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Personal Experience Pedagogy: Renewing the Purpose, Reviving the Passion

Abstract

- First-year composition (FYC) standards typically encourage pe_zsonal reflection
and vvery little fesearch in the ﬁrsf-seniester course; however, English depaitment
’ instruct’ors:who are required to teach these courses ere often inore familiar With research
writing or wiih their areas of research in literature, foiklore, or cultural studies. This
division often leaves professors feeling trapped by the required teaching of FYC or, |
| perhaps, feeling like they are not being utilized appropriately by‘their department.
fersonal Experien’ce Pedagogy (PEP) can bridge‘the gap between teaching personal
writing and doing rese,arch wiiting. .

This dissertation; an instructional design, ie‘founded in Martin E. Ford’s
Motivational Systems Theoi'y (MST) and several theories within _the field of compoSition
and rhetorie including Liberatory Pedagbgy (Pable Freire), Process Pedagogy (Peter |
Elbow), Audience Studies (Lisa Ede and Andrea Lunsford),rInterpretive'Communities
- (Stanley Fish), and Modeiing (Donald Murray). The most basic principle of PEP is the
instructer’s ability to adapt the goalls of FYC te his or lier own interests.

The use of PEP encourages professors of literature, ci11tuial studies, or any ﬁeld
within the English curriculum to find their comfort zone in FYC. The PEP curriculum
allows professors to bring their interests—ranging from songs or peems to intriguing
mathematical formulas—into fhe classroom as e‘theme.

In Chapter One, I outline the methodology of Personal Experience Pedagogy.

- Chapter Two, a review of the literature that inspired PEP, is divided into two sections:

vi



composition theory and education theory. Chapter Three provides a justiﬁcation for the
use of Personal Experience Pedagogy, outlmmg the course des1gn that is app11ed in

‘ Chapters Four through Six. Chapters Four (popular culture) Chapter Five (l1terature)
and Chapter Six (politics) are given as broad examples of how PEP can be applied in the
classroom. 'Chapter Seven is a discussion of the desired results of using Personal
Experience Pedagogy, haSed on experiences in.my own FYC classes and its future
implications for encouraging: English Department instructors to be enthusiastic .about the

[
‘

teaching of FYC.
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. CHAPTER1:
v “The Be_ginningi” What Is Pen‘Sonéi Experience Pedhgogy? ,
| “Thefé will come a fﬁﬁe when yéu believe everything is finished.
That will be the beginning.” ’
’ —Louis L’ Amour
1.0 Introduction
VIt happens every year. A crop of hew ivory tower guards finish their English
| PhDs:and are knocked off th¢ académic pedestal into the feality of undergraduate
education. Though these newly minted profeésors know the{:/ir content areas and Wé,nt to
téaéh, few are eager to tackle the challenges of college freshman writers. Most dream of
that rﬁoment whefl the department chair‘will call them into his or her office to say, “You
are such a great scholar that :for the first time 1{1 the history of this university, we would

like you to begin by teaching our upper-level and graduate courses. You will Start this

* fall by teaching a class in _ (fill in blank with dissertation topic, author, or favorite work

"
.

of literature)

Howéver, this scenario does not occur. Even tenured professors are expected to
teach their share of the freshman composition course load, and new professors must serve
their time in thé trenches with writers who do not know they can write, th Have been
~ discouraged as writers, who see writing as punishment, and who do not really Want to
write—ever.

Un};)rtunately, though, the problem is not just with the students. It is shared by
every professor who coﬁsiders a Firstv Year Composition (FYC) course as “Service
Work.” Professors who specialize in rhetoric and compositiqn spend hours discussing

and debating the most eﬁ'ective and realistic ways to tea¢h composition; their research



can make teaching freshr\nan writing courses easier for those instructors in other
specialization areas—if professors have the time‘,' energy, and interest to ﬁiid, read, and
reflect on their ﬁndings. This concentration area is not always eﬁicientl\y utilized because
it is subverted beneath the professor’s own interests, Which is fair because that is also
why the rhetoric and composition scholars do what they do. Ofcourse, asking a literature
professor to teach FYC can be similar to asking a biology professor to do the same.
English professors know their content and, most often, theyvare inherently successful
writers, but that does not mean that they know how to teach writing to students who are
not natural writers. So, how can professors in different areas of specializétion effectively
utilize their own research and knowledge along with thev research of their professional
peers and co-workers to teach writing? )

In this dissertation, an introspective qualitative study, a common research
methodology in the fields of education and in composition and rhetoric which allows
“teachers and learners to reflect on their teaching processes,b beliefs, and experiences”
(McKay 17),1 am proposing a methodology and a practical strategy for all professors o.f
freshman writing courses under the title Personal Experience Pedagogy (PEP). Under this
methodology, professors use their owh areas of interest to create the theme for the class,
which allows students to bring in their interests as well. Althongh the area of professor
motivation and professionai happiness for instructors outside of the field of composition
and rhetoric is lacking in research, this project is inspired by Donald Murray’s book 4
Writer Teaches Writing, my primary motivation Within the field of composition and

rhetoric, and the pedagogy of Lad Tobin, Lee Odell, Mina Shaughnessy, and scholars of

liberatory pedagogy. Martin Ford’s Motivational Systems Theory (MST), which is rooted



in education theory and in psychological practices, is the foundation for the
understanding of motivational theory and the ideas behind why people choose to do what
they do. Through the development of PEP, I encourage practical strategies for the
classroom utilizing each professor’s passions and personal interests for his or her
students. These strategies are practically applied; once the guidelines have been
established, Personal Experience Pedagogy is discussed in several proposed courses and
themes applicable to most professors who teach under the heading of an English
curriculum or in an English department. The resulting satisfaction and passion of the
instructor should trickle down to the students as an extension of liberatory pedagogy, as
discussed in Chapter 2.

Rooted in the guidelines of FYC (ENG 1010 and ENG 1020) at Middle
Tennessee State University, the proposed courses will require four essays and the themes
will be based on writing genres of the instructor’s choice. The theme for the course will
determine the types of writing that will be most beneficial for students and of interest to
the professor. However, the professor’s theme is not the content for the class—the class
has no predetermined content. The students decide the subject of each of their essays,
guided by the professor’s example from his or her own interest area. The example may
also include modeled essays written by the professor or by former students.

This dissertation, an instructional design, will include not only the pedagogical
implications, strategies, and benefits of using Personal Experience Pedagogy in the
classroom, but it will also include the theory underlying PEP and three complete course
designs for those professors who would like more time with their research and other

teaching areas. With sample syllabi, assignments, essays for modeling, and suggested



-te):_(ts‘ for three diﬁ'erent specializaﬁons Qvithin the English department éufricﬁlum, an
entire course design‘for any professor who teachés in these éreas will be at the turn of a |
page. |
. The purpose of this instr'uctiqnal design 1s to persuade, encourage, and motivate
English professors;—who have so much to offer freshman Writers——to {)ecdfne péésionate
about writing courses By relieving them of much of the: preparation time. Also, by
organizing the course' this Way, debaﬁmentél consistency can be achieved among faculty.”
, i _ :

English professors‘with various specializations will be able to share their academic

research successes with both their peers and their students.

1.1 The Idea for Personal Experience Pedagogy(

"~ My personal -backgr:(')jund can help to explain how Personal Experience Pedagogy
developed. My un&efgrac!uate major was »En’glish with ’avl “Writing Emphasis.” I also
- earned a Kentucky Teaching Certificate in Secondary Educétion (Grades 8-12). Splitting
my time bet{aveen literature and writing classes in Westém Kentucky University’s English
Department and the WKU Education Depa;'tment reﬁuired some serious compromise.
From style to theory, very little of what I learned was compatible becaﬁse of the
d_iﬁ'efences between the tréining I was taught within educational practices and English
department curriculum. ‘
| In my senior year of college, though, student teachiﬂg was an excellent learniﬁg
| experience. I was assigned to a ninth-grade classroom; in Kentucky, ninth grade writers

are required to write certain pieces because of the state portfolio system mandated under

the Kentucky Education Reform Act (KERA). Portfolios are ev_aluated afthe fourth,



-

eighth, and tWélﬂh—grade levels, and students whb score well aré rewérded with parties,
awards, and: scholarship offers. High-school freshmen, who have just received rewards or
have seen other students rewar_ded in the eighth grade, are Qﬂen motivated to compile a \
Well-written collectidn of wfitings to choose among for their flrlal portfolio in the twelfth-
gradé;‘ AsSignments af“e not standardized, and they arevcrevatevd by individﬁal high school
feachers‘; howevéf, the assignménts are appropriate to grade-level. Freshman studeﬁts are
' ericoiiraged to do creative writing, pérsbnal narrative eSsays, and formal essaysbin each
vdiscipline, including but not limited to their math, science, physical education/health,
social studies, and health classes. After four years, thevstudents compile their best five
writihg pieces along with a résume, a letter to the reviewer, and a table of contents. My
students wrote poems and personal narratives during my time with them. Usually, after
several revisions, the studeﬁts had a text Which théy wére prdud to share with their
classmates. | |
- One year later, my own teaching experience Was not marked by such enthusiasm
for the writing prbceSs. I was hired to téach eighth-grade Language Arts, eighth-grade
Arts énd Humanities, and seventh-grade Reading (these seventh graders also had a
writing class taught by another teacher). By the time the students compiled their eighth-
grade portfplios; they were tired‘of révising work they had written in the fifth, sixth, and
seventh grades. Withbuf almost constant support and encouragement from me or the
other eighth-gradé te.';lchers, the students had no desire to compile their best effbrts; they
~ only had the desire to be “done.” Also, as an eighth-grade teacher, I was requited to
score portfolios With science, math, and history teachers. Although the grading was a

standardized process, the subjectivity created by both my training as a writing teacher and



my lack of experience as a first-year teacher made the process difficult. A supporter and
- an alumna of the portfolio prdce‘ss,' I found myself in the minority because it was a top-
down mandate. Eventually, I wanted the precess to be “done” as well. |

After teaChing for a year, I left the world of middle school to return to college. As
a masters-level Teaching Assistent at Middle Tennessee State University, I worked in the
University Writing Center (UWC). I'tutored students in all stages of college from those
taking First-Year Composition t(‘). PhD students in Economics, and I began to see the
importance of assignment development. Students who visited the UWC were much more
likely to put in the effort to succeed as writers when they knew what their professors
expected of them; they did not express the same discbufagement with the subjectivity of
- assessment as so many students. The students also responded more enthusiasticelly when
asked about assignments that had been adequately written, explained, discussed, and
modeled for them. For example, sessions for students who came in with well-written
assignment sheets and a syllabus that provided guidelines were more efficient and
generally more productive because the tuter knew what the instructor wanted the student
to do. The essignment did not have to be the same for each student; it could include
cheices or could be completely open-ended. The difference in student engagement
typically came from his or her professor’s level of involvement with the assignment and
the student’s involvement with the subject matter regardless of the_‘department in which
the essay was assigned.

My idea for Personal Experience Pedagogy was sparked in a graduate-level class

titled “Practicum in Composition Methodology” and taught by Dr. Allison Smith in the

spring 0f2005. In this three-credit course, a group of mainly English Department



Teaching Assistants gathered_ to develop, discuss; and share strategies for teachihg‘

' freshman Conip\osition, developing proféssionally, and surviving both gra(iuate school
and the job sea;ch Iifocéss; At MTSU, TAs at the masters’ level are assigned to the |
UWC m their first yeaf, and 'then,ltypica'lly, fhéy teach two classes in their second year.
PhD students are éncouraged to teach two classes per/ semester from their first yeaf in the | '
progralh although some students ére assigned to work in the UWC as well. In the

“ practicum class, some of the TAs were in“their first year of teaching ﬁrét-year
composition, other students did‘v not have Teaching As,sistaﬁtshipé, and others were still
: working their tWenty houfs per Weék in tﬂe UWC. Among the students m thea class,

| » personal interests varied from rhetoric and composition t(; various fields in literature or a

. handful of other areasg éome stﬁdents were taking the class to fulfill the requirements of
their assistantships. I realized during our class diséussions that the key to enjbying the -
teaching of writing was not necessarily tied to a love of compositioh theory. Although
most of us who had an interest in rhetoric and cbmposition Were enjoying the 6560/7560
class, séveral litératgre and folklore students, who served as TAs but who initially |
seemed disinterested in the course, were also contributing' wondefﬁﬂ st:rategies for the
teaching of writing. As TAs, we were enqouraged to bring a theme into our 1010 élésses;
most of thé literature-focused TAs used fheir févori‘;e books or authors fo inspire their
students’ personal reflection.

From these experiences, I ‘realized that students and professors of rhetoric and

| composition must begin to consider more extensively the. particulars of the writing
process and the teacﬁing process er thoée outside of the ﬁeld. Also, théy should reflect
on the characteristics of those professors ‘(and theif students) who are successful as

S



academis researchers or teachsrs» of literature, folklore, and film and those who are
unsuccessful in either or both teachiﬁg or writing. My ninth graders were enthusiastic not .
because they loved writing, but b;ecapse they were allowed a‘}frésh start. vMy studénts 1n
the UWC wére enthusiastic because they utlderstOod their professors’ assignments. My
classmates in the practicumtwere enthgsiastic because they had incorporated their own
‘ interests into their class design. At three different levels, I had seen success vin the writing
process and’in the teaching of writing. However, 1 had‘also seen failure in these areas.
My eighth gfreiders were frustrated with the writing process because the assignments were
t)ld. The students who came to the UWC for therapy instead of writing assistance
| typiéally complained that their professors were disinterested, and the TAs who didn’t
enjoy teaching or who werep’t having successful semesters were often modeling their
teach@g style or éssignments after a former TA, friend, or professor who had persénally
vinsp‘ired them rather than on their own personal strengths.

The problem, being unmotivated because of negative experiences, is consistent
among students and provfessors, but we, as college vprofessbrs, do not have the ability to
change our students’ writing pasts or our colleagltes’ téaching pasts. ,Wé can only
dismiss.our oWn neéative writing evxperiencesa‘nd give our students and.ourselves a fresh
start. If we take what we love about being academit:s—teaching, students, qr_dur own

research—and apply that passion to the writing classroom, professors and students have

the potential to let go’bf our writing pasts and concentrate on our writing futures.



1.2 The Wﬁting ‘Future

| ._Because of the need for general edﬁcatioﬁ coursés, the MTSU English departmenf
is focusing more time teaching students how to write, and how to write well, than on their
areas within the literary ﬁelds., MTSU; because of ;1 mandate“v from the TBR, has even cut
the sophomore English literature requirement for general e_duéation; only two
cvomposivtion courses andfoné literature course in either English or Humanities are now
required. The job séarch for English graduates‘ will continue to réquir_e experience and
willingness to teach writing in lower division clasées to students who are bprimarily ‘
'majérs from other departments on campus. As of September 11, 2008, The Chrdnicle of
Higher Education listed more availabie jobs 1n rhetor/ic and composition than in any field
of literature or all literary fields combined (Chronicle Careers). This trend may be
threatening to professors of literature or‘ other fields within the English curriculum.
However, as colleges become more and more like a job-preparatory track instead of
institutions of higher learning, the demand for writing courses is growing. In a Janua;y 3,
2008 Newsweek article, ;fGetting In Gets Harder,” Peg Tyre, asserts, “A little less than
, twb decades ago...the baby boomers, were‘busy having kids. Now th&se kids are in
junior high school and high school creating a demographic boomlet of their own. This
spring the largest numbervof high school graduatesvin the history of the countfy—some
3."32 million—will don a cap and gown.... Next year,...3.3 million” (par. 2). English
departments continue to offer literature degrees to students who will, »qu‘rite possibly, be
feaching writing almost exclusively t6 this “boomlet” for the first several years of their

careers with the potential to teach some literature survey classes. This argument does not

assume that departments should not offer advanced literary degrees or that students
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. should not pursue their own‘ intérests v;ithin English. It does maintain’, though, that an
English departmentai curriculum should realistically represents/the job market to its
students and pragmatically prepare students to teach freshman writing coiuses as‘part of
thei‘r ﬁJtufé cafeers.

In this propbsal for Personal Experience Pedagogy, we must‘ also consider what
currently comprises an English departﬁ1ent. Typic;ally, all brancﬁes of lit,erary and
literacy research make up the interests of mosf ’tcnur'ed faculty members as this wés the

, foundation vof most Ehglish departméﬂts. However, with a rise in the stﬁdiés of critical
thefoty, folklore, American and world cultural studiés,. pbpular cultufe, rhetoric and |
compbsition, women’s sfudiés, English as a second 1anguage, literacy, linguistics, ﬁlm,

. ‘and queer thebry, “English” has become an all-encompaséing term for research or study -

in the humanities that does not quite fit into other depgrtments and, usually,'dpes not have | '
~alarge ehough facul;y, studéht-bas_é, or income to form its bwn department. This
compilation of subject matter into one heading that éould up until recently be easily
defmed as “Writing” or “L iterature” is Bound to cause political probléms within English
departments and arﬁong faculty members who must élomp,etevto schedule courses in each

- of these areas. Michelle M. Tokarczyk and Irene Papoulis, vin their collection Teaching
Compésition/T eaching Literature: Crossing Great. Divides, exl;lain, “On the one.hand,
composition is associatea with the pragmatic and with énxieties of the working ahd
middle classes . . . Litéfature, in’contrast,vrepresénts the high culture aséociated with the
upper classes?’ 3). Becﬁuse of this traditional cultural divide, faculty m;:mbers do not 7

typically a;rgue that these new research éreas are not 1n need of study, only that these

: fields should not take students away from the traditional English literature curriculum (3).
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'The problem lies in the fact that new courses are being taught in place of existin'g‘
courses, taking away the preferred courses ef tenuted professors. of c‘ourse,i pvrofessors in
each of the aforementioned arees Will be hired as EngliSh»\faculty and will, therefore, most
,likely be required to teach a FYC course. RiChard Weaver, Professor of English at the
.Univet'sity of Chicago, éfgues that all Evnglish professors shotlld teach their pession for
writing: ‘;Maybe America’s college students would eppreciate writing if they could tell
. that their most talented prefessors did, too” (par. ;3)'; however, he implies that the scentario '
is never quite that simple:
The [full] English professor farely teaches freshman writing courses )
because it is beneatlt her to have to wort'y over catchy introductiens, pithy
thesis statements, and thoughtful conclusions. Certainly she cannot be
'bethered by grammar and form, except briefly and in passing. ‘There isa
workman-like quality to the teacﬁing of writing; it is as close to blue-collar
as you can get in the lit)eral arts classroom. In my ﬁrst tenure-track job at
| at community college I taught ‘a five and five load, four of which were
composition classes (far too maxty, to be sure). I felt like Lucy in the céndy
factory. (Weaver, par. 2) |
Though asserting the opinioh that-full professors may not desire to “stoop so low” as to
teach FYC, Weaver makes the point that most will be teaching these classes ‘until they
gain enough seniority'tomake,this ehoice, if at all.
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1.3 Ten Consideretions for the Applicafion of Persenal Experience Pedagogy

In order to diecuss.the praetical' application and theoretical background of PEP, 1
, mﬁst first describe the basic guidelines and aésumptions behiind the design. These “Ten
-Considerations for the Apblication of Personal Experience Pedagogy” ere listed below

(fig. 1), and they are .described‘in the section that follows.

Ten Considerations for the Application of Personal Experience Pedagogy

. 1. Instructors mest decide what they most enjoy teaching; then, this topic becomes the theme for the

~ class or for modeled aseignments.

2. Instructors must be aware of their own personal beliefs and assumptions about the writing ‘pfocess.

3. Instructors must use a modified version of tf)e Process approach to teach writing. |

4. Instructors must model Wriﬁng for their students through theﬁ own sampies,‘ student samples, or
textual samf)les. |

5. | Inetructofs must be willing to be transparent in the classroom.

6. Instructors must allew stl_ldents to bring their interests into the classroom throﬁgh the instructors’
individual writing assignments.

7. Instructors must realiie that, by assigning work that students Would not otherwise do on their own,
they are in a sense becoming co-authors of ﬁe students’ work.

8. Instructors must develop 'aesignn‘lents that addresskhe real audience (the professor, other students
in the course) for each assignment and the concept of the artificial audience for each composition
assignment. | | ‘

9. Instructors must consider their students’ writing across disciplines (and WAC) when designing
real-world writing assignments. | |

| 10. Instructors must be concerned with the issue of grading consistency and the possibility of grade

inflation, specifically because they are Sharing their own personal interests and learning about the

interests of their students.

Figure 1
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The first consideration for diécussing Personal Experience Pedagogy is what
prbfessors would choose to teacﬁ if they could create and teach any course for their
department. Most course§ falling under the English curriculum would iﬁtrinsically
rgquire some fbrm of writing or communication. Based on the prbfesso;’s utopic course
design, ja FYC course can then be ¢reated. For example, if a fo]kloré prfesSbr would
prefer to teach a course on American folk songs, that becomes the theme for the
composition coufse. Assignments couldf(‘vary from writing a folk songj to writing a
formal essay on a song that impactéd each student’s early fémil& life. | With this design,
the professor is encouraged to share his or her interest in folklore and Writing about |
folklore with thé stil,‘de‘nts‘, and they also benefit from his 6r her e),(périenc'e and passion.

Of course a pfoblem lievs‘u‘nderneath these assumptions a}boutvc\oursé
developmeﬁt. Typically, a prbfessor would design a course for upper-level
‘ un(iergraduaté students or graduate-level students v;(ho would make a conscious choice to
enroll in and to show up for class. A course for freshmen niust be designed to motiVate
and encourage participation. To return to the previous example—whereas é,more
advanced group'of students may use class time for discussion, developmént and
application of criﬁcal thébries, and presentatiohf—thé freshman class time discussion will |
also need supplementation with planned group or individual classroom activities, such as
listeniné. to the folk songs as a group and individually and reading essays or viewing
ﬁlrhs about the crgation, history, an(i significance of folk music. With these'adapt,ation‘s,

‘though, the classroom can become an effective meeting place for the internalization of

the writing process through the example of a professor’s interest in folk songs.
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- The i(iea of the theniatic unit is much more prevalent in secondary and middle
schodl education fhan in college-level academics; however, it is applicable to all levels.
“In “An Apology ’}for Teach‘ing American Literature Thematically,” bévid T. Andersqn )
argues the need for themes as a unifying ;:laésroom pr’inciple:’ “IClhronological
'sequencing...goes against a basié prihc‘i’i)le of education: Begin with simple experiences
on which to base learning and move toworﬁplei understandings;’ (62). By choosing a
theme for the FYC class, an instructor can allow his or her students to learn the wfiting
process through, first, simple writing prompts, and then, at the end of the semester, more
comi)lex designs; -ho'wever,(the students will feel as though the éoﬁrse is uniﬁed. |

This discussion of classroom adai;tation to student ability level leads to the second
considérati_on of Personal Expeffenée .Peéiaéogy%Writmg and the tea@hing 6f writing. In
order to effectively téach'a FYC (or any writing) course, a professor must be aware of his
or her own personal béliefs and assumptioné about the writing process. Instructors should .
ask themselveé questions, begmnmg with thése, which are adapted ﬁom‘Donald
Murray’s A Writer Teaches Writing and Erika Lindemann’s 4 Rhetorié for Writing
Teachers:

| . What is thc purpose of Freshman Compoéition at this school?
e What ére my goals for a student leaving my Freshman Compo‘sition
classroom‘?,
o How canI best achieve these goals?
e What parts of teaching Freshman Corﬂposition do I enjoy the most?
-o How can I capitalize on these portions} of the class?

e What 'parts of Freshman Compoéition do I enjoy the least?
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D ~ How can I lessen this portion of my class? 1
¢ Do I believe in writing as a process?
o What is my process of Writrng? o
| Aﬁer answering these questions about the teaching process and the writing process; an -
instructor should also make an effort to become aware of current scholarship in the field
of teaching writing. Justasa Romantics professor would never teach a course on Percy B
Bysshe Shelley without knowirrg the historical and current critical scholarship on.vthe
author, a writing instructor should know the context of the pedagogy he/she is using in
composition courses. Chapters two and three discuss the pedagogical foundations olf
+ Personal Experience Pedagogy and suggest several reading.s'for professors who are
interested inJﬁthhering their knowledge of the teaching of Ereshman Composition.
The third consideration of Personal Experience Pedegogy is that, through its
development, professors will usea modiﬁed version of the process approach to teach
writing. Developed in the early 1970s by Donald Murray and Peter Eibow, process
pedagogy encourages students to break their writing into stages, including prewriting
(often called free writing), drafting, revising, and editing. By using a theme in the writing ' ,
classroom, which I, through the development of PEP, advocate, the professor may easily
be distracted from the actual purpose of the class—allowing students to practice writing
and,/therefore, to grow as writers. In order to keep the primary focus of the course on
teaching students to communicate, instructors using Persorlal Experience Pedagogy, i
advocate process writing. InStructors are encouraged to ‘allow their students class time to
journal or prewrite (formally, informally, or in any way that makes the professor

comfortable and stresses to the students the importance of critically thinking about the
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subject befbte_ drafting),fo revisé,. and to edit. By stressing the process of wriﬁﬁg,
professqrs have the 0pp011unity to share théir Writiﬁg progression wf’ih their students as
well. Students can see that the course is relevant to their-;:ollege career bec&ause the
professor will be teaching strategieé_ for writing that transcend the Engliéh éurficulum

The writing ,prbéess also allows professors an opportunity to model writingvfor
their studéhts, »which is the fourth éohsideration of Persoﬁal Experieﬁce Pedagogy.

: Modeling can be accomplished.'in several»;diﬁ‘erent ways; the most utilized form of
modgling in the FYC classroqni is typically accomplished through the FYC reader or
textbook. rMostvcompE)sition “re}adervs‘” includé sample eséays in different modeé that
students may read for examplés or forwinspirations such as Martiﬁ Luther King’s “I Have

a Dream” speech as an example of reflection/response rhetoric. The problem with this - ‘

form of modeling is that students are often reading essays from established, often

{
\ -

professional, writers wﬁo dd not always think or sound like them (Cartwright ahd

Noone). Another example of rhodeling that is sometimes ,uséd in the writing classroom
and is often more successful is the use ’of essayé written by a professor’s' former stﬁdents.
An effective form of modevling, essays from former students are usuélly more re1¢vant to .
the students and are more closély idéntiﬁed with their reSpectivé writing levels. Another
éucéessﬁll straf;egy for modeling is use of current student essays as examples for the

class. By allowing students to present a paragraph or a sentence to the entirvev claSs (for a
presentation or paniéipatioh grade) z’/lvprofessor may lead a class discussion on both the
positive and negative aspects of studenté’ writings». This strategy can also be used

anonymously; a professor may choose the best or worst sentence from each of the
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studehts’ éssays to present to the class for discussion, as long as the activity is done fairly
an_d eslénhandedly. j
The type of r/nodeling'that the instructors’ of ‘P'ers(.)nal Experience P,edagdgy can
édvocate as the mos)t effective, though, is professor ni’odeling. This praétice, supported
By NCTE as an effective strategy for the teaching of writing througli its
. “RéadWrifeThink’5 pfbgram allows for transparency in the classroom between an
instructor’s assignmént and’a,student’s‘ interpretation (Gardner). For exsmple, if the same
folklore profess/or assigns an essay on a song that influenced each student’s early family
| livfe, the instructor wohld then bring fin»to the class one possible answer to the prompt
thrdugh a piece of his or her own modeled writing. The professor would bring in the
song for the class (or possibly bring in an invited performer from outside the English
depa;tm‘ent) Vtov hear; thén, he or ‘she would actually write a sample essay Qf,outline for the
_students to read. The professor’“s narrative would show, not only tel.l,.the students what
that individual instructor would like to see in each of their essays. Although this sfrategy
vinitial\ly creates fnore work fbr the professor, FYC assignments are simplistic compared
td the typical writing pfojects of an academic researcher; he or she can use the same
model over and over, and the‘ bensﬁts\of this strategy for the students omweigh the
temporary inconvenience for the brofessf)r.v Many student questions and concerns can be
~ addressed with an effective professor model. |
The fifth concern of Personal Experienc.e Pedagogy is add}essed by both
| mbdeling and thrbugh the addition of professor interest—the exchange between the

professor and the student. The application of Personal Experience Pedagogy not only

encourages, but also demands effective communication in the classroom. Professors
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must be.willing to reveal a version of their true selves in the classroom, and they must

allow their students to do the same through their writing as well or they risk holding

themselves toa standard of objectivity they may be unable to achieve. Lad Tobin, in

| “Reading Students, Reading Ourselves: Revising the Teacher’s Role in the Writing
Class” argues, “As teachers, we play a cnicial. ..role in our students’ writ»ing processes....
We need to develop a theory of reading student texts which takes into account our
reading of the students themselves, of our own unconscious motivations and associations,
and finally, of the interactive and dialectical nature of the teach‘er-student relationship”
(74). Professors must be sure of what they want and what they expect from their students,
and this expectation must be efficiently communicated through the syllabus, the
assignments,‘ and the classroom environment. Students who understand the instructor’s
interests and personality are less likely to feel as though the instructor is an enigma, and
the assignment itself may be easier to interpret./The syllabns and assignments that reflect
this transparency are of specific iinportance to the PEP classroom. Because the professor
is expected to contriblite to the class, the same expectation must also ‘apply to the |
students. The students should be aware of any rules and e)ipeetations so that they can be
constantly encouraged to succeed. Students and their interests must be treated with
.respect. |

An emphasis on student interest is the sixth consideration of Personal Experience

Pedagogy. Personal Experience Pedagogy is primarily based on bringing a professor’s
capacity for interest and enthusiasm hack to the students who need them the most, and
therefore, this methodology emphasizes a professor’s interests in the FYC clasSroom.

However, the professor’s personal interests cannot be expected to apply or to relate to



19

_ every student (or any student) in the class. The professor’s‘enthusiaém and passion for
his or her interests should help to motivaté the students, but the students might not—to
return to a previously illustrated eXamplefbecome personally enthusiastic about folk
songs. The}_refore‘,' QSSignmeﬁts will be o'pen‘t»o interpretation and application by the
students. After thé professor brings in a modeled folk song and essay, the students will
~ choose a song that has ilﬁpacted them or their family lives. Perhaps they will have the‘
’oppor_tum'ty:to‘ present their song to the class of to a small group of students; then, they‘
- will write the essay'assigngnent based on their own expériences.

The seventh ;:onsideration of PersOnal Experience Pedagogy directly relates to

: profeésor 'modeling and to student interests in the writing process. The design of PEP,
in’ﬂuenéed by Tbbiﬁ, is created after the assumption that préfgssofs who assign work to
studeﬁts aré inherently becpming co-authors of thg students’ Work. Not only does the

' professor decide on the subject or assignment for the paper, but in the writing p‘roces:\s, he
or she'typical.ly comments on student drafts (evaluating the grammar, the langﬁage, or
éven the content) and makes verbal or Written suggestions to the class that change the
students’ natural inclinations. This assumptiéri does not change or challenge the
effectiveness of the Freshman Compésition classroom, but it does force professors to.
decide how much they should influence a specific piece of writing by a student. By
allowing for4optionsr in the content of each aSsignment, the insvtructorv is allowing the
§tudent to make .choices that are not so closely controlled by the professor, énd by

modeling, the professor may be able to remove him or herself from so many questions

about the structure of an assigned essay.
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The eighth considgtation for Personal Experience Pedagogy is with audience.
Based on the research of Peter Elbow, Walterb(’)ng, Lisa Ede, and Andrea Lunsf_‘ord,
Personal Experience Pedagogy addresse{,s the real audience (the pro‘fesso;, other students
in the coufse) for each aséigninent and the concept of the artificial audience for eaéh
composition assignrﬁent. Students who are being trained to write for curricula outside of
English should be allowed fo write for realistic audiences in their majdr fields, in théir
careers, or in their other coursework. For example, the students who write about a song
that has influenced their lives may want to Write 'essays to an audience of their peers, their
family, orto a Sp_eciﬁc pefsori to whom it would bersigniﬁéant. If the essay is Written toa
generic audiénce, namely the instructor, then the details will not be as ﬁnpoﬁant and the
essay will not mean as much to the student-writer. The theory behind audience
development ‘within a/ssignments is discuésed in detail in Chapter wa;

The discussion of audience leads directly to the ninth consideration of Personal
Exp'er-ience Pedagoigy, Writing across the Curriculum (WAC). Students are required fo
rtake a certain numbér of English courses at most universities, but most university
students are not English majors, and they will be applyfng their new writing strategies
and skills to writing in other courses. However, with the application of profe’ssor and
students interests in the classrbom, students will ideally be writing essays and learning
skillé thét are applicable to their majors or tov their own coursework outside of English.
The students shoﬁld obviously be prepared to write in future English courses, and as
Erika Lindemann argues in “Freshman Composition: An Apology for Service Courses,”
English professors Should not be expected to be scholars prepared to teacﬁ every area of

research within the university (5). However, the instructor must be preparéd to welcome
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students into the classroom not as potential English majors, but as students who are
experienced in an area that the instructor may not know as much about.

: \ ) .
The tenth consideration of Personal Experience Pedagogy is assessment. All

teachers of writing should be concerned with the issue of grading consistency and the
possibility of grade inflation with professors who are exchanging personal interests with
their students. Professors of Personal Experience Pedagogy, specifically new professors,
may also run the risk of too personally identifying with their students, seeing student
improvement as success, andl assessing a student’s effort,’opinions, or choieeof eontent
rather than the writing, which can lead to grades that are askew; as Tobin explains about
his own experience responding to and assessing student writing, “it only 'makes\sense that
I would be pleased and excited to see‘ that my student’s writing supported and even
validated my own positions and, therefore, that [ would make her argument more
eloquent and sophisticated than it actually was” (73). He clarifies by noting that “there
were other reasons for my misreading. This was not the first essay of Nicki’s I had read.
All semester I had seen her work: I read this final essay in terms of all of our
interactions.... I was also reading Nicki‘herself” (73). As Tobin illustrates, instructors of
writing sometimes find it difficult to be objective when grading; however; instructors
should be willing to follow the grading guidelines of their respective college or university‘
as well as the current scholarship on the assessment process. The application of Personal
Experience Pedagogy, addresses the assessment process and problems through the layout

of the rubric for each essay assignment. Chapter 3 also addresses these concerns and

includes suggestions for further reading in this area.
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1.4 The Politics of Personal Experience 'Pedagogy
Like every new teaching methodology, Personal Experience Pedagogy must be
' situated within its political context. FYC has a particularly interesting politieal climate
because of the sheer number of courses, professors, and opinions directly influenced by
'and\involved in the debate. | |
| The .political climate of FYC begins with the debate over what should be taught m
the eourse. Many professors srgue about theuse and teaching of grammar, literary
analysis, politics, and logie. Most scholarship on these subjeCts agrees that, if used
minimally asa theme, any of these additions to the curriculum of Freshman Composition
- can be beneficial for students (i.e. Tate, Murray, Berlin, Odell, Moneyhun, George, ;
Trimbur, bGiroux, Sullivan and Qualley, and Fergenson,); additional readings on this
subject are suggested in Chapter 3 and throughout Chapters 4 through 6. However,
~ Personal Experience Pedagogy is rooted in the idea that FYC is strictly a writing and
communication course to minimalize the distraction from writing that the addition of
other curricular elements may introduce. Although a theme dictates course-specific
assignments; discussions, and clas.sr\OOm activities, the areashin which students are
assessed will be the writing process, presentations, formal essays, and psrticipation.‘ Any
additional material has the potential to take away frorn the irnportance placed on writing
' in the course. _ L
Another aspect of the political climate o(’f FYC is that Teaching Assistants (TAs)
and new instructors (non-PhDs) oﬁen are assigned to these classes. Tenured professors

regularly teach a required number of classes per semester or year, and their scheduled

FYC courses are in addition to their upper-level and graduate classes. Although some
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schools use TAs only to co-teach or to supplement a professor’s instruction of the course,

the pragtice'of allowing TAs to teach these beginning coﬁrses is common at MTSU; it
gives them teachiﬁg practice and experience for the job search, it frees tenured faculty
:members from having to facilitate so many classes, and it gives students a fresh approach
to college teacﬁing. The TAS’ newly-developed strategies may become relevant tb the
entire departmeni as their studehts move into upper division courses; théy have not had
time to séttle into a comfortable routine or pian for théir qlasses. What TAs lack in
experience can be made up for in their course development, daily planning, and
enthusiasm for the teaching process. Althdugh theyvalso have busy schedules of graduate
coufséwork and teaching, the lack of a servicé requirement and the fact that they have no
upper-level classes to prepare means that they ﬁave more time to develop' FYC classes.
Tenured faculfy members musf often devote the majority of théir time to the development
_ 6f upper-level and graduafe classes—if these proféssors even have the luxury of time to
do that. So much of a profgssof’s time is taken up with service work, committee
‘app_ointments, student advisement, meeting research requirements, and a number of other
requirements ofthe job that it is sometimes hard to see how they have time to deilelop
courses at all. | |
Alternate teaching methods are typically not popular in F YCY courses when the
‘professor is too busy to ré;;iesign, restructure, or even fo revise his or her coufse plan.
Suggesting that tenured professors redesign their FYC courses based on the ideas of one
. new instructor may not be a popular récommendation among faculty members. However,
Pérsbnal Experience Pedagogy is designed tb be user-friendly and time-saving. In order

for professors to be able to take the existing themes, assignments, and models, modify
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them to their own liking, and‘ use them in as a-revamped version'of their own FYC
course, complete courses are designed around themes tilat are prevalent under MTSU’s
‘ curfent Engfish guidelines.
Personai Experience Pedagogy allows instructors to take advantage of their goall
of lifelong learning. As emphasized by Jerry Farber in “Learning How to Teach: A

% &¢

Progress Report,

\

[O]ne can continually learn how to teach. Continlially—because this
learning isn’t something you do once and for all, as though tea.ehing were a solid piece of
property that one could finally acquire and own” ‘(277). Instructors should continually
stri;veto laecome mere:effective in the classroomi however, facu‘lty' members4—whether
researchers, teaehers, or bloth—havev at least a ﬁnancial metis/ation to learn, to share, or to
collaborate. John Ulvrichexplains', in ‘”Tenure, Promotion, and Textual Scholarship at the
Teaching Institution,” research,- publishing, and service are typically the‘main
qnalifications for tenure and promotion (1 17); From motivatidn to meet research and
teaching goals can follow a desire for an instructor’s students, undergraduate or graduate,
to share in their own personal academic interests. The use of Personal Experience
Pedagogy demands thatstudents share in the discussion and modeling of a professor’s

interests without necessarily sharing those interests.

1.5 The Purpdse of Personal Experience Pedagogy

| /My primary goal in creating Personal Experience Pedagogy is to inspire and
energize professoi's in their FYC classest Professors should be happy in their teaehing
jobs, and they should be pleased with their students in order to be truly successful as

educators. Professors who no longer enjoy their work or who never enjoyed teaching
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~writing may find in PEP a way to reinvigetate their teeching' style and their students’
,interest;‘. ' : . : | o
 My second goal for Personal Experience Pedagogy is to inspire and energize
| students. Professor motivation is the key to studen; ﬁlotiv_ation, and students who are
‘motivated are typicaIly' willing to devote more tirhe and energy to the class. Throughout -
this dissergefion, several examples Will be given of ways to motivate students to learn,
beéinﬁing with the Ten Considerations for Personal Experience Pedagogy and their
| a_pplicatiens within the classroom. |
The application of Personal Experience Pedagogyvdoes not allow for biame for
| v:prior. unsuccessful classes (or fufure unsﬁccessful claeses) to be placed on the professor or
the students. .Sometimes personalities clash, or interests do not match. Motivation will
be sacrificed by forcing blame where it does not beIong. In Motivaiing Humans: Goals,v
Emotions, and Personal A gehcy Beliefs, Martin E. Ford asserts, “[Emotions] in fact may
be éwery bit as influential as cognitive processes in terms of enduring motivaﬁonal ,
patterns” (147). Not all students will come into the classroom ready to work, ready to
learn, and ready to devote the fin(le necessafy to grow as writers. However, not all
'professore ge irﬁo their FYC cour;ses with positive attitudes, plenty of time to develop the
course, and a passion fot writing and the teaching of writiﬁg. We cannot control the .
studen;cs’ mindsets, though; we ¢can only control our ewn. ‘These mindsets should be free
from the emotional baggage of past.teaching experiences.
By using Personal Experience Pedagogy, FYC »‘instructors\ may become willjng to

teach authentically or to generate learning that is connected and genuine by actively

engaging students. A professor’s attitude must be positive about his or her students.
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make this a reality on‘ their obwn. ‘vThey musf also, realistically; bé seen aé college students
who, in the future, want good, Well-paying joBé——not as potential English majors. | Each
stﬁdent knows something thaf the professor does not. Each student has something unique
to bring to the class. A professor- of FYC must see his or her job és finding out what each
stqdent has to offer and helping him or her successfully communicate strengths while B
improving upon weaknesses. The professor must also have a positive attitude about the
course itself. The teaghing of FYC coﬁsymed much time, as does any général education
course. The students are from various backgrounds, from all majors, and are typically
beginning college, fwhich brings many more cbncg:ms to the course as well‘i Instructors
must see the course as being essential to each student’s college success; instructors must
also have a positive attitude about their own contribﬁtions tb the course. Every instructor?
whethe; trained in the teaching of writing or not, has the ability to convey relevant
information about the composiﬁon process to his or her students. He or she must be
autﬁentic in the claséroom, letting students knbw his or her own writing practices,

- background, successés, and failures. Only then may students be able to become authentic
'leémers while resp/ecting the instructor’s confributions. Most English professors, at sdme
point in their career, will be asked to teach this éourée; Through the development of PEP,
I encourage egph instructor to try to genuinely eﬁjoy it.

In Chapter Two, I explain the theory Behind Personal Experience Pedagogy 1n
two sections. The first is comppsition theory? and the second is education éhd |
motivational theory. Many of the ideas mentioned in this chapter are more fully explored

in Chapter Two. Chapter Three provides a justification for the use of Personal
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Experience Pedagogy, and it outlines the éburse design covered more fully in ‘Ch;pters
- Four through Six. In these chapters, popular culturé, literature, and politics are used as
broad examplés of the application of Personal Experiencé Pedagogy in the ciassroom.
Chapter Seven, the conclusioﬁ, is a discussion of the desired results bf Personal \

- ‘Experience Pedagogy based on experiences in mybown FYC classroom ahd its futuré

( : o .
implications for unifying the writing classroom with the potential in English departments.
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CHAPTER 2:"
“nghest Happiness:” Pedagoglcal F oundatlons‘ and a Review of Literature B

“The highest happiness of man... is to have probed what is knowable and

quietly to revere what is unknowable.” ‘
~—Goethe
2.0 Introduction

The pedagoglcal foundations of Personal Experlence Pedagogy are varied and
wide-ranging. Inspired by both rhetoric and composition research and the fundamentals
of educatlonal'theorx, this methodology 1ncludes many concepts andmodels that may

“ seem quite contradictory frorn their premises. HoWever, these. theories have been
combined to proVide a method for instructora to enjoy the teaching of freshman
comoosition while gaining the ability to engage their students not only in the c.lasbsroom
discussion, but also in the structuring of the class.

Originally inspired by the ideas of Paulo Friere and Ira Shor in their construction
of Liberatory Pedagogy, a pedagogy of liberation centered around the ideas of social and
political change through the educational proceSS and in the classroom itself (discussed
further in this chapter, in Chapter 3, and for its political implications in Chapter 6), and
furthered by Mary Louise Pratt’s notion ofa “contact ione” for students—a place where
students may “meet, clash and grapple” with the ideas presented by the instructor, hy
their peers, and in the course content (Wolﬁ' 4), 'Personal Experience Pedagogy was
conceived a‘s an id'ea to help professors help their students. I now realize, though, that
professors cannot motivate and encourage their students by bringing a collaboration of

“student interests into the classroom until they, too, feel motivated and encouraged to

teach freshman composition by including their academic interests.



29

~,

- This notion of professormotivation led me back to my roots in eciucational
theory. ’.T‘hrough an exploration of educational theories of motivation, I discovered
Martin E. Ford’s Motivational S}.f’stems'Theory (MST). Created tovbridge the differences
among other motivational theories, MST cornbines, collaborates, and covers several

| motivatiOnal theories into a readable and definable rnethodology for successful learning
and teaching. )

| Although MST is the primary theory behind Personal Experience Pedagogy as it
is u_sed to inspire professors, many other composition theorists have contributed to ,
Personal Exoerience Pedagogy as a classroom tool. Donald Morray is the leading
infhience'on the way the theory‘behind PEP is interpreted m the course designs of
‘C,hapt:ers 4 tirrougli 6; I read his book in 2004 during my ﬁrstvyear of teaching college
composition, and his ideas, from the very ﬁrst sentence of A Writer Teaches Writing, “It
is time to give away the secret: teaching writing is fun,” not only sparked my passion for
teaching composition, but also justified my research in composition stud‘ie]s.

This chapter will explore, create, and define the foundations for Personal
Experience Pedagogy in two different sections. In the first section, “Cornposition
Theory,” I explore the contributions of many scholars of rhetoric and composition theory
through their texts. Unfortunately, little research—or practical advice—has been
completed on instmctor satisfaction in FYC, speciﬁcally instructors who are not scholars
~ of rhetoric and composition. Therefore, no one composition theory fully encompasses
this idea. The second Section, “Motivation and Education Theory,” continues the ideas of

Ford’s MSVT while also exploring the actions of many educational researchers,
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composition theorists, and higher educatiOn professional developinent beards, again,
through their published research. |

This chapter is -not a complete bibliography of composition and motiv‘atioﬁal
theory research, but it 1s the baekbgne of Personal Experience Pedagogy and includes
suggestions for further research in rhany of these ‘arﬁeas;.feach text is discussed
individually through its eontribution and impoftance to Personal Experience Pedagpgy, |
but each one can also be referenced in its Signiﬁcanee and application to the field of -
academic research in general. Most of these sources are recognized models of education
and composition theory, But they are not necessarily wfell-known in combinatioﬁ With one

o r
another.

2.1 Composition Theo.ry

Composition and rhetoric, a field within the study of teaching, is a more specific
look at the way in which wrjting is'téught end the way in whieh language is used within |
writing to communicate effectively. In these research examples, texts will be evaluated
and discussed primarify. for their usefulness to a teaeher of freshman composition courses
and for their contributions to the development of Personal Experienee Pedagogy. The
trend in composition pedagogies, although it is the study of teaching cbmpositidn, is
actuelly to provide the student with an individualized writihg curriculum in which he or -
ehe leerns to improve upon his or her own writing, model'ing from the writing instructor’s
example. An instructor who uses Personal Experience Pedagogy, theugh prioritizing
student interests in the classroom, is more concerned with the actual motivation,

, parficipation, and modeling of the instructor in the teaching of writing.
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Because the study of rhetoric and composition is sueh a quickiy growing ﬁeld;
“publishing m the area is also becoming more pfévalent. Perhaps the best sberee for
- finding texts on the teaching of wfiting\ is The Bedford Bibliography for Teachers of
_Wfiting compiled by Patricia Biizell, Bruce Herzberg and Nedra Reynolds. - Althoilgh the
text is indeied by subject, it does not have a listing for texts on teacher motivetion in
'eompositien studies; the bibliography does provide a multitude of suggested readings fer
freshman composition teachers. This ‘te)‘it may not provide any new insight into .the -ﬁeld
of compovsition studies, but the short history of the field is a welcofned bonus fo; readers
and iS the most helpful porfieh of the text m relation to the development of Persenal
Experience Pedagegy. The history describes pedagogical researeh up until the year 2004
(when the Bibliography was last updated). Fortunaiely, the editors describe the ﬁeldas a
“blend of interest in pedagogy, research, and theory” and they add “scholarship in
composition continues to be richly interdisciplinary” (15). Encouraging the blending of
beth composition studies and educational research, the Bibliography brings together all
aspects, and inspired the foundations, of Personal Experience Pvedagogy.’ By noticing
what the text lacks, némely motivational studies, profeesiOnal ’\assignments, and
pro‘fessionel satisfaction; the reeder gaiﬂs- a diﬁ'erent prospective on where the field’s
fuﬁme research is heading than that oi‘ the genefalize(i word “interdisciplinary.” Itis -
obvious that the field is continuing toward a study of the student, student interests, a;ld
student needs. While noting that these studies are undeubtedly important, professors
must be comfortable in their job situations and motivated to solve student issues in order

for these concerns to get the full focus that they require. Again, these concerns are

addressed through Personal Experience Pedagogy.
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Theoretical texts are not only lacking in the area of professor motivation, but they
have also been almost ébsent in the tegching of English until the introduction of rhetoric
and com’i)osition studies into many English departments. Jolin Schlib’s chapter “A
Future without Theory” from his text Between the Lines: Relating Cbmposition Theory . |
and Literary Theory deseribes the reintroduction of iwriting theor}( into English
departments through progfams in composition and rhetoric. He writes, “As a body of
scholarship, [composition theory] has bourgeoned. So, too, has the number of graduate |
prograrns devoted to it. Indeed, if composition has gained a measure of "respeet in |
English studies, this is largely because it has gone through a conspicuous 'theory boorn”
-(213). The addition of theory has encouraged more respect for piofessors of rhetoric and
composition ﬁ'oni Englieh professors who are often more comfortable with the use of
critical literery theory within the English curricnlum. In 1996, Schlib addressed the
controversy over composition and 'rhetogic becoming a growing field within English
studies: “Even the most traditional English departments have heard the news. More and
more of them no. longer assume that a teacher of writing needs only minimal tfaining.
Several now expect their own writing instructors to be familiar with the field’s school of
thought. Some are actually addingk tenure-track positions in composition theory,\ as well
as demanding‘that applicants have doctorates in the subject” (214). These ideas, though
realistiq, can be threatening to some experienced literaiure or cultural studies professors.
After they have been required to teaeh freshman writing courses for sometimes thirty to
forty years, can, and should, experienced professors listen as new instructors tell them
how to teach their writing c‘ourses‘b? The chapter is an invaluable resource for anyone

needing an introduction to the field, but it does_ not address the need for a bridge beti_)veen
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the burgeonihg field of Rhet/Comp and the English professors who may not only dislike
fhe notion of the study ef teaching listed under the heading of English, but who also may
disagree with their required teaching of ;che couree.

The growth of rhetoric and compositfon studies has created a segmented field.
Theories heve evolQed from the t;aditionalists of the 1950s to today’s more
individualized, student-centered classrooms. In the 1982 article “Contemporary
Compositieﬁ: The Majo; Pedagogical Theories,”} J ames Berlin diseusses the three major
theoretical movements in rhetoric and cOmposition studies, which are all still relevant
teday when creating a new the'o‘ry. Reading like a brief history of the development of

_ (
pedagogical theory, the article moves chronologically through the progfession ef the
.ﬁeld. Neming the four rﬁajOr theories, Neo-Aristotelians \/(Classici‘sts), the PositiQistS
(Current;Treditionali'sts), the Neo-Platonists (Expressionists), and the New Rhetoricians,
Berljn then discusses the diﬂerenees m each through the subjects of audience, writer,
language, curriculum, and roots. The article 1s extremely helpful in distinguishing the
prevalent theories of the early 1980s, but the many theories that have developed under

_these headings may distract‘a pfesent-day reader from understanding Berlin’s initial
pufpo'se and intention. Pérsonal Experience Pedagogy, for example, falls undet the
heading of an Expressionist theory because of the emphasis it places on classroom
relationships (both professor-student and student-student) aﬁd on classroom dialogue, but -
in reality, it shares seme of the goals of all four theories, such as—through New
Rhetoricism—Aristotle’s concept of the reality of language. Berlin is a New Rhetorician
and makes no excuses for vhis obvious promotion of th1s pedagogicalwmethod; however,

" this promotion forces the reader to choose his or her discipline based on a biased

\
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assumption. PEP, therefore, may fall under many headings depending on which
composition leader has defined them. The importance of Berlin’s text, though, derives
ﬁom the lasting nature of his four na_mes for deﬁning most pedagogical movements even
through today’s student-centered focus'.

Understanding the major pedagogical theories of rhetoric and composition does
not necessarily explain how these theories developed. Personal Experience'Pedagogy is
practically rooted in the methodology described in Donald Murray s classic text 4 Wrzter
Teaches Wrztzng A Practical Method of Teaching Composition, which was ﬁrst
publlshed in 1968 and rey1sed in 1984; thls text is a primary example of how composition |
pedagogy has evolved. Through his work with eighteen secondary school teachers who - |
_‘had at least ten years of teaching experience, the author writes a new strategy for the :
teaching of writing in New England Based partly on stories of experience ﬁom other
teachers and professors and mainly, from the experience of the author himself; the text
addresses writing as a skill that requires development. Personal Experlence Pedagogy
uses Murray’s notion that writing requires development. Through the emphasis on
modeling and on the process of writing, this methodology is defined by Murray’s process
based on years of experience and his application of them asv a concept that will appeal to
teachers of writing who are not necessarily composition researchers. The most helpful
» attribute of the book is the subject of the teaching of writing. This text is not about the
- student as a writer any more than it is about the instructor as a writer. Putting at odds the
difference between the writer’s and the writing teacher’s academic backgrounds, Murray
describes why writing often is not effectiyely taught. Realistically and perhaps radically, |

he explains, “Writing can be taught if English teachers are educated to be teachers of
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writing, if they do not believe the mythe about the teaching of composition, and if they
face up to the bl'i)roblem’sof heavy ‘student leads.‘ Writing can be taught in our schools
today without }waiting for ideal 'conditionS’? (109). Although Murray does piace emphasis ,
on the studentas teacher,b the development of Personall Experience Pedagogy relies on his
assumptions that the teaching of writing can anri should‘ take place in a werld where -
professors who would rather be teaching literature or who are not trained in writing |
instruction are the prirnar)i staff of composition courses. |

Murray also Iiublished Learning by T eqchi’ng: Selected Articles on Writing and
Teaching, a series of articles_written and published between 1969 and 1982, in which he
addresses several issues within the teachingof writing.. Divided into three parts, the text
offers suggestions for classroom environment, debate, discussion, and assessment.
Personal E)ij)erience Pedagogy is most influenced by part two, “Writing for Teachers,”
which includes Murray’s article, ffWrite Research to Be Read,” which addresses the
professor’s need to publish. This article is the most helpful in understanding Murray’s
move from this series of articles on teaching to his text A Writer Teaches Writing. He
explains that research may not always be personally rewarding and that some professors
also view the teaching of freshman composition in this way. Referring to the articles
"‘more as questions than answers,” Murray requests that his reader‘suse the text to
question their own teaching and writing practices and to address the theory of wi'iting
within their classreoms and their research. Although he advocates a journalistic style of
| writing, promoting ciarity and readability over the rules of traditionaily academic writing,' ‘
| this idea is one of the mest helpful inspiratiOns- 'for the idea of Personal -Experience

Pedagogy. Through the simplicity of models, examples, and classroom results, the
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metllodology of Persoﬁél Experienoe Pedagogy follows Murra)"’S advice. Mufray writes,
“IThe prlnciples of writing] are, in fact, deoéptively simple, and that very siinplicity is |
- often rejected by the academic mind wllich oonﬁlseo complexity with intelligence. |
Simple writing is easy to ‘desv.cribe, hard to pberform,lyet bit can be leafned and practiced by
persons who have something to say an(l the couroge to communicate” (Learning 103).
This need for simplicity ls al the' core of Personal Experience Pedégogy: 1n the
| methodology for instructors, in models for the studonts, and in the students’ own writing
“samples. | |
InT heory and Practice in the T eachihg of erting: Rethinking the DiSCz'I)Iine, a

collection of essayS from 1993 wﬁtten by many different leadero in the field ovf
compositlon studies, the issues of learning through vteaching are discussed. F ollowing
Peter Elbow’s rocommendation that teochers of writing must »adop't a “theoretical stance,”
Editor Lee Odell encourages rea(lors to use tl’liS book to find the theories that underpin the
strategies that they use in> their olassrooms and in their research and to question the
' strategies:’they choose. Although Odell acknowledges the dil/ergent opinions against the
llse of theory, particularly from Stanley Fish or Donald Schon, or more precisely, the |
'over;reliance on theory, he ultlmately agrees on its usefulness for teachérs of
.composition. He also, though, emphasizes that each article is only one side of the

. _ . , 1
argument for each theory, and he insists that all sides must be taken into aocount in or(ler
for teachers to truly believe in and understand what they do. Personal Experienoe |
Pedagogy is supported by Odell’s notion of the theory-driven classfoom; eventhough

theory must be rooted in practice, Personal Experience Pedagogy follows the ideas of

those methodologies practiced before its conception to learn from their successes and
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failures. Odell acknowledges, “In addition to serving as a force for change, theory also

underlies our daily practices as teachers and as writers. Implicit in this practice are

N
N

powerful sets of assumptions——about knowledge, for e)tample, about our-own and our
students’ role in the educational process,' and what we are trying to do and why we are
trymg to do it” (2). Theory-driven methodology, such as Personal Experience Pedagogy,
provides both the instructor and the students w1th respons1b111ty and accountability in the
classroom, and it‘ provides exarnples of other professors and students who are using the
same theories to learn iiorn as well. Thus, the use of Personal Experience ‘Pedagogyimust
be concerned‘with the assumptions its theoretical stance implies as well as each theory’s
effect on or reputation for its mtended audience
- Personal Experience Pedagogy is also partly based on Mina Shaughnessy’s
argurnent that focuses on the exchange ‘ between university students and teachers of
writing.] In the article “Diving In: An Introduction to Basic Writing,” Mina Shaughnessy
explains the four stages of teaching that she believes most professors experience. From |
“guarding the tower” to “diving in,’; she advocates forj students while allowing professors
to mature in their profession‘withoutblame for their initial immaturity; however,
Shaughnessy encourages professors to grow as writing teachers and to insist that their
students do the same:
The system of exchange between teacher and student has so far yielded
‘much more information about what is wrong with, students than about
what is wrong with teachers, reinforcing the:notion that students, not
teachers, are the people in education who must do the changing . ...Asa

result of this view, we are much more likely in talking about teaching to
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tali;about students, to theorize about their heeds and attitudes or to chart
| their development and ignore the possibility that teachers must also
change in reéoonse to students. (94)

‘She also takes the entire responsibility off of the students and shares it with professors
who have not reached the fourth stago of professionalism, Although she iofers to the

' classrooni asa derhocrécy, the author clearly defines a mehtoring role for the professor.
Shaughnessy is a key figure in basic writing or developmental writing research; Porsonal
Experience Pedagogy, though inﬂuenoed by Shaughnessy’s work on the levels of |
profe}ssionalismbin the vwriting classroom, mu‘st: be seen as a concept for freshman
composition that will free writers to move into more advanc,ed‘concepts through the
suppon of a motivated, enthusiastic, and energetic instructor. Although PEP is not
necessarily identified with hasic Writing, it may be altered by an interested instructor to
be made relevant because of its identification of problems with the process of teaching‘
rather than with the levels of student writing. |

By discussing the reading and misreading of student essay drafts, Lad Tobin ﬁncis

that his own writing style and examples of his own writing can help him to understand
tho difﬁculties students experience in their initial wtiting efforts. Inthe 2000les,say
“Reading Students, Reéding Ourselves: Revising the Teacher’s Role in the Writing
Class,” Tobin explains that “by recognizing thot our unconSoious associations are a
sigr‘liﬁcant part of a writing course,’i composition instructors can become not only better
writers, but perhaps more importantly, better readers. This improvement will help the
professor and the student to communicate in the classroom and through their essays, and |

it will help to remove or at least reduce the limitations that are set by professor’s biases.
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Similar to the concepts of Murray’s A Writer T eaches Writing; Tobin’s notion thar the
professor must first understand him or herself as a writer before trying toconvey these
ideas to the students also contributes to the theory behind Personal Experience Pedagogy.
This article oﬁ'ers more to the reader than a simple example of a professor’s tendency to |
misread student writing. Tobin argues, “Few writing teachers want to g0 s0 far as to.

., admit that we actually create the meaning of our students; texts, ‘p‘articularly 1f this
creative act is largely the result. of our unconscious biases and associations. :The problem
with admitting our role as co-author is that it violates most. of our ﬁindarrlental beliefs ~
about the,objectivity of the teacher” (75).‘ Asa result of these words, Tobin addresses a
primary concern of Personal Experience Pedagogy. With the instructor’s modeling of
essay writing, the students could, ‘in a sense, be writing like the professor. However,
Tobin demands that all interference with student writing, such as assignments and
ass’essment, make the professor a co-author. Though this concept is controversial, it must
be addressed in the discussion of professor instruction of freshman composition and its
impact on student writing.

Tobin also approaches process pedagogy particularly by dispelling the
misconceptions about this method in his 2001 essay, “Process Pedagogy,” published 1n 4
Guide to Composition Pedagogies. Although it is an unusual approach, this method is
incredibly effective“because the process movement has come and gone, but using the
writing process to teach within another methodology is still common. Defining the
process movement from its origins instead of its rules-driven fading, Tobin also ootlines
the new notions of “postprocess,” and he refuses to give up on the process movement.

i

" He respects the diversity of most classrooms, though, and sees process pedagogy as
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“clegant, daring, and corﬁpelling as any pedagogicalﬁdesigh [the author has] yet come
across” (16). Process Pedagogy is a driving factor behind Personal lixperience
Pedagogy. Although instructors of Personal Exper1ence Pedugogy use the1r own
classroom theme to inspire 'student wr1t1ng, the class itself is focused on the wr1t1ng
process. Through editing and revision workshops _]ournahng, draﬁmg, and modelmg,
Personal Expenence Pedagogy i is actually an extension of the process movement in
composition and rhetoric research. Tobin revls1ts the wr1t1ng process and makes a strong
va’rgumeht for its extension into,othef areas of pedagogy:
Like aill binary oppositions, the distinction between content and
noncohtent ean be easily deconstructed. But it is not the only topic on
~ which process’ pfoponents and its critics are each guilty of exaggeration.
Actually, I donft want to go back to the time when I first discovered .’
, process and when I did, in fact, throw everything out of my course except
the student writing. It was exhilarating at first, but after a while I found |
the course a little thin and a little insulated; slowly over the yezlrs, I
rediscovered the value. .. and I introduced or reintroduced some of those
materials and methods into the course. (14)
By teaching process in conjunetion with other methods of composition pedagogy,
instructors who use PEP »beneﬁt from the experience of those researchers and leaders uvho
have implemented these methodologies before its conception.
Process theory gave way to post-process concerns, such as Audience studies,
| whieh developedth'rough the combined studies of Cultural Studies Theory and

- Composition Theory. Because of the definitions of audience provided by Lisa Ede and



Andrea/Lunsfor(l in the 1988 article “Audience Addressed/Audience Invoked,” the
development of Personal E)rperience Pedagogy methodology encourages instructors to
propose an audience for their assignments, Ede and Lunsford argue that instructors |
should “share the assumption that knowledge of this audience’s attitudes, beliefs, and
expectations is not only oossible (via observation nnd analysis), but essential” (170). -
Some researchers in tlle field of composition and rhetoric argue that this artificial -
audience can seem like a construct; as Walter Ong argues, the writer’s audience is always
“ﬁction” (11). However, Ede and Lunsford insist that this opinion holds little stock
among the current scholars in the field, citing Ong and Russell Long (174). The use of
audience studies allows for the modeling done in PEP methodology to have a sense of
real-world 'application‘ and may, in fact, actually be a real-world writing task.

Personal Experience Pedagogy also includes the basic assumptions of a Writing
Across the .Curriculum class because of its freedom of iheme, and therefore subject
matter, for both the professor and for the student. Susan McLeod’s essay “The Pedagogy
of Writing Across tlie Curriculum” from A Guide to Covmpositi’on Pedagogies deﬁnes,
explores, and encourages the use of WAC in a basic guide to its teaching and course .
design. Basecl onthe assumption that all professors, not just English professors, should
share responsibility for their students’ ability to write, McLeod explains that student
writing is often artiﬁcial and, therefore, should be presented through real-world
assignments, which are easier in WAC classrooms. Instructors of Personal Experience
Pedagogy strive to acliieve this goal by allowing the students to choose the subject matter

for each assignment from their majors, their favorite class subject, or their individual

interests. However, this choice advances the methodology because the professor, too, is
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allowed to choose the subjects discussed in class and the topics of the essays he or she
will model for the students. Where WAC intends to teach not only the discourse of
writing outside of the artificial classroom environment but also “the content of the
discipline,” Personal Experience Pedagogy is not focused on content, hut rather on the
writing process (150),., McLeod‘l divides writing into two main purposes, learning and
comrnunicating, both'of which can be served in the WAC classroom and in the Personal
Experience Pedagogy class. McLeod also defines WAC as the potential for a mentoring/
relationship between avprofessor and his or her student, which is also a goal of Personal
Experience Pedagogy; however, this goal is more likely to be achieved through a sharing

“of interest for the professor/rather than through a common academic subject area.
McLeod explains, “The fact that academics are SO grounded in their own disciplinary
discourse conventions presents an immediate challenge, however, precisely because the
conventions seem so natural to those fluent in them that it -is difﬁcult to see why students
struggle as they learn them, or why writing‘ in other disciplines has different but equally

7 valid connections” (155). "l"hevapplication of Personal Experience Pedagogy uses the

professor’s expertise in “disciplinary discourse” to the advantage of the student while

also encouraging him or her to understand .and appreciate the students’ respective

i discourses. |

Instructors who use Personal Experience Pedagogy rely on the theories and :

experiences of many composition researchers and on many experienced instructors of

freshman composition. Reflecting on not only his past experiences of teaching but also
on his past articles and their reception by other leaders in the ﬁeld; Jerry Farber discusses

“the nature of student-centered teaching, professors’ conceptions and misconceptions of
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students, and the grading/evaluation process in “Learning How tor Teach: A Progress
Repoﬁ,” published in 1990. By explainin‘g his classroom methods compa\lring and
qont‘rasfing with'th;)se who ﬁave 'referencerd his past article, “The Studént as Nigger,” the |
author proQides an evaluation of several methods of teaching, grading, and course design.
Conéluding that he shareé the éredit for several of his newe_r‘v idéés with- thosc who have
previously diségreed with him, Farb;er" ailows his readers to determine the best methods
for their own clasérooms. “This isn’f an essay, r¢ally; about how to teach,” he expiains.
“The changes I’m advocating don’t m’agically turn someone into an effective teacher;

» But they do create a new framework within which one can continually learn how to teach. -
Continﬁally—becéuse thié learning isn’t soﬁiething, that\you do once and for all” (276).
Farber’s promotion of lifelong learning fits in Personal Experience Pedagogy. If ‘a
pfofessor takes his or her eXpertjse in the field of literature, folklore, or cultﬁral studies
into the élassro_om to uée as aniexamlz)le of how and why to write, the professor and the‘,i
students will benefit from the experience.

Just as no teacher will ever truly know evefything about teaching, no composition

4

theory will ever truly embody the éombination that brings out the best that each professor
has to offer. Jonathan Bishop beg‘ins‘ his essay “Criteria for an Adequate Composition
Course,” published 1n Teaching Freshman Coihposition, with the assumpfion thatno ~
matter how many theories are present in‘émlnposition studies, the university system as a

| whole will ‘never find a methodology thét pléases the ventire body of English faculty
 members. Bishop attempts to find and correct instead the weakest part (;f the historically
v typiCal Writing experience through three criteria. He addresses the issues of

N

supplementation of subject, language, and independence in students’ writing about their
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owh experience. By taking the emphasis away ﬁom what the teacher wants and placing’
it back on fhe students? ability to gr0w as learnefs, Bishop deseribes the composition
class as becorhing iess ébput being “adequ_ate” and more about achievement of both the
student and the teacher. Personal Experience Pedagogy employs Bishop;s criteria as a
means te correct, ;ivbid, or at least te imbroVe upon these éreas at its cqnception; The
first issue, supplementation, is addressed in the cete of Personal Experienee rPedagogy
instructors’ assergien of a theme for the class and on bringing in it;digidual interests for
the ‘assignments.,»Language, the second issue, demands that the student’s owh eXperience ‘
be reﬂected in his or her wri{t‘ing‘ which is, again, addressed threugh the subject matter
tha.ti r_eac.h student will choose on ;ilis or her own. Independence, the third requi_rement for
a legitiinate composition class eXferience, may aiso be called disepvery. The student
must realize that the course demands a ,reﬂecti(v)n on his or her own life. The
development of Pefeonal Experience Pedagogy also addres'ses this issue through the
professor’s modeling. The students can see what the professor is writing and his or her
personal relationship to the subject so that can reflect in the sfudents’ Writings as well.
Though more focused oﬁ the student than the professor, through ‘the criteria, Bishop
demands a relationship between the two; the professor will not be able to determine
whefher the criteria of independence have been achi\eved without knowing a student’s
true area of interest.
Perhaps one ef the most influential texts in compoSitiop theory for the
’ development of PEP is Erika Lindemann’s ‘;Freshman Compositioh: An Apology for -
Service Courses.” In a transcript of the conference pfesentation from the Annual Meeting

of the South Atlantic Modern Language Asseciation’ 1n 1980, Lindemann.outlines three
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" standard complaints ;bout FYC by English department faculty members: 1) the students -
are “inferior” to students in upper-level courses or to past classes of freshmen (2); 2)
literature courses are more interesting, and in turn, superior to writing classes (5); and 3)
teachers of composition'are “inferior” to literature prOfessors (6). This argument is no

'more or less true noiav than it was in i980. Although soine professors do subscribe to the
divide between literature and composition, certain pedagogical strategies (andvuniver’sity
mandates for service woik) can make these three complaiints empty and obsolete. My
goal, 'through PEP, is to provide positive/‘ answers to these three complaints—to help
professors ﬁntl enjoyinent with their students, to help them find passion in the teaching of
'writing, and to find respect for those who struggle'through' the teaching of FYC every day

| of eVery semester. |
2.2 Motivation and Education Theory

Motivation Theory has a diverse focus that includes:iesearch in education,
business, psychology, nnd human development. Although the approaches that follow
often differ, the theoi'y—that motivation increases satisfaction, success, and social
responsibility—is often the same. The field of Motivation Theoryvis quickly groWing in
educational research. Manyvuniversities have commissioned studies to help iinprove
faculty morale, to promote new teaching inethods, end to improve entry-level instruction.
However, many v‘researcher’s have begun to study motivation in order to improve student

learning and student-professor relations. This section will focus on the major theory of

motivation for Personal Experience_Pedagogy along with several studies of faculty |
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-motivation andvtraining‘ under Ed}lication Theory, which also build the foundations of the
methodology. B | |
| - Ford’s Motivational S‘/).'stems»Theory (MST) is the foundation of the reasoning

A behind Personal Exper‘ience Pedagogy. In the 1992 text 'Motivating Humans: G_oals, |

| ‘Emotions, and Persondl Agency Beliefs, the author bases MST on the Living Systems

) Framework (LSF) made available‘-by Ford and his father, Donald, in 1987; Ford |
combines the elements of direction, eneigization, and regulation of behavior patferns to
pioniote produetivit_y, social re‘spOnsibilit‘y, personal' satisfaction, achievement, and
learning for ‘ooth students and faculty. Based on the assumptioil that “motivation is at the
heart of niany of society;s. niost evasii/e arnd’ ehduring problems,” Ford explains that —
consolidating many theories of imotiv_ation into one easily understood theory is in the o
academic systeril’s best integest (16). He also provides an expert defmition of motivation,
“the organized pafterning‘ of an individual’s personal goals, emotional arousal processes,

| anci personél agency beliefs” (244, 246). Through these three elements a'nd’ Ford’s
“General Principles” for motivation, my primary goal 'ihrough Personal Experience
Pedagogy is not onl){/fo provide a classroomi methodology for professors, but also to
inspire,end to energize professors to adopt a new teaching method and to enjoy teaching
freshman composition. These seventeen General Principles form an instructional manual
for promoting motivation, job satisfaction,v and leérning (220). The Responsive |
EIivironment Pririciple (“Relationships are as important as techniques”), The “Do It”

. Principle (“If a person is capable, just try to get them started”), and The Principle of "

Emotional AetiVation (“Strong emotions indicate and facilitate strong motivational

patterns”) are three examples of Ford’s foundational beliefs (220), and in combination,
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~ these seventeen principles define the terrﬁ motivati‘on. These principles are defined
further iﬁ.the ekplanzitibn of sarhple course designg in Chapter 3. |

The secondary goal for using MST in _cbr;elatié}l with Personal Experien;:e
Pedégogy is to help pro‘fessor‘s }who also use this methodology to ‘l;am strategies of
fnotivafioﬁ that they can use with the’ir students. Fér& ex’plains,' “Whethér through ~
teacher trainingf progféms or less formal n;eans, teachers must become much more aware
‘of" the bésic motivational rec‘]uirérhents‘\underlying effective teachihg ...and fnuch more
pracficed at applying thesé pfinciples on a daily basis. Motivation for learning must be
regarded’as é vital and ubiquitdus‘gpal in teachiﬁg” (230). Ford’s section on student'
iearning and classroom motivation is most helpful in achievihg this secondary goal.
Using key terms such as “facilitété” insteéd of ¢ontrol, “respect,” and “goals,” MST is
minimally invésive, varied, and tfansformative (228). Ford’s evaluation of,joB
satisfaction in relati(;n to motivation and success is also most helpful in this area.

The study. of motivation has been approached in many different areas of
education. In Mbtivating Praofessors to Teach Effectively, a compilation of essays from
the New Dvi‘rections‘ Jor Teaching and Le&rning series, editor James Bess discusses how
rewards, control,y feedback, and career‘ phases achieve a balanced role in 'motivation.
Through his introductory discussion of the purpose behind a university desire for faéuity
to féel rhotivated, Bess expiéins psychological, ﬁil\}ancial, and personal reasons. As Bess
argues; motivation breeds énergy and, in return, oppqrtunity. As he deﬁrvles. it, “The
| unmotivated person, tﬁen, is simply one for whom this particular‘situation is not an
opporfunity” (1), The ﬁse of PEP provides irlstructors the opportunity to further their own

research or to help students find their passion for writing or for English studies; this
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should provide motivation for the instructor. The purpose behind the teﬁ, though, is to

iexplore the ways in which faculty are motivated by thei; institution and to examine -

Whether these ways are “just” (2). Compiled bef(;re MST emerged, this text addrésses

~ issues from the stance of an ¢ducational researcher; hov»;‘e;/er, instructors, through
Personal Ex'per‘iéncevPedagogy, have thé advantage of being able to apply MST"‘co the
issues from fhe text and, therefbfe, td give themaa ﬁésh perspective.  The original purpose
of the“essays, “to v'unde‘rstand the cause of [motivational] dilemmas and to develop
enlightened policies to improve teachii}g,” provides the basic reasoning behind Why ‘
motivation in academia is such aproblem, but leaves ‘the solution to an instructor using
Personal Experience Pedagogy’s applicatibn of MST (4). The main problem with the use
of this text without the application of new theories lies in its tendéncy to Iay blame on the
studen“c. Although no authpr pretends that professors and university hierarchies are not to
blame for problems with energy and enthusiasm, students are‘discussed as being often
distant and apathetic. An instructor, while using Personal Experiencc Pedagogy, can take
these assumptions, discontinue the discussion of blafne, and address the problems at the
personal level rather than at its generalizéd root. |

Pablo Freire, through the »foundational ideas of Liberatory Pedagogy,also

| addrésses the apathy and distance of s;cudents. This educational theory was created as a
direct affront to what Freire describes as the “banking concept” of education (58); this
concept sees the teacher as the jpossessor of khowledge and the students as the consumers
of knowledge. In other wofds, students are never encouraged to have “creative power” or
to “criticallyvconsidef réality” (59). Freire insteéd stresseé an educatjonal democracy

where students are encouraged to participate in “acts of cognition” in a “problem-posing
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‘ ¢dﬁcation” (63). This educational strategy inspires thé use of PEP ‘because' the theme is

~used in the ciass to inspire students to pose their own vproble_nvls about their own areas of

: interést. However, "whe‘reas Freire was concerned w1th the teacher as center of the
classrof)ni, he enéoﬁraged a more demoératic environment _for.sfudents to contro‘l their

’ OWﬁ learnihg; an instructor, when ﬁsing PEP, is still the assessor, thé gradér, and the

- developer of course cuﬁiculum. Nothing about PEP methodology bimplies that the
students and the teacher should be equal in the claSérdom. |

Researching educatipn through the problems in the field is a common method fbr

initiat'ing‘ change; In understanding this research, an‘vinstrugctor using Personal Experience
‘Pedé'gogy must also speak out against archéic videas that are still prévélent in é&ucational
theory. In one exa‘inple written by Professors vDez'ine G. Bomheimér, Gerald P. ‘Bu'rrlis’,
aﬁd Glenn S Dumke aan published in 1973, The Faculty in. Higher Eduéation is a guide
to occupations within higher education written as a glossary or a definition to thé |
profession. Although some of the explahations are helpful, most are too general to be
useful to a;l experienced teacher. Some of the subjects are also biased; for examplg, in
the gliscussion of the college cﬁrriculum, the authors allow that sometimes TAs can
actﬁally bé “proficient” teachers, but “usually the students tof TAs] are once again
victims of the system” (86). This text provides an excéllent exémple of what problems
instructors using new theoﬁe‘s of teachihg are struggling against. The de\{elopment of

. Personal Experience Pédagogy addresses the text’s concerns with who is doing the
.teaching of éntry—level classes by treatfng experienced professo;s and new instructors
with the same respécti{hrough the use of their interests. Creating problenﬁs for the

teaching profession, such as a trade of university-loyalty for field-loyalty, the text does



50 -

not address other aspects of the teaching profession‘ such as the lack of motivation. The
guide addresses false problems promotion and sabbaticals (as the only form of R
profess1onal development) Because many new professors who are now tenured faculty |
- members were integrated into the educational system at the time when this book yvas ,
published, these ideas and the evolution of educational theory must be addressed when
motivating faculty members. |
- The handbook-style text for faculty members has evolved into many methods for

teacher training, In First—Order Princ'iples Jfor College Teachers (1996), one example by
author Robert Boice, he presents ten 1deas about teachmg that he supports for every
college educator Through a detailed descrlption of each prmc1ple readers can easﬂy
understand the method and the purpose. The author also presents practical ways for
\professors to implement these ideas into their teaching. “The best, most creative, and
satisfied teachers, in my experience, learn how to work at their craﬂ,” Boice contends.
“Ordinarily we don’t teach ourselves or.our students much about how to work at
academic tasks. And so it is, I contend, that too few of us in or near the professoriate find
enough success in teaching” (ix). Although this experience in craft and not in teaching is
an excellent point and one used to the support the methodology of PersonalExperience
Pedagogy, the method is sc1ent1ﬁc and detailed leaving little room for d1fferences in
teaching styles The second issue addressed is the thythm and timing of the teachmg .
process. Boice is not assuming that,teachmg is an art form, but that it follows a simple

method that _all college educators should be able i_to synthesize. Although this text

provides a methodology that the use of Personal Exp‘erience Pedagogy mimics, that of the

simple guidebook for instructors, the scientific language and lack of variety and creativity

7
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is not imitated. Boice’s rnethod, though, benefits by its allowance for grthh Within the
| teaching practice while encouraging new instructors to use the ideasto manage their jobs
instead of focusing on the students’ products.b Though serving as an exampie of how a
hasic teaching rnethodology is presented, Boice;s method could, perhaps, be better
| applied to professors in a more analytical field than English.
Under PEP, the goal of simpliclty in instruction is as important as the goal of
understanding the methods and reasoning behind one’s teachmg ReJolclng in the notion
 that the “intellectual work of teachmg receives regular and serious d1scuss1on, ed1tors
| v Deborah Minter and Amy M. Goodburn, through a series of essays in 2002°s
Composition, Pedagogy, and the Scholarship of Teaching, discuss the teaching portfolio
and the professional atmosphere in which professors teach (xi). Hints, suggestions, and
'7 re‘commendations compiled from the experienee of severalteachers of writing, including
Chris Anson and Lisa Cahill, allow any aspiring college professor to understand how the
profession is evaluated by administration, other professors, and students. The book a_lso :
gives strategies for improving evaluations through the use of teaching, course,
promotion/tenure, and job search portfolios. Because of its roots in composition and
rhetoric, it also provides an inspiring collection of teaching materials that are practical for
PEP. Personal Experience Pedagogy can take advantage of the author’s collection
through its companion website, available with course materials and sample portfolios, to
help with the development of its own course matenals The emphasis on wrltmg
portfolios does not apply spec1ﬁcally to Personal Experience Pedagogy, but the subJect
matter of the professional portfolios and documentmg of teachmg strategles is strongly

promoted in the methodology. In order for a professor to use altemative teaching
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\ methods ‘eﬁ‘ectiveiy,'he or .‘she must abpropriately document how ceuise and job
requirements are met. 'While questie'ning the ;legitiinacy of these concerns, theeditovrs
and authors provide‘examples of how teaching styles can be documented and how |
assignments can be svritten to provide student feedback. The development of Personal
Experience Pedagogy relies on the use of evaluations and feedback, not Iieeessarily ﬂom
~ the adiriinistiation or f'ro‘r‘n peeis, but from students as discussed in‘Chapter Seven. -
Professors need to be happy in their jobs, but students must also be learning. |
Researching the personal aspect ef teaehing can help instructors to understand the
: justiﬁcation\for gooti student;professor relationships. Patricia Cranton explains in her
2001 text Becomirig an Authentic T eacher in Higher Education how‘understanding
ourselves as professorsand members of the academic community can make a more
empowered classroom environment and, therefore, a more meaningful experience for our
students. “I see authenticity as part of a circle, or perhaps a spiral,” she explains; “we -
milst first understand our Self;our basic nature, preferences, values, and the power of
our past experiehce” (vii). Cranton explores the notion of the “good”. teacher, a social
construct, and the psychblogical preferences of instructors. Perhaps the most interesting
chapters, though, come toward the end of the book when the atithor begins to explore
relationships in the teaching profession (With stu(ierits, coworkers, administration) and
professional development ’v’vithin the field. Personal vaperience Pedagogy, as indicated -
by the‘methodology’s title, is concerne(i with the personal as stated in the discussion of
| the blame assigned in Bess’s text. Cranton’s discussion of personal relationships and
authenticity of the self are ‘directly relatedv to the methodology’s foundation. MST

e)iplores personal goals, behavior, values, and experiences as the primary knowledge for
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' motivation to occur. Cranton’s text asks professors t0?expiore th'is part of their
backgrounds in order to know who they are as teachers. Through the author’s guidance
and my theory, professors can find where their interests fit in the classroom in Personal
: Experience Pedagogy and Motivational Tlieor}t. Reducing the artiﬁciality of teaching
\and;tvhe'separatio’n of teacher and self is a goal both of Cranton’s and of mine ‘in Personal
-EXperience Pedagogy.

IAfter'a look at the importance of the self in teaching, departmental affiliations
must also ‘be revisit‘edto vunderstand how the personal plays into the diﬂ‘erences in how
courses are taught and students are treated. Published in the 1958 collection Coming to
Class: Pedtzgog)/ and the.‘Social Class of Teachers, “C\lassuC‘onﬂict in the English |
'Profession” By Donald Lazere addresses the nature of class divisions within English
department faculty instead of the more familiar discussion of the division between
students and‘ faculty.A Assigning graduate students to teach composition courses while
senior faculty members teach more advanced literature courses, the author says, is
partially tlie reason for this departmental inattention to FYC; Lazere also claims that
because of the division, the job market for English academics is compromised:

This syndrome in the English profession has been intensiﬁed bythe
drastically widening gap between its upper and lower ‘levels in the last
three decades .. . the “literacy crisis” came t‘o public attention, with |
attendant increases in Basic WTiting and other composition/ programs.

' Consequently, many of us receiving doctorates m literature since tlien

have been obliged to take jobs in undergraduate colleges, teaching
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‘composition . . . from the remote heights of our graduate seminars and
, dissertation topics. (80) - |
-While explaining that more professors of literature have been forced to teach wri_tirig,
Lazere calls for more professors to be willing to teach comp’osition, He also explains that\
the_critical fheories employed in gradua»te-‘level Englvi‘sh courses are less useful to most.'
job search candidates than those regarding the teaching of freshman composition. '
Because instructors.of freshman composition are often literature professors, Personal
P R v ,
Experience Pedagogy fits in as a solution to the problem Lazere has introduced.
| Professors are encouraged to bring the benefit of their area of interest into the teaching of
writing through structured\modeling of the assignments for the students and, therefore,
become more motivated to teach tnese courses.

Other researchers have explored the discrepancy in departmental teaching‘
assignments, student class demands, and the specialized job candidates who are,hired into
the department. After a mid-1970s shift in the nurnber of students rvho were required‘to
take FYC at the University of New Orleans, Elizabeth A. Penﬁeld. began to research the
effect that more freshman classes and fewer upper-level classes would have on the
department. Througb her study, titled “Staffing Freshman Composition: A Case for
Variety in Course and Teacher,” of two decrees that forced senior facultyrmembers to
teach the full range of English courses, including freshman.‘composition, the author
makes the case that students, professors, and ‘rnstrﬁctors benefited from the change.. 'The
_analysis of grade inflation, student numbers, and faculty mingling encouraged the -
depar'trnent to come together to help students,‘succeed through improved classroom

morale and senior/junior faculty collaboration. Though Penfield’s research may serve as
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a sdurce of inspiration for the development ()f Personal Experiqnc»:ev Pédags)gy, the
motivation behiﬂd the sfudy was primarilyithat the faculty membervs\ did not have the
choice to refuse thi§ teaching assignmént. Using the study, though, pfovides impetus for
the use of i’ersonal Experience Pedagogy ‘in English deparﬁnents where tenured
professofs are 'alréady fequiréd to teach freshman compositioﬁ. ‘With solid evidence that

. student performance,v' faculty mqrale, and grading competency all improved with the

" mixing of motivated‘faculty' members of differing levels, departments can reaiiZe a need

fpr motivated faculty—faculty memBers who Will teach freshman composition not only

' because theyf are required to, but because the course is an;)ther way (aﬁ earlier way) to

rééch students and to share the instruc;for’s academic interests with the{n.v

~ Some literature, folklore, or cultural studies profé;sqrs hav¢ a negative iinpreséion
about the requirement of teaching freshman composition, though. In the essay “How to

o ‘Escape Teabhing Cbmposition” from Teach/ing Freshman Composition, author John C.

- Sherwood addresses the most (:ommbn distractions for teachers of composition through
thé use of educationai theory. By dividing the article into five parts, Sherwood suggests-
the many ways that composition teachers are diverted from actually teaching students
how to write or allowing th¢m to discover their own writing. The first dis&action is the

\teaching of gfammar or literatufe in the composition class. Although completely against
prescrii)tive grammar, the author takes‘ a much more relaxed stance on literature, |
suggesting that it may support writing but should rllot-be a substitute for it. This support
for theme in FYC applies directly to Personai Experience Pedagogy. The next distraction

, is referred to as/“stimulation” but 1s basicaliy fhe use of social or political motivationvto:

get students to debate more than they write (339). Although users of Personal Experience
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‘Pedago-gy-, as nthgr ieaching methndologiés, could fall into this trap, the l‘ike'lihood is that
the professor’s topic of discussion should be of no more impoﬂance than the
~ contributions of e‘anh indiv‘idual student. The professor’s subject matter will be used for
bthe purpOSes of modeling only. Shenwood déscribes tlie_ last distraction as a ¢ombination
of formal iraining in semantics and ngic. - Again, thq studenfs would have to raise the
topic pefore it could becorne‘ a distraction for the Personal Experience Pedégogy
classroom. Thé author’s Qiscussions of each of these distractions are mainly opinion-
: vbased, but they are convincing. Based on pcdagogical research froin the last two
decades, it is obi'ious that Sherwood’s ideas have motivated spirited debates on the
inclusion of these digtractions 1n the freshnian cnmposition classrnnm Sherwood’s lack
of motivation, though perhaps feigned, may help thé development of Personal iExperience
Pedagngy by heading off many of the problems at the outset. |
Mo‘iivation is ‘still the key to the successful teéching of freshman composition by
professors who have not been taught tn teach writing and who are not in training
’ piograms. Ronald K. iTeeples and I-iarvey Wichman conducted a study of both students
énd professors to determine the expectatibns and outcomes for students and professors of
cnmposition courses, and the results aré reported in their 1997 essay “The Criticai Match
" between Motivation to. Learn and Motivation to Teach.” Determining that the differences
betWeen what students and professors expnct cannot alWays be inferred from the syllabus,
the authors advocétp a collaboration that will allo’w for realistic expectations for both.
This collaboration may come through assimilation of course material or .through the
‘practicum method. 'Although promoting a critical pédagogy, the authors do not use this

term. They argue, “Our personal experiences convince us that when courses are designed
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so that professors and students share résponsibility and work togethér to achieve corﬁmon
' goal_sv,: there are very positivé effects on :educz.ation‘al outcomes” (3). The péychoiogical
and emotional effects of classroom er’k for proféssofs and students may also be
improved. Users of Pexrslonal‘Experienc‘:e Pedagogy can épply t‘he'ﬁndings of this study to -
promote s_tﬁ&ent’-professor rélationships‘. Instﬁictors model the assignments usihg their
interests; then, the students bring in their interests to share with the pvr(_)fessor ‘and- with the
class in their writin;g kancil in wdrkshops. Itis impo,rtan"c to address the inconsisteiicies
between professor motivation and student motivation, though, and to address the causes
“ for .n‘10tiv‘ation in these two very different groups. The authors of the study found that
professors “feel a student's enrollment in the course is tantamount to being motivated”
' while s"-tudents‘ “Feel the professor is compensated,‘at least in part, to motivate them to
learh” (par. 1). The students’ expectafions, though possibly surprising, are reasonabie.
- Applying MST to the secondary goal of Personal Experiencé Pedagogy—motivating the
student through the profeésor’s énergy and example—helps to bridge the gap between the
student and proféssor’s motivation and expectafions. :

A study of faculty motivation complefed using MST by Carol L. Colbeck, Albertd
F. Cabrera, and‘R(.)bert J. Marine frorh the Center for the Study of Higher Education at
Pennsylvania State University focused on the teaching habits of professors at Penn State
to determine what factors influence their teacﬁing styles. The regulting érticle, “Faculty
Motivation to Usé Alternative Teaching Metbods,” researches some potentiél i
applications that could also be applied to Pérsohal Exi;erience’ Pedagogy:

We used [MST]. .. to investigate how varying mdtivatibnal patterns

influence faculty members' use of teaching practices in their

i
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-undergraduate classes. Speciﬁcally, we compared the factors aésociatevdb
| ‘with faculty merﬁbers assigning‘stu»dents to »wdrk in groups to §61§e ill-
defined design problems. . . . Ou;f é.tudy hypothésizes that faéulty
| members’ use o_f.‘teaching pracﬁces isa ﬁmctioh of their backgrounds,
training, experiences, teaching goals, beliefs in théir oWn skills, and their.
perceptions of the extént to ‘Whic‘h their orgénizations‘ providé adequate
fewards and resources for feaching. Our findings indicate that faculty
meml;ers' own gbals for teaching and beliefs abou\ttheir own proféssional
skills are strongly associated with the extent to which théy use traditional |
teaching practices or group desigh projects. (par. 1)
Because of a call for more active »1earning aﬁd collaborative work‘ on 'carﬁpus, th‘ese‘
| reseafchers used the stu