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This dissertation asks can writing be taught ichsaiway as to encourage hope? This
dissertation encourages writing teachers to ke@e momind as they interact with students, craft
pedagogical approaches for teaching writing, andnadesigning writing programs. It rests on
the belief that by making a hopeful pedagogy, wgtieachers will, in turn, inspire a more
hopeful future for society. Using narrative inquitige dissertation merges story telling with
theoretical research from the fields of compositibBSOL, philosophy, and psychology in order
to understand the role of hope in human life, whiateans to write with hope, and how to
support hopeful writing in composition courses.sTtlissertation proposes hopeful writing
theory for the composition course.

Hope is a force that gives people the strengtietgotiate their relationship with reality,
or in other words, hope is the agentic force thativates people to see the world as a place that
they can affect rather than existing in a stateaedplessness in which people find themselves
unable to muster the power to change themselvesapute positive, healthy change in others
and in this world. Writing can be part of nurturingpe, and hopeful writing theory articulates
how writing can be a hopeful activity. By composiagoerson is capable of taking a dream and
forming a clearer path towards what he or she htgpashieve, create, and who he or she hopes
to be someday. Writing can be a means to negaiptrson’s relationship with the world as he

or she learns to produce meaningful texts that getgerate a hopeful perception of the social



and physical reality we both inhabit and create, gimen the right circumstances, the

composition class can encourage such hopeful \gritin
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CHAPTER ONE
A QUESTION OF HOPE
Introduction to the Dissertation

Sometimes | am meek. Sometimes | am small. And 8ores the world seems much too
large. | think that what | do is unimportant, angulestion if | can make any kind of impact by
teaching writing. | feel as if | am a terrible tbac, and | worry that the entire enterprise of
composition is futile. That one person like me a@trmake a difference. I'm not a superstar
scholar, nor am | stellar teacher. | feel hopesessetimes.

But then something changes in me. Then | see tlaleanpicture. Sometimes the change
comes from within me, from somewhere unknown foerplicable reason, and sometimes the
change springs from the inspiration of another @ersfrom a smile, a couple kind words, or a
shared cup of coffee. | see a clearer vision oftwda.

| stand in a room with nearly twenty college studeihey train their eyes upon me,
though sometimes their eyes stray toward the windoa cellular phone hidden beneath a desk.
But even when their sight wanders away from meyoige sounds in their ears. Maybe they
aren’t always listening, but they are sitting irsttoom with me and with each other. | ask them
to write. They write for me, they write for eactnet, and they write for themselves. | read their
words. And even if they stop coming to class, I'titarget them or the words they write. Maybe
| can’t change the world, but I believe | can sligtaffect my students’ worlds through our time
spent together in our classroom, just as they afféige. And maybe together we can make a
difference. Then | feel hopeful.

This dissertation asks can writing be taught irhsaigvay as to encourage hope? In this

dissertation, | intend to encourage writing teastierkeep hope in mind as they interact with



students, craft pedagogical approaches for teaefitigng, and when designing writing
programs. It is my belief that by making a hopgfetlagogy, writing teachers will, in turn,
inspire a more hopeful future for society. It maysd naive to have this belief, but | am
following a long tradition of compositionists treso believe that teaching writing can make a
better world. Michael Blitz and C. Mark Hurlberag this very position in the opening of lines
of Letters for the Living: Teaching Writing in a VialeAge “We can’t imagine why anyone
would choose teaching as a profession unless &leeonad a notion that educating people is
somehow involved in making better neighborhoodgebeommunities, a better world” (2).
Didn’t many of us, I'd like to believe all of usebin teaching out of love for other people and
with the belief that this love would inspire theopée in our classes to go into the world and
make it a better place? | believe this. And in th&sertation, | work to encourage and
understand what | believe is a fundamental piedbefoundation for a better life and world—
hope.

Hope, | contend, is the purpose of education. Bdusavork for students, students work
for their future, and hope is the motivating fotoenake a better tomorrow. Ernst Bloch defines
hope as an active force that creates future pdiisidi “The emotion of hope goes out of itself,
makes people broad instead of confining them, cakmaw nearly enough of what it is that
makes them inwardly aimed, of what may be alliethean outwardly. The work of this emotion
requires people who throw themselves actively witat is becoming, to which they themselves
belong” (3). Hope inspires the infinite potentilhoimanity to work toward a better reality. My
intent with this dissertation is to encourage himpeomposition courses. | want to find how the

composition class actively supports students ipisiggtheir future through the writing of texts,



and how writing teachers look past the ills in eation and society and celebrate the possibilities
of a better tomorrow.

Hope is something that can be nurtured in grodipeople supporting one another. Hope
has been defined as a force toward a better lerttanifests both in individuals and group
collectives. Thomas Aquinas defines hope as theemewt toward a positive future by means of
the self or by the assistance of another persadme ‘Gbject of hope is a future good, difficult but
possible to obtain. Now a thing is possible torusnio ways: first, by ourselves, secondly, by
means of others” (457). Education, which servegthrpose of helping students into a better
future, should be particularly concerned with hope educators, we work for the future of our
students. We should be people that can fosterip@sititcomes for our students while providing
them with what they need to create a hopeful futoré¢hemselves. Educators should build hope
with students.

Hope building represents the ability to changevibdd. Hope is possibility; hope is a
perception of reality. Hope inspires an outlooklo® world that posits reality as pure future
potential that can be shaped through present hactaon. Bloch, in his three-volume woflhe
Principle of Hopedescribes hope as the determination toward thtahgality:

[The concept] of hope and its contents worthy ahho beings, is an absolutely
central one here. Indeed, what is designated lsyctincept lies in the horizon of
the consciousness that is becoming adequate ajiaey thing, in the risen
horizon that is rising even higher. Expectatiorpdiantention towards possibility
that has still not become: this is not only a bésature of human consciousness,
but, concretely corrected and grasped, a basicrdetation within objective

reality as a whole. (7)



Hope is an essential principle for humanity becaule®ks forward to the possibility of what
could be and, in doing so, motivates people tarattte present reality in order to shape the
future. Hope begins with the imagined dream and theves to reshaping reality. Hope is a
means of reconciling past failure and pain. Hope ¢genstant mechanism of change. And this
change has infinite potential to create somethettebin future times.

In this dissertation, | am not making an argumentibpeful writing theory in the
traditional sense of the concept of argument idawac discourse. | am not attempting to prove
a particular pedagogy as an evil thing, nor amihg to espouse one technique for teaching or
understanding writing as necessarily better thantrer. We all know that our educational
system has problems riddled throughout it. Budgét from state and federal government,
opposing viewpoints on standardization, socioecaaalisparity, crumbling facilities, and the
list can go on and on. | don’t need to argue tipeeblems. Rather, | want to move forward in a
positive direction without tearing down anotheraen's work in the form of argument
construction. Mary Rose O’Reilley ithe Peaceable Classroamescribes academic arguments
as possibly being a form of academic violence: tAngnt can be (though it is not necessarily) a
form of intellectual violence. We pile up eviderasthe kids in my neighborhood used to pile up
snowballs, each with a rock in the middle, on ihesrof their winter forts. If the other side has
more rocks, we concede” (12). It is not my goainake hope into an intellectual missile
designed to target and wipe out an opponent. Rathemt to highlight the imperative need for
all writing teachers to consider how to incorporatgedagogy of hopeful writing theory into
their teaching no matter the pedagogical or phpbsmal approach taken in their classrooms.
I've written this dissertation so that my readeas share in hoping for better composition

classes with me.



Like O’Reilley in The Peaceable Classrooiim working in this dissertation to seek out
converts for hopeful writing theory that will fittieir own unique teaching practices inspired by
hope: “I am less interested in winning points tham in conversion. Conversion requires that
the reader come inside the position, try it outcoeate, and in co-creating, assent to whatever
captures the spirit” (12). In this dissertatiomdnt to highlight some of the most difficult
moments in my young career as a teacher to illigshaw difficult but imperative it is to hold
onto hope—to make hope a centerpiece of how wé Hiout writing education even when we
find ourselves faced with daunting obstacles, peeckfailures, and our own prejudices. Then |
intend to highlight moments when hope has prevailediuse these moments as inspiration for
articulating a hopeful writing theory for the teawalof writing. My point in doing this is similar
to that of O’Reilley’s desire fofhe Peaceable Classrooim asking my readers to join me in
my stories and consider how hope has played anatey work as a writing teacher. Then
readers can reflect on their own stories and assmg$hope might play a role in their
classrooms. I'm aiming at creating hope togethén wiy readers.

The structure of this dissertation is a collagdifierent modes of writing much like
previous scholarship produced in the field of comjpan. O’Reilley describe$he Peaceable
Classroomas an assortment of literary elements workingttogye “It's a collection of stories,
tropes, and images that nudge up against eachanhdry to reproduce the ‘analysis’ as an
experience, an experience | hope the reader valestine living of” (xvii). This dissertation
follows suit by crafting chapters that incorporsignposts that meta-narrate the structure of each
chapter to guide the reader, narrative accountsyoéxperiences that exemplify moments of

hope and hopelessness, and theoretical framefutiaion like academic essays seeking to



understand how the stories | share can help hatekgrstand how hope and hopelessness occur
in a composition classroom.

This structure, which will be further discussedCinapter Three, is theorized by Gian
Pagnucci irLiving the Narrative Life: Stories as a Tool for &eng Makingwhen he describes
his book format as consisting of several literdgpes: “Taken together, the three elements of
each section—story, poem, and essay—seek to ugpaakety of vital issues necessary for
pursuing a narrative life. | have chosen to worknltiple genres, as well, to add weight to the
argument that essayistic literacy is not the exetumeans by which one can create knowledge
in the world” (2). Like Pagnucci, | believe makikgowledge can take many forms, so I've
chosen to follow the examples of other compositicnolars who have used personal stories to
better understand literacy in educational settidMgny compositionists have merged stories and
academic theorizing through essayistic writingheit work. For example, Victor Villanueva, Jr.
in Bootstraps: From an American Academic of Calescribes his book as using a narrative
style merged with academic theory: “I can tell of jpurney, and | can tell of the theories, some
mine, some others’, that help to explain such jeysn The theories are important, can provide
the bases for classroom practices, can suggessarg practices might work better than others,
how some practices might work counter to what'snaied” (xvi). Like Villanueva, | intend to
tell of my journey as a young teacher that haggied to remain hopeful, and how my life
experiences, and the life experiences of my stsdéatve intertwined to work for and against
hope. | then seek to make better sense of thisgyuny using theoretical work of other scholars
from across several disciplines to understand hbwapeful theory of teaching composition may

appear in a classroom.



These stories are meant to present complex teashuagions. In this dissertation, | am
asking how do we find hope in such situations, ldovwve use hope theory to make sense of
particularly difficult teaching moments, and howeddope theory and composition theory
inform composition pedagogy? Essentially, | am segko understand how | find hope in
circumstances with my students when we may feetlesg, and | want to articulate a hopeful
writing theory. Robert Coles describes storiedaedeas a way to complicate life’s struggles
rather than narrowing a problem to solve partidylamall pieces of an issue: “The whole point
of stories is not ‘solutions’ or ‘resolutions’ baitbroadening and even a heightening of our
struggles” (129). In failures | sometimes havetgraency to beat myself up, just as in my
successes | feel compelled to aggrandize my acesimnpénts, but in this dissertation | work
past both these extreme reactions to find the sulothnces that texture my teaching life in
anticipation of using hope theory to better prepayself for the future challenges | will face as |
grow as a writing teacher, and | hope in doing thysreaders will be able to learn as they
consider their own experiences in relation to myataves and analysis.

Story telling acts as a way to capture a viewpoma life situation and reveal multiple
layers of interpretations, allowing readers toisée the narratives in ways even I, the narrator,
may not have noticed. And also for the readergjgoaating in my narrative recollection will
hopefully inspire them to recollect on past sitoasi where they found themselves with similar
feelings and experiences so that they can leangalath me. David Schaafsma, Pagnucci,
Robert M. Wallace, and Patricia Lambert Stock disduow narratives provide the opportunity
to open an exchange of ideas across a whole diseipf study: “Narrative inquiry projects offer
for communal examination in the field whole, orgamynamic stories of teaching and learning,

drawing from a range of contextual consideratiomduding events, persons, emotions,



histories” (302). Narratives told well bring liteyeelements that carry contextual and personal
variety, and with these stories comes themes, iggaesearch, and concepts from our field of
composition that can be examined through the everltge narrative, and likewise the events
told in narratives can be examined as scholargtiiphe while the readers of narrative
scholarship involve themselves in the interpretaind examination of the stories and theories
while also remembering their own experiences thateto mind that may be similar or different
from that which is described in the narrative resegroject. This is how a narrative research
project may invite readers to participate in makimganing as they read and interpret the text.

This narrative dissertation will be broken into tagctions. The first section, Chapters
One, Two, and Three, will establish the questiohaye, seek to understand what is hope
through a literature review, and set the narratiethodology for understanding hope in the
composition classroom. Each of these chapters apghdrief narratives of my perceived
failures as a writing teacher who looks for hopédaog as an objective in my classes. Then the
second section of the dissertation breaks this .f@mapter Four will be an extended narrative
that depicts a poignant moment when | struggldebtee hope when working with a hopeful
student who was striving to escape a troubled past,Chapter Five will analyze this narrative
to better bring hope theory in accord with teachimging by using my story of working with a
bilingual student who had a background that chgkkelhmy personal biases and beliefs as a
means for analyzing the hopeful teaching of writiimgall the narratives included in this
dissertation, the names of students, schools, eogtgms have been changed.

Specifically, Chapter One begins by presentingptiodlem of hopelessness and the
importance of hope in the lives of teachers andesits. Chapter Two seeks to understand hope

by drawing from the disciplines of philosophy arsyghology that have defined and theorized



how hope manifests in the individual and in a groaltective, and then in Chapter Two | place
hope theory alongside composition theory to forrauén understanding of how composition
serves as an academic discipline working for thgehd future of our students. Chapter Three
describes narrative as an appropriate methodolmgyrfderstanding hope by drawing the reader
into hopeless and hopeful situations when workiity gtudents. Section Two will then focus on
narrating a hopeful teaching relationship betwestudent and myself and analyze the narrative
for ways in which composition can be taught in adfal way. Chapter Four presents an
extended narrative. Unlike the short narrative€lapters One, Two, and Three, this much
lengthier narrative will depict the shifting qugliof hope, how past memories may influence the
decisions | make as a teacher, and how workingtierstand a student’s hopes can lead to
meaningful writing. Finally, Chapter Five will pthis narrative into discussion with theories of
hope and composition to suggest possible ways ¢esadf writing may implement pedagogical
practices that nurture the hopes of students auhézs. This final narrative and analysis
testifies that hope is possible in the compositiassroom and examines how hopeful writing
may be achieved.
Introduction to Chapter One

In this first chapter, | present the type of proldea person may face when using writing
as a method for encouraging hope. | first preserareative of my life before officially
becoming a teacher of writing. | use this narrattvélustrate how my work with children held
the seeds of fostering hope through writing eveioried became a compositionist and the
difficulty of maintaining hope when faced with pand hatred. After this narrative, | move into
an analysis of the story that uses compositionrthaond research to draw attention to the

guestion at hand—Can writing be taught in such p agto encourage hope? | want to teach



writing in such a way as to nurture hope in the position classroom, yet it is very easy to lose

sight of this goal and fall into a state of hopste=ss when challenged by pain and prejudice.

Brian the Great | Am Not

The Youth Center was a good place for the childnabwent there after school and in
the summer.

Len was an eccentric man who | remembered forrtig@e car collection. On
weekends, I'd sometimes see him driving one olvitd@cles on our small town Main Street. My
favorite was his Ford Model T with glossy green atatk paint. The shining chrome Ford
emblem elegantly scrolled upward on the black tadid.en would drive the car up and down
Main Street several times with his left arm hangdg the square window, waving to every
child he saw. Sometimes he would pull into the dalking lot or next to the downtown park.
The car would sputter into a diagonal parking spotpu pu pu pu pu, the pistons would
stammer with that distinct Model T engine sounch l®uld get out and let any person, young
or old, sit in the car, work the seemingly odd colst and examine the polished engine. Len was
especially proud of the motors in each of his claesspent years painting, polishing, and
assembling the parts into perfect working ordeerg\once in a while, Len would take a child
on a ride down Main Street in one of his cars, iamés hard to tell who was more happy—the
excited and smiling child in the passenger seatarbeaming beside as he sat behind the
steering wheel.

When Len died, he left a large gift of money foe building of a facility and the
implementation of a program to serve children i ¢cbommunity. The sum paid for a nice new
building that was painted light blue with purpleesvThe front of the structure had giant

windows to let in lots of light and green bushesdleoed the sides. Upon entering the front of the
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building through double glass doors, a person wénttithemselves in an interior with colors

that matched the exterior: light blue walls withle painted borders and the same color scheme
on a checkerboard tiled floor. Once through theisgcentry, a person would emerge to a large
room with couches, pool tables, ping pong tabled,even a television hanging from the ceiling
for an occasional children’s movie. Several otloemms for games, arts and crafts, and
computers were inside the facility, and behindibiding was a backyard with a basketball

court, benches, and a playground. Fittingly, theitidCenter faced Main Street where Len once
loved to drive his Model T.

The city’'s Community Services District was in cheugf the Youth Center, and they did
the best they could and always worked to maintaafa and positive environment for the
children. The CSD had a lot of responsibiliti€eey handled fire protection, water and sewer
services, refuse collection and disposal servteset lighting, parks and recreation, and
regional storm water drainage facilities. They wiérly everything in our small town, but the
upper management still was able to budget the éintemoney to see Len’s dream come true.
They found the money to get art supplies, sporigpgipment, books, games, and they even sent
the counselors that worked at the Youth Centeptderences in order to learn how to work with
children better. The upper management and thaceoffid a good job providing for these kids.

I loved working at the Youth Center. It was a sien@conomic exchange from my
perspective. | got money to play with kids. Whatgsomplain about that? It wasn’t a lot of
money, but it was enough for me. And the hours wdnkith my college class schedule really
well. During the school year, | could go to clasaksnorning and then get some hours of work
in the afternoon. And in the summer | became atile employee. It was a great job. | loved

the kids and the CSD. | worked there my entire tase university undergraduate and one year
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into my master’s degree. | thought working withsigdas fun and challenging. For example, take
this one kid, Jason.

| was sitting in the main playroom on a rug ancgimg a good game of storytelling with
several children one day. “Now, | will tell the sgaf Hector!” proclaimed Christina, a young,
tanned girl with long brown pigtails and wearinglpshorts with a white tank top. Her little
black sandals neatly sat beside her.

“Hector,” | said. “That sounds like a great Gree&rior from ancient days.”

“Oh, he was a great watrrior,” replied Christinaideep, mock-epic voice. “He was
known throughout the land as the champion of skit#ins. He would protect them from big,
bully dogs and feed the little kittens delicious@ars of milk. Mmmmmm!” She flicked her
tongue in and out of her mouth like a cat lappipdiguid. The children and | laughed.

“Man, Hector sounds awesome,” | encouraged. “Dyoit all want to hear about one of
Hector’s great adventures?” | asked the kids gittmthe circle. They shook their heads up and
down. Christina let out a little giggle.

She began her tale. “One sunny day, Hector wasingatkrough a forest full of giant
trees. As he walked, he came upon a cave. Whentldagge to the opening, he smelled the
delicious scent of fresh baked chocolate chip cesKi

As | listened, just out of the corner of my eysalv six year old Jason creeping towards
the security door. Careful, calculated steps. Sto®Whe after another, and then another, and then
another. | shifted my attention away from the stamyg looked right at Jason, who, upon seeing
my head turn, made a passionate charge straigttidatoor.

“Don’t do it, Jason!” | futilely screamed becausehad already gotten through the

security door that separated the kids from theyaraty where the public could access the main
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office. | heard the shouts of several other coumsdtom behind the office counter but they
were powerless to stop him from back there.

“Jason!”

“No!”

“Stop!”

| jJumped to my feet and took off at top speed. By time | busted through the security
door, Jason was out the main entrance and maksgdy across the north bound lane of Main
Street. Luckily there was no traffic in either ditien. | caught up to him, scooped the kid into
my arms, planted my right foot firmly against ttephalt, and made the hard cut back to the
sidewalk.

“Dang it, Jason!”

He laughed incessantly in the high pitch of a yoacimidg.

That was Jason. There seemed to be no reason iatedhe escape artist other than
Jason enjoyed the challenge of beating the stafigatting out those front doors to feel freedom.
My solution to his breakouts was to take him degp the Youth Center building, far away from
doors that led to the outside world. Through thénmaom, past the arts and craft room, down
into the game room, like making our way into thettls of a ship, hatch after hatch.

The manager had a different solution. When shegbwi Jason for running into the
street, she didn’t take him back to the game romenggage him in a distracting round of Candy
Land like | did. She simply pulled her rolling afé chair away from her desk, instructed Jason
to “Get under,” and then pulled her chair backh® desk to use her legs to imprison him.

“I don’t think you should lock him up with your ledike that,” I'd say to her.
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“Why does it matter? He’s going to end up lockeghil one day anyway,” she’d quip
back at me.

Three years went by and Jason had stopped hisesattempts, but it was as if he traded
one bad habit for several more. He was a fourtdegraow and tall for his age. Thin and lanky.
He liked to speak in a high-pitched voice that veldirmnd scraped against your ears, almost like
that annoying sound chalk will make if you pulaiross a blackboard at a slightly awkward
angle. With that voice, he especially enjoyed tajkabout bodily functions. It was a topic he
reveled in much more than the common elementaryaathild and with a vulgarity that could
make even me nauseous. And he had a penchantipmirs naked. Seriously, this kid got
naked everywhere. Butt naked. When we took the tkidse park, or when we went swimming
at the public pool, or when we picked tomatoes fammplot in the public garden, clothes would
come off. The kid must have had an allergy to detbr something. Jason quickly annoyed
almost every counselor at the Youth Center. Betlly liked him. | just did.

The Youth Center staff would walk several blocks$h® elementary school in order to
pick up the children after school ended for the. ¥&lg’d meet the kids on a set of benches near
the kindergarten classrooms. There the childrendvgroup around us as we checked their
names on a clipboard, then we’d line them up andflghout of the schoolyard and into the
community with the counselors acting like cowbogd aowgirls herding around the children to
keep them together and moving.

On one such occasion, we were nearly ready to JeanEl stood at the front of the line
preparing to lead the drive downtown. Chelsea agpgpred me looking at her clipboard and said,
“Jason’s not here. What should we do? Wait?”

“No,” I answered as | glanced at my watch. “We’heeady behind schedule.”
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“If he shows up here later the secretaries will galand somebody’s walking back,”
Chelsea reminded me.

“I'll walk back and get him.” Just as | finishedysg this, | turned forward and saw in
the distance a tall kid wearing all red and draggirgiant green book bag. He was skipping from
side to side and swinging his free arm wildly ie #ir. And sure enough, across the schoolyard
shrieked the shrill voice: “Wait! Wait for me! It&ason! It's me!”

He ran towards us, and as he got closer | begeugih hysterically. The kid was in a
giant pair of red feetie pajamas. The technicahtfar this type of garment is a blanket sleeper.
It consists of a loose fitting, one-piece garmeith\wong sleeves and legs, booties attached to the
bottom of the legs, and a long zipper that runmftbe collar, through the middle, and down one
leg to where it ends at the ankle. Typically, t@dglare the primary wearers of the blanket
sleeper, so to see this four foot five inch talltb grader bounding up to me in his giant pair of
feeties absolutely cracked me up.

“What are you wearing?” | asked through my laughter

“FEETY PAJAMAS!” Jason answered in an inappropiiateud voice.

“Did you wear those to school?” | asked.

“Nope. | just changed into them in the baaaaathhiddoooooom.” He sang the last
word of the sentence.

“Does your mom know you have those here?” | atteahpd control my chuckling.

“Nope. | snuck them in my backpack this morning.”

“Well stick your shoes on. We need to go.”

“Nope. Don’t want to.”

| stopped laughing. “Put them on.”
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“Nope.”

“Come on, man. Think about it. The bottoms of thfesdies aren’t made to be walking
on cement and blacktop. They're going to get wrdcke

He stared at me for a minute. | was confident neasas working. He dropped to the
ground, unzipped his big bag, and pulled out somealeers. “On! Ready!” exclaimed Jason once
he finished tying his shoes.

Jason was pretty awesome, at least in my opinion.

One day, | had just finished a vigorous game o€spmn the Center’s backyard with a
large group of kids. When | came in through thekidaor and into the craft room, | saw Jason
sitting at one of the half-circle art tables witl reft hand pressed firmly against his forehead
while the right hand violently scribbled acrosshaet of paper. | peered over his shoulder.
“What ya doing?” | knew instantly when | saw linkéea line that read, will not write bad things
at the Youth Center ever agaMy face felt like it was flushing. | had nearlya€licated the use
of reading, writing, and other academic activissa tool for punishment from the repertoire of
the counselors. As the assistant manager of théhY©@enter, | flexed my authority and stopped
the use of copying the dictionary when a child ssvorforbid counselors to use sheets of
arithmetic problems as a way to occupy children tiaa been throwing toys across a room.
Academics of any kind can’t be made a weapon ofgbument or oppression, | contended.

“Errrrrr,” came from Jason in a tone much lowentimarmal for him. | knew this meant
anger festering. “She’s making me!”

| knew exactly who “she” was. | went into the officWhat did Jason do?”

The manager sifted through some papers and progupade with large red letters

scrawled across it. She handed it to me and | BN LADIESThe capitol letters definitely
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emphasized the message behind the words. | fohglanile that wanted to form on my face.
“I'll take care of him,” | said. | grabbed a blaskeet of paper from the desk and walked back to
the craft room. The manager followed.

“You're not just going to let him go play, are yéu?

Our relationship was contentious at best since acednastically different opinions on
childcare and managing the staff. Because | hadadbihere longer, and because my father was
the local high school principal which brought himia contact with the CSD administration
often, and simply because | think the higher-uph@tCSD liked me, | felt | could get away with
directly challenging the manager from time to time.

“No, I got it!" | snapped back at her. “I'll keeprh writing.” She left us.

| sat down next to Jason and pushed away the pagrerow after row of identical
sentences that resembled row after row of pristirbees. The manager had once used her legs
to cage Jason; now she used sentences. Jason@yrtiri@nmm—I have to finish that or I'll
get in more trouble!”

“Forget that,” | said. “You'’re doing something els&h me.”

“What?” Frustration was still in his voice.

“More writing.”

“Ehhhh—more writing! | hate writing!” he snarledrdugh his clenched teeth.

“Hear me out, man. Don’t you want to make cartomhen you're older?”

“Yes!” Anger was still in his voice.

“Well how do you think those cartoons start? Pedyalee to write the stories first, and
then they draw them.” | really had no idea how@amnts were developed but that seemed logical

to me.

17



He didn’t respond right away. He took a moment. 8@k.so what does that mean?”

“Let’s start like this.” | picked up a pencil andtghe blank sheet of paper in front of
myself. “Pick up your pencil. I'll write the firgentence of a story, and then you write the
second sentence, and then I'll write the next,thed you write another. And we’ll keep trading
back and forth until we write a whole story togethe

He said nothing. | wrote on the pap€here once was a kind prince who lived a long
time ago and his name was Jasonian Francisco Saritas the 28 of the kingdom called
Allendorf. | pushed the paper in front of Jason. He lookatlfat ten or so seconds. He glanced
at me then back to the paper. He wrdtesonian had a pet dragohle dropped his pencil. |
pulled the paper back and | wrofdye dragon was blue with giant wings, and Jasowanld fly
on the dragon’s back high over the village and lawgth glee This time Jason pulled the paper
back to himself and quickly began to wrilasonian’s dragon was named Brian the Great and
he helped Jasonian whenever he was in trouble egether they would drop presents to all the
kids in the village like they were Santa Clawsmiled at his misspelling of Claus but didn’t
have the slightest urge to correct it.

We passed the paper back and forth until the pagefiled with a story about how an
evil gorilla on a red dragon tried to steal thesgyffom Jasonian, but with the help of Brian the
Great, Jasonian fought the gorilla and banish&admt the land. Then all the village children
were happy as Jasonian and Brian the Great delivkesr gifts. When we finished writing the
story, | retrieved another blank sheet of papeerédWant to be the illustrator and draw the
pictures for our story?”

Jason worked diligently. Every so often, he wodtihsdrawing to consult our story’s

text. He worked quietly for nearly an hour unti mnother arrived to pick him up. As he was

18



leaving, he handed me the papers with our storyhedrawings. Jason had divided the paper
into fourths and drawn four scenes depicting theeatuire of Jasonian and Brian the Great. “Do
you want it?” he asked.

“I thought you'd want to keep it,” | replied.

“Can we hang it on the bulletin board in the frdnt?

“Sure.” We pinned our story, text and illustratipna the board in the entryway of the
Youth Center next to the monthly calendar and anoements for Youth Soccer registration.
After Jason left, | printed a sign from the compwted hung it over the two pieces of paper. It
read:

Story Written by Jason and Brian.
Artwork by Jason.

But it wasn’t always like that between Jason and Tinere was something in Jason |
could never understand. Something that no amoulaughter ever seemed to reach.

One sunny day the kids were in the backyard hasmagk. Several sixth grade girls sat
at a picnic table talking and giggling as theytatgr wedges of peanut butter and jelly
sandwiches. They occasionally drank from smallk giawrtons of low-fat milk. A large Live Oak
with twisting dark limbs that contorted at odd aggbituated its deep green clumps of leaves
between the shining bright sun and the childretineg ate their snacks.

| watched as Jason calmly walked behind the girhgiin the center of the bench.
Without any provocation, his face contorted infgrisnace that looked like angst incarnate. He
reared back his right arm and mightily threw hig@a of milk into the back of the girl’s head.
The blow sent her head forward with milk streanfirgn her black strands of hair. Jason’s right

arm flailed back again and this time came forwaitth \is fist made solid and struck her
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shoulder. She cowered forward more. She was unalgscape from the bench with her two
stunned friends pinning her on both sides. By itine § reached Jason, his arm was coming
forward to land another blow. | caught his wristdroze the fist in the air. With my left hand |
grabbed him by the waist and dragged him towardbthlding. He flailed his free arm wildly as
| gripped his other arm and waist with all my stjgm He dragged and kicked. He screamed,
“Let me go!” As we entered the backdoor, | could §helsea going towards the victimized girl,
presumably to check her condition. | wrestled Jastmthe main office and pushed him into a
plastic blue chair. My heart was beating hard. Wbk felt like electricity.

“Sit! Don't even think about getting out of thatasH Why did you do that?” | loudly
screamed every sentence.

He had an absolute blank stare. He folded his acress his chest.

“What's wrong with you? She did nothing to you!”

A vacant face.

| began to pace back and forth in front of Jason vémained sitting in the little blue
plastic chair. Several steps left, then severaltyignd then repeat. Even though | only stooctlittl
more than a foot taller than Jason, | loomed ot hlocking him from getting out of the chair.
“What's your problem? Why did you do that?” | saresd again.

Still expressionless.

| kept raining down my verbal assault, just as ddsad kept pouring his fists into the
girl's back a couple minutes before. “What’s wromigh you?”

Nothing.

“Answer me! Why did you do that?”
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“Because | felt like it!” Finally he spoke. “I haj@u and | hate everyone and | want to
hurt people!”

“That’s your excuse? She did nothing. We did naihimyou. Sit there until your mom
gets here,” | exasperatedly instructed him.

| sat down at the office computer and opened thiadpiprogram. | pounded the keys
with my fingers as | entered numbers into a spieeels After about five minutes, Jason asked in
a calm, high-pitched voice, “Can we write a stofg? soooooooorrrrrryyyyyyy.” He sang the
word sorry.

“No!” | shot back at him. “Sit there and do nothihg

“Pleeeaaaassssse,” he pleaded in a cute soundiag to

“No, dang it! Do you seriously think | want to weitvith you after that?”

Sometimes | wonder—to a nine year old, did my pasiteps and screams look similar to
what the manager’s legs may have looked like tia giesar old?

| was not Brian the Great.

Hoping to Make a Difference

In my narrative | hoped to make the Youth Centplage that valued education and made
it a positive and fun activity for children. | opgExd what had been the status quo of how
educational tools had previously been used asptiisary measures for children that
misbehaved. | hoped for a place that would notagsesation of any kind in this manner, and |
actively worked for my hopeful vision by opposifgetmanager. Writing a story with Jason
became a centerpiece for building hope and loofangard to a different and more positive

future for Jason and myself. This was my hopefsilori.
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In this section, | use composition theory and etlanal theory to show how the act of
teaching writing can be much more than simply inging a person how to use a linguistic
system of language in written form. Instead, enaging writing can influence the lives of the
writer and teacher and be an act of creating hopa better future. | do this by analyzing how
my interaction with Jason in the previous sectllusirates how encouraging writing transcends
linguistic features and works as a means of cdirigplason’s situation as Jason positions
characters from his life in his story. Simultandguthis story also testifies to the manner in
which other factors block my use of writing instiioa as a hopeful enterprise because of my
anger and frustration with Jason due to his viobsftavior.

As briefly discussed in the opening of this chaptarratives have the ability to reveal
the complicated tangle of elements involved indtents of the world. The story of Jason and
me illustrates how we can both be funny and angrgchievous and creative, thoughtful and
petty. Most importantly for me, as a person whoksdrard for the growth of the people with
which | work, this story reminds me that | am a lambeing capable of being kind and also
losing myself in anger. This is similar to the eefiion of Robert Kohl if86 Children

I've said many stupid, unkind things in my clagsm hit children in anger, and
insulted them maliciously when they threatened ooemiuch. On the other hand,
I've also said some deeply affecting things, moseddren to tears by
unexpected kindnesses, and made them happy wisephat flowed
unashamedly. I've wanted to be consistent and hageme more consistent.
That seems the most that is possible, a slow movetaward consistency
tempered by honesty. The teacher has to live witlown mistakes, as his pupils

have to suffer them. Therefore, the teacher mashl® perceive them as
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mistakes and find direct or indirect ways to acklealge his awareness of them
and of his fallibility to his pupils. (14)
Reading accounts such as Kohl’'s helps bolster mijgdde. It adds voice to the truth | find in
my story—that educators are people. People whoapable of doing wonderful things and
people who do awful things as well. And Kohl’'s watkcourages me to pursue an honest
understanding of my mistakes and to be more awfateem as | move into the future.

So in this story, | committed both good acts aadrgudgment. | have something | can
find pride in having done, and | have a disappoariti can examine in order to change my
actions and attitudes in future situations whemlamgered. I'm happy that through writing
together Jason and | produced a text that engagedhta meaningful literacy act. We wrote, he
drew, and we displayed our work. This type of wgtactivity is what Dan Kirby and Tom Liner
call for inInside Out: Developmental Strategies for Teachingivg: “Building confidence is
your first job....To a large degree, our first joltlhvinost our students is to teach them that they
don’t have to be afraid of writing—a task not rgalk difficult as it may first appear. For one
thing, a little success goes a long way” (32). un story of writing together, | encouraged Jason
to use his interest in cartoons to help him inuwes$iis writing. This, in addition to pinning the
work to the bulletin board, | believe helped Jaboid confidence in his abilities and self worth.
Writing transitioned from being an activity thapresented oppressive control that Jason hated
and became something that allowed him to exprestalants and ideas.

But | also feel bad that | failed to find a wayreach Jason after he hit the young girl
during our snack break. Obviously Jason could egbdrmitted to cause this kind of violence on
another child, but I wish | could have taught hhmough this experience by channeling his

thoughts to reflect on the pain and fear he causadother child rather than only punishing him.
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In The Boy Who Would be a Helicopt¥ivian Gussin Paley writes, “It was not enouglview
misbehavior as an error in judgment. The questias: Wlow could these errors be used as
legitimate learning experiences? | wanted to exgharegative images for positive active roles
whenever possible” (91). Paley’s words reflect wifgel as if | failed in my situation with Jason
at the end of the narrative. | hope to make evepggence into something, anything better.
Even if the experience is horrible, maybe some gmodcome from it. When Jason wrote
“SEXY LADIES,” we turned writing in a positive diction. But when he struck the girl, | only
became angry. In some ways | wanted to hurt Jagok, Iso | restricted his movement and his
language. | deprived him of writing. | lost hopetims moment. This story of Jason and |
working together addresses both how writing situeican be hopeful and hopeless.

Hope and hopelessness have been a focus in edut@tisome time. Paulo Freire in
Pedagogy of Hope: Reliving Pedagogy of the Opptkssews hopefulness as a means of
change and transformation. According to Freire aibiéity to change the future in a better
direction from present circumstances is paramauanhieducational system that strives to move
students into critically examining society insteddimply accepting the status quo:

While | certainly cannot ignore hopelessness @snarete entity, nor turn a blind
eye to the historical, economic, and social reasioaitsexplain that
hopelessness—I do not understand human existemt¢ha struggle needed to
improve it, apart from hope and dream. Hope israological need.
Hopelessness is but hope that has lost its beaangisbecome a distortion of that
ontological need. When it becomes a program, hepeéss paralyzes us,

immobilizes us. We succumb to fatalism, and thdsedomes impossible to
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muster the strength we absolutely need for a fisneggle that will re-create the
world. (8)
The power of education is the empowerment of thdesit to have the means of changing
society. For Freire, hope is a necessity; hopkeagteam for tomorrow. Without a dream for the
future, the future may be no different than yestgr€Change for the better comes from hope.
Hopelessness, on the other hand, represents canpladt accepts that things will not change
and stagnates future potentiality.

To work to create a hopeful vision into a realitfether it be for a Youth Center or a
writing class in a college, requires risk, art, @dentricities; it requires re-visioning how
programs already function and letting go of oursegothe attempt to find what is right in a
particular moment and context. It is akin to whabBrt Inchausti calls the sublime pedagogy in
Spitwad Sutras: Classroom Teaching as Sublime \otat

There are many ways to teach successfully, bugtisesnly one pedagogy of the
sublime. This prophetic art is born of poetry, esg;eexaggeration, and risk. It is
not so much a means of instruction as it is atoadklf-transcendence, an act of
liberation, a pure expenditure of energy in an exad shame. And one can only
learn how to do it the same way Kafka learned howrite—out of a marriage of
desperation and infinite longing. (151)
When | decided to challenge the manager’s authdriiggan to work with hope, or what
Inchausti might call the sublime. | risked defyig ruling power not for the sake of challenging
authority in order to supplant my control over thanager’s authority, but rather because a
feeling of profound anger for what | continuallyxsshappening to Jason compelled me to act. |

was desperate to give an alternative for the wayntanager treated Jason and longed for a way
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to help Jason feel nurtured and safe at the YoetitéZ. This moment represented something
more than simply an instance of disciplinary actioward a misbehaving child. Instead, it
became the chance for Jason and | to create ae&haargadmittedly small change—but a single
example for Jason to write himself how he wantedvtrld to view him. | wanted a way to help
the child grow as a person, and | didn’t believefttrm of punishment he was receiving would
help his growth. | used my imagination to reviseaw disciplinary interaction could be with a
child. I had no controlling method of what | would with Jason; | simply followed my
intuition. Without consciously realizing what we mgedoing together, Jason and | created a
sublime moment together, similar to that descripgdhchausti. | saw something wrong, so |
reacted. And because Jason was open to revisingalitly together, we created a hopeful story.
Inchausti describes the pedagogy of the sublineeascept closer to that of a visceral
experience in the moment rather than any spedicational technique. Instead of pedagogies
that “seek to pass on skills, efficiency, and slgotaver,” the sublime pedagogy is “powered by
metaphor, irony, and a profound skepticism towdndsways of the world” (Inchausti 151). A
sublime pedagogy dismisses the utilitarian viewradwledge transfer and seeks to inspire a
meaningful experience that awakens a part of timeamuspirit that education will sometimes
neglect. It is tapping into the human essence.ore than grammar, handwriting, and thesis
statements. It is more than socializing studertsaonformity and humdrum. It is finding the
wellspring of creativity and potential and hopdsltnaking the spirit flourish. In Jason’s
circumstance, composing the phrase “SEXY LADIESdagtically speaking, should probably
not be encouraged in that setting. The last thiwgrit is for a six year old to read such language
then go home and repeat these words. Child camsgnas/e an obligation for the physical safety

and emotional innocence of the children. So forttassgression, Jason might be punished. He
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could copy sentences. Perhaps he could be placacloair in a corner for timeout. Maybe he
could be required to dust the computers to perf@sort of community service for this
transgression. He could receive a punishment énaftorces the social power structure that
positions Jason as a bad kid that must be madpent for his inappropriate behavior, and
writing was the oppression technique used to rexeftis status as wrongdoer and the
manager’s position as an authority figure. | haseaedmany of these punishment tactics with
children—timeouts, service, etc.—but in this momiedidn’t feel right. Something guttural
grated against my senses and | felt myself fluskiily excitement. When | began to write with
Jason, my only conscious intent was to distract bum there was a side effect more profound.
We challenged the social structure and used adiyer scenario to rewrite the social system we
found ourselves forced to grapple against. Togetherfound a way that afternoon for Jason to
transcend his role of problem child—to use his tivég and talents to write and illustrate a
potential self that was different from how manyesthbeople perceived Jason. In his story, Jason
no longer corrupted the other children. Now he nthden smile.

Yet this narrative | share about Jason proveslthat no hero. | am no mythical figure
recreating reality. I'm no radical revolutionarytbe childcare world who redefined an
institution. Rather, I'm a flawed individual who kes mistakes interacting with children just
like the manager—the person | opposed. By the étitecstory, | withheld writing from Jason
and was using it as a means of punishment; | haghtato make educational activities
meaningful engagement and was now withholding $ing writing and the teaching of writing
as a vehicle for hope is not simple. And as Patk&almer writes iThe Courage to Teach:
Exploring the Inner Landscape of a Teacher’s Lifleust engage with these stories to

understand how to better use writing instructioa g@enerator of hope: “When you love your
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work that much—and many teachers do—the only wagetaut of trouble is to go deeper in.
We must enter, not evade, the tangles of teaclumvgescan understand them better and negotiate
them with more grace, not only to guard our owmitgobut also to serve our students well” (2). |
want to explore the dilemmas in the pursuit of hdpew do | balance the rules, obligations, and
responsibilities of a context such as a classroatm thve desire to nurture the hopes of students?
| want to understand how to make sense of my axtidren | have encouraged hopeful writing
and when | have discouraged young writers. My statly Jason is an example of the tangles we
can encounter when we work toward hopeful waygaach writing.
Seeing Brilliance and Possibility

In this section, | describe the importance of wogkioward a hopeful theory within
composition studies. Even though it may be diffi¢aldefine and practice, | believe a hopeful
pedagogy for teaching writing is of supreme impactabecause hope is what compels humanity
to act in pursuit of the better good—for the indival and society. Hope is what makes lives
better. And after all, isn’t it the lives of ounstents and the lives of educators that create the
beating heart of education? Blitz and Hurlbertaety think so when they write, “Everything
counts. We aren’t going to pretend our lives camwliieheld in brackets any more than our
students can. What is at stake in teaching is ¢éople in the room. The composing of the works.
The living that becomes the works. Together. Contioos aren’t merely warm-up exercises for
the living. Writing and living and teaching are rsefparable” (2). These lines by Blitz and
Hurlbert support the notion that the work of conipos is inextricably the work of living life. It
is writing. We write what we have lived, and we @so write what will come—a hopeful
future. This is my hopeful vision of my life as angpositionist who will work toward a career

devoted to students. Blitz and Hurlbert write tbatposition can be understood in wide and
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creative terms: “One reason we love working in coaifton is that we have learned—or been
taught—to understand the term ‘composition’ as Bipand imaginatively as possible.
Composing is a living process, and it is the livqualities of composition that we value most—
the lives of the composers” (15). | imagine composito be a hopeful enterprise that inspires
hope in students and educators. This is the ligumgity | see in our work. | believe in hope as
the force that gives life momentum to endure hapdahd see a better tomorrow, and hope can
be part of the life in student writing.
Yet there does exist pain, and hurt, and failureeqgast moments when our students and
ourselves have been convinced that we are hop&assbelieve we can counter these forces in
our classrooms. The idea that students and edgazdoty the baggage of the past into our
classrooms with the hope that education can offester future for society runs throughout the
work of Blitz and Hurlbert:
We need a vision of what is possible, and we migstface what is before us in
our everyday line of sight. Our students bring @attbly complicated lives to our
classrooms. So do teachers. Students bring tieds &nd successes, their
desperation, their fatigue, their boredom, theaitexnent, their expectations for
change in the way things are. And so do teachersstbdents offer us, at every
turn, a resiliency in a culture that may not, fogm, offer much hope of a vision
beyond television or state-sponsored lotteries. adffer—or our role as
educators promises—alternatives. Or do we? Whereveabegin? (22)

| think we begin with hope. We begin by working vdur students to show them they can write

and write well. We help them see that there is Hopbeing a good writer despite what they

may have been taught in the past or how bleakutued may appear and that with writing they
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can do great things. We can will ourselves to famushe success and the potential as a means to
work through the failures. Then, hopefully, ourdstats will venture into the world outside our
classroom walls with this hope in their heartsdyetm broaden the hopes of the people they
encounter and the institutions and companies wiheyemay one day work and influence the
world.

It is much too easy to succumb to despair and gihenup the pursuit of providing
meaningful education. And who can blame the teached administrators who fall into a state
of complacency, conducting education without igngtthe soul and passion that inspires
students to reach for goals they may have imagoediifficult to achieve. As Americans, we
like to believe in the myth that no matter our ra@@nomic status, regional location, ethnic
heritage, we all have equal opportunities to leard thrive. Jonathon Kozol describes this
educational belief in equality as just this—a mfgthmany American citizens and immigrants:
“According to our textbook rhetoric, Americans abliee notion of a social order in which
economic privilege and political power are deterdiby heredity class. Officially, we have a
more enlightened goal in sight: namely, a societyhich a family’s wealth has no relation to
the probability of future educational attainmend &me wealth and station it affords” (207). Yet |
suspect many of us in education see with our eydgeel with our hearts that this myth does
not accurately reflect reality in our American edticnal system. Those of us teaching in many
of our grade schools, our community colleges, arehén our state universities have to see the
inequities every day on our campuses. In our sehwelsee facilities crumbling, class sizes
increasing, teachers receiving pink slips, studetis are angry, apathetic, and timid from a

history of dealing with the ills that can be foundhis world. And how do we respond? What do
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we do when facing these circumstances? What dawé&she underprepared and culturally
diverse students for whom the system has not fometi?

It would be easiest to respond in the same waythigamanager treated Jason when he
misbehaved. As writing teachers, we can answer thhéhmetaphorical rote copying of sentence,
after same sentence, after same sentence, afterssatence, over, and over, and over again.
We drill out of them their errors and diversitydane drill into them conformity and
standardization. We say things like, “Write anacluction paragraph following this formula. Of
course all essays have a thesis statement. Camatushould only look like this.” We teach them
to accept their station in life. Mina P. Shaughgesported of this type of response to basic
writers inErrors and Expectations: A Guide for the TeacheBas$ic Writingwhen she describes
past ways of dealing with underprepared and divettsgents as focusing on correcting their
mistakes and differences with standardization (ZFBe mistakes and disparities seem so large
in our schools and in our society that we respoitld standardization. We kill the life of
language, and we kill the life in writing. We eng viewing our students and ourselves as
automatons, passing on basic skills and losing sifjtihe beauty, creativity, and intelligence
inherent in the human spirit. We kill hope.

Educators must look at the people in their clagsaand see the infinite potential of
human creativity, resilience, and intelligencemsgtat the desks and tables. Educators must
believe in their hearts that each student has@uenntelligence and talent, and even if this
intelligence and talent has been shadowed by sbcoetitural, and political oppression, it can
surface through nurturing guidance. | believe, etPEIbow believes in “llliteracy at Oxford
and Harvard: Reflections on the Inability to Writihat all people are capable of brilliance

despite the present circumstance that may causelsiiy to perceive that he/she is weak,
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stupid, or hopeless: “I think | see brilliance gegtclouded over when someone is hurt or
anxious—and sometimes reemerging when the fedmreatt goes away” (13). | wanted to

believe Jason’s destiny was not fixed. | saw indageativity that could be encouraged in a
positive manner. Although Jason appeared to bédamh the path of trouble—he liked to break
rules, antagonize his peers, and cause violenceheMed we could move past his angst and we
could find something he could do well. And in dothgg, | also believed he could find a way to
be a positive influence on his peers and the pdoplencountered in life, despite the judgment of
people like the manager. | looked for the brilliame Jason instead of focusing on his flaws just
as Elbow urges educators to do: “I think | see stiisl being smarter, thinking more deeply, and
handling words better when teachers look for thalhance, treat them as smart, and support
them in dealing with what is trying to cloud thered’ (13). Jason could impact the world in a
positive way. So together, Jason and | used wribngork through our “clouds”—the manager,
the labels she placed onto Jason, and the manmdrich she treated him. She was Jason’s
tormentor, and for me she represented my nemasigalson and | found an alternative solution
to reinventing her presence in our lives. Elbowkkat students, teachers, and classrooms as
gatherings where optimism and possibility flouri$hey are places where people can find
strength. They are places where people can becettexr bngether. Jason and | helped each other
turn our adversity into our potential greatness.

Essentially, Jason and | used writing to contral arake better sense of our current
predicaments. Elbow describes using written languwesgga means of taking control over one’s
life in Writing Without TeachersMany people are now trying to become less helplesth
personally and politically: trying to claim morentool over their own lives. One of the ways

people most lack control over their own lives istigh lacking control over words. Especially
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written words” (v). The manager’s use of rote cogyof words made Jason helpless and
controlled—I would describe him as hopeless toctffes situation at that moment because he
had no agency to change his situation. She coatrdkson by controlling how he used
language. Exemplifying Elbow’s statement, Jasokddaontrol over the words in his life.
Literally, he was forced to repeatedly use languagemphasize his mistake. But when Jason
was set free of her influence, he could write his @tory with his own words. He had a small
piece of his control over his life back. Obviouslyas a catalyst to this change, but | didn’t
instruct Jason to write the story the way in wHiehchose to write the narrative. We wrote our
story together in a shared enterprise. This momwastbrief, and in the grand scheme of his life
who can say what impact it may have made on himfdsuhis brief moment Jason took control
over his life by controlling his words.

We must remember that words and the control ovelamguage is a form of symbolic
power in society. Irvin Peckham oing North Thinking West: The Intersections ofifloc
Class, Critical Thinking, and Politicized Writingstructionreminds us of the importance of
having the ability to control words through writiag a means to gaining or foregoing agency
and power:

Writing is a fundamental act of literacy, of namithe world and writing one’s
way into it. But writing, like teaching, is far fro simple. Words, which form the
fabric of writing, remove us from primary experiend hey shape our
understanding and identities. In a literate so¢ietyrds are a primary agency of
exchange. Words, even more than weapons, are amrgdgthe tools of power.

Words form webs of aggression and deceit. Througtdsy we sort people, create
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and maintain hierarchies, and distribute privileDeey are the way we do

things—and they are the agency through which thargdone to us. (1)
Writing and the ability to construct our own naivas about our reality is a form of control over
our lives. It is a way to have power. The wordsriaager used sorted Jason into a category
that predicted he would be a failure in his futtireen she used words to reinforce this outlook
when she made him copy sentences that highlighsechisdeed. These examples of language
use by the manager coincided with actions thaté@d Jason’s identity as a troubled child. But
when Jason was able to use his language in a waig choosing, he transcended the category of
a problem child and rewrote himself. In Jason’systbe constructed himself into a hero. He was
no longer the troubled child destined for failuseagher’s had constructed him. Instead of being
evil, he became the champion who fought evil.

Jason and | worked together to create a realifgr@iit from that which we inhabited at
that moment; Jason was no longer the troubled child | banished educational punishment
from my workplace. We were writing a hopeful futtogether. We fought against a status quo
we couldn’t accept. For bell hooksTeaching Community: A Pedagogy of Hopéucation is
meant to promote actualization of the self andfoster blind acceptance of the norm:
“Education as the practice of freedom affirms hHealelf-esteem in students as it promotes their
capacity to be aware and live consciously. It teadhem to reflect and act in ways that further
self-actualization, rather than conformity to th&tss quo” (72). Jason’s self-actualization
occurred not because he followed the rules; insteadhallenged this power system. Then in a
moment of supporting his hopeful vision of himgelbur story, my agreement to hang our story
in the entryway to the Youth Center representeigibn of Jason achieving authority to

control his identity in the world of our Youth CentHope, as Aquinas states, is achieved by the
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individual and with assistance from another per@ogroup of people (457). Together, Jason and
| helped one another through our writing. It isthelationship in this moment that we were most
hopeful. And it is these moments that | want tadogn composition classes. Tiny and miniscule

these moments may seem, if we can generate monmarelof these little moments then

perhaps they will add to something so much largéergreater.

Yet my narrative about Jason and me writing toggphaves that the pendulum swings.
At the end of the narrative, | stifled Jason. Wheras angry, | didn’t seek a way to use writing
to channel his emotion and actions into a momesetffactualization and reflection. For me,
this is failure. This is hopelessness lost in fuinyretrospect, | believe that even in our moment
of pain and anger we could have found a way to noakenteraction into a moment of
reflection, learning, healing, and hope.

But | want to work through the failure. I’'m hopetilat this is possible. And I'm hopeful
that even though | may feel small and meek at tirheasn make small changes here and there,
and maybe these tiny shifts will cause a chandkarworld my students and | inhabit. Palmer
writes, “Most movements do not overturn the pramgibrder but make incremental adjustments
to it....Movements are more likely to fine-tune rgathan to give rise to a brave new world”
(180). | may not have the power to make a monunhehtange in a mere moment’s time, but |
believe | can make small changes with the helpopkhand these small changes might build into

something large one day. | want to be hopeful.
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CHAPTER TWO
HOPE IN THE LITERATURE REVIEW
Introduction to Chapter Two

In this chapter, | present a literature reviewider to better understand the concept of
hope. The literature review in this chapter wikharfrom disciplines outside the field of English
composition, mainly philosophy and psychology, bseathese fields have scholars who have
worked to define and explain hope as a human expegi The chapter will open with a narrative
and an analysis as an example of hopelessness tiidtaarrative and analysis, multiple sections
will examine literature to describe hope in genetfad cognitive aspects of hope, how hope
becomes a social enterprise, and describe howsiiearmbmposition signify composition to be
capable of being a hopeful discipline. The nargativthis chapter will serve as a means of
exemplifying and illustrating how the concepts dissed in the literature review may manifest in
the teaching of writing. Of course the narrativéhis chapter presents a uniquely specific
context involving a particular student, teacheiting program, and student-teacher interaction,
but the goal of merging this story with revieweti@arship is to present a lived experience as a
way to understand hope as an emotional experierte@gnitive process.

After the narrative and a section that analyhespersonal and political ramifications for
this student, | use this narrative in subsequestiases to help clarify hope as a theoretical
concept and how it relates to the field of compositin this chapter, | contend that hope,
generally, is a future oriented emotion that compelmans to believe in possible changes and
work toward accomplishing these changes. Hope mstsitcognitively in three aspects—goals,
pathways, and agency. | present work that view lagpsomething that can be done together as

a social process of support for people strugglanfind hope in their lives. With these sections
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that depict the elements of hope, | merge compmustheory to formulate how hope theory
relates to the teaching of writing. For writingtintion, hope is something that can be taught
and encouraged in educational settings such atheosition classroom. And furthermore, |
contend that as a field, certain trends in compmslready embrace the core fundamentals of
hope theory, making composition a hopeful entegpais long as its practitioners continue to
value the experiences and knowledge our studeimtg ioto our classrooms.
ESL Doesn’t Mean Dumb

In 2006, | received my first teaching assignmemtas finishing my master’s degree in
English with an emphasis in composition, and nowking as a writing teacher, | felt like | was
doing exactly what | should be doing with my liMy father had been a teacher, my mother was
an elementary school nurse, | had uncles and cougio were teachers, and now | was a
teacher. | felt like | was born to teach. | guessause of growing up as a child in a family full of
educators, | never imagined myself in any other @lzept maybe being a professional baseball
player, but that was something that as an eight gleld figured | would do alongside teaching
just like how my father coached high school atbketwhile also teaching Anatomy. As the years
went by though, | realized professional basebalbpbly wouldn’t pan out, but I still knew
teaching was for me. Even my first jobs when | wdsgh school student related to teaching. |
was a teacher’s aid in a third grade summer satlass, and | refereed and ran camps for the
youth soccer organization in our town. | liked wiokin these roles.

So when | began teaching at a midsized universitthe west coast, it felt natural. We
were on the quarter system, and after the firstttwrds of the year had passed, | was doing
great. My student evaluations were phenomenabdisein the department, and my observations

outstanding. | was building a strong teaching ettexsed on the statistical accomplishments that
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were reported on paper from those student evahmtod teaching observations. Sure, the
normal grind could be tough—grading, lesson plagniaculty meetings, etc.—but all jobs have
tedious moments. | was doing the right job for are] according to all the available data, | was
doing it well.

At the beginning of the final quarter of the acadeyear, the world looked perfect. It
was spring on the central coast of California. Watmshine was everywhere in my golden
state. The landscape was still green thanks tavthier rains, and the country was speckled with
patches of wildflowers. Clusters of yellow Hayfieldrweed spread across the hills making them
shimmer like gold nuggets. The pink of FarewelSjrings and purple of Dwarf Brodiaea rolled
over the land like the sweeping swaths of cola sunset over the Pacific. And the fiery patches
of orange from the state flower, the California pyppcreated a sense of vitality and optimism on
the countryside. | was finishing my M.A. in thre@mths.

At that time in my first-year-writing class, | ageed a short essay on the first day that
asked students to compose a text describing wlyydhese to come to college and how writing
could possibly play a role in their personal, acaide and professional futures. | collected the
papers that same week, read them all, and thesh@ticonferences on Friday. My goal for this
quick writing assignment and conference was sinplyet to know my students better, for them
to get to know me better, and to understand how tiewed themselves as writers and discuss
goals for them throughout the quarter. | didn'igis® grade.

After collecting the papers at the end of our Wediag morning class, | returned to my
office and began reading. | wrote some notes op#pers with my blue fine-point pen and
happily plugged along until | came to Tron’s esskyn hadn’t spoken much during the first

two class meetings during our class discussiondiduesponded thoughtfully and articulately
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the few times | spoke with him one-to-one. And afte first class, he had asked me about the
topic he had in mind for the content of his pajgsrerything seemed fine in class, but when |
read Tron’s paper, | got scared. My strong etha@mbeo fade quickly. | saw things happening in
Tron’s writing that | didn’t know how to addresshifigs my composition courses and teacher
training sessions didn’t prepare me to confrontirdvéhings with articles and prepositions. Verb
tenses were all over the place and sentence stesgeemed odd. The story in the paper was
great. It described how his parents had emigrated Cambodia to the US, and Tron’s
acceptance to a well-respected university was dhmaination of all the sacrifice and hard work
involved in their immigration. Tron described hirtises being the first true American to succeed
in his family by going to an American universityuBhe grammar? What was | supposed to do?

| loved the paper because it reminded me of theéestony grandparents told me about
coming from Greece to the United States and how &veugh my grandmother was raised on a
farm and my grandfather a factory worker in a JDlere tractor plant, they dreamed of having
educated American children. Those children werdather and his brothers. Ever since
childhood, I can recall my grandmother speakingidhp of her three college educated sons: two
teachers and a medical doctor. | remember her gaiiow if only we had a mortician in the
family, then we’d have the perfect American sucstssy!” Apparently, to my grandmother,
being a mortician ranked very high in status wherame to possible professions. Tron’s paper
resonated with me because it reminded me of mylyaGreek heritage and immigration, but |
had no idea how to deal with the grammar. Thatwag overwhelming me. In my short time as
a student-teacher, | had never encountered a stuitbrthese writing issues. Even before that

when | worked as a tutor in our university writiognter, | hadn’t seen a paper like this. | felt
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like | was spinning in space with no gravity toateea point of reference for myself, so | turned
to the one lifeline | had. It was my only optiorthbught. | looked to other people for help.

| picked up my office phone and called my WPA dmehtthe Writing Center Director.
They met with me that afternoon, read Tron’s paged then went over his transcripts and
placement exam. Both agreed that Tron should haga placed in ESL English, and they
directed me to explain this to Tron so that he dalxtbp my class and enroll in the proper course.
Easy enough, right? | left the meeting satisfieat #verything would be fine.

When Friday morning came, | arrived at my officé8a.M. The plan for the day was to
conduct conferences until noon and then head tbeéheh with some friends in the afternoon to
enjoy the warm weather by the ocean. | went intooffige and looked at my conference
schedule; Tron was the last student of the dagt tlgough the other 21 conferences and was
feeling a little tired. Then came Tron. | shook h&d and said, “Have a seat.” He had a giant
textbook under his arm. “What kind of book is thdt&sked.

“Oh, it’s for advanced Calculus,” Tron answered.

“That sounds hard to me,” | replied.

“I think it's fun. English is scary,” Tron said.

| got a little nervous at this response, knowingthwas required to tell Tron.
“Everybody has some academic fears they have twore. When | was getting through my
math requirements for my undergrad, my girlfrien¢tha time, who was a biochemistry major,
would tutor me. | will always remember her sayifidnis is so easy. It's the same math | did
when | was twelve.’ | always thought that was fuwen though I'm pretty sure she was

insulting me a little. But she helped me througlaitd now I'm always interested to see what
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other people can do with math. | even know an Bhgbrofessor that relates some type of weird
guantum physics with fgcentury American literature.”

Tron excitedly began to explain his future plaridoVe math because it applies almost
anywhere. Engineering, computer science, physieanestry. Math is involved in everything so
the possibility of application is everywhere. | Mibve lots of possibilities to use math. Do you
feel that way about writing?”

| smiled. “You read my mind, Tron. That's exactlgwh | feel about writing. Everyone
does it. And everyone can do it, in my opinion.”

Tron smiled. “I can’t do it good. | already knowuwte going to tell me | didn’t do good
on my essay.”

It felt a little like my heart was breaking whended those words. | didn’t have a well-
formulated plan for how | would tell Tron what | svanstructed to do. | didn’t think it was going
to be a big deal, but now | was starting to haw®sd thoughts. | decided to speak to Tron just
as | was taught to write an end comment on a styzhgrer. I'd start with the positive, and then |
would move into the more critical aspect of my @sge to Tron’s work. “Tron, this story is
amazing. In a lot of ways, it reminds me of my ghaarents’ immigration from Greece to
America. And | doubt | could have expressed my f@mstories as well as you expressed your
family’s.” We continued to discuss the content f aper. | thought | could see the
encouragement building in the young writer. He wadding his head and smiling as | spoke to
him.

“You really think | told the story good? I'm happlyen because | spent a lot of time
thinking about what to include. Did you like tharpabout my dad driving his cab in San

Francisco when | was a baby?”
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“That was definitely a powerful story to includé,answered. “I can’t believe your father
has been robbed at gunpoint twice. Including thgges of details really highlight the work and
risk your parent’s took in coming to this countndavhy they really wanted their children to
attend college. | believe that was a very wisesienias an author to include those things in your
paper.”

“Wow,” Tron said. “You're one of first people to @ally like something | wrote and say
| did good.”

But | had to speak about the grammar and changiagses. | felt slightly sick now. | felt
like a horrible person. Maybe | shouldn’t have thbich the good | saw in his work. | was going
to break all that positivity down. This is exacthe opposite of how | wanted to affect students. |
just spoke.

“Tron, do you predominately speak Cambodian at ft¥me

“Yes. My grammar’s bad at times, isn’t it? Evemiy story’s good, my grammar’s still
bad.” He was going to beat me to the punch. Healkraady anticipating what was coming. |
detected that he may have had similar conversatiotie past.

“No, itisn’'t bad,” | answered. “It's just...differeri | wasn’t sure at all about what | was
saying. “You need somebody specially trained t@ Istlidents that are bilingual, and that’s not
me, SO we are going to have to move you from mgscliato another special ESL section. It is
the same class though.”

| saw tears swelling around the bottoms of Troysse My stomach ached more.

“I'm not smart at English, and ESL isn’'t the samieg”stated. Then a tear rolled along his

bottom eyelid and gently slid down his young che®khen | got in normal English, | thought |

42



finally became a good writer. | knew it couldn’t tsee. You don’t understand. | studied so hard
for the placement test.”

“You studied for the English placement exam?” |sjiened in disbelief. “Did you study
for the math one, too?”

“I didn’'t need to take the math test because my Sédres are high in math. But not in
verbal. So | had to take the test. And | reallydsd. | studied my high school English books. |
studied vocabulary words, and | studied grammat.|Btill failed. | was happy when | thought |
passed, but | really failed.” He cried a little raor

My thoughts went to six years before, back whead taken the same entrance
orientation and exams at this same school befarérgj my bachelor’'s degree. Tron and | were
on opposite ends of the same spectrum. My SAT saweee high in verbal, so | didn’t need to
take the English placement exam, but | did neddke the math portion of the test. And it never
crossed my mind that | should study for it. | didcare where | was placed.

“Tron, the placement exam isn’t about passing tinta It's about finding the right fit
for you. It's about getting you into a class witkeacher that can really encourage great writing
from you.”

“I like your class. But I'm bad at writing so | catake it. Now | go back to the class for
different people.”

“Tron, itisn’t you. It's me. | think you’re a goodriter.”

“I like your class,” he said again. “You seem f@ut I'm dumb and | got to take dumb
English with the other non-Americans.” He criedttel more. A little harder. My limbs felt like

electricity.
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“No, Tron, ESL doesn’t mean dumb. And this has mgtho do with being more
American than any other student.” My vision blureetittle, but | held my composure. “You're
not dumb. I'm the one that's dumb. I'm not qualifier smart enough to teach you. You're
smart. This story is amazing...maybe better tharulccwrite. All writing needs help in some
way. Remember when we talked about that the fagtaf class? I'm just not good enough to
help you in the ways you need. The other teacherdaose kinds of teachers know grammar
really well. | don’t. I don’t even use commas cathg in half the stuff | write. You're a fine
writer, Tron. You just need a better teacher thai’m

Neither of us spoke for about a minute. Tron stdppging. | turned on my computer
and helped him register for a new class. “Defigiteke Sadie. | know her, and she’s a great
teacher. Better than me and more fun. You'll loee fron.”

We spoke a little more, but | can’t remember alvaoat. We shook hands, and Tron left
my office. | turned off my computer and packed nigck canvas bag. | rotated my chair away
from the open office door towards the sunlightatneng through the large window. | stared at
the giant Oak in front of my building. Behind tharkl twisting branches and deep green leaves
of the Live Oak the sky radiated bright blue anel tiills rolled green with their patchwork of
colors. | stared without moving for at least fivénotes. Then | snatched my bag off the desk and
quietly walked out of the office, shutting the hgavooden door behind me. | didn't feel like
going to the beach anymore.

Hope Denied—Goal Failed

Despite our best intentions as educators, we can sdents. Despite thinking we have

an idea of what is best for our students baseth@mngsearch we read and conduct, the

curriculum we structure our courses around, andetdwaing objectives we strive to accomplish
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in our classes, we still may alienate our studeBdsnetimes we make students feel as if they are
hopeless writers. When | read Tron'’s essay, | ktiewif | had assessed his paper based on the
description of mechanics as outlined in the gradurdgic | used back then, Tron would have
failed. | thought what Tron needed was a teachdirwg@esed in the linguistic structures of the
American-English language, an instructor that cae&th Tron grammar in a way | never fully
understood because | did grammar from instinctauttbeing able to articulate the rules well,
and a classroom with other students that had simédads. The course curriculum and placement
system at our school reaffirmed my view of whatirneeded, but what | never accounted for
was the feelings that Tron would experience bydenoved to ESL English. It never crossed

my mind that this placement affected Tron’s percgpdf his status as an American citizen until
he told me. It never occurred to me that Tron migkt hopeless because of a placement test.
Maybe | should have sensed that from reading Ipgpdn this section, | explore how the effect
of labeling Tron as ESL and moving him to an ESkigeated writing class was a sociopolitical
act in an educational context that damaged Troofgeh of directing his sense of self as a
student.

In Minor Re/VisionsMorris Young examines Asian-American literacymafives and
places them in relation to how literacy servesragdicator for American citizenship. Young
writes, “Intertwined with these literate acts apeial contexts that are inextricably tied to the
ways we are perceived to be literate. The pleasndepain of literacy is both public and private,
acting in the construction of a sense of self atidenship” (11-12). Tron’s particular experience
with the first formal literacy act he performedadollege reaffirmed his perception of self and
citizenship as being outside mainstream Americal perhaps the pain Tron felt was especially

poignant in our meeting due to the pleasure hgustcexperienced from being placed in the
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mainstream writing course and having his teachpress praise for the content of his paper.
Tron sensed his social progress toward his vexdidimerican citizenship with his placement;
he felt this moment solidified him as a typicalgsessful young adult that was attending a good
college and enrolled in the course curriculum thatmajority of his peers would be taking. Tron
felt hopeful about his hard work and potential a@am his educational label. Yet by suddenly
removing his status as a “normal” first year wigtistudent from him, I threw Tron back to his
old perception of self—different from his peerseWPA, Writing Center Director, and
myself—all of us—did what we thought best for Teducation without ever asking him what
he thought best for himself.

Tron’s placement exam is an example of how educalitesting can affect an
individual's sense of intelligence, ability, anddeo Danling Fu’s time spent with a young
Cambodian immigrant attempting to achieve academmcess in an American high school
named Paw shares similarities to Tron’s story: é&nits study for tests and are classified by the
scores they attain on those tests. By being pilieabottom level in her English class, Paw is
conscious of her low status at school. She is wdrishe does not know why she works hard,
yet still cannot use the language well enough toes® her goal: passing tests and going to
college” (50). The standardized exams used to @aaents into what educators’ presumably
believe are courses that will most benefit a sttidelevelopment can have a serious impact on
students’ psyche in a negative way. Both Tron aaa Btate that they study hard to do well on
these exams, but both continually fail to meetrteals. This is an example of hopelessness.
Working towards a goal yet feeling as if that ggalnachievable no matter how much energy a
person expends to reach his or her objective. Tagures to meet the standardized educational

standards can instill a sense of inferiority.
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Young describes how marking students as beingliesate because their language does
not conform to what the institution deems as appate academic English will marginalize
students: “Another tension is between those whaanstructed as literate and those who are
constructed as illiterate or less-literate, thotlgh is often determined through a person’s facilit
with Standard English and is another way of markmegnbership and status within the
community, and in providing educational and culteepital’ (7). It seems that Paw and Tron
both sense that their facility with English serasseducational capital that will allow them to be
accepted or rejected as members of their schootmonties and also as American citizens. In
Hunger of MemoryRichard Rodriguez senses this linguistic tie webmmunity acceptance
after feeling as if he could control English wellan academic setting: “At last, seven years old,
| came to believe what had been technically traeesmy birth: | was an American citizen” (22).
The accounts of Rodriguez as a child mirrors thaest of Paw and Tron in that all of these
people, even as children, sense that literacy lamadlbility to use English according to a
homogenous standard represents political acceptanae American citizen. Composition
programs and courses that promote a standardiegdofiacademic writing in their assessment
practices and learning outcomes reinforce a btiegfthere is one American English that is
privileged over all other forms. If, as compositiostructors and college administrators, we
continue to promote these practices, then we arettiog that we base our writing instruction
on an idealization of what writing should be acoogdo our perception of what standardized,
academic English is in America.

This means we are convincing students, ourselvesthee public that there is one form
of written English that exists and is valued aball@ther discourse structures and Englishes.

Instead of celebrating the rhetorical, discouraad] linguistic diversity that we know each
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student brings into our classrooms, we seek tae@formity under the guise of it being in the
best interest for students, the college, and spdéstice Horner contends that in contemporary
American society “The permeability of the boundageparating ‘native’ English speakers from
ESL speakers is growing” (4). Horner’s argumerdggsentially that composition can no longer
persist in the belief that a monolingual, standaediacademic rhetoric exists in our classrooms
and in our colleges and universities. Student sejogr based on varying literacy backgrounds,
whether that be due to being labeled ESL, developaheor even advanced, does a disservice to
writing instruction because it creates schisms betwstudents instead of looking at all students
as capable of bringing richness and experienceatotiang classroom. | believe if we attune
ourselves to the literacies, languages, and wrgtgtps of our students, we can work with them
to dispel the mythical form of the one and onlyreot way to write in English. We can
acknowledge that the literacies our students’ diygmssess are valuable. And in acknowledging
the value of the skill and knowledge students alydsave when it comes to language and
writing, we can show them ways to adapt to newimgisituations in the future without
demeaning what they already have in the presemtiets can also help one another see
diversity in language use and learn from one amoiftas is hopeful.

Because a person’s facility with the English largriaan represent political and cultural
acceptance or marginalization in American socigty,diverse and unique needs and desires of
each student will be different depending on whatdtudent hopes to gain through education. In
“Lived Pedagogies: Becoming a Multicompetent ES@adher,” Gloria Park shares similar
insights with Young and Rodriguez about the pditigower of English instruction as she
recounts her early experiences teaching adult E&lests at a community college. Park

acknowledges that her teacher training hadn't cetept prepared her for teaching in this
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context and she needed to examine each of hemgfideeds differently depending on the
individual student and realize that learning Ergliepresented political power: “It entailed
understanding that every adult ESL student comesny classroom with different linguistic
needs and cultural backgrounds. Also, it involvaderstanding that the English language could
potentially present empowering as well as margaiadi opportunities for adult ESL students as
well as for me” (20). Although the context Tron dnalere in was much different to that of Park,
| believe | needed to understand the same thindsbegan to learn from her teaching
situation—I needed to listen to Tron’s needs arah@re how my decisions could impact him. If
| had better understood what Tron expressed ifirsigpaper, maybe | could have understood
that the value Tron placed on his literacy perfaroegaamounted to much more than grammatical
expression. For Tron, his language and designatitime university represented his acceptance
as an American—something he had right to from hif Ibut felt as if it had been denied to him
based on his educational label of being ESL.

Ultimately, | believe | failed Tron. Perhaps nothva grade, but | failed to help Tron
move into a world that had been denied to him tghoeducational language policies for most of
his life. | failed to acknowledge Tron’s hopefulrpuit for his education. Park writes:

| realized that teaching English, especially tolaHSL students, would be about
more than simply helping them gain different langgiéearning techniques and
strategies in everyday practice. It should be akoytowering them to navigate
through the English language world in U.S. commasjthaving to converse with
both native and nonnative English speake¥gith this heightened awareness,
they can become agents of their own learning aafégsional development,

which, in turn, enables them to have greater cenftg as they navigate through
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multiple identity transformations living within amaitside of their own and U.S.
cultural communities. (22-23)

When | read Parks words and consider my memoridsedbrief time | spent as Tron’s teacher, |
still, to this day, feel shame. I'm ashamed théémied Tron his agency to control where he felt
he could best benefit as a learner. The truthehthtter is that Tron would be in mainstream
writing soon enough. Aside from a Basic Writing EQ&ss and the First-Year-Composition
ESL class, no other course at our school has andeSignation. This means in his mandatory
sophomore writing class, Tron couldn’t be placdd en ESL labeled course. It could be argued,
then, that Tron would eventually receive the desigm he had hoped and studied to obtain
when he entered this next course. But it isn’'tstme. What mattered to Tron, | believe, is that
he studied and worked hard to be placed out oE®Ie writing course, and Tron wanted to
begin college with the identity for which he strove

As educators, we believe we know what is best tmrstudents when we place them into
their courses. | believed this when | spoke withsuperiors about Tron’s essay. Even now, after
two years of teaching ESL courses and an additiovalyears worth of TESOL courses in a
Ph.D. program, I'm still uncertain about what wd th Tron on that beautiful spring day. hooks
writes, “As long as educational institutions congrto serve as settings where the politics of
domination in any form are perpetuated and maiathiteachers will need to confront the issue
of shame. Conveying genuine respect for colleagudsstudents (especially those deemed other
or different) we can affirm everyone’s right tofsgétermination” (102). | worry that in a small
way | blocked Tron’s right to self-determinationhis early college education, and no matter

how much I tried to convince Tron that moving hirassthe best thing to do for his education, |
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only added to his marginalization. | worry thatasvalso convincing myself that what was
happening to Tron was okay. | worry that | will thas again in the future.
The Philosophy of Hope—The Drive to Shape the Futur

Having illustrated a moment of hopelessness wimarrative and analysis of “ESL
Doesn’t Mean Dumb,” | turn to the work of philosgpéind psychology to help better understand
how hope plays a role in humanity in this sect®y primarily using the work of Bloch and
Anthony Reading, | present hope as an essentiacasphuman activity that compels the belief
that change for the better is possible and inspivesvill to work in the present towards that
change. Hopeful outlooks on the world posit reaisyan unfixed state of becoming, and hope is
the driving force behind human endeavors that seskape a better future, which is exactly
what | believe educators should work to accomplish.

Early descriptions and interpretations of hope gmethis human experience in somewhat
ambiguous terms, and there has been some debatteymositive or negative influence of hope
in the lives of people. It is not clear whether @apa positive or negative force for humanity
according to different mythologies, philosophiasd acholars. Hesiod’s myth froorks and
Daysdepicts Pandora capturing hope in the same box Which the evils she unleashed sprung
forth into the human world:

Inside the cask’s hard walls remained one thing,
Hope, only, which did not fly through the door.
The lid stopped her, but all the others flew,
Thousands of troubles, wandering the earth. (95-98
These lines depict Zeus deliberately giving a hdkdf evils to Pandora who Zeus knows will

not be able to resist the temptation to open timawoer. As punishment for Prometheus giving
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humans fire, the curse of toil, disease, miserg, dgath comes to humanity. Pandora opens the
container and out flies all these evils, and staveed the evils was hope, though Pandora
manages to keep hope secured in the vessel. Teenoeeof hope in this myth has an ambiguous
quality. It remains untold whether Hesiod viewegé@s another evil to befall humanity since it
was contained in a case full of ills, or if hog®s bne thing that Pandora managed to keep safely
under control, is actually a gift that could actlas counter balance against the evils that roam
amongst humanity.

Some philosophers suggest that hope is an evitdhaents humanity. According to
Friedrich Nietzsche irluman, All Too Human: A Book for Free Spiritise hope discussed in
the Pandora myth represents the worst ill of @lglagues unleashed on humanity. For
Nietzsche, hope is a terrible thing because heasforce that compels humans to endure hardship
and suffering: “Zeus intended that man, notwithdiag the evils oppressing him, should
continue to live and not rid himself of life, butdp on making himself miserable. For this
purpose he bestowed hope upon man: it is, in tthéhgreatest of evils for it lengthens the
ordeal of man” (107). Nietzsche argues that liforsurous. Because of this, continuing to live is
to voluntarily continue to submit oneself to ongpamguish. Presumably for Nietzsche the only
solution to ending the suffering is the terminatadrlife. From this perspective, hope is an euvil
because it urges humans to continue in life dedipggeonstant onslaught of the pain in the
living. Nietzsche views reality as a constant taniteat will not alleviate or change for the
better, therefore hope, which offers the visiom dfetter tomorrow, is an opiate designed to
prolong hurt.

On the other hand, Thomas Bulfinch in his extenstuely of Greek and Roman

mythology argues that hope remains within the y@asgde Pandora myth because hope is the
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one thing that can counter the evils released tipemvorld, therefore hope remains in the
control of humanity: “Pandora hastened to replaedit! but, alas! the whole contents of the jar
had escaped, one thin only excepted, which lalgeabbttom, and that wé®pe So we see at

this day, whatever evils are abroad, hope nevéregnteaves us; and while we hatkat, no
amount of other ills can make us completely wredcti#l). According to Bulfinch, no matter
how tormented a person may be, or how evil a persaybecome, the symbolic keeping of
hope in the box means there always remains thepsissibility that the torment will lessen,
cease, or that the evil person may eventually amray from past wickedness. Hope does not
ensure this will happen, but hope does offer th@adpnity for change. It gives us a chance
because hope reassures us of the belief that aoeron of change for the better awaits us if we
reach for it.

Furthermore, Dora and Erwin Panofsky reaffirm thierpretation of hope being a
steadfast endowment to the perseverance of humaretythe potential evils of the world. The
Panofskys trace the shifting representations oPtnedora myth through classical to Victorian
depictions in art and literature. The Panofskyseod that modern translations and artistic
interpretations of Pandora altered the vesselamtigth from a “practically immovable storage
jar into a small, portable vessel” such as a b@y. (b the depictions of Pandora that follow a
more classical approach to the story, the vesselasge jar or cask, and hope’s encapsulation
leaves it “remaining in [an] unbreakable home” (6faky 33). This representation, similar to
that of Bulfinch’s interpretation, suggests thatle/levils fly about the world haphazardly, by
compulsion and with malevolent whimsy, hope isradaever enduring that will steadfastly
remain with humanity. Hope is a constant countezddo the inevitable suffering that comes

with life. Hope balances the equation. It is patdnt
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Some scholars even believe that hope is an essemtigponent to life and without hope
humans can lose the will to live and fall into atstof mental and physical dilapidation. In
Man’s Search for Meaning: Introduction to LogothpyaViktor Frankl composes a poignant,
heartbreaking, and inspiring narrative and analgklss internment in several World War 1l
German concentration camps. In his account of taetah stability of other inmates and himself,
Frankl notices that “The prisoner who had lostfait the future—his future—was doomed.
With his loss of belief in the future, he also lo@ spiritual hold; he let himself decline and
became subject to mental and physical decay. Ustiadl happened quite suddenly, in the form
of a crisis, the symptoms of which were familiathe experienced camp inmate” (82). The
prisoners that could not hold onto even the slintmeson of hope experienced rapid decline in
their physical and psychological health. In theteghof the prison camp, hope manifests as the
motivation for life to continue even in the facetié most extreme form of human cruelty and
abuse. Frankl's account of perseverance againsapgmone of the greatest evils performed in
human history testifies to the paramount importasfdeope as a factor for sustaining human
life.

Bloch’s comprehensive philosophy on the naturefamrgose of hope in humanity also
follows an optimistic outlook on hope’s power talew humanity with the ability to work for a
better future reality. Bloch’s view of reality ahté is what makes hope a positive endeavor for
humanity. Bloch contends that hope manifests iroddafull of potential beauty, and it is hope
that helps this potential be realized:

But of course, even unfounded hope cannot be aider®ng the usual evils of
the world as it were the same as illness or waknd founded hope especially,

that is, hope mediated with the real Possibleg imsremoved from evil, even
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from jack-o’-lantern, that it in fact represente tht least half-open door appearing

to open on to pleasant objects, in a world whichi@ become a prison, which is

not a prison. (334)
The difference in understanding hope in Bloch wbempared to that of Nietzsche exists in their
differing perceptions of reality. Nietzsche’s queteygests the world is all evil and will remain
so, whereas Bloch acknowledges the ills of regkttyalso senses the pleasantness, beauty, and
potential. The world is not a prison, but an opeace that can be changed. The world is neither
all ill nor all perfect. And the world is not fixethstead the world is ever evolving. This balance
makes hope powerful because it suggests positaegehis a possibility.

The possibility in hope manifests from somewherepde a person, in the soul or in the
psyche or in the physiology, maybe all three dependn your theological, philosophical, or
biological view of yourself, and creates a compuidio recreate the reality you inhabit—to alter
your world. To begin to understand a philosophi@be, we must start with the imagination,
dreams, and wishes, which contain the seeds of$ibpginnings. According to Bloch, dreams
are a force based on an imagined future, andhraigh this vision of what may come that
humans find motivation to work in the present:

If a person were completely devoid of the capabditdreaming in this way, if he
were not able to hasten ahead now and again toiviévg imagination as a
unified and completed picture the work which isyombw beginning to take
shape in his hands, then | find it absolutely inglale to imagine what would
motivate the person to tackle and to complete exterand strenuous pieces of
work in the fields of art, science, and practidal.l.. The gulf between dream and

reality is not harmful if only the dreamer serigubElieves in his dream, if he
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observes life attentively, compares his observatieith his castles in the air and

generally works towards the realization of his dreaonstruct conscientiously.

(10)
It is the ability to imagine a project completedjietory won, or an obstacle surmounted that
gives motivation to people working in the presditte dream of what could become of the future
is a prophetic vision of what may be possible. Fam, he envisioned himself as doing well on
the placement exam and then registering for a nrag® composition course. Maybe more
importantly and probably for quite a long time, fifooped to shed the label of ESL student.
This is the dream where Tron’s hope first manifésBxing able to imagine and dream of future
accomplishments is the beginning of hope. | suspemt nurtured this dream for quite a long
time before | met him. In our story, that long tisreeam matured into a hopeful pursuit of a
tangible goal.

It is important to note that the dreams and thédnesghat fuel hope must be relatively
obtainable enterprises. Dreams or wishes thatealestically impossible will simply remain a
dream or wish and never blossom into hope. The &sipte dream is a wish to alter the
unalterable, which Bloch describes as being sintdar person’s desire to change the weather or
counteract death: “We can wish for the weatheretdife tomorrow, although there is not the
slightest thing we can do about it. Wishes can deeantirely irrational, we can wish that X or
Y were still alive; it is possibly meaningful to st this, but meaningless to want it. Therefore
the wish remains even where the will can no lomip@ange anything” (46-47). A wish for
something out of the realm of possibility will remgust that—a wish and nothing more. These
things cannot become hope. But if humans wishdarething that can be possible, even if very

difficult to come to fruition such as the endingaoivar and the bringing of peace, these things

56



become hopeful because an individual or colleajiaip of people can work toward this
outcome. For instance, Tron’s wish to change heslamic label from ESL is not something out
of the realm of possibility. And for a brief tim&ron had achieved this possibility until those in
authority—me, the WPA, and Writing Center Directaevoked his accomplishment. The
importance of Tron’s dream rests in its potenbabécome reality. Dreams lead to hope when
possibility exists.

When our dreams have possibility, hope beginsriedlas an energizing force. This
force is dependent on two aspects: the abilityréaich of tomorrow and the ability to act in the
present. Reading, iHope and Despair: How Perceptions of the Futuregghiduman Behavior
describes hope as the motivation to act without éthiate gain yet the potential to shape the
distant future. This is hope as an energizing foogeard action: “Hope is a uniquely human
emotion that energizes us to engage in projectiselreve will enhance our future well-being,
even though they are of no immediate value to ughdMt hope to fuel our dreams and our
ambitions, we become captive to whatever is hapmgeni our immediate environment”
(Reading 3). Hope and dreaming give humans thetevdkt for a better tomorrow. If people did
not have this energy, they would essentially bppea in an unchanging position without any
forward progress to initiate transformations: “Tdi®lity to imagine and anticipate the future is,
in fact, a defining aspect of the human conditidape gives us a vision that things can be better,
rather than just continuing as they have beenxpeatation that some desired goal can be
attained” (Reading 3). Reading’s work posits hopéath a belief and an act of will. Hope is the
perception that reality can be changed for theebetthis is belief. And with this belief comes

the willpower to work in the present moment fougufe still unrealized—this is will. Hope is an
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essential factor in the creation of change. Hopladelief in tomorrow based on the will of
today.

Because hope is a combination of belief and Wadpe is an emotion that compels
humanity to act based on the belief that reality loa altered for the betterment of the future
through present action. Reading makes clear tleawtitk of today is meant to create a better
tomorrow: “Hope is an anticipatory emotion, an extpat savoring in our mind of a desired
future occurrence that we believe we can help baimgut. It differs from ordinary expectation—
that things will continue as they have in the paseeause it is based on a belief that we can
through our own actions, make something turnbatterthan would otherwise be expected” (4).
Hope is a feeling and an understanding that chanigeleed possible. Hope is a belief in our
will and willing our belief to initiate a movemefrom what is already into something different
in our future. Both the feeling and the action r@guired to engage in hopeful thoughts and
behaviors. Tron believed he could place out of B8signated writing courses, and he worked to
change this status by studying for his placemeatrexiron believed in his dream and willed
himself to work for it. It is through the work obpe that a more positive future is possible.

Therefore, it is imperative for a hopeful mindeztgon to view reality and the world as
existing in a perpetual state of becoming. Whatimain can become and achieve is never
completely determined by biology or social fact@®kch describes humanity as pure potential
of the possibility that is not based on biologifzadtors such as an acorn seed that is destined to
become an Oak Tree (235). Unlike an acorn or destdntill germinate into the realization of a
determined form already destined, humans can ghapepossible futures incrementally into
nearly anything within reasonable possibility. Thisans the person that has been labeled stupid

can someday be intelligent. The person labeledwrdamay in fact succeed. The person told
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they are a remedial writer can someday be a puddiglithor. The person that feels hopeless can
find hope. Frankl describes this ability to tramsicurselves as being “based on a certain degree
of tension, the tension between what one has ajraeldieved and what one still ought to
accomplish, or the gap between what one is and ar@ashould become” (110). The

compulsion to move forward from what we are todag discover what we may become is the
constant process of human progress. Hope is outokieginsformation.

The transformative quality in hope tells us thatdo not have to accept present
circumstances or past failures and regrets. Despit@ast histories and current situations,
people have the potential to change with hopeftdrpnises: “But people can, so to speak,
become anything, incomplete as they are. Dark maefinite as they are in themselves, in their
folds. A woman who is feeling bad, left alone, bmes capable of anything, as it were. A man in
a precarious situation or suddenly removed fronphesious situation is nevertheless
immediately capable of going amongst the dragoB&ah 930). According to Bloch, our past
does not determine our future completely. Pasttesm) pain, and suffering do not need to
continue. And even more importantly, what we dreaay be a possibility. We can become what
we dream of becoming. With hope, biological andaamnstructs don’t confine our future
potential completely. In Tron’s situation, the edticnal system labeled him ESL for much of
his life. Yet even within the educational systergiTsensed the possibility of altering his label.
This was Tron’s dream. Hope’s dream capacity amadgring force allows us to envision a
different future and make that potential into ariayf reality.

This hopeful vision of reality views the world ali@ as a process unending. The future
is never in a fixed, unalterable state. Past, ptes@d future are in a complex dynamic in which

change is always a possibility: “No thing coulddiered in accordance with wishes if the world
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were closed, full of fixed, even perfected factstéad of these there are simply processes, i.e.
dynamic relationships in which the Become has patpetely triumphed. The Real is process;
the latter is widely ramified mediation betweenganet, unfinished past, and above all: possible
future” (Bloch 196). Fate is never in a closedest&hange would be impossible if all things
were already determined, therefore, the abilitgdapt, change, and manipulate the future is a
hopeful vision of reality. Hope presents a viewaetdlity as being in a state of process during
which the present can reinterpret the past andtatfe future in multitudes of ways depending
on how people work for that future in the pres&ldthing is set in stone. For education, this
means that all people involved, students, teache administrators, have an immense amount
of undetermined potential waiting to be harnessegadsitive results.

The key to taking advantage of the undeterminedrgiatl rests in our perception and our
willingness to work for the future good. Hope idance between the belief in the future and the
will to work in the present. According to Readimgpe focuses on a goal, and if we believe we
are capable of achieving our goal and willing tpy the effort in present time, hope is
possible: “[Hope] motivates individuals to achidkieir goals and aspirations. It differs from
other types of expectation about the future in:tegtit is based on what abelievedto be
realistic predications, and (b) it leads to actiaised at achieving the desired goals” (5).

Hope works with our belief and will. First, we mumglieve in hope; this means we believe that
change is possible and we can create change. Webslies/e in our dreams and ourselves. We
cannot wish for the impossible and call this hdpe,we can dream of that which is difficult.
Overcoming obstacles is possible with hard worksesmond, we must will ourselves to act for
the dream. We must be willing to struggle througlstration and hardship. We cannot be lazy

by expecting change to happen without our efféktse.must will ourselves to action, and we
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must overcome setbacks when we might feel hopeléssemotion of hope compels an active
expression of mental and/or physical energy inot@enact change.

To create change, hope helps a person look inttutbee and use foresight to shape
present behavior and actions in the desire of ioigat better tomorrow. This, according to
Reading, is an integral human trait: “Our abilittesescape the confines of the present and base
our behavior on hopes about the future is one@hitbst distinctive features of our species”
(161). Furthermore, it is a motivator to expendrggen the now without instant gratification.
Hope acts as a process that works toward potentibé future: YWorkinvolves expending time
and energy on a present-oriented task that isnhetrently gratifying in order to obtain
something needed or pleasurable later on” (Reathdy. In a sense, hope’s power is a balance
between foresight and present action. The abiifydrceive change is the first step in hoping. In
Tron’s case, his unhappiness with being labeled tB&ughout his education prompted him to
look toward a future when he could shed this lahet realistically, he foresaw the placement
exam when he entered the university as the oppbytimmenact the change he wanted to
achieve. Studying was Tron'’s course of action &ating his vision. Tron studied vocabulary
and grammar as a way to increase his chance dfifigithis dream. This is how hope
manifested for Tron in relation to his education.

Unfortunately, having hope is not a guaranteesawill get what we want, never
suffer, or be fabulously successful. In the cas€roh, his hopes were eventually diverted by the
authoritarian intervention of my superiors and Bt hope represents possibility in the human
mind. We can nurture a hopeful attitude and wohkcethat may lead to better outcomes. Hope
is an open doorway rather than a closed path gfallesHope gives us only possibilities, not

guarantees; but it mobilizes us to act, to analymeunderstand our problems, and to try to solve
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them” (Reading 172). Hope is not always easy kiésavork, but it is possible. Hope is an
outlook on reality that is never fixed. The futimehopeful thinking is mutable and can be
changed. It does not mean we will succeed, bubptien of success is present. It is better to
have hope than to remain hopeless, for hope dedése tells us that we are not in a predestined
state of complacency to social or biological stignighis is what gives humans the possibility to
make dreams a reality. Our dreams are the prop¥istans of possible change. And these
dreams inspire action. This is precisely what leye&d our educational system should strive to
accomplish. As educators, we nurture and encowagstudents to use invention and creativity,
hard work and perseverance, to show them and heip believe that they can shape tomorrow
in a better way for themselves and for others. W erapresent-time with our students to create
the dreams of the future. In the present, we meist\®e in hope, work for hope, and trust hope.
A Cognitive Understanding of Hope—Goals, Pathwaysl Agency

Having defined hope from a philosophical perspecéis an anticipatory emotion that
intertwines a belief in the future with a willfut@on in the present based on a mutable view of
reality, | now turn to contemporary work in thelfief psychology in order to better articulate
hope as a cognitive process of interacting withvibdd. Essentially, in this section | aim to
reveal how our thoughts can be trained to focusapeful endeavors by envisioning goals,
developing pathways toward those goals, and hatggency to follow pathways. For writing
teachers, these components of hope can give asn@vork for when we interact with students,
design assignments and curricula, and shape pei@ageigh hope as a guiding principal. After
giving a description of the three elements (ggadghways, and agency), the concluding section

in this chapter will directly relate these concapthope theory to composition theory and

pedagogy.
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Hope represents incremental achievements thatvaanually bring about significant
changes. Hope is control over our environment,leop is a survival tactic for life. By the mid-
twentieth century, psychologists began to desdrdye as a force that contributes to a human
sense of agency and control over circumstance. Manninger, in the 1950s, began the
argument that hope is a formidable power that ¢gpetifatalistic interpretations of the universe:
“We must encourage each individual to see hims#lfas a mere spectator of cosmic events but
as a prime mover; to regard himself not as a passoident in the infinite universe but as one
important unit possessing the power to influen@agdecisions by making small ones” (490).
Hope, for Menninger, becomes potentiality. Hopthéspower to create change and every human
has this potential. This is how hope generateg@ration for people to create control in their
lives. Ezra Stotland argues that hope is the ch@fvation that helps people survive the
circumstances of life: “With little hope, therelisle basis for actively dealing with the world”
(158). Stotland cites a case in which hospitalgeltzophrenics were treated in order to raise
their sense of hopefulness by giving them respditsb and encouraging them to view their
actions as contributing to their recovery and welhg. According to Stotland, these patients
were discharged from the hospital faster than Weeame schizophrenic. These early
psychological constructs define hope as an actiedrd progression towards purposeful
change, and this paves the way for later hope igetrat define hope as a goal directed
cognition of the active mind.

Perhaps the clearest articulation of a psycholbg¢ihemry of hope comes from the work
of C.R. Snyder at the University of Kansas. Indhticle titled “Hoping,” Snyder with coauthors
Jen Cheavens and Scott T. Michael offer a defimitibhope that is based on three cognitive

elements: “According to this new theory, hope thiaking process in which people have a sense
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of agency and pathways for goals. Together, gpakhways, and agency form the motivational
concept of hope. This definition clearlyasgnitivein nature and, as such, stands in contrast to
other more emotion-based models of hope” (207).eHopnifests through an understanding of
goals, ways to reach those goals, and the sermsetofation to achieve those goals. We see
these aspects in the narrative about Tron. Trorthmadgency to believe he could affect change
and had a clear goal and pathways for the chanpeped to enact.

The first aspect of cognitive thinking in hopehe ttlear articulation of a goal. This goal
can be thought of as being similar to Bloch’s dreamd wishes in his philosophy of hope.
Snyder, Cheavens, and Michael found that peoplereported a high level of hopeful thoughts
and feelings often had clear objectives about et wanted to accomplish: “The desired
target of hopeful thought is the goal. Goal objegtsconstantly in our thoughts so that we can
respond effectively to our environment. Goals aeeminent in hopeful thought, with high-hope
persons clearly conceptualizing their goals, andhope people being more uncertain about
their goals” (207). This definition makes sensedf agree with Reading’s description of hope
being a future-oriented perception of a desirechgbalf hope relates to a sense of change in a
foreseeable future, then having a clear understgrmfiwhat a person would like to achieve
should increase a sense of hope. Tron had a cleanhulated goal; he wanted to no longer be
labeled as an ESL student. Having a well-articdlgieal allows a hoping person to set his/her
sights toward a desired outcome by being abler&begize how to accomplish the goal.

Once a goal has been articulated, the next aatibwpeful thought is generating steps to
accomplishing the goal. These are pathways. Higbpe people are able to conceptualize
behaviors and courses of action that will work¢hiave the goal: “Pathway thoughts tap

perceptions of being able to produce one or momkabe routes to goals” (Snyder, Cheavens,
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and Michael 208). This implies an important distioe concerning the goals aligned with
hopeful thinking versus goals connected to wistiuiking. A hopeful goal is an ambition that
has foreseeable routes to obtaining the objecétheer than being a fanciful delusion based on
wishful thinking where routes are unrealistic omgetely inaccessible. This does not mean that
lofty goals are automatically wishful. Rather, padlys represent the ability to conceive of the
necessary steps in pursuit of accomplishing a ei@siutcome. Tron’s pathways to achieving his
goal of placing out of ESL courses included higlging English vocabulary and grammar using
his high school textbooks. This course of acticgnse a reasonable pathway to achieve Tron’s
desired goal. Essentially, hopeful thinking acts gsmth which people follow in order to
successfully accomplish goals.

Also part of being hopeful is the ability to ovenoe failure and impediments. It is
necessary for hopeful people to be able to adapthange pathways or modify goals when their
pathways or goals become blocked. This is howadlliffigoals are pursued and obtained.
Through a succession of goals and pathways, |gftats may be achieved. In “Hope Theory:
Rainbows in the Mind,” Snyder contends that hopp&dple can achieve that which might seem
impossible: “I have learned that high-hope peopleasionally alter those seeming absolute
failure situations so as to attain the impossiblée. seemingly unreachable, therefore, may
become reachable” (251). Achieving a goal thaiffgcdlt often involves trial and error—
failures and restructured goals and pathways. Dipeflal person will be able to devise new
methods to achieve his or her desired result. illgies that a hopeful person must have the
creative insight to be able to reexamine goalspatdways when faced with failure or obstacles.
In Tron’s situation in the moment of our meeting,dould not revise his goals or pathways. In

this way, Tron’s hopes were diminished becauseoh&mot reformulate a pathway for
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achieving his goal. This does not mean that Tranccnot continue to pursue his goal later if he
found the will to do so, but in this particular ment Tron lost hope.

Snyder asserts that the hopeful person typicaliytha ability to strategize multiple
routes to achieving a goal: “High-hope people dbsahemselves as being flexible thinkers
who are facile at finding alternate routes, wheteashope persons report that they are less
flexible and do not produce these additional rgutesreover, high-hope people actually are very
effective at producing alternative routes—espegidliring circumstances when they are
impeded” (251). In a sense, then, the hopeful peasiapts to changing situations in order to
constantly modify and reassess pathways. From e, most people understand that we will
not always achieve all our goals and that certathyays will be blocked for us, but the hopeful
people will be able to face adversity in goal purainether that be formulizing new pathways or
creating new goals. Perhaps this is what is masbdiraging about Tron’s story. Once an
authority figure, me, denied him his goal, he sanother way to reformulate his goals and
pathways in that moment. His hopeful vision of éasicational status as a student had been
thwarted quickly and completely at that time. Ppeh@ron felt this way because of his past
placement as an ESL student so he was quick tepattwd another large educational institution
labeled him once again in a way he had not beentalithange in his life.

Yet we can hope that Tron doesn’t completely abaride goal of creating the academic
label he wants to define his literacy performaricee look at hopeful thought as a long process
filled with success and failure, then perhaps wetete comfort in knowing that Tron’s literacy
journey in education is not over. My narrative witton only captured a tiny glimpse of his

education, and perhaps Tron later found a wayddicellate his goals and pathways. In “Hope
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in a Time of Global Despair,” Kaethe Weingartenaiées hopeful thought as a recursive
journey that involves failure and compromise:
First, there is often a lot of trial and errordiefine goals and pathways that will
succeed. Goals and pathways may have to replabeotizer at a rate one would
never have expected or wanted. Second, life desatrecumstances in which we
have to select goals and pathways we never thouglebuld accept. Yet, the
practice of doing hope, of re-forming goals andieating pathways to them,
stretches us, helping us sustain the very praofideing hope. (16)
Weingarten’s description takes into account unfeees unavoidable, and uncontrollable forces
that can block people from following perceived pelys and reaching goals. No matter how
well articulated a plan to achieving a goal maythe,possibility of failure always exists because
of numerous unknowable variables. This means thatdintain hope, it may be necessary to
accept some failure and then change or redefinks gepending on the situation. The hopeful
person will be willing to restructure goals andorefiulate pathways in order to adapt to his or
her circumstances. Weingarten describes hope excags and a journey: “Hope is a process of
arriving at a goal—not matter how much it has glait-and making sense of the journey there”
(21). In order to continue to generate hope, agrensust find understanding in their process of
working towards their future. They can learn fromecesses and failures and maintain the
agency to persevere through adversity and als@otia¢e goals.
The lynchpin to hope is agency. Agency is well-tentabout in Composition studies and
will be discussed as such later in this chapterjrbthis section agency will first be examined
from the psychological understanding of being a ponent of cognition regarding hope.

Agency is the ability to believe goals are possitdeoerceive if pathways are working, and to
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reformulate goals and pathways if necessary. Agéasytogether belief and will. Agency drives
the work of pathways in pursuit of goals. AccordiogSnyder, Cheavens, and Michael, a
hopeful person must have a sense of agency: “Agémiught reflects the perceived ability to
begin, as well as to continue, movement alongectsd pathway to a goal. Agentic thought
provides the motivational force to pursue goalstk@imagined pathways. As such, agency is
the source of mental energy in the present hopeeth(@D8). Agency in this definition of hope
represents the understanding that people haveraaleficontrol over their situation and can
successfully use their perceived pathways to aehgegoal. This sense of agency provides the
motivation to continue working pathways: “Thesd-seterential thoughts involve the mental
energy to begin and continue using a pathway thraligstages of the goal pursuit” (Snyder
251). A sense of agency relates to Bloch and Rgadaontention that reality is in a perpetual
state of becoming. Agency refers to our abilitgbape the future through present actions. The
failure of hope in Tron’s story is due to a lackagfency. When the authority of the university
made judgment on Tron’s writing performance, Trau Ino will or alternative to work a new
pathway. Essentially, Tron’s agency was removetiisiparticular moment. If we consider the
story of Jason from the first chapter, then weaeexample of how agency aided his retelling of
his role at the Youth Center. Jason had the posveswrite himself in a different image than
how the manager and some other people viewed him.

Furthermore, agency is key in a hopeful persogsponse to a blocked pathway and
failure to meet a goal. This is where Tron’s hopefursuit broke down. Agency is the force in
hopeful thought that pushes a person towards resennsy pathways when faced with difficulty:
“Agency thinking is important in all goal-directéldought, but it takes on special significance

when people encounter impediments. During suchkblges, agency helps people to channel the
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requisite motivation to the best alternate pathw@ytyder 251). Agency is integral in moments
of difficulty. The problem for Tron resulted in higability to have agentic power to reformulate
his goal in a realistic manner that could courfterdbstacle that blocked him. This does not
mean Tron lacked a will of strength in his psychéidn’t have enough desire to achieve his
goal, but rather it reveals that the sociopolitipadver represented through the teacher (me) and
the English department administrators (the WPAWiing Center Director) as agents of the
university were too daunting in that specific momeftime. In this instance, Tron had no
alternate pathway when facing the force of the ensity. Unfortunately, Tron’s hope left
because he could not overcome the challenge wdailspursuit. The university wrenched Tron’s
agency from him. And in this situation, acting las aigent of the university, | too lost a certain
amount of control of my own agency, and my godié¢a teacher that positively impacted
students became compromised.

The irony in this narrative rests in the idea thahad a better understanding of hope at
this time then the entire situation might not haeeurred. As the teacher of the course, | would
not have had to adjust my assignments to accommdaan. All | would need to have done is a
simple tweaking of my grading rubric. When | opetiegl quarter with the essay asking students
to describe their educational backgrounds, theilirigs toward writing, and their desires for the
course, | created an activity that gave studem®gportunity to articulate their educational
goals for writing and feelings toward language wg@ch in turn would allow me as the
instructor to better understand each individuallstu and help formulate pathways through our
class to help reach toward their goals. Throughtastatements and subtle implications in his
narrative about his family and education, Tron esped that being enrolled in the mainstream

writing course, not an ESL labeled course, wasthmination of his first hopeful goal in
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college. But in my moment as a reader and teatl@rused on my shortcomings and feared
working with a bilingual student. It wasn’t untispoke with Tron that | realized how
problematic my view of him might have been. Perhpsnderstood hope better and how to
use hope to encourage my students, things coulel ieen different.

But as stated in the first chapter, these st@ier’t meant as a way to perform self-
punishment for past mistakes. Rather, they are medimd hope. The hopeful person will face
a challenge and not be deterred by impedimentstrandopeful will rearticulate their goals in
the face of an obstacle. Agency is the key to persemce and finding a new direction after a
goal becomes blocked. This story isn’t the endli@n or me. We both moved on. This story
and others like it form my early teaching days hade inspired me to better understand
composition and second language literacy developmama result, in my hopeful pursuit to
become a better teacher in the future, | decidehtoll in a graduate program that gives me the
opportunity to merge composition and TESOL. I'vedséd to understand where the fields of
composition and second language learning overlagh)ae discovered that other teachers have
pursued similar lines of study. I've been exposeddholarship such as that of Horner and John
Trimbur who write, “As we hope to show, a tacitgaage policy of unidirectional
monolingualism has a history and a cultural logitthave gone largely unacknowledged in our
field and that, be remaining unexamined, contirtoesxert a powerful influence on our
teaching, our writing programs, and our impact o8.l¢ulture” (595). Reading these words |
take some comfort in understanding that my intésaawith Tron isn’t just a failing in myself,
but also a failing in my field of study. Compositias a whole has left issues of multilingualism
in American classrooms ignored for too long, and asnsequence many young teachers enter

classrooms unprepared to work with multilinguabdetots.
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Furthermore, | take heart in reading such schbipisecause it also calls for more
attention to be given to the issue of multilingsidents and their relationship with writing
programs: “We pose an alternative way of thinkibgwt composition programs, the language of
our students, and our own language practices tilds imonolingualism itself to be a problem
and a limitation of U.S. culture and that arguestifie benefits of an actively multilingual
language policy” (Horner and Trimbur 597). Whethagree completely with the call Horner
and Trimbur make to our field is beside the powttat is important is that these scholars are
bringing attention to the issue. Since my time Witbn, I've come to realize that composition
classrooms will often have multilingual writers dafve encountered many writers who all have
unique backgrounds, linguistically and otherwisadAvith my new educational experiences, |
feel better prepared to help these studentsl hséike mistakes, | still feel unsure and
uncomfortable sometimes, but | am better prepa&edvhile my story with Tron ended in
hopelessness in that moment of time, it soon spdoatmore hopeful enterprise in my career and
a better future for my future students and myself.

While the cognitive descriptions of the procest@be are helpful, it is important to not
turn our back on the emotions involved in genegahiope. Carmel Flaskas, in “The Balance of
Hope and Hopelessness,” contends that the cogaisipect of understanding hope can never be
separated from the feelings that a person expergenc

The peril, then, of turning our backs on the earatlity of hope and
hopelessness in either our theory or our pracsitkdt we risk creating a chasm
in our empathic connection with clients and undiemesting the power of the

emotional experience of hope and hopelessnesdoéédy oriented just to the
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individual feeling state of hope and despair undeesithe richness of the

relationship of emotion, meaning and behavior imhn experience. (26)
Flaskas’ words remind us that a person that warlentourage hope cannot separate the
cognition from the emotion, and if these two eletaerere to be pulled apart, then the richness
of the human experience of hope would lose meaamugpower. For Snyder, emotions are an
essential part of hope theory that complimenttgnitive thought process involved in
generating hope (249). Emotions act as an indiadtthre potentiality of successfully achieving
a goal: “I have proposed that the person’s peroaptabout the success (or lack thereof)
regarding personal goal pursuits influence subsagraotions. Therefore, emotions reflect
responses to perceptions about how one is doiniga®done) in goal pursuit activities” (Snyder
252). Emotions function as a gauge to respond wowell a pathway functions. So as an
example, Tron’s emotions signaled to him that gsney, and subsequently his hopes, had been
thwarted and he did not have the ability to shapedalistic goal of seeing himself as an
American student in a mainstream writing courseottons were a register of how his hope had
been impaired. Also in this story, we see how my#ons played a role in exposing my
underlying values and hopes for how | desired tpaat students. When seeing Tron’s reaction, |
too felt hopeless and dejected. | had to strugghadintain my composure in front of Tron. |
hoped to be a teacher that helped students achaals, yet in this moment | did the opposite. |
also had lost my agency and at that time couldchseaternative pathway. As a student-teacher, |
felt like | must obey the university’s procedureslaurriculum; this agency was greater than my
own. My depressed feelings registered my failuréhfipe.

Although the three tenets in hope theory seem sirapbugh, they actually have a

reciprocal relationship to a person’s beliefs alahilities and capabilities. In his article “Hope
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Theory: Rainbows in the Mind,” Snyder reflects otezade of studying hope and makes it clear
that the three components of hope become influebhgexncepts of self. Snyder writes:
“Superseding [people’s] thoughts about a specibal goeople appeared to have self-appraisals
about their capabilities in goal pursuits more galtg That is to say, people had enduring, self-
referential thoughts about their capacities to poedroutes to goals, and their capacities to find
the requisite motivations for those goal pursui80). From Snyder’s description, hopeful
thought becomes intertwined with the impressiothefself. This implies a hopeless person may
become stuck in a self-fulfilling cycle of failueend despair if a person understands himself or
herself to be deficient in such a way as to makegging new pathways and goals seem futile.
The hopeless may perceive of themselves as destredays fail because of being inferior.
Conversely, then, the hopeful person may be batteiewing herself/himself as a capable
person who is able to overcome obstacles by regéngmew pathways in pursuit of envisioned
goals.

From this work in contemporary psychology, we $ed hopeful thought is a series of
intertwining goals, pathways, and agency. Thessetktements cognitively help generate
hopeful outlooks concerning future success; theiprecally work together toward future
change. Holding to the belief that humans haveatikty to make changes motivates agency,
and the ability to see goals while formulating noeth of achieving these goals allows people to
work for the betterment of their future. This igeéul thought.

Hoping Together

Having established the affective aspect of hopgnasmotional reaction toward present

circumstances that compel actions that work toveactiange for the better—a belief in change

and willingness to work for transformation—and tlkfining hope cognitively as a process
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involving three elements—goals, pathways, and agescow present in this section the notion
that hope has a social creation component thabeancouraged and nurtured through the help
of others. This implies two important assumptiobswd hope. First, for those people that
struggle to have hope for their future the posigjbdxists that they can be inspired to find their
own version of hope through the assistance of gibeple. And the second assumption is that
hope’s goals and dreams, pathways and wills, ahefflaed agency can be taught and fostered
in an educational setting such as the compositessmoom.

An important aspect of hope theory relates to dea ithat hope is something that can be
generated and supported through a community oflpeSpyder believes that hope can be
nurtured, encouraged, and developed with the Hethers (253). Conversely, people can cause
hopelessness in others as well. In his researglde®ifiound that “A person’s pathways and
agency thinking are learned over the course otlbbibd (and later). Most people lack hope,
therefore, because they were not taught to thinkisymanner, or forces intervened to destroy
such hopeful thought during their childhoods” (233)r educational purposes, this is exciting
because it means educators can encourage hopg. ¢dlassrooms, we can help students learn to
use writing as a pathway toward their goals. Buicatbrs must also be cautious about damaging
the hopes of students as well; in Tron’s story hupe was damaged when the authority of the
university changed his placement.

Several studies on hope in group therapy supperbétef that a community of people
can work together to nurture hope. And while | amo way making the argument that a writing
classroom should be group therapy, these studséyto the ability of a community of
supportive individuals as being able to help onatlagr reach positive outcomes. For the writing

classroom, then, the community dynamics can beeglid facilitate growth from writers who
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can use language to foster positive goals. Inthee “The Getting and Giving of Wisdoms:
Generating Hope,” Catherine Ingram, Jenny, and AlhBerlesz describe how their experience
working in group therapy has confirmed that shastggies can be a way to overcome trauma
and create hope: “We do ‘do hope’ together. Theystwites the reader or listener to engage in
an experience and to relate this to his or her lf@nWhen we hear a story with an ending that
relates wisdom, the understanding that comes frquergence, we are potentially inspired and
hope is generated. We also feel connected andngeiasolated in our suffering” (84). Similar

to theories on narrative inquiry that contend stwastories is a way to build knowledge as a
community, Ingram, Jenny, and Perlesz find thaharging stories can be a means of socially
constructing hope in a group setting. For a writtaggsroom, activities that ask students to share
their writing can actually be tailored to fostempleahrough writing. In one way, the sharing of
stories can be a way to promote tolerance, sympatidyempathy as students and teachers read
of one another’s experiences. We are given a gkenmie the lives of one another through the
written word. And from a more technical outlookwriting education, activities such as peer
editing and workshops provide a pathway to heldestis learn new writing skills from one
another as they revise and edit their texts. Thaiexample of how a writing class might
become a writing group of hopeful supporters of anether. This is how hope might be done
together in a classroom.

This means that hope generation and degradatiobe&iewed as a social construction.
Flaskas’ research also focuses on group therapgifsgally family therapy, and she finds that
within groups hope can be fostered or underminedpk and social institutions have the
potential of building or destroying hope: “The tedaal context of hope and hopelessness, then,

may involve the family constellation around hoge tommunity context and the extent to

75



which this context can support hope, as well asibga mind the broader political context and
the way in which this constructs of underminesititgvidual and family and community
experiences of hope” (Flaskas 28). Hope does sosdely in the individual. Social structures
and communities can play an integral part in cnggliope or hopelessness. For example, the
placement procedures and course designations rottege acted to dispel Tron’s hope, and |
acted as the agent of the institution in creatirggltopelessness that Tron felt. Then by doing
this, 1 also felt hopeless in the face of suchitabnal power structures. This is an example of
how a social process of hope went awry. But | beliis must not always be the case. The
writing classroom and writing instruction can buildpe for the betterment of tomorrow.

The question then arises concerning what it meahspe for the better. What is the
good or betterment that hope works towards? Marki@philosophers and psychologists argue
that hope works towards a goal that is inherentlydy and the notion of goodness bases itself on
a social construct. Aquinas saw hope as workingtdva relationship with god; therefore he
contends that hope is always moving towards a goadl Bloch saw hope as a drive toward
utopian ideals; therefore hope works for a betberety for everyone and this goal is universally
good for all people. But hope theory in contemppmsychology posits that hope is neither
working toward a positive or negative outcome nsagly, and in fact the goals created by an
individual or group may not be interpreted as gbpather people in society: “Hope theory is
meant to be neutral in its treatment of the valugoals selected by people. Therefore, because a
person has high-hope, there is no theoretical methiat prosocial, positive goals are being
pursued. Indeed, high-hope goals may be antis@uiah as a gang leader who wants to secure
his turf and turn a handsome profit on the saldioit drugs” (Snyder 267). So while past

theories have the similar notion that hope worka tward movement toward positive change
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for the individual and society, they almost alwaieswv the positive to be something universally
good—salvation after death in the Christian traditin the case of Aquinas or utopian equality
in Marxist politics for Bloch—but for contemporapgychology, the individual determines the
positive nature of an outcome and/or community gaion of the inherent good of the goal, and
everyone, given the context, may not share thisgmion. This may seem discomforting
because it can mean people who hope for thingsasigenocide or murder and are able to
generate pathways to achieve such goals might gadnhorrible atrocities. But the value
neutrality in hope theory might also be comfortinghe sense that hope represents the
opportunity to work against a status quo that ire@eed to be good by a majority of people but
actually discriminates against a minority of thepplation such as sexism or racism. The key is
how we understand and use hope.

For the writing teacher, finding the goodnessapéirelies on listening to our students.
We should encourage our students to articulate ¢fosils for writing and help them generate
pathways and agency toward reaching these goalso@ty, students will come to our classes
with a wide variety of goals, but if we can desagsignments, rubrics, and activities that allow
for variety and difference, then we will be betbte to help our students work toward their
unique goals. We will be able to build hope withr students as we work together for their well-
being.

Composition—A Hopeful Discipline

In this section, | present the notion that thé&lfef composition is a hopeful discipline.
Having established an understanding of hope aglzephilosophical worldview that compels
the belief that human action shapes a future ygaitd having examined the several elements

that psychologists have derived about hope (gpathways, and agency), | now relate these
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principles of hopeful thought to the field of congigmn. | believe by analyzing composition
through the theoretical perspective of hope, it in@aynterpreted that composition has generally
moved in the direction of encouraging a hopefulank in student writers. While this review of
composition is cursory and in no way meant to aoiestan in depth historical argument of the
evolution of composition theory and pedagogy thtoadiope theory lens, that in itself would
comprise an entirely separate dissertation devotedch a lengthy enterprise, this section’s
purpose intends to help us understand that muohira$cholarship and many of our practices in
the classroom are in fact hopeful. Through the moam@ away from having students model their
writing on literary texts and toward a focus ond&ts’ process of authoring texts, composition
has continually progressed towards being a dis@phith the firm philosophical stance that we
strive to help each individual writer believe thean create important and influential pieces of
writing. In this section, | examine the trends amposition that focus attention on students as
authors, which | interpret to be a growing conogitin the goals, pathways, and agency of
students composing texts. This represents a hogesitipline.

Many movements in composition have pushed fortagenda that focuses attention in
the classroom on the student as author ratherxbiag centered on the teacher or model texts.
This attention turned more and more toward theesttdomposing has also caused
compositionists to attend to students’ feelingsulleeir writing, their processes when creating
texts, and how they navigate their positions inwoeld in relation to other people, other texts,
and other ideologies. This gradual shift away fteaching writing as a practice that involves
students passively emulating canonical modelsxt$ tend concentrating on final polished
products to giving attention to the many nuancestwdent authors’ composing lives signals a

movement toward hopeful theories and pedagogiesrmposition.
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First of all, since the early stages of changearhers’ attentions from solely being
directed at written products and more centeredutesits’ processes, compositionist refocus on
the affective component of composing. This typedfolarship examines how attitudes and
emotions influence the student writer in composittasses. For instance, Kirby and Liner
believe that when working with children learningwate it is important to nurture a positive
attitude in the students because that helps writezxgelopment: “Praise for producing written
language and success in completing the task aselglted to the child’s desire to continue.
Support and recognition also extend children’sredts and encourage them to take risks and
invent new forms” (6). This type of philosophy tawa the teaching of writing reveals just how
concerned many compositionists are with the psygyénd feelings of their students. Kirby
and Liner advocate for careful attention to be paithe encouragement of student authors rather
than discouraging writers so that they will be mated to experiment and develop their craft as
a writer. This attention to building confidencettiss to the way in which concerns regarding
attitude and emotions in students influence thekwlat gets done in the composition classroom.

Similarly, writing a decade after Kirby and Lin@ney published in 1981), Maxine
Hairston continues to advocate for attention ceaten students and their feelings toward
writing. Hairston, like Kirby and Liner, also beles that confidence plays an important role in a
composition course. Hairston makes the argumensthdents’ texts should be the hub of a
composition course rather than a textbook or pexdesl author’s writing: “First, students’ own
writing must be the center of the course. Studeeésl to write to find out how much they know
and to gain confidence in their ability to exprédssmselves effectively. They do not need to be
assigned essays to read so they will have sometibiwgite about—they bring their subjects

with them” (186). Hairston’€CC article signals another important line of thouight
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composition studies. Instead of bringing profesaianodels of writing into the classroom, the
students’ language use is the content of the codwrse furthermore, by stating that students will
have subjects to write about and do not need &sbrigned topics, Hairston acknowledges
students’ experiences, knowledge, and opinionsathwtopics for an intellectual activity. So
as we see in these two brief examples, compogigaiagogy has focused attention on the
student—on the students’ texts and on the studérebhgs.

With attention on the student at the heart of cositppn courses, the hopeful work
begins. This is the work of helping students realtzat their words can have power. | assume
that we compositionists believe that our texts hheeability to initiate change, therefore, we
must believe, and help our students also beliéna, dtudents are authors who also can affect
their worlds with writing. Peckham argues that enoatment to creating this belief in our
students may be the most important work a commossi could accomplish: “I have committed
myself to this field in which we write to make dfdrence, to alter the outer reality into which
we push our texts. If we can give students theesehtheir right to speak and a belief in the
power of their words, we can walk away from ousssks thinking we have done good work”
(162). According to Peckham, writing can createngjea and this is hopeful. Similar to the
notion presented by Bloch and Reading about hojgg l@ecatalyst that motivates humans to
work toward changing a mutable future reality, Feck essentially makes the case that one tool
to create change in reality is the written wordisTineans words can work as hope. Words have
power to make things different. | don’t believe eansciously nurture this idea in many students
often, yet this power already exists within thene Weed to help students realize their ability to
use language as a hopeful means of change. Tingpes Teaching writing and learning to write

well is the creation of a hopeful vision.
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Having shown how composition has moved towarderarg the field on students and
their texts, and having developed the notion thaimng is a hopeful activity that students can
use to initiate change, | now show how trends impgasition attend to the three elements of
hope—goals, pathways, and agency.
According to Snyder, the first component to getiegahope involves being able to
articulate goals, and composition studies hasditima of encouraging students to find their own
goals, their own purposes for composing texts. fireestep in helping students find goals for
their writing is to guide students towards findeg@urpose for what they write, which can be
done by highlighting the importance in sharing glaad experiences through writing as
discussed by John S. Mayher, Nancy Lester, anddadwl Pradl:
Helping students find or develop a genuine purpesehool writing is one of the
most challenging aspects of writing instructiois #ll too easy for teachers to
assume thaheir purposes for student writing are the same as stsiglaithough
this is rarely the case, or to fall back on graaled other extrinsic motivations to
disguise the fact that the writing itself is pureless. Having a real audience can
help, but the essential ingredient in finding pw@ds the writer's conviction that
she has something to say. Students must comedgmige that they know a great
deal and have experiences worth sharing with othériess a writer gets
sufficiently involved in developing her own ideasdabeliefs, the writing will not
be worth reading no matter how mechanically coritast (2-3)

Mayher, Lester, and Pradl use the term purpost&rdessthe importance in showing students that

they have reasons to compose powerful texts. Teansithat we must encourage students to

have reasons, motivations, and goals for the ptamuof writing. So to accomplish this, we
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need to help students articulate goals for theitiwgr because this can lead them toward
recognizing that their knowledge, opinions, andezignces matter, and through expression in
written form that has been carefully crafted, thrgting can make a text worthy to be read by
other people. Purpose and goals inspire good, golweriting.

Importantly, then, when helping students find msgand goals for their writing, a
composition teacher cannot supplant a studentactibg for his or her own. As touched on by
Mayher, Lester, and Pradl, it is easy for a writiegcher to take for granted that a student’s
purpose will vary and possibly be drastically diéfiet from the vision a writing teacher may
think is the student’s goal for writing. This medhat in a hopeful composition class, a teacher
cannot give the goal for student development tdesits. Peckham states that it is a teacher’s
responsibility to know and respect students’ unigaals: “Good teacheedwayswork and learn
with their students. This means in the requiredimgiclass that teachers should investigate their
students’ literacy skills and goals, honor thend aork with them to help them improve their
skills and reach their goals, even though theitgyoeay be quite different from the ones the
teachers had in mind” (101). In agreement with May Lester, and Pradl, Peckham contends
that the goals for students’ texts should come ftloenstudents and not the teacher. This is not to
argue, though, that the teacher comes to a writingse and has no goals or outcomes they’d
like to achieve. Rather, it means our goals asacshould be flexible enough to adapt and
support the goals of our students. This orientatiomnique goals is part of a hopeful theory of
composition. A hopeful composition teacher can hgo@s such as encouraging students to see
how their texts can influence and be influenceddaders, or to craft rhetorically considered
texts within the context for the goals studentsdioatfor themselves, but the key here is that the

goals are meant to forward the purposes a studsedalps for his or her current, and possibly
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future, pieces of writing. Granting students tlghtito establish and articulate the goals for their
writing is hopeful.

The next component in hope theory after estalvlgsgpals is the ability to generate
pathways to accomplish these goals as well as nemag that pathways and goals need to be
reconsidered and changed from time to time. Whiheay be argued that composition as a whole
field concerns itself with pathways—routes to acpbshing writing tasks, better understanding
the nature of writing, and helping people becomeentompetent writers—a specific movement
in the field of composition that clearly illustratpathways has been the proliferation of process
pedagogies. Although most scholars who trace tb&igen of the field of composition would
likely point to Donald Murray’s article “Teach Wing as a Process Not Product” as the
watershed moment that shifted pedagogy toward giasymuch attention to how students write
as they do to what they write, writing teachersehbgen discussing and considering process
pedagogies for decades before Murray’s seminalréadhed publication. For example, in 1953
Barriss Mills published the article “Writing as eoess” inCollege EnglishThough Mills’
discussion of teaching writing as a process diffien the paradigm of prewriting, drafting, and
revising that seems to dominate current compostgatbooks, Mills discusses finding authentic
purpose for student writing and adapting to audiezxpectations. In any case, the movement in
composition toward a concern with how students aasegdexts can be interpreted as giving
attention to pathways as they are described in &rg/diork as a component to hopeful
thoughts.

For some compositionists, it may appear that otipeocess pedagogy is far from the
changing and adaptable pathways towards goalssasiloled in hope theory. Many of our

textbooks describe the writing process as a setuta that works for most contexts and
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purposes, yet, as Hurlbert discusses in “A Plad#lch to Stand,” these process formulas are
an idealized version of writing that oversimplifig®& composing process:
The textbook companies advertise how adaptabierntaerials are, how they
can be used in any college, how our concerns areerglly, the same. But their
gross generalities about process and instructiastifjyand keep us from
grappling with the complexities of composing, otudents’ needs and lives.
Composition textbooks are a distraction from thadities of the places in which
we live. Or better, they are a dream. They areoéepsor’s dream of the perfect
student performing the perfect writing process pratiucing the perfect essay. In
the dream, certainty and excellence come with sti@hiziation. All students have
to do is follow how their professor presents thalieok writer’s or editor’s take
on culture, meaning, or writing. (353)
The version of process writing presented in texkisaare a packaged and commoditized version
of how to teach writing and how to write, yet amperienced writer will likely tell you that
while these models may at times capture fragmdritsecsteps that are perhaps needed to
produce a text, the writing process is an evetislgifarray of activities, thought processes,
reflections, and other foreseen and unforeseeablas that affect composing. The standardized
version of process is not hopeful because a formmamaot account for the myriad of goals and
changing pathways required in hopeful pursuits.
Yet | contend that these lockstep process appesaate the result of a perversion of
process pedagogies for the pursuit of capital ganmsthe enticing appeal of standardized
educational practices. In actuality much of theogmtship concerning process isn’t concerned

with a rigid system of text production. Even thowdhrray’'s work does list several general
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descriptions of phases most writers go through wdoenposing—prewriting, writing, and
rewriting—Murray makes clear in “Teach Writing aB@cess Not Product” that these steps are
recursive and that process writing consists of nmaohe than simply following formulated steps
(4). The main message Murray pushed forward irattisle is diminishing the amount of
attention paid to a finished product and refocusitigntion on student potential: “What [process
pedagogy does] require is a teacher who will resged respond to his students, not for what
they have done, but for what they may do; not fbatthey have produced, but for what they
may produce, if they are given an opportunity te weiting as a process, not a product” (6). In
relating this type of process pedagogy to hopertheee can think about the potential in a
composing process as the philosophical viewpogit risality can be changed and that change
finds shape through the pathways we work to achoewvegoals. Process writing is a pathway to
hopeful writing.

Furthermore, scholars that have discussed conpositeory and have been labeled as
part of the post-process movement complicate tba iat a writing process can be described in
a manner that works for all writers in all writisguations. Gary Olson acknowledges that the
process movement helped the teaching of writingroynoting pedagogies that direct students’
awareness of writing as a lengthy, ongoing, andre2ee activity, but he also see the limits that
the tendency to generalize a writing process cseate

The process orientation helped us to theorizengrin more productive ways
than previously and to devise pedagogies that fanzié students with the kinds
of activities that writers often engage in whenythgite. As several “post-
process” scholars have pointed out recently, howelre process orientation has

its own limitations. Key among these limitationghe fact that the process
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orientation, as we have conceived it, imaginesttaivriting process can be
described in some way; that is, process theorsssrae that we can somehow
make statements about the process that would &paly or most writing
situations. (7)
Olson’s view of post-process theory is a hopefalon because it works to move the field away
from standardized views of writing instruction. Hogannot be standardized. The goals each
person has for writing will be unique, therefore frathway to achieving a goal will never be the
same for every person, so when it comes to comgdkapathway, or process, to accomplish a
purposeful piece of writing the process must bérdisve to the author, the goal, and the
contextual variables involved in the act of compgdhe text. Any pedagogy seeking to
formulate one-size-fits-all methods of instructisrworking against hope by ignoring the
fluctuating elements that each student creates wWiegnwork to find a meaningful purpose for
writing. Allowing room for growth of a text throughhmore organic manner of composing that
can be adjusted to the needs of the writing sthnas hopeful.

Finally, the last component in hope theory is agea topic well written about in
composition. Again, while this review is brief andt meant to present a comprehensive review
of agency throughout composition’s history in highducation, it does aim to make evident that
composition has, and can continue to be, a hogeidéavor for teachers and students if we
value the important lessons we already know aleadhing writing and continue to guide our
scholarship on a path that supports pedagogiestiatteo students success, empowerment,
individuality, and creativity. | have examined thgh hope theory and composition theory the
belief that student writers need to be able to individual goals and personalized purposes in

their writing development, and from goal articubatistudents need to be able to formulate and
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adjust their writing processes, or pathways, toveex@bmplishing these goals with the support of
a flexible and nurturing writing instructor, andmad present to idea that the force driving goal
generation, purpose, and process constructioreiscyg Just as agency acts as the lynchpin in
hope theory, it also operates as the unifying pdinatr gives rise to students finding a purpose
for their writing, viewing their texts as creatiotigt can affect the readers and worlds into which
they distribute them, and using writing to makarapact in their lives.

The concept of agency in the development of stieters has been a key issue in
composition theory and pedagogy. In tracing thdwgian of composition and the teaching of
writing, Barbara Couture writes, “we have a scene ripe for the full development mdiadigm
change—a shift from the task of modeling ideal t@ritproducts to developing the agency of the
individual writer” (32). For nearly two decadesnmoosition has devoted scholarship to the very
force that according to psychologists like Snydethe driving energy in hope theory. In hopeful
thought, agency motivates people to pursue theilsgand generate pathways as well as
persevering against adversity when goals and pathisacome blocked. So to analyze
composition as a hopeful discipline, we must undeis how compositionists have defined
agency and how it plays a role in teaching studeiters.

Trimbur’s article “Agency and the Death of the Aoit: A Partial Defense of
Modernism” thoroughly analyzes agency in compositist the most literal level of definition,
Trimbur cites two seemingly conflicting explanatsoof agency: Agencysignifies, on one
reading, a domain of freedom, autonomy, absencerdtraint—an arena of choice and
decision. At the same time, another reading sugdkat the term means a functioning part of
something larger, such as a government agencyisanance agent, a secret agent, or a double

agent” (286). On the one hand, agency can reprassgrise of free will that allows the
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possibility to rebel from conformity and standastian. Yet on the other hand, agency can mean
fitting into a system or playing a role that stsvier accomplishing a shared mission. Agency
can represent individual determination, or agerayrepresent social acceptance. In looking at
agency through these two definitions, it may appleatr the concept of agency has dualistic
polarities.

But these two definitions of agency may not be@dlicting as they first appear.
Instead, the free will and social cooperation atgpetagency represent the manner in which
these forces manifest in the individual who nawegagelf-representation and autonomy with
existing in a reality where social interaction axgerience with the natural world intertwine:
“Agencyrefers to the practical logic by which people rtege their ways of life, the ways in
which they cohere their activity and experiencéhmworld” (Trimbur 285). From this respect, a
much more textured understanding of agency surf@ggncy balances a life in which the
individual person must possess a sense of selfaMéinge and complex world that exists outside
the self. Agency is how we perceive our actionsdihg the natural and social world, and these
actions can either work for or against the soamaltext depending on how we choose to act—
that is of course if we have choice in a given egnt

In a sense, then, agency gives meaning to owracénd inspires future actions in order
to achieve a desired response, and the actionibhgvmeans we create texts with the hope to
influence other people or create some sort of @pplreality. Marilyn M. Cooper describes this
process as an agentic way of shaping the selftafeother people, and working towards
positive outcomes: “Individual agency as the preddsough which organisms create meanings
through acting into the world and changing theuaiure in response to the perceived

consequences of their actions. Conceiving of agentlyis way enables writers to recognize
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their rhetorical acts, whether conscious or nonmus; as acts that make them who they are, that
affect others, and that can contribute to the comgand” (420). In this definition of agency, we
come to see that agentic authority in writing cangs perceptions of the self, has the ability to
reach other people, and has the potential to exva@il change. These three aspects all represent
powerfully interesting interpretations of what ater can do with language when they have a
sense of will. The writer can use language to wit® they want to be. The writer can touch the
emotions and logic of a reader. The writer can firays to change reality.

To put this conceptualization of agency into offeems, agency is the ability to express
the individual idiosyncratic particulars while furaning in a socially constructed system.
Trimbur writes, “Agency, as | see it, is the waypke live the history of the contemporary, the
way they articulate (in the double sense of them}eheir desires, needs, and projegtging
voiceto their lived experience as thgyn their productive labors to the institutions andiab
structures they live within” (287). Agency is a pavthat maintains an individual's uniqueness
while existing in the larger world. It is the pensa society. Agency describes our ability to act
in accordance with or struggle against social stines as we see fit. With agency comes
freedom of choice. We have the choice to work lierdocial order or against it. In hope theory,
this freedom and ability to work with or againstisd systems represents the belief necessary for
people to shape the future. Agency compels thigfel

Yet according to Trimbur, the agency needed talide to balance the personal and social
aspects of life while maintaining the belief tHag future can be changed is not a completely
inherent trait in the individual nor is it solelyight that society grants. Trimbur writes that
“Agency, then, is a kind of excess that is neitheterminately given nor freely enacted; it

bubbles over, as it were, from people’s strugglméke a life in the world” (288). Trimbur’s
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statement suggests that agency comes as a repelople grappling to make sense of their
situations and to initiate change in their livegeAcy results from people finding the will in
themselves to understand their life predicamentisteamsforms those states of affairs. The
tension created from sensing the need for chang@eting for that change in the world is the
site where agency manifests. The pressures obttial svorld acting on the individual results in
agentic thoughts and actions. This means thatngrieachers cannot simply grant agency, and it
also means that students may not be able to expgessey if some force of authority, such as a
teacher, denies them freedoms and choice. Agaiseeea balancing, a tug and pull between
having some space to express agency and also gaedeel the will to enact agency. One may
overcompensate the other. Perhaps agency is stranggh to overcome forces impeding
freedom of choice, or forces could be so poweffat they break any will to express the self, but
agency grapples with these two forces. For thessores, student writers need to have the room
to grow their agentic selves.

The question then arises: how do we foster agancgmposition classrooms? The
answer likely lies not in one pedagogical apprdaechin many. A pedagogy of hope that
nurtures agentic growth needs to both respectriguaness of the individual while also
addressing social pressure. For Trimbur, the twopmsition pedagogies that espouse values
that appeal to the individualistic and social aspet agency are expressivist and social-
epistemic types of pedagogies: “Agency as lackoostraint plays a key role in expressivist
rhetorics and the process movement'’s figure ottimaposer, while agency as enabling
participation in institutional work is axiomatic gocial constructivist and social-epistemic
rhetorics” (286). The expressivist and processg$edypedagogies address the individual. It is in

these pedagogies that the personal voice to exfiresgeeds, goals, and ideas of the self are
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encouraged and developed. The author finds persahsa and meaning in the texts they create.
The social constructivist and social-epistemic gedges appeal to social engagement as shaping
the texts an author produces. The author must asvand confront the social parameters to
create and influence the reading public, and sadelogies may shape what, why, and how an
author writes. The hopeful pedagogy will promoteragy by finding a way to combine both
these theoretical views of writing and instructitirwill give room for a student author to find
ways to express the self in response to socialsvaed/or address social issues that affect his or
her life by using unique ideas and experiencesendngocial response to the writing helps the
student author understand how the crafting of hisen texts causes an affect in a readership and
how this affect may shape the author’s future cositpms. The hopeful pedagogy will construct
methods to merge expressivist and social pedagogies

While some compositionists may view expressivigt aocial constructivist pedagogies
as extreme opposites, the act of writing, its veature | believe, can lead to an understanding
that both these pedagogical approaches have merg@ace in a composition course, and in
viewing them as mutual partners in the teachingriting rather than competing paradigms,
writing teachers may actually represent the agtioftwriting in a more complete vision of what
occurs when writers write and readers read. Fomeieg Jane Danielewicz describes the use of
autobiographical writing as a bridge that intert@grpersonal expression with public rhetoric: I
wish to demonstrate how writing in personal genwdgere the ‘I is at the center, not only
develops voice and cultivates identities but alswa@ces authority. Authority increases the
chances that individuals are able to participateublic discourse, which is, ultimately, agency”
(421). Danielewicz’s description of autobiographiwating demonstrates how writing functions

as a way in which writers position themselves dah tmust contend with how they relate to a
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reading audience. Yes, social factors influencenthtr as they compose, but equally relevant is
that writers influence the social structures ad.\ildlere is an intertwining, ever reciprocal
relationship where the social constructs the selftae self constructs the social. This reciprocal
relationship—this balance between “I” and “we” & thature of agency. It is the authority to
write your position in relation to a social settind that relationship can be one working to
maintain or change social norms, organizations,pandeptions.

Ultimately, this change is what a hopeful pedagsigiyes to achieve. It is the nurturing
of authors to view the composing of texts as theaan individual meant to influence personal
or social change. Agency is the fuel for that hapbgtlief that induces the energy driving the
will to make change a reality. Couture describesmiovement toward being a better person and
creating a better society in composition as a tegidncouraging agency in student writers:
“Emphasis on the process of writing renewed—or iwgended to renew—our concern not only
with helping students write better but also witlpireg thembe better, that is, develop into better
persons through achieving agency, the capacitgttarad to make a difference among other
persons for having done so” (34). There existsream amount of altruism in hopeful writing
theory. Writing instruction is not about teachinfpamulaic craft—certainly craft is involved in
composing, but this craft is not something thatloatectured and dictated at a student who
would then be expected to return a perfectly stadltection of words. Writing lives. And
writing instructors give their energy to help saelents make life out of words. Writing
instruction is about how to use a human art—anesgion of a living self intended to be felt by
other living people. Writing can be an enterprideere we work to make a better world. What
that world is—what it means to be better—I canregalibe, really, but | hope my students will

write that world with me.
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Students can write this world if they have theaynity, the freedom and guidance, to
negotiate their relationship with their realiti@sdugh written texts. This negotiation happens
through trial and error, through experimentatiod anderstanding expectations, and through
believing that a will exists in the human spiritd@ate change. A hopeful pedagogy cannot be
prescribed. It will be evolving, changing, fluctumgf for each student, each setting, and each
teacher as all these people and places bringuh&ue goals and processes and influences to the

activity of creating change with writing. This isgeful writing theory.
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CHAPTER THREE
TELLING STORIES FOR HOPE
Introduction to Chapter Three

In this chapter, | discuss my methodological cbdawrite autobiographical narratives. |
open with a narrative and analysis that depict enerd when | tried to use hope to motivate my
decisions as a teacher, but | question if | redilykeep the hopes of my student with his life
situation in mind. | then present several sectibas articulate the value of using narrative
methodology in a dissertation on hope. First, riesvea are a way to connect the personal and
private life with the professional life by dispelyj the notion that these are completely separate
spheres—hope influences all our lives, and evereition’t explicitly discuss our personal lives
in a classroom, we still bring our experiences amwtions with us as we make decisions and
choices. Second, | show how using theory to anayaees is a method of meaning making and
research. Then | contend that the interpretaticstaries helps us understand the mutable nature
of life, as a teacher and human being, withoutgilesg general solutions intended to fit every
situation. | then describe how writing can be arfaf healing and the building of a hopeful
future. And finally, | conclude with a section tldiscusses the narrative form and organization
of the dissertation.

Holding onto Hope

The guy had scared me when | met him. Tim walkéal @ur Argumentative Writing and
Research classroom with these supernaturally Emges covered in dark, menacing tattoos. He
stood well over six feet tall, and he wore the bahhis blue Los Angeles Dodgers cap so low
that his eyes vanished in a dark shadow. When gtadent took turns introducing themselves to

the class and briefly describing past experienadswriting and what their goals were for the
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course, Tim told us in a boomingly deep voice, “Witecomes to writing, | hate it. | ain’t
kiddin’. | already failed this class once. | suckié admitted his past academic performance with
such open bluntness that | was a little surprised.

“Nobody sucks at writing,” | replied. “You’re herm college, so I'm sure you can write
well.”

“No, man. You don’t even know. | suck. Seriouslglways get bad grades in English. |
FAILED THIS CLASS ALREADYY!”

“Alright, | hear ya,” | responded to his even loudemission of past academic
ineptitude. “Well it sounds like we have our gofaisyou this semester. Your goal is to get a
passing grade, and I’'m confident that you can rélaghgoal as long as you do your work. My
goal’s going to be to try and get you to not hatgimg so much.”

“Yes, sir. | didn’t mean to holler. Passing sougdsd, but | doubt you're gonna hit your
mark,” Tim replied.

For those first few weeks, | thought we were onghth to accomplishing our goals. The
class consisted of many small, low-stake writingigrsments with one large course paper.
Nearly every week | required the students to redgoran essay from our course reader with a
page of writing, and nearly every week the studbatsto submit a paper that summarized two
researched sources they would use in their couggegb. The project was a ten-page paper that
presented a problem in current American societgl,tha students were supposed to present a
clear argument about the issue with supportingarebe

Tim had submitted every weekly reading response hamestly, they were pretty good.
He liked to slip into slang when he wrote, but V@eminded that much. They all showed he had

read the material carefully and crafted a thoudhm&fsponse. He showed he understood the
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week’s reading and made insightful analysis. Evieng he’d come up to the front desk at the
end of our Friday class to turn in one of the regdesponses, I'd say to him, “You’re one small
step closer to passing. Keep it up.” Then I'd &Sk, was this assignment terrible to write? How
do you feel about your work now?”

He’'d usually respond with something like, “No, neftrible. | feel okay, like | did a good
job. But I still don’t like writing.”

“Fair enough,” I'd reply, “but your writing is jusine and you're doing well in my
opinion.”

And he was doing well for the most part, until laelrouble with the research aspect of
the large paper. He had chosen to focus his cquiggect on drug laws, specifically the
differences in prison sentences for people who e@dk cocaine versus those that sold powder
cocaine. He wrote a strong topic proposal that@adied his suspicion that drug laws concerning
cocaine were racist; he described growing up int$\i@here he witnessed friends being arrested
for selling crack on the streets and were now sgriengthy prison sentences.

Beginning the third week of the quarter, studergsenasked to submit a paper with
citations and annotations for two sources on ttieasen topic that they retrieved from the
library. When Tim turned in his first set of annatas, | immediately noticed something funny.
The font size and style changed throughout hisgsapds. And the writing just didn’t seem like
Tim. | typed several of the lines from Tim’s anntaas into Google, and sure enough, | found
the word-for-word sentences on several websites.léd pieced together a plagiarized
annotation.

The next Monday | asked Tim to hang around aftessl| explained what | had

suspected and what | had found, and Tim told mehtdad thought that was what he was
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supposed to do for the annotations. | gave hinb#mefit of the doubt. We talked a little about
what | expected from the assignment, and Tim eggeshat he was having a tough time finding
research. This wasn’t an uncommon obstacle foresiisdn this course, so as | typically do with
at least several students every quarter, Tim aed &n appointment to meet in the library and do
some research together.

The afternoon Tim and | met on the first floor cartey lab of our university library, we
shook hands and greeted one another. We took atsea¢ of the computers, and | opened the
web browser. “Alright, when doing research for haa project, the first place | go is to our
library’s homepage.” | typed in the address.

“Wait a second,” Tim said. “I wrote kind of...you kwo..like a story for an introduction
to my paper. Could you look at that first?”

“Sure,” | answered. | hadn’t asked Tim to bring am@yv writing to our meeting, but |
was happy that he had taken the initiative to caammmething without me prompting him to
do so.

“I don’t know if it's cool to use stories in thisaper, but | just wrote this little something
for it,” he elaborated as he pulled several pafsera his backpack.

“Well let me take a look it, and I'll tell you whathink.” | took the papers from Tim and
began to read. In his writing, Tim revealed som@itiehe hadn’t specified in his topic proposal.
It turned out that Tim’s father had been a majawypl in the illicit drug trade in Los Angeles and
was currently serving a 35 year prison sentenca.déscribed how in some aspects, his father
was a scary guy. He told a story about a time wieeaverheard his dad yelling at a man and
threatening to kill him if he didn’t have his mond@ut then Tim also told a brief story about

being twelve years old and upset over the breal4tiphis first girlfriend; his father had
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consoled Tim by sharing the story of the first girbreak his heart and then took Tim to the
movies.

“Tim, this is really good.”

“Seriously?” he asked with a look of shock on laisd.

“You should definitely use this in your paper. #eds work, all writing can use work to
make it stronger, but this has lots of potentialvé can get some good research and weave it
into these stories, | could honestly imagine tlusgibly being published somewhere. | don’t
know where, but this can be made into somethindyreee.”

“Bullshit!” Tim exclaimed. “It isn’t that good. Thre are grammar mistakes and no
research.”

“So we’ll work on that stuff,” | said.

We went over the stories first. We found placesmhe could add details and elaborate
and clarify things. Then we found some confusingesgces and reworded a couple. We left
several more sentences for Tim to rework laterisrotvn. Then we went to work finding some
research for his paper. Together we retrieved am@airnal articles and several books.

“Alright, so now the plan is going to be for youread that stuff we just found and then
summarize the main points. And pull out some qugtesmight want to put into your project.
And then we can meet again if you want to come itp low to fit it into your stories.”

“Sounds good,” said Tim with a smile. “Thanks fdry@ur help, Brian.”

“Anytime.”

Then the next week Tim never came to class. Allélalass meetings he didn’t show.

Then the next week he still wasn’t in class. Thadd&y was the deadline for the first draft

of the complete project to be submitted. As | toole that deadline day, | noticed he was the
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only student absent. | hoped he’'d show up a litie. No big deal. But he did not come to class
that day either. Over the weekend, | checked myarsity email anticipating a message from
him to explain a unique situation that caused lmiss so much class, but the email never
came. | contemplated sending him an email. | watdedmind him of his goal, the good work
he already had finished, and encourage him to dmank to class and finish what he began. But |
wasn’t sure of how appropriate it would be for me&bdntact him. Maybe he stopped coming to
class because he didn’t like me? Maybe his topithe course project was too personal and
dredged up memories and feelings he didn’t waatltiress? | wasn’t sure what to do in this
situation, so | did nothing. Besides, | had twefutyr other students to worry about.

But | still worried about Tim. | had trouble falrasleep some nights when | wondered
what had become of him.

More weeks with only absences. My hopes that hddvwoome back to class or contact
me faded away. He had missed more short writingasgents than he had submitted, and he
didn’t complete a single major graded portion & tourse project. By now it was statistically
impossible for him to pass the class. It seemetvkaboth couldn’t meet our goals for the
quarter.

Then one unexpected day he walked into the roght &s class was beginning. He
sauntered in and sat down in the back just as teltiae during the first several weeks. | was
surprised. He said nothing, and class was judirsgeso | didn’'t have a spare minute to take him
aside and speak with him. Even if | did have theetiI'm not really sure what | would say.
Should I tell him during class that it was now arpossibility for him to earn a passing grade?
Should I tell him to leave so he wouldn’t be wagtims time by sitting through a class he would

inevitably fail?
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The activity listed for that particular day on @aurse schedule would soon bring the
matter to the forefront. We were working in writiggoups, which the other students had become
accustomed to doing over the past month. Each stimleught a complete draft of their course
project to be read by the other members in thegga@nd then discussed. After a short class
discussion concerning the aims for the groupssthéents slid their desks across the tiled
classroom floor causing shrill shrieks to pierce dir. In the midst of the movement of bodies
and desks, | could see Tim approaching the frotih@foom where | was standing.

“I don’'t have a draft. What should | do?” he askeel

“Well,” | said, “did you bring anything?”

“That’s the thing,” he replied, “I have been meania come talk to you because |
haven’'t done any work on my project since we med, Bm having trouble. I'm also scared that
I’'m failing the class because | haven’'t been herea long.”

“Yeah, that's a legitimate concern that we needissuss. We probably shouldn’t have
that conversation here in front of everybody eds® | have a midterm grade report for you in
my office. Can you come with me to my office aftéass?”

“Sure, but what do | do right now?”

| honestly had no idea. Maybe | should have just hm that he had already gotten to
the point that he could not pass the class andigast leave, but | didn’t do that. That didn’t
seem right to me. | felt like | owed him a discassat the least. But at the same time | didn’t
think it would be right for him to sit in the clasem and do nothing. Wouldn’t that just be a
waste of his time? | also didn’t think it would bght to simply send him away and tell him to

come to my office later.

100



“I'm not too sure what you should do,” | answer8iflyou don’t have a draft, you can’t
participate in the writing groups. But | don’t waydu to just sit there and waste your time
either.”

“I brought all my research articles that we gotirthe library. Can | read over those and
start an outline of my project?”

“Sure. Do that.” | still felt unsure about this e¢ee of action since in about an hour when
we spoke in my office | would be telling him tha had already failed.

So for the next sixty minutes of class, he satdask alone, quietly, while everyone else
sat in circles, loudly discussing their projecésidhing, debating, and writing on each other’s
drafts. As | made my way from group to group, emgaghe other students in conversation and
reading over sections of their texts, | would oamaally look over at Tim. He seemed to be
doing very little aside from staring out the windowof the room. | felt bad. | avoided him.

When class ended, he hung around the front ofab waiting for me to get finished
talking with several students that had a few goestabout citing sources. After those students
left, | said, “Ready to head over to my office?”

“Lead the way,” he answered.

My office was in a different building, so it tookweral minutes to walk there. “So how
have you been doing?” | asked in an attempt to rsakee small talk.

“Eeehhhh,” he answered without offering up any #medetails.

“Have you been back to southern California lately?”

“No.”

“I haven’t been back to Long Beach for a few monthw. | miss my grandparents.”

“I don't like going back to L.A.”
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“Did you see the Raider game last Sunday?”

“Yeah.”

“That was a tough loss, huh?”

“Yeah.”

“You know, | heard the state might be cutting tlhelgpet to the CSU system big time next
year. That could mean trouble for teachers ancesiisd’

Tim didn’t reply.

“It could mean cutting adjunct faculty, which codldrt me. And it could mean a tuition
raise for you students, which could hurt you. latéto see students take the brunt of the budget
cut.”

“| guess.”

Conversation didn’t seem to be working well soopgted talking. We walked together in
silence. When we got into the building that houssdoffice and began to make our way up the
stairwell, a female student passed us on her wasmdo

“Hey, Athena!” he exclaimed and a big smile fornmethis face. He stopped in the
stairwell while | stood several steps above himiting

“What you doing?” the female student asked.

“Nothing much,” he replied. “l ain’t see you at tA§pha Omega party on Saturday.
Where you at?”

“I had a big psych project due today and workedt all weekend.”

As | listened to their conversation, | began td éaeoyed. So he can go to parties but

can’t make it to class or work on his project.

“Are you planning on going out Friday night?” Timquired.
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“Yeah, now that | got that project out of the way.”

“Cool. I'll text you later this week.”

“Alright, see you.” The female student continuedvddhe stairs and we continued up
them.

When we got to my office, | unlocked the door, ogebit, and said, “Have a seat.” He sat
down in a chair next to my desk, and | pulled oytdask chair and sat down across from him.
“l guess you need to see your grade report.” | edeame of my desk drawers to retrieve the
piece of paper.

“I don’t want to see that,” he said.

“Well it's your grade. We got to talk about it.”

“Alright. Give it to me.” | handed him the paperelfead it and sighed, “Man those are a
lot of zeros.”

“You've missed a lot of class and assignmentsyvehd even included the penalty you
should receive for all those absences.”

“So that’s it. | fail again. Told you I'm a hopekewrriter.” He frowned.

“You're not a hopeless writer,” | contended. “Yausj didn’t come to class and turn in
your work. But the writing you did do was great.”

“I couldn’t make deadlines. | couldn’t do the resdpart. Ain't that part of writing?”

“Yeah, you have a point. But what happened? Yoweweing really well.”

“I got a lot of problems at home right now and 6tsfgoing on with my head. | can’t
concentrate on anything.” As he said these wordsgyes dropped to the ground. “You don’t
understand.”

“How are your other classes?” | wasn’t certain wélae to say or ask him.
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“Terrible, aside from my swimming class. I'm faijrmath, and from what that professor
said | don’t think | can pull the grade up. I'm séoto failing psychology.”

“Man, you were really doing great in our class.”

“I can’t write,” he said. “I've been real messedinghe head | told you.”

“Have you talked to your academic advisor and anselor? Withdrawing from the
whole quarter might be your best option at thisipoAnd there are counseling services on
campus. | can give you their number or walk witli pwer there.”

“I've already been to the counselors. They got mesame pills. I'm going to try and find
my advisor after I finish talking to you. | candif out though. | can’t. Isn’t there anything | can
do to pass your class?”

“I don’t want to fail you. But you haven’t done haf the work for the course. And you
haven’'t come to half the class meetings. Therelg thmee weeks left.”

Then he looked at me with small tears startingptbfrom his eyes gently. | was
surprised to see this subtle display of emotiow. F§ot no chance?” he questioned.

“You're missing so much,” | reasoned with soft spokvords. The large blocked “C”
tattoo on his forearm and the “GS” written down lhisep that had frightened me so much on
that first day of class seemed to shrink away Withr once menacing message.

And then came his stories.

Stress, depression, therapy, and Prozac. Violateese, neglect, and anger. “I'm the first
in my family to go to college and I'm not quittinigcan’t go back to that place. There I'm either
in jail or dead,” he concluded.

A pang resounded inside my chest. My limbs fek létectricity. My mind went frantic. |

thought through my options and obligations. Cagnbre my syllabus? What is right in this
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moment? Tomorrow? Next week? What is fair to thepstudents that had been coming and
submitting work this entire time? | know some Esfglteachers who wouldn’t have even begun
this conversation. They would have just stuck @rtlyllabus policies and been done with Tim.
They'd call it professionalism, | bet. But | dokihow why, | just couldn’t be that way.

“I'll make a deal but no guarantee,” | said. “Thteaes a week for the last three weeks
of this quarter we are going to meet for an hodagin my office. That will make up for all
those absences. And every day you need to comeawiétw page of writing. You miss one
meeting or don’t have your pages and that'’s itl. Fau also need to come to every class here
on out. And this is going to be to earn a passnagle This is a lot of hard work for both of us.
But I'll make this deal with you because | thinkuypee a strong enough writer to get this done.” |
stared in his eyes as | said these words. “Youtdsuck. | want you to realize that.”

He didn’t speak for a minute. | couldn’t tell if ndeal had put him at ease since he now
had an opportunity to salvage his grade in thesabasf he was feeling overwhelmed by the
prospect of having to do so much work. | figuredtthd give him at least some amount of hope.
A chance.

“You don’t have to say yes or no to the deal rigbiv,” | told him. “Think about it. And
| think you really need to get over to your acadeadvisor and discuss your situation.”

“Yeah, I'll do that right now. Thanks for giving neechance. Can | send you an email
tomorrow with what | decide?”

“Sure. If you decide to take the deal, then wewark out our meeting times then. If you
don’t, then no hard feelings. | really do like yand think you have potential as a writer.”

He stood up and so did I. He extended his rightileard | gave him mine. | walked him

to the door. “Take care, Tim.”
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“See ya. Thanks.”

The minute he left | began to have second thoudjhtsan idiot, | thought. Look how
much work | just gave myself. | started to thinloaball my classes, all my students, and all the
grading. | started thinking about the mandatoryfgcmeetings and office hours. | started
thinking about the reports | had to write for thé@/program | was working with that year.
Then | thought about how much | enjoyed runningtcviag television, hiking, skateboarding,
and all the other hobbies that make my life allniere enjoyable. | tried to imagine how much
they would be affected by adding another respolityiltdo my workload. | started regretting the
deal | had proposed.

| also worried about what my colleagues would thofkvhat | had done. Or worse yet,
what would the WPA and the head of the English Depent think? Would they deem that my
deal was unethical and compromised the integritjpicourse? Would they question if | would
give this opportunity to any other student as wéliGuld | give this opportunity to another
student?

| began to feel a lot of regret.

The next day, | received Tim’s email. He informed that he would be withdrawing
from school that quarter. He thanked me for my laelg told me he would take my class again
some day and prove to me that he was a good writer.

| felt relieved, like | had escaped a bad situatlomrote him back and told him he had
nothing to prove to me.

Lives in Our Classrooms
| often wonder what happened to Tim. | never hdiamsh him again, and the next year he

did not enroll in any of my courses. I still wondehe ended up back in his home neighborhood
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despite his strong desire to never return thera.Aad told me if he ever went back, he would
probably either end up dead or in jail. When | réad Peaceable Classrooim reminded of a
similar story in which O’Reilley fails a studentdahe responds with anger at the prospect of
being drafted into the Army: “He told me, angritigat | was writing him a ticket to Vietnam,
turning him into cannon fodder. On the subjecthaf grade | was implacable—to change one’s
mind was a sign olveaknessl then believed—but the conference gnawed at omgcience for
years” (8). Unlike O'Rellley, | gave my studentl@aace, but I'm not sure it was a good chance
for escape. The workload was probably too muclboédh of us, and just as | felt overwhelmed
by the prospect of meeting three times a weekalf hrave pushed Tim over the limits after he
already was experiencing emotional issues thabkad affecting his work—at least that’'s what
| worry. In this section, | briefly remind my readehat the personal and professional distinction
in the lives of students and teachers can becoareybhnd in fact, these two separate spheres of
life are actually inextricably tied together.

What would have been the hopeful solution to thisation? Is there a hopeful solution?
| want to be hopeful and help students achieve tiwls and find value in their writing,
especially when | view so much potential in theters, but | also have objectives that must be
met. The college, the writing program, my classayls, all based on requirements and
objectives that my students agree to follow angréa to enforce. Sure, | give extensions, tweak
assignments to adapt to students needs and irsteaest | even have begun to write my rubrics
collaboratively with my classes, but at some paifihe must be drawn, | guess. | offer as much
personal help and flexibility that | can to my stats, and if they don’t do the work then they

will likely fail. Yet if we consider hope theory aéscussed in Chapter Two after | lost hope with
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Tron, failure may lead to new opportunity and ustkerding, and it may lead to hope in the
future.
Like O'Reilley, I'm not certain what the correcturse of action would have been here.

Was it right to give Tim a chance, or would it hdezn more honest to fail him then and there?
| do know that as teachers we can’t always asshateour decisions and course of actions don’t
sincerely impact the lives of our students. Thediin the classrooms are the same lives on the
streets. That cannot be separated. Perhaps thme isf the hardest things for me to reconcile in
my teaching. Teaching really becomes hard when itreess how much earning, or failing to
earn, an education can seriously, literally in s@ages, impact a student’s life. Many of our
students come from backgrounds they want to leawvedrious reasons, and it is education that
they see as a means for hoping to make their beéter. Education represents hope. And even
students that are happy with their backgroundsuglinging will view education as a hopeful
path towards continued happiness. But what do wetdm students are failing for whatever the
reason may be? These are the moments that Pals@iles as emotionally hurting a caring
teacher:

As good teachers weave the fabric that joins thatm students and subjects, the

heart is the loom on which the threads are tieglf¢hsion is held, the shuttle

flies, and the fabric is stretched tight. Small wen then, that teaching tugs at the

heart, opens the heart, even breaks the heart-handdre one loves teaching,

the more heartbreaking it can be. The courageatthtes the courage to keep

one’s heart open in those very moments when the ise@sked to hold more than

it is able so that teacher and students and sutgecbe woven into the fabric of

community that learning, and living, require. (11)
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| wonder if my heart was open to Tim’s situatiomvdnder if in creating a deal that was too
much for Tim, | had actually been insensitive te lifie and his situation. Was | only protecting
myself from hard work or the judging eyes of myleayues if they had found out I let a student
pass a class after missing so much work by creatihggl that probably no student would
accept? What will | do if | meet another studend isituation like Tim’s? Even with all the
uncertainty and questioning of academic integriiyhwvhich | wrestled, | want to believe that |
made my decision because | did care about Tings libelieve in second chances. | think | gave
him a chance to work hard and achieve his goalpeH gave him a chance.

When it comes to writing, we should not ignore likies our students compose for us to
read. Blitz and Hurlbert write, “One reason we lovaking in composition is that we have
learned—or been taught—to understand the term ‘ositipn’ as broadly and imaginatively as
possible. Composing is a living process, andtiésliving qualities of composition that we
value most—the lives of the composers” (15). Noterathat our theoretical approach to our
pedagogy may be, if we ignore that a human beirigsvto us then we run the risk of
dehumanizing the very human practice of composiitig written language. Whether we favor
pure expressivist writing or social epistemic rinetcour students will inevitably write of their
lives whether we ask them to or not. Even if wgtinstructors attempt to design assignments
that approach writing instruction and performanse déechnical skill, the fact will always
remain—a human being with a past, with emotion#) @reams and goals has composed a text.
It would be wrong to ignore the lives that our €nts compose for us because as Blitz and

Hurlbert contend, “composing is a living process.”
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Narratives and Life
In this section, | intend to describe how narmastory telling records life as lived and
remembered. This section shows that the arbitretrgfebehaving as if professional spheres of
life cannot overlap with personal spheres is jnat-tarbitrary. In fact, narrative accounts can
expose just how much personal feelings influenoéeggsional decisions and how professional
occurrences affect emotional well-being. Becaudhisf research projects such as a narrative
inquiry that attempt to reveal the inner struggi€a person making decisions in an educational
setting help to bring the humanity of our profeasiack into focus.
It seems impossible at times to separate the pairftenfrom the public and professional
life. As much as it seems logical to see life safwt into spheres with distinctive borders
between the personal and professional, this diwvisannot be concretely separatedMinor
Re/VisionsYoungwrites that this separation is impossible whermmes to literacy education,
therefore he purposely makes his professional relsgeersonal. Young does this because he
argues that literacy is a personal subject thahdefa person’s identity, therefore, the public and
professional aspects of literacy cannot be divofoma personal feelings:
“Personal/Public/Professional,” considers the igtions for our research,
teaching, and profession as we continue to thirkiathe uses of the personal,
what the minor means in our classroom, and howavggpate both in and
beyond our institutions. As a teacher and schdlaplor, | choose to use the
personal in my research because it provides a xofteunderstanding how and
why | apply specific analytical frames to the salgd study. (15)

Like Young, no matter what sphere of my life | malyabit at the moment, | am always a

teacher even if I'm not in the classroom. And wiienin the classroom, | can’t help but be
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influenced by my human emotions and experiencesiwiteracting with students. | take the
feelings | experience as a teacher home with meé&inhis story from this chapter, | had sleepless
nights worrying over him. In Tron’s story in Chapievo, | abandoned my plans to go to the
beach that afternoon because | felt awful aftemtleeting. The professional occurrences of the
day influence my personal feelings when | go hoRerhaps education has professional hopes
for the future, but these hopes are personal ds Maalrative inquiry can act as a bridge between
the personal and professional lives of students@achers by revealing the complex nature of
writing education and how it affects the livestoé individuals involved. Some people may want
to make a distinction between personal life andgasional life, but | believe narratives expose
that our lives are all one in the same and thendisbns are rather artificial.

It is logical then to assume that if our persomal professional lives are intertwined, that
similar to Young’s work, some of our research wikrge personal and professional issues. In
education, the lives our students bring into oasstooms will affect their writing education, and
the lives of teachers will influence how they teawiting: “What has become apparent to me the
more | teach is that our lives are so intertwimedur learning that whatever we do in the
classroom both as teachers and students has sterenteno matter how small, to an
individual's lived experience” (Young 143-144). Msaching affects my life, and my life
influences my teaching. | worry about students, tadl is why I've chosen to write these stories.
These narratives are an important insight intdifeeof a young writing teacher that wants to
make an impact: “The personal is not simply anvittial idiosyncratic story but rather part and
parcel of the many stories that inform the largemnacultural narratives that script America”
(Young 172). While the stories may seem like egjoaisreflections to some readers, telling

stories such as these capture part of what it mieetesch writing in English in an American
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context in the early Zicentury. They record specific attempts to encoeifeape in particular
students. They capture a glimpse into the socihlcaftural dilemmas American society
currently faces. For all these reasons, I've detideell some of my stories and create a
narrative project to examine hope.

Narrative form as a research method aims at brgadomwn the borders that separate the
personal by exposing the nuances of human interactiall their complexity. D. Jean Clandinin
and F. Michael Connelly iNarrative Inquiry: Experience and Story in Qualiteg Research
argue that narrative inquiry is a form of reseatdt seeks to understand that which is often
overlooked: “Narrative inquiry, from this point wiew, is one of trying to make sense of life as
lived. To begin with, it is trying to figure outdhtaken-for grantedness” (78). Hope is a feeling
and view of education that | believe is often oweked or dismissed. Or hope merely is used as
a rhetorical tool to sell education policy. Tooewftin the classroom we focus on content delivery
without considering the hopes of students, or \wgbt neglect to see our students as people
who have invested emotional stock in their education using my narratives as a method to
focus attention on what it actually means to tefachhe hopes of our students’ lives. Each life
in our classroom is an important life. That is whgusing on only several students is an
important research endeavor. Narrative is a wayntterstand particular difficult moments when
teaching writing.

The moments that a narrative researcher choosegttate in research, that are put into
discussion with other peoples’ stories and thepded that are the stories that haunt and enchant
the mind of the author for years, even decades thiter occurrence, represent significant and
powerful episodes in a life. For some reason, perlexplainable or maybe inexplicable, after all

the fleeting events in a life, these particulargesand stories have remained in memories and

112



influenced future decisions and actions. Colesnilgss the action of remembering as an
impactful aspect of a life lived: “A memory is, oburse, a story, an aspect of experience that
lives in a particular mind.a recollected moment in which someone has tastéfitph moment
forceful enough, charged enough, to survive mahgranoments” (183). The several stories |
have chosen to share are narratives that stand oyt memory. They have remained with me
for many years. | retell them to myself, and | tekm to other people. These stories are of
particular interest for this project because theythe impetus for my dissertation. As | have
recounted them, | began to find the theme of hopdlithese stories. Each one of them builds to
a hopeful moment for the people involved when pesred as if goals would be accomplished,
and then the stories moved toward moments whenl@éephopeless or lost. These impactful
stories of hope and hopelessness have inspiredidssrtation.

A question | often encounter when discussing mi@ganethodology as a research project
involves the issues of subjectivity and truth. | aot going to entertain a lengthy discussion on
the nature of truth. Rather, I'd point readers tahthe work of Clandinin and Connelly who
discuss truth and narrative inquiry at length. pist to make clear the value of subjective
research projects, I'd like to cite Frankl’s view the matter in the opening linesMéan’s
Search for Meaning

To attempt a methodological presentation of thgesat is very difficult, as
psychology requires a certain scientific detachmiBat does a man who makes
his observations while he himself is a prisonerspss the necessary detachment?
Such detachment is granted to the outsider, big to® far removed to make any
statements of real value. Only the man inside knélisjudgments may not be

objective; his evaluations may be out of proportidhis is inevitable. (20)
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So called objective research has a mythical stahategives the aura of objectivity as if bias and
human feelings cannot infect the knowledge contduthrough certain types of quantitative and
qualitative research methods. Yet Frankl remindghassuch research may lose some of the
humanity in examining life as lived. So while redioig our personal narratives will bring
subjectivity into the project, the subjectivity gwsuch research its unique value. It is showing
the mind as it works through story telling and s from the perspective of one who has
experienced first hand the account being told.

Writing these first several stories about failiogencourage hope is an attempt to take
control over difficult teaching experiences asrmhesnber them and make sense of them. These
are moments that have impacted me enough to tpkenginent place in my memory. Writing
narratives, according to Murray @rafting a Life in Essay, Story, Poers a way to find
meaning in experiencéMany of us hunger to write, need to experiencewarld once in
reality and then to understand it through the imsigf art, seeing with words what we had not
seen at the moment of experience, discoveringrpattbat reveal meaning in experience” (9). |
can see in my early stories as a childcare wohadrusing writing as a method of hopeful
engagement with another human is difficult. An@e $n Tron’s story that a failure to understand
his personal connection with his public status asident partly destroyed his hopeful
educational dreams. And with Tim, | worry about hioived to use hope to push him to work
harder in the face of extreme personal difficultiest | could barely imagine. In all these stories
and their retellings, I've learned that hope is sthing | want to encourage in writers. That is
the first thing I've learned. And | hope that mders also learn from my stories.

These stories that I'm telling and the narrativeesech method’s legitimacy rests on the

ability for readers to identify with the narrativesd share in the experience. It is through this
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connection that the project takes on genuine rekealue. Jerome Bruner’'s essay “The
Narrative Construction of Reality” contends thatrtain experience is often understood and
transmitted through narratives that representtyeali
We organize our experience and our memory of munag@penings mainly in the
form of narrative—stories, excuses, myths, reasmngdoing and not doing, and
so on...Unlike constructions generated by logical and gdierprocedures that
can be weeded out by falsification, narrative carcsions can only achieve
“verisimilitude.” Narratives, then, are a versidireality whose acceptability is
governed by convention and “narrative necessitiligathan by empirical
verification and logical requiredness. (4)
| am presenting a small glimpse into the momerdslthve shaped me as a young writing
teacher. | am counting on the ability of my readersonnect to these stories to give the research
legitimacy. | am relying on the social dimensiohstory telling to connect readers to my
experience so that they might learn with me. | thvant to view my stories through the
theoretical lens of hope so that together we métgbappreciate how hope may aid the teaching
of writing.
Ultimately, though, this dissertation and the &stitell in it are as much for me as for
any reader. | hope to learn from my disappointnemyself and the moments | felt proud as a
teacher. Like Pagnucci, my stories have a persaiaé for me and a public value for my
readership: “In this book, I've tried to makeerythingpersonal. I've tried to show how stories
from my life can illuminate the ideas I'm talking@ut, can help readers connect back to the
stories in their own lives. But I've also done thesthat the writing will help me learn as | go

along. I've written this book as much for myselffasanyone else” (28). Similarly, the stories |
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am composing act as a form of educational catharkey are a means for me to understand
moments | perceive as failures, and then to movanahuse those moments to learn and make
the future better. Essentially, my dissertatioa fopeful enterprise for my future as a teacher.
I've written this dissertation to help myself ang neaders to experience what it might be like to
teach writing in such a way as to encourage hopleartomposition classroom.
Frames and the Voices of Others
In this section, | briefly discuss the format ofstdissertation. | describe now narrative

methodology achieves theoretical insight by comigmy personal stories with past
scholarship. As discussed in the first chaptes, dngsertation functions through the use of
several different styles of writing. It blends $¢s; meta-narration, and analytical essay writing.
Clandinin and Connelly use the metaphor of sougxfmain the methodology of merging story
telling with essayistic analysis:

We likened narrative form ta soup...As we began to play with the metaphor of

a soup, we realized that like the soups there doeildifferent ingredients in our

narrative pots. Parts of our research text carobgosed of rich descriptions of

people, places, and things; other parts can be aseapof carefully constructed

arguments that argue for a certain understanditigeofelations among people,

places, and things; and still others can be ritdttyured narratives of the people

situated in place, time, scene, and plot. Forlufh@se can be narrative texts.

(155)
The first literary element in my dissertation ie gignpost introduction sections at the beginning
of each chapter that orient a reader to the goalsdch chapter. The second component of my

methodology is the narratives themselves; theytiondy capturing a particular teaching
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moment. Then, by incorporating the work of othdradars, my third piece of this methodology
is the essayistic analysis of the narratives.

This method of narrative research is not new inpasition scholarship. The
incorporation of other voices is what Richard Jyktdabels as framing. Frames act as a means
to understand our stories in relation to past suisbip:

The important point of framing is that it is usedfe telling and writing of our
stories. We bring in the voices of others to confour own voice. Or, we might
bring in the voices of others to show that we hneking differently from them.
Either way, the voices of others help us. They imalp us by confirming our own
voices or they may help us by forcing us to aratellarguments against another.
(130)
Using the voices of others helps make sense oftanies—it can challenge or support
educational assumptions and practices. For exampe,s story makes us question placement
procedures and designating certain writing claasdsSL only, and the work of Young, Fu, and
Park help support the theory that writing educatian impact the sense of self in bilingual
writers. This pairing of my stories and scholarsuggests that discussions with bilingual
students about their placement may be beneficiaéifvant to encourage hope. I'm using my
stories and ideas in conjunction with the work thfes scholars in several disciplines to build a
hopeful theory of composition.

This hopeful theory is built through the literatwexiew and story analysis. In discussing
the place of theory, Clandinin and Connelly deszfilierature reviewed as a kind of
conversation between theory and life or, at ldzestfyeen theory and the stories of life contained

in the inquiry” (41). In Chapter Four, | intendwoite a lengthy narrative that will then be
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analyzed in Chapter Five with the use of the lite@used throughout this dissertation’s first
several chapters. This will be how | show an exangbla hopeful theory of how to teach writing
in practice with the use of theoretical framed gsial
Interpretations and Narratives

In this section, | discuss how a narrative reseprofect offers conclusions, insights, and
knowledge for a reading audience. Narrative prgjeict not assert definitive results intended to
give sweepingly large generalizations on how taheariting in some specific method across
many different contexts. Instead, narrative prgext more subtly. These projects can ask a
reader to share the experience recollected inrg atal follow the narrative through the
analytical frames, and this sharing of experiema&taought invites readers to interpret and
create knowledge and understanding that is perngedatio each reader’s unique experiences and
knowledge.

As | work to create a hopeful theory of compositibms important to be reminded of
how narrative inquiry will offer answers to autrerd readers. Certainly, as stated by Pagnucci,
stories contain answers: “To live the narrative,lthen, is to open yourself up to the possibditie
of stories, to give yourself over to them, to trilmm. Stories are a kind of magic. Simple magic,
really, but magic all the same. If we tell our ostories, preserve them, study them, we can find
in our stories some of the answers for which wsoking” (83). So while the stories | write in
this dissertation can help answer how to encounage in a writing class, it is necessary to
remember that these answers are not the defingiwbpritative answers provided by other
research methods and findings. Instead, narratiyeiy offers readers the opportunity to join
the author in living the experience and analysthwhe author. Narrative research does not offer

us large, sweepingly general answers meant tadi @nique school, classroom, teacher, and
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student: “The narrative inquirer does not prescgéeeral applications and uses but rather
creates texts that, when well done, offer readgia@e to imagine their own uses and
applications” (Clandinin and Connelly 42). So | aot giving a definitive argument for how
every teacher should teach writing in order to e@nage hope. Rather, I'm providing a glimpse
of a hopeful theory and the stories that have sthapeh a theory, and I'm offering the
conclusions I've reached for myself. The readerreamerpret this theory and narrative data so
that the reader may find his or her own meaning:arrative ideology, there are always other
possibilities for understanding events. Narrati@legys leave open the door for
reinterpretations..T.his means stories never offer fixed answers, defenaccounts” (Pagnucci
48-49). With each narrative and analysis, theedvigys room for reinterpretation. This is why |
state that | am presenting my work as an oppostdartreaders to share in my project of
understanding how hope manifests in a compositi@ssdy offering suggestions rather than
absolute conclusions.

In order to create the opportunity for a readesitare in the making of knowledge, the
author of a narrative project cannot authoritajiyaesent story telling research as definitive
findings meant to report absolute truth in the digygl events. Narrative projects seek to show the
subjectivity, the elusiveness of making sensewedievents, to recount the complications for
examination from readers as well as the authdtCbmposing Narrative for Inquiry,”
Schaafsma and Ruth Vinz describe conveying expeziema reader of a narrative research
project as a temperate process of sharing experiée are thinking that effective narrative
gives the reader a door to open and walk througbk.réader enters and must be thinking: Take
me gently toward meaning; make my feet move, syegtdp, across the floor. Help me

experience what | haven't experienced before” (2KAyrative inquiry seeks to share
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experiences, thoughts, and ideas in order to geatklection, trigger new ideas, and help a
reader build a sense of individualized thought. maeative project does not seek to declare total
truth; the narrative project seeks to ignite futilneught that textures how we view our field of
study in relation to the world.

Through sharing experience and ideas in orderdmpt the mind of a reader to produce
ideas and memories, the narrative project createsnanunity of thought around the text.
Schaafsma, Pagnucci, Wallace, and Stock descrio@tidérpretive quality in narrative research
as a means of connecting people together: “Nagsatnave tellers and listeners/readers; they
represent very real efforts to link people togethemviting readers’ interpretations” (303). By
writing a descriptive narrative of an experiente, author takes the reader into the depicted
moment. Once there, a reader has the option to seise of the conveyed world in the story on
his or her own, and in reading accompanied frareedarch about the narrative, the reader also
shares in the scholarly pursuit of theory constounctPaley expands on the idea of narratives
linking people by illustrating how stories are &isboccurrence that activates the minds of those
who hear or read shared stories: “Our kind of $&dlipg is a social phenomenon, intended to
flow through all other activities and provide thelest opportunity for a communal response.
Stories are not private affairs; the individual gmation plays host to all the stimulation in the
environment and causes ripples of ideas to endineldisteners” (21). The activity of
telling/writing and listening/reading stories insg® new stories to be told, new theories to arise,
and new actions to be implemented. Stories opasatemeans of inspiration to a community of
people who build knowledge in a communal efforunélerstanding and sharing.

The importance of building ideas, theories, andesaogether rests on the belief that

this type of research does not seek to formulatedstrdized views and methods in education. As
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Vinz states, “Every teacher needs to understartdhiavork of other teachers can become part
of the dialectic on teaching, but it cannot essdimg each individual teacher’s work” (9). | do
not mean for my narrative project and my conclusitrepresent definitive declarations of how
to teach hopeful writing for every teacher in eveontext. That's far from my purpose for
seeking to understand hope in a composition clasa.adding my stories and ideas to the
conversation. A Burkean parlor conversation, if yall (Burke 110-111). A conversation that
began long before | arrived and will continue |afger | have left. But I'm adding my voice and
stories in an attempt to challenge and inspiretmpromote conformity.

| cannot offer a hard-fixed understanding of hap#hie composition classroom. And if
we consider the nature of hope as discussed int@h@wo—that hope and reality are always in
an ongoing process of change—then this methodgoggents the ideal means of viewing and
sharing hopeless and hopeful moments. Given theeaat hope as being in flux, this narrative
methodology offers a good way of viewing hope adowy to Schaafsma and Vinz's description
in On Narrative Inquiry “Many narrative studies in education tell of 8teuggles, the resistance,
and the broken silences while undermining the fitaion of generalizations, the over-
emphasis on mass initiatives, and the promisenadirig replicable ‘one size fits all’ practices”
(29). There is no one-size-fits-all version of hoHepe will change depending on our context.
Therefore, there is no way to prescribe a speafialication that will work to encourage hopeful
writers. Rather, hope in the composition classraman experience that we must share in
together just as we can share in hope building nmésrees a community.

Writing, Healing, and Hope
All humans have experienced loss, pain, and traitgaall know the feeling of losing

hope. We know what it is like to experience momeftsopelessness. But | believe that we can
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use writing to counter this affect, and writing daa means of generating hope. In this section,
| draw from composition theory and group therapotly to show that we can write hopeful
futures for ourselves.
We live in a world full of ills. We see them evday. Charles M. Anderson and Marian
M. MacCurdy in the “Introduction” téWriting and Healing: Toward an Informed Practistate
that all our students witness, experience, and dbthese traumas and they come to our writing
classes with these experiences:
Students in suburban and even rural settings naatvdth traumatic events
ranging from fist fights to drive-by shootings,\ssll as the less-directed but
equally destructive effects of addictive drugs,usdly transmitted diseases,
neglect, economic indulgence, and poverty. Evenlyastructures are no
protection from traumatic experiences. Today wevktimat the number of
children damaged by sexual, physical, and emotiabase, even within the
family, far exceed our expectations. Their facasflmmt us every day, as we pour
milk over our morning cereal, as we witness theaken bodies being “found”
almost every week on the evening news. (2)
Students and teachers come into class as victirmrmrictims, hopeless and battered, but also
survivors who are hopeful. So how can we beginei@ ach other, our world, and ourselves?
How can we begin to use hope to make a betteremastfor teachers and students? | believe
writing can be a means of hope for all people.
Hope is immensely important because it is theediinat helps us face and overcome
trauma and adversity. It is hope that prompts uzet@ve we can achieve great things despite

the past. Reading asserts that those people tbairsi to hopelessness are less likely to aspire
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towards dreams and a better future: “Individual®Wwhve been hurt by lost hopes tend to protect
themselves against future disappointment by lowettieir sights and dimming their aspirations.
People who are hopeful about the future can, howewelure all manner of deprivation and
adversity, while those without hope are more easigrwhelmed and defeated” (17). So
attempting to find a way to encourage hope is@ edmponent for any writing teacher that
wishes to inspire students with their pedagogyahtto recreate moments such as when Jason
and | shared crafting a positive story. Writing ¢ena small, or large depending on the situation,
means of creating hope. Students need hope to faovard and reach toward that which seems
difficult to achieve.

Something powerful happens when people composeingdal accounts from their life
experiences. Writing can truly affect change in lowes. According to Joshua M. Smyth and
James W. Pennebaker, psychological studies hawensitiat writing is a way to promote health:

When people put their emotional upheavals into woheir physical and mental
health seems to improve markedly. Systematic inyasbn of this phenomenon
started over a decade ago, when college studemnésasked to write their deepest
thoughts and feelings about traumatic experiensgmg of a psychology
laboratory experiment. Much more happened thanthgst writing about
traumatic experiences, however. The writing exeroiten changed their lives.
There was something remarkable about their exprgg$semselves in words. (70)
As writing teachers, we should be astutely awarth@fpower writing has to transform the lives
of authors. The accounts of the study by SmythRenthebaker suggest that the act of
composing has benefits for people dealing withsstend trauma. Furthermore, works such as

those reported in the edited collectdriting and Healing: Toward an Informed Practiaéso
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support the notion that writing has restorative pofer those in need. And | would then contend
that if writing about trauma can be beneficial dsealing and coping tool, that students who
engage in this type of writing can also be buildmgpe. Writing about non-traumatic events
could also be a means of hope construction, sudasm and Tron’s papers that emphasized
transforming their educational labels into someghimmore positive. Therefore, if we truly believe
we can have an influence on the lives of studemiissaciety at large, then we must encourage
hopeful writing. We must also acknowledge and bendj the fact that hopeful writing will be
different depending on each student’s backgrourm&context, and the goals of the student and
the course. And we must engage in hopeful writthgus own. We must use writing to make a
better future for our students and ourselves.
Hope is a forward oriented emotion that compeloysdan for future benefit from
present actions and behaviors. Writing can be aneawork in the present for later returns.
Tilly Warnock views writing as a way to symbolicatest possibility as we organize language
and compose narratives:
But writing and reading can allow people to liveatlives and try things out
symbolically, so that we can make better decisabwsut what we value and do.
There is no guarantee, of course, that readinghaitithg make people act more
wisely. But, writing and reading, by expanding experience and repertoire of
strategies, can provide additional possibiliti@srfrwhich we may choose in order
to live and act effectively in specific contextS1]

| am writing my life as a hopeful teacher by wrgfithis dissertation. Similarly, students can

write about their hopeful futures. Whether thatiealing from past trauma, spreading happiness,
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or finding a way to make writing benefit their peskional careers—all these things can
represent hope.

Bloch writes that as we dream and let our drearow gthey become closer to
realization: “Then let the daydreams grow realljefu that is, clearer, less random, more
familiar, more clearly understood and more mediatgd the course of things. So that the wheat
which is trying to ripen can be encouraged to gaowt be harvested” (4). | believe writing can
be a way to encourage the growth of our dreans.adtmeans to understanding what difficulties
we have overcome and where we have succeedegbtlirea our attention on who we can be in
our future and how we can help our world. MacCusdliges, “Our love for our students, for
their truths, for their potential clarity of visiand writing talent can motivate excellence more
than anything else” (194). If we cherish the wotk students do presently, and the work we
compose as well, we might be able to shape a hbjutfue together.

Breaking Prosaic Form

The purpose of this section is to discuss a shittrm between the first section of the
dissertation—Chapters One, Two, and Three—to tbergksection of the dissertation—
Chapters Four and Five. | structure the first tlolegpters of the dissertation using a pattern of
meta-narration that outlines each chapter, folloiwethe narration of a short teaching story, and
then sections of theoretical framing. Chapters Femal Five break this form. As mentioned in
this chapter and Chapter One, Chapter Four corsibyof the narration of a lengthy teaching
story without sections of meta-narration or theoettframes included in this chapter. Chapter
Five, then, has no narration of a teaching stodyiagtead only consists of sections that meta-
narrate the outline of the chapter and accompartyiegretical frames. This change in

compositional structure in which the concluding wi@pters of the dissertation alters from the

125



initial layout of the first three chapters occuesause of how | depict hope and the obstruction
of hope in Chapter Four. In the first three namegi | encounter what Snyder describes as
blocked pathways, or the need to produce alter@atiutes for pursuing hopeful goals (251). But
in Chapter Four’s narrative, there is a complet& [af hope. In this section | will discuss why
this difference justifies a change in prosaic form.

The narratives in Chapters One, Two, and Threeesept moments when hopeful
pathways become blocked. In these stories, ag#oher | went into all these teaching situations
feeling hopeful for the student writers | workediwin each narrative, yet at some point in all of
these narratives, the route toward encouragingfobpeiters became impeded due to
complicated situations. To reiterate the literatmenope theory reviewed in Chapter Two, often
times, as people pursue hopeful goals, the perdemge towards accomplishing those goals
may be prevented, but our goals can be reevaleaigthew ways to pursue our goals can be
generated in the future to maintain hope: “Fits¢ré is often a lot of trial and error to define
goals and pathways that will succee&econd, life deals us circumstances in which we hav
select goals and pathways we never thought we @mdept. Yet, the practice of doing hope, of
re-forming goals and cultivating pathways to thetnetches us, helping us sustain the very
practice of doing hope” (Weingarten 16). Pathwaysthe strategies, behaviors, and courses of
action that people perform to reach goals. Sonestithere are moments in our lives when our
plan for achieving a hopeful goal becomes hampdretf we hold onto our hopeful agency as
described in Chapter Two, there exists the posdsiloif achieving similar goals when we
reconsider our means to accomplishing these goals.

Take for example the narratives in the first thebkapters. | have the goals to teach

composition in such a way as to encourage hogss eopositive influence in the lives of my
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students, and to help students work toward theicational objectives. In working to understand
how to achieve these goals, | have narrated momérga my strategies toward these aims
failed. In Chapter One, | believe | fell short eiceuraging hopeful writing with the child Jason
because after he violently attacked another chitdout provocation, | became consumed by my
own anger. In this narrative, | lost hope for a neoin but in retrospect I've come to see
alternative ways | could have used writing as a tedyelp Jason learn from the violent episode.
Rather than punishing Jason by withholding writingould have encouraged hopeful writing in
the form of an apology letter, or maybe a form oting that would have encouraged Jason to
understand what he had done from the girl's petsgedSo while in this particular moment my
method of helping Jason understand why he behas/bd did failed, |1 can now reflect on our
interaction and see that | could have used writingther ways to encourage Jason to continue
his path towards no longer being the troubled child

In my story of working with Tron in Chapter Twwe encountered a blocked pathway
when | decided to move Tron from the first-yeartimg course into an ESL designated section.
In this narrative, | designed a writing assignmarnwhich students would articulate their specific
goals, and then during our conferences, we couddegfize ways to achieve these goals. When |
failed to understand Tron’s objective concerningydducational label as an ESL student, Tron’s
strategies for shedding his ESL designation atttlege appear to have failed, and | failed in
my goal of being a positive influence in his edumadl experience at our school. But from this
situation | formed a new plan for myself toward arsfanding hopeful writing and working with
multilingual students. This incident helped inspire to continue my education by studying in a

graduate program that could better prepare me ti& with multilingual writing students, and |
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understand alternative decisions | can make wiveork with multilingual students in the
writing classes | teach in the future.

And finally, in Chapter Three I felt my hopeful@opas well as Tim’s, became blocked
when Tim was unable to complete the writing cl&sshis narrative, | explicitly stated our goal
of getting Tim to pass the class and not hate ngitin reflection, | do believe | gave Tim a
hopeful chance to pass the course. The point behat these narratives represent scenarios in
which a writing teacher entered the classroomtigehiopeful and then encountered a problem
that prevented goals from being achieved. Thesatnars help me understand that | can create
alternative ways to encourage hopeful writing ia thture when similar complicated problems
may occur as | continue to teach writing.

The narrative to come in Chapter Four representsich different impediment to hope in
a composition class. Rather than another narrdiypécting a moment when a hopeful teacher’s
goal of encouraging hopeful writing fails, Chapf@ur’s narrative portrays a total absence of
hope. This narrative describes how as a writinghteal had no hope for a specific group of
students, and | believed they would never sucae@alyi writing courses or at achieving an
education. As discussed in Chapter One, | havecantinue to firmly cling to the belief that all
people possess unique intelligence and potenttiat,al people can write and write well with the
proper amount of work and support, and that allstaglents can do amazing things. | believe
hopeful writing is possible for all people. But @ier Four reveals an anomaly in this belief, a
contradiction, a moment that could be describetbgsitive dissonance. Leon Festinger’s work,
A Theory of Cognitive Dissonanatescribes cognitive dissonance as an instance whe
person’s values, beliefs, and ideologies encouwgitker a social, psychological, or

environmental contradiction, and this contradictio@ates distress in the person: “In the
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presence of inconsistency—there is psychologicaifort” (2). The narrative in Chapter Four
portrays the experience of cognitive dissonancaweaching writing. As a writing teacher, |
base my sense of self-worth on my ability to workhwnost students, regardless of a student’s
background, and that | have the compassion to agteapy problems or troubles that a student
may bring into our classroom in order to help thilent achieve his or her goals. In Chapter
Four’s narrative though, | depict how | unconsclgimd a prejudice that conflicted directly
with these strong values. | believed a certain kihstudent was indeed hopeless, and | don’t
think | wanted to admit this to myself or anybodsee This is an example of cognitive
dissonance because my underlying prejudice coadliatith my expressed values.

This feeling of hopelessness for students in Ghrdpdur’'s narrative presents a larger
problem than a failed plan toward encouraging hapefiting. My absence of hope for a student
creates a significant feeling of cognitive dissareafor me: “If two elements are dissonant with
one another, the magnitude of the dissonance wifl function of the importance of the
elements. The more these elements are importaot t@lued by, the person, the greater will be
the magnitude of a dissonant relation between thEmstinger 16). Because my desire to be a
hopeful teacher that believes in the potentiallidfia students is so strong, my hidden prejudice
based on past experiences is a major dilemma chitggawriting to encourage hope. | avoided
working with certain students. | thought they hadhope of succeeding in college, and | felt
these students were destroying our community. Aesalt of possessing these feelings, | didn’t
want to help these students, and if | had no chimitedo work with such a student, then | wanted
to convert him or her into my way of perceiving brsher past lifestyle. My actions conflicted

with my values and this was my cognitive dissonance
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In order to textually represent cognitive dissareaim Chapter Four, I've purposely
broken the prosaic form established in the firstg¢hchapters of the dissertation. This is done to
create a sense of discomfort in the reader—an uressssthat might mimic the discomfort
experienced through cognitive dissonance. In “Dtasiorm—And:Tracking Down
Implications” Burke defines a repeating pattern of organizatioa work as creating stability
for an audience: “Repetitive’ form involves the ygan which a work embodies a fixed
character or identity, the ways in which a workwkwger disjunct, manifests some kinds of
internal self-consistency” (54). To this point retdissertation, the form has been one of meta-
narration, narration, and framing, yet at this ptirat pattern will be broken. For Burke, a
repetition of form creates an anticipation of potgel form for the reader who expects to find a
continued pattern as the work progresses such@kapters One, Two, and Three: “And most
important of all, there is repetitive form, perhaps most compelling of all expectations, the
requirement that, in some strategic respéet,same general kind of proceduvdl be
maintained throughout a given work” (“On Form” 10%he repetition of an organizational
structure in a text has the affect of encouraginggaler to anticipate that the form will be
continued and carried on throughout the work. Bgtiuring the repetition of form and
disrupting a reader’s anticipation, | seek to @eatxiety similar to the phenomenon of cognitive
dissonance.

The pattern of narration in Chapter Four alsotshidrm from the pattern established in
Chapters One, Two, and Three by continually shgfbetween moments in time to depict the
origins of this cognitive dissonance and how it imdlsienced my teaching of writing. In
discussing the creation of cognitive dissonance person’s psychology, Festinger writes,

“Dissonance could arise from logical inconsistenciissonance may arise from past
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experience” (14). The seeds of the dissonance @epic Chapter Four were planted in my
childhood and were securely rooted by the timegneteaching writing. What | have discovered
in composing the narrative about hope in Chapter othat | need to understand where the
influences that guide some of my decisions in wagkiith certain students originated. Pagnucci
writes that “The stories of our childhoods shapéowsver” (67). And accordingly, | too have
found that for my research | must also write abuytpast in order to understand some of the
decisions | make as a teacher and to reassessofanyevalues and beliefs. This means that the
narrative in Chapter Four will contain scenes fitwro different time periods—teaching as an
adult on the central coast of California and mydtiood in southern California.

If I want to understand hope as a compositionitegd must be prepared to look into my
classroom as well as beyond those walls. In hik Ibdagional Healing: Race, State, and the
Teaching of Compositiotdurlbert examines how racism subtly, and sometimeertly,
influences the teaching of writing in the Unitectss. Hurlbert offers his hope for how to rectify
this important issue, and he writes, “If we ardind the healing we need in order to contribute
to the end, finally, of racism, we will need to enstand how the personal, political, and
pedagogical realms of our lives are inextricalikdid” (7). With a topic such as racism,

Hurlbert acknowledges the need for composition lschdo examine all aspects of our lives in
order to understand how racism infiltrates compasiclasses. Similarly, for the topic of hope,

to fully understand how I can teach writing in gbtul way | have to understand what in my
past has inspired and hindered this goal and hesetkexperiences contribute to my pedagogical
decisions when working with writing students. Cleagtour’s narrative seeks to illuminate how
the personal will shape political beliefs, whichtumn guides pedagogical decisions and how

these interactions affect hopeful writing, by corsipg temporal shifts throughout the narrative.
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Of course, though, there still needs to be sonma fafrunity to hold the final two chapters with
the earlier chapters of this dissertation: “[Thekjyonust to that extent possess a measure of
substance (some kind of ‘unity,” however loose} thauld fall under the heading of repetitive
form, and that thus gratifies our expectations tyg on being the kind of thing we tend to
expect, however great the surprises and variagonsuntered en route” (Burke, “On Form”
109). The narrative methodology of inquiry holde tinity in this dissertation. So while the
pattern of organization and presentation changesder to create the sensation of cognitive
dissonance and understand where this dissonargieaied, the method of narrative inquiry
remains the same. The narrative in Chapter Folbeiframed with theory and analysis in
Chapter Five. Just as the narratives in Chaptees Dmo, and Three work to generate theory in
relation to narrated lived experiences, Chapters Bad Five maintain this same method of

research as narrative inquiry—only now the pattérform has changed.
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CHAPTER FOUR
TWO SIMPLE NUMBERS THAT SAY SO MUCH

The pale blue sky hangs over me, and light strok&ghite drift high above. The
unimpeded sun begins its decent toward the Pagifgreen expanse ripples in the soft warm
breeze. These grass blades supporting my backistdl comfortably under my body. In about a
month, once the sun grows hotter and the wintesraave dissipated into memories, these same
blades will be hard and rigid.

My black canvas bag acts as a pillow under my haad Steinbeck’&ast of Edemests
open on the chest of my red and blue plaid shotin§ urges me toward Steinbeck, and even
though I've already finished the weighty work sealéimes over the past decade, | feel
compelled to revisit the Salinas Valley as seeaubh Steinbeck’s vision. | just finished Chapter
Twenty-Four before | abandoned the story in faviastaring at the sky. Samuel, Adam, and Lee
discuss discrepancies between different transkadnhe story of Cain and Abel. In one telling
of the story, God promises that Caenovercome sin, whereas in the other version @ders
Cain to overcome sin. In this chapter, Lee dessribe research into this biblical difference, and
in his study he examines the original Hebrew tebetdiscovers that the pivotal word causing
this schism is “timshel,” which translates intodthmayest.” Lee interprets the meaning of the
story to be that God has granted humans the choiceercome sin—the freedom to change the
course in one’s life.

| tilt my head to the left and feel the lawn tiekhy cheek. About thirty yards away,
several students carrying bulky backpacks stridesscthe sidewalk toward the Academic
Resources building where the California Communityi€ge’s Writing Center is housed. | check

the time. 12:38. Still a good twenty minutes befangshift begins but | don'’t feel like reading
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anymore. | sit up and scan the campus from theagandf the center lawn. Classes are still in
session for this hour so only a few sporadic pewjlk toward the library, or head for the
bookstore, and some seem on their way to the cadipung) area. Friday feels lazy.

| put my book in my bag, stand, and walk to thatWy Center. Even though I've been
working here for six months, every time | pass tigio the two large glass doors I'm still
impressed by this place. The space is expansivikiWgahrough the entrance, the Center
divides in half. To my right are six round tablasai 2x3 layout with six PCs on each of them. At
least ten students sit at the computers, starigipating screens. To my left there are numerous
round tables, at least fifteen, where people daansl read, write, or work on anything they like.
Ten or twelve students scatter across these talilesheir backs hunched over notebooks and
textbooks.

In the middle of all this, an island unto itsdlits a table with a sign atop a small metal
pole—it reads “Faculty.” | pull one of the wheelgtairs away from this table and set my bag
down on the ground. Four other faculty membergdimen and one woman, varying in ages, sit
here. They appear to be grading work from theirlEhglasses, but | can’t be certain. It's a safe
assumption though since that is what most facultg wtor in the center tend to do during their
shifts. As a part-time adjunct faculty member, ke#hirty dollars an hour to work in the center.
| can only imagine what the full-timers get paid.

| pull a packet of papers from my bag. Not stugepers though. Richard, a full-time
faculty member from the English department andafrtee more outgoing and friendly people
at the college, acknowledges my presence. “Hell@mB What do you have there? More
applications for Ph.D. programs?”

“Hey, Rich,” I reply. “Yep, this is my last appétion.”
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“l can’t understand why you want to do more sch8a honest, did anything from your
M.A. in English help you in any way to teach wrgihere? Knowing Derrida and Foucault sure
hasn’t helped me any. So why in the world do youatwa go spend five years studying more of
that stuff and putting yourself further into debt?”

Rich is a nice guy despite some of our differipgn@ns about how to teach composition,
so | think carefully about my response becausenitdeant to create too much tension at the
table. He means well, usually, but we often doe& things from a similar vantage point. My
knee jerk response, purely out of defensivenes®fisourse what you studied in a literature
program may have left you unprepared to teach caitipa because you didn’t take graduate
composition courses or actually study how to teagking. But | don’t want to open space for
that argument. My next reaction is to sk\gybe you could get a tenure track job here witlyon
a M.A. ten years ago, but the educational climateammunity colleges is shifting, and more
and more schools want a Ph.But | decide not to have that discussion eitRemlly, Rich is a
good guy. He is a good teacher. His students lowe énd | like him just fine.

So instead, | take what | think is the safest raad also an honest answer. “Well...1
want to get better at teaching. | hadn’t taughtrt@ny second language students until | started
here, and | figure if | can find programs that @onposition and TESOL together, then I'm
going to prepare myself better for what will likédg the student population | intend to teach.”

“Can’t you just learn that with your experiencesd®”

“Yeah, but | also like going to school and beixg@sed to new ideas.”

“l get that, but you’re going into more debt fdeas” he says with a mocking tone

around the word ideas. “Don’t you want to actualyrk and make money?”
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Yes!l think, but that requires me to get a job where | can cstesitly get courses and
being an adjunct doesn't offer such stabilityell...” | begin to stammer, reluctant to state my
real feelings. “Well, sure, but I'll make more mgnaith the Ph.D. because I'll be on a higher
pay scale. So that's good. But seriously, | jushtia get better at teaching and increase my
opportunities for where | can teach and what Ilteach. You have to admit that holding a Ph.D.
with a concentration in composition and TESOL isngdo do that for me.”

Luckily a student approaches the faculty tabléhsconversation can come to an end.
“Check?” the female student asks with a Spaniskrac&he’s a tall and slender young woman
with a dark complexion. She stands right next tenelEd is sitting. Ed has an Ed.D. with a
specialization in TESOL, | think. He doesn’t spéa#t much. He is a tutor that consistently has
his attention focused on his grading.

“Check?” the student timidly questions again righkt to Ed. This time Ed’'s head
quickly pops up from reading. His face appearstéiesi. He looks all the way across the table at
Rich and me. It seems like he expects one of gsree to his side of the table and help the
student. The three of us stare at each other toebntoo long, almost as if we are gunfighters
in a western waiting for one person to draw hiss$igoter, and then Ed finally reaches for the
student’s paper. | can see it is one of the reduiveiting Center assignments. All the students in
the ESL and Developmental Writing programs mustete three hours studying in the Center
and one standardized writing assignment every wdsially the assignments are either
grammar drills, like fill in the blanks or identifyarts of a sentence, or the assignments consist of
responding to a poem or short story.

Ed makes short work of the student’s paragraplh Wimble quickness, the red pen

leaves its marks. Circle! Circle! Circle! Circleir€e! Circle! Circle! Circle!
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“Fix these things,” Ed bluntly states as he hahdspaper back to the woman. She
meekly accepts her eviscerated writing and turresyaw

Having stomached as much of the faculty tablecase to tolerate, | decide it is time for
me to make the first rounds of my shift. | standamgd walk toward the tables where students
hunch over books or scribble on pads of paper.Kenmy way to the last table where a tall
young man with only stubble on his head writes agdin a plain black spiral notebook.

“Sorry to disturb you,” | begin, “but I'm wondegnwhat you’re working on there?”

The student looks up from his work a little steditlHe blinks his eyes a couple times as
if he is trying to focus on an unfamiliar scenenfim...I'm trying to write this response to the
poem here.” He gestures toward the collection adliregs that all Developmental Writing
students must buy from our bookstore.

“Want some help?” | ask with enthusiasm.

“Sure,” he answers. “Want to read what | haveas®@"f

“Yeah. My name is Brian, by the way.” | reach night hand out as | take a seat next to
him.

“Manuel,” he responds as we shake hands. “Nicadet you.”

“You, too. So let's see what we have here.” | readr his paragraph. Essentially, what
the assignment requires in these reading respomsstudents to summarize the plot and offer
a brief interpretation. “Okay, you've done a realyod job summarizing the poem.”

“You think so? | thought it might be too simpls@mmary, you know. It can’t be this

easy.”
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“Well, it's a simple poem in some ways,” | respofdou pretty much nail it. A guy is
walking down a path in a forest, he comes to witeeepath splits, he thinks about which he
should take, then he chooses one. You got it.”

“Yeah?”

“Yeah. That's the first step to analyzing poeffigure out what is literally happening.
Now you have to interpret what the poem means.”

“I think it has something to do with choices ifel’

“Why?”

“Well, the forest and path is like the directioe vake with our lives, and the forest is
wild and all, but we make our way through it byldaling this path, you know. Like it is our fate
or destiny.”

“This sounds good. Take notes in your journal@s keep telling me ideas.”

“Okay.” He scribbles words into his journal fomanute. “Want to hear more?”

“Yeah, yeah. Keep going. This is good.”

“The thing is though that fate isn’t all therendife. We also control some stuff. And
that’'s why the guy in the poem has to make thaisg®t This is a moment where he has some
control over his fate.”

“Love it! Write it down!” He writes for another mute. “That’s a great interpretation,” |
say once Manuel finishes scribbling on his papdow let’s support your ideas by citing some
parts of the poem.” We look over the poem and adsslto his notes.

“l got one more question though,” Manuel stat&ghat do you think he means when he
says he took the one less traveled and that matlealifference?”

| look at Manuel and ask, “Well, what does lesséled mean?”
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“l guess it means that not as many people takenthg.”

“Sounds reasonable,” | reply. “So what clues i poem tell you that not many people
walk on this path?”

“One is grassy and not too worn down. And it lesves all over it. So that shows that
people don’t walk on it all that much.”

“True. What does the other look like?”

“I don’t know,” Manuel answers.

“Sure you do,” | encourage. “You've picked up olotof clues in here so far. Just read
through and find words that tell you how each patks.”

Manuel focuses his eyes on the page. He begsidanoover the poem. “Two roads
diverged...be one traveler...took one just as fair..wach them about the same...both equally
lay...” Manuel stops reading. “Wait a minute! Thehsatook exactly the same!”

“Yep,” | say with a smile.

“So what the hell, man? If they are the same logldath, then how do we take the one
less people walk on and all that stuff?”

“l don’t know,” | answer. “That’s up to you to csider. But | think you have done a
great job so far. Just keep thinking about whall imeans.”

“For a simple poem, it sure does say a lot, yoavkitManuel chuckles a little as he says
this.

“l do know. Write out your response, and I'll badk in a little to see how it turns out.”

“Cool. Thanks, Brian.”

“No problem. Good job!”
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Although no other faculty member does this kindhofg, | routinely wander amongst
the students working in the Center and ask thethrelf need any help, if | can answer any
questions, or if | can simply read what they ar#img. | often take my things from the faculty
table and sit where students are working. With thiemill work on my applications or read until
anybody needs some feedback from me. Even thoegle thehaviors are abnormal for our
Center and | worry that they might put me at oddk the other faculty, I like to feel as if | am
mingling with the students. After all, | am herehtelp them, so | want to make them feel
comfortable talking with me and to know | have aterest in their work.

| ask several other students at nearby tablé®if heed any help. A few ask me to check
some of the grammar drills they are doing.

“Are these verbs conjugated correctly?” a smallwith dark curls covering part of her
face asks in a soft voice.

“Let me see.” | look over the answers she hagdeavriinto the spaces on the page. “These
are perfect. You got a hundred percent!”

“l did?” she says softly.

“Say, ‘I did!” Say it with a powerful voice becarigou did it!” | exclaim.

“l did,” she says a little louder.

“Say it with more power!” | persuade.

“l did it!” she screams almost loud enough to @e&try head in the Center to turn towards
us. We both giggle.

“Let me sign off on the bottom of the sheet, amehtyou can turn this in and be finished

with this week’s activity.”
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After | check on all the students at the tabldsdd over to where people are working at
the computer stations. | see several studentchtaahe tables. Then | slow down my
movement while the physiology of my body speedsl tgel my pulse beat in my hands, and |
feel sweat form on my brow. I've completely stoppmedving. My chest constricts in on itself.
My arms and legs tingle like they are pulsing vatéctricity. My eyes fixate on one point ahead
of me. | just stand.

Sitting with his back toward me as he works om@pguter, a man sits focused on the
screen before him. | can tell he is wearing lorigelshorts with tall white tube socks. He is
wearing an A-shirt, or what is pejoratively labebedife-beater. His exposed arms are brown
with tattoos covering them, but what my gaze fosuseis his head. His hair is completely
shaved off, and on the back of his skull therelerge, black tattoo. The tattoo is simple. Two
numbers. Two simple numbers.

After several seconds of staring, | compose myaadf walk to the opposite side of the
computer stations from the tattooed man. | ciroketible of computers, asking if anybody needs
help. The students there are diligently typing@gssients and don’t need assistance from me. |
then move to the next computer table. There | Kincble, a hard working student that had been
in my Developmental Writing class last semester.

“Hi, Mr. Fotinakes!” she greets me enthusiasticall

“Good afternoon, Ms. Nicole. Now you know, you @il me Brian.”

“I know, but it feels weird. | like Mr. Fotinaké’s.

“Well whatever you like is fine with me. What areu working on here?”

“I'm writing a research paper about organic foaisus processed food.”

“Interesting...what have you discovered?”
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“l learned that there’s really no regulation omhoompanies get the organic sticker on
their items. Like meats and stuff. And...” As Nicadetelling me about her research, my
attention drifts to the table behind us where #itobed man sits. | briefly glance at him then
back to Nicole. “...so when you pay more money fadahat is labeled organic, you actually
may not be buying what you expect to be buying.”

“Sounds like you found some interesting reseddchyou need any help?”

“I think I'm okay for now. Can | show you this dtavhen I finish typing it?”

“Sure,” | answer then head to the next table.

| circle each table, asking each student if thegdhhelp, just as | always do when | work
in the Writing Center. But at the table where tgaoed man sits, | skip him. | don’t ask him if
he needs my help. | don’t even look at him. | wiayk At least Ed would have offered the man a
few red circles. | didn’t even give the guy thatahu

| walk back to the faculty table. | sit down néatRich again. | pull my Ph.D. application
cover letter in front of myself, intending to rewig. | look up, and in my line of sight is the
tattooed man. | don’t even see the man, reallyl A#le are those two numbers. Two simple

numbers.

| trace my finger in the numbers and letters caiméo the wood pillar. From atop the
playground fort, | can see Dad and assistant chanly putting the team soccer balls into the
bright orange mesh bags. Mom is talking to somee$ads they sit in their foldout lawn chairs.
Mom and Dad are on the opposite side of the sdmdrfrom the playground. My gold soccer

jersey has grass stains on it from where | sliki¢k a ball before it went out of bounds. I like it
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when my uniform gets dirt and grass stains ort ghows | played hard. I'm number three.
That’s my favorite number.

| take a deep breath and my chest stings. Thésdkypwn and hazy again today. That's
why baseball is better. | don’t have to run so muchaseball. These smog days make my chest
hurt because | have to run too much in soccer. &elall Saturdays, my chest never hurts after
games. Even if | play a doubleheader. Even if drie of those really brown days when the sun
looks funny like it has a shade over it. Those dhgssun reminds me of the time Dad and |
looked at a solar eclipse while wearing weldinggles.

| hear the squeal of the joints in the wooden ensjon bridge that leads to the top of the
fort. | twist my body around from where | am sigioross-legged and see Mary in her pink
shorts and white tank top with her pigtails hetghtiby two hair ties that have large pink plastic
balls on the ends. She comes next to me and séyst“are you doing?”

“Nothing,” | answer slightly annoyed. Little sistesure are a pain sometimes. “What do
you want?” | continue tracing my fingers along greoves cut into the wood.

“Mom said we can go to Wienerschnitzel for luncid gou can get chili cheese dogs.
But I'm getting a corn dog.”

“Okay.”

“What are you doing, Bar Bar?” Mary points to wéaeny hand hovers over the symbols
cut into the wood. She’s called me Bar Bar evetesshe could speak when she was a baby. |
don’t really like that name now that I'm a thirdagler, but sometimes big brothers have to let
their little sisters do baby stuff like that.

“Nothing. Just sitting here.”

“Who cut those numbers and letters in the woodarywasks.
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“Bad guys did.”

“How do you know bad guys did it?”

“Because Dad. One time when he walked me dowblthek to the baseball card shop,
he let me go to the liquor store on the cornergetdan Icee. Remember, we brought a cherry
one back for you. When we were there | saw these saumbers and letters cut in wood outside
the store. | asked Dad why someone did that arghitethe gangs do that because it marks their
territory.”

“What's territory?”

“It’s like the gang’s base. There are other ganghke city and they want to get into their
base, kind of like when we play capture the flag aach team has its side. Their territory is like
their side. So they cut the wood and spray pamntmbers and names for their gang on their
territory.”

“How do they cut the wood?”

“I think they have pocket knives. They even tdke knives to school where it isn’t
allowed.”

Mary looks startled by this insight and questiamit apprehension in her voice, “To our
school?”

“Not ours. Our school doesn’t have gangs,” | as$war. “To schools like Dad’s. But
don’t worry, he knows how to take care of himself.”

“Let’s go swing, Bar!” Mary exclaims.

“Okay!”

I jump up and Mary goes bounding over the bridgelsing the entire fort to wiggle

under her tiny weight. | chase after her and hpflén gunna tickle you!”
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“Noooooooooo!” She runs down the steps and towtrelswings, her voice trailing after
her. | chase after but stop when | get to an ersywing next to where Mary has already hopped
onto one. | jump into my swing, and we both begimping our legs forwards and backwards.

“I'm gunna go higher than you!” | tease Mary.

“Nu uh!” she squeals.

We both giggle as we continually gain speed. Astbe soccer field | see Mom walking

towards us.

As | walk up the stairs, the canopy on the sidthefbuilding shades me from the late
August sun. | see my classroom in the corner obthkeling at the top of the stairs. The door is
open and | can already hear the commotion of wlitely a large group of students. The
Developmental Writing courses are capped at 28¢hwisi large to begin with, but since so many
students place into Developmental at California @amity College, there are always a lot who
are trying to crash the course.

When | near the top of the concrete staircasehihgs the exterior of the building, | see a
young man with an unfamiliar face standing nexti®open door. He’s wearing a navy blue pair
of Dickies chinos, a plain white long sleeve staspite the heat, and a blue Dodgers hat with
the brim pulled low to the point where it almostvers his eyes—a relatively typical outfit for a
Californian, and garb that would not be all thatammon for myself to wear on weekends and
evenings, too.

“Hey,” | acknowledge the man as | get to the door.

“Hey, you the teacher in this class?” the guy asks

“Sure am. How can you tell?”
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“You're wearing a collared shirt.”

“Yeah, this is my teaching uniform. What's up?”

“Look, I need English 300 and already tried anottiass this morning but couldn’t get it.
So can | get into yours?”

“Well, I don’t know,” | reply slowly.

“Look, man. That other pinche teacher, he wasoa fan, he wouldn’t even let me add
his class. But | need it. That fool wouldn’t evestdn to me. | tried to explain why | need it but
that puto wouldn’t hear me out. Ain’t you even gpio listen to me too or just be like that other
fool?”

“Hold on, hold on, hold on,” | say. “You look. igt met you and right off the bat you are
calling one of my fellow teachers at this schotal as well as some other Spanish words that |
know are not very flattering. And you’re accusing of possibly doing something that would
warrant your anger, but we just met. Slow downn€dbwn. Now whatever teacher didn’t let
you add his class, that teacher may have had agbgrfegitimate reason, and even if you really
need the class, he might not be able to let yon éJee wanted to add you. So approach me
differently. Just introduce yourself and tell meuy@roblem.”

“Sorry,” he quickly apologizes. “My name’s Alejamdbut people call me Al.” He
reaches out his right hand.

| take his hand, “My name is Brian. Nice to meetiyAl. Now how can | help you?”

“I really need to take English 300 this semedtared to register for it before the classes
started, but all the classes were full. I've alsetited to crash one class, but the teacher wotldn’
add me. This is the only Developmental class | risfdre | can take a class that counts for

transfer, so | really need it.”

146



“Okay, | understand how hard it is to get intcstbiass. Come on in and sit through the
beginning of class. After | take roll and see hoanmpeople have shown up and how many
want to add then I'll be able to let you know gdn add you are not. So no promises, but if
you’re willing to stick around for the whole hounen I'll see if | can help you out. Sound fair?”

“Yeah, that sounds fair to me. Thanks.”

“No problem. Head on in and find a seat.”

“Hey, sorry for how | talked when you first walke@. I'm just frustrated, you know.

I've been trying hard at school and it makes me thatll can’t get the classes | need.”

“No problem, buddy. | understand how you feel.sEnme, I've had problems getting
classes when | was a student, too. Just head in.”

| walk into class behind Al. The room is packe@aNy every desk has somebody sitting
in it. | hear English and Spanish being spokers. lbud. I'm sure at least ten other people here
also want to add the class. What | didn’t tell &that | add everybody in Developmental classes.
After a year teaching here, I've figured a few tfsrout. I'm still not sure | understand how to
teach ESL and bilingual students. I'm still notteer I've really made the transition to being
comfortable in a community college instead of avarsity. But | do have a good idea of how
many students will stop coming to my class overdheation of this semester, especially in the
Developmental course. And frankly, | wouldn’t bemised that if | do add him to the course
that he’ll stop coming to class. After two weekfygnlikely a couple students will stop coming,
never to be seen again. By halfway through, | belllucky if I still have twenty five, and by the
end of the course, if | manage to only lose a fesvanwell, then | call that a victory.

I've heard other teachers bragging that they @nlgeir classes widdled down to fifteen

by midterm. But that's not my style. | want to gstmany students through the Developmental
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course as possible. So I've learned to add way myecourse cap. | know students will drop. |
don’t usually know why. There never seems to bersistent reason. They just stop coming. It
is inevitable. So | add over my cap.

| didn't tell this to Al. | want to make him sweatlittle.

| can feel the beads of water forming on my foegheven though I'm in the shade. It is a
hot October day. | hope it cools down by the enthefmonth. Mom and | are working on my
Ninja Turtle costume for Halloween, and | have &awa full green sweat suit. Mom always
makes our Halloween costumes by hand with us. yeest, in second grade, | was a Ghostbuster.
Mom'’s costumes are the best.

“When is Mom going to get here?” Mary asks. Westting with our backs propped
against the school building, sitting under thewailt canopy while looking at the driveway
where we should see Mom drive through at any tivey kicks the heel of her shiny, black
sandal against the smooth, grey concrete.

“Soon,” | answer. Normally | also feel antsy foom to get here and pick us up after
school, but | got a new book from the book faistiveek, and it is really good so | don’t mind
waiting today.

| pull my backpack between my crossed legs angouthZrom the inside, | retrieve my
book.Tales of a Fourth Grade Nothirtgy Judy Blume. One kid in my class said Judy Blume
books are for girls, but he is wrong. This bookeiglly good, and the characters are mostly boys
anyway. Where | am in the book, Fudge, the littlgthoer, just jumped off the jungle gym and hit
Peter, the older brother, in the mouth and knockddPeter’s front teeth. | open to where | dog-

eared the last page | read and prop the book obagy
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“When is Mom getting here?” Mary asks again.

“Soon, | already told you.”

“But when?”

“Get out the book that you got from the book &d read while you are waiting.”

“Fine.” Mary pulls her purple backpack between trassed legs and fishes out the new
Berenstain Bears book.

| get back to reading but almost immediately Miatgrrupts me again.

“What is this word?” She points to the cover.

“Messy, just like your room. Always messy.” | ldug little.

“My room isn’t messy. Your room is!”

“Just read,” | say.

“How do you read the title?”

“It saysThe Berenstain Bears and the Messy Rd®@e how the picture shows the two
little bears and their room is messed up?”

“Read the next page to me.”

“You can read,” | say, anxious to get back to nmyndoook.

“But | like you to read to me, and then | can jlestk at the pictures.”

“Fine,” | exhale. Sometimes it's the big brothgob to do things like this, | guess. So |
put my book away and take Mary’s.

| begin reading each page to her. We pause whawd finished the short paragraphs so
that Mary can point out images in each illustratiozt match what we have just read. Sometimes

she comments on what she points out, and othes taine just sits there and smiles. We go
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through the book, page by page. Then, when weafedy done, we hear a car arrive. Mary’s
head darts up and she exclaims, “Mom’s here!”

| can see Mom in the driver seat of her large tev@ihevy Astro van. Mary picks up her
bag and goes running across the blacktop. Shedethook behind. | guess a big brother’s work

is never done.

Standing in front of the classroom, | look over y@flow legal pad at the work | have
planned for this class. Today | am assigning tirst &ssay, a Literacy Narrative, and we are
reading Sue Lorch’s “Confession of a Former Sais’an example. | have several questions
I’'m going to use in a group activity where the gtnt$ will analyze how Lorch constructs
sections of her essay.

“Hey, class! How is everybody doing today?” | Ibydsk.

No student offers an answer to my general qudnis iE a common response early in the
semester that | have become accustomed to whehbggin classes. | know | always feel
awkward when I'm in some sort of group meeting #meperson leading asks us to all respond
in chorus to such a question, but for some reaslnit anyway. | know eventually when those
students who continuously attend class get confitataith me and each other, we will probably
be talking a lot before class begins.

“Alright! Everybody stand up,” | command.

Uggghhhhh...” a few scattered groans rumble fromvadtudents, and the rest of the

class looks a little confused.
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“Seriously,” | say. “In this class you aren’t jugding to sit in your desks while | drone on
and on and on at you. You’re coming in here readshtare, to discuss, to do stuff. So let's wake
ourselves up!”

The students slowly rise from their seats. Theingiows. I'd rather have them in a
circle, but over thirty students is just too mampple to physically form a ring in the room.

“So class,” | begin again, “how are all of you nig?”

“Fine,” most of them respond in chorus.

“Excellent!” | say. “Now, | want you to all comeputo the front of the room and
introduce yourself to several people and shake saksk them how they are doing.”

Slowly chaos begins to emerge. Bodies walk allclvhways. People greet each other.
Most in English, but once in a while | hear, “jHofgComo Estas?”

The students straggle back to their desks.

“Okay, so is everything going okay? We are throaghfirst week of classes, so are
there any problems or things | can help you withP@ybe somebody in class could help you?”

There is silence for a second, then a young wasitang in the front speaks. “I already
know I'm going to fail my math class. We're alreadlying these equations in class that | can’t
follow so | have no shot on the homework.”

| respond, “First, remind us of your name.”

“Rachel,” she tells us.

“Well Rachel, | really stink at math. In fact, Ih#ost failed out of college my first year
because | couldn’t pass my Developmental Math elad8ut maybe somebody in here has some
advice. Which math is it?”

“It is Algebra. Math 235. The teacher goes so fasin’'t even keep up.”
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“I had that class last spring,” a girl sittingthre back of the room spontaneously offers to
the conversation. “It is hard and | thought I'd f&amo. But do you know about the Math Lab?”

“No,” Rachel answers.

“Go there,” the girl in the back advises. “It'stile Academic Resources building near
the library. The people that work there are so aiteé patient. They help you understand the
lessons and help you do your homework. | practidaled there last year.” She laughs.

“Thanks,” Rachel says. “I'll try it.”

“See,” | state, “we are all here to help each othg. We all have different experiences
and different knowledge that we can offer in tHass to help each other learn. | mean, I just
learned something, too. Now | know a place | cards#udents who tell me they are having
trouble in a math class. That's awesome! What's yame?” | point at the girl sitting in the
back.

“Maria,” she answers with a smile.

“Thanks for helping all of us, Maria. And thanks being brave enough to admit you are
having a hard time, Rachel. This is how we learmh@ow. Now, let’s try learning each other’s
names.”

| take out the roll sheet and slowly go down ike Aside from Rachel and Maria, | only
remember one student’s name from last week.

“Alejandro but he likes to go by Al!” | exclaim vem | reach his name in the middle of
the roster. “You're the only person | remembered.yDu feel special?” | smile at Al.

“Very special,” he says and laughs a little. Hevesaring his blue Dodgers hat pulled

down low again. Today he has on a long sleeve tgséyrt rather than white.
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After roll, I hand out the prompt for the Literabharrative. This is an essay assignment
that my first WPA encouraged when | was a Teaclisgpciate during my M.A. at California
State University, and I've continued using it atifdania Community College. Basically, the
assignment asks students to tell a story of anitapbliteracy event from their lives. Students
sometimes write about difficult moments in theiuedtional history when they were learning to
read and write. Some will write narratives aboutrtyphs—times when they wrote something
they were especially proud of having composed. Gtiveite about reading something that had a
powerful impact in their lives. The idea behindisan assignment is for students to explore and
reflect on their experiences with literacy and ustind how their literacies have impacted their
lives and the lives of their classmates.

| read the prompt to the class as the studeritsi@long. Then some begin to ask
guestions. A young woman sitting near the middléhefroom raises her hand.

“Yes,” | pause as | point at her. My voice pitebes with uncertainty when | say, “Your
name is Carmen, right?”

She smiles and exclaims, “It is Carmen! Doesdtosy have to be about using English?
Or could it be about Spanish because | spoke aatewr Spanish until | started school here in
California in the fourth grade?”

“That’s a great question, Carmen,” | respond. étaicy doesn’t mean only speaking and
writing in English. Literacy is using any language,if you use two or more languages you can
certainly write about your experiences with a laaggiaside from English.”

“But we can't write the paper in Spanish, rightiestions a young man sitting toward

the back left corner of the classroom. “It hase¢arbEnglish, right?”
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“Well, yeah,” | answer as | move in the front bétroom toward the left side to be nearer
the student that just spoke. “Hey, real quick retmme of your name.”

“Miguel.”

“Miguel brings up a good point here,” | address thole class. “What does everyone
think about the language you use in this essayydbdiave to only write in English?”

The class doesn’t say anything for a few seconaait, one of the hardest things for me
to do when | teach, but | give them a chance tpaed before | say anything more. | wait
another good ten seconds and the silence becohbieawkward feeling.

Finally, a tall woman sitting near the door in theck of the room says with some
annoyance, “First, my name is Ana because | knowaye going to ask that. And yes, we
should write in English because this is an Engtisiss. The class is English, duh.”

“That seems valid to me, Ana, but what if a persohere writes a story about learning
Spanish with their grandmother, or maybe a stoguaitranslating from English to Spanish for a
relative, or something like that. If you are wrgiabout Spanish, should the whole story only be
written in English?”

“l guess not,” Ana replies.

Carmen jumps back into the discussion. “It wowddomb not to have any Spanish in
the paper then. Because if we talk or write in $gfJam the story, then those parts would be
written in Spanish in the paper. Right?”

“That seems reasonable,” | respond.

“But you don’t know Spanish,” Ana challenges.
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“Well actually, 1 know a little. | took about eiglgears of it in school and a lot of my
friends spoke it growing up. But a few other peaplbere speak other languages, too, right?
Does anybody speak a language aside from Englglspanish?”

I look across the room and a thin, tall young womrases her slender arm.

“Your name is Shana, right?”

“Yes,” she says.

“Shana, what languages do you speak?”

“l speak Cantonese, Mandarin, and English. Na@aml at English though.”

“Your using it fine right now,” | say. “But | dobknow any Cantonese or Mandarin,” |
say to the entire class. “But if Shana wanted titevabout those languages in her literacy
narrative, she could include them. Now, what yoabpbly need to do if you weave another
language into your story, whether it is Spanishrything else, is give me clues of what the
words mean. Help me see through the actions anti@m®f the people in the story. Give me
hints to understand what is being said in thoserddnguages.”

Al raises his hand.

“Yes, Al”

“So | get the feeling we don’t necessarily needitite about school then. We can write
about stuff that has happened outside of schd@ Miith our friends or family?”

“For sure,” | answer. “Just like literacy doeshappen only in English, literacy definitely
doesn’t just happen in school. It happens in mggeets of life. So you can certainly compose a
narrative about writing or reading that has nothtmgdo with going to school.”

After we conclude our discussion of the literaeyrative, we move to group work with

Lorch’s article. Based on the discussion we just &laout the many languages students could use
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in this literacy narrative and now knowing the méaayguages my current students use, | wish |
had found an essay that discussed transitionimg e language into English, or at least a
piece that somehow captured the theme of multialigm. But | have to make due with what |
planned. The students circle desks, answer qusstiorovide them, then we discuss their
answers as a class. The day has gone well, asthist the class. As the students are leaving, Al
approaches the front of the room.

“I have an idea for my story already. Can | meghwou tomorrow?”

“That would be great, Al. | work in the Writing @&r tomorrow from one to five. Can
you stop by there between then?”

“That works,” he says. “What about if | get starteriting and bring you what | have?
Will you read it and give me advice before it i@l

“Oh yeah! That would be perfect.”

“Great, see you tomorrow.”

| finish packing my bag.

* * *

Mary is in the middle seat fumbling through heclqzack. I'm sitting in the front seat of
the van. Mary eventually pulls out a folded pietgpaper.

“Look, Mommy!” Mary exclaims. “This is the picturaf Rapunzel | colored today.” She
unfolds the paper revealing a sheet with purpleyaidw colors mixed all over the page. She
pushes the paper toward the front driver’s seat.

“Mommy is driving right now, honey. I'll look at when we get home.”

“Now!” Mary hollers and continues pushing the aeld page forward.

“Stop, you're going to make us get into an accitldrshout back at Mary.
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“Be quiet!” Mary shrieks.

“Both of you, quiet. I'll look at your picture ia few minutes, Mary.”

The three of us sit quietly. | stare out the pagse side window at the familiar stores and
businesses that border our route home. As Mom thmsorner to the busy street where the
liquor store and baseball card shop are locatedti¢e flashing lights far down the road. It looks
like police cars or something. Our quiet neighbaihes just off this street. The lights are much
further down.

“Mom, do you see those lights?”

“Yes, Brian.”

“They look like they are at Dad’s school.”

“l can’t tell from here.”

“Are they police cars?” My stomach feels funnyelikwent down a big drop on the roller
coaster at Knott’'s Berry Farm. | squint my eyes tapdo see as far down the road as | can.
Mom isn’t saying anything.

“Mom, are they police cars?” | ask again with mexreitement.

She still doesn’t respond to me. | look back aryiaho has become distracted by her
Berenstain Bears book. She is flipping slowly tlylothe pages and kicking her little shiny
sandals back and forth as her feet dangle frorbéheh seat.

I look forward. “Mom! | see two ambulances!” | fdall of energy. It is like there is
electricity going through my body.

“Don’t worry,” Mom says.

“Mom, we need to drive down there and see whaiiaggon! Come on, Mom, please!”
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“Okay, we can drive a little ways down the streBtom’s voice sounds different, |
think. Mary still isn’t paying attention. She islistboking at her book.

As we get closer | can make out five police carfant of Dad’s school. Two are
blocking the street in both directions. Behind theaweral ambulances sit with their rear doors
open. Even further there is ring of people, lotp@dple, looking toward the ambulances. Police
officers are keeping the people back. Most of thepte look like high school kids, but a few
wear ties or dresses. They must be teachers. t de@’'Dad anywhere. | can’t see any
paramedics either. The ambulances are blockingenvkats going on. | don’t know what is
happening. The electricity continues to shoot tgfome.

Mary has realized we didn’t go straight home. Bloé&s up and asks, “What's
happening, Mommy?”

“Something happened at Daddy’s school. We arecjustking.”

“Why are there police?” Mary pushes her hands dowthe bench seat to raise her body
up an inch. She peers curiously through the wiredghi

“I don’t know, honey, just sit tight.”

Now I notice a policeman standing in front of bés and waving his arm. | think he
wants us to turn around. But Mom drives up nettito, and she pushes the button on the door
that makes the window slide down all by itself. THfuiceman takes a couple steps toward our
van. “Ma’am, you need to turn your vehicle arounhlis street is closed.”

“What happened here? My husband is the vice gralcl’'m Marcia Fotinakes.”

“Fotinakes?” says the policeman. “You're Jim’s @@dfl know him.”

I look at the policeman. | can’t see his eyes beede is wearing those sunglasses that

look like mirrors. | can see Mom'’s face reflectadhem. | think she looks worried.

158



The policeman keeps talking. “There was a drivestyoting.” At these words the
electrical current through my body causes my heastop. I'm paralyzed. | focus only on the
officer’s face. On the pointed navy blue hat whik gold star on it. On his straight nose and jaw
line. And on those sunglasses that reflect Monte fa

“Was anybody injured?”

“l just arrived, ma’am, so | can't tell you too madetails. | just know that multiple shots
were fired and ambulances were dispatched, obwiotlibat’'s all | know. Sorry.”

Mary asks from the back, “Where’s Daddy?”

“Daddy will be home soon, honey.” Then Mom say#® policeman, “Thank you for
your help.”

“No problem, ma’am,” he replies. “Drive safely.”

Mom turns the van around and begins heading bptkeaistreet. She isn't talking.

“What about Dad?” | demand. My heart beats agathray body can move again. |
swivel backwards to look out the rear windows atltghts and cars falling into the distance.
Mary sits on the bench seat and her face looksusexdfnow. | wonder if Dad is okay. | know
what drive-by means. It is when the gangs driva @ar in front of the school and start shooting
at people. Lots of times they hit a lot of peoplattaren’t even gang members. | also know that
depending on what week it is Dad has to standointfof the school to watch the kids leave. He
takes turns with the other assistant principatan't remember if this week is his turn to be out
front or not.

“Don’t worry, Brian. I'll call the school when wget home.”

We drive back to our block, past stores and holkesturn onto our street. Even though

Dad’s school is less than a mile away and justradtdbe corner lies the strip mall with the
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baseball card shop and liquor store where the gargbers hang out sometimes, our
neighborhood has always seemed like a little shithen these places where bad things can
happen.

Not that Dad’s school is all bad. | mean, gooddgsihappen there. In the spring Dad
takes me to the baseball games. Those high schgslage big and really good. Last year the
Angels drafted the catcher and a pitcher from Dadjb school team. Those guys even signed
my little league hat for me. And in the fall théhsol theater put ofthe Wizard of QZThey
needed some kids to play Munchkins and Mary was lbmeas a really good play. The songs
were fun.

But bad stuff happens there, too. When I've goitk dad on the weekends to his office
to help him work, I've looked through his desk whendidn’'t know | was doing that. | know he
has a drawer where he keeps the bad things heftakestudents. There are lighters in there.
And even worse, there are lots of knives. Big aas small ones. Some of the knives have the
gang numbers scratched into the handles. | alsw kihat sometimes they take guns from
students, but when they do that they call the pobmnd the police take the guns away when they
arrest the bad students. It scares me when | hadtdl these stories to Mom at night. They
don’t think | hear these stories, but | do heanthe

Mom turns the car into our driveway. “Okay, kitlf,make your snack and you can
watch fifteen minutes of cartoons. Then you workyoar homework, and then you can play.”
This is the kind of thing Mom always says when wé&lgpme. She is acting like everything is
normal.

“What about Dad?” | ask.

“I'll call the school. He probably won't be able talk anyway.”
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“Do you know if he was on front duty this week?ddk as Mom shuts off the van. She
takes off her seatbelt, but | keep mine fastened.

“Yes, he was, Brian.”

“What does that mean?” Mary hollers from the b&ike sounds like she might cry. |
don’t think she understands what is going on. Shi old enough. But she is starting to sense
that something is wrong.

“Honey,” Mom responds in a soothing voice, “ther@s an accident at Dad’s school so
we just want to make sure everything is okay.”

“Is Daddy okay?” Mary questions.

“Yes, Daddy is just fine.”

Mom doesn’t know this. And | don't like that shalls it an accident. That makes me
mad. It wasn’t an accident. These shootings asacidents. They happen all the time in our city
and the other cities around here. It's becausepbagle are doing bad things. Every night on the
news there are lots of stories about shootingsralind Los Angeles and the other cities. It isn’'t
an accident. But | can’t look mad or upset anymoreont of Mary. I'm the big brother, so |
have to be strong. | don’t want her to cry. Shiessmall for all of this.

All three of us get out of the car and head thiotige garage and into the house. Mom
pours milk into our plastic colored cups. Mary taklee red cup and | take the green one. We
both sit at the kitchen counter on our tall stodMary reaches and turns on the small television
that is on the counter. She turns the dial untl géts to eleveiMuppet Babie$as already
started because we took longer to get home todayy &hd | always watckluppet Babies
when we eat our snack. Mom brings us a plate vathesOreos and apple slices. Mary begins

dunking an Oreo into her cup of milk, but | dorgké one. I'm not hungry.
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“Mom, call the school.”

“I'm going to right now, Brian.”

Mom goes through the door that connects the kit¢bddad’s office. That's unusual.
Normally she would just call Dad from the phoneha kitchen, but now she is going to use
Dad'’s office phone. She doesn’t shut the door thoug

| take an apple slice off the plate sitting betw&&ary and me. | take a small bite. The
apple doesn't taste like anything. It isn’t badt buust don't taste anything.

Then | hear Mom’s voice from the office. “Yes,ghs Marcia Fotinakes. May | speak
with Jim please?”

There is a pause. | look into the office. It isidea there. Mom didn’t turn on the light.

“Okay, | understand. If you can, just tell himdall me at home. Thank you.”

Mom comes out of the office. “Where is he?” | dewha

“He couldn’t come to the phone.”

| try to detect any hint that Mom knows somethahge but isn’t telling me, but | can’t
sense anything. She walks over to the sink anchbddiing it with water. She squirts several
drops of dish soap into the stream coming fronfdlneet. She stands next to the sink and stares
out the kitchen window. Suds begin to grow.

“Why couldn’t he come to the phone,” | continuks he okay? What's going on? What
did the secretary tell you?”

“She said that he was out front and that shedsi#isn’t have any information about what
happened. Don’'t worry, Brian. Your Dad is fine. tisish up your snack and get started on

your homework.”
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| drop my body down from the tall stool. | grab mgckpack by one strap but don’t put it
on. | drag my bag behind me all the way to my robgu inside. | push the door shut behind me
until it latches. | fling my bag into a corner dietroom hard enough so that when it hits the wall
it makes a loud banging noise.

| walk over to it and kick my bag as hard as |.dastep back and swing my left foot
through the air and with the laces of my shoe k kity backpack square in the middle so hard
that my foot hurts. It makes a loud thumping noilga@s is how Dad taught me to kick a soccer
ball the right way. When you want to make an adeupass to your teammate, you use the inside
of your foot. When you want to kick hard to takshet at the goal, then you use your shoelaces.
| kick my bag several more times with my left falaces until my foot hurts so bad that | have
to switch and use my right foot. | give my backpactouple more good shoelace kicks.

| don’'t do as | was told. | don’t open up my baakk and get out my homework. | don’t
sit at my desk and begin doing it. | don’t feekli#oing any homework right now.

| walk over to my window that looks toward theestt. | look to the left in the direction
where Dad’s car will come from when he drives hofiifee street is empty. | don’'t see Greg
across the street. He is our neighbor who alwagsrshis garage and drinks beer. | look over at
my friend Ryan’s house. | don’t see anybody thByg&an’s older sister goes to Dad’s high
school. | wonder if she is okay.

| walk to my cupboard and open one of the smabhaem doors. | pull out one of my
boxes of baseball cards. | open the lid and takednack binder with two stickers on the
front—one for the California Angels and the otharthe Los Angeles Dodgers. This binder has
some of my favorite cards in it. | flip it open asldwly turn the pages. | pause to stare at a

particularly favorite card of mine. This one is\&&ax who plays for the Dodgers. He is my
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favorite player. He plays the same position asseepnd base, and we both are number three,
too. | take the card out of the plastic sleeve.

Last spring Dad took me to a Dodger game. Dadig@ood seats. We sat right above
the third base dugout. It was perfect becausentleaint | had a great view of Sax playing second
base the whole game. Dad knows a lot about spgdetsvas one of the best players on his teams.
So the whole game Dad would explain to me why Sax positioning himself in certain ways
for certain plays. Dad even bought me a Dodgerattat the game.

| turn the baseball card over and read the nunirerged on the back. Then | replace the
card in its slot. | continue to slowly turn the pador another fifteen minutes until | put the
binder back in its box and the box back into thebmard.

| get up and walk over to the window again. | stdown the street. It is still quiet. | stare
for a little while.

I look at the clock sitting on my desk. It read$3! | get my backpack and take out my
homework. | sit down at my desk with a sheet oftiplitation problems. | begin filling in
numbers.

There is a knock on the door and before | sayrangtMom opens it. She pokes her head
into my room. “Are you working on your homework, rey?”

“Yes.” | set the pencil on the math worksheet. $Hzad called back yet?”

“Not yet, but he should be home soon. Do you raaedhing? Need any help?”

“No. I'm almost done with my math.”

“Are you okay?”

“YeS_”
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Mom stares at me for a couple seconds. | pickhepencil and return my attention to my
math homework. | start to scribble numbers ontopiduge again. | ignore her even though | know
she is still standing in my doorway. After | answleree more questions, | hear my door shut.

| finish math, so | take out my phonics book fram backpack. | open to the page where
we left off in class. | have to complete the lagb ppages. | glance at the clock. 4:39. | begin
filling letters into blank spots on the worksheégten | write a couple sentences. Now it is 4:46.
When will Dad be home?

After | finish all my homework, | walk back ovew the window. | look to the left, down
the street, but no cars. Nobody. Where is everydviepisn’t anybody doing anything? Why
isn't Greg drinking his beers? Why hasn’t Ryan cand knocked on our door to see if | would
want to ride skateboards with him? Why isn’t anypatbwing their lawns or walking their
dogs? Nothing is happening.

| keep staring. There is a scraggly weeping wiltose outside my window. It isn't like
the big ones at my cousin Alex’s house that haug laranches with leaves that hang down. This
one is really skinny and doesn’t have many leavedl.d stare at it. | concentrate really hard on
one leaf. | focus on that leaf alone. | examinghadltiny veins running through the light green
leaf. They run like roads over the surface of #ad.IThe afternoon sunlight shines through the
leaf making the veins look black. | follow the patbf the veins. Back and forth my eyes follow
the paths of the veins on the leaf.

Following them back and forth.

Following them.

Back and forth.
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Finally the sound of a car engine breaks me frortrance. The electricity shoots
through my body bringing me back to life. | jolt rhgad to the left. Time slows. | see Dad’s
dark blue van coming down the street and it slosvseaturns into our driveway. | can see his
face through the window. His dark skin. His bigdieead from where his hair is falling out. His
dark sunglasses covering his eyes.

| run from the window and over to my bedroom daaarefully, slowly, twist the knob
to the left so | don’t make any noise. Then | geptlll the door open until | can see into the
hallway. Nobody is around.

| slip out the cracked door. The beige carpetlgenishions my steps so that | can
silently slip down the hall. | peer into the familyom. The television is silent. Nobody is
around. | turn and look back down the hallway frefrere | had come. | can see at the end that
Mary’'s bedroom door is open, and | faintly hear yace. Maybe she is playing with her Barbie
dolls.

| quickly creep through the family room. | stoptla¢ opening where the kitchen begins. |
stay next to the wall so if anybody is in the kéalthey cannot see me. Through the kitchen
there is a door that leads into the garage. Thiseigloor that Dad will come through any
moment. | stand without making a sound, pressethsigidne wall, waiting. | hear clanking pots.
Mom must be starting dinner. She has to know tleat B home, but she didn’t go out to the
garage to see him.

| hear the creak of the door and Dad'’s footstepthe linoleum tile. “Hello.” | hear him

greeting Mom.

166



“Hi.” | can barely hear Mom’s voice because shtalking softly. | can tell she is talking
but can’t make out all the words. | hear, “What eped today? You never returned my call.”

“It was bad,” Dad says. “Did you see the lightsamtyou were bringing the kids home?”

“Yes. How many people were hurt?”

“A freshman girl and a senior boy.” Dad’s voiceisds flat when he says this. | can’t
understand what he says next or if he tells Mom had/the people who got shot are hurt.

“Where were you?”

“l was over by the tennis courts when the shoatitagted...” Dad’s words get quiet and |
can’'t hear anything else.

| feel my throat getting tight. | don’t want tcasd here anymore. | can't stand here
anymore. | move from behind the wall and run ifte kitchen. “Daddy!” | exclaim as | wrap my
arms around his legs.

“Brian,” Dad says, “what’s wrong?”

“l was so scared, Daddy!” | begin to cry. Teaextsto steadily come and | gasp for air.

“Brian, calm down. I'm fine. Everything is fine.”

| pull Dad’s legs tighter with my arms. | cry hardand begin choking out words. “It isn’t
fine! It isn’t fine at all! It isn’t fine! | was sared!”

“Brian!” Dad pulls me from his legs and leaves laigye hands on my shoulders. “Son,
I’'m okay.” He bends down and hugs me. | hug himkbd®en he stands up again. His hands are
still on my shoulders. “I'm fine, son,” he repedtSverything is okay.”

“No, it's not okay. | hate those people!” | holles loud as | can. “I hate them so much!”

“Brian, don't say that.”
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“But | do!” | can’t control myself. | can’t contitamyself at all. The electricity is
controlling my body and my words. My body shaked tears stream. Out of the corner of my
eye | see Mary. She must have come into the kitg¥tean she heard me screaming. So much for
being the strong, big brother, but | keep holleramyway, “I hate them so much! | hate all the
gang members! | want them to die! | want them &4"di

| feel Dad’s fingers squeezing into my should@&fst to hurt me. It's almost like he is
trying to get me to be part of him, like we are wected through his hands. He kneels down on a
knee and says, “Look at me.”

I hold my chin pressed to my chest. | don’t look.

“Brian, look me in the eyes,” Dad says sternly.

I look up at Dad. His dark skin looks like leathidrs brown eyes stare into mine. | try to
stop crying. | huff a little and my chest shuddéxg, the tears have stopped.

“Brian, don’t say you want people to die.”

“But | do,” | respond in a reasonable volume. “Ylage bad.”

“Brian, you have to understand that those kidseHaad hard lives. They haven’t been
raised in the same way you have.”

“So what? They shouldn’t shoot people and do baws.”

“You're right. They shouldn’t shoot people. Buidn't want them to die. | want to help
them. That's why | work with them.”

“l don’t want you to work with them anymore,” lutbornly state.

“When | go to their houses to try and help thema® sometimes they don’t have
parents. And sometimes their houses only havédatida floor. Do you know that one time |

asked a guy when his birthday was. He didn’t knioasked him if he had ever had a birthday
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party. He said he hadn’t. He said that his birthdayid be any day and it didn’t matter. Try to
imagine what his life was like when he was your.age

| don’t say anything. | don’t know what to saygtill feel scared for Dad, but | also feel
sad about what he just told me. | look over at Mahy is staring at us. Listening as well. It isn’'t
fair. Things don't feel fair. | love Mom and Dadh&y buy me birthday presents even though |
act spoiled on my birthday. | don’t deserve whatytive me sometimes. But | also don’t want
Dad to be hurt. | feel confused, and | still feedu®d.

“Brian, wishing another person to die isn’t gotogmake anything better. You have to

find ways to help.”

“Hey, Brian. Ready to get busy and help some pm@ays Sadie, a woman who
attended the same M.A. program as me at Calif@tage University, as | stroll into the Writing
Center about ten minutes before one. It is prattyvded. Most of the computers have students
using them, and at least a couple students saatynall the tables.

“Sure am,” | answer. “I'll start making the roundght now.” | set my bag down and
walk in the direction of the last table at the efdhe Center, intending to make my way forward
toward where the computers are located.

| arrive at the last table, and | ask the studdmeee if they need help. | make my way
from table to table doing this. Sometimes the sttglezant my help, other times they politely
decline. After about an hour of working with stutien feel confident that I've checked on just
about everybody.

| head back to the faculty table and take a $&gten my book and pick up where | left

off. As I read, | continually glance up from thedkao make sure there aren’'t any students that
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need help. After about five minutes, | see a yogugwalking through the front doors. He has a
Dodgers hat on, and I think it might be Al, sodsteading and watch the man. Sure enough,
once he is a little closer, | can tell it is Al. day he isn’t wearing his normal long sleeve t-shirt
like he had before. Today he has on a plain wihite¢ with short sleeves. | can see a lot of dark
tattoos on Al's arms.

When he gets near the table, | stand up and &ogQd afternoon, Al. How are you?” |
glance down at his arms. Each arm has at leastdtt@os on the visible sections of his skin.

“Fine, Brian,” Al says and reaches his right aowards me. “How you doing?”

“I'm okay,” | answer as | take his hand. | notme his inner arm the two numbers. They
have the same jagged styling as the many simifieos | have seen on other gang members’
bodies. I don't look Al in the eye like | did whefirst shook his hand outside our classroom
over a week ago. All | see are those two numbégayly, almost as if they are glowing on his
inner arm.

“Let’s go sit at this table over there.” | gesttwgvard a table with only one other student
sitting at it. We walk to the table and sit dow80; what is your idea?”

“Well, | already wrote something like | said | wdy' Al says as he unzips his backpack.
His movement of his arms allows for the two numlerise visible again.

“Reeeeaaaalllly,” | say in a drawn out versiorta word in a high pitch, trying to be
funny, but | can’t help but stare at his forearnd #imse numbers. “So what did you write?” I'm
trying my hardest to stay in character. To keepkimgy the script of being an excited writing

teacher.
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“You said this can be like a story and all. Anditth didn’t have to do with school or
anything like that. So | thought about the firstei | ever wrote something and was proud of
what | wrote. And that’'s what | wrote about.”

“That sounds good. Can | see it?”

“Yeah.” Al hands me several sheets of paper. getyit up here yesterday afternoon after
class.”

“Great! Did you save it?” | try to keep the enetbgt | usually display to students in the
Writing Center and in my classes.

“On a flash drive just like you recommended inssla

“Good. Now let me start reading this and I'll tgthu what | think.”

| slide the papers in front of myself. | startsttan my eyes across the pages, but instead
of seeing letters, all | see are numbers. Overoaed across the page two numbers repeat, one
then the other. Over and over. | look down the pagkevery line is the same—two numbers
repeating. | glance up at Al and on his face @rgd tattoo of the two numbers. That wasn’t
there before. | quickly look back at the paper. Nens, numbers, numbers. Then, all of a
sudden, a vivid image of my father appears in mydnit is my father from long ago. It isn’t
him now, a bald principal of a central coast highal wearing a suit and tie everyday to work.
This is my father before. He still has his comb+o¥ée’s skinnier. Younger. He is wearing a
white and yellow polo shirt with “Southern CalifaaHigh School” and “Vice Principal”
embroidered on the chest.

| stop staring at the pages in front of me.

“Hey, Al. Before | read this, can | get to knowwya little better?”

Al looks at me with what appears to be curiosityhat do you mean?” he asks.
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“Well, | know you like the Dodgers like me. | knome both think DJ Quik is the best
rapper to come out of Compton. But | want to knoarenabout what you are doing here. |
remember that when we first met you mentioned ybatwant to get into a transferable English
class. So do you plan to transfer to a universitye day?”

“Yep. | want a college degree. | don’'t know anypedse with a degree.”

“That’s a great goal,” | say. “How long have yoeeln at California Community
College?”

“This is my second year. | already took the fidbgtvelopmental Writing class, and when |
pass yours then I'm on my way to getting collegedt”

“Did you grow up here?” | already know the answal be “no.” The tattoos give it
away. But | ask anyway, trying to learn more. Talenstand.

“No, I'm from down south. | moved up here with rmynty and uncle. Get away from all
the trouble down there.”

“Trouble...” | say slowly. “I did notice some of yotattoos.”

This is a story becoming all the more common dff@aia Community College on the
central coast of California. In the past ten yeassthe agricultural industry has expanded and the
cities grown, more and more people involved in gackiyity in the Los Angeles region relocate
several hours north, sometimes voluntarily and sonas because family forces them to, in
order to leave behind their gang roots. But frompagspective, this migration seems more like
the spread of cancer rather than the redemptismagrs. All I've seen is the proliferation of
gang culture. For example, the city where Califar@ommunity College is located once was

considered to be one of the safest cities in Qalifoten years ago, but now the city has one of
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the most rapidly growing murder rates in the stiistead of escaping the gang life, people like
Al appear to be bringing it with them.

“Usually | wear long sleeves to cover my ink. Saie&chers and people like that judge
me. But you seem cool.”

I laugh, “No, I'm not cool at all.” If Al only kne the truth, then he’d understand this
isn't a self-deprecating attempt at humor.

“You've been pretty cool with me and other peaplelass. You called me out on some
of my crap that first day when we met. | respeat.tihnd you don’t try to erase our Mexican
side. You know what I'm saying?”

“No, what do you mean?”

“Like letting us write some in Spanish. And legtipeople talk in Spanish. Sometimes in
English class we have to act like we are becomiiggg. But you let us be who we are.”

| feel uneasy. My body almost feels tingly, sdrtike a small electrical charge is pulsing
across my torso and into my limbs. “Do you evereéethose tattoos?” | ask.

“Can’t change the past. Sure, | don’'t want pe@gudiging me, but that's who | was. I'm
through gang banging, but I did it. | don’t wanattife no more. It ain’t really life anyway.”

“So what do you want to get a degree in? Do youn@i

“I'm thinking art. | really like to draw. Want teee some of my sketches?”

“Sure.”

Al retrieves a pad of paper from his bag. He flipggpen and slowly turns the pages so |
can briefly glimpse each image. The sketches ane dopencil, and they have the Chicano Art
Movement style. They're good, too.

“You have talent,” | sincerely say.
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“Thanks!”

“Al, are you really done with the gang? It's haodeave that life, isn’'t it?”

“One hundred percent done. | cut myself off frdrattplace. | think it would be awesome
to help kids stay out of that stuff. Maybe giverthepportunities that | didn’t have to steer them
away from banging.”

“That would be awesome,” | respond. “Alright, fae get to reading this.”

I look back to the pages before me. The numbersatonger there. They've been
replaced with letters. | begin reading. As | makeway through, I'm impressed with what Al
has written. | glance up at him once, and the d¢atttad seen on his face ten minutes earlier is
gone now. | get back to reading. Sure, the papedsisome work. There are parts where |
become confused about what is happening, and spote where adding details would really
make the scenes and actions come to life, butitgsod piece.

Al has written the text by merging some Spanisti\English. This aspect is really cool
in my opinion. He tells the story of the first tirhe tagged a freeway overpass. He was twelve
years old. The story starts with Al and two old®artagers plotting the vandalism. Since Al is the
smallest and youngest, they decide Al will do theapng.

In the narrative, the three accomplices wait uhtiée in the morning. They go to an
overpass above one of the busiest freeways in sgutalifornia, but this late at night few cars
are on the road. Wearing a satchel across his tiegdtolds four cans of spray paint, Al is
lowered over the edge of the overpass with rogesaround his waist and shoulders. He drops
his first can of paint onto a dark, empty roadwalplw. His so-called friends threaten to drop
him if he loses another can of paint. Then, fortyhminutes, Al writes his gang’s name in a

mural on the overpass edge.
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| finish the story, and I'm not certain what toayshcan comment on making the narrative
more vivid with details, and | can advise some dgaann terms of the organization, but what
bothers me is the message behind the content. Tthimeésn't the story of a man repenting for a
troubled past. | read this as a person glorifyinggylife and activity.

| stare at the page for another minute, pretenttirsgill be reading but really I'm just
stalling. Then | say, “This is a crazy story, Alevén’t you scared when those guys hung you
above the freeway?”

“Hell yes, | was!” Al laughs.

“Then why don’t you add some details like thabittie story? Show us how nervous you
felt. Like, were you shaking or anything like th&®es watering?” We turn to the page when Al
is preparing the ropes that will suspend him frbeaverpass and discuss some things to add in
the narrative to show his fear. Then we contingeulsing more details to include and work on
the organization. Then | say, “So look, here is sthimg else I've noticed. The story makes it
seem like you’re proud of doing this gang relatetivity. Is that what you want?”

“l am proud,” Al bluntly states. “Didn’t you sayencould write our story about a time
when we wrote something we were proud of doing?”

“Yes,” | answer, “but you're proud of writing giféf?”

“Graffiti ain’t all that bad. And it's not like ot good grades in school. Nobody ever
stuck any essay | wrote with an “A” written in rexlany refrigerator. | never got any awards
from school. Hell, it's a miracle | even graduatesin high school. Throwing up graffiti and
seeing it around the city, hearing people | ditmow that weren’t even in my gang say it
looked awesome, yeah man, that's what | have fordwed of in my life.”

| try to consider what Al says. “But don’t you wdn leave that life behind you?”
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“I don’t want to live like that anymore. No, ndtall. But | can’t let go of all of myself.”

“What if some kid reads this? You make gang bamgeem cool.”

“It's just tagging. I'm not proud of a lot of thether stuff | was involved in and regret a
lot of that crap, but this was like my art. My aitf

| stare at Al, in the eyes, and | say, “Couldrdtjust add something about how you
moved on from this kind of stuff? Something to shbat this kind of thing is wrong?”

“You got to understand,” Al says with what soutille desperation in his voice. “This is
all I got from my childhood. This is where my tal@leveloped. Hanging over freeways and
painting on walls. That's where | got to expressatijto the world. | never did that crap where
we cross out other gangs’ tags either. That'suhk fhat starts fights. | just drew my art and was
happy with that.”

“Alright,” | say, “but just please consider whamnlsaying about how you portray gang
life and think about how it could appear to sonadezs. Now let’s see if we can really jazz up
some of these descriptions of your art.”

We work on adding some descriptions and detaiks sWift around paragraphs and
sentences. After that, | pause and think for a nman¥hen | say, “Al, you told me how proud
you were to have this outlet for your art and egpiens. Maybe we can add something that
captures those feelings more, too, like at the 'end?

At the end of the next week | collect the Literd¢grratives. | purposely save Al's for
last. As | read it, | notice he made all the rennsi we discussed in the Writing Center. All,
except for one thing. Nowhere in the text is theamg kind of remorse for living the life he led

back then. There is no regret for participatingamg activity, and there is no warning to other
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kids to avoid such behavior. There’s no statembatttagging being related to the social illness
plaguing California. No mention of remorse for dmfi@ public property. No sentiment that what
he did might encourage violence and pain. | doceothough, the care Al has taken in
describing the tag he spray paints on the overpassthe strongest part of the paper. Al doesn’t
glorify the gang’s name. Instead, he meticulouglgalibes the movements he makes with his
arms and hands to produce the lines, the colotivegshadowing, and the blending to create his
art. The paper ends with the sun setting behinaveepass. Al describes the light glowing
around his work as if he had a painting hanging museum somewhere, only here everybody in
Los Angeles County will see it, not just those pRahere only the rich get to go and see
famous artists who hang their paintings. Al conekithe narrative by describing how for
months, whenever he passed the overpass, he lavkieel words he’d written with a pride he
had never felt before.
| read Al's essay twice. Then | decide to go foua. | put on some shorts, slip on a t-

shirt, and lace up my running shoes. | head outrtre door. | decide to run a route that will last
about four miles. Sometimes when my feet pound pawe, when my lungs strain to push out
and pull in air, when my physical being becomesoame with effort, that is when my mind
becomes clearest. As | run these miles, | compodeevise what | might write at the end of
Al's paper in my head. Over and over | rewrite &mel comment in my mind. Alone in my
thoughts | write to Al:

| think | might finally understand what you wemrdling me last week, Al. One of

my favorite authors, F. Scott Fitzgerald, wrotdis famous novel'he Great

Gatsby “So we beat on, boats against the current, boack ceaselessly into the

past.” | always thought this meant that people @mdver escape their pasts. That
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we are always destined to be who we are, unaldbange because of what we
had done and what had been done to us. But whemsider what you have
written and what we discussed last week, I'm no¢ $pelieve this anymore. The
past isn’t a monolithic immutable force shaping tuture. Rather, the past is
something that we use to shape our future in awagetermine. Thank you for
sharing your experiences with me. Thank you focheay me.

| continue my run with the golden hills our stasenay backdrop.

* * *

| wake up and walk to my apartment window, andsiolgt the backdrop of the world is
going green. Looking down the hill onto the smallege town, the trees are bright neon in their
spring hue. In my apartment complex parking lajr@undhog darts across the asphalt and
underneath the deck of the building across from@&reundhogs are another one of the novelties
of Pennsylvania that I've come to enjoy. I've madé@rough my first real winter, snow and all,
and I've made it through my first year as a PhiDdent.

| leave the spring morning outside my window aaiceta seat at my desk. I turn on my
computer and open the web browser to check my ehteale one new message. | look at the
sender’s name. Alejandro.

I haven’t thought about Al in nearly a year. Thamester with Al feels like rain in the
California summer. | read his email. In it Al thanke. He tells me | was the first teacher to
really see his potential and believe in him. He &¢dls me he has been accepted to attend
California State University, and because he kneatigwhere | graduated from that | would be
extra proud of him. He writes that he is going éodm Art Education major, and he hopes to be a

teacher someday. Al tells me that | played a big o helping him get to where he is now. And
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he writes that he has something more to be proadide from the graffiti he used to spray onto

walls.
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CHAPTER FIVE
HOPEFUL WRITING THEORY
Introduction to Chapter Five
In this final chapter of my dissertation, | use trarrative from Chapter Four, the
scholarship presented in Chapter Two’s literatekeew, and other relevant composition theory
and research to illustrate what a hopeful writingary and hopeful writing instruction can be in
composition courses. First, it is important to rember that while hopeful writing theory and my
narrative can offer suggestions and examples oéfabpractices for teaching writing, how hope
manifests in different contexts with different thacs interacting with different students will
likely be distinctively unique depending on numesaircumstances. Therefore, the purpose of
this analysis is not to give the impression thatehs one perfect method for teaching writing in
a hopeful way, but instead to offer suggestionstarqtesent the philosophical mindset that is
important to foster when using hopeful writing theto design classes and when teachers work
with students.
Hope is a force that gives people the strengtiretyotiate their relationship with reality,
or in other words, hope is the agentic force thativates people to see the world as a place that
they can affect rather than existing in a stateefplessness in which people find themselves
unable to muster the power to change themselvesapate positive, healthy change in others
and in this world. Bloch depicts hope as the tramsétion of dreams into a process of creating
growth: “Then let the daydreams grow really fullidsat is, clearer, less random, more familiar,
more clearly understood and more mediated witlcthuese of things. So that the wheat which is
trying to ripen can be encouraged to grow and ledsted” (4). Writing can be part of nurturing

hope. By composing, a person is capable of takidgeam and forming a clearer path towards
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what he or she hopes to achieve, create, and who $tee hopes to be someday. | believe
writing can be hopeful, and | believe people camwating as a means to negotiate their
relationship with the world as they learn to proglmeeaningful texts that help generate a hopeful
perception of the social and physical reality theyh inhabit and create, and | also believe that
given the right circumstances the composition ct@assencourage such hopeful writing. This
concluding chapter explores how composition clasaesencourage hope.

The first section examines what it means to compagpeful writing. Looking closely at
the narrative composed in Chapter Four, | analyme marrative writing can be part of nurturing
a hopeful outlook toward the world and create cleafifpe second section of this chapter will
discuss strategies and lessons a composition abstronay choose to use in order to encourage
such hopeful writing. The third section discussessyble future research projects that examine
how hope theory and composition theory relate. fhedfinal section of Chapter Five concludes
the dissertation by offering my understanding oathmeans to believe in and to work for a
hopeful pedagogy in a composition class.

Hopeful Writing and Hopeful Writers

In this section, | analyze the narrative “Two SienNumbers that Say So Much” from
Chapter Four while considering relevant theory sesgarch in order to help understand what
hopeful writing can be. When considering the nareadlongside scholarship from composition,
psychology, and philosophy, | take the positiort thating, narrative writing in particular, can
be a means of fostering a hopeful perspectivehmtriters who compose such texts. Narrative
writing can act as a means of taking control ofghst in order to inspire and outline future
change and goals. In writing narratives, authossess the ability to organize past experience

into a motivating factor for a hopeful future.
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Reviewing the literature on hope theory and thopbphy of hope discussed in Chapter
Two, it is important to keep in mind the cognitperspective of hope as well as the
philosophical description of hoping. The psychotaditheory of hope presents a methodology
for hoping. As discussed in Chapter Two, Snydeedviens, and Michael outline the three
essential components to hopeful thought: “Accordmthis new theory, hope is a thinking
process in which people have a sense of agencpathdiays for goals. Together, goals,
pathways, and agency form the motivational conoépbpe” (207). In this cognitive view of
hope, the authors do discuss how hoping througtetbeeps may be recursive and require
revisions of pathways and goals, but there stdhs&to be a mechanical, step-by-step feeling
toward this theory of hope. This process may intbat hope acts as a fixed system to be applied
to specific scenarios and situations. But from gogbphical perspective, hope is much larger.
Rather than simply being a means for creating |iscicespecific situations alone, hope becomes
a state of living and a process of becoming asriestby Bloch:
[The concept] of hope and its contents worthywhhln beings, is an absolutely
central one here. Indeed, what is designated kyctincept lies in the horizon of
the consciousness that is becoming adequate afigen thing, in the risen
horizon that is rising even higher. Expectatiorpdiantention towards possibility
that has still not become: this is not only a bésature of human consciousness,
but, concretely corrected and grasped, a basicrdetation within objective
reality as a whole. (7)
For Bloch, hope is a lifelong process of developmEope means putting one foot in front of
the other, day by day, and everyday knowing evarerassuredly that all things are unfinished

and the possibility of making an even better outedhe next day and the day after always
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exists. So while the psychological theory of hopgyrhelp achieve particular goals such as
passing a test, winning a sporting event, passigglation to open a homeless shelter in your
county, creating an art program for elementary stbbildren, and a trillion other possibilities,
what the philosophy of hope entails is a developifgppeful view of the self, of humanity, and
the world as existing in a state of becoming. Gatbacks, failures, and regrets are a part of the
journey, and the path forward can be infinitelytées we work many pathways towards many
different goals. Hope is a series of experiencesutfhout a lifetime.

Therefore according to my description of hopefuting theory, much of the time the act
of composing a text will not be the goal in itsélbpeful writing is not the end product of a
hopeful process. In certain circumstances a wrpirggect may be a goal, but it isn’t the end of a
process of hope. For example, completing an essay ¢omposition class and earning an A,
writing a resume for a job and getting an interyieeamposing wedding vows for your marriage
to the love of your life, or even finishing a digs¢gion and earning a doctorate degree can all be
goals in and of themselves, but these writings afeca part of a pathway towards future goals,
towards more lofty goals, and towards generatihig @f sustained hopefulness that spreads far
beyond the composed words. In this sense, thetingybecomes a vehicle to nurture hope along
a path to the future. It reinforces hopeful thougydl a hopeful outlook on life, and even if
composing a text is a goal, it is only one smadlgo a series of goals along a hopeful path
through life. In hopeful writing theory, writingn& the end in itself, but rather writing is paft o
the process of hope.

What I've learned, the conclusions I've come tdenstand through narrating several of
my stories teaching writing and in particular mgrgtof working with Al the ex-gang member

from Chapter Four, is that hopeful writing compo#espast as a foundation for a better future.
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Hopeful thinking is the pathway from past to futumed hopeful writing can be a step on that
hopeful path forward. It is taking adversity andfting it into motivation. It is taking success
and building from achievement. Hopeful writing camsps the events of our lives into stories
that underpin a future full of hopeful endeavors.

Consider my narrative “Two Simple Numbers that SayMuch” as well as the narrative
| described Al composing about graffiti in my stoAf's writing and this dissertation represent
examples of hopeful writing. Composing, as welteeding and sharing stories, can be a way to
take our lives’ narratives and generate hope. Hsdgnthis is what it means to be in a state of
hopeful becoming. Bloch writes that “We have inngat we could become. This announces
itself in the unrest at not being sufficiently defd” (927). In our lives, we become labeled, and
judged, and categorized. Sometimes by other peomienstitutions, and sometimes these tags
come from ourselves. Yet what hope brings humanidithe ability to move away from labels,
to redefine who we are and to rewrite ourselvasem. Hopeful writing is one part of the path
towards our regeneration and revision of how wenoerselves and how the world sees us. And
one way that hopeful writing does such a thingyi€teating a view of the past that projects a
better tomorrow. It is a means of balancing the pad the future as we become the individuals
we yearn to be. Al's narrative defined his pastvete it in such a way so he could highlight
his talent, which he would later decide to useaf@uture career. My dissertation took
challenging moments from my early years teachingmwgrand helped inspire and structure
these events into a project from which | could hetarbecome a better instructor of writing. Al
and | embody hope—uwriting our pasts becomes abmuaposing hope and propels un into our

futures.
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For Al, hopeful writing was composing a glimmergséatness in a problematic past as
one tiny fragment in a long process of growth talWaecoming a person that devotes his life to
helping children. Warnock, who extensively usedingias a means of therapy with individuals
and groups, sees writing as the symbolic act eing®ut roles and decisions in life: “Writing
and reading can allow people to live other lived &g things out symbolically, so that we can
make better decisions about what we value and%i)’ From Warnock’s experience, the act of
composing is a way to evaluate the decisions atitsghat have led a person to a certain point
in life, and the implication from here is that wmg can then act as a means to reformulating the
pathway and take a new direction in life. Thisepéful because it is creating change, potentially
for a much better tomorrow. Through his narrativevAs beginning to write his life as he hoped
it would be understood and in a way that promotpdstive future for himself.

In Al's literacy narrative he was casting off dtawal narrative that could have shaped
him into being a loser, a hopeless burden on spdestined to spiral further downward toward
death or prison where the narrative will often &mdgangbangers from his gang. Think about
the way | viewed the ramifications of so-calledni@r gang members who were moving to the
city where California Community College was locatedlamed them for the increase in
violence in that city, as did many of the otheidests in the community. Therefore | viewed all
the former gang members | encountered througlstge narrative construct. But hopeful
narrative writing can be a step on the path to itewgrsuch narratives for specific individuals. In
“Life as Narrative,” Bruner writes that:

...eventually the culturally shaped cognitive amgjliistic processes that guide
the self-telling of life narratives achieve the movo structure perceptual

experience, to organize memory, to segment andoparpuild the very ‘events’
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of a life. In the end, wbecomehe autobiographical narratives by which we “tell

about” our lives. And given the cultural shapingsoich | referred, we also

become variants to the culture’s canonical forr684j
On one hand, my life experience of growing up titawhere gang violence plagued the
community and often threatened my father’s lifepegbinto the cultural narrative of gang
bangers being a continual blight on society ansl shaped my perception of seeing all people
who have been affiliated with such gangs as benaple to change. | shaped and was shaped by
this continual cultural narrative in California. &buld have easily been influenced into believing
this narrative applied to him as well, but instéddewrote the narrative. Bruner states that as
we tell these autobiographical narratives, we hegpad by culture but “we also become variants
to the culture’s canonical forms” (694). This véioa implies that we have the ability to vary
and change the narrative. This is what Al did.ddk the narrative of his life and began to retell
it into a different cultural narrative—one in whiahperson who once led a life of trouble was
able to turn it around and find a way to make atp@simpact in the community. Al varied his
autobiographical narrative when he began to compsstory.

For me, my narrative “Two Simple Numbers that SayMuch” acts in a similar way to

Al's in the sense that both our stories represahking our autobiographical narratives and
rechanneling how they influence our lives and fetBut my story involves taking a narrative
that could have festered in prejudice from pasedagpces and seeing that these events actually
held the early inspirations for future work thatuwlastrive to nurture the potential in the people
that society may not always encourage to succekie ibased on past behavior. Yet the hope
that | found in my narrative sprung from the helpspired in me to reconstruct my narrative.

When | pictured myself at the time this narrativekt place, | considered myself to be a liberal,
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caring teacher who worked well with people of dseebackgrounds. Yet clearly this wasn’t
completely true, and | never realized nor undestibes prejudice in myself. It wasn’t until |
began to work with Al that | saw my prejudice. Amolw in composing this story and using it for
research on how to teach hopeful writing, | begaartderstand why | held these views, how |
overcame them, and how | can learn from them.

The cultural and autobiographical narratives thatle our decisions may lie deep under
the surface of who we perceive ourselves to beeOmorked with Al | started to understand
how my past influenced the present, and now in asimg this narrative as a piece of this
dissertation | understand how | too have rewrittgnstory. InActual Minds, Possible Worlds
Bruner writes, “Insofar as we account for our owtians and for the human events that occur
around us principally in terms of narrative, stafsggma, it is conceivable that our sensitivity to
narrative provides the major link between our sexiself and our sense of others in the social
world around us” (69). As | have narrated my exgace with Al and one of the moments in
which gang activity threatened my way of life ashéd, I've taken control over this narrative to
a degree and used it to reevaluate how | interabtfarmer gang members. Now | look at the
experience with my father as the focal moment gpinng me to work with people who are
sometimes marginalized in society. Rather thamgeis moment as a time when | was a
traumatized child, | see this moment as when nhefainspired me and taught me a valuable
lesson about being an educator and a human being.

These are examples of hopeful writing theory atkwit is taking past events and
organizing them, working with them as we write, aedsing them into structured narratives

until they become the foundations for motivatingabelieve in and work for a better
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tomorrow. Bruner contends that consciousness amdameform through narrating events in a
manner similar to how I've described hopeful wigtin

| believe that the ways of telling and the waysafceptualizing that go with

them become so habitual that they finally beconoges for structuring

experience itself, for laying down routes into meyndor not only guiding the

life narrative up to the present but directingibithe future. | have argued that a

life as led is inseparable from a life as told—arrebluntly, a life is not ‘how it

was’ but how it is interpreted and reinterpretedt] and retold. (“Life as

Narrative” 708)
For Bruner, memories form through creating narestiof our experience, and people use these
memories to continue the narrative forward intoftitare. This implies that hopeful thought,
and by extension then hopeful writing, can act ageans of redirecting the future by retelling
our past narratives from a new perspective. |,Broner necessarily, are arguing for fabricating
past events, although memory does seem to perfechacognitive trick from time to time, but
rather narrative retellings are a means to recdnaépe the significance and meaning behind
the events. For Al, this took form in his past agaffiti artist leading into a future as an artist
and teacher. For me, this reconceptualizationtcdiamatic event gave inspiration to follow a
similar profession to that of my father’s careetigyping people succeed academically when for
one reason or another they had trouble in theiispas

This view of narration as being a means to reqoiuedize the past in order to change

future routes in life can also be found in comporitand educational research. Clandinin and
Connelly describe narrative research as a meatmmpose new ways to interpret the

significance of social events: “For us, doing naweainquiry is a form of living. Living, in its
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most general sense, is unbounded. The structeen,and unseen, that do constrain our lives
when noticed can always be imagined to be otherwesee more open, to have alternative
possibilities” (89). | believe what Clandinin andi@elly describe here is the agency that can
come with narrative writing and is essential fopboAgency, as discussed in Chapter Two, is a
key component to hopeful thought. And as explohedugh the use of Trimbur’'s scholarship,
agency can be both a way of fitting into a socygtem and/or a means of expressing
individualism against social convention (286). Arma#ive writing project therefore can be
hopeful by supplying the agency required to useshdprocesses to move into a different and
possibly better future. Hopeful writing in narraithen is structuring past experience in
language so as to use the past as a springboarspiation to future change. Narrative writing
is taking control over the past.

| began this dissertation by quoting Blitz and lHart’s notion that educators become
involved in this profession because we initiallyiéee that through this vocation we can create
“better neighborhoods, better communities, a bettetd” (2). When Blitz and Hurlbert call for
compositionists to explore how this could be ddraswer with hope. The premise this
dissertation rests upon is that hope, and therdfopeful writing, can lead to a better world. |
believe this to be true because hopeful writingrie step in the direction forward to
understanding and overcoming our regrets and pogsdit is not succumbing to the discourses
that may portray people as hopeless failures; anlsk®peful writing is one means of rewriting
such discourses. ational Healing Hurlbert writes, “Even when not overtly politicadriting
is always these things because it is a life impuwsampulse toward freedom and independence
that makes healthy forms of belonging possible. W& to claim our lives, to carve lives out—

even for minutes at a time, from the discoursestthdure them from without” (25). Here
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Hurlbert offers a definition of hopeful writing. i agentic writing in which the author can take
control over the discourse in some small way amgino® see a path toward hoping for more.
This type of writing is shaping a hopeful minddets laying down the narrative pathways in the
mind that lead to other hopeful endeavors and hbpedjects. This is how hope grows.
Furthermore, hope can also grow through writind simaring hopeful narratives. This is
the social aspect of creating hope between indalgdun their work using writing in group
therapy, Ingram, Jenny, and Perlesz describe h@a&fabwriting leads to creating hope in the
audience of such texts as well: “[Writing] thus rge[s] ‘stuck’ monologues into evolving
dialogues and inviting changes in self-percepti@t influences changes in one’s own and other
family members’ behavior” (76). Similar to the demns of hopeful writing we see from
Bruner, Hurlbert, and Clandinin and Connelly, writican inspire hopeful change as it allows
the author to reevaluate the “monologues” that plage a person in a state of stagnant
hopelessness, similar to discourses that may &peltson as a failure, by creating an
opportunity for revising and changing perceptiondAust as this hopeful process can occur
with the author of a text, it can also influenceg people who read, listen, and experience the
writing. In Chapter Four’s narrative, Al and | bdtklped nurture hope and hopeful writing in
one another. For Al, being in a formal educatiaitalation in which he could express his story
as he wanted to compose it allowed for him to whrigepast in a way that could lead to future
hope. And in fact, it was one tiny step leading hawards becoming an educator. My support in
helping Al craft his narrative to his vision encaged and nurtured his hopeful goals. For me,
Al's text inspired me to look closer at my prejuskcand how my experiences as a child
influenced how | treated certain people when Irlascame a teacher. This led to me composing

this narrative, writing this dissertation to bettederstand how | can be a hopeful writing
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teacher, and perhaps my text might inspire furtiogreful writing. This is how writing aids in a
process of hope and change between people.

Now let me be clear, there is no assurance thahg/mwill be hopeful, but it can be
hopeful. And there is no promise that narrativetingi will produce the same results as depicted
in “Two Simple Numbers that Say So Much.” As Warkegites about her experiences using
writing in therapy, “There is no guarantee, of gajithat reading and writing make people act
more wisely. But, writing and reading, by expandig experience and repertoire of strategies,
can provide additional possibilities from which way choose in order to live and act
effectively in specific contexts” (51). Can all wimig be hopeful? No, it cannot. But writing has
the potential to be hopeful, and in this sectitiave shown how narrative writing becomes
hopeful when it structures past experience in a wayhich future hopes, dreams, and goals can
be attainable achievements. Hopeful writing isngkihe discourses that shape a person and
using agency to reshape them in a manner thatr@sspifuture trajectory toward a better
tomorrow. Hopeful writing is taking control over mlife. So how can we encourage this in a
composition course?

Much of this description of hopeful writing dissgs how discourses shape individuals
and how individuals reshape discourse. James Barites:

While language indeed serves as a means for ¢@mdodomination, it can also
serve as an instrument of liberation and growtimgLeage in its positioning
between the world and individual, the object arelghbject, contains within its
shaping force the power to create humans as ageatsion. Each individual
occupies a position at the intersection of a nudetof discourses....These codes

can define subjects as helpless objects of forcesreamic, social, political,
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cultural—that render them forever isolated andimized by the conditions of

their experience. These discourses can also, howfeven individuals as active

agents of change, social creatures who actingliegetn alter the economic,

social, and political conditions of their histoliexperience. (106)
The goal then in a hopeful writing pedagogy thapires students to compose hopeful texts is to
encourage students to harness some of that povengifage and find ways to use their
language to articulate their hopeful visions oftifigture and the future of their communities and
the future of our world. In the next section, laliss some strategies a composition instructor
may use to encourage hopeful writing.

Hope for Compositionists Teaching Writing
Having described hopeful writing theory—narrativesch take control over the
discourses that shape our pasts as a means torigdmetter futures, | now discuss tips for
designing pedagogies, classes, and assignmentsa@athe potential to inspire hopeful
compositions from students. | advise that in otdesreate the opportunity for hopeful writing in
composition courses we must stay true to usinga@esit-centered pedagogy. Doing this, we
must give students the opportunity in our claseesatrate their lived experiences without
writing teachers imposing feedback that potentiediyld alter students’ narration because of the
teacher’s bias towards topics of interest, themedjscoursal analysis. Teachers need to be
aware of the discourses and cultural narrativdaenting the feedback they provide when
interacting with students, and teachers need tovdibr students to write with the freedom to
express their versions of their discourses in oraée able to find hope in their writing.
Since this dissertation’s analysis of hope in cosiion classes defines hopeful writing

theory as that which involves changing and choosliegliscourses that student-authors express
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in their writing, | feel it important and necessamytake a moment to clearly define discourse and
to briefly discuss the different approaches to hlogvconcept of discourse influences
composition theory. To define the concept of digseul turn to the definition given by lara
Lessa. Drawing her understanding from the workafdault, Lessa defines “discourses as
systems of thoughts composed of ideas, attitudesses of actions, beliefs and practices that
systematically construct the subjects and the warfdvhich they speak” (285). According to
Lessa, these discourses influence political andhbpower in that discourses are involved “in
wider social processes of legitimation and powepleasizing the constitution of current truths,
how they are maintained and what power relatioag darry with them” (285). | interpret the
concept of discourse to be akin to Bruner’s disicusef cultural narratives (“Life as Narrative”
694) and Clandinin and Connelly view of grand niswes (25). These concepts represent
communicative acts that convey beliefs and powlatioms. Albeit cultural and grand narratives
follow elements of the storytelling genre, wherdesourse does not necessarily need to take
shape in narrative structures though it could. Aittiin narratives discoursal themes can be
seen, and narratives told and retold have the ptw&tape discourse.

We see cultural narratives and discourse at wofRwo Simple Numbers that Say so
Much.” | carried with me stories from my childhotitht depicted people involved in gang
activity as being antisocial and dangerous. Thepsd my view of all people involved with
gangs and all the activities that went along wehglifestyle. Furthermore, when | was teaching
at California Community College, | associated tbetlmern migration of gang activity to be the
result of the kind of people | saw coming to thédege who had clear gang association based on
their appearance. The truth is though that | hagersonal proof of this, but it was the story |

came to believe because it was the narrative leldgn the community as anecdotes between
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people, it was reported in the newspaper alongdimlges of gang violence, thefts attributed to
gangs, and drug trafficking. And then there are alsmerous television networks that produce
pseudo-documentaries extolling the savage violehspecific gangs and notorious members of
those gangs. This is how personal narratives wmteetwith the narratives told by other people
and are spread, and then these narratives becowlead with the stories in the media, and soon
we have cultural narratives being told and beinigtevr that influence the discourse surrounding
people, groups of people, events, and intuitiond,al these discourses carry messages of
values, judgments, and positions of status and poWe narrative in my community about
gangs portrays them as a plague in our neighboghddus attitude spreads into our discourse as
we discuss, write, and make policy. And this digseunfluences actions. We see this in “Two
Simple Numbers that Say So Much” when | worked \enlry student in the Writing Center
aside from the one | marked as a gang member. Hresrand narratives and discourse at
work, influencing my actions.

The prominence of discourse in composition thé@y led to pedagogies that attempt to
focus the writing in composition courses aroundnaixing discourse in one way or another.
According to Bruce McComiskey, during the 1980s a8€0s with an emphasis on discourse
and rhetoric, composition turned toward what helsisocial theories of composition:

Social-process composition pedagogies treat atieiting as rhetorical inquiry
and political intervention into the cultural forcdst construct our subjectivities.
Composing processes remain the focus of these pgiag but composing is
always situated within particular socio-politicantexts rather than within

autonomous individuals or structured minds. Reaé&empts to contextualize the
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writing process have focused on ways in which caltforces, such as social
narratives and ideologies, influence the act of osing. (3)
While there are many variations on this type ofggedyy and many different names, there has
been a decisive trend in theory that examinesdbrlsand political forces acting upon an author
and influencing the author’s writing. To a degrbese trends and theories dispel a great deal of
subjective agency from individual authors. As McGskay states, discourse can be viewed as
the “cultural forces that construct our subjectast (3). Yet in McComiskey’s social-process
pedagogy, he contends that these constructingdmane be acted upon. For many teachers,
analysis of cultural, political, and discoursalnemts in composition courses functions as the
means of disrupting and challenging dominant dissesiand cultural narratives.
For example, in discussing her first-year-writoaurse LuMing Mao writes that she
requires students to perform discourse analysrticpbarly in classes with multilingual writers,
in order to breakdown discourses and cultural tigasthat place more value on a native
speaker of English as opposed to a second landtraglesh user. Mao writes:
It is our responsibility, as teachers of writingdarhetoric, to guide our students to
trace and analyze how such discursive copreseraseslieen historically formed
and how they are being currently manifested. IroWords, we must study and
promote words, concepts, categories, and discothiaesan debunk the Standard
English ideology and that can reveal relationsbipsubordination, resistance,
and re-presentation. (191)
While | agree with the point Mao makes concerningtiingualism and the native English
speaker fallacy, | do not necessarily believe its-fear-composition course or a developmental

writing class is the place for such an assignmargast not without other types of writing as
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well. For one thing, from my perspective discowsalysis puts the act of analyzing discourse
ahead of the act of students composing their oweodirses. The assignment to analyze comes
before the actual writing students do in the clasee this as a hierarchy of focus in which
analysis rather than composing becomes the empN¥sisng becomes the medium to deliver
the analysis, no longer the main focus of the aaures, students must use writing to express
their analysis and navigate the rhetorical demandse assignment, and certainly | believe this
can help develop writing abilities, but | also faslif this style of analysis removes students from
engaging directly in discourse creation and modifan.

Wouldn't writing that directly challenges the discse of the native English speaker
fallacy by actually composing texts that are muigjal, or employ rhetorical and aesthetic
elements from cultures not often represented in Agar academic writing or veer away from
the mythical standard English grammar, do just @ iw criticizing this linguistic and cultural
notion that English language learners must stiavanétive like expression? Again, yes, an
analysis of such discourses in academia and populiarre are valuable to exposing these
beliefs and presenting academic and political aenutmof their erroneous and damaging
assumptions, but what if students who have be@attaid by this issue decide to compose their
lived experiences on such a topic? What if mulglial students and teachers compose their
narratives about learning and using English? Evelistudents will no longer be analyzing
discourse—now they will be shaping and creating it.

For instance, in the edited collectibanguage and Culture: Reflective Narratives and
the Emergence of ldentjtlanguage scholars share their narratives abatnileg languages and
how their experiences shaped their understandinigeopolitical and cultural discourses

involved in being a “non-native speaker” of anyapvanguage. Kimie Takahashi recounts her
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early aspirations and motivations for wanting tarteEnglish as well as the varying types of
English education she received growing up in Jagmahthen studying abroad in her narrative
“Multilingual Couple Talk.” Takahashi writes, “Liwg in a predominately English-speaking
Western country, | saw my identity as a seconduagg speaker of English and being Asian as a
disadvantage. Thus | wanted my partner to be ‘petf® be someone from whom | could get
assurance in all things English, and Western” (200her story, Takashi depicts how after
meeting a man who spoke several languages, inguglish but it was not his first, she began
to understand her bias and reevaluated her unddmstpof what it means to be a speaker of a
language, whether that language is a second wstafimaybe even a third. My point here is to
point out that by composing such narratives, irdstefecritiquing a dominant and possibly
oppressive discoursal cultural narrative, Takashewriting the narrative from her experience—
she is literally recreating this cultural narratimener own unique way.

Consider the same issue of native speakers andingulal students in light of the
narrative “Two Simple Numbers that Say So Mudhcould be argued that students such as Al,
who composed in Spanish and English, created autise that embraces multilingualism and
perhaps even challenges the monolingual discodrsengposition in the United States. If
enough of these narratives are written and read, tthey will change the grand narratives
circulating higher education and society. This ig/Wwbelieve it important to move away from
academic style essays that asks for analysis aiglerin favor of encouraging students to
create narratives in which they express their lieepleriences—this is a way to create discourse.
Discourses that might challenge something sucheasdtive speaker fallacy, or they might

reinforce a discourse. It is up to the studeniimpose such a text.
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Furthermore, assignments that explicitly callde@coursal analysis may decrease student
agency. Rather than encouraging an organic andahaiowance for students to engage in
creating their own discourses which may contaimig® and undertones that can subvert or
reinforce dominant discourses, students are fargeca form of linguistic discoursal analysis
because, frankly, those are the research intesé#te teacher. | also wonder how much pressure
a teacher applies toward influencing studentscantaues that reflect the teacher’s political and
cultural opinion. Now, | do feel there is a plaoe dliscoursal analysis in a writing curriculum,
and | also believe that in analyzing discourse peape recreating discourse, and that such forms
of teaching can be done responsibly and well, éswlthat hopeful writing can be produced
from such assignments, but | feel a more apprappkce for such an assignment would be an
advanced composition course rather than writingsesiearly in students’ academic careers.

| do believe though that research and theory soadirse and the social forces that
influence an author are helpful for understandiog lvriting can be taught in a hopeful way. As
Olson states, “.writing is always already ideological, always attgaolitical—always
saturated with questions of power and dominatidwus] authority and the social positions from
which one is entitled to assert it are centrallpamant” (12). What | believe the lesson we
should take away from such theory, if we are tcenage hopeful writers, is that we need to
find ways that our students can assert their aityhibrough composing texts. A major
component of hope is agency—the agency to createge—so students must have authority
over the discourse they compose in a writing clBsssuming that all people, including writing
teachers, consciously and unconsciously feel tteeince of competing discourses, the texts we
compose can contain multitudes—discourses willialenged, promoted, reinvented, and

modified in a myriad of ways. | believe it is mor@uable in hopeful writing to encourage
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students to compose texts in which the studentheadecision in what the content, structure,
linguistic composition, and other textual composeare as he or she writes. For hopeful writing,
students need to authentically compose their lagethey see fit, during which they may choose
to cast off discourses that have followed themubhmut their lives as they narrate their stories
as they see and understand them.

Hurlbert describes an example of a pedagogy thatswvell with hopeful writing theory
in National Healing(182-197). In his book, Hurlbert discusses a pedgdne developed with
Blitz that has “students write semester-long prgjeshort books—some might call them
chapbooks—on what they are burning to tell the #/a182). In this pedagogy, one that | have
adopted and adapted over the past several yearsyférst-year-composition classes, genre
forms and topics are not imposed on student writastead, students must find their own unique
purpose for composing. | instruct students that pinoject should entail writing that is both
personally meaningful—what they are burning to ttel world—and writing that is socially
significant—a text that will hold the interest o€tallege level reading audience.

Hurlbert describes this pedagogical approach adluat invites students to look into their
lives for inspiration to express themselves toaalireg world: “My composition class begins with
writers learning to look inward in order to artiaté and interpret the many experiences of their
lives and world....The goal is to have students waitet so as to become better artists and
activists in their own lives. And in this procebgy learn to address their worlds” (182). This
pedagogy dovetails nicely with hopeful writing thebecause it prompts students to write of
important aspects and events from their lives—tomose their lived experiences and share

these texts.
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Furthermore, Hurlbert’'s pedagogy goes beyond esprist pedagogy in that much of the
class centers on students responding to the wiatirtigeir classmates. Students conduct writer’s
workshops and also compose forewords for theisaolases’ books. By working closely with
one another, students learn about their peerss Ivale helping one another express and
examine these lives through the written word. Wgtabout the forewords students compose in
his class, Hurlbert states, “In these forewordshesdudent identifies and discusses the key issue
in the book they are reading, and each studentemshe book to larger cultural or historical
issues or trends” (182). This pedagogy encourageests to write about what is important in
their pasts and what it means for their futureerltine students share these texts. This creates
the potential for hopeful writing theory to flouni®ecause it directly draws from students’ life
experiences and their ability to see and shapethiel through composing, through sharing
texts, and through responding to the writing donthe course. Writing acts as the connection
that brings people together to do hope.

It is important for writing teachers to be remiddbat all our students, no matter what
their backgrounds, have an abundance of experi&gnogledge, and linguistic ability. All the
students in my narratives in this dissertation werene way or another discriminated against by
educational institutions. In Chapter One Jasontivaproblem child destined for trouble. In
Chapter Two Tron was the ESL student who would nepeak or write like native English
users. And in Chapters Three and Four Al and Timewgang members, always to be associated
with antisocial activities. Yet they all had exma#rtes that were unique, interesting, and
insightful, and all these young men had intelligemtributions to make to our colleges.
Shaughnessy describes how such students possas&mpe/ledge but higher education and

academic culture threatens to stifle them:

200



Neglected by the dominant society, they have rwiess had their own worlds to
grow up in and they arrive on our campuses as yadodjs, with opinions and
languages and plans already in their minds. Colbegle beckons and threatens
them, offering to teach them useful ways of thigkamd talking about the world,
promising even to improve the quality of their Bydut threatening at the same
time to take from them their distinctive ways dfeirpreting the world, to
assimilate them into the culture of academia witremknowledging their
experience as outsiders. (292)
Hopeful writing does not involve assimilation. Hépewriting allows for, it even encourages,
diversity. Hope is unique, therefore if writingegomposition courses has the chance to be
hopeful we must find ways to make the process dfngrand expressing the self through
language in ways that students can find their oainevand articulate their experiences. In “Two
Simple Numbers that Say So Much,” | may have givenopportunity for rhetorical and
linguistic expression as | encouraged studentsite wreative nonfiction narratives and merge
languages, yet | also felt compelled to urge Aldods expressing his narrative toward a cultural
discourse that reflected my middle class valudserathan truly trying to understand the
experiences that had shaped Al's narrative anddrse. Thankfully | recognized this bias and
my resulting compulsion to assimilate Al througisttext. For hopeful writing, there needs to be
freedom that does not seek to assimilate studetaswriting a teacher’s discourses or beliefs.
I now will discuss the lessons | have learnedugtoresearching hope, composing the
narratives included in this dissertation, and tie#og what hopeful writing can be. | interpret the
writing that students composed in all the narraiveluded in my dissertation as being hopeful.

Jason, the child from the narrative “Brian the Gielam Not” in Chapter One, wrote of himself
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as a hero. Tron, my Cambodian student in the naerdESL Doesn’t Mean Dumb” from
Chapter Two, depicted himself as becoming a tymiofiege freshman in his writing. Tim, the
former gang member from Los Angeles from Chaptee&ls narrative “Holding onto Hope,”
challenged the notion that drug dealers are comlglewvil. And Al from Chapter Four showed
that his past had value. These people all took wawhich popular or traditional discourse has
positioned each of them in a negative manner angpbosed writing that challenged these
preconceived discourses by composing narrativesepessed differing values, interpretations
of events, and ways in which their futures can tstjve.

The first lesson | have for encouraging hopefuting is to create writing assignments
that students feel compelled to invest themselweslaeir energy into composing. Hurlbert
writes that to create engagement “Something irmafssgnment has to suggest relevance or touch
a personal and human need to make meaning. Sométhinto make an opening—or better—
suggest why students should want to participateo&e classroom writing requires an invitation
to students to make the writing theirdlgtional Healing35). This goal, as I'd imagine most
writing teachers would agree, is not an easy ormetomplish. But if we examine my narratives,
each student felt driven to express their viewsir therceptions of themselves, and their stories
through their writing. Jason became interestetiéncreativity he could use in our writing when
he wrote with fictional elements of story tellifgt he really invested when he composed
himself as a character in our story—a charactdrréd@esented who Jason wanted to be—no
longer the troubled child. Tron was excited to shas family story of immigration and how he
had achieved one of his educational goals on histpabeing an acculturated and successful
American college student. Tim wanted to show anaglde to his incarcerated father. And Al

had a desire to express his pride for his talelhth&se writers personally invested in their
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writing. Therefore, to promote investment and theeptial for hopeful writing, | feel it is
imperative that composition instructors should dgyeassignments that allow for personal,
meaningful expression. While many readers mighttseyis an obvious desired goal for
teaching writing, I'm not sure many compositiondeers honestly reflect on how their
assignments and course design invite authentiogemgant from students. | see many writing
teachers apply themes to their courses, and wiiteeslo it very well, | suspect many students
simply can't invest their whole energy into writiagout topics they care little about in their

lives at the moment. And | also see many whot&#th modes and other formulaic writing
assignments. | truly believe engagement is somgthiat needs to be seriously considered when
designing a hopeful writing class.

When teachers choose themes for students to alrget, students lose some of their
agency over their texts and this can reduce authenjagement. Rather than generating the
desire for students to see a purpose beyond the atsignment for composing, students might
feel that their sole purpose for their writing assiatisfy an assignment and a teacher. In all the
narratives in this dissertation, the students vabte to go beyond the fulfillment of the
assignment requirements and begin to see themssdvasthors who were compelled to write in
order to articulate important experiences, stoaes, ideas. This is why Hurlbert’'s pedagogy
previously described has the potential to nurtuneetul writing because students must find a
personal and social purpose to sustain the semesteproject.

The next lesson gleaned from my narratives argareh is that once a teacher has a
student who has invested in his or her writinggheourage hopeful writing a teacher should
offer enthusiasm and express how the student’pensonally affects the teacher as a reader.

This type of reaction can authentically show thelsht the power of his or her writing. Such
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feedback encourages agency and investment, anddaagto Mayher, Lester, and Pradl is “the
essential ingredient in finding purpose is the evig conviction that she has something to say.
Students must come to recognize that they knoveat gleal and have experiences worth sharing
with others. Unless a writer gets sufficiently ihwexd in developing her own ideas and beliefs,
the writing will not be worth reading no matter havechanically correct it is” (2-3). By
witnessing his or her writing affect a teacher, tdecher validates the student’s knowledge,
experience, and expression. Every student in ety marratives became excited when they
saw my energy directed toward their composing m®c@bviously, this won't always produce
future investment as we saw with Tim when he cowltifinish his research project, but | do

think this type of feedback can encourage studentgite more and write with hope. While a
teacher may help a student with organization, vetx@ice, and other textual features, the teacher
needs to express his or her excitement at helpstgdent powerfully express their ideas and the
events of their life. Think about this for a momeéme are writing teachers; we should be excited
to read and dialogue with students who invest @ir tiexts.

Now that we know it is important to inspire perabnnvested writing, and that
composition instructors should offer enthusiastigponse to such texts, my next lesson for
inspiring hope is to use narrative writing to ceestudent investment in the work. | believe it is
important that a hopeful writing class begin withdents’ personal experiences if we want
students to write with hope. Perhaps later in these an assignment that calls for explicit
discourse analysis may take place in one form othem, but we need to start with what our
students have lived. While other genres of writimgy also lead to hopeful texts, the narratives
in this dissertation all depict students composimagr stories. Even Tim from the narrative

“Holding onto Hope” who was writing a research papanted to include narrative. Narrative
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encourages personal writing, which is essentiahfgre, and equally important narrative invites
social interaction as Ann Ruggles Gere stateselielee that the finely textured personal and
autobiographical writing now emerging in the acagdeads us to public and social contexts
rather than private and individualistic ones” (2€arrative writing is not solely a private
endeavor in the composition classroom. Insteamgntlead to social engagement. Hopeful
thought is the belief that our actions can impacstworld. Therefore, the narrative writing of our
students allows them to personally express therasdb/the world.

| witnessed this investment when working with Aldescribed in Chapter Four’s
narrative. Al expressed a desire and commitmeobtopose a text that captured how he viewed
his situation growing up in southern California. Alsand | conferenced about his text, he spoke
with a passion and a desperation for me to apprbectext from a reading perspective that
could view his text from a position that took hfe kcircumstances into account. Al wanted me to
understand his story as he constructed the nagraiivd from our conference together, | was
able to reevaluate my own past history and howfliénced my present day actions. This is an
example of how hopeful writing theory encouragesisht investment and social change through
composing.

Encouraging students to invest personally in riasea that have social importance is a
means of creating the agency needed for hope. ISgid&y come to understand that by
carefully writing and then sharing their experientgey are exercising their voice and power to
use their experiences to shape public discourseatiaes that are shared become hopeful in this
way as described by Danielewicz: fAiblic voiceis not something intrinsic to the writer but
results from the writer’'s engagement and positiothe world. Thus, a text with voice means the

writer has the confidence and position to spealaadtthe potential to influence others” (423).
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The agency nurtured in a hopeful composition conasehelp grow a writer's confidence in
self-expression, and then when we give our genf@eaback the writer understands how this
self-expression impacts a reader. For examplegwadiin | cannot write this conclusively, |
suspect Al's confidence grew when he witnessedHisatvriting about painting graffiti in
southern California and our conversations on tpectshifted how | viewed students who may
have lived lives similar to his own. And | hopetthias small bit of confidence helped continue
to inspire Al's hard work in his later classes. 98 hope in action.

Now, a key lesson for a hopeful pedagogy is théing teachers do not impose their
opinions and experiences into a student’s text. goyd compositionist knows the dangers of
appropriating a student text, but to truly be hapefe must be mindful of how we authentically
dialogue with students about their narratives d&eddiscourses that influence their texts as well
as our responses. Dialogue is an important elefoehbpeful writing because it shows a
student how a reader interprets the text, but weaiaalter a student’s discourse in order to
insert our own opinions if we want hopeful writirf§reire’s work, in my opinion, best articulates
student-centered pedagogy, and he writes thas Hbt our role to speak to the people about our
own view of the world, nor attempt to impose thawon them, but rather to dialogue with the
people about their view and our$?dgdagogy of the Oppress@fl). | agree with Freire in that |
do think for a hopeful experience in a composititass our dialogue with a student should
discuss both a teacher’s world views, the studembidd views, and how the text and the
interpretation of the text affects both views. Big must do this in such a way as to not pressure
a student into revising his or her writing to camficto our beliefs. The dialogue is a moment
when we help a student understand how their writmgnects with a reader and perks the

interest of a reader, and by dialoguing our vietnsuh the discourse in the text, we reveal to
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students how their narratives support or challemgeworld views. With Al in “Two Simple
Numbers that Say So Much,” I'm glad | discussedhwitm my alternative reading of his
narrative and the discourse I'd add to the stouy,llnlo wish | had been more open with him
about my past because | think it would have beearel to him what discourses influenced my
reaction. It would have been even more inspirirrgifo to know how his narrative shifted the
discourse | held toward gang members and graf@eing a teacher’s worldview change because
of a text increases a student’s agency to prommpefal change with writing. But even if a
student doesn't instigate a change in a teachetisfb, it is still paramount that the teacher does
not push his or her agenda too strongly. Afterhalinan existence and experience is diverse, so
we must give space to the hopeful diversity of aisse composed by our students.

The final lesson, then, is allowing diversity adaburses to be expressed by students
when composing their narratives because this @npaunt in a hopeful composition course. A
possible issue in this allowance is the potentiaktudents to compose stories with discourses
that might be quite toxic in some respects, budlieve this is a risk we must take in order to
work toward encouraging hope. Although it has resrbinvestigated in this dissertation, future
research might examine how such harmful discouraede dealt with by social intervention,
and this future research project will be discudagsr in this chapter. In any case though, hope
has to be free to manifest however a student clsadostell his or her story. A hopeful pedagogy
motivates students to use writing to express ttenies even if that writing challenges
convention and tradition, and what | see as bdiegriost hopeful about this is that it represents
the human condition. It isn’t stretching reason faoto understand why in Chapter Four | might
be concerned with how Al represented gang actinityis narrative, but when | dialogued with

Al | began to better understand his position andaimg so | was able to reevaluate how | judged
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some gang activity and the individuals who may haaricipated in such behaviors. When
humans come into contact a conflict of ideas arigfsas bound to occur. Hopeful writing
should stimulate students to express these caitich way to inspire healthy change as they see
the different stories and beliefs being composeatienclass, and hopefully this will lead to future
tolerance and healthy discussion. Hurlbert writBsi just as important is learning how to use
language to open up the meaning of self in sociteg/harmony of one in many, the location of
humanity in nature, or to articulate the compleauig and discord of human beindlgtional
Healing17-18). Hopeful composition classes need to regpedbarmony and discord in human
life. Al and | came together with very differentrretives and discourses concerning the region
in which we both were raised and the social issfi¢isis location. Yet in our differences and
through our dialogue, beauty was found and hopeferased. | helped Al narrate a story he was
proud to have written, that represented the pengosaw himself as being, and was the
background leading to who he wanted to work tonbie future. Al helped me understand my
past in such a way as it would inspire me to bettebteacher of writing. Both of us used this
moment as a small piece of motivation to continbe@eful path towards our goals.

The composition course encourages hope by nugtstudents to express their stories.
These narratives should be treated with respeutritiyng teachers and show students how to
negotiate the discord that can result from compgediscourses. This is hopeful writing. These
narratives have the power to shape the discoursksudtural narratives in our communities.
Young affirms this when he writes, “The personaias simply an individual idiosyncratic story
but rather part and parcel of the many storiesitiiatm the larger sociocultural narratives that
script America” (172). If we can work to help statietruly express their narratives well, to help

them understand that a well-written story can clkgmepple, and if we can get more and more
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students to do this, then together we might juahge the world. With every narrative written
and read, discourse is slightly changed. This gehdhis is the goal, the path, and the will to
work for change. Here is where we find hope indbmposition class. This is a hopeful writing
theory.

Future Research in Hope Theory and Composition

In this section, | discuss possible future inqumy how hope theory and composition
theory relate and can aid in creating more hopefiting classes. In this section | discuss some
limitations to my research project and how futuwrlbadarship might account for these limitations
and further illuminate how to encourage hope thhowgting in composition courses. Two
major topics for future inquiry would be furthessdussion of how hope theory and the teaching
of writing can help when a student composes adeptessing unhealthy and dangerous
discourse for either themselves, other peoplepciety at large, and the other major topic would
be more research into the social aspect of hogdibgiin a writing classroom, particularly
between students. Finally, because this dissenthiggins the examination of the relationship
between hope and composition, more in depth aralléetinquiry into specific composition
topics and their relation to hope theory could préwitful for further understanding of hopeful
writing theory.

To begin with, much of my suggestions about taagkriting to encourage hope centers
on the idea that students be given ample freedonrite narratives and create discourse. Yet
what if students compose texts that glorify sawagkence, disgusting sexism, or horrible racist
discourse? With Al and Tim in Chapter Three andrfFbwalked a fine line here because they
both wrote narratives involving antisocial gang\att. Yet with both these young men, when |

spoke with them and we discussed their goals far thork it became evident that they were
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writing to reveal the textured layers of such sbadivity in order to show that people who
engage in these activities are human and posssegs/pdiuman traits as well. This is how Tim
and Al challenged dominant discourse and brougtiéu insight through their narratives. Still
though, | can imagine much worse stories that Ihinnpt be able to see the positive hopeful
discourse layered in them. O’Reilley discussesdhkia possible complication when we
encourage personal writing:
Thus, | have come to distrust any pedagogy thes dot begin in the personal.
To teach beginning students to write a formal, aoad dialect is to disable them
not only emotionally but also politically. Havingatle people feel like charlatans,
it submits them, half-clad in rags of personhoashul and confused, to the
dominion of force. Of course, a student’s inneridonay be positively
poisonous; she may need to be led away from itrb\waalth and sanity and the
laws of physics. Thus, | have come to distrust pegagogy that does not
conclude in the communal: subject to the checksbatahces of the others, the
teacher, the tradition, and the texts. (61)
O'Reilley also champions personal writing but remiags the pitfall of potentially harmful texts,
too. Her solution is to use a social element indlassroom to compete with the possibly
dangerous texts, but | would like to see more mesedone on this remedy, especially in light of
hopeful writing theory. This then leads into thexnee of future inquiry—social interaction
between students.
Much of this dissertation and its narratives foonghe interaction between teacher and
student. Future inquiry would do well to focus atten on how hope can be encouraged through

student interaction in composition classrooms.i@adrly, studying peer-groups and workshops
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where students discuss one another’s texts andndgp each other will benefit how students
can hinder and help those who compose hopeful teatsvork for or against grand cultural
narratives. An insight in hope theory is that hapeften nurtured through people interacting, so
giving attention to how this occurs between stuslevduld be beneficial to teaching writing.

Finally, using hope theory as an analytical lenexamine different composition
pedagogies, theories, and techniques might be @aavayther understand how writing can be
hopeful and taught in a hopeful pedagogy. Chapter'd literature review briefly analyzed
composition theory and pedagogy using hope thepgnaanalytical lens. Obviously, this review
of composition theory only begins the discussioh@i hope theory relates to the historical
trends and competing theories that shape compostialies. The purpose of the review in this
dissertation simply represents examples of whaagegies and theories exemplify hope theory
in order to better understand that compositionlmarand has been, a hopeful experience for
teachers and students. Future scholarship mayib&oei conducting a much more thorough
historical analysis of our field in relation to hefheory in order to expand on my definition of
hopeful writing theory. This historical scholarsiay help yield interesting insight into trends
and pedagogies that have elements and methodsatih&bster or inhibit hopeful writing, while
also continuing the discussion of what it meansrite with hope. This type of scholarship
could be used to develop more hopeful methodsefetting writing by reviewing the merits of
past trends in the teaching of writing while algp@sing techniques that hinder hope.

Hope in the Composition Course

| conclude my dissertation by philosophically dissing hope in the composition class.

I've examined hope through the components of ggahways, and agency. I've considered

approaches towards writing instruction, placemeattices, and teacher response, but | think
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what might be most important in finding hope in deenposition classroom is to remember who
we, the teachers, are when we walk into these roGmgainly we should reflect on what we do
in the classroom and examine our decisions, actams beliefs and how they influence our
students. And | do want my description of a hopeiftiting theory, my narratives, and my
suggestions for practices in composition classesddn such reflective practices in order to help
myself and other teachers make hopeful decisiorwdesigning composition classes and
programs in our colleges. But perhaps the mostiartiing we can remember is that the attitude
and energy emanating from our human spirit is wgnags life to our teaching and can inspire
students to put life into their writing. We nurturepeful writers by being hopeful ourselves,
which means we must deeply believe in the potenfiaur students and allow them the freedom
to compose their lives, their dreams, and theirlsopeachers who hold onto hope and bring it
into the classroom have the chance of spreadisgekling and belief to their students. Hope is
remaking reality. Writing is the symbolic ability temake the world with words and convey
visions to readers—this is writing with hope. Asmqmsition teachers, we must represent hope
to our students. We must believe in hope, and wst tmave the will to work for hope.

In discussing an effective teacher at an undeddrahd understaffed elementary school,
Kozol writes, “But what is unique in Mrs. Hawkingtassroom is not what she does but who she
is. Warmth and humor and contagious energy cammogfilicated and cannot be written into any
standardized curriculum” (51). Kozol recognized thariculum, lessons, activities, and
assignments are not the most important thing iefactive and inspiring classroom. The most
important thing is the teacher. A teacher’s perbgnand attitude inspires students and models
for the pupils what it looks like to love servinthers for a better tomorrow. Again, the

educational practices we use in our classroomiogrtamake a difference and should be
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examined and refined to best meet the needs aftadents and the goals in our classes, and |
wholeheartedly support the teaching suggestioms¢ Imade in this chapter for encouraging
hope in composition classes, but even if theseestgms are implemented and a teacher
attempts to carry them out, they will not be ag@iffe if the teacher does not believe and live
hope everyday in that classroom.

Hope is a human emotion, a cognitive way of urtdeding, and a force that initiates
action—hope is an indispensable aspect of humanithout it, humanity’s future becomes
dark and lost. Writing about the ways in which pners in concentration camps found ways to
keep motivated to survive and persist under hoowasdonditions, Frankl writes that prisoners
who lost this ability—Ilost hope—soon succumbed tad demise: “The prisoner who had lost
faith in the future—his future—was doomed. With luiss of belief in the future, he also lost his
spiritual hold; he let himself decline and becamigject to mental and physical decay” (82). No
doubt the physical atrocities played the major gbuating factor to the prisoners’ conditions, but
the point Frankl makes throughout his writing iatthope for the future, even if miniscule, is
what kept him and other prisoners able to surviviéeu the absolute worst circumstances
imaginable. And without this force aiding the pnses in their survival, they died quicker. Hope
IS necessary. It is a requirement for human extgteAs Aquinas describes it, “Hope itself is a
movement of the soul” (457).

Because hope is immensely important to humarhtg,is why writing teachers must
believe and be committed to teaching writing witpé and working to encourage hope. Even
when facing difficult situations in our schools, weed to hold onto our belief in hope and
continue to work to make things better. Disturbedients, shrinking budgets, over-

standardization, discriminatory language policeesyed forces protecting our campuses, and a
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million other large and little things trouble owh®ols, but we cannot submit to these
occurrences by losing our hope. We cannot put eads into the sand and ignore them, nor can
we lose our agency and say, “I'm just one teadhere is nothing | can do.” We have to believe
in our hopes and use this motivation to work agamen if only slightly and slowly, the ills in
education. And we must be examples for our students
Of course we will not always succeed, and we faillfrom time to time. Hope and what

is right will not always prevail, nor will it be erly discernable in some situations. This is why
we must hold to hope even tighter, and show owtestts perseverance. After all, when our
students leave our schools they will be facing tiagrchallenges themselves. Reading describes
how hope will not conquer all problems people emtey but it is our best option to push
forward and find that better tomorrow:

Hope gives us only possibilities, not guarantees;t mobilizes us to act, to

analyze and understand our problems, and to tsplice them. Realistic hopes

are, unfortunately, difficult to come by in timesanisis and uncertainty.

However, we will never know whether we are ablgit@ up our shortsighted,

destructive ways, forgive age-old rivalries, andkvogether for the common

good if we do not try—or do not believe we havetddent and ingenuity needed

to tackle these problems. (172)
This is why writing teachers must believe in hopd teach writing in order to encourage hope.
We live with our students in a world with incredildomplex issues. From climate change to
warfare, our world faces destructive forces thegdlten our very existence as a species. This is
why it is so important that we help our studentdarstand that with the texts they write they can

begin the process of change. They can change thesasand they can change other people.
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And then, | believe if we work for such hopeful tirg from our students, they can carry that
hopeful momentum into all the works they do in thisld. After all, these people in our
classrooms have the potential to work against thgues of humanity.

This is the belief that a hopeful teacher needsatee in a writing classroom. To believe
that the hopes of the students in the class arertaqt and achievable. That all the students can
write great things and do great things. That degp ills that plague our schools, and the global
issues that we face today and will deal with tormerthe hopeful teacher still sees the beauty in
today and the potential for change in tomorrow, tedhopeful teacher recognizes that the
people sitting with him or her in the classroare the people that can create that change. Blitz
and Hulbert write, “Our students do remarkabledbiwhen they feel sure they can do
remarkable things. If | can do nothing else, | widuaim to feel, t&know they can” (73). This is
what a hopeful writing pedagogy can accomplishalt help students understand that they can
do great things, and this is what we need to wotleadch in our classes. | believe they can
accomplish wonderful goals, and that is why | gavtok everyday, and | walk onto my campus
hopeful.

My hope is that | teach in such a way as to erageihope. Hope in my composition
class is the feeling and the understanding thanwieewrite, we are taking control of our lives.
We are controlling our narratives and the discauthat surround and shape this world, and we
alter them to reflect the world in which we wouédher live. A better world. And | am not the
only compositionist to have such a belief and dtovdo this work. Amongst many others who
share similar values toward this profession, | hikkev Peckham describes his role as a
compositionist: “I have committed myself to thisl@l in which we write to make a difference, to

alter the outer reality into which we push our $ext we can give students the sense of their
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right to speak and a belief in the power of theiras, we can walk away from our classes
thinking we have done good work” (162). | believaph is a way to accomplish what Peckham
contends is the work we do in our composition cesiwrglopeful writing as described in this
dissertation gives students’ their right to spegkarrating their stories and they see the power
in these stories as they witness how their wordpsidiscourse. This is our good work.

| cannot write anybody’s past, and | cannot waitgbody’s future, but | can write mine.
When | do compose my life as compositionist, | oaly hope that I'll be a teacher who helps
inspire students to write their pasts and theures as they see fit. | hope | can offer my support
and share my experiences with the people | encoaste/e write a better world for all of us.
Yes, sometimes | will feel meek and small. | wakf like | am failing and that what | do is not
important. | will feel hopeless at times. But irsie moments, | will remember why | do this. |
can open up the pages of this dissertation anchilemiyself | have had these feelings before,
and with the help of these wonderful and patiepewho once were my students, by reading
and reminding myself of them, my hope can be restdrteach writing because this is
important, and through writing | want students toWw that their ideas and experiences are
important and their writing can make an impact.

There are so many goals and so many paths ififthis can’t precisely predict where my
students take their writing or what they might wiih their futures, but for the time I get to
spend with these people, | will believe and | withrk to help them write to their greatest
potential. To understand that they can write hope the narratives of their lives and

communities. This is my hope.
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