussing
and presenting their ideas to others. A normal class period would include Allison asking students
to do some writing, some reading and annogatthen they would usually discuss their reading
and writingi either as a whole class or in small groups. When they read or discussed, she would
often stop the class and sayt hin®kiaryg hewbdsd A
that cue students knew they were supposed to write a short paragraph reflection about what was
going through their minds as they read or listened to a discussion. Sometimes Allison would ask
students to share these, and sometimes she would not. She talked to Inés sftefeabout the
problems with Afake |Iisteningo and fnAfake read
what was happening to make sure diastudents were actively engaged.

Al | i prafessioeal knowledge wasvidly portrayed through i ways she planned
her assignments as well. She worked to provide reading and writing assignments that were
connected to current issues her students found important, yet she also worked to stretch them so
they experienced these issuegrirother perspectes. During the three months of data
collection Allison had students read and write about gender issues, wealth and class issues and
issues surrounding war and terrorism (see appendix for assignment sheets and classroom
handouts). She wanted her studéatke educated about current eveausl also participate in
and critigue some of the assumptions they made. In order to do this, her class had to be a
community. t had to be a safe place where her conservative Mormon student with a very
traditionalreligiousupbringing could share his point of view with an atheist lesbian sitting across

the room, and neither one would feel threatened or insulted.
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Each summerhie English teachers at Monroevgaheir students a summer reading
assignment. While | observedllison revised her summer reading assignment and looked for
new books to include for her AP students (see appendix for summer reading assignment). Her
choices of books show how carefully she tried to selectfiction books that would appeal to
her studats while providing them with new perspectives. Her book choices were also for the
most part very upbeat and encouragiBige knew some of her studentsnedrom very
conservative religioubackgrounds. Some of themnea from tragic poverty, and she workied
provide choices that would help them escape a little bit and also see new possibilities. While
creating the summer assignments, the English department members also discusged amo
themselve$iow they would use theseimmer readingssignments in thelfaSome teachers
wanted to have a large test or essay assignment the first week of class based upon the summer
reading in order to set a tone of scholarship and rigor for the rest of the year. Allison resisted
this, and told me that she saw the first weeekschool as critical for establishing trusting
relationships with and among her students. She was concerned such an assignment would set her
up in a somewhat threatening way, and she was searching for other options. In the end, she told
her students ithe assignment she@tee appendixhat they were required to read and annotate
t wo books on the list, then on a side bar, sh
in the fall, you will have to do some intensive writing work with these boaks, s o n 6t bl ow ¢
this assignment. o which |l eft her space to mee
the reading and hold them accountable forstivmer work they had done. This is a
respresentatioaf how | saw Allison teach AP English. &had certaiideas about what good
writing was and what students nestto do to become successful writers, yet she couldutigt

creae her curriculum witbut having met or built relationships witler students. Her
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professional kawledge was based upgudiciousresponse$o the immediacy of what happened
in the classroom andike Samanthayhere her conterknowledge and student needstme

Al | i wvogméallstories are bothf unexpected events; they are stories of insight and
confidence of teachghand acting spontaneously in context. Yet these are not the stories of
impulsivity. Each small story begins as an unexpected small moment and extends into a
momentous event with consequences that reach beyond that fleeting instant in which they
occurredTheseextensions werenly possible within the contextf Al | i sonds profes
wisdom. The first small story took place toward the beginning of data collection and occurred
within a classroom observation when Allison stepped outside her lesson plampoaevhat
she saw as studentsod6 i mmediate needs. The sec
Allisonbds classroom and t butawanldtlzeerd ofanyttme atd ur i n
Monroe High School.

Since | observed her during tlast three months of the school year, it was clear during
my data collection that Allison was very conscious of the looming AP exam, and she did what
she could to prepare her students. Since this was her first year teaching AP, and the first time the
course was offered at the school, she had little to base her expectations upon. She described
trying to balance between trying to be encouraging and also telling her students that the reality
was that this was a very challenging test. She gave them a ptastickiring the time | was
collecting data and she wrote about this experience in one of her journals:

On Tuesday, the guidance counselor came into our class to discugsdn@ng AP test

with our students. He encouraged all the studeniaksthe tesif they felt ready and

prepared to be successful on thst. When he left the room, a lot of students had

questions about th&P exam: How long is it? How hard is it? How much reading? How
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muchwriting? Do you think | can do it? | wanted students to gaflogthemselves

whether they felt adequately prepared to take the exam draliggested that we all take
one AP practice test so they could seeli@mselves what the test would be assessing.

| would give them points for giving it their best shénd so they dug in tthe test. Forty
minutes later, we graded the test and the studistsvered that they did not do as well
as they had hoped. They werery disappointed, embarrassed, couldn't believe that they
had done spoorly. | was not surpriseithat they hadn't done so well, but, as thedcher,

| was disheartened by their reactions. One poorly tpkactice AP test had enough
power to take away their confidence and¢éoise them to forget how far they have
actually come during the schogda.

This is a problem with these higltakes testsStudents becomeumbers and
scores, not people who have the capacity to growimtédiectuals. | fail to understand
why we have convinced ourselves ttiase scores are the best representation of what
students actuallfknow". This is a fundamental moral and ethical dilemma that | face on
adaily basis in teaching. It's hard to come in to school every dateaot students who
you believe in, who you know will exceed yoexpectations, who you haveethighest
hopes for and tell them, "Okawe're going to take this test. It's really important. All the
years ofcourses and all your hard work come down to one four block windawwef
Do your best job because this is what will determine your futifent! that line of
thinking to be irresponsible and damaging.

Allison continued to beonflicted regarding where sheoghd position herself in regatd
testing. Perhaps this conflict was more prominent because | was observing and interviewing in

the sping when the testing took pladeowever, it was a theme that came up often in our
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discussions. Sheid notwant to value the test, and stid notwant her students to value the test
i n ways that were Airrespons.i boulknotmustdismdsa magi ng
the tests altogether. The AP test was not the only one that concerned Allison. The other class she
taught was Sophomoienglish, and the state mandathkdt at the Sophomore level, all students
take a standardized test in LanguagesAmtthe spring in order to judge whether the school is
achieving Adequate Yearly Progress (AYP) under No Child Left BefN@lB). Al | i sonés
Sophomore English classes were Class Within a Class (CaM@)she described them as about
50% special educatioiuglents. Because ofhert udent s6 ski |l | slugvels, sh
against an almost inggsible challengeshe feltthe pressuracutelyand workechard with
enthusiasm and drive to help prepare these students for th@hesigh the state standardized
test was in her sophomore English classes, Allison often described how the stress of the state test
affected her energy level in her AP class, and she felt bad that reudéhtoften received
less of her focus and effort because of the heavier pressieeelt from her sophomoées
standardized testing.

Allisonbés small stories portray moments in
identity as a teachefFhey also show how she envisiormallege level writing and how various
other constraits in the school sometimes affedher instruction and her teachdentity. | will
describe two different stories from Allisonés
Al | i Stonyn#iisii B e ¢ &Me &ive in Eastern Union Hillo

Class begins and Allison tells students they hangraite and a half to finish getting
ready for their group presentatioff®day students are presentingimallgroupsof threefour

studentsabout articles they have read regarding work, wealth and class in America. Each group
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has created a visual aiddssist their preseaion. Allison directs students to take notes while

listeningtoeach groupods presentation, and thsey wil/
The frst groupstands in front of the class ashkares facts abogbcialclass and pverty

in America. One of the groupds presenttgrs say

poor o and he expl ai ns t hthetartiddenseld and the powgrtyendo f  h i

homelessness is actuatiiatistically worseodaythanwhat the article claims and that is why

they should especially pay attention to this informat®igirl asks a question to the presenters,

ADo you think that since Monroe is predominan
growyp ? 0
AYes,bheapgsesenter, Astatistically thatds

better, but most will be in poverty or the wo
AThat 6s realdl wagisseher ggirmg.
AYeah, I t!'ds meaok ¢ d &Gorpy, MessMaenahgYle@.h . 0
The second group stands up and shares their information regarding how poverty is hidden
in America. A student says fAthe people who ar
expensive than they are, s o0 pAenooplhee rd osnéutd elnao k
drawing of a pyramid on their poster boarthat there are a few who own most of the wealth but
most people own a little. The group discusses whether or not hard work always pays off.
The third group presents profilebgeople in differensocioeconomicclasses. Allison asks the
group what were some of the opportunities that the first person got that the others did not
(private school, summer camps, vy Leagodlegd. The ®cond profile showedat the lower
class peson did no get these opportunities. The students relate to thegudfthe lower class

individual and discuss how seems impossible to get as far as someone who is born into money.
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Astudentwhoislistenqm but not sayieBg e magathlecomé aburchsof A w
soci al i s tpus hér he@chdewngm herldesk aags that she is getting really depressed.

The fourth group presents issues of gender and how those issues play into the matter of
class. The discussion continuegardingluck versushard work. @e black girl who is
presenting in this group finishes the presentation saying somewhat dispirisegil can work
and work and work, but no matter how hard | workan never work hard enough to become a
whitemand A n o tsheenrt eprBasgaly ¢, sthhows who you know and
i's what Thedfthigreup discusses how class effects education and health. Students
refer to their class as poor and howmoter ustr at
furthero The mood of the class and the tone of th
and morenegative and more students are putting their heads on their desks even while
continuing to takenotes on the presentatiorf&udentsliscuss how thesstatistics irthe various
articles relate to their own lives. Thegpeatedly say the information relates to them because
they live in Eastern Union Hill. Thegee themselves in the data and numbers and profiles
poor and working class Americamsllison, who has been sitting at her desk, taking notes, stands
up quickly at the end of the fifth presentation. She stops the class and Wweekdskchair to
the center oftheroomher e she sits down and says, AOkay,

minuteo In a later interview, Allison stated that she stopped the class for the simple reason that

shefj ust coul dnoddt take it anymor e
| was like . .. ljust ... it was too much! | just love those kids, and | really believe in
t hem. And | dmoe ddl ke otwelilfs atntyeem t hat . Sometl
they need to tell each ot her. |l dondét ever

stackedagainstmew h at 6 s t boausenobodyidesarvedto hear that. Seventeen
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yearo | d s deawe o heardhat. Ryrfive-yearo | ds don 6 hobatlg ser ve
deserves to hear that. And so | thought that we needed to just sit and brainstorm ways
about how are we going to get around this. Yes, our lives are difficult and yes, things are
going tobe difficult for us in the future, but how are we going to do it?
After stoppingthe class, Allison speaks in a loud voice aags that she wants to applaud and
congratulate everyone because they did a really good job preserdingaaimg and thinking
about theirpassage A But ,, 6l shaveay® stop you because |
I i ke, oOBasterdUniown Hill andrihere is no hopeie live inEasternJnion Hill and we
are not going to make wye live inEasterrnion Hill, sowew n 6t be abl ebto fini
And i f you walk out of this cl| assdoSbepauseésoday f
and looks around the room at them. Students are silent and staring at Allison or looking down at
their desks. Allison continugsl wiant youto think about what thirggare in your control right
now. Today! This minute. IfEastern Union HillYou are right, some of you come from chaos,
some of you are poor, but | canpas your teacher who cares about you more than | can even
express, let you leave this classroom thinking that you cafimish college or move forward.
The students seem shocked. The air is heavy in the classandaveryone is still and
silent, staring at Allison. She talks a while longer abwol@t she hasdard them saying and how
all of it 1is true but ifitS dghorewslwéntyoutatalkeabotito be t
this in your groups and see if you can identify what gothave control oveBecausges,the
statistics are against yoouttat doesndét mean it is impossible
of chatter after she tells them to discusiter a few minutes of discussioAlli son asks them to
share with the class. They describe followingas things they have control over tiean help

them: good tades to get scholarshjpudy skills to get good grades, work ethic,
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communication skillsrelationshipsasking teachers and others they know for h&llison sees
that the class is back on track, and knows that there isonp groue f t t o p Okag,ent .
we need to finishthisup.rGoup si x bring it home. 0

The sxth group presents on how race and gender play a part in clasgeafitd. The
presentation and discussion becombegressg and sad again when they pres&atistics
showing race is a detriment to success in our country. They question and critique the idea of a
poverty line. Theclassdiscussion turns to tHess of jobs during the Reagatinainistration,
attacks on welfare and the loss of production jobsudestt describes how more jobs have
become mechanized. Another student discusses how we are competing with other countries now
and that was different in the paaltlison stops the discussion aagks students to take out a
piece of paperand she asks theta write a reflection for the last ten minutes of class regarding
the following question: Has your mind changed regarding what you need to be successful?
Everyone writes furiouslgndAllison saysfi Dondét wo r r yjushwiteuntilthenbgell 1 t i s ;
rings o

When Allison looks back on this story, she remembers one student in particular, the girl
who said she could never work hard enough to be a&wtmsin. She described how she watched
her lose hope during the presentations, and eettadlgirl sayingii | j ust [gsmant do it
collegeland it 6s so excormixnma rathutigod knokgmp family, wea t |
dondt have any mo n eids aral myfatheedied aambweams ever goingty K
getout ofthis?justthi nk t hads s.t®d@sAmpdiAltili son said that
and she knew she had to stop the class and change direction. She thought,

Ohmygob, you c antgust méahsithatkyouthdveito work harder and it just

means that you have to go aboutitlim f f er ent ways. I mean shed
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think it just hit her really hard . . . you know, she really felt disenfranchiSed |

thought that it was a good place to stop, and at the end when they wrote about it, | did

notice that a lot of them sadl usedto believe this, and | still kind of believe this, but

now | realize that there are a lot of other things that go int@ it
It was Allisonds ability to see what was happ
student s6 bans lagpesonaldies that chade her stop and change the course of
this cl ass. Her st udent splangerfectlyiieleniexpyygtTheyn e wor k
were analyzing and presenting and discussing the articles, and they were relating theioriorm
to their lives and synthesizing the data they heard from various sources. They were achieving the
skills necessary. However, the work they were doing was also damaging them in a profound
way, and Allison saw this because she knew her students. Bextaigrusted her wisdom and
could assess more than just her sdadnahgent sé ski
directionsand possibly kgesome students from losing hope. In this one instant, she was able to
give her students back some of gmver they saw slipping away as she demanded that they
figure out what thy did have control over in thaéry moment.
Al |1 i Stonn2d Fhe High-five

It is the Monday after standardized testing week. Earlier in theAdiégon andthe other
sophomore Bglish teachers received their test scores and they were good, but not as good as
t hey had hoped. It is a warm spring day and t
allowing a breeze and the sounds of traffic to enter into the rébenbell rings ad Allison
says, i Ci he APstudenty edt ainmdt o a circle. They are Ve
your Rereading Americhook And you need to passinyouressays. The st udents get

desks organized quickly and some of them hand her papeen ®Vieryone is situated, Allison
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saysii Wh at |, | 6ve got four e Senestusiehtdobkskespeshlyaat e a |l |
her. A couple make excusdé3uring the past week, studemt=ad and responded to articles on
patriotism and terrorismAs the clas sits in the circle, Allison begins to lead them in a
discussion about the death of Osama Bin Laden, finding out what they know and think about the
event. The students share quite a bit of information, someaotutrate and some of it
inaccurateOnes udent says, ADid it bother anyone t ha
the students begin talking about whether or not a celebration was appropriate.
About ten minutes into clasBy. Prier waks in and looks around the room. Students
notice andbecome quietand Allison raises herhamdn d s ay s, i DroPmerwalkg ht her
through the circle and over to Allison and gives her a high five
fiWasitgood8 Al | i son asks quietly
Alt is good, dondét youhehsaly? Axendt you th
Ak dondt know, l®ddd hoped it was better
fOh, but . .0

Alt s up t e oAlligomasksehopefully. r i ght ?

iveah, and itods bet.tter than one of the scho
At is?0

AUh-huh o

fWhichone® Al | i son i s now exc i torestarehigherthanlohe t o Kk

of the other more affluenthigh schools in the district.
AwWell, you know whichone 6 Obvi ously Dr. Prier does not
out in front of thestudentsbut astudentquickly shouts out the name of teehod everyone was

thinking, and the class begins to chatter happily.
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AShut edpk Wots hloaustts?ousshwtheissacro,r ef8? | dd dndét K|

There is more laughter and chatter among the studentss t udent says, nHIi Dr .
to gethis attentionD r . Prier turns his at tHeguydioo nt hteonw ahred s
turns his attention back to AllisoilT hat 6 s what Susan just 6said. So

A We n e e &chdlaoslaibdu ¢

Now Dr. PriemModoundsdandgtywafit yow to thin
Aldonét think thatodéds what it was, o0 Allison
Raising his voice,Thetrr.e eProifery osualyos , Al tds vy
MBut | thibkoiltodosohdafgoedAIl Il ison

fiSure . ltdés one tool, ome of the many tool s

fBut | think it is good for assessments as we go alotig

But i1 f everything else wasndt in oplace, It
Al dondto kAlolwi son says quietly trailing of.
Dr.Pier raises Nbi!sNwvooi céedagaion. thhiat! That w

come in and do this! No! Absolutely not!
fiOkay, Dr. Prieio
AY e s ! | 6m haphpry Proireryouays this strongly as

Allison she did good worlkand he begins to walk toward the door.

AThank you, 0 says Allison
AThanks, guys. o0 Dr. Prier waves to the stu
AiThanksDr. Prier 06 Al |l i son says again as he | eaves.

The interruption takes only about a minute and a half, but the implications armexirhe

classroom atmosphere has changed. The students just watched as their beloved principal
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interrupted class to praise their teacher and

scores are no longer the lowest in the distritie Thood of tk class is now focused and

optimistic; the students seem poised to speak, to work and participate in whatever Allison
requests of thenm.was struck, as an observer, by what had happened in those few moments.
There were messages and issues raised abtogtiself, about what is good teaching, about
what is valued in a school, about pride and insecurity. As a researcher | felt so happy for Allison
because | knew how scared she was about the test lastamedkknew how hard she worked. |
was thrilled hat her principal did not wait to praise her after school, but instead he did it in front
of her students, so they could be proud too. At the same time | could not help but think of the
other teachers in another school in the district who may be gettivgythat they were now at

the bottom. | hoped that some other teacher in a classroom a few miles away was not seeing
herself as a failure becauser studentad scored lowest in the district. Allison reflected later

in an interview on the interaction shad with Dr. Prier:

He . . . really strongly doesndét believe

he comes into your room or i f he makes an

opened the door | knew it was important and so testigio pay attention. | saw that he

was looking for somebody, and then he looked at you like he was looking for an adult,

and | said, Ano, |l 6m right here. o0 He came
ad t hat s not heke lyBarim@ayswnkndw;t t hat
heés just I|ike that. And he was sfimedind ng
which isreally not ike himbecause hebés just so int-ense.

fiving me, until it dawned on enthat it was because of the scores because we improved.

A

But t hen | reali zed that s what it was f
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felt good to be validated and then [later] | was in the office and he was asking me what |
thought about thevhole situation and | said . . . | was really surprised, but | felt like they
could have done better, and | told him that if we do this literacy stuff across the board
t hat weo6ll continue to see growth |ike tha
The #Aliteracy st isdnfspokedtorDn Brigr altolnt eeredttee authenbdic litkrady
experiences that the English department was trying to implement in their classes. Allison and
Lily were incorporating the reading experiences and strategies into their sophomore classes, but
were sill leaving out the writing experiences because writing was not tested. This statement that
the authentic literacy could helpthe icont i nue t o see gree@t ho show
herself and her colleagues as knowledgeable curricular developers. étpwhen Dr. Prier was
in her classroom, Allison was reluctant to t a
b e c a u Scholansfandiio a c-ragnam thae drills students and prepares them for
standardized testing. When | interviewed Prier, | also asked him why he decided to interrupt
class like that to congratulate Allison for her test scores. He said the following:
| want her and others to feel good about how hard she works and what she does and the
impact she has on kids. | thiskmetimes, you remember what she said tha® dayhe
said it was thaBcholar slandstuff . . .Oh, come on! It is a test prep program that
everybody and their mother buys around her
we have it on loan for alile and | just, | want her and others to know that our
performance is directly related to wislttedoes . . . she works very hard and | want her
to know that | value what she does and her
pressure [regardinggsting]. | need to find ways to support teachers, and in some respects

that i s what | 6m trying to do with AIlIlison
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Allison did feel validated by this ninety second visit. Her students also felt proud and were

pleased to know that their teacher and thelos| had been successful. Dr. Prier wanted Allison

to know that what she was doing was valued and it was much more than what a computer test

prep program could do. This visit was unexpected for marspresa Dr. Prier never interrupted

class. Allison didchot believe her test scores had improved enough. The visit, though will impact

the relationship betweeAllison and Dr. Prier, anil may also impact the way Allison sees her

teaching and standardized testing. Though Dr. Prier said he wanted to support &iid he did

not want to put pressure on teachers regarding standardized testing, | wondered if this validation

could be seen as showing Allison and $ieidentghat when it comes dowo it, the test scores

are what mattemost However the fact thafllison wentto her principal later and saitley

need to expand more authentic literacy experienaasesthat perhaps this visit could instead

allow an opening for merextensive writing assignments. Perhaps here was an opewiray

way to moveevenfurther fromScholarlslandand other test prep curricular controls.

Thinkingthr ough Al |l i sonbés Stories of Unanticipated
Allison was caight between two visions of her pedagogy and this seemed to, at times,

affect her teaching identitfghe was a masterful teacher and understood the intricacies of

running a class. She had a clear idea in her mind about what her studeatdméeedo become

better writes. Allison believed a good writer was a good writer whether he wwating acollege

essay or an-aail. Like Samantha, Allison saw clearly where her students were and what she

must do to increase their learning. This enabled her to create lessons that appealed to her students

in authentic ways and even enabled her to change directitmsuivhotice when she saw

somet hing was not working the way it shoul d.

skills, but also their welbeing.
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There was still an underlying unease in Al
dealt with She taught AP Englistherefore, part of her job was preparing her students for a
writing test. She admid she was uncertain about thrgd had done her best with no actual AP
training and only recently acquired textbooks. ThoudhlInotstudy her sphomore Eglish
class, that class deeplffected how she sawlaif her teaching. What she did in the sophomore
class affecteavhere her junior level students wileé next year, so if she taugbst prep osgr
writing instruction, she woultdave a hardetime preparing her juniors for the AP exam.
However, if her sophmores did not test well, she feargte wouldbe sea as a bad teacher, and

she wouldalso see herself as a bad teacher:

And a lot of the pressure [to perform well on the testj comesfremm e cause | 6m p
of what | do, and I 6m proud of these kids,
the community to |ook at them and be [|i ke,

shitty kids. o Thatoés t he iotnllyy!'t hThmagt G sh att h &
problem with education. Nobody is in here asking teachers and asking kids who are the
most involved part of this whole process.
Though her principal did not intend to put pressure on hiyatch tahe test, Allison still felt it;
sometimes thipressure manifested itself in fear of creating more meaningful curriculum and
sometimes it manifested itself in Allisonds <c
The pressure manifestadelf in her doubts whethex test prep program was more impactful
t han her insightful attention to studentsodé ne
As Allison looks to the future, she will certainly continue to negotiate her place between
auhentic literacyand standardized testing. Shesvedready resisting and finding ways to make

sense of these conflicting values. Next year she and her depawtithdrdve more autonomy to
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construct their curriculum and here will be the space they neaefjia to truly resist the
curricular demands that do not ngédeAlisoewls e t o
hopefully show others that she and her students are more than numbers. She already has done
this in small way$ with the school wde poetry slamvhereshe described giving her students a

voice. Through the small daily stories of knowing her students and sensing the spontaneous
necessities oflassroom life, she understobdw to adapt classroom instruction based uport wha

her studers need
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Chapter 7:
Spaces and Stories

The meganaratives and small stories of teaching college level writing at Monroe High
School show us how teachers both lived and worked with larger shared meganarratives while
simultaneously storying and restoryitigeir work within these meganarratives.eT$maller
stories illustratevh er e t eacher sdé i dentity and agency r es
narratives as plains, as layers, as a three dimensional landscape thadrstoacted through the
living out and telling of these meganarratives and small stori@hdrProduction of Space
Lefebvre(1991)reminds us of the fluctuating and temporal nature of space, whether concrete or
abstract:

Visible boundaries, such as walls or enclosures in gendvalrige for their part to an

appearance of separation between spaces where in fact what exists is an ambiguous

continuity. The space of a room, bedroom, house or garden may be cut off in a sense

from the social space by barriers or walls, by all the sigmsivate property, yet still

remain fundamentally part of that space. N

in the sense of containers distinct from their contents. Produced over time,

distinguishable yet not separalfp. 87)

Sa too, were thespaces of meganarratives within the social boundaries of Monroe High
School 6s English department. These storied sp
teachers produced their instruction as if within an emptied frame. They were spaces created by
the staied lives of the inhabitants. As the stories were constructed, told and lived, the spaces
were created, and as the spaces were created, the storying responded by subverting, reinventing,

overlapping or conforming to the spaces. Through their storietgedbbers within this study
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portrayed their work through complicated and sometimes conflicting layers of both visible and
hidden curricular concerns. The research questions that guided the work of this dissertation are
worth revisiting at this time. My origal questions were:
1. How do English teachers in urban high school envision and story their experiences
teaching college preparatory writing?
2. How do teachers create and define curricular spaces by their personal stories and
experiences teaching college jpaeatory writing in an urban high school? In what ways
do the storied landscapes of high school English teachers affect théa-day teaching
of college preparatory writing?
The Spatiality of Meganarratives and Small Stories
In order to respond to tke original questions, it would make sense to look again at the
story constellation in chapter four where we
within the | ayers of Monroe English depart men
regarding where these dailyrall stories resided (seégkre 2. This study utilized story
constellations, a methodaal tool created bgraig (2007) and in doing so, focused upon the
teachersé6é telling and | i vi niggobrovesmdntsand es, and
overlaps and tensions among the storying:
The strengths of the stocpnstellations approach are its sensitivityto iotha c her s 6
developing knowl e dgosatexis and theswantioe@ppsodch endbied t i n g
researchers to falv where an unfolding story madsad. In other words, the story
constellationgpproach celebrates emergent inquiry and allbovesa c her s 6 pr act i C
experiences, r a thdoretical gespectives, ® takedhe ledd & the 6

methodological dancép. 186)
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This idea of the Aunfolding storyo i s most

and Allisonds small stories in relation to
five meganarratives we common to all members of the Engldgpartment, and they portey

the larger narrative landscape within which teachers worked. These larger narratives also
overlapedand puskdup against each other. The meganarrative of teacher autonomy, although
a highly valed one in the school, wawallowed up by the meganarrative of tegtwhich
unfortunately controllednuch of the writing curriculum at the school. The other meganarratives
interacedin various waysand the small storiesof Als on and Samantrdhads

located in a clustewhere these meganarratives ovepkegh

167

cl

h



Figure2StoryConst el |l ation of Samantha and Al l|i sonds

-

x Samant hao sachthg Bmay of T

+ Samant hadsachhgDrenty of T

* Al l i sonbés StwekLiy eofi nfi BEeacsatuesren Ulni on Hi
» Alis orSétsor y oigh-fivedT he H

Samant hads stories focused stionshipswithher upon t

students. Theselationships were central to her teaching. As Samantha said over and over again,
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sheknew her students and she knew their writing. Slenkinow to motivate each one; she knew
how to move them through their individual processes of drafting and revision. Most important,
she knew how studesit p e r s affactedl how they saw themselvessaudents and writers.
She knew who will Abounced or Afight througho
assignments in college, and for those who she sensed will do neither, she tried to provide
experiences to show them how it can be done: how one wanatd for oneself, and how one
can push through the challenging aspects of writing. Because Samantha had the autonomy to
create the classroom structure she desired, she was able to develop an environment during the
second semester where students werefaidg autonomousSamantha could build upon her
strong relationships with students to work closely with them on their writing, almost in the way a
tutor or an editor may work with a writer.il8@ nt ha dés s maebidelwghinthe i es al s o
meganarrativeftestingpb ecause she storied her studentso6 s
and sophomore years of heavy test prep and the lack of substantial writing instruction. If the
meganarrative of testing were not such a strong one within the English depactrriculum,
all the English teachers might have felt they had more control over their writing instruction
that they werendt merely teaching to a test f
students up from the deficit of writing instructipmior and senior years.

Samant hads stories of teaching Tina were a
poverty. Tina had an after school job was often unable to come in for help after school because
of the poverty her family faced. The other more Bomal issues connected with her family were
also the result of poverty. The day Tina crie
concern that sheid notthink she could finish her paper because her family was crumbling and

shedid notknow where sh&vould be living in the next five days, let alone where she would be
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able to type her papers. This type of concern is what Dr. Prier referred to over and over again in

his interview as fAobstacles of povemnmingdo and w
from studentso6 I mpoverished home |ives. The s
understanding of Tinads desire to attend coll

|l ife and | ow skill | evel oesofteqckingdinatdevelopedBth er e f

the epicenter of where all five of these meganarratives overlapped.

Samant hads stories of teaching Trent were
shared Samant hads storying oténontyand reatloslsips r oo m a
building within the structures of testing and transformation narratives. Samantha never discussed
Trentds socioeconomic status. He may have bee
narrative. If he was poor, his povertyldiot come into play in the ways Samantha storied,
interacted with and taing Trent. Herethen was arexample of how the narrative of poverty
may have been a strong one at Monroe and may have affected many inter@ati@xperiences
in the schoolhowever, students @re not consistently treated or storaégithough they were
impoverished or somehow lacking because of the meganarrative of poverty. Instead, the
meganarrative was acknowledged as being present in the school, yet the meganarrative was only
developed and fully acted upon when the need arose. Since Trent never portrayed this as a part of
who he was, Samantha neither taught him nor interacted with him in ways that were rooted in
responses to poverty. Instead her response to Trent was theféssipersonality and academic
skill, his melancholy state and his shy and a
storying of teaching Trent then fell a bit @&nter within the constellation, within the realms of
transformation, testing, teachemtonomy and relationship building, yet outside of the

meganarrative of poverty.
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I n Allisonbdés case, her stories were simila
around the center of these over | aphpcomwrgpofnarr at
her lesson was like the story of Samantha teaching Tina. This narrative was firmly situated
within all five meganarratives. Of course this narrative was situated within the narrative of
transformation. It is also dependent upon the meganarra e of testing since A
in her AP class was dependent upon the restraints of standardized testing within the school. The
meganarrative of poverty was central to this story since the main conflict of the small story was
t he st u glegwitlsti@e stgtistiaapimplications of their own poverty and their
guestioning of what that meant to their own lives. The meganarratives of relationship building
and teacher autonomy were what allowed Allison to understand the classroom events the way
she did, and be able to astutely judge what she needed to do to make the lesson successful for her
students both intellectually and mentally. If Allison had not developed personal relationships
with her students and had not cared for them the way shsh#idnay have seen that they were
doing exceptional academic work, analyzing the articlegpanckeptively connecting the data to
their lives. Without the empathy of strong relationships, she may not have reached the point
where she saw her studentslodng pe, wher e she fAjust couldndt 1
meganarrative of teacher autonomy, she may not have trusted her professional judgment nor felt
empowered enough to change the course of her lesson when she concluded that was what her

students neded.

Allisonbés other small story is stilyédt | ocat
it I i ke S afteachirtigArand, s nos degemndgnt am the meganarrative of poverty.
When Dr . Prier interrupt édamedahdrratiges of Hassfommiateors s r o o
relationship building, teacher autonomy, and
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classroom, made several points. He showed Allison that he believed in her and supported her
teaching (not the test pr@pogram, Scholar island). He showed that it was important that the
studentsscored well on the standardized test (important enough to interrupt class). He also
showed that it was important that Monroe did better than one of the other schools. Eaah of thes
points spoke to one of the meganarratives. The meganarrative of teacher autonomy was clearly
evident because he believed in Allisonds teac
Otherwise havouldnothave sai d i n r es phatasspréepproghdml i sonds |
i ncreaseNdo!scNor,esi,t 6fis not t hat! That woould say
The meganarrative of testing was clearly promoted in that he was interrupting class to
congratulate Allison for raising scores. Finally theganarrative of transformation was evident
when Dr. Prier mentioned that they had scored better than another school in the district. This
message was clear: not only are the scores raised higher than they were when Monroe was under
Central City School Bitrict, but they are also higher than one of the other, more affluent high
schools in Union Hill School District, something that will convince the district and the
community that Monroe has effectively transformed itself from a failing school to one that i
successful. Finally the meganarrative of relationship building was evident in the way Dr. Prier
spoke to thetudentsand the ways they tried to get his attention. It was also clear that Dr. Prier
and Allison already had a close and respectful workitadiomship, and that part of this
relationship necessitated Dr. Prierds congrat
approval.

Only two ofthet e a c h er s 6 takerplade Withis theoneative of poverty. This
shows howthe storying 6the teachers at Monroe portrayed tlgtrdenté | i ves i n pover

this poverty did not have to be what fully defined them. The meganarrative of poverty was a
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narrative that could be subverted or .ignored
Though all these narratives took place within the overlap of testing, teacher autonomy,

relationship building and transformation, it seemed that while teachers discussed the
meganarrative of testing as a threat and as a constraint for what they doedabie the

classroom regarding writing instruction, these smaller stories show us where teachers were able
to either grasp or relinquish their autonomy within these meganarratives. Samantha used her
autonomy to work one on one with students in writingfecences, yet this use of her autonomy

was exhausting and time consuming because of her large class sizes, and she was not sure how
much longer she would be able to continue that sort of instruction. Allison at times embraced her
autonomy as in the stowhen she abruptly stops and changes the direction of her class lesson.

She was able to do this because she had the freedom to base her teaching upon her professional
j udgment o fnedde At thes darnedimailisor sirugglel with the relinquishig of

her autonomy when she described studentsd suc
computerized test prep program, not her own understanding of student needs.

Foll owing Henri Lefebvrebds theories of spa
Monroe High School created professional space:
also then created the stories and there ensued a continual interplay among storying and space and
movement through space and the stories of movement and restitt@amall stories of
Allison and Samantha show us that the teaching of writing at Monroe High School is controlled
by powerful narratives. Because the standardized testing is so important, the entire writing
curriculum is affected by what is tested. A¢ thame time, part of the meganarrative of
transformation portrayed Monroe as preparing students for college level writing. The only

classes students could take were college prep English or ARPENglish. These conflicting
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storylines placed acute presssi on teachers because the raising of test scores was a goal in
complete opposition to preparing students for college writing. In order to deal with these

pressures, Samantha and Allison worked hard to create strong relationships with students, and
focuse on motivation and other experiences that would prepare students for college. The skills
were not always the center of thesectdae r s & c ur r i cmel butrthrough bfecussok i | | s
motivation, relationships amaerseverance. Since no writing wastba test, writing wa not

taught it any substantial way until the last month of the sophomore year and then the junior and
senior college prep and AP English classes had to be more accelerated as teachers felt the need to
make up for the deficit of writingnstruction they described. Besides this feeling of catching up

in junior and senior year, there were also concerns that students who might not be able to achieve
the necessargcademic skills couldt least be able to achieve certain social skills csqueity
traits. I n Samanthads senior college prep cla
were not academically prepared to write in college, so to make up for this she tried to instill

certain habits or traits such as perseverance dirddbeocacy to help her students succeed in a

college setting.

Lefebvre describes movements through spat.
movements, vast rhythms, immensewaveshes e all collide and O0inte
lesser movements dhe other hand, interpenetrat@. 87). So, the larger meganarrativats
Monroemay have collided and interfered with each other. This could be seen through the clear
collision in Allisonbs teaching of ede megana
testing. This collision or interference must be examined and dealt with through the smaller
stories of particular moments in daily teachi

movement so which can @i nt er p efloidity andaptomate t he meg
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change. The lesser movements of everydayhtegare the movements that couldact change

the meganarratives at Monroe, and effectively change the teaching of writing. If teachers are
dissatisfied with the ways their writinginseet i on i s controll ed through
meganarrative of testing, they can make small effective movements through more fluid
meganarratives of autonomy and relationship building. Indeed, Allison attempted to do this when

she met with Dr. Prier followingié classroom visit. She explained to him that she believed test

scores will only improve if more authentic literacy experiences are implemented across the

school. She and other teachers within the English department may in the future use the
meganarrativef teacher autonomy and the small stories taking place within and because of this
autonomy to make the fluid change within the interfering meganarrative of testing.

Through these small stories, these subtle fluid movements of change, Allison and
Samanthalong with their English department colleagues then become the subjects in their own
narratives rather than thejebts of the meganarrativéisey are a part of. Here through their
small stories, they produdend redefind the spaces of meganarrativesttiwarkedto define
them and their teaching. Again, this resonate
appropriated space:

groups, classes or fractions of classes cannot constitute themselves, or recognize one

anot her, as 0yganerpte (ortpreduceluarspaeesideast répeesentations or

values which do not succeed in making their mark on space, and thus generating (or
producing) an appropriate morphology, will lose all pith and become mere signs, resolve
themselves into abstracestriptions, or mutate into fantasies. . . viewed from this

vantage point, the 6world of signsdé clear/l
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tide: whatever is not invested in an appropriated space is stranded, and all that remain are

useless sighand significationsp( 417)
In the English department at Monroe High School it was through the combination of teacher
autonomy and relationship building that teachers had the most control over their storying and
could restory and appropriate space irysvthat made sense to their own experiences. Here were
where they became subjects in their own narratives and generated their own spaces. It also
seemed that the issues of testing and poverty were the spaces that teachers responded in, not to.
The meganaatives of poverty and testing were less in flux, therefore they did not allow
movement or appropriation of space by teachers. This is likely because the meganarratives of
testing and poverty were created in their beginnings through outsatgtellers, ad the stories
that were constructed around relationship building and autonomy were constructed within the
context, more organically and cooperatively by the participants of the school.

The meganarrative of testing was created originally by pressurediof, pf story
tellers outside of Monroe, and these were then reacted too-atafiezl by the teachers as they
lived within the narrative. So too, the meganarrative of poverty originated as a narrative of the
community and the school before the transiation began and therefore it too is a story that
originated througloutsiderstorytellers and was then-storied and reacted to by theachers of
Monroe. There is less movement or appropriation within these stories mainly because they did
not orginiatewithin the school community in the same ways the narratives of teaat@momy,
transformation and relationshipuilding did. Instead of creating these meganarratives, the
teachers merely reacted to the telling of testing and poverty. Samantha redloéed to
meganarrative of poverty when Tina began to lack hope, and Samantha used this narrative to

help her work with Tina and encourage her to continue. Allison was faced with the
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meganarrative of poverty when her students discussed their situations imseegpthe reading
assignments and also began to lose hope. Allison did not create that narrative in her classroom.
Her students brought that to the lesson and Allison saw the need to react to it. In both of these
small stories, the teachers could not tiesmall stories to change the meganarratives or to
critique or fight against them, but they could react to them and use these meganarratives to
inform their teaching.

Therefore, bBrein the small stories, as therenegossibilities of movement and clgan
and reauthorizatio of the meganarratives, theresaaso the dager that the meganarratives
coudbecome too constraining upon teacherso6 abil
meganaratives. Though teachers ht ability to appropriate thespacs through their small
stories, if these stories are kept silerd &rdden, there is a dangéey will in time become
i feless, i solated and inert. Lefebvreds warn
do not succeed in making therark on space, and thus generating (or producing) an appropriate
morphology, will lose all pith and become mere signs, resolve themselves into abstract
descriptions, or mutate into fantasiesoO becau
appropriatedsgae i s strandedo (p. 417). Here the teac
stranded within the more frozen narratives of poverty and testing if not for the possibilities held
within other more fluid meganarratives of teacher autonomy and relationships and
transformation. When the small stories kel and lived within frozen spaces and when they
are not shared, thereligle hope foranyappropriatiorof space Though small movements can
be made in isolation, they lack the power and the inertia that pabéced, and acknowledged

stories can hold.
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Implications for Future Study

When scholars discuss college level writing, it often becomes a conversation of theory,
and these conversations are important. We do need to think about the larger implicédtiens of
work we do and how it fits into a theoretical framework. When patiakers, especially those
in educational policy have recently discussed the importance of college readiness, this discussion
usually includes a list of particular objectives thatfare r war ded as t he fAstanda
students should meet. While this dissertation certainly includes theory and discusses standards,
there needs to be moirapetus moving us to loo&losely at what is actuglhappening in
English classroomd he use bmore contextualized research methodology can allow researchers
to view the emerging narratives and understand how teachers aiagctbair own narrative
structures to affect change withtheir curriculum. Examiningeacher knowledge through the
use d narrative and spatial structures can more authentically portray the contextual demands and
the individual autonomy that teachers work through and within. Because of this, my study of two
teachers at Monroe High School is not set up to be seen as rigpticatansferable. However, it
does help us to see and ask more questions ab
teaching of college level writing in high school settings.

Through Samant hadés storying ofwemrer sonal re
encouraged to think further about questions of teastugtent relationships in an urbhigh
school writing classroorand the place of personal relationships in academic writing instruction
in general. Samant haods kmdreocarefidysaboautithe onpaetofeclass r a g e
size and where the beginnings of teacher fmutnand dissatisfaction may lay within the
exhausting job of writing instruction. Alliso

standardized testing and writimgstruction, and how teachers can negotiate these tensions and
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how t hese tensions take t hesgtories dlsmicburagenoret eac her
research on teacher knowledge as contextual and based within ndgynama student

relationshig. We see through both of these teadi&wies that not only is writing socially

situated, but the teaching of writing is socially situatedtamdt h har d fAski |l |l s0 an:q
traits or habits of mind should be considered when assessing a writirmylcum. Finally, both

teachers based their instruction as well as their teaching identities upon their particular students.
Heretoomor e research could be done to help bette
Asocialityo of wtogether imcalege preparatory evitingorniculusncamle

teaching.

179



References

Alsup, J. (2006)Teacher Identity Discourses: Negotiating Personal and Professional Spaces.
Mahwah, NJ: Lawrence Erlbaum Associates.

Alsup, J., & Berned-Donals, M.(2002). The &ntasy of the "Seamless Transition"TiiC.
Thompson (Ed.)Teaching Writing in High School and College: Conversations and
Collaborations(pp. 115135). Urbaa, lllinois: National Council of Teachers of English

Applebee, A. N.& Langer, J. A. (2009). What is happening in the teaching of writifgtish
Journal, 98 (5),18-28.

Atwell, N. (1987).In The Middle: Writing, Reading and Learning with Adolesceavitstclair,

NJ: Boynton Cook.

Bamberg, M. (2006). Stories: big or smafhy do we are?Narrative Inquiry, 16 (1)139-147.

Bamberg, M., & Georgakopoulou, A. (2008). Small stories as a new perspective in narrative and
identity analysisText and Talk28 (3),377-396.

Bartholomae, D., & Elbow, P. (1995). Interchanges: RespotosBartholomae and Elbow.
College Composition and Communicatiof6 (1), 8492.

Berlin, J. A. (1988). Rhetoric and ideology in the writing cl&sllege English 50(5), 47%

494,

Bizzell, P. (1994). "Contact Zones" and English studizdlege English 56(2), 163169.

Bloom, L. Z. (2003). The great paradigm shift: its legacy for the twhirgtycentury. In L. Z.
Bloom, D. A. Daiker, & E. M. White (Eds.f;omposition Studies on the New Millenium:
Rereading the past, Rewriting the Futpp. 3147). Carbondale: Southern lllinois

University Press.

180



Brannon,L., Courtney, J.P., Urbanski, C.P., Woodward, S.V., Reynolds, J.M., lannone, AE., ...
Kendrick, M. (2008). The fivgparagraph &g and the deficit model ofdeication.
English Journal 98 (2),16-21.

Budden, H., Nicolini, M. B., Fox, S.., & Greene, S. (2002). What we talk about when we talk
about college wting. In T. C. Thompson (Ed.J,eaching Writing in High School and
College: Conversations and Collaboratiofmp. 7393). Urbana, linois: National
Council of Teabers of English.

Calkins, L. M. (1983)Lessons from a Child: On the Teaching and Learning of Writixgter,
New Hampshire: Heinemann.

Calkins, L. M. (1986)The Art of Teaching Writind2ortsmouth, NH: Heinemann.

Clandinin, D. J.& Connelly, F. M. (2000)Narrative Inquiry: Experience and Story in
Qualitative Researclsan Francisco: Joss®ass.

Clandinin, D. J., & Connelly, F. M. (2006). Narrative inquiry. In J. L. Green, G. Camilli, & P.
Elmore (Eds.)Handbook of Complementalethods in Educational Resear(3rd ed.,
pp. 47%487). Mahwah, NJ: Lawrence Erlbaum.

Clandinin, D., Huber, J., Huber, M., Murphy, M., Orr, A. M., Pierce, M., et al. (2006).
Composing Diverse ldentities: Narrative Inquiries into the Interwoven Lives tdr€hi
and Teacherd.ondon: Routledge.

Clandinin, D., Pushor, D., & Orr, A. (2007). Navigating sites for narrative inqddnyrnal of
Teacher Educatiorb8 (1),21-35.

CochranSmith, M., & Lytle, S. L. (1999, October). Theatsner research movement: A dee

later.Educational Researchg28 (7),15-25.

181



Columbo, G., Cullen, R., & Lisle, B. (201ereading America: Cultural Contexts for Critical
Thinking and WritingNew York: Bedford St. Martin's.

Common Core State Standards Initiative. (200@mmonCore StateStandardgor English
LanguageArts & Literacyin History/SocialStudiesScienceand TechnicalSubjects
Washington, DC: National Governors Association Center for Best Practices and the
Council of Chief State School Officers.

Connelly, F. M., &Clandinin, D. J. (1988)leachers as Curriculum Planner: Narratives of
ExperienceNew York: Teachers College Press.

Connelly, F. M., & Clandinin, D. J. (1990). Stories of experience and narrative inquiry.
Educational Researcher, 19), 2-14.

Connelly, FM., & Clandinin, D.J.(1999).Shaping a Professional Identity: Stories of
Educational PracticeNew York: Teachers College Press.

Connelly, F., Clandinin, D., & Chan, E.q@2). Three narrative teaching practicesne
narraive teaching erercise. In NLyons, & V. Kubler LaBoskeyEds.) Narrative
Inquiry in Practice(pp. 133145). New York: Teachers College Press.

Craig, C. J. (2007). Story constellations: A narrative approach to contextualizing teachers'
knowledge of school refornf.eaching and Teaché&ducation 23 (2),173-188.

DaddoneP. (2008). Advanced Placement courses put the squeeze on Eleglisles.English
Journal 98 (2),76-80.

Darling-Hammond, L. (1990). Teacher professionalism: Why and7in A. Lieberman (Ed.),
Schools as Collaborate Cultures: Creating the Future Ndpp. 2550). New York: The

Falmer Press.

182



Denzin, N. K., & Lincoln, Y. S. (20085trategies of Qualitative Inquirj.os Angeles: Sage
Publications.

Dewey, J. (1938)EXxperience and Educatiohlew York: Collier Books.

Doyle, W., & Carter, K. (2003). Narrative and learning to teach: Implications for teacher
education curriculumJournal of Curriculum Studies35(2), 129137.

Eisner, E. W. (1983)The Educational Imagination: On the Design and Evaluation of School
Programs.New York: Macmillan Publishing Co., Inc.

Eisner, E. W. (1991)The Enlightened Eye: Qualitative Inquiry and the Enhancement of
Educational PracticeNew York: MacMillan Co.

ElbazLuwisch, F. (2007). Studying teachers' lives and experience. In D.nHidila(Ed.),
Handbook of Narrative Inquiry: Mapping a Methodolagy. 357382). Thousand Oaks,
CA: Sage.

Elbow, P. (1973)Writing Without BachersNew York: Oxford University Press.

Elbow, P. (1981)Writing With Power.New York: Oxford University Pres

Elbow, P. (1991)Reflections on academic discourse: How it relates to freshmerodedgues.
College English53 (2),135155.

Elbow, P. (1995). Being a writer vs. being an acade@uitlege Composition and
Communication 46(1), 7283.

Ellis, C., & Berger, L. (2003). Their story/my story/our story: Including the researcher's
experience in interviewesearch. In J. F. Gubrium, & J. A. Holstétds.) Postmodern
Interviewing(pp. 157183). Thousand Oaks: Sage Publications.

Ellis, C., & Bochner, A. P(1996).Composing Ethnography: Alternative Forms of Qualitative

Writing. Walnut Creek: Alta Mira Press.

183



Emig, J. (1971)The Composing Processes of Twelfth Graddrbana, IL: National Council of
Teachers of English.

EvaWood A. (2008). Does feeling coarfirst? How poetry can help readers broaden their
understanding of etacognitionJournal of Adolescent and Adult Litera®i (7),564
576.

Faigley L. (1986). Competing theories of process: A critique and a profosige English
48 (6), 527542.

Faris, C. (2006). The space between: Doadit programs as brokering, community building,
and pofessionalization. In K. B. Yancey (EdDeglivering College Compositiofpp.
104-114). Portsmouth, NH: Boynton/Cook Publishers.

Framework for Success in Past®ndary Witing. (2011). Retrievedrom Council of Writing
Program Administratorgebsite http://wwwwpacouncil.orgframework

Freire, P. (1970edagogy of the Oppressadew York: Continuum.

Friedrich, L., Malarky, T., Radin Simons, E., Tateishi,&Williams, M. (2005).Working
Toward Equity: Writings and Resources from the Teacher Research Collaborative.
Berkeley: National Writing Project.

Gee, J. (1989). The narrativization of experience in the oral Solenal of Education 171(1),
75-96.

Gemmell, R. (2008). Encougiang student voice in academiciting. English Journal 98 (2),
64-68.

Georgakopoulou, A. (2006). Thinking big with small stories in narrative and identity analysis.

Narrative Inquiry 16 (1),122130.

184



Gergen, M. M., & Gergen, K.. (2006). Narratives in actioiNarrative Inquiry, 16(1), 13t
138.

Gordon, E., McKibben, K., Vasudevan, L., & Vinz, R. (2007). Writing out of the unexpected:
Narrative inquiryand the weight of small momengnglish Education, 3%4), 326351.

GravesD. H. (1983).Writing: Teachers and Children at WorlRortsmouth, NH: Heinemann.

Grumet, M. R. (1988Bitter Milk: Women and Teachingumherst: University of Massachusetts
Press.

Hairston, M. (1982). The winds of change: Thomas Kuhn and the revolutiba teaching of
writing. College Composition and Communicati@3 (1),76-88.

Hairston, M. (1992). Diversity, ideology, and teaching writi@gllege Composition and
Communication43 (2),179-195.

Hansen, K., & Farris, C. R. (201@ollege Credit for \Witing in the High Schoo The 'Taking
Care of' BusinesdJrbana, lllinois: NCTE.

Harris, J. (1997)A Teaching Subject: Composition Since 196@per Saddle River, NJ:
Prentice Hall.

Jackson, P. W. (1986)he Practice of Teachinglew York: Teachers Cabe Press.

Jacson, K. M. (2006). "There's a better word": Urban youth rewriting their social worlds through
poetry.Journal of Adolescent and Adult Literaeé3 (8),700-707.

Jolliffe, D. A., & Phelan, B. (2006). Advanced Placement, not advanced exenfphiallenges
for high schools, colleges, and universities. In K. B. Yancey (Bal)yering College
Composition: The Fifth Cangpp. 83103). Portsmouth, NH: Boynton/Cook

Heinemann.

185



Josselson, R. (2007). The ethical attitude in narrative research. II€@ndinin (Ed.),
Handbook of Narrative Inquiry: Mapping a Methodolagy. 537566). Thousand Oaks,
CA.

Kelchtemans, G. (1994). Biographical methods in the study of teachers professional
development. In . Carlgren, G. Handal, & S. Va#gds.) Teaches' Minds and Actions:
Research on Teachers' Thinking and Pracfme 93108). London: Falmer Press.

Kelchtermans, G. (November 17, 2008). Rigorous Reading, Dancing with Data, and Wrestling
with Writing. Lecture at C&T 808Lawrence, KS.

Kent, T. (1999)PostProcess Theory: Beyond the Writing process Paradi@anbondale:
Southern lllinois University Press.

Ketter, J., &Pool, J. (2001). Exploring the impact of a higtlakes writing assessment in two
high school assroomsResearch in the Teaching of Hsy, 35 (3),344393.

Kinloch, V. (2010).Harlem on Our Minds: Place, Race and the Literacies of Urban Yoldh.
York: Teachers College Press.

Kirkland, D. (2008). The rose that grew in concrete: Postmodern blackness and new English
educationEnglish Jairnal , 97(5), 6975.

Kirkland, D. (2010). Englishes in urban contexts: Politics, pluralism, and possibHitigtish
Education, 42(3), 293306.

Lefebvre, H. (1991)The Production of SpacMalden, MA: Blackwell Publishing.

Lieberman A., & Miller, L. (1990). The social realities addching. In A. Lieberman (Ed.),
Schools as Collaborative Cultures: Creating the Future Kjopv 153163). New York:

The Falmer Press.

186



Lyotard, J-F. (1984).The Postmodern Condition: A Report on Knowledgimneapolis:
University of Minnesota Press.

Mabry, L. (1999). Writing to theubric: Lingering effects of traditional standardized testing on
direct writing assessmeriehi Delta Kappan80,673-679.

Macrorie, K. (1984)Searching WritingUpper Montclair, New Jersey: Baoton/Cook
Publishers.

Macrorie, K. (1988)The tSearch PaperPortsmouth NH: Boynton Cook Publishing.

Marshall, C., & Rossman, G. (200®)esigning Qualitative Researchhousand Oaks, CA:
Sage.

Mishler, E. (1986)Research Interviewing: Context and Native. Cambridge, MA: Harvard
University Press.

Mishler, E. G. (2003). Representing discourse: The rhetori@oseription. In Y. S. Lincoln, &
N. K. Denzin,Turning Points in Qualitative Discourse: Tying Knots in a Handkerchief
(pp. 29%326). Walnut Crek: Alta Mira Press.

Moffett, J. (1968)Teaching the Universe of Discour&oston: Houghton Mifflin, Co.

Mohr, M. M., Rogers, C., Sanford, B., Nocerino, M. A., Maclean, M. S., & Clawson, S. (2004).
Teacher Research for Better Schodlsw York: Teacher€ollege Press.

Murphy, S. (2007). Some Consequences of Writing Assessment. In A. Havnes, & L. McDowell
(Eds.),Balancing Dilemmas in gsessment and Learning in Contemporary Education
(pp. 4768). New York: Routledge.

Murray, D. M. (1978). Write Before Wiitg. CollegeComposition andCommunication29 (4)

375381.

187



Murray, D. (1982)Learning by Teaching: Selected Articles on Learning and Teaching.
Portsmouth, NH: Boynton/Cook.

National Commission on Writing. (2003)he Neglected 'R": The Need for a WritRRgvolution.
Retreived from the College Board website: http://www.collegeboard.com

National Council of Teachers of English. (2011, April@pmmon Core State Standards.
Retrievedirom NationalCouncil of Teachers of English: httpuihw.ncte.org
/stendardgcommoncore

Nystrand, M. (2003). Jeet Emig, Frank Smith, and the new discourse about writing and reading;
or, how writing and eadng came to be cognitiva@cesses in 1971. In M. Nystrand, & J.
Duffy (Eds.),Towards a Rhetoric of Everyday L{jgp. 121144). Madison: University of
Wisconsin Press.

Ollerenshaw, J., & Cresswell, J. W. (2002). Narrative research: A comparison of two restorying
data analysis approach&3ualitative Inquiry 8 (3),329347.

Olson, M. R.,& Craig, C. J. (2009). "Small" storiesxd neganarratives: Accountability in
balance.Teachers College Recorii11(2), pp. 547572.

Palmer, P. (1998 he Courage to Teach: Exploring the Inner Landscapes of a Teacher's Life.
San Francisco: Josd3ass Publishers.

Patton, M. (2002)QualitativeResearch and Evaluation Metho@sd ed.). Thousand Oaks, CA:
Sage.

Perl, S. (1980). Understandingraposing.College Composition and CommunicatioBil (4),
363-369.

Perl, S., Counihan, B., McCormack, T., & Schnee, E. (2007). Storytelling as scholarship:

writerly approach to researdénglish Education 39 (4), 306325.

188



Phillion, J., & Connelly, F. M. (2004). Narrative, diversity, and teacher educdwaching and
Teacher Educatigr20 (5),457471.

Polkinghorne, D. E. (1988Narrative Knowing and tle Human Scienceslbany: State
University of New York Press.

Ramirez A. (1999). Assessmedalriven reform: The emperotilshasno dothes.Phi Delta
Kappan 81 (3),204-208.

Rath, A. (2002). Action research as border crossing: Stories fronfagsraomIn N. Lyons, &
V. Kubler LaBoskeyEds.) Narrative Inquiry in Practice: Advancing the Knowledge of
Teaching(pp. 146159). New York: Teachers College Press.

Rodriguez, T. L. (2010). Resisting negative stereotypes: One latina prospective teacher's story.
Brock Education 18(2), 1-16.

Rubin, H. J., & Rubin, I. S. (2005Qualitative InterviewingThousand Oaks: Sage Publications.
Savage, M. C. (2003). Can ethnographic narrative be a neighborly act? In Y. S. Lincoln, & N. K.
Denzin (Eds.)Turning Pointan Qualitative Research: Tying knots in a handkerchief

(pp. 331350). Walnut Creek, CA: Alta Mira.
Schaafsma, D., Pagnucci, G. S., Wallace, R. M., & Stock, P. L. (2007).dSomgstoried
ground: Four generations of narrative inquiEynglish Education39 (4), 282-305.
Scheurich, J. (1997Research Method in the Postmoddrandon: Falmer Press.
Schwab, J. J. (1969). The practical: A language for curriculima.School Review8 (1)1-23.
Shaughnessy, M. (197 8rrors and Exgctations: A Guide for theehder of Basic Writing.

New York: Oxford University Press.

189



Silko, L. M. (1991). Language and literature from a Pueblo Indian perspective. In P. Mariani
(Ed.),Critical Fictions: The Politics of Imaginative Writingpp. 8393). Seattle, WA:
Bay.

Simmons, J(2005). Improving writing for college: The conditions to do &lwEnglish Journal
94 (6),75-80.

Smith, M. (1991). Put to the test: The effects of external testingamthérsEducational
Research20 (5),8-11.

Sommers, N. (1980). Revision straegof student writers and experienced aduitens.

College Composition and Communicati@i (4)378387.

Spellmeyer, K. (1993Common Ground: Dialogue, Understanding, and the Teaching of
CompositionEnglewood Cliffs, New Jersey: Prentice Hall.

Squire,J. (2003). The history of the profession. In J. Flood, D. Lapp, J. Squire, & J. Jensen
(eds.) Handbook of Research on Teaching in the English Languagépprts 7).
Mahwah, N.J.: Lawrence Erlbaum Associates.

StratchanW. (2002). Talking about the trsition: Dialogues between high school and university
teachers. In T. C. Thompson (Edgaching Writing in High School and College:
Conversations and Collaboratiofgp. 136149). Urbana, lllinois: National Council of
Teachers of English.

Sullivan, P., &Tinberg, H. (Eds.). (2006What is Collegd_evel Writing?Urbana, lllinois:
National Council of Teachers of English.

Sullivan, P., Tinberg, H., & Blau, S. (Eds.). (2010)hat is "Collegd_evel" Wtiting?: Volume 2
Assignments, Readings, and Student ViBamplesUrbana, lllinois: National Council

of Teachers of English.

190



Tanner, D., & Tanner, L. (2007GCurriculum Development: Theory Into Practiddpper Saddle
River, New Jersey: Pearson.

The Woodrow Wilson National Fellowship Foundation. (200 He Wodrow Wilson Early
College High School InitiativéRetrievedirom The Woodrow Wilson National
Fellowship Foundatiowebsite http: /lwww.woodrow.org/practice/readiness
/schools/design_principles.php

Thompson, T. C. (2002}.eaching Writing in High Schoohd College: Conversations and
Collaborations.Urbana, Illinois: National Council of Teachers of English.

Tobin, L. (1994). How the writing process was born and other converaroatives. In L.
Tobin, & T. Newkirk (Eds.);Taking Stock: The Writing Proces®vement in the 90's
(pp. 14). Portsmouth, New Hampshire: Boynton Cook Publishers.

Tobin, L. (2001). Processepdagogy. In G. Tate, A. Rupiper, & K. Schick (Ed&.Guide to
Composition Pedagogyp. 1:18). New York: Oxford University Press.

Walker, D.F., & Soltis, J. F. (2004 Curriculum and AimsNew York: Teachers College Press.

Walker, M. (2007). Action research and narratives: Finely aware and resppnsible.
Educational Action Research5 (2),295303.

Weaver, C. (1996). Teaching Grammathe Context of WritingEnglish Journal85 (7),15
24.

Weaver, C. (1997)Teaching Grammar in Contex@ortsmouth, NH: Boynton/Codkeinemann.

Weaver, C. (Ed.). (1998)essons to Share on Teaching Grammar in Conextsmouth, NH:
Boynton/CookHeinemam.

Weaver, C. (n.d.)Western Michigan University homepage for Constance WeRetrieved

from Constance Weaver's websiktp://homepages.wmich.edu/~cweaver/

191



Yancey, K. B. (2004). Made not only in words: Composition in a new®elfege Composition
and Communication 56 (2), 297328.
Yancey, K. B. (Ed.). (2006Pelivering College Composition: The Fifth Canétartsmouth,

NH: Boynton/Cook Heinemann.

192



Appendix 1

Human Subjects Committee Approval

193
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Lawrence Campus (HSCL). Approval expires one year from 3/18/2011.
HSCL #19281

Teacher Narratives of Preparing Urban High School Students for College-Level Writing

INTRODUCTION

The Department of Curriculum and Teaching at the University of Kansas supports the practice of
protection for human subjects participating in research. The following information is provided
for you to decide whether you wish to participate in the present study. You may refuse to sign
this form and not participate in this study. You should be aware that even if you agree to
participate, you are free to withdraw at any time. If you do withdraw from this study, it will not
affect your relationship with this unit, the services it may provide to you, or the University of
Kansas.

PURPOSE OF THE STUDY
The purpose of the study is to better understand the stories of experience of urban high school
English teachers as they prepare their students for college-level writing.

PROCEDURES
The study will use interview, observations, and collection of classroom artifacts and teacher
journals.

1. There will be one long (probably 45-60 minute) interview in spring or summer, 2011.

2. During the period of classroom data collection (this would be over the course of several
months, teachers will write 1-2 reflective journal entries a week sharing a story of something that
happened during that week of teaching. These are informal, and could be hand-written or typed
and e-mailed to the researcher.

3. Short (20-30 minute) interviews will take place about once every two weeks or so also during
the period of data collection.

4. The researcher will observe your teaching a couple times a week also during the data
collection period. You will not have to do anything at all to prepare for this. I will mainly just be
observing your teaching and learning more about your classroom, students and teaching style. If
there are questions I have about the observations, and it isn't convenient to talk after the
observation, I can bring these up at our interview times.

5. Classroom artifacts will be collected in the form of assignments, student work, syllabus, etc.
6. Finally, informal discussion regarding classroom observations and student work will take
place with teachers and student-participants.

All interviews will be audio-taped, and recordings will be kept digitally, and password secured.

RISKS
No risks are anticipated. Teacher participants will be asked to give up some of their time before
or after school to participate in interviews and journal writing once a week for 4-6 months.
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BENEFITS

The potential benefits to the teacher-participants are that they will have the opportunity to reflect
upon their teaching practice and philosophy, and share the stories of their classroom and school
with the researcher and perhaps the public. This act of reflecting and sharing allows teachers to
become more critical and thoughtful regarding their pedagogical choices.

There are benefits to society, the teaching profession and the fields of composition studies and
curriculum studies. These benefits include the understanding and portrayal of how classroom
teachers make choices in order to construct their curriculum and prepare their students for high
school writing.

PAYMENT TO PARTICIPANTS
Participants will receive no payment.

PARTICIPANT CONFIDENTIALITY

Your name, and your school and district’s names will not be associated in any publication or
presentation with the information collected about you or with the research findings from this
study. Instead, the researcher(s) will use pseudonyms instead of your name, school and district
names. Your identifiable information will not be shared unless required by law or you give
written permission.

Permission granted on this date to use and disclose your information remains in effect
indefinitely. By signing this form you give permission for the use and disclosure of your
information for purposes of this study at any time in the future.

INSTITUTIONAL DISCLAIMER STATEMENT

In the event of injury, the Kansas Tort Claims Act provides for compensation if it can be
demonstrated that the injury was caused by the negligent or wrongful act or omission of a state
employee acting within the scope of his/her employment.

REFUSAL TO SIGN CONSENT AND AUTHORIZATION

You are not required to sign this Consent and Authorization form and you may refuse to do so
without affecting your right to any services you are receiving or may receive from the University
of Kansas or to participate in any programs or events of the University of Kansas. However, if
you refuse to sign, you cannot participate in this study.

CANCELLING THIS CONSENT AND AUTHORIZATION

You may withdraw your consent to participate in this study at any time. You also have the right
to cancel your permission to use and disclose further information collected about you, in writing,
at any time, by sending your written request to: Melanie N. Burdick. Department of Curriculum
and Teaching, J.R.Pearson Hall. University of Kansas, Lawrence, KS 66045 or
burdickmn@ku.edu

If you cancel permission to use your information, the researchers will stop collecting additional
information about you. However, the research team may use and disclose information that was
gathered before they received your cancellation, as described above.
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QUESTIONS ABOUT PARTICIPATION
Questions about procedures should be directed to the researcher(s) listed at the end of this
consent form.

PARTICIPANT CERTIFICATION:

I have read this Consent and Authorization form. I have had the opportunity to ask, and I have
received answers to, any questions I had regarding the study. I understand that if I have any
additional questions about my rights as a research participant, I may call (785) 864-7429 or (785)
864-7385, write the Human Subjects Committee Lawrence Campus (HSCL), University of
Kansas, 2385 Irving Hill Road, Lawrence, Kansas 66045-7568, or email mdenning(@ku.edu.

I agree to take part in this study as a research participant. By my signature I affirm that I am at
least 18 years old and that I have received a copy of this Consent and Authorization form.

Type/Print Participant's Name Date

Participant's Signature

Researcher Contact Information

Melanie N. Burdick Dr. Heidi Hallman

Principal Investigator Faculty Supervisor

Department of Curriculum and Teaching ~ Department of Curriculum and Teaching
JRP Hall 338 JRP Hall

University of Kansas University of Kansas

Lawrence, KS 66045 Lawrence, KS 66045

816-447-4920 785-864-9670

816-272-6060
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Appendix 2

Interview Pptocol
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l. Preliminary interview protocol for Samantha and Allison
Set Oné demographics and context
1. What grades and classes do you teach?
2. How long have you been teaching?
3. How long have you been teaching at this school?
4. Can you describe your students for me?
5. Can you describe your district?
6. Your school?
7. Your department?
8. The community?
Set Twoi The Curricular Landscape: District, School and Classroom Curricular Goals
1. Describe the overall curricular goals for writing instruction at this school/district.
2. Wheredo these goals come from? Who created them?
3. Do the goals change for different grade levels or different groups of students?
4. Describe how preparation for colleee vel academic writing fits
curricular goals?
5. Describe your personal currieuwlgoals for writing instruction?
6. How do you see these goals as interacting/
7. How do you decide writing goals for your students?
8. Do/have your goals change(d) over the course of the semester or year?
9. Why do they or haw they changed?
10How do you assess your st udbaundvaiterspr ogr es s

11.Can you tell me the story of a time when your writing instruction felt successful?
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12.Can you tell me the story of a time when you felt challenged or unsuccesdtul

teaching writing?

13.How much freedom do you feel you have in creating and/or adjusting your writing

curriculum for your studentsod6 needs?

Set Threég Teacher Stories of Collegdevel and Colleggrep Writing Curriculum

1.

Describe what college writing i8Vhat does it look like? What skills are needed? What
makes it successful?

How do you see colleglevel writing different from other types/forms/genres of writing?
How did you come to learn these insights about collegel writing? (Your own college
experence? Special training or professional development programs? Feedback from
colleagues, students, others?)

What questions do you have about college level writing and preparing your students for
this undertaking?

When you create a syllabus for a writingssaor a class that will include the teaching of
writing, what do you make sure to include?

When you plan a lesson for a writing class, what is important that you do or include in
that lesson?

Can you describe a time when you felt a particular studentass would certainly be
successful when they were asked to write in college?

Can you describe a time when you were concerned that a student or a class might not be

able to be successful in college writing?
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Il. Interview protocol for other participants (Lil y, Susan, Matthew, Christopher
and Dr. Prier)
Set Ond demographics and context
1. What grades and classes do you teg€h? what is your position at the school?)
2. How long have you been teachin@® i how long have you been in education and in
what capacy?)
3. How long have you been teaching at this school?
4. Can you describe your students for me?
5. Can you describe your district?
6. Your school?
7. Your department?
8. The community?
Set Twoi The Curricular Landscape: District, School and Classroom Curricular Goals
9. Describe the overall curricular goals for writing instruction at this school/district.
10.Where do these goals come from? Who created them?
11.Do the goals change for different grade levels or different groups of students?
12.Describe how preparation forcolletpvdd  academi c wr i ting fits i

curricular goals?

[l School year biweekly interview protocol for Samantha and Allison
1. Tell me a little about what you have been teaching.

2. How do you think this fits intgmlsA or doesnod
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3. Can you describe how you feel the students are doing with the material you are teaching?

4. What has happened to make you feel that way?

5. Can you tell me about something in particular that has occurred during the last week or
so, and explain what it islyou about your students, the material, your teaching? You
can talk more about something you described in your journal, or you can share something
new.

6. Do you feel your students are becoming better writers? Why or why not?

7. Will these things you sharedfa€t your curriculum or teaching in the days and weeks to

come? | f S 0, why and how? | f not, why wono

V. Final interview protocol with Allison and Samantha:

1. Can you reflect on or describe a little about your writing instruction this year?

2. How well do you think you met your larger curricular goals in regards to writing?

3. Can you describe how the students did this Year

4. What has happened to make you feel that way?

5. Can you tell me about something in particular that has occtira¢dtands outegarding
your teaching of writingand explain what it tells you about your students, the material,
your teaching?

6. Do you feel your students have becolegter writers? Why or why not?

7. Do you think they are prepared to write in a college setting? Winhgmot?

8. Will these things you shared affect your curriculum or teaching in the days and weeks to

come? | f so, why and how? I f not, why wono
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Appendix 3
Excerpts from Union Hill School District Sophomore Communication Arts

Quarterly Benchmark Assessment
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HS CA BCA April 2011 Eng. II

Name: Date: Block

Instructions: Write the letter of the best answer on the line next to the question number.

Glory and Hope

By Nelson Mandela

(South Africa is a country made up of black Africans, whites of mostly English and Dutch
descent and others of mixed race. In 1948, the white South African government created laws
enforcing what was called apartheid, which means "separateness.” For many years apartheid
brought injustices to black South Africans. Nelson Mandela was a black South African leader
who helped bring about abolishment of apartheid in 1990.)

Your Majesties, Your Highnesses, Distinguished Guests, Comrades and friends:

Today, all of us do, by our presence here, and by our celebrations in other parts of our
country and the world, confer glory and hope to newborn liberty.

Out of the experience of an extraordinary human disaster that lasted too long, must be
born a society of which all humanity will be proud.

Our daily deeds as ordinary South Africans must produce an actual South African reality
that will reinforce humanity's belief in justice, strengthen its confidence in the nobility of
the human soul and sustain all our hopes for a glorious life for all.

All this we owe both to ourselves and to the peoples of the world who are so well
represented here today.

To my compatriots, I have no hesitation in saying that each one of us is as intimately
attached to the soil of this beautiful country as are the famous jacaranda trees of Pretoria
and the mimosa trees of the bushveld.

Each time one of us touches the soil of this land, we feel a sense of personal renewal. The
national mood changes as the seasons change.

We are moved by a sense of joy and exhilaration when the grass turns green and the
flowers bloom.

That spiritual and physical oneness we all share with this common homeland explains the
depth of the pain we all carried in our hearts as we saw our country tear itself apart in a
terrible conflict, and as we saw it spurned, outlawed and isolated by the peoples of the
world, precisely because it has become the universal base of the pernicious ideology and
practice of racism and racial oppression.

We, the people of South Africa, feel fulfilled that humanity has taken us back into its
bosom, that we, who were outlaws not so long ago, have today been given the rare privilege
to be host to the nations of the world on our own soil.

We thank all our distinguished international guests for having come to take possession with
the people of our country of what is, after all, a common victory for justice, for peace, for
human dignity.

We trust that you will continue to stand by us as we tackle the challenges of building peace,
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prosperity, non-sexism, non-racialism and democracy.

We deeply appreciate the role that the masses of our people and their political mass
democratic, religious, women, youth, business, traditional and other leaders have played to
bring about this conclusion. Not least among them is my Second Deputy President, the
Honourable F.W. de Klerk.

We would also like to pay tribute to our security forces, in all their ranks, for the
distinguished role they have played in securing our first democratic elections and the
transition to democracy, from blood-thirsty forces which still refuse to see the light.

The time for the healing of the wounds has come.

The moment to bridge the chasms that divide us has come.

The time to build is upon us.

We have, at last, achieved our political emancipation. We pledge ourselves to liberate all
our people from the continuing bondage of poverty, deprivation, suffering, gender and
other discrimination.

We succeeded to take our last steps to freedom in conditions of relative peace. We commit
ourselves to the construction of a complete, just and lasting peace.

We have triumphed in the effort to implant hope in the breasts of the millions of our
people. We enter into a covenant that we shall build the society in which all South Africans,
both black and white, will be able to walk tall, without any fear in their hearts, assured of
their inalienable right to human dignity--a rainbow nation at peace with itself and the
world.

As a token of its commitment to the renewal of our country, the new Interim Government
of National Unity will, as a matter of urgency, address the issue of amnesty for various
categories of our people who are currently serving terms of imprisonment.

We dedicate this day to all the heroes and heroines in this country and the rest of the world
who sacrificed in many ways and surrendered their lives so that we could be free.

Their dreams have become reality. Freedom is their reward.

We are both humbled and elevated by the honour and privilege that you, the people of
South Africa, have bestowed on us, as the first President of a united, democratic, non-racial
and non-sexist South Africa, to lead our country out of the valley of darkness.

We understand it still that there is no easy road to freedom.

We know it well that none of us acting alone can achieve success.

We must therefore act together as a united people, for national reconciliation, for nation
building, for the birth of a new world.

Let there be justice for all.

Let there be peace for all.

Let there be work, bread, water and salt for all.

Let each know that for each the body, the minfi and the soul have been freed to fulfil
themselves.

Never, never and never again shall it be that this beautiful land will again experience the
oppression of one by another and suffer the indignity of being the skunk of the world.

Let freedom reign.

The sun shall never set on so glorious a human achievement!

God bless Africa!
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Now answer numbers 1 through 4. Base your answers on the passage "Glory and Hope by Nelson Mandela".
1. What is Mandela's main purpose in delivering this speech?

A. to end apartheid C. to bring the people of South Africa together
B. to use literary techniques D. revenge

2. Read the following sentences from the speech. "Let there be justice for all./Let there be
peace for all./Let there be work, bread, water, and salt for all.” What literary technique is used
in these sentences?

A. foreshadowing
B. parallelism

C. ethical appeal

D compare/contrast

3. Why is the word "We" repeated?
A. to remind people who they are C. to persuade people to respect each other
B. to emphasize his main purpose D. to make sure people were listening

4. In his speech, Mandela balances problems of the country such as bondage, poverty,
suffering, and discrimination with what other element?

A. solutions G. freedom
B. hatred of racism D. dreams

Read the passage "The Little Big Fish" before answering numbers 5 through 10.

The Little Big Fish

1 It was his first real job. Even though it involved cleaning hamster cages and fishing
slimy eels out of aquariums, it made the sixteen-year-old boy feel like he was stepping across an
invisible threshold into adulthood. Derek loved caring for fish and animals and had frequented
Mr. Piper's pet store throughout his childhood.

2 Over the years, Derek's mother had allowed him to purchase a mouse named Leo, a
fish named Fido, and, at various times, three turtles, all of whom had been named Champ. The
previous Saturday, on his way home from final soccer tryouts, Derek saw the sign seeking
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24 Derek thought a moment, then put down the broom and picked up the little goldfish
bowl. "Mr. Piper's a smart man," he said softly. Then holding the fish at eye level, he asked,
"Hey, little one, you want to grow into a bigger fish?" Then he added, "Me, too."

Now answer numbers 5 through 10. Base your answers on the passage "The Little Big Fish".

5. The reader can infer from Derek's last comment that
A. he wants to expand his opportunities and participate fully in life
B. he wants to stay small like the fish
C. he feels trapped just like the fish
D. he can't wait to eat also

6. Which literary technique does the author use in paragraph 16 to describe the
fish?

A. a metaphor

B hyperbole

C personification
D simile

7. In paragraph 2 of the passage, the author uses which of the following literary techniques to
create humor?

. irony in naming a mouse Leo
. irony and alliteration in naming a fish Fido

understatement when writing, "He had always admired how the storeowner offered friendly
" words of advice..."

. both answers A and B illustrate literary devices that were used to create humor

o O wp

What do paragraphs 2 and 3 establish in the story?
. Derek's fond feelings for the pet store and Mr. Piper
. Mr. Piper's kindness to local kids such as Derek
. Derek's need for a meaningful afterschool activity
D. Mr. Piper's dedication to the store and animals

O P *

206



9. What connection in paragraph 20 does the author establish between the guppies and Derek?
A.  both are hungry

B.  both are looking through the glass

C.  both want something more than they have

D.  both want to return home

10. Which best describes Derek's tone as he speaks with the girl and her mother about the fish?
A. carefree

B.  unhappy

C. confident

D. uncaring

Read the passage "The Writer by Richard Wright" before answering numbers 11 through 15.

The Writer
by Richard Wright
**% the words in bold print are defined to the right ***
In her roorﬁ at the prow of the house (the prow is the front part of a ship)

Where light breaks, and the windows are tossed with linden, (linden is a type of tree)

My daughter is writing a story.

I pause in the stairwell, hearing

From her shut door a commotion of typewriter —keys

Like a chain hauled over a gunwale (upper edge of the side of a boat)

Young as she is, the stuff
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To the hard floor, or the desk-top

And wait then, humped and bloody

For the wits to try it again; and how our spirits (sense; clear-headedness)

Rose when, suddenly sure,

It lifted off from a chair-back,
Beating a smooth course for the right window

And clearing the sill of the world. (a window ledge)

It is always a matter, my darling,
Of life or death, as I had forgotten. I wish

What I wished you before, but harder.

Now answer numbers 11 through 15. Base your answers on the passage "The Writer” by Richard Wright.

11. The story of the starling helps explain
A. why the girl was typing a story.
B. why the window was closed.
C. why the girl feels abused and battered by her father.
D. why the father does not enter the room to help his daughter with her story.

it

12. Which line contains a metaphor?
A. My daughter is writing a story
B. ...a commotion of typewriter-keys like a chain hauled over a gunwale.
C. Young as she is, the stuff / of her life is a great cargo...
D. But now it is she who pauses, / as if to reject my thoughts
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18.

17. Which of the following sentences is punctuated correctly?

A. "It's not easy fighting fires, so I don't want to see any of you out there starting any," said
the captain.

B "Its not easy fighting fires, so I don't want to see any of you out there starting any" said
" the captain.

C "It's not easy fighting fires so I don't want to see any of you out there starting any, said the
" captain.

D Its not easy fighting fires so I don't want to see any of you out there starting any, said the
" captain.

Read the following paragraph, and identify the incorrect sentence. The sentences

are numbered for reference purposes.

1. Helicopters were first conceived in the mind of Leonardo da Vinci. 2. However it took
another 400 years before they were able to actually build and fly it. 3. In the centuries between
that first idea and its fulfillment, many experiments were conducted to create the first helicopter.

4. It was not until the 1930s that fully successful helicopters were developed. 5. Despite their

differences, all helicopters share similar flight principles. 6. Leonardo da Vinci would probably

recognize his early sketches of these unusual flying machines.

Which sentence is incorrect?

A.

B.
c.
D

19.

Sentence 2
Sentence 3
Sentence 4
Sentence 5

Which sentence below is correct?

A. That was an exciting race; the winner set a world record!
B. That was an exciting race, the winner set a world record!
C. That was an exciting rade the winner set a world record!
D. That was an exciting race. The winner, set a world record!
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S College Prep English
2011

So, you have to write a paper. Over what, you ask? Well, my dears, over this:
How does Haddon use literary devices to achieve his purpose?
I can hear it now: “Huh?”

Quite simply, pick a literary device (you know, foreshadowing, conflict, metaphor, hyperbole, et cetera) and then analyze
how Haddon uses that literary device to achieve his purpose (oh yeah, you'll need to figure out what you think was
Haddon'’s purpose for writing the book).

Still confused? Ok, let me give you some examples of possible topics:

e Isthe plotdriven by internal or external conflict?

e Is Haddon's decision to narrate the story in 1st person an effective choice?

e Is this a coming of age story or a mystery novel?

e I[sthe story inside a story format successful?

e  How does Christopher’s story compare and contrast with traditional storytelling?
e How does adversity help individuals to build character?

e How do people’s choices affect their lives and the lives of others?

e  How can strength also be weaknesses?

e  How does Haddon use Christopher’s autism?

¢ Does Haddon successfully incorporate Christopher’s autism into his voice?

e How does Haddon use autism as a storytelling device?

e How does Haddon use Christopher’s autism to comment on “normal” human interactions?

You will then take that topic and narrow the focus to something specific and manageable. Here are some examples of
what [ mean:

e  What challenges does The Curious Incident present to the ways we usually think and talk about characters in
novels? How does it force us to reexamine our normal ideas about love and desire, which are often the driving
forces in fiction? Since Mark Haddon has chosen to make us see the world through Christopher’s eyes, what does
he help us discover about ourselves?

e  Christopher’s conversations with Siobhan, his teacher at school, are possibly his most meaningful
communications with another person. What are these conversations like, and how do they compare with his
conversations with his father and his mother?

e  Christopher’s parents, with their affairs, their arguments, and their passionate rages, are clearly in the grip of
emotions they themselves can’t fully understand or control. How, in juxtaposition to Christopher’s
incomprehension of the passions that drive other people, is his family situation particularly ironic?

e  Mark Haddon has said of The Curious Incident, “It's not just a book about disability. Obviously, on some level it
is, but on another level...it's a book about books, about what you can do with words and what it means to
communicate with someone in a book. Here’s a character who if you met him in real life you'd never, ever get
inside his head. Yet something magical happens when you write a novel about him. You slip inside his head, and
it seems like the most natural thing in the world.” Is a large part of the achievement of this novel precisely this -
that Haddon has created a door into a kind of mind his readers would not have access to in real life?

e Inhis review of The Curious Incident, Jay McInerney suggests that at the novel’s end, “The gulf between
Christopher and his parents, between Christopher and the rest of us, remains immense and mysterious. And that
gulf is ultimately the source of this novel’s haunting impact. Christopher Boone is an unsolved mystery.” Is this
an accurate assessment? If so, why?

Your paper must reference four sources (one of which should be Curious Incident). Only ONE website may be used as a
reference. All others must either be books or articles. All sources must be correctly cited (as per MLA) in a bibliography.
The body of your paper must be 4-5 pages and must include a title page. More details will follow.
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What you need to do:

What you need to produce:

When it’s due:

1. Select a topic (see
assignment sheet for
specifics)

Two acceptable topics, one of
which will be selected. You need
to describe each topicina
proposal paragraph.

Proposal paragraphs —04/04

2. Do exploratory research
and in depth reading on
your approved topic.

A working bibliography (MLA
format) of four possible sources
to be used in the paper.

Working bibliography — 04/05

3. Record and assemble
your data into a
coherent sequence using
research cards.

A progress report of not more
than one page on your research
process — what have you done,
what are you learning, what is
confusing, what are your
questions?

Research progress report —

04/08

4. Draft a thesis statement,
setting forth the major
idea of your paper.

Thesis statement

Thesis statement —04/11

5. Outline the paper in its
major stages.

Notes and an outline.

Outline due — 04/13-14

6. Write a rough draft and
argue, prove, or support
your thesis with the
information learned
from the sources.
Acknowledge
appropriately borrowed
ideas, data, format, and
opinions.

A rough draft of the paper.

Rough draft due — 04/22

7. Prepare a bibliography
listing all sources used in
the paper, using the
proper format. Write a
final paper.

The final, polished paper,
complete with the bibliography
in proper form.

Monday, May 2nd
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English IV
TRISTER READING PROJECT

Purpose of the Assignment: The two main purposes of the Trister Reading Project are to help you meet
AR requirements and advance your reading ability. One of the most difficult aspects of reading a novel
is developing stamina. Stamina is your ability to read large portions of a novel without losing focus or
interest. Reading constantly is the only way to develop reading stamina.

Directions: Go to the library and choose a novel. You are allowed to select a novel of your choice once
a semester. The other two novels must come for the attached book list. In addition, the novel must be
an AR book and be worth at least 5 points. After you have chose a novel, READ the novel. Once you
finish the novel, answer the questions below. You will also be expected to have a conversation with me
about the plot of the novel and your reflections on the novel.

The assignment is not difficult, but if you decide not to complete the assignment, it will negatively affect
your grade each trister.

Trister Dates:

1% Trister Ends—September 27"
2" Trister Ends—November 5%
3" Trister Ends—December 22"
4™ Trister Ends—February 16
5" Trister Ends—April 8"

6" Trister Ends—May 20"
Personal Response Question:

e What are your personal experiences relating to a chapter? What have you experienced, how or
why, and what have you not?

Summarize:

e Summarize three chapters in'your novel. Summarize each chapter with TWO or THREE
sentences. Be concise.

Critical Comment

® In a brief answer, provide a critical comment about your novel.
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Here’s réason for us to fear fear itself - 03/26/2011 | MiamiHerald.com )4» V\/\ Page 1 of 2
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@he Miami Hevald &

Posted on Sat, Mar. 26, 2011

Here’s reason for us to fear fear itself

By Leonard Pitts Jr.
Ipitts@MiamiHerald.com

OK, put your books away. We're having a pop quiz.

Below are four quotes. Each is from one of two sources: the Bible or the Koran, although,

just to make things interesting, there’s also a chance all four are from one book. Two were
edited for length and one of those was also edited to remove a religion-specific reference.
Your job: identify the holy book of origin. Ready? Go:

1) “... Wherever you encounter [non-believers], kill them, seize them, besiege them, wait for
them at every lookout post ..."

2) “Do not suppose that | have come to bring peace to the earth. | did not come to bring
peace, but a sword.”

3) “If your very own brother, or your son or daughter, or the wife you love, or your closest
friend secretly entices you, saying, ‘Let us go and worship other gods’ ... do not yield to him

or listen to him. Show him no pity. Do not spare him or shield him. You must certainly put him
to death.”

4) “Now Kkill all the boys. And kill every woman who has slept with a man, but save for
yourselves every girl who has never slept with a man.”

All right, pens down. How did you do?

If you identified the first quote as being from the Koran (9:5) and the other three as
originating in the Bible (Matthew 10:34, Deuteronomy 13:6-9, Numbers 31:17-18), |
congratulate you on that degree in theology. If | have guessed correctly, most people will not
have found it easy to place the quotes in their proper books. If | have guessed correctly,
most people will have found a certain thematic similarity in them.

Yes, there is a point here: | wish people would stop cherry-picking warlike quotes from the
Koran to “prove” the evil of Islam. You see this stuff all over the web. Just a few days ago,
some anonymous person, angry with me for defending “Fascist/Nazi Islam” the writer says is
trying to kill us all, sent me an e-mail quoting Koranic exhortations to violence to prove that
Islam is a “religion of hate and murder.”

As rhetorical devices go, it is a cheap parlor trick, a con job to fool the foolish and gull the
gullible and for anyone who has spent quality time with the Bible, its shortcomings should be
obvious.
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If not, see the pop quiz again. The Koran is hardly unique in its admonitions to take up the
sword.

It is not my intention here to parse any of those troubling quotes. Let us leave it to religious
scholars to contextualize them, to explain how they square with the contention that Islam and
Christianity are religions of peace. For our purposes, it is sufficient to note that, while both
Christian and Muslim scholars will offer that context and explanation, only Christians can be
assured of being taken at their word when they do.

Christians get the benefit of the doubt. Muslims get Glenn Beck asking a Muslim
Congressman to “prove to me that you are not working with our enemies.”

Because Christianity is regarded as a known — and a norm. Muslims, meantime, have been
drafted since Sept. 11, 2001, to fulfill the nation’s obsessive, historic, paranoiac and ongoing
need to rally against an enemy within. We lost the Commies, but along came the Islamo-
fascists. The names change. The endless capacity for irrational panic remains the same.

As in people who send out e-mails insisting upon the rightness of holding over a billion
people — that bears repeating: over a billion people — responsible for the actions of, what ..
.? A few hundred? A few thousand?

Some of us use lies, exaggerations and rhetorical gobbledygook to instill in the rest of us that
irrational panic they breathe like air. Yes, it is only sensible to fear the threat we face from
terrorism. But panicked, irrational people are capable of anything.

Might be wise if we chose to fear that, too.

© 2011 Miami Herald Media Company. All Rights Reserved.
http://www.miamiherald.com
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Bill Bigelow stated that after the September 11 attacks on the World Trade Center and the Pentagon, President Bush
called these acts “acts of war” and proclaimed a “war on terrorism.” Not so clear was exactly who would be the target
of this war. And what exactly did the president mean by terrorism? Bigelow points out the fact that Bush uttered the

words “terror,” “terrorist,” or “terrorism” thirty-two times in his September 20", 2001 speech to the nation, but he
never once defined them.

Write your own definition of terrorism, keeping these questions in mind:
% Does terrorism need to include the killing of many people or can it affect just one person?
% Can it involve simply the destruction of property, with no injuries?

% Can governments commit acts of terrorism, or is the term reserved only for people who operate outside of
governments?

“ Must terrorism involve the people of one country attacking citizens of another country?
< Does motive make a difference? )

+* Does terrorism need to be intentional?

Individual definition:

With your small group, read each member’s definition or terrorism. See if you can agree on a definition. You may use

a group member’s definition or put one together from your separate definitions.

Next, read the scenario assigned to your group. Using the definition your group came up with, decide whether any of

the groups in the situation meet your definition of terrorism.
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!Summer Reading Assignment: Choice of Two Non-Fiction Texts

May 24, 2011 ‘

Attached, you will find a list
of several non-fiction texts
from which you are to
choose two to read this sum-
mer.

You are encouraged to pur-
chase your own copy of this
text in order to annotate as
needed. Books will be avail-
able for.check-out at the lo-
cal branch of your public li-
brary and at our own school
library. Purchase plenty of
post-it notes in order to
annotate. If you purchase
your own copy, you can an-
notate within your text. As we
have learned, active reading
through annotation en-
hances our understanding of
the text.

Assignment:

You must have at least 10 and
no more than 15 annotations
per chapter or section of your
chosen books that are easily
identified when you return to
school in the fall. This will be
your first assignment grade.
Keep your annotations organ-
ized. You may even want to
number them.

Itis important to make quality
annotations, not merely “This
reminds me of...” or “I like when
he says...,” etc. You should ask
questions, make connections,
form opinions, draw conclu-
sions, etc. You are to demon-
strate that you have “think
read” all the way through the
texts.

Consider these possibilities
as well.

1. Identify language, word
choice, and images which
appeal to you and explain
why.

2. Mark word patterns, vis-
ual images, grammatical
patterns, repetition of
words, etc.

3. Track themes throughout
the text.

4. Note figurative language
such as similes, meta-
phors, personification,
hyperbole, allusion, etc.

5. Keep a list of questions
you encounter while you
read.

i’?ﬁpplies Needed for AP Language and Composition

While this class won't re-
quire you to purchase a lot
of supplies, there are sup-
plies that are very impor-
tant that you have through-
out the school year that will
help you be successful.

e A pocket-style dictionary
(This is a must!) They are
cheap at back-to-school
times and easy to find at
thrift stores and garage
sales. (And no, you can't
just use the Dictionary.com
app on your smart phone.)

e Plenty of post-it notes in
different sizes and colors.
A variety of sizes will be

especially important. | en-
courage you to get the
Super Sticky style when
possible because they are
less likely to fall out of
your book

A manila folder (required)
in which you can keep all
of the drafts for our formal
papers

Hint! Hint!

When you
come back to
school in the
fall, you will
have to do
some inten-
sive writing
work with
these books,
so don't blow-
off this assign-
ment.

Make sure
that you really
understand
the books that
are reading
and use the
“think read-
ing” strategies
that you have
acquired in
your English Il
and Pre-AP
English 1l
classes.
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