
MOC06579

More  Than  ‘Identity’:   Tools  for  the  Teaching 

Profession in Troubled Times

Nicole Mockler & Judyth Sachs

The University of Sydney, Australia

Paper presented to the Australian Association for Research in Education Annual 

Conference, University of South Australia, November 2006.

ABSTRACT

The growing popular appeal of the concept of identity across a range of fields over the past decade 
has seen an increased focus in the scholarly and professional literature on the notion of ‘teacher 
identity’.  While both topical and ubiquitous, however, ‘teacher identity’ still remains relatively under-
theorised in the literature,  and the term is applied inconsistently in a variety of  ways across a 
number of contexts. In this paper, we look critically at the notion of ‘identity’ as it stands in relation 
to the teaching profession, point to some of the work that the concept can do and some of that 
which, we claim, it cannot.  We argue that ‘identity’ as a concept for teachers takes focus away from 
the ‘real work’,  the central task of teaching and that for a transformative teaching profession to 
emerge, those who support teachers in their work (such as ourselves) need to work with teachers 
to explore ways in which the politics of transformation can be enacted within this central task rather 
than outside of it.

INTRODUCTION

In every intellectual age some one style of reflection tends to become a common denominator of 
cultural life. Nowadays, it is true, many intellectual fads are widely taken up before they are dropped 
for new ones in the course of a year or two. Such enthusiasm may add spice to cultural play, but 
leave little or no intellectual trace. (Wright-Mills 2000) p.13

Teacher identity is a growth industry.  In both mainstream and educational sociology over the past 
decade, a rush of attention has been brought to bear on identity as a central concept.  A quick scan of the 
abstracts of papers delivered at three major educational research conferences reveals that 93 papers with 
‘identity’ or ‘identities’ in the title were presented at the American Educational Research Association Annual 
Meeting  in  2006,  of  which  23  were  expressly  focused  on  teacher  identity.   At  the  British  Educational 
Research  Association  Conference  in  2006,  a  total  of  20  papers  with  ‘identity’  or  ‘identities’  in  the  title 
appeared in 2006,  as opposed to 6 in 1996.  For  the Australian Association of  Research in Education 
Conference, the corresponding 2006 and 1996 figures are 24 and 2.  This growth can perhaps be explained 
in the impact of discourses of globalisation, fundamentalism and uncertainty which prevail within western 
societies in our time (Giddens 1991; Castells 1997), but for us, the important question to be asked is about 
the ‘work’ of teacher identity, and more specifically, whether the growth in attention to identity in academic 
work  on teachers’  lives actually  translates into  the kind of  capacity-building for  the profession that  has 
previously been seen as its key intent.  As a counterpoint to the conventional wisdom, we argue in this paper 
that  building  capacity  for  a  teaching  profession  which  sees  its  intent  as  transformational  rather  than 
instrumental requires ‘more than identity’.   Our premise is that the notion of ‘teacher identity’ works well on a 
‘macro’,  collective  level  as  a  strategy  for  enhancing  the  status  of  the  teaching  profession  and  as  an 
organising framework by (for example) teacher educators, professional associations, unions and perhaps 
also school systems, it  has limitations at an individual  level  in terms of  the transformation of classroom 
practice,  of  teaching and learning,  or  education for  young people.   Bourdieu,  in  conversation with  Loic 
Wacquant, suggests in relation to his own model of practice that “an adequate model of reality must take into 
account the distance between the practical experience of agents (who ignore the model) and the model 
which enables the mechanisms it describes to function with the unknowing ‘complicity’ of agents” (Wacquant 
1989:34). This is in fact what we have in the concept of teacher identity – a model which is divorced from 
practical experience but at the same time function with their unknowing ‘complicity’.  Perhaps the mistake we 
have made is in thinking that the agents will be interested in the model itself rather than the outcomes of it.

Our perspective on this comes not from a natural instinct to be counter-cultural in this instance, but 
rather from our own experience as teacher educators, wherein for the past few years, while thinking deeply 



about teacher identity and struggling with this notion of identity in practice, we have observed a lack of 
connection on the part of teachers with not only the concept itself but also the political project embedded in 
the notion of the ‘activist teaching profession’ (Sachs 2003).  In this paper, we look critically at the notion of 
‘identity’ as it stands in relation to the teaching profession, point to some of the work that the concept can do 
and some of that which, we claim, it cannot.  We argue that ‘identity’ as a concept for teachers takes focus 
away from the ‘real work’, the central task of teaching and that for a transformative teaching profession to 
emerge, those who support teachers in their work (such as ourselves) need to work with teachers to explore 
ways in which the politics of transformation can be enacted within this central task rather than outside of it.

The paper is in three parts: we begin with a brief survey of the key issues and ideas embedded in 
discussions of identity, move to consider what we term the ‘political project’ of the notion of teacher identity 
and why it is still important in the current context, and finally, explore some of the facets and strategies we 
see as possible supporters of this political project.

THE NATURE AND POLITICS OF IDENTITY

Identity is construed by scholars across a range of disciplines as a central concept, both in terms of 
the individual, where the development of identity can be observed as the lifelong and central ‘project’  of 
humanity (Erikson 1963) and in terms of society, where identity is sometimes seen as one of the primary 
driving forces of the information or network era (Castells 1997).  This central focus on identity as a key 
concept can be seen across sociological(Pecheux 1982; Bourdieu 1990; Giddens 1991; Bernstein 1996; 
Wenger 1998), psychological (Erikson 1963, 1968; Gergen 1991), philosophical (Derrida 1981; Laclau 1990; 
Hall  1996) and critical  (Rich 1983; Huggins 1987; hooks 1989) fields.  Identity is represented within the 
literature as the province of  both  the individual  and the collective,  with  psychological  and philosophical 
perspectives  generally  focusing  on  the  individual  dimensions  of  identity  and  sociological  and  critical 
approaches on the collective dimension.  Two key contentions emerge from our reading of the literature, 
common to the various perspectives and focuses, and we shall explore these briefly here.

1. That identity is fluid, ambiguous and fragmented

Common to the conceptualisation of identity across all of these fields is an understanding of identity as 
dynamic rather than static, emergent rather than fixed, fluid rather than compartmentalised for the individual. 
Castells (1997), for example, posits the coexistence of a number of different identities for the individual, 
organised around a ‘primary identity’ which frames all other identities or roles subscribed to by the individual, 
so that while the individual may play a number of roles concurrently and internalise each of those roles to the 
point  where each represents an aspect of their  identity, their  ‘primary identity’,  which is more sustained 
across time and space than others, provides a frame of reference for each.  This notion is echoed in the work 
of Basil Bernstein (1996) and Etienne Wenger (1998) both of whom have theorised in relation to the temporal 
(although  not  strictly  linear  or  time-bound)  nature  of  identity.   Bernstein  draws  a  distinction  between 
retrospective and prospective identities, where retrospective identity is formed out of narratives of the past 
which in turn inform understandings of the present and the future, while prospective identities are future 
oriented and perhaps informed by social movement in a similar way to what Castells has termed ‘project 
identity’ (which we shall explain at some length below).   By way of summary, Wenger argues that:

1. Identity is fundamentally temporal

2. The work of identity is ongoing

3. Because it is constructed in social texts, the temporality of identity is more complex than a linear 
notion of time.

4. Identities  are  defined  with  respect  to  the  interaction  of  multiple  convergent  and  divergent 
trajectories. (1998:154)

The  process  of  identity  formation  is  construed  by  Wenger  (1998)  as  the  ‘reconciliation’  of 
multimembership, where the individual comes to an understanding of her/himself through reconciling various 
roles and identities  to the self  and each other.    In Wenger’s  assessment,  identity  is  mediated by the 
individual within and among multiple roles, through the process of negotiation and reconciliation.  While this 
contrasts with attempts by Castells and Pecheux to link identity to dominant social discourse, the fragmented 
and ambiguous nature of identity construction is common to both approaches.   

2. That identity emerges as a counterpoint or response

Social  context,  represented by discourse and the self  are seen to be the two main mediators  of 
identity, employed together by most theorists to varying degrees.  In terms of the construction of identity, 



Castells (1997) argues that history, geography, biology, institutions, memory, power and religion all play a 
certain part in the development of three different types of identity, namely legitimising identity, developed by 
the dominant institutions of society, resistance identity, generated by social actors who resist the identities 
generated by dominant institutions and project identity, where such social actors build a new identity, thus 
redefining their  position in  society  and thereby forcing structural  social  change.    The crux of  Castells’ 
argument in his analysis of western society in the information age in The Power of Identity is that the growth 
of  western  capitalism and globalisation over  the last  half  of  the 20th  century  has  produced a crisis  of 
legitimising identity given rise to by the disintegration of civil society.  This in turn, he argues, has produced a 
range of resistance identities tied to such movements as Christian and Islamic fundamentalism and right 
wing nationalism.  Castells argues that the potential for social improvement lies in the development of project 
identity, taking feminism and environmentalism as his key examples.

Castells’ argument echoes that of Pecheux (1982), who conceptualises the evolution of identity as a 
process  of  identification,  counter-identification  and  disidentification  with  the  dominant  discourse.    In 
Pecheux’  theory,  counter-identification  involves  a  rejection  on  the  part  of  the  subject  of  the  dominant 
meaning (although not an attempt to construct an alternate discourse), while disidentification represents the 
construction of new and alternate meanings.  In both Pecheux’ and Castells’ arguments, identity is mediated 
individually and collectively through posing challenges to discourses and meanings dominant in society – an 
identification, with the ‘other’.   

This notion of the significance of the ‘other’ is the subject of much of Stuart Hall’s writing on identity 
formation, where he claims, after Derrida (1981), that identity emerges only in relation to the ‘other’, defined 
predominantly by what one is not.  He draws on the notion of the constituitive outside (p.17) and the work of 
Laclau (1990) to argue that “the constitution of a social identity is an act of power” (p.18), as, as he quotes, 

“Derrida  has  shown  how  an  identity’s  constitution  is  always  based  on  excluding  something  and 
establishing a violent hierarchy between the two resultant poles – man/woman etc.  What is peculiar to 
the second term is thus reduced to the function of an accident as opposed to the essentiality of the first. 
It is the same within the black-white relationship, in which white, of course, is equivalent to ‘human 
being’.  ‘Woman’ and ‘black’ are thus ‘marks’ (i.e. marked terms) in contrast to the unmarked terms of 
‘man’ and ‘white’.” (p.33)

Hall argues that the unity perhaps assumed in ‘identity’ is fallacious, and through his questioning of the 
autonomous and unified ‘self’, that identity is thus mediated by social discourse and sociohistorical context, 
on a fragmented and temporal (although not linear) basis. 

In addition, issues of identity have long been central to the work of historians and other social theorists 
of race, colour, gender and class.  The notion of identity as defined by that which it excludes, discussed by 
Stuart Hall in the work referred to above, and Laclau’s notion of ‘marked terms’ are particularly significant in 
this context, for the struggles experienced on a broad social level by women, black people, homosexuals and 
many other ‘minority groups’ have in no small part been about developing identities other than those which 
seek to define them as what they are not (‘not white’, ‘not male’, ‘not straight’).   Essentially, the politics of 
identity relate to who is named and labelled by whom, who has the right to define and label a group of which 
they are not (or perhaps are) a part, and how this very act of naming, defining or labelling enfranchises or 
disenfranchises those who are the recipients in the process.  In terms of theorising teacher professional 
identity, this is highly salient, for these questions relate just as effectively to an occupational group such as 
teachers as they do to any other socially-defined group.  This notion of identity as emergent counterpoint to 
dominant discourses has been explored by scholars of social history and social movements, such as those 
focused on feminism and the women’s’ movement (eg Lorde 1978; Rich 1983; Huggins 1987; hooks 1989), 
those focused on the theory and practice of identity politics (eg Gergen 1995), and those arguing for a move 
beyond identity politics to a more nuanced understanding of identity (eg Taubman 1993; Lloyd 2005).

BEYOND ‘IDENTITY’

In developing a theoretical framework for the discussion of the ways in which ‘identity’ may or may not be a 

useful tool for the teaching profession in building capacity, we wish to draw on the work of Manuel Castells 

(for his ‘big picture’, macro conceptualisation of the links between identity and social movements) and Pierre 

Bourdieu (for his more local but highly contextualised conceptualisation of the sites and spaces within which 

practice develops). 



Castells’  notion  of  project  identity  and  his  subsequent  examples  of  environmentalism  and  the  ‘end  of 

patriarchalism’  (1997)  holds  some  salient  implications  for  our  consideration  of  capacity  building  for  a 

transformative teaching profession.  For Castells, the notion itself is a hope-filled one, for in the development 

of new project identities he sees the possibility of the emergence of new forms of civil society: “the key issue 

becomes then the emergence of  project identities…, potentially able to reconstruct a new civil society of 

sorts, and eventually, a new state” (1997: 356).  Castells observation is that project identities in general grow 

not out of  legitimising identities which are tied to dominant social  institutions but  rather from resistance 

identities which emerge in response to the dominant discourses of the day.  The implications of this for a 

transformational teaching profession are twofold.  In the first place, if a transformative teaching profession is 

to emerge, it seems likely that it might do so in a similar vein to the environmentalist movement: as an 

iteration of a project identity intent on contributing to the reconstruction of civil society.  Secondly, if this is to 

occur, it seems that the single most critical contributing factor is a combination of common purpose and 

shared values, around which the profession might be mobilised, as well as a well developed understanding 

of the mission of education as both political and, in the present era, counter-cultural.  For, as Dan Lortie 

keenly observed in 1975:

“…the conservative force represented by teachers who entered [the profession] with highly positive 
sentiments of identification is not offset to any appreciable degree by people favouring discontinuity and 
change toward other conceptions of teaching.  Since positive identification appears to have the upper 
hand, so, apparently, does continuity” (Lortie 1975) 46).

Bourdieu’s work provides a powerful heuristic, in the form of a range of conceptual tools, through which to 

describe and discuss the ‘social space’ (Hunter 2004) of education.  Furthermore, Bourdieu’s focus on the 

nature of practice and the interplay between structure and agency within the enactment of social (and thus, 

professional) practice is highly germane to this analysis, providing an ample backdrop to the reflexive and 

fluid nature of identity formation.

The two concepts key to Bourdieu’s work upon which we wish to draw are those of habitus and field.  Central 

to his work on culture and practice, Bourdieu himself described the concept of habitus most succinctly as 

follows:

“systems of durable, transposable dispositions, structured structures predisposed to function as structuring 

structures, that is, as principles which generate and organize practices and representations that can be 

objectively adapted to their outcomes without presupposing a conscious aiming at ends or an express 

mastery of the operations necessary to attain them.  Objectively ‘regulated’ and ‘regular’ without being in 

any way the product of obedience to rules, they can be collectively orchestrated without being the product 

of the organizing action of a conductor” (Bourdieu 1990: 53).

He continues:

“The  habitus,  a  product  of  history,  produces  individual  and  collective  practices  –  more  history  –  in 

accordance with the schemes generated by history.  It ensures the active presence of past experiences, 

which, deposited in each organism in the form of schemes of perception, thought and action., tend to 

guarantee the ‘correctness’ of practices and their constancy over time, more reliably than all formal rules 



and explicit norms” (1990: 54)

In other words, for Bourdieu, habitus is a system or network of predispositions which operate as a frame 

within which social and cultural practices are played out by a particular group.  Impacted upon by an ever-

present history, the habitus is an active producer of particular sets of practices on both an individual and 

collective level.  Habitus manifests in behaviours, expressions, particular understandings and world views. 

On a broad social level, habitus impacts upon one’s pattern of (for example) dress, speech, attitude toward 

education, interests and so on.  On the more specific level of professional practice, habitus can be seen to 

manifest in routines, shared understandings, and attitudes to work and professional learning, for example. 

Bourdieu is at pains to stress, however, that while habitus frames culture and practice, it does not  represent 

a fatalistic analysis of human agency wherein people function merely as products of their habitus in pre-

ordained and predictable ways.  He writes: “the habitus tends to generate all the ‘reasonable’, ‘common-

sense’ behaviours (and only these) which are possible within the limits of these regularities” (1990: 55). 

Similarly, in answer to Loïc Wacquant’s question “Does the theory of habitus rule out strategic choice and 

conscious deliberation as one mode of action?”, Bourdieu speaks of rational choice and strategic calculation 

of costs and benefits on the part of individuals as  a kind of counterpoint which cuts against the grain of 

habitus but is still framed by it: “But, and this is a crucial proviso, it is habitus itself that commands this option. 

We can always say that individuals make choices, as long as we do not forget that they do not choose the 

principle of these choices” (Wacquant 1989: 45).

For teachers, habitus serves to mediate their experience in schools with their beliefs about education and the 

nature of teaching, and the relationships they have with others. As such, it then helps them to understand 

who they are and how to act within schools and classrooms.

While habitus represents the operationalisation of the subjective in human agency, it operates in a dialectic 

relationship with the concept of field.   Where field refers to:

“a  network,  or  a  configuration,  of  objective  relations  between  positions  objectively  defined,  in  their 

existence and in the determinations they impose upon their  occupants,  agents or institutions,  by their 

present and potential situation in the structure of the distribution of species of power (or capital) whose 

possession commands access to the specific profits  that are at  stake in the field, as well  as by their 

objective relation to other positions (domination, subordination, homology etc) (Wacquant, 1989:39).

Within Bourdieu’s schema, complex societies and even complex segments of society are comprised of a 

range of “relatively autonomous microcosms” (Wacquant 1989:39), each possessing its own internal logic 

and culture: 

“For example, the artistic field, or the religious field, or the economic field all follow specific logics: while the 

artistic field has constituted itself by refusing or reversing the law of material profit, the economic field has 

emerged, historically, through the creation of a universe within which, as we commonly say ‘business is 

business’, where the enchanted relations of  phylia, of which Aristotle spoke, of friendship and love, are 

excluded”.

The boundaries of a field, according to Bourdieu, are situated at the point where the effects of the field 

cease: “only rarely do they take the form of juridicial frontiers, even though they are always marked by more 



or less institutionalised ‘barriers to entry’” (Wacquant 1989: 39).

The relationship between field and habitus, then, is one of ‘ontological complicity’ (Bourdieu 1982; Wacquant 

1989) (p.47/43), a reflexive relationship wherein: 

“On one side, it is a relation of conditioning: the field structures the habitus, which is the product of the 

embodiment of the immanent necessity of a field (or of a hierarchically intersecting set of fields).  On the 

other side, it is a relation of knowledge or cognitive construction: habitus contributes to constituting the field 

as a meaningful world, a world endowed with sense and with value, in which it is worth investing one’s 

energy.” (Wacquant 1989: 44).

The implications of Bourdieu’s work for us as teacher educators and supporters of the teaching profession is 

manifold, particularly when read in the context of Castells’ work, for the development of a transformative 

teaching profession relies upon the adoption of a different stance by those members of the profession, and 

this in turn is a product of an alteration of the field within which those key players operate. In practical terms, 

the key to this alteration lies in the provision of a range of opportunities for teachers to engage with and 

develop practical strategies for repositioning themselves as professional and as practitioners. 

BUILDING CAPABILITY IN TROUBLED TIMES

In effect,  what we have been discussing in this paper is  the need for  teachers and the teaching 
profession to be repositioned both socially and politically.  In practice this means a conscious shift from being 
compliant  technicians  and  functionaries  serving  the  interests  of  a  system  to  being  transformative 
professionals serving the interests of the students they teach and the communities in which they work.  In 
what follows we briefly elaborate some of the dimensions that such repositioning demands.

A commitment to ‘being political’

Teaching does not operate within a political vacuum.  Life in schools is essentially political.  Teachers 
have to manage the interplay between the macro-politics of the system and the micro-politics of the school 
and/or their disciplinary areas.  All too often teachers are expected to be compliant agents whose job is to 
implement government policy.  In many respects this runs counter to ideas of a ‘moral purpose’ behind 
teaching where there is the aspiration to make a difference to students and society, and to behave ethically 
and in socially responsible ways.  Elsewhere, one of us has written about the desired outcomes of a politics 
of transformation:

“first and foremost, it means there is a change of structures and processes around which debates about 

teacher professionalism take place.  It means that oversight of structures that are currently in place to 

curtail teacher professional autonomy, such as standards boards and accreditation instrumentalities, are 

taken away from governments and given to teacher professional associations.  Secondly, it requires that 

resources are made available so that this can be achieved.  Thirdly, it requires high levels of risk and trust 

on the part of all people associated with the endeavour.  Finally, it requires the establishment of what might 

be called mobilising structures such as networks to sustain the commitment and energy of  members, 

because it is the shared interests of members that underlie the process of mobilisation as wells as its 

sustainment.” (Sachs, 2003: 147)

A focus on teacher learning and a spirit of inquiry

While much has been written about teacher learning and teachers as researchers, for our purposes 
here this stands at the core of the practice of a transformative teacher identity.  Here again, Bourdieu’s 
notion of field gives us an alternative insight into practice.  Real teacher learning and inquiry into practice 
provide opportunities for teachers to explore their field, to understand the limitations of that field, and to 
expand it in order to bring about transformation, inside and outside classrooms.  Teacher learning is the 
lynchpin of a transformative teaching profession.  



Fundamental  to this is the development of a shared language with which to discuss, critique and 
change practice.  As Wenger (1998) suggests, the successful development of  a community of practice relies 
upon the development of joint enterprise, mutual engagement and shared repertoire.  In our view, at the 
centre  of  these  three  dimensions  for  teaching  profession  is  the  paramount  significance  of  professional 
judgement,  which  is  often  taken  for  granted  and  tacit.   Both  the  processes  through  which  teachers 
collaboratively  engage  in  developing  professional  judgement,  such  as  talking  about  and  sharing  their 
practice, and the enactment of this in classrooms, provide generative opportunities for improving teaching 
and learning.

An emphasis on student-centred pedagogies

Part of the transformational process is the shift from teacher-centred to student-centred practice.  By having 

students  as  the  focus  of  both  curriculum  content  and  pedagogy,  the  internal  political  dynamics  of  a 

classroom are changed. Student centred learning which draws on constructivist principles lies at the heart of 

the practice of such pedagogy.  Michael Apple writes that the politics of pedagogy “does not simply involve 

how or what one is teaching, but the rights of others who are ‘being taught’ to jointly participate in creating 

the pedagogical environment”  (2000:152).  In the act of explicitly addressing the active role of students and 

the politics of student voice (Giroux 1992) within the teaching and learning process, the teacher makes a 

conscious  move  towards  breaking  down  the  power  structure  inherent  in  the  model  of  teacher/student 

relationship inherited from the industrial age and still prevalent within schools.  In doing so, we address one 

dominant hegemony at work within the classroom, that of the teacher/student power structure, and in turn 

provide a powerful model for the breakdown of other hegemonies within society.

An understanding of the inter-relationships between theory and practice

All too often schools and classrooms become balkanised such that subject knowledge is placed in 
silos and that practice has supremacy over the theory that underpins it.  Furthermore, the technical-rational 
approaches  to  the  teaching  and  learning  enterprise  favoured  in  some  of  the  dominant  discourses 
surrounding education in our time attempts to force a wedge between these alleged ‘two sides’ of teachers 
work.  A teaching profession equipped for transformation will have a strong grasp of what Cochran-Smith 
and  Lytle  (1999)  term ‘knowledge-of-practice’,  that  “which  is  generated  when  teachers  treat  their  own 
classrooms and schools as sites for intentional investigation at the same time that they treat the knowledge 
and theory produced by others as generative material for interrogation and interpretation” (p.250).  Such an 
approach transcends the theory/practice divide to place the focus of teacher professional learning and the 
community of practice onto the core business of teaching and learning.

Connectedness and engagement

Engagement with community is an integral part of the practice of generative pedagogies.  Michael 
Apple  (2006)  cites  the  following  elements  as  the  central  tenets  of  a  community  within  which  such  an 
approach might flourish:

• caring and connectedness, 

• a sense of mutuality, trust and respect,

• a freedom to challenge others and 

• a commitment to challenge the politics of ‘official knowledge’ whenever and wherever it is repressive. 
(p.154)

It is through the building of such community and engagement with all levels of the community that the 
diverse interests, backgrounds and perspectives of learners can be acknowledged and valued, while at the 
same time established  hegemonies  can  be  challenged.   Engagement  with  communities  also  implies  a 
willingness on the part of teachers and schools to draw parents and carers in as authentic participants in the 
‘learning conversation’, and in doing so, to break down the isolation of this group from the learning process, 
and the associated counter-effects this alienation brings to bear on education generally.

CONCLUSION



We would be disturbed if identity was actually an intellectual fad that left  no trace as Wright-Mills 
suggests.  It is the work of identity that has important implications for the teaching profession rather than 
some normative concept of identity.  It is understandable that during a time when the teaching profession is 
under constant public surveillance and criticism, that the project of identity is more about teachers feeling 
better about themselves and about the teaching profession rather than a political strategy to engage the 
profession and the community towards more transformative ends.  If identity is as Wenger says, ongoing, the 
challenge then is to ensure that the momentum for its discussion and understanding happens.  It is here that 
teachers  must  take  individual  and  collective  responsibility  to  engage  with  communities  to  create  the 
conditions whereby this happens and is seen to be important.
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