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Chapter Gr.e: Introduction

3ac’<oround

As a freshman comcosition teacher at both “unior

es ana reoiona universities in tne ooutnwsst, _ nave

had the opportunity to meet many different freshman 

composition instructors ana, often, nave discussed 

philosophies and beliefs about teaching college freshman to 

write and about our own personal writing experiences. I met 

one instructor who dressed in drag and focussed his class 

around gender issues. Another instructor believed students 

should read only Greek and Roman literature because the 

United States was founded on classical principles. A third 

instructor referred to papers as "exams" ana required that

have talked with instructors who considered themselves 

writers and instructors who almost seemed to bread writing 

as much as some freshmen I have taught. Although I knew 

that no two people would ever teach a course exactly the 

same way, I was surprised at the diversity of objectives and 

activities I discovered within Freshman Composition, a class 

that often has a fairly structured and standard curriculum.

I wondered what caused instructors to teach the way tney 

ci * ci

I discovered that even though different instructors



might consider themselves writers, they defined "writer" in 

entirely different ways. Sometimes, instructors who I 

considered writers did not define themselves as writers 

because they defined the word differently than I. For 

example, one instructor did not consider himself a true 

"writer" because he had never published in the genre in 

which he wanted to write. I thought of him as a writer 

because he was working on novels in that genre and regularly 

published textbooks. Through many conversations with 

composition instructors, I began to wonder if there were 

relationships between the personal writing habits of the 

instructors and the way they taught. I believed that the 

fact I viewed myself as a writer influenced the way I 

taught. I began to consider how personal writing habits 

could influence how an instructor planned lessons, taught 

the class, and assessed student work. This study was born 

out of these musings.

Statement of the Problem

This study explored how the self-perception of being a 

writer influences three college freshman composition 

instructors' planning processes, classroom activity 

selections, and assessments of student essays. When 

participants did not view themselves as writers, equal 

attention was paid to that self-perception and its



influences en rheir classrccm practices.

My primary research question in tnis exploratory study 

was how does viewing oneself as a writer influence a 

composition instructor's planning of lessens, classroom 

activities, and assessment. From this focus, ctner 

questions emerged. : 1 ; How do instructors who view 

themselves as writers have different expectations for their 

students than instructors who do not view themselves as 

writers? Do these two hinds of instructors tend to value 

student responses differently? [2] What influences do the 

instructors believe that being a writer or not being a 

writer has on the teaching process? and {3} Other than 

personal writing, what factors influence composition 

instructors' processes of teaching writing?

Because this study closely examined issues of teacher 

thought, the word "writer" was primarily defined as someone 

who perceives himself or herself as a writer— someone who 

"thinks" they are a writer. The person may or may not nave 

published material; however, there was the assumption that 

tney did, in fact, have artifacts of their own writing.

This writing could take any format that they considered to 

be "writing" (Goldberg, 1996; Romano, 1995}. For example, 

the writing could be any form of academic or nonacademic 

discourse (Troyka, 1996; Romano, 1995; Walters, 1994).



Theore~icai Sackarcup.g cf the Problem

I believe rnae several factors related to perceiving 

oneself as a writer might influence a composition 

instructor's choice of teaching practices. first, 

perceiving oneself as a writer could influence the way one 

thinks about teaching in general anc writing specifically.

;econd, this perception might inrluencnee tne <unc o

instruction the teacner provides and the kind cf writing 

he/she values. finally, social and cultural influences on 

the instructor could influence teaching freshman 

composition. The following sections discuss theories which 

appear to influence how the perception of being or net bein: 

a writer relates to a freshman composition instructor's 

teaching practices.

Teacher thinking theory.

Because reporting on personal beliefs and actions is a 

self-reflective practice, teacher thinking theory is a valic 

theory base for a study on the influence of personal writin: 

habits on composition instruction. Teacher thinking theory 

has been defined by Clark and Peterson \19S6] as "the 

thinking, planning, and decision making of teachers [which] 

constitute a large part of the psychological context of 

teaching. It is within this context that curriculum is 

interoreted and acted uoon; where teachers teach and



students learn. Teacner oehavicr is substantially 

influenced and even determines by teachers' thought 

processes" !p . 255'.

Clark and Peterson {1596) state that teacher thinking 

theory involves both teachers' thought processes and 

teachers' actions and the observable effects of their 

actions ,c. 257;. The actions include botn teachers' and 

students' classroom behavior and student achievement. The 

thought processes include thoughts about ore-instructional, 

instructional, and post-instruction activities, along with 

the theories ahd beliefs tnat drive these actions. Clark 

and Peterson find that a two-domain model consisting of 

teacher's actions and and their theories has recently 

emerged, and both components are necessary to understand how 

and why teachers believe and act the way tney do.

Historically, however, the kinds cf practical knowledge 

teachers have learned wnile teaching, have not been as 

valued as formal knowledge. Kessels and Korthagen (1996) 

write that "twentieth century thinking has been nominated by 

a strong inequity between theory and practice" (p. 17).

They say abstract knowledge learned as college students has 

been more valued than the concrete skills learned on the job 

and a basic knowledge of good work that instructors acquire 

through the process of teaching. Pajares (1992) concurs.



say.na tnaa ar.e ceiiers cf both teachers anc teacner 

candidates shculc serve as a focus of educational research, 

informing educational practices in ways that prevailing, 

more abstract research agendas cannot.

Olson !1983; finds that personal practical knowledge 

can provide insignt into why teachers teach the way they co, 

but he warns against simply creating cognitive categories 

based on what tne teachers report aoout what they do as a 

way to explain and yodge the practice. He believes that a 

backdrop to place these comments against must be created. 

Teachers' reports of their practice reflects their culture 

and must be understood within a cultural, interpersonal 

setting. "The personal knowledge of the teacher and his or 

her thougnts during action reflect a teacher's understanding 

of the culture to which he or she belongs" (p. 169). Olson 

furtner defines personal knowledge as teachers' explanations 

of how they respond within cultural settings.

One important area of research within teacher-thinxing 

theory related to my study is the difference between formal 

and practical knowledge. Xonopak and Wilson '1995) define 

formal knowledge as knowledge generated by researchers of 

teaching. Practical knowledge is knowledge generated by the 

teachers, themselves. Xonopak and Wilson say that these two 

types of knowledge can work in harmony. "Formal knowledge.



as .earned in university classrooms, provides a basis for 

examining issues and pracnices in teaching and learning. 

Practical knowledge, acquired in school classrooms, provides 

a context for framing and reframing these issues and 

practices in real situations" (p. 1).

Teacher thinking theory proved to be a valuable theory 

base for my study because I found that nearly all of the 

actions of my participants centered around their personal 

beliefs about writing and composition instruction. Although 

formal knowledge certainly influenced some of their ideas, 

the formal knowledge that they chose to accept was congruent 

with their personal beliefs and practical knowledge.

Although the participants' practical knowledge was based on 

many things, one important element which seemed to be 

manifest in nearly all of their classroom practices was 

their personal writing habits.

Theories of writing instruction.

Formal and practical knowledge work together to snape 

composition instructors' theories of writing. Instructors 

have perspectives on writing whicn are widely varied; 

however, several theorists have developed categories of 

types of instruction. These classifications should not be 

seen as black and white, but rather, encompassing many types 

of instruction within them.



Berlin ■198'̂ ) defines nhree catégories cf rnetcric 

instructicn, or composition instruction, used witnin 

twentieth-century college composition classes as objective, 

subjective, and transactional. Objective teaching has a 

positivist epistemology and asserts that reality is located 

in the material world. Berlin says that the dominant form 

of the objective approach is called current-traditional 

teaching. Here, the role of an observer is to be oojective, 

and social, psychological, and historical preconceptions 

must be eliminated. Berlin believes current-tracitional 

teaching focuses on modes of discourse, especially 

emphasizing exposition and its forms. Because language must 

not distort, language use must be precise.

Berlin describes his second classification as 

subjective theories, those theories which locate truth 

either witnin an individual or in a realm only accessible by 

an individual. Within subjective rhetorics, truth is 

located in an unchanging realm of ideas, and because of its 

location, truth cannot be directly communicated. Berlin 

;1987' states that tne goal of rhetoric in such a scheme is 

to correct errors in discourse between speakers as the 

mistakes are exposed through the dialectical interchange :p. 

12). The educational process is complicated in such a model 

because from this perspective, the teacher is not able to



“eacn a stuaer.t to write. ip.steac, toe instructor can 

provide an environment for tne student to learn, encouraging 

"private versions of experience coucned in original 

metapnors" ;p. 13j.

Berlin's third classification of teaching is 

transactional theories. Here, truth arises out of the 

interaction of the elements within rhetorical situations. 

Subjects, objects, audiences, and language all work together 

to create truth. The truths of this rhetoric are uncertain 

and subject to debate because they are socially created. 

Scientific discussion is only one piece of possible 

transactional discussions. Emotional, aesthetic, and 

ethical discussions can also become part cf the dialogue.

Hillocrs ■, 1534i developed a model of classroom 

practices consisting of four modes of instruction. The 

presentational mode, which Hillocks also believes is most 

frequently practiced in composition classrooms, often deals 

with rhetorical writing techniques, lecture and teacher-led 

discussion, the study of models, imitation of models, and 

teaoher feedback. The natural process mode uses general 

objectives, free writing, writing for peers, positive peer 

feedback, student interaction, and revision. Hillocks' 

individualized mode employs individualized instruction 

through tutorials or programmed materials; its focus depends



en %he goals of the instructor. Finally, the environmental 

mode focuses on clear writing objectives, materials and 

assignments chosen to facilitate the objectives, and group 

activities to further the objectives. These four categories 

could be one model from which to examine current composition 

instructors' practices.

Berlin and Hillocks both found the most common method 

of instruction is the current traditional model. Other 

composition researchers {Ernie, 1971; Apclebee, 1951;

Goodlad, 1954) agree with Berlin that historically, the 

primary method of composition instruction has been 

"presentational," a term employed by Hillocks to describe a 

model in which the instructors give instruction to students 

primarily through a lecture format. Many researchers were 

troubled by these findings and offered suggestions for 

instructors to consider other methods.

Emig {1971) offered an alternative model, calling for 

the need for more "reflexive" writing by the students. Emig 

considered reflexive or free writing to be writing whicn was 

meaningful for the student. Csikszentmihalyi (1952) echoed 

Emig, saying that writing needed to be intrinsically 

motivated by the student, not extrinsicaliy motivated by the 

instructor. However, this either-or model of instruction 

created a black and white model which seemed limited

10



(Sruagcrinsky, Hillocks {19 = 4; as pare of his

classification sccgeseeG that instructors move from the 

presentational approach to the other three approaches he 

listed. Hillocks found that tne transactional model seemed 

to be an effective method of classroom discussion.

Theories of writing instruction were important for m.e 

to investigate because the participants in my study held 

differing perspectives on the purposes of composition 

instruction and the role of the teacher in the classroom.

The models suggested by Berlin, Hillocks, and Emig provided 

ime with a framework in which to begin to examine the beliefs 

about composition instruction held by my instruotors. This 

framework provided a foundation from which I could analyze 

how personal writing practices influenced tne tneoretical 

beliefs, classroom practices, and role(s; that the 

composition instructors neld.

Sociocultural constructivist theory.

The term, "sociocultural constructivist," does net have 

a single definition. The way the term is applied 

contextually to different theories or studies helps to 

determine its definition. Bazerman (1994) finds social 

elements of constructivism to be a sociological movement, 

"looking into the social formation of everyday knowledge and 

assumptions upon which our understanding and actions rest"



'p. 114/. Bazernian goes on oo say thac when souciying 

ocnsorucoivism, researchers shoulc nor concern chenselves 

wich Che accuracy of any one real icy system, buc rather 

examine the processes by whicn the reality system is 

produced.

As suggested by Olson (198S), a sociocultural- 

conscruccivisc perspective provides a framework in which to 

examine how composition instructors view the role of 

personal writing in composition instruction. Vygotsky 

(1986)holds that thoughts reflect the thinker's cultural 

practices, and the culture is manifested when thougnts 

become actions. Vygotsky states that without a culture in 

which to frame thought and speech, the acts become 

meaningless. A sociocultural constructivist perspective has 

often been used to examine composition instructors' 

practices (Au, 1990; Bazerman, 1994; Beach, 1993; Diaz,

Meal, a Amaya-Williams, 199C; Smagorinsky, 1995). This 

precedent helps justify using a sociocultural perspective in 

my study of the influence of personal wricing habits on 

composition instruction. I believe that examining the 

relationship of thought, culture, and action provides 

insight into why composition teachers hold certain beliefs 

about writing instruction and personal writing habits.

Because words can be defined differently, both the

•. 9



terms "social" and "cultural” should be clarified. Beach 

'1593; defines and discusses both social and cultural 

influences. Beach suggests that social influences most 

directly concern themselves with the roles individuals hold 

in cercain situations. Both the role of an instructor and 

the role of a writer would be social roles. Beach '1593) 

defines cultural influences as those institutions in which 

individuals exist. Class, gender, economic, political, and 

other such groupings are all cultural influences. These 

elements influence all instructors to varying levels. 

Cultural influences could be especially interesting for 

those instructors who do not view themselves as writers 

because thev could show other cessible reasons for classroom

These three theoretical perspectives shaped my study on 

the effect of perceptions of personal writing habits on 

classroom instruction. By combining a teacher thinking 

perspective with theories of composition instruotion, a 

deeper understanding of relationships between personal 

writing and instruction developed. The study was examined 

within a scoioouitural-construotivist lens beoause both 

writing and teaching occur in social and cultural worlds. 

Significance of the Study

The literature suggests that many factors can influence



ihe classroom praccices of college ccmpcsicicn Icscrucccrs 

cecacse ceaching wricing is a complex cask (r'ulwiler, 1515; 

Au, 199G; Grossman, 1990; Hillocks, 1995; ec al.j. The 

beliefs abcuc personal wricing habics chac ccmpcsicicn 

inscruccors hold may be an imporCanc componenc of che 

influences on cheir ceaching praccices. 3y examining che 

beliefs abcuc wricing habics of classroom inscruccors, we 

can begin co develcp a xnowledge base abcuc che relacionship 

becween personal wricing and classroom inscruccion.

Some debace exiscs abouc che imporcance of personal 

wricing by composicion inscruccors. The Macicnal Cencer for 

Research on Teacher Educacion (1991; suggesced chac being a 

wricer did ncc assure an inscruccor could successfully ceach 

ochers co wrice. However, ocher researcners (Acwell, 1937;

G;raves, 1983; Murray, 1980; ec. al.) believe chac one muse

oe a wricer co successfully ceach wricing. The dialogue 

seems co focus on che effecciveness of che inscruccor's 

ceaching. Because my scudy did noc examine how che scudencs 

learned or improved their writing from the instruccor's 

ceaching, issues of che effecciveness of che inscruccors 

will also not be discussed in this paper. Instead, I sought 

a perspective on the relationships becween perceptions of 

personal writing and classroom instruction.

The perspective could be valuable to both researchers,

14



as suggested abcve, anc classroom teachers. It composition 

instructors were mace aware of their own writing, would they 

make applications of their beliefs about personal writing 

into their teaching that they currently do not? Would it 

help them see limitations or ways they could expand their 

current teaching styles? Finally, could tnis awareness help 

English education majors develop an approach that 

incorporates their personal writing beliefs into the complex 

act of teaching composition?

Limitations of the Study

Conducting any qualitative study with a small numJoer of 

participants creates limitations that are common to this 

kind of research. First, many interesting findings that do 

not relate at all to the researcn question must be saved for 

a future study. Second, the small sample precludes 

generalizing the findings to a larger population. Individual 

differences of opinion will strongly influence the data 

outcome. However, because there are fewer participants, 

rich and varied data can be gathered from them ; Bogdan & 

Biklen, 1592). Responses given by the participants could be 

further explored in a follow-up scudy with a larger number 

of participants if desired. Third, qualitative data is 

often self-reported through interviews, think-aloud 

protocols, and retrospective accounts. However, using

15



•Tiul-ipie zaza gathering techniques and triangulation lessens 

the possicility of inaccurate findings. The reliability cf 

the findings is further strengthened by combining the self- 

reported fata vitn classroom observations.

However, m.y study also had specific limitations.

First, I gathered oata at one location. To examine how the 

culture of the participant influenced beliefs about personal 

writing and composition instruction, it might have ceen 

interesting to have gathered data at more than one 

university. Second, I only observed one unit of instruction 

for each participant. To gain a more complete understanoing 

of the beliefs of composition teachers, observing an entire 

semester could provide richer results. Finally, I 

specifically chose instructors of approximately the same age 

and level of experience. I would be interested in examining 

how the influence of beliefs about personal writing changed 

with the level of teaching experience.

I do not relieve that these limitations suggest that my 

study was net valuable. Indeed, I gathered almost more 

useful data than I could use, and the results that I 

discovered were interesting and surprising. However, for 

future studies, the limitations might want to be considered. 

Summary and Conclusions

Many personal, pedagogical, and sociocultural factors

J. o



can inr_uence a rreshman composicion inscruccor's planning 

processes, classroom accivicy seleccions, and assessmenc of 

scudenc essays. This scudy examined how che self-percepcicn 

of being a wricer was one of chcse influences. The cheery 

oases of ceacher chinking cheery, cheories of wricing 

inscruccion, and sccioculcural conscruccivism provide a 

compacidie cersceccive from which chis issue could be 

scudied. The guescion of che influence of personal wricing 

on composicion inscruccion is cricical because che cencral 

focus of freshman composicion is wricing; however, che word 

"wricing" is defined by che inscruccor. Thus, differenc 

perspeccives and beliefs of che ceachers will have a 

dramacic effecc on che focus of che class. This scudy couid 

be incerescing co differenc groups of people. Tirsc, che 

inscruccors who parcicipaced in che scudy and ocher 

composicion ceachers mignc fine ic incerescing co examine 

Cheir own beliefs as a mecacognicive exercise. I found che 

scudy incerescing because I am boch an educacional 

researcher and a composicion inscruccor, and che findings 

made me consicer how my beliefs abcuc wricing influenced my 

class. Finally, che educacional research communicy, in 

general, could be inceresced in che scudy because ic 

examines an area chac has ncc been exhauscively researched 

(Fang, 1996).



-P.accer Two: li“eracure Review

Teaching composicion can be cividea inco chree scages: 

planning lessons, classroom accivicies, and 

assessmenc/feedback. Teacher chinking, socicculcurai 

conscruccivism, and cheories of composicion inscruccion all 

direccly influence chis process. Through ceacher chinking, 

researchers can gain insigne inco whac ceachers relieve 

chemselves co be doing during cheir composicion class 

planning, inscruccion, and assessmenc -Brown & Rose, 1555;. 

Socicculcurai conscruccivism influences che ceaching of 

freshman composicion because che social roles and culcural 

climace of che inscicucicn, che classroom, and che scudencs 

impacc che way inscruccors plan, complece, and assess 

freshman composicion accivicies (Varn^um, 1594; Bridges, 

1593,. Finally, cheories of wricing inscruccion underpin 

nearly all Ceaching of wricing accivicies, whecher 

inscruccors are aware of cheir own cheorecical perspeccives 

or not because all inscruccors have beliefs abouc che way co 

ceach freshman composicion (Berlin, 1987; Hillocks, 1984;. 

For chis scudy, I began by examining che relaced liceracure 

abouc chese elemencs of composicion inscruccion.

Relaced Liceracure

Lesson olanninc of composition inscruccors.

r 0



The firs" scege cf freshman compcsicicn instruct:ion I 

examined in my study was lessen planning. Researchers have 

found that different instructors plan lessons in different 

ways and with different goals 'Masiello, 1993; McCutchecn, 

195G; Kagan, 1992). Some take a very structured approach to 

lesson planning, and others take a more ocen-enced approach. 

The research on lesson planning that follows a teacher 

thinking perspective provided a valid background for the 

part of my study on the instructor's perceived impact of 

personal writing on their planning of lessons.

Clark and Peterson :198G) state that "research on 

teacher planning provides a direct view of the cognitive 

activities of teachers as professionals" ;p . 267^. In other 

words, the way teachers think influences their planning 

processes. However, Clark and Peterson hold that to study a 

teacher's planning process, the researcher must look beyond 

the empty classroom and to the social and cultural context 

which is the teaching environment. They believe that social 

and cultural elements strongly impact lesson planning 

through additions, deletions, changes in order and emphasis, 

and interpretations.

In my study, Clark and Peterson's observation was 

interesting because writing has both social and cultural 

significance, as discussed earlier in Chapter One. 3y
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examining _s3scn pians wiihin ihe socia^ and culiurai 

concexî of ceinc/nc. being a wricer, a more oomclece piocure 

cf che inscruccors' cncughc processes becomes possible.

Kagan ,1^32; finds cnac ic is possible co gauge che 

grower, of ceachers ' cnoughcs and beliefs chrough che 

accivicies cnac chey plan. The plans chey creace are a 

refleccion cf cheir beliefs, and as ceachers' beliefs change 

based on social and culcural experiences, che ceachers' 

planning processes reflecc chese changes. The planned 

accivicy scruccures appear co be che vehicle chrough which 

che ceachers' beliefs are cranslaced inco classroom 

praccices. Again, chis cies co my scudy in a similar way co 

Clark and Pecerscn's (1986), excepc chac here, as che social 

and culcural beliefs of my parcicipancs cnanged so did cneir 

classroom praccices.

Alchough ncc a primary focus of cheir scudy, Walvoord 

and McCarchy (199G; discussed how inscruccors in oifferenc 

fields had differenc expeccacions in cheir lesson plans when 

chey were ceaching wricing. .Alchough each inscruccor's goal 

was a wriccen produce from cheir studencs, chey approached 

che ceaching of wricing differencly, and chey had oifferenc 

expeccaticns for whac chey wanced cheir scudencs co mascer. 

The lesson plans reflecced che differences. Jusc as 

inscruccors in differenc disciolines accroach che olanninc
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process uniquely, so do insorucocrs in one same field duo 

wion differeno foci of inoeresos. In onis way, my soudy is 

similar oo Walvcord and McCarthy's because one differeno 

approaches oc personal wrioing caused my paroicipanos oo 

view oheir planning processes differently.

Classroom activities of composition instructors.

Freshman composition instructors use numerous 

activities in oheir classes to facilitate tneir students' 

writing processes (Hillocks, 1997). Research has shown 

correlations between instructors' planning processes and 

their classroom instruction 'Clark & Elmore, 1381; Carnahan, 

1980; . From a teacher thinking perspective (which is 

underpinned in sociocultural constructivism.) , the 

instructors' reasons for cnoosing certain activities over 

others is a socially and culturally determined deliberate 

act .Fang, 1995; Ross & Dereshiwsuy, 1993). Che purposes 

they see for freshman composition and writing assignments 

(nalienger, 1992} are social and cultural decisions. Also, 

the control they retain over their students' activities is 

socially related (Martin & Baldwin, 1996) . Studies which 

focus on activity selection as a social and cultural process 

provided good background for the section of my study on th< 

influence of personal writing on classroom activity 

selection.
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VanderbiL" & Micolay '1595i found chan peer ccnsulcancs 

were valuable co freshman ocmpcsicion scudencs as chey 

negociaced che meaning of inscruccors' assignmencs. Ac 

Circes, che social and culcural roles of che inscruccors 

caused che scudencs difficulcy in underscanding assignmencs. 

When chese scudencs worked wich ocner undergraduace 

scudencs, cne more experienced wricers seemed co be able co 

explain wricing requiremencs in a way che freshman scudencs 

could reiace. This scudy relaced co my scudy because one of 

my parcicipancs, Jackson, used boch individual conferences 

and peer revision. Also, anocher parcicipanc, Jenny, 

discussed che differences in her culcure and che culcure of 

her scudencs in greac decail.

Applebee’s (1556) discussion of che influence of che 

wricing process on composicion inscruccion examines how che 

ooncepc of "a wricing process" has been implem.eneed 

unsuccessfully in cercain concexcs. The wricing process was 

developed in an accempc co avoid producc-crienceo 

assessmenc. By having studencs employ a wricing process and 

supervising cheir work in progress, inscruccors hoped co 

avoid simply grading final drafCs. Applebee claims when he 

scudied che effeocs of che process on scudencs, somecimes in 

praccice, che wricing process proved to be more of a 

hindrance co scudencs chan a benefic. When che scudencs



rei“ tney musc rirsc go cnrcugh a mechanical process, cher, 

accually wrice che essay, chey missed che value of 

prewricing accivicies and revision.

Applebee believes chac for che wricing process co be 

successful for scudencs, inscruccors muse reconcepcualics 

cheir assignmencs and ma<e chem cruly a process, noc jus: 

creace exercises co be compieced before che real wricing 

begins. In ocher words, che accivicies should nacurally 

grow ouc of a process approach Co wricing. For che scudencs 

CO have success wicn che accivicies, chey would need co 

employ all che seeps cf che wricing process, noc complece 

che final essay firsc and cher, wrice che drafcs lacer. 

Applebee's scudy seemed useful co my scudy because my 

inscruccors who viewed chemselves as wricers coo< a 

differenc approach co che wricing process chan che 

inscruccors who did noc view chemselves as wricers. Also, 

che parcicipancs each used che wricing process uniquely, 

accessing differenc pares of ic. This, coo, seemed relaced 

CO cheir percepcions of chemselves as wricers.

In Hillocks' (1597) meca-analysis of che effecciveness 

of differenc composicion classroom cechniques, he and his 

colleagues reviewed approximacely 2,000 scudies of classroom 

praccices. Their goal was co "provide a guide for 

developing more effeccive wricing curriculum" (p. 71).
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inrougn che meca-analysis. Hillocks ec al. iàencifieà six 

differenc inscruccional foci whicn consisced of a, grammar/ 

mechanics, che scudy of formal grammar and punccuacion, 

usually cnrough wcrksheecs, bi micdels, che presencacion of 

model composicions which demonscrace che inscruccors' 

definicion of good wricing, c } sencence combining, providing 

che scudencs wich cwo or more sentences co be joined in 

prescribed manners, di scales, presencing scudencs wich 

criceria secs for revising and evaluacing essays, e) 

inquiry, ceaching scudencs scracegies co cransform secs of 

daca inco wricing, and f) freewricing, asking scudencs co 

wrice abouc cheir incerescs in a non-judgmencal fashion.

The researchers found chac grammar and mechanics have a 

negacive impacc on scudencs' wricing abilicy. freewricing 

had che smallesc increase, followed in order of increasing 

effecciveness by models, sencence combining, scales, and 

inquiry. The inquiry method had a significantly higher 

effectiveness racing as a classroom inscruccion technique.

Hillocks' study was incerescing in relation co my scudy 

because ic enumerated many differenc ceaching 

scyles/accivicies possible in a composicion classroom. 

Alchough mi-y scudy is noc addressing effectiveness of 

inscruccion. Hillocks' categories provided me wich a 

framework from which co examine whac was occurring during my
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classroom observations.

Shuil '1391! conducted a study in whicn she studied how 

reading autccicgraphical-like literature served as a prcrr.pt 

for freshman composition students. From this prompt, the 

students wrote about their own lives. Shull found that 

personal narratives seemed to provide a format in which 

students' writing improved and helped them define themselves 

as individuals. Shull's study was interesting to my study 

because one of my participants, Jackson, focused on personal 

narratives, while the other two, Jenny and Liza, avoided 

narrative-style essays.

An issue within the assignments composition instructors 

make for their students is the level cf control the students 

are allowed to retain over their essays (Martin i Baldwin, 

1396). Control is an issue congruent with sociocultural 

constructivism because the role the instructor chooses 

affects how much control they want to retain with their 

classes. Hunzer (1995) found that students felt more 

apprehension about their writing when they had freedom to 

make decisions in the assignmencs. Hunzer recommended that 

to avoid student writer's block, instructors should 

structure assignments more at the beginning cf the semester 

and less at the end. This study related to my study because 

through the findings, the issue of control cf the instructor



in essay assignments became an issue. 

Assessment of essavs bv comoosi:

A third stage in the teaching of freshman composition 

is assessing student essays. The question of how 

instructors choose criteria for evaluation and how they mark 

the papers is a critical function of their beliefs about the 

purposes and practices of composition (Nespor, 1937; Brown 5 

Rose, 1995). The literature does not appear to 

specifically address the relationship between the self- 

perceptions of the teachers as writers and tne way they 

assess essays; however, several articles concern themselves 

with assessment and the theoretical perspectives I have 

taken in this study.

Campbell [1993) discussed the relationship between the 

planning of freshman composition instructors and paper 

assessment. She discovered that even though instructors 

often planned how they would assess papers by creating a 

rubric, when they were actually grading the papers, they did 

not refer to the rubric. Instead, the papers that were easy 

to assess were done quickly, and the instructors struggled 

with how to grade the less successful essays. As a result, 

other issues seemed to affect how the instructors made their 

decisions. I included this study in my literature review 

because one of my questions was how my participants assessed
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papers arc ere issues enae innuencea eneir aecisicns.

Bazerman (1994; acknowledges one scholarship on 

assessing essays but says that the way instructors read 

student essays has remained a hidden experience. He 

believes that it is important for instructors to question 

their goals and beliefs when assessing papers. The 

instructors should realize that their reading is a 

contextualized activity that is influenced by outside 

factors; students will respond to the cues the instructors 

send and, ultimately, adjust their writing to match the 

signals.

Bazerm.an feels that instructors have tried to distance 

themselves from assessment by encouraging peer editing and 

citing outside policies; however, Bazerman says that 

ultimately, the instructors are nearly always the readers of 

the produced text. As a result, instructors must carefully 

consider their assessment practices, and sociocultural 

researchers must examine both social and cultural influences 

on the instructors' decisions. Bazerman's study seemed 

useful to my study because I am examining the implications 

of self-perceptions cf personal writing on assessment. The 

social and cultural considerations of being a writer and 

personal writing could impact the instructors' decisions 

when grading papers because they could cause the teacher to
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rocus on criceria cnac is ccnsiscenc wich cheir beliefs.

Mescor : 19871 agrees, c_aiming cnac belief syscems are 

impcrcant mocivacing faccors in evaluacicn. Teachers can be 

influenced by feelings, moods, and sub'eccive evalcacicns 

when assessing scudenc papers. Thus, inscrucccrs' opinions 

of SI 

work.

Mespor also finds chac ceachers' ccncepcicns 

curriculum influence che way chey evaluace scudenc work. In 

her scudy of teachers' beliefs, she found chac che values 

che ceachers placed on che course concenc affecced how chey 

caught the content and how chey evaluated cne work generated 

from che content (p. 319;. Because writing is the central 

focus of a composition class, teachers with different 

perspectives on writing would also evaluate student work 

differently.

Tulwiler (1989) discusses decisions composition 

instructors must make concerning assessmenc in her scudy of 

journal assessmenc. She came to study journals because she 

stopped all other forms of writing assignmencs in her 

classes. In place of varied wricing assignments, she 

assigned "dialogue journals" which the students would keep 

during the semester. Fulwiler describes journal assessment 

as a slippery task. If journal writing is to be accepted as

23



a leçicimace discourse form in cne communicy of a universicy 

English ceparcmenc, she believes some mecnoa of assessmenc 

muse be developed. From a scudy she conducced on her 

scudencs, Fulwiler offers a model whicn assesses che 

rheCoric of journals (including such feacures as personal 

voice!, ccgnicive accivicies occurring during che 

composicion process (focusing on cnoughcs of observacion, 

speculacicn, and dcubc), and documenc feacures of che 

journals chemselves (including frequency of encries, lengch 

of encries, and clippings from ocher sources;.

Fulwiler'3 scudy of che assessmenc of journals provides 

an incerescing perspeccive inco college composicion 

classroom assessmenc praccices. Fulwiler's praccices are 

ccnsiscenc wicn a sccioculcural-conscruccivisc perspeccive 

because she realizes che i.mpaccs of a scudenc's culcure on 

che wricing and realizes chac co assess her scudencs on 

cheir knowledge, she muse allow chem co wrice from cheir own 

social and culcural norms. Her scudy was incerescing co me 

because all of Che parcicipancs in my scudy discussed che 

influence of socicculcurai elemencs on cheir scudencs. Each 

parcicipanc cried co allow cheir scudencs a cercain degree 

of freedom in choosing wricing copies; however, chey did noc 

agree in how much freedom che scudencs should have.

Anocher common assessmenc in freshman comoosicion is
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pcrifclio assessmenc, a praccice wicere che semester's wcr.< 

is considered mere holiscically. Horning {1997} found chac 

when che scudencs engaged in reflective wricing over 

individual essays, chey achieved higher portfolio 

assessmenc. Bishop -i Crossley {1993} believed chac 

portfolio assessment was not only a way of assessing student 

work, but it also had implications for che instructor. They 

found that by using portfolio assessment, che instructor's 

role in che classroom changes. The concern wich multiple 

roles for instructors is congruent with che impact of social 

roles as defined in chis scudy, and one cf my parcicipancs, 

Liza, mentioned portfolio assessment several times during 

her interviews and retrospective accounts.

The literature suggests the planning processes, 

classroom activities, and assessmenc practices of 

composition inscruccors are influenced by teacher thinking, 

sociocultural influences, and cheories of writing 

instruction. Within these same theory bases, the literature 

also shows how the self-perceptions of personal writing 

influence teachers' classroom behaviors. However, as che 

next section explains, che present literature on chis 

subject has several gaps.

Increasing the Dimensions of Present Literature

Fang (1996) discusses how the scudy of che impacc of
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"he beliefs cf compcsicion inscruccors on cheir scudencs' 

wricing abilicy is a new field in need of furcher research. 

Fang examined how a fourch grade ceacher's beliefs of whac 

ccnscicuced good wricing affecced che scudencs' performance 

and found chac che inscruccor's beliefs abouc wricing have a 

scror.g influence over che scudencs' underscanding of 

wricing. My scudy examines che beliefs of wricing 

inscruccors ac che universicy level and adds co Fang's scudy 

che dimension of percepcions abcuc personal wricing.

Refleccive, self-reporced narracives 'i.e., Xresc,

1990; Machan, 1991; Robbins, 1392; Wyacc, 1990) provide 

incerescing daca abouc che wricing praccices of composicion 

inscruccors; however, chey follow an "accion research" 

formac where che parcicipancs were scudying chemselves, and 

che daca gathering cechniques were informal. Because I 

worked from a ceacher chinking perspeccive, my scudy added 

co Chis body of self-reported liceracure by examining che 

personal wricing habics of inscruccors from an outside 

perspeccive using mere formal daca gathering techniques.

Zancanella (1931) conducced a study similar in formac 

CO my scudy chac examined reading teachers and cheir reading 

habics. Alchough my scudy follows che form of Zancanella's, 

che focus on wricing and wricing inscruccion differs sharply 

from Zancanella's concern wich readina and readino
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White (1994) also completed a study similar to mine; 

however, sr.e studied the relationship between high school 

English teachers' approaches to writing and their writing 

instruction from the perspectives of teachers' belief, 

theories of writing instruction found in the public school, 

and practical knowledge. Because 1 am examining college 

freshman composition instructors, many differences between 

the content of the two studies exist because of social and 

cultural differences between a high school environment and a 

college environment. For example, in White's dissertation 

formal lesson plans and achievement testing are areas of 

focus; in my study, lesson plans were informal, and 

achievement testing was not an issue. Also, my attention to 

sociocultural constructivism and teacher thinking theory 

could augment White's study by expanding the theory base to 

incorporate a broader range of beliefs.

Masiello (1993) included the planning processes of 

composition instructors in a discussion of methods of 

teaching writing seminars. However, Masiello limited his 

research to planning for peer group activities. My study 

builds on this by discussing the planning processes of 

complete units of instruction. My participants planned 

group activities; however, they also planned lectures,
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writing assignments, and assessmenc activities.

Walvocrd and McCarthy's il99C) study demonstrated how 

lesson plans take varied meanings to different college 

instructors in four disciplines: business, history, social

science, and biology. To examine the similarities and 

differences in instructors' objectives when teaching 

writing, Walvocrd and McCarthy viewed the classrooms as 

discourse communities where students learned reading and 

writing in sociocultural ways appropriate to the 

instructors. All four instructors viewed their students as 

"professionals in training." They wanted their students to 

realize tne writing requirements of the careers and hew to 

increase in professional proficiency. Each teacher had a 

second goal which was to help their students oifferentiate 

between levels of written responses. They taught their 

stucents to discern between good, better, and best writing 

within the field. However, both the role of "professional 

in training" and the "good, better, best" criteria took a 

different meaning for each instructor. Because the 

instructors focused on different criteria, they selected 

different tools to teach writing. The nature of different 

disciplines (biology, history, etc.) influences what 

technical tools are selected by the instructors when 

teaching writing. The teachers selected the tools to teach
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wricing based on che race chac chey saw cheir scudencs as 

differenc cypes of professionals. Thus, social and culcure 

aspeccs of che instructors' professions affected cheir 

ceaching scracegies.

I narrowed che focus of Walvocrd and McCarthy's study 

by looking at expectations cf instructors in che same field 

(freshman composition) and examining the sociocultural 

implications of inscruccors who view chemselves as writers 

and chose who do not. Walvocrd and McCarthy's analysis cf 

instructors' objectives prior co classroom instruction is 

similar to whac I am studying, and I found the teaching 

logs, interviews, workshops, ana classroom observations used 

as data gathering cechniques by Walvocrd and McCarthy 

appropriate for che kind of daca I gathered. However, I 

expanded my analysis of teachers' lesson plans wich the 

moment by moment thought process provided by think-aloud 

protocols compieced by the instructors as they create their 

lesson plans.

Hacker (1994) did a scudy in which he compared what he 

called "traditional" peer groups wich peer groups who 

received the additional training of individual 

instructor/student conferences over the students' essays. 

Hacker found that the students who had been exposed co the 

conferencing modeled che behavior chey experienced and



conducced far .T.cre excensive peer analyses of che liceracure 

chan che scudencs who did noc experience che conferencing.

In my scudy, Jackson, one of my parcicipants, also used 

ihscruccor/scudenc conference and peer conferencing 

extensively, and my scudy builds on Hacker's because ic not 

only discusses conferencing ouc looks ac che reasons 

inscruccors use conferencing and che influence of personal 

wricing on che conferencing process.

Freedman (1987b. sum/eyed 560 K-12 wricing ceachers and 

715 scudencs abouc wricing inscruccors' assessmenc. The 

ceachers were chosen from che National Writing Project's 

recommendations. Freedman found chac che most effeccive 

scudenc responses co assessmenc occurred as che work of 

writing was in progress. The inscruccors also spent 

considerable time wich che scudencs discussing che essays 

prior CO che students' wricing process.

Alchough Freedman's inscruccors were at che elementary 

and hign school level, the issue of perspeccives on 

assessmenc seem applicable co college composicion 

inscruccors. However, rather chan examine Freedman's large 

number of ceachers, I examined the beliefs and praccices of 

a smaller number of instructors in decail from a more 

specific cheorecical perspeccive. Because of chis limited 

numiber, I conducted interviews, think-aloud protocols.
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süi.Tiuiaüeci responses ana observa ni ans wicn niy parcicipancs . 

Summary and Conclusions

My scudy examined how an inscruccor*s beliefs abcuc ni 

or her personal wricing influenced lesson plans, classroom 

accivicies, and assessmenc. 3y reviewing che liceracure 

which discussed ceaching composicion from ceacher cninxing 

and sccioculcural ccnscruccivisc perspeccives, I have 

creaced boch a background on which chis scudy is builc anc 

discussed che gaps which chis scudy can accempc co address. 

According co che liceracure, composicion ceachers plan 

lessens, create accivicies, anc assess papers based on chei; 

personal goals for che class, which are derived from cheir 

personal beliefs abouc wricing and composicion inscruccion, 

and che social and culcural context in which chey ceach.

The percepcions of che inscruccors abouc che influence of 

cheir wricing habics on cheir ceaching are related co 

personal beliefs and sociocultural context because self­

perceptions are based on beliefs, and wricing is a social 

and culcural activicv.
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Chapüer Three: Research and Data Analysis Methoaclocies

-ntrocucticn

The research and data analysis methodologies that I 

used in my study on how the self-perception of being a 

writer influences a teacher's composition instruction 

practices are organized into tne following sections: First,

I discuss how I selected my sample. Then, 1 explained the 

data gathering techniques I used in my study. 1 began with 

the techniques that I believe contributed most to the study; 

however, all of the data gatnering metnods provided unique 

information. After a theoretical discussion of data 

gathering, 1 aiscuss specifically how l used each methoc in 

my study. Through these data gathering techniques, I was 

able to achieve an interesting perspective on how beliefs 

about personal writing influenced the practices of 

composition instructors.

Selection of Sample

I gathered my data at a regional university in the 

southwestern United States. The university is not as large 

as tne two state universities, but it has approximately 

13,500 students and 50C faculty members. The English 

department in which all participants were members offers 

English and English Eduoation bachelor's degrees, an English 

master's degree, and a creative writing master's degree.



Cl my rour crigina^ carcicipan~s, one paroicicann nas a 

master's oegree in English, one has a ?h.C. in English, one 

has a Ph.D. in education, and one has an Ed.D. One of my 

participants (who has tne Ed.D.; was retiring at tne end of 

the semester and was unable to complete the study. I chose 

the participants because of their varied educational 

backgrounds; however, more importantly, they were selected 

because of their different attitudes toward writing. Before 

I asked them to take part in the study, we talked informally 

about writing and teaching composition. Cf the three 

remaining participants, one believed he wrote prclifically; 

one felt she wrote more occasionally, and the writing was 

primarily social in nature; and one did not consider herself 

a writer, but wrote only wnen necessary and viewed her role 

as an assessor. I felt these different views would provide 

different perspectives on tne importance of personal writing 

in the teaching process of a composition instructor.

Data Collection

The process of examining how composition instructors' 

beliefs about their own writing processes influence their 

classroom practices is a complicated process which should 

employ many different data gathering techniques because each 

technique provides information that other techniques cannot 

provide. Clandinin (1386) and Kacan (1332) discuss how



indirect methods ci determining instructors' beliefs, 

including interviews, thinh-aloud protocols, observations, 

and retrospective accounts have emerged as viable data 

gathering procedures. I used these complimentary data 

gathering methods to provide more information than simply 

one data gathering technique. Interviews allowed direct 

contact with my participants where they could tell me what 

tney believe about their teaching practices, a method 

compatible with teacher thinking theory. Think-aloud 

protocols provideo access into the thought processes of 

participants as they completed tasks. Observations allowed 

me to observe the instructors' teaching first hand and 

attempt to discover whether what they believed was happening 

in their classes was, in fact, occurring. Finally, 

retrospective accounts gave participants a forum to explain 

their actions during think-alouo protocols ano also provided 

them with an opportunity to expand on interview data.

Interviews are a data-gathering technique consistent 

with a teacher thinking perspective (Copeland et al., 1994; 

Flbaz, 1991'. Interviews can provide data on how 

composition instructors perceive the influences of their own 

writing practices. Chin '1994) discusses two types of 

interviews: structured and unstructured (or open-ended).

Structured interviews have ore-formulated cuestions which



“ne researcher follows exacoly for each paroicioano. 

I'nsorucoured or open-ended inoerviews may also have pre- 

formulared questions; however, the topics may be modified to 

allow the participant flexibility in the response.

Following an open-ended format, Elbaz {1991} holds that 

one way of gathering interesting data about the teaching

process is to listen to teachers' stories. The stories can

provide an effective way to present rich and voluminous

data. However, they can also be a methodology in

tnemselves. Flbaz finds the stories can be told as a result 

of open-ended interview questions and can show the 

relationships between teacher thought and action {p. 3;.

Copeland, Birmingham, DeMeulie, D 'Fmidic-Caston, and 

Natal {1994; described their methods for employing 

interviews in their study of the cognitive processes in 

aspiring teachers, experienced teachers, and their peers. 

After having the twenty-eight teachers cf four levels of 

experience watch a videotaped example of teaching, they 

questioned the teachers about what they observed and their 

interpretation and evaluation of the classroom. Copeland 

et. al. explain that they tried to remain non-intrusive, 

allowing the teachers to discuss any part of the tape. The 

interviewer's only verbal remarks were occasional positive 

remarks (uh huh, yes) to what was being said and to be
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certain cr.e ceacners sale a^_ they wantea aocut tne tapes. 

This ocen-enced interview process allowed the teachers to 

explore the issue in many different ways and shew how 

different levels of experience reflect themselves in the 

instructors' observations and comments.

There are many aifferences between the thoughts of an 

on-going process and thoughts of a completed prooess. 

Ericsson and Simon (198 4; call these two types of protocols 

retrospective fcompleted) and concurrent (on-going^. 

Concurrent protocols are also called think-aloud protocols 

'Ericsson and Simon, 1990). Think-aloud protocols were 

employed to study cognitive elements in the composition 

process by Slower and Kayes (1980, 1981). Witte and Cherry 

'1994, hold that Slower and Hayes' early work was va.rable 

because it laid the foundation upon which other studies in 

composition cognition were based. Scardmalia and Bereiter 

•193 6) found that the research into the composition process 

was enhanced by having participants think-aloud wnile 

composing essays. Because a think-aloud process consists o; 

talking (usually into a tape recorder) about an activity 

while actually performing that activity, the activity helps 

show the cognitive processes employed by the participants 

during the activity.

Think-aloud orotocois have been endorsed for use in



leacher thinking cheery by Clark and Petersen ;1P8 6';. They 

say that teacher thinking theory relies heavily on self- 

report {p. 259). In teacher thinking research, the think- 

alcua protocols completed by the instructors consist of wha: 

the instructors believe to be occurring in their classroom. 

Zriccson and Simon ,199G) find suoh short-term memory 

reports an acceptable method of data gathering because when 

instructors complete think-aloud protocols soon after 

completing an activity, their memories of the event have 

seemed to be representative of classroom actions. Clark and 

Peterson (1986), however, believe to help ensure the 

accuracy of the think-aloud protocols, the data gathering 

method should be combined with other methods, including 

interviews and observations (p. 259;.

When gathering data about the influence of writing 

practices on composition instructors, a third method to 

employ is observations. Since the researcher can observe a 

class without being a direct part of the action 'Lauer & 

Asher, 1938), observation can provide information less 

influenced by the instructor than interviews or even 

protocol analyses. This outside perspective is necessary 

because often, what a teacher believes is happening in the 

classroom, as reflected in interviews and protocol analyses, 

may not be haooeninc.
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Successful cbservacicn involves oachering data in as 

many mediums as possible. Field notes should attempt to 

represent the happenings, although the choice of what to 

record is based our of the researcher's theorerical 

perspective. Field notes should also be specific, avoiding 

general adjectives '.Glesne & Peshkin, 1992) . Sometimes, a 

checklist can be employed while observing a situation (Moll, 

1992}. Finally, unobtrusive tape recordings can provide a 

transcript which may enrich field notes (Herrington, 1965;.

Russell (1989) employed observation followed by 

interviews in his study of change in beliefs of teaching 

practices and teaching theory by instructors of different 

levels of experience. He followed a case-study approach 

with five participants, gathering data from observing the 

teachers in the classroom and then questioning them about 

their beliefs and practices.

Retrospective accounts provide a fourth method of data 

gathering. They can take tne form of face-to-face 

interviews conducted with participants in which the 

researcher asks either open-ended or structured interview 

questions about what the participants wrote or said in 

another data gathering technique (Greene & Higgins, 1994;. 

For instance, a participant could provide a detailed account 

about whv thev orovided certain information in a think-aloud
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protocol (DiPardo, 1994;. One of cne greatest strengths of 

retrospective accounts is that they tan answer the "why" 

questions that often arise in the mind of the researcher 

{Greene & Higgins, 1994;. They can also help the researcher 

understand the social, linguistic, and cognitive elements at 

work in the participants lives ;Ti?arco, 1994;.

For retrospective accounts to be the most reliable, the 

retrospective interviews should be conducted near the time 

of the original process, the questions should be designed in 

ways to tap the participants short- and long-term memories, 

the researcher should have a clear purpose for conducting 

the retrospective interviews, and the researcher should 

report data in a way that makes clear the path from data to 

claim {Greene & Higgins, 1994,.

DiPardo (1994) used retrospective accounts in her study 

of student writing. She found them useful in eliciting 

information about complex relationships in her participant's 

lives, and they provided a way to gather detailed 

information. However, she expressed concern with evaluating 

the importance of those artifacts to which she returned, and 

she worried from an ethical perspective if she should remind 

her subjects of potentially embarrassing discord and 

struggle. However, her final conclusion was that it 

provided important information available through no other
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■iacâ gatnering technique.

The strongest argument for using retrospective accounts 

is that if teacher thinking attempts to uncerstand why 

teachers behave in certain ways, then accessing their 

tninking as clearly as possible can provide the best 

information attainable. Sociocultural elements and beliefs 

about theories of writing instruction could also be made 

more clear with this follow-up method of data gathering.

Multiple data gathering methods provide a more complete 

picture of the influence of personal writing on a 

composition instructor's classroom practices. Each cf the 

above described data gathering methods provided different 

perspectives on the activities cf my participants. A more 

complete description of the actual procedures of my data 

collection can help other researchers understand how each 

method contributed to the study.

Procedure of Data Collection

For my study of the perceived influence of instructors' 

personal writing in the instruction of freshman composition,

I gathered data using observation, interviews, think-aloud 

protocols, and retrospective accounts. I selected what I 

observed and how I analyzed it through the lenses of 

sociocultural constructivism, teacher thinking theory, and 

theories of writing instruction. I was honest with my
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participancs about the basic nature of my study because 

gathering data in these ways cannot be done invisibly; 

instead, I tried to remain inconspicuous and portray a 

positive attitude toward tne instructors so I could witness 

a more honest {and not intimidated) representation about how 

they teach their classes. The following description aetails 

how I gathered the data for this study.

Interviews.

The interviews for my study were semi-structured in 

nature, somewhat similar to Seidman's [1391) three-interview 

model of focused life history, details of the examined 

experience, and reflection on the experience's meaning. As 

Seidman suggests, the questions within the interviews were, 

to a certain degree, developed from the information the 

participants provided, making the interviewing process more 

inductive than deductive. However, each interview had a 

purpose, and certain kinds of questions were asked to give 

the participants a chance to address issues and then 

continue the discussion based on their experiences. The 

first interview with my participants was informal; we became 

more comfortable with each other as I gathered demographic 

and background information about the participants (see 

Appendix A).

The second interview with my participants examined



-heir classroom practices that relate to planning lessens, 

selecting classroom activities, and assessing of student 

essays. I asked them how people learn to write, what 

influences their selections, and how they make decisions 

about composition instruction {see Appendix 5 for a list of 

questions and Appendix E for an excerpt of an interview;.

The third interview covered the composition 

instructors' beliefs about themselves as writers, in what 

kinds cf writings they are engaged, and if they believe 

their own writing practices influence their composition 

instruction 'see Appendix C for a list of questions and 

Appendix ? for an excerpt of an interview).

These three interviews allowed me to learn about social 

and cultural influences on my participants, for instance, 

the impact of their educational background, prior teaching 

experiences, and the university setting; derive a sense of 

their beliefs about writing instruction, like what writing 

is and how students can learn to write; ana gain a 

perspective on their thought processes about teaching and 

their own personal writing, how they see their personal 

writina habits influencina their classroom behaviors.

In my study of how viewing oneself as a writer 

-influences a composition instructor's planning of lessons.
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classrccm activities, and assessment, I intended to use 

think-aloud protocols in two different areas; First, : was 

going to have my participants conduct think-aloud protocols 

as they planned the unit of instruction that I observed. 

However, my participants did not make formal lesson plans, 

or they had completed them at the beginning of the semester, 

So I changed my methodology to study lesson plans from 

think-aloud protocols to retrospective accounts.

Second, I had my participants conduct think-aloud 

protocols as they assessed the papers/essays/writings that 

resulted from the unit that I observed. I asked them to 

explain why they made the assessment choices they did while 

reading the papers. The instructors taped their reactions 

to student essays with a tape recorder that I provided for 

them. I let them complete the protocol whenever and 

wherever they usually graded papers, without my being 

present, so the data would be as typical of their grading 

practices as possible. I requested that they provide as 

.much verbal information as they could by reading the papers 

aloud as they graded, explaining what they were writing on 

the papers and why they felt their comments were important, 

and telling m.e what the final grade was and why it was 

given. By having the instructors explain their beliefs and 

actions, the gathered information was compatible with
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leacher thirikiag and sccicculzurai conscruc-ivist "heories. 

'See Appendix 3 for one ohink-aloud promco and Appendix G 

for an excerpc.)

Observerions.

I used observations in my study as a way oo see 

direcoiy whao happened in one insorucoor's classroom. To 

accomplish this end, I observed one complete unit of 

instruction (approximately two weeks'; of each participant.

I gave the participants the option of choosing the unit that 

I would observe. Two participants, Liza and Jenny, 

suggested units; the last participant, Jackson, told me I 

was welcome any time. In their classrooms, I took field 

notes, locking generally at the delivery method the 

instructor used, what kind of student answers were asked for 

and what were supplied, the tone of the classroom, how the 

students responded to the instructor and other relevant 

actions. For example, in Jenny's and Liza's classrooms, I 

observed lectures, group activities, and individual work. 

Jackson's unit consisted entirely of one-on-one 

conferencing, with students working individually at their 

desks. Because of this, I taped every conference that 

Jackson conducted during the unit and based my observation 

on these notes and on the notes I took in the classroom. I 

also looked soecificallv for anv references to the
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instructor's personal writing. I compared the notes I took 

in the classroom with the information the instructors 

provided in the interviews and think-aloud protocols. From 

a teacher thinking theoretical perspective, 1 tried to gain 

insights into whether what the instructor believed to be 

happening in the classroom was actually happening. 

Observations also gave me first-hand information about tne 

kinds of theories of writing instruction that the 

instructors used in the classroom.

Retrospective accounts.

I used retrospective accounts in two ways. First, 

after I conducted the interviews and listened to my 

participants' responses, I used retrospective accounts to 

provide my participants with a forum to discuss the 

interviews and think-aloud protocols that they completed and 

supplement the information with further explanation. 1 also 

asked clarifying questions that emerged when 1 read the 

transcripts. Second, as I said earlier, I used 

retrospective accounts to discuss the lesson plans most of 

the instructors had previously completed. The two 

instructors who had previously completed their lesson plans 

explained their goals for the unit I observed and the 

reasons they made their decisions. For the one instructor 

who did not create formal lesson plans, we used the forum as
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an cpportuniny co discuss now ne rp.acie décisions abouc whac 

his goals were for his class.

Jana Analysis Methods

Many forms of data analysis have gained acceptance by 

sociocultural researchers 'Chin, 1994; Grossman, 199C; 

Peshkin, 1991). However, this acceptance does not suggest 

the methods are perfect; just as in data gathering 

techniques, each method of analysis has its own strengths 

and weaknesses. 5y employing aifferent methods cf data 

analysis, researchers can obtain a more complete picture oi 

the phenomena than possible from one just one analytic 

perspective. In my study of the influence of the writing 

practices of composition instructors, once I coded the 

interviews, think-aloud protocols, retrospective accounts.

analysis.

Coding consists of dividing a transcribed discourse 

into pieces containing essential elements 'Witte 5 Cherry, 

1994). These elements are then labeled and categorized into 

a system designed by the researcher. This coding process is 

a subjective act (Hillocks, 1994). Smagorinsky (1994) calls 

the coding system "the instrument that represents the import 

of the data" (p. 7). He goes on to explain how different 

researchers could code identical data in differing ways.



leading cc radically disparage inrerpreracions cf a study. 

Therefore, it is i.T.peracive for a coding sysce.n cc be 

designed from a specific theoretical perspective, and that 

perspective ruust be appropriate to the study.

Interviews, think-aloud protocols, classroom 

observations, and retrospective accounts can all be analyzed 

through coding. Each of these types of data was divided 

into manageable units or codes. Studies having a similar 

focus (of teachers' writing as it relates to the composition 

classroom; or following similar theoretical perspectives 

•teacher thinking, theories of writing instruction, and 

sociocultural constructivist theory; provided some initial 

ideas for codes (Clark â Peterson, 1936; Slbaz, 1991; White, 

1996; .

Although previous studies can serve as guides, rarely 

can a coding system from a previous study be utilized in 

another research project (Hillocks, 1994). For my study, 

the coding system included issues of how teachers believe 

their personal writing habits influence their lesson 

planning, classroom activities, and assessment processes.

The data also suggested codes that dealt with the definition 

of writing and a writer, how students learn to write, the 

social and cultural influences on writing instruction, 

intertextuality cf composed texts and texts of others on
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compcsitiicr. instrucrion, and one importance of the teacher's 

personal writina in composition instruction.

Once I ceded the data, the interviews, observations, 

think-aloud protocols, and retrospective accounts were 

analyzed through verbal data analysis: a mere qualitative,

descriptive data analysis method that looks for emerging 

themes. Verbal data analysis is a way of looking at verbal 

data in ways that are not simply quantitative, but rather 

examines the language and word choice of the participants 

through language, not numbers. For example, the interview 

transcripts were described in methods similar to those 

employed by Grossman (1990), where she used interviews to 

verbally describe the differences in teaching styles between 

beginning teachers with teacher education and those without 

teacher education.

Hillocks (1994) believes verbal data analysis is useful 

when developing a coding system of complex verbal discourse. 

It also serves as both a foundation and as a support for the 

conclusions drawn about the role of personal writing in 

compositton instruction.

Conclusion

To achieve a more complete picture of how college 

composition instructors perceive their personal writing 

habits influencing their classroom planning, activities, and



assessment, I found multiple methods of data gathering and 

analysis useful. 3y combining interviews, tnink-aloud 

protocols, observation, and retrospective accounts, I was 

able to achieve a more complete perspective on the 

instructors' practices than would have been possible through 

simply one data gathering technique. Through my most useful 

method, interviews, I could provide the participants with a 

forum in which to discuss their beliefs about composition 

instruction and personal writing. Because the questions did 

not suggest correct or incorrect answers, the participants 

felt free to discuss what they believed about their ideas 

and their classes. Think-aloud protocols were useful 

because they allowed me insight into how the instructors 

graded student papers. They explained what they expected 

from the essays, how they marked both strengths and 

weaknesses of the papers, and how they derived a grade. The

observations allowed me to experience their classes first 

hand and look for relationships between discussions of 

personal writing and composition instruction. Finally, the 

retrospective accounts gave me an additional forum to 

clarify information I nad gathered earlier and gave them a 

chance to explain anything they felt was confusing or mis­

represented. Through verbal data analysis, I found that the

rich text possible in qualitative research created a



iecaiiec perspective op. the practices of composition 

.nstructors. The codes I treated allowed me to analyze the 

iata in more detailed ways than I expected and illuminated 

iindings that surprised me.



c ci

In~rcduc~ ion

The codes I developed co analyze my daza also proved co 

be useful section dividers when discussing my findings. .\s 

a result, each major code has become a heading, and sub­

codes have become sub-headings. 3y organizing the cnacter 

in this way, related themes emerge and become more apparent. 

First, 1 discussed the context of my study. The context was 

comprised of the researcher's role, the university setting, 

the participants, and the participants' classrooms. Then, T 

discussed the beliefs about writing held by my participants. 

This included beliefs about what writing is, beliefs about 

what a writer is, and beliefs about self as a writer. The 

third major code I developec was beliefs about teaching 

writing. This was comprised of how people learn to write, 

the process cf writing, purposes of freshman composition, 

student writing assignments, personal writing and lesson 

planning, personal writing and classroom activities, anc 

personal writing and student paper assessment. I aisc 

analyzed ncth social influences on writing instruction and 

cultural influences on writing instruction. Finally, I 

examined the intertextual influences on writing instruction 

which I divided into influences of self-composed texts on 

writina instruction and influences of comoosed texts of
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ocners on writing instruction.

C o n t e x t  o f  t n e  S t u r i v

Before I began to examine the influence of personal 

writing habits on composition instructors' classroom 

practices, I had to make several decisions. First, I had to 

determine how I would approach, m.y study; that is, I had to 

determine what role I would take in the research process. 

Once m.y role was settled, I had to choose the place where I 

would conduct my study. I knew I wanted to study college 

freshman composition classes, but given that, I hac several 

locations that would have been both successful and 

convenient for me. Finally, once I knew where I would 

conduct the study, I had to decide who within the 

university's English aepart.ment would participate in the 

study. I had to determine hew many participants I wanted, 

allow for participants to drop cut of the study, and choose 

instructors who might hold relatively different perspectives 

on writing instruction. I knew that before I could complete 

my study, I must carefully choose the context in which I 

would situate it {Varnum, 1994; Bridges, 1993).

Researcher's role.

I came to this study from a history of being interested 

in both writing and composition instruction. I have been 

interested in writing, specifically creative writing, for as



_cr.q as I car. remember. I have vritcea scories, pcecry, anc 

cruly cac novels since 1 was nine or ten years clc. In 

college, chis inceresc in liceracure became a cegree in 

English edccacion, followed by cwc years of reaching eighch 

grade English. I recurned co graduate school and completed 

a master's degree in English with an emphasis in creative 

writing. Then, I began Ph.D. course work and realized that 

I was more interested in studying the teaching of writing 

than I was in literature.

As most underemployed ?h.E. candidates, I looked for 

work anywhere I could find it. I began teaching freshman 

composition in 1990, and today, eight years later, I believe 

freshman composition is one of the most important classes 

that undergraduate students complete. Writing is a skill 

that most jobs require in one form or another, and students 

who learn successful writing strategies have an advantage 

over students who do not. As a result, I think that 

freshman composition instruction is an important area of 

research. I do not believe that there is only one (or even 

just several) successful ways to teach freshman composition; 

every instructor brings a unique background and set of 

beliefs to his or her classroom. These backgrounds and 

beliefs can be examined to help researchers understand more 

comoletelv how composition instructors complete their task
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of oeachlag fresamaa oo wrioe. >Iy iaoereso is act ia olae 

ead result of studeao v/rioiag, aloaouga oafs would be a 

valio study. I am also act looking at Issues of "success" 

waea teaching composition. From teacher thinking theory, it 

follows that each instructor could look at success ia a 

differeat way iClscn, 1988':. Instead, I am seeking a 

perspective on how composition instructors make decisions 

about how they plan lessons, implement classroom activities, 

and assess student papers.

I chose to limit my stucy to how instructors make 

decisions about classroom practices through the lens of how 

they perceive their own personal writing, the writing they 

complete either as part of their career or oecause they 

simply enjoy writing. Personal writing is of interest to me, 

and I thought it would be interesting to see how other 

instructors viewed the influence of tneir personal writing 

on writing instruction. Beginning this study, I did not 

believe that only instructors who view themselves as writers 

could be successful composition instructors, and through 

findings I did not expect, which I will discuss later, I 

believe this more strongly now.

I approached this study as an observer who tried to 

stay unobtrusive, although knowing that I could not be truly 

invisible, I did not attempt to be. Through my data



gathering, I attempted to stay non-judgmental, allowing the 

participants to tell their own story. Their stories have 

provided a rich source of information from which I wrote 

this study.

University setting.

Pine Valley University (P'/U), the regional university 

where I gathered my data, is located in Pine Valley, 

Oklahoma, with a student population of approximately 14,000 

students and 500 faculty members. The student population 

consists of traditional students, approximately eighteen 

years old, who graduated from high school the previous year; 

international students who have come to this university for 

an affordable United States' education; and nontraditional 

students who have worked, often a number of years, before 

returning to school. The mean student age is twenty-six. 

There is limited student housing, primarily occupied by the 

international community, and most of the students live off 

campus and commute to the university. Pine Valley 

University offers bachelor's and master's degrees in many 

programs; however, because it is a regional rather than a 

state university, there are no doctorate programs. Although 

most of the faculty have doctorate degrees in their fields, 

some faculty teac.n with only a masters' degree.

Unlike larger state universities, most of the Liberal



Arus College is Iccaoed in. one building ao Pine Valley 

University. The English department offioes occupy 

approximately one-quarter oi the available space in the 

building, and the offices are locatea in several adjacent 

suites. As a result, several of the participants commented 

on how everyone in the department tends to know everyone 

else. This closeness seemed to lend itself to a feeling of 

comraderie between faculty members.

Although the university utilizes graduate assistants 

and adjunct instructors to help in teaching freshman 

composition, all full-time faculty also teach the freshman 

classes. The instructors teacn an average of twelve ncurs 

per semester, and teaching takes precedence over research. 

Conference participation and publication are a part of the 

department, but not as strongly as one sees at a state 

university.

Because most of the student body commutes and many of 

them work, classes are primarily offered in the morning and 

in the late afternoon and evening. The university is quite 

empty between two and four-thirty in the afternoon. Classes 

in the English department are offered in either a Monday- 

Wednesday-Eriday/Tuesday-Thursday format or once a week at 

night. The department does not offer Saturday classes, and 

telecourses are extremely rare.
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I cr.ose a regional university for my study because I 

teach Composition I and II in an English department at a 

comparable university, and I am interested in hew self­

perceptions about personal writing nabits influence the 

teaching practices of the instructors. I can apply what I 

discover to my own teaching practices. I have also 

discovered that most of the literature on the beliefs of 

teachers and their writing habits has focused on the public 

school level, leaving the influence on university level 

instruction largely unexamined.

Participants.

For this study, I wanted to select participants with 

different backgrounds, so I could gain independent 

perspectives about the influence of personal writing on 

composition instruction. To begin, I met with many 

instructors informally, talking about writing, teaching 

writing, and the personal writing in which they engaged. I 

initially limited my pool to experienced instructors, so I 

would not nave to deal with issues of experienced versus 

inexperienced composition teachers. After talking with the 

instructors, who were all willing to participate in the 

study, I narrowed the pool to four instructors because of 

the oetailed data I wanted to gather from each one. Halfway 

through the study, one of the participants dropped out of



che study due tc ether time constraints; however, tne 

remaining three provided me with such detailed, varied 

information, I co not believe this adversely affects the 

study. Because this is qualitative research with a limited 

number of participants, I would not have been generalizing 

the findings either way. The three remaining participants 

willingly allowed me to interview them and observe their 

classes, and they agreed to complete think-aloud protocols 

and provide retrospective accounts.

The first participant, Liza, was an African American

instructor. I selected Liza because she did not originally

see herself as a writer, but rather as a teacher of writing.

She received a Bachelor of Science in Secondary Education

from a neighboring state university. She haa two areas of 

specialty in secondary education, English and French.

Later, she completed a Master of Arts Degree in English and 

earned a Ph.D. in Higher Education Administration with an 

emphasis in English.

Liza's teaching career began in 1971 at a middle school 

in a large metropolitan area, where she taught three classes 

of ninth grade English and two classes of French. She began 

teaching at Pine Valley University in 1980 and taught 

primarily freshman composition, American literature classes, 

and ethnic literature classes. She also taught the English



mechcds class, the educacioa mechcdcloçy class required fcr 

English Educacioa majors.

M.y second participant, Jackson, was Caucasian and the 

Chair of the English Department at ?'“J. I selected Jackscn 

because of his strong interest in freshman composition, the 

conferencing methoc which he usee in his composition 

classes, and the amount of personal writing he had 

completed. In 1974, Jackscn received his Bachelor's degree 

in English/Fre-Med at a large university located in the 

southwest. He continued at that university to receive a 

Master of English in 19"7. 5y the time he started his 

Ph.D., he said he knew "what he wanted to be." He was just 

afraid there would be no jobs. He completed his Ph.D. in 

English at a large university in the South in 1931.

Jackson began his teaching career as a 

teaching/research assistant during his graduate studies. He 

began teaching at Pine Valley after his graduation and was 

responsible for the remedial writing classes. At the time 

of the study, he taught primarily composition, advanced 

composition, American literature, and occasionally, he 

instructed creative writing classes. He became chair of the 

English department at P'/U in 1994.

Jenny was my third participant, and I selected her 

because of her unusual background, her enthusiasm for
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reaching- freshman composition, and because she said she 

•«rote really great Christmas letters. Jenny was Caucasian 

and had a Bachelor of Interior Design with a minor in 

English from a large state university. After she married, 

she and her husband were stationed on Guam. The village 

needed an English teacher, so she began teaching high school 

English. She said her students ranged in ability from very 

bright, to whom she taught Shakespeare, to very slow because 

of the intermarrying within the village. She believed that 

her students' varying levels of ability taught her to be 

more effective with wide ranges of learners.

After she returned to the United States, Jenny received 

a Master of Arts in English and began teaching at Fine 

Valley University in 15=5. She taught freshman composition. 

Three years before my study, Jenny -was diagnosed with breast 

cancer anc underwent surgery and radiation. Curing the 

semester I gathered my data, Jenny was a breast cancer 

survivor with no intentions of giving up.

The three participants of my study had one 

characteristic in common— they all seemed dedicated to 

teaching their students to be effective writers. However, 

they also had many things that they did not share. They 

viewed their personal writing through decidedly different 

perspectives, and they taught their classes in very
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iLirrerenc ways. Iz was "heir hecisarion to their jobs and 

iheir different beliefs that encouraged me that these three 

:cuid provide fascinating data about teaching freshman 

:cmcosition.

Participants' classrooms.

.ne tnree classrooms or my participants were an 

important part of the context of my study. I spent 

approximately two weeks in each participant's classroom 

because I observed a unit of their instruction. I gave the 

participants the opportunity to decide what unit they wantec 

m.e to observe. It was easy to begin to see differences in 

the three participants just from observing the way they 

taugnt.

I observed Liza teach a short story unit whicn 

culminated in a writing assignment. Liza's classroom was 

usually arranged so that she was in front of the students, 

and the students sat in rows. Liza primarily conducted 

interactive lectures with her students, where she would 

speak, and they would answer questions or ask questions.

Her tone with her students was professional, but still warm 

and friendly. Because the students were working on short 

stories, Liza explained elements of the short story and 

symbolismi. During her lecture, she wrote on the board, 

providing definitions and examples. Then, she had the
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scuaencs app^y ine ^ecture to the story they haa just read, 

"Young Goodman Grown." After this, the students worked in 

groups finding the elements of the short story and syrrdolism 

in several stories that they had previously read. They 

applied the lectures and group work to individual essays 

that they wrote. They could choose one of several stories, 

and she explained to the students what elements the essay 

needed to include. She provided the thesis statements; 

then, the students supported the statements with specific 

examples from the text. After the essays were completed, 

Liza completed a think-aloud protocol as the graded the 

essays.

Jenny's classroom was also usually arranged in rows 

with her standing in the front. I observed the unit in 

which she introduced and discussed the research paper for 

several days. After her students understood the elements of 

the research paper, she taught a literature unit and 

returned to the research paper from time to time. I 

observed her class those following days in which she 

discussed the research paper.

The first day of Jenny's unit, it was snowing, and 

approximately half of the class was absent. The students 

who were there seemed to have an extremely good rapport with 

Jenny, and she seemed to genuinely like them as well. She
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explained zhaz z'r.ay would each select a novel and the 

corresponding video c.ade frcrr. the book based on a list of

novels and movies that she provided. If a student wanted to 

research another book, Jenny usually approved it. She ttld 

the students that they would read the novel and discuss it 

from the perspectives that they had aiscussed in class-- 

theme, symbolism, genre, etc. Then, they would compare 

and/or contrast the novel to the video.

The next class period, Jenny reviewed MLA bibliography 

format with them, even though they had been using 

documentation in earlier writings during the semester.

After they had been reading for approximately two weeks, 

Jenny devoted a class to the papers, and the students 

explained their tentative thesis statements in class. The

next class period, Jenny led a discussion of methods for 

supporting a thesis statement. She told .me that most of 

this was review for the students, but she contextualized it 

to the research paper.

A few weeks later, Jenny canceled classes and met 

individually with all of her students to conference about 

their research papers. I observed this, and she worked with 

her students about persuasive thesis statements, information 

that supported the thesis, and clear writing. Jenny's 

attitude toward her students was always enthusiastic, she
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willingly answered quesricns, and even if a student was 

having great difficulty writing the paper, if they were 

willing to spend time on their research, she would also work 

tirelessly to help them. She also completed a think-aloud 

while grading the final essays.

Jackson's class was unlike either Liza's or Jenny's.

He explained to me before I came to the class that he rarely 

lectured. He went over some basic grammar information at 

the beginning of the year and showed his students where to 

find it in their handbooks. He also ciscussed the 

importance of rewriting drafts to help student essays 

improve. As will be explained in more detail later, his 

students spent nearly all of the semester writing. They 

wrote a series of paragraphs over topics of their own 

choice. The first third of the semester, they wrote and 

revised paragraphs by themselves; the rest of the class, 

they wrote by themselves and revised in groups. During the 

class, Jackscn sat at his desk and called students' names in 

alphabetical order or reverse alphabetical order (he

alternated) . He went over every paragrapn wiz.n every 

student every class period.

During the unit I observed, the students were not 

working in groups. The class was completely silent. He 

told me before I observed him that if two students wanted t.
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calk abouc scruecniag, cney were welcome co co ic; cney jusc 

needed co go cue ic cce call for tee discussion. Amazingly, 

cor cwc weeks, I saw freshman composicion scudencs sic and 

wrice and wrice and wrice while he worked ac his desk wich 

Che scudencs individually. When he called cheir names and 

cney didn'c wane co show him someching ac cnac cime, he wenc 

on. Then, afcer he finished all che scudencs, he called che 

name again. I never saw a scudenc refuse a conference. I 

caped che conversacions he had with che scudencs, and they 

sounded more like a mentoring process chan a criticism 

process. If scudencs made a grammacical mistake, he asked 

them if they saw someching wrong. If he could not gee them 

CO see che error on cheir own, he gave them a page number 

out of che book, asked them co read che page, and then calk 

CO him about it again during che next class period. He 

often asked questions like, "Why did you wrice che paragraph 

this way?" If che scudenc could not answer, he would 

encourage them co chink about ic, decide if ic was che best 

way CO wrice che paragraph, and if ic wasn't, develop 

another method. I never heard Jackscn say cnac a scudenc 

had written a paragraph incorrectly; instead, he seemed 

intent on helping the scudenc make chat paragraph che best 

he or she possibly could. When Jackson was convinced Che 

scudenc could do no mere and che paragraph was acceptable.



"OK." Than was she only grace in 

she class, and final grades were determined by the ncrrJcer cf 

"OK's." (This system is discussed in more detail later in 

the study.)

The context cf my study was important for me to 

establisn so I would be in a position to gather the kind of 

data I wanted (Kagan, 1992; Clandinin, 1986). My role as a 

researcher was to observe my participants' teaching, not 

evaluate the effectiveness of the instruction or the student 

learning. I selected a setting that was similar to my own 

teaching background and had a large enough department that I 

could choose participants with different perspectives. The 

participants were my most difficult oecision because many 

instructors were willing to take part in the study, but 1 

wanted participants of similar ages who viewed writing and 

teaching differently. 2y describing the units 1 observed at 

this time in the study, I established a context from which 

to discuss my findings.

To serve as a frame of reference when reading the 

transcripts and notes, I developed a series of codes from 

which to analyze the data my participants provided. 2ach 

code ties to my research questions established in Chapter 

One, and together, they provide interesting, and sometimes 

unexpected, finoings about how personal writing habits
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inri-uep-ce ccaipcsi~ ica instructors' practices. 

About Writiac

The first major category of coding that I want to 

address in this study concerns itself with the beliefs about 

writing held by my participants. My research questions 

addressed how the perception of how being or not being a 

writer influenced a composition instructor's classroom 

practices. Before I could directly address this issue, I 

needed to develop a base of information from which to 

discuss being a writer (Troyha, 1996; Romano, 1395;

Goldberg, 1986}. First, it was important to determine the 

beliefs of my participants on what writing is. Seconc, I 

needed to gain perspectives on what my participants believed 

a writer is. From this, we talked about how they viewed 

themselves as writers. Because much of the theory base of 

this study is founded on teacher thinking theory (Koncpak & 

Wilson, 1995; Pajares, 1992; Olson, 1988), I needed to 

attempt to discover what my participants believed about 

writing.

Beliefs about what writing is.

The first code I investigated was the beliefs of my 

participants about what writing is. Because teachers behave 

in ways congruent with their beliefs, and their beliefs are 

individual, I thought ic was important to provide my
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p a m c i p a n c s  wicn a cnancs co aerine wriccng. Before I 

could study now composicion instructors viewed tneir 

personal writing, I needed to establish first what they 

believed writing consisted of.

Liza believed writing to be primarily an activity 

leading to a specific goal. Although she acknowledged 

creative forms of writing, like novels, poetry, and stories, 

she believed that most of the writing she and her students 

completed had a utilitarian purpose. She said, "Writing is 

a form of communication— a necessity. [It's something] 

people usually complete for a specific purpose." Liza's 

beliefs about writing manifestée themselves in the kinds of 

writing she tried to help her students produce. She 

explained, "I want my students to find the purpose, the 

audience, what it's for, and get to the point. . . .There 

are other purposes of writing, to inform, persuade, soothe, 

and entertain, but most of the focus [in freshman 

composition] should be on informative writing."

Jenny defined writing within the context of her 

composition classes. She said, "Writing is communication on 

paper. That's writing in a freshman sense. I only focus on 

this because I only teach freshman." Jenny believed that 

good writing was writing that was thoughtful and 

communicatee with the reader. She said, "Writing is altered

' o



by who "he audience is. If an audience expects something 

from the writing, then the writer must be responsible for 

that and make the writing live up to the expectations.” She 

also included many types cf writing, including letter 

writing, as legitimate forms of writing. She did not limit 

writing to essays or works of fiction.

Jackson saw writing as something that needed to have 

significance for the writer. He said, "The first thing that 

these people are divorced from in the traditional classroom 

is their own experience. They have this wealth of 

fascinating information, but they have been taught somehow 

that it's not interesting. They have no confidence in their 

own ability to express tneir own lives, which is a 

tremendous tragedy." He said that for real writing to 

occur, this confidence must be returned to the writer. 

Writing can only exist when a writer takes ownership of the 

product. Otherwise, it is simply another worthless 

exercise.

Each cf these participants defined writing by focusing 

on different aspects. Generally, Lisa believed college 

writing should be succinct and to the point, Jenny wanted it 

co be interesting and clear, and Jackson felt it should be 

meaningful. These three perspectives were interesting 

because of where they put control of the text. Both Liza

74



and Jenny “ended nc give more auchority co cne reader of che 

ce;<c, while Jackscn wanned che wricer co recain ccncroi. :

found cnac cheir définirions scrongiy influenced che way che

inscruccors viev/ec composicion inscruccion, a lacer series 

of codes. Their definitions also led into what a wricer is 

and whac che role of a wricer should be.

Beliefs about what a writer is.

Just as che three participants held different 

perspectives on what writing is, they also had opinions

abouc whac comprises a wricer. Their perspectives were

closely related co their beliefs abouc writing.

Lies defined a wricer as "someone who has a message.

Or, CO borrow from Robert Frost, someone who has a lover's 

quarrel wicn che world and wants co get an idea into some 

kind of word form. [He or she] expresses his/her 

dissatisfaction wich che way things are. Or maybe iusc an 

expression of beauty." She also differentiated between 

nonacademic writing and academic writing. She seemed co 

hold nonacademic writing as more legitimate "writing" chan 

she did academic discourse. In other words, real writers 

wrote fiction; as a result, she was not a writer because she 

wrote nonfiction.

Jenny limited her definition of a writer to writers in 

a freshman comoosition class. She said she did not feel
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qualified cc define the word outside of the context in which 

she. used it. In this way, she believed a writer is, 

"somebcdv who can make sentences come together. They write

d l i dea in a wav that simolv wakes it uo. That's a writer

to a freshman. Someone who can communicate on paper."

■Jackscn said, "I think [a writer- is somebody wnc feels 

he has real confidence. A writer is somebody who has 

confidence in his or her ability to shape the utterance on 

paper. . . .A simpler definition is somebody who [has] 

published writing that he/she has done. However, I think 

it's simpler chan that. Since I'm a composition teacher, I 

tend to lock at it as somebody who sees the act of writing 

more as an interesting challenge than an impossible chore."

However, Jackson tended to define a writer differently 

when he discussed writers outside of the context of his 

freshman composition class. When talking about himself as a 

writer, he defined a writer as someone who had success in 

publishing the kind of writing that he wanted to publish. 

Therefore, it would be up to individuals whether or not they 

were a writer.

It was interesting that when the participants discussed 

their students as writers, they had one definition of a 

writer, yet when they talked about themselves, this 

definition often altered. It appears that asking the
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question "Whaz is a wricer?" is ncc sufficieac. Ic should 

be supplerr.er.ced wich "If X group were wricing, how would you 

define being a wricer?" Based on cne chree parcicipancs' 

responses, che definicion of a wricer appears co be cied co 

social roles and culcural expeccacions. Being a wricer is a 

role one can choose or noc choose, and ofcen, che 

surrounding culCure influences Che decision. If che cuicure 

encourages wricing, one is more inclined co choose cne role 

of a wricer chan if che cuicure is cricical of wricing.

Beliefs abouc self as a wricer.

The progression from a discussion of che definicion of 

a wricer co beliefs abouc che self as a wricer was nacural. 

Ofcen, che cwo codes nearly merged inco one cacegory; 

however, chey were kepc separace because of che differenc 

kinds of définirions of a wricer chac che parcicipancs 

explainec, as described above.

Liza explained thaC she did noc view herself as a 

creacive wricer; inscead, she saw herself as a ucilicarian 

wricer. "I don'c ever wrice ouC of creacivicy; I wrice ouc 

of necessicy. I don'c jusc pick up a pen. I don'c wrice in 

journals. . I only wrice when I have co. I cue co che chase 

when I'm wricing and jusc cry co gee co che poinc. Kind of 

like Hemingway." She saw her wricing as academic in nacure, 

explaining chac she wroce papers, reporCs, commiccee
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reports, and similar writings. However, s.ie acknowledged 

that it was important fcr instructors to explain to their 

students that writing has different purposes, and 

instructors should refine their own writing as well.

However, she said that she did net write pcetry, short 

stories, or novels.

I asked Jenny if she considered herself a writer. She 

replied, "Yes, I do consider myself a writer, cut I don't 

work at it. I don't get paid for it. I love the written 

word and the writing. It goes together in sentences, 

paragraphs, etc. I think I have a good eye for good writing 

because I can see so many mixed constructions in my 

students. When I do conferencing work with tnem on that 

research paper, it's amazing how little effort they put into 

writing. I want to be informative; I want to have something 

tnat is worth saying. I expect that same ■dedication] from 

my students."

■Jenny saw herself as a writer who wrote a great deal in 

many genres, but she was not seeking publication. "I'm. not 

going for publication, but I write letters; I write poetry.

I write Christmas letters that are sent to over seventy-five 

people, and they just seem really to like them. That's 

really the only way I write" Jenny indicated that she 

valued all kinds of writing, both nonacademic and academic.



She admicced chac mosc of che wricing she had done since her 

gradoacion had been nonacademic, bee she had ccmpleced some 

academic wricing. "I did wrice a paper lasc summer because 

chey asked me co and gave ic ac che convencion held ac Pine 

Valley Universicy. IC was kind of fun because ic was 

exaccly whac I expecc ouc of my scudencs. I saw how long ic 

cook me, how much efforc I had co puc inco ic, and how much 

I worked. I see how remcce some of my scudencs are from che 

process because chey aren'c willing co comimit co ic." Jenny 

felc chac ic was good for her co have co wrice under 

pressure, so she could more easily underscand her scudencs' 

processes.

Jackson began by calking abouc che kinds of wricing in 

which he engaged. "I wrice noces co my daughcer. I have 

been doing a loc of E-mail lacely. The ccmpucer allows you 

CO mimio in your fingers processes of che human mind chac we 

couldn'c do earlier. The face chac you can change an 

uccerance, you can change a sencence or a word. Nobody ever 

knows you did ic. Thac changes che whole equacion in some 

odd way. I don'c know chac ic makes ic beccer, buc ic 

facilicaces cercain processes chac Che reaching of wriCing 

of che lasc chircy years have cold us. . . .Ic [E-mail] is 

much more incimace Chan oCher kinds of wricing." Jackscn 

wenc on co sav chac alchough E-mail and leccers are similar.



leccers require more sucscence, while E-mail mere expresses 

che emocion cf che momenc.

Jackson mentioned thac the day before the interview, he 

had put a novel in the mail. When I asked him what kind of 

novel, he responded, "Probably an unpublishable one." He 

then went on to explain thac it was a comic novel about cne 

legal profession that he had co-written with a lawyer. He 

also said that he had three textbooks being published thac 

year that analyzed and explained writing in different 

academic disciplines.

When I asked Jackson if he considered himself a writer, 

1 was astonished when he replied, "No." I asked him how he 

could say that when he had chree textbooks being published 

in one year. He responded, "Well, that's funny because 

there is something else in a definition of a writer that you 

have to take into account. Differenc people value different 

kinds of writing. Ï don't consider myself a writer. The 

reason is because I've never had much luck publishing the 

kinds of things I think I would need to have published in 

order to consider myself a writer. Textbooks don't count."

I asked him what he would have needed to publish to be a 

writer, and he said that when he was in college, he wanted 

to write poetry, fiction, and that kind of thing. He 

explained thac in the last twenty years, he had published
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one short story and about twelve poems. He shrugged,

"That's it; I haven't had the kind of recurring success at 

publication that in my mind legitimizes me as a writer. I'm 

an aspiring writer. Now, I think my definition is bogus, 

but it's bound up in how you see yourself, an 

identification. . . .1 think that you determine who you are

based on what you think you have accomplished as well as 

wnat you are capable of doing. I think I may be capable of 

writing good bocks that can get published, but I haven't 

ocne it yet."

M.y three participants held markedly different 

perspectives of themselves as writers. Liza saw herself as 

a writer of necessity, Jenny saw herself as primarily a 

social writer who did some academic writing, and Jackson, 

who wrote and published more than both of them, did not 

consider himself a writer. I think that his explanation of 

why he did not consider himself a writer provides important 

insight into why most people do and do not view themselves 

in specific ways. He saw a potential within himself that he 

was not fulfilling. From a teacher thinking position, this 

is interesting because it that how we think about something 

impacts our relationship to it. If we view ourselves in a 

certain role, then in our own minds, we become that role; 

however, if we do not view ourselves as beina within a
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cer-ain ro^e, very iicc^e can cnange our ~inas.

Beliefs Abouc Teaching #ririno

Because the focus of ny study is how self-perceptions 

of personal writing habits influence composition 

instruction, one of the most important categories I had to 

create was beliefs about teaching writing 'i.e., Walvoord & 

McCarthy, 1990; Hil-ocks, 1937; Applebee, 193 6; Emig, 1971}. 

I looked at this category from two different perspectives. 

First, I wanted to get a general perception of what my 

participants believed about teaching freshman composition.

I did not start by limiting their responses to how they 

related teaching to tneir personal writing. However, once 

we had discussed their general beliefs and practices when 

teaching composition, we specifically related these beliefs 

to their personal writing habits. First, I discussed tne 

beliefs about composition instruction held by my 

participants. I divided this code into the sub-codes of how 

people learn to write, tne process of writing, purposes of 

freshman composition, and student writing assignments.

Then, 1 ciscussed how planning, classroom activities, and 

assessment were directly influenced by the instructors' 

personal writing habits {Brown & Rose, 1995).

How oeoole learn to write.

To begin to discover what my participants believed
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about composition instruction, I asked Liza, Jenny, and 

Jackscn how people learn to write. I felt that this 

question was important because their answers could begin to 

provide insight into some of the underlying assumptions 

about learning that influenced the way they taught 

composition.

Liza believed people learned to write because of "fear, 

dread, and necessity. Fear of the empty page— an object in 

one's hand and knowing that because we are dealing with a 

concrete object, something has to be produced. You just 

cannot sit here, or you will end up with a blank page."

Liza's response was interesting because it seemed to 

correlate with her beliefs about her personal writing. From 

what she said earlier, Liza seemed to see writing as a task 

to be completed, not as something one would necessarily do 

as recreation. Her belief that people learn to write 

because they are afraid of having nothing on paper tied with 

the concept of writing as an assignment. Writing was 

something that "has to be produced."

Jenny found that people learned to write by writing. 

"Trial and error. I think most good writers had someone 

back in the third grade that stood over them, and molded 

their habits." I asked her if she thought she could do that 

at the college level. She replied, "No, I don't. I stand
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up au une ooara aocuu unree uimes a semesuer and say, 'You 

Gcn'u say womens.' I have four suudenus who suiii say 

womens. Now, whatever they have got in tneir minds beats 

.me. Women is singular. . . . Some of them, most cf them, 

can't spell. I don't know. I think that once some habits 

are formed, I don't know that you can do anything about it."

Like Jenny, Jackson believed that habits formed early. 

"The research says that they ^students': have learned ninety 

percent of their grammar before they learn how to speak.

They learn it in their home environment. I do think that 

home environment has a tremendous amount of influence here.

"I think one of the reasons I learned to write is that 

I had parents who wrote. My father, being a minister, wrote 

all the time. My motner was a teacher who had taught tne 

whole spectrum. She taught in grade school, high school, 

middle school, and college. She got ner Master's degree in 

secretarial skills. She taught shorthand, typing, and that 

sort of stuff at a nearby university. Looking at miv own 

experience, I began to realize that there was some real use 

in knowing how to do this right. I figured cut that what 

you had to do is challenge yourself instead of intimidate 

yourself. I think I did that from watching m.y father and 

being a reader. If you read, I don't see how, eventually, 

the idea can't come to you to try and write. 1 think it's
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eariy experiences.

Jenny's and Jackson's responses inceresced me because 

cney both involved the importance of early family life.

They both saw that most of what is basically involved in 

writing had been taught to their students years before they 

arrived in freshman composition. Jenny saw writing 

instilled through the culture of an elementary school, whilt 

Jackson saw writing develop through the social roles of the 

family. Both also believed that deficiencies in the 

respective cultural and social institutions led to problems 

in later writing skills.

The process of writing.

Once the participants established ideas of now writing 

developed, I asked Liza, Jenny, and Jackson about what was 

actually involved in the process of writing. This question 

helped to illuminate their beliefs abouc what writers, 

specifically their students, had to go through to complete 

wricing tasks.

Liza discussed the importance of planning writing 

before actually beginning to write. She thought it was 

important for her students to have "a lot of pre-thought 

planning and pre-thought associations. Putting those pre­

thought associations in symbols, written words, and ideas. 

Then, getting those ideas into some find of organized
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ccherenc chougac and iato seme <ir.d of finished produce. 

Many people, however, iuse begin writing and think of that 

noc as a recursive activity but as one final product. We 

[the class] see writing as a process, a series of stages 

rather than one final product."

Liza explained that when she was in college, writing 

was not taught as a process, but rather as a product. She 

said that much of her teacher training focused on writing 

the same way. She said it wasn't until her graduate work 

and later workshops that she came to see how writing could 

be a process that students worked through, rather than just 

a finished paper.

When I talked with Jenny about the process of writing, 

she said that she taught her students skills in shorter 

assignments and then had them apply those skills in longer 

writings. She said that she began by explaining that muon 

writing can be done according to a formula. She said, "'If 

you hate English, that's fine. If you can do math or if you 

are musically inclined, you understand plugging into a 

formula, and this is the formula for writing a paper. You 

can use this [formula] in any class.' I tell them that you 

have a catchy title, and you have an introduction that's a 

lot of good bull. You have to have good bull for an 

introduction. Then, you have to have a basic thesis because
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if you àc, chac oeils "ne academic graders, who are -rained 

CO -each, wrice, and read essays, chac hey, you knew whac 

you're calking abouc, even if you don'c.

ror inscance, ir you co m e

and you have che choice of writing an essay on the Civil 

War, you can creccy well gee through chac if you will sic 

there and organize your thoughts. Outline them on pacer if 

you can't keep them in your own head. Say something to the 

effect of— or a good bull introduction is— 'The Civil War 

was the most deadly war in the history of the Tnitea States. 

Brother killed brother. The nation was divided.' Etc., 

etc., etc. Then, your thesis. You are writing to a history 

teacher. You say the main cause/causes of the conflict were 

social, economic, and philosophic. Then, you go into the 

social issues, the slavery, etc., etc., etc. You go into 

the economic— that the North was industrialized; the South 

was agricultural. Then, you go into the philosophical, 

where the Southerners wanted the gentry system that came 

down from the Middle Ages. They wanted to be knights in 

shining armor and have a social order, whereas the 

individuals in the North believed anyone could become what 

he/she— well, he at the time— wished to be with his own 

luck, encouragement, and hard work. So if you can put an 

essay together like that, the professor will look at it and
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say, 'Wow, this person knows what he's calking abouc.' If 

you have good bull, chen you're in good shape. 3uc che 

essay is whac I go abouc teaching."

When discussing che process of wricing, Jackson said 

chat research has provided helpful information for 

composition instructors on this question. "People, 

especially [those] who have focused on revision, believe 

everything is involved all at once. That's what's so 

confusing abouc it. It's a recursive process, but it's also 

a simultaneous process, which means wnile you are thinking 

of the next sentence, you are revising this sentence before- 

-you stop and go back. There is revision, prewriting, and 

there is writing. They are happening all at once. You 

can't separate them. I taught for years that the thing to 

do is to break these down into discrete activities. You 

prewrite, and then you write, and then you revise. I 

couldn't understand why it didn't work, and the reason it 

didn't work is writing is just a sloppy process. What's 

involved in writing is everything. It's memory, it's being 

able to locate. . ., it's discovery, and it's invention.

It's everything at once. As much as anything, it's training 

you to be an opportunist. It's creating a tremenoous wreck 

and then seeing what bobs up."

I asked Jackson, given this "wreck," how he helped his
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scudencs deal viah che chaos. "They [che scudencs] do 

everychinc [prewricing, wriciog, revising] , buc chey do ic 

ail ac once. You can break ic down. I found, myself, chac

wnen I wrice, I ’.t. conscancly fruscraced when I sec myself a

goal of prewricing first. I'll start going, and then. I'll 

chink, 'Oh, I chink there is paragraph one, or there is 

paragraph three.' I want to go over here and write that 

paragraph, but if I'm in the prewricing mode, I need co keet 

going. I will wrice a few notes over here, and then by che 

cime I got co che paragraph, my energy was gone for ic.

What I tend co do is really just do ic all at once. The

great thing abouc a computer is that you can do everything 

all on che computer at the same time."

Jackson went on to say that he thought having students

work with each other helped them to see how prewriting,

writing, and revising are not individual steps. "I do 

believe in peer editing. I think that one way to build a 

kind of continuous development is to go from one [step of 

the process] to the other. In che second third of my

course, I do peer editing. I put them in groups and try 

hard to get them to do the kinds of things we [Jackson and 

the individual students] are doing."

My three participants showed very different

perspectives on the process that people go through when
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wricinç. Liza zaugnt r.er students tc zoilcw what has 

ccrrmoniy oeen called "tne writing process," and she seemed 

to focus on the crewrltlng part of this recursive activity.

I think It Is interesting that she explained that this was 

not how she had been taught to write; rather, the writing 

process was something sne stuoled later and embraced because 

she believed it was effective.

Jenny believed that writing Is a formula, and If the 

student follows the formula, the writing will be acceptable. 

It Is Interesting to notice that Jenny's "formula" was 

little more than an explanation of elements necessary In an 

essay: Interesting Introduction, tnesls statement,

supporting paragraphs, and a conclusion. However, the way 

sne approached It, she almost seemed to oe convincing tne 

students that she had a shortcut for them. Some might 

criticize Jenny for teaching one standaro way of essay 

writing, but it should be remembered that she contextualIced 

everything about writing within the realm of freshman 

composition. And usually, freshmen are trying to develop a 

way to write acceptable, undergraduate papers. Jenny's goal 

was to help them accomplish that.

Jacxscn took a position quite different from Liza and 

Jenny. He did not believe that writing could be 

successfully accomplished when divided Into individual
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seeps, even if chose seeps were recursive. Instead, he saw 

the seeps of writing occurring simultaneously. Rather than 

wanting to help his students recognize the steps, he wanted 

to help them manage the chaos. By doing this, he gave more 

control of the wricing to his students. This relates to my 

earlier findings about who had control of the writing. Both 

Liza and Jenny made strong attempts to assist the processes 

their students took while writing. Jackson, on the other 

hand, expected the writing process to be chaotic and only 

tried to nelp his students understand and manage this.

Purposes of freshman composition.

I queried Liza, Jenny, and Jackson about the purposes

rresnman comcosition. _ wanted to discover whv they

tnoug.nt tresnman snou^o nave to taxe two composition courses 

and what the student should learn

Liza replied, "Hopefully, the goal of freshman 

composition is to get the student into thinking that 

communication is very important, and that it doesn't matter 

what profession a student enters, that written communication 

will be a viable part. This is really a last shot at trying 

to get the students to thinking abouc organization and 

content. They need to be able to organize that content for 

effective communication."

Jenny believed that freshman composition had two



different: goals: littérature and writing. "I think it should

be to give them just a sampling of literature. It should be 

to encourage their study of poetry and drama and short 

stories. To enjoy reading and find something that they read 

is worthwhile." However, Jenny also felt that good writing 

skills were critical for ner students' later success. 

"Whatever they do in the future, they're going to have to 

communicate. The better they can communicate on paper, the 

more effective they will be. I also encourage them to be 

very vocal. They are not a bit shy, but I have them ju.mping 

up right now reading their last essays to the class. The 

class listens very attentively because tney think they are 

going to have some of this on the final. They listen to 

each other better tnan to me."

When I asked Jackson about the role of freshman 

composition, he responoed, "What English people were taught 

was the reverse of what they needed to be taught to teach 

composition. They were taught how to treat a text as a 

product. Here's the text; now, let's cut it apart and see 

how it works. Dissect the text, and you see what the parts 

were and how they fit together. There’s nothing general 

about that. What we had to do is find out how to take 

whatever tangle was in their minds and in their fingertips 

and help them put it together for the first time. We were



-aughc wrong. vve were zaughc che techniques of analysis 

rather than synthesis. That's why for generations, we -ade 

such lousy writing teachers."

The goals that Liza, Jenny, and Jackson had for 

freshman composition were closely related to their beliefs 

about their personal writing and writing instruction. Liza, 

who acknowledged that she did not write creatively, said 

that the purpose of freshman composition snould be clear 

communication. This goal ties tc what would likely be the 

goals of her own writing because she said she wrote only 

within the academic requirements: memos, reports, and

papers. Jenny also thought that clear communication was an 

important goal, but she also believed that helping students 

understand literature was valuable because tnis was the last 

time they might be exposed to it. This was related to her 

belief that today's culture does not encourage reading for 

pleasure, and that if students didn't have to read for a 

class, they might stop reading altogether. Jackson believed 

that the goal of freshman composition was to help students 

untangle the thoughts they had in their minds and help them 

put them on paper. The synthesizing process he described 

corresponds to his teaching methods where he helped students 

synthesize what they had written and tried to help them 

devise the best way to organize the material. .His criticism
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of analysis was interesting because it showed his 

metaccgnition toward composition instruction, and based on 

all of his data, he always seemed to think through his 

composition instruction carefully.

Student writing assignments.

Once the participants and I discussed the composition 

class in general, we talked about specific student writing 

assignments. I asked Liza, Jenny, and Jackson if they chose 

subjects for their students' essays. I told them I was 

interested in their influences on their students' writing, 

whether that was specifications about the types of essays 

assigned or actual paper topics.

I asked Liza if she chose her students' subjects or if 

they chose the subjects themselves. She said, "I try to get 

them to select a celebrated cause— some issue that they 

would like to maybe improve or maybe individually protest. 

Have a platform about or against it. From the celebrated 

cause, we generate ideas for a letter to the editor—  

persuasive writing, so to speak. Then, using that same 

subject, the students are able to develop ideas for 

definitions, compare/contrast, etc. We use that one 

celebrated cause for ideas of writing." Liza said that by 

having the students select causes that are important to 

them, they are more interested in the writing, and they more
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er.joy wriziag cne cLifferer.r kinds of papers.

Jenny said rhan she focused her wricing around 

liceracure. "I have worked into a deal . . . that I really 

like, and probably nobody else can ever understand it, but : 

do three-prong literature. I do short stories for six 

weexs, I do drama, and I do poetry. After eacn section, I 

give a quiz, and in that quiz, I ask them or give them a

what they have chosen (like Gothic) in three of the stories 

read and give me three specific quotes from eacn story.

This means they have to get into that story and be able to 

quote the gothic because that’s where you teach the 

research. That’s how you teach them documentation— by doing 

it in short stories. Then, they can always use the bock.” 

Jenny went on to say that for her students' research 

papers, they selected a book that had a video adaptation.

If a student wanted tc do a book that Jenny had not read, 

she would usually read it and watch the video. Then, for 

their essay, the students created a documented essay talking 

about historical and literary aspects of both the bock and 

the movie. By allowing the students to select the book, she 

hoped that they would be more interested in the paper than 

if they could not. ’’Assigning this research paper is 

painful. There are always two or three people every



semester who say that they have never read a bock prior to 

this. It's like a whole new world." Jenny included the 

video as part of the assignment to capture the interest of 

what she called "the television age."

Jackson explained that he did not choose types of 

essays or paper topics for his students; instead, they chose 

the topics. He said that if instructors choose paper topics

or modes, that's another way of imposing an outside

authority on what the students are doing. I asked him what 

he meant by that. He responded, "There is a sort of rights 

for students. There are privileges that they should be 

allowed to enjoy when they are writing. If we don't watch 

it, we take over their writing. Frankly, they want us to 

because then it means less work for them. If they can get 

us involved in an abstract question or a problem about 

theory so that we eventually see our way clear to putting an 

OK [or grade; on this or toward telling them what exactly to 

do here, then their job is done. That’s what I mean by 

removing authority. We don'c want to do that. The first 

place it happens is when you limit the things they can write 

about.

"Mow, I do limit. I tell them it has to be real stuff,

not fiction. I don't want them to write fiction. If they

want to write fiction, then they need to go to the creative
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studies program. You can almost always tell when it's 

fiction. Sometimes it's not, and sometimes, there might be 

one about how this person got up yesterday morning— the 

alarm, the shower, and this sort of thing. You thir.Y, wow, 

this is really good, and they spring it on you that it's 

made up. I tell them tnat it's not fiction. They can't 

tell me that they never did any of that stuff. What I mean 

by fiction is, 'The spy walkeo out of the shadows and aimed 

and fired.' That sort of thing. Some of them will try that 

and say that they didn't have anything interesting to write 

about. This is another way of saying to me, 'Please take 

responsibility away from me.'"

Liza's, Jenny's, and Jackson's assignments continued to 

reflect the ideas they had exhibited in the previous code 

analyses. Liza and Jenny both took more control over their 

stucents' work than Jackson did. Liza focused her students' 

papers around a cause in which they took a personal 

interest, while Jenny planned assignments around combining 

literature with related movies. Jackson, on the other hand, 

forced students to take complete control over their paper 

topics. He also put little structure around how they wrote 

about their topics. These findings appear to correlate with 

the theme of who had control in the classroom and why. Liza 

took control of the general writing prompt but allowed
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studenis CO choose speciiic issues of Inceresc co chem.

Then, she concrollec che kind of wricings chey corcpleced. 

Jenny cock a similar perspective: she maincained general

ccncrcl over wricing abcuc liceracure, che scudencs chose 

che novel, chen she guided che way chey responded co che 

liceracure. Jackson's scudencs concrolled cneir wricing, 

buc he insisced chac ic be realiscic, and scudencs did noc 

appear co have che opcion of wricing abouc liceracure in his 

class. Ic seemed co be limiced co personal, life 

experiences.

Once we had discussed wricing and composition 

inscruccion, I wanced co narrow che focus co che planning, 

classroom accivicies, and assessmenc of che three 

parcicipancs. I was especially inceresced in how personal 

wricing influenced chese chree elemenCs of composition 

inscruccion.

Personal writing and lesson planning.

I asked Liza if she chcughc her personal wricing habics 

influenced her planning of classroom accivicies. She said, 

"My wricing becomes pare of my planning. I wrice very 

skecchy. I wrice shorchand notes to myself rather than co 

sic down and write formal sencences abouc whac I plan co do 

as an objective. I more or less write shorthand notes—  

fragments and phrases rather chan complete sentences."
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I asked her if she wrcee our a clan for every day. She 

responded, "I wrice no myself in notes and phrases, not 

complete sentence. It's not formal. Just notes to myself."

Jenny and I discussed how she thought her personal 

writing habits influenced how she planned her freshman 

composition classes. She said, "Well, I don't know, but I 

feel that writing is so important that I make them write for 

the first six weeks, every single day in class. It's a 

headache to grade, but I'll pick something about the 

symbolism of a short story they just read and make them 

write about that symbolisme and give specific quotes from the 

text to show that they do, indeed, understand the value cf 

that symbol and what they think it means. They use the 

author's words, sc they are locking carefully at what the 

author said or hew the author puts it together."

I asxed Jenny what ner goals were for this plan cf 

daily writing. She responded, "We are reading and writing,

which is what the class is about. If they are paying

attention, they can do something with it. They have to be 

reading to come up with a comprehensive quote. It shows me

who is paying attention and who is just trying to get by

with as little effort as possible."

When I asked Jackson how his personal writing habits 

influenced how he planned his instruction, he responded that
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he was a very sloppy writer. "I 'r? very undisciplined. I 

can manage in the course cf a year to put .T.yself on a 

writing schedule for short bursts of time. There are other 

times when there is nothing in the world I need to do more 

than to sit down and write— to revise a manuscript. I'm

s . Y s Û / r. c

matter how desperate I am, no matter now badly we've missed 

the deadline, there are times when I just won't do it. I 

will not do it. I used to beat myself up for this something 

awful. But I've learned to a little tolerance for myself 

and my own failings.

"Now, as far as students go, I believe you can talk and 

talk and talk about the importance cf setting deadlines.

Just like I talk to myself about it. But it won't do any 

good. You have to force them to experience their lives.

You have to give them several iceadlinesl in the course of a 

semester. None of them is itself sufficient to destroy a 

student's grade. But rather, co give them a sense of what

tney have to ac and how they have uw

"The only way that keeps people establishing schedules, 

tc budget their time, and all that is to put them in a 

situation that they have co do it, or they will blow the 

course. Therefore, rather than trust them to discipline 

themselves to do it, I establish three deadlines in a course
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of a seoiesoer. I establish formal deadlines, but I have a 

lot of informal ones. I will talk to a student about a 

particular piece cf writing. I ask them to show me this 

again by [doing] such and such. I am a great believer in 

finding help for them. There must be wonderful writers who 

can discipline themselves to do it all together— to do it 

all by themselves. I don’t know any of them. I know people 

who trick themselves into deadlines, and I believe that.

I'm trying to trick these students into an awareness of how 

important it is to keep deadlines. One cf the nice things 

about the conference method I use is that it gives them a 

series. You can consider each class a deadline. It gives 

them a chance to improve their writing incrementally and to 

have that improvement or lack of improvement judgec on a 

daily or every other day basis,"

I asked Jackson if he made formal lesson plans, and he 

said no. "I find that my memory is such that I can remember

a draft. When I get the next draft and I see it, I can

remember what I told them on the previous draft. I can 

remember a particular student and two or three papers over a 

course of two or three weeks even."

As I explained in Chapter Three, I had planned to have

my participants complete think-aloud protocols while they 

planned their lessons; however, none of the participants
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created forxai lesson plans. Liza wrote herself notes,

Jenny seemed to have planned her semester holistically and 

did not create day-to-day plans, and Jackson conferenced 

daily and relied on his memory to keep his students' papers 

straight. Liza's note writing seemed to be consistent with 

her belief that writing should be utilitarian. She saw tne 

need to create notes for herself, so she wrote them. Jenny 

did not tie her planning to her personal writing, but she 

said instead that she had her students write because she 

thought it was so important. Jackson was tne only one who 

directly tied his plans for his class to personal writing, 

saying that he gave students deadlines because he had 

trouble keeping deadlines, himself. At first, I wondered 

about this lack of daily lesson plans, but I tnink it may oe 

a result of having limited my participants to experienced 

composition instructors. Perhaps if they had not taught 

freshman composition for a number of years, they would have 

had a more specific sense of their lesson plans.

Personal writing and classroom activities.

I asked Liza how her personal writing habits influenced 

the activities she used in the classroom. She said that 

iust like in ner planning, she wrote many notes to herself. 

"For example, for activities, I might need the record 

player, the 7CR, or the overhead. Again, nothing is in
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formai sencence format."

I asked her how her writing influenced the activities 

she cncse. She responded, "I do several small group 

activities that are geared to that same simplified [writing] 

method [of the writing process]. When they write a formel 

essay, I expect it to ce well thought. They have to follow 

all the rules of paragraph, thesis sentences, concrete 

examples, quotes to back up [ideas], generalities, 

concluding sentences, etc. I've had two complaints this 

year about my tests because they are objective and simply 

recall. I relieve that the students apply their knowledge 

of literary terms and how well they understand through their 

essays."

I discussed how Jenny saw her personal writing habits 

influencing her classroom activities, and she made no direct 

connection. Instead, she explained how today's culture 

influenced how she thought she should teach. "Well, 

visually, this is a television age, and you can't lecture, 

and you can't do anything longer than fifteen minutes 

because no one has an attention span past fifteen minutes.

I try to mix up a whole lot of other things, like visual 

aids, with just the reading and writing. Today, we saw two 

videos of the dramas that are in the book. I figured if 

it's a drama, it's appropriate, so we watched it."
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I asked Jenny new cuicure had impacted tompositicn 

instruction. She answered, "I thin< that literature is a 

dying art form because we have sc many other things that we 

put value on, like video games and the computer. I ask the 

first day of class how many of them will ever take another 

English class, and there is rarely ever more than two people 

in class who will raise their hands. I tell them that I 

feel that it's their very last shot at literature and 

reading and writing. I just go at it like a crusader. This 

is the last chance they are going to have, and I want tne.m 

to at least get a shot at Faulkner, a shot at Flannery 

O'Conner, Edgar Allen Foe. And then, when you look at those 

authors and their work, you have something to talk about 

rather than a comparison/contrast of what they have ceen 

doing in earlier writing classes. . . .  I don't know that I 

really look at it as a writer. I look at it as a crusader 

that these kids will never again take another [English] 

class.

"It's almost a dying form of communication to write 

about something you see or read or experience because we 

have so many short cuts. We are not readers any more 

because we're net writers. Assigning a research paper and 

getting them to read a novel is, like, painful. There are 

always two or three people every semester who say that they

104



wnc^e new wcr.c.

them tc read the p^ays. I make them get up and act them 

out. If they don't act them out, they will rent the video 

and calk about all the characterizations and symcolism and 

tnat stuff. They have to read [the novel', or they stand in 

front of the class and make fools of themselves. I'm pretty 

effective at getting them to do what I want them tc do."

I asked Jackson how his personal writing affected his

classroom activities. He said, "It allows me to be tolerant 

when somebody comes to me and says that they iust don't have 

it. 'I iust didn't do it.' I think I'm more tolerant of 

tnese people because I feel the same way. Sometimes, it 

seems that there are so many deadlines that I can let two or

tnree slide, so long as I keep a kind of generalized

pressure up. I let them know that this is okay, but. . ." 

Jackson paused and then continued. "On the very first day,

I explain tc them that it's basically no skin off my nose 

that they get anything [turned] in or not. I'm not going to 

be the one who is going to fail the class. I put on the 

board, 'It's your neck.' I have them say it. I give them a 

count down of three, and they all say, 'It's my neck.'

Every once in a while in the course of a semester, we do 

that and kind of chuckle. It is their necks on the Itne.
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I ra -olerant with them within the parameters I set up. 

Outside of that, .no. One of the ways I maintain deadlines 

is incrementally limiting their access to me. In the first 

two or three weeks of a segment of the class, they can come 

and show me their papers at any time they can find .me. I am 

in my office for a certain number of published hours. If 

they can't make those hours. I'm available to set up 

appointments for them to come in and see Cie. There is a 

deadline point beyond which I won't lock at their papers in 

class.

"I didn't do it for a while, and one of the reasons I 

didn't was that it allows the deadline to creep up on them 

all at once. They don't pay enough attention. I would get 

people two days before the ceadline or the day before the 

deadline. There would be a huge line outside .my office.

Well, I don't do that anymore. I say to them that they are 

going to have to establish some kind of schedule. Sy this 

time, it's usually a week before the deadline; I will 

welcome them to come in. We will talk about che weather or 

the Yankees, but I won't talk about your paper. I will only 

look at it in class."

When the three participants discussed how their writing 

practices influenced their classroom activities, their 

beliefs about oersonai writina and writina instruction again
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proved zc be a strong influence. Liza was very practical, 

saying that she wrote notes to herself about materials sne 

would need in class. She also specifically mentioned having 

her students use the writing process in class; Liza seemed 

to be very concerned that her students not try to write 

drafts in a single setting, the process she said she learned 

in her graduate work. Jenny taught literature because she 

thought it was important for her students to be exposed to 

things they might not otherwise read. She also seemed to 

tie her responses more to the importance of making education 

culturally relevant, feeling that if her students could not 

relate to tne material, they would not be interested in it. 

Jackson tied his activities directly to his own writing 

processes. He explained that because he could not always 

write, he did not expect his students to be able always to 

write on command, so he built in deadlines they could miss 

and not jeopardize their grades. All three participants 

seemed to plan activities in their classes to meet the 

objectives they had established for their classes. The 

different kinds of activities they focused on correlated 

with their different goals, an idea that corresponds to the 

premises oehind teacher thinking theory.

Personal writing and student paper assessment.

I asked Liza if she believed her personal writing
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habics influenced che way she assessed her scudencs' papers. 

She explained, "Mesc of my cescs are objeccive, recalling, 

and analyzing. The scudencs want to do more paragraph 

writing in the tests. I don’t have a place for writing in 

my freshman tests. In upper division tests, tney do write 

paragraphs. Not in my freshman class." I chen asled her 

how she assessed the students' essays. She stated, "Well, 

sometimes I have locked at several tools throughout che 

school districts. I studied portfolio assessment, and I, 

more or less, have pulled certain elements from certain 

school districts co look at. I'.m locking at che essays 

holistically rather chan at specific points--concenc, style, 

sentence structure, and many ocher elements."

In Liza's think-aloud while grading student papers, she 

explained chat for the sec of papers that corresponded co 

the unit I observed, the students were given a thesis 

statement and had to support it with facts from the text. 

First, she graded students on whether or not they followed 

directions and whether they had supplied enough supporting 

details ana quotations from the text. Next, she graded che 

papers on how thoughtfully the students had chosen the 

material chey used to support what they were saying.

Finally, she marked the papers with a system of symbols chat 

told students if they had problems with subjecc-verb
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agreement, punctuation, etc. She gave each paper a number 

grade and allowed them to rewrite the papers to correct the 

errors if the paper was not an "A."

Jenny said that she thought her belief in the 

importance of writing influenced her assessment by having 

her grade everything her students wrote. "Secause I thin.< 

[writing] is important. . . I grade everything. If they 

write it, I grade it. I want to see how much tney 

understand what they are reading. If they can tell me what 

they have read and that they understand what tney have read, 

and that it is meaningful to their experience, then they can 

relate to it. I grade things numerically, ano the research 

paper is worth three times more than an essay. They also 

write in journals."

I asked Jenny how she determined her criteria for 

grading things like journals. She explained that she woulo 

ask them to find examples of something specific in the 

literature. If they found the examples, explained their 

significance, and backed up their ideas with quotes, then 

they would receive a IOC on the assignment. Every day, for 

six weexs, the students do writing that deals with different 

elements of literature. She believed that by doing this 

much writing, the students could see how writing could help 

you make an interesting point that was clearly written and
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easy co defend because ic was backed up wich evidence. She 

believed chac chis abilicy co wrice choughcful persuasive 

shore wricings enabled her scudencs co approach che research 

paper wich che sa.Te skills.

Jenny evaluated scudenc drafcs of cheir research papers 

while she ccnducced a cnink-aloud prococcl. luring chis 

evaluacicn, che scudenc was siccing beside her, and she was 

able co inceracc wich chem. Jenny began by focusing or. che 

chesis scacemencs cf che papers and whecner chose chesis 

scacemencs reflecced whac che scudencs had incended co say 

and whecher chey were supporced wich che resc of che paper. 

Her conversacions wich che scudencs were informal, yec she 

was very chcrough in helping scudencs develop more complece 

supporc for cheir chesis scacemencs, looking for oecails 

chac were relevanc for cheir Copies, and correccing grammar 

and punccuacion errors. If a scudenc was having specific 

grammacical problems, she gave him/her a page number in che 

cexcbook and asked che scudenc co look up che rule and 

ccrrecc ic.

I asked Jackson if he choughc his personal wricing 

habics influenced che way he assessed papers. He responded, 

"Well, your own personal habics, of course, can'c nelp buc 

affecc ic. Your personal habics become che basis for your 

evaluacions. I worry about chac. My habits aren't great
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habits. Even if they were perfect habits for tie, they 

wouldn't necessarily be perfect habits for everybody in tne 

room. Basically, I spend time guarding against that. The 

problem in evaluation, especially in the way : fc it, is no­

taking over the student's text. You can do that if you are 

not careful. So, thank goodness, T see each writing fwc or 

three times. After you have seen it once, when you see it 

again, you have cone a little work on it, too. Just like 

the student has. I'll find oases where in interview numJoer 

two 'the second conference], that I'll say to that student, 

'Why did I do that?' I'll tell them I have no icea why I 

did that, and I'll apologize."

I asked Jackson how he marked the papers that were 

acceptable. He explained, "I give them an CK or nothing.

Mo U. Mo unsatisfactory. If they don't have anything on 

it, then they don't have any credit for it. . . . A grade 

represents closure to them, and that's what they want.

That's the one thing students want at any cost. We have 

taught them to want that." Jackson said that for students 

to receive an "A," they had to write twelve acceptable 

paragraphs, for a "3," they had to write nine, and for a 

"C," they had to write six.

Jackson also completed a think-aloud protocol while 

conferencing papers with his students. Like Jenny, Jackson
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evaluated the essays with the students present, and his tone 

was informal. His remarks tended to be non-prescriptive:

"I wonder what would happen if. . . If the student was

having a difficult time with the paragraph, Jackson would 

offer several ideas and suggest that the student try one of 

them. If the student had grammar or punctuation mistakes, 

Jackson would give a page number in the textbook and have 

the student look up the rule and correct the writing.

When looking at the influence of personal writing on 

composition assessment, the participants see.meo to nolo 

quite different perspectives. Liza did not seem to relate 

her personal writing to essay assessment; instead, she said 

she based her criteria from public school research into 

composition assessment. Based on the think-alcud protocols 

she completed, she seemed to focus on following 

instructions, supporting claims, and grammar/punctuation. 

Jenny also based some of her assessment on whether her 

students followed instructions and whether they supported 

their claims with data. Based on her think-alouds, she also 

focused on clear writing which had something thoughtful to 

say. She expected her students to correct errors in grammar 

and punctuation and helped them correct errors through the 

drafting processes by showing them examples out of the 

textbook. Jenny did not seem to see her own writing as
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affecting her assessment of student papers. Jackson, 

however, directly tied his assessment to his personal 

writing, and he believed the relationship might not be a 

good thing. He was afraid personal biases might cause 

students not to receive a satisfactory grade when they 

snould, out he oelieved most of this danger was eliminates 

with the frequency with which he read student papers. He 

also felt that giving grades less than acceptable provided a 

closure for students they should not have. He wanted each 

student to write as well as they could and not settle for 

less than their personal best. The three participants' 

comments on assessment were interesting oecause both Liza 

and Jenny seemed to see their own beliefs as more removed 

from the process than Jackson did. It almost seemed as 

though Liza and Jenny saw an invisible standard they needed 

to maintain over which they had little control, while 

Jackson saw the goal of the assignment as personal growth. 

Social Influences on Writing Instruction

As discussed earlier in Chapter One, I am defining 

social roles as those that people hold under certain 

situations (Bazerman, 1994; Beach, 1993; Olson, 1988). For 

instance, the role of being a writer could be seen as social 

because there could be situations in which a oerson viewed
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person r.ê -o a aifierent ro_e. Ai-nough some ccu^P argue 

chat vrirers are writers all of the time, it is possible 

that being a writer is a role that some people choose to 

hold all of the time. Being an instructor can also be seen 

as a social role because outside of the classroom, most 

composition instructors do net seem inclined to correct 

spoken grammar or informal written discourse. Also, the 

role of a composition instructor could be perceived 

differently by individual writing teachers. I was 

interested in the social influences on my instructors 

because roles are held by different people in different 

ways, and the ways m.y participants viewed their roles as 

writers and instructors could influence how they taught 

tneir classes.

Liza saw herself as a composition instructor who 

provided knowledge and correction for her students. She did 

not appear to view herself as playing other roles. She saw 

how that role changed as composition instruction has changed 

over the last twenty-five years. She explained that when 

she was learning to teach, the writing process was not part 

of composition instruction; she was introduced to the 

process orientation of writing during her graduate work. 

"When I attended college, writing was thought to be not a 

process; one just wrote. It's only lately, since I
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graduared, zhat we smarted in.inkinç that: wrLzinq was a 

process. Moso of my ir.orcducoion in one wrioir.g process has 

come ohrough i.ndependeno studies and teaching.” She saif 

that even though she had taught for six years before her 

graduate work, she was net familiar with how students really 

compose and the writing process they go through.

When I asked Liza how else she thought her role as a 

teacher had changed, she said she believed that as she has 

matured as a teacher, her teaching practices had become less 

stringent. I asked ner why she believed this had happened, 

and she responded, "More humaneness developed over the

years." She explained that she was more likely to allow

students to revise poor essays to assist their learning 

process and to allow them to receive a higher grade.

Jenny took a slightly more diverse approacn to the 

roles she had as a composition instructor. She explained 

that because she was an adjunct and only taught was two 

sections of freshman composition, she had more time to spend 

on individual student essays. Thus, she saw her role as an 

adjunct as an advantage in her ability to teach 

successfully. She also said she saw herself as a champion 

of the cause of writing and English more than she saw

herself as a writer. "I don't know that I really look at it

as a writer. I look at it as a crusader [because] these
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kids will never again cake another [English] class."

Jenny went on co explain chac sne saw her role of 

crusader more influenced by the belief that writing is a 

dying form than by educational theory. She said that she 

believed that educational theory, as she had experienced it, 

had little relevance to freshman composition. Her beliefs 

on this will be discussed further in the next section, 

"Cultural Influences."

Jenny believed that her role as a teacher modified from 

semester to semester, depending on her students. She felt 

that as the culture in which her students live changed, her 

role as an instructor must also change. She believed that 

she should, at least to a certain extent, try to meet her 

students' expectations. Because composition instruction in 

high school had changed over the years, her teaching needed 

to make similar adjustments because if the students did not 

accept her as an instructor, she could not effectively teach 

them to write.

Finally, Jenny said she saw her role as a composition 

instructor as a retaliation against what she believed many 

believed the role of a cancer patient should be. As 

explained earlier, Jenny was a breast cancer survivor, and 

she said that one of her roles as a composition instructor 

was not to aooear to be a cancer oatient. She felt this
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posicion was a gocd model for her studen.rs and helped wioh 

her own coping skills and survival.

Like Jenny, Jackson saw himself in many roles as a 

freshman composioion insurucoor. One of one roles he saw 

himself in was one role of the actor. "I think watching 

actors helps. It sounds fake, but it's not. When I was 

evaluating [graduate student instructors], I realized that 

everybody has a routine. We have all polishec it over the 

course of the years. Some of us are just smoother than 

others. I tnink that if you know you do, and you work on 

yours, you can make it better." Jackson later said that he 

thought the role of a television talk show host like Johnny 

Carson had similarities to teaching composition. Mo matter 

what the students said in a conference, he could not 

overreact or under react to what they said or the problems 

tney had. "I have to figure cut with each new task and each 

new person what they need to see me do."

Jackson also said that he used the role of acting wnen 

reading drafts of student papers in front of them. He 

explained that the students watch him read their papers, and 

they lock for any cues from him as to whether or not they 

think he will approve their papers. He said that it is 

important to act in a way that the students don't misread

be reading this paper, and I have a
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lerrible babic of bccdlinç on their paper. This is cad; I 'si 

trying to stop or break myself from this. But I'll reach 

over to pick up my pencil. Sometimes, I just vent to hold 

the pencil in my hand. When I pick it up, I hear this sigh 

or groan. The point is that they are watching. You can 

have the besu rules in the world, and you can really want 

conferencing, but it's not going to work if you display an 

attitude than is not conducive to gaining their trust."

Jackson said that he saw his role as an editor more 

than a dispenser of knowledge. His goals were to try to 

help students make their papers better. And he explained 

that in his system of reading papers, he usually saw a paper 

at least three times. He said tnat he offered suggestions, 

like trying something the student hasn't incorporated, but 

the students did not have to take the suggestions. If 

grammatical or punctuation errors existed, he provided the 

page numbers in the book for the students to find the errors 

themselves and correct them. Jackson said that he was 

further influenced by the role of a psychologist when 

reading student papers. He explained that he wasn't 

discussing formal psychology, but rather the ability to read 

people. He said that it was important to understand how 

much criticism a student could withstand and have the 

results remain productive. He explained, "Often, you can
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see a real difference berveen the first draft and tf.e third 

one. If this person is pleased, you have to decide if you 

can trade on this person's sense of well being to r.are 

[them] go the extra mile and get rid of those comma splices. 

Usually you oan,"

Jackson went on to say that composition instructors 

have to guard against being just a keeper of the wisdom that 

students are trying to learn and criticizing them every time 

they make a mistake. "We demonstrate our superior knowledge 

by trashing their paper in all these different places. . . .

It's like winning a game that you are playing with your 

onild. You have been playing it all your life. You know 

the answer; you m o w  how to nit that ping pong ball so it's 

going to spin off that corner. You also know they don't 

know it. Yet you go ahead and stomp them. N'cw, how much 

good does that really do them? Does it really help you feel 

good? N’o : You do it because you know you can." He went on

to explain that when instructors destroy student papers, it 

destroys the trust between the student and the teacher. The

student will guard against writing anything they have any 

investment in, and their writing will remain stagnant.

The influence of the roles played by composition 

instructors is important because through their roles, their 

beliefs about composition instruction and writing are
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revealed. Liza acknowledged “hat through her teaching 

experience, the role she views herself in as a composition 

instructor has changed from a product assessor to a process 

teacher who allows revision. Jenny felt that her role 

evolved through the changes in culture that had occurred 

during her teaching years. As her students expectations and 

abilities changed, so did her teaching. Jackson perceived 

mere that he held many simultaneous roles while teaching: 

entertainer, editor, and counselor. A.ll the instructors 

readily acknowledged that they had roles in their positions, 

and all seemed unified in believing that if students found 

these roles to be violated, learning to write oecame more

Cultural Influences on Writino Instruction

In Chapter One, I defined cultural influences as 

institutions in which my participants exist {Olson, 1535; 

Beach, 1995,. Che most obvious cultural influences on my 

participants were the university where they taught and the 

English department in which they were members. The beliefs 

of the university and the English department could influence 

the instructors' perceptions about themselves as writers and 

how they teach their classes. Other cultural factors 

including adolescent popular culture, perceptions of higher 

education, and socioeconomic concerns were also influences
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OTi composition instructors' beliefs. Without understanding 

these cultural elements, I had a more limited understanding 

of my participants' writing and teaching practices.

Liza acknowledged that several cultural factors 

influenced her teacning. First, she believed she had been 

very influenced by the culture of public education and 

higher education. As discussed earlier, she told me that 

her entire approach to teaching composition had shiftec witn 

the introduction of the writing process into the culture of 

composition instruction. She also said that she had looked 

at assessment tools used at several nearby school districts, 

and she had utilized elements of portfolio assessment "so 

I'm looking at essays hclisticaliy rather than through 

individual points. [I consider] content, style, sentence 

structure, and many other elements."

Liza also believed that her personal cultural 

background and the cultural background of the other Pine 

Valley University composition instructors influenced the way 

she taught. "We nave been brought up in an upper-class 

background. Of course, our teaching is going to be a little 

different from that in a lower class, and we tend to see 

that our way is the only way. It is one-sided, without 

taking into consideration a student's home language ability, 

and that there are different tones and voices and different
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audiences for successful wriuing. It is net always so 

nighly formalized. We need to start thinking about diction, 

audience, and tone and grading it so that we are not 

bringing so much of our sub'ectivitv and our backoround into

cur grading. Or course, tnere has to oe some kind

or stanaaro, out we can also take other things into 

consideration."

finally, Liza believed that the culture of her students 

further influenced her composition instruction because she 

tried to encourage her students to research subjects of 

interest to them. She explained that as her students' 

interests changed over time, the paper topics she received 

changed, and their approach to subjects also changed. She 

commented that her students' positions on issues changed 

with the prevailing culture.

Jenny also commented extensively on the impact of the 

students' culture on her composition instruction. She 

explained that it influenced the way she taught because our 

culture, which included her students, has a short attention 

span. "I learned in graduate school that no one can stand 

up and say anything longer than fifteen minutes because our 

culture tends to go to a commercial break. I have made the 

rule that no one, including myself, should ever talk longer 

than fifteen minutes about anvthina."
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Jenny wenc on no say chac ouloure influenced one way 

ner soudenr.s responded oc works of lioeracure a no cultural 

issues. She said that she could teacn novels today that 

used to be considered controversial and inappropriate, like 

Catcher in the Rve. She explained that as long as the 

students could choose the controversial novels a no weren't 

required to read them, she never had any complaints. She 

saia that this open-mindedness also influenced stuaent 

responses to issues like homosexuality and AIDS. She said 

that often, students who were usually quiet in class would

discuss these issues and often helped other students in the

class understand them and not be as critical.

Finally, Jenny explained that certain instructors she 

had stucied with in college had showed her how not to teach 

because they were not part of contemporary culture. "The 

people into Shakespeare were the funniest. They were all 

wearing polyester suits and white shoes. They just never 

got into the story after 1965, and they were all talking 

about Elizabethan oulture as if they were living in it. I 

wondered if any of them knew there was another Elizabeth on 

the throne, and she had children." Jenny said she believed 

that if an instructor does not appear to be part of

contemporary culture, students quickly lose interest and do

not listen to what the instructor is saying.
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Jackson believed chat she culture cf the university 

and, specifically, most composition programs nad a negative 

impact on students' motivation and ability to write. As 

ciscussed earlier in the study, Jackson believed that many 

composition instructors strongly controlled their students' 

essay topics and were extremely critical of their students' 

writing. He believed that the culture of English 

departments and universities fostered and encouraged these 

teaching methods because too many times, they saw themselves 

as keepers of knowledge.

Jackson said that when he began teaching through 

conferencing, he felt compelled to justify his methods to 

other composition instructors. "I'll tell you, I felt that 

way for years here— that I would get founc cut. So what I 

did from the first semester I was here was try to give 

seminars to my colleagues about what I'm. doing. I would say 

to them, because they always made jokes about how much older 

they were than I was, 'I'm going to give up. Let me give a 

little seminar to show how this comp, thing works.' I gave 

two or three of them. Four or five people maybe would show 

up, and they would make guarded comments. Then, they all 

would wind up saying, 'I'd like to do that, but I'm scared.' 

Frankly, they have invested their lives in grading forty 

essays over the weekend, every other weekend, for forty
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years. He expiarp.ea trat only virn rime at the university 

aid he begin to feel mere comfortable that he would actually 

be able to !<eeo his "̂ ob and teach the wav ne felt was most

The influence of culture on composition was thought to 

be strong by all three participants. The influence of the 

popular culture of the students and the educational culture 

of schools seemed to be recurring themes for Lira, Jenny, 

and Jackson. However, the impact of culture was seen to be 

both positive and negative. Jackson and Jenny ooth found 

elements of the educational culture to be weaknesses, 

although neither seemed to think that the environment was 

truly bad or completely unproductive. Jackson was, by far,
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found many positive elements to the educational culture 

which she applied in her classes. None of the participants 

seemed upset by the popular culture of the students; they 

simply believed they should adjust elements within their 

teaching to help their students relate more to the 

instruction.

Intertextual Influences on Writing Instruction

Intertextual influences can be oefined as outside texts 

which Impact the text that is being created. Beach (1993) 

said that for researchers, the interest of intertextuality
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lies net only in nine texts the participants select but also 

in the reasons the texts were selectee. The ways in whicn 

the texts are appropriated by the reader/listener provide 

insight into their thought processes. For this study, I 

divided intertextual influences into self-composed texts and 

composed texts of others. The word "text" means a written 

product, but it is also often expanded to include verbal and 

visual elements. When I examined the influence cf self­

composed texts on composition instructors' classroom 

practices, I asked tne.m to include any artifacts that they 

had previously created that influenced the way either they 

viewed themselves as writers or taught freshman composition. 

Composed texts of others included writings, courses, 

workshops, lectures, and similar items that the instructors 

had read or in which they had participated which influenced 

the way they viewed their writing or taugnt freshman 

composition. 3y realizing chat all texts are related and 

previous texts influence current texts, it is possible to 

achieve a greater understanding of how beliefs are formed 

and how they change. Examining intertextual influences is 

consistent with a teacher thinking perspective because at 

the center of the influences of outside sources is the 

perceived effect of these sources (i.e., Clark and Peterson, 

133 6; Pajares 1992; .
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Influences of self-composed -exes on wri~inc

uc--on

When I calked v/icn che parcicipancs about artifacts 

they had written, tney all explained hew the things they 

wrote and the way they wrote them influenced their 

composition teacning. They felt that drawing from tneir own 

experiences made them better composition instructors

Liza reiterated that her writing was academic, not 

creative. She said that when she was a student she 

completed writing for her classes and class projects, much 

like her students. As a professor, she wrote papers and 

committee reports. She explained that it is important for 

freshman composition instructors to write in the ways that

persuasively, and entertainingly. She felt tnat it was 

important for instructors to refine those skills, so they 

can demonstrate them for their students.

Jenny felt that things she had written influenced her 

teaching because she explained that in her own writing, she 

tried to oe informative and have something worth saying.

She said that she expected that same level of dedication 

from her students. She also mentioned again how writing the 

conference paper she had presented had helped her better 

understand the process her students went through when
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wricinç. She said first that it remiriaeti her hew much work, 

writing a paper really entailed. She also explained that 

when she knew her writing would be read by outsiders, she 

was more nervous about what she was saying. She said this 

experience helped her understand the tear her students 

sometimes exhibited when they had to turn in their papers.

Jackson took a different perspective on the influence 

of his writing on nis composition instruction. Although he 

discussed in great detail now his writing process influenced 

his composition instruction, he did not talk about how 

specific things he had written affected his teaching. 

Instead, he saw how the things he had not written influenced 

his instruction. As discussed earlier, Jackson did not 

consider himself a writer because he had not written the 

kinds of things he felt legitimized his writing. He 

compared himself to a visiting lecturer at Pine Valley who 

was a novelist. Jackson said that he could not discuss his 

writing in the same way as the lecturer because the lecturer 

had achieved success in those things he wanted to write. 

However, he felt tnis lack of success haa a positive impact 

on his composition instruction because it made him more 

understanding of his students' difficulties and 

frustrations.

When talkina about the influence of their cerscnal



writing artitacts on their composition instruction, Liza, 

Jenny, and Jackson continuée to explain things that seem to 

be consistent with the total picture cf their beliefs about 

their composition instruction. Liza and Jenny continued to 

emphasize elements that they had discussed earlier, but 

Jackson's discussion of his writing failures was an 

interesting perspective on intertextuality. He saw the 

absence of an artifact as just as important as its presence.

Influences of composed texts of others on writing
• ^  v“ • » /~» ^i-V O  W V  U  —  1 . .

Liza, Jenny, and Jackson all saw where texts cf others 

interoretation thev cave these other writinos varied from

Liza based her definition of a writer from a text by 

Robert Rrost: someone with a lover's quarrel with tne

world. This definition impacted her opinion of ner own 

writing skills because it suggested to her that real writer; 

wrote fiction. Liza also based muon of her comocsition

;tion on texts sne nao rear  ̂ _t;-.

explained that for years, she read essays which did not havx 

what she considered substance. She said in reaction to 

this, she changed the way she taught the research paper by 

stressing that her students must have supporting evidence tc
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:acK uc their c^airûs. i,iza aisc oasec ner ccrr.cositicr.

instruction, on artic_es she reac and ^ectures she hear:

about tne vriting process ih response to the way she learned 

to write. She explained, "English, years ago, used to be 

reading. It was reading of literature, and the professors 

and instructors assumed that everyone in the class knew how 

to write. There was no one-on-one conferencing, we were 

expected to understand the consents on the paper. We really 

weren't given a lot of receptiveness for coming to the 

professor to discuss what was wrong witn our writing." She 

said that in her graduate program, she had been exposed to 

the process approach toward writing as a gracuate research 

assistant, and she believed it was a better way to teacn 

composition. Finally, Liza said she partially based her 

assessment practices on articles she had read and lectures 

she had attendee on portfolio work.

Jenny said that her composition instruction had been 

strongly influenced by both effective and ineffective 

English and education professors with whom she had studied. 

She believed that too many times, once professors had their 

Ph.D.'s, they either became arrogant with their knowledge or 

too wrapped up in their own world to be good instructors.

She explained that she had taken a few education classes but 

had found that the professors had not been in the classroom
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for raar.y years, and rheir classroom inscrucoion was nc~ 

effecrive. She also had liccle confidence in -heir ohecries 

because she said chey made no sense no her. When I asked 

her which checries, she was nor cercain. Jenny weno on oo 

say chac in some graduace English classes she had caken, che 

professors were more inceresced in locking incelligenc cnan 

chey were in reaching cheir scudencs. However, Jenny also

wich, claiming one had showed her how co ceach che research 

paper and anocher had menccred ner chrough her graduace 

work. She said cnis laccer professor had shared his office 

wich her when she needed a place co score macerials ano had 

conducced several licerary crips co che Soucn, wnere a group

_ove or soucnern eccnio ncve_s and Wi.liam Saulrner.

Jackson also believed chac che cexcs of ochers had 

influenced his compcsicicn inscruccion. Jacrscn seemed co 

oe able co supccro every idea he had abcuc freshman 

compcsicicn wich cheery. He grounded his reliefs abouc ch 

first person narrative style in which his students wrote o 

James .Moffecc and che idea cnac from a behaviorist 

perspective, students have an easier cime writing abcuc 

cheir own lives. As chey mature as writers, chey can writ'
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abouz zbings furzher removed from zheir eccs. He also 

explained zhaz be was friends wizb Erica lindemann, and from 

ber, be bad learned abouz zbe wrizing process. Finally, be 

explained bow be learned zo conference by szuoying zbe 

wrizings of Donald Murray. Jackson's appropriazicn of zbe 

zexzs of ozbers was very specific, deliberaze, and 

zboughzful; znis led zo a purposefulness in bis reaching 

zbaz was quize amazing.

Liza, Jenny, and Jackson each appropriazec zbe zexzs of 

ozbers and applied zne.m zo zneir freshman compcsizicn 

inszruczion. Liza gazbered ber zexzs from professional 

wrizers, szudenzs, and zbeoriszs, and she explained bow eacb 

zexz bad caused ber zo make modificazions in ber own 

zeacbing. Jenny seemed zo learn from bczb bad and good 

examples, avoiding zbe praczices of zbose who were arrocanz 

and cuz of zoucb and focusing on zbe skills and inzereszs 

sbe bad gazbered from zbose whom she perceived as effeczive. 

Jenny's praczices szrongly mirror zbe concepzs of zeacber 

zbinking because once she believed ber inszruczors were 

ineffeczive, sbe could noz learn from zbem. Finally,

Jackson based nearly all of bis practices on theory. He 

recognized zbaz other theory bases and paradigms for 

zeacbing freshman composition existed, but he believed bis 

model was effeczive, and like Jenny, his belief translated

132



incc action.

Conclusion

The series of codes I developed to analyze

provided by Liza, Jenny, and Jackson allowed tie to gain

insights into their perspectives on writing, composition

texts produced both by themselves and by others, and I was 

often surprised at the results. Although I had anticipatec 

a relationship between personal writing and composition 

instruction, 1 was surprised at the pervasiveness of the 

relationship. Everything about the participants' 

composition instruction seemed to tie to their personal 

beliefs about writing. I was also surpriseo at how my

research questions became more proolematized as tne study

progressed. For example, although my primary research 

question discussed composition instructors' personal writing 

habits and lesson planning, classroom activities, and 

assessment, much of the related data, like contextualized 

definitions of a writer and different perspectives on the 

goals of freshman composition, actually proved to be more 

interesting. A detailed discussion of the findings of this 

study occurs next in Chapter Five.
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'_nap~er rive: Ccmparacive iunmary ar.i ^or.c^usicns 

Inirccuciice

When I began ihis study, I wanted tc investigate one 

crin.ary research question and several closely related ones 

fro.Tt the perspectives cf teacher thinking theory, theories 

of composition instruction, and sociocultural constructivism 

'see Chapter One;. My major research question was how does 

viewing oneself as a writer influence a composition 

Instructor's planning of lessens, classroom, activities, and 

assessment. The related questions were ;1 Co Instructors 

who view themselves as writers have different expectations 

for their students than instructors who do not view 

themselves as writers? Co these two kinds of Instructors

Instructors believe that being a writer or not being a 

writer influences the teaching process? ano 3' Other than 

personal writing, what factors influence composition 

instructors' processes of teaching writing? These questions 

seemed straightforward at the beginning of the study; 

however, after the study was completed, : realized they were 

net. The entire question of viewing oneself as a writer or 

not proved to be far more complicated than I anticipated 

because of the many definitions of "writer." I also 

discovered tnat some of m.y secondary questions about
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tr.ecrécita- Deniers accur v;riting lascrucciop. and 

3cciocul-ural/in“ernexaual influences actually provided ^e 

with nicre interesting data than the primary question.

When I originally wrote my research questions, I 

thought I was simply comparing instructors who viewed 

themselves as writers witn instructors who did not believe 

they were writers. The first realization I discovered was

were far more complicated than I had anticipated. Liza tel

produce a specific goai. She believed that she produced 

these finds of writings, and these were the finds of essays 

she taught her student tt procuce. However, Liza did not 

believe sne was a writer; her definition of a writer was 

someone who expressed beauty and emotion. She felt this 

writing was outside the academic community, wnile her 

writing was within it. Even within the academic setting, 

Liza wrote only what was necessary. Jenny defined writing 

as she taught it— thoughtful communication for a reader.

She said she held the same standards for her own writing, 

whether it was academic or nonacademic. She also limited 

her definition of a writer to one in freshman composition, 

and she believed a writer was someone who could illuminate 

ideas. She felt she was a writer who was not seefing
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puclicacica. Jacksca defined wriciaq as scmecdiaq aha- had 

significance and imccrcance for one wrioer. Jackson held

;wo oerinioicns of a wrioer: For his socdenos, he :e^oevec

a wrooer «as someone who hac conridence in oneir aoilioy oo 

shape ideas inoo words; for himself, he oelieved a wrioer 

was someone who had success publishing one ovpes of wrioing 

ohey wanoed oo wrioe. Alohough Jackson fulfilled one firso 

definioion, ne did nco consider himself a wrioer oecause of 

his lack of publicaoion of ohe kind of wrioing he wanted oo 

wrioe. This finding shocked and fascinaoed me, and I did 

noo agree wioh Jackson, alohcugh I never o d d  him ohis 

because ohe focus of ohis soudy was on self-percepoions. 

However, where I needed oo analyze ohe paroicipanos from oh^ 

perspecoive of being a wrioer, I considered Jackson a 

wrioer.

Alohcugh all of my paroicipanos actually created 

written artifacts, ohey did so wioh varying levels of 

enthusiasm. Liza wrote when necessary, Jenny wrote 

sporadically when she wanted oo write, and Jackson wrote 

frequently. Within the definitions of writing and writers 

that ohe paroicipanos provided, I found that Liza's,

Jenny's, and Jackson's self-perceptions had a profound 

influence on their composition instruction. Nearly 

evervthing thev said seemed contextualized bv these core
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ceiiers, as vvi_̂  ce scown in ~ne rcj-.owing secnicns.

This chacner will discuss che findings of my soucy 

guesoion 'ey question, and my major question of how viewing 

oneself as a wrioer affects a composition instructor's 

planning, activioies, and assessment, will ce addressed 

last. After the questions are addressed, 1 will address 

future possible studies that emerged from ohe data I

— - ^  V— T) T-« ̂  v~—  U *  » »  ^  i • i »  k V  —  *

How do Insoructors Xho View Themselves as Wriners Have

.rrerenn Expectations

'̂‘vho To Mot View Themselves as Writers?

My three participants seemed oo hold different
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nheir oerscnal writina hacios. Their oeroections of writino

ana tneir expectations tor their student;

Liza saw her own writing as 

process. As a result, she focusea her composition c^ass

to complete. Liza primarily taught her students to write 

papers appropriate for a college setting. She concentrated 

her teaching toward clear, persuasive thesis statements with 

well developed supporting ideas, rather than focusing on
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creaciv'iiy. Wher. Liza read szudenc wcrk, she focusea on 

ohese eleiaenzs zhrcugo a see of guidelines she nad develoce' 

from wrizing and educazionai research. She enpeczed zhe 

szudenzs zo follow her inszruczions and noz make grammazioa: 

or punczuacion errors. She graded zhe szudenzs' work 

numerically, focusing on clear, specific zhesis szazemenzs 

and infcrmazion which supporzed zhe main ideas.

Jenny believed zhaz zhe mosz imporzan: goal she had fc: 

her wrizing was for iz zo be zhcughzful and inzereszing, an; 

she enpeczed zhe same from her szudenzs. She also believed 

zhaz wizhin her szudenzs' oulzure, wrizing and reading were 

dying arzs. As a resulz, sne zried zo incorporaze popular 

videos and lizerazure inzo zhe wrizing assignmenzs zo help

She believed zhaz for zhe mosz parz, szudenzs had learned 

zne fundamenzals of wrizing az a much younger age; however, 

she felz zhaz she was a crusader for wrizing and reading 

because mosz of her szudenzs would never zake anczher 

English class. She also believed zhaz wrizing was a skill 

znaz her szudenzs would need in zhe professional world, and 

she zried zo prepare zhem for iz. Jenny insiszed Zhaz her 

szudenzs give zhoughz zo zheir zhesis szazemenzs, and she 

looked for wrizing zhaz had sc.mezhing zo say and which said 

iz clearly wizhouz grammar and punczuazion errors.
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Jackson felt chat real writing was T.eaningful, a no tnat 

tne writing in whicn writers nad invested tnerr.selves must 

mean something at least to them. As a result, he insisted 

that his students onocse their own meaningful topics based 

on things that could have happened to them. He tried to 

force his students to retain control of their work, 

something he said they did not want to do, by only giving 

acceptable grades or asking for revisions. Jackson's 

students wrote in class while he conducted individual 

conferences with them. Although correct grammar and 

punctuation were part of what he looked for when assessing 

papers, ne focused more on how much the stuoent had improved 

the writing. Jackson saw writing more as a series of 

revised papers rather than a finished product.

Based on the three participants of my study, it appears 

that Jazksor., who wrote tne most, focused on oifferent goals 

than Jenny or Liza. First, Jackson had his students write 

from between six to twelve paragraphs depending on the grace 

they wanted, and nearly all of the class periods were spent 

with the students writing, Liza ana Jenny both nad their 

students write often, but their 

combination of lecture, group e:-

work. Jackson felt that successful student essays were 

meaningful to the writers, while Liza and Jenny focused
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r'p.ing mere or. i.osorucocr-created crioeria. Jaz'<sc 

cc.ooi.oucusly soressed revision in r.is classes, while Liza 

needed zo focus on prewrizing skills, and Jenny focused on 

inzereszing ccnzenz. Also, Liza, who szressed zhe wrizing 

process zo her szudenzs, and Jenny, who insisZed her 

szudenzs wrize a rough drafz which she read, seemed zo he 

more final produce oriented in zheir grading zhan Jackson. 

Jackson ofzen graded szudenzs on i.mprovemenz. Finally, 

Jackson also did noz give lezZer grades on essays; he gao'e 

"OK's," while Jenny and Liza bozh gave numerical grades. 

Whaz Influences do zhe InszrucZors Believe Than Seiner a 

Arizer or Noz Leinc A wrizer Has on Their Teachino 

Processes?

The beliefs accuz personal wrizing habizs of zhe zhree 

parzicipanzs appeared zo affecz zhe way zhey viewec why 

people learned zo wrize, compcsizicn inszruczion, and how 

zhey zaughz zheir classes.

Liza said zhaz sne and czher people learned zo wrize 

based on a fear of zhe blank page. To help her szudenzs 

avoid this fear, she believed iz was i.mpcrzanz for szudenzs 

zo go zhrough a prewrizing process before zhey zried zo 

wrize a final produce. Alzhough Liza did noz engage in 

creazive wrizing, she explained zhaz she had zo compleze 

orofessional wrizino in her oosition as a colleae orofesscr.



ine :e^_ ~na~ rresn.man. corticcsiaicn was ar. sTiporaar.t s_ass 

oecause juss as she had to write it her field, she believed 

titac written communication was necessary in every fielc. 

Through these discussions echoed Liza's views of writing as 

a necessity. She seemed to believe that freshman 

composition taught a skill that was necessary although not 

necessarily very entoyable. As a result, she taught

make their writing processes more efficient and effective, 

qualities she sought in her own writing.

Jenny thought that both she and other people learned t:

writing skills were learned in elementary school. She triec 

to help her students improve tneir writing by having tnem 

learn the skills of research in short projects before they

composition, her students could learn effective persuasive

not otherwise read. Because she believed that reading and 

writino were not cart of

-iiuorpcrc:

to interest her students and to help them relate mere to the 

writing process. She believed that her personal writing was 

not as much of an influence on her teachino orocesses as was

ated videos as cart of her comcosition instruction
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ner view or r.erseir as ihe -esa exposure her siuoenis ~ighr 

have -c writing instruction and literature appreciation.

Jackson relieved that grammar patterns were formed 

early in the home environment, and that parents who wrote 

inspired children to write, and he cited his own family as 

an example. However, Jackson relieved that college freshman 

could learn writing skills, and he felt that the way to 

accomplish this was to help students understate that the 

steps of the writing process tended to occur simultanecusly 

ano Chaotically. He explained that his own writing 

processes could not re limited to distinct steps; it was a 

wrecx which he had form into a polished piece of writing.

He relieved the goal of freshman composition was to help 

students untangle their thoughts and express tne.m on paper 

in a manner effective to them. Because of this, Jackson 

focused on synthesis skills rather than analysis skills 

recause he relieved that analyzing a piece of writing tore 

it apart, and the goal was to put one together. He also 

believed that because his own writing needed to be 

meaningful to him, his students should be free to write 

about things in which they had a personal investment.

Liza's, Jenny's, and Jackson's beliefs about their 

personal writing seemed to influence their ideas of 

composition instruction by causing them to focus on issues
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csncra_ ic ar.eir cwn v/ricir.g. ^acn camcicar.- saw ane gca^ 

cf iresnman wriaiag aiffereaaly, ar.c aiais aranslaaed iaac 

unique approaches to con\pcsioion insorucrion. Liza believed 

zhaz wrizing was a necessizy, and she zaughz her szudenzs 

praczicai ways in which zo wrize clear, supporzed essays. 

Jenny believed zhaz wrizing should be inzereszing and 

cuizuraliy reievanz. And Jackson believed zhaz wrizing

of lesson planning, classroom aczivizies, and assessment 

will be oiscussec separazely from zhis overview.

nszruczors zrocesse;

When I devised my szudy, j. zhoughz iz would be possible

himself/herself a wrizer or engage in personal wrizing. As

my szudy was as.oing whaz factors ozher zhan personal wrizing

my parzicipanzs did, in fact, produce arzifaczs of wrizing, 

zhey viewed zneir personal wrizing habizs wizh differenz 

perspectives, and two of zhem did not consider themselves 

writers. As a resulz, I zhoughz zhis question of ozher 

influences on composition inszruczion should be addressed zo 

add another level of depth zo zhe szudy. in fact, Lisa,
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weaay, and JacKScn a-I felt that social, cultural, and 

intertextual factors Influenced their teaching processes.

Liza believed that her composition instruction was 

influenced by the changes in her role as a teacher brought 

about by changes in composition theory with the introduction 

of the writing process. She explained that when she was a 

college student and when she began teaching, composition 

instruction focused on finished essays, not the process tne 

students went through to write the papers. further, she 

said the shift in focus from product to process changed the 

culture of secondary and hiaher education comcosition

•'-.Cl 'TO —

cnangec, ano tnts also modified her teaching.

the changes in composition instruction, and she explained 

that she learned about the writing process through ner 

graduate work and through lectures she had chosen to attend 

and articles she had chosen to read.

Jenny found that her instruction was impacted by the 

role she nad to assume as crusader because she believed the: 

most of her students did not read literature or write by 

choice. She thought that this was a result of the popular 

culture of her students and the video age with its 

commercial breaks. She believed that she should stay in
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touch with her souceots ' culture to be an effective 

instructor. The intertextual influences she saw on her 

composition instruction also dealt with issues of culture. 

Jenny said she believed her teaching had been positively 

influenced by lectures of college professors whc.m she saw 

culturally relevant. On the otner hand, Jenny said sne 

learned little from professors who seemed to her to be

Jackson saw the roles of actor, psychologist, and 

editor affecting nis composition instructor because he 

believed each role was necessary to help hLs students' 

writing. However, he acknowledged tnat his composition 

instruction often ran against the culture of college

over process. The intertextual influences on Jackson's
— • — \ « mm  ^  ^  m  ,«»«,, - ^  V "  ̂  r-\ V—  7 «m-, ^  y m  « . . — « /-»
*sm i V « » ♦  «W* '•w V- , • « *  A  « # « ..... T  ^p. * • w  « « ' .✓ ._

who prcvideo him with a theoretical backing to support the 

way he felt composition should oe taught.

As can be seen in Chapter Four, Lica, Jenny, and 

Jackson provided more cutsice influences on their 

composition instruction than what I described above; 

however, these recurring themes were very prevalent in the 

influences they described. I found it interesting that eac 

particioant created sucn a related set of outside
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inr-uences, ana nnese sima^arizies seem co suggest: anac 

alzhough each parzicipanz valued differenz kinds of 

influences, zhey were consiszenz wizhin zhemselves. This 

oonsiszency was a characzeriszic 1 had noz fully 

anzicipazed, and I believe iz suggeszs zhaz az ieasz for m\ 

parzicipanzs, zheir personal belief syszems abcuz 

comcosizion inszruczion were zhe szrongesz influence on 

zheir behavior. Their belief syszems seem zo have form.ed 

from bozh formal and pracZical knowledge, and zhe 

parzicipanzs appear zo have discarded knowledge zhaz old nc 

fiz wizhin zheir schemas.

How Ices Viewing Oneself As A Wrizer Influence A 

Tnszruczor's Planning of Lessens. Classroom Aczivizie: 

Assessment?

Alzhough zhis final queszion was Zhe major queszicn in 

my szudy, I chose zo discuss iz lasz because every ozher 

queszion influenced zhis one. The szrongesz finding I 

discovered during zhis szudy is zhaz zeaching compcsizicn i: 

an exzre.mely com.plicazed matzer, and Che more zhe acz is 

examined, zhe more problemazic iz becomes. Basec on .my 

findings, planning, aczivizies, and assessmenz are Zhe mosz 

oDvious zasks of a comcosizion inszruczor, buZ zhese zasks 

are influenced almosz enzireiy by zhe inszruczor's 

cerceczions abouz zhe aczs of wrizino and zhe aczs of
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"eaching. Al“hcugh I had studied "he ideas of reaching 

ohinkiog ooecry and found in _o be a valid ccsinicn from 

which CO examine my copie. I was quice amazed when I 

discovered 'use how focusea inco cneir beliefs my 

parcicipancs were. Regardless of che questions I as<ed or 

the tangents the interviews too<, each participant tended to 

return again and again to the same recurring themes. I 

thought it w=s also interesting that the three participants 

held quite different opinions even though they taught in the 

same English oecartment for quite a few years.

Liza's planning, classroom activities, ano assessment 

were all strongly influenced by the fact that she viewed ner 

writing as functional, and she believed her students' 

writing should have the focus of effective persuasive prose. 

Jenny's planning, classroom activities, and assessment all 

appeared to oe driven by the beliefs she had for her own 

writing: that it should have something to say and be

relevant to the culture who will be reading it. Jackson's 

planning, classroom activities, and assessment reflected his 

own concerns with ownership, revising, and trying to shape 

pieces of writing into the best they can be.

Through comparing the planning, classroom activities, 

and assessment of the three participants, both similarities 

and differences in teaching practices are manifest. All
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chree participants. Lira, Jenny, and Jackson, cic not 

produce fcrc.ai lesson plans. As 1 suggested in Chapter 

Jour, this may be because all three were experienced 

composition instructors. Pernaps if they had not taught the 

same class for several years, they would have been more 

aware of a planning process. In class, both Liza and Jenny 

lectured to their students, gave quizzes, had the students 

complete in-class group wcrk, and write papers. I never saw 

Jackson lecture to his students; he claimed he had done a 

little lecturing the first two weeks of the semester.

Instead, his students sat and wrote wnile 

inoividual conferences with them. As he ; 

himself less as an English teacher and more of an editor, 

finally, Liza and Jenny tended to assign and assess papers 

more similarly than Jackscr.. 3oth Liza and Jenny tended to 

keep a fairly close control on both what and how their 

students wrote. Although the students could choose topics, 

they did so within careful parameters established by the 

instructors. While Jenny and Liza were always very much the 

instructor, Jackson tended to avoid that role and focus on 

improved writing. Jackson gave his students freedom to 

write creative nonfiction in nearly any way they chose.

Liza and Jenny also graded numerically and had specific 

deductions for kinds of errors. Jackson, on the other hand.
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approved pacers or suggested rewriting strategies, and his 

grading focused on improvement. I cannot knew if Jackson 

taught the classes differently than Jenny and Liza because 

he also wrote more than they did, but it would be possible. 

Although he would not call himself a writer, Jackson said he 

taught composition in a way that corresponded to his 

theoretical readings and his personal writing habits.

Personal writing habits seem to influence the planning, 

activities, and classroom assessment practices of my 

participating composition instructors because they focused 

on the same things in the preparation of their classes as 

they focused on in their personal writing. Interestingly, 

the themes that surfaced in the actual teaching practices 

also tied closely to the themes of issues outside of writing 

that influenced composition instruction. Whether or not the 

findings from these three participants are representative of 

other composition instructors cannot be said, but Liza,

Jenny, and Jackson each held concurring beliefs for the 

purposes of writing, writing instruction, and external 

influences on their instruction.

Beyond the Questions

The findings of my study left me with many ideas about 

composition instruction that would make interesting, related 

studies. Fang (1996) suggests that the area of how the
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beliefs of >/rieinq teachers icflueace their students' 

perceptions of writings is an area of research that should 

be explored because it could be revolutionary. Although I 

did net lock at students' perceptions in this study, the 

findings of the beliefs of writing teachers on their 

teaching practices would lead easily into an analysis of th 

impact of their actions on their students.

Based on rr.y findings, questions about writing and bein 

a writer are highly contextualiced within the composition 

instructor's personal belief structure. This 

contextualisation would make an interesting study on its 

own. I would like to conduct a study with other 

participants and discuss their views of composition
^  ^  ^  ^  ^  ' •• ^  »  T -  ^
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specifically on activities they completed for class. I 

would be interested in seeing whether other composition 

instructors held as unified of positions as my three 

participants. 1 also believe that a longevity study witn

Jackson would be interesting to track his teaching over the 

course of a semester rather than just a two-week unit. 

Finally, I think it would be interesting to compare 

composition instructors from different universities to see 

the degree to which the university cultural setting impacte' 

the ccmoositicn instruction.
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_crnparat;ive oumrriary or -loarngs 

Beliefs aoour vvririoa

Beliefs accuc whar vri~ir.g is.

Lira: ?vririnc is ar. acriviry rnar leads 

specific coal.

Jerry: Wearing in a fresnman sense is 

communication on paper.

Jackson: Wriring needs ro nave signifies 

rhe wrirer.

Beliefs acocr whar a wrirer is.

lennv: A freshman ccmccsirion vrirer is so.r.eccav

writer, I must have success in publishing wnat I 

want ro publish.

Sellers abour self as a writer.

lira: I a.~ a wrirer of academic necessiry, nor 

creativity.

Jenny: I am a writer not seeking publication who 

loves words.

Jackson: I am net a wrirer because



success cubllscicg zhe icicds of writing cnac would 

iegi-iciics me as a writer, 

beliefs About Teaching Writino 

Hew oeoole learn to write.

lira: People learn to write through necessity 

because they are afraid of the empty page.

Jenny: People learn to write by trial and error in 

grade school.

Jackson: People learn to write at a young age if 

their home life encourages writing.

The Process of writing.

Lica: Planning ideas is extremely important.

Writing is a recursive process.

assignments. Much writing can be accomplished

Jackson: Writing is a recursive process where 

prewriting, writing, and revising are occurring at 

the same time. Writing is a sloppy process. 

Purposes of freshman composition.

Lica: Hopefully, students leave freshman 

composition understanding that writing is 

important and that all careers involve written 

communication.
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-enny: rresnrr.an ccmpcsi.ion shouia ceach clear 

concTiunicacioc cc paper arc incrccuce scucencs c; 

lireracure.

Jackson; Fresh.T.an ccmoosicion should reach

rext.

w _ d -au. CdUsy di.-̂ Ar__t;
T  7  ̂  V -  —  ^  ^  ' ^ y - s r ^ - C  
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Jenny: Students write about literature.

experienced. 

rscnal writing and lesson olanninc.

Liza: I write utilitarian, shcrthanc notes to 

■T.yself about what we will be doing that cay.

Jenny: I plan the class in a way that they write 

every day for the first six weeks because 1 

believe that writing is important.

Jackson: I plan my semester as though 1 were the 

student, and because I can be an undisciplinec 

writer, 1 build deadlines into the semester to 

keep the students focused.

'sonal writina and classroom activities.

Liza: My writing is part of my classroom



activities cecause i aiv/ays xisi wnat we wi__ ce 

doing

y
influences ~y classroom acnivicies more chan my 

personal wrioing.

Jackson: The knowledge of my personal wrining 

hacios allows me oo be more oolerano when soudenos 

have inccm.cleme assignmenos.

and soudeno cacer assessmeno.

_iza:  ̂ use assessmeno oecnnugues wnicn _ nave 

learned or clarified in seminars.

Jenny: Because 1 ohink wrioing is imporoano, 1 

grade all ohe wrioing ohe soudenos oc.mpleoe. 

Jackson: I worry ohao my personal nacios migho 

affeco my grading. I only give an OK afoer oh4 

paper is accepoable.

'luences on Wrioino Insorucoicn

Loza: Changes in wriozng insorucoicn nave orcuc 

abouo changes in my role as an insorucror; 

however, ohe primary role is soill oo provide 

informaoion and correct assignmenos.

Jenny: The primary role is oo champion wrioing 

lioerature because freshman comccsioion mav be



rack5cn: My roles include acoor, calk shew host.

ulrural Influences or. ^rlclnc lasorucoicn

public school and higher education, personal 

Jenny; I have been influenced by ohe cuioure of my
G r- ' p T ÎN % T ' ; r i p T c: v p - — , p •<* : p r* o

ana many zng.ian aeca ramen as aznen nas a neca tzve
p  —  ~  p  '"“ T '  ■*' ^ y -  v-\ ' O ' *  ”  *  /-I *-« ^  G  ^
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My personal wrioing is academic, n;

uoiiLoarian runcooon. 

Jenny: My wrioing sho'

• “h i n; same trom my

Jackson: lack or success ao publishing my creaoi’v 

wrioing makes m.e more undersoanoing of ohe 

frustrerions of my soudenos.

■fluences of composed oexos of others.



-iza: j. crgaaize ccrr.çcsitzcn instruction 

around writing theory and nry graduate study of 

writing process.

Jenny; I have been influenced by effective and 

ineffective college professors.

Jackson: I have been influenced by composition 

theory and psychological theory.
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Appendix A: Interview #1

1. What is your full na.T.s?

2. What is your educational background?

4. How long have you been teaching freshman composition?

5. In what schools or universities have you taught?

5. What else about your personal background would you like

to share for this studv?
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AppenciM 3: Interview ?2

1. r.C'f!, in general, ne you think people learn to write?

2. What is involved in writing?

3. What is the process people go through when writing?

4. What type of background experiences (such as courses, 

workshops, or in-services; in teaching writing have you hac'

5. What do you feel you nave gained from these?

6. What do you have students do when you are teaching

writing? Why do you do these things?

2c you have a process or procedure you follow wnen 

teaching composition? “escribe it.

3. What prior influences do you draw from when you make 

decisions about how to teach writing?

Why?

12. What criteria co you use when choosing sub~ects for 

writing assignments?

11. How often do students do some form of writing in your 

classes? Do you get to choose tnis, or is it a departmental 

standard?

12. How do you respond to students' writings?

13. lo you respond to every student writing assignment the 

same way?

14. What modes of wricino do you stress che most? Why?



yeu consider ycur major writing assignments? 

Hew do you prepare students for these? What purpose(s; do 

you feel these assignments serve?

16. What type of writing skills do you expect students to 

nave by the end of the year?
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Appendix C: Ip.nerview »3

1. How do you define the term "writing"?

2. How do you define the term "writer"?

5. In what kinds of writing do you engage?

4. Co you tnink it is important for a freshman oomposit: 

instructor to engage in different kinds of writing? Why 

why not?

5. What formal traininc have you had in writino (wcrkshc

5. Do you consider yourself a writer? Why or why not?

Do you relieve that viewing yourself 'cr not viewing 

yourself; as a writer influences your composition teaching 

processes?

2. To what extent do you relieve your personal writing 

haoits have affected your lesson planning?

2. To what extent do you believe your personal writing 

haoits have affected your classroom teaching?

10. To what extent do you believe your personal writing 

habits have affected your assessment of student work?

11. What things other than your personal writing do you see 

influencing the way you teach writing? Do you believe they 

play a major role in how you teach writing?
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Appendix D : Direccions for Assessment Tnink-Aicud Protocol 

Please use tne enclosed tape recorder ana to tape your 

comments as you grade the student essays related to the uni: 

I reserved. .As you are grading, read the essays alouc and 

note any comments that you write on the papers. Please 

explain your reasons tor making these comments. Also, 

please tell me the grades the essays received and why you 

evaluated the papers that way. Please try to provide at 

least forty-five minutes of grading. If you could complete 

both sides of the tape, tnat would be appreciated: Thank

vou fcr vGur helo!!
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Appendix Z : Excerpt ircru Interview #2, Jackson 

Q: What do you draw from when teaching writing?

A: Well, I draw from [theoretical] sources, and I guess I

draw from my own experience. By new, I've been doing this, 

my first freshman class was in 1977. Next year will be my 

twentieth year.

Q: What sort of writing do you begin the year with?

A: I tnink I have already mentioned this, but one of the

best conceptual books that I have found is James Moffett's, 

Teaching the Universe of Discourse. He suggests that we use 

the model that behaviorists have come up with for how we all 

mature. What you do is focus on the go anc on the central 

cell first. Then, you expand to include others, into 

including material that's further away from ycur own 

immediate interest. I start by telling them to write what 

they know about intimately— which is their experience.

That's it. The first day. I'll construct a paragraph for 

them. Depending on how I feel on the first day. I'll ask 

them to give me a list of topics they can write about. I'll 

do it [writs my own list] and put them on the board. I'll 

find a topic on my list and ask them to talk about this.

It's usually a funny story, something about my convertible 

or my dog. They see me accessing my memory in a way that 

they can do too. So you provide them a model of how it's
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done, net so .Tiucn what it is but how it's dene. They can't 

believe it. They ask if that's all they have to do. They 

will come in with journal-type stuff. They will come in and 

take an entire paragraph and crunch it. The first sentence

will be the intro. The next three sentences will be the

body, and the final sentence will be the conclusion. There 

is a lot of repetition in there, and sc I try to get them 

to. I guess what I'm really teaching at the beginning of 

the class is what will conform to the body paragraph. I 

tell them that a paragraph does two things. This is true of 

all writing. It sets up an expectation, and it satisfies 

that expectation. That's all they have to do. I explain to 

them that the easiest way to do it is in the first sentence. 

Give us something to expect. My car is the ugliest oar in 

the world. Mew, I will ask them, 'What do you have to do?' 

You have to show them now cr why the car is ugly. That's

what we do. That's where we start. We start with their

immediate experience or memories that are related to an 

immediate experience because they continue to travel back to 

them.

Q: What criteria do you use when choosing subjects for

writing assignments?

A: I don't choose them. They choose them. If you choose

them, that's another way of imposing an outside authority on



wa&c chey are doing.

Q: What do you mean by imposing authority? The fact that

you won't mark on their papers?

I try not to. I do, but I try not to. There is a sort 

of bill of rights for students. There are criveledges that 

they should be allowed to enjoy when they are writing. If 

we don't watch it, we take over their writing. Frankly, 

they want us to because then it means less work for them.

If they can get us involved in abstract questions or a 

problem about theory so that we eventually see our way clear 

to putting an 'G%' on this or toward telling them wnat, 

exactly what, to do here, then their job is done. That's 

what I mean by removing authority. We don't want to do 

that. The first place it happens is when you limit the 

things they can write about. Now, I do limit. I tell them 

it has to be real stuff, not fiction. I don't want them to 

write fiction. If they want to write fiction, then they 

need to go to the creative studies program. You can almost 

always tell when it's fiction. Sometimes it not, and 

sometimes, there might be one about how this person got up 

yesterday morning. The alarm, the shower, that sort of 

thing. You think, 'Wow, this is really good.' And they 

spring it on you that it's made up. I tell them that's not 

fiction. They can't tell me that they never did any of that
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stuff. What I mean by fiction is, 'The spy walked cut of 

the shadows and aimed and fired.' That sort of thing. Some 

of them will try that and say that they didn't nave anything 

interesting to write about. This is another way of saying 

to me, 'Please take responsibility away from me.' I do mark 

on their papers. What I meant by that is that I try not to. 

I try not to be too prescriptive. Frankly, rignt now. I'm 

teaching a basic writing class, and so I have to put SP.

This is a reminder. This will tell them that they need to 

check the spelling again. If I don't put anything on it, 

they will forget what I told them to do.
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Appendix F; Excerpt: from Interview 43, Jenny 

Q: How do you define the term, writing?

A: Somebody who can make sentences come together. Someone

who creates an idea that simply wakes up. That's the writer 

in the freshman sense. Someone who can communicate on 

paper.

Q: Would you have a different definition outside of the

tresnman sense?

A; Mo. Because I only work with freshmen.

What kinds of writing do you engage in?

I'.m not going for a publication, but I write letters, I 

write poetry, and I write Christmas letters tnat are sent to 

over seventy-five people, and they just seem to really like 

it. That's really the only way I really write. I did writs 

a paper last summer because they asked me to give it at the 

convention held here on campus. It was kind cf fun because 

it was exactly what I expect out of my students. I saw how 

long it took me, how much effort I had to put into it, and 

how much I worked, and I see how remote some cf my students 

are from tne process because they aren’t willing to commit 

to it.

Q: Do you think that it is important for a freshman

composition instructor to engage in different kinds of
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Q: Why?

A: Because, you know, you have co scay fresh, and you have

CO scay wich ic. I read a Icc more chan I wrice, buc 

everyone gees scale if you just experimenc and don't work ac 

something.

Q: What kind cf formal training do you have in writing?

A: Graduate school.

Q: Your masters is in what?

A; Just basic literature. I don't thin-: anybody ever 

thought I'd finish it, so I just kept taking classes I

wanted, and I think they kind of fit. A degree to fit all

the classes I took.

Q: What sort of writing did you do for a grade?

.A: Well, you know, all those papers that you write. I 

didn't do a thesis. I did the exam. I guess I'm not that 

big-time writer.

Q: What classes did you take?

A: You picked someone who has two education classes under 

my belt which I took in 1965 from, two sons of bitches who 

had Ph.D.'s and never had any classroom experience. I have 

the experience; I just didn't have the education, and I 

still don't, to teach. . . . Yes, I do consider myself a
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wriier, cut: I dcn'u work au it. I don't get paid for it. 

Love tne written word and the writing. It goes together in 

sentences, paragraphs, etc. I think I'm pretty good at it.

I think I have a good eye for good writing because I can se« 

so many mixed constructions in my students. When I do 

conference work with them on that research paper, it's 

amazing how little effort they put into writing.

Q: So you think that writing should take effort?

A; Yes, I want to be interesting to my reader. I want to

be informative. I want to have something that is worth 

saying. I expect that same from my students.

Q: So you believe that good writing should be interesting?

A: Well, I don't know, but I feel that writing is so

important that I make them write for the first six weeks, 

every single day in class. It's a headache to grade, but 

I'll pick something— the symbolism of a snort story--they 

just read and make some comments about the symbolism and 

give specific quotes from the text to show that they do, 

indeed, understand the value of that symbol and what they 

think it means. They use the author's words, so they are 

locking carefully at what the author says or how the author 

puts it together.

185



Appendix G: Excerpt from Think-Aloud Protocols, Liza 

Good morning! This is the sleepy Dr. Liza Smitn 

getting ready to grade a set of essays. The students had 

guided electives. They were given seven questions and were 

to select one of the seven. The questions were: (1)

Oedipus is a tragic hero because he has hamartia. a tragic 

flaw in experiences and recent uiscovery and goes through a 

reversal cf fortune. (2) Jocasta waivers in her belief in 

the gods when she hears the prophecy of Apollo and when she

hears the warning from Teiresias and learns of the

Corinthian messenger. The first two questions were based on

the reading of Oedious the Kina. . . . Those were examples

of thesis sentences that the students selected. They were 

given thesis sentences; however, they were oiven the freedom 

to develop those in a manner of their choice as long as 

paragraph two had two subtopics, paragraph three hac two 

subtopics, paragraph four had three subtopics, and of 

course, paragraph one was the introduction in wnich they 

were to have some kind of general part leading to the 

complete name of the author and the name of the work, 

tailoring down to a thesis sentence. The conclusion, of 

course, is the reversal of the introduction. . . . There 

was only one student who selected a question from Qedious 

the King. The first thino I noticed is that she has cut
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quotation marks around the title of the play. Sc I'.m going 

to mark that 3CL from her grammar text, Simon and Schuster's 

Handbook. 30L means that names of plays should be

underlined. I think I'll read aloud as I grade it.

"According to Aristotle, the tragic hero must 

experience a reversal of fortunes, or fall from a high 

position to a low position of anonymity. One of the best 

examples of a tragic hero is given by Sophocles in Oedicus 

the King. Oedipus, his father Laius, and his mother and 

wife took the custom and tried to do all that is possible to 

defy the gods and keep a prophecy from coming true. 

Unfortunately, "

I'll stop here and mark that 24A, meaning we set off 

introductory words with commas.

"in all their efforts to keep the prophecy from coming 

true, they,"

And I'm going to stop and mark that lOA, meaning unsure 

antecedent.

"help it come into focus. Oedipus is a tragic hero 

because he has a hamarcia spirit and,"

And I'm going to mark that 22.A, which means 

misspelling.

"undergoes a great fall."

I'.m going to write a comment: Excellent intro, and
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“hesis. N'ew paragraph.

"The first trait of a tragic hero is a hamartia tragic 

flaw."

And then I add that she must show this. Topic sentence 

is okay.

"Oedipus hears a rumor tnat his parents are not his 

true parents. In crder to know his destiny"

I'll just put a little carrot mark there and write 24A.

"Oedipus goes to the Oracle to find out the truth. The 

Oracle tells him that he will murder his father and lie with 

his mother. To keep this prophecy from coming true, he 

leaves. Oedipus tells Jocasta of this experience at the 

Oracle about his leaving. 'When I heard this, I flee. I 

fled somewhere,' da, ea, da. Line 13. Ceeipus 

misunderstood the Oracle. He did not know the people."

Okay, what she's aone here is a good paragraph, but it 

doesn't address two specific discoveries of Oedipus. What 

did he discover? That he killed his father? Married his 

mother? . . .

[Liza continued through the essay this way.]

Okay, and then we have a concluding sentence. Mow, 

because this was non-developed according to the assigned 

format. I'm going to assign this essay, because the students 

are able to rewrite, hopefully, an 85 and can rewrite. New,



she must rewrite. If she doesn't choose to rewrite, she 

must correct all of those coded grammar errors. And I'm 

going to write a note: Not enough subtopic development.
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