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ABSTRACT

NARRATIVE AND THE EXPLORATION OF CULTURE, SELF, AND OTHER
IN TEACHERS' BOOK CLUB DISCUSSION GROUPS

By
Mary Birgit McVee

As a result of both the recent debates over literacy and the increasing
multicultural nature of our society, teachers and teacher educators are being
called to question their past efforts and prepare for future directions in
teaching and teacher education. In particular, some advocates of
multicultural education, critical theory, and culturally relevant pedagogy
argue that teachers, especially, white teachers must learn to value difference
as a strength and resource to be used in curriculum and instruction rather
than as a deficit to be mediated. However, for teachers to do this, they must
first explore and understand their own cultural identities. This is problematic
for many white teachers who often claim to be "cultureless." In adopting
such a perspective, because their own culture remains transparent, the
teachers fail to see how cultural biases privilege certain forms of literacy
instruction and ultimately, the success of certain groups of children.

Recently narrative, and particularly autobiography, has been touted
within educational circles as a means for teachers to explore their own
identities and their perceptions of others as well as a way to explore their own
knowledge, experiences, beliefs and theories about teaching. Although past
research on narrative in education has revealed interesting and important
insights into the lives of teachers, it has for the most part, privileged content
over consideration of forms and function of narrative. Additionally, few of

these studies have focused on narratives told in conversational context. The
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following study extends past research by carefully considering what teachers
tell or write stories about, how they craft those stories and how those stories
function. These questions are researched in the context of teachers'
discussions and written response to autobiographical literature and academic
writings related to literacy. These texts were chosen to surface issues of
culture, race, and identity within a masters course on "Culture, Literacy, and
Autobiography.”

In analyzing the narratives, I found that teacher's stories change across
time with multiple retellings allowing teachers to position themselves where
they have opportunity to explore issues of race and culture. Analysis also
reveals that not all narratives serve the function of furthering explorations of
self, other, and culture. Some narratives reify stereotypes and positions.
Additionally, I found that adopting the stance of a teacher-researcher was
important in revealing how teacher educators can support narrative

exploration for their students.
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CHAPTER ONE
INTRODUCTION

There is no theory that is not a fragment carefully prepared of some
autobiography.

Paul Valery!

ntempora iocultural Context

Cultural identity has always been a particularly problematic issue for
Americans (Howarth, 1980); it has been a defining question for public
education since the days of Horace Mann. Quoting F. Scott Fitzgerald in The
Crack-Up, Sayre (1980) notes that "France was a land, England was a people,
but America, having about it still that quality of the idea, was harder to
utter....It was a willingness of heart " (p. 149) He concludes with the bold
statement: "America is an idea" (p. 155). There is much debate about what
"idea" America is about these days. Debates over affirmative action, charter
schools and vouchers to equalize educational opportunities, and the
relevance and place of bilingual and multicultural education reflect
conflicting ideas of how we define ourselves as a people and a culture. In
addition, in the context of this broader cultural, social, and historical context
much media attention has focused on the shifting demographics in the U. S.
and how after 2000, Caucasians will no longer be a majority. Other events
still recent in our collective past-- O. J. Simpson, Rodney King, the Oklahoma
City bombing, legislation against affirmative action and bilingual education,
and violence in schools--have raised questions such as, What does it mean to
be an American? What does it mean to live in America? How can we
educate our children so they will make our democratic society a more

equitable place? Who are we as a people? And who do we want to be?

1preface, Autobiography: Essays Theoretical and Critical, J. Olney, (Ed.), 1980.
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Another way of phrasing such questions is to ask: What are the stories we
want to tell about ourselves? Whose stories?2will we allow and whose will we
defer?
Grand Narratives

At the heart of these questions are the grand narratives, the all-
encompassing stories, that represent us and our culture. These narratives
have become part of our national landscape and identity. They are part of the
"primary discourse” (Gee, 1989a) of an American culture that privileges its
White European heritage. Such master stories are not reproduced by
articulating them as "a story" with a character, setting, and plot. Like culture
these stories infuse themselves into our lives, and we internalize them based
on experience, stories, face-to-face interactions, and media information, and
other events encountered in our daily lives. Shirley Brice Heath (1997) refers,
for example, to the grand narratives about youth culture that are undergirded
by our media: In the 1990's young people in our society are self-centered,

undisciplined and think only of themselves. Based on research she

2[ am using the terms: "story" and "narrative” interchangeably at various
points throughout this dissertation. I am aware that some scholars and
researchers make distinctions between these words. For example,
Gudmundsdottir (1995) provides this summary: "Structuralist literary
theorists make a clear distinction between narrative, story , and discourse
(Culler, 1975). A narrative has two parts: story and discourse (Chatman,
1978). The story includes the events, characters, settings and so on that
constitute the content of a narrative. The discourse is the telling, expression,
presentation of the story..The end product is a narrative, an organized
text....(p. 25). Others, particularly researchers in the social sciences, have
adopted a more flexible definition of narrative, for example, narrative as "a
series of verbal, symbolic, or behavioral acts sequenced for the purpose of
'telling someone else that something happened™ (Herrenstein-Smith, in
Gudmundsdottir, 1995, p. 25). Much of the analysis in the following chapters
deals directly with different definitions and constructions of personal
narratives or personal stories. When necessary I have given specific
definitions, but readers should be aware that throughout this work, I use the
terms "narrative” and "story" interchangeably.
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conducted in youth clubs in urban areas, Heath takes issue with this
representation, this story about young men and women in our society. Heath
refers to the "am'ness” and ™are'ness" that is a function of these grand
narratives, the ways in which these narratives shape lives and identities.

For most of us who are teachers or teacher educators, these grand
narratives and controversies surrounding them may seem far removed from
our daily lives. Or, we may simply feel overwhelmed in asking ourselves:
Where do we start? How do we begin to critique, to challenge stories so
sedimented in history? Instead we may choose to focus our attention on
students and classrooms as we attempt to address the increasing linguistic,
cultural, and ethnic diversity we are encountering in classrooms.

In contrast to the students who increasingly attend our schools, the teaching
force remains predominantly white, female, and Euro American. Thus
teachers are more and more often teaching children who come from different
backgrounds than their own.

For many teachers, debates about culture may seem disembodied from
their own experience. For example, white teachers often feel that they are
"just Americans" and do not belong to any particular culture or race. In
addition, they often think of schools and classrooms and "ungendered" places
where their identity as women, or the gender of their students, is not an issue
to be considered as long as the teacher adopts a stance of "treating everybody
the same" or "being equal." However, it is unlikely that teachers will be able
to assist students in examining their own cultural and literate practices or to
prepare students to live in a multicultural society until teachers have a sense
of themselves as participants in cultural practices of literacy. This awareness
is of critical import in contemporary U. S. society when students come from

diverse ethnic and linguistic backgrounds.
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Literacy, Culture. and Autobiography

It is critical that teachers come to recognize that literacy encompasses
more than ways of reading and writing; literacy is a cultural artifact and tool.
Literate practices are not limited to print decoding or the cognitive strategies
accompanying comprehension or composition. We must expand our views
to realize that “literacy acquisition, particularly reading instruction, holds
implications for cultural transmission, that is, for how knowledge is
transferred, reproduced, and transformed” (p. 288, Roth in Ferdman, 1990).
We must strive to understand what this means for students who are
confronted with multiple and often conflicting interpretations of literacy. Yet
how are we to do this if we as teachers do not recognize how culture is
intertwined with our own literate practices? The answer, in part, may lie
with narrative--stories of self and other--our own literate pasts. Stories of
becoming literate--of educational change or boundary crossings--allow us to
examine culture in every day life, not just to think of culture as a construct
existing in exotic locales (Florio-Ruane, 1997). Such stories function as a
means of self-definition and self-representation (Soliday, 1994).

Recently, teacher educators have begun to propose alternative models
of teacher development which foreground the use of autobiography, both by
published authors and by teachers themselves (see for example, Au, 1996;
Florio-Ruane with deTar, in preparation; Florio-Ruane, Raphael, Glazier,
McVee, & Wallace, 1997; Soliday, 1994), as one means to encourage teachers to
explore issues of culture, self and other. Such an approach relies heavily on
the power of narrative, the power of story. However, this process of exploring
issues of culture and identity is not easy as participants can find it difficult to
engage in discussions of narratives which address difficult issues , for

example, race or gender (Glazier, McVee, Wallace, Shellhorn, Florio-Ruane,
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& Raphael, in press), and narratives can foster both connection and
disconnection for participants (McVee, 1998). And, as Soliday notes, this
process of how stories help develop a “cultural sense of the literate self” is not
well understood (p. 513 ), even though there are numerous studies of
narrative in education.

Previous studies on teacher narrative have made important
contributions to educational research by focusing primarily on narrative
content as evidence for beliefs that constitute a knowledge base for teaching
(Connelly & Clandinin, 1986), a means of planning, understanding and
interpreting curriculum (Egan, 1986; Connelly & Clandinin, 1988), or as
means of understanding the beliefs and theories that shape teachers' practice
(Gitlin & Meyers, 1993; Goodson & Cole, 1993). However, few of these studies
have focused on the relationship between teachers' narratives and beliefs
about literacy and its relationship to cultural identity. With few exceptions
(see Lacey, 1991; Florio-Ruane, et al., 1997; Swidler, 1995), most of this research
has not explored narratives as a social performance. Thus it has privileged
content over close analysis of the forms and function of narrative (Atkinson,
1990; Riessman, 1993). Additionally, the previous studies have paid little
attention to the role that teacher educators or other participants play in
courses where narrative may be a primary pedagogical method.

Sociolinguists, folklorists, and psychologists (e.g. Tannen 1989;
Bauman, 1986; Polkinghorne, 1991) have argued that narratives are social
performances created within social contexts, contexts which include a teller's
relationship with listeners/readers. Narratives thus function to identify or
position both teller and audience in relation to one another. They can also
serve as means by which people alternatively reify and reinvent social reality.

In privileging content, researchers risk "ignoring the complex interrelations
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between the individual, social, and textual” necessary for “understanding the
development and deployment of oral and written discourse” (Michaels, 1991,
p-305). The purpose of the following research study is to provide close
analysis of the social performances in terms of their content, form and
function to help us understand how telling stories of cultural experience may
educate teachers by furthering our understanding of the complex interactions
involving culture, narrative, self and other.
Overview of the Study

As a teacher who has worked with students of diverse cultural, ethnic,
and linguistic backgrounds, I am cognizant of the many challenges that
currently face teachers. As a teacher educator, I wonder about how I can help
prepare teachers see diversity as an advantage rather than a problem to be
mitigated. Unlike many of the teachers I work with, I have had the
advantage of spending a lengthy amount of time immersed in other cultures.
Although my own public school education was in an isolated rural setting in
Montana--a fairly homogeneous environment--I had the opportunity after
attending university to live for six years in mainland China and Hong Kong.
This experience taught me to examine my own cultural identity and to think
about how I viewed my self and others around me. Traveling in Asia further
enhanced the opportunities I had for interacting with many cultures, and
challenged my thinking about cultural identity and issues of how we position
ourselves and those around us with respect to culture. As an English teacher,
I was particularly interested in how issues of language, literacy, and culture
interact. It was these broad issues that drew me toward graduate studies and
eventually led to the dissertation topic explored here.

Unfortunately, most teachers do not have the luxury to spend extended

periods of time experiencing first hand the cultural contexts and
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communities of the students they teach. However, story offers us an
opportunity to travel beyond our limited views of self and other, explore
connection and disconnection, to cross boundaries without crossing oceans.
More sophisticated understandings of our own cultural identities as teachers
enables us to better serve our students because we become more aware of how
culture, race, and gender may affect their lives and learning. As a teacher
educator working with literacy teachers, who are predominantly female and
Euro American, I set out to explore how literacy teachers might learn more
about culture and to encourage them to examine their views of self and other
in the context of a literacy masters course for practicing teachers.

The data presented here were collected during the fall of 1997 while I
was instructor for a literacy masters course, "Culture, Literacy, and
Autobiography" at a midwestern university. Participants in this elective
course were six practicing teachers and one student who had been teaching in
Alaska and had recently returned to the area who was preparing to return to
school full-time. The purpose of the course was to read and respond to
autobiographies by published authors to encourage teachers to explore issues
of culture, self and other as these relate to literate practices. This included
having the teachers (participants) respond to narratives shared orally in the
class and narratives written by their peers. Using Book Club (see McMahon &
Raphael, 1997; Raphael, Pardo, Highfield, & McMahon, 1997) as a model for
discussion and drawing on a model of teacher development outlined by
Florio-Ruane & Raphael (see Florio-Ruane & deTar, in preparation; Florio-
Ruane, et al., 1997), teachers read autobiographies or autobiographical fiction
by ethnic minorities or white teachers who had examined their own practice.
The autobiographies were alternated weekly with discussions of research

articles related to culture and literacy.
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I focused my attention on the group interactions around narratives
that were shared orally in class discussion or discussion of literature and also
around narratives written in student work. Initially, three broad questions
framed the study:

1. How do written and oral narratives function to create, sustain, or

constrain a learning-oriented dialogue among participants? What part

do the participants play in these interactions?

2. What part does the teacher educator play in discussions constructed

around narrative?

3. What do these narratives reveal about the participants' learning

about identity, culture and views of self and other?

As I undertook the study and began collecting and analyzing data, I refined
these questions as will be explained in the following chapters.
Chapter Overview

I begin Chapter Two by overviewing the increasing diversity in our
national context and its importance to teachers. I then discuss various
representations of culture and how narrative can assist teachers in exploring
culture. I also describe the theoretical perspectives that framed this
investigation including perspectives from Vygotsky (1978;1986) ,
Polkinghorne (1988, 1991) and Davies and Harre (1990). I conclude with an
overview of the methods and data collection procedures and preview the
methods used in analyzing the data.

Chapters Three, Four and Five present three cases of narrative analysis
organized around three course participants Ellie, Cathy, and Regan3 . Chapter
Three explores how narratives change as they are retold over time. During

the course, Ellie retold one narrative, in oral and written form, six times

3For the purposes of confidentiality, pseudonyms are used for all participants.
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across the semester. I analyze these narratives to determine what changes
and how and what this indicates about Ellie's learning.

Chapter Four focuses on Cathy and one particular narrative which she
introduced to the class in written form but later had opportunity to share as
an oral narrative. I analyze Cathy's narratives and the discussion of group
participants leading up to and following her oral retelling.

The fifth and final analysis chapter focuses on Regan who was
something of an "outlier" in this data set. As a recent graduate who was
returning to graduate school after an experience working with native Tlingit
Indians in Alaska, Regan was unlike the other participants in the group. The
stories that Regan shared with the group were also unusual, often in form,
content, and function. This final analysis chapter presents Regan's narratives
and explores her role in the group.

In Chapter Six I explore implications of the study for education and in
particular for literacy instruction. In addition I focus on my role as teacher
educator and what I have learned as well as what we can learn from Ellie,
Cathy, and Regan about how narrative functions in powerful ways to assist

teachers in their exploration of culture.
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CHAPTER TWO
CULTURE, NARRATIVE, THEORY AND METHODS
Introduction
Linguistic. Cultural. and Ethnic Diversi

As the U.S. becomes an increasingly diverse society, teachers and
teacher educators are being called to question their past efforts and prepare for
future directions in teaching and teacher education. In particular, there is
growing concern about how a non-diverse teaching force--one that is 90%
female, Euro American and predominantly middle-class (Darling-Hammond
& Sclan, 1996)--can prepare students for a multicultural society and address
the needs of students who are increasing diverse in cultural background,
ethnicity, and mother tongue. It is especially important for literacy teachers
who are responsible for educating students in ways of reading, writing, and
thinking that undergird democratic ideals.

As we enter a century where our schools will be ever more diverse in
language and culture, educators appear to be taking seriously our charge to
educate "other people's children" (Delpit, 1995). Authors of recently
published books, articles, and conference presentations use key words such as:
cultural and linguistic diversity, culturally relevant pedagogy, home-school
connections, and multicultural literature to situate their work. Although
most educators are in agreement that teachers and teacher educators must
find ways to value all languages and cultures in the classroom, not just that of
mainstream society, there is also opposition, for example, to adopting
multicultural curricula. Some groups are opposed to multicultural
education, arguing that educational and economic success depends on
assimilation rather than on maintenance of linguistic or cultural diversity

within the school and classroom. And, while this assimilationist view is not
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a new one in U. S. educational history, it has recently had an apparent
resurgence. For example, recent challenges to bilingual education such as
California's Proposition 227, which mandates intensive English-only
instruction demonstrate how difficult it can be to celebrate a multicultural,
multilingual America. Those backing Proposition 227 argue that in order to
be successful, immigrants, and particularly children of those immigrants,
must learn English. To accomplish this they must be immersed in English-
only environments as soon as possible (Proposition 227, 1999).

Increasingly not just education, but in particular, literacy education has
come under the scrutiny of policy makers. In recent years, many literacy
experts have faced off against one another and sided with or against state
legislatures in passing measures that mandate particular literacy practices, for
example, the teaching of phonics. In addition to such mandates from state
legislatures, districts are increasingly requiring teachers to use skill-based
programs such as "Success for AlL." Often implicit in the requirements and
programs imposed upon teachers is the notion of both literacy and culture are
monolithic, static practices which locate literacy in the individual. They fail
to consider, in Ferdman's words, that "In a culturally heterogeneous society,
literacy ceases to be a characteristic inherent solely in the individual. It
becomes an interactive process that is constantly defined and renegotiated, as
the individual transacts with the socioculturally fluid surroundings” (1990, p.
187). This view portrays both culture and literacy as dynamic and interactive.
From this perspective, students' cultural knowledge is seen as an asset rather
than a hurdle to be overcome; students can use their "funds of knowledge"
(Moll, 1992) as a powerful starting point for literacy acquisition.

Drawing on the knowledge that students posses, particularly the

literate practices of their homes and communities has provided much insight
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for educators in recent decades and has assisted in the development of
culturally relevant teaching practices (see for example, Heath, 1983; Au &
Jordon, 1981; Moll, 1992; for a brief review see Florio-Ruane & McVee, in
press). Although the previous research does attend to issues of culture which
have led to some changes and improvements in policy and teaching, culture,
race, and linguistic diversity persist as challenges to our educational system
and its responsibility to educate all children. The increasing disparities--in
race, social class, level of educational attainment, and mother tongue--
between teachers and their pupils and families increase the complexity of
education in a multicultural society (Florio-Ruane, 1997; Sleeter & Grant,
1999) Thus while some progress has been made, we must continue to seek
out, in both research and educational reform, ways of attending to culture.
For example, Ladson-Billings (1994) writes: "While it is realized that African
Americans make up a distinct racial group, the acknowledgment that this
racial group has a distinct culture is still not recognized. It is presumed that
African American children are exactly like white children but just need a
little extra help" (emphasis in the original, p. 9). Not only is it critical for
teachers to consider their students' cultures, but teachers must examine and
uncover the ways in which their own beliefs and instructional practices are
situated in their culture, and to explore their beliefs about students and class,
ethnicity, and linguistic diversity (Banks, 1998).
Culture and Cultural Identity

Here, I am using the term culture, not in the static where culture is
associated with "facts" about various people such as holidays, foods and
festivals. Instead, as Clifford and Marcus (1986) write, "culture, and our
views of 'it,' are produced historically, and are actively contested” (p. 18). As

such culture is dynamic, not static and does not fit into neat categories for
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description. They go on to state that "If ‘'culture’ is not an object to be
described, neither is it a unified corpus of symbols and meanings that can be
definitely interpreted. Culture is contested, temporal, and emergent" (p. 19).
According to another contemporary anthropologist Renato Rosaldo (1993), in
this view of culture as process, "Culture lends significance to human
experience by selecting from and organizing it. It refers broadly to the forms
through which people make sense of their lives, rather than more narrowly
to the opera or art museums....all human conduct is culturally mediated" (p.
26). The all-pervasiveness of culture implies that for many of us, it is
transparent; we do not become aware of culture until some invisible border is
crossed and our order of perceiving things is disturbed.

Rosaldo writes, for example, that "A classic concept of culture seeks out
the 'Mexican' or the 'Anglo-American,’ and grants little space to the
mundane disturbances that so often erupt during border crossings” (p. 29).
This process of essentialization is one of the pitfalls of autobiography (Zuss,
1997). The "classic norms of anthropology" have contributed to the problem
of essentialization by attending "more to the unity of cultural wholes than to
their myriad crossroads and borderlands” (Rosaldo, 1989, p. 30). In portraying
this classic view of culture and its essentializing nature, Rosaldo, using
examples from the Philippines, Mexico, and the U. S. describes how in each
national context the group that sees itself as "cultureless” has a great deal of
institutional power; those groups that have "authentic culture" wield less
power. He elaborates in the following extended quote:

In practice, the emphasis on difference results in a peculiar ratio:

As the "other" becomes more culturally visible, the "self" becomes

correspondingly less so. Social analysts, for example often assert that

subordinate groups have an authentic culture at the same time that
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they mock their own upper-middle-class professional culture. In this
view subordinate groups speak in vibrant, fluent ways, but upper-
middle-class people talk like anemic academics. Yet analysts rarely
allow the ratio of class and culture to include pbwer. Thus they conceal
the ratio’'s darker side: the more culture one has, the less power one
wields. If "they" have an explicit monopoly on authentic culture, "we"
have an unspoken one on institutional power. This ration's dark side
underscores the urgency of rethinking social analysis in such a manner
that at once consider the interplay of culture and power and makes
"ourselves" more culturally visible" (p. 202).
The implication of Rosaldo's observation for teachers in profound.
The many white teachers who often believe they "do not have a culture” (see
Frankenberg, 1993; King, 1991; Florio-Ruane, et al., 1997; McIntyre, 1997), are
likely unaware that their definitions of literacy and choices of literacy
instruction are colored by their own experience. For these teachers culture is
transparent. For example, they may feel that their role is simply to make
pedagogical and curricular decisions, without realizing, in Cazden and
Mehan's words, that "Like all culturally-based behavior, classroom behavior
is guided by rules or norms established by convention, which means they are
implicitly taught, tacitly agreed upon, and cooperatively maintained” (1989, p.
50). Becoming aware that they "have culture,” that what they learn, know,
and teach is shaped by and embedded with social norms and cultural
practices, takes teachers a step closer to examining the interplay of culture and
power in their classrooms.
Teachers Exploring Culture
The relationships between culture, language and power are critical for

literacy teachers to explore. Attending to these issues encourages teachers to
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reflect on how literate practices and forms of literacy instruction are bound by
the historical, cultural and social contexts within which they are carried out
and by the social cultural and historical lenses through which individuals
view literacy. The recognition of literacy as a culturally constructed tool is a
critical recognition if teachers are to prepare their students to live in a
culturally heterogeneous society.

Unfortunately, the culturally situated beliefs and values of many
teachers go unexamined as they and teacher educators focus on the tools
needed to conduct literacy instruction on a day to day basis. For teachers, such
tools (e.g., how to conduct a writers' workshop, teach phonics and word
recognition skills, to assist students in developing comprehension strategies)
are of critical importance, but these tools and their appropriation by students
for authentic purposes must be understood culturally as well. These tools
and their appropriation by teachers are mediated by culture (Rosaldo, 1993;
Vygotsky, 1978; Wertsch, 1991).

Because teachers' cultural backgrounds increasingly differ from those
of their students, it is important that teachers consider how culture mediates
their own beliefs about literate practices and literacy instruction and how this
affects students' opportunities to learn. For literacy researchers who work
with teachers this means that we must explore our own positionings and
understanding of self and other, and as teacher educators, we must realize
that the study of self and other is a critical undertaking for both preservice
and inservice teachers who often assume that "treating all students the same"
or being "colorblind" (Paley, 1979; Cochran-Smith, 1995) is the answer. But, as
Ladson-Billings (1994) explains, colorblindness is a limited response. She
argues that it is only when teachers have explored and gained understanding

of their own cultural identities can we expect teachers to "capitalize on
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students' individual, group, and cultural differences” (p. 11) in order to
engage in culturally relevant pedagogy. To engage in culturally relevant
pedagogy means finding ways to empower "students intellectually, socially,
emotionally, and politically by using cultural referents to impart knowledge,
skills, and attitudes” (p. 18). To engage in culturally relevant pedagogy also
means that educators must recognize the inequities possible in their
classrooms and in society. Such recognition depends, according to Au (1998)
"on an understanding of their own cultural identities as well as the cultural
identities of their students" (p. 308). This is why study of teachers’ own
cultural experience is foundational to learning to teach diverse youngsters.

Au (1996) has helped her students who are preservice teachers explore
issues of primary language and ethnicity by scaffolding their development of
literacy portfolios. Soliday (1994) suggests that one means of exploring issues
of culture and literacy in our own lives is through the use literacy narratives
that explore our own literacy learning. These literacy narratives can assist
students, particularly minority students, in exploring the deep cultural
influence language has in their daily life (Au, 1998). Others (see Florio-
Ruane, et al., 1997) have explored connections between literacy and culture
through teachers' discussions of multicultural literature in Book Club
discussion groups. Each of the previous projects relies upon the use of
autobiographical narratives to explore issues of self and other and ultimately
of culture as related to literacy.
Exploring Cul " hN :

Narrative, and language in general, function as tools which mediate
teachers' understandings and beliefs about culture and beliefs about literacy
and literacy instruction (Vygotsky, 1978; Wertsch, 1998). As such, narrative

acts as both a means of exploring, expressing, and organizing meaning-
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making (Polkinghorne, 1988; Bruner, 1990; Wertsch, 1990). A social
constructivist perspective is useful in exploring teachers' interactions because
it emphasizes "active engagement in processes of meaning-making, text
comprehension as a window on these processes, and the varied nature of
knowledge, especially knowledge developed as a consequence of membership
in a given social group” (Au, 1998, p. 299). In the reading, writing, and telling
narratives teachers actively engage in meaning making. The texts they create,
both written and oral, are windows into both how and what they learn. This
knowledge, Au notes, is situated within a both social and cultural contexts. In
a social constructivist perspective of learning and language, narrative holds
forth the potential of scaffolding teachers' interactions and learning around
volatile cultural issues such as race, gender, class, and culture.

Scholars in a variety of disciplines (e.g. literary criticism, psychology,
folklore) have addressed issues of narrative and suggested that narrative, in
particular autobiographical narrative, is an effective means of encouraging
teachers to explore their own cultural identities and additionally, to help
them understand and explore the cultural identities of their students.

In the field of education, narrative, particularly personal narrative or
autobiography, have been highly touted for all that it can do for teachers in
encouraging them to construct knowledge (Nespor & Barylske, 1991), in
helping them with in curriculum theorization and planning (Connelly &
Clandinin, 1988; Egan, 1986; Pinar & Grumet, 1976) and teaching and learning
(McEwan & Egan, 1995), in helping them explore constructions of self and
other (Witherell & Noddings, 1991), but few have used narrative as a form of
inquiry into culture. Concomitantly, few researchers and theorists attend to
the linguistic aspects of narrative (Cook-Gumperz, 1993; Turski, 1994). There

is an overemphasis on the extracting of content to the detriment of
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examining issues of context (Swidler, 1995). Even ethnographers are apt to
neglect examination of story forms while placing heavy reliance on the
information contained within narratives of culture (Atkinson, 1990). Given
the relative obscurity of research on narrative's forms, functions, and
contexts, it is not surprising that very little educational research has focused
on how the various forms that narrative takes in teacher discussion groups
and how narrative form and content function within conversational settings.
Sociocultural Perspectives of Language and Narrative

Along with narrative theory, a social constructivist perspective
(Vygotsky, 1978, 1986) will be used to frame the study and to investigate how
teachers' stories about--and in response to--cultural experiences might serve
teacher development. Vygotsky argues that all learning is socially-mediated
and must be viewed within its social, historical, and cultural contexts--a point
of critical importance when studying teachers' explorations of self and other.
For Vygotsky, learning occurs first as social or interpersonal processes
between individuals and then as psychological or intrapersonal process. In
the context of this study, teachers are engaged in a course in which they read
published autobiographical narratives by writers from diverse cultural and
social backgrounds. They respond to these autobiographies primarily within
book clubs in which they are encouraged to talk and write about the texts,
both examples of socially mediated learning. In this context, the offering of
personal vignettes in response to the autobiographical texts is not
discouraged, but rather elicited.

The social context allows for the creation of new "text" in the form of
written or spoken narratives. These texts are interpersonal in that they are
constructed around interactions with others and intrapersonal because they

reflect and shape the internalized thought or learning of participants. As
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such, personal narrative is a "tool" that mediates human activity by
organizing and interpreting experience whereas the "sign" (e.g., thought) is
internally focused. Although we cannot see the internal sign, we receive
glimpses of it in external tool use. Therefore, both written and oral narrative,
as tools, provide reflections of the internalized thought or learning of
participants (Gavelek & Raphael, 1996). In other words, it is in the interplay
between discourse and narrative that events are formed, and it is not just the
narrative emplotment of these events that deserves important consideration.
Therefore, it is critical to examine not only a story's event structure or
content, but also to examine how discourse is shaped and reshaped by the
individuals interacting within the groups at the level of words, phrases,
imagery, and the like. (Florio-Ruane et al, 1997; Marshall, Smagorinsky, &
Smith, 1995).
- : i | h

Activities and experiences mediated by language, culture, and the
embodied nature of being play a part in construction of life narratives, an act
that Polkinghorne (1991) refers to as "emplotment." The sharing of
narratives, both fictional and autobiographical, enable literacy teachers to
explore and understand the self. This process is not a fixed recollection of past
events but an active construction of the self in past, present and into the
future. Such exploration and construction of the self is important if we are to
understand the self in relation to others. It is an endeavor that allows
teachers to be viewed an individuals but also allows situates them within
historical, social, cultural, and political contexts and acknowledges the
gendered nature of teaching.

Emplotment is explains what autobiographers do when they craft their

narrative. Complex events are woven into a single story, and events are
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interpreted in relation to each other across time. Polkinghorne (1991) writes
that "the historical and social contexts in which events take place exert
influence on the understanding of the story....Although emplotment can
consist of a single thread that serves to draw elements together, it often
consists of multiple threads of subplots woven together into a complex and
layered whole" (p. 141). Not only does emplotment apply to writers of
autobiography and autobiographical fiction, it applies to the personal
narratives told by group members within their small and large group
discussions and to their written narratives.

Polkinghorne explains that the historical and social contexts of action
influence the understanding of a story's events. This is true on two levels.
First, there is the historical, social context of the story itself and the events in
it, and second, there is the historical, social context of the setting where the
story is told. In the latter case, the setting is the group's history--that stories
are written or told within a course setting, perhaps in response to an
assignment. Other elements of this setting that must be attended to are that
all participants (hearer and tellers) are educators, college students,
professionals, females, and of middle-class and Euro American background.

Polkinghorne (1991) cites the work of Scheibe (1986) and Crites (1986,
1987) who "linked the self-concept with narrative configuration" (p. 144).
Such self- stories are dynamic, and they are also "embedded in and
constructed out of a person's particular cultural environment-- that is, the
specific vocabulary and grammar of its language, its 'stock of working
historical conventions' and the pattern of its belief and value system" (p. 144).
These ideas seem to provide insight into some ways narratives, in this case
published autobiographies and personal narratives, shared in a group setting

might be useful. First, the studies cited recognize that narrative is linked to
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self-identity. Second, it seems that if we are to encourage preservice and
inservice teachers to think about others' cultures, ethnicities, and social
position, then we must first encourage them to think about their own
cultural and ethnic backgrounds, those larger landscapes within which we
locate our selves.

Polkinghorne's work is useful is that he points out the relevance of
exploring the past. In our group discussions of autobiography, we often make
connections to texts and authors as we tell stories about our pasts.
Polkinghorne notes that, "Self-knowledge is an appropriation of the past” (p.
144). He goes on to suggest that, "Disconnectedness with the past results in
the loss of identity, with experience becoming no more that the mere
sequence of events passing one after the other, a bare chronicle. Identity,
recollected out of the past, is the depth dimension of the self that contains a
person's character” (p. 144).

N . Cultural Ther { Positioni

Construction of the self and interpretation is an ongoing process, and
telling the story of lives need not be a narcissist process. We draw into our
narratives not just our self but the selves of others with whom we come in
contact. In addition, we need not focus only on our past, but can rely on
narratives to transcend temporal constraints, envisioning future prospects as
well as past experiences. The process of bring one's own cultural beliefs,
values, and discourse into focus and holding it up against other cultures to
sharpen one's awareness of ourselves and others is a practice of "cultural
therapy" (Spindler & Spindler, 1993) and has been used as a way for teachers
to explore their own culture and the ways in which culture biases their
relationships with children. Cultural therapy, with its intentional focus on

examining one's sociocultural position, implies that it is important to pay
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attention not just to what an individual says but to how she says it and how
this reflects culturally sedimented "assumptions, goals, values, beliefs, and
communicative models" (p. 28).

For teachers, this requires detailed reflection of how their discourse
positions both self and other. For example, in the context of teachers'
discussions about culture and literacy, "one speaker can position others by
adopting a story line which incorporates a particular interpretation of cultural
stereotypes to which they [other participants] are 'invited' to conform, indeed
are required to conform if they are to continue to converse with the first
speaker in such a way as to contribute to that person's story line." (Davies, &
Harre, 1990, p. 50). As such, all participants must chose whether to engage in
the perpetuation of such stereotypes (e.g. parents of poor children don't care
about education), to challenge the stereotype, or to remain silent. However,
as Gee indicates above, if we are functioning within our primary discourse
and do not have other discourses to offer us a "meta-language,” we may not
even be aware of how we are positioning others or how we are being
positioned by them. Because of this, teachers may respond without
questioning such stereotypes. However, this does not mean that stories are
meaningless or should not be shared because "conversations with other
people will give rise to new stories because different people will ask different
questions. In line with positioning theory, those questions can be regarded as
forcing the addressee in certain positions" (p. 97, Van Langenhove & Harre,
1993). Not only can questions cause a participant to revisit, and possibly
reinterpret, her position, but the context may also encourage participants to
reinterpret or revisit their interpretations of events or actions. For example,

telling a story to a different set of conversational participants might mean



telling a particular story in a different way. Or having just read or heard
someone else's story may assist someone in reinterpreting their own story.
The revisiting of narrative events and examination of one's position in
relation to those narratives, is a critical enterprise in understanding one's
cultural identity and the position it represents, are phenomenon "generated
in discourse" (Van Langenhove & Harre, 1993, p. 82).
N : Ethi

Examining the what and how of stories, implies attention to
"narrative as ethics: the ethical consequences of narrating story...and the
reciprocal claims binding teller, listener, witness, and reader in that process"
(Newton, 1995, emphasis in the original, p. 11). In addressing a similar ethical
issue in autobiography Mandel (1980) notes that telling and reading are both
problematic because part of what constitutes "truth” in autobiography is the
context--how intent the writer is on telling the truth of his/her life and how
that truth is laid out by choice of word, style, tone, organization. Not only do
the writer's assumptions underlie the narrative, but the narrative is
influenced by a reader's "willingness to experience and cocreate this context
that allows autobiography to speak the truth" (p. 72). Such cocreation, where
reader or hearer acts as interpreter, lies at the heart of narrative ethics. It is in
the act of interpretation that we see the social nature of the construction of
self and the potential for re-emplotment. No self, even that within a text, is
constructed outside of the social setting: "It is, finally, the sign of
interpretation which identifies the reader’s share in the act of telling the self
to others, the dialectic of revelation and concealment, of looking home and
looking away, of knowing and acknowledging...." (Newton, p. 285).

The ethical responsibilities embedded in a reader's or listener's

response to narrative are problematic for teachers because the acts of reading
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or sharing stories do not in and of themselves qualify as narrative ethic.
Narrative ethic requires a critical, reflective stance toward narrative. Such a
stance is difficult to maintain because it is difficult to step outside of one's
own discourse to think, talk, and learn in new ways (Gee, 1989a). Gee argues
that primary discourses--ways of thinking, believing, valuing,
communicating which we are first socialized into--often "contain implicit
and explicit racism and classism" and "they cannot carry out an authentic
criticism, because they cannot verbalize the words, acts, values, and attitudes
they use, and they cannot mobilize explicit meta-knowledge" (emphasis in
the original, p. 10). Even when attempts are made to interact with stories in
critical fashion, speakers may avoid discussions of "hot-lava" topics, those
topics like race or gender (Glazier, et al., in press) which speakers, through
their primary discourse, have been socialized to avoid. In other cases,
speakers sometimes silenced talk about difficult issues in order to maintain a
group's sense of community and avoid conflict (Florio-Ruane & de Tar, 1995).
Additionally, critique is limited to the extent that participants share cultural
"grand narratives” which organize and bound what can be narrated as well as
how it can be narrated; to critique these grand narratives requires stepping
outside on one's primary discourse and mobilizing the "meta-knowledge"
acquired through secondary discourses.

Narrative ethics also posits that the ethical nature of response to the
text lies not just with the interpreter but with the text (oral or written) itself.
Teacher educators must be aware that there are “Narratives that bind and
narratives that release, ‘the stories that help and the stories that hurt”: in each
case, texts tax readers with ethical duties ” (Newton, p. 292). A current trend
in narratology is to emphasize that no one story is worse or better than

another (Rosenwald & Ochberg, 1992) but to hold such a view ignores the
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ethical nature of reading any narrative. Such a view does not acknowledge
that some stories are not allowed to be told or that stories can be hurtful or
helpful. It discounts the role that others have played in constructing this
story leaving only the teller's interpretation. It ignores cautionary questions
we must ask about all narratives: "Who is served by this story? How does
this story distort, even as it represents?” (Florio-Ruane, 1996).
Methods
iV i and Discussion Gr

The data presented in the following study were collected in the context
of a masters literacy course "Culture, Literacy, and Autobiography." Course
participants were seven Euro-American women. All but one were
experienced teachers who were teaching at the time of the course (see Table 1).

Table 1

C Partici
Name Grade Teaching Setting Students

Cass K Urban charter school 75% African American,
socially & economically
diverse

Cathy 1 Urban charter school 75% African American,
socially & economically
diverse

[Ellie K Urban charter school 75% African American,
socially & economically
diverse

Jaime 6 Rural community predominantly white,
socially & economically
diverse

Marsha K Urban, inner-city predominantly African
American, high poverty

Regan multi- | Literacy Coalition-- African American &

aged Urban, inner-city & Latino
migrant

 Toni 4 Rural community predominantly white,
socially & economically
diverse
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Most worked in elementary school settings and most were working with
children in the primary grades. Being white and female, these teachers were
representative of 90% of the elementary school teaching force (Darling-
Hammond & Sclan, 1996). As explained later in this chapter, I will focus on
three pérticipants, Ellie, Cathy, and Regan as case examples; however, the
narratives and discourse of other participants will also be drawn upon as
necessary.

The course was specifically designed to help teachers teach in
linguistically and culturally diverse settings. In the course we used ethnic
autobiography and readings about literacy and culture to explore issues of
cultural and linguistic diversity, to explore the multiple views of literacy
within its social and cultural contexts, to experience and practice dialogue in
peer-led discussions of literature, and to explore how we perceive both
ourselves and others within cultural contexts. The course was originally
developed by Susan Florio-Ruane, and I adapted her syllabus of course
readings and assignments (see Florio-Ruane & deTar, in preparation for
details on the creation of this course). Originally, course readings consisted of
ethnic autobiographies in three categories--white teachers exploring ethnicity,
American-born members of "involuntary immigrant” groups (see Ogbu,
1992), and "voluntary immigrants.” However, in adapting the course, I
replaced the autobiography of Mike Rose (1989) with Amy Tan's (1991) The
Kitchen God's Wife (see Table 2 for a listing of books/film). As a member of
the Literary Circle,
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Table 2

Book Club Discussions Throughout the Semester
DATE | AUTHOR TITLE
| Sept. 8 [ Paley White Teacher

 Sept. 22 | Angelou |1 Know Why the Caged Bird Sings
| Oct. 6 Hoffman | Lost in Translation
Oct.20 | Rodriguez | Hunger of Memory

Nov. 3 [Tan The Kitchen God's Wife (Part I)

Nov. 10 |Tan The Kitchen God's Wife (Part II)

Nov. 17 | Conway The Road from Coorain

Nov. 14 Avalon (Film)

a woman's book discussion group, I had read The Kitchen God's Wife the

previous year. I had been struck by how artfully Tan blurred the elements of
fact and fiction. In a lecture to our university campus, Tan had addressed this
blurring of the fictional world with her own history when she shared how
her mother, after Tan had finished the book, had asked her how she knew
about her grandmother's suicide, a family secret that Tan had imagined and
written about as a "fictional” event within the text. Tan's "fictionalized
biography" reveals that categories like "autobiography," "biography" and
"fiction," are not mutually exclusive. Given my own interests and
experiences in China, I was also interested to observe what these teachers
could learn from Tan's book about Chinese history and the lives of Chinese
Americans.

In addition to the autobiographical works, I also chose a set of readings
related to the following themes: Implications of Culture and Ethnicity for
Teachers' Work, Ethnic Autobiography, Cultural Perspectives on Teaching
and Learning Literacy, Teaching and Teacher Education in Multicultural
Settings, and The Role of Narrative and Dialogue in Literacy Learning, and
Cultural Understanding. (A complete listing of all readings is presented in

the Course Syllabus in Appendix A.)
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Two articles in particular figure prominently in participants’
discussions as presented in the following chapters. One is a an article by John
Ogbu (1992), "Understanding Cultural Diversity and Learning," where Ogbu
presents a summary of his classification of minority groups as "(a)
autonomous, (b) immigrant or voluntary, and (c) castelike or involuntary” (p.
8). Ogbu also presents some strategies that African American use in adapting
to school and addresses the question: "What can be done [to help minority
students succeed in school]?" Another article that figures prominently in the
following chapters is "A Good Place to Begin--Examining Our Personal
Perspectives" Abt-Perkins and Gomez (1993). This example of practitioner
research uses narratives of the authors' teaching experience as they attempted
to address issues of culture in their classrooms. It was a powerful article for
participants to read because it provided classroom examples of teachers'
successes and their mistakes. Originally, I had anticipated focusing primarily
on the discussions of the autobiographies. However, given the numerous
opportunities where speakers wove narratives in and around their
discussions of the research and theoretical readings, it was important to
explore forms, functions, and content of narrative in both the discussions of
the readings and the autobiographies.

As Florio-Ruane had also done in discussing each autobiography, we
followed the Book Club model (Raphael, Goatley, McMahon, & Woodman,
1995; McMahon & Raphael, 1997). As is discussed in Florio-Ruane, et al.
(1997), the merging of ethnic autobiographical context with the Book Club
pedagogy was intended to support teachers' learning of book discussions,
culture, and literacy. As instructor, typically I opened the initial large group
discussion or First Community Share by inviting participants to talk a.bout

what they had included in their sketch books related to the books or by
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identifying themes or topics within the texts or within our preliminary
discussion. This sharing time was usually followed by a brief in-class writing
response either to the discussion and themes or ideas we had identified or to
other issues which had interested participants. I allowed students to write on
any topic related to the book or discussion; however, I would also make
suggestions for writing to assist students who had difficulty deciding what to
write. The writing time usually merged with a break which was necessary in
this three-hour course.

Originally, I had anticipated having two peer-led book club groups, but
after our first discussion of Paley with three students in one group and four in
the other, the students elected to stay together as one group for their
discussions because they felt groups of three and four were too small, and
they wanted to hear what everyone had to say. Thus, after the first night we
remained together as a whole class for each segment. The first night the
entire class was together for First Community Share, Book Club, and the
Second Community Share I realized keeping the group together meant that
transitions between these different parts of the evening were awkward
because physical markers that indicated the transitions (e.g., forming small
groups, rearranging ourselves into a larger group) were removed when we
stayed together around one table for the entire evening. Although I could
introduce each segment and try to focus our discussion in a slightly different
manner, the lack of physical change affected our discourse and our discussion
merged together over the evening. For example, it was difficult to transition
to a Second Community Share where, in one sense, there was no need to
"share" what we had discussed because everyone had been part of the same
discussion, and we were already sitting together, so there was no physical shift

accompanying the shift in focus. However, it was still important to me to
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have a time like a Second Community Share to reflect on what we had been
talking about and to think about what we had discovered or uncovered
during our book club discussion as well as to think about issues we had not
discussed. To help solidify transitions, I designed physical shifts to
accompany each of the different parts of class and adapted the Second
Community Share time.

We began our First Community Share seated around a table where we
talked about the autobiographies, shared from sketch books and laid out
themes in the autobiographies. We followed this with a short writing time
and a break. During the break, I arranged pieces of lounge furniture in the
room into a circle where we held our book club discussions. After the book
club, we would take a second short break and return again to the tables often
doing some brief writing before we had our Second Community Share. All
books, except The Kitchen God's Wife were the focus on only one book club.
Because we read The Kitchen God's Wife near the end of the semester and
because it was a longer book, I rearranged our discussion at the students’
request to span two nights where we read and discussed half of the text in
addition to several articles. Students also participated in one "film club”
discussion after watching "Avalon" a film which tells the story of an East
European Jewish immigrant family.

Our discussions of the articles followed a similar pattern to our book
club nights. We would typically begin class seated around the table. We
would have time to share from our sketch books to talk bout what we had
written or thought about and students often shared items they had heard in
the news media or brought in clippings from the newspapers or magazines
that they felt pertained to the course. Most of the time their discussion of

these articles remained on a factual level with students sharing information,
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reading excerpts from their clippings and other students asking for
clarification or addition information. There was seldom critical reflection or
engagement with the grand narratives that framed these stories (for more on
this see chapters 4 and 5). Frequently in discussing the articles, we broke into
two smaller groups to concentrate on articles we had read. We then reunited
as a whole group giving a synopsis of the articles for others who had not read
it and holding discussion among all participants. Reflective writing also
played a role in our discussions of the articles. At the beginning of class or
beginning of a large group discussion time, I would often ask the students to
write about what they had read. I let them choose what they wanted to write
about (e.g. summarizing or critiquing an article, raising questions across
articles, etc.), but I also offered themes or writing suggestions. I have listed all

course readings in the course syllabus (see Appendix A).

r arch: llecti

As a case of practitioner research (Cochran-Smith & Lytle, 1990), I acted
as both teacher educator and ethnographer. In addition to the data that would
typically be collected within a masters course by a teacher (e.g. in class writing,
mid-term essay, final project, Sketch Books) I also wrote memos about my
class planning, and I collected data as a participant-observer in the course.
After each class session I wrote field notes using ethnographic techniques (e.g.
Hammersley & Atkinson, 1983). For each class I also collected audio tape and
later completed tape catalogs. In addition to field notes and audio tape, I also

video taped many class sessions.
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Table 3

1l ring th d
Data Sources
[Course Assignments
Pre-course reflection
Sketch books
In class writing
Mid-Term Assignment
Final course reflection
[Other Data
Analytic memos
Catalogs
Follow-up interviews
Field notes
Planning Memos
Transcript
Video Tape

Students completed several types of assignments throughout the
course At the beginning of the course students completed a written reflection
on their beliefs about literacy, autobiography and culture. At the end of the
course, students completed a similar final course reflection which also
incorporated reflection on course themes and their sketch books. As described
in the course syllabus the sketch book was a place to "trace our thinking and
explore how the autobiographies, book clubs, research articles, and
discussions have affected our thinking...." I encouraged students to "explore
multiple formats and multiple entries for each week...[such as] personal
responses to the readings, reflective or analytical responses, poetry, titles of
books you wish to read in the future, thoughts on your final project,
newspaper magazine, teaching articles relevant to the course, your project or
interests" (Course Syllabus, 1997; see Appendix A).

A second assignment which I asked students to complete was to write a
narrative vignette about a border-crossing experience. To prepare students for

this assignment I gave them two examples of short vignettes and a handout
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with questions to think about (see Appendix B). I also told them that we
would revisit their personal narratives later in the course and if time allowed
we would rewrite them.

In addition to the assignments described above, students also
completed two graded assignments. One was a mid-term essay where they
were to choose a theme or themes in the course and write about how these
themes would might relate to their views of language, culture, literacy, or
teaching. To assist students in thinking about the mid-term essay, I prepared
a handout with "Ideas for getting started" and "Ideas for writing." In
preparation for both the mid-term assignment and final projects I built in
opportunities during class time for students to write about their ideas or to
discuss their ideas in large and small groups. For students final projects, 1
offered five suggestions (see Course Syllabus, Appendix A) but also allowed
students to design alternative projects if they talked to me about them before
finalizing their plans.

Due to the need to protect students from loss of privacy or bias toward
their course work which might come from analyzing it as research data, I
conducted the bulk of my analysis following the course. In addition, after the
course was complete, I conducted follow-up interviews with Ellie, Cathy, and
Regan. The criteria for selecting these students for follow-up interviews and
as case examples will be explained below. As I began revisiting my field notes,
listening to audio tapes and video tapes, I also began writing analytic memos
to identify categories and themes (Strauss & Corbin, 1990). I then tested and
refined my analyses against other parts of the data set, engaging in grounded
theory development (Glaser & Strauss, 1967).

Because I was the course instructor as well as a participant-observer, I

could not analyze the data until the course was completed. However, in the
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strictest sense, descriptions and reflections included in field notes and tape
catalogs can be considered a first pass at analyzing the data since both are
filtered through the ethnographer's lens (Hammersley & Atkinson, 1983).
Acting as both course instructor and course ethnographer caused me to "see
with a new set of eyes and hear with a new set of ears." For example, early on
in the course, I reflected that I was uncomfortable with many of the narratives
that students were telling. I wrote: "Several aspects of this discussion made
me uncomfortable. One, I don't agree with the generalization about what we
(Americans) do and what other cultures do. These comments are loaded with
assumptions, and often inaccurate. What do I do? Say anything or not. Also,
I think the assumptions made about stay at home moms or welfare moms are
disturbing.” (field notes, 9-8-97). On another night I wrote: "I felt really
uncomfortable here like things were falling apart into a sort of 'swapping
stories mode' and I was wondering if I should let this go on or cut it off.
Listening on tape it seems much shorter than what it seemed when I was
sitting there" (field notes, 9-15-97). These stories made me uncomfortable, in
part, because the highlighted the tension between my roles as researcher and
teacher.

As a researcher who had set out to explore the form, function, and
content of personal narratives within discussions of culture, literacy, and
autobiography, I knew that I should have been overjoyed at all the data--
multiple stories--that I was collecting. Yet at the same time, as a teacher
educator, some of these narratives made me uneasy because the appeared to
reify stereotypes or position culture as exotic or embodied only in others. I
faced the dilemma of being a researcher who wanted to celebrate the "rich
data" and being a teacher who wondered whether that "rich data" reflected

narratives that were educative or miseducative for students. I began to feel

34



that the reseas
interfering w1
commented th
more objective
Islowly begar
and my resear
of practice” or
and a research
and told by sty
had I not been
dppeared tg rej
have bee pron
Taratives? Hj,
Wiectives? I |
e we Position
As] cont.
dﬂemmas that C
beglﬂ EXtensi\.e |
$enerate §roung

frst Step in this ]
t'mscn“bed by a
Seneg to tap
del etlorm as ece,
Mikeg Over],
Mo ¥ like o
x Wideq ; in ¢ the ;

w8 Idenhﬁ &d ge,,
i



that the research was interfering with my teaching and my teaching was
interfering with the research. In an audiotaped memo to myself I
commented that if I were the observer and not the teacher, I could be much
more objective about these stories. In contemplating this dilemma, however,
I slowly began to realize that the dilemma could enhance both my teaching
and my research by assisting me in uncovering and developing my "theories
of practice" or "theories in practice” (Cochran-Smith, 1995). Acting as teacher
and a researcher forced me look much more closely at the narratives written
and told by students and the responses of other participants. For example,
had I not been the teacher, I might not have noticed that the narratives
appeared to reify stereotypes or the definition of culture as exotic. I might not
have been prompted to ask: What is educative about this discussion, these
narratives? How do these stories support our exploration of course
objectives? In telling these stories, how are we positioning ourselves? How
are we positioning others?

As I continued to take field notes, I continued to note questions and
dilemmas that confronted me. Upon completion of the course, I was able to
begin extensive analysis of the data and to actively refine questions and
generate grounded theory (Glaser & Strauss, 1967; Strauss & Corbin, 1990). A
first step in this process was to prepare transcripts of all sessions; tapes were
transcribed by a professional transcriber. After the first pass at transcription, I
listened to tapes and read through transcripts making changes, additions and
deletions as necessary. Where close analysis of the discourse was necessary, I
marked overlapping speech, stress, pauses and occasionally other aspects of
prosody like rising, falling, or flat intonation. (A Transcription Key is
provided in the preface, page xvi). Working from field notes and catalogs, 1

first identified segments of talk that appeared to be narrative. I then read
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transcripts to code for narrative talk. As I worked through the data set, I
wrote memos about the narratives I was finding and commentary and
interpretation on other forms of discourse as well as other data sources, e.g.
sketch book entries and assignments.

Being steeped in the data assisted me in coding narratives and
identifying themes across narratives (e.g. stories that avoided discussion of
hot-lava topics, stories that positioned culture as exotic). In approaching the
data, I drew on what I knew about narrative theory and teacher discussions, to
hypothesize about how narratives were constructed and why and how the
construction and content of these narratives functioned within conversation
and within student's learning. While I attended to both data and theory, I
also attempted to think beyond the data and theoretical knowledge I possessed
(Strauss & Corbin, 1990). For example, rather than using one narrative theory
as a lens through which to view all the data, I worked from my coding and
categorization of narrative and discussion to identify features of narrative and
to develop explanations and interpretations of how narrative functioned.

In attempting to think outside existing theories, it was helpful to engage in
reflections about what the data would mean if the narratives were not
present, in other words, to think against the narrative forms, the "it" that I
was exploring (Lather, 1998).

As I engaged in preliminary analysis of the narratives and talk within
the course, I realized that using case examples was the most efficient and
effective means of organizing the exploration of narrative and generation of
grounded theory. I used the original coding of narrative to identify three case
examples which I explored more in-depth. I chose the first case, Ellie, because
of the unusual number of times that she revisited one compelling narrative,

retelling and rewriting it approximately six times throughout the course. The
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multiple narratives she performed presented opportunities to explore how
Ellie positioned herself and others through multiple retellings of a story.
Although other participants retold or rewrote some stories, none revisited
one narrative as many times as Ellie. The second case, Cathy, was chosen
because of the deep engagement that other participants showed with her
narrative and because of the narrative's content and form. The high
engagement is reflected in the length of time Cathy held the floor in sharing
this narrative, the physical and verbal encouragement from other
participants, and the discussion around Cathy's narrative. I also chose
Cathy's case because I thought it would be useful in exploring the ties between
the discussion of readings, narratives, and other course curriculum. Regan,
the third case, was included in part because her discourse and experiences,
and the response of others to her set her apart from other participants. Regan
used a great deal of academic discourse, for example, analyzing and
synthesizing ideas, in her talk and writing. Her comments were often met by
silences from other students. As the teacher and researcher, I was particularly
intrigued by Regan because although her comments often represented ways of
thinking and types of engagement I was hoping to foster in the course, the
lack of uptake by her peers heightened my awareness of the dilemma teachers
face in trying to foster peer-led discussion of "hot-lava topics” (Glazier, et al.,
in press).

Although data collected from the other four participants in the course:
Cass, Jaime, Marsha, and Toni has not been developed in individual cases, I
did code their narratives and consider how their participation, discourse, and
narratives could contribute to the analysis and findings. Given the repetition
of patterns across the narratives (e.g. similar form, function, and content), I

did not choose to develop a case for each participant. The cases of Ellie and
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Cathy provide insight into and reflections of many of the same features of
narrative and conversational discourse typical of narratives and discourse as
exemplified in Cass, Jaime, Marsha, and Toni. Although the case analyses
highlight narratives and other forms of discourse shared by Ellie, Cathy, and
Regan, in the following chapters, there are also examples in which all seven
participants were present and participated in conversations or discussions
either as listeners or speakers.
ramew r Data Analysi

In preliminary data analysis I relied on an intuitive sense of what a
narrative was. Essentially, as I read and listened to transcript I used a
definition of narratives that Polkinghorne described: "'The narrating or
relating of an event or series of events, either true or false” (American
Heritage Dictionary in Polkinghorne, 1988, p. 13). I also found that Burke's
(1945) notion of a well-formed story composed of an Actor, an Action, a Goal,
a Scene, and an Instrument was also a simple, but useful way to think about
the elements of a story. However, as I proceeded with the analysis it was
critical to construct a more elaborate definition of narrative because I wished
to look across narratives for examples of change, particularly re-emplotment
of events and interpretation. This required close analysis of narrative form,
function, and content.

The work of Labov and Waletzky (1967) and Labov (1972) is most
widely cited in regard to definitions of narrative. As indicated in Table 4,
Labov & Waletzky defined narrative as constituted by Abstract, Orientation,

Complicating Action, Evaluation, Resolution, and Coda.
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Table 4

iv Wa
Element Definition from Labov & Waletzky (1967)
Abstract statement that indicates what the story is about
Orientation: statement that orients the "listener in respect to person,
place, time, and behavioral situation" (p. 32)
Complication: "main body of narrative clauses usually comprises a
series of events" (p. 32)
Evaluation: "that part of the narrative which reveals the attitude of

the narrator towards the narrative by emphasizing the
relative importance of some narrative units as compared
to others" (p. 37)

Resolution: the "result” of a narrative, follows the evaluation and
establishes a break between the complicating and
resolving action” (p. 39)

Coda: "a functional device for returning the verbal perspective
to the present moment" (p. 39)

Although Labov and Waletzky's definition is helpful in defining
narrative, their definition and the constraints surrounding this model of
analysis are also somewhat problematic. Labov elicited narratives in
interviews. For example, he asked participants to respond to the question:
"Were you ever in a situation where you thought you were in serious danger
of getting killed?" In analyzing those narrative episodes, Labov carefully
broke down each narrative clause by clause. Although this is an extremely
rigorous way to analyze narrative, this detailed analysis did not work well
with my data because the narratives were often extremely long. Another
significant problem was that many of the narratives I wished to analyze were
embedded in conversation. Whereas Labov's narratives were free of back
channel comments, interruptions, and multiple turns. I have used Labov's
definition and the elements of an abstract, orientation, complicating action,
evaluation, resolution, and coda in the following chapters for a general
analysis of narrative structures. However, for a detailed analysis of narrative,

particularly within conversation, I have sought other models.
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I looked at a number of other means of analyzing narrative (e.g. Gee,
1985, 1989, 1991; Riessman, 1993) and although I found these interesting, they
again proved cumbersome because the narratives I was analyzing contained
more than one speaker, multiple turns or long turns. In conducting a
detailed analysis of narratives, I found the work of Livia Polanyi (1985) to be
most helpful because she extends Labov's work, applying it to the analysis of
narratives within conversation. Polanyi's model was useful in extracting
what I call a "core plot” which could then be compared, for example, to
examine how a speaker changes the same story over time. To extract a core
narrative, Polanyi proposes five steps:
1. Divide the story into individual clauses or utterances
2. List separately:
a. Main Line Story Event Clauses
b. Crucial Contextualizing Information
c. Non-Storyworld Clauses/utterances
3. Roughly calculate the amount of evaluation for mainline story
event clauses.
4. Combine the most heavily evaluated events into a "core plot".
I adapted these steps to extract core narratives and then compared Main Line
Story Event Clauses, Crucial Contextualizing Information & Evaluation,
Non-Storyworld Clauses/Utterances to analyze how narratives shift as they
are retold. I used this analysis in only one chapter (Chapter 3) where I explain
the procedure in more detail.
In exploring how narratives function, I have drawn upon
Polkinghorne's (1991) theory of re-emplotment and Davies & Harré's (1990)
notion of positioning, both outlined earlier in this chapter. To demonstrate

position and re-emplotment and to explore these as functions of narrative, I
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drew upon methods of discourse analysis often described as "sociolinguistic"
(Schiffren, 1994). These methods which draw from the disciplines of
anthropology, linguistics, and sociology are heavily reliant on the work of
Gumperz and Goffman (Schiffren, ibid). Since they emphasize the
"situatedness" of language interaction, they mesh well with Davies & Harre's
construct of positioning which Harré has argued is alternative to Goffman's
constructs of footing and frames (Davies & Harré, 1990). This perspective is
also compatible with a sociocultural theory of language (Vygotsky, 1978;
Vygotsky 1986) and the notion of language as a tool. As Schiffren explains:
"Gumperz's sociolinguistics of interpersonal communication is a view of
language as a socially an culturally constructed symbol system” (p. 102).
Tannen is another discourse analyst whose work Schiffren labels
"interactional sociolinguistic." Tannen's (1989) work on repetition was
important in looking at both the conversational discourse across speakers and
within one speaker's sharing or writing of a narrative. Among the possible
uses of repetition in conversational settings, analysis here focused on
speakers using repetition to demonstrate active listening, to sanction topics,
create and "savor" humor. Repetition was also important within a narrative
to emphasize a speaker's point and to position the speaker and others. I also
drew on Tannen's work in developing a definition for "quasinarratives” as
explained in Chapter 5.

In the next chapter I begin my analysis of narrative by introducing
Polkinghorne's theory of re-emplotment to look at changes in events and
interpretation across narratives as indicated by methods of analysis adapted
from Labov and Polanyi. I extend this preliminary and primarily structural

analysis by incorporating the methods from discourse analysis and
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positioning theory to explore not only what changes but how narratives

change over time.
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CHAPTER THREE
ELLIE'S STORY: THE BLACK JESUS
Introduction

Our second class meeting was our first book club, a discussion of
Vivian Paley's (1979) White Teacher where Paley described her early
experiences in teaching Kindergarten in a racially diverse classroom. Because
of the Labor Day holiday, our initial class meeting had been held two weeks
before, so I asked the participants to introduce themselves again. They briefly
shared their names and the grades they were teaching before we went on to
discuss what they had included in their sketch books. I told the students that I
wanted "to give people an opportunity to share how they were working with
their sketch books"! and to explore how people organized their questions or
ideas. Hoping that students would explore many topics and genres through
their sketch books, I had not given strict guidelines for what to include, and
the students were tentative about their responses as Cathy said, "I'm anxious
to hear what some of the rest of you decided to do with yours [sketch book]."

Our discussion began with brief descriptions of what students included
in their sketch books. Cathy noticed that Cass had included some articles
from the newspaper in her sketch book, and when she commented on this,
Cass responded that she just "wrote little things" about the articles. Jaime
shared how reading Paley's book was a "re-reading" experience for her
because she had already read the book as an undergraduate. During her "re-
reading” of Paley, she attempted to make connections to the sixth grade

classroom where she was teaching. Immediately following Jaime's

1Words in quotes are taken from audio tapes of the class meetings unless
otherwise specified.
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comments, Ellie began to talk about what she included in her sketch book,
and she shared the following story?2:

Ellie: The first time I walked into the building I taught in Finley, there
was this big picture, a 16 x 20 of the whole school. And I
immediately noticed, of course, how there was absolutely no
white faces in the whole thing except teachers. And my first
thought was “Oh, I thought this would never bother me. What
if it bothers me?” And then I turned around and there’s a picture
of Jesus in African garb and all the Apostles are African and
they're all in their African huts and they're all on the plains of
Africa and that just bothered the heck out of me. ‘Cause I'm like
look, “It says right there he’s in Jerusalem. He wasn't in Africa.”
That just drove me nuts and then um I was talking to my
partner that I ended up teaching with and this is us, right here,
with one of my classes.

Mary: That’s when you were doing your

Ellie: This is when I was wor.. in Finley

Mary: In Finley, okay

Ellie: Yeah, this is one of my classes in Finley and um she said, "You
know, it used to bother me too, but if it makes them feel a closer
connection to Christ because they see him like they look, how
can that, how can that harm anything?" And then I just wrote
down here Life magazine there was an article that came out right
after that Life magazine did on, magazine did on Jesus. And it
had like 15 different pictures of Jesus. It had like the Russian

Jesus, the Chinese Jesus, the this Jesus, the that Jesus and it kind

2A transcription guide is provided on page xvi under List of Symbols.
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of just, um, came out in my mind. So I kind of just jotted that
down....

Although Ellie's story was interesting, it did not stand out from the
many other narratives introduced into the group's talk on this night.
However, over time I recognized the importance this event had to Ellie. In
reading students' in class writing on this night and in listening to the tapes of
the book discussion groups, I realized that she shared this story three times
during this first evening, and by the end of our fifteen-week course Ellie had
retold this story six times which, as I demonstrate in this chapter, provided

multiple opportunities for her to not only construct this narrative but to

interpret the events of the story.

As explained in the previous chapter, I provided opportunity
throughout the course for participants to share narratives through their
writing in course assignments and sketch books and orally in their discussion
of articles and books. Although students had the option of using their
sketchbooks and written assignments to develop their mid-term and final
projects--providing opportunities for students to revisit narratives they had
written--only one assignment required that students would revisit and revise
a narrative. The assignment that required this was the narrative vignette.

Because I had adapted this assignment from Florio-Ruane's course,
"Culture, Literacy, Autobiography," where I had been a participant-observer, I
had my own vignette to share with students. I included this narrative and an
example from Florio-Ruane on a handout for the students (see Appendix B).
As I shared the handout with the students, I asked them to think of a border-
crossing that they or a family member experienced in relation to school. I told

them that they could write this as a piece of "free writing" in their sketch
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book, or they could type their narrative, and I also cautioned them not to be
overly concerned with revising, editing, or polishing and to keep their
responses to about half a page. The week after giving the assignment, we
discussed our narratives using questions on the hand out as a starting place.
The assignment provided opportunities for students to write, revise,
and discuss their narratives. Data collected around this assignment included
(a) the original drafts of students’' narrative vignettes, (b) discussion around
the original vignettes, (c) the revised vignettes, and (d) discussion around the
revised written vignettes. Discussions around the vignettes varied with
some participants sharing additional information about their narratives
while others like Ellie retold their vignettes elaborating and extending them.
Data collected from Ellie throughout the course stands in contrast to other
participants because she was the only participant to voluntarily share one
story multiple times and in multiple settings. She was the only participant
who chose to write her vignette about a story she had already shared in her
sketch book and orally with the entire class. Compared to other students who
typically had two or three iterations of their narratives, I identified six
iterations of Ellie's narrative (three written and three oral) (see Figure 1) and
two occasions where Ellie did not retell the narrative but referred to it by
retelling some details or by adding additional information. The multiple
tellings of Ellie's narrative come from several sources: her sketch book, large
group community share, book club discussion around Paley's (1979) White
Teacher, written vignette assignment, discussion of the vignette, rewriting
the vignette, and discussion of the rewritten vignette. Figure 1 presents a
chronological timeline for the story retellings across the semester (see

Appendices C-H for the complete narratives).
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Figure 1. Timeline of Ellie's Narrative Retellings Across the Semester.

week 2 week 2 week 2 week4  week1ll week11
| | b b e l___
9-8-97 9897 | 9-897 | 92997 [ 11-10-97 | 11-1097 |
sketch large small | vignette | revised small
book group group assign- | vignette | group
(written) (oral) (oral) ment assign- (oral)
(written) ment
(written)

As mentioned above, the number of times Ellie told this story is one
indication of its importance to her. At the time of the study Ellie had just
begun her fifth year of teaching. It was her second year of teaching at the
charter school. (Cathy, whose narratives are presented in Chapter 4, and Cass,
another participant, also taught in this school). Approximately 75% of the
students at Ellie's school were African American, and the remaining 25%
were culturally and ethnically diverse, and all students at the school come
from a diverse array of social and economic backgrounds. Ellie had chosen to
teach at this charter school because of its diverse student population, and in
her previous teaching position, which was her first job as a full-time teacher,
she had worked with African American students and their parents.
However, before this first teaching position she had little direct experience
with students of other ethnic or linguistic backgrounds. The narrative that
Ellie retold at various points during the semester dealt directly with this lack
of experience. Although the narrative accounts vary in how much detail and
interpretation are offered, the basic story events were similar across the
retellings. In each version, Ellie recounted entering a private Catholic school
to attend her first job interview, how unsettling it was for her to see Christ
portrayed as Black, and how unsettling it was to see a picture of the entire
school where all the students were African American and where the only

white people were teachers. Although the school was located in a small city
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not far from where Ellie grew up, the school's urban and predominantly
African-American community stood in contrast to Ellie's own suburban
upbringing and her university experience where most of her peers were Euro-
American.

As I looked through the data set and read and listened to multiple
versions of Ellie's story, several questions emerged, and I wondered: What
was it that remained the same over the course of the retellings? What
changed as Ellie revisited her story? What could these changes tell me about
Ellie and what she was learning or exploring through her narratives? How
did they help her understand herself and others? To explore these questions,
I began using Labov's (Labov & Waletzky, 1967; Labov, 1972) segments of
Abstract, Complicating Action, Evaluation, Resolution, & Coda to look at
Ellie's narratives to determine what remained the same over time and what
changed. More specifically, in examining the narratives I hoped to find
changes in the events and the interpretation of those events, an act that
Polkinghorne refers to as "re-emplotment."

Polkinghorne argues that as we narrate life experiences, we emplot and
re-emplot events, giving new meaning to those experiences and constructing
and redefining the self. Emplotment is the act which configures events "into
a whole by 'grasping them together' and directing them toward a conclusion
or ending. Thus emplotment transforms a list or sequence of disconnected
events into a unified story with a point or theme" (Polkinghorne, 1991, p.
141). Major events, e.g. birth, adolescence, marriage, can disrupt the already
existing plot an individual is constructing which "leaves the person to
‘experience the profound insecurity, self-doubt and inner conflict which we
associate with anxiety" (p. 148). Although Polkinghorne writes about this

disruption in relation to "life events," others have argued (e.g. Rosaldo, 1993;
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Florio-Ruane, 1996; Clifford, 1988) that crossing cultural boundaries can also
disrupt the stories we are constructing about ourselves causing us to re-
emplot our experiences. Because such re-emplotment is a dialectical process
between the events being recalled and the theme or purpose of the story,
changes in narrative (e.g. additional details or commentary), are not simple
embellishments but hold forth the possibility to reflect changes in the Self.
Essentially Polkinghorne's notion of re-emplotment implies a change in self
over time and a repositioning of the self in relation to life events or
circumstances. Thus, examining how Ellie's stories changed over time has
the potential to reveal changes in the narrative re-emplotment (the
relationship of events and their interpretation) and changes in the narrator
(how she positions the Self and Others).
Methods of Narrative Analysis from Labov and Polanyi

Preliminary analysis of Ellie's narratives using Labov's categories
indicated a striking increase in the number of evaluative statements--that
part of the narrative where Ellie revealed her feelings about the narrated
event or the narration of that event. In identifying and analyzing evaluative
sequences, I have relied on Labov and Waletzky's (1967) definition of an
evaluative clause as "that part of the narrative which reveals the attitude of
the narrator towards the narrative [either the telling of it or the events
themselves] by emphasizing the relative importance of some narrative units
as compared to others" (p. 37). These evaluative clauses appeared to assist in
re-emplotting the narrative by providing an interpretation, or as
Polkinghorne said a "point or theme." Although Labov's model provided an
overall feel for the structure of the narrative, the categories (abstract,
orientation, complicating action, evaluation, and resolution) were

problematic primarily for two reasons. Labov's analysis had been carried out
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on narratives that were elicited within the context of interviews, thus
conversation between participants played a minimal role in the construction
of the narratives he studied. In contrast, several of Ellie's narratives were
shared in conversational settings where other speakers contributed to the
narrative's construction. In addition, narratives analyzed by Labov were
much shorter often around 30 clauses--one unusual example which Labov
calls a "long story” is 53 clauses long (Labov, p. 371, 1972). Ellie's longest
narrative is approximately 154 clauses. Using Labov's coding system on these
long narratives was helpful in revealing the increased evaluation, but it was
difficult to extract the main events, contextual information, and evaluation
in a systematic fashion. In searching for methods of narrative analysis, I
realized that I needed to use a coding system that would allow me to (a)
analyze longer oral and written narratives, (b) analyze narratives told in
conversation, and (c) analyze narratives to distinguish evaluative
commentary and contextual information from key events that formed the
main story line.

The work of Livia Polanyi (1985) was very helpful in this regard.
Polanyi's analysis was based on Labov's original categories; however, she
adapted his work and developed her own coding system to examine
narratives told in one on one settings (e.g. interview) and in conversational
settings where speakers jointly constructed a narrative. She also analyzed
some longer narratives which, though still shorter than many of the
narratives I examined, provided a helpful model. Polanyi's work was also
useful because, it demonstrated a "methodology for abstracting from the
surface structure of a text those propositions about the storyworld which, if
taken together, are the essence of the story as told (1985, p. 9). This method

allowed me to cull the main events and formulate a "core plot" for each
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narrative in a systematic manner by attending to those events that were most
heavily evaluated. This was a necessary step in preparing for cross-narrative
analysis that would allow me to look for evidence of re-emplotment.

Similar to Labov, Polanyi develops an extremely complicated and
rigorous coding system where preliminary analysis involves separating the
narrative into clauses. Polanyi'é method relies heavily on linguistic markers
to indicate main events, descriptive clauses, and evaluation in a narrative,
but also allows for other indicators such as pronunciation, stress, volume,
repetition, flashbacks or flash ahead, gestures. As reflected by the linguistic
markers, evaluation is "highly-orchestrated" by the narrator (Polanyi, 1985, p.
15). In the following analyses, I have drawn from and adapted Polanyi's
method using only five steps whereas her original model included fourteen
steps. In adapting her work to identify and compare key elements of Ellie's
narratives, I followed these steps:

1. Divide the story into individual clauses or utterances
2. List separately

Main Line Story Event Clauses--An event is "an occurrence in some
world which is described as having an instantaneous rather than
a durative or iterative character" (emphasis in the original, p.10,
Polanyi, 1985).

Crucial Contextualizing Information--"Descriptions of characters,
settings, and motivations are durative-descriptive [crucial
contextualizing information], along with habitual, iterative, or
noninstantaneous actions and events which are semantically
interpreted to be off the main time line" (p. 12, Polanyi, 1985).

Flash ahead and flash back sequences and evaluation are part of
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the crucial contextualizing information. I have listed them
separately to assist in later analysis.

Non-Storyworld Clauses/utterances-- These are um's, false starts,
parentheticals (e.g. you know, I mean) and repetition. I have
also included comments from other speakers here, if their talk
not crucial contextualizing information or a main line story
event clause. Although Non-storyworld clauses do not form the
"core plot" of a narrative, they are still important, and after
breaking down a narrative, Polanyi urges readers to revisit these
clauses in further analysis.

3. Roughly calculate the amount of evaluation for mainline story event
clauses.

4. Combine the most heavily evaluated events (main events) into a core plot.
5. Look across the texts "globally" for repetition of words, phrases, clauses,
flash sequences, and so on.

Tables 5 through 10 present the analysis of Ellie's six narratives. (A
complete set of the original narratives in their unanalyzed form is attached in
Appendices C-H). Just a glance across the tables reveals some differences
which I will analyze more in detail in the following section. I have chosen to
analyze all six narratives, thus conducting a cross-genre analysis including
both oral and written narratives. Obviously, there are important differences
between the oral and written forms which may raise questions about the
feasibility of a cross-genre analysis. A critical difference is the contexts within
which the narratives texts were constructed. Whether a narrator is writing
alone for her own purposes or for an assignment or whether a narrator is
speaking to a group shapes form, function, and content. Even the

preliminary analysis highlights some of these differences. For example,
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during the beginning states of analysis, I noticed that written narratives
aligned closely with Labov's model while in contrast spoken narratives, even
conventional narratives (see Chapter 4), were more complicated to analyze
because they were constructed in conversational settings where there was
opportunity for others to participate, interrupt, and otherwise share in the
story and its construction. Another difference apparent by simply scanning
Tables 5 through 10 on following pages is that written narratives do not
contain Non-storyworld talk. This is not surprising given that writers have
more opportunity to craft their words and that the immediacy of face to face
conversation and concern for the "presentation of self" (Goffman, 1959)
results in more Non-storyworld talk such as repetition, false starts, and side
sequences in oral discourse. While I recognize that differences exist between
the written and oral texts, comparing only like genres is also problematic
because it provides a limited view of how Ellie re-emplots her narrative.
Examining both spoken and written discourse provides a more detailed
picture of how narrative functions over time and the role it plays in
constructing both Self and Other. In recognition of the differences between
the oral and written forms, I will indicate possible limitations on my analysis
as I proceed with the comparison of Ellie's narratives.
itativ i Acr arrativ

As a preliminary step in the analysis across all six narratives, we can
scan Tables 5 through 10 looking for readily seen changes in the narratives
structure. As mentioned above, readers will notice that there is no Non-
storyworld talk included in the written narratives. However, we can see a

striking increase in crucial contextualizing information across the retellings
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including an increase in evaluative information. We can also see that the

core plot remained essentially the same across the narratives.

To assist in comparison of the six narratives, Table 11 provides a

summary of the quantitative changes in events, contextual information,

evaluation, and non-storyworld talk as revealed by Polanyi's method across

all six narratives. Across the narratives, the main events were between three

and seven clauses long. Contextual information (this includes crucial

contextualizing information, flash sequences, and evaluation) ranged from

seventeen to eighty-eight clauses. Over the course of the retelling evaluation

increased from six lines to fifty-three lines, and as would be expected, the

longer oral narratives contained more non-storyworld talk.

Table 11
ie' rrative Retelli by Number of Clauses Per nt
in N . #1 Tl h #6
Narrative | Main Line | Context. | Evaluation Non- Total # of
Events | info--CCI*, | within CCI | storyworld | clauses in
Flashes, & flash talk or this
Evaluation | sequences | writing narrative
#1 written |3 16 6 O_ 20
#2 oral 4 30 9 1 49
#3 oral 1 31 22 4 36
#4 written |3 15 9 0 18
#5 rewrite |5 48 21 0 53
#6 oral 7 88 53 70 154

*CCI = Crucial contextualizing information
Flashes = Flash ahead or flash back sequences
Evaluation = Evaluation within flash sequences as well as main narrative

The preliminary analysis of the six narratives and the summary

provided in Table 11 show that as Ellie retold her story, she changed it.

However, although all categories (main line events, contextual information,

evaluation, and non-storyworld talk, and length of narrative) increased over

63



time, this change was more dramatic in some categories than in others. For

example, as shown by Table 12, the main line events remain relatively the

same across all narratives.

Table 12
d of Main Line Events and Fla equen vents for
"NARRATIVE MAIN LINE EVENTS
#1 I walked in--
(written) There it was--The picture—

Sketch book entry for Paley's White Teacher Then behind me was another picture:
_ I talked to my teaching partner about the picture (fs
# The first time [ walked into the building

(oral) And ] immediately notice [the picture]

Large group community share for White Teacher

And I turned around

and there’s a picture [of Jesus in African garb]

I talked to my teaching partner about the picture (fs)

I saw a Life magazine article with many
representations of Jesus (fs)

')
(oral)
Small group book club discussion of White Teacher

1 went [to the interview]

But then to hear her [my teaching partner] talk about
it and sa

Black leaders were trying to prove Jesus was
Black.(fs)

My teaching partner talked about the picture (fs)

I saw a Life magazine article with many
representations of Jesus (fs)

#4
(written)
Vignette assignment to share with others in class

I entered the doors [for my interview]

At that moment, everything I had always prided
myself on was challenged.

but here I was standing in the hall just about to
interview to teach at this school.

I entered school on the first day of class (fs)

# I'walked [in] the doors
(written) When I entered the building,
Rewritten vignette assignment to share with others | As I looked around the other walls,
in class But then I saw it. [photografh]
At that moment, evezthing had always prided
myself on was challenged.
I heard radio talk shows ta%k about: Was Jesus
Black? (fs)
I went to school on my first day of teaching.(fs)
#6 but it was about when [ went in for the job
(oral) interview
Small group discussion about revised vignette and I walked in
assignment and I saw the big picture of the whole student body

on the wall.

And it really challenged something that had always
frustrated me

So I had just honestly never thought about it [and I
was just faced with:

But, then I was faced with looking at this sea of

pe(tyhple

Before the interview I talked to the principal on the
phone (fs)

I hearfd)people on talk shows saying: "Jesus is Black”
(fs

I saw a Life magazine article with many
representations of Jesus (fs).




As Table 12 shows, the core events remain essentially the same across all six
retellings:

Ellie entered the building. She saw a picture or photographs showing:

the school population where all the students were black and only the

teachers were white, Christ as a Black man dressed in African clothing

with African disciples, and a Madonna and child, where both mother

and child were Black. These pictures challenged her.
Within the narratives, the challenge posed by the black Jesus and black
student population was evaluated and resolved by Ellie concluding there was
no problem, talking to her teaching partner, or by seeing the article with
many representations of Jesus. There is an increasing amount of evaluation
across the narratives.

Extending the Analysis to Include Examination of the Discourse

Noting these structural changes (e. g., similarities in main events,
increase in evaluation) is important because it reveals the dynamic nature of
narrative and seems to indicate that Ellie was "re-emplotting” her story. As
she was retelling the events, she was also imposing and changing a plot
structure or interpretation. Although this appears to be the case given these
structural changes, several questions must be answered before we assume that
the increase in various categories does, in fact, indicate re-emplotment. In
addition to a more detailed analysis of what changed and what remained the
same, it is critical to consider how the narratives changed. This requires
extending the analysis beyond the preliminary quantitative comparisons to
explore qualitative changes in Ellie's narratives.

Further inquiry into qualitative differences across narratives requires
scrutinizing the discourse across the retellings in addition to examining the

structure. Attention to discourse is important because "stories of narrative
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self-identity must be embedded in and constructed out of a person's particular
cultural environment--that is, the specific vocabulary and grammar of its
language, its 'stock of working historical conventions,' and the pattern of its
belief and value systems" (Polkinghorne, 1991, p. 144). Here Polkinghorne
indicates the ties between the construction of self and language. Self-identity
is "embedded in" and "constructed out of" culture and language. Although
Polkinghorne highlights the aspects of discourse associated with "vocabulary
and grammar,” he also indicates that culture and "working conventions"
play a significant role in identity construction, and while Polkinghorne does
not fully explore the implications of this statement, it is worth further
consideration.

Bamburg (1991) has criticized Polkinghorne for not emphasizing the
role that discourse plays in re-emplotment, stating that: "events are not only
given form due to their relationship to the theme or plot, but at the same
time due to the language that is spoken and the discourse that is generated"
(p. 157). The use of the term "discourse" here refers not only to "vocabulary
and grammar" but also to the "working conventions" to which Polkinghorne
referred but did not explore. The working conventions with their patterns of
"belief and value systems" can be thought of as a "discourse" which Gee
(1989) defines as saying or writing “the right thing in the right way while
playing the right social role and (appearing) to hold the right values, beliefs,
and attitudes. Thus what is important is not language, and surely not
grammar, but saying (writing)--doing--being--valuing--believing
combinations" (emphasis in the original, p. 6). Thus discourse is more than
just a way of communicating, more than a "convention," it is "an identity

kit," which assists us in constructing the Self and the Other. As such, our
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views of self and our views of others are discursively produced (Harre &
Gillett, 1994).

In attempting to re-emplot events and in searching for evidence of re-
emplotment, careful consideration must be given to evaluative comments or
what Bamburg refers to as "value-orientations. "How these evaluations are
constructed and what is contained within them is critical because such value-
orientations reveal the narrator's "subjective point of view" (Bamburg, 1991).
The position taken up by the narrative and the positions projected onto
others can be identified by "extracting the autobiographical aspects of a
conversation in which it becomes possible to find out how each conversant
conceives of themselves and of other participants by seeing what position
they take up and in what story, and how they are then positioned" (p.48,
Davies and Harre). Thus, how we position ourselves and how we position
others within our cultural environment is reflected and also reflexively
constructed by how we use language. In sum, a change in re-emplotment
requires that a narrator reshape events or the interpretation of those events
over time. Change can be determined in part by looking for quantifiable
changes (e.g., increases in the occurrence of events, contextual information, or
evaluation) but also by qualitative changes (how events change, how
evaluation changes). In addition, evidence of re-emplotment can also be
found by examining the evaluation or interpretation of the story for how the
narrator positions herself and whether there is a shift in her positioning of
self and others over time.

In the following section I explore the questions (a) What additional
quantitative changes do we see across the first five narratives? (b) What
qualitative changes do we see across the first five narratives? And (c) What do

these changes reveal about how Ellie positions herself and others? The
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section presents a cross-narrative analysis of which foregrounds Narratives
#1 through #5. Analysis of Narrative #6 will be presented in the final
section. I have chosen to present the analysis of Narrative #6 separately
because it is a very long narrative, and it is the narrative that demonstrates
the greatest amount of change. In exploring methods of analyzing the
evaluative segments, it is clear that there is no set way to determine how
different kinds of value-orientations are "in concert" or in conflict" as
Bamburg (1991) noted when he wrote: "[H]Jow one can analyze such
orientations, is far from being fully understood at this point in narrative
research." (Bamburg, 1991, 161). However, given the emphasis placed on
discourse by Polanyi, Labov, Bamburg, and that implied by Polkinghorne, I
use techniques from discourse analysis, particularly the work of Tannen
(1989) to identify conflict and coherence across and within narratives.
- nt: Repetition Acr d ition
tition Acr tion:
R ition A Word
When I first read across Ellie's narratives, I was struck the repetition
within the evaluative segments but also across the narratives as a whole.
Although the main events are repeated across most of the narratives creating
coherence across stories, there are also other words, phrases, ideas, and
structures that Ellie used create a coherence and emphasize ideas across the
narratives. In the early stages of analysis, I began highlighting words that
were repeated (e.g. Finley, black, bother, picture) and later I highlighted words
that seemed to be reflect Ellie's position and how she positioned others (e.g.
African, challenge, race, white). Patterns did not emerge for all the words I
coded and in some cases, the lack of repetition was as revealing as the

repetition (see Appendix I for a complete list of words coded). Table 13
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provides a summary of five words that were important not only for the
number of times they were repeated but also for how they were used across

the narratives.

Table 13
ted Words in Ellie's Narrativ
WORD #1 #2 #3 #4 #5 #6
Africa/ 3 5 0 0 2 2
African
black 2 0 2 3 12 8-E
1-M
culture 0 0 0 1 1 0
race 0 0 0 3 3 0
white 1 1 0 2 2 1-E
3-R

E=Ellie R=Regan M=Marsha

As I looked across the narratives, I was surprised to see a shift where
Ellie used the word "black" with increasing frequency. In her earliest
narratives she used "black" as a descriptive term only twice to refer to "Black
students” and "Black leaders.” In all other references she used the words
"Africa" or "African." In contrast, she used "black" twelve and nine times in
her last retellings. My first hunch was that Ellie's language in her first
narratives was a more guarded, politically correct use of language where she
avoided using the term "black" because it raised the hot-lava topic of race. I
hypothesized that Ellie was moving toward a more open exploration of the
story and its characters through her multiple retellings. While this assertion
cannot be supported by looking only at one term, there is evidence of this
movement if we look at other words and how they are used.

In contrast to "black,” Ellie used the word "white" much less

frequently. Throughout the narrative Ellie used "black" only to describe the
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photograph of the children and their teachers. It was a "black and white"
photograph both because of the type of film and because the faces of the
students and teachers are black and white. In contrast to the increasing use of
"black," Ellie used the word "white" to refer only to the teachers at the school.
This is not surprising given that white is the "unmarked form" in our society
and that white people often think of themselves positioned outside of race
and culture (Frankenberg, 1993; King, 1991) and that teachers who are
predominantly white women tend to avoid raising race as an issue (Glazier,
et al, in press; Mclntyre, 1997) . For these reasons, I was surprised to observe
that Ellie actually used the words "race" and "culture" in her fourth and fifth
narratives, both of which were completed for part of the written vignette
assignment.

In these narratives Ellie wrote that she "learned so much" or "quite a
bit about the black culture" during teaching in Finley. This could imply that
Ellie saw "the black culture" as a monolithic construct that could in fact be
"learned." There are no comments that reflect attention or focus on her own
"white culture." More revealing was her use of the word "race." She used

this word in both narratives five and six as shown in Table 14.
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Table 14

" " i ratives #4 and #

Narrative #4 Narrative #5
I never thought that I would have a [I never thought that I would have a
problem with teaching a child of any |problem with teaching a child of any

race. race.

What if I did have a problem with Would the principal see something

race? in me that I never thought was
there--that I did have a problem with
race?

I entered the school my first day still |I don't recall race ever coming up in
so excited but now, not the least bit the interview.
concerned about the kids' race.

In her narrative, after seeing the photograph of black students and white
teachers and after seeing the portraits of Jesus and Mary as Black, Ellie
wondered if she would "have a problem teaching a child of any race." This
statement indicated the possibility that there could, in fact, be a problem. This
possibility was reflected in the two questions Ellie posed: What if I did have a
problem with race? Would the principal see something in me that I never
thought was there--that I did have a problem with race? In the end, Ellie
concluded that race was not to be a problem she was "not the least bit
concerned about the kids' race." Ellie then added: "I learned so much about
the Black culture working there and honestly never felt the difference
between us was a problem." This implies that the "problem" of race can be
dealt with by choosing to be colorblind and by learning "the Black culture.”
Ellie also indicated this interpretation in her resolution of Narratives #5 and
#6, she Ellie said, "They were my kids, and I was their teacher." This ending,
described the context--Ellie as teacher (not white teacher) and kids as students
(not black students) and implied that the issue of difference, Ellie being white

and her students being black, was not one that needed to be addressed.
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As Bamburg noted earlier, the events in a narrative are shaped not
only by interpretation but by the language used throughout a narrative
(Bamburg, 1991). Although Ellie introduces the idea of race through the
events she relates and the words she uses, her interpretation indicates that
these events were not important. In avoiding the hot-lava topic of race, Ellie
readily solves her dilemma by adopting the stance of a "colorblind” teacher--
what Polkinghorne might call a "working convention" that Ellie falls back on
to express her idea. As I explain below, this simplistic view of remaining
colorblind is not a common resolution across the narratives. Several of the
narratives, particularly the last retelling, introduce and sustain the issue of
race as a dilemma and reveal the complexity of Ellie's evaluative sequences.

Before proceeding with this examination of other evaluative segments,
I think it is important to consider how the form of Narratives #5 and #6 may
have affected the way that Ellie shaped her story and the interpretation she
placed on it. The two direct references to "race" which I analyzed above
occurred in Ellie's written narratives. In contrast, there were no direct
references to race in the oral retellings. I believe that the form of the
narrative (a brief written narrative) and the context (an assignment for class
and to be shared with others) contributed to the way that Ellie introduced race
as a possible problem but then resolved it. One possibility is that Ellie knew
she had to share her story with others and whether she was conscious of her
strategy or not, she attempted to mitigate opportunities for argument or
disagreement by concluding that race was not a problem, making it a non-
issue. It is also likely that the written form contributed to the structure of the
evaluation and resolution. All the written vignettes crafted by students for
their assignment shared a common form, in that all could easily be coded

using Labov's structure of Orientation, Complicating Action, Evaluation, and
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Resolution. This is probably due in part to the examples I provided for
students (see Appendix B) which also exhibited this pattern. In some respects
this form can be quite limiting. For example, in Chapter 5 I will demonstrate
that other narrative forms actually allow narrators more options to raise
questions and dilemmas and to present themselves as "multi-voiced"
individuals (Bamburg, 1991; Zuss, 1997). However, even narratives organized
in a traditional organizational pattern, can provide opportunities for more
complex evaluation over time as we can see from further comparison across
Ellie's narratives.

R ition A Resoluti

As mentioned earlier one of the most striking changes across the
narratives is the increase in evaluation. In Ellie's case, examples of
evaluative comments range from the relatively mundane statements "That's
all I knew [that it was in northern Finley]" to the more provocative self-
directed questions: "What if I did have a problem with race?" In addition to
these statements and questions, Ellie also uses the resolution of her stories as
a form of interpretation. Resolution statements are usually found at the end
of the story and function to provide a "result” for the story; they answer the
question: "And then what happened?” Resolutions also state or imply an
interpretation of the story's events. Ellie essentially offered three overarching
interpretations or resolutions to resolve her story. At various points she
suggested that the final result of her being white and her students being black
or that Jesus being black was (a) seemed problematic until she talked with her
teaching partner or read the magazine article (b) could have been a problem
but it wasn't, or (c) remained a dilemma. Table 15 provides an overview of

they types of resolutions offered in each narrative.
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Table 15

lutions Offer ix Narratives
Narrative Could have been |Seemed problematic | Remained a
a problem but until... dilemma
wasn't

#1 (written) she talked to
sketchbook teaching partner &

read magazine
#2 (oral) she talked to
large group teaching partner &

read magazine
#3 she talked to
(oral) teaching partner &
small group read magazine
#4 (written) They were my
vignette kids. I was their
assignment teacher.
#5 (written) They were my
revised kids. I was their
vignette teacher.
#6 (oral) What if......
final retelling

The plots or interpretations that Ellie places on her narratives are both
“conflicting” ar.td "in concert." For example, Narratives #1, 2, 3 have similar
"in concert" interpretations. In each case Ellie mentions talking with her
teaching partner and reading the magazine article which depicts many
representations of Jesus. However, the interpretation placed on the first three
narratives is in conflict with Narratives #4 and #5. As mentioned during the
section "Repetition of Words," Ellie resolves Narrative #4 and #5 with the
statement: "They were my kids. I was their teacher" thus indicating that race
was not a problem. All five narratives differ from the resolution of the final
narrative in which Ellie leaves open the question of whether race is a
problem. Rather than being easily resolved, the issue of race continues to be a

dilemma.
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The changing resolutions is yet another indication that as Ellie engaged
in the process of revisiting and re-emplotting her narrative in both its
structuring of events and the interpretation of those events. It implies that
her cognitive stance has changed or at least that there is some part of the story
that resists being emplotted in the way that she has attempted to do so. The
lack of consistency across resolutions is, in fact, representative of the
"resistance” that individuals encounter in trying to fit events into a particular
temporal and interpretive frame (Polkinghorne, 1991). These assertions--that
Ellie is re-emplotting her narrative and thus changing her position--can be
supported further by considering the types of questions Ellie asked across her
narratives and by exploring how these questions functioned.

Repetition A Ouesti

Table 16 presents a summary of the questions asked by Ellie across her
narratives. Looking across the questions, one of the most striking details is
the dramatic recurrence and increase in "what if" questions, question form
that allows speakers to express possibilities. In the first four narratives, Ellie
asks only three "what if" questions. In Narratives #2 and #4, she asks: What
if it bothers me? What if I have a problem with race? thus raising the
possibility that she perhaps does have or would have a problem with race.
She also raises the possibility that she is a racist by asking the question: What
would that mean I was? These questions reflect Ellie's sudden recognition of
having crossed a cultural boundary where the "tables are now turned" and
where she, as the white teacher, is the minority. The "what if" form of the
questions holds forth the potential to explore what Rosaldo (1993) calls "the

mundane disturbances that so often erupt during border crossings” (p. 29).

75




Table 16

tions Ellie Asked Acr rratives #1 Thr #
Narrative Questions
#1 None
(written)
sketch book
#2 What if it bothers me?
(oral)
large group
#3 None
(oral)
small group
#4 What if I have a problem with race?
(written) What would that mean I was?
assignment
#5 Why is that so hard to understand?
(written)
revised What if I did have a problem?

What if I found I was uncomfortable here?
What if the children did not want to listen to me?

Would the principal see something in me I never thought was
there that I did have a problem with race?
If so, what would that mean I was?
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#6 What do you know about northern Finley?
(oral) What is so hard about this?

final retelling
What if everything I've always thought of myself is not true?
What if I find that I'm in this interview and they see

something in me that I've always said wasn’t there?
What if it’s there?
What if they make me teach this?

to start teachings this thing I don’t believe in?
What if there was a person in me I never knew was there--
someone I didn’t really like?

Do you know what I mean?
Does that make sense?

What if I am something I've always said I wasn’t?

I was thinking about what if you're in this interview and this
an is asking me all these questions I can’t answer?

You know, [what if he’s asking me about] things I've never
thought about or...?

Ellie increases the potential for this exploration in the next narrative,
#5, by raising an additional set of questions when she asks: "What if the
children did not want to listen to me?" and, "Would the principal see
something in me I never thought was there that I did have a problem with
race?" These two questions represent a critical shift in Ellie's position. The
questions imply consideration of how the principal and students will "see"
her. Interestingly, the word "see" connotes both her physical self--the
principal and children will see that she is White--but the word also indicates
how she will be perceived--the principal might perceive that she is a racist or
the children might perceive that she is not a teacher to whom they should
listen because she is White. Thus Ellie's questions reveal a subtle but
important shift. By introducing how other's perceive her, she injects into the
narrative the potential to demonstrate that "Life stories need not be simply

self-centered and narcissistic. Our individual stories can, and perhaps need

What if they make me stand up there working here and I have




to, expand the protagonist from an I to a we. The I in the 'Who am I?' can be
extended to include other individuals and communities" (p. 146,
Polkinghorne, 1991). Thus as Ellie questions herself, she also begins to
introduce the perspective of the Other by asking: "How do Others see me?"

Although the potential exists to "extend the protagonist form an I to a
we," for Ellie to explore her position as a white teacher and to consider how
her race positions her within the school setting and within the society, Ellie
does not push take this reflection any further. This is exemplified in the way
that Ellie responds to the questions she has introduced. Her questions, '
though self-directed and introspective, are also rhetorical, and it would go
against the written and oral convention of discourse for Ellie to respond to
them directly, for example, by stating, "I am not a racist," or "The principal
could see I wasn't prejudiced." However, Ellie did respond to these questions
in the way she resolved her stories. As I explained in the previous section on
resolutions, Ellie uses two resolutions in concluding Narratives #1 through
#5. One was that she talked with her teacher and read a magazine article, and
the issue of race (particularly portraying Christ as black) was no longer
problem. In the second interpretation, Ellie concludes: "I was their teacher.
They were my kids." Both interpretations of her narrative offer a response to
the self-directed questions she poses. For example, she responds to the
questions: "What if I have a problem with race? What if I was
uncomfortable here?" with the reply, given in her resolution, "Race was not
an issue; it didn't matter if I was white and the students were black.”

The changing questions are further evidence that Ellie's was re-
emplotting her narratives and reflecting on the tensions surrounding race.
However, as I have noted above, this change is limited. Although she raises

the opportunity to explore issues (e.g., her position as a white teacher) she
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does not always fully engage these opportunities. In raising questions that
potentially problematize her position as a white teacher and then in replying
to these questions that race is a "non-issue,” Ellie demonstrates how difficult
it can be to both raise and sustain exploration of hot-lava topics through
narrative. Her resistance to shifting her position, of almost stepping into the
place of the Other and then backing away, represents both the potential power
of narrative, to explore how others see us and thereby to reposition ourselves
and others, but also the resistance to re-emplotting our life stories.

Although the process of repositioning ourselves is difficult and
although Ellie may encounter resistance from within herself, I wish to point
out that context (e.g. written assignment, oral story) can contribute to the
form of the narrative and potentially constrain narrative exploration
(Swidler, 1995). For example, in the written narratives, Ellie knew that she
was supposed to write about half a page and that the narrative would be
shared with her peers. This may have decreased the opportunities for Ellie to
pose and respond to difficult questions. However, it is worth noting that
even in comparing the two written forms Ellie made some important
changes in relation to the questions she posed. In Narrative #4, the first
written vignette assignment, Ellie posed only two questions: What if I have a
problem with race? What would that mean I was? But in rewriting the
narrative (Narrative #5), she included six questions. Five of those questions
are questions which are essentially self-directed questions which embody
possibilities (e.g. What if I did have a problem?) and two are the type that
begin to consider others and how they perceive Ellie (e.g. What if the children
did not want to listen to me?). This indicates that although re-emplotment

may be constrained by context, important changes can still occur.
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Re-emplotting the Self: Questions, Flash Sequences, and Repetition Within
Ellie's Final Oral Retelling

Thus far we have looked at repetition of words, resolutions, and
questions and how they provide evidence of re-emplotment and shifts in
position over the first five narratives. However, it is Narrative #6 that the
greatest changes occur. As Table 16 showed, Ellie used thirteen questions in
this final oral narrative. Because these final questions are part of a long oral
retelling, one in which several other participants play a part in shaping the
narrative, it is important to consider the questions in the context of the
extended retelling. In the following section I present Ellie's final narrative
with analysis that focuses on interpretation of events through the use of
questions, flash sequences involving other participants and repetition within
the narrative. I also consider how Ellie positions herself through questions,
comments, and interaction with other participants.

Ellie's final oral retelling took place eleven weeks into a fifteen-week
course. Before coming to class on that night she had re-written her vignette
assignment (see Appendix G for Ellie's rewritten vignette). She retold her
story in a small group with Regan and Marsha, and this retelling lasted for
about five minutes. The complete transcript of this retelling and Ellie's
interaction with other participants is available in Appendix H.

In this final version of her story, Ellie uses several different types of
questions. The first question is reported speech from the principal with
whom she interviewed and introduces a flash back sequence:

Ellie: I honestly did not know anything about northern Finley. I

mean, he, he [the principal] asked me on the phone, you know:
“What do you know about northern Finley?” I'm like

Regan: It’s in northern Finley. ]
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Ellie: It’s in northern Finley ] laughter

That’s all I knew I didn’t know anything about, you know, the
socioeconomic area, I didn’t know anything about the
population, nothing.

This flash back is a humorous exchange that engaged other
participants, but it also functioned as a way for Ellie to evaluate this event, to
indicate her limited knowledge about Finley. Regan's response: "It's in
northern Finley" and Ellie's overlapping speech and repetition along with
Ellie's repetition of the idea that she "didn't know anything" or knew
"nothing" amplify Ellie's position as a naive actor in the story. Other
participants know from hearing or reading previous versions of the story that
Ellie grew up in a fairly prosperous suburb not far from Finley. In previous
versions of the story, Ellie indicated she was unaware that Finley and
especially northern Finley is "known" for being a predominantly black
community. Finley also had a reputation for high unemployment and crime,
and at the time Ellie interviewed was particularly troubled by unemployment
due to General Motors shut down of a major assembly plant. Ellie reveals
that she was unaware of Finley's black population and history. Thus when
Ellie walked into the school and saw the pictures of a black Christ and his
disciples and a black Madonna, it was a "shock" to her.

As Ellie recounts her story, her discourse reveals not only how she is
positioning herself but how she is positioning others. Even though in the
first 30 lines, she describes talking with the principal, going to Finley, entering
the school and seeing the pictures of the Black Christ, she never refers directly
to the black students or black community. She mentions the "black and white
faces" of students and teachers, "the student body," and the "population” but
it is not until lines 35-38 that she directly talks about the school as an all black
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school. She says: "I had actually never thought about a school that could be
100% black. It, you, to always to me it was there, there were some of them in
your classroom. It was just really hard to think of it being, you know, a
100%." At this point Ellie's language clearly indicates how she is positioning
herself and her students. Her depersonalization of the students as "them"
("there were always some of them in your classroom") and her inclusion of
Regan and Marsha, the others in her discussion group ("there were always
some of them in your classroom") indicate separation along racial lines.
Although white readers may find nothing unusual about Ellie's reference to
these students as "them," African Americans who have read and listened to
Ellie's narrative have all commented on her depersonalization of the
students, a discourse move that reflects white "depersonalization” of Black
Americans within our society. Ellie's positioning of herself and other
participants in the group and the black students and community as us-them
reflects the balkinization along racial lines within our society. This
separation is also reflected in Ellie's comment in line 52 when she describes
looking at the photograph of the students, "this sea of [black] people,” and she
adds: "I'm gonna be outnumbered here." Ellie's positioning herself as a
naive and passive character and her discourse which uses an us-them

"

dichotomy reflects a conversational strategy that McIntyre (1997) calls "white
talk'--talk that serves to insulate white people from examining their/our
individual and collective role(s) in the perpetuation of racism" (p. 45).

Yet what is striking about Ellie's point of view is how she joins this
depersonalization of the Other with reflection on her own position. She
begins in line 30 by noting that the picture of the black Jesus really bothered

her and that she was shocked to be faced with her own "feelings." However,

she does not express what those feelings are. In line 42 she continues
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reflecting on herself and her views at first using vague references and abstract
pronouns (underlined in the excerpt) and she continues to position the black

students and the black community as the Other (in bold in the excerpt):

42 | with: What if everything I've always thought of myself is not
43 | true? What if I find that I'm in this interview and they see

44 | something in me that I've always said wasn’t there? You

45 | know, what, what if it’s there? And I didn’t hones..., I didn’t

46 | ever stand there and go “Oh my gosh there’s no way I could do
47 | this, but I was afraid that there actually was something in me
48 | that was, that would be prejudiced or biased against this or

49 | something because my first initial reaction was about the black
50 | Jesus was like “Come on, no way” But, then I was faced with
51 | looking at this sea of people and it was almost like I'm gonna
52 | be outnumbered here. What if they make me teach this? What
53 | if they make me stand up there working here and I have to

54 | start teaching this things I don’t believe in. You know, And the
55 | whole thing with the black Jesus was like “Well, if it makes

56 | them feel better to see him look like them, well, great, you

57 | know...

The types of questions that Ellie has begun to ask in the excerpt above
reflect how difficult it is to explore racism and identity. Ellie states that her
own reaction to the Black Jesus challenged her and raised doubts about
whether she was racist and about whether she knows herself. Her repeated
references to "something in me," and questions of "what if it's there" and
"what if everything I've thought.. is not true?" indicate how difficult it is to
directly voice the issue of racism. Ellie finally introduces the issue of

prejudice and bias in line 48 when she states: "I was afraid that there actually

83



was something in me that was, that would be prejudiced or biased against
this." Ellie's speaking the words "prejudice" and "bias" are significant
because she identifies, for the first time, what the "it" is that could be inside
her. However, even as she has raises this issue, she is still vague about what
the "object” of her prejudice is: "that I would be prejudiced or biased against
this." "This" can be interpreted as both the black students and black
community or the Black Jesus.

Ellie reifies her positioning the black Other as "they, them" throughout
this segment. Although Ellie repeatedly mentions the "black Jesus," she does
not mention the "white teacher,” and her own race remains transparent, the
unmarked form which is not introduced as a topic on the conversational
floor. However, immediately after the above excerpt, Regan, who often raised
issues of race for discussion (see Chapter 5), attempts to introduce "whiteness"

as a topic:

58 | Regan: And they have white Jesuses everywhere too.
59 | Ellie: Oh, yeah,
60 | Regan: White Mary’s.]

61 | Ellie: Yeah ]

62 | Regan: When I went to Catholic school everybody was white]
63 | Ellie: Yeah it was, It was a Catholic school in Finley. ]
64 | Marsha: All black. That’s interesting. ]

The juxtaposition of Regan's comment: "And they have white Jesuses
everywhere too" and "white Mary's" and "When I went to Catholic school
everybody was white" is striking because Ellie has spent a great deal of time
describing the black Jesus, but she did not indicate that the school contained
many other representations of Christ or Mary as white. Although Regan does

not directly challenge Ellie's description, she indirectly raises the issue that if
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there were all-white Catholic schools just as this school happens to be all-
black. However, there is no uptake on the idea of "whiteness," and Marsha
assists in avoiding engagement with the issue of "whiteness" by noting, "All
black. That's interesting." This segment is particularly important because it
indicates how even in conversational narratives, which were less constrained
than the narrative vignette assignments, it is difficult to raise and sustain
discussions where individuals explore how their own whiteness positions
them.

Although the group does not directly delve into the topic of whiteness,
Ellie continues to skirt the edges of this topic through more "what if"

questions. She concludes her retelling with this evaluation:

76 | Ellie: But that kind of helped me too work through you know
77 dealing with that one issue cause that was the one thing

78 that really bothered me. But mostly my concern was what if
79 I get this job and I'm in this room and all of the sudden it's a
80 problem and it’s something that 1 never thought would be a

81 problem and it really is. And that’s mostly what my

82 narrative was, was kind of waking up to who I really, who I
83 really was and what if there was a person in me I never
84 knew was there--someone I didn’t really like.

85 | Regan: Hmm, That’s interesting
86 | Ellie: Do you know what I mean? Does that make sense? That
87 was mostly what the issue was, was just kind of being faced

88 with: What if I am something I've always said 1 wasn’t?

89 And I've always ]
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90 | Regan: Like if it just comes out one day when you're talking.]
91 | Ellie: Yeah, or like, I mean, I was thinking about what if you're
92 in this interview and this man is asking me all these

93 questions I can’t answer. You know, things I've never

94 thought about or.

Ellie begins this excerpt by indicating that the "one thing" that really
bothered her was the picture of the Black Jesus. Yet she immediately follows
this statement with the phrase in line 78-80: "But mostly my concern was
what if I get this job and I'm in this room and all of the sudden it's a

problem..." These two conflicting interpretations of what "the problem” is
reflect Ellie's stance at this moment. We have seen over earlier iterations
how Ellie had concluded that "there was not a problem with race" or "there
could have been a problem with race but in the end, there wasn't." In this
final narrative, she ends her narrative not with one of these resolutions but
with a set of questions (e.g. What if there was a person in me I never knew
was there--someone I didn't really like? What if I am something I've always
said I wasn't?) that repeat a common theme of "What if I am prejudiced?
What if I am a racist?” This "resolution” rather than being the "result" of the
narrative, presents both the narrator and the listeners with a dilemma
(Florio-Ruane, & deTar, 1996) and problematizes Ellie's position as white
teacher.
Conclusion

In analyzing Ellie's narratives I have argued that the quantitative and

qualitative changes across Ellie's narratives reveal re-emplotment. In this

analysis I have considered what changed (e.g., evaluative sequences, words,

flash sequences, resolutions, self-directed questions) and how these changed,
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reconfiguring the relationship between events and their plot, evaluation and
interpretation of narratives, and ultimately, a shift in how Ellie positions
herself. We see this in Ellie's narrative as she moves from a point where her
own whiteness is of no consequence to a point where she begins to ask: How
do others see me? a point where Ellie takes a critical first step toward
confronting her whiteness and what this means for her as a teacher working
with African American students.

Ellie's case demonstrates that the process of re-emplotment is a
dialectic between events and interpretation. This non-linear process of
revisiting her own story reveals the multi-voicedness of the Self (Bamburg,
1991; Grumet, 1991) and demonstrates that we are not just one story but many
stories, often conflicting, sometimes in concert. Ellie is at once the naive,
white teacher who chooses to be "color blind" and the more experienced
teacher exploring what it means to be "color conscious.” At the same time
that Ellie asks numerous self-directed questions where she begins to explore
the position and prejudices that she has perhaps internalized she positions
her students and their community in references which mask her own
"whiteness" by drawing attention to the "blackness" of the Other. The
language Ellie uses and the resulting dissonance created by conflicting
evaluations, resolutions, and positions, demonstrates how difficult it is to re-
emplot a narrative.

Implied throughout the analysis of Ellie's narrative is the notion that
individuals may sometimes fail in their efforts to re-emplot a narrative, that
their attempts at recreating stories may not result in changes between events
and interpretation or changes in positioning. It suggests that some narratives
may reify previous positions and interpretations held by a narrator. Bamburg

suggests that emplotments fail, in part due to the "communicative aspects [of

87



interaction] that are constituted by language and discourse in their specific
cultural/institutional settings" (p. 157, Bamburg, 1991). In other words, as
narrators we interpret life events in our primary discourse the specific set of
"saying (writing)--doing--being--valuing--believing combinations” (emphasis
in the original, p. 6, Gee, 1989) which are part of our primary
"cultural/institutional settings." It is only when we learn to step outside this
primary discourse to re-emplot events from another perspective with another
discourse that we can begin to radically re-emplot our life events and counter
the reifying effects of narrative. Thus re-emplotment involves seeing the self
as both a process and an object, as Zuss observes: "Life-writings manifest an
increasing, if at first an often tentative and delicate, engagement with the self
as both a process and an object crisscrossed by the powers and play of multiple
actors, discourses, and positioning influences" (1997, p. 174). As Ellie shows,
this can involve reifying beliefs even as an individual begins to raise
questions about them. However, in undertaking this "tentative and delicate
engagement" of the self, Ellie carries out a complicated and courageous task.
Her multiple renditions of narrative demonstrate the power of stories to
change and grow over time if opportunity is provided to revisit and

reinterpret events.
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CHAPTER FOUR
CATHY'S STORY: WHITE TEACHER, BLACK CHILD PLACED IN CRISIS
Introduction
I arrive at Cathy's school--a charter school affiliated with the Edison

Project--on a cold day in January, almost one year after Cathy was a participant
in the Culture, Autobiography, and Literacy course that I taught the previous
fall. Cathy, who has now moved into an administrative position, welcomes
me into her office. As I set up tape recorders and microphones, we chat about
Ellie and Cass, the other teachers in her school who had taken the same
course and about challenges Cathy faces in her new job. When I have
finished setting up all the equipment (and we have finished joking about
how many tape recorders there are) I ask a few preliminary questions about
the school and its students, and then we delve into the narrative. As I have
explained on the phone, I want to talk with her about this story again--not to
ask her what she remembers from before, but to find out what she is thinking
now and also to check some of my analysis and interpretations with her. To
start things off, I ask Cathy to read a narrative that she had written the
previous year in my course--a narrative about a conference Cathy had
attended called "Black Child Placed in Crisis." She comments that the racial
situation surrounding the story is "painful,” "upsetting to a degree", and
"disappointing” to her because she did not find the tools she was looking for
at the conference. As Cathy shares these feelings, my respect for her grows. In
spite of the difficult issues, she has been willing to share this story with her
peers and to share it once again with me. We listen to the tape. Cathy stops
to add an occasional comment or explanation. When the tape ends, she says

to me, "That wasn't worthless." She adds a quick explanation perhaps to
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avoid offending me. " I mean, I thought of things that I hadn't thought of
before, so isn't that the idea, right?"

As Cathy revisited her story, she reflected on it in new ways, extending
her own understanding by using the narrative as a tool. In many ways
revisiting her narrative was representative of interactions that Cathy and I
shared during my class. Cathy was willing to use narrative as a tool-a
mediational means (Vygotsky, 1978; Wertsch, 1991,1999) through which she
could construct and reflect on her own cultural perspectives. Within this
conversation and the course, as a "more knowledgeable other" I assisted
Cathy in her use of narrative as a tool, by asking occasional questions,
facilitating her telling or retelling of the narrative. As her teacher, I also
provided opportunities for her to engage in that exploration by asking her to
share her story, providing opportunity for her to revisit it, and allowing her
to design course assignments directly related to the issues that she had raised
in this one particular narrative, particularly the question: What can I as a
white teacher do to assist learners who come from a different cultural or
racial background?

At the time of this study, Cathy had been a teacher for thirteen years,
and almost all of her experience had been teaching the primary grades. Both
she and Ellie taught at a charter school, or public school academy, which was
affiliated with the Edison Project. One of the "Ten Fundamentals" of the
Edison Project is to have "Schools tailored to the community" (Edison
Project, 1998, p. 7) and in keeping with this philosophy, teachers and children
at Cathy's school participated in mini units called "intensives" where they
explored topics related to their community. Because approximately 75% of
the students were African American, the school devoted time across the

school year to the exploration of African American culture and heritage. The
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remaining 25% of students at Cathy's school were from Euro American and
Lantino American backgrounds, and overall, the students were diverse in
their social and economic backgrounds

Although Cathy had lived in the midwest for ten years, she still
believed that "Missouri is home." Of books we read in our course, Cathy was
most appreciative of Maya Angelou's I Know Why the Caged Bird Sings
because it provided one perspective on what it was like to be an African
American woman in the south. She also enjoyed Vivian Paley's text White
Teacher. As a white teacher in a predominantly African American school,
Cathy identified with the Paley and the issues she raised through her writing.
At the beginning of the course Cathy wrote about her first experience teaching
in a school where most of the students were African American. She wrote:

At the small private school where I taught K-2 from 1989-1996, the

majority of my students were black. I was proud that the students did

not seem to notice that they were not all the same color. They never

mentioned it and we never had racial problems. When someone
would ask me how many black children and how many white children

I had, I could proudly admit that I didn’t know because it never

mattered to me.” (sketch book entry, 9/8/97)

Cathy commented that this "color blind" approach was advocated by
the school administration. However, when Cathy enrolled in my <ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>