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[bookmark: _Toc253171682]Introduction  
Wife, mother, special education teacher, coordinator, graduate student. These words describe my adult identities.  As a result of the opportunities and experiences of the Marshall University (MUGC) doctoral program a new set of descriptors emerged.  To my list I have added writer, scholar and researcher.  As I initiated my doctoral journey I looked for avenues to grow and learn academically and professionally.  Each opportunity to sharpen my skills and increase my knowledge also positively influenced my professional practice.  The fusion of academics and professional practice, then, provides the central premise for development of this reflective portfolio. 
	The expansion of my list of descriptors began in 2006 when I was accepted into the program.  I concluded my earlier post-graduate studies in 1987 when I earned my master’s degree in special education.  During the interim years I taught elementary students with special needs, worked at the district and state levels as a special education coordinator, and served as an adjunct instructor in teacher preparation programs at MUGC and West Virginia State University.  Through those years, while I was indeed fulfilled as a special educator and college instructor, the longing to pursue the doctoral degree was ever present.  I finally submitted my application for acceptance into the MUGC program and thus began my doctoral journey.
One of the most useful research and evaluation tools I have come to appreciate as a result of my doctoral studies is the logic model.  I first encountered this planning tool in Dr. Childress’ Survey Research class and expanded my understanding and expertise in a subsequent Program Evaluation course.  A logic model provides a graphical representation that captures logical linkages among concepts or processes.  This strategy assisted me in reflecting on how the doctoral program supported and encouraged my growth as a writer, scholar and researcher, and how those knowledge bases and skill sets allow me to seamlessly fuse scholarship and professional practice.  The logic model I developed to provide a framework for my portfolio reflection paper is included as Attachment 1.
A program logic model can be characterized as a picture of how a particular program, in this case my doctoral studies, functions or is managed.  Words or pictures describe the sequence of activities designed to initiate change and how the activities are linked to purposefully achieve expected outcomes (Kellogg, 2004).  Four logic model components guide my reflections on the doctoral journey: resources, activities or intervention, short-term outcomes, and long-term outcomes.   
[bookmark: _Toc253171683]Resources
A logic model begins with the identification of resources.  These include available human, financial, and organizational resources.  The personal or intrinsic resources I brought to the doctoral program include a lifelong love of learning, motivation to obtain the terminal degree, and strong perseverance to complete the program requirements.  Devoid of reservation, I have thoroughly appreciated and learned from the academic opportunities and challenges, collegiality, and energizing discourse inherent in the classes, projects, and activities that encompass my residency portfolio.
Throughout the scope of the program many faculty and peers also served as significant resources.  In the beginning of the program I became involved with a small group of students who easily bonded and banded together to support and encourage each other.  We established a Google email listserv, appropriately named the ci-egang, and continue to use it as a communication tool.  Many words of advice, wisdom and encouragement were relayed through digital correspondence over the past three years. Emails connected us across the miles and varying course schedules as our journeys advanced and we digressed, pursuing our individual areas of emphases at individual paces.  In the beginning, topics included best classes, instructors and resources.  Eventually discussions turned to surviving the semester or acknowledging individual and group accomplishments.  Recently the primary email topics have been the exciting announcements of portfolio defenses and dissertation planning.  One by one we are meeting the benchmarks of the program and continue to support and celebrate each other.
[bookmark: _Toc253171684]Finally, my pursuit of a doctorate would not have been possible without the unending support of my family, colleagues and supervisors.  Evenings and weekends consumed by reading and writing were always understood and supported by my husband, Tom.  At work, collegial discussions included merging my academic studies and assigned work projects.  This is most evident in several course assignments that also served to meet work objectives to be described and reflected on as this paper progresses.
Activities/Interventions 
The next component of a logic model includes the activities or interventions calculated to achieve short and long-term outcomes.  Activities are the “processes, techniques, tools, events, technology, and actions” used to commence the program and reach anticipated goals ( Kellogg, 2004, p. 2).  They may also be viewed as the interventions that lead to change – in this case, growth as a doctoral student.   In addressing the activities or interventions within the logic model, I consider coursework and scholarship in curriculum and instruction, my area of emphasis, and educational foundations. 
	 The Marshall University Doctoral Program in Education Student and Faculty Handbook notes that the mission of the program is to “prepare practitioners to be reflective, ethical educators and researchers who contribute to the field of education” (2006, p. 5).  I accepted this challenge when I enrolled in the program and, through a well-planned and executed program of studies, I am realizing the goal of the mission statement.
	My teaching experiences, current work and research interests guided me toward a major in curriculum and instruction.  Hewitt (2006) discusses the exploration and illumination of curriculum.  My coursework has, indeed, provided many opportunities for me to understand, discuss, reflect upon and conceptualize the concepts, theories and historical roots of curriculum.  Elements of curriculum work and a professional perspective on curriculum development, curricular change, and the theoretical underpinnings of curriculum are fundamental understandings that now comprise my knowledge base.    
	To augment and support my curriculum and instruction program, I chose educational leadership as an area of emphasis.  Coursework was designed to provide practical and authentic opportunities to better understand the roles and responsibilities inherent in the term educational leader.  The overarching theme is clear: it is without question that effective educational leadership results in genuine school reform that increases student achievement.  
	Finally, the educational foundations coursework provided the strong skill-based focus of my doctoral studies.  Through course discussions, authentic projects and other activities, new skill sets emerged in statistical analysis, survey research, and most significantly, qualitative research methods.   My experiences as a qualitative researcher have influenced and generated new interests and perspectives as I advance toward a dissertation.  While I have long been a consumer of qualitative research, it was not until I designed and conducted a qualitative study that my affinity for this type of inquiry was revealed.  As I embark on the next and final phase of my doctoral journey – the dissertation experience – I am confident that the educational foundations work has prepared me to generalize and apply key skill sets and knowledge bases to my research project.   
	Other elements of intervention that shaped me as a doctoral student include multiple opportunities to publish, collaborate, and establish interpersonal networks.  Each of these experiences allowed me to broaden my perspectives and deepen my appreciation for collegial interactions.  My personal change and growth as a learner is reflective of the many and varied collaborative learning environments fostered by faculty and students.
[bookmark: _Toc253171685]Short-term Outcomes
	Short-term outcomes are described as specific changes in attitudes, behaviors, knowledge, and skills that result from program activities or interventions (Kellogg, 2004).  The short-term outcomes of my doctoral work and experiences are organized around three dimensions that evidence growth as a student and professional educator.  It is through these experiences in writing, scholarship and research that I will articulate the specific changes in my attitudes, knowledge and skill as a result of my coursework and program activities.  Ultimately these outcomes define and illustrate the fusing of scholarship and professional practice. 
[bookmark: _Toc253171686]Writer
	One of the first classes on my program of studies was CI-677, Writing for Publication.  Dr. Simone used a writing workshop format to facilitate peer review, collegiality and self-assessment for improvement.  This course taught me the value and necessity of clear, concise written discourse and provided my first opportunity to merge school and work.  My topic related to my identity as coordinator.  A piece I wrote, “Building Better Readers”, was my first serious attempt at writing about my primary professional responsibility, a statewide initiative known as Response to Intervention (RTI).  Writing is indeed a process and the experiences in that writing course provided the impetus for future writing assignments that embodied the principles set forth by Dr. Simone.
	The next opportunity to demonstrate my growth as a writer arose in CIEC-700, Technology and Curriculum, under the guidance of Dr. Heaton.  The course highlighted and explored significant implications of technology innovations on curriculum and instruction.  
My work as a coordinator at the West Virginia Department of Education (WVDE) provided the perfect learning environment for this course content with the timely introduction of West Virginia’s 21st Century Teaching and Learning initiative (later named Global 21) that occurred in 2007.  Many online discussions comparing and contrasting growing up digital (today’s children) and growing up not digital (adults over 30) ensued throughout the semester in CIEC- 700 (Tapscott, 1998).  
A final paper was required and I selected a topic that was relevant to my identity as a special educator. After exploring the literature on instructional technology in special education, I wrote a paper entitled Maximizing Access, Participation and Progress in the General Curriculum: Why Technology Matters for Students with Mild Disabilities.  To my surprise, an ancillary benefit beyond the assignment resulted.  In January 2008, I received an email from Dr. Heaton encouraging me to propose my paper for publication.  Piqued by the offer, I immediately responded and we worked through some revisions via email.  I submitted the work in May 2008 to the CITE Journal, an online, peer-reviewed journal.  While the paper was not published, I found the process of writing and submitting a paper for publication very rewarding.  Confidence gained from being asked by a respected and knowledgeable professor to submit a manuscript to a publisher cannot be underestimated.  
Another significant writing activity eventually produced my first manuscript accepted for publication.  In spring 2007 Dr. Lynn Boyer, my supervisor at the WVDE as well as a member of my doctoral committee, and I were invited to present our work with West Virginia’s statewide implementation of RTI at the March 13, 2008 American Council on Rural Special Education (ACRES) 28th Annual National Conference.  The conference theme was “The New Patchwork Quilt for Rural Special Education: Piecing Together Tradition, Legislation, and Innovation”.  Our presentation was highlighted in the conference agenda as a “hot topic” and entitled Response to Intervention: Revisiting the Basics and Deepening Our Understanding.  The content was timely in terms of national interest and generated much positive response from our audience members, rural special education inservice/pre-service educators, administrators, parents and policy makers.  We had a unique and energizing chance to reflect on the processes, challenges and determined progress of our RTI work.
A few months later, Dr. Boyer and I were urged by conference sponsors to write a promising practices article based on our presentation for the ACRES journal, Rural Special Education Quarterly.  Having collaborated previously on both presentations and a variety of written products at work, Dr. Boyer and I contributed our experiences and perspectives to write Response to Intervention: Implementation of a Statewide System.  The article was published in the Fall 2008 issue that focused on RTI and rural schools.  In it we articulated the historical context of West Virginia’s RTI initiative and described how three pilot schools met the challenges of change, accomplished paradigm shifts and established their school wide RTI frameworks.  
This time the work was published.  The process of writing and revising with a respected colleague, mentor, and accomplished author shaped a new perspective for me as a writer.  Our individual contributions resulted in a piece of writing reflective of our different yet complementary writing and thinking styles and perspectives.  The process was both reciprocal and recursive in nature but, unexpectedly, not exorbitantly time consuming.  Because we were professionally immersed in our topic, the writing proceeded without hesitation and almost seamlessly in terms of co-written material. I will always be grateful to Dr. Boyer for her guidance, confidence and partnership in this first publication and look forward to future collaborations.  Watching the transformation of the written product as it moved from electronic file to journal hard copy was incredibly satisfying and has stirred in me a desire for further authorship, probably on my own next time. 
[bookmark: _Toc253171687]Scholar
	The next set of activities that serve as processes, techniques and actions within the logic model address scholarship, a significant facet of doctoral work.  A doctorate in curriculum and instruction is centered on deep understanding, interpretation and application of a distinct body of foundational knowledge.  The core curriculum and instruction courses helped me accomplish those objectives and provided a secure and comprehensive foundation for my future curriculum work.
	Through the curriculum and instruction coursework I was introduced to and occasionally reunited with the works of prominent educators and philosophers.  To some extent my undergraduate studies in psychology and post-graduate work in special education provided a background rich in educational psychology and instruction.  The doctoral program in curriculum and instruction introduced me to the great curriculum thinkers.  In studying the historical roots of curriculum development, the work of Ralph Tyler remains outstanding and influential in shaping my understanding of modern curriculum concepts and, thereby, modern schooling.  
	The Tyler rationale, focused on organizing and sequencing curriculum work, was an influential effort in the first half of the 20th century (Hewitt, 2006).   Tyler’s work also established the two facets of curriculum work – that which is taught in schools and that which embodies scholarly knowledge.  Tyler made a substantive and profound contribution to curriculum work in that he challenged how curriculum was understood.  He believed that learning experiences could be organized for effective instruction.  Tyler (1949) wrote: “Essentially learning takes place through the experiences which the learner has; that is, through the reactions he makes to the environment in which he is placed” (p. 63).  He posed four questions that subsequently guided the development of curriculum work for decades.  Tyler asked curriculum developers to consider:   
1. What educational purposes should the school seek to attain?
2. What educational experiences can be provided that are likely to attain those purposes?
3. How can these educational experiences be effectively organized?
4. How can we determine whether these purposes are being attained?  (p. 1)

While axiomatic in many respects today, these tenets of curriculum work hold profound meaning and understanding for me as a teacher and policy maker, particularly in my chosen field of special education wherein goals and objectives are essential features of curriculum and instruction.  Tyler’s work has lasting and meaningful influence on my philosophical perspectives related to curriculum development and its assessment. I refer often to his little book, Basic Principles of Curriculum and Instruction, which has served me well throughout my course of study.	
Notably, study of curriculum and instruction at MUGC has been infused with notions of systemic educational change.  This was underscored to great extent in Dr. Hollandworth’s Curriculum Change course.  The works of Michael Fullan and Peter Senge have been collected on my bookshelf and permeate my thinking about how school reform or change actually occurs.  School reform has been a fundamental and controversial issue in American education since its formalization in the late 19th century.  John Dewey envisioned a school connected to reality and learning experiences applied to everyday life (Dewey, 1915).  While his words are from another time period, almost a century old, his wisdom has application in our modern world.  Today’s schools have moral and legal imperatives to ensure that students acquire the skills and knowledge needed to live and work in our rapidly changing world.  As Fullan (2007) notes, educators need opportunities to converse about the meaning and nature of change.  Therein lies the substance of present-day school reform. These dynamics are very complex and insights into the change process are critical to my work as an educational leader and learner. I am grateful for each opportunity to engage in meaningful discourse with classmates and professors that allowed me to reflect on the meaning of educational reform in 21st century America.
Exploration of change theory literature eventually led me to the work of Kurt Lewin who developed a 3-phase change model that is respected and used in the fields of psychology and education.  The model presents steps that focus change agents on purposeful management of the change process (Schein, 2002).  The overarching themes of the three steps are: unfreezing the status quo; moving the actual change; and, refreezing, or stabilizing the recently achieved change so that it is sustained.
	Lewin’s theory is explained through example as it relates to the substantial changes occurring in West Virginia schools prompted by the Response to Intervention (RTI) initiative.  In just four short years, the WVDE has instituted policies directed at scaling up RTI to all West Virginia elementary, middle and high schools. Lewin’s model is readily applicable to the many changes that are occurring in local and state-wide capacity building processes as well as the inevitable changes to come.  
A course in learning theory proved very influential in building a knowledge base for a curriculum worker.  With an undergraduate minor in psychology, a master’s degree in learning disabilities, and 15 years teaching experience I was no stranger to learning theory.  However, Dr. Myer’s class, steeped in constructivistic teaching methods, provided a venue for deeper and richer exploration of models and theories of teaching and learning.  Practice grounded in theory was an important goal of the course.  The underpinnings of the various theoretical orientations are essential elements in studying, designing and delivering instruction to both children and adult learners.  I now consider instruction through the lenses of constructivism, behaviorism, humanism, cognitivism and brain-based theory, and have broadened and extended my knowledge of how learning and teaching occur.  This coursework helped me understand and appreciate the relevance and application of learning theory with the context of contemporary educational practice. 
One particular exercise aimed at developing a personal theory of teaching and learning compelled me to examine my beliefs and understandings accumulated across my teaching career.  The assignment provided an opportunity to synthesize, evaluate, and apply the work of noted theorists such as Piaget, Vygotsky, Maslow, Bruner and Thorndike.  Today, I find myself integrating the various theoretical perspectives as I design curricula and provide instruction within my professional practice.  Through this assignment I discerned that I am grounded in constructivist learning theory with a tendency to apply its key tenets strategically.  The constructivist maintains that learning is an individual process and no two learners achieve the same results in the same manner.  Instead, each learner, equipped with his or her distinct prior knowledge, approaches each learning situation differently.  It is through active problem solving, discussion and critical thinking that learners construct or create new knowledge (McInerney, 2004).  These constructivist tenets are embedded throughout the MUGC doctoral program and have directly influenced how I approach curriculum development and delivery.
	In Curriculum Theory, Dr. Meyer introduced us to the extensive and influential curriculum writings of William F. Pinar.  Pinar is a renowned curriculum theorist credited with developing the concept of currere, the Latin infinitive of curriculum.  This method of curriculum development allows for the examination of each educational experience in order to deepen understanding (Kanu & Glor, 2006).   According to Pinar, Reynolds, Slattery & Taubman (2004), currere is an autobiographical curriculum perspective that focuses on the individual’s self-reporting on educational experiences rather than the analysis of behavior from an observer’s perspective.   
My study of autobiographical curriculum theory, a sub-type of phenomenological study, intrigued me, especially as it related to understanding and exploring the concept of voice.  This work was new to me and has assumed a major role in my current curriculum perspective.  Connelly and Clandinin (1988) noted “there is no better way to study curriculum than to study ourselves” (p. 31).  These words prevailed in shaping my preferences and interests in the study of curriculum.  The aforementioned quotation captures the essence of autobiographical curriculum theory.  Pinar (2004) described it as theoretical truth telling that communicates the lived classroom experiences of both teachers and their students.  This is a powerful concept that resonates with my very nature as an educator.  Autobiographical curriculum theory honors and celebrates the unique perspectives, creativity and individuality of teachers and learners. 
Voice is the central tenet of autobiographical curriculum theory.  Grumet (1990), a key autobiographical theorist and writer, captured my attention with the following: “Voice splinters the fiction of an androgynous speaker as we hear rhythms, relations, sounds, stories, and style that we identify as male or female” (p. 277).  For Grumet, voice is intricately and undeniably tied to gender.  For me, an equally relevant application of voice is that of teacher voice.
Clandinin and Connelly (1988) argued that meaningful curriculum work is grounded in teachers’ knowledge of self.  They espoused the notion of teachers as “knowers” and their work with practitioners led to the conception of narrative inquiry in schools, with and by teachers (ConnellyHe & Phillion, 2008).  As a former classroom teacher, their method appeals to my constructivistic nature as well as my value for the practical knowledge gained by teachers through their lived experiences in the classroom.  In Clendenin and Connelly’s work in narrative inquiry, the stories of the classroom serve as method and form.  The narrative inquiry used by teachers assumes a host of formats including journaling, interviews, observations, storytelling, autobiographical writing, and even lesson plans (Pinar, et al., 2004).  This concept is very important to me and it infuses my thinking about curriculum development in particular.  According to Hewitt (2006), “curriculum flows in and out of everything a teacher does” (p. 50).  Teachers are the curriculum workers who actually work with curriculum created by them or others.  Through my concentrated study of curriculum – its origins, its forms, and its implementations – I have come to understand and believe that teachers’ input is fundamentally important to curriculum work.  Thus, including practitioners in curriculum development and revision recognizes and celebrates teacher voice to the highest level possible.  
A second dimension of my scholarly work relates to the skills and knowledge gained through my area of emphasis, Leadership Studies.  As a coordinator at the WVDE, I have had many opportunities to both study and provide state level leadership.  Some education leaders ascribe to theories suggesting that leaders will emerge.  Others painstakingly develop strategic programs to cultivate specific leadership qualities required for today’s schools.  No matter which perspective is adopted, leadership is an essential component of schooling.
	In planning for a relevant representation of leadership studies coursework, I preferred a practical avenue and chose The Principalship, Leadership for School Improvement and Technology for Administrators classes.  Each of these courses provided multiple opportunities to explore specific leadership and related content, and then apply it authentically.  I learned that effective school leaders can indeed be inspired and developed through study and practice of key leadership concepts.  My coursework dispelled a misconception that most leaders are born, not created.  For example, in Dr. Harris-John’s Leadership for School Improvement course, I participated in a series of collaborative activities to build specific leadership skills.  Working in teams we used the WVDE Strategic Planning website to create a five year plan for a simulated school.  As a result of my area of emphasis coursework I have a new appreciation for the types of skills and strategies school leaders must acquire and practice.  
	Knowledge bases for effective leadership include organizational culture, underlying premises of change, and relevant instructional concepts.  Strong administrators are effective communicators, strategic problem solvers, skillful collaborators and prudent managers.  My educational leadership coursework was replete with numerous field experiences wherein I applied knowledge and skills under the mentorships of practicing principals.  Professors regularly invited accomplished state and local school administrators to share their experiences, challenges and celebrations with us.  These learning experiences were rich and insightful and helped me better understand the complexities as well as the rewards of school-level leadership.  
[bookmark: _Toc253171688]Researcher
	The research opportunities inherent in the doctoral program singularly distinguish it from other degree programs in which I have participated.   Early in the program we engaged in understanding the ultimate research question, the one that would define and guide dissertation research.  Several research activities resulted in products that, again, reflect the fusion of my scholarship and professional practice.
	The first authentic school/work artifact emerged out of Survey Research.  Dr. Childress tasked us with creating and administering a survey.  Naturally, my topic of interest was Response to Intervention and I developed a tool focused on determining the level of implementation across West Virginia elementary schools.  Its scale was ambitious and resulted in the gathering of statewide information about the status of the RTI framework and its processes.  No doubt my position as the state coordinator of the RTI initiative assisted in an impressive survey response rate and subsequent use of survey data to guide the work of regional RTI specialists hired in the summer of 2008.  This process and its resulting product launched my genuine interest in the research possibilities intrinsic to my work.  To date, I have participated in and contributed to two program evaluations related to state-level RTI projects.  Various strategies and tools acquired in the Survey Research course enabled me to practice my newly acquired survey research skills and hopefully add value to both program evaluation initiatives.
A second research-related exercise within my program of studies was realized through a Program Evaluation course, also taught by Dr. Childress.  Program evaluation concepts infuse my professional responsibilities related to RTI implementation and the opportunities to study and learn the body of knowledge related to this unique and interesting discipline were plentiful. As a member of West Virginia’s state-level policy making group, a focus on accountability and results constitutes an important area of professional competency.  As I researched and studied the major contributors to the field of program evaluation as a process and a scientific inquiry tool, I came to appreciate its nuances and complexities and have eagerly added it to my repertoire of skill sets used in both academic and professional practice.
	Again, the seminal work of Tyler surfaced in my studies.  Tyler (1949) viewed evaluation as the final step in the development of curriculum.  He saw evaluation as “the evidence as to the permanence or impermanence of the learnings” ( p. 107) and asserted that the purpose of educational evaluation is to, given all the variables inherent to teaching and learning, determine if and how the intended outcomes were indeed achieved.  His conceptual framework is based on a cyclical process and is intended to result in the identification of specific program strengths and weaknesses for the purpose of improvement.  It is not difficult to see the links between Tyler’s writings and next generation program evaluation processes and procedures.
	In the fall of 2009, Qualitative Research for Education provided another authentic opportunity for use of both new and previously learned research skill sets.  Important strategies and methods of qualitative research such as observation and interview were employed throughout the course and resulted in one of my most rewarding and productive doctoral program projects.
	Like many of my fellow doctoral students, I initially believed my dissertation would require quantitative methodology.  I knew little about qualitative research design and strategies and quickly came to appreciate its usefulness and my partiality toward it for a doctoral thesis related to Response to Intervention.  I now understand that qualitative research explores phenomena that might not be available to the researcher through quantitative designs.  Concepts such as opinions, attitudes and beliefs can be discovered and interpreted through qualitative techniques such as interviews, focus groups and surveys.  Fundamentally, qualitative researchers value words, that is, how people describe their feelings, perceptions or reactions to events or situations.  The qualitative researcher is interested in processes and meaning rather than products.  He/she is devoted to understanding people within their environments.  
	Influential to my development as a qualitative researcher was the study of Glaser and Strauss who are credited with the development of grounded theory.  Grounded theory refers to an iterative process that begins with the formulation of generative questions that guide and shape the research.  As the data collection proceeds, the researcher begins to identify the emerging theory, thereby grounding or testing it against the collected data or real world.  Simply stated, grounded theory methodology begins with systematic data collection and analysis within which a theory is based (Denzin & Lincoln, 1998).  Theory emerges through actual research.  The method is also referred to as the constant comparative method.  Most grounded theory work develops from the data collection and analysis; however, some practitioners use previous relevant research as a starting point in the attempt to match a theoretical perspective to the data.  Additionally, the grounded theory researcher assumes the role of interpreter of the data in an effort to truly represent their subjects.  Researchers seek to understand and learn the intricacies of a process or situation from their subjects (Morse & Richards, 2002).  
	An important connection I made was the relationship between key curriculum theoretical underpinnings and qualitative research design.  Most qualitative researchers embrace a phenomenological orientation (Bogdan & Biklen, 2007).  A main emphasis of qualitative research is deeply knowing a social phenomenon (Glesne, 2006).  Defining elements of qualitative research include theorizing, interpreting, and analyzing.  Notions of voice, a key component of the phenomenological perspective, are also relevant in qualitative research.  It is recursive inquiry committed to understanding the contexts and content of human interactions and ways of life.  
	Dr. Debela’s dedicated approach to qualitative research provided an expert model in my introduction to qualitative research.  My own interest and enthusiasm for the efficacy of qualitative research designs in my professional work led me to apply and practice the principles of grounded theory’s constant comparative method in a research study I designed and conducted in the fall of 2009.  The process began with the Institutional Review Board (IRB) approval and culminated in a journal-like report and an in-class presentation of the study’s outcome.  
The study examined how first grade teachers, typically responsible for teaching and ensuring young children acquire necessary reading skills, perceive the benefits of the tiered instructional model and how it affects their educational decision making.  Data were collected through individual interviews with teachers engaged in implementing the model.  Findings indicated that teachers in Reading First and RTI Demonstration School projects perceive RTI as beneficial in meeting the needs of individual students. Teacher responses also indicated the efficacy of the model in ensuring that students who struggle with beginning reading acquisition receive appropriate and timely intervention to correct or prevent reading difficulties.
It is the process rather than the final product that contributed most to my skills as a researcher.  Of course, I generated relevant questions and conducted the interviews.  Nevertheless, it was the organizing and categorizing of the interview data that proved most helpful to my understanding of the value and importance of qualitative methods.  Using an adaptation of Glaser and Strauss’ constant comparative process, I organized interview responses with careful attention to the words and phrases the teachers used to describe their experiences with RTI.  Not only did this procedure allow me to identify patterns among the responses but it also validated an underlying principle of qualitative research.  The data analysis process confirmed the importance of the words the teachers used to describe their experiences and opinions.
The aforementioned research tasks and the skill sets that consequently evolved are valuable professional assets that I will continue to cultivate and expand within the context of my professional practice.   I have developed a genuine and significant interest, especially in qualitative research, as the result of my program of study and look forward to continued opportunities to apply my newly acquired skills. My work continues with the guidance and support of Dr. Spatig in Advanced Qualitative Research.   This semester I am cultivating an even deeper interest in qualitative inquiry and a stronger skill set as I expand my study.  I am learning that a literature review is constructed rather than found and that conceptualization of theory is the basis of the qualitative research project.
[bookmark: _Toc253171689]Additional Portfolio Requirements
	The MUGC portfolio process also includes collaborative endeavors with faculty and other students.  Notably, the term doctorate originates from the Latin docere, meaning “to teach”.  Accordingly, in the fall of 2008, I embarked on a co-teaching opportunity with Dr. Childress and my fellow student, Amanda Knapp.  The course, Trends and Issues in Education, facilitated further development as an online instructor and co-teacher.  
	The first phase of teaching the course involved two key skills related to the Blackboard Learning System: 1) promptly understanding its technical aspects; and, 2) confidently managing an online course as an instructor rather than a student.   Once the mechanics of the online learning platform were addressed, the teaching and learning components of the contemporary educational issues course were underway. 
	Amanda and I worked very well together and our diverse professional teaching experiences, high school science teacher and elementary special educator, often complemented our work with course content and our students.  The course was delivered to master’s level students who represented broad and diverse backgrounds.  We addressed topics such as high stakes assessment, full inclusion of students with disabilities, and merit pay for teachers to name just a few of the course’s sometimes controversial and always pertinent learning modules.  Through the experiences of teacher I deepened my own understanding of the course content and once again validated a premise of constructivist theory – learning by doing. Reading about our students’ perspectives on complex and sensitive contemporary topics through their individual perspectives proved a significant academic endeavor and was not without challenges.  A particular scenario we faced was the often limited or less than adequate writing abilities of our students.  We developed a system for reviewing students’ topical papers and collaborated extensively before assigning grades.  The goal of improving student writing was important to us and we approached the issue with rubrics and detailed feedback on written work.   
	Finally, I participated in the 2008-2009 annual doctoral seminar planning and preparation.  I often work within a committee structure within the context of my coordinator’s position to complete specific tasks.  Therefore, I am pleased to report that I thoroughly enjoyed this collegial task related to the MUGC doctoral seminars.  The most rewarding aspects of this commitment were the occasions to work with other doctoral students in planning meaningful experiences for our classmates.  I hope to stay involved with the seminars following graduation.  They are valuable touchstones along the doctoral journey and I look forward to sharing my experiences with future students.    
[bookmark: _Toc253171690]Long-term Outcomes
[bookmark: _Toc253171691]	Outcomes are the ultimate and most significant components of the logic model.  Thus, throughout a course of study, the doctoral student seeks changes in knowledge, skills, attitudes, opinions and levels of expertise.  These changes constitute long-term outcomes.  The writing, scholarship, and research accomplishments of my doctoral program of studies afforded challenging, stimulating and rich academic experiences as well as enhanced professional productivity.  Doctor in Education as another identity is close at hand.  Undoubtedly, this fulfilling academic endeavor will set my course for new journeys in education.    First, however, I must engage in the defining and culminating doctoral experience, my dissertation.  I am ready to design and conduct a research project that utilizes and underscores my scholarly interests, newly acquired skill sets and commitment to earning the doctoral degree.  
Conclusion
	A doctorate in curriculum and instruction will fulfill a lifelong dream.  The doctoral process and all its component parts have shaped me as an educator and provided the impetus for merging my career and academic pursuits.  Use of a logic model to articulate my doctoral journey proved beneficial indeed.  
As I reflect on the next phase of my program I believe my dissertation goals are both pragmatic and scholarly.  On the practical front, my work has potential to inform RTI policy and practice, especially in West Virginia, since I have some voice in the state’s RTI initiative.  Data that redirect how schools organize for RTI or manage the processes could be used by the WVDE to improve elementary school implementation and scaling up at upper grade levels.  On the scholarly side, the RTI literature continues to grow.  The research and problem solving skills and knowledge I have gained through my doctoral studies provide a solid foundation in the curriculum and instruction components related to understanding and contributing to the RTI literature.  Hopefully, my research has potential to extend the larger body of evidence supporting the efficacy of RTI.
	Without question, my involvement at the state level with RTI holds great advantages and potential for a doctoral study.  From my teaching experiences, knowledge, and commitment to the field of special education I bring a desire to advance the methods for identifying students with learning disabilities.  From my work with students in high poverty schools I aspire to close achievement gaps and help struggling learners achieve to their potentials.  My work at the Department has allowed me to garner a systems perspective of our state’s educational needs and I continue to learn how to design and implement large scale innovations such as RTI.  I am also interested in understanding change processes and how particular models of change might apply to West Virginia’s adoption and eventual institutionalization of RTI.  
	As intended, the logic model helped me describe and reflect on the sequence of activities designed to initiate change.  In my case, change is realized through growth as a writer, scholar and researcher. This introspective process reminded me of the hard work, essential content and skills, and lifelong collegial relationships that comprise my doctoral studies.  I am greatly satisfied by my pursuit of the doctoral degree.  I look forward with anticipation to the months ahead as I conclude my formal studies through the completion of a major independent research project in which I will apply in earnest my writing, scholarship and research skills.  
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