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ABSTRACT OF THE DISSERTATION

From High School Writing to College Writing: A Case Study of
University Freshmen in Transition

by
Lisa Marie Waner
Doctor of Philosophy, Graduate School of Education
University of California, Riverside, December 2013
Professor Melanie Sperling, Chairperson
Students moving from high school writing to college writing are, from a
sociocultural perspective, transitioning from one “community of practice” to another,
from one “Discourse” to another (Gee, 1992; Wenger, 1998). This process can be
difficult, not only for basic writers (Bartholomae, 1985; Shaughnessy, 1977) but also for
those students who test into regular freshman English classes and therefore are
considered ready for college level writing. Drawing on sociocultural theory, I studied
students’ experiences as they entered this community of freshman writing at a four-year
university focusing on a class for students who had satisfied the prerequisites for
Freshman Composition 1.
| studied the class using case-study methodology (Bogdan & Biklen, 2007;
Hammersley & Atkinson, 1995). | observed and recorded every class session
(approximately 30) for an academic quarter, held multiple interviews with the instructor
and four focal students, and collected the focal students’ assigned writing and other

classroom documents. | analyzed the data thematically and structurally, drawing from



Bartholomae (1985), Blau (2010), Smagorinsky, Daigle, O'Donnell-Allen, & Bynum
(2010) and Sperling & Freedman (1987), and looked for developing themes based on
Wenger’s (1998) theoretical lens of Communities of Practice.. Themes included the
development of shared repertoires, willingness to engage in the routines/practices of the
classroom community, students’ response to student/instructor expectations and
challenges, and gaining or denial of legitimacy as a potential member of the classroom
writing community.

My study found that while participation in key community practices was part of
the process of joining a new community, the mutual granting of legitimacy by the
instructor and student was instrumental in moving students toward membership in this
new community. In addition, my study examined the multiple avenues of access offered
through instructor feedback to the students and the possible impact student response and
interpretation of these comments had on writing performance.

My dissertation contributes to understanding how students from varied pre-
college contexts negotiate the 21% century college writing community, adding to our
knowledge of the ways that varied students’ experiences, academic promise, and writing

performance come together and unfold in this key course for incoming college freshmen.
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Chapter 1

The Issue and Why It Is a Problem

When students move from high school writing to college writing, they are, from a
sociocultural perspective, transitioning from one “community of practice” to another,
from one “Discourse” to another. A community of practice, simply put, is a group of
people that works together to create meaning from their experience and about their
experience as they share common interests, desires, and practices (Wenger, 1998, p. 45).
A similar view of communities defines these groups as belonging to or reflecting a
“Discourse” (Gee, 2000-2001, p. 110), a way of being a certain type of person with a
focus on an individual’s way of talking, acting, believing and interpreting within a group.
When students move from high school writing into college writing, they are faced with
the challenge of joining a new community or Discourse. They are often asked to “speak”
the language of the university , to “try on particular ways of knowing, selecting,
evaluating, reporting, concluding, and arguing” (Bartholomae, 1985, p. 273), both in
speaking and writing, that are valued at the university and presumed to carry students
through their written university course work. In addition, there are certain expectations
of behavior and ways of being a student within the university classroom. This process can
be fraught with difficulties, and for many students, this transition is a problem (Blau,
2010; Durst, 1999; McCarthy, 1987; Smagorinsky et al., 2010; Smagorinsky & Smith,

1992; Sommers & Saltz, 2004).



Some researchers see students as not ready for college level writing
(Bartholomae, 1985; Blau, 2010; Flower, 1979; Lunsford, 1980), while others see the
difficulties as related to a mismatch of expectations between high school and college
which contributes to difficulty writing in this new setting (Durst, 1999; Heath, 1983;
Sommers & Saltz, 2004). For example, while freshman composition is a common rite of
passage for incoming college students, many students are unable to pass college entry-
level writing exams to make it into regular composition courses (Bartholomae, 1985;
National Commission on Writing 2011), while, theoretically, others who make it may
encounter unforeseen challenges. While there is a growing research literature about
students in the former group, often referred to as basic writers (Bartholomae, 1980;
Bizzell, 1986; Lunsford, 1980; Monahan, 1984; Scott, 1997; Shaughnessy, 1977) , we
know less about the writing experiences of the latter. My study centers on these students,
that is, students who passed the college writing entry exam and entered directly into
regular freshman composition. While it is often expected that students who do not pass
the entry exam struggle in writing in their remedial writing classes, | found that the
students | studied also struggled, even to the point of not passing the class. Since
Freshman Composition is seen as an introduction to the writing students will produce
throughout their university experience and beyond, it is important to understand why

even competent students struggle and the factors that influence their struggles.



My study asked about students’ experiences as they entered this community of
practice, this new Discourse. What were the rituals, routines, and behaviors that students
participated in as they tried to “fit” into freshman composition classes? What could we
learn from their writing, beyond grades and teacher markings, regarding their “fit” into
this new community? In short, what constituted the challenges and successes for the

student and how could each be explained?

By the conclusion of my study, I found the sociocultural processes fostering the
joining of a new community to be complex and mediated by several factors. For my
theoretical framework, I drew upon Lave and Wenger’s (1991; 1998) notions of
Communities of Practice and the processes involved in joining a community of practice. |
found one mediating factor to be the type and level of student participation in the
practices of the community and while this was an important element in their being part of
the community, a second mediating factor involved the mutual granting of legitimacy
between instructor and student, and was key in moving students toward membership. In
addition, my study looked at a third mediating factor, the variations of legitimacy offered
the students through the instructor’s oral and written feedback on their writing and the
impact his feedback had on student performance as they interpreted and responded to it.
Based on their response and willingness to participate in classroom practices, and more

importantly their view of the instructor as a legitimate resource for their writing



knowledge and skill, the focal students in the study experienced varying kinds of success

toward becoming members of the college writing community.

Research Related to My Study

A number of studies have focused on college writers, helping us to understand the
difficulties in writing at the college level before they are ready cognitively and
developmentally. Many have focused on the process of learning, interpreting, and
responding to the expectations of the college composition classroom. Others, more
recently, have focused on the influences of the social setting and immediate context on
students’ ability to join the college writing community. These studies have addressed the
nature and difficulties of college writing, and have come from varied theoretical

perspectives.

Focus on Student Written Texts and Composing

Cognitive theories have often focused on the texts students produce in order to
understand students’ composing processes. Flower (1979) conducted a seminal case
study of student writing in which she looked at two drafts of progress reports written by
students in a college freshman organizational psychology class. The students took on the
role of consulting analyst for a local organization and had to discover causes of a
particular problem and share their conclusions with the client. Analyzing the written
drafts for characteristics of “structure, function, and style... which in turn reflects an

underlying cognitive process” (p. 20), Flower identified as a key problem for students



who are new to academic writing at the college level, their tendency to produce “writer-
based prose” (p. 19) rather than “reader-based prose” (p. 20). According to Flower, in
writer-based prose, students organize their thoughts in an egocentric manner as if they
assume the reader, like the student writer, is clear about what they have written and is
making the necessary connections to create the intended meanings. The prose often
follows a narrative structure where the facts are presented in the order they were
discovered, not in relation to larger connections or implications. Because the writer is
unaware of what the audience needs to know to make sense of the prose, the writing
resembles an untouched and under-processed version of the writer’s own thoughts. The
writing that Flower studied mimicked an interior monologue, with missing explicit
referents, partially developed ideas, privately “loaded terms and shifting but unexpressed
contexts” (p. 20). Other studies by Flower and Hayes (1980, 1981) illuminated distinct
differences between the cognitive processes of expert and novice writers. Expert writers,
in defining the writing situation, focused on the audience and the effect of the writing on
the reader, as well as the purpose for the writing. In contrast, novice writers’ primary
concerns involved addressing the topic and the features and conventions of a written text,

as opposed to the needs of the reader.

Bartholomae (1985) also looked closely at the writing of college freshmen. He
analyzed five hundred essays, written in response to a university placement exam prompt,

to determine the “stylistic resources that enabled writers to locate themselves within an



‘academic discourse’” (p. 279). What he found was the inability of students to
“appropriate (or be appropriated by) a specialized discourse” (p. 276) and their failure to
speak with authority by using what he called the voice and codes of those in power.
According to Bartholomae, there is a context beyond the reader that requires more than
just content knowledge. This context necessitates a way of talking within a particular
discourse community. Until students are able to determine the conventions of the
community, such as acceptable “set phrases, common sayings, gestures, habits of mind,
tricks of persuasion, obligatory conclusions and necessary connections” (p. 278) and
learn to push against commonplace, conventionally accepted concepts, they will not have
a voice of authority within the community. In the essays Bartholomae examined, he
found that students showed different levels of awareness of these codes within the
academic community. Some were able to locate themselves within the discourse, writing
in such a way as to establish their own authority by speaking through a voice different
than just their own usual one, while many others were unable to write in a register or
voice beyond their own. Like Flower (1979), Bartholomae attributed freshmen’s struggle
to appropriate the expected discourse as a disconnect with readers’ expectations, yet he
also discussed their inability to locate themselves as writers in the appropriate discourse.
In contrast to Flower, he did not consider this struggle to come from an interior
monologue in which there is no consideration of the audience. Rather, he says the writing
he studied was a demonstration of “a writer who has lost himself in the discourse of his

readers” (p.276; on this point, see, also, Shaughnessey, 1977). As students attempted to



speak to a perceived audience, they were unable to control the language they were
expected to use. For Bartholomae, this lack of control becomes a problem of “power and
finesse” (p. 277), as the student attempts to “assume privilege without having any” (p.
278) and fails accordingly. The right to speak as a member of the academy is in a sense
granted by those in privileged positions, that is, university instructors, and that right may
be withheld unless students demonstrate facility in the accepted discourse. This
perspective on writing suggests issues of context, and the influence of context on

cognition and writing.

Smagorinsky et al. (2010), in a recent study of the cognitive processes of student
writing, followed one student’s composing process through the use of think-aloud
protocols, an audio recording of the student’s verbalized thoughts as she composed her
essay. The comments that student made while composing showed evidence of her attempt
to reach beyond current abilities to write a piece that would impress the teacher “based on
its semblance to disciplinary standards of scholarship” (p. 373). The high school senior,
Susan, was given the assignment to write an analytical essay interpreting Shakespeare’s
Much Ado about Nothing. Susan had limited understanding of the play. Analyzing her
think-aloud protocols, produced while she completed the task, Smagorinsky et al.
concluded that in order to “look™ like she belonged to the discourse community of the her
high school teacher, she “bullshitted” (p. 368) her way through her paper with seemingly

scholarly vocabulary and references. Doing so, she “sounded” like a functioning member



of the high school discourse community. However, there was no understanding behind
what she wrote. As do Gee (2001) and others, Smagorinsky et al. argue that one of the
requirements of a successful entry and socialization into a new community is the learning
of the norms, discourses, and behaviors according to the community, whereas what often
happens is that students are asked to perform in a capacity for which they are not ready
and therefore are “forced” to put on a false persona in order to fit in. Theoretically, these
attempts to appear to belong to a community when, in reality, one doesn’t yet, are a

source of problems for many college freshman writers.

Social Settings and Contextual Approaches to Writing and Writers

While the studies thus far discussed all contribute to how we understand the
cognitive processes of students as they attempt to enter the university writing community,
they allude to but do not specifically address social setting as part of writing process. If,
as sociocultural theory suggests, writing is a social endeavor, the whole social context of
writing, including interactions between student and student, as well as between student
and teacher, needs to be accounted for as an important component in the process of
students becoming members of a writing community such as the Freshman Composition

classroom.

McCarthy (1987), in agreement with Bartholomae and Smagorinsky, claimed that
“language processes must be understood in terms of the contexts in which they occur” (p.

234), yet she also assumed that writing was social, and wanted to know how students



negotiated their way through interactions with their teachers across a variety of courses
and contexts to produce appropriate texts. She spent 21 months focused on the writing
experiences of one case study student, Dave, first as a freshman in a composition class,
and then as a sophomore in Introduction to Poetry and in Cell Biology. She combined
data collection methods of “observation, interviews, composing aloud protocols, and text
analysis” (p. 236) as she studied the writing assignments, how the writing functioned in
each classroom, and what it meant to the students. As she followed Dave from class to
class, she observed him renegotiating the writing expectations and norms in each class,
and even though there were similarities among classes, Dave viewed each class as a
completely different context and community with its own set of expectations, rules, and
standards. When Dave was able to successfully determine, through interactions with the
teacher, what constituted appropriate texts, he was then able to produce them. McCarthy
concluded that writing is context dependent, and for one to be successful, one must be
able to interact in such a way as to identify the “content, structures, language, ways of

thinking, and types of evidence required in that discipline and by that teacher” (p. 233).

Similar to McCarthy’s study in that the focus was the interaction that took place
for case study subjects entering a new community of writers, Beaufort’s work (1999)
studied three college graduates as they transitioned from college writing into writing for
their workplace. Beaufort wanted to know what constituted their processes as these

“newcomers” (p. 97) tried to negotiate their way into their new writing community. She



found much of the assimilation process was undertaken unintentionally. The newcomers
were not given specific manuals on how to “be” or how to produce appropriate writing in
this new community, but rather they had to ask questions, copy behaviors of “old timers”
(p.97), and continually interact with their peers to negotiate their own position within
this new community. As did the participants of both Bartholomae’s (1985) and
Smagorinisky et al.’s (2010) studies, the women in Beaufort’s study found that within the
new community, each writing situation demanded different behaviors, and to learn them,
they had to actively participate in the practices. When they moved to a different position
or were asked to create written documents in an unfamiliar genre, they had to go through
the process of renegotiating their positions by watching those around them who were
already the “experts” (p.97) in that particular context. They made friends with and
socialized with the “masters” (p. 97) in order to learn how to behave and write
appropriately. Beaufort found that each situation was so contextually bound that the
women were adapting and renegotiating their community membership every time they
moved to a different department within the company, an action akin to Dave’s

negotiation processes in McCarthy’s (1987) study, as he went from class to class.

Also addressing the issue of context but focusing on classrooms, Durst (1999)
attributes the difficulty of the transition from high school writing to college writing to
the differing expectations among university instructors, high school teachers, and

students. As an instructor at the University of Cincinnati, Durst conducted a study at that

10



university of college freshmen over the course of a year in an effort to discover the source
of some of the difficulties these students were having with producing appropriate college-
level writing. Durst spent the year conducting classroom observations, student interviews,
and analysis of student work and teacher materials. He looked closely at student
interactions with each other and the teacher, and investigated student writing and learning
within the classroom and university setting. He found significant differences in the
purposes both the instructors and the students brought to class. Students, coming from
high school, were pragmatic in their approach to writing. They wanted ways to become
“better writers,” which for them meant focusing on mechanics, format, content, and
fluency. Writing class was expected to be one of specifics, feedback, and a chance to
develop clarity. However, the freshman composition instructor had other ideas. He
wanted students to use writing as a journey of self-discovery, to question the status quo,
and to become critical thinkers. This mismatch of purposes and expectations, according
to Durst, explains why so many students new to the university struggle in freshmen

writing classes.

Sperling and Freedman (1987) conducted a study at the high school level that also
illustrated the potential for a mismatch of expectations between students and the teacher.
The study focused on the teacher’s written comments on students’ papers and the
meaning these comments had for students. For seven weeks, Sperling and Freedman

followed the processes of a high achieving ninth grade student, Lisa, as she responded to

11



the written comments of the teacher on her papers. Even though the comments were
accompanied by teacher-student conferences, peer response groups, and whole class
discussions, Lisa still had difficulty interpreting and responding appropriately to some of
the remarks. Guided by Vygotsky (1978), Sperling and Freedman looked at the
“information, skills, and values” (p. 346) both the teacher and student brought to the
learning context and concluded that understanding the meanings behind the teacher’s
comments required a shared value system “negotiated socially” (p. 345) over years within
the school context. For Lisa, a mismatch of such values led to difficulties in her writing
as she attempted revise her essay, often incorrectly, according to her own understanding

and interpretation of the teacher’s written comments.

A study conducted by Sommers and Saltz (2004) at Harvard University followed
422 freshmen through their four years of college. At the outset of the freshman year,
students were challenged by the president of the university “to write a great deal...and
experiment with different kinds of writing — because experimentation forces one to
develop new forms of perception and thought...” (p. 125). The challenge embodied in
entering the college writing community was recognized as one of standing on the
threshold as students were asked to leave the familiar behind and locate themselves in
realms of “uncertainty and ambiguity” (p. 125). The focus of this study was the
experience of students as they learned to write in this new context. Did the students

experience writing as a way of learning and thinking or merely as another school

12



assignment or form of evaluation by the professors? Using surveys, student writing, and
interviews, Sommers and Saltz researched student writing experiences and the central
role writing played as students made the transition to college. It didn’t take students long
to realize that expectations were different in the context of a university and the methods

and thinking they had used in high school were not adequate for the college setting.

Sommers and Saltz found when students were able to see themselves as novices,
they were more capable of learning new skills, and when they were able to see writing as
more than just an assignment and instead a way of writing about topics that mattered to
them, they were able to sustain an interest and focus in academic writing throughout their
undergraduate careers. The students who were successful in entering the writing
community found that writing gave them a sense of belonging and they gradually learned
to see themselves as “legitimate members of a college community” (p. 131). These
students were able to see writing more as a give and take between themselves and an
audience where there was a larger purpose for writing beyond the satisfaction of a
classroom assignment or evaluative requirement. Not all students were able to take this
perspective and consequently struggled. The difficulties increased when freshmen refused
to embrace the “uncertainty and humility of being a novice” (p. 134), and instead
accepted the belief that there was a “secret code” (p. 134) to academic writing that the
instructors kept hidden. These freshmen continued to rely on high school methods and

viewed each writing task as a “mere assignment” (p. 140) or just another grade. Until the

13



freshmen recognized that writing in the context of college had a greater purpose beyond
completing an assignment, writing was a struggle. Sommers and Saltz (2004) concluded
that to be successful, freshman writers needed to make a “paradigm shift” (p. 139) in
their thinking about the purposes of written assignments beyond the classroom as much
as they needed to realize their place in the community and context of the university.
They found “students who initially accept their status as novices and allow their passions
to guide them make the greatest gains in writing development” (p. 145). Similar to
Durst’s, these findings illuminated the mismatch of expectations between students and

instructors as a potential challenge as students moved into college writing.

Sociocultural Approaches to the Problems of Transition

As these above studies suggest, switching from one writing community to another
requires active participation with current community members. Yet while interaction is
important, another influential factor in this transition is the social and cultural
background of the participants. Students bring their own histories of expectations, norms,
and behaviors into the classroom, which contribute to how “they negotiate the
expectations and demands of school learning” (Fairbanks & Ariail, 2006, p. 312). This
process of negotiation necessitates active participation as people function within a
sociocultural context and one’s interpretation of each new situation is evaluated from a
particular position or perspective based on the collection of past experiences (Langer &

Applebee, 1986; Rogoff, 2003). In other words, what students bring to school in terms of
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their cultural resources, experiences, and ways of being, influences the transition from
one community to another as they interpret and respond to new norms, practices, and

expectations based on previous experiences.

A classic ethnographic study by Heath (1983) demonstrates the influences of
student social and cultural experiences on schooling. Heath’s study took place in the
working class community of Roadville, among white residents, and Trackton, among
black residents, with the central research question addressing the effect of home and
community environments on the “learning of those language structures and uses which
were needed in classrooms and job settings” (p. 4). Over a ten-year period, Heath
became part of both communities in their homes, work places, and classrooms in order to
experience the “natural flow of community and classroom life” (p. 8). She focused on
each community’s approach to language, and argued that the value and use of language in
each group was “interdependent with the habits and values of behaving shared among
members of that group” (p. 11). Both Roadville and Trackton had a variety of literacy
traditions woven together in different ways with the uses of oral language, reading and
writing, and ways of negotiating meaning, and yet, while both communities believed that
schooling was a ticket up and out of their present situation, neither of the community’s
“ways with words” or language practices prepared the children for the school’s ways of
handling language (p. 235). This mismatch of social and cultural expectations led to

schooling difficulties for the children from both communities.
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Another, more recent, study that used a sociocultural conceptual framework,
conducted by Kong and Pearson (2003), was a year-long examination of culturally
diverse fourth and fifth graders as they participated in a literature-based instructional
program. The assumption was that regardless of ethnic and cultural diversity, “learning
and development occur as learners interact with more knowledgeable members of a
community within specific social, cultural, and historical contexts in which all of the
participants are striving to make sense of the messages they encounter” (p. 86). Kong and
Pearson concluded as these culturally and linguistically diverse students were given the
opportunity to actively engage in social interaction as they read, wrote, and talked about
literature, when they were supported and guided by “more knowledgeable members of
the community” (p. 114), learning took place and students were able to participate and
function as members of the literacy community in their classrooms. However, these

transitions into different communities are not always so seamless.

Students’ social backgrounds and past experiences can be influential in
determining the level and kind of participation in the school community (see e.g.,Cazden,
John, & Hymes, 1972). Recently, Fairbanks and Ariail (2006) conducted a three-year
case study of three adolescent girls’ learning experiences. They worked with two Latinas
and one African American. Their research focused on social and cultural dispositions the
participants brought to various encounters, how they used these resources to negotiate

their schooling identity, and the consequences of this process on their classroom and
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school participation. Using data collection methods of classroom observations,
videotaped lessons, and personal interviews, Fairbanks and Ariail followed these three
girls through their middle school experiences. To analyze the data, Fairbanks and Ariail
drew on Bourdieu’s (1986) notion of cultural capital and habitus to categorize resources
as they related to student performance. Habitus, as defined in this study, meant “the
dispositions, values, skills, and understandings individuals accumulate across their
lifetimes” (p. 312). Each of the girls had different experiences in the school setting as a
reflection of their individual habitus. Two of the students, because of their backgrounds,
were more aligned with the expectations of schooling and were able to adjust to and
accommodate the respective demands of each grade level; however, the third student
found traditional school expectations “ran counter to the dispositions” (p. 341) she
brought from home and therefore she had difficulties during her middle school years.
Fairbanks and Ariail concluded that “the interaction between the habitus of the individual
and the social and intellectual demands of the school context shape the individual’s
experience of school” (p. 314). As evidenced in this study, what students bring to a new

community may either confound or facilitate their transition.

To summarize, the studies | have reviewed support the notion that writing is a
social activity and transition from one writing community to another requires active
participation and interaction with current members in order to acquire the expectations

and practices of the new writing context. Using a sociocultural lens in my study, |
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attempted to understand the process of entering and becoming a member of a new writing
community for college freshmen. I sought to understand the meaning of the actions of
varied students, including their writing, as they interacted with the teacher and their
peers, and the resources they drew on to navigate and assimilate to their new writing
community. | attempted to account for “the journey from the state of being and behaving
like a novice to the state of being and behaving like an expert”(Sperling & Freedman,
2001, p. 372) in a college writing course for students who already demonstrated entry
level ability and were in the position of newcomers to a recognized university-level

experience.

Theoretical Framework

The dominant theory that framed my research comes from Wenger’s (1998)
notion of “communities of practice.” According to Wenger, a “community of practice” is
a group of people engaged in learning as they collectively discover rituals and routines
that enable a shared approach to a common enterprise. This group shares concerns,
problems, or passions about a topic, and deepens their knowledge through interaction
while sharing frustrations, insights and advice. They become bound together as they
respond to the situation, the goals, and the desires of the group as they develop a “body of
common knowledge, practices and approaches...as well as personal relationships and
established way of interacting” (Wenger, McDermott, & Snyder, 2002). In this study, |

see freshmen composition class as a “community of practice.”
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From the beginning, | made several assumptions, as proposed by Wenger (1998),
about how learning takes place, and about the nature of knowledge and knowing. In this
approach, | assume all humans are social, all knowledge is contextual, interaction is
where learning takes place and meaning is produced (Wenger, 1998). This
participation/interaction does not refer merely to situations in which people engage in
various activities together, but also to the processes of “being active participants in the
practices of social communities and constructing identities in relation to these
communities” (Wenger, 1998, p. 4). Important is not only the process of finding out what
one needs to do to “belong” to a freshman writing class at the university, but also who

one “is” within that classroom community as one writes and participates.

College students on campus are involved in defining a variety of pursuits as they
interact with each other, the instructors, and institution of the university. As they respond
to each other, they work at making sense of their social interactions, consequently
constructing who they are within the academic community. During this process,
particular practices evolve that reflect the history of the institution in which they are
participating as well as the input and negotiation of newcomers to the existing entity. The
sum of these practices during the pursuit of a common goal is what helps to define a
community of practice, while requiring a certain type of work to become a recognized

member.

19



This process of becoming a member within a new community involves learning.
Traditionally, learning is defined as an internalization of knowledge, whether transmitted
from one person to another, discovered independently, or through interaction with others
(Lave & Wenger, 1991). This view suggests that learning is a process of absorption of
knowledge without necessarily involving the broader context of the social world
surrounding the learner. In contrast, the framework that guided my study looked at
learning as increased participation in a community of practice as the learner negotiates
and renegotiates his own identity while searching for meaning behind the enterprise as he
discovers his place within this new community. Participating in a practice, implies
involvement in activities, tasks (e.g. writing), functions, and understanding that reflects
and exists in a broader context of social relations. This learning is not only a condition for
membership, but the process itself is an evolving form of learning. In order to “learn” in a
new community, it is imperative that the participant be more than just an observer, but
instead participate in the practices of the community and the continual restructuring of
the expectations, norms, and activities that make up the community’s framework. This
framework includes what is said, what is done, who participates and who doesn’t. In

short, it defines the characteristics of a member and the way of being in this community.

Thus, part of the process of becoming a member requires engagement in the
practices of the particular community. This is the idea that students are mutually engaged

in identifying the routines, norms, and expectations that define membership in the

20



community. This engagement in practices produces negotiated patterns of behavior that
either enables the students to “fit” in or not. Understanding these identified practices also
involves choosing what to know and what to ignore in order to proceed with the activity
of joining this new community. Along with these practices, comes the need to find
meaning behind them, which involves social interaction with each other and with the
instructor, a type of negotiated give and take. This negotiation of meaning is a process
shaped by a multitude of elements including, but not limited to, student, instructor, and
university expectations, students’ self evaluation of abilities, students’ desire to join this
new community, and their interpretation of just how to “fit” in as well as their level of
willingness to engage in the practices. This mutual engagement does not suppose that the
members are in some way homogeneous, but instead the diversity of the members is what
fuels the negotiation of practices as the students exchange information, opinions, and
ideas that are formed by the common goal of completing the freshman composition
requirements. Each participant develops a unigue identity, which is continually integrated
and further defined through the course of mutual engagement. These shared practices
may be ones of disagreement, challenges, or competition but all function to connect the
participants in a variety of complex ways as they search for meaning and a place within
the community. As well, a community of practice includes the “negotiation of a joint
enterprise” (Wenger, 1998, p. 77). This enterprise is not “joint” due to agreement, but as

a shared response to the context, in this case, of the classroom and university.
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Finally, a community of practice entails shared repertoires. These may include
routines, ways of doing things (like writing), discourse, gestures, actions, or tools that this
community has adopted and which become part of the practices. These repertoires are not
necessarily a new invention but instead are a reflection of previous practices in that the
norms, gestures, and routines have been previously established, and yet can be reengaged
in a new situation as they take on new meanings. These resources have well established
expectations such as requiring laptops for writing or cell phones for communication, but
in the context of the freshman composition class may take on new meanings as students
respond to the variety of constraints related to previous classes. These resources are then
used to renegotiate the meaning of the practices in this particular community, and

therefore are constantly changing and being reinterpreted.

As well as trying to define who they are within a particular community, students
also have to deal with issues of multimembership. No student belongs to just one
community. As well as being freshmen on a university campus, they are often
roommates, friends, club members, employees, sons and daughters and so on. Each
community has different ways of engaging in behaviors, different type of repertoires, and
different ways of exhibiting membership. This multimembership translates into a
significant challenge when entering a new community and may be complicated further by
cultural differences. Each student brings with him or her a history of past experiences that

mediates the interpretation of the new practices and shared repertoire within the new
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community (Fairbanks & Ariail, 2006; Kong & Pearson, 2003; Langer & Applebee,
1986; Rogoff, 2003). Within an educational setting, the cultural resources and

experiences a student brings to the new situation may conflict with the demands and
expectations of the instructor and educational environment (Heath, 1983). This adds

another layer and potential difficulties to being in a new group.

Relating to these notions, Gee (1992) has studied social and cultural interactions
as people move in and out of particular groups. He views these social practices as
“Discourses,” ways of being a certain type of person in a group. Gee’s “Discourses”
encompass the entire act of communication. He says each Discourse is “owned and
operated by a socioculturally defined group of people” (Gee, 1992, p. 107), and within a
Discourse there is a particular way of “talking, acting, interacting, valuing, and believing”
(p. 107), as well as dress, gestures, and body positions. Yet speaking the language,
knowing the vocabulary, and using it appropriately facilitates, but does not guarantee,
one’s becoming a member of a particular community. It is also imperative that the other
members recognize one’s use of the Discourse, in a sense giving “permission” for a
newcomer to join. If one uses the Discourse inappropriately, one is immediately
identified as an outsider. Wenger (1998) frames this idea of permission in terms of
“legitimacy” and says that in order to be a member, a student needs to be recognized as
such and “must be granted enough legitimacy to be treated as potential members”

(Wenger, 1998, p. 101). In the classroom, one way of granting of legitimacy comes from
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the expert in the community, the instructor, for example in the form of response to
students’ writing or to their contributions in class. Student responses to these exchanges
either further their membership in the community or help to create a non-membership
status. In addition, the new Discourse cannot be learned just by listening to and observing
the group (think of the “bullshitting” in Smagorinsky’s 2010 study). Similar to Wenger’s
(1998) theoretical framework, Gee maintains that one must be actively engaged in the
group’s enterprise and must participate in the rituals, routines, behaviors, and language(s)

of the group in a recognized competent manner in order to be considered a member.

Writing as Classroom Practice

The concept of written literacy--what it is, how it is learned, and what is
considered competent writing--has long been a focus of discussion in public education
(Sperling & DePardo, 2008). As seen earlier in this chapter, writing was researched and
theorized as a mental or cognitive process, as was learning to write. A mechanistic
interpretation of this process suggested that competent writing was the ability to compose
“error-free, standard written English”(see Flower, 1994, p. 1) or the ability to write a
coherent five-paragraph essay (see Emig, 1971). Still others privileged the ability to
“read, write, and talk about some valued body of knowledge such as the traditional
literary canon of the middle class”(see Flower, 1994, p. 1). However, concepts of
literacy, including writing, have expanded to include literacies in the plural, “defined as

diverse discourse practices that grow out of the needs and values of different
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communities” (Brandt, 1990; Flower, 1994, p. 2; Gee, 1992, 2010; Kong & Pearson,
2003), which need to be studied from cultural and social perspectives (Kong & Pearson,
2003; Sperling & Freedman, 2001). Because communities have different ways of
behaving and interacting, the role and importance of written language within a particular
community is determined by habits and values shared by members of the group (Gee,

2010; Heath, 1983; Langer & Applebee, 1986; Rogoff, 2003).

This shifting of attention away from a focus on particular and specific features of
a text, or of components of cognition, leads to a focus on literacy practices (Brandt, 1990,
2011; Flower, 1994). From this view, literacy, including writing, is shaped by the way
people interpret and respond to each other as they construct new knowledge in the search
for meaning in the very literate acts in which they are engaging. In other words, writing
is not merely just putting pen to paper, but instead writing is constructed in, influenced
by, and given meaning based on the particularities of a context or community and the
interaction of its members (Brandt, 1990, 1995; Heath, 1983; Nystrand, 1986; Nystrand

& Himley, 1984; Sperling, 1993).

In Conclusion

Mutual engagement, negotiated practices, and developed repertoires make up a
community of practice. Each can give rise to a meaningful experience for its members as

well as, conversely, hold members hostage to that experience (Wenger, 1998). Key to my
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study is the concept that students in Freshman Composition are, theoretically, looking for
meanings behind the practices to better adapt themselves to this particular community.
The choices and interpretations students make in relation to their behaviors or way of
being in the group can affect the writing they produce and whether they conform or not to
their perceived expectations for behaving as a college level writer. What can be learned
by examining their attempts to become members of the college writing community? This

question gave rise to the focus of my research and the following research questions.

Research Questions

In order to understand the experience of first year students in a freshman writing
class, | asked the following research questions, focusing on one class and a range of

students in that class.

A. Participation

e What are the negotiated repertoires and routines of the group that
emerged during the quarter?

e How did the students participate in the negotiated repertoires and
routines, both inside and outside the classroom?

e What were the stated expectations of the University, the Freshman
Composition 1 program, and the instructor, for Freshman Composition
1? How were these expectations played out in the classroom?

e From students’ perspectives, what types of challenges do they face and
what types of expectations do they bring to the class and how do they
try to overcome them?
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e From instructor’s perspective, what types of challenges or problems do
these students face in participating and how do they seem to overcome
them?

B. Writing

e What types of successes and struggles are evidenced in student
writing?

e How does the instructor provide access/legitimacy to the community

of college writers for freshmen student through both verbal and written
feedback?

e What does students’ writing reveal about their “becoming” college
writers and how did students see themselves as such?

The ultimate goal in this study was to contribute to our understanding of
the social/cultural process involved as freshmen students attempt to enter the
college writing community in order to provide a way of talking about and

facilitating this often difficult process for students.

The following chapters discuss the process and findings of my study.
Chapter 2 covers the methodology and analysis process used to gather and
interpret my data. Chapter 3 is the framework for Freshman Composition 1 as it
relates to the characteristics of a community of practice and how those
characteristics played out in the classroom. Chapters 4 — 7 each address one focal

student, his/her experiences as a novice in the college writing community and

27



his/her essays produced for the class along with three different interpretations of
the writing. The process of each student’s movement toward membership or
conversely away from membership through choices of participation and the
granting of legitimacy are also discussed. Each focal student chapter concludes
with three key findings for the student. Chapter 8 summarizes the study, describes

key findings overall, and recommends areas for future research.
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Chapter 2

Methodology and Analysis Process

Design of the research

As indicated in Chapter 1, | conducted an interpretive case study of a Freshman
Composition class at a four-year university. | spent ten weeks, three days a week (each
day the class met for the duration of one academic quarter), observing and recording
activities and interactions in the class itself, interviewing the teacher and several students,
as well as collecting student writing samples and other documentation of curriculum and
expectations for the observed class. Because | was interested in the initial experiences of
freshmen in college writing, my study took place during the first quarter of the academic
year. Note that pseudonyms were used for the names of my focal students, the
instructor, official documents, locations, and any reference that would be recognizable in

order to protect the privacy of the exact location or persons involved in this study.

By adopting an interpretive approach to this research, | attempted to answer the
questions of what was happening, specifically, in this particular setting and what these
actions meant to the participants. (Erickson, 1986; Geertz, 1973). As Erickson (1986)
points out, gaining “the immediate and local meanings of actions, as defined from the
actor’s point of view” (p. 119) is a crucial aspect of interpretive research and the

theoretical assumptions of this type of study is that people act and react according to their
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own interpretation of the world around them. In a similar manner, Bellack (1978) defines
interpretive researchers as ones who “look to the reasons, intentions, or purposes of
teachers and students to gain understanding of why things happen as they do in the

classroom” (p. 36).

According to Bogdan (2007), the researcher’s goal is to “better understand human
behavior and experience” and the method of “empirical observation” (p. 43) provides
concrete examples of human behavior. Using an interpretive approach allowed me to
observe the students and to attempt to document their process of meaning making and
responding as they entered this new community of college writers. Wenger (1998) calls
this “negotiation of meaning” (p. 53). These negotiations are what humans go through
when they are faced with a new context and a new community of practice. As | took on
the role of observer and interviewer within the Freshmen Composition class, | brought
with me the theoretical framework of how communities of practice function and are
formed and therefore was able to categorize the student activity and self-revelations as
they negotiated successfully or not, this new community. Ultimately, because the focus of
my study was what constitutes incoming freshmen’s experience in freshman composition,
and how participants interact, respond, and produce writing based on their own

interpretations of the context, an interpretive approach was ideal.

As indicated in Chapter 1, to the best of my knowledge, students who have

already proved themselves capable writers according to the University entrance exam
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have not been a focus for such study. My research on this type of situation provides a
fresh perspective on entering a writing community from students who are assumed to
already be “school savvy” and therefore able to seamlessly transition into a college

writing situation.

Setting

South Western (SW) University’s 1200 acres sprawl across a park-like campus. It
is dedicated to teaching, research, and public service, and is part of a larger university
system. SW University’s 2012 enrollment exceeded 20,000 (approximately 18,500
undergraduate students and 2,500 graduate students) and is the most ethnically diverse
University in the system. The ethnicity profile is as follows: 39.9% Asian/Asian
Americans, 28.9% Chicanos and Latinos, 17.0 % White/ Caucasian, 7.9%
African/American, .4% Native American, and 4.5% other ethnicities. The University
offers offers: 80 bachelor degree programs, 46 master's degree programs, 38 Ph.D.
programs and 17 teaching and administrative credential programs. Once a small
university in a small town, it is now one of the premier research and educational

institutions in the region.

The course in which | conducted my research is part of the Introduction to
College Composition Program housed within the English Department. Prior to enrolling

in the Composition sequence (three courses), all students are required to satisfy the Entry
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Level Writing Requirement, a reading and writing proficiency requirement set up by the
university system. There are many ways to satisfy this requirement. Of the instructors for
Freshman Composition 1, 55% are lecturers, while 45% are Graduate Teaching
Assistants (TA). The TAs are required to have a year of training, as well as a senior
Lecturer mentor for the first quarter they teach. There is an annual two to three days fall
orientation for all instructors (lecturers and TAs). TAs teaching for the first time have an
additional two days of training. Finally, all instructors who teach in the entry level
program must also participate in the norming and grading meetings for the final exam.
Freshman Composition 1 is capped at 23 students per section and four sections were
offered in the fall of 2011. According to SW’s University Introduction to College
Composition Policies 2011 — 2012, consecutive classes are an introduction to reading and
writing strategies, as well as a variety of essay genres. “The program as a whole provides
freshmen with a broad literacy education” and ideally, students complete the program
prepared to enter a community of writers who know how to think about, analyze, and
consequently produce the variety of writing tasks with which they will be faced for the

next four years and beyond.

The three levels of Freshman Composition classes, 1, 2, and 3, are taken in
sequential order. Freshman Composition 1 focuses on narrative, descriptive, and
expository writing; Freshman Composition 2 on argumentation; and Freshman

Composition 3 on textual analysis and semiotics, the reading and writing of cultural
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signs. This program is referred to in the manual as “the cornerstone of a liberal arts
education.” Throughout the three quarters, students are taught to “investigate, organize,
and understand themselves and their world.” These skills are reinforced through selected
readings, class discussions, outside research, and student produced papers. Upon
completion of these three classes, students, ideally, are equipped to approach any type of
written assignment they may face in subsequent classes throughout their university

experiences.

Class and Instructor Selection

In choosing a class to study, I first spoke with the head of the Introduction to
College Composition Program for recommendations of well regarded instructors who
were experienced in teaching Freshman Composition. | wanted this type of instructor,
one familiar with this class, as he or she would be the one setting the standard for the
classroom discourse as the “expert” for the students. As I observed Freshman
Composition 1 in an attempt to identity the processes of students entering a new
community, the interactions between an expert and the novices are part of what | was
observing. The head of the program recommended two long time lecturers. I interviewed
both of them as to their philosophy on teaching, students, and the Freshman Composition
program as a whole, including their expectations and curricular requirements for the
class. Similar to my desire for an experienced instructor, | wanted an instructor whose

philosophy was to make this writing community accessible for incoming students and
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whose ultimate goal was for the students to be successful in their attempts to enter the
college writing community. Both of the recommended instructors were open to my
sitting in on their classes for the quarter and were willing to be interviewed throughout
my time there and talk about their perspectives on the students and student entry
experiences into this new writing community. | interviewed both instructors individually
for 20-30 minutes in their office and observed both of their classes for the initial session

of the quarter.

While both instructors were equally interested in participating in my study;, I
chose Dr. Jackson for several reasons. During the first day of class, Dr. Jackson was
organized and clear about the curriculum requirements for his class. He had a calm and
inviting teaching style as he addressed these new students and welcomed them to the
university. He “apologized” with humor when he talked about the required textbook’s
cost and weight. He went over the syllabus in detail and at the end of the class, he listed
on the board five criteria he used to grade essays: evidence of reading comprehension,
unity, development, coherence, and proper use of Standard English. He also wrote his
office hours and location on the board, inviting students to come see him if they needed
help. When | asked him during our initial interview about his ultimate goal for his
students, he said it was for them to be “competent at the basic expository tasks” by the
end of the quarter. When | explained the focus of my research, Dr Jackson remarked,

“This is a study that needs to be done.” Because Dr. Jackson was experienced, had
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explained his expectations in a clear and specific manner, and appeared to connect with

the students through humor and availability, I chose to observe in Dr. Jackson’s class.

Dr. Jackson

Dr Jackson is a veteran teacher. He attended this same university as a Masters
student and continued there to complete his PhD. While in graduate school, he was a
Teaching Assistant (TA) and, after graduating, taught at a variety of community colleges

as well as the university. He had taught Freshman Composition off and on since 1989.

Student Selection

| selected four students in Dr. Jackson’s class to focus on during the quarter. I did

so as follows:

On the first day of class, Dr. Jackson briefly introduced me and gave me time to
summarize why | was there and why | needed volunteers to be part of my study. |
distributed a consent form to the 22 students in the class that asked them if they would be
willing to be interviewed two to three times throughout the quarter, audio-taped and
possibly video-taped, as well as share their written work with me. I assured them their
participation in my study would not affect their grades or evaluations in this class.
Pseudonyms would be used in place of their names to protect their privacy. Out of the 22
forms distributed in the class, | received back 19 signed by students who agreed to

interviews along with audio and video taping, two signed by students who agreed to
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audio-taping but not videotaping, and one signed by a student who agreed to videotaping
but not audio-taping. | then considered the backgrounds of the 19 students who agreed to
be considered as a volunteer. | wanted students, high school June graduates, who were of
diverse social and cultural backgrounds in order to obtain a meaningful variety of
experiences. | observed the students in the classroom setting, such as where they sat, how
they interacted with other students and the instructor, their behaviors during class. After
informal conversations with the students and based on the various criterion listed above, |
settled on a subset of four focal students for my study. My subset, limited in number,
allowed me to delve deeply into the freshman writing experience for a range of students
and allowed me to discover keys issues relative to students moving from high school to
college. Following is a brief portrait of each of these four students, all of whom were
born within the same large geographic area, a small part of which subsumes SW

University.

Kevin

Kevin’s family is Indian and came from a small town in India. Both of his parents
are college educated. Kevin is not a native speaker of English and did not to speak
English until the age of six. His two sisters each attend a university and a college
education was “expected” by his parents. Kevin believed himself to be an “average”
writer, but felt he had some good training in high school and therefore was not overly

concerned about his ability to produce college level writing.
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Becky

Becky is Hispanic and English is her second language. Most of her family resides
in Mexico. She didn’t tell me about her parents’ level of education, but similar to Mark
she felt pressure to be successful. She admitted that in writing, her biggest struggle was
switching from Spanish to English, but she knew where to go to get help and was willing
to take advantage of that opportunity. She had to complete a summer English class at the

university in order to qualify for this Freshman Composition class.

Dona

Dona’s father is Hispanic, while her mother is half Hispanic and half Caucasian.
Both of her parents graduated early from high school to help with family finances. She is
the first in her family to attend the University. Dona is comfortable with her writing

ability coming in, but knows she will have to work hard to produce college level writing.

Mark

Mark is Korean. He attended a math magnet high school, but he said the reason he
was accepted into the school was that his sister had attended before him. Neither of his
parents graduated from high school and both spoke limited English. His sister, fluent in
English, was a junior at a state university. He was not very confident in his writing ability

and felt pressure from his family to succeed.
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Data Sources and Data Collection

Classroom Observations

| took on the role of observer in the context of the selected classroom and sat in
on the classroom Monday, Wednesday, and Friday from 2:10 to 3:00 over the course of
the ten week quarter from September — December, 2011. Sitting in the back of the
classroom allowed me to observe unobtrusively and experience firsthand what students
said and did as they interacted with their peers and instructor (Emerson, Fretz, & Shaw,
1995). One to one informal conversations with the students and instructor in the
classroom context added to my observational data. | took field notes while observing to
capture what went on in the classroom itself and then typed up my notes in detail
immediately afterwards, filling in from memory when needed. | audio recorded
classroom sessions that | observed in order to further document the nuances of social

interaction and conversation. This, too, helped me to fill in and expand my field notes.

Interviews

Interviews within interpretive research can range from the informal conversation
before the beginning of class or in the parking lot to formally prearranged meetings in a
restricted environment where no one else is listening except the interviewer (Hammersley
& Atkinson, 1995). While it is true that information gained in an interview is subject to

participants’ perspectives as well as the interviewer’s presence, it is still possible to use
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these data to illuminate these perspectives as well as meanings behind actions

(Hammersley & Atkinson, 1995).

Student Interviews

| conducted individual interviews with each of the focal students at different times
throughout the study, including one to three formal interviews with each focal student, in
order to try to understand their perspectives on their experience over time. | found a
place upstairs in the building where the class was held, and | met there individually with
each student either before or after class. Because each student had other classes, our time
was limited to 25 — 30 minutes for each interview, but the students were forthcoming and
open about their experiences as well as willing to share most of their written work. The
formal interviews were audio recorded and transcribed for later analysis. The interview
questions were semi-structured, yet | remained flexible as often the conversation took a
different turn when participants began to tell their own story of their experience. Initially,
| asked questions related to what types of challenges they expected to face as they entered
the college writing community and how they planned to address them. | wanted to know
what skills and knowledge they believed they brought to this experience and whether
those skills would help or hinder their transition into college writing. As the quarter
progressed, | asked them about their writing experiences in high school, how they saw
themselves as writers, and whether or not they felt they were “becoming” college writers.

In our final conversations, we reviewed their initial concerns and whether or not they had
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materialized. We talked about their overall experience of entering college level writing,
how they ultimately saw themselves as participants, and whether or not they considered
themselves successful, based on their own definition of success as well as on their

understanding of the instructor’s definition.

Instructor Interviews

In addition to the focal students, | interviewed the instructor, formally and
informally, throughout my study. Through my questions, | attempted to understand more
about the instructor’s philosophy on teaching, teaching experience, and the design of the
curriculum. I asked him about his perception of the student experience and the challenges
students faced upon entering a new writing community as well as the social and
interactional expectations for the class. I wanted to know the instructor’s perspective on
how students overcame challenges and what skills and knowledge they brought to the
classroom that helped or hindered the experience. Finally, I wanted to know his
definition of a successful college level writer and how he knew when a student had
achieved this level of success as a writer, and what kinds of changes in student writing he

saw as students progressed through the quarter.
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Document Collection

Student writing

According to SW’s Introduction to College Composition Program, the textbook
for this class, Elements of Writing, provided the basic structure of the class. Chapter 1
was an introduction to the text and Chapters 2 - 5 each defined a particular genre of
writing and the curriculum and assigned essays directly correlated with the textbook

chapters.

Chapter 2, "Remembering an Event," introduced students to writing about their
own significant personal experience using memory search, careful word choices, and the

selection of telling details to support and convey a central idea.

Chapter 3, "Writing Profiles,” introduced students to ethnographic field research
— observation and interview — plus other evidence-gathering techniques to research a

new place and activity.

Chapter 4, "Explaining a Concept,” and Chapter 5, “Explaining Opposing
Positions,” introduced students to library and Internet research, requiring the analysis,
synthesis, and comparison of information gleaned from a variety of sources. All of the
chapters in Elements of Writing taught students close reading, but these two chapters
focused also on the proper use and documentation of sources. Chapter 5 also served as a

transition to Freshman Composition 2 by teaching students to analyze written arguments.
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The first essay students wrote was a narrative, a look at themselves and a
significant personal memory that required an explanation to the reader of a central idea.
The second essay, a profile, required students to look beyond themselves to other people
or places as they attempted to sufficiently describe to the reader, a person, place or event
in enough detail to recreate the focus of the essay for the reader. The third essay,
explaining a concept, familiarized students with research strategies, MLA format, and
writing techniques needed to help readers understand and appreciate the topic of this type
of writing. The final essay was an introduction to analysis of written arguments, a genre

that would be covered in more detail in Freshman Composition 2.

Each essay that was assigned was outlined specifically in a handout as to the
topic, where to find help in the textbook, and page and formatting requirements. There
were specific due dates for both a draft and a final copy and the directive to submit the
essay to the “Mywork” website in order to receive credit. This website is a guard against

plagiarism.

Over the course of the quarter, students wrote five final essays. The first four
required drafts that were due in class prior to the final due date. Two of these drafts were
read by students other than the writer, and a “Response form” was filled out by the reader
as to whether or not the student writer had addressed the criteria the instructor had

discussed for that particular essay.
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By the end of the quarter, | had three to four drafts, some of which were the final
drafts including instructor comments, of essays from each focal student, out of the five
written all quarter. The fifth and final essay was the students’ final exam; I was not able
to obtain a copy. Only two of my focal students gave me three essays that included the

final grade and instructor comments and proof reading marks.

Other writing that was done in the class consisted of the peer responses worksheet
on the rough drafts of Essays 1 and 2, short answer quizzes on three of the short stories in
the textbook, and two quizzes based on the reading assigned from the previous session. |
did not collect the quizzes and only collected a handful of the peer responses written
about my focal students’ essays by other students as my focal students did not share these

with me.

Classroom documents

Along with student writing, I collected all documentation related to this class
including the syllabus, assignment instructions, course materials, evaluations and all
additional relevant written materials both inside and outside of class (such as from the
department or University). Such documentation allowed me to further understand the
expectations and cultural norms and values of the university and instructor as well as the

overall expectations and philosophy for this particular class.
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Data Analysis

Analysis is described on the following pages. Tablel gives an overview of the

connections between my research questions, the data sources that helped answer each

question, and the kind of data analysis that | used for each data source.

Overall Question: What is the experience of entering the college composition community,

and what can we learn from students’ writing in this context.

Table 1

Data Analysis

Research Sub - Questions

Data Source

Data Analysis

A. Participation

What are the negotiated
repertoires and routines of
the group that emerged
during the quarter?

How did the students
participate in the negotiated
repertoires and routines,
both inside and outside the
classroom?

Field notes, classroom
observations

Field notes, classroom
observations, audio
recorded classroom
sessions; student and
instructor transcribed
interviews

Communities of Practice
(Wenger, 1998):
Identification of repeated
instructional and non-
instructional behaviors and
activities occurring
throughout the quarter

Content/Thematic analysis
(Huckin, 2004) of student

participation in relation to
classroom repertoires and

routines
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What were the stated
expectations of the
University, the Freshman
Composition 1 program,
and the instructor, for
Freshman Composition 1?
How were these
expectations played out in
the classroom?

From students’
perspectives, what types of
challenges do they face and
what types of expectations
do they bring to the class
and how do they try to
overcome them?

From instructor’s
perspective, what types of
challenges or problems do
these students face in
participating and how do
they seem to overcome
them?

B. Writing

What types of successes and
struggles are evidenced in
student writing?

Field notes, classroom
observations, audio
recorded classroom
sessions; documents from
the University, the
Freshman Composition 1
syllabus, and the instructor;
instructor transcribed
interviews

Field notes, classroom
observations, audio
recorded classroom
sessions; student transcribed
interviews

Field notes, classroom
observations, audio
recorded classroom
sessions; instructor
transcribed interviews

Student writing and
instructor written feedback
on essays

Rich feature (Barton, 2004)
and content analysis
(Huckin, 2004);
Identification of patterns of
articulated expectations and
use of discourse both in
written and oral forms

Content/thematic analysis
(Huckin, 2004) of student
statements about challenges
and problems and how
problems are addressed;
students’ direct and indirect
responses to expectations as
evidenced by their
participation in classroom
routines

Content/thematic analysis
(Huckin, 2004) of instructor
statements about students’
challenges, problems, and
successes

Application of (a) SWU’s
six point holistic rubric, (b)
instructor’s rubric to student
essays, (c) content analysis
(Huckin, 2004) and rich
feature analysis (Barton,
2004) of instructor
feedback.
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How does the instructor
provide access/legitimacy to
the community of college
writers for freshmen student
through both verbal and
written feedback?

What does students’ writing
reveal about their
“becoming” college writers
and how did students see
themselves as such?

Field notes, classroom
observations, audio
recorded classroom
sessions; instructor’s
transcribed interviews;
written and oral feedback
on student essays

Student writing; student
transcribed interviews

Evidence of opportunities
of access and legitimacy
(Wenger, 1998) through
teacher and student
language and discourse
during instruction and apart
from instruction; Content
analysis (Huckin, 2004) and
rich feature analysis
(Barton, 2004): Focus on
ways of questioning,
commenting, framing; uses
of devices for engaging
listeners such as humor,
inclusive talk in various
contexts

Evidence of changes in
writing in three successive
essays during the quarter;
thematic analysis of student
comments in relation to
their progress towards
membership

A. Participation

Repertoires and Routines

To better understand the student experience in a freshman composition class as

they enter the college writing community, | analyzed the observational data-- field notes

and audio tapes -- using the framework of Wenger’s (1998) community of practice. For

my study, repertoires were those shared activities and artifacts that, over time, became a
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part of the community and therefore accepted practice. The routines were the implicit and
explicit expectations and practices, those in place at the beginning and those developed

over time, shaping student participation.

When analyzing the data, | first looked for specific repertoires that surfaced
regularly in this classroom and how they were constructed. Were they made obvious by
statements, written documents, classroom discussions, or instructor direction or were they
more subtly implied? What were the “routines, words, tools, ways of doing things,
stories, gestures, symbols, genres, actions or concepts” (Wenger 1998 p. 83) that became
part of this community and how did they add to or help overcome the challenges students
faced? How were the repertoires used and interpreted to pursue a successful entry into the

writing community?

I next looked for patterns of behavior or particular routines, both inside and
outside the classroom, which occurred repeatedly throughout the quarter i.e., student use
of technology during class, coming prepared and on time to class, student clothing, being
actively involved in whole class or small group discussion, office visits to the instructor,
and student responses to verbal and written feedback from the instructor. Nystrand (1986)
also writes about this process, in terms of student responses to expectations and
constraints within particular discourses. He talks of the importance of establishing an
understood frame of reference and how it is constructed as each participant interprets

each other’s responses and subsequently adjusts ensuing comments based on the latest
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information. I looked for patterns in how the discourse changed, was reshape, and
established and maintained through comments, gestures, and feedback both from each
other and the instructor. These patterns, in turn, shaped the routines, both explicit and

implicit, that became a part of being in this classroom.

Student Participation

To look at participation in the group, I drew upon Wenger’s (1998) definition of
participation as the “active involvement in social enterprises” (p. 55) which shapes the
member as well as the community. After routines are established in a group, they are
perpetuated through the membership’s participation. Therefore, in addition to the
emerging routines, | looked at the participation and response of my focal students to these
routines. Did they actively participate or did they remain on the periphery of the class?
Did they show up on time ready to work, or arrive unprepared and therefore not ready to
participate in classroom activities, did they engage in group discussions, and did they
visit the instructor during office hours? I also looked for patterns of interaction between
the instructor and students as well as between student and student. How did students
respond to the instructor, both inside and outside the classroom? Was there opportunity
for students to ask questions, have discussions, or interact directly with the instructor?
How did students respond to stated and implied expectations of the University, Freshman

Composition 1, and instructor for appropriate college level writing? How did these
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expectations appear to influence their writing? How did they make sense of these

classroom routines and interpret their value with regard to community membership?

Using a combination of the above factors (repertoires, routines, and student
participation) in a functioning community allowed me to form a descriptive account of

the classroom and of the experiences of the freshmen in Freshman Composition 1.

Institutional and Instructor Expectations

The composition program at SW University is defined by a set of formal
expectations developed by the institution and were set forth in two specific documents:
Introduction to College Composition Program, and the Freshman Composition 1
syllabus. In addition to being formally written, the instructor also reiterated these
expectations verbally in the classroom. I studied these documents for what they told me
about the underlying philosophy of the University, class curriculum, and instructor. |
also looked for explicit and implicit expectations surrounding these documents within the
classroom discourse. This type of background helped to contextualize the experience of
the students by giving me a broader perspective on what influenced and directed this
particular classroom. However, these formal expectations often played out differently in

the classroom’s day to day routines and instructional discourse.

Using Barton’s (2004) “rich feature analysis” and Huckin’s (2004) “content

analysis,” which look at particular patterns of a text such as words, phrases, or concepts
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and the “connection between structure and function” (Barton, 2004, p. 66), | looked at the
written documents and verbal classroom instruction for expectations of Freshman
Composition and how those expectations were communicated to the students. | looked at
repeated discourse elements and their meaning as it related to the specific context in
which it appeared. Were there repeated patterns of concepts and vocabulary and did they
carry the same meaning in the University document, the syllabus, and classroom
instruction? | also looked for ways these expectations played out in the classroom. Did
the instruction match the University’s written expectations or was there a different

emphasis in the actual classroom?

| also interviewed the instructor about his personal expectations for this class.
From these interviews, audio recorded and transcribed, | gained a better understanding of
the instructor’s perception of the students in the class, his expectations for the students, as
well as his overall philosophy of freshman composition. | looked for emerging themes
that enabled me to understand why what was done and taught made sense to the
instructor, paying attention to what was said as well as to the instructor’s language
choices. Did the instructor’s view of student participation in class lead to the instructor’s
perception of freshmen overall? And did this view influence what went on in the
classroom and how the instructor set up the classroom expectations, which in turn

directly influenced student participation and engagement?
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Using my observational data, transcribed instructor interviews, and classroom
documents, | looked for patterns of discourse and their meaning, based on the context of

where they appeared and how they were used in the classroom.

Challenges and Expectations

Student Perspective

During the quarter, | interviewed each of my focal students three different
times, with the exception of one student who was not available for the second and third
interviews as he told me he had prior commitments. | analyzed the transcripts for
emerging themes and how patterns between them related to their expectations at the
beginning of the quarter and the challenges anticipated, and how they planned to respond.
| asked what they were most concerned about in terms of meeting the expectations of the
class and what did they expect in the way of challenges. Were the challenges cognitive
issues (not understanding what is being asked), procedural expectations (how to begin,
choose a topic, or generate supporting ideas), or basic mechanics of writing (university
level style English)? | asked what skills they felt they brought to the class and if they felt
prepared for college writing. Was their knowledge mostly general knowledge (concepts,
definitions, common knowledge), procedural (how to use the general knowledge) or
conditional (not only how to use their skills, but when is each skill appropriate) (Beaufort,
1999; McCarthy, 1987; Smagorinsky et al., 2010)? | looked not only for patterns of

concern, but also patterns of response to the challenges and how it influenced their levels
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of participation and engagement in the classroom. Based on their responses to the
classroom expectations, were they able to adjust and move towards membership or were

they further removed from the community as the quarter progressed?

Instructor Perspective

The instructor was a 17 year veteran of teaching Freshman Composition. | wanted
to know his perspective on the challenges that freshmen students faced when entering this
new writing community. In our three interviews and through his response to students’
writing, | asked about challenges common to freshmen in general and then to this class in
particular. Were the same issues emerging as he expected? To what did he attribute the
challenges in writing that he saw in this class? Were they typical or did he see anything
different based on the students in this particular class? How did students in the past
respond and how did they try to navigate their way through the difficulties? | looked for

emerging themes in his answers about student challenges, problems, and successes.

B. Writing

Student writing

| looked closely at the student writing, what was produced, how it was produced,
and any changes within the writing in response to instructor and classroom expectations.
As mentioned previously, the students in Freshman Composition had either competently

passed the writing entrance examination administered by the University, successfully
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completed the summer session offered as a prerequisite, received 680 or better on the
SAT writing test, received 3 or above on the AP Examination in English, or received a 5
or better on an International Baccalaureate Higher Level English A exam. These students
had already achieved a certain level of writing competence and therefore legitimacy as
college writers. After collecting focal student writing, | selected key assignments to
further analyze and used two other readers beside myself to strengthen the reliability of

my analysis.

While my analysis of student writing was guided by a working definition of
“college level writing,” I realized that college level writing is difficult to define and
changes based on the institution, the rhetorical situation, the level of education, as well as
the students involved (Blau, 2006; Sullivan, 2006; White, 2006). Therefore for the
purpose of my study, | looked at each student essay from three different perspectives in
order to create a more complete picture of my focal students’ writing. The first
perspective was based on the university’s rubric for college level writing and each essay
was read and scored by me and two other readers using this rubric. The second
perspective was based on the instructor’s expectations as evidenced from classroom
discussions, classroom handouts, and written comments and editing marks on the student

essays.

Returning to several of the studies previously mentioned, | drew upon studies of

student writing to build a framework for my own analysis of my focal students’ writing
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and what we can learn through their use of language as they try, either successfully or
not, to write as competent college level writers. Multiple studies have been conducted to
determine characteristics defining the quality of student writing such as issues of
Standard English usage and correctness (Shaughnessy, 1977), intertextuality (Bazerman,
2004), and textual cohesion and coherence (Halliday & Hasan, 1976; Witte & Faigley,
1981). In addition to structural elements, one of the paradoxes of writing as a freshman is
writing as both a novice and an expert (Sommers & Saltz, 2004). When asked to address
a particular topic, college freshmen have been seen not to know what is important and
what is superfluous, giving equal weight to everything in addition to the inability to
discern how different pieces of information are related to each other. Looking at student
produced writing from a different perspective, Smagorinsky (2010) concluded that if a
student was able to conform to common discourse conventions and use knowledge of the
genre of academic writing and particular features, she could write in such a manner as to
create the impression that her content knowledge was adequate when, in reality, it wasn’t.
This tactic has been seen to be used by incoming members of the college writing
community to create the impression of “belonging” by appearing to write in a scholarly
manner. In yet another study, Bartholomae (1985) studied student writing and found that
for students to speak with authority, they needed to speak through the voice and code of
those with authority, the professor’s, and they had to do this before they knew what they

were doing as writers. Taking all that into account and using the university rubric and the
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instructor’s criteria of correctness and content expectations, | formed the framework for

the first two perspectives of text analysis of my focal students’ essays.

The third perspective that I took to student writing was based on the instructor’s
granting of legitimacy to the students and how this was reflected in his comments and in
student writing. This perspective goes beyond the surface of the text to look for ways the
student writing evidenced the writer’s membership as a college writer particularly in
response to classroom instruction and written feedback. As mentioned above, along with
the need to speak with authority in order to appear to be a member, one needs to be
recognized as such by the current expert, in this case, the instructor (Bartholomae, 1985;
Wenger, 1998). This recognition can come in the form of oral “invitations” to join the
college writing community or through written comments on student essays that served to
shape the role of the instructor and the students as well as the relationship between them.
This legitimacy is important because newcomers’ attempts to join a new community
often fall short, but if they have been granted a certain level of legitimacy, all their
mistakes and misunderstandings are opportunities for learning rather than dismissal
(Wenger, 1998). This process of gaining of legitimacy and the avenues offered by the

instructor are what | used to define my third perspective.

Perspective #1 — The University’s Rubric

The holistic writing placement rubric (see Table 2) of SW University assesses the

development of support for the response to the prompt, elaboration levels of ideas and
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connections, word choice, sentence structure, and the use of Standard English
conventions. While this is not an absolute standard for college writing, it is an evaluative
tool used by SW University to determine student ability to write at a college level, as
defined by the university system of which my research site is a part, therefore giving my
research a point of reference in determining the quality of student work. It is interesting
to note that within the criteria, primary importance is attached to student response to the
prompt supported by a certain level of elaboration and evidence, going from “cogent” to
“thoughtful,” all the way to “a disregard of the topic’s demand.” Next the rubric
addresses word choice, sentence variety, and finally, at the end of each level of criteria,
grammar and usage. Based on the rubric, it appears that thinking and responding take

precedence over grammatical correctness in college level writing.

As is common practice when grading multiple papers, the focal students’ essays
(15 total) were read and scored independently by two readers and myself. The first reader
is a 31-year veteran high school teacher. He has taught all levels of English, from grades
nine to 12, including AP English for the past 13 years. In addition to teaching, he was a
reader/grader of AP exams in 2005 as well as a reader/grader for the High School
Proficiency Exams for four years. The second reader has taught at the community college
and university level in the composition program for over 20 years. Each essay was scored
independently according to SW University’s six point rubric and, as the scores were the

same or less than one point apart, the points were averaged together.
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Table 2

SW University 6 Point Writing Rubric

Holistic Score

Description

A 6 paper commands attention because of its insightful
development and mature style. It presents a cogent response to the
text, elaborating that response with well-chosen examples and
persuasive reasoning. The 6 paper shows that its writer can usually
choose words aptly, use sophisticated sentences effectively, and

observe the conventions of written English.

A 5 paper is clearly competent. It presents a thoughtful response to
the text, elaborating that response with appropriate examples and
sensible reasoning. A 5 paper typically has a less fluent and
complex style than a 6, but does show that its writer can usually
choose words accurately, vary sentences effectively, and observe

the conventions of written English.

A 4 paper is satisfactory, sometimes marginally so. It presents an
adequate response to the text, elaborating that response with

sufficient examples and this reasoning will ordinarily be less
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developed than those in 5 papers, so will the 4 paper’s style be less
effective. Nevertheless, a 4 paper shows that its writer can usually
choose words of sufficient precision, control sentences of

reasonable variety, and observe the conventions of written English.

A 3 paper is unsatisfactory in one or more of the following ways. It
may respond to the text illogically; it may lack coherent structure
or elaboration with examples; it may reflect an incomplete
understanding of the text or the topic. Its prose is usually
characterized by at least one of the following: frequently imprecise
word choice; little sentence variety; occasional major errors in

grammar and usage, or frequent minor errors.

A 2 paper shows serious weaknesses, ordinarily of several kinds. It
frequently presents a simplistic, inappropriate, or incoherent
response to the text, one that may suggest some significant
misunderstanding of the text or the topic. Its prose is usually
characterized by at least one of the following: simplistic or
inaccurate word choice; monotonous or fragmented sentence

structure; many repeated errors in grammar and usage.

A 1 paper suggests severe difficulties in reading and writing

conventional English. It may disregard the topic’s demands, or it
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may lack any appropriate pattern of structure or development. It
may be inappropriately brief. It often has a pervasive pattern of

errors in word choice, sentence structure, grammar, and usage.

Perspective #2 - The Instructor’s Rubric

The second perspective was based on the instructor’s class instruction and
discussions of his expectations for writing, as well as his written feedback on student
essays. Twelve of the fifteen essays my students shared with me were the final copies that
included the instructor’s written comments and corrections. For each essay, I counted the
number and type of errors the instructor had marked and created a chart for each essay
reflecting the count. This perspective allowed me to view student writing based on the
instructor’s expectations regarding grammar and structure. It also allowed for a
comparison, side-by-side of the three essays, of any changes in the writing over the

course of the quarter.

Table 3 shows Dr. Jackson’s proofreading marks, which appeared on the student

essays, most of which he went over specifically with the class.
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Table 3

Dr. Jackson’s proof reading marks and abbreviations

Proof reading mark/symbol

Description

v
W

(underTine)

(double underline)

(box around word(s)

AN
(squiggly line under word(s)

Agr
Coh
Comp
CS
Dev
Dig

Exact

good narrative details

good descriptive details

evidence of significance/reflection

good word choice

Good specific detail

error in word choice

error in subject/verb agreement
error in coherence

error in comprehension of text
comma splice

needs more development
digression/ problems with unity

inexact word
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Frag sentence fragment

Lc lower case

Logic illogical transition

Mixed mixed construction

Num error in use of numbers

Ref error in pronoun reference

Shift shift in tense, person, number, mood, voice, or from

direct to indirect discourse

T error in verb tense

Trans transition error

Usage incorrect word choice

Voice ineffective use of passive voice
wW wordy

Wc ineffective word choice

Ww wrong word

Perspective #3 — Writing at the College Level

As previously mentioned, determining just what was college level writing beyond
the surface characteristics of students’ writing has been a long and complicated
conversation (Blau, 2010; Flower, 1979; Sullivan, 2006). In an attempt to go beyond

surface characteristics, for the purposes of my study, I focused on students’ gaining of
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legitimacy as college writers based on classroom instruction, written feedback, and office
visits, as well as how student writing reflected these avenues to membership in the

community.

Unless a newcomer in a new community is granted enough legitimacy to be
treated as a potential member, their eventual access to membership may be jeopardized
(Wenger, 1998). This legitimacy may be granted in multiple ways, such as through a
sponsorship or building of relationships. | looked at the way the instructor offered access
to the students through oral comments in the classroom and written feedback on student
essays, as well as his offering of office hours and time outside the classroom. Drawing
again on Barton (2004) and Huckin (2004), I looked for thematic patterns as they

reflected different contexts and meanings.

In the context of classroom instruction, I focused on the instructor’s oral
communication to understand his projected attitude towards the students. Depending on
the students’ perspective, his classroom comments could appear to be both inclusive and
inviting or be seen to create a division among students. How did he address the students?
What repeated words or phrases did he use to include and accept them as newcomers in
this community? Conversely, what words or phrases could have been interpreted as
limiting students’ potential membership? How did the words’ meanings change based on

the context of his comments? Theoretically, students’ perspectives on whether they felt
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included or not may have influenced their willingness to incorporate the instructor’s

feedback into their writing.

| also read his written feedback on student essays. Written feedback itself brings
additional complications. Often, written comments are misunderstood, even by
competent students in a well taught classroom (Sperling & Freedman, 1987). This
misunderstanding can be influenced by context, which gives rise to the question of how
students make sense of the instructor’s expectations and how they apply that
interpretation to their writing. | analyzed focal student essays for changes or patterns in
instructional feedback and how students responded to these in successive essays written
during this quarter. In the written comments and corrections, how was the instructor
providing a way for students to learn about college writing? What words, phrases, and
terms did he use and did the meaning change from one essay to the next? Did the students
respond to the instructor’s written feedback and how was that evidenced in their writing?
Did they incorporate his suggestions, acting as potential members of the college
community, or ignore them? If they ignored them, why might they have done so? |
looked for patterns and repeated discourse that either offered or limited students’ access

to the instructor and to college writing.

Overall in Perspective #3, | was looking at what avenues toward college writing
were made available to the students and how those avenues shaped and supported student

entry into college writing. Did the instructor’s feedback encourage and support them as
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they learned a new way of writing, or not? Were there patterns of discourse in the
feedback on successive essays that emerged? Did he use the same words and phrases in
all focal student feedback or were the word choices and phrases different for different
students? Through the words, phrases, concepts in his feedback: was he providing access
to students that allowed them to learn and participate in this group? How did he shape
relationships with the students? How did he enable or inhibit student participation? In
sum, how did he legitimatize students as potential members of SW University, this

classroom, and the college writing community?

13

Becoming College Writers”

In the final stages of analysis of student writing, |1 wanted to know how my focal
students felt about themselves as college writers and how this might have been reflected
in the writing quality of their essays. Did the quality of their essays improve throughout
the quarter, in accordance with the instructor’s expectations and the students’
interpretations of his feedback? Or was there a decline in quality, and why? Did they
consider themselves to be functioning participants, on the periphery, or completely

outside the college writing community (Gee, 2000-2001; Lave & Wenger, 1991)?

Using all of my date, | looked for reoccurring patterns in their comments
regarding their background, cultural, and social upbringing that would indicate
differences or similarities across all of my focal students’ experiences. What kinds of

family expectations were there regarding educational pursuits? How did the students
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respond to these expectations? In sum, how did their individual cultural and social

upbringing appear to encourage or inhibit their entry into college writing?

A Final Comment on Analysis

As | analyzed the data, | looked for actions, discourse, themes, or writing that
stood out in some way, or “rich points”(Agar, 1996). These were discoveries that did not
match my initial assumptions about how the classroom world worked or how legitimacy
was granted as it pertained to students situating themselves within the college writing
community. | took all of my collected data and laid them side by side in an attempt to
identify patterns or similarities. In this way, | pulled from multiple sources and looked for
commonalities or contradictions that would lead to a better understanding, and therefore
possibly a different interpretation, of how the world surrounding the participants made
sense to them. | found my data collection and analysis to be recursive as one continuously
informed the other. As new knowledge and understanding came to light, I modified and
adjusted my interpretations accordingly. In summary, | compared all focal students across
all areas of analysis in order to identify similarities or differences as they attempted to

enter the college writing community.

This analysis has brought to the surface an overall picture of the elements in a
classroom community and how its participants shape it and in turn are shaped themselves.

It also gives another way of looking at and talking about how access to a new community
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is granted or limited based on the legitimacy granted by the instructor and consequently a

clearer picture of my focal students emerge in light of their classroom experiences.

Concluding Remarks

According to Erickson (1986), social organizations have “abstract universals”
(p.130), concepts and practices that apply across many contexts, as well as “concrete
universals” (p.130), concepts that are contextually restricted. One of the goals of
interpretive research is to discover these concrete universals through study of a specific
case in a specific setting and then comparing it to other closely examined case studies.
While there is the assumption that some practices in teaching as well as student
interactions in classrooms generalize to other classrooms, other practices and interactions
are more contextually bound. It is the task of the researcher to discern the difference by
attending to the specifics and concrete details of a particular situation (Erickson, 1986).
Interpretive research can provide insight into classroom practice, so while the focus of
my research was the experience of particular students in a particular context, the findings
may provide educators another way of thinking about the transition experience from one

writing community to another and why it remains difficult for some, but not for others.
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Chapter 3

Freshman Composition 1 — A Community of Practice

The classroom is a community characterized by particular norms, routines, and
student/teacher interactions. Numerous studies have sought to clarify what goes on the
classroom, and have focused primarily on instructional discourse and delivery of content
(Cazden et al., 1972; Mehan, 1979; Nystrand, 1997), teacher expectations as they
influence learning (Bartholomae, 1985; Diamond, Randolph, & Spillane, 2004;
McCarthy, 1987), and how teachers position themselves as to their role in the classroom
and consequential student reactions (Yoon, 2008). Studies have found that, traditionally,
teachers stand in front of the classroom as the authority, teacher talk dominates the
discourse, and students are passive recipients of the delivered content. Less traditionally,
other studies (Kong & Pearson, 2003; Nystrand, 1997; Sperling, 1990; Sperling &
Woodlief, 1997) found classes where teacher and student roles reversed and rather than
teachers transmitting information and students receiving and repeating said information,
the curriculum was negotiated jointly as the teacher and student worked together and
ultimately, the students were the ones to explain the main points of the lesson. While
these research studies focused on classroom instruction and social interaction within the
classroom, my study took on an additional perspective, focusing primarily on the avenues

of access students were granted in their journey to join the college freshmen writing
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community. While my case study classroom of Freshman Composition 1 did not differ
significantly from the traditional classroom as others have described it, there was a
contemporary element in my classroom involving the use of technology and a casual
atmosphere as expectations were laid out with some subsequently breached. Additionally,
| was able to show how Dr. Jackson offered avenues of access to students via different
“voices,” representing the university, the caring counselor, and fellow student. How all
this played out in the classroom and in Dr. Jackson’s discourse and written comments on

students’ papers are discussed in this chapter.

The underlying premise of this study is that learning is a social endeavor
and that, as such, it depends upon social interaction (Kong & Pearson, 2003; Rogoff,
2003; Vygotsky, 1978; Wenger, 1998). As incoming college freshmen, students have to
navigate their way through the writing community of the university. This process
requires their participation in the rituals and behaviors that define this particular
community, the use and recognition of acceptable repertoires, as well as the identification
of expectations and challenges that all work together to define membership in this
particular group (Wenger, 1998). Along with participation, legitimacy needs to be
granted by both the current members or experts and the newcomers, to each other during
this process. In the early stages of becoming a new member of a community, this
relationship between the newcomer and the established member is vital as it sets the

boundaries for levels of access. Based on my data, relative to the levels of legitimacy
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gained and given, | would argue that without a measure of legitimacy being conferred

both ways, the process of joining of a new community can be stymied.

While separating aspects of participation from one another can be artificial and
there is significant overlap among them, to provide a way of talking about them, | discuss
six themes suggested by theory that are related to the students’ journey of joining this
new community: Repertoires, Routines, Participation , Expectations, Challenges, and
Legitimacy. Repertoires represent the resources used for participation and meaning
making in a particular community that are created over time. In a classroom, these may
include any technology used, text books, handouts from the instructor, as well as any
“concepts that the community has produced or adopted in the course of its existence, and
which have become part of its practice” (Wenger, 1998, p. 83). Routines are then the
repeated practices that surface when using the established repertoires (Wenger, 1998).
These elements do not gain meaning in and of themselves, but from the fact that they
belong to this particular community. Participation involves the level of engagement or
non-engagement in the particular routines that emerge over time in the classroom.
Expectations of the university, instructor and students are those explicit and implicit
anticipated outcomes, which are sometimes at cross purposes as each entity brings
something different to the situation (Durst, 1999; Heath, 1983; Sommers & Saltz, 2004)
and the Challenges emerge when students leave the familiarity of what they’ve know in

previous settings and try to adjust and accommodate to the expectations of this new
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context. The final theme, Legitimacy, has to do with recognition by the instructor as to
the students’ potential to become members of the college writing community and the
level of authority granted by the students to the instructor. All six of these themes are
viewed through interviews, classroom observations and documents. The next section of
this chapter looks at these themes surrounding a community of practice and the factors
that in my study contributed to the ability, or alternatively, the inability, of students to

successfully navigate them.

Day One

On the first day of class, many students wandered around campus looking for
their first class, as did I. The outside temperature was 93 degrees, in the shade, at 1:45 pm
on September 23, 2011. A flow of students entered a two-story brick building while
glancing at a slip of paper in their hands to confirm the room number. Students littered
the hallway, sitting with their backs against the wall, laptops open on their legs with
backpacks used as armrests. Several others stood up while chatting on their phones or
listening to their iPods, which | surmised helped them from having to make conversation
with someone they didn’t know. As I entered the hall, I attempted to make eye contact
with any of the students, but all were preoccupied with their phones, laptops, iPods or
fellow students. | went to the door and tried the handle. Locked. At that moment, a
student approached me and asked if I was the instructor. | assured him I was not, and

found myself an available wall space so | could lean and wait as well. Five minutes later
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and twenty minutes prior to class start time, a man arrived, unlocked the door, propped it
open, and walked away. Students extracted themselves from their waiting positions.
Gathering all their bags, computers, and various ears plugs attached to thin multicolored
wires, they filed into the classroom, silently choosing a seat. Some students lifted their
heads in a silent greeting as they acknowledged one another. The air smelled of used
chalk and dusty window sills and was filled with the sound of desks sliding across the
tiled floor as students shuffled them around to either draw closer or farther away from the
student in an adjacent desk. Many noisily dropped their backpacks to the floor. Several
students hesitated in the front of the class, seeming to making a quick evaluation of who
was sitting where and what seats were available. “Anyone sitting here?” was asked and
answered with “No, go ahead.” Overall, the conversation was minimal and the
atmosphere palpable with expectations and anxiety for the first day of class. | threaded
my way to the back corner of the room, found a seat and positioned myself with
notebook, recording pen, and glasses. Settled in for my first classroom observation, my

research began.

The classroom walls were blank with no posters, advertisements or pictures
anywhere, only beige paint with an occasional smudge of dirt. From my position in the
back left corner of the room, a 15 foot chalkboard filled the left wall, a ten foot
chalkboard covered the front, and a drop-down screen hung, currently rolled up, from the

ceiling. The chairs were arranged neatly into rows of five across by five deep. With me,
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four students were twenty minutes early. They sat in silence, one with a laptop opened to
Facebook, another flipping through a shiny covered text book. Over the next 10 minutes,
students trickled in. Some brandished their class schedules, attempting to confirm
whether they were in the right room or not and either took a seat, or seemingly
embarrassed, simply excused themselves. The front seats were taken quickly and the rest
filled in as students entered the class. Out of the 25 seats, 23 were full at the start of class.
The instructor, Dr. Jackson, arrived, began to work with the computer, and lowered the
screen. As common in a traditional classroom setting, all whispered conversations
among the students ceased at the arrival of the instructor. Turning in their seats to face
forward, some held pens poised above their notebooks, some twirled their pencils within
their fingers, while still others shuffled through papers. The students appeared to be
Hispanic, Asian, Indian, and Caucasian. They all faced forward and waited for their

Freshman Composition experience to begin.

A Shared Repertoire

Part of the process of becoming a member in a new community is the
development of a “shared repertoire” (Wenger, 1998, p. 82). As mentioned before, this
may include but is not limited to mutual resources such as textbooks or additional
materials handed out by the instructor as well as what students bring with them to class.
As in any classroom setting, a repertoire began to surface in this one. Each class session,

as students sat down in the classroom, almost always in the same seat, they pulled out a
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variety of devices, either to supplement the classroom instruction or enable them to pass
the time. On the first day of class, iPods, cell phones, laptops and even a deck of cards
appeared from multicolored backpacks. Throughout the quarter, water bottles, Star Bucks
cups, and skateboards also began to appear regularly. During class time, anywhere from
one to eight laptops were open on student desks. Some students were looking at the
online version of the textbook, yet from where | sat, | could see students checking
Facebook, emails, shopping sites, and Google maps, evidence that this classroom
incorporated elements of contemporary educational — and other -- tools, and as the
appropriate use of these tools was never challenged, the general technological scene
added to the casual atmosphere and sometimes casual (even loose) accountability towards
expectations of behavior, which is discussed in following sections. Other technology that
was used in class included the “Blackboard” site on the Internet that posted notes from
the instructor, assignments, and the class syllabus, as well as the “MyWork” site for the
university where students had to post final copies of their essays to confirm the
originality of their work.

While there are actual physical artifacts that make up the repertoire in a classroom
such as those mentioned above, part of the developed repertoire can also include the way
things are done, routines that surface regularly. Over the course of the quarter, certain

routines became evident as acceptable behaviors in Freshman Composition 1.
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Routines

On the very first day of class, like a typical first day, students filed in quietly and
chose a seat, some in the front row, some in the back and the rest scattered throughout the
middle. Twenty-three students sat at their desks, silently glancing at each other. There
was little conversation and the students remained silent as the instructor took a traditional
position in front of the room, greeted the class and began to explain the class
expectations. As part of the contemporary experience in a 2013 college classroom,
several students had laptops open and appeared to be taking notes as he talked. In a more
traditional mode, others wrote in notebooks and copied down the homework assignment
that he put on the board. Still not a word was spoken. Dr. Jackson proceeded to outline

the requirements of the class to a silent crowd.

Classroom behaviors

Every session started the same way. In the beginning of the quarter, several
students arrived 10 - 15 minutes prior to the start of class. Laptops were opened to a
variety of social networks, email, or shopping sites. The students would chat quietly, but
as soon as the instructor arrived, they stopped. Dr. Jackson would come in without saying
a word, put his satchel and any books he carried on the table up front, adjust the computer
and lower the screen (if needed) and then turn toward the class and give his welcome.
During this set-up, the students turned to face the front of the room, removed their iPod

earphones, opened their laptops, notebooks, and/or their textbooks. This appearance of
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undivided attention to the instructor was a behavior in which all engaged, and yet, at least
some of this behavior may have only been a ruse as, during class, student attention was
often divided between the instructor and Internet surfing. Occasionally, a variety of
websites remained opened throughout the entire class as students alternatively listened to
the instructor and shopped on the web. Emails were read and answered, Facebook posts
created, and internet searches conducted. It is possible that some students were reading
their textbook online, but the laptops I could see from my seat did not appear to be
focused on classroom activities. As time went on and students were never challenged on
this behavior, more laptops appeared in class and by the end of the quarter, at least eight
students consistently used their computers in class, often for purposes other than
classroom activities. However, as long as attention appeared to be focused on the front of
the room, there was no confrontation from the instructor and this behavior became

routine as the quarter progressed.

Punctuality and Attendance

Arrival time and attendance constituted another type of routine in this particular
classroom. The first day, four students arrived 20 minutes prior to the start of the 2:10
class. Students trickled in a few at a time from 1:50 to 2:10. At 2:09, Dr. Jackson arrived
and began his routine of setting his books down, lowering or raising the screen, and
making adjustments on the computer all before turning to greet the students. A few

students were late, not an unexpected event the first day as students attempted to decipher
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their schedules. As the quarter progressed, punctuality relaxed. Students began to arrive
at 2:09, just as Dr. Jackson started to address the class. By October 10, the eighth session,
at 2:05 only 15 students had arrived and even Dr. Jackson was late for this session. At 11
minutes into class, one student arrived and then 15 minutes into class, another student
arrived. Upon arrival, both walked in front of the instructor and found their seats with
neither an apology nor explanation. The instructor did not interrupt his presentation to
ask for one. On other days, students arrived 15 — 20 minutes into the class and on one
occasion, a student left 20 minutes prior to the end of class. Not once was any student, as

far as | knew, reprimanded for either coming late or leaving early.

Attendance fluctuated as well, going from 23 on the first day to anywhere from 13
- 22 during subsequent class sessions throughout the quarter. One of my focal students
missed three classes in a row while another, non-focal, student withdrew completely. A
section in the syllabus handed out the first day of class addressed late arrivals and early
departures as being “disruptive” and “creating a poor impression,” but there was no grade
consequence mentioned and accountability appeared to be minimal. In high school, bells
typically signal when to switch classes and when to make sure students are in their seats;
in some schools there is even a 60-second warning bell for those lingering in the
hallways. With the absence of these regulatory bells, the college freshmen’s attitudes and
behaviors appeared to adapt accordingly. Showing up late, leaving early, sitting in the

front row or against the back wall, all were part of negotiating acceptable behaviors in
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this class. With the breaching of common school-like behaviors of coming in on time,
staying for the entire class, and attending every class session, the casual atmosphere and
loose accountability towards certain behaviors of this class were fostered as it appeared
that it was no longer an expectation that students strictly adhered to the traditional

boundaries surrounding the educational setting.

Clothing

Typical dress is another characteristic that defines a community (Gee, 1992;
Wenger, 1998). Ripped blue jeans and lace tops with a camisole underneath was typical
attire for most of the girls; however, some girls wore summer dresses with leggings
underneath, and still others wore shorts that would have constituted a flagrant dress code
violation in most high schools. White t-shirts emblazoned with advertisements for power
bars, popular athletic shoes, or favorite restaurants accompanied by sagging pants seemed
to be acceptable for the boys. One female student in particular wore oversized earrings, a
chain running from one pocket to another, lace gloves with fingers cut out, and
multicolored tennis shoes. When | complimented her choice of earrings, she leaned back
and told me that before college she had gone to a private school that required uniforms.
She was thrilled to be able to wear whatever she wanted and planned on exploiting the
opportunity to be creative in her choices. Most were casually and apparently comfortably
dressed and didn’t seem overly concerned with what others wore. With such a variety of

outfits in this class, clearly, the students were following the minimal dress code and to

77



dress like a college freshman in contemporary terms meant a certain amount of freedom

of expression.

Classroom Instruction

In a traditional manner, the primary type of instruction in this class was with the
instructor in front of the room, students seated and listening with various apparent levels
of engagement, with textbooks, notebooks, or laptops open on the desktops. In the
beginning of the quarter, when Dr. Jackson would ask a general question, students did not
raise their hands, but instead looked at each other without saying anything. After he asked
for a quiz the students had taken in class to be “sent up,” a student had raised his hand
and asked, “What if you’re not finished?” Dr. Jackson’s answer was, “Not finished?
Gotta quit. Turn it in anyway. That’s what happens with those deadlines.” It was clearly
“his” classroom and although he spoke casually and in friendly manner to the student, he
was still the authority. As the quarter progressed, when he would ask questions, one or
two students would respond out loud without raising his/her hand and Dr. Jackson would
acknowledge their response with a “that’s right” and continue with his lecture. Several
times throughout the quarter, a student would raise a hand and ask a question and Dr.
Jackson would answer, but generally, the practice was the traditional instructor up front

talking most of the time.

When Dr. Jackson was not lecturing, group work was a consistent instructional

routine in Freshman Composition 1 and, throughout the quarter, the class worked in

78



groups seven different times. Dr Jackson introduced the group concept by saying, “This
is something we always do in writing classes...and every week or so we are going to
break up into our discussion groups.” The groups had been set up before hand by Dr.
Jackson based on students’ initial writing piece on the first day of class. The tasks varied.
Sometimes the group would look for particular characteristics of writing such as
uncovering story elements from a narrative that was in their textbook or finding transition
words in a particular story in their textbooks that they had been discussing in class. They
also talked about their essay drafts, or brainstormed ideas for an upcoming essay. Three
times, instead of meeting in the prearranged groups, Dr. Jackson divided the class by
rows or partners so students could look at a specific passage in order to summarize it for
the class. Although this was a practice that, according to Dr. Jackson, was the norm in
Freshmen Composition classes, he did not always see the value of group work and
sometimes gave them a choice whether to work with a partner or alone. When |
questioned Dr. Jackson in one of our interviews about his use of group work and peer

review, he answered:

Frankly, I’'m not real impressed with the results so far. I’ve been trying for years
to try to get group work productive and I feel like | have to do some of it because
they need to talk and they need to talk to each other. And some of the ones who
will never talk in class, at least they’ll talk in groups a little bit and so I think that
it’s a valuable experience for them to try and translate their writing into verbal
language...But I don’t do it that much just because I’'m not that impressed with
the results.
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During the third week of class, groups met for the first time. As students

rearranged the desks into groups, the conversation was halting and appeared a bit

uncomfortable. Students looked at each other, some laughed uncomfortably, and one

student protested, “I didn’t say I would start!” as everyone looked at her. However, once

they started sharing, the conversation flowed. There was an apparent feeling of relief as

they began to talk, leaning forward to hear one another, laughing occasionally, and

gesturing with their hands. In one circle, a student took charge by asking “Who’s going

to start?” The four students in the group looked at each other and then the initial speaker

decided in what order they would speak as she drew an imaginary counter clockwise

circle. They all agreed to that speaking order and one student began the discussion. In

another group, the conversation was as follows®:

S1:

S2:

S3:

S2:

S4:

S1:

S4:

So...ummm...do we have to READ our essays to you guys or are just tell
you guys what we wrote about?

| think we just read the draft.

[...just tell about]. Oh, we read it?

Yea. And then we can give feedback on what they did.

Do you guys have quotes in yours?

Quotes?

Yea. How do you cite, like a website?

! see Appendix B for transcription conventions
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S3:

S2:

S4:

S3:

I didn’t do my works cited yet so I just...

He told us...

When you put the quote in, what do you do?

Like right here...like I didn’t do my works cited yet, I just put that right
now (lifting up his paper and pointing to a particular place) but once | do

my works cited, I’1l ask him.

In other groups the conversation included comments such as, “Do you know what

to write about?” answered by another student, “I have no idea what to write about.” Or,

after Dr. Jackson went over their tasks, a student comment of “What are we doing?” was

answered by another student with “I didn’t read the story that much.” As I walked around

the room observing, not all groups were focused on the task at hand, and one group was

talking about a taste test they had had to take in a different class and, as one student

explained it to another, he said, “You are blindfolded and they all taste like crap.” The

conversations continued as the students asked questions of each other, clarified the

instructor’s directions, and tried to make sense of the class expectations. I saw all of this

as part of the process of participating in this writing community as the students

questioned, responded, and revised their views and opinions based on conversations and

the interpretation of those conversations.
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Office Hours

Another routine that appeared to help define this community had to do with Dr. Jackson’s
offering his office hours and time to discuss problems with student essays or
misunderstandings in reference to classroom materials. Starting on the first day of class,
Dr. Jackson went over the syllabus and talked about his office hours, “MW 3:30 — 5:00
and by appointment,” and his contact information, which included the location of his
office, his phone number, and his email address. Four different times during the quarter,
he specifically invited students to his office. Sometimes he included an invitation in his
written feedback on students’ essays. He reiterated the time and location of his
availability and encouraged them to bring in their drafts to work on editing and grammar
if they needed to, or ideas for essays. “I will be in my office, so if anyone has questions,

come on by,” was his final comment on the last day of class before the final.

In our final interview, | asked about office visits. He said:

| had some very conscientious students. | had three or four conscientious
students who came in and saw me regularly in my office hours and
brought drafts, and in some cases repeated...in various stages of revision
and so that was good and then I had kind of the back row who...Yeah.
Didn’t see much of them. Had problems with late assignments and
absenteeism and stuff like that.

While Dr. Jackson’s invitation might have served as a path toward joining this
community of writers, it was typically not very successful as, according to Dr. Jackson,

so few students took advantage of the opportunity. While his invitation to visit was a
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routine in the classroom, either verbal or written, it did not appear to be a student routine

to take him up on it.

In Summary

After ten weeks of observation, | had a good idea of the typical freshman student
in this traditional yet contemporary classroom setting. Comfortably dressed in casual
clothes, often encumbered by laptop, iPad, cell phone, skateboard, and snacks, freshmen
students spent time situating themselves in the classroom environment through
interacting with their peers or, conversely, staying quiet. This class appeared to be
familiar with “doing school” as they all came in, found a seat, and faced forward when
the instructor entered the room. Most of them were aware of the time constraints of the
classes and most were in their seats on time, yet some still pushed the limits, with no
visible consequence. Audible conversation was minimal, if non-existent, during the
instructor’s lectures unless students were sitting in the back row, and even then the
whispering was infrequent. However, communication via technology between each other
and with others outside of the classroom took place continually as students had laptops

and cell phones out, all functioning on a regular basis, often simultaneously.

In some ways, the structure of the class was not unlike that of a high school class.
The instructor laid out his expectations, gave assignments for both inside and outside
class time, and expected students to attend class and complete the work. The difference

was that students themselves were accountable for their behavior. If they needed help,
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they needed to seek it. The instructor made himself available with regular office hours,

but there would be no phone calls home from him.

Students establish common frames of reference, either explicitly or implicitly, in
terms of dress, conversation, and classroom behavior. These norms are established
through a give and take between the instructor and students as his responses or non-
responses are interpreted and acted upon (Nystrand, 1986). All of these negotiations
make up a college freshman. For some, the entrance into this new community would

appear to be seamless; for others, it would prove difficult.

Participation

For the purposes of this study, when I talk about participation of the students, I
draw upon Wenger’s (1998) use of the term “to describe the social experience of living in
the world in terms of membership in social communities and active involvement in social
enterprises” (p. 54). I observed these students for ten weeks in the classroom environment
and found that their “social experience” was primarily one of traditional schooling
behaviors and their “active involvement™ included participation in typical classroom
behavior as they came to class, talked until the instructor arrived then faced front, took
notes, completed quizzes, wrote essays, and interacted on a minimal basis in group
discussions. In the beginning of the quarter, Dr. Jackson would ask a general question
pertaining to his lecture and when there was no response other than students glancing at

each other, he would answer it himself. As the quarter went on, three or four students
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would respond chorally without raising their hands when he would ask a question, such
as “What is a prepositional phrase?” or “Why do you think the author wrote it that way?”
Or if a student raised her hand, he would call on her with a nod of his head, in that way
giving permission to answer. And near the end of the quarter, he would ask questions
specifically of individual students by calling their name. When he was explaining a new
concept, a student would sometimes raise his or her hand for clarification. However, the
primary mode of instruction was Dr. Jackson delivering the content and students silently
listening. In the process of this kind of participation, practices were negotiated,
interpreted, and responded to either through students’ willingness or reluctance to speak.
This was their form of participation and contributed to the make-up of the community as
a whole.

As the quarter progressed and students appeared to become more comfortable in
this community, all were participating at some level as soon as they arrived in the
classroom and sat down. Some talked with their neighbor, some texted on their phone,
some immediately opened their laptop. During class or group discussions, students either
engaged in conversations about the topic in class or discussed issues beyond the
classroom walls, such as the one that follows. Prior to the starting of class, students were
talking about an instructor from a different class and expressing frustration as the feeling

was he was not preparing students for tests.
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S1:  You’'re not going to learn anything, like literally, don’t even try. You
won’t learn anything about Egypt. He’ll talk about himself, he’1l talk
about current events, which is cool and all, but you’re not learning ‘shit’
about your text book. Like, about what you’re supposed to learn, like

what’s going to be on the test.

S2:  Right.

S1: Current events do matter, but...

S2:  They do matter...

S1:  They do matter, but...you don’t...and you’re not teaching us what’s on the

test...you can pretty much study on your own anyways.

S2:  Yeah, we have a TA, but my TA sucks.

Another student who appeared to be listening but not participating orally in this
conversation was checking out the “Rate your Teacher” website on her computer. It
wasn’t clear which teacher she was rating, but when the score came up and she told other

students it was 3.2 out of 5, and one student remarked:

S3:  How was he rated that high?

S4:  Well, obviously, you can sleep in his class. Maybe that’s why he got rated

so high.
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S3:  He’s a chill guy, but he can’t teach. I guess that’s why he’s rated high cuz

that’s how chill he is, but he’s retarded at teaching and giving tests.

This short bit of conversation evidenced a lack of recognition and status of the
said instructor as the authority in the classroom. It was not clear if the student was
speaking from experience or hearsay, but this type of discussion among students may
have served to unite them with each other in the shared knowledge that not all teachers
will be granted legitimacy by their students. The sharing of these sentiments may have
also functioned to establish a norm in this classroom community, that dissatisfaction with
an instructor is not unexpected. These types of negotiations, a give and take, all
contribute to the making up of this particular community and the characteristics of its

members.

At other times prior to the beginning of the class, the conversation turned to

current movies, Paranormal Activity, labs in other classes, complaints about classes being

too long and too early as they would rather sleep in. However, when Dr. Jackson entered
the room, these conversations ceased. Their behaviors in class and conversations,
discussed in the previous section, all served to construct the practices within this
community of learners, in turn shaping the students as particular participants themselves.
There were various levels of participation in the classroom practices. Some
appeared to listen while taking notes and flipping through their textbooks. Yet others,

who also appeared to be engaged with the classroom content with their laptops open,
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were instead actually shopping the web or checking Googlemaps. And while still others,
without open notebooks or laptops, seemed also to be listening, it is possible they were
mentally someplace else. On some days, students responded to Dr. Jackson’s specific
questions; some days they were silent. Most of their “participation” was comprised of
sitting silently while he lectured and wrote on the chalkboard. As the quarter progressed,
students came to class unprepared with their drafts, or swore under their breaths when a
quiz was announced on the reading from the class before. Occasionally, students slept at
their desks, their heads bobbing up and down until they were finally still, resting on the
desktop. Conversations sometimes took place during Dr. Jackson’s lectures, or a student
looked out the window, crumpling a water bottle against the back of his neck. While the
majority of the students appeared to be paying attention, these other classroom behaviors
could be observed during each session. As none of these behaviors was significantly
disruptive, Dr Jackson appeared to accept this variety of behaviors as he carried on from
the front to the classroom without interrupting his routine to confront or question students
about their activities during class. In addition to what went on inside the classroom itself,
participation or non-participation also took place outside the classroom walls.

One of the routines established in class was the availability of Dr. Jackson during
office hours. His implied expectations appeared to be that students would take advantage
of this opportunity and it was something that would help them as they entered this new

writing community. As he mentioned in an interview, three or four students visited Dr.
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Jackson in his office for help with essays, yet the majority of students chose not to
participate in that particular practice.

For some of these students, participation in Freshman Composition 1 was
undoubtedly complicated by their membership in multiple communities of practice.
While it is possible — and unavoidable -- to participate in multiple communities of
practice at the same time (Wenger, 1998), it can be difficult. Problems occur when the
demands of membership in different communities create conflicts with each other.
Because each community focuses on their own pursuits, it is sometimes difficult to go
back and forth between the two. This multiple membership requires participation between
different communities, often negating full participation in either. Because I did not
interview all of the students, | cannot say how many struggled with this issue; however,
two of my focal students had to struggle with balancing membership in multiple
communities, and those issues specific to them are discussed in the following chapters.

Also, and importantly, students’ participation or non-participation in the
established practices and routines in Freshman Composition 1 reflected their own
interpretation of Dr. Jackson’s expectations, invitations, and legitimacy as an instructor.
The responses to the routines and expectations and therefore consequent levels of
participation by my focal students are discussed in detail in Chapters 4 — 7. Where Kevin
and Becky participated fully in the expectations of this class, Dona participated in a

limited manner, and Mark appeared to be almost a non-participant in this community.
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How these levels of participation either fostered or limited their entrance to the college

writing community is also discussed in these following chapters.

Expectations

The University

According to the University’s Introduction to College Composition Program
manual, the goal of a Freshman Composition class is to prepare students “to investigate,
organize and understand themselves and their world,” and to become writers who know
how to think about, analyze, and consequently produce a variety of written compositions.
In the Introduction to College Composition Program Manual of 2011-2012, Freshman
Composition 1, 2 and 3 were to be an introduction to college level writing, teaching a
variety of essay genres, as well as important reading and writing strategies in order to
provide a broad education in literacy. This program was referred to in the manual as “the
cornerstone of a liberal arts education” and was designed to teach skills that would enable
future success in college as well as beyond in students’ personal and future working lives.
These objectives were reinforced through selected readings, class discussions, outside
research, and student produced papers. Upon completion of these three classes, students,
ideally, were to be equipped to approach any type of written assignment they might face

in subsequent classes throughout their university experiences.
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Freshman Composition 1

More specifically, expectations for Freshman Composition 1, where my research
was conducted, were outlined in the Introduction to College Composition Program

manual:

Freshman Composition 1 teaches students:

o to read critically and think analytically;

o to read and write with rhetorical awareness of the particular writing situation’s
audience, purpose, and genre conventions;

e to use the complete composing process recursively, including invention,
planning, drafting, revising, proofreading, and editing;

e to do research (including memory search, field research, library and Internet
research) and to document sources; and

e to become metacognitive (critically aware of their own thinking and writing
processes).
(from Introduction to College Composition Program Policies)

While these goals define a theoretically sophisticated and rigorous course, theory
can be one thing and what takes place in the classroom another. It became clear to me
throughout the quarter that these goals did not align directly with those of the students
and were ultimately more far-reaching than even those of the instructor, a discrepancy
that shaped this freshman writing community in specific ways particular to the

participants themselves.
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Dr. Jackson

During that first day of class, Dr. Jackson carefully outlined his requirements for
the class, going over the textbook, outside reading materials, and the syllabus. The

Course Description covered in the syllabus was as follows:

A more rigorous and sophisticated standard of reading comprehension and
written communication is required of you now as members of the University
community than perhaps has been required of you in the past. We want to give
you more experience in meeting this standard by having you read published (and
critically acclaimed) texts, think about them, discuss them, and most importantly
write in response to them.

From the beginning, Dr. Jackson explained that students were going to be looking
at and producing writing using a variety of strategies in various formats as this was the
kind of writing they would be doing throughout their University experience. For this
class, he expected five essays of 750-1250 words each, which translated to three to five
pages each. He said that he would put the homework assignment on the board every
session and that he expected students to come to class with completed homework in hand.
He then asked the students for a writing sample in the form of a letter of introduction and
outlined specifically what questions he wanted answered. Students extracted notebooks
and pens or pencils from their backpacks and began to write. No questions for
clarification were asked and silence prevailed. At the end of the first day, Dr. Jackson

answered what he called “the question every student wants to ask,” of “How do I get an

A in this class?” Again, he had a specific answer. He said he looked for evidence of
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reading comprehension, unity within the paper, detailed development with specific
support, writing coherence and flow in a clear and logical fashion, as well as standard

usage of grammar and sentence structure.

In Freshman Composition 1, the list of expectations in the syllabus was not
unusual. Students were required to buy certain texts, complete assignments on time in
MLA format, and avoid plagiarism. In reference to being late or leaving early, the
syllabus said both “are always disruptive,” and “cell phones, MP3 players, etc. can be a
nuisance...please turn them off.” The final expectation was about being prepared for
class and, as much of the work is done during class, when students come unprepared,
“you place a burden of inconvenience on your group and ...create a poor impression that
will unavoidably affect your final grade...” There was no section outlining an attendance
policy. Dr. Jackson made his expectations clear, not only with regard to participation but
also with regard to writing. Each time a new genre was introduced, he spent time going
over examples of what he was looking for, listed on the board what was included, and
gave students a handout that included a specific prompt with directions to consult their
textbook, Elements of Writing.

A few weeks after the start of class, | had a chance to talk with Dr. Jackson about
his expectations for the class. He outlined his bottom line goals for his students.

For this class, Freshman Composition 1, I’d like them to be able to be competent

at the basic expository tasks: narrate something, describe something, define

something, compare contrast some things, explain some things...There needs to
be that unity. They need to be able to recognize what a main idea and a thesis is...
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to be able to recognize how supporting ideas connect with that thesis. They need
to be able to recognize coherence, the difference between ideas that unfold and
those that don’t...to recognize things like digressions and repetitions... ... they
need to be able to move back and forth between the abstract and the concrete
specifically in their writing.
He continued to explain that while other instructors may have “more grandiose ambitions
about self discovery and self understanding...I am concerned with their cognitive skills,
their communication skills...” He said he tried to prepare the students to do the basic
tasks other instructors in other classes are going to expect them to do. These goals, while
generally encompassing the ideas put forth in the Writing Program manual for teachers
and those of his own syllabus, seemed to reflect Dr. Jackson’s 17 years of experience
teaching Freshman Composition 1 and were more practical in nature than those outlined
in the manual. He was more concerned with the manipulation of language and the
recognition of the coherence and rhetorical moves of a written piece than with students

becoming critical thinkers in society and metacognitive about their own reading and

writing skills.

| also questioned Dr. Jackson, as he was a veteran instructor of Freshman
Composition 1, about his overall expectations, based on his experience, for freshman
students in terms of success. In his answer, his word choice indicated a particular value
system, appearing to privilege one type of student over another, comparing those students
who already understood, “bright, solid, competent,” to those who figured things out part

way through the class and had a “breakthrough,” to those who didn’t get it, not even
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using a word to describe them, but instead allowing his voice to fade away without

qualifying that group of students. Continuing on in the interview, Dr. Jackson equated the

“conscientious” students with those who came to seek his help in his office multiple

times with multiple revisions, compared to those “in the back row” whom he “didn’t see

much.” They were identified as those who had problems with “late assignments and

absenteeism and stuff like that.”

R:

What about successes? Over the years, typically, do you see a lot of
growth in their writing over the quarter or they leave the quarter
competent or...

I do. Yeah, we do see that. Not as much as we’d like to. You know, we do
see a lot of students go out the door writing and reading the same way they
did when they came in but you do have those students who really pick up
on it. I would say it’s a group...I’d say it’s a group of 4, 5 or 6 in a typical
class who may have a breakthrough and say, ‘Oh ok, that’s how it
works’...You’ve got the bright students who are already very solid and
competent and you’ll have 3 or 4 of those.

Right.

And then you’ll have 4 or 5 who’ll have a breakthrough in the class but

that still leaves about half of them who are still...
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At the end of the quarter, we talked about this particular group of students, the ones who
experience a breakthrough during the quarter.
I had some very conscientious students. | had three or four conscientious
students who came in and saw me regularly in my office hours and
brought drafts, and in some cases repeated...in various stages of revision
and so that was good and then I had kind of the back row who...Yeah.

Didn’t see much of them. Had problems with late assignments and
absenteeism and stuff like that.

It is interesting to note how the routine of roles in the classroom was maintained by both
the “bright and conscientious students,” meaning those who sought his help, and by the
almost proverbial “back row who...yeah,” perpetuated the role of those didn’t succeed.
These roles, while appearing to be typical in a classroom, reified the expectations and
participation levels for both the students and Dr. Jackson, throughout the rest of the

quarter.

The Classroom

Classroom behaviors

While certain expectations were outlined by the University and Dr. Jackson, these
were played out in various forms in the classroom, often discrepant with the formally
stated expectations referenced in class. In the Freshman Composition 1 syllabus, there
were written class policies in reference to seven areas: Academic Honesty (defining

plagiarism and consequences of plagiarizing), Assignment Deadlines (and lowering of
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grades if late), Assignment Formats (turning in hard copies and posting to MyWork),
Late Arrivals (“disruptive and ...create a poor impression”), Early Departures (even more
disruptive than late arrivals), Electronic Communications (needed to be turned off during
class), and Coming Prepared (if not, “it created a poor impression that will unavoidably
affect your final grade”). On the first day of class, Dr. Jackson referred to these
expectations by asking the students to “please read them over,” and reminded them that
“we hold them strictly.” As he did not address any of them specifically, he may have
assumed that these policies were not anything new to students and that they would be
followed. However, some of these policies did not play out so as to match the
expectations stated in class. Some of the most overt discrepancies had to do with arrivals,

departures, and electronics.

Throughout the quarter, out of the 31 scheduled class meetings, one or more
students were late to 15 of them. Students were late from one minute to, in one case, 15
minutes. Often there were multiple late arrivals in one session, as students arrived at
different times. At no time did Dr. Jackson acknowledge the late students, but instead
continued on with his instruction. On one particular day, a student entered late while the
class was taking a quiz. Dr. Jackson did not hand the student a quiz and neither did the
student ask for one. It is not clear whether the student made up the quiz at a later date, or
received a score of zero. While the syllabus emphasized being on time, and gave the

admonition to the students that being late “created a bad impression,” there was no
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obvious consequence for being late to class. The only reference made to punctuality after
the first day was the one time Dr. Jackson was late. On that day, he apologized to the
class, explaining that he had had to run some materials across campus and that was why
he was late. That did not happen again. As to early departures, another “disruption”
referred to in the syllabus, there was only one day when a student got up during class and
explained that he to take a test for another class and that this was the only time it was
offered. No other details were offered, and Dr. Jackson did not ask for any. The student

left the room.

Since an attendance expectation was not specifically mentioned in the syllabus, it
appeared that different students had different interpretations of expectations surrounding
the routine of attending. Out of the 31 sessions, only on three of the days, were all 23
students present. Otherwise, there were between 16 and 22 students in each class, except
for the session during Thanksgiving week, on November 23, when only 12 students
attended. Again, Dr. Jackson made no comments or admonitions related to being in class
other than in the syllabus where he wrote about “being prepared.” In this section, he
wrote that much of the work in class was in a discussion or group workshop format, and
if you were not prepared “you place a burden of inconvenience on your group and on the
class as a whole...you once again create a poor impression that will unavoidably affect
your final grade for the course.” This was written in the syllabus, but not discussed in

class.
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Another discrepancy arose with the use of technology in the classroom. In the
syllabus, Dr. Jackson had written, “Needless to say, cell phones, MP3 players, etc. can be
a nuisance in the classroom. Please turn them off with you are in class.” It is important to
note that he did not mention laptop computers, possible his acknowledgement that the
computer can be used as a supplement to classroom instruction downloading textbooks
and taking notes. During the quarter, on any given day, from one to five laptops were
open during class; however, from the ones I could see, as I indicated earlier in this
chapter, most were not being used to supplement classroom instruction. Students used
their laptops during class for shopping on the web, playing computer games, checking out
future schedules at the university, and communicating through email or Facebook. At no
time did Dr. Jackson question the use of the computers or ask that anyone put them away.

As the quarter progressed, the number of laptops opened in class increased.

Cell phones were a different issue. The syllabus explicitly stated that they be
turned off, but several times throughout the quarter, phones rang during class. When that
happened, Dr. Jackson made no comment as the student turned it off. Texting, however,
was done on a regular basis, with no reaction from the instructor. The first time I noticed
students texting was one third of the way through the quarter, on October 28. It started
with texting under the desks, and when there were no repercussions, cell phones
eventually ended up on students’ desks, next to the laptops, and students typed and texted

simultaneously in full view of Dr. Jackson. He did not ask students to put their phones
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away and so the multi-tasking between computer and cell phones that took place during
class time became an accepted routine in this particular classroom, in spite of the policies
on the syllabus. This raises the issue as to the role of the syllabus in this community and
the routines that were created due to implicit acceptance by Dr. Jackson of practices that

ran counter to the syllabus’s stated expectations.

Instruction

In the syllabus and when introducing students to Freshman Composition 1
requirements on the first day, Dr. Jackson went over the types of reading and writing the
students would be doing during the quarter. He talked in terms of the books they would
read, the essays they would write, and the thinking they would be doing. He explained
that the class size was small as it was “conducive to learning” and there would be
discussions as well as group work during the quarter. As indicated earlier, he started them
off with writing a “letter of introduction of themselves” to him and listed topics on the

board that they were to address in their letter:

Official Name

Preferred Name

Course of Study

Last Writing Course

Most Difficult Writing Assignment
Last Book Read
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Favorite Book

As mentioned before, he also took the stance of a hypothetical student asking a question
about getting an A, and he wrote on the board the five characteristics he looked for when

grading papers:

To get an “A” in the class:
1. Reading Comprehension — show evidence that you understood the text
2. Unity — one main idea
3. Development — detailed and specific support
4. Coherence — unfolds/flows in a clear and logical way

5. Grammar and usage

This listing of expectations, helped to establish what he valued in student writing in this
class, in turn shaping behaviors of students as they responded to Dr. Jackson as the
instructor. Even the order of what was required could be interpreted as a value on aspects
of writing, with Reading Comprehension coming first, and grammar coming last. It is
interesting to note the amount of time Dr. Jackson spent on grammar during the quarter
even though grammar was listed last, which may have implied it was least importance on

the board, but not in instructional practice.

These criteria were consistent with what he mentioned in our first formal

interview and remained so all quarter. With each explanation of a new essay genre, Dr.
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Jackson reminded the students of these criteria. Even though he had listed five, he
summarized them as the “Three Biggies: unity, coherence, and development.” It appeared
he assumed that if students didn’t understand the readings, they would not be able to
address the next three and so did not include reading comprehension as one of the “Three

Biggies.” Neither did he include grammar and usage.

Overall, this was not an unexpected introduction to a freshman writing class.
However, as the quarter progressed, the emphasis of his instruction seemed to veer away
from the University’s stated expectation that students learn to “think critically and
analytically,” as well as develop a “rhetorical awareness” and a certain level of
“metacognition,” to instead focus on writing strategies, genres, grammar, and Standard

English usage.

On September 28", the third class session, Dr. Jackson reviewed the elements of a
narrative, the genre for Essay #1. He referred the students the stories they had read the
night before, An American Childhood by Annie Dillard and When the Walls Come
Tumbling Down by Trey Ellis. Students reached in their backpacks and pulled out the
book, opening it on their desks. He wrote on the board in three columns: Well Told Story,
Effective Description, Indication of Significance. For some students, anything written on
the board apparently denoted a level of importance for as soon as Dr. Jackson wrote on
the board, they pulled out notebooks and seemingly began to copy whatever he wrote.

He spent the next five minutes in class to list and talk about the author’s use of specific
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details, prepositional phrases, and active verbs. Next he spent another five minutes and
listed effective descriptive words from the readings (translucent, perfectly white,
staggering, blinded) that “helped the reader visualize the event being described.” For the
third column, significance, Dr. Jackson spent six minutes reviewing sections of the essays
that reflected the significance of the described event. This time spent, over 15 minutes of
class, served to set up his expectations for Essay #1 with the implied expectation that

these were characteristics of college writing.

Next he told the students to turn to page 31 in their textbook and said, “You see
something that might be familiar to you. You may have seen it before,” and he drew what
he called a “pyramid” on the board and labeled it with the rhetorical components of a
narrative: Exposition, Rising Action, Climax, Falling Action, and Resolution. At this
point, several students who had not previously done so pulled out notebooks and paper
and laid it across their open texts on their desks, and began to take notes. It is possible
that students were drawing upon an expectation learned in high school and applying to
this new community where when something was written on the board, it must be
important. When he would ask a general question, a few students would call out an
answer; otherwise he directed the discourse. He said, “When you tell a story you have to
let your reader know when this is happening, where this is happening...you have to let
them know what the setting is...they call that Exposition...” He talked through the

components of a narrative using simple language, illustrations on the board, and a
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continual review of the elements. He gave multiple examples from the stories they had
read the night before to illustrate each element. His final comment was “...basic elements
of a story. Your Essay #1 will have these... you’ll have these...you’ll have these cuz you

gotta have them in order to tell a story.” Then he went over each element again:

You are going to have to decide. How are you going to present that exposition?
How are you going to set that up? You’ve got to present that rising action. That’s
where your well-told story is. You’ve got to present that climax and you gotta
present that resolution. How are you going to end it all?

Dr Jackson referred to these as the “basic elements” needed in a narrative. There was no
mention of the objectives outlined in the Composition Program handbook: analytical
thinking, rhetorical awareness, or metacognition. He spent portions of six class sessions

discussing and reviewing narrative structures.

The next essay Dr. Jackson introduced was a “Profile.” As part of the instruction,
he referred students to an essay in the classroom textbook, The Last Stop by Brian Cable,
a profile of a mortuary. Students shuffled through their backpacks, pulling out their
textbooks and notebooks apparently preparing to take notes. Reading a couple of
different sections, he pointed out specific characteristics of this type of essay. First he
drew attention to the organizational plan the author used, the “tour approach” where the
author took the reader through the funeral home, room by room. Dr. Jackson pointed out
how the author included specific descriptive details about each room as well as an

interview with the funeral director, a “tall, skinny, pale man, kinda like a vulture.” Dr.
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Jackson read the paragraph where the author brought himself into the piece when he
touched a dead body. Upon finishing his discussion of this piece, he emphasized the
importance of having an “organizational plan,” and answering the “big question,” which
was the perspective on the topic of the essay. Within this essay there were elements of
seriousness, the topic of death, as well as elements of ironic contradiction as the author
wrote about the “taboo” subject of death even though everyone eventually dies. Dr.
Jackson talked the author’s use of an ironic and playful tone throughout. His final
comment about The Last Stop was, “We are going to be looking for you to do something
like this for Essay #2...looking at a coherent perspective that is again, a little bit beyond

the pat...beyond the simplistic...a little more aware of the irony in situations.”

After his discussion of this essay, Dr. Jacskson asked the students to read another
essay, I'm Not Leaving Until I Eat This Thing, by John T. Edge, and look for the four

elements they had just discussed and he wrote them on the board.

Reporting detailed information
Coherent Organizational Plan
Role for the Writer

Perspective on Topic (Dominant impression)

He gave them the option of either doing it by themselves, or with the person next to them

and then he assigned one of the elements to each row of students and said, “We are going
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to put you on the spot to identify particular examples.” As Dr. Jackson walked to the
front of the room to glance at a stack of papers, students began to shuffle the desks
around to either work with a partner or alone. During the five minutes allotted for this
assignment, some students read silently, then discussed quietly with their neighbor. It was
not clear whether the discussion was about the assignment or a different topic. One
student had his book open, but was looking out the window. Another fought a losing
battle with sleep as his head nodded forward. When it came time for students to present
their findings, right before Mark, one of my focal students, was asked to report out, he
walked to the front of the class and asked permission to visit the restroom, therefore
withdrawing himself from any contribution to the discussion. As students reported their
findings, others appeared to listen, while others flipped through their textbooks or wrote
in their notebooks.

In his final comments about this essay, Dr. Jackson left the choice of what to
profile up to the students, but he did reemphasize his expectations. He talked about the
need to pick something of interest and to “bring yourself into it.” The final and “most
important” element was “What does it all mean? What is the significance of it and what
are we supposed to get out of it? You need to have some kind of perspective on your
topic...a dominant impression.” The following three class sessions were devoted to
discussion pertaining to this type of essay.

Dr. Jackson introduced Essay #3 as being “a little bit more complicated than

Essay 2” as it required the explanation of a topic and the need for research and MLA
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formatting, including a works cited page with at least two sources. He told students they
had to use at least one “print” source, meaning the source didn’t appear on the internet,
and with humor he said as an example, “There are these things called ‘books’ that used to
not be on the internet...those are print sources.” Several students giggled in response. He
asked if there were any questions and a couple of students shook their heads; otherwise
there was no response. He said they would be “paraphrasing some of them, summarizing
some of them and quoting from some of them, but we’ll talk about that next week.” He
said they would cover how to use MLA format, and how to conduct research next week
as well.

Going on, he referred students to their classroom textbook for examples of this
type of essay where it gave instruction on how to “explain a concept,” the focus of Essay
#3, and how to draft, outline, and revise this type of essay. The students had finished
watching the movie A River Runs Through It in class the previous session, and he listed
concepts taken from the movie on the board as examples: Sibling Rivalry, Ambivalence,
Addictions, Compulsive behaviors. Next he had students look at a student essay in their
textbooks about cannibalism as an example where the student had to do research to
explain his topic. While he was talking, some students pulled out their textbooks and
flipped through the pages to find the essay and some pulled out their phones and began
texting. He talked about the need for an “approach” and “some strategies.” He listed on
the board sample approaches of “biological, ethical, anthropological, and philosophical.”

Next to this list, he wrote up possible strategies of “cause and effect” and “classification.”
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During this lecture, students were engaged in various activities; some appeared to be
related to the instruction, others not, such as texting or typing on their computers. One
student had her opened textbook on her lap with her computer opened on her desk.
Another student’s head was on his textbook and his eyes were closed. In the back row, a
whispered conversation took place. At one point, Dr. Jackson stopped writing on the
board and asked a question about the essay on Cannibalism, “What happens...what
happens four million years ago in West Africa?”’ After nine seconds of no response, he
wrote the answer on the board. The next few questions received the same non-response
with Dr. Jackson eventually providing the answer.

For the next four classes, Dr. Jackson continued to instruct students on how to
construct Essay # 3, and students continued to participate on various levels. Each session
had students in the front row, facing forward, apparently listening, and even asking the
occasional question for clarity, while others remained connected to happenings outside
the immediate room via computers and cell phones.

Essay #4 required the identification and exploration of a particular theme or
concept from the novel Into the Wild by John Krakauer. These essays were to have “one
focus...one idea initially as a unity.” Dr. Jackson then told the students that how they
wanted to approach this was up to them. They could write it in a style similar to a
“profile” or “explaining a concept” or a combination of the two. They could use
“narrative, process narrative, comparison and contrast, and all the stuff that we’ve been

talking about.” He emphasized the need to not confuse your reader, but to help them
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“understand your concept more deeply.” The primary resource was to be the novel, but he
also talked about students using their “personal experience, observations, and other things
they have read.” He talked about how this essay was going to be longer, five pages, than
previous ones and how it was worth more points.

To familiarize the students with potential themes or concepts for their papers, Dr
Jackson divided the class into pairs and assigned each pair a chapter from the novel for
which they were responsible for leading the discussion. The assignment was for the
students to summarize the chapter, select and read to the class “a passage of your choice,”
and then connects it to one or more of the themes discussed in class related to the novel.
He said that “we are looking for good stuff...stuff we can bring into Essay #4...to help
you develop your topic.” He assured them they didn’t need to stand up in front of the
class and face the “laser eyes” of their classmates, but could read and comment from their
seats. He also said, “We are going to hear from everybody...nobody is going to get out of
it.” Interestingly enough, the students responsible for the discussion of the first two
chapters were absent so these chapters were covered by Dr. Jackson.

The student responsible for Chapter 3 was present and began his presentation with
a summary. While the student talked, Dr. Jackson wrote phrases on the board connected
to what the student was saying, and intermittently turned to say “Ok,” or interjected and
expanded on a point he wanted to make. “Now, this is coming before Alex (the character
in the novel) died...this is a flashback...and the author, John Krakauer is having an

interview.” It appeared that even though the responsibility had been placed on the
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students for the concepts pulled from the novel, Dr. Jackson still had specific ideas that
he didn’t want students to miss and so felt the need to add to the student summary. After
Dr. Jackson was finished foregrounding the student’s summary, he turned back to the
student and said, “Good. Now what else?”” Sometimes Dr. Jackson would ask the
reporting student to expand on something he or she had just said and then Dr. Jackson
would repeat back what the student said and add to it as well, all the while writing on the
board. After the student commented, Dr. Jackson sometimes said, “Ahhbh...ok. Good,” or
simply “Yeah.” This interaction between the student and Dr. Jackson promoted an
atmosphere of learning, not so traditional, where the curriculum was being developed by
both instructor and student (Nystrand, 1997) and during these interactions, students were
participating or not at different levels, flipping through the novel, following along while
sections were being read, taking notes or conversely napping, texting, or typing, which
was indicative of the casual learning environment that characterized this classroom.

This method of instruction was the pattern for the rest of the quarter and directly
in line with Dr. Jackson’s goal of teaching students to be able to do “the basic tasks that
your instructors are going to expect you to be able to do.” When Dr. Jackson spoke to me
about his expectations for this course, his bottom line was “I want them to be competent
at the basic expository tasks: narrate something, describe something, define something,
compare contrast some things, explain some things...” and be able to grasp the deeper
meanings of the texts they read. When I asked about the University’s expectations of

students becoming “metacognative and rhetorically aware,” his response was, “The
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material itself sort of encourages that...Into the Wild, and The Things They Carried, but
I’m not measuring them on that. I’'m measuring them on communication. No, I’m pretty
much meat and potatoes.” His views were similar when it came to grammar and Standard

English usage.

In the University’s Introduction to College Composition manual, the only
reference to grammar and sentence structure was in the Freshman Composition 1
overview as it mentioned “proofreading and editing” as part of the composing process
that was taught in this class. Clearly, it was assumed that students had a competent grasp
of Standard English and, because they were enrolled in this course rather than a lower
level one, it was expected that it was not a topic that required extensive instructional

attention. But in an interview, Dr. Jackson expressed a different opinion.

Dr. J: Here at SW we really struggle with English as a second language. A lot of
students from Korea. A lot of student from Korea, a lot of students from
south of the border and they have their struggles...grammar, syntax,

usage... lots of tense problems, lots of subject verb agreement. Stuff like

that.

R: Do you cover any of that?

J: A little bit, a little bit yeah. Last week we talked a little bit about verb
tense.

R: Right.
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J: We’re actually not...it’s not actually part of the course description to deal
with that...It is not part of the course description but I do it anyway just
because we need to.

Consequently, even though it was not specifically listed in the University’s or
Freshman Composition 1 expectations, Dr. Jackson spent time in six different class
sessions to discuss Standard English usage. On September 28, he spent eight minutes on
identifying specific parts of speech in an essay from the text: action verbs, prepositional
phrases, proper nouns, adjectives, adverbs, gerunds, and participles. Students quietly
listened, some taking notes, some typing on their laptops. Dr. Jackson did not ask for
student input, and, in turn, they did not ask any questions. During the next class, he again
reviewed the use of verbs, adjectives, adverbs and proper names as part of a “well told
story” for Essay #1, a narrative. On October 5, Dr. Jackson spent time talking about

sentences:

One of the things | want to talk about is punctuation. Where do you put that
period...where do you put that period? That’s the same thing as asking what is a
sentence. There’s all kinds of misunderstandings out there of what a sentence is.
It’s no big deal.
He handed out sample sentences and spent time going over “typical problems that you
need to look for as you’re editing and proofreading.” First he talked about the elements of
a sentence, defining a sentence as having a subject and a verb. He talked next about a

fused sentence and a comma splice. He handed each student a paper that a list of 17

sample sentences. He displayed this same list on the screen in front of the class and many
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students pulled out pens or pencils and made corrections along with him as he spoke. The
first example he talked about was the following sentence:

My first day of class was as awkward as you could imagine, | walked in
not knowing a single soul.

(My first day of class was as awkward as you could imagine. | walked in
not knowing a single soul.)

He pointed out the verbs and subjects of each sentence and how this needed to be two
sentences. He called it the “old comma splice” and said, “We see a lot of that at SW
University.” Similar to his discussion of a narrative, his vocabulary was most likely
familiar to the students. “Once you’ve got your complete idea, end it with a period and
start a new idea.” He spent time talking about verb tenses and how important it was to
not shift from past to present tense within the same written piece. He talked about simple
past (“she wrote”) versus the use of past perfect (“she had written”) and pointed out the
difference. He said to the class, “Some of our SW students use the past perfect all the
time instead of the simple past. You don’t want to do that. Use the nice simple past.” He
reviewed dialogue punctuation: quotation marks, commas, periods and their proper
placement. When he asked questions about punctuating dialogue, “Can we use a
comma?” and “Where do we want that period?” several students answered quietly
without raising their hands. And he even brought up the need for a question mark when
the sentence was asking a question — an issue that students in this class ostensibly should
have already mastered. When he asked the question “How do we know it is a question?”

there was a scattered reply from different students and some girls even laughed politely,
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appearing somewhat embarrassed that he even had to address this issue. At this point,
several students’ attention appeared to drift away from the instruction as they looked out
the window or began to shuffle through papers on their desks. After spending 16 minutes
on these grammar issues, he left the students with a warning: “Too many mistakes can
drag your grade down.” Dr. Jackson’s focus on following conventional grammar and
usage helped to establish this practice as an expected one in this class, even though it was
not explicitly mentioned in the syllabus as part of this course.

On October 18, the class session was all about temporal transitions (first, next,
finally) and action verbs. Dr. Jackson assigned students work in groups to find all the
temporal transitions and action verbs in a particular essay from Elements of Writing. They
were given 17 minutes to complete this task. Conversations started up immediately
among some of the groups, apparently before they had read the assigned selection. Some
students moved their desks closer together and read from the same textbook. Others were
drinking from their water bottles, shuffling through backpacks, or opening laptops on
their desks. One conversation started with, “What time do you have to be there?” and the
response, “7:30.” The topic of conversation appeared to have had nothing to do with
temporal transitions. One student seemed to grimace as stretched out his legs and opened
his textbook, flipping through the pages, seeming to look for the passage he had been
assigned. When he directed the attention of the class back up front, he asked one student,
“Do we call this a transition?”” and when the student, appearing to not be sure of the

correct answer hesitated, Dr. Jackson said, “Just yes or no.” The student answered with a
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quiet “No.” After hearing responses from several groups, Dr. Jackson returned to the
issue of verb tense.

By this class session, he had already graded and returned Essay #1 and it appeared
that students were still making multiple errors related to verb tense, as his tone of voice
revealed a certain level of frustration. He reiterated the difference between simple past
and past perfect and reminded the students to not use past perfect all the time. Again, he
referred to the second language issues at SW University, which created a divide between
those who understood and those who didn’t. His use of the word “control” implied that
language was something that could be manipulated, if one understood how to do that, and
that if they didn’t understand, they needed to learn. Notice too, he started with an
inclusive “our SW students” and in the end gave the directive to “you,” rather than “us.”
This pronoun shift appeared to place the responsibility for learning grammar usage back
on the student.

Many of our SW students don’t know the difference and as a result they come

across as not really in control of their language...it is important to recognize

the difference...they don’t mean the same thing...you need to be in control

of your language.

Overall, during this class session, he spent eight minutes on verb tense alone. Clearly, this
was an issue for many of these students and possibly a source of frustration for Dr.

Jackson, as grammar was not supposed to be a focus in this class. It appeared that some

of the students were frustrated as well with this topic as one bounced his head up and
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down in his hands, another was looking at a Health Waiver from the University, and four
students were typing on their laptops.

On October 28, Dr. Jackson spent 23 minutes discussing the use of modifiers:
adjective, adverbs, clauses, phrases, and participles. Similes and metaphors were
identified in the previously assigned reading homework and students were encouraged to
avoid clichés. Essays #1 and #2 had been completed, but clearly, some grammatical
problems persisted. This persistent issue could add to the difficult of those students
becoming community members. On October 31, Dr Jackson returned to verb tense
explanations. He explained the use of verbs as related to time and wrote the phrases on
the board.

When action takes place further in the past: her sister had run

Past: she ran; she has run; she was running

Present: she runs

Progressive: she was running; she is running; she will be running

Future: she will run

Although according to the University’s and Freshman Composition 1 syllabi,
expectations of instructional content initially appeared to be about critical thinking and
writing in a variety of genres, Dr. Jackson spent time in the classroom on conventional
writing strategies, structures, and the use of Standard English. This focus on Standard

English and correct structures had the potential to shape this class experience differently

116



for different students based on whether they struggled with the language or not. Clearly,
an expectation of membership was beginning to emerge that required “control” of the
English language, and those who did not demonstrate the expected level of correctness in
grammar might have found it difficult to be successful in this class. This focus may have
been a reflection of his 17 years experience teaching Freshman Composition and
knowing about the students at SW University and the challenges they faced with
Standard English usage. While his instruction was not at cross purposes with the
University expectations and his ultimate goal, as was the University’s, was to introduce
students to college level writing, there did appear to be discrepancies between the
formally stated policies and the actual classroom practices.
Challenges

My focal students’ perspectives on anticipated challenges for college writing were
in some ways different from those of Dr. Jackson in others ways, similar. Their concerns
ranged from the expected required length of essays, structural issues, and staying focused
with their writing to determining what the professor wanted and striving to meet the
demands of the course. | discuss these in detail in Chapters 4-7. While Dr. Jackson also
recognized the issues of structure and focus as challenges, he saw the lack of experience
in critical reading and communicating ideas through writing as additional difficulties his

students would face. I focus on Dr. Jackson’s perspective here.
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Defined by Dr. Jackson

The process of joining a new community comes with multiple challenges as the

newcomer attempts to discover the expectations of the group as well as turn their own

interpretations of these expectations into acceptable practices. In our formal interviews,

Dr. Jackson talked about challenges he had seen for students over the years.

J:

Well, I think the basic thing is they just haven’t read enough. They just
haven’t read enough so the experience of engaging with text is still an
alien experience for them. They really struggle with that. This essay that
I’m going to return to them today, they got fairly good grades on it cause
it’s narrative, it’s personal narrative, and so they did ok. You know, they
have an instinctual feel for that. Later on I’'m going to make them

start using the reading and their grades are going to drop off, sharply for a
lot of them.

So can you explain a little bit what you mean by engaging with the text?
Just reading with comprehension and appreciation. Being able to really
read with a grasp of what’s in front of them, being able to recognize
nuances, recognize things like irony...

So critical reading basically, of a text.

In many cases we have a real struggle just getting them to be able to get

the basic content.
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Dr. Jackson also referred to the challenges inherent in being second language learners,
students for whom English was not their primary language. “Here at SW we really
struggle with English as a second language. A lot of students from Korea. A lot of
students from Korea, a lot of students from south of the border and they have their
struggles.” For these students, grammar, syntax, usage, tense and subject/verb agreement
issues were a problem. He went on to describe the general challenge for all students.

And as | said, the real problem is when we ask them to incorporate writing into

their writing, synthesize it. Being able to integrate summary and quotations into

their own writing. Some of them, you know, just really break down and never do
really quite make the connections. And yet some of them do... as I said they can
move from the abstract to the specific and back and then they can take somebody
else’s language and somebody else’s ideas and integrate it with their own
languages. ..their own language and their own ideas.

Not only did Dr. Jackson address the inherent challenges for college freshmen
with me (e.g. in the interviews), he also talked to the students about them in the
classroom. He acknowledged their struggles. After one quiz, he said, “Some of you may
have struggled a little bit...” or when he talked about revising, he said, “now that’s a pain,
nobody wants to cut out stuff they have written,” but added that he was here to help them
through it. This acknowledgement of their potential struggles conferred upon them the
status of newcomers which in turn granted them temporary “permission” to make

mistakes while they learned how to be as a college writer. Another word for this

“permission” is the granting of legitimacy, which is discussed in the following section.
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The challenges seen by Dr. Jackson appeared to inform his methods of
instruction. Because he acknowledged that so many of his students were second language
learners, it appeared that he structured his class in such a way as to provide access for
these students to the language itself, which added to the definition of this community. For
some students, his approach to these challenges and offers of support served to facilitate
their entrance to college writing, while for others, the challenges remained and did not
bring them any closer to membership.

Leqitimacy

As has already been said, the process of joining a new community is complex. It
includes learning and interpreting the expectations and challenges which in turn inform
the practices and routines expected in a group. It involves participation in those practices,
starting with learning and interpreting the norms and expectations of the new community.
But there is another requirement for membership and that is being recognized as such or
at least recognized as having the potential of becoming a member along with a provision
of access to the community by a current member. According to Wenger, “In order to be
on an inbound trajectory, newcomers must be granted enough legitimacy to be treated as
potential members,” (1998, p. 101). Traditionally, this granting of legitimacy came from
a sponsor, someone already a member in the community (e.g. a master working with an
apprentice). In the Freshman Composition class, Dr. Jackson was, in this regard, the
sponsor of these students. His granting of legitimacy took on different forms. It was

displayed through conversation and attitudes, as well as oral and written remarks. It
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involved “invitations” into the community as well as indications that the newcomer was
or was not meeting the expectations of the community, expectations which may have
been modified based on the students themselves.

Initially, of course, the students in this class were granted legitimacy from the
University when they passed the entrance exam or took the prerequisite course and were
consequently granted access to Freshman Composition 1. The students were, in that
sense, on equal footing with one another as potential members of the college writing
community.

After being considered ready for college writing by the University, the students
were introduced to this community and their potential membership in more detail on the
first day of class. Within the confines of this course, Dr. Jackson was their main source of
accessibility. It was he who could legitimatize students, helping them gain access to the
community and develop their potential for membership -- through the details of his
instruction and his written feedback on their work, as well as his one-on-one meetings
with them in his office. (I focus on this in more detail in Chapters 4-7). Below, | suggest
that key to this process was how Dr. Jackson framed his and the students relationship to
one another — through the “voices” that he assumed in talking to them and by implication
the place that he gave them in the greater university and classroom communities.

Dr. Jackson’s Voices

During the quarter, in the process of providing a way for students to join this

community, Dr. Jackson took on three identifiable “voices”: the voice of the institution of
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the University; the voice of a counselor within the institution; and the voice of the crowd,
that is, the students in his classroom. While these are not the only voices he used during
class, they were the most telling in revealing how he connected with the students and
connected them to the university and the classroom community. All three voices often
intertwined within the same instructional moment, and all three provided varied
legitimacies.

Voice of the University

From the beginning, Dr. Jackson, speaking with the voice of the University,
established himself as the authority with experience and the ability to guide and direct the
students into this new community of writers. Because of his role, he was also in the
position to either grant or limit membership. At the outset, Dr. Jackson implied potential
membership to the students from the University’s perspective in the manner in which he
referred to them from the start. As he read from the syllabus, he actually used the word
“member” to refer to the students?.

A more rigorous and sophisticated standard of reading comprehension and written

communication is required of you now as members of the University community

than perhaps has been required of you in the past. We want to give you more

experience in meeting this standard by having you read published (and critically

acclaimed) texts, think about them, discuss them, and most importantly write in

response to them.

One could say that he granted them a kind of legitimacy in assuming that they were

“members”, addressing them as such (“as members of the University writing

2 All italics in quoted material are my emphasis to use of pronouns and references to students
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community”). Yet he took on the voice of the University with his “we” when he said,
“We want to give you more experience...” and summarized what the University expected
from the freshmen: critical reading, thinking, discussing, and writing. In this context, his
University voice (“we”) was set in contrast to the students (“you”) as it warned the
students that more was going to be required from them than ever before.

Dr. Jackson’s approach to instruction often drew on a kind of university voice,
using the language of academia. He framed the expectations for particular assignments in
academic terms, followed by a detailed explanation. The first day of class, he listed on
the board the answer to the question, “How do I get an A?”:

1. Reading comprehension

2. Unity — one main idea

3. Development — detailed and specific support

4. Coherence — unfolds in a clear and logical way

5. Grammar and usage

Also, when he explained the criteria for each essay, he used the voice of the university
and spoke to them with directives as newcomers, not quite at his level: “What we (the
university) are asking you (the newcomer) to do is write about an event in your life.”
Then he listed the expectations for the paper. He directed them to the text (another source

of authority), Elements of Writing, for more explanations.
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During the quarter, he continued as the voice of the University, often outlining the

writing program’s official expectations specifically and even writing them on the board:

“Basic Criteria of Basic College Writing.”
MLA format
1” margins
Font size 12/ double spaced
Black ink/conservative font
Title that reflects significance
Name, course, date in upper left corner

Page #s

When talking about the requirements for the essays, his choice of words demonstrated his
authority as one who knew the official rules of writing in this community. As he directed
students in writing Essay #2, for example, a profile of a person, place, or event, he
outlined a way of focusing on a topic. He charted a path for students to follow as they
approached what may have been, for some, a different genre of writing. He was asking
them to be methodical and organized in their process. This wasn’t a narrative, but instead
a type of writing that required “investigation, organization, and an understanding of their

role,” ideas directly from the University’s expectations for this class.
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What topic have you chosen for Essay #2? What kind of information that is
specific to your topic will you need to provide in your profile? Where do you plan
to gather this information? What organizational scheme are you considering?
Narrative? Topical? A mix? Why do you think this scheme will work best or your
particular topic? What role will you play? What dominant impression do you plan
for your reader to come away with?

He listed his expectations for Essay #2 on the board and briefly discussed each term.

Narrative (tell us the story)

Process Narrative (narrate a process)

Physical Description (details)

Interview/conversations (let us hear people’s voices)

Explanation/background (make sure you bring in what is needed so the reader
can appreciate your topic)

Reflection (show the significance)

For Essay #3, Dr Jackson gave another detailed outline of his expectations for the

assignment. He wrote on the board and talked briefly about each term:

A Focused Explanation — make the topic clear
Readable Plan (he said he would talk more about his later)
A strategy:

Classification (referred to cannibal story)

Definition (defining of unfamiliar terms)
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Cause and effect narrative (referred to story in the textbook)
Exemplification (illustrating it)
Process narrative (walking your reader through a process)

Comparison and Contrast

In sum, a number of sections of his formal instruction in the classroom were given
in the voice of the University authority. He explained his expectations using academic
language, going over terms that may have been new to the freshmen. His criteria and
language choices came from the academic textbook and included instruction that would
be helpful in future classes all as a way of providing access to college writing for these
new students. Along with familiarizing students with academic vocabulary, this voice
functioned to shape a set of expectations for being a participant in this community. Dr.
Jackson’s speaking as the voice of the university also helped to establish his role as the
authority in the classroom which in turn shaped the students’ response and interpretation
of his expectations. However, seemingly cognizant of the idea that freshmen need to hear
more than just the voice of the University, he would switch registers into the voice of a
Counselor.

Voice of the Counselor

The purpose of a counselor is to provide guidance. It is to come alongside the
student as one who knows and help her to be successful in school by offering means of

support and advice, championing her when successes come, and encouraging her to seek
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help when needed. Dr. Jackson often used this voice during his instruction. On the first
day of class, he began reading through the syllabus about the overarching objectives of
Freshman Composition in the voice of the University: “This course is an opportunity for
you to develop thinking, reading, and writing skills that will benefit you throughout your
university coursework and into your professional lives,” putting the responsibility on the
student with the use of “you.”

Then he switched into the voice of the Counselor who, as a guide and support
system, was going to help the students as they navigated this new community. His “we”
took on a different meaning than before. “We will be reading...Our course focus will be
on...we will also organize...well see if we can approach that kind of understanding...”
With “we” here, he seemed to bring them into his fold, as a counselor might, saying in
essence to the class, “we” will go through this process together as I have already been
there and can help you. He was acting as their sponsor. He invited their participation and
promised to, in effect, show them the ropes. He did this also when he talked about his
office hours and availability, which he did four different times during the quarter. He
encouraged them after returning graded essays, if they couldn’t figure out how to fix the
problem, to come to his office because “that’s why you come see me...that’s what ’'m
doing in my office...”

On September 30, when he returned a quiz, he explained the different markings

on their returned papers.
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Check plus is an A; A check means solid...not spectacular, but solid. It’s a
B, in the B range. A check minus is about a C-...Now this is my way of giving
you feedback on how you’re doing with the reading. If you’ve really got the
reading locked and you’re getting a lot out of it, I can give you that check plus
which makes me feel good. It makes you feel good. If you’re on the right track, I
can give you a check...but if it looks like something’s missing, gotta give you that
check minus.
Notice how he celebrated with them, “...makes me feel good. It makes you feel good,” in
their successes, creating a sense of camaraderie between him and the students as they
strove for the common goal of satisfaction with their work. He continued with the
counselor’s advice if they were not happy with his feedback, and his advice sometimes
included humor as well, which seemingly made the advice more palatable: “A) do the
reading; B) do it while you re awake or C) do it a little more carefully, take a little more
time with it.” In a different class session, Dr. Jackson, again shaping the expectations for
being a successful member of this community, discussed the importance of reading the
entire book that they were using to write Essay #5 or the “gaps will show up...the moral
of the story is...read all assigned.” In reference to an assignment in the textbook, he
advised them to “Please, please read that section,” then, as a counselor would, he
recognized their potential confusion and came alongside them, adding “we’re going to go
over that...go over the pages together,” with his “we” again bringing them into his fold.
With the counselor voice, he legitimatized students’ struggles and assured them
that he was in this with them. After explaining verb tenses, he said “Some of us are

struggling a little bit with this...the reader needs to know this...you don’t want to confuse

your reader.” And then he finished up with the promise to help, “Well, we’ll keep
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working on that...keep working on that. That’s a tough one.” His use of “we,” again
reinforced his offer of support and guidance by putting himself in their group and they in
his. The acknowledgment of their struggle allowed students, even though some appeared
to be coming up short of his expectations as college level writers, to turn these
“stumbling and violations [into] opportunities for learning rather than causes for
dismissal, neglect, or exclusion”(Wenger, 1998, p. 101). He, as a counselor, finished up
this conversation with encouraging words: “I expect to see improvement here...I expect
to see an upward movement. So those check minuses are going to turn into
checks...maybe even check pluses...so I’'m looking forward to that.” Within this
culminating statement about student progress, Dr. Jackson established another routine
indicating membership. “Improvement” and “upward movement” were now expectations
for a student if they wanted to show progress. As he was “looking forward to that,” he
implied this community was one whose members were on an upward trajectory of
improvement as writers. Consequently, if a student wasn 't improving, his potential for
membership might be in question.

After spending time during the previous three classes on grammar and usage,
when some students did not appear to be showing signs of “upward movement,” Dr.
Jackson’s approach shifted. He had just returned an essay in which it appeared that
students were still making multiple errors related to verb tense, and his tone of voice
revealed his frustration. This lack of progress by some students represented a breach of

the routine of continual progress he had been “looking forward to,” his frustration
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revealing itself as he addressed the grammar issues once again. He reiterated the
difference between simple past and past perfect and reminded the students to not use past
perfect all the time. Again, he recognized some of SW’s students’ difficulties with the
English language, and yet this time did not include himself in this context almost as if he
was explaining to a third party about these students’ issues with language. He starts with
the inclusive “our SW students,” then switched to “they” which seemed to create yet
another group of people separate from the students in the classroom. His use of “you”
returned the responsibility to the students to fix this problem:
Many of our SW students don’t know the difference and as a result they come
across as not really in control of their language...it is important to recognize the
difference...they don’t mean the same thing...you need to be in control of your
language.
As he continued to point out the differences, his voice got louder as he asked specific
students for answers and emphasized certain words. “...there HAD BEEN...uh oh...uh
oh...we’re putting in haves and hads...AARRRGGG...what does that mean? What does

that mean?” He appeared to be “scolding” the students and, switching into the voice of

the university, again explained the use of verbs as related to time.

During another class session, near the end of the quarter, Dr. Jackson was talking
about the final book they were reading for the class. Several different voices surfaced as
he set up another expectation for membership in this community. In his first comment, he
used the “we” collectively as “we” are in this together and | am going to read this book

with you. Then he switched to the use of “you,” as he addressed those students, for whom
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it would be a challenge to meet this expectation, drawing a line between those who had
done this before and those who hadn’t. Speaking from experience, he explained the
benefits to “you” for whom this might be a new experience, which will be a “good
exercise” which seemed to define yet another routine that was a part of this community.
His final “we” was that of the counselor again, “encouraging you” to participate.
“We are going to read this whole thing. We are going to read it all. It’s a challenge
for some people, that you gotta read a whole book. Now some of you have done
this before or some of you haven’t...if can have the experience of reading a book
all the way through, you 'l know what reading is all about. If you read a whole

book, you Il find out that you gotta remember it...and that’s a good exercise to
have. So we re going to encourage you to read this all the way through.”

A Writing Discussion

On October 3, Dr. Jackson’s University and Counselor voice worked in tandem
with one student’s essay draft as he gave instructional tips on how to improve as well as
encouragement that the writer was on the right track. Dr. Jackson had collected the draft
of students’ Essay #1 and then read a portion of one out loud to the whole class. After he
read the piece, he discussed the possibility of a better focus for the paper while making
comments such as: “This has such an interesting wrinkle in the story...a very interesting
situation.” He talked about how the writer could cut out some of the unnecessary
information to focus on the interesting “wrinkle.” He gave multiple suggestions about
how the writer could address this incident in a different light and finished with “I’m not
saying he needs to do it this way, but he’s going to have to make some decisions...now

that doesn’t mean it’s a bad draft...it’s a GREAT draft...a wonderful draft...but what he
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needs to do now is he needs to make some decisions.” Dr. Jackson spent three minutes of
class time discussing this student’s paper and in the process, offered a particular level of
legitimacy for this new writer. First, just by choosing this particular paper, he was
implicitly recognizing it as worthy of discussion. He read the paper and talked about the
interesting topic and a possible focus. At one point he recognized the difficulties in the
revision process: “Now that’s going to be a pain...nobody wants to do that. Nobody
wants to cut out what they’ve written,” which aligned Dr. Jackson with the students in the
difficult process of revision, as the understanding counselor. He went on the give
suggestions for revision, yet acknowledged the writer’s ability to make his own choices,
which again conferred a level of legitimacy on this writer as competent enough to
function independently in this community. Dr. Jackson then finished with praise for the
draft.

Voice of The Fellow Student

The third voice granting students access to this community reflected Dr. Jackson
identifying himself as “one of them,” that is, one of the students. This type of talk served
to minimize and blur the boundaries between instructor and student roles as well as reveal
a certain amount of empathy of the instructor toward to the student (Sperling &
Woodlief, 1997). Again, he did this with his use of the inclusive pronouns “we,” “us,”
and “our,” in particular contexts and also sometimes used the lingo of a freshman student.

From the very start of class, there were multiple incidences of Dr. Jackson

including himself as a fellow member in this class. In the course description, he wrote:
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Life is defined by limits, birth and death being the most obvious. Although we
often spend much of our energy trying to avoid these extremes, we are also
interested in them. We can’t help but wonder: What is it like to approach life’s
limits?...narratives...help us understand those limits...we Il see if we can
approach that kind of understanding in our reading and writing.

This use of “we” and “our,” while referring to humans in general, also in effect served as
an invitation to the students to join Dr. Jackson in this journey of discovery about
extremes in life. This would have read quite differently if the pronoun of “you” had been
used instead. He set himself up from the start as a fellow community member going
through this class with them and they with him.

After collecting the first quiz, he recognized that some students might have
struggled and adopted the voice of a student questioning himself as to what the instructor
wanted as an answer to the quiz question. “What the heck do I write? What do I say? I
don’t know...she writes words on the page...see there’s the words...she writes them
down. Well, what else do you want?” Then he switched back to the counselor voice
with, “Let’s see if we can get a little more specific than that.” With his use of a student
member’s voice and lingo, he exhibited their possible frustration, in effect making it an
acceptable emotion to have at this point, and then spoke to that student as the wiser
counselor. In another class discussion, he talked about the frustration of some grammar
issues and included himself with them when he said, “Some of us are still struggling with
this.” Even though it was obvious that he himself was not really struggling, the use of this

inclusive language reflected his understanding of where the students were coming from

(if I may use their language myself). And after discussing an essay from the textbook for
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18 minutes on October 26, he finished the discussion with “Most people don’t like this
essay much,” another validation of what some students might have been feeling at this
point as he recognized their possible dislike of his choice.

Throughout the quarter, he often used student language. When he talked about
how to receive feedback from their peers when they met in groups, he said, “Listen to the
people in your group. What do they have to suggest? They might have some good
suggestions. Maybe not...if you hear a terrible suggestion... be polite... nod your
head...but then forget about it.” On October 14, when explaining the need to choose an
exotic or different topic for the profile essay, he talked about a student in another class
choosing his grandmother as the focus. He said, “Everybody said, awwwww...your
grandma. That’s great write about grandma...but again, everybody’s got a grandma...but
if your grandma is like a gang-banger...then you don’t have to worry about it.” When
explaining about the importance of including a “Works Cited” page in their essay, he said
the only way to do a good job is to look at the textbook. He said some students don’t do
that, so “they do a crappy job” on the page. Multiple times throughout the quarter, Dr.
Jackson similarly used student language: “We are going to be comparing stuff that
happens in the movie to stuff that happens in the novel...By the way, all this stuff is up on
Blackboard... I gotta a lot of stuff here for ya...when you get your homework, you’re
good...good to go.” As indicated earlier, doing so, he softened the distance between his
University self and the students a bit, making himself a part of their community and they

part of his and in essence widening the road to membership.
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In Contrast

From another perspective, while Dr. Jackson appeared to make multiple efforts to
create bridges of access for students into the college writing community by using three
different “voices,” some of his use of the collective “we” could also have been
interpreted as creating a division. His use of the word “we” in his recognition of students’
struggles, depending on the students’ perspective, could have been interpreted as a label
of inability of some students to rise to the level of expectations. It was obvious that the
instructor, even though he used the pronoun “we,” did not struggle with the language, but
instead, had just separated the “non-struggler” from the “strugglers.” Based on feedback
on essays and homework that may have pointed out grammar issues, some students may
have felt excluded. After the first paper was returned, he talked about grammar errors, he
mentioned that they might notice markings in the margin and “some of you will notice
this A LOT...” which, again possibly served to create a division. When Dr. Jackson
talked about the meaning behind his written comments, he explained that when parts of
the paper might be a bit confusing, “I have comments in the margins. I may ask a little
question...make a little suggestion...to give you a little feedback, to give you a sense of
how you are doing.” At this point, his use of “little” appeared to soften the criticisms on
the paper, and created an environment where the issues were not insurmountable, but
only “little,” which appeared to minimize the seriousness of the errors and implied they
could be fixed. While this may have lessened the divide between those who weren’t

meeting community norms and those who were, it did not eliminate it.
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As evidenced by Dr. Jackson’s comments in class and in his interviews, he
believed his job was to help these students enter the college writing community. His use
of three different “voices” appeared to reflect ways for students to gain legitimacy and to
show that in reality, these voices could meld into one. As the University, he created his
expertise, authority, and superior status. As a Counselor, he offered his guidance and
support for students to become experts too. As a Fellow Student, he demonstrated his
understanding of their status as freshmen, and willingness to merge with them. All three
of these validated the students as potential members of this community of writers.

In Summary

Students in Freshman Composition 1 were faced with the task of learning how to
be in a college writing community. Through their responses to the repertoires, routines,
expectations, and challenges that emerged throughout the quarter and their choice to
participate or not, they either began the journey toward membership or remained outside
the circle of members. The legitimacy granted them by Dr. Jackson, was a key factor in
the shaping of the community. The explicit and implicit norms that were established were
perpetuated by instructor and student alike to form the characteristics of this writing
community. While it appeared that ten weeks was not enough time to become a fully
functioning member, this initial experience laid essential ground work for students’
eventual inclusion in the college writing community, while creating for some an

excluding divide.
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In this chapter, | created a picture of my case study classroom, Freshman
Composition 1, a traditionally structured classroom with a casual and contemporary
flavor. In Chapters 4-7, | discuss in some detail the experiences of my focal students as
freshmen in college entering a new writing community. As these chapters show, two
chose to participate fully and were well on their way to being members of this
community; one consciously opted for partial participation, yet was also on her way
towards membership; and another appeared to opt for non-participation, leading to

negative consequences.
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Chapter 4

The Story of Kevin

Kevin knew how to “be a student.” He participated in key practices of the
community, which in turn fostered his ability to gain access to college writing. Dr.
Jackson recognized Kevin as a potential member through oral and written feedback and

Kevin, in turn, was able to improve the quality of his writing as evidenced by his grades.

Entering a New Community

Kevin always took a seat in the front row and did not deviate from that choice all
quarter. He came to class dressed in jeans and a t-shirt or a button down with short
sleeves. When the instructor entered, Kevin would stop talking, adjust his notebook on
his desk, face forward, and give his attention to the front of the room. He rarely talked to
his neighbors and when he did, it was only when the instructor had given him permission,
as in a group setting or discussion time. Kevin appeared to understand what “being a

student” looked like and seemed to accept his role as one.

As | did not sit near Kevin in the classroom, my information about his experience
came from three different interviews conducted throughout the quarter. The first time we
met, it was in my “office” which was located on the second floor hallway in a building on

the SW University campus. My focal students and | would sit on the floor as we talked,
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creating a very casual atmosphere. Kevin came across as one prepared for the rigors of

college, yet not quite ready for complete immersion in college life.

Background

Kevin was born and raised in a city 20 minutes from the university; however, his
parents were from India. They had lived in a very small city called Gutra. Both were
college educated and it was expected that Kevin and his siblings would pursue a college
education as well. Kevin was not a native English speaker and grew up learning to speak
a dialect of Hindi called Gujurati. He started learning to speak English in kindergarten at
the age of six, and on the weekends his uncle, fluent in English, would come and work
with him on his speaking and writing in English. Although his parents were also
proficient in English, they primarily spoke Gujurati at home. He said that if his parents
did speak English, they would do so carefully as it was important to them to speak proper
English. He admitted that sometimes he would struggle with sentence structures in
English and “jumble it up” but that he recognized right away when what he had written
was wrong and could fix it. Kevin found being bi-lingual made him feel “more
sophisticated” although he did not explain what he meant by that. In his home, learning
was valued and the pursuit of a higher education was expected. In Kevin’s words, “I
think at a young age my mom was like, school...like graduating college is your only

option...it was engrained in us.”
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Kevin has two sisters, one currently at this same university and another getting
her master’s degree at a different location. He had visited this campus when visiting his
sister and felt that it would be a good fit for him. “I really like the campus...all the people
are very excited...I think it’s a good choice.” Even though Kevin felt this was the place

for him to pursue education, he wasn’t quite ready to completely commit to the college

life.
R: You living in the dorms?
K: No, I commute.
R: Is that by choice that you commute?
K: I think it was during our orientation I stayed, I just...I am a very

homebody person so I was like, I’d just rather stay at home...having my

own room is a big deal.

| did not ask him whether he would move onto the campus in the future.

While Kevin didn’t appear to feel pressure from his parents to go to college, he
did have two sisters and a set of parents who were living examples of their belief in
higher education. Kevin didn’t complain about the path ahead of him but instead seemed
excited about his prospects. He admitted that it was more important to him to get As than

it was for his parents. | asked him how he would feel if he received a B in this class and
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he said his parents would not be upset but that he would be upset with himself. The

expectations he had set for himself were high.

In high school, he had taken AP Language and Composition in his junior year and

AP Literature and Composition in his senior year.

K:

Junior year, our AP class, it was more like you read books and analyze it
and interpret it and actually, like grade wise, | did better in that class
because...when it came to reading books and analyzing stuff. And so like
my teacher even said like I knew what...how to write. I knew like how to
construct an essay.

And where did you learn that?

I think I had...my sophomore year teacher was probably the best English
teacher | had and he really taught us really well how to really write a
paper and how to construct it well and to put quotes in...

Ok. And then your senior year?

Senior year? Well, for our school we had like this senior project. It was
like our senior thesis that took an entire year. And so the writing we did
that wasn’t involved with our senior project our teacher pretty much just
gave us a hundred percent because they had other stuff to do regarding the

senior project. So I didn’t get really get critique on how my writing was
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that year so I kind of...I kind of forgot how to write a little because I
didn’t really get proper critique on my writing and so...

R: And how do you...if you were going to rate yourself, would you call
yourself a successful writer?

K: Currently? Probably not. Just like average.

Kevin came to the SW University with several forms of access already in place.
His parents being college educated as well as his two sisters who were currently in
college likely provided Kevin with knowledge about college and the expectations of a
college student. His family’s belief that college was his “only option” planted a sense of
legitimacy for the University experience overall. This suggests that Kevin may have
already been familiar with particular routines and practices associated with being in a
University, all of which may have functioned to prepare him to enter this new community
willing to fully participate. Even though Kevin did not pass his AP exams, he had already
been granted a measure of legitimacy via his sophomore teacher who had told him he
“knew how to write...to construct an essay,” skills that aligned with the expectations for
Freshman Composition 1 as discussed in Chapter 3. His experience with his sophomore
English teacher, whom he characterized as the “best English teacher I had,” also fostered
the legitimacy of instructors in general, a sentiment that carried over to Dr. Jackson
which is evident in Kevin’s comments about him later on in this chapter. Kevin’s self

evaluation as an “average” writer may have been a gesture of modesty, or it may have
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been a reflection of his desire to improve his writing skills and therefore evidence of his

recognition of the role of the University and instructor in helping him to further foster his

writing ability.

| also asked Kevin about the skills and knowledge he brought from high school

that he felt would be helpful in this class.

K:

| always, always make an outline. It was becoming a junior when |
started to write...so like ever since then I always like...like have my...my
paragraph one and I outline what I should include and what I should write
about.
And why do you do that?
Well, cuz it’s...I’ve learned it’s very organizational and really helpful that
if you have an outline, if you just refer to that you can remember what to
write and it’s not all scrambled in your head. Another skill
had to do with vocabulary. . . Grammar. VVocabulary wise | learned that
ummm...you have to use bigger words to sound more like...professional.
Do you feel...that brings up an interesting thing...do you feel like you
have a command of college writing language yet?

[I don’t think so.]
Did you have much instruction in grammar and sentence structure in high

school?
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K: Not really because I think by then...well, I’'m just assuming, that by then

I’m pretty sure my class...we were pretty average sentence. ..

R: You knew how to do that?
K: Yeah.
R: Ok, so you sound smarter when you use...

K: Bigger words.

Kevin’s list of skills that brought from high school -- outlining, grammar, and
vocabulary -- all potentially afforded him access to college writing as these were in line
with skills expected by Dr. Jackson as he talked about writing expectations for freshman
composition. The common expectations of high school and college also likely served to
legitimatize the University and Dr. Jackson as recognized resources for writing. Kevin’s
high school writing experience appeared to be rather typical in that he had some teaching
that was good and some that was not so good. He passed the university writing entrance
exam with a 10, so he appeared to be more than ready for being part of a college writing

community.

Repertoires/Routines/Participation

Unlike many of the other students, Kevin did not use a laptop during class. He sat
in the front row and appeared to take notes the traditional way, in a spiral notebook. He
was present at each class session and never late. During class, Kevin gave choral answers

along with the other students who did so when Dr. Jackson asked a general question.
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When students met in groups, he appeared to be engaged and was the spokesperson for

the group when sharing with the class what the group had discussed. Kevin participated

regularly in the routine of office visits and these visits, he said, influenced his writing. |

discuss his office visits and his writing in more detail later in this chapter.

Expectations and Challenges

Kevin had a difficult time articulating his expectations for the class. He talked

more about his expectations of a successful writer and what he believed Dr. Jackson’s

expectations to be, referring to “what we learned on Monday.”

K:

Someone who can...someone who can write an essay without repeating
themselves over...

Ok.

...or doing something like that. Ummm...they understand what’s going
on.

You mean they understand what the professor’s asking?

Yeah. Yeah. They have like the ummm...grammar skills and they know
how to capture an audience’s attention.

Ok. Anything else?

Mmm.

What do you think is [the instructor’s] definition of a successful writer?
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K: Someone who at...well... be like from what I...what we learned on
Monday that someone who after writing the first time like their first draft
like they can look at a paper and notice what’s not really working, what is
and basically someone who can do better than their first draft, who can
grow as a writer.

On the Monday to which Kevin is referring, Dr. Jackson had spent time talking

about the characteristics of a narrative, saying, “What you’re looking for is a focus, a
thematic focus...a dominant impression and a thesis to really focus your experience.”
This was also the session in which it was Kevin’s draft that Dr. Jackson read out loud and
discussed in reference to the draft’s focus, which he said might need some revision (see
Chapter 3). Kevin’s comments suggest a certain level of participation as he was able to
reiterate what was talked about in class on that Monday as well as revise his paper
according to Dr. Jackson’s comments. The subsequent changes Kevin made to his draft
also evidenced his belief in the role of Dr. Jackson as an authority and resource on
writing. While Kevin apparently accepted Dr. Jackson’s comments as directions toward

college writing, he did mention some concerns he had about Dr. Jackson’s teaching style.

K: In this current class, | feel like the way [the instructor] is like teaching it is
kind of different from the way | was taught in my high school. In that it
was just...they kind of told of like what they expected and you had to

write but in this class it’s more free and so you don’t really...there isn’t a
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certain standard you have to write by and it’s a little confusing because

I’m not sure if [the instructor] will like the paper or not.

R: So the expectations aren’t as clearly outlined? Is that a struggle for you, do
you think?
K: I think it is a struggle because, again, with our essay one, when we got our

topic in this class, it just said that one thing, it said we just had to write it
vividly and descriptively and so that for me, that’s very broad and for my
other classes it said write vividly and descriptively but mention this, this
and this...so it’s like...

R: So not quite as directed.

K: Yeah.

While on one level, Kevin had been legitimatized in class through Dr. Jackson’s
comments, on another level, he felt challenged by the lack of explicit guidelines for Essay
#1 which did not align with the way he had been taught in high school. It appeared that
Kevin recognized his own position as a newcomer with a need for more direction from
the expert, which may have further led him to take up Dr. Jackson’s offers of one-on-one
office visits. He was also concerned about Dr. Jackson’s evaluation of his writing and
whether he would “like it or not,” which suggested that having the instructor’s approval

was another recognized avenue of access toward meeting college writing expectations.
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When | asked him if there were any other challenges he anticipated, he shook his head,

“Mmmm. Not really.”

When Dr. Jackson collected a draft of the first essay, he spent some time in class
reading aloud paragraphs of student drafts and making comments on what he would do to
improve on them. Kevin’s draft was one of the ones read aloud. I asked about the changes

that the instructor suggested and how those comments had influenced his essay.

R: [ok] So tell...talk...can you talk to me a little about what you did?

K: Oh...well when I first got the topic I thought ...well from the examples
we read in the book | noticed that a lot of the writers were very descriptive
about scenery and stuff and | thought that would be very important so in
my first draft | was very descriptive about my street, the sunny day.
| was descriptive about when | talked to my mom about riding my bike
and stuff and then after...once I revised it I took out a lot of the like
things...in my first draft [ had a lot of conversation dialogue and I took out
a lot of it because I thought it wasn’t necessary after what he said and I
added more commentary than | did dialogue.

R: Ok, so you kind of switched.

K: Yeah.

R: Ok, then how did you change it to reflect the focus he suggested?
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K: Ummm...well because my original focus was about how...umm...just
be...how that experience taught me to be alert and cautious but I changed
the focus on how the driver who left should have been more responsible

and then changed the significance to owning up to your actions.

As seen earlier, Kevin had said the challenges he faced in the class had to do with
finding out and giving the instructor what he wanted when the expectations weren’t
explicitly outlined and the need to use “bigger” words to sound smart; however, the
actual revisions Kevin made on his essays went beyond surface characteristics and
entailed changes related to the focus and structures of the essays. This was another
example of Kevin’s willingness to engage in practices that would meet Dr. Jackson’s
expectations as well as legitimatize Dr. Jackson as the authority. As indicated above,
during class on the day he talked about Kevin’s essay, Dr. Jackson emphasized the need
for a focus and the possible need to change the focus of the draft he had read aloud
(Kevin’s draft). Kevin’s response was to attempt to comply with Dr. Jackson and change
the draft to align with his suggestions. Kevin shared with me that he had taken the draft
and made the changes immediately after class on that day. In this way, he seems to have
invested in the college’s writing expectations and to have recognized that Dr. Jackson
was providing him access to this community through his instruction.

At the end of our first interview, | asked Kevin if he felt ready for challenges of

college level writing and he admitted to not feeling like he had a command of the
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language at this point. Yet when | questioned him about potential success in this class, he
said, “I think I’ll be successful in this class. It’s barely the second week and so I'm still
trying to get adjusted to college classes but eventually, but the fifth week, I think I’ll be
ok.” I also asked Kevin when he felt like he would consider himself a successful writer,
and he said, “I think I will definitely know when I write something, and I can write
without having to take a break or refer back to my notes. I can just write without second
guessing myself.” So Kevin entered Freshman Composition 1 with a cautious optimism
about his own ability to be successful and meet the challenges of becoming a college

writer.

After seven weeks of class, | asked again about the challenges he was facing as he
learned to write for college. Rather than challenges for this class in particular, he talked
about the difficulty in managing his time as he juggled classes, deadlines, and homework,
but did not appear to be overly concerned about Freshman Composition 1. He also
mentioned some issues with sentence structures that Dr. Jackson had pointed out and felt
his own struggle in this area was due to his not learning English until he was six. | asked
him if he felt he had overcome the initial concerns he had had for this class, and his
response was not that he had overcome them but instead had learned to go to office
hours.

R: So, now that we are revisiting the challenge...now that you’ve listened to

what you said before which was that the professor wasn’t explaining it to
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you the way you were used to, right? How is it different now? Or do you
feel like the challenges have changed? Or have you overcome those
challenges, or what?

K: I don’t feel like I’ve overcome them but I now go to office hours.

If that counts? | go there before every essay is due. | always go now, just
to have his opinion. And it’s working.

R: Good for you®. So have you felt like the challenges that you talked about,
did they...were they come true? For this was when the beginning of class
started so when you talked about “expectations of his classes not as
clearly outlined, struggled with the prompt a little because it’s vague, not
quite as directive.” Do you feel like that’s not really an issue so much
anymore?

K: It still is sometimes, but I think now that like | am getting more
comfortable in talking to the professor, I think it’s a little less...it’s still

challenging but not so much an issue any more.

This rise in Kevin’s comfort level and his feeling that the challenges were

diminishing was an indication of his increasing level of membership in this community.

*| found myself drawn into the conversation with Kevin as | took on a counselor voice of encouragement
rather than that of an objective researcher. | attribute this to Kevin’s enthusiasm and increasing self
confidence about his writing.
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As Kevin recognized Dr. Jackson as a resource, Kevin’s primary method of dealing with
his writing challenges was to consult the instructor. Kevin received an A- on his second
essay and was very proud of his accomplishment. When | asked him about it, he
explained, “Well, uhhh...well first I went to office hours because he said like... he said
the first day of school that’s he’s there to help so I just... well, he is there to help so you
might as well just go.” He said the instructor was very specific on what he did and didn’t
like about Kevin’s draft, so Kevin “just kinda did what he said.” Kevin had found how to
view the instructor as a resource.

Our final interview took place in my “office,” and included all my focal students
except for Mark. We revisited the idea of the challenges of entering this new writing
community. | asked if any new challenges had emerged that they had not anticipated.
Kevin could not think of any as he felt it was all “ok.” Although he didn’t consider this
class to be a “piece of cake... it was easier than I (Kevin) expected it to be.” He said that
at first he had been concerned about the possibility of having to write a ten-page essay, an
indication of his not yet fully knowing at first what community he was entering, but that

didn’t happen. I asked him about any successes he experienced.

I didn’t know like I was going to be an ok writer because the way [the
instructor] talked it seemed like your essays need to be really good and |
didn’t really...when I turned my essays in I didn’t think they were that
well written but all the comments actually he... he was like, you’re a
really good writer.
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When | asked him about how he was feeling about himself as a college writer he
said he felt like he was a better writer than he was when he started, but also saw the
importance of learning to write for other classes, but “differently so you’re not like 100%
college writer. You still have to learn to juggle ideas...” He said that he wasn’t writing in
his other classes, other than “fill in the blank type” as he identified himself as a
“chemistry and math” student. As to the changes he had made in his writing due to this
class, he said, “I definitely use commentary. Before I would just use an example and
summarize it, but now...looking at...rereading my first essay I see that I should explain
stuff much better.” To summarize his experience of entering this new community, Kevin

said “It was tough at first. It’s getting better.”

Kevin exhibited self-confidence as we talked during our final interview. He
believed the instructor had the ultimate knowledge and authority on writing technique.
He had learned to talk with the instructor outside of class, in the instructor’s office, and
had visited the instructor prior to the final draft on each essay. He learned to incorporate
the instructor’s suggestions, given both inside and outside of the classroom, and he

attributed his good grades to this process.

Kevin’s writing

Following are the prompts and Kevin’s responses to Essays #1, #2, #3 and #4 and

a discussion of the three different perspectives.
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Essay #1

“Remembering an Event” - Write an essay about an event in your life that
will engage readers and that will, at the same time, help them understand the
significance of the event. Tell your story dramatically and vividly.

Consult Elements of Writing, to review the features that make this kind of
essay effective. Consult for suggestions as to how you can come up with
ideas, plan, draft, and revise your essay.

This essay needs to be at least three pages long, typed and double-spaced. A
draft of this essay is due at the beginning of class on Monday, October 3.

The final draft is due at the beginning of class on Friday, October 7. In
addition, an E-copy of your essay must be submitted to MyWork in order for
you to receive credit for the assignment.
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It was the best weekend, wwherwnst; had. The sun was shining,

brightening houscs and making the day even more spectacular. There was also a subtle
breeze roaming around, keeping everything cool and fresh: the perfect balance. On days 5
TN (we

like those, children would play outside, climb trees, ride bikes, play soccer and do other

typical activities.

Y
For some reason on that Saturday, [N Avenue, the street | used to live on '\ e~ '*:1
was completely empty. Even though no one else wanted to enjoy the amazing weather, [ "i){;\

still wanted to. Since | needed someone to watch me, 1 thought maybe my sister could
el ARG
P&k over me while | pla);.\

I ran upstairs to my sister [l room to ask if she would come outside and #atch

“Will you come outside so [ can play?” | askéd.
My sister said yes and asked what it was | wanted to do.

“Can [ ride my bike outside?”

My sister nodded in agreement. “Ok.”
I ran to my garage and got my bike. [ still remember how it looked. It was a hand-

down, rusty. old bike with scratches g}l over the front. The white paint on the bike
chipped in random places and the shine on the wheels was gone. The padding over the | }l-‘&

t A
handlebars was gone, the seat cushion was tearing and the kickstand that supported the ) Aty

bike upright was gone. For me however, it was perfect.
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“Are you ok 7"

“Yeah, but my bike broke,” I said sadly.

“No,” my sister said pointing to the chain that came off rotation. 1 think the chain
broke.” My sister began to analyze the bike and dismembered chain to set the probletn,
“Go get me a screwdriver. I°1] Iy to reattach the chain, ™ 4

~ T'ran back imio the garage and got the ;edscmmiver. Fortunately, my sister was
gble to realign and reattach the chain with my bike so it would work properly again. “Ok.
Now test-drive your bike. See if it works,” il said.
. I mounted myself back og my bike and cycled back to the alley, when [ noticed g
ﬁg’aﬁ'a_ﬁé@m front of my neighbor's house. 1 test-drove my bike while keeping a
distance away from the car. Almost in an instant, I saw the gold GMC"s white TCYErse
o -\n---‘hﬂ_ _
lights tum on. In Tess than a biink of an eye, the car reversed toward me, going faster than
twenty miles per hour, o
As | saw the car come at me, like a reflex I abandoned my bike by jumping off so

I could get out of the way. I hit the ground with such toeee that I bruised my elbow and
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ey
f“.;.nl:k i‘uf]
Jeveuts on my left arm. After I fell on the ground, I turned around with just enough time

10 see my rusty, old bike get pummeled by the monstrous GMC.

RighlasﬂnﬁMChitmbit:,lhmﬂmysisMyeﬂmymbmmsha
assumed the car hit me. She ran after me, startled and terror-stricken to see if | were all
right. Once my sister got to my side,ﬂneb:mhadasighnfml’nﬁmiiﬁnglmmt
injured and helped me up. After initially hearing a crash, the gold GMC stopped with my
bike still under it. The door of the GMC opened and out stepped the driver who almost
hurt me. The driver was a very small woman with curly brown hair and a beaky nose. She
waore denim jeans, a purple shirt and had a pair of tacky, blue sunglasses on.

“You almost ran over my hnxber!"mﬁai

“What? I thought it was a trashcan,” the woman said. “1 didn’t see you when |
mmui“]p%mnmherhuhysteﬁmﬂy saying, “I'm sorry” over and over again.

After making sure I was all right, my sister contemplated what to do. “I have to
call my mom.”

“No,” the woman said, half panicking and half remorseful. “He is alright. It"s
fine.” '

However, my sister did not listen. “Stay here. [ am bringing mom,” {Jltold me.

As | saw my sister sprint back 10 my house to get my mom., the woman ran back
into her gold GMC and sped off. By the time my mom get to the scene of the crash, the
framic woman wes nowhere on [N A venue.

My mom asked my neighbors several times who the driver was, in hopes they

would tell who the woman was, but my neighbors never told. For the rest of the fime |

lived in MR ¥ never once saw a gold GMC on oo ooin
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“
It is pisfortunate that the driver responsible for what occurred never was caught.

- . el
—rsarradit. she did not act like a mature pse because she ran away from being liable for c-v\"\
' S3)] 'S
her decisions. However, this o hagbm:eyeopcdngﬁ:rmemllemd PHE?;:_
— R I o
something the reckless driver Jacked to learn. T ;{6 take responsibility for oy ‘l“ Sh_:\
- 3
as:tim:s,mmr}mwmdzymandmdmlwiﬂ:ﬁmmthisam

s
cliche it took me being hit by a car to leam that no matter how old you
are, be responsible for the decisions you make and be carefial when it comes to driving.

s

\f'“"\. 9:'0 LN - © Ba‘\ \-\_-‘- e?

J
Eb cou,‘o‘.\ﬂn, {) .“"“}“l 3 A Y

Toor e Hdsay

hrth
r\-\"

Tl -._%nif-_}

P4 bory J
- nll)t}.q'i‘?vl_ gt-Lj*u:j}

QU ﬂ?] “I!‘LJ{_ . h‘.‘\ éL“,

f‘-“‘"\ vu.&.-" 3

e LAY e 3y s !“":“\;“1"‘"‘_5 R - ke p
Lo or 3 o~ varb  laayes 4w (L\'-‘G\’-
."li
s

158



Essay #2

“The Profile” - Write an essay about an intriguing person, group of

people, place, or activity in your community. Observe your subject closely,
and then present what you have learned in a way that informs and engages
your readers.

Consult Elements of Writing, to review the features that make a profile
effective. Consult suggestions as to how you can come up with a topic, plan,
draft, and revise your essay.

This essay needs to be at least four pages long, typed and double-spaced. A
draft of this essay is due at the beginning of class on Monday, October 17.
The final draft is due at the beginning of class on Monday, October 24. In
addition, an E-copy of your essay must be submitted to MyWork in order for
you to receive credit for the assignment.
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21 Oictober 201 |

Do You Know What They Do?
)
All:thﬂrnnlm‘i‘rdmnﬂljr,[mmtemh!ighumduhm.lw]mkhﬂmdt G;A.
cemented building right in font of me with the shiny, beight windows. The windows o the [efl
sde had giont e letes that spelld out the words R Woen | kooked nside that bsling,
[wMﬂﬂpﬁrﬂkﬂMMMhmmEﬁMm:mmmﬁmw
Wy
Broaps rking ogether on projects. Jus b oheerving the people inside tholffll uiding, |
A
realized that ot studets do not know whayfff} s what it is they do, or the maor role they

e A

hive when it comes to events on campus.

—

Whether it is the beginning of the first week of schaol, of just another Friday, there are
alwmys exciting events on campus that stisdents lok forward 1o, Kither it 15 & start of the year

congert, games and ectivities near the lawn II-I:II wmsd:;.-mna, plenty
o students have an pporunity to relax and take it easy at those evens,

i

Harwever, these et that many (N stodeets stend do not jus spentancously 1| fped

Sy

L
O, Evenything that happens is du 1 82 on campas organization that plans, coondinmtes nd | P

Orchestrates all of these events and that organizstion is co
L
.:Jmhmwﬁ/

!
.ﬁ.tclrdi]];lﬂll'i-hmt witmage, “ever since |'5'Ff|5--|!|nhum mml'| }’ﬁf J‘-.
T |
ueality tnment such s concerts, films, lectures, special events to - } TJ-I._

AT oty o /
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e e S =
'@amnr events that go on sround camgiss, B0t everything is done sutomatically. These
stn:‘qlsIuvelup]Ibumwhymdinwhmmhjuhm.‘#hmi!mmplmﬂm\
such extrarvagant events, the typical procedure is bectic. JIJIAmust schedule live mmri m',‘i,.ll
MWmmhdian.Thr}umhdﬂiplmﬂpmmlﬂmﬂmﬁw Ju.li{:

advertizing, order canopies and tables so venders can sell products, hire outside workers to put
Nﬂmwmhiuchﬂqcmwmﬁtmw. f
Al this stremuoais work takes countiess wieeks and sometimes months i put together and
in the midst of planning or an upcoming event, I got first hand experience of the wark that gres
o at e T o fTice. udh.'-'ar:rnwghil of this work, [ petz on great shaws.
At 30 pen last thuday)#[&apmdhme-nfﬁmhamlkwhE/

m&nl'li}:hﬂihn:l-nﬂﬁu foel for all of the work that goes on. As | walked in the
I owmy el
affice, |:mﬂwﬂm,g,1'hﬂcmmmmdmamﬂ:dtufrmmhmjmﬂ1mm
e ™ e,
space, Ehte!wumnmnudmdtnmﬂ,lhpnmhﬁmnﬂ Thee room was complessly
ol fn]
th the
whsine wi hlu:mdrdlnw_bmm miely . I was browaing the posters

o th obd brown table and sow all of the variety of posters ASPB makes. Some of the posters

included Wud:tﬂdn:-mnm series, information on Studving sbrosd and dance

performances being held, 4z | was reading the posters, gome of the shudents walked past me and

toak some of the posters 1o desplay around campus., Towards the back of the affice, sudenis _
>

warking on projects sceupied all of the Mac computers. The white hoard, fiext o the printers had;’?(
e

writing ull aver, Thtbm:dl'qdmﬂu}fpmjm:um:ldndlm bt alao o do Ests that must be

sampleted. T ja i e
W-’Puh]mhugm-umﬂ[gmahpmm;hmldufﬂ[mmmﬁwngmm

was parl offill She was relatively tall and thin with bight brovwn skin. ﬁfthﬂd&ﬁk&m jeans

161



g

aned wore bl [ shirt it o | beoceler. She bad o earphones, bt ook oo
out and nsked, “Are you I

“Wes lam. Are you (R 1 asked.

Shnﬁ.&d.&_imhw vice chairperson for [l responsibie for
boaking over all of the baards Mhnmhﬁefiwﬁdmm_mk me an & tour of the
W fic where | saw all of the work the students do, While walking, m#lﬂ_l!ll_'l'!?
Y —, ] [ st —
wi::{du: entirr Y office, She explai ;-‘n,,um affice was whers four imporiant
(I i work when it comes to concerts and schosl sctivities,

T there & current evenl you are all werking on right pow?™ | asked,

“As a matter of fact, we are working mﬁ.ﬂ i5 AN UpEOming event |
aroimd mid-Movember.” -

While iourirg the office, | wes able 1o et a perspective of some of the differen boards.

_-——J‘-—b"'- Lr.\“-

As [ observed the people working mEI'EMB-I'kﬂ_I.I'Ig section, thege were n few students on the
—

phone callng parential chients ahauwt peripg some publicity, The ather sudents were on the
1

compuler, creating posters ta publicize for the (.,
After getting an overview of the I office, (o | went back to er desk e
r el
she gave me more information, 7:.:!"-.-.

“How long did it esice to plan GG | o | =
“We are still in the process of plenning, When plarning evenls, things can charsge up to

thee duy of, even nn hour befire show time. Wi have been planaiey S vy

since mid-Sepocmber. (N has 10 first pet applications svailable ag early as possible so people |

can perform if they want, We &lso have to get hansers made, the peogle an the Corceris boand |

hes 10 et & skt ready 5o they know whal they will talk about. We need some clubs io have .-"'I.
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. mdsﬂr:ﬂh}'mtllmm:ﬂmuwlfu-nmﬂmﬂix A we have 1o get food,

o st people who anend W s something 10 ca,” RN i
A:umlbudr-nkimmﬂumm.lhrmnwumqiniwiﬁmynm .

atidents, Somse [ mermbers were on the phone talking with piherd about upcoming events, .-'ﬁl (s,

mmmmmnmmﬁﬁqmﬂmu menchandise 10 sefl, while other () |Hﬂ?+\k

nﬂnbmnmﬂlnuimgmmmuuwmAgrmuﬂkﬂrg..rnwmnitmbﬂs d-"ﬂ-‘"!l )

from the baard of concerts rehenrse written dialogue, while the receptionist was typing up

infermarion sbout G
Am&r@u-mwwmhwh.mmmmnmﬂiﬁﬂ

MMMim:mmmmmmWHEHWu

. ]’wj’m'ﬂ-ﬁ:n51:mmmhhiﬂgﬁmdmmufl}mh'pﬂufmiﬁﬁﬂﬂwynpﬂiem.
I-'mmwhngumm:wmudmm;u:;mnur-mmm:amhmnmm

we just relax and enjoy our lime. However, ﬁi‘Lwcm-@mmm "\'J.L}"'ﬂ

wwiﬁwmﬁwminmnrdmmﬁmhmﬁnﬂhqw 'P;*'

i:hn:mnarnﬂﬂmmuﬁuiﬁuﬁ;. Ihis 330 I the afiérnoon and as | take my st look

—_—

at the Nl office, | see an office full of dedicated individuals working hard in orchestrating an

evient we will all have fluy a1, . '

e

"]f-:u,..- ;_J,&.l.l' 554_"':-:":. zl l_?jg"'.l.l"\-{ L -JJ’- Mi,a-.~| 4 g ﬂ-]'-r""!r"“".

NP ' ¥ t " |.1,' N, RS TENN

Tlh-:- 3 s TR LS Lt [ . LT e ]
! AT | ; i
Lot e e R T N T R . -
.-' Iy 1 . II_L lry b
e S T T Y S TROWTREPLIEEA K AT
2 o o
TS Lk LR PR P Py wed e s,
‘:.‘ :v,,_h--\.ll
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Essay #3

Write an essay about a concept that interests you and that you want to study
further. When you have a good understanding of the concept, explain it to your
readers, considering carefully what they already know about it and how your essay
might add to what they know.

Carefully read Elements of Writing to review the features that make this kind of
essay effective. Consult for suggestions as to how you can come up with ideas, plan,
draft, and revise your essay.

This essay needs to be at least three pages long, typed and double-spaced. A draft of
this essay is due at the beginning of class on Monday, October 3. The final draft is
due at the beginning of class on Friday, October 7. In addition, an E-copy of your
essay must be submitted to MyWork in order for you to received credit for the
assignment.
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7 November 201 |

The Truth About Obesity

Ul

o Of the seven billion people on Earth. more than one billion people are obese. Of the
nearly thirty-percent of obese people, we all know someone who is obese because they are a

family member, friend or co-worker. Unfortunately, due to this disease, every year, neaa“ly\dﬁﬂ

in w) aar) N (g
thousand people die. However based-sffnf our society mdav, many of us judge them based n:y}
Y _\ El ,,ur

of what we see. When we see an obese pe:rsmu twice the]r body size walking down the street, we

. !x:m *‘-J b

always make snap decisions about lﬁém Either they are lazy, can rman.a!,e what they eat, or that

TAE .k i
they just don’t care about their health and life. Howwer. there are more E"J.j'-ﬂ? reasons why

n::'u'hr thlrty percent of the world's pnpuI.Jlmn is obese, When it comes to obesity, some
Sepen— L) B
apewums lo take into L‘UI‘IE]dEﬂl![D]‘I are the g hencm: phnmlagfpﬁl and psythnlowa] faclu-rs.

o N N,

According to Jerry Gillman, obesity is “the result of an em*:r}_.y imbalance in the body

caused by consuming more calories than hecessary for energy required.” The most scientific | "

reason linked to obesity is Eem.l!cs Gienetics isa ngnr -.Iet::rmmmg factor i in uthny mostly
T

because u’}ypredlspuwd For cxample “if your hiological mother is heavy as an adult, there is

Al

——— N

approximately a seventy-five percent chance that you will be heavjp? (“Healthy Eating and JETSTR
w L

Diet™). Basically, when the uﬁ%prtng 15 determining the genetic makeup, the uhmt}, L.enr. has a

stronger dominance, and thus nch upon thm trait. However. if the lifestyle of an individual is

good, the obesity gene sometimes does not get acted upon. However. those chances are slim, and

typically individuals with the obesity gene tend to become obese. With this. the body tends to
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am:
L

store more than a usual amount of fat, '-yzy;{ o vast accumulation of fat rmalrf:cl,,/,r".’-:(zn11r:‘nut::s=, to

—_—— S

urmeaithy weight gain. Genes are also very manipulative because they can subconsciously make

obese people start eating again. According to “The Real Cause of Obesity™ when “the L e -.“-“\" .
, . . A . . . .\'._ a s v
unconscious drive to eat is stimulated [it] acts to return weight to starting point.” Because of v

genetics, some obese people don’t have an appetite, but the ﬁ.LI'LLIIOII of the bodies can make them |

eat anyu.ay,a’ The fun::nun of genetics proves lhat ubcs

ity |5 m}t a p':rmnal choice. l:lut rather a /,-'

pradlspossl I'ax:tnr
P
Of the many factors linked to obesity, the'physiﬁlo gical factors are barely heard of, but
———d
play an important role m-oh-asm A leading type of physiological factor is the c:hemn:al

o}

Lmhalance in lhe body. Accordm;, to “The Real Cause of Obesity.” “the hormone leptin is made
‘——— ————

by fat tissue and sends a signal informing the brain that there are adequate stores of energy.” A
‘ M Lo (2aeer)
When it comes to obese patients, their body has cither an absence of leptin, or !adc_ﬁj" pm-ducmg’

—

| -:ufhuent amounts, A lack of “leptin hormone™ in the body makes these people ravennus.ly

hungr}' all the time.” The result is that with an insufficient amount of = leptin hormone™ the obese
-

people binge eat to satisfy themselves, which basically means, no matter how much the body

“signals the person to stop, they continue to eat in order to achieve this chemical satisfaction,

Although chemical imbalance is a component in obesity, another aspect causin 2 obesity
——
is the development of the brain, According to Willow Lawson, “these three points of the body
SR —

[“hypethalamus, adrenal gland and pituitary gland”] work together to maintain chemical
i,
equilibrium when the body is under stress. .. The problem is cortisol [stress hormone] prompts
%
the body to deposit fat around the abdomen.” When the “hypothalamus, adrenal gland and \“\.I A E.-,":f”‘._ﬂ L

Pituitary gland™ do not function and coordinate together. it takes a serious toll on the body. When RELN

the brain cannot sy mi'u.slze the “cortisol” chemical. the budy BOES awry. An excessive amount of
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[

fat is stored in the empty cavities and spaces in the body, resulting in visceral fat, '['he physiolo@'

of the body is an important factor because when thE chemicals in the brain and the brain itself do |

not work properly, it creates havoc because the obese  person’s body does not cooperate and

9 \F“'\J‘-‘-‘l Y NS

aoan {
mammm hcmcuswms Obesity szcaused ba&edhanthe physiology of the body because when the |

A

body doesn’t function properly, it creates a horrible outcome,
e

A final factor linked to obesity is lhc psuchuluglcaj Mctor For many years, the

e —_

psychology of obesity has been severely overlooked because many never linked obesity to the

psychological state of an individual. Howew:r m-depth research proves that for some me people,

obesity began with some sort of psychological distress. [t's not shocking that consuming food

ftT
makes obese people comfortable. Eating is very blissful because they get a rush which makes
them satisfied. According to Jerry Gillman however. “many people eat in [Esponse o negative

emotions such as hﬂredom sadncss and anger.” While for some, cating |s)due to the negativity

going on in life, for others, it is due toa ]ack of se[F eslm.m Many eat [hEl]‘ feeling clings because the
: —

e —

abm
satisfaction of eating comforis any nq:ame thoughts they h.'ne of themselves, These types of
:..J )

-14-.1'

ubese people are Iahe]ed ["emotional eaters.” Whenever horrible events oceur, whether it deal

with family, jobs or relationships, th&v eat as a way o L-\press lheir ummions. Ealm¥ for obese

ple 1$a typn: of lherap:.f because food assures Ehr:m that everything will h-e aln gh csldes

using t‘nnd as an outlet for comtum social factors™ are another underrated asrrz:; [chr:d to
— —

obesity. According to a study by Phillip Gu!dh]atl Mary Moore and Albert Stunkard, there are a

few “social facturs which influences why men and women are obese, For nhme women, part of
the problem 'L'u[k that they all had low “socioeconomic status™ meaning they hz;d unstable
income, Many :.f|d not have enough money to live off of, When it came 10 “social mobility” it

meant these women had “low social status in their community,” meaning they had no friends to
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turn to and confide with, rl}r lht: e men, the resuils wire very similar. Men of low “socioeconomic
_— . ——

status” tended not to have as much money as the average man, When it came to “social
mobility,” the men didinot belong to “the social classes in their community” and had weak
relationships with family and friends (Goldblatt 59-61). “Social factors” such 1as the ones

menlioned easily explain why some men and women are obese. For them psychologically, they

= -

had nothing. Not anly did they not have money for financial security; they did not have friends to

socialize with or healthy relationships with others.

~ |
Besides “social factors” another psychological factor contributing to 0|:M::51t}.f15 bod:,ﬂ fyr!

T T e e L
l;'lmﬂgl: “Manifestation of body image d:slurhﬂm-: .mto three areas: view of the self, se]f—

s,

conscmusmss in general and self-consciousness in relation to opposite sex !, {Goldblatt 41).

A
1

Body image is tough to handle for obese patients because they just constantly peint out their

Y L I
imperfections and harshly criticize themselves. Slowly by slowly, they become more insecure! L

1 "_L"\--L

it
L
e i

i vl
with themselves and enter ;typ&af depressidn state because they dislike their physical
A,
appearance and everything about themselves, When depressed with their body image, the usual |

solution many tum to is food because it comforts them from all the negative emotions they feel, |

The psychological factor of obesity is the toughest aspect of obesity because an obese patients
psyche is very fragile, and they are just stuck in a dangerous, depressive downward cycle,

Our society makes assumpnuns about obese pcnpie but rhey never L1Iu. mm

) t uh:‘-i. .\
consideration some Ewors which have a majur role when 11 comes to uhm:ty On lookers never

contemplate the fact that a person’s obesity might be genetic and that they are unfortunately
predisposed to a complicated lifestyle. Alsu people du not fathom the idea that an obese
V,,,ﬂ_ etk .,— (e

person’s physiology functions different than the average human, which results in atypical

changes such as excess fat deposits throughout the body. Most importantly however, some

168



s

people do not pay attention to the psychological pressures that go on in our society such as selt-
e e ——a {_:"W-.

esteem and insecurity, which leads people to eat to feel comfortable. Obesity is not a lifestyle e

choice where people choose to be lazy and not care about their health and lifestyle. Even though | Z«_wu‘"
BT T o N Vo

obesity. which affecis thirty percent of the world’s population, is a serious medical epidemie |

oceurring today, it still does not give out society the right to pass judgment on people’s health

without knowing the underlying truth.
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Essay #4

“Exploring Life at the Limits” — Choose one theme or concept that has emerged
from our reading and discussion of Jon Krakauer’s Into the Wild and write an essay
in which you help your reader to arrive at a fuller and deeper understanding of it.
Use whatever combination of writing strategies you judge to be most effective. Be
sure to incorporate development from your own observation and experience.

To aid you in developing your reflections, you are required to make significant use
of Into the Wild. Provide thoughtfully chosen examples and guotations that
logically develop your points. Make use of at least one additional source. Be sure to
cite all sources according to the MLA style. This essay needs to be approximately
five pages long. A draft is due on Wednesday, November 16. The final draft is due at
the beginning of class on Monday, November 21. In order to receive credit for your
assignment, an E-copy must be posted on MyWork.
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21 Navember 2011
Suceess in Diaguise 1L‘._t
Virk Tk, he fomderof oo s comieed e e b s e
mimey, fame and fortune, Fight? And anyone who does not have moncy, fame or foriune is
coesidered fallures, true? | mh-‘amlm“umummniﬂinm I.urmdntrrm'mi!'

nln.'-mi.tmwm ora failure. However, ummhmmﬂmnmdm

........ e Ty

lndnl’iim:anhimnl iumwswhmmmm st

rlghtn!'l'tlulmmldh:mmidmnmmhmuhﬁadmﬁsjmwm.ﬂml oo’
T T .

. Hum,m:mpﬂmmuhmmﬁﬂummmmmm e

Alaskn he scceeded, mm;ﬁmmmmwmwwh&umm T

find spiritisal freedom snd reach bis mumt:;-nﬂsnlhppunf‘mnmmwwldm .

"IllthlthﬂnﬂIm Wi arrogant and cruzy, I:lutlhr finct that Chnis mﬁlthmmﬂlﬁmw

f

\lﬂd I'mhvdm‘uemmmqh mmﬂmhmmmmq-wmdudmmﬂntm
Brhtmmhsmmw H:-C-nrﬂ.lmll-rdﬁimﬂmmm fibse: life

mmhf:mmﬂmmmmlugﬁfmhumumﬁmlm A conflict between

Billie and Walt McCandless and Chris ﬁmmwmmsmﬂmhﬂmht
ot . dﬂ'miinnhl:m Fﬂtﬂilﬁcmd“’ﬂt.amﬂawaduﬂnmnmtumtmnndhw
- 'tmmm.&ﬂw{m,%mw“&mhmwfm;ﬁu
m'l‘tfhmll;ll’:mﬂtfulhl rmﬂlﬁmﬁmﬂmhmfmmllmmghllyﬂmﬁdm

\bumiirhmun b il mat vl o waste his life cmmifling to something he did not want for
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himseif. However, his parents tried io show Chris that edweation was impariant. And so, “[Chris]
ended up going 10 Emory [University). even though he thought it was paintless, s wasie oftime ("3
and meney,” (Krakawer 114). Fromm s young age, Chris’ pasents guided hitn into which disection Lt
to follow and they tred to make him Peafize that educating himself would make him happier. In
ome instance, Chris parents had said that Chiris should go as far as “petting a law degree” in arder
o achieve and soceed in life {Krskaver | 14), Ml andlless lived = false life hecause his panents
hﬁﬂlrnhmdii&lifemdhehdmﬂhiu:in the matier, Many Hﬂﬁmﬁmlm
tix the fadse lifie that Chiris hvﬂme]wmeduhni“mhnﬁhmlw
and Walt did 10 Chris. They teld me what to stedy, what goals 1o aim for and Becrws o [ ey Jife,
This situation uulhmcm;hmm:m though parenis wmmw'f&lgﬂ-hh@
Mhﬁﬂmﬁ!ﬂmﬁllm:ﬂmm:umw
However, since Chris did not want hiis: lifie comtrodled, once b finished college, he set au

}ﬁﬂh:nud and glarted living a real life by not betting amyone contral him. An example af Chis
living a real lific was when he traveled down the Colorada River ta reach the Gulf of Califomia.

o —

mmmmmmmhmmﬂ-ﬁwu.wnmﬂnummmrﬂmmmw 1-;'“3':,_“.\'
mngn-:inu:hcfomd Chris “naticed & secondhand alumisum canoe f:tid#lrdmmimpnlu\",lh et
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beasd us 1o befieve that Chris was foalish and erzy because be gave up & stable life to become 2
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drifier whe could not even survive in nature, and & faflure because he gave up everything.
Huowever, those conclusions would be wrong because Chris did suceesd by living a read fife, |

s s
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which iz what he wanted for 5 while. Dut in the wild, no one controlied Chris and he was in \ i
ank

charge ofbis 0w Hﬁﬂfﬂ,%lummmhumhlﬂqlhhm“yhmdﬂ f
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"

possussions that he might one day want 1o recarver, Then, in o gesture that would have done hoth _ﬂpr
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ﬁubmhdmuuﬁvﬁudmnﬁn—udmamhmi}}'fhi.nuﬂ!?}.iy_
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because he was where he wansed to be and no ome could take him sway from the wild,
friasin
MeCandless achievad hescanse b was able o spirinsly rmvaumdfmhlmulrfmm ity U "13“,.,

=

pmgmthvdﬂfummmmwu]dhadumhrﬂmhtmn ey in Alska i nr

e e s 1 .

find ultimate froedom was & Failure because he died in the place where he found his spiritusl

H‘!}h Hﬁt-mll;lrrl,.lru! Lhe fact Miiﬁqhmmmhhingﬂmﬁlhdhin Hl:lh'hu' this conelesian|

Jis wrong because Clins' Journey to find ultiemate and spirifyal Ewdumwuum:mhenm:m
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|

}1

‘m,wmuwwtmnmﬁmmymmmmmﬂ L#h
ﬂl.l'r

M

you die.” Hornberyer's e el o Chris besause be decdedbe waedspirioad feedom and th
‘._'-_'-.

hm.:.: Even though MeCandless died, he succeeded hecsuse of the fact he was able o five e

mmlrt:ly new ife in Alasks away from a society b did not like.
hﬂumiummlﬁs]iﬁ.ﬂmw:p—ﬁcwww McCandless had, 3o be
|I —
mﬂdwﬁhﬁklbﬁrdﬂ.ﬁﬂﬁmﬁ:'ﬁmhr F'}'-I:fl]-'!j'll-hn somenne has 8 goal, it is

mummmmnmm 18 “meaningful” and creates “positive emotions.”
For MeCandless, his ultimase poal was b0 find happincss. His obd lifc did mot provide the kind of
hitppiness he wamed, and o he tried to find iq.ﬁmﬂmwmm;my

iﬂmhﬂﬂuﬂIiftw&slnh::njnrtd.mﬂhmjnyndhtnmmmm.cms' -
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ki
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/
surviving off of berries, being in the wild just browaght some light and happiness 1o him, Like

Dredabus, wheea an individual is in their niche, they reach n state of complete exhilaration,
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. When Chris wride a letser to his ﬁiend[ﬁmﬁld !'I:t;m'_]rﬂ:plamnd how the lirike things in
life make peapic ecstatic. For example, h'uph.lrtld-ﬂ;e "Basie core of a man's living spml\ ¢ et
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is defined as success, The serene amblance of nabare and b peacefulress 15 what Chris waned

aewl after fwo vears, be found it Hig joumney iz a scens in disguise becavse sven though he

§ o —— .

suffered a1 times, the wild finally brought him at pence.
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Perspective #1 — The University’s Rubric

Table 4

Kevin'’s Essay Scores by Three Readers

University

entrance

exam Essay #1 Essay #2 Essay #3 Essay #4
10 1"Rdr -5 1¥Rdr-5 1"Rdr-4 1¥Rdr-5

2MRdr -4 2YRdr-5 2"“Rdr -4 2"Rdr-4

39Rdr-4 39Rdr-5 3Y9Rdr—4 3“Rdr-5

Avg -4.0 Avg - 5.0 Avg-40 Avg-4.6

Note: Scoring based on a 6-point scale and scores in bold are the averaged scores of all
three readers; “Rdr” stands for Reader; “Avg” stand for Average

As indicated in Chapter 2, before freshman students at SW University are placed
in an English class, they must take the university’s writing exam. The exam is measured
against a six-point rubric (see Table 2) by two readers independently, and papers for
which the scores are more than two points apart are then scored by a third reader. Papers

with a composite score of eight or better are considered passing.

179



As the researcher, I had access to Kevin’s entrance writing exam with no input
other than the final score. Kevin received a 10 on the entrance essay exam. As seen in
Table 4, from my perspective and that of both the second and third reader, he clearly
answered the prompt and wrote in a highly organized manner with a clear line of

thinking. Within his text, he referenced three other literature works, The Scarlett Letter

by Nathaniel Hawthorne, A Long Way Gone by Ishmael Beah, and Kite Runner by

Khaled Hosseini, to illustrate connections to the exam passage. He reiterated his
argument specifically and tied it back to the prompt in his final paragraph. Kevin
exhibited a familiarity with essay organization befitting to a college level writer. He had

been considered by the university to be prepared to enter the college writing community.

As indicated in Table 4, Kevin’s Essay #1 addressed the prompt in a satisfactory
manner according to all three readers using the SW University 6 Point Writing Rubric
(see Table 2). He narrated an event that had happened to him as a young boy. There were
specific details, appropriate dialogue and logical reflections in the end, however, several
grammar errors. Reader #2°s comment was that this essay “followed the prompt, but
there were too many errors to warrant a higher score. | gave Essay #1 as score of 5. The
second and third reader both gave him a score of 4.

Essay #2 prompt asked for a profile of a person, group, or event. As Table 4
shows, this essay received the same score, a 5, from all three readers. It was “clearly

competent” and used “appropriate examples and sensible reasoning.” While there were a
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couple grammar errors, overall he was able to “choose words accurately, vary sentences

effectively, and observe the conventions of written English.”

Essay #3 received a score of 4 from each of the readers as shown in Table 4. The
topic for this essay was obesity and its contributing factors. He used appropriate quotes
and explanations to define his topic. While his response was “satisfactory,” and had
“acceptable reasoning,” it contained several word choice and grammar errors. It was
possible that this essay, requiring the explanation of a concept, a different type of writing
than the previous two essays which were more narrative in nature, may have contributed
to Kevin’s difficulty with word choice and wordiness as he dealt with what may have

been an unfamiliar topic as it required research.

Essay #4, similar to Essay #2, had high scores. | gave it a score of 5, the second
reader gave it a 4, and the third reader gave it a 5. This essay was a competent and well
supported response to the prompt asking the writer to identify a theme from the novel
they had read, though not fluent or insightful enough to score a 6. This essay was
coherently written, focused on one topic, and included an in depth explanation of a group
of students that promoted student activities at a university, all requirements that Dr.
Jackson had discussed in class. All four of Kevin’s essays evidenced his competence at
crafting a written product to appropriately address a prompt, supporting with specifics the

claims that he made, and providing the reader with sufficient detail to create a clear
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picture of the topic. According to the university rubric, Kevin demonstrated a level of

competence in line with college level expectations.

Perspective #2— The Instructor’s Rubric

Table 5

Dr. Jackson’s proofreading marks on Kevin’s Essays

Proof reading mark/symbol Essay #1 Essay #2 Essay #3 Essay #4

4 14 2 0 1
i% 3 3 0 0
5 7 33 32

- 0 1 1 9
I:I 1 6 9 3
~AA~

(squiggly line under word(s) 0 2 4 0
Agr 0 0 2 1
Coh 0 0 2 1
Comp 0 0 0 0
CS 0 1 0 0
Dev 1 0 0 0
Dig 0 0 0 0
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Exact 0 0 3 0

Frag 0 0 1 0
Lc 0 0 0 0
Logic 0 0 0 1
Mixed 0 1 1 0
Num 0 0 0 0
Ref 0 0 2 0
Shift 1 0 0 1
T 2 0 1 0
Trans 0 0 0 0
Usage 0 1 1 1
Voice 0 2 0 0
W 2 1 3 1
Wc 3 1 4 0
Ww 0 0 0 0

In Kevin’s first essay, a narrative, almost all of the Dr. Jackson’s comments were

positive. The first complemented Kevin on the title choice, and subsequent comments

29 ¢¢ 99 ¢¢

included “nice details,” “effective narrative details,” “good dialogue,” “nice transition,”
ending with “appropriate and logical reflections.” I suggest that Dr. Jackson’s use of

positive words (nice, effective, good, appropriate, logical) indicated that Kevin’s writing
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was apparently in line with Dr. Jackson’s expectations for college level writing. In
addition to the proof reading marks, once the instructor wrote a word above the one with

a squiggly line underneath and mark (wc) indicating the need for a better word choice.

On days like those, children would play outside, climb trees, ride bikes, play
Enjoy(wc)

soccer and do other typical activities.

One other time, he simply crossed out the word and wrote a new one over it along
with (wc), and another time he circled the word, and wrote the new one over it along with
a (wc). In another sentence, he simply replaced the word without using the proofreading
mark.

watch

...I thought maybe my sister could look over me ...

Twice Dr. Jackson added a comma without any remarks. It wasn’t until the final
paragraph that he made significant changes in wording even though both the underlining,

which indicated evidence of significance, and the side comment were positive.
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It is ppfortunate that the driver responsible for what oceurred never was caught.

el
-.tcmaﬂut:,jh: d:d oot act like a matire gae because she ran away from being liahle for }\ :Y'\
?‘ i
her decisions. However, this I}DCLL!‘I' nee hsﬁ been eye opening for me because | learned
) LL-L‘II Wy T omab
something the reckless driver }ﬂc@ o learn. 1 understand E take responsibility for m:.-' 1n53t=\
|
sctions, no matter how severe they are and to deal with the consequences, It is a hitle ﬁ-"‘whﬂﬁ}
{"L

r's
c:[ll::lu: h:cam: it a{::nm%louk me being hit by a car to learn that no matter how old you
e

s ,....u,

arc,:’:c responsible for the decisions you make and be careful when it comes to driving.

The final comments indicated Kevin had done a good job of narrating using
descriptive details and appropriate reflections, which were both expectations Dr. Jackson
had explicitly set up in class (see Chapter 3). His recognition of Kevin’s competent use of
these narrative characteristics served to reinforce Kevin’s role as a budding member of
this community. His only caution was to encourage Kevin to edit for verb tenses and
word choice, which appeared to now be secondary concerns for Kevin in his writing, not
primary. The final grade was a B, which further reinforced Kevin’s ability to meet

Freshman Composition expectations.

The prompt for Essay #2 asked for a profile of a person, group, place, or activity.
Kevin chose to profile an on campus group responsible for planning and advertising

campus events. Again, all through the essay Dr Jackson wrote positive remarks: “good

99 ¢, 2% <6

start,” “good point,” “appropriate quote,” “helpful details,” “clear and informative
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interview.” There was one squiggly line under “decorated,” with “placed” written above
and a (wc), and “for” crossed out with no word written on top with a (w) next to it. In
four other instances, the instructor crossed out a word or a phrase and replaced it with
another without adding a proofreading remark. Also, two shifts in what Dr. Jackson

called voice were marked:

| was shocked (voice)
As | walked in the office, it was shocking.

| saw (voice)
As | turned around, it was a girl who was part of XXXX.

These shifts were identified at the end of the essay as being “a little distracting,” but Dr.
Jackson came alongside him as the counselor and guide, fixing the distractions for him
and showing him examples of acceptable discourse for this community. These words,
given to him by Dr. Jackson, served to help Kevin continue to move closer to full
membership in this writing community. Other than the mention of needing “a bit” more
editing and a few grammar “glitches,” the comments at the end of the essay were positive
in reference to Kevin’s use of detail to add energy and interest to his writing, and his use
of effective coherence and development throughout. Essay #2°s grade was an A-.

As indicated earlier, Essay #3 was about defining a concept and Kevin chose the
topic of obesity. This type of writing was a shift from the previous genres, which were
more narrative in nature. Dr. Jackson had mentioned in an interview (see Chapter 3) that

this type of writing, the defining of a concept, tended to be more difficult for students as
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it was a shift from the familiar narrative genre to a more research-based genre, and may
not have been as familiar to freshmen students; however, Kevin appeared able to meet the
demands of this genre as his essay grade was a B+.

Kevin’s topic, unity and development were “both very effective” according to Dr.
Jackson’s final comments, which were characteristics that had been mentioned in class
when the concept essay had been introduced. Kevin’s meeting of these criteria was
further evidence of his willingness to listen to and comply with Dr. Jackson’s
expectations, yet he did have some problems with word choice, wordiness and grammar,
which kept him from receiving a higher grade.

Similar to the first two essays, the side comments were predominantly positive:
good start, good quote, helpful example, helpful explanation, good clear explanation,
helpful transition, and clear and focused conclusion, which all referenced Kevin’s
handling of the content and structure of this essay. However, in the first paragraph, Dr.
Jackson made several editing corrections, crossing off words, giving Kevin other word

choices, and using proofreading marks.
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Ut the seven billion people on Earth. more than one billion people are abese, OF the
nearly thirty-percent of obese people. we all know someone whe is obese because they are a

family member, friend or co-worker. Unfortunately, due to this disease, every vear, m:u-l_-,. 450
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thousand people die. ]I:mcnrhiméedfnfnur _-mc::lf:l} u:-d.:w many of us judge 113:;11 based off

W
of what we see. When we see an uhw: p-:rmm mu.n. thr:}r body size walking down the street. we
Laam
always make snap decisions about lhém Either they are lazy, can’ rmanage what they ent, or that

o S ) i Fel -"' I'.""—:
they just don’t care about their health and life. However. Ihl.,n., e mun :rt-d-.,p!h reasons '.uhv

nearly thirty percent of the wo i
e pen _____,_f rld’ ugrmfim:ﬂ:b_uigh When it comes 1o obesity, some

el

npu,:rurn:: to take into consideration are the g-:nul:ic. physiological and ps-.--.-hnlng;rul fectors

by —

There were two corrections in reference to ineffective word choice (wc), one of
wordiness (w), one of error in pronoun reference (ref), one of incorrect word choice
(usage), one of error in pronoun agreement (agr), and at the end of paragraph, some
corrections where Dr. Jackson crossed out parts of words and wrote in the correct usage
without putting in proofreading marks. Essay #3 had more proofreading marks (24) than
either Essay #1 (9) or Essay #2 (9) and I suggest Kevin’s struggles related to Essay #3
being expository with possible unfamiliar vocabulary and definitions.

Throughout the essay, there were paragraphs that combined multiple positive and
corrective marks. In the following paragraph, sentences and phrases were underlined and
words boxed to indicate significant and specific details, while words were crossed out

and the corrections written above, with a positive comment written on the side.
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consclousness in general and self-consciousness in relation to opposite sur,, {CGoldblam 41).
Y
Body image is tough to handle for obese patients heeause they just constantly point out their

k1 ;
imperfections and harshly criticize themselves. Slowly by slowly, they become more insecure Ll .
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with theimselves and enter w-ﬂ:msﬂr‘n state because they dislike their physical !
™,
appearance and everything about themselves, When depressed with their body image. the usual '.

solution many tum to is mnd hel.au:sr. it comforts them from all the ne-galwc cmicns they feel,

The psvehological factor of obesity is the wughest agpect of obesity because an obese patients

psyehe is very fragile. and they are just stuck in a dangerous, depressive downward cyvele,

Notably, in the final paragraph, Dr. Jackson’s made only two editing marks and

. .. C
finished the essay with a positive comment: “clear and focused conclusion.

(hur sociery makes .sr.umpunus about ohese people, bu1 thev never ukc inio
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wmemptule lh.. I‘:n:t 1hal a person’s obesity might be genetic and that they are unfortunately
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person’s physiology functions different thih the average human, which results in atypical

changes such as excess fut deposits throughout the body. Maost importantly however, some
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people do not pay atlention 1o the psychological pressures that go on in our soviety such as self-

—— e - I'I"ﬂ.".-'
esteem and imsecurity, which leads people to eat to feel comfortable. Obesity is not a lifestyle r
choice where people choose to be lazy and not care about their health and litestyle. Even though R
ohesity, which affects thirty percent of the world's population, is a serious medical epidemic L

pceurring oday, it still does not give outl society the right to pass judgment on people’s health

without knowing the underlying truth.

99 ¢¢

Dr. Jackson’s final comments -- “interesting and relevant,” “very effective,”
“quite coherent” -- all served to confirm Kevin’s progress as a writer. Another indication
of Kevin’s meeting Dr. Jackson’s expectations was the promise of the potential of this
essay being “first rate,” once the word choice and grammar problems were addressed.
Similar to what he wrote in Essay #1’s final comments, Dr. Jackson’s offer of access was
again extended with the inclusive pronoun of let’s when he wrote “Let’s keep working on
these (the word choice and grammar issues). As previously mentioned, Kevin had more
errors in Essay #3 than in Essay #2, yet received a higher grade, B+ as opposed to a B. |
would suggest that this was due to Dr. Jackson’s recognition of Kevin’s ability to write to
a more complex prompt and so was more forgiving of grammar errors. This may have
also been Dr. Jackson’s recognition and anticipation of Kevin’s active participation in
office visits where grammar issues could be addressed further.

Kevin’s Essay #4 was another indication of his success at meeting the instructor’s
expectations as well as Dr. Jackson’s moving him along the path of toward college

writing. The prompt asked for the identification of the theme of Into the Wild by Jon

Krakauer with support from the novel and at least one other source. In Kevin’s essay
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there were 32 underlines indicating significance of the piece and, again, positive
comments along the sides. There were questions asking for more explanation, such as
“How did this express their model of success?”, “What does he see in a canoe that he
would have missed in an airplane or car?” and “What evidence suggests that Chris was
fulfilled even at the end?” but the instructor appeared to not count off for this lack of
development as Kevin received an A- on this paper. | suggest that Dr. Jackson, in
recognition of Kevin’s increasing potential as a college writer and willingness to
participate in the community practices, did not take him to task for every misstep he
made in his essay and was allowing Kevin some leeway as he continued to evolve as a
writer. Rather than criticize Kevin as a learner, Dr. Jackson functioned as a counselor and
served to push Kevin to a higher level of writing. However, similar to the previous
essays, there were instances in which Dr. Jackson crossed out a word or phrase and added
a different one above and added some commas. In the second half of the essay, there
were no longer any proof reading marks or corrections, and the final remarks mentioned
his development to be “strong and unified,” the examples “specific and supplemented
with well chosen quotations.” Dr. Jackson also made reference to Kevin’s previous draft
of Essay #4 and wrote that this final draft did a better job of integrating his additional
sources.

As each essay was graded, Dr. Jackson appeared to move more in the direction of
a counselor to Kevin, encouraging rather than correcting. Both Kevin and Dr. Jackson

offered legitimacy to the other, as Kevin recognized Dr. Jackson’s role as the authority
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and Dr. Jackson continued to guide Kevin along the path of college writing, giving him a
“way of being” in this community.

Perspective #3 — Writing as a Member of the College Community

Kevin entered this new community with a certain level of self-confidence, which
apparently allowed him to participate and engage comfortably in the practices of
Freshman Composition 1. He sat in front, remained attentive to Dr. Jackson, and took
advantage of the invitation to talk privately with Dr. Jackson during office hours. Kevin
did not bring a laptop to class, but instead had the textbook, notebook, and pen out on his
desk throughout the class. He did not miss any classes, nor was he ever late or excuse
himself early. | would argue that Kevin’s growing comfort in this community was at least
fostered by his being granted legitimacy early on by Dr. Jackson, both in class and in
written feedback on his paper, as well as Kevin’s view of Dr. Jackson as an authority,
therefore legitimatizing Dr. Jackson’s role as the instructor.

In reference to Essay #1, Kevin told me that he was concerned whether Dr.
Jackson would “like the paper or not,” an indication early on that Kevin recognized Dr.
Jackson’s authority to make judgments on student work and was concerned about
instructor approval. At the end of our first interview, Kevin’s evaluation of Dr. Jackson
was, “The first day I thought he was going to be...but he’s actually a really nice
professor.” Kevin did not explain what his initial thoughts might have been, but they
seem implicitly to be in contrast to “really nice.” Kevin’s recognition of Dr. Jackson’s

role as the expert played out in his response to Dr. Jackson’s invitation to his office hours
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for help. Kevin had picked up on the routine of office hours, and the feedback and
conversations during these visits appeared to directly influence Kevin’s writing. As the
class went on, Kevin began to feel more and more comfortable with talking to the

professor and shared his feelings about these office visits.

K: Well, uhhh...well first I went to office hours because he said like... he said
the first day of school that’s he’s there to help so I just... well, he is there
to help so you might as well just go.

R: [right]

K: And so he was very like specific. He told he didn’t like this, he liked that.
If T did this he’d be more inclined to like better grade it so he was very

specific on what he was expecting and | just kinda did what he said.

In the second interview, Kevin again commented on the benefits of the office visits. “I go
there before every essay is due. | always go now, just to have his opinion and it’s
working...I am getting more comfortable in talking to the professor.”

Kevin, himself, gained legitimacy as a college writer when Dr. Jackson read
sections of his Essay #1 draft and commented positively on it in class: “This is a great
draft...a wonderful draft.” After Dr. Jackson read and complimented the draft, he also

suggested some changes: “This writer spent a lot of time narrating my essay...but could
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maybe some of that be cut?”” Kevin, seeming to accept Dr. Jackson as the authority, took
his draft and made the suggested revisions:
R: He was talking a lot about changing the focus. Are you going to?
K: | already did.
R: You did really? ...did you change your focus because he told you to or
because you think it was a good idea?
K: I did it because he told me to. | feel that since he is the professor he does
know what he’s talking about so...
Kevin also mentioned a reluctance to revise; however, since revision was suggested by
Dr. Jackson, he did it anyway.
| was descriptive about when | talked to my mom about riding my bike
and stuff and then after...once I revised it I took out a lot of the like
things...in my first draft I had a lot of conversation dialogue and I took out
a lot of it because I thought it wasn’t necessary after what he said and |
added more commentary than I did dialogue...It was a little challenging
because I didn’t really want to revise it but...
Even though he was reluctant, he took Dr. Jackson’s advice, and made what he believed
to be the proper revisions to his paper. Dr. Jackson’s comments included giving Kevin
the choice to make revisions, while at the same time, complimenting him on his draft. All
of these comments reflected Dr. Jackson’s giving Kevin legitimacy as a decision maker

and a writer. (This legitimizing, in turn, may have led to Kevin’s continual recognition of

Dr. Jackson as the voice of authority.)
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As seen earlier, the opening written comments on Essay #1 were positive. Note
the words that | have put in italics: “You do a good job of narrating...plenty of narrative
and descriptive details....reflections are appropriate.” The words Dr. Jackson used
reflected the voice of the university and classroom instruction as he used these same
phrases in the initial explanation of expectations for this essay when he discussed the
need for “effective description... and an indication of significance.” The next comment
meshed the university voice with that of the encouraging counselor as he wrote: “All this
really needs is a little more editing and proofreading. Let’s keep working on verb tenses
and word choice.” The use of “little” softened the suggestion for editing and the
underlining for emphasis. The “let’s” maintained the idea of their being in this together
and of Dr. Jackson’s role of counselor as he helped Kevin revise his paper. The “keep
working” may have also been a reference to Kevin’s office visit prior to turning in this
paper and the encouragement that “we will figure this out” -- note the plural pronoun,

joining Kevin with the instructor -- with a little more work.

The comments on Essay #2 also appeared to reflect their on-going office visits
and the relationship that was being built between them. Dr. Jackson’s final comments
began with “Your added details are effective and add energy to your depiction.” The
word “added” imply that Kevin had earlier taken his draft to Dr. Jackson, and now Dr.
Jackson was continuing the conversation that took place in his office, complimenting the

revisions Kevin made based on their conversation. The next comment took on the voice
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of the university and complimented Kevin on his “interesting and informative profile,”
writing that the “organization is coherent and development effective,” again echoing
phrases from classroom instruction in reference to Essay #2 and its need for “a coherent
organization plan.” Similar to his use of “a little more” in the first essay’s comments,
here he says “all it needs is a bit more editing.” He gave some more specifics that needed
to be fixed, “a few sentence grammar glitches,” and encouraged Kevin to “avoid the
shifts in voice—they are a little distracting.” Even though Dr. Jackson gave more specific
revision instructions while using the voice of the university than he did on Essay #1, they
were minimized with the overlay of the counselor’s voice as “a bit,” “a few,” and “a
little.” It seems that Kevin was very close to fulfilling Dr. Jackson’s expectations, and he

recognized Kevin’s potential as a college writer with just a “bit” more work.

Essay #3’s comments, similar to the first two, started out positive and served to
reinforce Kevin’s movement toward college writing. While there were more corrections
made on this essay than on any of the others, Dr. Jackson continued to legitimize Kevin’s
writing with positive encouragement. In the final comments, the voice of the university
came through as he listed the types of errors Kevin was making related to vocabulary:
exact word choice and wordiness, as well as grammar errors: agreement, pronoun
reference, incomplete constructions. But the comments ended with the counselor voice,
“let’s keep working.” Kevin’s participation in the key routine of office visits appeared to

establish a working relationship with Dr. Jackson, and as Dr. Jackson recognized this he
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continued to make his time and support a viable avenue of access for Kevin to this

community.

Comments on Essay #4 recognized Kevin’s writing ability as clearly meeting Dr.
Jackson’s expectations. All the written side comments were positive and there was only
one suggestion about a better way to organize one section for coherence where Dr.
Jackson bracketed one paragraph, drew an arrow to the bottom of the page, and wrote the
suggestion of “better later (coh).” Grammar corrections were minimal on pages 1-3 and
non-existent on pages 4-6. Dr. Jackson’s final comments did not include any corrective
advice, but instead, in the voice of the encouraging counselor, complimented Kevin,
referring to his essay as “strong and unified,” with examples that were “specific and
supplemented,” showing a ““strong grasp of the reading.” In the final comment, Dr.
Jackson made reference to a “previous draft,” which implied that Kevin had brought a
draft to office hours prior to turning in his finished essay. This reference to a previous
meeting acknowledged Kevin’s participation in the expected routine of office visits,
further legitimatizing Kevin’s membership in the freshman writing community. The
voice of the university, recognizing Kevin’s competence in addressing this type of
writing, was meshed with the “pat on the back” of the counselor as he summed up his

written comments with “nice work.”

Kevin’s writing appears to reflect his participation in the classroom practices of

Freshman Composition 1 as he continued to engage in the class, participate in the
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routines, and recognize Dr. Jackson’s authority. According to Dr. Jackson, as evidenced
by the comments and grades on his essays, his writing improved throughout the quarter.

The final grades on his essays were B, A-, B+ and A-.

Key Findings

According to the University’s writing exam, Kevin was considered ready for
college level writing. Based on this criterion, I suggest that Kevin’s seemingly smooth

entrance into this new community was related to three key findings.

e Kevin participated in the key practices and routines of Freshman
Composition 1.

e Kevin was made aware of the expectations of college writing through Dr.
Jackson’s university voice, combined with an offering of specific ways of
writing through Dr. Jackson’s counselor voice, which served to foster his
“legitimacy” as a member in the community.

e With each essay, Kevin’s writing moved more and more into alignment

with what looked like college level writing.

In March of the same academic year | conducted my research, | was able to speak
with Kevin on the phone. He said his classes were going well, and he was being required

to write in all of his classes. The focus of the writing was more analysis and interpretation
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but he felt confident in his ability to produce what the instructors expected. He was
“mildly upset” with his grade of a B+ in Freshman Composition 1 as he was only two
points away from an A. His final comment was that he felt like he was improving as a

writer and he was doing well.

Kevin had come to Freshmen Composition feeling somewhat confident that, in
time, he would do well. He appeared to be one of the ones who ““got it.” He appeared to
not only recognize the avenues of access Dr. Jackson offered but also how to utilize what
was offered to maximize his potential membership in this community. His participation
in the expected routines in turn influenced his experience and he seemed to understand
how to make the community and its expectations work for him. He understood the
importance of granting legitimacy to the instructor, and also the need to act on that
understanding by seeing the instructor as a resource to improve his writing. In turn, Dr.
Jackson recognized Kevin’s potential as a college writer, offered guidance and support,
and gave him key ways to access this level of writing. Kevin’s willingness to be an active
member and Dr. Jackson’s indicators that Kevin was becoming one appeared to help

construct a smooth entrance for Kevin into the college writing community.
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Chapter 5

The Story of Becky

Becky came to class with multiple concerns, yet through participation in the
routines and practices of the classroom was able to satisfy University requirements. She
was given avenues of access to the college writing community through Dr. Jackson via
his written comments on her papers and one-to-one meetings in his office as he began to

recognize her as a potential member of the college writing community.

Entering a New Community

Becky appeared to adjust easily to the classroom routines of Freshman
Composition 1. In the traditional manner of many of these freshmen students, she entered
the classroom that first day, took a seat, and then occupied the same seat throughout the
quarter. In contrast to the contemporary aspect of this classroom community, she did not
bring a laptop to class and her phone stayed in her backpack. Yet in keeping with
contemporary times, she wore a variety of skirts, t-shirts, jeans, and slip-on sandals to
class. She was on time and present for every class. Throughout the quarter, she visited
with the students next to her before Dr. Jackson arrived, but as soon as he did, turned to
the front of the room and stopped talking. It appeared Becky knew how to act like a

student and appeared willing to engage in the expected practices.
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Background

Becky is Hispanic, born and raised in the same city as SW University. Her parents
were both born in Mexico. She mentioned having a younger brother who was not
interested in going to a university. “He doesn’t really try that much at school...he’d
rather just go to a trade school or something like that because like after all, college is not
for everybody.” She did not talk about her parents’ education level or languages spoken,

although she did share that her parents expected a lot from her.

| had straight As this one year in high school so [according to her parents] now I
should have straight As [all the time]. T don’t get pissed off but I get like upset
because they don’t understand sometimes that it’s like challenging and stuff and
it’s not all like easy like it was before.

She did say she tries her best to make her parents proud.

Becky also took AP English as a senior and, like Kevin, did not pass the AP
exam. She appeared somewhat embarrassed, grinned slightly and shrugged her shoulders
when she told me, although she did not expand on why she thought she had not passed. I
asked what skills she felt she brought from high school to this new context:

B: Ummm...let’s see.... what I...what the genres and stuff, I

guess...mmmm...like the persuasive essays when argumenting your point.
That was kinda helpful and | learned to like...write or get a certain point
across...in a certain way.

R: Did you get much feedback from your teacher?
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B: | did. In the...like in the essays, when she graded them she would give us
feedback and mostly like, my problems would be that maybe | was a little
bit vague...maybe.

R: That’s what she said?

B: I...I guess. I wouldn’t go too much into detail. But then I thought I would

but I guess I didn’t.

Because she did not pass the University’s entrance exam, she had to take the prerequisite
English class over the summer and felt that it prepared her “a little bit” for Freshman
Composition 1.

I actually feel a little bit more prepared cuz I’ve taken the summer course. [ was
able to know what the professors need or are expecting from the students...I’m
able to write...write what they are expecting...l need some more preparation and
stuff, but I feel a little more acquainted with the writing processes and stuff.

In spite of having taken the summer class, Becky’s self evaluation as a writer entering the
college writing community was still not very confident.

As a college writer...I do feel like I need a lot of improvement...in order to get an
A on an essay cuz I’m not really satisfied with a C. I got a D this summer...I’'m
more like a math person...I don’t really like writing because when I’'m writing

on something...like the thoughts that | want to say...I can’t write them so fast
down...it’s irritating because when I’m writing the thought or something, then
the other one that | was supposed to be writing like, gets away...but then when I
do try to do like a...a outline before I start writing like...I can’t really do the
outline.

Becky entered this new community of writers with uncertainty. She brought some

skills from high school, and knowledge of how to write persuasive essays -- which was
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“kinda” helpful and showed her how to “get a certain point across.” She said the most
frequent comment she received on her essays was about her “vagueness,” yet she didn’t
appear to understand exactly what that meant. This misunderstanding sometimes happens
when teachers write comments on student papers, sometimes creating difficulties for
students as they attempt to meet teacher expectations (Sperling & Freedman, 1987).

While Becky was not overly confident in her ability to produce college level
writing, the summer course served to make her aware of its expectations, and her belief
that she was now more able to meet these expectations suggested that she recognized the
legitimacy of the instruction and the importance of aligning her own writing with that of
the university. This belief in the university and the instructor as authorities may have
fostered her desire to fully participate in key routines (see Chapter 3) of Freshman
Composition 1. Becky’s combination of participation and legitimacy granting to both the
University and Dr. Jackson appeared to provide a pathway for her entry into this
community.

Repertoires/Routines/Participation

The only information | had regarding Becky’s participation in the routines of the
class came from her interviews and my observations as | sat in the back of the classroom.
Unlike many of her classmates, and as indicated above, Becky did not use technology
during class. More in keeping with a traditional sense of the classroom, she kept her book
open and pencil poised over her notebook, and she appeared to write notes pertaining to

the instructor’s lectures. She attended every class, was never late, and never left early. At
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no time during the quarter did she raise her hand to ask a question; however, when the
class responded chorally, she participated with them. During group activities, Becky
moved her chair to better face her partner and appeared to engage with the text and the
topic assigned as she took notes. When it came time for the group to share their findings,
Becky was not the spokesperson, but did nod her head in agreement as her partner shared
out loud, uttering an occasional “yeah” when her partner made an observation. As the
quarter progressed she shared with me about her visits to Dr. Jackson’s office, a key
participatory routine in this class, to review her essay drafts prior to writing a final draft.
These visits are discussed in detail further in this chapter.

Expectations and Challenges

Becky’s expectations for this class were related to her experiences in her
University summer English class. As mentioned previously, she felt more prepared for
college writing since she had taken the summer class. She compared what she learned

over the summer to some high school learning.

B: Back in high school we would write a certain...or we would think by like
writing...like really complex sentences and wordy sentences to say a
certain point it was good, but then, now in the university you have to use
more structure throughout the sentences and your words are meant to say

in the least amount sent...or words

R: Ok, so they’re asking you to write shorter sentences but more clear?
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B: Yeah, like more concise.

R: So are the expectations of (Dr. Jackson) are pretty much in line with what

you learned this summer?

B: Pretty much...pretty much.

This alignment of expectations between the two instructors may have furthered her
recognition of the legitimacy of SW University’s instruction. This instruction also
provided an avenue of access for Becky as she came to Freshman Composition 1 already

aware of some of the expectations for college writing.

In spite of the learning that had taken place in the summer class, she was still
concerned about this class and her writing ability. When | asked about the challenges she

was facing so far, they reflected her status as a second language learner:

Challenges...since my...my English is my second language

so...it’s kinda harder when you try...write something like my process, | have to
think it first in Spanish and try to translate it in to English in my head and then
like write it. And but then...umm...there’s times when like if I write in Spanish
like I will...the writing will just flow and I will be able to use certain

vocabulary that is expected to be used in universities, but when 1 try to

translate it to English...that vocabulary in Spanish like disappears in English so it
kinda affects the way the writing is and stuff and it doesn’t really have the same
meaning.

Later on in the same interview, Becky talked about additional challenges:

...the other challenges I think like...I don’t really like writing and I’m not So
much comfortable with it and then third, like, I always have trouble, like,
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organizing my thoughts and stuff so when it comes to writing, | just write and not
really say the paragraphs are in correct order or if the writing flows and
that...that’s what it’s supposed to do, use correct transitions... that’s kinda hard
though for me, to be able to make transition every single paragraph.

Becky was concerned about her ability to translate from Spanish to English in writing,
and it was apparent as we talked that she had to stop and think about how to answer my
questions in English. She often paused and repeated words and phrases. She said she had
trouble organizing her thoughts and putting them on paper in a coherent way. It appeared
that much of her concern stemmed from the D she received in the summer class that had
been intended to prepare her for this class. It appeared, relative to her summer grade, that
even though Becky had taken the class and said she had learned what the instructor
wanted, according to the University, she was still falling short of becoming a college
writer. This grade may have also added to her concerns and dislike of writing as she may
have initially seen herself outside the writing community. Interesting to note, even though
it appeared Becky did not satisfy the grade expectations for her summer class as a writer,
it did not negate her experience or learning as she was able to produce satisfactory

college level writing during the fall.

She continued to talk about how difficult writing was for her.

Ok...like see for math, like, you know, you can use...to solve this you can use
this equation...like two equals and then three equals...but then in writing, you
have to...it’s a different style for everybody...and there’s different...yeah there’s
rules and stuff to follow, but it’s not as easy to follow as math equation or
something.

206



For her, it appeared that while writing was bound by particular rules, everyone had a
different style and so the rules were not clearly defined. She recognized the need for
organization and transitions, but going from Spanish to English added another layer of
complications. Unlike Kevin, for whom English was also his second language yet did not
appear to struggle with translation, her need to translate was clearly a source of
frustration for her. This frustration may have led to her participation in one-to-one office
visits with Dr. Jackson, gaining his support through his university and counselor voices,

as she, like Kevin, recognized and utilized Dr. Jackson as a resource for writing.

We moved on to talk about how she was going to overcome her challenges. When
| referred back to her comment about how as a college writer she needed ““a little bit more
preparation,” I asked her how she was planning on “preparing herself more.” When she

hesitated, | mentioned the essay she was currently working on.

R: Think about the paper you’re writing right now. What are you doing?

What’s going through your head as you are getting ready to write a draft?

B: Yeah. Ummm...well...like I’m thinking about what I want to write in...in
the essay...what ...what I want to do and then when something comes up I
just kinda write it...my thoughts down. That way when I’m writing it, I

really know what | want to write about.

R: Ok.
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And ummm...and write...oh so the readings that we’re doing from the

textbook?

[uh huh]

They have been really helpful cuz there’s a...like there’s a section where
like it tells you, oh...ummm...ummm...where you can break it down the
things you can write about like the climax the...or first... the exposition
and rising action and then so...ummm...before I can write the essay,

I’m trying to go and study and write that...like the main points I want to
do for those things. And then like, asking questions ummm...like
ummm...going to my professor’s office hours...and asking him how my
essay is developing, if I am on the right track? And stuff...or also for like

the... the...tutoring?

Uh huh.

Get some extra help there.

You know they have a writing center here?

Ummm...yeah. They have a writing center.

So are you talking about tutoring from him or tutoring from the writing

center?
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B: From the writing center

While Becky was not overly comfortable with her writing skills, she was able to
recognize her struggles and knew where to go to get help. She made three key points
about how she was going to meet these challenges: by using the textbook for a mentor
text, going to Dr. Jackson’s office hours, and seeking out the writing center for tutoring.
The places she was seeking help suggest her granting legitimacy to the University and the
avenues offered to freshmen for help with writing. Her use of these available resources
offered by both the University and Dr. Jackson was also an indication of her willingness

to participate in the expectations of this community.

In relation to her comments about her struggles to become a competent writer, |
asked her what she believed a successful writer should be able to do and she had

difficulty articulating what she meant.

To be successful, like, to be able to write...and have some...of if somebody else
is going to read it to be...well, to have the reader like really...ummm...not
interact, but like what’s a word...ummm...to really like get it or like what you’re
writing.
When we talked further about this topic, she rephrased it as “...to really make a
difference in someone’s point of view or life style through your writing. | would consider
that successful.” These expectations may have been in response to a classroom discussion

held the day of and prior to our interview. When talking about writing a narrative, Dr.

Jackson asked students to think about the reader:
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Who’s going to be reading about your experience? How do you want to come
across to them? Remember, they’re making judgments about you...and you need
to be aware of that. How do you want them to feel? What do you want them to
think?

This emphasis on the reader appeared to influence Becky’s response to me of
what writing should be. Similar to Kevin’s response to Dr. Jackson, her response
suggested that she valued Dr. Jackson’s opinion, further legitimatizing his role as the
instructor, as well as suggesting Becky’s full participation as a student in class as she was

listening and folded Dr. Jackson’s expectations of good writing into her own definition.

Our second interview was very short and informal. We had scheduled time for a
formal one, but she had forgotten to come — she said she was in the middle of finishing a
math midterm exam. The second time we scheduled to meet prior to class, she forgot as
well, so rather than meet in my “office,” she agreed to talk with me as she had a few
minutes before her next class. We talked on the way to my car. | asked her about the
challenges we had discussed in our first interview and if any of these had been overcome
or if there were any new ones? She felt the challenges of translation, organization and
flow were still there, but she was gaining a new level of confidence as the last two grades
on her essays were Bs. She said she was beginning to realize that she can “make writing
say whatever she wants,” and was hoping for an A on her next essay. With this comment,
Becky demonstrated her emerging identity with the college writing community. By this
time, the seventh week in the ten week quarter, she had moved from a student who

“didn’t really like writing” to one who was able to recognize her own ability to construct
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writing to communicate whatever she wanted. This recognition of her control over
language further indicated her meeting Dr. Jackson’s explicitly stated expectation during

class that students “need to be in control of language,” (see Chapter 3).

In our final interview at the end of the quarter, Becky appeared pleased with her
progress. She had received As on the last two papers. She was feeling better about
writing essays and “how you’re supposed to go off and organize them.” She said that she
felt she had improved as a writer and even her speaking was more fluid, as seen by the

transcript of her comment.

Yeah, like, I feel like I have improved somewhat but still think that there’s way
more improvement | need to get better in my essays and in my writing. Definitely
I’ve improved my organization. Like before I would just write stuff all over the
place without organizing my thoughts and stuff. I would just write as | wrote |
was thinking or was writing things. In transitioning from one paragraph to
another, I always used to have trouble with that? And now I kind of have the
flow a little bit more and stuff...yeah.

Becky summed up her self-evaluation as a writer at the end of our third conversation

with, “I was surprised I wasn’t that bad.”

Becky had started out the quarter with multiple concerns about her writing, even
after having taken the summer class. However, by the end of the quarter, her level of
confidence had changed dramatically as she had figured out a way to successfully meet
the challenges and had taken advantage of the roads of access offered to her through the
University’s textbook, classroom participation, and Dr. Jackson’s role as counselor and

instructional guide.
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Becky’s writing

Becky shared the final graded copy of Essay #1, Essay #2 (except for the last
page), Essay #3 and a draft of Essay #4. Her essays are shown below. When | asked for
the final page of Essay #2 and the graded copy of Essay #4, she said the essay was “in my
dorm,” or “I’ll bring it next time,” or “I forgot.” After asking twice and sensing her
reticence to share, I did not ask again. The prompts for these essays are included in

Appendix A.
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Essay #1

O Dietober 2011

Confronting Change

Summer, Bright and susny. That's how the past days had been and | was sure that that
Lo
Manday would not be the exception, However, iy thoughis were interrupted by my father's

L

It had ben twr weeeks, two wiecks imta the school vear. My qutr had hm{ trying lo
registet me for school, bet the Jocal elementary schouls were full, h-'h' d.nh:l I'H.I [ risgister me at

A
_Emm ingtead, which was 43 minetes away

"Eh.w i"':""-
The news LWPE:}NIH:d my day. -putﬂ-n yousr backpack vou are fingily going
-
o school”

p
My heartbeat stopped. The day was no longer enjoyable: not even the birightest sun would
ik e Beel bedier, It was 6-30am, when my fasher started driving to B A1 the first siop

sign we tumed right, another right 21 the stop bight, and in less than half s mile we were on the tie

Jd dudy
a3 [T

r

I it haud been anather time, | would have heen idmmiring the scenery, the buildings, the

trecs. and even the cars, but for now |I.‘-|'¢1¢b1l:-ll'.‘\"tr!|'ﬂlll15 I hated lhtﬂlglll of everything. |

s g r —
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S Sl .
literadly wanmted 1o be caten by the ground and disappear. These 43 minuses were ctemally [ong

and nnxious,

i

1 did not wamt 1o go oo cliss, | earensely detesied sining on & desk for bours, |istening 1o 4 ol
lyhe

the teacher, and being told what to do. Besides, | hiad only been in the United States for fve I'ITH-"-J"&

manshs. so | didn't erust anybody but my dad. To maks matters warse, English was not yet in my

wocabidary.

My dad parked in menfﬂ:mhml..ﬂ.umﬂltﬁdmmﬂaﬂtm.lmm
n,ghnrlrnh,gmddmgudl}z pray lencing arousd it Unlike my kinder garden
school in hhu:hEhmmwunﬂgﬂhﬂ'ﬂ:lmbu ane building of three [boors.,

Dnce wee pasged through the gate, | immediately felt tke an uniomenate captive with mo 'f_?i
guaraniee of surviving, Once in the buslding, we fumed fo the right lowards the office. There was
am ald |ady with gray bair and & bright smile sinting in the front desk. Her emile did not malke me
fee] wedeomed &t all. | felan urge to run snd escape out of thear reach. Once my Cutler knew |

wias in good hands, he gave me 3 “see you later' hug aod lefi.
g Sk ey tﬁrf“‘\ﬁ

“Moo! | an lonety. Who will probest mu'.?"ﬂh'[;q' e weas in complete wrmel. |
/

immiediately began preparing my escape.
J-\ I}
“Can | use the restroom”}” | asked. My plar was 1o go and then never retarn, bt a lady \

with browen hair, big red glasses, and red lipstick escoried me to the restroom. While in the beige J@s
restroom stalls, | waited 1o hear ber departure, but she remasned, She ook obd of my hasd on

out wiy back 10 the office. | immediately became anxious. My plan had failed. | did not know

izt bo da next, | oaly wanted o go bome, and remsis home. 1 eould pot wlerate a complete

stranger, with big red glasses, holding my hand,
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ees Al

“Let me go! Let me go! | hute yoal' | desparabely troed o free myself, but | coubdn't, The /
/ mare | screamed, the harder her grasp was. However, | managed & rebemse myself. When [ did,
/ she b down i coatrol me, but insiesd | knocked-off her big red glasses \ﬂﬁ-ﬁ},
et
_'.1 Her cheeks suddenly tumed red ns a tomatn and | thowught she would scream, Insiead, her
A ke by (d
CH peaction was to stand upright and while she ook a deep breath, ﬂﬁpmk:d up bet phasses. When
she didl this, | immediately realized that | had lost the bartle. She walked me back 1o ihe office.
She recounted the happenings io the gray haired Lady. [ thoaght | was going to pet punished, but
ingtead she grve me that big bright smile oncs again. She made o call and socn a student walked
into the office.

W chis s [ a0 he will walk you o class." At his point | was sure that | had no
way out, [Jiwalked me downstirs and 1o the Jeft. We walked (ito the first class to the beil
Buﬂ, light sicinmed, with prink cheeks, was very welcoming and even introduced me
to the elass. | was miraid {0 uster 2 word hﬁf{c [ did nat know any English. To my tuck 1 was
sl et 00 & glrl who spoke Eymsh:jc :,vnily becartie good frends, Later on _
infisrmied me that the lady | had knocked the glusses off would start teaching me English:

A
therefore [ had to amive an hour earkier the next do v o ang there | wis an hour /

BETRNANS SR /
earlier waiting for (R ey, smacked e ghasoes off. 10 walk into the
*" 1

clagsroom. When she came in, the first thing she did was look at me as if seazching for my soul, .'.{..?
A

[t seconds, she relaved and gave me a big beight smile, [ realized | bad acted badly, When she

gave me tal smile, € meant everything for me. It meanl thet she had forgiven me and that we
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R
J “Good hdunﬁni-hwhiLM?"This:pﬂimmwdﬂm mare the sole interest
of ME.HID make me 8 bener person. As the day progressed, | reafized what a great
jersan she was. | felt close to her because she had seen the rebellious me and even understond

thi: reasan for ey initial behavior. Because of this, [ shared my thoughts and experiences with

 oen

her with less embarrassmesnt and more spcerity, Our communication became really efficient, ?nb‘}',ﬁ

enough that [ was speaking, reading, and writing basic English in the firss month. She would

even lel] other teachers abodl iy dipovements, whils walking dowsm the halhway.

lh¢q¢ul'3'i:-: [ was nfraid of nod onky being outsde my comBom zone, but also being

W Iﬂnﬂmﬂmwmﬁ' 1%:1'-': leamned 1o welcome this new stuff, since that i the only way we

Eﬂ-f can prow as individuals, Jwﬂlﬁﬂimﬁﬁhﬁhﬂwwmﬂmnwhwh fl"llllkul

r‘:h_'h""v

elememiary, then | wouldn't be bilingual today. Also, | realieed school was fun in that 1 could

socialize with people my age, while leaming skills and teachings for lafe.

When we sée change coeming towards s, we nan. (nsesd, we have w0 embrace it and
e e—

aocept the challenges because it is through the challenges that we become beter individusls

B

"ﬂrm iy v i f._"'-nl.l-x canadad ']"I"-;' by £ '-«f"!"“"l"ll\ f“"""-}!'_
e e ow ol b R R -.;‘J*.iL[
.nnl:'-. Y :'l'l.,_.u"l.-mh. O u.r"'lJ\-. L-'}LJ*(, _l.rl.-..l-.“l:-t, e Y

.pL._"'.'“-rIII'-:- IF] e }.mll.}- ;.‘u:'h u_;.-.‘-. L.!',—_q. 'u..l-ll' Hﬂ"_l
ﬁmh'll"""r B 5,l.r\.Lq.L|.,. 5™ ) 'i.}r.[ L." H.-h.J'h_ . ,:}.‘ili'l"'

13 E’hl-ﬂl Tam .-u._'-,1'r u.-L:.1""~ l--:k ke 0 g Lm- b

P Halay
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Essay #2
24 Crtober X |
Smake it O

Digtraction. Relusation. Being culside the box, That is what o collepe student boks for

after & hectic '.H.'I.'k.! Howkah Lounge loeated |3 mites south of [N st of \ {Iﬂhll
] ]

ot
e, .
_- 15 a perfect place to setike down and eajoy ':I-Jukﬂhﬁlmk::hnr Shisha is wed w0
L

3

w | N A

} i liﬁmr-l..c flavared inkacen, ' ¥

¥ h'"' |ll - ___':r'- T

Wy et S

»,,J‘I'.: "'.‘:' “May | by two Hookahs " [JJReskad.
I\

':.F\' “What flavers™ the brown skinned Arshic cashier man asked

My ]”EMHMI | bookod af the different flavors. Rasphermy '5:'."-"-
L
_,ﬁl White Peach, Lamon Mine, Witermelon, Tropical Mango, Island Papava, Blus-Melon, e

[ Strawherry, and Grapéfrust 10 only name 2 few of the T8 differem fovors. [ was hard 16 chovss

Juisd [w

“Cinvie us Raspberry and Diue-Melon, please - reaponded after we all had \

T

cote 10 8 decisann. As we were paying | noticed the all shim Hookahs behind the counter sitting | g
|

b
une next fo the ather, Also, & big long tpestry with Lan diamonds embedded in it, After we paid !
. R
it e ey f fmd a combortable area to sit / b
|
w.‘-‘:‘f
-
#.I-
o
o
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The Hoakah Lounge was I:rnl-:m down imalldf:% the: entrance room, where we o -q,...l.‘l
LE e
-

s

foured the cashier, ﬁ:ep:tmmmﬂa_.ﬂi.-.mm bocated nexi b i WMIeﬂ:mm} _,__'q--""‘ L

o

played Arah music, the “dark” room was playing American music, i e :5
e

We walked inio the patio ares towards the back, where we foand 2 round glass iable.
Hem: we inak '.;fﬂ black cushioned menal chairs, Even though the chairs were metad, they were

still comfonable

The first rocen, where we found the cashier, looked more like a business thas a Hookah
Liounge, Az we walked past the first room and o the patlo sulside, we notbeed the difference.
The outside m0 bonger louked like 4 busness, but a Hooksh Lounge. The place was v:nrl.-hdl:le
Lasqm.g_ﬂ::i:p:a Hookah Cafiés are mostly operated by Arabic individuals, Ind::tf.,th: \

bugineszs was ran by an Arah family. Their heritnge could he seen in every inch of the Lounge. )

While [ was petitng comfiriable in the metal chairs, | observed the wall npht in front af
mzi'uie:uum:u:dj I had & painting that depicied a desert with 5 cave. In this cave, three
rrun.dms.;d in blsck and 1an Kunas and check patsern Keffiyehs on their head, were obssrving a
hedly dancer ohi was in the middbe of the cave, The woman was weaning o badich, This badleh
outfit corsist af a purple bra decorsed with silver rhinestones and 2 long, malching purple skirt
Linlike the other btll:.-dm:-:r-.v}sl't wiis ol wearing & hesddress, allowing her besutifid block fong

Tiar b be displayed.

T

-
While we were siting down, a tnl] bearded good looking guy.E?mmhﬁ! our

tabde with the Hookahs. “How do you use them™ 1 wondered. [ had never smoked In my Bfs e o

oo becawse | did nol see the point 2nd twio because it was agxinst my family marals. The lﬂ]|\ ?.-.':""H"
kY
L]
gy put each Hookah at opposite sides of the mhle. The moment had mm:llk:l Wi Expeciad b """i..-"'
™
e
"
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Fdi e el - .
smke, bui at the same time | wes expecied 1o keep my morals, “Why am | abowi to do this? {M“H 3
. e
k.
Whal s the pednt in doing 17 My mind was in confusion. However, [did know that | wanted ;_-""‘hw
dastover o myslery that was eating up inside at me. That was, “Why do people drink and

smioke™™

Wi [ lodked and chierved the Hooksh mk:rslllh: answET 10 my question was given
through their zyes and actions. [ realized that they were all living i the moment and not

warrying about the wmorrow or the vesterday. Instesd they werne focused en that precise moment

[ —

in i

A lerge prowp of peophe saning moa large table 1o the Jef of us wene really enjoying
g e, (e
themsehves. A chubby woman with curly bair was inhaling Hookah. Her deep look showed how
=
Clatud
careless she was about the world. She was so careless that she :I:l%mi-:n the smalkee. —~

Immedintely her compunions began s lasgh, not ot her so much, bt hey used her inciden as s

reason io lasgh nd enjoy temselves,
N

-
As 1 looked around | saw a group ui!lm:: men !L'ilih- long hair tied imio @ ponyiail, pliylnglr;. b
M -
cands. These men were also enjoying themselves at the moment. One of then inhaled Hookahy, (= ¥ ke

P
anl again | was ahle 1o see that deep look that showed satisfaction and relaxation, | B"f"n -
. La
R,
However, Hookah Loanges are pot only usad mlax with sahers, bul 1o also be by yourself ;,.J",

A collepe ﬂmi&nlﬁlu by himsel in the table m froal of e, He was @l slim with black
urhdululq":!'huir. While the Hookah mawthpiece was in his maouth, he wore that concentruied 6” '

s v
expression, which allowsd him io firish his work on his laptop. He currenily uu:u-:ls.

SR i i in Biolagy and e is 25 years ald. He started 1o tend [

W e g
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“Why o vou prefer coming 1o - instend of the camipiss librany ™" | asted,

W s cpciied o rwe i morning and Hookab keeps me co inthat it helps iy,
mming ps me concenifuted Pl &

conlrod my fidgeting.” he responded. Atmast daily, I spends four to five hours at [l wh:lzl'i -;'a:“"
B s ! 3
smoking four Hookabs. While we were conversing, he andered his third one, appde flavored, |I ;:,:‘1"""'-

which is hiz favorine ome,

“What i o ke bt this Hookah Lownpe™ | asked

'H!
I likiz hovw it 15 quiter than other lounges, that it is close w kome, and it is less - o Ve
expensive, T responded. 17 veu come by yoursell, vou can really pet some work done.” he ‘_h h
"l' i— Fal
added & 1:%*_‘ [on
e Y=t - LJ"‘:" { lﬁrl

Mow o was my lum o fieel the 2lTzcts of Hookeh or Shisha, My three friends had already

R

iried it As | was peding ready s do something for the fisst fime, 1 iook & closer lok at ibe
Hookah. The blue and white ceramic base decornied with white flowers, was holding the water,
T sk s Uhrcugh Ui bowl in onder s by coolal l.‘ﬁl'ni'l._[-;n '!I:E.L
*.ﬁrj"‘ L e of the base was ihe pipe, which is the bady of the Hookah, The | m,',_n?i'-'ﬂ
body is usually made 0wt of brass, tin, or stainkess sieel. Atinched 1o
the pipe was (e hose, whach was green and tan coloned. A1 the end of

the hose, the nuetal mouthpiece was pcated. ~Heokah condoms™ are

e Wl i bl fio 3 sanitary senoking. sinee evervbody uses these me

it imaharadabankih mm |
mouthpicess. The very wp consisn of a small silver bowl, which holds the flavored wbaces. The 'Lh.".-;'!'-"'

h‘dl\

£l

ol e covered by alisninem, which holds the coals. These coals are the ancs thal heal uip thi

—

tohaco, monder for it d be inhaled. Below the bow], o mund siver coal ray can be found,

which caiches the ashes from the coals,

—

-
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e
Marw [ was ready 1o mha]:.-hmmd e thie Kaspherry Aavored Hookak. | was
sarng to think sbout it twice, when | Inlpuln'l.'ul'].' imbated Just like in 1 mivies, | was expeciing

— e — ]
10 choke on the MHI'EIM I did nod, Omee 1 |nf:p|: | slowly exhaled a great amound of smoks

e —

Thee lnste of Raspberry was not very heavy, but the smoke did burm my throal,
tl
-2 i change the coals. The tobacen usually st fram one and 3 half 1o twio
.ﬂl,|
hours, depending an the coals. If the coals wene 1o be placed in the middle of the afuminum, :hnr\l Tut,

Yoy .
the sobaceo would burn up faster, O the other kand, if they are placed in the edges, then it lm,.ll ' a

i

lomger.
“Iar vour smoke Hookal™ | asked TR

“¥es, 1like the way | feel relaxed,” | esponded. ([N stared w0 smoke when h

was ten) years oid and now smokes three to four Hookshs duily; his favoriic flavor i apple.
“Does the thaces contain nicotme?™ 1 asked

“Our whacca only contaies the Navor and haney, "I s ponded. He explained hnw

the MNakls 1ohaceo used for Hookah's is unwashed, iherefone: it contains more nicatine, Yei :h:ljll. "SM

=

use the Egvptian and Sirian tobaceo, which afe i best cnes and do ned have micatine,

“How lorp bR been in business?," | inquired.

“It has been opened sinee 2000, he responded. The Hookah Lounges cniginated in Indid "i Fl!..,.-.-j".'
They soon spread o Iram, Turkey, and Egypt. It was in Egvpt that it gained more papularity, In 'g,.b-f"'}
the United Seates, they were mtroduced decades sgo, in immigrand cities like New York and Los

Anpeles.
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Essay #3
7 Wovember 2011
A Mental Disorder

1t
“Hella! 13 there anybody in there™ is part of the byrics 1o The Wall by Pink Flivyd. Thas TL!“:T
k]

i 3ong Sean, 4 male in his mid-rwenties, suffering from Schizaphrenia, listans b everyday.

o , ) ) ﬁ'h‘l'.;-l--a b ()
Ewery day he 15 his moom sitimg on his couch, swnying back and forth,
et surroumdings.
e
1'5!-"5} J’ What i:@himphmﬁa? It is & mental disorder that uﬁ:l:l-'sﬂmlﬂl"l_ﬂg @ﬁ?idf& 3 lw
' :;s..""- |I\ erdllsae i e whole workd {Colbum), This mental disease affects an mdividual's ﬂhuir&‘fﬂlﬁl
N _|-1|. .
thest their way of thinking, their ability to express their emations, and social relationships are I-UF;_'I"
——— ; " o st
st for the worse (Andreasen B s vt ] ) !
T T — G fr, ST

Evien though the word “Schizophrenia™ has recently been itroduced to the medical
field, the disease cam be first traced inﬁ%h the beak of Samel i the Obd Testament,

King Saul becomes very paranoid & David's success at defeating Goluath m order w defend the

‘k‘-
e o
Lsraelites. David wins other battles afierasrds, which beads King Saul s becoene parancid. His e
oEl Tl Lt
paranoia leads bim fo plan for David's death and even off carrying it out himsell' [ Andreasin 1),

gy W".l’:'l . . .
King Saul could not tolerate anybody tadse betier than him. His pasanoia would not allow him oo

sleep, which caussd him to be it more fury & e davs progressed.

-
N - There are different types of Schizoghrenta, which vary in seveniy, These are the
i~ e [
I;}.“:q#" paranaid, disarganized, catatonic, undifferentiated, and restdual tvpes (Colbum) M
— —_— —— r— —
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type, the most comman, experience delusion and hallucinations. In I:ltlu.iiu.rﬂ:rlht: individual holds
ot tor false belief ever thaugh there is evidence 1o prove him wrong. Whike expersencing

heallucinions the individual hears and sees things that are not there, Thedisorzanized typais | [l

one in which the individual suffers from thought disorder and from flat effect. In flat E!T'!L'E, the Tt

e L

r-_'a-""1 (my;l{ium] respansiveness is greally reduced. The patient is challenged to even show joy ol any
e —

given moment, catatonic indhvidual is mmabile and has “waey Nexibility.” This means that

o ez
—

o (m.: individual will pot move for long periods af tinse and if his hand were 10 be maved, he would
nat move it uatil it was moved again, hq'ﬁﬁmFﬂ:i:;pE i5 ore i which psychatic
symploms are present, this is more severs Ln_sli'_l.l, ihe residual 1vpe has a low activity of positive
ﬂmmﬂm:\l fads “’Hh #—‘1"'"“ . [.-hhl

Thi symptams of Schizophrenia are divided mn:rkim clumfmﬂm_g; the positive and the

negative. According 1o Calburn the positive symptoms include hallucinations, incoherent speech, [J *}I

inappropriate laughter, repetitions langusge, tears, or rage, while the negative symploms il

(mﬁeﬁt& voices, expressionless faces ar mute and righd bodies. [t is important to note that not all

the symploms will b foand in one individual.

Smmphmm is not hrl:lug_h'l upat an Individual by one exact factor, insiesd by 4

n:mulmmmn o varions clzmi:nu:]___'___lirﬂm one factor, Scientists have not yet found a specific Pj_...r-"‘}

e
{‘3‘”_

gmﬂhaluw:s this mental disorder; however, it bas been proven that if at least one parent has
schizophrenia, the child has o 10% higher probability of getting it (Weiler). Other couses are th

loss of a chose friend or ramil:,r_'n;mha, extrem stress, of drug abuse, Also, this mental disorder

_— L —

can be caused by mutations in the DNA sequence and peenatal exposare o infections. However,

—

e

thse exposure to infections is nal yet proven 1o bead 1o Schizophrenia fater in life. Otber ehemens
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the company because he was the oungest one and with a degree. This individual had symptons

st}
of paranoia, which shiowed signals 6 Sehizophrenia, When e commented mﬁ:)mtu what

he believed, she just suggested searching for ancther job, not realizing the severity of the
situntion. Months later be visited 2 psychiatrist, but discouraged at the outcome and results, be

committed suicide. How can a family and 5 community ensure that & proper trestment is

o W‘n’h H:‘!-'l.
regeived? . "m\]

™
ﬁEv:n though medical profissional might be knowledpeable of the sympioms ad be

backed by medicine and technology 10 help treat these diseases, they seametimes do it make

%, S (el
adequate dingnosis and this sometimes might lead to o patient’s suicide. Tn whil puint can a

R o S S
———

human depend on technoligy and mediciee in order to keep & boved one alive and bealthy?

.‘m indivadual suffering from Schizaphrenia can fin ugh medications or

|y

. through w The medicine pnscrlbud i Mrpawnuuﬁ such as hn:;’;

)
)

J ehlorpromiazine. This medicine reduces an individual's reactions to “irebevant stimuli™ s

{Colburm). A medication designed mosily fo treat negative sympioms isE w:pT; which hlocks :

Jadlhy L
doparnine receptors and serolonin activity. However, the rhml’ul‘f of taking miﬂ{imiun is |
i

I LoLial

that the taxicity negatively affeets the white biood cells.The third treatment is the pevchologist

L P T o#y
who observes the patients behavior, ihen Lbﬁrdu:.idgl['miu behavior is acceptable or not, After 3#:,'
'l!-#"-

this the psychologist teaches the patient new skills to live a better life. This surely does pot have

any sice effects, but it might be harder for the patient 1o endure. "I

Schizophrenia serves 1o show how powerful cur brain is arsd how it can play tricks an

us, if we allow ber. In minutes this disorder can make us believe that we are being persecuted, "J-"-'"}

1hnr1|'r= trecs are mondters aboul to kill us, or even that the sky is full of spiders that will eat us; g
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however, the reality is differend and it is what we make of it, not what we allow gur brain e

make afit,
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Essay #4
21 Movvember 2001

While grief is fresh, every attemyd i divers andy irritales. You svust wisit iill it be digested, and
thirs amtasement will dissipate the remains of it

Lt Sundiry, = young bk, strani by inury, was fud de in  mote camp in
(bt Ak ikérion (Kriksiet 98] 5 el sthe el giiarantoed evert of our {1V,
When 2 loved o 1 host vwe may face mamny challenges in coping with the lost, How should we
cope with this and which ways are more effective? In the novel, o the Wild by Fon Krikauer,
Chridtopher MeCandless's Bamily is frced to face: his unexpected death. In order to cope with

their sentimen of gricland berenvement, the fmily went throuph differen: siges.
_u.ul'a.

mmuymmm'@ﬁ:mmhﬂ,mmmmmw "-.I
mﬁﬁm&:ﬂhﬂ:ﬂm&ﬁ,m,mwm-ﬂw '"1|
(Bimith, snd Segal). Whilein the stage of derdal an individual reecis o beive what i '
mhm.ummmMHMuMMW|smmh
soibibedy to blame. In bargaining, an mdividual wants io belive that if they do something then
thee situstion will change. bn the singe of depression, the individaal’s state of mind does not allow
* them io do their daily routines. Finally in the stage of accepiance, the individual feels at pence in

thse s theugh nat everybody goes throwgh these stages, the MoCandless famdly did
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T —————
. T ——————
hashsnd tred 1 comfiot bz, she anly scresned at i 1o besve ber slome, Carine had only begsa
to cope with her beloved brother's lnase, the brother to whomm she was most attacked to, The "
MeCandless family does face another of the stages, depression. The depression affieets both
Carine i Billies daily routines. Thelr sppetite i ahiered 1 the pomt where they both lose

weight (Krakawer 131, Carinz last ten punds, white Billie last cight pounds. O the other hand,
Chris's father, Walt, did 1ot lose weighv, rather I began cating more cousing him to gain sight
penmids. Bt wits niot casy for the MeCardless fanily (o keaow that Chris was forever pone. Afier
ll, it iy difflevens to nat know anything of Chris's wherssbouts, than o all of a sadden know th
e b5 o o fiving,

.;f The stages ofgrief o hose a5 wellth symporms depend o ech person, These
sympomns can bo identified ns: shoek and dishelief, sadness, guilt, anger, frar, sd physical

| Mﬂmmmm“dhwmﬁﬁmmw

" Eact that Cheis i pemmnently gane. Afier sharing the events to Krakauer abowt the three-day

hike e Shenandvah o climb Old Rag. Walt peuses and becomes quiet booking inte the distance
n disbelief (Krakauer 109), Durtag this trip, Wak, Chris, and Walt's yourgest son from bis firt
masriage, had reached the 13,000-foo elevation ot Keyhole, Walt was ready 1o go dovn again,
while Chris wanied t0 o on despite the chviowus danger. Wik just could not believe that that kid
who was foerless and ready to lake any challenges was now gone a1 such a young age and with
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| R
aace than 2 height furure in frant of him, promising him cverything hch#b-vm
the symmplom of ref throwgh sedmess. Tem moihs afier Chi's et Crioe il reved
deeply, Curing seys tht she 'ﬁwmm-hgmm‘mm 1oy

Tenory Unlversity e askesd otk Buck with i however; the dos weas sl esowasing feom
Mﬂﬂhld.mHQMbammubkm The famify can'y
$1op wonderirig if the cvents would beve tmed-difforently if Buck weat with Chiis, fter ol
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k5
therapist it order ta make it assier to bear. Even before Carine knows of her brother's death, in
her grief of uncertsinty, the “made pence with bér pasents (Krakauer 2917 Now she calls their
relationship “extremely goud.” T Ter attempts to oversoms the situation, Carie visits s ehurch.
mﬂﬂ.ﬂ*m?ﬁﬁmfﬂﬂdﬁhFﬁhmdﬂn&MHﬂh "I
uﬂ_wmhﬁ-ﬁn-nwm*mﬁﬂpﬁdwhm .
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of themaeives us th second tip (Smith, and Segal). In obder 1o take care of curssives wa can face
o foelings, expross ficlings in & productive way, and ook alter our physical health.
Acknowledging the pain insiead of preventisng it helps 1o avercome it, otherwise an individual
can become depressed, antious, or sddicted 1o drugs. An effective way of expressing our
fisedips Wt cam: write dewn what we have ot had the opportanity 1o say. Also, we can el
inwotved in acgasi zxtins that were impaniant to the decessed. tn ander to tnke care of our
physical health we need 4o get enough stoep, have balanced meals, and emercise. Thiese aetivities
il il 19 e &t pood mental beaith, which helps to deal with grief, Chris's parents are ready
to face their Feelings by visifig the site where thesr son's life expires. They were unsbic io travel
there by foet, sinéé the Teklanika River was running high, so they had 10 take the beficopter. b
fiftcen minuses they iraveled what fook Chris four days 1o walk (Krakauer 201). Onee there
Wil i Billic walMuietty avovand the decrepit vehicle.™ olsscrving e last homs of Chels

(K rakawer 202). Billic does not only walk sround the site, but alsa goes o the bus and 3118 on
the muitress where bes son breathed his Inst breaths, 1n honor of Chris, “Watlt imstalls » memorial
st inihe the: door (Kraknuer 202). This is n good sign of bath the parents stasting to aceept the

peality, Chris's abserics not of twa years, but of & whele life-tims. While Jon Emknmer was
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Perspective #1 — The University’s Rubric

Table 6

Becky’s Essay Scores by Four Readers

University

Entrance

Exam Essay #1 Essay #2 Essay #3 Essay #4
5 1"Rdr - 4 1%Rdr—-4 1"Rdr-5 1¥Rdr-4

2MRdr -3 2"Rdr-4 2"“Rdr -5 2"Rdr-5

39Rdr- 4 39Rdr-4 39Rdr—-5 3“Rdr-4

Avg - 3.6 Avg —4.0 Avg-50 Avg-43

Note: Scoring based on a 6-point scale and scores in bold are the averaged scores of all
three readers; “Rdr” stands for Reader; “Avg” stands for Average

Table 6 shows Becky’s scores as reflected on the University rubric. Similar to
Kevin’s entrance exam essay, | had no input about her entrance exam other than the
score. Becky received a 5 on her entrance exam and had to take the required summer
course before she could enroll in Freshman Composition 1. Her entrance exam essay

marginally answered the prompt, was not clearly organized, was repetitive, and included
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several grammatical errors. She struggled with syntax and her word choice was simple.
She was required to take the summer class, which appeared to be beneficial for her

progress toward becoming a college writer as evidenced by her essay scores in the fall.

On Essay #1, the narrative, Becky described her first day of kindergarten as a
native Spanish speaker. She used relevant details to describe her experience, yet did not
go into depth on the significance of the event. Her response was satisfactory, but did
contain some grammar errors. | and the third reader gave it a score of 4, the second reader

gave it a 3 and commented: “simplistic; missed some of the assignment; errors.”

Essay #2 received a score of 4 from all three readers. This essay profiled a
Hookah bar and included details and dialogue that supported the text, had “sufficient
examples” and a clear explanation of the bar and activities therein. There were a variety
of sentence types and fewer syntax and grammar errors than Essay #1. When she shared
this essay with me, she neglected to include the final page, including the grade and Dr.
Jackson’s final comments. When I asked about it, she told me it must have come off in
her backpack or dorm room and that she would look for it. She either did not find it or

decided not to share it with me before the quarter was over.

Essay #3, the exploration and definition of Schizophrenia, received a 5 from all
three readers. Her explanation of the concept was clear and included definitions as well
as citations from four different sources. While there were more errors in this essay than

the other three, | suggest that similar to Kevin on his Essay #3, this was due in part to the
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complexity of the genre, which may have been unfamiliar to Becky. She had mentioned
previously that she struggled with translating from Spanish to English and as this genre
required more academic-type discourse and vocabulary than a narrative, this may have
added to her difficulties in word choice and usage. However, her coverage of the topic

was “clearly competent” enough to forgive the grammar mistakes.

Essay #4, an explanation of a theme from the novel, explored the concept of the
stages of grief associated with the death of a loved one. | gave it a score of a 4 as it
“elaborated with sufficient examples” and connected back to the original text of the
novel, Into the Wild by John Krakauer as well as demonstrated Becky’s ability to
“sufficiently” control grammar usage and sentence variety. The second reader gave it a 5

and wrote, “Interesting reading.” The third reader gave it a 4.

According to the University rubric applied by the readers, Becky showed marked
improvement in her essay writing. Between the summer session and the end of the fall

session, Becky appeared to be emerging as a college writer.
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Perspective #2— The Instructor’s

Table 7

Dr. Jackson’s proofreading marks on Becky’s Essays

Proof reading mark/symbol Essay #1 Essay #2 Essay #3

4 12 0 0
* 5 3 0
15 15 36
- 0 7 5
I:I 1 6 11
A
(squiggly line under word(s) 0 3 4
Agr 1 0 0
Coh 0 0 0
Comp 0 0 0
CS 1 0 0
Dev 2 4 1
Dig 0 0 0
Exact 0 1 0
Frag 0 0 0
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Lc 0 0 1

Logic 0 0 0
Mixed 2 0 0
Num 0 0 0
Ref 0 0 0
Shift 0 0 1
T 0 0 0
Trans 2 0 1
Usage 0 0 3
Voice 0 0 0
W 0 0 2
Wc 1 1 2
Ww 0 1 0

Becky’s Essay #1 was a narrative about her first experience in kindergarten.

Similar to the side comments on Kevin’s Essay #1, all of Dr. Jackson’s side comments

29 ¢c 99 ¢

were positive: “nice details,” “helpful explanation,” “vivid scene,” “nice resolution,” and
“appropriate conclusion.” As shown in Table 7, in addition to these, Dr. Jackson checked
12 good narrative details, starred 5 good descriptive details, and underlined 15 phrases or
sentences that indicated significance/reflections. Becky’s narrative writing appeared to

follow Dr. Jackson’s expectations for Essay #1 that he had discussed in class: “well told
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story, effective description, and indication of significance” (see Chapter 3). She had few
errors in this paper and when Dr. Jackson wrote a proofreading mark, he rewrote the

corrections above the words.

Summer. Bright and sunny. That’s how the past days had been and T was sure that thar

.}Lq;t L":l"\l
Monday would not be the exception. However, iy thoughts were interrupted by my father's

THEWS.
It had been two weeks, two weeks into the school year. My Fai\hcr had been trying to
[
register me for school, but the local elementary schools were full. M} dad had to register me at

A
- Elementary instead, which was 45 minutes away.

Aside from the two errors shown, she had one comma splice (cs), one other transition
error (tran), two places where he asked for more development (dev), two places where
she had mixed construction (mixed) and one word choice (wc) correction. In each case,
he wrote the correction above her words. In another sentence, he simply added a

suggestion, although Becky had not made a mistake.

Dr. Jackson’s final comments recognized Becky as a potential college writer: “well

99 ¢

chosen incident,” “valuable point,” “effective specific narrative details.” He ended with:
“It’s a solid first essay,” followed by an invitation for her to “drop by with a draft of

Essay #2 next week.” Interesting to note, in his invitation, it appeared that originally he
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wrote “Let’s work this quarter on sentence grammar,” but then inserted a “keep” and

changed “work” to “working.”

This “correction” to his original comment suggested that he recognized her participation
in collaboration between them as they worked together to correct her grammar,
increasing the likelihood of her potential membership as a college writer. She received a
B on this paper, an indication that she was moving closer to meeting his expectations.
Essay #2 was to be a profile of a person, place, or event and Becky wrote about
her first experience in a Hookah Bar. This essay was a combination of a narrative and
informative piece, and again, she met his expectations as she told me later that she had
received a final grade of a B on this essay. Similar to her first essay, Dr. Jackson had

99 6

written positive comments throughout: “nice details,” “interesting conflict,

29 ¢

nice

29 ¢c 99 6y

description,” “helpful details,” “nice explanation,” “informative background.” However,
there were four places where he wanted more development (dev): “Good, but slow down
a bit. Are both of these pipes?” “Great, but describe a hookah a bit more for us,” “What is
possibly immoral about it?” “Good, but can you describe the behavior a bit more?”” Each
of these comments was not a correction, but rather appeared to push Becky a bit further

into her topic with Dr. Jackson using the voice of a counselor. There was one comment

that asked for more information, but did not include a proofreading mark: “Are they
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actually called ‘dark’ rooms? Why?”’ again, simply asking for more information rather
than correcting.

This essay had fewer grammar proofreading marks than Essay #1. Dr. Jackson
only wrote six proofreading marks, yet there were 13 sections where he wrote in the
additions or corrections without a proofreading symbol. The scarcity of his proofreading
marks suggest that rather than “correct” Becky, he was offering a way to use college level

discourse, in a way similar to how he had offered Kevin the same.

Becky did not include the final page with Dr. Jackson’s final remarks when she shared
this essay with me, but it is clear by his 15 underlines (evidence of significance), 7 double
underlines (good word choice), and 6 boxes (good specific details) on the first five pages
of this essay, that Becky was moving closer to college writing and Dr. Jackson
recognized her ability to do so.

For Essay #3, Becky wrote about Schizophrenia. This type of writing, as
mentioned in Chapters 3 and 4, tended to be more difficult for students; however, Becky

appeared to be able to meet the expectations more competently than Kevin, as she
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received an A- on this essay and he had received a B+. She also had more errors in this
essay than the previous two, but apparently, Dr. Jackson gave priority to her ability to
handle the content rather than her grammar usage. This essay had 36 underlines
(significance), more than twice the underlines in the first two essays. She had 5 double
underlines (good word choice) and 11 boxes around words (good specific details).

Dr. Jackson’s initial comment was “nice start,” and, in side comments throughout

99 Cey

the essay, he wrote “helpful point,” “interesting ancient example,” useful classification,”
“clear classification,” “important information,” and “vivid details.” Two of his comments
in reference to Becky’s use of classification as being clear and useful were in line with
the expectations mentioned in class for this type of essay (see Chapter 3). Her use of
these types of definitions indicated a level of engagement and participation during class
as she was able to produce an essay using strategies Dr. Jackson had specifically
discussed.

Dr. Jackson offered a mixture of positive and corrective comments throughout the

essay:
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And in some paragraphs, the only marks were positive:

Dr. Jackson’s final comments were written in both the voices of the university and
the counselor. “Strong unity and development...useful information and helpful
exemplification,” indicated Becky’s ability to meet university expectations for Essay #3.
His comments of “There are still a couple of places where coherence could be tightened
up a bit more...room for a bit more editing,” while being corrective, minimized the level
of her errors with the colloguial a couple of and the repeated words a bit, and in a sense
told Becky that she was only “a bit” away from college writing, using the counselor voice
of encouragement. His last comment following his advice to do “a bit more editing” --
“But your development is strong” -- shifted the focus of his evaluation back to her
competent ability to write this type of essay, explanatory rather than narrative.

The copy of Essay #4 that Becky shared with me was a draft that she had taken to
Dr. Jackson’s office for review. The topic of the essay was the stages of grief that people
went through after losing a loved one and was directly connected to Into the Wild by John

Krakauer, which was the expectation for this essay (see Chapter 3). Two of Dr. Jackson’s
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markings were similar to those he would make in his final grading of essays such as

corrections in punctuation:

o g

e . . - " . . .
decply. Carine says that she “can’t seem 1o get through a day without erying (Krakiauer 120}

\\ -
miterial woult be extremely painful to séc in print (Krakasuer 20532

But three of the markings gave Becky an opportunity to move closer toward college

writing prior to turning in her final draft:

= “iasF:Sunfh}f a young hiker, mbymm;my,wusfumdrimdmamuwc&mpm

f
i my

the Alaskan 1 mi-.':mr {'{*"n'akma !?B]L 'Dead. Death is:the only guaranteed event of our lives.

‘Wiiileanthﬁi’t-wa}rm?hginhﬂaaﬂnﬂaﬁmaﬁaﬂﬂhﬁaﬁahwsm@anhﬂirchmﬂh“I“m;:tiu

_/“"“\.
Mﬂmﬁ&eaﬂmfurmhmnarm{K:akmmﬂﬁ]”ﬂmmwﬁab;pmﬁndmmfﬂnmher}
falﬁhmmtbuughshtwqmshmmgﬁﬁdfmﬁhm s departure from this world, /

v ] i e e 7 T e ﬂ.r.l‘d
aceeplance and resignation fo the present and their fisture lives wtl:mi iﬁns;jﬁg}% \
that they were trying their best to move on with their own fives. The MeCandless family becamq
involved in causes that Chris supported. Twenty percent of the royalties sold by the novel wqul-ﬂ

be directzd to Chris MeCandless Seholarship Foundation (Krakauer 205).
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When Dr. Jackson wrote “explain,” “?,” and “new paragraph” he appeared to be pointing
her in the direction of his expectations for this essay. Her participation in the practice of
going to office visits both created an opportunity for her to clarify university expectations
in her writing and established a relationship with Dr. Jackson in which both he and she
were legitimatized in their respective roles of University instructor and potential member
of this community. While the copy of Essay #4 that she shared with me was not the final
graded copy, it did suggest the benefits of her continued participation in the key routine
of office visits to provide avenues toward membership in this writing community. She
told me later that the final grade on Essay #4 was an A.

Perspective #3 — Writing as a Member of the College Community

Becky started Freshman Composition less than confident, but ended feeling good
about what she had learned and her ability to write. | suggest that much of this came
about due to her recognizing the legitimacy of the University and its instructors as
authorities on writing, the fostering by Dr. Jackson of Becky as a potential writer, and
Becky’s participation in the community’s implied expectations of conversing with the

instructor during office visits.

From the beginning, Becky seemed to feel that it was important to know and meet
the expectations of her instructors and, after taking the summer class, she felt she had
learned what those expectations were. She felt that Dr. Jackson’s expectations lined up

with what had been expected in her summer class. She talked about certain vocabulary
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that was “‘expected to be used in universities,” she referred to what “my professor for the
summer told me...,” and she referred to the readings from the text book as having “been
really helpful...I’m going to go and study and write like that.” Becky had earnestness in
her voice as she talked about what she was going to do to meet these expectations, ones
she recognized as legitimate towards helping her become a college writer. She also

recognized and engaged with Dr. Jackson as a resource.

B: I went to his office hours and he was really helpful and for the essays |

was afraid I wasn’t going to be on the topics or follow...

R: You weren’t going to be on topic?

B: Yeah. So | went to his office hours for like the three essays and stuff and
he was able to revise or read over it and tell me...give me feedback on if |
was right and stuff. And like it really helped because I felt more confident

and it was better to take stuff out.

With Becky’s willingness to participate in the practice of going to office visits, she
appeared to gain legitimacy from Dr. Jackson as he offered his expertise, feedback, and
support, which in turn allowed her to feel more confident in herself as a writer. She may
have also developed the sense that he saw her as a potential member in this community so

continued to return to his office for support. Becky said, “I think he kind of understands
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what I’m saying and stuff,” which reflected her acceptance of his help and support as

well as her ability to talk to him about her writing.

At the end of the quarter, Becky told me her essay grades were two As, two Bs,
and one C and her final grade in the class was a B+, “so I was all happy and stuff.”
Because she had previously shared with me her grades on Essays #1 - #4 as being two As
and two Bs, the C must have been on Essay #5, the final exam. This would have been the
only essay for which she would not have been able to talk over a draft with Dr. Jackson
prior to handing in the final. On an interesting note, the C on Essay #5 may have
suggested that while she had been able to meet the expectations of Dr. Jackson after
meeting with him about her drafts, when she had to write without using him as a
resource, she struggled to produce essays independently and although the essays written
with his help met his expectations, she had not yet fully internalized the expectations of

college level writing.

We talked about the classes she would be taking the following quarter and she
told me that she was on the waiting list for Freshman Composition 2. She gave a fake
groan as she said she “was disappointed cuz that was the only class I was looking forward
to.” I found this to be an interesting statement from a student who eight weeks earlier had
said she was more a “math person” who didn’t like to write. While Becky felt she had
improved “somewhat,” she still thought “I need to get better in my essays and in my

writing...and next quarter, next level of writing is something different so I’ll have to
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work into getting used to other topics...different things.” If not there yet, it appeared that

Becky understood what the way would be toward becoming a college writer.

Key Findings

Becky had had to take a different path than Kevin before being considered ready
for college level writing, yet she was able to emerge as a member of the community. Her

experiences seemed to reflect three key findings:

e Becky participated in key practices and routines of Freshman Composition 1.

e Through Becky’s participation in the key routine of office visits, she was
supported by Dr. Jackson both through his university voice as well as his
counselor voice which fostered her legitimacy as a member in this community and

her writing scores improved.

e Even though Becky fulfilled the expectations successfully for Freshman
Composition 1 and each essay (except Essay #5) was successively more in line
with college writing, she did not appear to be able to completely meet Dr.

Jackson’s writing expectations when she wrote without his input.

| was able to talk with Becky one last time before the end of the year. She was all
smiles. She felt confident in her writing ability and still took advantage of her current

instructor and tutoring at the writing center as avenues of access to college writing. She
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continued to brainstorm and outline her essays before writing them out. She had had to
write for an anthropology class in winter quarter and felt that Freshman Composition had
helped her with staying on topic and connecting her paragraphs. Becky appeared to have

joined the college writing community.

Becky finished Freshman Composition and satisfied the University’s expectation
of a C or better grade. She was willing to engage in multiple routines and comply with
the expectations in this class and the University. She recognized Dr. Jackson as the
authority and a resource to help her gain entrance to the college writing community. Her
visits to his office appeared to reinforce her potential as a member. She recognized her
own struggles and knew where to go to get help. Even though her essay grades varied,
they were high enough to promote a sense of accomplishment at the end of the quarter

and she looked forward to her next Freshman Composition class.

Both Becky and Kevin participated in key routines in Freshman Composition 1
and legitimatized Dr. Jackson’s role as the instructor and used him as a resource to move
closer to college writing which in turn fostered their own legitimacy as potential
members of the college writing community. The next two focal students’ stories are
different. Dona did not choose to fully participate in expected routines for this class, but
instead brought with her a sense of the expectations of this new community and was able
to successfully produce college writing by the quarter’s end, thereby becoming a kind of

community member. Similar to Dona, Mark did not choose to participate in key
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classroom routines, but in contrast to her, he was less than successful in joining this new

community. Their stories are discussed in detail in the next two chapters.
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Chapter 6

The Story of Dona

Dona, confident in her ability to produce college level writing and fully
participating in the offered avenues of access such as office visits with the instructor, was
able to complete the class and satisfy the University’s and Dr. Jackson’s requirements to

move on to the next level.

Entering a New Community

Dona appeared to understand the expectations for this community. She came to
class each session, chatted with her neighbors until Dr. Jackson arrived, and then faced
forward with a notebook out and pen ready to take notes as soon as class began. Like
Kevin and Becky, Dona appeared to have a sense of student behavior and appeared

willing to participate in expected practices.

Background

Dona is Hispanic. Her grandparents are from Mexico, and her father is full
Mexican while her mother is half Mexican and half “white.” Dona’s comment on her
mother’s nationality was, “the white part’s a bunch of nationalities...German, Polish...,”
followed by laughter. Her father did not graduate from high school but instead received
his GED and went right into the working community. He had worked his way up in the

Pepsi Corporation and was now in management. Dona mentioned in our third interview
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how hard he had worked yet could go no further in the company as he did not have a
college degree. Her mother, the oldest of multiple siblings, had graduated early from high
school in order to go to work and help with the family finances. She also took a few
classes at a community college and became a nursing assistant, which was her current
position.

Unlike Kevin, Dona was the first one in her immediate family to go to a four-year
college, which created a certain level of anxiety for her.

I have a half sister and she went to college but we rarely talk to her. But
like from my mom’s side of the family I am the first and it was really
scary because nobody knew anything about it...so | was kinda forced to
do everything on my own. Get info on my own and...
Dona’s parents were fluent in English and even though it was not their native language,
they emphasized the importance of speaking English competently and doing well in
school as they saw themselves limited without college degrees. Pushing Dona to do well
in school, and ultimately make it to college, was evidence of the value of education in her
home.

Dona elaborated on the issue of speaking English correctly during our second
formal interview. She talked about how as a child her parents would quickly correct her if
she used the English language improperly. Her parents wanted her to avoid
embarrassment in elementary school as they believed other students would tease her if

she made a mistake. Dona said that much of her motivation for doing well at school was

so she wouldn’t “embarrass herself or her parents.” She mentioned her Uncle’s lack of
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concern regarding this issue and how she had seen his children, her cousins, teased due to
their mispronunciation of English. She was afraid her cousins were in for a difficult time
during their schooling experience. Dona also talked about her younger brother who did
not do well in school as another source of motivation for her as she attempted to “make
up” for his deficiencies as a student.

Dona was originally from the same city as SW University, but had experienced
several moves throughout primary and secondary school. She moved away in 3™ grade
until after her sophomore year when she moved to a different school district due to her
father’s work. She went to a new high school for her junior year, where she took AP
Language and Composition. She did well, but, like Kevin, she did not pass the AP Exam.
In her senior year, she returned to the school district where she had gone to elementary
school and enrolled in AP Literature and Composition but switched out part way through
the year as she was feeling overwhelmed by her other AP classes. She admitted that,
because she had moved around during her high school years, there was “a lot of
struggling...and then a lot of like transitioning...especially with writing...getting

adjusted to new teachers.” She elaborated on her struggles in AP English her senior year.

I got in... into Lit class, but the teacher wasn’t really like...I don’t know if
it was her style of teaching...I just really didn’t...I don’t know how to
explain it...... I was already having a lot of problems with moving and
stuff like that and it was just a lot of stress so I was like ok, I’'m taking
three AP classes right now, | can afford to drop my AP English class. So |
did and I went to a regular English class. That teacher didn’t really ask us
to write much. It was more of like a “get by” class.
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As evidenced by her comments above, Dona did not seem to be one to grant any measure
of legitimacy to teachers by virtue of their position. In contrast to Kevin and Becky, she
appeared not to recognize her instructors as “all knowing” and sometimes questioned
their methods of instruction, an attitude evidenced by her comments that follow. When |

asked how prepared she felt for college level writing, she elaborated.

R: Did you feel prepared by your high school teachers for college writing?

D: Honestly, I don’t think...(embarrassed laughter)

R: You can be honest.

D: I don’t really think my teachers prepared me. I think like...I got
instruction in writing on my own. They just...they gave me feedback
sometimes. | think my sophomore teacher, she’s the only one that like
gave me feedback. Then all the other teachers kinda didn’t care. It was
like, ok here’s your grade, let’s move on to the next topic.

R: They didn’t talk to you about what you wrote?

D: [what I wrote] ...or what they wanted in that essay.

They just said ‘write about this in this format.’

Still focusing on the topic of college preparation, we talked about what skills and

knowledge she felt she had brought from high school that would help her in college.
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D: From high school....probably the drafting process....like
ummm...brainstorming ideas.

R: Ok. Did you do that a lot in high school?

D: Yeah, because there were times I didn’t know what to write about and I’d
sit down and think about it and I’m like, man, you need to have like more
than enough stories that you can write about. And just like doing
research...(un) when you do research and cite my sources.

R: What about sentence structure and mechanics and grammar and all of
that? Did you feel prepared?

D: Not so much in high school, but they prepared us early from sixth to
eighth grade.

R: Ok. So they didn’t do much of the grammar in high school?

D: Right, cuz we were already expected to know that by the time we got to
high school.

R: Ok. And did you?

D: Yeah.

Dona’s attitude toward her high school instructors was evident by her comments: “...they
didn’t really ask us to write much,” “...other teachers didn’t care,” “I don’t think my
teachers prepared me.” I suggest that she brought this same feeling to Freshman
Composition 1 and wasn’t expecting to view Dr. Jackson as a writing resource, which

may have limited her desire to fully participate in this community. As she mentioned, she
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was used to getting information on her own so didn’t appear to be dependent on her
instructors for direction.

Even though Dona’s experiences in high school appeared to be more “hit and
miss” than focused in terms of writing instruction, and she had experienced some
difficulties when she changed schools, she did not seem to be overly concerned about her
ability to write at the college level. When | asked Dona if she felt she was going to be a
successful writer in college, she said “I hope so. I mean...I think I’m ok now. I think I’11

make it.”

Dona was concerned about her grades, as | show in her comments later in this
chapter, and it was clear that, to her, her education was a priority. Her access to college
routines and practices may have been limited as her parents were not college educated, in
contrast to Kevin’s access through his parents and siblings. However, similar to both
Kevin and Becky, she appeared to recognize the value of a college education and what it
could buy her in terms of her future. Dona’s past educational experiences and attitudes
appeared to affect her level of participation and willingness to engage in the community
routines and practices as well as the level of legitimacy she was willing to grant to both
the University and Dr. Jackson.

Repertoires/Routines/Participation

Dona did not engage in the contemporary routines of technology use in the

classroom, but instead was more traditional in her approach with notebook, pencil, and
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textbook balanced on her desk. She appeared to be attentive during class, seemingly
taking notes and copying down whatever Dr. Jackson wrote on the board and
occasionally joining in with other students in choral responses. When in a group or
working with a partner, she would sit with either the textbook or draft being discussed
before her and engage in animated conversations with her peers. Sometimes she would
erupt in spontaneous laughter. Whether the conversation was centered on the assigned
task or not was not clear. She attended every class, was never late, and never left early.
While she chose not to participate fully in the community as she did not visit Dr. Jackson
for individual help, this did not appear to stymie her ability to produce college level

writing as she appeared to already have a sense of what was expected.

Expectations and Challenges

Dona and | talked about her expectations regarding college level writing. One of

her expectations was based on what she’d heard in high school.

D: | heard college writing is a lot different than high school writing.

R: What have you heard? That interests me.

D: I heard that... it’s more...they expect more pages...

R: Ok, so it’s longer. They expect more.

D: That’s going to be hard...like not repeat yourself. You have to come up

with fresh ideas for your paragraphs.
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As Kevin had mentioned in an interview, Dona also expected to have to write a longer
paper than in high school and, similar to Becky, she was concerned about writing without
repeating herself or her ideas. Dona appeared to recognize that college writing had
different expectations than high school writing and as she had not felt prepared by her
high school teachers, she appeared to feel a little anxious. However, this concern did not
appear to play out in her ability to produce writing for Dr. Jackson. Even though her
concern was about page length as Dr. Jackson had asked for at least three pages for the
currently assigned essay, she told me that her draft was already “five, nearly six, pages.”
So she displayed a certain willingness to participate as a college writer enough to fulfill
Dr. Jackson’s expectations and beyond, at least in terms of number of pages.

When | asked about her expectations for a successful college writer in general, her
comments referred to the overall appeal and credibility of one’s writing. “Probably you
enjoy reading what they write...makes experience enjoyable. They seem knowledgeable,
they know what they’re talking about...They support any of their facts and their
opinions.” Interestingly, she did not comment about any structural issues but more about
the overall content of a written piece. This may have been in response to what had been
discussed in class prior to our conversation. Dr. Jackson had had the students read four
short essays from the Elements of Writing and he had led a class discussion about how
each narrative was a “well told story with vivid description and indicated significance”

(see Chapter 3). On this day, Dr. Jackson did not focus on grammar structures but instead
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focused on the content of the essays. Dona’s comment concerning expectations of a

successful writer seemed to legitimatize the conversation in class.

Our conversation turned to specific challenges she was facing in Freshman
Composition 1.

R: What kinds of challenges do you face in this class so far?

D: Hmmm. In this class, I think in giving structure, you have to hit these
points and these points.

R: Ok, so you think he gives you too much structure?

D: Ummm...I wouldn’t say it’s too much; it’s just more than I’m used to.
He wants illustrations included...and the significance. But I mean like
that’s part of writing a story, | think.

R: Right.

D: You have to include those things. But I don’t know. What I consider
descriptive he may not consider so descriptive, so I think that’s an issue

too.

Dona’s experience of just “get by” classes in high school may have led to her concern
about the structure that was expected in Dr Jackson’s class as strict as this was not her
experience in high school. She seemed to be expressing a feeling of being unprepared for

the demands of this particular instructor. But then, she referred to it all as being “part of
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writing a story.” So while Dr. Jackson was asking for more than her high school

teachers, she was willing to accept that it as an appropriate and obvious expectation.

Importantly, Dona, along with Kevin, was concerned that Dr. Jackson understand
what she was trying to get across in her writing as she attempted to meet his expectations.
She also expressed a concern that her interpretation of what he wanted would not match
his. This concern and desire suggested that she did recognize Dr. Jackson as the authority
and she would try and write the way he asked, even though she may not have agreed with
how he presented his expectations for essays. As a writer, she appeared to desire the
freedom to write how she wanted, without multiple restrictions, but was concerned that
her writing would not be legitimatized by Dr. Jackson. She seemed to realize “that you
have to include those things,” but still saw that as an “issue.” Although she understood
the elements of a narrative according to Dr. Jackson, she would have rather written under

her own terms.

| then asked her how she planned to address some of these concerns.

D: So if'it’s too much structure, if this one (Essay #1) was really delineated

for you, what did you do to get around that?

D: I..
R: Or how did you make it work for you?
D: | redrafted my essay a lot (laughter).

R: You did. A lot of redrafts?
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D: Yeah...ummm...probably like five different times. On the computer, | just
kept rereading it and rereading it and comparing it to like the text book...

R: mmmhmmm.

D: Ok, if this is what he is making us read, then this is kind of what he’s

looking for...

Dona recognized the authority of the University, instructor, and textbook. She
participated in writing practices by comparing her own writing to mentor texts, evidence
that she was attempting to produce the type of writing that would be considered
legitimate according to the expectations of this community. This skill of revision was also
an explicit expectation for a college writer emphasized during a class session when Dr.
Jackson had read a student draft and talked about various ideas for revision
(see Chapter 3). During her revision process, she appeared to draw upon her ability to
figure things out for herself. Rather than draw upon Dr. Jackson’s individual input
during an office visit, she instead rewrote her paper five times using the textbook as the
resource. I would argue that her desire was to do it correctly to garner Dr. Jackson’s
approval of her as a potential college writer and legitimate member of this community --
but to do so on her own.

At the end of our first interview, she made a final comment regarding perceived
challenges in college writing, and her self-confidence in her ability to become a viable

member of this community was evident. She said, “I actually think it’s going smoother
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than I thought it would be...I was really nervous when they gave us the entrance exam...
and when | found out I got placed in this class, I’m like maybe it’s not as hard as I
thought.” Even though, according to Dona, she did not come to Freshman Composition
fully prepared for college writing, she came with a sense of herself as an independent
writer. When she was legitimatized by the University on her entrance exam as ready for
this community, it appeared to foster her willingness to participate in this class as a
writer, but only to the extent that she maintain a certain independence as well. Finding
this class not as hard as she had expected, she didn’t appear to feel the need to rely on Dr.
Jackson as a resource, and instead took it upon herself to teach herself, “get info on my

own,” on how to meet the demands of this community of writers.

The next time we talked, it was the seventh week of the ten-week quarter. Dona
arrived flustered and out of breath. It took a few minutes for her to collect herself and |
asked if she was ok. Wiping a tear from her face, she explained to me that she had just
come from the counseling center to talk with a counselor regarding a test she had just
failed in another class. She was very concerned about her grade and was seeking help.
Multiple classrooms, multiple communities to balance are surely other factors that add to
the complexity of the freshman experience (see Chapter 1). We just chatted for a few
minutes so she could calm down. After some casual conversation, she took a deep breath,

straightened her skirt, and said she was ready to begin our interview.
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| started this conversation by playing back for her some of the responses she gave
regarding the challenges and expectations she had had the first few weeks of school. She
didn’t feel that much had changed other than she felt she had adapted to the instructor and
was beginning to “like him better now” than she did at the beginning of the quarter. Even
though she was not completely satisfied with her grades on her first two essays, both Bs,
she did not feel the need to go to the instructor’s office hours. Also, while she clearly did
not appear to feel the class to be overwhelming, she did express some frustration at the
instructor’s grading system. On the homework assignments, a series of questions related
to assigned reading, she had received checks rather than check pluses, and she wanted to
know why. There was no written feedback on these assignments and that was a source of
frustration for her. As for changes in her writing, she said she was “putting more thought
into her papers, making outlines, and doing more research” before she started to write.
Dona was beginning to adopt the expected routines of this community, acting like a
member, and felt better about herself as a college writer but knew she still needed work.

She wanted As on her papers.

Our third and final interview was at the end of the tenth week of class. | asked
again about challenges in the class, how she had met those challenges, and her current
perception of herself as a college level writer. | reminded Dona what she had listed as
challenges in the beginning -- too much structure, need for description, significance, and

fresh ideas -- and asked if these had remained or if any new challenges had emerged.
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R: So you’ve been in this class for a quarter...so how do you feel about these
challenges now? Are they still there? Are you still working with them or
are there new challenges you didn’t expect?

D: I think they’re still there. I think I deserved an A on that last paper. And
was like .4 away from getting an A.

R: What was it? An 89.6?

D: No...yeah...it was like an 88 and like if [ would have got that .4, I would
have got an A. Got an 88. | was so sad.

Even though Dona said she thought the same challenges existed now as in the beginning,
she was seemingly unaware that she had added a new challenge to the mix. Her focus had
switched from specific writing structures and attributes to her grades. Her challenge now
appeared to be to receive evaluations of her writing that she felt she deserved. While she
recognized the legitimacy of the writing instruction and Dr. Jackson, as evidenced by her
willingness to revise and meet specific expectations for the essays, she appeared to cling
to her own evaluation of her writing as valid, which differed from Dr. Jackson’s.

Further on in our conversation, she was able to articulate a new challenge that had

to do with the organization of her papers.
Well, mine’s more organization. I think I’m more frustrated because mine isn’t a
problem that can be easily fixed. So I’ll go back and read his comments and be

more aware of what he’s trying to tell me to do. Or my outlines will be more
detailed now.

263



When Dona talked about going back and reading Dr. Jackson’s comments and trying to
meet his expectations, she was participating as a functioning member of this community
and adopting expected practices. However, when she classified her problem as one that
can’t be “easily fixed,” she appeared to be saying that Dr. Jackson’s comments and
suggestions may not be sufficient to address her problem and it would have to be dealt
with at a later date with another instructor in another class. “I’1l tackle this organization
problem in Freshman Composition 2.” She did not appear overly concerned about this
issue with her writing and was seemingly dismissive of trying to solve this during this
quarter. She just felt that it was something on which she’d keep working.

Dona appeared to waver between recognizing Dr. Jackson’s authority and
knowledge and using him as a resource versus figuring things out for herself. She
appeared to understand the value of the University education and knew she needed to
keep working on her writing, but did not seem to feel the need to rely on Dr. Jackson in
order to do this. While she expressed some concern about meeting his expectations, she
summed up her experience at the end of the quarter:

They (high school teachers) try to scare you and when you come to college,

you’re like this isn’t even bad. I think it kind of makes you slack off a little.

I’m not going to lie. Because you’re like it’s easy. They scared us for nothing.
Her feeling of being “scared for nothing” seemed to illustrate her belief that college
writing was not something unattainable, and in fact, she had already proven herself to be

a competent college writer.
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Dona’s writing

During the course of the quarter, while Dona was eager to share her experiences
when we talked, she was not forthcoming with her final graded essays. She shared a draft
of Essay #1 and #2, and the final graded copy of Essay #4. She did not bring me a copy
of Essay #3. At the beginning of two separate class sessions after | had asked about the
missing essays, she looked at me, smiled apologetically and said she had forgotten to
bring them again. After the second time, it appeared that she was not interested in sharing

them with me. | do not know her reasons.
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Essay #1

7 Detobar 2001

The Best Enemy

The innocence of slementary school sil inerigaes me when | drive past the building |
o spemt mry weekidays i & a chubd b owes o ey for everyons b et abong with o ancther
throughout oar youth becauss our pure mands saw so prejadices or handecaps while choosing our
Friznds. | always conteanplate why our perception of others corrupts so wickedly with age, and
whien I think of thas, [ am reminded of my traumsatic middle school experiences 15 a et
Unfiorturcately, my social declmne ocourred taugh a senies of mudtple ncidents, bist [ wall never
furget the person who stood ia the cemter of the chacs wish a casual grin expressing how

indiffirent she felt towards the pamn she caised

M - = strony impression an me from the moment we flrst met. We WS 1ine yeurs
old and witended the same Gifbed and Tolerted Educstion class togethar althoush we went 1o
different ahementary schools. The rest of the children in the classroom chariered sbout siarting a
niew school year in the small twn ud'lm_l:-l Fied my eyes upon [n
fadud jeans paired wath 2 cocy red sweater wsually wom by boys who plived in the Pop Wasner
fociball league. She sa1 alone in a chasr snd concensratad denply on a venriahest we were askad
i complete. Her blonde hair st plainly on har shouders and she caressed per jackel sloeves
gently. fhs | walkod over to her, | was parnicularty intngued by her tomboyish style bacavss, o

my knowiedge it the time, boys were generally mieresied m rls wearing gender-specific
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dathang like dresses. | prepared aseries of questions 1o ask | however [ barely mustered

up enowgh cournge b ssk one:
"Hey whose jacked are vou wearing ™

My heart raced with anxiery afier | reslized my question sounded too hlunt and had a
rude snderione. Nonetheless, [ lookad at me with bt bright beown eyes s flashed a
proud smmile.

“irs R Wy don 't vou know whe he 157

W bonded for the first time in this momen. It used 4o sadden me during the instsces it
sppeaned we were no longer this closs in the years that followed. Gradually | lsamed m middle
schoot | and | were never truly friends in the first place

My seventh grade school yesr was disastrous [ ded not fieel comforable with myself s
any aspect & therefore became exiremely sedf-conscious shout my body. Mane of the clothes [
wore helped improve te perception of myself bacause [ stragpled consantly with my weight |
semushow forgot | wes an smazing young woman and obsessed over the swkward changes 1
vizwed daily in the marror. By the time | began eighth grade, other students noticed the same

changes

It weas a hot September day when | found ot about the rumors. My tears fell sowly and |
wistied someone would sat me stasding alone, defeaned, by my locker and offer o confrond
everynie who comtnbuted to my anguish. No ome came to my rescoe | had 5o chaice but o
dismsiss sy scossatons aimed iowards me 1o the bess of my abilities, then sccept | could pot

trus a simgle parsen.
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AETTOR,

The nemnors first stemmead from immsture goestions shout the “realness™ of my bressis
and uluimstely developed intn more revere accusations of anorexia and bulimin. For thess
ressons, [ was ouicested and spent most of my trme hasing myself and abssrbing all the biame.
though I did sothing wrong. Walking into school each moming while hondreds of fierce stares
analyzad my svery move sickened me. My begs weakenad s [ walked firdier and my eyes sung
with the strongest dessre W burs? indo tears. [ wanted tn give up. Whalever onv peers wamted to
accomplish by breaking down my sparir, [ was willing to exchenge foe 2 life of normaley and
scoptance. Then one dey desperasion tmed into amger. | could net hasdle the period of
depresxion any longer, so | decided 1o seek out the person who started all tse numors and smpie-
handedly manzged o rob me of & funchanal life. My search coused me o sngage is my first
physical fight and also become comened by a large cluster of grls threat=ning o jump me. | did
mot care ghai what would happen to me a2 this point. | just wanted to discover who was ruining
wry |ife and force the person to wdic the damage. Howsver, my plean became much more intricate
when the culpnes were revealed as iR 2 fow of my former Best fiends. Being 0 yousg, |
could nat yef comprehind such bearthreak; bt there was comfont in thinkisg | resched the

clumax of my life"s downward sparal,

[ umed my Thanksgiving break s time to recuperste from drana sed repais some of my
friendiships with individuals whi held the lssst amount of responsibility in contribunng 1o my
socidl isolanon. | was resdy to exercise a sew outhook on hifs and reintroduce myself as &

stromger persen whin school resurmesd.

There was a noticeable change in the stmosphens the day | retumed s school. My mood

vees optimistic and glesfisl, accompanied by 2 confidence | refused 1o Jet apone dastroy. | met
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R
up wath my small group of friends in front of our sdjacent bockers and immadiately noticed a
startlng sombemess apparent cn all their faces
“Why does sveryons look so down" | inquined &5 an anempl 1 SIE 3 Converistion.

Nt a sngle parson spoke or made eye contact with me wniil one owtspoken girl decided

iy Bneak the silence
“Dida’t you hear™
My forahead wrinkled m confusicm.
“Hear abonit what? Just tell me phease ™
R G died during the beeak "

I relensad a highly inspproprate nervoas giggle, expacting her fo admit she was joking

Fhen every girl refused o make eye contact with me sgain, [ knew her stabenent was confirmed

g

My hesrt wis heavy und [ assumed rt was my conscience responding pakitely by
sxpressng empaiiny fior the loss of & life. Within my privaie thoughis, T instead fit relief For the
next few weeks | straggled with the wughest insemal conflict | sves knew. How does one moem
the death of 2 parson who, metaphonically, ook bife away™ This was especially dficult to
imtzrmalizs when | wimessed how beloved [ was by teachers and within the community,
Her name e face wore plastered on t-shirs, braceless, car stickers, and | received her memonsl

hot pink bracelet days hefore her funersl
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vy fingers alid over her neme imprinted o the plastic. | kad to wear the bracelet
LSS EVErVTING [Ohved Rer |f seemed pathetic o exclade myvself From the croed becauss [ wes

the cnly person who disliked ber

U attencled [ faneral in & building filled beyond capscity., vet sull feit alone in my
Toughts. The overwhelming amount of people showing their support for ber family belitded me

The same sentence repeated inside my heac
I you cly kneve_ I wou anly Reew "

Eearried sach  heavy burden of gunlt and anper sincs that dsy. All my peors knew what
ahe: dhidd 1o me, bart 1 conild no bonger talk sbous it becsuse she was dead and it 5 raboo b speak il
of those who have passed on. All the mtroveried pain havmiad me for years until 4 friend
divaiged one of hiv darkest secrets t me our semior year of high schiol.

“She always made fum of how dark sy skin was and called me offenaive names. Bt burt

reslly badly bet I didn’t wanna tell avyons, vou know? | would've feli ashamed ™

| senused her sadness and thanked her for confideng in me. Other girls overhesrd our
coaversation, knew who we were referrnyg to, then revealad théir own stonies about being balled
b N and her best fiiend. We were wnited and began cur own processes of bealing, In
reflection, we collectively decided ome camnot hodd an individual a Fault for misiakes made at
thee age of tirteen. People grow and underga character improvement: throughout the span of

life,

[ refiuse 1o let myselFwonder i G JRand | would have renmned enemies if 3 ragic

sccident did not claim her life. My forgiveness 15 not conditions] and | came to the conclssicn |
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may owe er a few apologies sryself [ said !lﬂ!ﬂtiﬂ-m dhay she was carmied away i
- casket. and all mv grudges are buried beside her. Maybe ot di we wall st sogether sgam

el il listens ettentively as she describes what she thnks of N0 his footbe

packet now since g0 iy other mrls have wom it
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Essay #2

24 October 2011

Santa Cruz and Sandy Blues

U playfully bury my feet under small mounds of sand and take a deep breath as [ stare at
the landscape of the Santa Cruz Beach for the last time. [ have never seen sand as light as the
grains that stretchover a mile long perimeter at this location bordering the Monterrey Bay
National Marine Sanctuary. The weather is unusually arid this particular day during July 2010and
the enthusiastic shrieks from children on the boardwalk 2 short distance behind me mingles with
the roaring of the ocean’s waves crashing on top of one another, The waves approach me
rhythmically, a routine that makes me become entranced in my own thoughts filled with my last
memory | spent on this beach. | finished celebrating Independence Day happily only days ago,
but now I am filled with somberness. I am moving hundreds of miles away from this beloved
beachmext weekend and it saddens me because I created treasured memories with someone |

loved on this exact site and I will no longer be able to refive the moments by visitingit
frequently.

I hear a plastic bag being rustled near miy right side and [ turn abruptly to ses & couple
throwing away the remains of their picnic into a trash bin. Examining the general area around the
couple, [ notice the beach isremarkably clean in its entirety. [ originally thought this was due to
the growing concern visitors had for the enviramment, but the uniformed individuals inspecting
the outer perimeter of the boardwalk slle picking up oceasional looge ?iaoea of garbage

suggested otherwise. In fact, owners of the Santa Cruz Beach boardwalk purposely hire more
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mrimmqtupﬁnguﬂmmmuminmdnmmmdujry chean upg. These two
spetific seasons are the heach and boardwalk's busipst periods, therefore initiative is taken 1o
enstire kess trash makes it way 10 the ooean.

I'live approximstely an hour sway from this beach, so T am constarby hearing afl the
radio advertisemests and seving primied articles about how eco-friendly the boardwalk hag
become Hs updated website even boasts about the recognition state and lncal organizations Kave
Banared the owners with, such as the 1995 “Ecology Action Environmendal Business of the
Year” and *Sants Cruz County Sustainable Quality™ Awards.In addition, the most recent award
named the Boardwalk a city of Santa Cruz's “Clean Ocean Busingss” which has reoccusmed
every year since 2004. Al the "Environmental Preservation™ programs and efforts mansged by
the boardwalk™s proprietors makesme prowd tay know the place [ enjoy visiting cares about more

than just turning out & profit

P sretch my arms above nyy besd and try 1o remember f the beach and boardwalk were
thi;-:iunﬂrlmﬁm:Ivhhmlnmrimilmmmmqm'mﬁwm:hc
only part [ focused on during my Inst trip bere wis bow the peraon | was with increased iy
perception of the beach”s bemmy. [ fell in love o this besch and | partially blame the comforting

atmnospbers

May 2010 was suppased 10 be the most active the boardwalk had beedin years, Large
amourss of concerts were scheduled and a new ride was ssf 1o be opened 1o the public during this
tme. | amtended spontaneously with bay named s since it was iy first time visiting the
Sants Cruz Beach Boardwalk, | was stussed. The complete view af the architecture and

erowdswas anractive, andanimpulse to make the best of the few howrs [ would spend henewas
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R
eresed within me. We arrived mid-day and decided 10 immediately ride as fE&ny &ttractions as
posassthle

Andy and [ lnughed constantly even though the swiftness of each ride left us breathless
We fallowed the dimming horizon in 8 parallel manser until S sioppedprecisely in front of
an intimidating roller coaster. [t was the boardwalk s aldess roller coaster, “The Giamt Dipper™. [
was frightened because this particular ride was arginelly constructed nearly 100 vesrs ago, OF
course, adjustments and (ne-ups are conducted peindically to maimiain Califoenia state code
standards, but nonetheless, the ride wes deumting. The roller conser creaked when we sat i our
small cabin and continued 10 do & throughout the rest of the ride.

Apperently other people love 1o feel the nish of an unstshle amraction Becauss “The Giam
Dropper” hecame the most popular ride after it’s unveiling in 1924, In 2007, it aocumiilsted &n
estimated amount of 55 million riders. At this tme # ocourmed 1o me that if 50 masy individuals
visited the boardwalk for a roller coaster, they defindtely were also compelled Lo step foot on the
besurtitul heach. iend [ sambled o exit the roller coaster then decided tor finally furn cur
attention to the coast

The crunching of the sand heneath owr feet had & calming effect on me as we
made our way to the shore from the boardwalk. Neither of us condd resist the beckoning of the
water because it umbled towards us esgerly | warched T Bz pant leus below hiz knees
and them procesed to kick waves with his bare fieet. In this moment. T ton wanted o feel the chill

of the frigsd ocean water agsinst my kin

“There’s just something about this place that makes me feel happy and af pesce ™ T gaid

softly as mry gaze drifted townrds sail boats disappearing ista the skyline.
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.
“¥ea, [ already know. You love the beach, But you know vow have to share it with
sveryone else right™ W then smiled and the beach responded with & cool mist that flew past
bwaith o Gur faces

His comment was mocking and playfil, but made perfect sense to me. My
experience here was not arfginal, vet the emotions it created were not devalued 1 looked ap &t
the sky and noficed | had never seen such & lively shade of blue. It appesred w mirrar the water

making the entire experience faed mystical.

Even an that brisk May evening 30 long ago, 1 could nat comprehend leaving a place 1
lewved g0 dearly even of my experiences could be replicated by arvone else A place with such 4
grand amount of history deserves respect. | not only witnessed the beach's heauty, but millons
af people have created inpressionable memories bere as well | walked in their sundy foctprints
each time | visited and was also greeed by the seme majestic ocean that befriandad vast

euantities of erangers

A seagull soars shove my head. squawks, and brings me hack ineo the present [ am
finiahed remimiscing about the moments | once bad here bocause my emaotions are bocoming
oddly mixed anywwy. | st in the sand and curl my knees up to my chest The sun is seiting over
the boardwalk and beach that canse from modest beginnings as & bathbouse. [t is now & thriving
destination with the power 10 manipulate moods simply wit its appesl

Today I beam it is okay to leave behind the people and places I love becsuse | will sill
CarTy lhe expenences that brought me joy close to my heart, The Santa Cruz Besch will securedy
remain in its location, and | am condident | will be able to visit it again one day since it has beer

the: last existing seaside amusement park on the wesl coast for MRy VEATS oW,
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A

From this diry forward, when I tread through the sand of any ocher beach, | will remind
mysedf that lifie mends balanoe between the moments that first break down hopes, then buikd them
beck ug. The wild water and stable sand complement each other in the same manner.

| stand and prepare to leave Sants Criz As | take my lost view of the landscape | adore
30 deeply, | alsa leave behind my source of tranquility. Part of me insists on erying for the tender
momeals | wall never be able to refive, yet instead 1 smile with regand to the experiences | had
tvere that made me appreciate lifie. With my back mrned, | hearthe ocean bid me goodbye with
mnteneifying waves wiilethe sun filly vanishes somewbers beyond the horizan
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Essay #4

-

n_ra"“l

ew—3L -L
T

\ B tm?h b Y afedn E“’\J
A self- exemplificati after Chri McCandlm his dislike \ b
réflection on occurs 5 expresses his dislike (yon b

21 November 2011
Generational Conflict

During my teenage vears spent at home, the only way my mother and I could
communicate was through violent yelling and we sometimes even ignored each other for an

Enﬁifwmk.lmthwghnhismwmdbocmuemsimp!}f did not like each other, but slowly

experienced an mtens-e oedipel conflict, similar to what Chris McCandless and his father Walt Y

faced as dmnbed by Jon Krakauer in the book Into the Wild. '

Yorm
Qedipal conflicts gained popularity when Sigmund Freud chose this ﬁnﬁj as the basis for

some of his psychoanalytic theories ("( Jedipus - Ancient Greece”). According to Freud, the

cmrﬂmtoucurswhanachﬂdgmmumml interest in a parent of the opposite sex and is usunllv\ (T
E dary,
resolved through 1d¢mfymg wlth the parmi -:rf the same sex {Feldman 382). However, moderm "N}*

S ———

definitions illustrate the ‘;mﬂn:t differently. An wdrpa! confict is now viewed as a reflection of

m!fbﬂmnammdnlnld ufﬂmwnegendﬂandlsﬂ:mwtmmunnplmun for

S

gemamucn&l mnﬂwts (Feldman 382). The concept of reflection of self does not discriminate

bumwn genders and can gecur in hips with parents and children of all ages.

\
. - - 1,\\. L\
towards his father Walt for reasons such as overindulgence 91' wealth and shghﬂy corrupted j g

morals (Krakauer 19-21). Chris cannot stand the things Walt has done in the pm}l:kc leaving
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jﬂuvdmmiummmmﬂsmulhﬁmhmwmhh Tncher amd suppreases
his amger, Carise, Chris® :.inmu.mymlamm (lris &nd Wﬂlmimmﬁmrﬁmnf
m.uhhumﬂiriur} amd it i likely Ehmmhlfumm:mmlmmhmlfuﬂ actually

I‘Eﬂﬁmdmmmdulhb vihes he shared with his father. When Chris saw the reflection of himself |, ()
s

WWI:thmthM|MrNMMMmmm e '
Tar dery [wit
Ilﬁvmuldluwﬁ:ﬂ'mmnmmruhmﬂ&r Mext, Chris ventures it the wildemes:
[ETE
uﬂhﬂhmhmhﬂdhdiﬂﬂmmﬁuﬁhm‘mﬂdmmwm

mlﬂmﬂmﬂhﬂmmmhmﬂ;ﬁ‘ﬂmmhmmtﬁh
A
mumﬂa\ ,../)I

——

R—_—

Jm_fummmmwmm-mmpmm
mfmﬂmﬂmmmmrhMmhmmum : ""'!wﬁ;_‘-.,
ﬂﬂﬂﬁﬂtﬂh‘hhh&.hﬂhfm]kﬁfurm]hplﬁhm&myfﬂmﬂmﬂﬁrﬂymﬂh ZLIIIE_IT,._
originmed from her past, Unﬂhwlﬂ,mymmrmulmnfmmmhermml "ﬁ, :‘wth ;

b:lbh'-&d.al'i:i.lﬂudjlﬂupnnrl}' Shdhmhﬂmhnmdwﬁyb}-myﬁhufm \
mmwlah;;mﬂhlfﬂﬂ:ma.mmmhmﬁqhmm Il"-l“'iml
ﬂﬂﬁlﬁﬁ.fﬂiﬁlﬂhﬂlﬂu]ﬂhﬂhmhﬂﬁﬂfﬁjlidﬂ-mhmmm B
B3 i 'trm.:uﬁ'd:n]djduntwlﬂmr life vo mirror; & broken relationship in which | would stil]
hlmmmm:!@wmmmm;.mnwmnm

deserved a much more fulfilling life.
F o
Inmmymmmmdm.mm wmmum-m& Y

waty comcept (Burgn), 80 my mother saw g ¥onger self within me jusi as Wn]th'[::l:‘mtﬂﬁsia'#)
hmﬁhﬂhnﬂuh.!hwhnnja]mlmmﬂtﬂ!}-nhmlnimm because she made
the sasme mistakes and d].d rat wanit me to suffer through the consequences like she was forced 1
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g
h.hmwm_wtﬁffh@_m i much as possible and they pet frustrated as well when
mdmﬂliwupmmpnmmllrisnmm]]-'th!dmhmmhirpmu@ma -
pedestal, Whnm:mbmmmamuhymhmldmmlhnﬂﬂﬁﬂu - 1-._ &

, 7

.':'

SR
t}“

— ¥

lhur:hldmﬂhmnﬁu;pmtniuhnlﬂlwllf:plﬂ:uﬂhm I-I'r miother and Wali
J'lldsmmluﬂ:rmdrmkhﬂ mmsmﬂlmﬁhmmdﬂmmmmluw )
lives mmimgmmpum s, Ttalrﬁ'ﬂtlpintlﬂﬂﬂ?l!hh'nhﬁ:hm o ol

own through exploration.
Crm—— Ill'u__l..h-'F--_ }‘}q |l.|.""‘|
ﬂ%ﬂ[dmﬁ:ﬁmhmmﬂﬁlmﬂﬂlm 'i'l’hm]wnﬂ-ﬁ!r

!rfulh:iud:m:.rmm,lﬁmﬂy eonfronted her shout the faubls | disliked sbout her. Cur :-" l

ﬁﬂmhnaﬂdthmmﬂmmmwﬁi:ﬁinﬁuﬁdmﬂpaWnuhmﬂm a2 |
| e i

ﬂnmmdhmnmnﬂymlmdmmnmmmmmlylm We sai down " /l

uﬁhhm-dmmumtw“mmmmhmmmhm Lp\:"ﬁ/,r"
e

rhmdadlnnhm:ﬂwﬂmmmﬂmyuﬁm: ﬂmimwh]ﬂﬂih:r“yhmlﬂ

uudluymdmrlhmwmﬂub}rdmmﬂ:mdhm

ﬂrmindgud In fact, Walt even declares he knew mlqmmmmummmﬁm )
mgmpmmm'*mmwmmm school (Kmikaer 120 _i
0. v s that Chis tenls 0 *see thing i black and white” (Krakau 122), thorefore b~~~
could ot fogive ki fhee fr his shortcomings because b could oaly sonesirae cn the thical
offenses Wmmm%MHtﬂh‘a bittemess nccusnalated, thugh be wouid pos

voice his opindons, and | belive this i whiy hcmhurtninn&rtldvmm lr:rh:ud:u! wild,

However, | am ls0 certain Chria thowght his trip was only iemporary and would have retumed

umnuh:&mgh!lwmﬁdulﬂmhmﬂsﬁuhﬂwmwl. WS
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Chris did indeed try 1o return back o civilization, bt his pach was obstructed by o
floaded river Hrmwmﬂjfﬂmmmﬁmwbwhmwnmhﬁr
mocths, wheee he later died (Krakaer 169), Mw“jg][“i:b_d-l_eﬁhusrﬂlmmhﬂn
questions mmdqﬂ:mlhufhhdﬂhmﬁpmhhmﬁwﬂhhm talk sbout
ﬂieprdimlmhnﬂtndhin.Ilhdiﬂinﬂtmghhnmﬁmumh\lehduhﬂi

but even mare hartfi to decover the child did mat enjay e parent-child bond that was creaied.

[ﬂ:!:ﬂuhudmmdhuwdulm Alaska, his relutionship would keve uld fave improved
with his fither, :I'muajmﬂ significantly, but encugh to encoursge moee communication, The

Jdum.glhulim mﬁmmmummw found ourselves as individusds.
h--ii ﬂusmnjclznhmdmmm“dmnhp which is wity | am sure Chris and Walt
i . mldhwmtdlﬂm:mmﬂnﬂqﬂmsuhkumm Chiris would have realized
,.}“ﬂﬁ Imjudnmmnfhml‘uﬂmmmhuﬂ]ﬂmwmnmhmwmmmhummmﬂ

.ln.l"

sl i fum, Walt would have come to secept Chris strong-willed iendencies, Time heals most
}ﬁmwmm@m-mmwnm:umhﬂmmmm

T"' mhiied,
-;:i-‘*-. B

Lﬁ:’:‘ Ebmm,mhﬁmwlmmmﬂhﬂuumpmﬂImm!lnﬂ:mm

&,
iI-“"H" HEEM_HE.Em:ﬁulmﬂwh:ﬂumyuﬂlmdhﬁmwumlffwlk.. FH.L. i
'l'l‘i}'it"-‘-ltlll|Er,'d'hm[mmndntjﬁfﬂmlhjmduhhwﬂer:hm:M:m

i,

futures. Althouph it is truc | saw an abder self in my mother at ane point, | asn still determined :| 3-“‘?".:"" .

ateive for more satisfylng opticns than she chose for herself. My mother must bisvie abso let po of II

e mnarit of ber hopes for me that | ould ot Fulfl, but T am pros 0 sy i ot 3
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compleie disappainbment g her i any miomnemnus way. [ have nol purposely made pood choices
ber please ber, bt 1o instead ensure | arm living & comforeable life with good prospeces.

ltmclem-lum-nwﬂul d-:munll ﬁlfcl*:rhcmnﬂd.lpa]mnﬂlclmmm

anly mrfelmhpwuhmmﬂm hlﬂmhhrdmﬂnnnruhqpuﬁu—dmﬁm

mhmru. n:h.n:lm; Walt and Chrds McCandiess, Tl-r:nm].-nflhmnﬂm:ru}-

WWMmﬂmnm.Mummwwmw T regulate the L_.-.'t-ll‘*
..... T

strefgth of the conflic, anml:lhﬂnjmmpl‘hh-im::: ﬂlmlimm-m_h"!nglﬂﬁm ] e

miﬂﬁhm&mdﬂﬂmmF“ﬂhﬂwmﬂ]nnﬁmﬂmﬁl

oodipal conflict commusnis the ST Fespert.
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Perspective #1 — The University’s Rubric

Table 8

Dona’s Essay Scores by Three Readers

University entrance exam  Essay #1 Essay #2 Essay #4
10 1" Rdr - 5 1% Rdr -5 1" Rdr -5
2" Rdr -4 2" Rdr - 5 2" Rdr -5
3" Rdr - 4 3“Rdr-5 3" Rdr - 4
Avg —-4.3 Avg -5 Avg - 4.6

Note: Scoring based on a 6-point scale and scores in bold are the averaged scores of all
three readers; “Rdr” stands for Reader; “Avg” stands for Average.

Table 8 shows Dona’s scores as reflected on the University rubric. As previously
mentioned, | had no input other than the final score. Dona received a 10 out of a possible
12 on the entrance writing exam. Her approach to the prompt was detailed and complete.
She used a personal anecdote to illustrate the focus of the prompt and finished with moral

advice connected to her learning. Her vocabulary was sophisticated and precise and
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included words such as remnants, encountered, conversed, maturation. According to the

University, she was ready for college level writing.

Dona’s Essay #1, a narrative, told of an event that she experienced during Middle
School. The essay opened with a philosophical statement about the naive views of youth
and then illustrated in detail the event and elaborated with “appropriate examples and
sensible reasoning.” She included several reflective comments regarding the significance
of the event, an element of narrative writing emphasized by Dr. Jackson during class (see
Chapter I11). I gave this essay a 5. The second reader gave it a 4 with the comment,

“some awkward diction, but follows assignment.” The third reader also gave it a 4.

Essay #2 was to be a profile of a person, place, or event. She wrote about a beach
close to where she grew up and her last visit there before leaving for college. Her
response was “thoughtful” and “clearly competent,” and “elaborated the response with
appropriate examples and sensible reasoning.” She also demonstrated her ability to
“choose words accurately, vary sentences effectively” while observing English
conventions. All three readers gave it a 5 and the second reader wrote “good detail; few

errors.”

The purpose of Essay #4 was to identify a theme in the novel Into the Wild by
John Krakauer in order to help the reader develop a deeper understanding of the book.
Her topic was the oedipal conflict that occurred between the main character and his

father. Similar to Essay #2, this was another well-written paper in which Dona

284



thoughtfully responded to the text. She included personal connections and outside
resources that helped to explain and define her topic. Her writing had very few errors. |
gave the essay a 5. The second reader gave it a 5 as well, with the comments “good

diction; closely follows the assignment.” The essay received a 4 from the third reader.

In all three of essays, Dona demonstrated her ability to competently respond to a
prompt, sufficiently support her claims, and elaborate with details and evidence of
significance. Similar to Kevin and according to the University rubric, Dona was able to

produce writing in line with college level expectations.

Perspective #2 — The Instructor’s

Table 9

Dr. Jackson’s proofreading marks on Dona’s Essay #4

Proof reading mark/symbol Essay #4
4 0
W :

44

10
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AN

(squiggly line under word(s)) 0
Agr 0
Coh 0
Comp 0
CS 0
Dev 3
Dig 0
Exact 0
Frag 0
Lc 0
Logic 0
Mixed 0
Num 0
Ref 0
Shift 0
T 0
Trans 0
Usage 0
Voice 0
W 1
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Wec 0

Essay #4 was the only essay Dona gave me that included Dr. Jackson’s
proofreading marks and comments. This essay demonstrated how, near the end of the
quarter, Dona had maintained her competency at being able to produce college level
writing. Dr. Jackson saw her work positively. His initial comment was “nice start,”

followed by almost all positive remarks: “nice connection to the novel,” “clear

29 ¢¢ 99 C6

definition,” “good example,” “helpful specific example,” “important point,” “good
point,” (his underline), “appropriate use of example,” and “logical conclusion.” He had
underlined 44 phrases/sentences and double underlined 10 words as indicators of
significance/reflection and good word choice. His comments were directly related to the
in-class instruction about how to approach Essay #4 (see Chapter 3). He had told the
students to bring in “personal connections,” which Dona had done in the first paragraph.
He had also emphasized the concept of “not confusing the reader,” and with his
comments that used the words clear, very helpful, important, and logical, he appeared to
recognize Dona’s ability to meet his expectations for this essay.

There were only two word-choice proofreading marks (wc) and one wordy (w)

mark.
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{TChrie and T olem ok 2 o
whns and 1 also share differences in our oedipal conflicts

older. Next, Chris ventures into the wildemess

R T I = (1L o L

A

self- reflection cxc;'q;‘:j:‘.'éq_aiinn oCcurs after

The other three marks addressed the need for more development of an idea (dev.): “How
does reflection lead to conflict? “Can you say a bit more about Walt’s plans?” and “How
does Jon Krakauer’s own experience with his father amplify this?”

The rest of Dr. Jackson’” marks were not accompanied by proofreading marks, his
University voice, but instead were more in line with his counselor voice, suggestions to
help her with her writing. This was similar to what Dr. Jackson had done for Kevin in his

Essay #4 as well.

- 1 !
towards his father Walt for reas v : py o
t 4 his fathe alt for reasons such as i}-l"" overndulegence of waalth snd <liobil 3
S 5 Al Ering ence of wealth and shebtly cormunted
N E - gl ) FLEY ! upteda

maorals (Krakaver 19-217. Chris cannot stand the #hi Walt | i
als | BUCT 17-21) Lnns cannot stand the things Walt has done in the past like leaving
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It is clear to me now t s wall fi |
15 Chear 1o me now that there will forever be an oedipal conflict present in not

SR 1 . “

IV I e wwarld snedis Y la 1 J

[l J.\.:l L] b WY Ji’]h g]..l.||.(,|§|;{; U'rg_‘.li rt[li_s [«--ni'ln r‘.,-h'f_.;i_\?’ldlcg:.;_ [}s,_- i-'|[--1-|-.;jh;r' '"'I."b" “-“E"E t ALy
Ll UL LIIE: LOMIRIRCT Ay

become stifled and lessen with time. |
become shifled and lessen with time. however it | I
= e il T [ ever il T Tl rilatals ¥ T -
3 VET it ney -u].m.|.:|_:"1 irs completely. To regulate the

strength of the conflict, an individual i 10T i wi
gth of the conflict, an individual must prioritize their will to create a solution and then

communicate about the mainr d e I :
nmunicate about the major dilemmas, Relationships will forever require maintenance and a
I Ic mal ARINCC AN an

oedipal conflict commands the same respect

Twice Dr. Jackson added the page number to Dona’s in text citation and once he circled
the word “topic” and wrote above it, “term.” Otherwise, there were minimal corrections

or proofreading marks on Dona’s essay.

29 ¢¢

Dr. Jackson’s final comments included the terms “very effective,” “good job of
synthesizing your reading and your experience,” and “very good job of maintaining your
focus.” Clearly, Dona was not one of the students whom Dr. Jackson had been thinking
of when he said that “engaging with the text was an alien experience” for them (see
Chapter 3). His only “suggestion” in these comments was in reference to “improving
organization and development a bit more.” His use of suggestion and a bit more,
supporting rather than criticizing words, appeared to be from a counselor pushing a
student closer to the expectations, rather than a University instructor, correcting. He

seemed to approach Dona as someone who understood how to respond to the prompt,

knew how to incorporate other writing into her own writing, and was able to write using
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standard English conventions. That is, most of his comments seemed to recognize Dona
as an emerging college writer.

Dona’s approach to the essay and her addressing his expectations explicitly
suggested that at this point she recognized Dr. Jackson as the authority and was willing to
comply with his suggestions for writing; however, this granting of legitimacy shifted
slightly as is evidenced in the next section.

Perspective #3 - Writing as a Member of the College Community

For Essay #1, Dona had made changes based on what Dr. Jackson had said in
class in reference to another student essay (see Chapter 3), thus granting him a certain
level of authority from the beginning. After the class session when several sample
essays were read and discussed, Dona told me that she returned to her own essay and
rewrote it. She said she pulled in additional resources, the textbook, the class discussion,
and read aloud samples, and used them as mentor texts from which to fashion her own
writing. And, as he had discussed in class the importance of using descriptive details in
this first essay, she said, “I added more details...description. I made sure I had
description in mine.” She said she was focused on giving Dr. Jackson “what he wanted”
and she tried “to follow his instructions carefully.” Initially, she clearly saw him as a
resource for writing instruction, and while she drew on valuable resources for her work,
what is interesting is the decline throughout the quarter of her acceptance of his authority

as an evaluator of college writing.
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After Essays #1 and #2 were returned with grades and comments, she said, “So
I’1l go back and read his comments and be more aware of what he’s trying to tell me to
do,” and she would make adjustments to the next essay, recognizing Dr. Jackson’s role.
However, with Essay #4, she began to question his grading. She believed that she
deserved a better grade on this essay (A) than the one assigned (B+) and felt that
sometimes Dr. Jackson “didn’t understand what she was trying to say.” This may have
been evidence of Dona’s feeling more comfortable as a kind of authority in this
community herself. In the beginning of the quarter, when she was standing somewhat
outside the community looking in, she had articulated some concerns about her ability to
perform competently. Now that she had spent seven weeks inside this classroom, she

began to question Dr. Jackson and his evaluation of her writing.

D: Sometimes...like the last one he said I needed more organization and after
I read through it again, I was like, ok he’s right about that. But there’s
some where he’s like...cuz he put that I didn’t incorporate Jon
Kraukaur...do you know what the essay was about?

R: Yeah.

D: That I didn’t incorporate Jon Kraukaur’s experiences a lot but in the
prompt he said Jon K’s experience or Chris McCandless. So | said why
you are going to take points off when you said | had a choice?

R: Did you talk to him?
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D: No.
R: Is it worth talking to him about?

D: I don’t know. It was point 4 percent of a point. Point 4.

It is interesting to note that in the next comment (below) Dona referred to the instructor’s
not understanding what “we 're trying to say in our essays” rather than what “/’m trying
to say, in mine” perhaps evidence of her sense of belonging to a collective group even as
she expressed her frustration. And as a member of this group, she could criticize his
comments on her essay based on what he had said in the classroom:

And yeah, it’s because his feedback is good, but sometimes like, I think

he’s wrong. (laughter) There’s times when like he’s right, but like he

doesn’t understand what we’re trying to say in our essays and we’re like

no that’s correct, you don’t understand. Do you know what I mean?
In a very real sense, Dona was in a one sided negotiation with Dr. Jackson, one sided
because she did not talk to him one-on-one in his office as apparently she wasn’t sure if it
was worth it. But with her laughter and her simulated conversation with Dr. Jackson, she
at least presented herself to me as a budding equal to Dr. Jackson, in contrast to Kevin

and Becky who tended to view Dr. Jackson as the one with ultimate authority and

themselves without any.
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Key Findings

According to the University, Dona had already been granted a certain measure of
legitimacy by her entrance exam. Her entrance to this new community was related to
three key findings.

e Dona’s participation was of a different kind and she did not fully
participate in key practices and routines of Freshman Composition 1.

e Dona appeared to bring to this class a sense of the expectations of college
writing and this served to foster her legitimacy as a member of this
community.

e With each essay, Dona was able to maintain an alignment with what

looked like college level writing.

| was fortunate to speak with Dona at the end of the 2011-2012 school year. She
approached the table where | was sitting near a coffee shop on campus, and still radiated
with the confidence of a happy college student. Her smile was broad and her “Hi Miss
Lisa” greeting was followed by a hug. Gone were the tears or worries about academic
performance. She sat down and we chatted about her winter and spring quarters. In her
Freshman Composition 1 class, her final essay grades were three Bs and two As. She
finished the class with a B+. She said she had learned in Freshman Composition 2 how to
“add to her essays ideas that were relevant” while maintaining particular organizational

structures. She felt confident in her ability to produce college level writing and had
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successfully written a twelve page paper for a sociology class during winter quarter. She
was looking forward to her summer school class of Freshman Composition 3. It appeared
that Dona felt prepared to meet the writing expectations of the rest of her college

education.

Dona came to Freshman Composition 1 with a measure of legitimacy already
granted by the University. She did not appear to feel the need to participate in all the
practices and routines. Not only had she already gained access to the community via her
entrance exam, but her potential membership was further confirmed by Dr. Jackson’s
grades and written comments on her essays. She was moving closer and closer to being a
legitimate member of this community, and in many ways was already acting like one. She
said she would not go see the instructor ““at least not until I see myself dropping quickly,”
a circumstance which did not come about as evidenced by her grades. Her final comment
about her grade on Essay #4 was, “I don’t care if I get an A (in the class). | just want the
A on this essay.” And then she laughed. It appeared that Dona was used to doing well and
had a hard time accepting less than what she thought she deserved. | suggest that Dona,
based on her background, had learned to make do on her own and did not feel the need to

fully participate in all the routines to gain access to this community.

Kevin, Becky, and Dona, although by different avenues, had all appeared to have
gained access to the college writing community. They participated differently and learned

how to produce college level writing. The next focal student, Mark, had a different story.
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Initially, he had been considered ready for the college writing community as evidenced
by his entrance exam score. However, Mark took a different approach to participation
and the challenges inherent in Freshman Composition 1, complicating his journey which

appeared less successful than that of the other three focal students. His story is covered in

the next chapter.
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Chapter 7

The Story of Mark

Mark came to Freshman Composition unsure of himself as a writer. His
engagement in the expected routines and practices of the class was minimal and along
with the subtle withdrawing of legitimacy of his potential membership by Dr. Jackson,

Mark’s ability to join this community became limited.

Entering a New Community

From the back row, I watched Mark come into the room on the first day of
Freshman Composition 1. Juggling skateboard, laptop, water bottle and backpack, he
found his way to the back row, against the back wall. He settled in, leaned his skateboard
against the cement wall and immediately opened his laptop. His crew cut hair, white t-
shirt, baggy shorts and flip flop shoes belied the fact that he was in a college classroom,
as he could have been dressed for a day at a park. Mark was beginning his journey into
college writing. | settled in to watch his experience as he navigated his way through this

new community.

Background

Mark’s family was Korean and, while his parents were born in Korea, he had been
born in Southern California. He had one sister who was in her third year at a major

university as a double major and on track to graduate in three years as opposed to the
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usual four. From the beginning of our conversation about his schooling, Mark expressed
the feeling that he wasn’t confident in his own abilities, describing himself as a being
“terrible” in English, even though in 7t grade, he said with laughter, “I got to Honors

English. I don’t know how.”

Mark’s parents did not go to college and did not speak any English. He did
not speak much about his parents other than to say their situation was sad when they got
married and moved to America. Aside from the following comments, he never mentioned

them again in any of our conversations.

R: Are your parents college educated?

M: No...uh...I don’t think they even went to high school.

R: Really?

M: Yeah...cuz, they (un) had a hard (un). It’s sad.

R: Did they move here from Korea or were they born here too?

M: They‘re from Korea. They were born in Korea.

R: [oK]

M: They came here. They got married. Yeah. So the first to go to college would

be my sister and I.

Mark began to learn English in elementary school although his home language

was Korean. He felt he struggled in school but was able to get by on his sister’s
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reputation, enabling him to enroll in a magnet high school that focused on enriched

studies and mathematics.

R:

M:

R:

M:

Did you go there (the magnet high school) since sixth grade?
Yeah.
So you went all the way through there? Did your sister go there too?
My sister went first and that’s how I went because to get into that school
you need magnet points and if you have a sibling...then it’s easier to get
nto...

[gives you points?]

Yeah...so I got in because of my sister.

At one point in our conversation, he elaborated on his high school experiences as he

struggled in his Honors English class and switched to regular English partway through

the year.

M:

... 1t was a little too hard for me so I chose not to take honors and I went
to regular English...then from what I remember it became more fun and
easier for me through high school.

mmmhmmm...because why?

Because I got to understand what everything was...like before...before I
had no idea what the thesis was...I had no idea how to write paragraphs

for essays...

298



R: mmmhmmm.

M: I had no idea what body one body two conclusions were and throughout
my years I...it gets better...they tell me to write more briefly...and like
how to make an essay better...add more adjectives...add more verbs...you

know.

From the beginning of his college experience, Mark was under pressure to be
successful in college, follow in the footsteps of his sister, and go beyond the schooling of
his parents. Similar to Kevin, Mark already had an avenue of access available to him
through his sister’s experience, which may have provided insight for Mark as to the
expectations and practices of a college student. However, unlike Kevin, Mark did not
appear to make use of this knowledge as his participation in Freshman Composition 1
was marginal and he did not appear to be ready to engage with his college experience.

As Mark entered the college writing classroom, he characterized himself as a
struggling writer. As evidenced by our final conversation and his declining performance
on writing tasks throughout the quarter, not much seemed to happen over the 10 weeks of

class to change his self-perception.

Repertoires/Routines/Participation

The following detailed account of Mark’s behaviors in Freshman Composition 1
contains specifics not found for the other focal students as | sat in the back of the room

next to Mark all quarter, a position that allowed me to closely observe him during each
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class session. The other focal students sat in other desks toward the front of the room and
my observations of them were therefore from a greater distance.

As indicated in Chapter 3, on the first day of the quarter, Dr. Jackson began class
by going over the syllabus, expectations, and required texts. The entire class was silent.
They did not ask questions or even consult with each other. All faced forward and some
took notes in a three ring binder. Similar to those around him, Mark did not raise his
hand, ask any questions, or respond orally to the instructor. Instead, he had his laptop
open as well as his phone. He focused his attention alternately between the instructor, his
laptop screen, and his cell phone key pad.

For the first two weeks of class, not much changed in Mark’s behavior. Rarely did
he converse with anyone other than to greet me and chat with the student next to him. He
came to class dressed in flip flops, loose fitting shorts and a t-shirt as did others in the
class, usually just in time for the beginning of the class. He always sat in the back row,
next to me. Greeting me politely each time, he would settle in, lean his skateboard against
the back wall, pull out his laptop and cell phone, and arrange them on the inadequately
sized desktop. Mark’s behaviors and use of technology were not much different than
most students in this class. He looked and acted like the other college freshmen in this

course.

During the eighth class session (the beginning of week three), Mark seemed antsy

in his back row seat. He bounced his leg continuously and his book was open, but his
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head slowly dropped forward and his eyes were closed. Dr. Jackson put students into
groups by rows and asked them to discuss particular sections of the reading that had been
assigned the previous night. Mark partnered with the student in front of him and they
discussed their assigned section. After a few minutes of a conversational hum, Dr.
Jackson quieted the class and, starting with the group closest to the front of the room, had
each pair share what they had discussed. Two groups prior to getting to Mark and his
partner, Mark got up, walked to the front and asked permission to leave the room. While
he was gone, his partner was left to share with the class what he and Mark had discussed
about the assigned reading. In retrospect, Mark’s leaving appeared to be an avoidance of
interaction with the class or instructor. In a future class session, when given the option to

either work in a group or work alone, Mark chose to work alone.

At the end of the third week, Dr. Jackson returned the first graded essay. Mark
flashed me the page on which the grade had been written and circled. He smiled briefly,
almost apologetically, and said, “Got a C.” He did not hand the essay to me but, instead,
furrowing his eyebrows together in frustration, appeared to be trying to make sense of the
written comments. Included in these comments, as well as in the comments on Essay #4,
was an invitation to visit Dr. Jackson in his office to go over some of the errors. Mark did

not go to Dr. Jackson’s office hours all quarter.

After a brief discussion about Essay #2, a profile of an intriguing person, group of

people, place, or community activity, Dr. Jackson assigned each row of students specific

301



paragraphs from one of three model narrative essays in their textbook. He chose
paragraphs from “I’m Not Leaving Until I Eat This Thing,” by John T. Edge, “Show
Dog,” by Susan Orlean, and “The Last Stop” by Brian Cable. Students were to look for
two characteristics of narrative writing. First, they were to look for temporal transitions,
words such as first, next, and finally, that clarified for the reader the chronological order
of the event being described. The second characteristic students were to identify were
action verbs. Dr. Jackson gave them the option of either pairing up or working alone.
Mark chose the latter. He quickly read the assigned section, shut his book, took a drink of
water, shuffled through his backpack and, finally, opened his laptop. He did not discuss
the essay, or the characteristics Dr. Jackson had asked students to look for in the text,

with anyone.

At the end of the fifth week of school, the instructor arrived at 2:08. Mark was
already seated in the back row, laptop open. As soon as Dr. Jackson addressed the class,
he announced a quiz. “Oh shit” was Mark’s quiet yet immediate response. The instructor
said there were two parts to the quiz and that they could use their books. During the
thirteen minutes the instructor gave them to complete the quiz, Mark flipped through his
text and wrote rapidly on notebook paper. He turned the paper in with the rest of the

class.

During the next class, Dr. Jackson collected and then redistributed Essay #2

drafts, each student getting one other than their own. They were to read their peer’s paper
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and write responses on an “Essay One Peer Review” evaluation sheet. ” There were eight
questions on the sheet. Three of them asked for a response in reference to whether or not
the essay was a well-told story that included appropriate and sufficient narrative details.
Three questions asked whether or not appropriate and vivid description was used, and the
final two questions asked if the writer had reflected on and discussed the significance of
the described event. Nine and one half minutes later, after appearing to read the four-
page essay and write remarks on the response paper, Mark put his response paper and his

classmate’s essay aside and opened his laptop.

At the end of the fifth week, students were put into groups again. As Mark sat in
his group, he texted on his phone and did not join in the conversation. After sitting in his
group for less than four minutes, Mark returned to his seat and opened his laptop. A few
minutes later, his phone went off but he ignored it and continued to scroll down his

computer screen.

On the day Essay #2 was returned, Dr. Jackson went over his proofreading marks,
but Mark did not appear to be paying attention and instead was typing on his laptop.
Unobtrusively glancing at his paper, I saw that he had received another “C.” Seven and a
half minutes later, Mark continued to type, even though Dr. Jackson was still lecturing.
At one point, Mark took a break from typing to discuss his plans for Friday with the
student sitting next to him. Twenty minutes into class, he was texting on his phone,

typing on his laptop, and then his phone rang, but he didn’t answer it. At one point, Mark
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turned to his neighbor and they discussed the difference between paraphrasing and
summary, which was the only comment he made in reference to what was being covered
by Dr. Jackson at the time. Thirty-four minutes into the class, Mark turned his computer
around so his neighbor could see it, they had a whispered discussion regarding the picture
displayed, and then he began to text on his phone. Thirty-eight minutes into the 50-

minute class, Mark was still typing on his laptop.

On Monday of the seventh week, Mark arrived late, sat down, opened his
computer and began to type. The instructor returned graded Essay #2. Mark did not look
at it, but instead stuffed it into his backpack and continued to type for the next 30
minutes. The instructor talked about oral presentations that were to be ready for the next
class session. Each student was assigned a particular chapter of the novel Into the Wild by
Jon Krakauer. The students were to be prepared to summarize the chapter, read a section

that they felt to be meaningful, and discuss why they chose that particular passage.

On the day that had been designated as Mark’s day to present, he was absent. As a
result, Dr. Jackson covered the summary and discussion of Mark’s section instead. The
following class, Mark returned, with his laptop. While other students shared their oral
presentations, Mark typed. Near the end of class, he began to text on his phone. Over the
next several days during student presentations, Mark either typed or played games on his
phone. Even when the student next to him was presenting, Mark continued to focus on

his computer screen.
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November 21, 23 and 28, Mark was absent. | talked with Dr. Jackson, and he
informed me that the student sitting next to Mark in the back row had dropped the class,
but, as of yet, the instructor had not seen a drop slip for Mark. On November 30, Mark
limped into class. He explained to me that he had injured himself during a dance
competition and could barely walk, which was why he had missed the last three classes.
Fifteen minutes into class, he was typing on his laptop and continued to do so until the
end of the session. On the last day of class, Mark arrived and sat in his customary seat

and, five minutes into class, opened his laptop and typed for the remainder of the session.

According to Lave and Wenger (1991), becoming a member of a new community
required active participation, yet it appeared that Mark was not engaged in such an
enterprise. In the contemporary fashion, as opposed to traditional, Mark used his laptop
and cell phone in the class every day. While these were tools of the modern classroom,
their implied purpose in class is to supplement classroom instruction, and therefore the
use of these tools was accepted as a common repertoire. Mark’s use of these tools,
however, was not always related to classroom instruction or activities and, therefore,
even though he appeared to be participating appropriately, he was not. He sat in the same
seat throughout the quarter, but his conversation was limited to the student immediately
to his left and tended to consist of discussions about activities outside the classroom.
When in groups or with a partner, his interaction was minimal. Even though group work

was an expectation of the class as stated by Dr. Jackson, this was a routine in which Mark
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did not fully participate. While Mark was only late one day, he was absent for four days
out of the quarter, missing more than 10% of class sessions. As | did not keep track of
other specific students’ attendance, I cannot say whether this was typical behavior of
these college freshmen or not. As mentioned in Chapter 3, other students’ behaviors as
well varied between full participation to limited participation. However, while most
students engaged in “school-like” behaviors, some students’ appropriate participation,
similar to Mark’s, appeared to be limited. Mark’s absences suggested a low level of
engagement in the class, which seemed to be in line with his other classroom behaviors.
Not only mentally, but physically, Mark placed himself outside the center of this class.
Within the confines of this classroom, Mark appeared to be no more a member at the end

of the quarter than he was at the beginning.

Expectations and Challenges

October 10" was the date of our first interview. We convened upstairs from the
classroom where we sat on the floor of the hallway. Mark sat on his skateboard, rolling
back and forth the entire time. It appeared that he was not ready to take this conversation
seriously and, in addition, he seemed nervous, evidenced by his shy smile and occasional

stutter as we talked about his experience as a freshman.

When | asked him about what he expected from the class and what he thought the

challenges would be, he had trouble articulating an answer. In his defense, most likely
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these were issues he had never taken the time to think about, much less articulate to

anyone.
R: So what do you think are going to be some of the challenges as far as
transition fromhigh school to college in writing?
M: In writing?...Ummm
R: Yeah. Specifically in the area of writing.
M: Ummm...let’s see.
R: And this 1s hard as you’ve only been here two and a half weeks...so...
M: A challenge is going to be writing long page essays...cuz in high school

the most pages | wrote was two pages max...

R: Oh really?

M: And then when I heard our first essay was three pages...I was like...oh...
I was kinda like...ohhh...that’s kinda a lot. | heard that in this type
of English class...in my history class, I have to write five pages so if my
writing gets better...if [ have to make up more words to make the pages

fill in...

Similar to all the focal students, the expected length of assigned essays was a
concern. In this short conversation, Mark’s only articulated expectation of college writing
had to do with paper length. While he identified the challenge, he also articulated a way

around it. In the instructor’s explanation for this first paper, he did ask for at least three
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pages of writing, While Mark was negotiating a response to the instructor’s expectations,
“making up words,” it was not a response that would be acceptable in the community of
college writers. It was as if, rather than work harder to meet the challenge, he was
looking for a way to circumvent it. As Mark had mentioned earlier, when he had
struggled in Honors English, he decided not to pursue the Honors Track the following
year. When finding himself in a difficult situation, it may have been a pattern of his to
seek an easier path rather than struggle in the current one. This path did not fit with Dr.
Jackson’s course description, which warned the students by saying the requirements of
this class may be “a more rigorous and sophisticated standard...than what has been
required of you in the past.” Dr. Jackson did not promote the idea of there being an easy

way around hard work.

When we talked about the upcoming essay, profiling a person, place or event, he

expressed concern trying to understand this new genre.

R: What about the content? Think that is going to be a challenge...like he just
talked about profiling.

M: Yeah...yeah...profiling.

R: Does that seem like a daunting task or...

M: Well it’s like it’s different. Like the first one was easier cuz it’s just like
description....blah...blah...like...all it talked about was something that

happened in your life but now it’s like a whole different (un) now we talk
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about profiling people...places...events... like theories that happened in

your life.

Mark appeared confused about the expectations for this type of essay. He sounded
comfortable with the narrative genre as he dismissively said it was “just description” and
had to do with an event in one’s life. But now Dr. Jackson was introducing another genre,
one with which Mark may not have been familiar. When introducing Essay #2, Dr.
Jackson had said, “This one is going to be a little bit more difficult than Essay #1...you
are going to be explaining something ...you need to bring yourself into it.” When Mark
described profiling as “theories that happened in your life,” he appeared confused about
the expectations of the content of this essay as he tried to mesh Dr. Jackson’s comments
about explanation as well as bringing one’s self into the essay. This confusion may have
contributed to Mark’s marginal participation as he was already struggling to understand

the expectations of this community.

When | asked him what he thought a successful college writer should be able to
do, he had trouble articulating his definition. “That’s a hard question...” was his initial
response. After thinking, he ultimately defined a successful writer as “a person that can
always find all those five things...those five factors that make a perfect essay, to get an
A...which is you always have that good...that good first paragraph, then you have that

rising action, climax, falling action and then the resolution.” The “five things” were
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concepts that had been covered the first day of class. But, as indicated in Chapter 3, these
five were actually reading comprehension, unity, development, coherence, grammar and
usage. Even though it appeared that Mark was listening in class, he was confusing the
specific elements of a narrative with the more general requirements for a well-written
essay. This conversation took place at the beginning of the third week of school. We
can’t know if narrative was a structure that he remembered from high school such that it
all sounded familiar already. But it is likely that Mark had never thought of what a
college writer should be able to do, or that he was not engaged in class enough to
recognize that college level writing required more than just the ability to write a story, a
genre that he had earlier called “easier, cuz it’s just like description.” So in a sense, Mark
is handicapped in terms of entering a community for which he has a limited

understanding.

When questioned as to how he saw himself as a college writer, he admitted to

being “nervous.

R: Do you see yourself as pretty confident or...

M: I want to say I’m confident, but I’'m nervous...like...I know... I know
there’s a lot of better writers than me. I’'m not...I’m not a very
good writer...but...ummm...I’m not THAT confident...

R: Ok

M: I’m supposed to be but...
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R: Why do you say that?

M: cuz...

R: [that’s interesting]

M: Cuz when confident, then know you can do well and you have to have

(un), you know...to do well

Initially, Mark’s concerns about Freshman Composition 1 were minimal, yet
because this experience was a new one for him, it was not unexpected that his ability to
voice his concerns and expectations was limited. Throughout the quarter his participation
remained peripheral and his writing performance declined, suggesting that his
perspectives on what constituted the actual challenges offered in this class misled him

and compromised his freshman composition experience.

Mark’s writing

Below are Mark’s Essays #1, #2, and #4 (Mark did not share Essay #3 with me)

and a discussion of the three different perspectives.
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Essay #1

E
My W
Proc ..« S Yo ¥ w »}&»‘" "i
10/07/2011 Yoyt
EsSay 1-Final Draft
lmmembcucoolandpeawﬁ;lMMAMQ@MEymaCitywldw N'\;L\—
l(mtedinSmnhKom.Iwmyomgmdwekas.abomrﬁ»ymoldmdmim.lwmona
. fmnilyuipwl(omwithmynmundsisterwvisilmyamuandnmle.wholhaven'lswnin
oversixyeamlm‘lmdmelomynlaﬁminKombemmﬂswas’:t;;‘lhirdﬁmsecins
them since I was born, Throughout the first week, my sister had girl time with my mom and aunt,
e cooking dinner, while my uncle and | were to have a boy’s night out inthe city eating silkworms /)(
and fried fish in the market stands.

L va(',“"\ )
M)&)ﬂc had a unique feature because] he was always bald and wore grey robes around

thecity.%n I never MMWI was always curious about why he never had hair and
wore the same clothes over and over again. | asked him, Uncle do you not have clothes? Why
isymulwadalwayssostiny?!”}htq)lied with a small Iaug;;tmdsaid,“lmaBuddhisl
mank. At a young age my mother ad father passed away because of cancer and the only place

had
that would accept me was the temple.” Even my own mom never told me about this s ‘oyg

s A dot b
rfaid. “you're too young, you wouldn’t understand.” Thinking about death becausewed
A (i
ilinesses started 10 scare me because, | wmathiddmlmighth;:j(soupday.

The next moming | \@ up from 2 loud vomiting noise coming from the bathroom. |

thought my uncle was just sick from last night’s buggy meal; however, it didn't look normal. He
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lnoked as if he was dying! [ was in shocb so [ ran to my aunt’s room where my mom and sister

w
were asleep and woke them up cpfisiderjely. As soon as my uncle stopped vomiting, he fainted /
in the bathroom. We called an ambulance as soon as possible and he was rushed 1o the nearest

hospital.

When my family and [ arrived to the hospital that moming, the doctor told us that he was
E . widl Haeun i
diagnosed with gall baddc:r Itisn’ta fnmeusargan te-beknowr-by-peeple, so they often ignore
)
the importance. However, the sickness ﬂw.t my uncle had wasn't something to be ignored. A

A a2 rum hom (ooad)
form of bacteria ca!.lcd] ﬁall stones were erupting in his bladder and the only way to cure-gall
way (W) W L.:lw A dy Ueent)
bladders-were-to-gentesurgery, and-remove-it by surseons-fo-eure /1.[ saw my uncle with his

eyes closed and an oxygen mask on his face because he was ready for operation. My family was

in shock because it was so unexpected. I-[aw can a man be so healthy one night and beecm:c a

-

zornbm the next morning? In fact, I el burspﬁg in tears because I thought gall bladder was a

form of cancer that would have killed him sooner or later,

‘\ l:“w u\ ¢
After hours of surgery, he was IE& in his hospital bed with a tube going down his Z
=

throat and white rapejd wrapped around his veiny forearms. I was curious about what the tubes
were for, so [ asked my uncle hOwhnrk;.}\My uncle replied, “Everything 1 eat, I have to blend
it into small pieces that can pass through ;}:\c tube, whether it's solid or liquid.” I was totally
fascinated by how things worked that way. A young, careless, and curious little boy I was.
Throughout the week, my uncle looked like he was getting thinner by day. It seemed like he

never had an appetite. Whenever the nurse or my mom brought in food, he would just set it on

the bed without
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* g:ﬂ.iughm:r.Immdmstayfﬂngcrjhnnwﬂiﬂ:lmnmw.igﬂwhimahmmdkiasnulu's /

E 3

mﬁmﬂﬂ&dhmmiﬂiwaﬂusiﬂhmn&gﬂhiﬂ:mmImmﬂyﬁr

food st any moment!
Juo (o) My s sboi-
Ih@mu%nfwmmhﬁmﬂmhmmmhm

M[Mmummﬂhﬂhh@mm,uﬂmj}mmmmﬂm‘;(w iyl ‘-.-.tJ.

ng:wn for my whole family because of my unele's wtnm]\%nmz
weeks, [ tried 1o get to know my uncle 2 little more thin before. He would always tell me 1o sit /
m'n-unnthnhndniu:hi:umdtc:llnuphisunduabmﬂwhummhmdmdufwnliﬁmm.

#r 's given on the table, pray, sleep, and pray again. hours of story time,
w,l\fll:ntudlardafnfmmy, He didn't go through one, but many operations to cure his gall
biﬂqdm. Emyﬁmhmmmawﬁumﬂnmmhﬁsmmfmhhlmﬁuhmpim
bed, he would have that sad prin on his face, It just looked like he didn't want to leave the room .
of be separated from me. | formed such a close bond with him that | would never cven forget

how his face looked like before every operstion.

Diring v
Wi the lust week of my stay in Korea, my uncle was still in the hospital, | made a /
visit every day with my mom mﬁmb@ﬁmmmﬂhltymﬁmmmh@ui

better. My aunt was working daily to help my uncle pay for the operations.

he )
)

shiny E‘urdwnnd,'i‘umisday,lmtbukmutﬁmurmmimn'mlﬂmmmbmm

important part of my life. To this day, be is healthy and alive.
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Essay #2
Professord NG

October 24, 2011

Changing Our Society into a Brighter Future %
ot It felt like | was in Antarctica that momning, because the early mommg bkr;e; was
Wt ﬂi;qug)m if'it was a hurricane. Waking up at five in the moming to see a brighter future was a
@ I'had to complete without getting paid. A special group of children and young teenagers h:t'l’

e Griffith Park Cleanup, hosted by The
-'d_:"is T-ruhjk {.‘-"tj'

Pacific American Volunteer Association, It is a private organization that is made by Korean
Lk
Lo

"
/ L
Americans who love the act and fellowship G@E environment. Most people however
UII-\A.L. B
call it “PAVA™ for short. It’s an exciting mmmumt}r service program-to preserve the «k,
A Ly )

. | ! FETAY

environment and encourage positive relationships with other local communities. Also, pwple )
Fal

can leam to expand volunteerism and teach the youth to be the next generation of leaders that are

the opportunity to participate in an event called,

committed to make positive improvements in the society.

I remember when my best friend, Minki, and | attended the Griffith Park Clean up.
because our parents forced us to do community service. }( }.@yahe of the first events &;iﬂ- (w)
‘wu\ PAVA took place in Griffth Park, located in the city of Los Angeles. Griffith Park isn’t just a
park where you see sandboxes, playgrounds, and basketball courts. It's a mountain that h LM

> \
J  atiractions such as, horseback riding, hiking, golfing, picnicking, bike riding up the mountain, /
f {

U'% and on the apex, mm‘sla_n_chs&vgzw with a huge telescope where people can see stars and

planets up close,
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My parents dropped off Minki and me toéé%@s the booth of PAVA, where we had to sign
up our names, the school we attended, and the year of birth. They gave us a free Ts}ui;fl;:i’#.
to wear on duty when we start the community service activity. The upperclassmen and p?evi@us
PAVA members made over two hundred fifty kids get in aline?tu receive gardening tools such |

=

as shovels, cultivators, hoes, garden forks, rakes, latex gloves, and trash bags. Our project and /: :

goal for this community service event was to clean up all the trash that was seen around the area

of Griffith Park.

As the event started, Minki and [ were walking towards the forest area of Griffith Park.
e 5;“-/\.5\ (A
We spcﬂe@f‘ beer cans, blunt wrappers, and used condoms on the floor. T had a feeling that
' —

typical teenagers were up here the night before, drinking, smoking, and having sexual activities
e
outdoors, We played a game of rock, paper, scissors, because neither of us wanted to pick Thup.

However, the result was a loss for me. Thank PAVA I had rubber gloves on...

We kept on walking towards a trail that led to a dead gnd. As we walked, @f waste
'WJ bien U‘% =
was just sitting next to the trees and branches that wefe broken off on purpose with axes. Most -y

DW‘” * [ shockingly, we saw dead squirrels that vierg killed on purpose! It wasn’t just a squirrel who fell

A 3
2 | off a tree and got squashed, it was an animal crime scene that looked extremely gc-r}\ with foot

| prints on top of the skin. I picked up every part of anything I saw and said, “Rest in Peace” and

l 3, bl §
| put it in the trash bag. Environmental amreness‘i‘amj mnservalianéi’san urgent lasls\that local

—_

’m}) { communities need to solve, By working together n;;i:nrujm we can help the earth and prevent

b\ any kinds of disasters, even animal cruelty.

P \

As the day went by, the sun was getting brighter and PAVA called all the members back

to the booth area. There were tables set around with 100% concentrated orange juices and
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Turkey sandwiches from subway for free. PAVA members all got together and mingled with one \-}"::‘“5
- il Vo

.
another from local communities and schools. ,h(jif(z’ The most valuable way of living is by I }.};
socializing, bonding, and sharing your achievements with one another. PAVA will help and H'I . \ .J}J‘

) o

() |
socialize with anybody of any race, gender, sex, and age whoazg willing to serve and help the

1.

a

J\
Cat
As the day hit about 12 o’clock, brunch was over. Everyone headed back into the
g [,.::l 1“;3

mountain area and sta:ted to finish up the cleanup. This time, digging and raking w@hcawly e -
e

environment safe and aid people. q

involved, because I‘J‘u’:j-r took us to a trail where all the garbage was stuffed inside the soil. Sy -
A
Y P WIS
Although it was hard, everybody ten@gyo have gxg;bﬁ.m than take it as “hard work™ because, / 3_'\.)- )
ful-\'l_
most people \M get the chance to be with a group of random people, or friends and work k““h
together as a team to do something virtuous.
- T :
Fwenghaut the end of the day, it was about four in the afternoon and everybody gathered
N
back to the booth area. As a team, PAVA collected over 300 trash bags of rubbish. All the ¥ ,.;033'9
members were told to stand in a line and receive a certificate and an honor award for {}:&
accomplishing the goal.

2 / A O
( Some people have fun to do work and get paid and some don't. I realized how important \"# —~

and fun an outdoor activity can be without even genmg pm% I would sglli doiteven if it wasn't
syl
for the hours of community service. It's@ﬂle experience and achievements you gain as a

G‘J’

=,

young teenanger to be remembered as in the future,

-

The Griffith Park cleanup is just one of the events, but 1 believe that it is the biggest one
I"ve participated in. There’s also the Los Angeles River Cleanup, and feeding the homeless

during Christmas week.

318



About sixty percent of Americans are in involved in volunteering services for various

reasons, such as to fulfill volunteering requirements for schools and jobs. Others just participa

for the satisfaction of it, which is even better! I wanted to make a difference and PAVA inspired WSV
e
me to do it. Not only did PAVA change my life, my acquaintances became friends, and this §° e

e

project rooted the volunteering spirits we teenagets never had. As the organization of community .J P:f“- Al

}' L,

service gets bigger, the people in the future will develop a good mental and personal character, / G:_-'.\x
P

’

experiencing many means to become involved in todays society. JARNEY ﬂ_ﬁ

e

G
Ths o« wl dsea J‘"E"'L ek o focuy & o A
G LI‘-!J-"‘ Ganat ,'r'— s fﬂlpw‘\"ﬂu.. PV Ak -‘r'rJ~L
‘\f\-g}" '""*‘j‘ N P T~ L'\“r&‘- Sy AU\ b‘?j hP! _'-JH\ _ TL.F(,_ vy aeemy

= 3~ = PYRTTE S N TRV YN e (mmjw-I
CR Ll‘k 4re wp e, nen L [}*}""‘x‘ I l'-l‘\q.g\- AT ;. -

LLa AN c\-'*—i“"ﬁul- == bt Lt | SM_'g.BLJlr'-\"\L

—_—

’TLJ‘L Y J.u- & r\u.-&u ,Prn‘ weary {.l-_i'_:""j thal
f.':'rmq;-f‘th-}""} ) LSE!.LE\RE\‘.l ?"“" N“*b‘; LL\_:'_-LLQ l'-"\J\

le\a 1-\/%1-'-.
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Essay #3

i
f

|
s

bl

/
|

L i
o

\
Chris was umdaq‘ual;lf in nature &m:dam wth somety in the p]easures of civilization. j‘ '

'\__,_,.p-"_"ﬁ—\.. T . T il "\‘_h_____ - !
Preferring only to survive with no tools, he challenges hmmelf, The -:mly thing hefh_ag\g:mng into |

the wildemess was a ten pound bag of rice, and a rifle that L wasn 't strong enough to even kill a
bear, and a map that showed Denali Park road. Chris shl{_,JJérw easy it is for a person to live
without money. Although money makgﬂ the world go mu-.md and mﬁ; ’E&nple happy, he
asserted that he did not need money because, it is inherently evil anxd";ade people greedy, Before

his voyage to Alaska, Chris donated all of his money to a famine relief fund and bumed the rest

of his cash in his wallet. As Chris ventures into the Alaskan wilderness, all of the obstacles and f

e e

[ A f
challenges he faced are related to nature, f:hris had to stride across frozen rivers, he is challenged |
b !
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English 1A
November 22, 2011 A
Into the Wil.:;{\[}emh and Bereavement H\ J L-—')"“\"
o There are people in this world who go out looking for an adventure. There are peoplé-.l r S
(_ . who have the mentality to think that they will never die. The natures and values of Chris e
, McCandlee’s ordeal in facing challenges near death experience consist of his journeys II'.i . -} o
throughout the wilderness in Alaska. Chris if._i type of guy who tcu:E to be somewhat shy, quieip <
and shows no emotions when he is around new people. He likes ex.r:itcmcnt and adrenalin whit:]zl'I L“r\;:
makes his personality into an animal out in the wild. At the age of twenty two, Chris wam;dto !I| o
clinch a thirst for adventure; his life \f_asabnut taking risks, experiencing nature and discovering I@ :;.L:,'-L
the feeling of ultimate freedom. He was not seeking evenness in the wilderness of Alaska. Chris II ‘. ‘\\‘L
wanted to experience life to the fullest with no regrets. =
7 9. J
5 B



o

. was for him to get a job. As he n'awi_é;)he ends up in Bullhead city, where he gets employed ata | w\'"

' &

by his own ignorance and iﬂﬁxpﬂfi%ﬁdth the wilderness, and in the end he is trapped in a
bus by nature. Chris has no :xpcltIEI;CBIP;hBISDEVCr with the wilderness. A regular guy wanting m

L T NN N e (_t}\‘\
go on an adventure fi ils through many holes &woughoul l'us Joumeys, Throughout his advm
e N

he faces challenges by meacung strangers and sharing roads with them. In Los Angeles, he is j'l

barely able to venture into the city before he becomes too disgusted by the idea of rejoining /

society.

Chris w’ﬁs_n?:lespemle for money; the only way to continue on his challenging j Juumey
Jr

.“-I [

Mec Donalds, He goes far enough as to opening his own savings account, and uses his real name p

for the first time to strangers and his social security number for the job. Chris never got to know | w"'j"
L,

(\ his coworkers very well. Whei{ ;}[ﬁs quit the job because he didn’t have a good hygiene, he tried \r w:‘J\m
1o hide from his coworkers the fact that he was a homeless, camping outside of town living in a I.i “‘i'f;
/': semi deserted mobile home. No matter what, even if people try to care about him by giving him ’ T
/ clothes or food, his instincts tell him to deny it. I 9\." \\\
(' Throughout Chris’s life, he had natural talents in many things. Heﬂ;uié;ﬂ very skllied
at different sports, but would always refuse to follow specific instructions from other people and | F“-‘ '\*
coaches. Chris never thought of & strmg}r Even when Chns thought of going mw 1hc mldcmess . \:L_.,
i, ‘% "f 1o survive, he had no strategy. Instead, he tne;Er ;m:r ac.mmpllsh pmhzms with M .! :: ﬁ‘;}
ik'w ) which often fead 1o Trustraion. Chris understands other people’ lives by those who are left | *‘; \
behind, such as talking to homeless people and pmsﬁn.vzl;uying them food and giving them fl'l o
the comfort what any human being needs. .\"] C}I w{ ;.ff L A
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| ™\
/1| Notonly McCandless was an adventurer. Zraukcr and Chris were similar in some ways.

They’t/ hoth self-absorbed, passionate, and had harsh childhood growing up with prubl&ms

wﬂh malc figures. Krauker loved challenges, as well as trying out new things. When he was

| young, he would be obsessed with climbing and fantasized about taking risky climbs that would

" bealifeor death situation. “Tt is easy, when you are young, to believe that what you desire is no

less than what you deserve, to assume that if you want something badly enough, it is your God- i

given right to have it.” (Krauker, 155) At the age of twenty three, he plaflk_fu climb the Devils

Thumb, in Alaska. As he starts his journey, he already faces Death and Bc_:_-aavemenls because a

snow storm breaks and he loses his sight, making him almost fall into the cracks. “I thought
climbing the Devils Thumb would fix all that was wrong with my life. In the end, of course, it
changed almost nothing.” (Krauker, 155) When a couple days pass, and the weather got clear, he

starts to challenge himself and climb again however the snow was too thick so he had no choice

the match into a bag of trash, where it starts to ignite and caich on to his tent. No matter how

many days passed, Krakuer would not give up and try to climb that mountain with glory. The

J——
difficulties he faced were very stressful. Stressful enough to almost make him give up, however,

failure was not an answer to him. Unlike Chris, he was more experienced with nature and knew
what was right and wrong. Krauker had a mentality of a climber who knew when it was safe or
not. Chris on the other hand, is an inexperienced adventurer who risks his life no matter what

death means to him.

322

e

-n'iht'
1
e

(s

A

hotaa
l.;?r_\ﬁ]}' .
[

WY
.

xS

L

-Ew""")" !
Y

Dk

A

A
Wt )
L‘}a

«\--I-'



L3

MecCandless’s challenging journeys continue as ha-ﬁﬁimc's)acrms an abandoned bus,

which was stocked with necessities, so he decided to make tf'!_‘m his comfy shelter for a while. His

major challenges start to begin here. He quickly becomes starched and hungry, however, as the i
o Lovinkes e NN
"'3

snow melts, the weather gets better, he : copes his wa:,r of becoming a successful hunter and barry
picker on a daily. McCandless decides to make the bus his own territory where no human lifeis |
able to be seen. After weeks of successful hunting, he kills a moose, thinking that he can then
last the winter and spring on the meat, he realizes that he doesn’t even know how to cure the rawf'l'
/)

meat 50 it doesn’t indulge. Later on, he fecls guilty of what he has done for wasting an animal. |
) 1'\ L L (e m% \_
McCandiess lacked Icrmrwledge and skills that could have helped him survive, He is

| L de> | h;msel}]r to hla‘;ﬁhf h1s m'rogamc nce ind 1gnoran\ﬁ'£is ﬂ“’;‘l?&‘.ﬂE ‘Krauker finds an an.u.le 1 k \
e et R
Mt - about a dangemus rnold that can grow on piams in wet climates, which happened to have killed |

e :\ Ill

i ™1 McCandless. It makes his body feel very weak and hopeless. The berries he has been eating was|/

useless because of the poison.

MeCandless is one 01' the I::rarve*vl guys I know, because he wasn't afmd of dymg In far.:t.
I
he dlﬂd off a wish tha1 he had alw&ys wautmd lo conquer Dymg hapq;ul:,r w:lh no regret is 0ne \ !
ol

way | would llke to lca\rc the world. Bel‘ure his death, his diary contained a goodbye messagem Ley f‘\l

that noted, "HAPPINESS ONLY REAL WHEN SHARED” (Krauker, 189) “HAVE HAD A | |'

HAPPY LIFE AND THANK THE LORD. GOODBYE AND MAY GOD BLESS ALL!® /

(Krauker, 199)

Ibelieve that a person who has big dreams and goals, are able live the happiest lifc. No

‘u

matter what slops you from doing something you love, doesn't mean you can't do it. When you \
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L 2 AT
Wi

N
A . A L o
are faced with a difficult situation, you cope them by trying over and over again, Nothing \ e
— e — T -
is impossible in the world! A role model of mine that relates to a story like, Into the Wild,isa | = Aot
I Cy TT
man named, Bear Grylls. Grylls is an English adventurer, survivor, and writer who has his own A

television show about surviving the wildemness. He goes through tremendous adventures and
discoveries by himself, with nothing but a knife. If it werent for him and his disgusting mﬁ.hg < u_ﬁ,_]l\» 5
habits of live animals and insects, I wouldn’t know how to survive if I ever got lost in the wﬂ-ﬂ_. . ,;w;".;\ .

Grylls writes, “There is a purpose to these disgusting foods. If you're going to self-rescue, T

:I . ‘\.
you've got to move. If you're going to move. you need energy, and if you need energy, you've 1 o
| L
got to find food."(The Bear Grylls Survival Manual, p1) Any survivor or people, who died R '5r
!
| 5o
coming across the natures of wilderness, are considered the bravest of this world. Grylls states |~ "
i wpTd
St

that, “The people who survive in all the great stories of survival are people who leave their i

| \
prejudices behind and do whatever it takes, no matter how unpleasant it is.” (The Bear Grylls | Lo 1-“\'
Survival Manual, pl).
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Perspective #1 — The University’s Rubric

Table 10

Mark’s Essay Scores by Three Readers

University entrance exam  Essay #1 Essay #2 Essay #4
8 1% Rder - 4 1% Rder - 3 1% Rder - 2
2" Rder -3 2" Rder — 2 2" Rder -2
3" Rder - 3 3" Rder - 4 3" Rder - 2
Avg - 3.3 Avg- 3.0 Avg - 2.0

Note: Scoring based on a 6-point scale and scores in bold are the averaged scores of the
readers; “Rder” stands for Reader; “Avg” stands for Average

As seen in Table 10, Mark’s entrance exam scored an 8, just high enough to
permit him to enroll in Freshman Composition 1. As a researcher conducting a study in
Freshman Composition 1, | was given access to his entrance exam essay. As indicated in
Chapter 4, | was not given any input on the essay other than the final score. Measured
against the rubric and according to my analysis, Mark’s essay was clear and focused, and
attained a certain level of sophistication in word choice and sentence structure. Grammar

errors were minimal and did not disrupt the flow of the piece. The introduction was
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organized and the thesis statement clear. He referred back to the prompt and text used for
the exam throughout his writing. It is clear why he was able to enroll in the freshman
composition class. What is not clear is the decline of his writing in papers for Freshman

Composition 1.

As indicated in Chapter 2, using SW University’s rubric to evaluate Mark’s
essays in Freshman Composition 1, two additional readers and I independently scored
each essay. | gave Essay #1 a score of 3 as, even though it competently followed a
narrative structure, I found the prose to be characterized by “frequently imprecise word
choice; little sentence variety; occasional major errors in grammar and usage.” The
grammar issues as a whole severely detracted from the essay’s content. The second
reader also gave it a 3 and added the comment that the essay “missed some of the
assignment and had too many careless errors.” The third reader also gave it a 3.

| scored Essay #2 as a 3 as it lacked elaboration with examples and had frequent
usage errors. The second reader scored it with a 2, citing “serious errors — missing much
of the assignment.” The third reader gave it a score of 4, which means there were at least
two points between the scores. As the third reader did not write any comments to support
his score, | cannot account for this discrepancy. And finally, | scored Essay #4 with a 2,
as did the second and third readers. This paper showed “serious weaknesses, ordinarily of
several kinds. It frequently presents a simplistic, inappropriate, or incoherent response to

the text, one that may suggest some significant misunderstanding of the text or the topic”
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(SW University 6 Point Writing Rubric). The second reader’s comment was, “How did

this student pass SW University’s entrance exam?”

Table 10 indicates the SW University’s exam results, along with the three outside
readers’ scores on the assigned essays. Interesting to note is that any two scores by the
outside readers for each of the Essays 1, 2, and 4, if added together, would not have been
considered competent college level writing according to the entrance exam rubric for

which passing was 8 on a 12 point scale.

Perspective #2— The Instructor’s

Table 11

Dr. Jackson’s proofreading marks on Mark’s essays

Proof reading mark/symbol Essay #1 Essay #2 Essay #4

8 3 0

3 4 0

LN

(squiggly line under word(s) 4 7 12

Agr 2 2 0

328



Coh 0

Comp 0
CS 0
Dev 1
Dig 0
Exact 2
Frag 0
Lc 2
Logic 1
Mixed 1
Num 1
Ref 0
Shift 1
T 3
Trans 1
Usage 1
Voice 0
W 3
Wc 3
Ww 1
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Essay #1 was a narrative, and the emphasis during class instruction was on
writing a “well told story with vivid details and a clear significance.” Dr. Jackson’ first
comment on Mark’s Essay #1 was in reference to the title. Although Dr. Jackson had not
specifically asked for one, the inclusion of a title may have been an implied expectation
in a college class. Mark received eight check marks, indicating good use of narrative
details; three stars, indicating use of good descriptive details; and six underlined phrases
and sentences, a reference to significance. Overall, Mark followed the structure of a “well
told story,” using details and making references throughout to the significance of the
event. Dr. Jackson’s initial comment was positive, writing that Mark chose an appropriate
event and described it sufficiently, however needed to further explore the significance.
This remark was interesting, as Dr. Jackson had underlined six different portions of text
that he considered significant/reflective. During class, he had not specified how many
reflective comments in reference to the significance of the event were required nor, more
to the point, how the students would know when they had “reflected” enough. A
reference to the need for more writing regarding the significance of Mark’s experience
was included in the final comment on the essay, “...there is room for more reflection on
its significance,” asking Mark to explore the implications of family illnesses and
intimacies that surrounded Mark’s experience. Based on the combined check marks, stars
and underlines, and Dr. Jackson’s initial comments, “...a well chosen incident” with
“vivid details,” it appeared that the content of Mark’s essay adequately though not fully

met the instructor’s expectations.
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In spite of understanding the structure of a narrative, Mark struggled with
grammar and usage. Prior to the due date of this first essay, Dr. Jackson had covered
grammar issues during three successive classes related to the use of verbs, adjectives,
adverbs, and proper nouns as necessary for descriptive pieces. He also spent time
specifically looking at fused sentences, comma splices, verb tenses, simple past versus
past perfect, and dialogue punctuation. His final warning to the class about editing was
“Too many mistakes can drag your grade down.” On Mark’s essay, there were multiple
grammar errors (see Table 11). Dr. Jackson crossed out six different phrases throughout
this essay and replaced it with another phrase directly above along with several other

corrections, as in the following:

remove them (exact) was (w)
“...the only way to eure-gal-bladders-were-to-go-into surgery, and-remeve-it-by
Surgeons to cure it.

He wrote a “w” over certain phrases to indicate wordiness, and crossed the wordy phrase
out completely:

w
“. ~te-be-knownbypeople...”

Other phrases, without writing a proofreading mark, he simply crossed out and rewrote
above them, as in the following:

My plans about
“Whentwasthinking-about-al-thegoed-food...”
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Dr. Jackson did not explicitly cover the issue of “wordiness” in class; however, he still
held students accountable for writing clearly and succinctly. It is possible that he assumed
students already must have known this from their experiences in high school. In addition
to indicating wordiness on Mark’s paper, Dr. Jackson marked mistakes of capital letters,
agreement, and lack of transitions, all issues that he had talked about in class.

As Dr. Jackson acknowledged in his final comments on Essay #1, Mark met the
general criteria for a narrative, yet he still received the grade of a C. Apparently, to write
a good story was not enough. The writing had to also demonstrate a competent grasp of
Standard English which was exactly what Dr. Jackson had told the class prior to their
turning in Essay #1. Also, within these final comments, he wrote “...the frequency of
grammar and usage errors is a distraction to the reader” and then invited Mark to visit
him during office hours: “be sure to bring a draft of Essay Two by my office next week
so that we can talk about these in more detail.” When Dr. Jackson invited Mark to visit
him in his office, in contrast to the casual “drop by with a draft” in Becky’s final written
comments or the “let’s keep working” on Kevin’s, the use of “be sure to bring a draft”
implied a different tone and was more a directive than an invitation.. After this comment,
Dr. Jackson did write, “let’s work...” indicating his desire to work together with Mark to
eliminate the frequent grammar and structural errors. It appeared that Dr. Jackson was
offering an avenue for Mark to gain access to college writing, yet Mark shared with me
that he did not go to Dr. Jackson’s office hours all quarter. Consequently, Mark did not

have the experience of one on one conversation with Dr. Jackson that may have fostered
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his potential as a member of this community and moved him closer to college level
writing.

Essay #2 was to be a profile. During class, Dr. Jackson defined this as “reporting
detailed information, having a coherent organizational plan, deciding on the role of the
writer, and choosing the perspective/dominant impression/significance of the piece.” He
spent six class sessions talking about these expectations and he had them read examples
from the textbook for homework and then in class, they reviewed the examples to
identify the features of a profile. He listed specifics on the board (see Chapter 3) and
again, emphasized the dominant impressions, or significance, as an important concept to
convey to the reader. His final comment on the day before the essay was due reminded
students of the need to proofread and edit the piece.

Mark’s Essay #2 only received three checks (good narrative details) as opposed to
Essay #1’s eight. However, Mark received three stars (descriptive details) and ten
underlines (evidence of significance/reflection). Aside from grammar and usage errors,
Mark seemed to be meeting the criteria for the profile until the third page where Dr.
Jackson wrote three comments calling for more development of the text: What reasons
did some of the people give for participating? (dev); Good but worth a bit more narrative
detail. (dev); What words did they leave you with? (dev). On Essay #1, Dr. Jackson had
asked for more attention to the significance of the event as well as for editing. On Essay
#2, he was asking for more detail, dialogue, and development of ideas. All of these

suggestions appeared to be attempting to push Mark to think more like a writer, to dig
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deeper into the essays’ topics. The editing and proofreading were necessary as well, but
this call for focus on the content suggested Dr. Jackson’s expectation that college level
writing included college level thinking. The grade on Essay #2 was a C.

In addition, Mark continued to struggle with grammar in Essay #2. Rather than
writing proofreading abbreviations, Dr. Jackson corrected several mistakes of word
choice by simply writing in the corrections. In this first paragraph, four errors of
inappropriate word choice were marked, along with issues of coherence and verb tense.
Several corrections were made that simply changed what Mark had written, without
leaving a proofreading mark, which may have been an indication of frustration on the
part of the instructor as these were the same issues that he had marked on the first essay.
Following paragraphs are also marked up with comments, proofreading marks, and

corrections along with some positive check marks and underlined sections.
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Changing Our Society into a Brighter Fuure %
RN, i
) It felt like I was in Antarctica that moming, because the early momning breeze was
I'a.".ll" I"'"j ; L ——
flowing as if it was a hurricane. Waking up at five in the moming 1o see a brighter future waz a

¥
@ I had to complete without getting paid. A special group of children and young teenagers hay

the oppartunity to participate in an event called JThe Griffith Park Cleanup, hosted by The

————h )

. » ] T‘ b l:.l-.l L:l

Pacific American Volunteer Associa.li%lt is a private organization that :;:ina;l: by Korean
AN, ~— .\

Americans who love the act and fellowship u@: environment. Most people however

} ) R 1.15-\.&{-. L
call it “PAVA™ for short. It's an exciting community service program-topréserve the "

N A ey R

B - i R R L1
environment and encourage positive relationships with other local communities. Also, people )
P

can learn to expand volunteerism and teach the youth to be the next gencration of leaders that are

—_—— —

committed to make positive improvemenis in the society.

Essay #2 had multiple corrections throughout and a section underlined, “Some

people have fun to do work and get paid and some don’t,” with Dr. Jackson’s comment in

the margin of “not sure what you mean here,” a comment that did not appear on any of

the other focal students’ essays. In the comments at the end of the essay, Dr. Jackson

stressed the need for “editing and proofreading, especially for word choice and verb

tense,” underlining the words for emphasis. This time, he did not request that Mark bring

the next draft to his office. Along with Mark, Becky had received an invitation to visit

Dr. Jackson for help in the final comments on Essay #1, but apparently she was meeting

his expectations for writing as evidenced by her grades and he did not write another

invitation on subsequent essays. Furthermore, as she was already participating in office

visits, perhaps the invitation was not necessary. Neither Kevin nor Dona were explicitly
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invited in writing to participate in office visits, but that may be because Kevin was
already going to Dr. Jackson’s office and Dona’s grades did not indicate a need for extra
help. In Dr. Jackson’s final comments, he complimented Mark on the topic choice and
the emphasis of its significance, so again, Mark appeared to competently meet at least
some of the content requirements, but not completely.

Mark did not share Essay #3 with me, but did tell me later that he had received
another “C” on that paper. He gave me Essay #4, which was to explain a concept or
theme from Into the Wild, one of the two novels read in class. It was similar to Essay #3
in that it was the same genre, an explanation of a concept. Dr. Jackson explained in class,
Essay #4 was to have “a focused explanation,” so there was no confusion as to what is
being explained, “a readable plan” so the reader does not get lost, and “an appropriate
strategy” for the approach or format (see Chapter 3 for a more detailed explanation of the
expectations for this essay). For Essay #4, students were given the choice of possible
approaches to this essay. He mentioned that they could write a profile, explain a concept,
or write a combination of the two. He talked about either writing a narrative or using a
comparison/contrasting strategy for their essay.

On an interesting note, Mark was absent on the day this particular essay was
introduced, which may have further complicated his understanding of this type of writing.
On Essay #4, Mark did not receive any checks or stars, and received only one underline.
Dr. Jackson’s first comment set the tone for the rest of his feedback: “Vague and

incoherent intro.” This was in contrast to the discussion in class regarding the importance
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of not confusing the reader. Dr. Jackson appeared to be frustrated with Mark’s essay as
the grammar corrections were minimal even though the essay contained multiple errors,
and instead wrote comments in the margin asking about coherence, relevance, and
digressions, another breach of the in class instructions regarding clarity and unity of ideas

for this paper.

The lack of proofreading corrections is in contrast to the other two essays on
which Dr. Jackson had made multiple editing marks and rewrites. Twice, Dr Jackson
seemed to insinuate that Mark did not understand the novel and wrote the abbreviation
“comp” (comprehension issues) along with a wavy underline next to statements Mark
made about the character in the novel and then questioned what Mark had said by writing
in the margin, “really?”” and “according to who?” During class discussions about Into the
Wild, much was centered on the character as a person and his preparation to go into the
wild alone. Mark’s general statements about the character’s having “no strategy” or
“lacking knowledge or skills” suggested that Mark had neither been listening during the
discussions nor engaging in a close reading of the novel, more indications of his lack of
participation in as a member of this community. Additionally, Mark did not follow MLA
style for the “Works Cited” page although Dr. Jackson had spent time in five class
sessions on how to use MLA formatting style. Also, Mark did not follow the prompt
regarding the requirement of citing at least two sources and did not follow MLA format

in the in-text citations, which he formatted inconsistently:
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“...in the end, of course, it changed almost nothing.” (Krauker, 155)

“...if you need energy, you’ve got to find food.” (Bear Grylls Survival
Manual, pl)

In Dr. Jackson’s final comments, his frustration was evident, starting with his first
line. For the last time in writing, he invited Mark to come to his office hours and
encouraged him to “hopefully” take more time with the next and final essay. And again,
Mark ignored Dr. Jackson’s request for an office visit.

In sum, Mark’s first two essays seemed to be somewhat in line with the
instructor’s expectations. He wrote a narrative for the first one, following the guidelines
set forth by the instructor, using the attributes of a “well told story.” The second essay
was similar in format, and again, Mark wrote in the narrative genre which was one of the
options offered, although according to the instructor, Mark needed to develop sections to
a deeper level. Mark struggled with Standard English, and Essays #1 and #2 each had a
similar number of errors. Problems compounded in Essay #4. In Essay #4, Mark seemed
to struggle with the genre required for this assignment, an explanation rather than a
narrative. According to Dr. Jackson, Mark’s essay was incoherent and difficult to follow,
and he pointed this out all the way through the piece. His writing was further impeded by
multiple errors in grammar and usage. The final grade of D- on Essay #4 is an indication
of Mark’s struggle with this assignment. Mark’s apparent inability to completely meet the

expectations for college writing and his non-participation in the key routine of one on one
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conversation with Dr. Jackson was an indication of Mark being outside this community

and therefore limited his potential of full membership in this class.

Perspective #3 — Writing as a Member of the College Community

From the very beginning, Mark appeared to struggle with joining this new
community. As evidenced above, his level of non-participation in the practices and
routines of this class increased throughout the quarter. He struggled with balancing his
multi-membership in other groups when he missed several class sessions due to an injury
that he incurred during participating with his “dance group,” another community of
practice of which he was apparently a member. He did not participate in Dr. Jackson’s
office hours, even though doing so was an implied routine in the classroom as well as an
explicitly written invitation on two of Mark’s essays. Mark was not eager to talk to me
and after our initial conversation, and as we did not talk formally again, | was not able to
question him as to his reasons for not going to Dr. Jackson’s office. So in a real sense,
Mark “left” me just as he’d “left” Dr. Jackson. Clearly, Mark did not display an eagerness
to engage in Freshman Composition 1 and its routines. | suggest that a critical factor in
Mark’s apparent inability to join this community was Dr. Jackson’s subtle withdrawing
of Mark’s legitimacy as a potential member of the community as well as Mark’s response
to the Dr. Jackson.

Several times during class throughout the quarter, Dr. Jackson made references in

class to students at this university who struggled with written English and with grammar,
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and the comments on Mark’s Essay #1 appeared to place him in the “struggling” group.
Looking at Dr. Jackson’s “voices” in his response to Mark’s essays helps us to see this
occurring. On Mark’s Essay #1, Dr. Jackson started out as the “counselor” and made
several positive marks in the margins indicating a “nice start,” with check marks and stars
throughout. In his written comments, he complimented Mark on a “well chosen incident”
and “vivid details,” even calling this a “promising essay.” These were all encouraging
words and legitimized Mark’s first attempt at writing in college. While it was not a
perfect essay, Dr. Jackson suggested through his comments that the potential for Mark to
become a college writer was there. After those initial comments, Dr. Jackson shifted to
his university voice. He indicated a need for more reflection on the significance of the
described event, a reiteration of his classroom instruction regarding the need for narrative
writing to include a “well told story, effective description, and an indication of
significance.” He also made multiple corrections on Mark’s paper and in his written
comment pointed out that the frequency of grammar and usage errors were “distracting, ”
echoing the College Composition Program Manual that said this class was to teach
students “to use the complete composing process recursively, including invention,
planning, drafting, revising, proofreading, and editing”” (emphases mine) (see Chapter 3).
His final written comment again reflected the counselor voice with his inclusive “let’s”:

“Let’s work on weeding them (the grammar issues”) out this quarter,” an opening for

* Italics are my words explaining the preceding pronoun.
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Mark to work together with him, to be part of the community of writers as it were. It is
interesting to note how in this essay Dr. Jackson surrounded his corrective comments
with positive encouragement in the beginning and an invitation to work together at the
end. This pattern of comments did not appear in the next two essays.

When Mark received graded Essay #1 in class, he had shown it to me with what
appeared to be an apologetic face for the “C.” As he told me later, he did not respond to
the invitation to Dr. Jackson’s office hours. While I can’t know Mark’s thoughts, it is
possible he did not recognize Dr. Jackson’s as a resource for help with writing his essays
or he did not feel comfortable meeting with Dr. Jackson in a one on one situation in spite
of the implied and overt invitations to do so.

Essay #2 was also covered in Dr. Jackson’s corrections, suggesting perhaps that
Mark was now one of “those students” at the university who struggled with the English
language. Similar to his comments on Essay #1, the final written comments on Essay #2
began with positive remarks, “a well chosen topic...with a clear sense of its importance
and value.” Then Dr. Jackson moved into his university voice with the suggestions that
there was room for “more detail and room for more dialogue.” He also pointed out, as in
Essay #1, the need for editing and proofreading. This comment differed from Essay #1°s
in that there was no invitation to his office, no “let’s work together.” Instead of finishing
with a counselor’s offer of help, the comments ended with the University’s expectation
for writing that does not need corrections. Dr. Jackson appeared to withdraw the

previously offered path of access to his office.
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Dr. Jackson’s marks on Essay #4 exhibited a distinct level of frustration. In
contrast to his comments on Essays #1 and #2, there were no opening positive remarks
and no encouragement in the final comments. Instead, Dr. Jackson made a short
suggestion to bring in a draft and an admonition to “take more time with the next essay.”
His asking Mark to come to his office differed considerably from what he wrote in the

first essay, which read like a friendly invitation, somewhat colloquial (“Be sure to’’) and

inclusive (“we” — meaning Dr. Jackson and Mark):

“Be sure to bring a draft...by my office...so we can talk about these (grammar

and usage errors) in more detail.”

In Essay #4, the comment read as a straight-forward directive (‘“bring”) written after

comments about an incoherent essay and a reference to the next one to be written:

“...and bring a draft of it (the next essay) to my office.”

Moreover, this time the purpose of a visit, if Mark chose to participate, was to figure out
a “topic and plan,” a much larger issue than one of grammar and usage. This lack of
encouraging comments appears to reflect a withdrawal of access to the university
community through the counselor as sponsor. In his final comment, Dr. Jackson wrote,

“Hopefully you’ll be able to take more time with the next essay...,” an indirect criticism
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regarding Mark’s choices for how to spend his time, but unless Mark came to his office
for help, Dr. Jackson didn’t appear to have much confidence that he would do any better.
Unfortunately, due to Mark’s unwillingness to talk to me about his experiences in this
class, I have a limited view of his thoughts and can only view his responses to Dr.
Jackson’s feedback as reflected in the decline of writing quality and lack of contact with
Dr. Jackson or the other students in the class.

Ultimately, as indicated, Mark’s grades were C, C, and D- on the essays that he
gave me and C on Essay #3 which | did not see. In a final conversation on the last day of
the quarter prior to the final, Mark told me the class had proven to be more difficult than
he had anticipated. He was used to high school teachers who “would often let mistakes
slide.” He faulted the instructor for being “so picky and counting off for every mistake.”
He also said, interestingly, that he was ready to “go on” to the next class. After several
failed attempts to reach him during spring quarter, | contacted Dr. Jackson who informed
me that Mark had received a C- in the class, which was not a passing grade, and that at

some point prior to college graduation Mark would have to retake the class.

Key Findings

Initially, Mark seemed to be a good though not excellent candidate for successful
entry into the college writing community. On one level, he seemed to be comfortable

with being a college student as he fit right in socially with his flips flops, skateboard, and
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electronic devices, and he had passed the written entrance exam. However, three key
findings related to Mark’s membership in this community of practice as well as his

writing change this perception.

e Mark did not participate much in the important routines and practices of

Freshman Composition 1.

e The instructor gradually withdrew his fostering of Mark’s “legitimacy” as
a member of the community via comments — and ultimately paucity of

comments -- on his papers.

e The quality of Mark’s writing declined throughout the quarter.

Freshman Composition 1 was an introduction to college level writing. While
Mark was familiar with “school” practices, having graduated from a magnet high school
and having passed the entrance writing exam for the University, the expectations of this
class and his response to them seemed to ultimately cause him difficulties. On the
surface, Mark understood and participated in some of the routines-- the use of
technology, some classroom behaviors, and essay writing. He did not participate in
others -- office visits, group participation, and consistent attendance, speaking up in class.
In the context of this class, it appeared Mark either did not understand how to make sense
of what constituted this community and being part of it, or chose not to understand.

While it likely not the case that Dr. Jackson’s responses to Mark as a student and as a
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writer through written comments and classroom comments was the cause of the decline
in quality of Mark’s essays, Dr. Jackson’s and Mark’s interactions surely round out the
portrait of this decline, and it is not surprising that Dr. Jackson’s responses to Mark and
Mark’s responses to Dr. Jackson boded poorly for Mark’s membership in this writing
community.

Granted, aside from our one interview, | only saw and talked to Mark during class
time. There could have been a multitude of mitigating factors that contributed to his
difficulties in becoming a successful member of the college writing community. While
Mark’s struggles cannot be fully explained, his experience does raise some key issues
surrounding membership in a writing community, especially the mutual granting of
legitimacy and authority between the instructor and newcomer. This instructor-
newcomer relationship may well influence the newcomer’s level of participation in the

avenues offered toward community membership.
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Chapter 8

Conclusion

In this dissertation study, my key purpose was to contribute to educators’
awareness and understanding of the social/cultural processes at work as freshman
students attempted to enter a new writing community at a major university and to a better
understanding of their writing during the transition. For the students in this study, this
entrance into a new writing community came with its own challenges and difficulties;
some students appeared to make the transition relatively easily while others struggled.
Drawing primarily on Lave and Wenger’s (1991; 1998) notion of Communities of
Practice and the elements inherent in entering a new community of practice, | found that,
while some measure of participation was part of the process of successfully joining of a
new community, the mutual granting of legitimacy by the instructor and the student was
key in fostering students’ potential inclusion and eventual full membership in this new

community of practice.

At the beginning of my study, I discussed previous research that had been done in
educational settings that addressed the issue of students moving from one context to
another as well as learning to write in a variety of contexts. My findings align with
multiple other studies discussing the need to learn with regards to joining a new

community of writers and the importance of learning as a part of this process of joining.
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But in addition to previous research, my study offers another perspective on the
experiences, challenges, and successes of high school students who met the criteria set up
by the University to enter Freshman Composition 1. My study also looks at how the
community is built through student and instructor interactions and the avenues of access
offered to the students through three instructor voices. My findings create an awareness
of the complicated process that even seemingly successful students go through as they

join a new community.

Participation

Wenger (1998) maintained that to become a member in a new community
necessitates a certain level of participation, whether it be as a fully immersed member or
only as a member on the periphery (Lave & Wenger, 1991). Wenger also specified that
participation does not necessarily mean collaboration, but involves all types of
relationships, “conflictual as well as harmonious™ (p. 56) and that this participation
shapes one’s experience as well as the community itself. Simply learning the routines and
expectations of the new group and then participating in them is more complex than it
might sound. Learning within a community of practice is a process that takes place not
individually, but instead requires a “participation framework” (Lave & Wenger, 1991, p.
15) that is continually mediated by different perspectives and interpretations of fellow
participants. Being a newcomer creates the dilemma of participating in the existing

practice with the assumed intent of becoming a member while at the same time, helping

347



to shape the community as the newcomer discovers his or her own way of being and role
within the community. According to Lave and Wenger (1991), learning requires a subtle
dance between the existing community and its members as well as the newcomer as
norms and expectations are negotiated and renegotiated based on new interpretations
while the community changes to reflect the interaction of its members. This process of
learning takes time, requires understanding that allows the newcomers to choose what to
know and what to ignore in reference to acceptable routines, and necessitates the ability
to adapt to an ever-changing environment. In short, entering a new community can be a
difficult and lengthy process requiring the meshing of multiple perspectives and
participation practices, and more so for some students than others. Wenger (1991) also
wrote about the importance of legitimacy granting by the novice as a predecessor to
learning how to be in a new community. While I found that the focal students’ varied
levels and kinds of participation likely mediated their potential membership in the
freshman writing class, | found in particular that legitimacy granting was key in their

joining this community.

| focused on four focal students and their different experiences. Kevin came to
class with an awareness of university practices that he had most likely brought from
home. Kevin recognized Dr. Jackson’s authority as an instructor and his legitimacy as a
resource. He seemed to understand what was expected from a student, was willing to

engage in the expected practices, and, in turn, appeared to become a fully functioning
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member of the community. Becky had to take a summer class to enroll in Freshman
Composition 1, so she also came to this class with an awareness of university practices
that she had learned during the summer. Similar to Kevin, Becky appeared to accept Dr.
Jackson’s authority and legitimacy as a resource. She also appeared to fully participate in
the practices and routines of the college writing community and by the end of the quarter,
appeared to become a member of the community as she had successfully met the
expectations of Dr. Jackson. Dona brought to the class a sense of university practices and
a measure of self-confidence in her own ability to produce college writing. In contrast to
Kevin and Becky, she did not choose to utilize Dr. Jackson’s office visits as a resource,
yet she still granted legitimacy to Dr. Jackson and the university as evidenced by her
concern about her grades, her recognition of education’s value, and the desire to meet Dr.
Jackson’s expectations for writing. Although Dona’s participation was of a different kind
than Kevin and Becky’s, she also passed the class and maintained high scores on her
writing. While Kevin, Becky and Dona participated at varying levels, recognized Dr.
Jackson’s legitimacy, and were successful in the freshman writing community, Mark had
a different story. Mark likely brought with him an awareness of university practices by
way of his sister’s experiences, yet chose minimal participation in key practices in this
community. He did not seem to recognize Dr. Jackson’s legitimacy as a resource for
writing, and in turn did not appear to be granted legitimacy as a potential college writer

as evidenced by Dr. Jackson’s comments on his essays. Even though Dr. Jackson offered
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himself as a resource to help Mark with his writing, Mark did not take up the offer and,

by quarter’s end, appeared to fall short of joining the college writing community.

In my study, | found the legitimacy granted by Dr. Jackson with regard to the
students’ as potential community members, as well as the students’ granting of
legitimacy to the university and Dr. Jackson, to be key factors in students’ movement
toward membership. Dr. Jackson offered multiple avenues of access to the college
writing community. Through oral comments in class and written comments on essays, he
set up his expectations for college writing and held students accountable for these
expectations, offered himself as a resource and counselor, and identified with the students
in his classroom discourse. | suggest that the varying levels of success in entering the
writing community reflected more of my focal students’ view of the university and Dr.
Jackson as legitimate and his recognition of their potential than their type and level of

participation.

Writing

In addition to creating an awareness of freshmen writers entering a new
community of practice, and of the key element of legitimacy-granting in this process, my
study took a new perspective on what we can learn about student writing as students
interpret and adapt to this new community. Through analysis of student writing and
instructor written feedback, | developed a way to read and assess written comments

through the multiple voices of the instructor. These “voices” offered different avenues of
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access to college writing, variously fostering or limiting students’ ability to meet Dr.
Jackson’s expectations for their essays. Dr. Jackson’s university voice reinforced the
criteria for college level writing and held students accountable for meeting these criteria.
With his counselor voice, he offered to come alongside the students in support as well as
in some cases, supply university discourse. And his student voice aligned him with the
students as someone who could empathize with their current status and challenges. While
these voices were present, the students’ willingness to take the offerings appeared to

affect their ability to produce appropriate writing.

When Kevin, Becky, and Dona received positive comments on their essays
through Dr. Jackson’s university and counselor voices, Dr. Jackson recognized their
potential as college writers and served to push them closer to full membership in the
community. This recognition and granting of legitimacy validated their own writing as
being in alignment with his expectations and in turn fostered their ability to continue to
write to meet Dr. Jackson’s expectations. In contrast, on Mark’s essays, Dr. Jackson’s
comments appeared to call into question his ability to produce college level writing,
which in turn may have contributed to the decline in Mark’s writing production and his
unwillingness to engage in classroom practices. Initially, Dr. Jackson’s corrective
comments on Mark’s essays may have been an effort to convey to Mark the seriousness
of his mistakes and the need to correct them. As the instructor, Dr. Jackson needed to

hold Mark accountable and may have been hoping that Mark would respond in such a
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way as to bring him closer to the writing expectations of the class. With the counselor
voice and the invitation to his office, Dr. Jackson offered an avenue for Mark to take to
make the necessary corrections. As Mark did not appear to respond to Dr. Jackson’s
offers of help, the written feedback took on a different tone or voice. Dr. Jackson did not
coach Mark or use his counselor voice in the comments on Mark’s later papers, nor did
he offer Mark a way of writing with specific discourse examples as he had done for
Kevin and Becky. At the end of the quarter, the scarcity of encouragement suggested that
Dr. Jackson may have been frustrated with Mark’s lack of effort and ceased to view Mark
as a potential college writer. It is probable that Mark and Dr. Jackson mutually influenced

one another to respond as they did to one another.

Examining different instructor voices provides a different way of talking about
instructor feedback and the impact it may have on student performance, a complex
process of interpretation and negotiation as students incorporate instructor feedback into
subsequent writing. It is important to look at the instructor’s different voices as a display
of implicit values placed upon student writing while also providing various avenues
toward meeting the expectations of college writing. A student’s ability to interpret the
offerings of access and respond accordingly may have far reaching effects on the journey

in learning to write at the college level.
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In Summary

As researchers continue to grapple with the complexities and difficulties of
entering a new writing community, even for those students already deemed by the
university to be competent writers, this study furthers the goal of understanding student
processes of transition. Students become members not only through participation in the
practices and routines of a new community, but more importantly through the recognition
of their legitimacy as potential members and in turn, their recognition of the legitimacy of
the community that they are trying to join. In this study, | saw legitimacy extended to the
students through the instructor’s multiple voices which functioned to help shape the
community, with each student reacting in their own way to these voices. For researchers
focusing on writing communities and their sociocultural dynamics, my study provides a

starting point for looking more deeply at the dynamics.

Implications for Further Research

This study was done in one university, one classroom, during one quarter, with a
focus on four students. While the results may add to the growing knowledge of freshman
writers in transition, raising issues and questions, there is room for more research.
Adaptation to a new community takes time, and this study afforded only a glimpse of a
potentially much larger process. How would these same issues of participation and
legitimacy granting play out over time? Also, the process and implications of granting

legitimacy need more study. How should this granting of legitimacy affect classroom
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discourse, both oral and written? What avenues of access should be offered to students
and how can instructors encourage more students to take up the offerings? Any research
that can further the understanding of student successes and struggles as they learn to be
college level writers is of value in the educational system where, often, writing is a
primary gatekeeper to success. As well, research that can help to create an awareness of
the process of joining a new community and the critical part the instructor plays in the

process is of value.
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APPENDIX A
Essay Prompts 1-4 from Freshman Composition 1
Essay #1

“Remembering an Event” - Write an essay about an event in your life that
will engage readers and that will, at the same time, help them understand the
significance of the event. Tell your story dramatically and vividly.

Consult Elements of Writing, to review the features that make this kind of
essay effective. Consult for suggestions as to how you can come up with
ideas, plan, draft, and revise your essay.

This essay needs to be at least three pages long, typed and double-spaced. A
draft of this essay is due at the beginning of class on Monday, October 3.
The final draft is due at the beginning of class on Friday, October 7. In
addition, an E-copy of your essay must be submitted to MyWork in order for
you to receive credit for the assignment

Essay #2

“The Profile” - Write an essay about an intriguing person, group of

people, place, or activity in your community. Observe your subject closely,
and then present what you have learned in a way that informs and engages
your readers.

Consult Elements of Writing, to review the features that make a profile
effective. Consult suggestions as to how you can come up with a topic, plan,
draft, and revise your essay.

This essay needs to be at least four pages long, typed and double-spaced. A
draft of this essay is due at the beginning of class on Monday, October 17.
The final draft is due at the beginning of class on Monday, October 24. In
addition, an E-copy of your essay must be submitted to MyWork in order for
you to receive credit for the assignment.
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Essay #3

Write an essay about a concept that interests you and that you want to study
further. When you have a good understanding of the concept, explain it to
your readers, considering carefully what they already know about it and how
your essay might add to what they know.

Carefully read Elements of Writing to review the features that make this kind
of essay effective. Consult for suggestions as to how you can come up with
ideas, plan, draft, and revise your essay.

This essay needs to be at least three pages long, typed and double-spaced. A
draft of this essay is due at the beginning of class on Monday, October 3. The
final draft is due at the beginning of class on Friday, October 7. In addition,
an E-copy of your essay must be submitted to MyWork in order for you to
received credit for the assignment.

Essay #4

“Exploring Life at the Limits” — Choose one theme or concept that has
emerged from our reading and discussion of Jon Krakauer’s Into the Wild
and write an essay in which you help your reader to arrive at a fuller and
deeper understanding of it. Use whatever combination of writing strategies
you judge to be most effective. Be sure to incorporate development from your
own observation and experience.

To aid you in developing your reflections, you are required to make
significant use of Into the Wild. Provide thoughtfully chosen examples and
guotations that logically develop your points. Make use of at least one
additional source. Be sure to cite all sources according to the MLA style. This
essay needs to be approximately five pages long. A draft is due on
Wednesday, November 16. The final draft is due at the beginning of class on
Monday, November 21. In order to receive credit for your assignment, an E-
copy must be posted on MyWork.
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APPENDIX B

Transcript Conventions

(italics) indicates my notes/commentary or extra verbal
utterances such as (laughs)

[ ] indicates overlapped speech and brackets are
lined up to indicate where the overlap occurs

(un) means recording was unclear
indicates a speaker pause

ALL CAPS indicates speaker emphasis
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