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Abstract
CAI Portfolic English 111:
A New Direction for Freshman Composition at
Middle Tennessee State University
by Maria A. Clayton

A paradigm shift occurred in writing instruction thecry

and pedagogy during the 1970’s, a shift that mandated a move
away from the current-traditicnal emphasis on product and

—Cward new, mcre rnetorically-pased focus cn the

n
fu

cemposition process. As a result of this shift, two

erent putl complementary vedagogies emerged almest

[P
i

(BN
ty

simultaneously, portfoclic-based compositicn, also propelled
cy needs in the field c¢f assessment, and computer-assisted

ccmposition, made possible by the rise in computer

1
t

zgr_.ications in the classrcom. Portfolio-rased and computer-

zssisted rrograms nave enjoyed a solid Zfollcwing well into
—ne 13990's and, in fact, continue ¢ galn status amcng
zcademic disciplines, particularly in composition studies.

in Zhe vast decade the symbiotic potential ¢f portfolic and

'g

’

has been reccgnized by many

p)

»

ccmputer metheodolcgies

1

education where they have been

Hh
oy

e

o

n
(1

izuticns of highe

{

imr_emented as natural partners in the teaching of writing.
The marriage of porticlio-based and computer assisted

compesition can bring innumerable pbenefits to the writing
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Maria A. Clayton
classroom by capitalizing on the strengths and minimizing
~he weaknesses of both print literacy and computer literacy.
Zcwever, as with all new programs, the successful
_mp.ementation does not occur unless careful attention has

id to the theory and pedagogy behind the merger.

0O
O
]
o
a
A1)
'_l

[

CAI Pcrtfeolio English 111 is the first attempt at

Middle Tennessee State Unilversity To incorporate the

strengths of both pedagogies. Its first semester of

imp_.ementation has been a success. The merger works and

=
[
[

norkxs well. Through its use, the English Department wi
finally formalize its move away from product-based
composition and formally identify process theory as the

irst-year composition prcocgram.

rt
'—l

its

H

mainstay o©

_mplementation cf CAI Portfolio Engiish 111 will also afford

1

s a vehicle through which to bridge the

ot

slty and studen

tn
[\1]
0

gap between print and computer literacies, bringing them
Zcgether at a time when higher education and real wcrld

requirements move intc the next century.
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Chapter I
Introduction

Several decades have elapsed since composition studies
finally emerged in the United States as a distinct, fresh,
and exciting field separate from its long preferred
cecmpanion, the study of literature. This was not an easy
evolution but one that evidenced a laborious struggle
against entrenched paradigms.

As Gerald R. Nelms points out in “A Brief History of
American Composition Studies,” in the 1800’s and early
1900's the current-traditional system of teaching
ccmposition, along with the belletristic movement (which
focused on the aesthetic rather than on the rhetorical
aspects of composition) had served to move American writing
instruction towards “the shift from oratory to written
discourse” (354). The unfortunate end result had been the
dec:ine of the substance of classical rhetorical theory
1354-55) . Current-traditional rhetoric “was less a theory of
compositicn than a pedagogical system . . . an almost
cerfect doctrine of writing instruction for an educational
system that desire[d] easy evaluation” (356).
“nderstandably, this was a move mandated, at least in part,
cy the increasing numbers of college students who needed
writing instruction and by their teachers who found

themselves burdened with stacks and stacks of student papers
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to grade. Some of the system’s pasic features included a
Zccus on precduct over process, higher value on arrangement

and style over rhetorical substance, an emphasis on the

3
O
Ril

cdes of discourse (narration, description, expcsition,
argumentation, persuasion), and an overwhelming importance
cn grammatical and mechanical correctness {356-37).

In “The Rise and fFall of the Modes of Discourse,”
Xcpert J. Connors suggests, “The modes became the
ccntrolling force in the teaching of writing after 1895
—nrough the 1930’s and allowed no room for theoretical
advances” (366-67). Side by side with the modes was “an
attempt toO govern the written product by rules” (Connors,
“Mechanical Correctness” 381). Mina P. Shaughnessy describes
the effect of rule-oriented writing instruction: “so
apbsclute is the impcrtance of errcr in the minds of many
writers that ‘good writing’ to them means ‘correct writing,’
nothing more” (8). The current-traditional system and the
mcdes became so entrenched in the teaching of English in the
exist in the 1990's as part of many professors’ composition
cedagogy.

Nelms and others, such as Andrea Lunsford, argue that
pecause of the emphasis on form and correctness, more and
more of the responsibility for teaching composition was

relegated to the high schools (Nelms 356, Lunsford 340), and
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oy the early 1900’s, college teachers began to see
—hemselves as teachers of literature, not writing (Connors,
“The Rise and Fall” 367). Nelms concludes that “Writing
instruction, devoid of rhetorical theory, reduced to rules
and formulas, was not considered to be part of higher
educzation but remedial work, instruction that had to be done
cnly because secondary schools had failed” (357). These
courses were often punitive, at least by implication, since
—hev cffered no credit {(Lunsford 341l}. The Harvard Reports
cf the 189C’s on the status of college students’
oroficiencies supported this negative view of the
educatlional situation and termed it a “literary crisis”

‘Neims 357, Lunsford 338-39). Writing about this situation

as 1t existed much later in the 1900’'s, Shaughnessy credits

sic writing students, brought to the universities by c¢pen

0
oV}

admissions, with teaching higher education much about
_earning and teaching; however, she refers to them as
students “whom colleges must sustain in a kind of holding
zction until the lower schools begin doing their Jobs” (29).
Towards the latter part of the century, the attitude has not
changed significantly in regards to the status of basic
wrizing students and the proper place for this level of
sducatlion.

The move away from the almost comfortable, fcrmulaic

approach of current-traditional rhetoric was a slow one, and
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B

early volces clamoring for reform were not heard. According
o Nelms, in the 1890’'s Fred Newton Scott claimed cthat

“composition required a recognition of all aspects of the

rneTorical situation: the writer, the audience, the message,
and the context. And it required a recognition of the full

B

1]

n

Zorical process, including the discovery of substance as
well as stylistic expression” {Nelms 358). The 1930’s saw
other voices joining in to criticize the status quo, and
studies on the effectiveness ¢f the focus on correctness
demonstrated its futility in improving writing (Connors,
“Mechanical Correctness” 385).

Despite this early call away from the focus on product
and correctness, the paradigm remained dominant until in the
19€3’s, 70's, and 80’'s, three developments emerged to combat
“he current-traditional system: 1) the revival of classical
rheTcrical theory that re-established the connection between
Tnecry and practice and afforded a new validity tc the area
2f composition studies; 2) the increased emphasis on process
cver product with invention reasserting its focal point; and
3} a2 rise in empirical research that tried to “describe and

understand the process of composing, not the product” (Nelms

)
n

3-60) . What emerged as a result of these forces was the

t

catalyst for the shift away from “the abstract, mechanical
nature of writing instruction at the time” towards greater

focus on communication (Connors, “The Rise and Fall” 372).
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The ensuing re-focusing on classical rhetorical theory
during the last twenty to thirty years has reaffirmed the
importance of Aristotle’s well balanced elements of
rhetoric--the writer (ethos), the audience (pathos) and the
cext (logos).

The paradigm shift in the 1960’s, 70’s, and 80’'s away
Ircm the long-lived focus on writing as a product and the
crcduction of mechanically correct essays has provided the
impetus for two separate, but complementary, pedagogical
apprcaches to writing instruction: portfolio-based

composition and computer—assisted composition. These are the

1}

O
4

focus Zhis study.

)

Pcrticlio-based ccomposition finds its origins in the

:nterested in emphasizing now a paper was written {Zhe
crccess) than in evaluating the end result (the product).
“Xathleen Blake Yancey describes the shift and concliudes it
invcived a move from “objectively based, empiricist methods
>f evaluating writing to ones more contextually situated,
mwore rhetorically defined, more process oriented”
(“Portfolics in the Writing Classrcom” 102).  Similarly, as
cointed out by Lisa Gerrard in her Preface to Computers and
the Teachling of Writing in American Higher Education, 1979-
1394: A History by leading authorities in the field Gail E.

“awisher, Paul LeBlanc, Charles Moran, and Cynthia L. Selfe,
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N

“he use cof computers in composition traces its history to
tne 1970's and is “influenced by the development of process-
cased writing” (x). Both of these offshoots of the paradigm

shift, each enjoying considerable notoriety and following,

8]
tn
' h
O
'1
ol

the field of composition studies in the 1990's a

ccsition of fluidity, a positicon poised for further
=xperimentation, £for further pedagogical re-cdirecticn. For
che past three decades, institutions of higher education

cross the nation have been actively invelved in

[\

implilementing portfolio-based composition and computer-

vy

ssisted composition, although the programs have not often
ceen integrated.

Since each pedagegy has proven a strong asset &t the

[3

nglish departments where portfclio-based and computer-

assisted composition have pbeen lmplemented, 1t seems a valid
zssumption that their integration would bring the strength
2Z esach to the teaching of composition. How would such a

3
[AY]

age work in a composition course? What adaptations

[

v

'y

wculd pe made to each teaching philosophy in order that the

n

ey

1s of becth be applied to implement such a course?

e

n

trengt
Aculd this course have limitations that wculd render it
ineffective, or wculd the benefits reaped from the synthesis
cf the two pedagogies outweigh those limitations? The
fciicocwing study outlines a curriculum designed Cc answer

tnese questions and to test the viability of the merger. The
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curriculum, CAI Portfolio English 111, is a first-semester
college writing course. This study addresses the motivation
Ior and the pedagegy behind the course, the method of
_mplementation, the limitations encountered, and the
cereflcts reaped.

In 1997 as I tegan my prcject to develop a CAI

24]

orzfolio English 111 at Middle Tennessee State University
"MTSU) that would merge our four-year-old portfolio

assessment program with the technology available through the

&

ng:ish Department’s computerized writing classroom (the

(3]

ranx Ginanni Computer Classrcom),- I could not escape
Zeeling exclted at the prospect of trying something new on
c2ur campus. The nction of presenting a blending of two
nncvatlive and constantly evolving pedagogical approaches to

n was somewhat intoxicating because setting down

(@]
O
3
'g
O
n
s
ot
e
O

and imrclementing my ideas would alliow me to contribute
scmething useful tc a new and evolving field ¢f study, o an
institution and students I was proud to serve. During the
clanning and development process, I experienced a gcod deal
zf anxiety over how the project would be received--a scaled-
down version of the tension encountered by respected,
ccrcfolio composition expert, Yancey, as she undertock guest

editing a special issue of Computers and Composition devoted

=0 Electronic Portfolios. In the essay that opens the issue,

AN} ’

crtfclic, Electronic, and the Links Between,”’

1‘1

Yancey
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volces her fears to her readers: “Most of my teacher friends
wnc ‘deo’ technclogy don’t ‘do’ portfolios. And most of my
cortfolic pals who use technology do so for their own
curposes; they den’t combine it with portfolios” (129).
Written in 1996, Yancey'’'s comments prophetically described
Zne situaticon at MTSU in 1997. My anxiety, then, was brought
cn £y a desire to pigue the interest of colleagues involved
.n using cne or the other methodolegv or, more importantly,
in using nelther. Computer-assisted, portfolio-based
composition could offer these teachers a new avenue, a fresh
grrroach to writing instruction.

Hcwever, my initial, and more important cbjective
gulckly emerged as the controlling, driving force behind the
cevelopment of CAI Portfolio English 1il: improving the
qua:ity of instruction in the English 111 sections I taught.
Zecause of my own lack of training in composition theory,
—he student-centered, process-focused pedagegy I espoused

-

d been rather hazily defined in my mind until the Fall of

Y]

¢

Writing

[

¢4, when I pecame a participant in the Portiol

Assessment Pilot at MTSU. With the guidance of MT3U English

h

B¢

rcfess Ayne Cantrell and Sushil Oswal, co-designers of

0]
"
0

'

was able to crystallize those ill-defined

1
M

0
’_a
5
0]
1

s and finally impiement a clearly developed pedagogy

)

rncep

1

that stressed the nature of the composition process of

'O

rewriting, writing, and rewriting; recognized the student’s
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need for multiple feedback opportunities; and promocted

student ownership of the writing. The proverbial light was

cn. B portfolio composition program was established at MTSU
ziIZer Zhe trial period, and I became an active participant,
Zonzinuing te ccllaborate with Cantrell and other faculity
memcers ccmmlitted to the program, such as Linda Badley.
Together, we worked towards refining our pedagogy &and

Zai:oring the portfolico system to meet student, pcrtfclioc

in 1996 we published

Zaculty, and department needs.
Focrzrfoliio Compeositicon: A Student’s Guide for Englisnh 111
Forofclio Secrticns, now in its third edition. This resource

crcved tTo be the foundation for CAI Portfclio Englisn 1il.
Perhaps the most important insight reaffirmed by my
invcivement in portfolio-pased compositicn was that just as

Tne Ccmpcsizion prcocess is Ifluld, recursive, and not finite,

22, T30, must be an instructor’s pedagogy--always perched,
ready Icr the vessibility c2f rethinking, fcr the pessibillity

I growth, for the possipility of shifting directions, in
short, focused con process. Nelms suggests, “we need zo
recognize that the industry of composition itself is ‘in
crccess’” (360), and Connors appilauds the questioning and
examinaticon within the ranks as proof that “compositiocn
Zudies are finally ccming to constitute a genuine

scipline and are no longer a mere purblind drifting on the

current of unexamined tradition” (“Mechanical Correctness”
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10

387). As a result of my newly gained flexibility, I took a

-23p TO the second, major stepplng stone that led to the

rtfolioc English 111.

o]

development of CARI P

\0

In the summer of 1297, I participated in a course

taught by Larry Mapp, MTSU Professor of English, entitled
“Ccmputers and Writing,” which focused on familiarizing
students with how the Internet and World Wide Web impact the
Zeaching of writing from a practical and theoretical aspect.
The more immersed I pecame in discovering how ccocmputers
zffected learning and, more specifically, writing, the more
ccnvinced I became that these two new avenues I had pecome
familiar with--first portfclio-based and then computer-
zsslsted composition--were natural partners whose blending

n the writing classroom held much promise. I soon learned,

h

ield, that my idesa

[\

25 1S The case wlin most ncocvices in any

nad been supported by others, among them Steve Watkins of

[

University of Louisville, Kentucky, who found that using

’
’
1))

crtfolios with networked computer-assisted instruction

"

'

nhanced “the uniqgue capabilities of the cther” (221). The

M

marriage of the two pedagogies had been tried with much
success at several institutions since the early 1980's: the
Cniversity of Rhode Island, Trinity College (Connecticurt),
Louisville University (Kentucky) and Yavapai College

‘Arizona), to name a few. However, no such program was yet a
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~

eality in theory nor in practice in the English Department

-

1

3

SU.

83

Despite the availability of a high-tech, computerized
Classroom in the department, freshman compositicon had not
significantly reaped penefits from it, particularly the
Ilrst semester component, English 111. Since the
~nauquration of the Ginanni Classroom in the Spring of 1995,
cnly Thirteen 111 sections had been taughz using this
invaluable resource; none had been portfolio-based. I seized

the oppcrtunity to test my hypothesis regarding the positive

-

(1]
th

the integraticn cf the twce pedagcgies. With

i)

eCcT o
Zerartment Chairman William Connelly’s approval, I designed
anc tTaught two sections of CAI Pcrtfolio English 111
czmpesitzion 1n the Spring of 1998.

As this narrative of how I came to create CAI Portfolio

Znglish 111 suggests, my primary motive for implementing the

2]

erger of portfolic-based and computer-assisted composition
was o develop a curriculum that improves the effectiveness
-I Zcmposition instruction and to test the assumption that
~his combination of pedagocgles really enhances students’
awareness of their own writing strengths and weaknesses
w“hile providing them with the tools necessary to improve the
_atter. Yet another, no less important motive was to offer

detalls of the methodology implemented and its effectiveness
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.n order to encourage others to consider new approaches such
25 this in the teaching c¢f ccmposition.
The remaining chapters of this study will discuss the

edagogy pehind CAI Portfolio English 111, the method of

'O

.mp_ementatlion, its limitations, and penefits. Chapter II,

“Porticllo-pased Compeosition,” presents a prief cverview of
oortfclio’s history, theory and pedagegy. ITs origins make a

vital contributicon in the shedding ¢f the paradigm that

rrcunded composition studies before port

[}

olio’s inceptiocn,
cne that focused on product and emphasized teacher-centered
inszZruction. MTSU’s involvement in portfolio is described
Ircm its early days as a pllct program to 1Ts status 1n ics
Iifth year of existence.

Chapter III, “Computer-assisted Composition,” follows a

rrangement as & brief nistory and a survey of

}
t
b
Iy
[8Y]

~necry and pvedagogy oI computer-assisted instructicn are

surmarized. MTSU’'s Engllish Departmenc’s program 1s also

[n
[

carcnicled. The focus here is con the continued flexipility
cf —he pedagogy, stressing that in order to stay akbreast cof
~ne improvements afforded by technclogy, instructors musc
_earn to continue learning, to be open to change, to re-
“nink, tTc re-evaluate. In this way, perhaps we can avoid
cecomlng caught up in yet another narrowly construed

caradigm that future generations of teachers will find just
_ g J

as difficult to shed.
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The merging of the two pedagogies at MTSU through CAI

1 is detailed in Chapter IV, “ Merging

1
)

1)

nglish 1

clio

"

crc
he Two Pedagegies at MTSU.™ This section attempts to move
cevond just another description of a program, what Cynthia

Z. Selfe terms, “teaching from the hip” when she refers to

case studies that comment on what worked in the classroom

Jespite “localized constraints and resources, specific

s L - . . . . .
student audiences, and particular educational sites . . .
“Preparing” 31). Selfe bemoans the fact that journals

accund with such studies, and she rightfully asserts that
—ney cften overlook commenting on the pedagogy behind the

metnodolegy used in Implementing computers in composition--

£ In Zact there is any {31). Portfolic-related pedagogy is
aT the neart of the newly integrated pedagogies. Each of the

stecs in the pcrtfolic-pased compositicon process is
Jdiscussed with commentary on how CAI serves and enhances
eacnh. Additicnally, the web page that accompanies the course
:s Jdetailed, and its contribution to the effectiveness of

—ne ccurse 1s discussed. A hard copy version is presented in

in Chepter V, "“The Rcad Ahead,” I address MTSU faculty
concerns about adopting portfolio and/or CAI into their
Zeaching methodology and suggest that theirs are more than

_ikely typical of those that surface at other institutions

-

considering implementation of similar innovative approaches
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Z2 the teaching of composition. The findings of a faculty

sc attemgt TO

}—

uesticnnaire are presented in Appendix C. I &
cffer some projections and recommendations for consideration
oy MTSU’s English Department and those of other universities

n similar student ropulations and writing program

challenges. I agree 1T 1s time to join institutions that are
cren TC lmplementing sound pedagogilies CO improve writing
inszTructicn. Using rrocess-cased pedagocgies like portioclio-

n and computer—-assisted composition not only

O
f
wn
()]
[o!
0
O
=]
'a
O
wn
'—4
1
'..4
O

Zhroughout the first-semester compositlon courses, but
~hrzugnout the entire first-year wrlting prcgram as well, 1s

2 izglczl next step for composition at MTSU.
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Chapter II
Portfolio-based Composition

Those not familiar with the portfolio system might well
ask, “What exactly is this portfolio-based composition, the
basis for CAI Portfolio English 111, that can reap benefits
from the computer-assisted classroom so readily?”
Essentially portfolio-based composition allows students to
self-select their writing for assessment after their having
had much opportunity to revise that writing over the
semester’s work. This chapter will provide an overview of
the historical background and the theory and pedagogy
responsible for portfolio’s emergence. The development of
Middle Tennessee State University’s portfolio program will
also be chronicled.

Arriving on the scene in the 1970’s, by the late 1990's
the portfolio-based system for composition assessment had
found a home in higher education English departments across
the nation. Writing for the Computers and Composition
journal in 1996, Pamela Takayoshi of Louisville University
considers portfolios “standard in a traditional classroom”
(255) .

An QOverview of the History of Portfolios in Composition

The history of writing portfolios is not one that is
guided by innovation or developments in an accompanying

technology nor is it guided by powers outside the
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institutions implementing them. Instead, writing portfolios
arise from what Kathleen Blake Yancey refers to as a “grass-
roots phenomenon, a practice that teachers, not legislators
or administrators, have introduced” (“Portfolios in the
Writing Classroom” 107). The history is also colored by the
fact that portfclio usage varies from institution to
institution, not only in purpose, but in procedures as well.
In some higher education English departments, writing
portfolios are used for entrance placement, in others to
show exiting proficiency. However, a growing number of
English departments have instituted portfolios as an
integral part of their classroom writing programs. William
Condon and Liz Hamp-Lyons conclude that “Since portfolio
assessment directly links assessment with instruction, the
method must be different for each site, since each program
that installs it will begin by taking advantage of different
strengths . . .” (246).

The seeds for the pedagogy were planted in the 1970's.
Brian Huot establishes that “Up until the 1970's, the
assessment of writing outside the classroom usually included
no student writing of any kind” (327). Turning away from
standardized, objective testing used in college entrance and
proficiency examinations, higher education brought into play
“direct writing assessment using student writing” (327). The

drawback to this new (and much welcomed) form of testing was
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that “The methods developed to ensure scoring reliability
required that students write to the same topic and in
centrolled or test-type situations. . . “ (327). As a
result, product became the measure of a writer’s ability.
Fortunately, a concurrent development to direct writing
assessment had a great impact on the way in which these
testing situations were viewed and conducted.

According to Pat Belanoff, the 1970's also saw the
culmination of a “search to improve writing instruction”
with a new emphasis

which shifted classroom focus from written
products to writing processes. With its strateqgy
of intervention in a student’s writing as she
writes, process teaching emphasizes the role of
purpose, situation, audience, and feedback--
emphasizes, that is, context. (“Portfolios” 16)
But while process theory made sense and was given lip
service, the method of evaluation used to assess direct
writing testing was not process-based in practice. It was
this situation that led Belanoff and Peter Elbow to
institute the portfolio system at the State University of
New York at Stony Brook:
Thus, our initial portfolio use at Stony Brook
grew from the need to meet objections raised by

timed, self-contained assessments of writing,
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recognition that process pedagogy is undermined by
such testing, and a growing awareness of the
contextuality of all language use. (16)
Although they began their experimentation on a small scale
over four semesters, in the Fall of 1994, they officially
implemented portfolios in the first semester composition
sections (Elbow and Belanoff, “State University” 6).

A number of other programs were instituted in 1986,
such as the University of Michigan’s to show exiting student
proficiency (Condon and Hamp-Lyons 232). In Virginia,
Christopher Newport College’s program addressed the state’s
mandate for a study of higher education proficiency
(Rosenberg 69-72). Even more importantly, at the University
of Cincinnati, writing portfolios were adopted as part of
the curriculum in the Freshman English Program, and in 1989
portfolios were integrated program wide (Durst, Roemer,
Schultz 287).

Turning towards a different focus of what portfolio
could accomplish, in 1988 Kansas State University aimed
primarily at establishing “uniform grading standards” in
their first and second semester composition courses” (Smit,
Kolonosky, and Seltzer 46-7). Wendy Bishop acknowledges that
a good many portfolio program implementations were
instituted “because this type of evaluation promises more

process oriented and fair proficiency testing than do
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multiple choice or essay tests” and because “the portfolio
method provides a useful semesterlong evaluation for any
writing class” (21). Simply put, in writing portfolios
teachers found both a more valid means of measuring
students’ writing proficiency than traditional measures and
an assessment tool that complemented process pedagogy.

The early 1990's evidenced several “firsts” that
demonstrated the rapidly growing and pervasive presence of
portfolios. In 1991 Pat Belanoff and Marcia Dickson
published Portfolios: Process and Product, the first book-
length work to deal solely with portfolios. In 1992 the
Miami University Conference on Portfolios (the first one of
its kind) “attempted to bring together some of the diverse
strands, weaving portfolios into different material
conditions, ‘new directions’ in both teaching and
assessment” (Stygall, Black, Daiker, and Sommers 3-4).

The year 1992 sees Miami University as the “first
institution of higher education in the United States to
award entering students credit and advanced placement on the
basis of a portfolio of high school writing. . .” (Hamilton
158). Then, in 1993 portfolio is listed “as a separate and
distinct area of study” by the Conference on College
Composition and Communication (Huot 326). The significance

of the rapid rate of acceptance cannot be ignored.
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By 1994 the American Association of Higher Education
began publishing a listing of institutions where writing
portfolios had been implemented; additionally, the ERIC
system Cleaninghouse of Higher Education Assessment
Instruments began to recognize portfolios as an independent
assessment tool, and now it “also publishes a pamphlet
listing articles and contacts for those exploring
portfolios” (Stygall, Black, Daiker, Sommers 1l). Also in
1994, a second book dealing with use of portfolios was
published: New Directions in Portfolio Assessment:
Reflective Practice, Critical Theory, and Large-Scale
Scoring, edited by Laurel Black, Donald A. Daiker, Jeffrey
Sommers, and Gail Stygall. Recognizing that portfolio
pedagogy 1is beyond the infancy stage, this collection of
essays focuses on examining the theory and pedagogy behind
its applications and opens the door for fresh reflection.

The Theory and Pedagogy of Portfolio-Based Writing

Instruction

Since the early discussions by Belanoff and Elbow in
the late 1970’s and early 1980's, much has been written
about portfolio composition’s thecory and pedagogy, as well
as 1ts implementation. The theoretical foundation for
portfolio composition is found in the paradigm shift away
from current-traditional theory and its emphasis on product.

The same concerns that prompted Elbow and Belanoff early on
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to implement portfolios in their institution’s proficiency
testing (confronting the fact that despite the “process”
talk, the writing was still being evaluated as “product”)
bring Yancey to promote portfolios in classroom instruction.
Yancey worries that giving lip service to focusing on
process falls apart in a traditional writing classroom as
soon as individual product evaluation comes into play
(“*Portfolios in the Writing Classroom” 105-107). First of
all, she sees the “power and finality of the grade” on
individual essays as shutting down “the interpretive
transactions among writer and reader and text” (105), and
secondly, she argues that in these classrooms, “essays are
not ordinarily read in the context of the past . . . in the
context of the student’s own work” (106). How can any
instructor claim to advance process theory when frequent
grading on each piece of writing speaks volumes to students
about product?
For Yancey, portfolio theory avoids tendencies to fall
back on an emphasis on product:
The portfclio prevents these backward moves as it
extends current practice. In portfolio-based
writing classes, individual assignments may be
submitted and graded comparatively and
individually as in “regular” classes. But when

student work is ultimately submitted within the
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context of a portfolio, the same assignment is
read relative to the context of each author’s own
development. In the final analysis--when the
portfolio itself is graded--some assignments may
not be included, may not even “count” for the
grade. They do “count,” however, in the formative
sense, in the development of the writer, and that
too is what the portfolio is about. (“Portfolios
in the Writing Classroom” 106)
In this manner, portfolios promote the strength of process
theory: “the reader-writer-text transaction invoked by each
piece is conducted within the larger context provided by all
the pieces” (106).

Despite the variation among portfolio programs, many of
the basic features they share were first implemented by
Elbow and Belanoff at Stony Brook. Their program called for
a collection of essays to be submitted by the student for a
grade at the end of the semester after a pass/fail dry run
at mid-term; the portfolio had to pass in order for the
student to receive a C or higher in the course, the grade
necessary for advancement; metacognitive introductory
coversheets were to be included not only for the student’s
benefit, but so the team of teachers at the “calibration”
meetings could get a sense of the developing process for

each writer; although teachers could ask for second and
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third readings of their students’ papers when a discrepancy
between the teacher’s evaluation and the group’s arose,
Elbow and Belanoff’s program called for the final assessment
to come from outside readers (“State University” 6-7).

Such were the basics of their initial program, but
because portfolio theory is process-based, its pedagogy
continues to be rethought, reevaluated. For example, in
Belanoff’s “Addendum” to the second article in which she and
Elbow chronicled their program at Stony Brook (“Using
Portfolios to Increase Collaboration and Community in a
Writing Program”), she examines their original intentions
six years after implementation and comments on the
adjustments made to the program, particularly in the
rhetorical nature of the writing assignments (30-36).

Constantly examined and modified to suit individual
program needs, portfolio pedagogy, nonetheless, shares
essential characteristics, the first being a holistic view
of a student’s writing proficiency over a period of time.
Speaking of the practices in traditicnal classrooms, Peter
Elbow concludes that “we cannot trust the picture of
someone’s writing that emerges unless we see what he or she
can do on various occasions on variocus pieces” (Preface
X1i). Writing teachers, Marjorie Roemer, Lucille M. Schultz,
and Russell K. Durst arque that portfolios “put the

emphasis, where it belong(s], on the writing students do
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over time” (456). Thus, improved validity is basic to
portfolios as was proposed early on by Elbow and Belanoff
(“State University” ©6) and others, among them Jeffrey
Sommers (153-54).

Yancey emphasizes this same pedagogical approach by
describing writing portfolios as “longitudinal in nature”
("“Portfolios in the Writing Classroom” 102), proposing that
an essay “initiated on Monday need not be submitted a week
or two later for a final evaluation. Instead, it can be
reseen and reshaped and revised in light of what is learned
days or weeks or even a month or two later” (102-103).

Another characteristic of portfolic pedagogy is content
diversity. Yancey sees portfolios as intended to invite the
writer “to try new ways of seeing, new methods of
development, new voices” (“Portfolios in the Writing
Classroom” 104). Elbow and Belanoff, for example, set out
varied rhetorical requirements for their students’ writing
ranging from “imaginative or expressive writing” to more
“academic discourse,” such as analytical writing (“State
University” 7).° While some questions have been raised about
the validity or usefulness of imaginative or expressive
writing at the university level, the beauty of portfolio is
that each institution, each instructor espousing portfolio
pedagogy can decide what rhetorical stances best suit the

objectives of her writing course.
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Also characteristic of most writing portfolio programs
is their metacognitive nature, that is “some exploration by
the writers of their own composing process and of their own
development as writers” (Yancey, “Portfolios in the Writing
Classroom” 104). Agreeing with Yancey on the importance of
the self-reflection whether in the form of a cover letter,
an introduction, a writer’s memo, and the like, Glenda
Conway comments, “Teachers who assign these reflective
documents generally consider them to be at least as wvaluable
and meaningful as the other written materials submitted in
portfolios” (83). But because she feels these writings carry
more weight than teachers admit (particularly to students),
Conway cautions that teachers need to use them more fairly,
for example, “as an ongoing component of a course and if the
teacher of that course openly discusses his or her reactions
to the reflections with students” (92). This is a valid
suggestion that recognizes the value of reflection. As
Catharine Lucas proposes, “self-evaluation is essential to a
writer’s growth toward confidence and mastery, in fact is
the very stuff of learning” (“Introduction: Writing” 2).

The writing collaboration element of portfolio
pedagogy, an additional characteristic of most portfolio
programs, involves the coming together of writer with
teacher and peers as first level audiences and “as partners,

who respond to and advise the writer, helping to evaluate
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and rework and select pieces to be submitted for the
institutional assessment that finally determines the grade”
(Yancey, “Portfolios in the Writing Classroom” 104). As in
the case with a majority of portfolio composition
instructors, Kathy McClelland particularly values
collaboration in portfolio. She was reassured of its merits
when privy to student comments that showed “they were
thinking about their audience, thinking of their writing as
their own, and wanting it to be good in and of itself--not
for an A” (167). Yancey sees collaboration as a “pedagogical
device” one that expands “the teacher-student dialogue
throughout the course” (“Portfolios in the Writing
Classroom” 114). Belanoff and Elbow see it “not just [as]
sharing drafts and getting feedback from peers, teachers,
and tutors in the Writing Center but also [as] a sense of a
community of support. . . . [that] helps students learn
better and with more pleasure” (“Using Portfolios” 18).
Positing collaboration as “One of the most well-established
principles of learning theory,” Andrea Lunsford argues that
“learning occurs as part of an interaction either between
the learner and the environment or, more frequently, between
the learners and peers” (348).

While most practitioners of portfolio pedagogy see the
merits of its basic characteristics--the holistic view of

writing proficiency, the diversity in writing it requires,
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its metacognitive nature, and the collaborative component,
they also address important concerns. Belanoff and Elbow as
others, mostly critics of portfolio, raise the question of
“cheating” as a result of the heavy emphasis on
collaboration in portfolio. They admit, “This system will
not catch a student who gets a roommate or a mother to do
all his revising” (“Using Portfolios” 19). However, they
point out that teachers try to avert this by requiring much
drafting and revising in and out of class and do not allow
last minute topic changes {19). Cheryl Armstrong Smith
wonders at this kind of concern “from the perspective of a
process-oriented course” (289). Like Belanoff and Elbow, she
explains, “A teacher knows that her students wrote the
essays they submit because she has seem then in draft and
has responded to them herself” (289). Admittedly,
“Traditional proficiency tests prevent this kind of
cheating, but at a price of undermining a good writing
process” (Belanoff and Elbow, “Using Portfolios” 19).
Closely related to the concern over “cheating” is the
possibility of grade inflation as a result of the multiple
revision opportunities after feedback from teacher and
peers. Jeffrey Sommers challenges portfolio instructors to
consider this issue seriously as they make decisions over
maintaining or raising grading standards (157). But a direct

correlation of grade inflation to portfolio pedagogy has not
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been demonstrated since most teachers in this system
evaluate in the context of the process through which the
student has arrived at the final portfolio. Having examined
the course grades after the first year of portfolio
implementation at Middle Tennessee State University (1994-
95), Ayne Cantrell, then Writing Program Administrator,
reveals that
instead of grades becoming inflated as a result of
the portfolio system, as some of my colleagues
feared, the grade point average actually dropped
2/10 of a point in the portfolio classes taught by
graduate students as compared to the year before,
and the grade average of portfolio sections taught
by all teachers was the same as that of the
department as a whole: 2.3, slightly higher than a
C. (“Writing Teachers” 5)

Two features of portfolio pedagogy that affect the
relationship between teacher and students are deferred
grading and norming of grades, practices that provoke
another concern on the part of portfolio teachers and
program administrators. The deferring of grades, while it
causes anxiety in some students, eventually results in more
attention paid and more value given to teacher comments. In

Belanoff and Elbow’s experience,

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



29

students often ignore comments when there is a
grade; and teachers often write better comments
when they’re not having to justify a grade.
Comments under the portfolio system are more
likely to be experienced as real communication:
something the teacher wants the student to act on
and something the student has a need to
understand. (“Using Portfolios” 25).
The relationship between teacher and student is dramatically
changed in the Belanoff and Elbow program because the final
decision as to whether a portfolio receives the critical C
or not is left up to the decision of the norming group,
despite the fact that all other grade decisions are the
teacher’s (“Using Portfolios” 24-25). They see the eveolving
relationship between teacher and student as “’'collaborative
leadership’: the kind of collaboration one finds between
player and coach. . . . both parties share the common goal
of winning games” (24). McClelland comments that her
students no longer saw her as an “expert” but, instead, as
“just another reader for them” (1l67).

In other programs, such as the one implemented at
Middle Tennessee State University, the teacher uses the
group’s advice in determining what portfclio grade to assess
but is eventually not bound by it. Concerned others, like

Smith, even question the giving of a grade in portfolio at
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all (290), and Jeffrey Sommers argues that the system falls
into “a grading environment lurking beneath the writing
environment of the course” (156-57). However, despite this
questioning of the eventual evaluation of the portfolio,
recognized authority on writing assessment, Edward M. White
points out that teachers who do not grade the portfolio lose
a “powerful assessment tool” (122).

Regardless of how final evaluation is perceived,
deferred grading is admittedly a more process-oriented
pedagogical approach than grading individual essays. Lucas
argues that portfolio is superior to traditional composition
instruction because it “actually teaches rather than merely
motivates through reward and punishment” (“Introduction:
Writing” 2). Answering those that object to grading the
portfolio, she cautions that the system “does not deny the
students a summative evaluation of their work; it simply
introduces formative evaluation and moves it to a new level
of importance where the students’ own evaluative activity is
allowed to develop” (10). However, William H. Thelin worries
that more harm than good is done to the students unless
there is a close correlation between “response style,”
“evaluation criteria,” and the “class structure” (114).
Thelin concludes that “The purpose for using the portfolio
cannot conflict with other pedagogical goals without . . .

impeding students’ development as writers and thinkers”
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(125). As in all sound pedagogy, establishing realistic and
relevant objectives and careful planning to meet those goals
are critical in portfolio.

The norming of grades does not only affect the
teacher/student relationship, but also that among the
professionals themselves. To Belanoff and Elbow, evaluating
portfolios together as a community of teachers is “an
antidote to teacher isolation . . . [and] brings teachers
together to work as colleagues” (“Using Portfolios” 20).
Writing teachers came together at least twice during a
semester, at mid-term and final portfolio submissions, to
norm on assessment of writing. Belanoff and Elbow feel,
portfolios helped their teachers “move toward community,
toward some commonality of standards--but only over a period
of semesters and years” (21). When teachers participate in
norming sessions and then return to their classrooms, “they
speak in their own voices but the voices of their colleagues
play a role in how they speak” (22).

Nonetheless, the time consuming aspects of teacher
involvement in portfolio practice have led to concern.
Because of the emphasis on revision, supported by the
collaboration from peers and teacher, as well as the
requirements of norming sessions, there has been some
concern over the potential overload for composition teachers

adopting writing portfolios. Bishop admits that this system
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is not intended to be “necessarily easier for teachers” (21)
and offers some suggestions for coping with the load, such
as collecting final portfolios up to two weeks before the
semester’s end to allow for the extra time necessary to read
and evaluate them (24-25). In the case of portfolios that
present revisions as well as final drafts, White comments
that they do
leave teachers with a great heap of folders to get
through at the end of the term. But no one demands
that they reread every word of every draft of
every paper 1n every portfolio. They must read
selectively, and since they have come to know the
students pretty well, they can decide where to
invest their limited time. (123)
Jeffrey Sommers addresses this issue also and offers several
suggestions, such as setting deadlines for individual drafts
and reading final portfolios holistically (157-59). Most
experienced portfolio teachers know that just as the
multiple feedback opportunities aid in the controlling of
“cheating” situations, so do they facilitate a holistic
assessment at the end of the term by familiarizing the
teacher not only with the students but with their writing as
well.
Elbow surmises teachers espouse portfolio because the

system “rewards rather than punishes the essential things we

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



33

try to place at the heart of our writing courses:
exploratory writing . . . discussion with peers and with
teacher; feedback on drafts from peers and teacher; and
extensive, substantive revision” (Preface xv). But all
portfolio proponents address the issues of careful planning
and keeping a close eye on pedagogical decisions that
support the process theory. This is particularly important
with portfolio because each program is individually
developed. Bishop predicts, “Teachers who design and utilize
an evaluation procedure . . . that is consistent with the
course goals and teaching pedagogy, will learn the pleasures
of using evaluation to improve rather than to prove
instruction” (25).

Portfolio-Based Writing Instruction at Middle Tennessee

State University

The MTSU program was devised by members of the English
Department’s Lower Division English Committee, Ayne Cantrell
and Sushil Oswal, after initial discussions in the Spring
1994. Their discussions grew out of teacher dissatisfaction
with the English Department’s freshman folder system which
had been in use for at least thirty-six years (Cantrell,
Interview). The folder system was linked to the Harbrace
College Handbook for the purpose of enabling students in the
production of error-free writing. In other words, the focus

was primarily on product for most of the faculty.
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Cantrell and Oswal’s objectives were to propose an
alternate teaching method that would 1) “complement process
pedagogy and its focus on writing as revision”; 2) “allow
for developmental aspect of acquiring writing skills without
penalizing students with grades before these skills are
acquired”; 3) “address problems of having TA’s grade essays
before they were ready”; and 4) “build a community of
writing teachers” (Cantrell, Interview). A portfolio-based
composition program was the answer. Because Oswal had been
part of the portfolio program at the University of
Cincinnati, the proposal to implement a portfolio pilot
capitalized on his experience and Cantrell’s long-standing
focus on process (Cantrell, Interview).

In the procgram devised by Cantrell and Oswal, students
write five essays, the first two from a personal rhetorical
perspective, the other three from a more academic rhetorical
stance. The writer then selects the best three essays of
five--one from the first two writings, two from the last
three. Having undergone multiple revisions (minimum of four
each)} after receiving feedback from peers and teacher, each
essay in the portfolio exemplifies the writer’s best work.

The assessment of this body of work, which is supported
in norming sessions with other portfolio instructors at mid-
term and semester’s end, is the only grade for writing which

is figured into the students’ final course average and
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counts for 75% of the course grade--all other drafts of the
essays receive only feedback; although, an informational
grade is given at mid-term on an essay selection from the
first two. One difference between this program and some
others, such as Elbow’s and Belanoff at Stony Brook, is that
the individual teacher has autonomy over grades on
portfolios rather than relinquishing that duty to the
norming group.

As with similar programs, the primary advantage of the
MTSU Portfolio Program’s delay of grading is that students
are given time to develop writing skills before writing is
assessed. Thus, the system recognizes that writing skills
are developmental--not learned all at once--so why assess
before students are ready? As Yancey arques, “the gift of
time allows students to learn to become writers, rather than
to learn to write papers” (“Teachers’ Stories” 17).
Additionally, because students select the pieces submitted
themselves, the concept of student ownership of the writing
is stressed. Thus, by designing a portfolio-based
composition program that privileges revision and grounds
assessment in process-based theory and that withholds the
evaluation of student writing until fifteen weeks of writing
instruction, Cantrell and Oswal met their initial two
objectives for an alternative teaching method to replace

product-based writing instruction at MTSU.
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The other two objectives that gave rise to the program
at MTSU focus on the training of graduate teaching
assistants and the fostering of a sense of community among
all participants. As the pilot got under way in the Fall
1994 semester, portfolio became “an integral part of our
teacher training program” {(Cantrell, “Training” 2). Cantrell
disputes Yancey’s contention that using portfolios as part
of teacher training should be delayed to allow for
acquisition of some experience (“Make Haste” 210-12). She
proposes that “graduate students with no prior experience in
teaching writing can utilize portfolio assessment
successfully in their first attempts at teaching writing as
process’” (Cantrell, “Training” 2). Presenting a compelling
argument, Cantrell asserts,

Just as the portfolio system appropriately defers
evaluation until novice writers have time to
develop their skills over fifteen weeks of the
course, the portfolio system aptly postpones the
act of grading for novice teachers until they have
had time to adjust to their dual roles as students
and teachers, and more importantly, to develop as
writing instructors. (“Writing Teachers” 5)

The community of writing teachers that evolved out of
the norming sessions was one that benefited all, the

experienced and inexperienced alike. For the TA’s new to the
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teaching of writing, the meetings offered a platform to air
concerns, voice questions and opinions, and “discuss
composition theory, practice, research, and disciplinary
lore” (Cantrell, Interview). For the mcre seasoned members
of the group, the sessions offered fresh perspectives and a
chance to “explore, comment, question, and critique the
assumptions of the department’s writing program, our
teaching pedagogy, and our overall community” (Cantrell,
Interview) .

The initial concerns over the implementation of
portfolio pedagogy at MTSU have not materialized after two
pilots (Fall of 1994 and 1995 semesters), its adoption as
the official teacher training methcdology, and its use in
60% of the first-semester writing course (English 111} since
Spring semester 1995. According to Cantrell, Portfolio
Program Coordinator, anticipated incidents of student
concern over withheld grades have not materialized, nor has
the rate of grade appeals been any more significant than in
the traditional classrooms (Interview). Instances of
plagiarism have not increased, with the rate of occurrence
being about the same as in non-portfolio classes
(Interview). She also comments that the faculty concern over
possible grade inflation has been dispelled as a result of a
drop in grade point average of 2/10 of a point in portfolio

classes taught by TA’s. And finally, turning to issues that
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affect teacher workload, Cantrell points out that the
holistic approach to portfolio evaluation minimizes the
threat of an overwhelming load and that the benefits of team
assessment far outweigh any disadvantages incurred as a
result of time invested.

A key aspect of MTSU’s portfolio program 1is the
constant rethinking, reevaluating of its pedagogy, the same
focus on process it encourages in its students. The
questioning process that results in continuously improving
pedagogy is endorsed by many proponents of portfolios, among
them Yancey: “teachers should expect to revise their
approaches to portfolio continually on the basis of their
experience with them” (“Portfolios in the Writing Classroom”
107). Belanoff and Elbow were certainly prepared for this as
they presented their program to a nationwide audience: “What
is most likely is that some other writing program, in
adapting [portfolio] to their setting, will work out some
deft but powerful transformation so that it comes out
completely different and much better. We know it can be
better. . . (“Using Portfolios” 29). In this vein, the
faculty of MTSU who employ portfolios in their classrooms
continue adapting their pedagogy to meet their objectives
and their students’ needs. Their diligence is reflected in

changes in writing assignments and course activities as set
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forth in Portfolio Composition (1998), the student’s guide

to Portfolio English 111 now in its third edition:
Each year we ask our teachers and students to
evaluate the portfolio program, and many of their
suggestions are adopted. Portfolio-based
composition at MTSU is constantly evolving based
on our experiences in the classroom. Each year we
find much more that works well. (Cantrell,
Interview).

The participants’ commitment is commendable, indeed.
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Chapter III
Computer-assisted Composition

The second influential pedagogy instrumental in the
creating of CAI Portfolio English 111 is computer-assisted
instruction. This chapter will offer a brief historical
overview of the field, some of the theoretical and
pedagogical approaches at the core of computers in
composition, and an account of computer-assisted writing
instruction now used in the English Department at Middle
Tennessee State University.

Before launching intoc a discussion about computers in
composition, a distinction must be made between the concepts
of the computer and the word processing software. In my
experience, the two are synonymous in the minds of many
newcomers to the technology, but, of course, they are not.
References to the computer in this discussion address the
considerable benefits resulting from its word processing
capabilities and also incorporate the bigger picture. This
picture encompasses the contributions the computer makes as
a result of its linking writers not only with each other
through electronic conferencing--asynchronous (delayed-time,
such as e-mail) and synchronous (real-time, such as chat
rooms)--but also with the outside world, through the

Internet and the World Wide Web.
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One of the most vivid comparisons bringing into clear
focus the uniquely rapid gains in magnitude and advancements
made in computer technology is offered by Mark R. Lepper.
Writing in 1985, Lepper points out that personal computers
on the market costing under $1,000.00 offered more
computational power than the $10 million machines the size
of a living room used thirty years earlier (1). Comparing
the computer and automobile industries, Lepper surmises that
if cars had progressed at the same rate as computers, “each
of us would be able to buy a Rolls-Royce today for roughly
$2.75; it would get nearly 3,000,000 miles to the gallon and
would deliver enocugh power to tow an aircraft carrier” (1).
Gail E. Hawisher and Paul LeBlanc surmise,

Compared to the adoption of other communication
technologies and the time it took for their impact
to be felt, writing and the printing press for
example, the pace at which modern industrial
culture is appropriating the microcomputer is
breathtaking. (Introduction 152)
These eye-opening comments offer sobering news for education
professionals attempting to stay abreast with the pace of
technological advances. Marjorie Montague asks, “How can we
possibly expect teachers to stay current with respect to the
remarkable pace at which new devices are invented and become

available to the public?” (5). Imbedded in this question
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lies the concern voiced by many inside and outside the field
of computers and composition. But before we explore some of
the theory and pedagogy behind this phenomenon, a quick
chronological perusal of the developments will help to add
some perspective, particularly to readers not familiar with
the history of computers in composition.

An Overview of the History of Computers in Composition

Gail E. Hawisher, one of the leading authorities
writing about the use of computers to teach writing today,
points out that the two major contributions brought to
composition studies by the use of computers, word processing
and electronic conferencing, were “uncommon to the writing
instructor’s life before the advent of the fully-assembled
microcomputer in 1977 and each . . . entered our
professional lives sometime during the eighties”
("Electronic Meetings” 81l). Their emergence coincides with
the rise of the process paradigm and social constructivist
views of language respectively, so they did not grow in a
vacuum (8l1). The academic atmosphere was ready for both.

Possibly the most in-depth historical account of the
field of computers in composition is found in Computers and
the Teaching of Writing in American Higher Education, 1979-
1994: A History. Co-authored by Gail E. Hawisher, Paul
LeBlanc, Charles Moran, and Cynthia L. Selfe.® As is

generally known, the use of computers did not begin with
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educational applications, but with military ones. Joan
Tornow points that the first uses were intended for the
handling of data and then in the 1960's and 1970's, for use
as a conferencing system (16). Also, in the 1970's the
Department of Defense sponsored ARPANET, “a wide-area
network that would allow communication, command, and control
even in the midst of nuclear war” (16).

The importance of the linking capability was clearly
evident. These two decades also saw the move of computers
into the classroom--CAI programs--but they were primarily
used for the purpose of drill and practice or tutoring aides
(Hawisher, LeBlanc, Moran, and Selfe 34).

One of the first revolutionary steps in the
incorporation of the computer in writing courses came with
the introduction of the microchip in 1970 (Montague 3). This
milestone made the microcomputer possible and initiated the
move of CAI from a drill and practice tool to an enabler of
text production through word processing software. The
machine’s

relatively low cost put technology within the
reach of writing programs and writing instructors.
When the two came together, there was no looking
back. Writing teachers discovered in the
technology a delivery vehicle for the new process

approaches that were taking hold in the field
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generally. . . . So naturally did microcomputers
and attendant word-processing software lend
themselves to writing that this has come to be the
primary use of microcomputers in most educational
settings. By the end of this first period in the
use of computers in composition, computer writing
labs and classrooms were appearing around the
country. (Hawisher, LeBlanc, Moran, and Selfe 41)
Clearly, the rhetorical focus of this stage in computer
development is on the writer, a focus already indicated by
the acronym PC, personal computer, as suggested by Myron C.
Tuman (84).

In the 1980’'s the use of computers in the classroom
moved from the concept of one individual at one machine to
the revolutionary idea of many writers linked tocgether
through a network--whether a Limited Access Network (LAN) or
a Wide—-Area Network (WAN). Paul Taylor asserts that “With
the introduction of personal computers and local area
networks in the 1980’s, educators began to consider possible
classroom applications for electronic conferencing” (138).
Tornow reaffirms the significance of this leap:

When computers became linked, or networked, the
private composing screen suddenly had the
potential to be a public space for sharing texts.

Although collaboration and peer response was not
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new, it now could be pursued with relative ease.
Papers which had been stored in class files or
sent as email did not have to be printed up, but
could simply be “opened” on anyone’s screen. (198)
Fittingly, the origin of netwcrked computer classroom
arises from student need. Mcst sources chronicling this
portion of computers in composition’s history point to the
ENFI Project (Electronic Networks for Interaction). While
the emergence of electronic conferencing in composition
classes is found at the University of Texas in 1985, the
precursor to this development is Trent Batson’s work with
deaf students at Gallaudet University in 1983 (Tornow 16).
The results of Batson’s use of computers to link deat
students was astounding:
People typing to each other over the wires in a
room full of computers could simulate a spoken
conversation and thus, for the first time ever,
allow deaf people to directly experience and
participate in a live group discussion in English.
(qtd. in Tornow 17)
A group of University of Texas then graduate students--Fred
Kemp, Paul Taylor, and Locke Carter--initiated a merger of
Batson’s application with the newly developing collaborative

pedagogy; the results were the first ENFI computer classroom
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“in which students could conduct synchronous online
conversations” (Tornow 18).
As Tornow points out, one of the most significant
aspects of the development of electronic conferencing is
that it
evolved from grass-roots yearnings for more
collaborative writing instruction. . . . It is
noteworthy that this software was designed by
students and for students. . . . it was a group of
students in a basement who solved the electronic
puzzles that would enable students at the
University of Texas to converse and collaborate
via computer about their lives, their ideas, and
their writing. (18-19)

The student-centered aspect of computers in composition was

deeply ingrained, indeed.

Tornow sees the early text-based form of computer
networking as “the harbingers of change” (Tornow 23). She
concludes, “From its inception, classroom networking was not
simply a ‘new tool’ or a ‘new technology’ but a major
breakthrough which teachers saw as enabling radical changes
in classroom pedagogy” (23).

By the 1990’s the next move in the progression of
networked computer use in the classroom gained ground with

the growing popularity of hypertext in the Internet and the
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World Wide Web. In this case, the linking achieved does not
simply bring the writer and reader(s)/collaborator(s)
together but also integrates multiple texts, graphics, and
sound. The implications are astronomical.

Many computers-in-composition instructors have made
the leap not only into teaching writing completely online as
students produce strictly electronic text but also into
using hyperlinks to augment the depth of the students’ work.
The main concern, as with the other computer applications,
lies in sound theory and pedagogy. As Henrietta Nickels
Shirk maintains in “Hypertext and Composition Studies,” it
is critical “for hypertext authors to develop underlying
structures--mental modes or metaphors--for their
information” (182), an area which she regrettably admits, is
“at present untapped by most hypertext authors” (183).

Although George P. Landow traces the origins of the
concept of hypertext to Vannevar Bush’s 1945 Memex machine,
used for the cataloguing and linking of data, the term was
first used in the 1960’'s by Theodor H. Nelscon (3). To
Nelson, the concept means “nonsequential writing—text that
branches and allows choices to the reader, best read at an
interactive screen. As popularly conceived, this is a series
of text chunks connected by links which offer the reader
different pathways” (qtd. in Landow 4). While the focus in

this explanation is clearly on the reader or audience, the
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writer or the creator of the text is a critical component as
well.

Landow attempts to dispel the apprehension such a
notion might bring to his readers, particularly composition
teachers, by reminding all that this is really an extension
of what writers do for their audiences when they compose
documented scholarly papers:

one reads through what is conventionally known as
the main text, encounters a number or symbol that
indicates the presence of a foot- or endnote, and
leaves the main text to read that note, which can
contain a citation of passages . . . that
supposedly support [sic] the argument in question
or information about the scholarly author’s
indebtedness to other authors, disagreement with
them, and so on. The note can also summon up
information about sources, influences, and
parallels in other literary texts. In each case,
the reader can follow the link to another text
indicated by the note and thus move entirely
outside the scholarly article itself. Having
completed reading the note or having decided that
it does not warrant a careful reading at the

moment, one returns to the main text and continues
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reading until one encounters another note, at
which point one again leaves the main text. (4-5)
To put it in less academic terms, an often used

examples of linked text is the Bible with its varying
degrees of correspondences, explanations, references, and
other materials. The concept, then, is not new, but it
places a heavy responsibility on the shoulders of writers
who include hypertext into their texts. Hypertext has caused
a stir in the area of composition studies as writing
teachers attempt to incorporate it and the other aspects of
computerized instruction into their own classrooms.

The Theory and Pedagogy of Computer-Assisted Writing

Instruction

A critical mandate of any teaching approach to
composition as the move 1s made into incorporating computers
into a writing course is to have a clearly identified theory
and corresponding pedagogy in place. In Creating a Computer
Supported Writing Facility: A Blueprint for Action,
respected computers-in-the-classroom expert Cynthia L. Selfe
sounded the alarm in 1989. In her book, she questions the
depth of thought given by many instructors as they make the
transition towards incorporating technology in their
composition courses:

The most reluctant among us now accept that there

is some role for computers in the teaching of
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written language, but not even the most
enthusiastic claim to know just what that role
should be. Indeed, if our current use of computers
is marked by any common theme at all, it is
experimentation at the most basic level. (xix)
She also voices concern over the lulling effect the
miraculous nature of the computer’s word processing
capabilities might have on composition teachers; after all,
these capabilities emerged about the time “the burden of the
process paradigm was weighing heavily on our collective
pedagogical conscience” (“The Electronic Pen” 55). Her
advice is simple; she stresses what instructors should
already know: writing teachers should “start with what they

know about writing and teaching rather than what they know

about technology. . . . [They should] concentrate on
writing. . . . keeping attention on writers and the activity
of writing” (Creating a Computer xxi, 7, 8). In other words,

the curriculum should shape the use of the computer not the
other way around (11). This advice is also given by
countless others, among them Deborah H. Holdstein (“A Theory
of One’s Own? An Introduction to Theoretical and Critical
Contexts for Composition and Computers”) and Thomas T.
Barker (“Computers and the Instructional Context”). Selfe’s
rationale in setting up the Michigan Technological

University’s Computer-Supported Writing Facility focused on
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allowing students “to practice writing and to write for a
variety of audiences and purposes if they hoped to become
better writers” (Creating a Computer 27).

In Re-Imagining Computers and Composition: Teaching and
Research in the Virtual Age, Gail Hawisher and Paul LeBlanc
voice similar concerns. They reaffirm that “Analyzing our
teaching carefully and bringing this sort of critical
approach into our writing classes suggests sound pedagogy
that we all benefit from” (Introduction 3). Patricia R. Webb
cautions that

If we introduce technology without explaining to
our students the ways it can be used. . . . If we
do not bring their perceptions of technologies and
writing to the foreground and make these
perceptions part of class discussion, we make no
headway. Once we engagdge their perceptions and
assumptions, we can teach students to use the
technology to collaborate with one another, to
question their assumptions about writing, and to
expand their concept of audience. (77)

Addressing the discipline as a whole, Holdstein argues
in “A Theory of One’s Own? An Introduction to Theoretical
and Critical Contexts for Composition and Computers” that
there is a clear hierarchy of value affixed to the different

disciplines within English studies, a hierarchy suggested by
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the order of fields in her title--with literature imbedded
in the middle (31). She goes on to add that “There is little
cr no active theory unique to the field” of computers and
composition and then proposes that “Theories that are
process-based or that emphasize the social or
interdisciplinary nature of discourse offer appropriate
foundations for our work” (31, 33). The emphasis in the
computer classroom is on “multiple drafts and multiple
responses to drafts; on peer revision groups; on a concern
with gender, race, and class in our writing and teaching;
and on other process-based, theory-influenced goals with
which we teach composition” (34). These important
observations parallel the essence of the arguments in Mina
P. Shaughnessy’s Errors and Expectations: A Guide for the
Teacher of Basic Writing and Peter Elbow’s Writing without
Teachers: one of the best ways to improve writing is to keep
students producing and examining texts (whether print-based
or, as in this case, electronic-based). Thus, the theory at
the heart of computers in composition is akin to that
espoused by portfolio-based instruction, grounded in sound
rhetorical theory that emphasizes the writer, the audience,
and the process which produces a text for a specific
rhetorical situation.

Thinking about the pedagogy behind the use of

technology Tuman prompts us to ask, “Why then should we
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expect so much more from computers? Are computers really
designed to do anything more than to facilitate our entering
text? . . . Are computers really anything more than turbo-
charged typewriters?” (2). Central to these questions lies
what all writing teachers want to know: whether the
capabilities afforded by the computer’s, “ability either to
manage different fonts and margins or to retrieve, search,
merge, and save chunks of text . . . will necessarily lead
to ‘better’ (more organized, more insightful) writing” (4).
Holdstein replies that “though the computer cannot in itself
make students write more effectively, it can be a tremendous
enhancement tool for writing instruction. Its value will
depend entirely on the ways in which faculty members choose
to adapt it to their teaching style” (0On Composition 6).
Those who have carefully and thoughtfully integrated
technology into their teaching methodology can respond with
a resounding, “Yes!” Speaking of the contributors to
Computers and Community: Teaching Composition I the Twenty-
first Century, Richard A. Lanham asks, “Do the students
write better prose when the text is electronic? The authors
presented here argue that they do” (xiv).

Benefits of Student-Centered, Collaborative, and Hypertext

Aspects of CAI

One of the most obvious pedagogical changes, and

benefits, computers bring to the classroom lies in the shift
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from teacher-centered to student-centered instruction, what
Tuman calls a “revolutionary breakthrough in [the] pattern
of control . . . removing the author/teacher from the
middle, allowing readers/students to pursue their own
interests” (83). The traditional, teacher-centered classroom
“extends oppressive social forces, isolating individuals
from one another and emphasizing the deficiencies in what
they produce (their product)” (83). Barker agrees with Tuman
claiming that teacher-centered instruction “often
impedes . . . the recognition of self-discovery of knowledge
by students, from books, from their experiences, and so on”
(9). He also points out that the early effect of teacher-
centered instruction on the use of computers was to relegate
it to developmental writing matters such as drill and
practice in areas of deficiency (9). Fortunately, as the
technology has moved more and more into a position of
importance in the area of composition studies, this
“dismissal” is no longer the case; instead, the attitude
prevails “that increased reliance upon the technology of
computers will result in a diffusion of power to students
and, presumably, to readers and to citizens at large--
presumably for everyone’s benefit” (Tuman 83).

A move from teacher-centered to student-centered
instruction does not, should not, hint at an automation that

will replace writing instructors. Barker argues, "“This
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notion is patently false, as any writing instructor will
realize who considers the complexity of the subject of
writing, the need for individualization, and the difficulty
in understanding written discourse” (9). Instructors who
have implemented computers into their pedagogy and into
their classrooms know the heightened importance of careful
planning of the merger of theory and practice and the
critical nature of continued teacher support and feedback as
students come into this setting for the purpose of learning
composition. Lanham proposes that the result of student-
centered pedagogy is to move the teacher’s role to that of
“learned coordinator” (xiv). The remcval of the focus on the
teacher simply serves to allow students to take the
responsibility for their own learning.

Another positive pedagogical aspect of using computers
in composition is the “connecting [of] people directly with
each other” (Tuman 83). Whether through a networked
classroom or through e-mail, computers allow a greater
degree of collaboration with a potential for a broadening
understanding of audience:

it is as a networking rather than a calculating
tool that computers are transforming composition
studies at the levels of practice and

theory. . . . To the extent possible, students in

networked classrooms are supposed to write
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directly to each other regarding topics and
material under discussion. . . . there are no
isolated, no privileged texts, only actively
engaged, co-equal readers and writers. (84)
Hawisher begins a discussion of the pro’s and con’s of
electronic conferencing by stating one of its greatest
contributions: “When participants in an electronic
conference communicate with one another, be the conference
synchronous or asynchronous, they are totally immersed in
writing” (“Electronic Meetings” 84). She points cut some
drawbacks such as “flaming” (emotionally charged, improper
behavior grounded on the freedom afforded by the medium),
“communication anxiety” (based on the opposite reaction to
the “freedom”), and sensory overload (“Electronic Meetings”
91-93) . However, despite these drawbacks, she sees many more
benefits: through electronic conferencing, networking
capabilities “provide a real and expanded audience” (86);
“encourage a sense of community” (87); “demonstrate a high
degree of involvement on the part of participants” (87-88);
“encourage equitable participation (88-89); and “encourage a
decrease in leader-centered communication” (90-91).
Along the same line, Tornow builds on these positive
aspects of networking by proposing that “The user may have

the sensation of looking not at a machine but through a
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machine to one’s peers, or to information sources beyond the
machine itself” (15).

Carolyn Handa proposes the collaboration resulting from
networking and electronic conferencing as the new pedagogy
for computers in composition. She sees collaboration as

a move outward from the writer to others who
provide response and input. . . . [It] means much
more than just organizing students in
groups. . . . It involves getting students to
realize consciously how much others--sometimes
even those we haven’t met--help develop our ideas.
(“Politics” 162)
Thus, through electronic conferencing, computers serve a
rhetorical end that emphasizes solid communication and the
critical relationship between writer and audience.

Bringing these two pedagogical aspects together,
student-centered and networked instruction, Montague
surmises that “The educational community recognizes that
learning is greatly enhanced when learners are actively
involved in the learning process and given the opportunity
for dialogue with teachers and peers” (17). Computers, as
seen by Montague, promote writing by minimizing problems
that impede the act of composing (i.e., organization,
grammar, mechanics) and promote “the communicative aspect of

writing by providing the context for interaction” (22).
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Elizabeth A. Sommers posits four important points that
must be observed if the student is to benefit from CAI;
although appearing in 1985, her advice rings true today:

1. The writing teacher is indispensable as collaborator
and audience, as facilitator and assignment-maker.
Microcomputers alone cannot teach writers why
revision is important, or how to bring a first draft
to full meaning. Nor can currently available
software read and respond to student writing on any
satisfactory level. As technology evolves this will
continue to be true.

2. Writers learn best when writing is taught as a
process in decentralized classrooms. In doing so,
the conference method of instruction is most
valuable as a primary mode of instruction. CAI can
help, but it can’t take over the central roles
played by writers and respondents.

3. The microcomputer is most valuable as a writing tool
enhancing our writers’ abilities to explore, to
articulate, and to reshape. Whatever the part of the
writing process emphasized, teachers should be aware
that writers learn to write holistically, and
microcomputer uses should enhance this holistic

sense of discourse.’
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4, Microcomputers are counter-productive when used in a
theoretical vacuum. We need to employ great care
when we integrate microcomputers into our
classrooms. This means avoiding soft-ware which
concentrates exclusively upon subskills or isolates
them prematurely. Software which neglects or
fragments the holistic process involved in writing
is also unacceptable, and so is software which
teaches grammar prescriptively while purporting to
teach writing. We reject these unsound microcomputer
uses for the same reasons we reject other unsound
teaching practices: they don’t teach writers how to
write. (9-10)

Turning to the element of hypertext, its advantages

over conventional text lie primarily in that
in print technology the referenced or linked
materials lie spatially distant from the
references to them. Electronic hypertext, in
contrast makes individual references easy to
follow and the entire field of interconnections
obvious and easy to navigate. (Landow 5)

The result is a much richer text, “woven more tightly into

its context than would a printed counterpart” (5}, the

rhetorical context emphasized by sound communication theory.

Additionally, hypertext forces the reader/audience to become
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a much more active participant, as Roland Barthes suggests,
“a producer of the text” (gtd. in Landow 5).

All these rhetorically sound, multi-dimensional
benefits afforded by the use of computers in the composition
classroom are impossible to ignore. Much like its
contemporary, portfolio-based composition, CAI at its best
stresses rhetorical theory by focusing new attention on the
writer, the audience, and the process of composing text.

Computer-Assisted Writing Instruction at Middle Tennessee

State University

The heart of MTSU’s English Department’s computers in
composition is Professor Larry Mapp whose total commitment
tc maintaining and upgrading the Ginanni Computer
Classroom’s capabilities is legendary among his colleagues.
Mapp traces the inception of the program to 1993 and an “act
of faith” on the part of then English Department Chair,
Frank Ginanni. Ginanni had witnessed the impact of ccmputers
on the faculty and wanted to provide the same kind of
“energizing” for the department’s students. He was
successful in securing funds for the purchasing of
computers.

In the Spring of 1993, an Ad Hoc Committee made up of
Larry Mapp, Ayne Cantrell (then Chair of the department’s
Lower Division English Committee), and others, assisted

Acting Chair Jackie Jackson in purchasing twenty Gateway
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computers and monitors and six laser printers (Cantrell,
Interview). The equipment was stored for two years; not only
was there no available classroom to place them in, but no
available moneys for networking them (Mapp).

According to Mapp, before his retirement in 1992,
Ginanni besieged the University’s Vice President of Academic
Affairs at every opportunity to set up a computer facility.
During the 1993-94 academic year, as a result of the Ad Hoc
Committee work, Peck Hall 327 was designated as the
location, and the decision over the room’s design was
finalized (Cantrell, Interview). Various possibilities for
the classroom’s configuration were considered and rejected,
among them a traditional, rows-facing-the-front arrangement;
ultimately, a decentralized setting with computers arranged
along three walls and a large conference table in the middle
was adopted (Mapp).

In the Spring 1995 semester, the room was dedicated as
the Frank Ginanni Computer Classroom, and fifteen writing
courses were offered in the new classroom during that term
(“New English”). Finally, “The combined efforts of the
English Department, the Office of Information Technology,
and the Office of the Vice President for Finance and
Administration [had] made the lab a reality, providing the
needed space, equipment, know-how, and support (“New

English”).
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Early efforts to familiarize faculty with the workings
of the computer classroom were conducted by Claudia Barnett,
along with Mapp, who has been an invaluable resource of
guidance and advice on the workings of Peck Hall 327. An
orientation for teachers using CAI was held in the Spring of
1995, and a CAI Training Workshop was conducted in the Fall
of 1995,

After undergoing an upgrading in the summer of 1997,
the computer classroom now offers 20 Pentium 133MHZ
machines, each with a 2Gigabyte hard drive and 32MB of RAM
(Mapp) . While Mapp points that the students are not yet
enjoying the benefits of synchronous networking, primarily
because of problems with the Daedalus software, all the
computers are linked through a LAN and fiberoptically
connected to the university Network providing Internet
access. Additional hardware includes a Mustek 24 bit flatbed
color scanner connected to the teacher’s computer “for easy
scanning and importing of text and graphics. It also
connects to a flat panel display on an overhead projector
which permits the teacher to display on a wall screen
anything on the computer’s monitor” (Mapp). Surveying the
software, Mapp comments,

All computers run Windows 95 and Microsoft Office
95 (Word, Excel, PowerPoint). We also have a site

license for Hotdog Pro 4.0, a leading HTML
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authoring software. All computers now run Netscape

4.0 and a version of Terminal so that students can

access Pine email on the university UNIX server.
Mapp’s next step is to “work out the bugs” in the
application of Daedalus to add that next level of
communication to students.

The objectives of the Ginanni Computer Classroom are
much like those of its counterparts in other institutions of
higher learning: 1) focusing on word processing
capabilities, 2) moving towards de-centralizing the
classroom (more student-centered where “students come to
work’”), and 3) improving the networking aspect, asynchronous
and synchronous (Mapp). Mapp’s pedagogy, as is that of the
majority of the instructors who have followed him into the
computer classroom at MTSU, is student-centered: “If you can
get your students to work, get them to write, and you are an
attentive observer and participant in the process, your
students will teach you how to teach them.” He believes in
“writing classrooms where teachers don’t talk very much.”
While this may not be problematic with the faculty who have
espoused CAI, it seems obvious to him that many of the
student teachers he trains have a hard time adjusting to
this concept. In familiarizing them with pedagogically sound
techniques to use in the computerized classrcom, sometimes

he feels the need to tell them to be quiet!
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By mid-1998, the Ginanni Computer Classroom had been
used for a variety of course offerings: first and second
semester Freshman Composition, Technical Writing, Advanced
Composition, Advanced Composition in Legal Writing, Honors
English, Seminars in Composition, Bibliography and Research,
Creative Writing, and others. Mapp proudly points out that
the demand for Peck Hall 327 (the computer classroom’s
current location) has increased tremendously. His plans and
projections for the future will be addressed in Chapter V.

As with any computers in composition program, one
invaluable key to determining how all the technology
enhances teaching and learning at MTSU is to review our
practices constantly, continually shining the light on what
we are doing. Thomas T. Barker and Fred O. Kemp advise that
“Whatever uses the computer will be put to in the writing
classroom, the effectiveness of such uses will depend more
on a controlling pedagogy and its theoretical base than on
the technical capabilities of the machines themselves” (26).
In light of all the changes, Hawisher and LeBlanc suggest
the question might arise as to what direction professionals
involved with computers and composition should take: “The
firm answer is forward, as teachers and researchers,
equipped with effective methodologies and tools, navigating

the virtual waters of the future” (Introduction 153). This
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English Department plan to proceed.
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Chapter IV
Merging the Two Pedagogies at MTSU:
CAI Portfolio English 111

Now that the abbreviated histories and the theoretical
and pedagogical approaches of portfolio-based and computer-
assisted pedagogies have been briefly chronicled and that
the early stages of the programs at MTSU have been detailed,
it is time to turn the attention to how the merger of
pedagogies works. How is the theoretical emphasis on
invention, audience, text, and writer ownership carried out
in CAI Portfolio English 111? How are the elements of word
processing and networking capabilities afforded by the
computer integrated in the course? This chapter focuses on
the answers to these questions and on many other issues as
the benefits and limitations of the symbiotic relationship
between portfolio-based and computer-assisted are analyzed.

Establishing CAI Portfolio English 111 as a Transitional

Classroom

Based on the portfolio program at MTSU, devised by
English Professors Ayne Cantrell and Sushil Oswal, CAI
Portfolio English 111 implements portfolio pedagogy in the
Ginanni Classroom in order to capitalize on the strengths of
both apprcaches to composition. However, this is not an
online composition course where all materials, drafts, and

dialogue are handled only through a computer terminal. This
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is not a course that teaches HTML or encourages hyper-text
composition, nor is the objective of the course to produce
“electronic portfolios” exclusively, where the technology
available might overtake and dominate the composition
process. In its innovation, CAI Portfolio English 111 is
rather traditionally minded in that its focus is always
composition-process oriented.

The specifics dealing with course description and
requirements (for example, reading, outlining, and testing
based on the primary course text, Elizabeth Cowan Neeld’s
Writing) are detailed through an accompanying web page (to
be described later in this chapter):; however, students in
CAI Portfolio English 111 also receive all course
information--syllabus, schedules, essay guidelines, and
other materials--in hard copy (See Appendix A). Details
involving the five writing assignments are spelled out on
the site (See “Five Portfolio Writing Assignments,” Appendix
A, pp.148-50) but are also reinforced in one of the course’s
required texts, Ayne Cantrell and Sushil Oswal’s Portfolio
Composition: A Student’s Guide for English 111 Portfolio
Sections (5-6). Student drafts, too, may be submitted at
different stages, not only electronically, but on paper as
well. Thus, CAI Portfolio English 111 is like the
“transitional classroom” Tim Mayers identifies as

“classrooms where electronic (screen-oriented) literacy is
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draped over, and supports, print (page-oriented) literacy”
(147) . Requiring students to be proficient with both
literacies has advantages. Charles Moran proposes that since
“we now live, and will likely continue to live for some
time, in an amphibian condition, one where we function both
in the ‘elements’ of print-text and on-line text,” we should
“help students manage the transition . . . in ways that take
advantage of the special characteristics of the two media”
(14).

Cynthia L. Selfe laments that many instructors have
adopted the “transitional classroom” concept where we are
attempting to blend our “first literacy” with a new one
instead of completely shedding the print literacy paradigm
(“Preparing” 27). I can only respond that those of us
involved in incorporating computer use into our composition
courses are trying to gain ground on the new technology
cautiously while maintaining sound pedagogy and theory at
the forefront. In Link/Age: Composing in the Online
Classroom, Joan Tornow argues:

We are all mired in tradition to some extent, and
change is worrisome and risky. One way to stay
anchored in the turbulence of change is to
recognize that at least some of the changes
affecting us flow from streams that sprang up a

long time ago. (223)

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



69

The streams of CAI Portfolio English 111 flow from
rhetorical theories of effective communication that provide
the basis for a compromise between tradition and innovation.

How, then, does our transitional classroom work? How
does each of the portfolio program’s components implemented
at MTSU benefit in the computer-assisted classroom?

Getting Started in CAI Portfolio English 111

From the first day, in addition to becoming aware of
the specifics involved in the portfolio system, students in
CAI Portfolio English 111 were instructed on the protocols
to be followed in order to complete their work successfully
in the computer room (See “Requirements and Guidelines,”
Appendix A, pp. 161-64). Details included the type and
number of disks required (one to turn in with all other
course materials at the end of the semester and one to use
as a back up), the organizational naming of documents for
each essay and its components (i.e., essay 1 inventions,
essay 1 rough draft, essay 1 peer draft, etc.), the required
use of word processing programs compatible with the
computers in the Ginanni Classroom, and a series of common
sense do’s and don’ts. Many of these practical concerns were
adapted from suggestions offered in “Portfolioc Assessment
and Computerized Composition Instruction: Combining the Best
of Both Worlds” by John H. Paddison of Yavapai College in

Arizona (4-5).
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Also because CAI Portfolio English 111 is not a
beginning computer literacy course, introductory material
presented early in the course cautioned that students needed
to have at least rudimentary word processing knowledge; most
problems along this line were averted because the course was
listed as a computer-assisted offering in the University’s
scheduling booklet. Despite this advance notice, some
students that enrolled in the course were not sufficiently
familiar with computer use, and they required extra time and
attention so they would not become what University of
Minnesota Professor Donald Ross terms “'the double-bind
effect’--that is, a frustration intensified by trying to
learn both to write and to use word-processing software at
the same time “ (qtd. in Holdstein, On Composition 10). In
CAI Portfolio English 111 these students were the exception
rather than the rule.

Teaching Writing-as-Process in CAI Portfolio English 111:

Invention, Audience and Early Drafting

Sound rhetorical practices demand that in the early
stages of composition, students should be required to engage
in invention strategies--freewriting, brainstorming, cubing,
reporter’s formula, and the like--what Andrea Lunsford and
Cheryl Glenn refer to as “systematic strategies that will
aid students in discovering and generating ideas about which

they might write” (325) and John R. Hayes and Linda S.
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Flower call the generating subprocess of the prewriting
stage(12). Erika Lindemann goes further and proposes that
“Some prewriting activities enable writers to probe the
subject matter from several perspectives; others help
writers assess their relationship to an audience” (74) .8

Whether onto paper or onto computer terminal, the
exercise of ascertaining possible topics and what might be
said about them is critical. In this way, writers allow
themselves time to compile possible material necessary to
present as insightful an essay as possible, for instance,
details, points, issues, illustrations. In other words, they
discover what they know. Portfolio requires this creative
stage, and computers make the process easier and more
inviting. They encourage students tc participate in
invention strategies (1) by making the putting down of ideas
easy and (2) by reinforcing the student’s process, allowing
the otherwise messy activity to have a neat appearance.
Lindemann stresses, “the more time students spend on a
variety of prewriting activities, the more successful the
paper will be” (75).

One traditional invention strategy enhanced by the
computer is freewriting, brought to its place of prominence
in composition studies by Peter Elbow (Writing without
Teachers) and Ken Macrorie (Telling Writing). “Freewriting

with a computer,” James Strickland comments, "“encourages a
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free flow of words on the screen—words easily correctable,
easily expendable, and easily rearranged if not in quite the
right order” (From Disk 14). With this strategy, as well as
with others like clustering and brainstorming, regrouping of
material is made simple, as is making connections between
points, through ready use of boldening, italicizing,
selecting of different fonts, cutting and pasting to name a
few of the tools.

Students in CAI Portfolio English 111 made use of the
word processing capabilities the computers offered and found
they had a tendency to jot down more ideas simply because it
was easier and faster. They also made use of the network
aspect of the course by sharing their inventions with peers
and asking if any suggestions for additional points could be
given.

Another way in which computers contribute to the
prewriting stage of the composition process is in
facilitating modeling. Because the instructor’s computer in
the Ginanni Classroom is linked to an overhead projection
system, I was able to model different types of inventions as
I carried them out. These modeling sessions turned into
collaborative efforts much more efficient than their
blackboard precursors. Actually, modeling of all aspects of

the composition process--inventing, drafting, peer editing,
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revising, editing--was presented much more frequently and
effectively because of the computer.

Hand-in-hand with the initial emphasis on process and
on an effective rhetorical stance afforded by invention
strategies come the multiple feedback opportunities built
into the course. Often overlooked by inexperienced writers
(and teachers), audience is an ever-present concern in
effective communication, hence, in the composition process
of portfolio students. Lunsford and Glenn propose that “as a
discipline, rhetoric has always been intensely interested in
the effects a writer’s intentions, words, texts have on
people in varying situations” (330).

Since most writers come to a composition course
thinking that the teacher is their sole audience, audience
consideration is of particular importance. With portfolio’s
focus on writing as a rhetorical problem to solve (“I am
writing about what, to whom, for what purpose?”), audience
issues are crucial. From the moment they began their
invention strategies, through the multiple drafts, audience
issues were kept to the forefront for students in CAI
Portfolio English 111. An essay coversheet (See “Coversheet
Instructions,” Appendix A, p.168), which accompanies every
draft, forces students to designate their targets clearly
and to determine what the piece’s objectives are in terms of

that audience; writers are also asked to anticipate the
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desired response and possible benefits resulting from the
audience’s reading of the essay. Such a pervasive emphasis
demands that writers who might have been oblivious to
audience previously come to terms with making writing
decisions in order to meet those needs and expectations as
closely as possible. In this manner, one of the critical
elements of rhetorical theory, audience, was effectively
emphasized.

Taught in the computer classroom, the coversheet
document can be copied from the web page to the student’s
documents as the opening page of each draft and becomes an
easily adaptable, reflection tool that can accommodate
commentary and inquiry from the writer’s immediate
audiences--peer and teacher. It is also easily revised for
future drafts as revisions call for the re-thinking of
audience and its needs.

Another way in which the computer-assisted classroom
promotes audience lies in the public nature of materials
that could be potentially read by anyone, which, of course,
is made possible by the networking element of the
technology. This realization brings with it a sobering
impact on the decisions the writers make during the process.
Gail E. Hawisher, among others, concurs with this appraisal
of the conferencing features provided through the network

(“Electronic Meetings” 86-91). In essence, what is achieved
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is what Steve Watkins calls “authentic writing . . .
composed primarily for an actual audience (in addition to
the evaluator) and composed with the functional purpose of
materially affecting that audience” (222). I found this
emphasis on audience a welcomed and most useful dimension of
CAI Portfolio English 111.

Of course, any discussion on audience and coversheets
overlaps issues that involve the drafting process. Once the
CAI Portfolio English 111 student had completed the
invention strategies and had set down preliminary ideas on
the coversheet, the drafting stage began to take shape.
Lindemann worries that “One of the constraints on composing
is the number of words or phrases we can hold in our short-
term memory” (27); fortunately, the efficiency and speed
contributed by the computer minimized this concern.

From the invention document, students proceeded to add,
delete, move about information to form natural groups or
chunks that eventually became the paragraphs in the essay.
This was easily achieved on the computer, as writers were
able to space-between, tab-over, cut-and-paste at will while
grouping material in the most obvious arrangements. Without
their having to start over on clean sheets of paper,
unsatisfactory arrangements were easily undone.

However, the flexibility of drafting in CAI Portfolio

English 111 posed some concern about the drafting process
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because computers seemed to blur the lines between the
stages in the writing process. This ambiguity could present
a pedagogical drawback for many instructors concerned about
emphasizing the recursive nature of the process. Strickland
responds to that issue by saying that despite this potential
problem, “word processing can make a significant
contribution to having writers conceive of the writing
process as fluid and ever-changing” (From Disk 10). Using
the portfolio system in conjunction with computers further
minimizes this anxiety because portfolio emphasizes the
different stages of the writing process, and, thus, allows
for the maximizing of the computer’s strengths without the
nagging worry.

Some students in the course preferred composing the
first drafts of their essays by hand, only using the
computer’s capabilities after initial, large segments of
text were ready for “typing” and, later, for revision
purposes. This was a preference I could identify with from
my early days of composing on the computer since I had
experienced the same type of hesitation. However, the
majority of the class used the computers for this first
draft.

Computer-assisted instruction enhanced the early
drafting process in another important way, too. Using the

overhead projection system in the Ginanni Classroom, I
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presented a volunteer’s invention strategies and, while
dialcguing with the student about issues, such as audience
and purpose, modeled for students the process of bringing
ideas together in groups that would evolve into the
paragraphs supporting the tentative thesis. Once the
groupings were established, I demonstrated the efficiency of
inserting text for clarity, readability, and vital details.
As we worked, I highlighted the ease the computer affords,
trying to set aside some of the fears or hesitation on the
part of students who preferred paper and pen.

Facilitating Feedback in CAI Portfolio English 111: Peer and

Teacher Response to Student Writing

Since I began my involvement in the portfolio system,
one of the components that interested me the most was peer
response, that part of drafting in which students respond to
each other’s writing. This is an area of interest and
concern for many in composition studies. Marjorie Montague
points to the value of collaboration among teachers and
peers within a writing community and concludes that students
“develop evaluative skills as well as a sense of audience”
(40) . Lunsford and Glenn bemoan the fact that students have
“for too long, been writing in a vacuum” (332). They go on
to suggest that

In the rhetorical writing classroom, students will

broaden their intended audience from teacher-
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evaluator to include their peers, carefully
considering the responses and evaluations of these
peers, perhaps more than they did those of their
teachers. (332-33)
While I found Lunsford and Glenn’s comments somewhat
optimistic, at least for the early stages of the peer
response process, my interests centered on devising a system
that would promote the use of our informative, productive
guidelines presented in Cantrell and Oswal’s Portfolio (10-
12) and facilitate this important component of the process
in the computer classroom {See “The Peer Process, “Appendix
A, pp. 140-42).

What first came to my mind was to make it easier for
students to have access to each other’s work and to each
other as a source of feedback. As in the case with most
other programs that teach writing via computer-assisted
instruction, the networking aspect of computers provided a
rich avenue, and e-mail connections were the first, logical
response. But e-mail alone would not satisfy the needs of
portfolio. In our peer method, writers received feedback
from first-line audiences in two venues--the first from an
oral reading of the essay by the writer, the second, from a
silent re-reading by the respondent (Cantrell and Oswal 10-
12); it was important that both aspects of the process be

maintained (See “The Peer Process,” Appendix A, pp. 140-42).
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As CAI Portfolio English 111 progressed, my students
and I implemented a variety of feedback methods in order to
accommodate portfolic requirements and to move students
gradually into the use of computers for this step of the
process. For each writing assignment, the essay was read
orally from the writer’s terminal as respondents listened or
looked on. Next, following guidelines set up by Cantrell and
Oswal (95, 83), respondents made comments on the “Notes for
Peer’s Oral Response” (See Appendix A, p. 144) and gave
feedback orally to the “Writers Questions for Peer Group
Response” (See Appendix B, p.187). After the initial round
of responses, the peer group process took on more clearly
online features as students shared their drafts via e-mail
in order to complete the second portion of the process
(Cantrell and Oswal 127), individually reading and
responding to the writer’s essay, “Peer Feedback Sheet” (See
Appendix A, pp. 145-47). Even after the two-step, in-class
process of response was completed, the feedback scenario
could continue outside of class as changes and adjustments
were made, or as further questions arose from participants.
This method follows through on Elbow’s suggestion that
students take peer drafts home to offer more carefully
thought out comments (Writing 82). Purdue University English
Professor Mark Mabrito demonstrates the effectiveness of e-

mail particularly for what he calls “high-apprehensive
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writers”; he concludes from his study that “the e-mail
environment provided a more effective delivery system for
peer evaluation than the face-to-face meetings . . . as both
writers and evaluators of writing” (528).

Because of the potential for so much interaction among
writers in CAI Portfolio English 111, I decided to limit
peer groups to two students on a rotating basis, rather than
grouping three to four students who stay together as is
often done in regular portfolio classes. This more personal
arrangement proved to be of great benefit for students,
particularly because of time constraints. However, because
they were linked to each other via an e-mail list-serve,
they could contribute comments not only on each other’s
writing, but on their process of responding to each other--
whether they were a part of the writer’s peer group or not.
This made for an expanded audience. Lunsford and Glenn
effectively summarize the positive aspects of this type of
response:

When students are involved in one another’s
writings, serving as senders and receivers of
communication, as questioners of purpose, as
judges of ethos, pathos, and logos, as refiners of
style and tone, when they are respectfully
attentive of one another’s author-ity, when

students have the opportunity to question
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responses to their drafts as they draft, when they
coach as they are being coached, then they are
indeed sharing the responsibility for their own
learning and incorporating in their learning the
dynamics of rhetorical theory. (333)
This effect of peer response is the goal we strove for in
CAI Portfolio English 111, but how effective were peers in
giving substantive feedback to fellow student writers?
Concerns regarding the effectiveness of the peer
response system are voiced clearly by Sue V. Lape and Cheryl
Glenn: “'How,’ the teacher wonders, ‘can students who don’t
even know questions to ask about their own texts query
another’s?’ The answer is simple. Show them” (439). In CAI
Portfolio English 111, I began the process of modeling prior
to the peer group session for the first essay. As before, I
used the overhead projector, this time to show copies of
selected introductory essays students wrote on the second
class meeting. I praised clear examples and particularly
interesting diction and asked questions when additional
clarity or details were required. I highlighted effectively
constructed introductions, thesis statements, topic
sentences, transitions, and other examples of sound
composition elements, making the type of constructive
ccmmentary I expected them to contribute to each other’s

writing. I then selected a student at random and had her
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read an anonymous student essay as if it were her writing.
Afterwards, I offered oral commentary, stressing strengths
and questioning weaknesses; in this manner, I modeled
another element of the peer feedback required in our
process. Finally, using the overhead again, I demonstrated
the technique for responding during the on-line phase; this
time I commented on an early draft of the first essay
submitted to me via e-mail.

After the peer group session for the first essay, I
shared with the class three examples of particularly
effective peer responses, one from each of the three phases
of the process. While this did not insure “expert” responses
to peer drafts, it did offer a departure point for all
students that they would not have had otherwise until well
into the course. Interestingly enough, I noticed the
students modeling each others’ response techniques when they
came across a type of comment they thought effective. Just
as Beverly C. Wall and Robert F. Peltier of Trinity College
in Hartford, Connecticut, I find that peer feedback, serving
as the front line response, takes on as much importance to
improve writing as meeting all requirements for completing
writing assignments, particularly when the feedback is of a
positive nature (216). During the rest of the semester, I
continued to highlight particularly insightful or

constructive peer comments from the students’ own peers or
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from those in my other 111 section; once I even shared a
well written e-mail peer response a colleaqgue had passed
along.

Another component of the feedback sequence comes from
the instructor and can be received at all points of the
composition process. Teacher’s feedback, too, is made
simpler by the use of the computer, particularly in the
early stages of the composition process; timely response
contributes significantly to the individualization of
instruction. CAI Portfolio English 111 students were
required to share with their instructor via e-mail writing
process components, such as invention strategies,
preliminary drafts, revised versions for submissions
prepared for peer response. Even their exchanges with each
other were copied to the instructor, so comments could be
offered on the nature of their feedback, if needed. This
hands-on approach need not be overwhelming; responses were
primarily reader-based, formative in nature, and intended to
offer direction and suggestions rather than evaluative
assessment.

In response to the ease of giving feedback, I very
quickly overcame the tendency to include myself in all
transmissions. In “Electronic Mail and the Writing
Instructor,” Gail Hawisher and Charles Moran address the

concern over the use of e-mail becoming daunting or ungainly
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as students feel more free to approach an instructor who is
accessible twenty-four hours a day; they suggest laying some
ground rules (636). For example, for this course, I asked
that students only use e-mail for concerns over course
matters. Any other issues they wished to address were to be
dealt with in person or over the phone. This eliminated the
potential problem of arriving home to find countless
messages from students on side issues.

Yet another dimension afforded by the computerized
classroom involves the students’ saving drafts to the
teacher’s computer for immediate instructor feedback during
class while they are working or for retrieval the next time
they log on in the Ginanni Classroom. The use of the limited
access network (LAN), as well as e-mail, lent itself to
sharing all or portions of any student’s writing for the
purpose of class instruction on all important issues in
composition--for example, invention, effective thesis and
topic sentences, sentence structure. Documents viewed on the
instructor’s terminal could be displayed as an overhead
presentation in which all students could participate--
expanded audience, indeed. For this purpose, the LAN is more
useful when issues of format--MLA headings, margins,
pagination, Works Cited entries, and the like--are

important; it allows the presentation of papers in the exact
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format required without the distortion that occurs on some
e-mail tranémissions.

The carefully thought out sequence that forces students
to solicit, receive and provide feedback is a marvelous
exercise in consciousness raising about the writing process
for students and instructors alike, one that emphasizes the
four essential aspects of rhetorical theory--writer,
audience, text, context. The sequence makes it impossible
for students to fall back into the old cradle of composition
and pull over themselves the worn and tattered security
blanket of writing as a one-step-process. It makes it
impossible for instructors to rely solely on the outdated,
in-class writing assignment. Marjorie Roemer, Lucille M.
Schultz, and Russell K. Durst argue, “Grading students’ work
in pieces, product by product, or making significant
judgments of students’ writing based on one writing sample
produced under timed circumstance, has come to seem a
violation of the very things we teach about writing” (455).

In portfolio, students and instructors are forced to
face and accept the recursive nature of solid, wvalid
writing. As Kathleen Blake Yancey puts it, “in this
pedagogy, teachers are also learners. They learn with their
students how we all become (better) writers, how we help
each other in that quest, and how we can create an

environment that supports that learning” (“Teachers’
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Stories” 16). The computer format brings this realization
about writing into a more tangible, physical dimension, thus
facilitating the process further.

But this method of giving feedback and teacher emphasis
on process is not praised universally. In “How to Make
Mulligan Stew: Process and Product Again,” Robert M. Gorrell
cautions against overemphasizing process and becoming

so narrow that we . . . fail to take advantage of

analysis of the product for its value in

illuminating the process. . . . You can’t learn to

make a stew just by examining or even eating one,

but neither can you learn to make one if you don’t

know what you’re trying to make. . . . (103)
Clever as the comparison is, it seems to ignore the heavy
emphasis placed on re-considering, re-evaluating, revising
of product that goes on in portfolio-based writing
instruction. Portfolio does not ignore product; it simply
displaces it from its previous position of centrality in the
teaching of writing. Computers help to demystify its
handling.

The opportunity for more formal instructor feedback
comes when the teacher’s draft of each essay (third draft)
is submitted in hard copy. Students receive teacher
commentary on the essay and on a “Teacher’s Feedback Sheet”

(Cantrell and Oswal 151) that addresses rhetorical issues
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such as audience, purpose (context), text, and the writer’s
credibility in handling that text (See Appendix B, pp. 188-
89). The carefully thought out pedagogy implemented by
Cantrell and Oswal provides for close mirroring of these
issues from the student’s essay coversheets to the teacher
feedback sheets.

At this stage of the feedback process, some of the
marginal comments on the essay’s draft, as well as those
provided on the feedback sheet, are reader-based in nature,
much like that afforded in the earlier, preliminary feedback
opportunities; however, the greatest portion of comments now
become criterion-based offered in part in the form of
section numbers from the Harbrace College Handbook (Hodges,
et al.). Since no grade is assessed, the teacher-as-coach’s
remarks are still intended as formative, constructive guides
for revision.

Just as in the non-CAI portfolio courses, the final
step in evaluating the student’s composition process came
with the submission of the Final Portfolio during the
fifteenth week of the semester. As explained in the
“Introduction to CAI Portfolio English 111” (See Appendix A,
pp. 127-29), the student’s best efforts are submitted for a
grade--one essay from essay 1 and 2, and two essays from

essays 3, 4, and 5 (Cantrell and Oswal 3-4). The decisions
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over which pieces to submit are the student’s, reinforcing
the writer’s ownership of the compositions.

Since the essays had been read and feedback given at
different stages of completion, in Final Portfolio
evaluation, the essays are read and evaluated holistically.
This criterion-based evaluation was provided on the “Final
Portfolio Evaluation” Sheet (Cantrell and Oswal 167) and
primarily focused on reflecting the level of competency
achieved by the student in each of the rhetorical concerns
also emphasized on the “Essay Coversheets” and “Teacher
Feedback Sheets”: for example, purpose, audience, focus,
organization, and mechanical correctness of text (See “Final
Portfolio Evaluation,” Appendix B, p. 191).

Enhancing Revision and Editing in CAI Portfolio English 111

Nowhere is the contribution of the computer classroom
felt more dramatically in the composition process than in
the finishing stages--revision and editing. Strickland
comments, “the combination of the technology of the computer
and the strategies for moving words, sentence, and
paragraphs, and adding and deleting text helps writers see
global revision in action” (From Disk 49). His From Disk to
Hard Copy is a valuable resource for suggestions on
incorporating “the computer as an instructional tool rather
than just a production tool” (35). He offers a wide range of

suggestions, many of which were adopted in CAI Portfolio
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English 111: for example, deleting all text in an essay
except for paragraph topic sentences (easily achieved on the
computer) to ascertain that, in fact, there are topic
sentences and to facilitate determining whether the essay’s
organization is sound (39-40). Another useful revision
Strickland suggests is the insertion of extra spaces between
the essay’s sentences to allow for further elaboration, not
at the end of paragraphs or the entire essay as students are
prone to do, but within the points in the paragraph
themselves (Strickland, From Disk 41-42). Of all his
recommendations, these are the two my students have felt the
most comfortable implementing.

As the course progressed, I introduced “Windowing
[which] allows the writer to compare two versions of the
same assignment . . . “ (Strickland, From Disk 40). Whether
to compare a sentence outline and draft, an early draft to a
revised version, peer comments and a draft, the
possibilities of windowing are numerous and all potential
enrichments for sound revision efforts. Of course, one
obvious benefit the computer brings to revision is the time-
saving element of nct having to copy over any changes such
as segments that are moved about or expanded. This is of
particular importance to portfolioc students because of the

multiple draft requirement of the program.
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In “Revising and Computing,” Gail W. Womble details
the progress in three of her students’ writing as a result
of using the computer’s word processing capabilities. Like
Strickland, she highlights the efficiency and time-saving
attributes, "“interdependent, all working under the umbrella
of easier” (78). Because of this, one of Womble’s students
found he did more of it and that because the draft was
clearer to the eye, he was able to have an enhanced
awareness of what he was trying to convey to his audience
(78) . Another student found it less disruptive (79).

While there was not time in the first semester of
implementing the merger of portfolio-based and computer-
assisted to conduct any detailed studies like Womble’s, my
preliminary findings and impressions lead me to concur that
the use of computers invites revision and, thereby, enhances
the portfolio approach to writing instruction.

Editing efforts, too, were facilitated through the
implementation of the computer. Because of the heavy
emphasis on audience in portfolio composition, ™“a correctly
edited piece of writing [that] helps a writer express
thoughts clearly and in a way that is ‘reader friendly’”
(Strickland, From Disk 70) is critical to the essay’s
success. Despite composition studies’ shifting away from a

focus on correctness in favor of the rhetorical content,
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freedom from errors is not an element of composition that

should be ignored. Robert J. Connors suggests,
helping students overcome their own unintentional
sabotage of the process of communicating their
thoughts is certainly an important part of ([the
instructor’s] work. Striking a balance in our
teaching between formal and rhetorical
considerations is the problem we now face, and it
is a delicate one. We cannot escape the fact that
in a written text any question of mechanics is
also a rhetorical question. . . . (“Mechanical
Correctness” 387)

Andrea Lunsford agrees and points out that “While the
theorists clearly recognize the importance of error and
recognize the writing teacher’s obligation to deal directly
with error, they argue for treating it in the context of the
student’s own whole pieces of discourse” (348). Therein lies
the balance, a balance CAI Portfolio English 111 sought to
emphasize.

Editing suggestions may come from peers and, of course,
from the teacher, but ultimately, the writer faces the draft
alone for final decisions. The fact that the computer allows
the viewing of a “clean” copy is regarded by some as a
danger in lulling the writer to feel all is correct with the

piece, what has been called “smokescreen revision” (Womble
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79) . However, more likely, the cleanliness of the page makes
it simpler for the writer to find errors in diction,
punctuation, general clarity, among others than when faced
with a hand-written page full of markings, arrows, write-
overs, and other techniques that might be used to make
corrections. Womble finds the clean copy aids in clarifying
student thinking and reports that one of her students
“admitted she made corrections on the processor she would
not have bothered with on paper” (80).

Tools like spell checkers allow writers to focus on the
composition process rather than be concerned with the
mechanics of spelling; spell checkers do not teach spelling
rules, but they do reinforce the proper spelling of words as
the writer makes choices from the options provided. By the
way, as Strickland points out, “Dictionaries are less than
helpful for spelling, unless you already know how to spell a
word” (From Disk 71). And Thomas T. Barker suggests that
spell checkers “improve spelling because they encourage
students to use the dictionary” (10). My students made use
of this tool in preparing the drafts of their essays.

I did not encourage my students to use other tools such
as grammar checkers and style checkers because I feel they
have not reached state-of-the-art status; however, once they
do, they should not be viewed as “tools to take over

revision skills but to strengthen them. . . . Their
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commentary and suggestions only supplement the analysis a
writer needs to do when revising” (Barker 10). In deciding
whether to use them or not, instructors should not be
misguided by “the misconception that style-analysis programs
will take over revision [and be blinded to] the productive
use of those programs in the classroom” (10). Ultimately the
decision to use them will be up to the individual
instructor.

I did make my students aware of other means for
improving the readability of the essays, such as search
features. Whether to replace every instance of a word with a
corrected version or simply to find multiple uses of the
same word to avoid excessive and ineffective repetition,
search features help the writer envision the process of
editing for the purpose of strengthening diction.

Technically not a part of revision or editing, the
cover letters students write to introduce the Mid-term and
Final Portfolios do continue the re-seeing or re-thinking of
the writing process. These letters are directly addressed to
the portfolio readers and require that writers detail and
evaluate their own composition process, their perceived
short-comings, achieved gains, remaining concerns. In
addition to emphasizing the writer’s ownership of the
selections submitted (because selection process has taken

place), the letters require reflection on the choices made--
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one essay from Essay 1 and 2, two essays from Essays 3, 4,
and 5. Catharine D’Aoust sees reflection as “the act of
pausing to see oneself as a writer,” thus creating an
“awareness, a sort of self-consciousness about oneself as a
writer” (43). She proposes that to do it well, students need
structure (44); portfolio clearly provides this structure
through the “Introduction to Mid-term Portfolio” and
“Introduction to Final Portfolio” directions provided for
the students (See Appendix B, pp. 192-93). As a result of
this reflection, students “are required to be active
learners, [sic] they must make choices that will affect and
direct learning, and they will learn more or less in part
according to the choices they make” (Yancey, “Teachers’
Stories” 16).

In composing these reflective letters, students in CAI
Portfolio English 111 had the option of writing them by hand
or using the word processors; in either case, this task was
completed in the classroom. It was interesting to note that
at the time of the Mid-term Portfolio submission, fewer than
half of the students opted to use the computer for this
exercise (9 out of 21), but for the final submission,
slightly more did (11 out of 19). Although I was
disappointed that the rate was not higher, particularly on
the last letter, I surmised that the choice to write

longhand was made by several because there was little or no
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opportunity for revision, which would have been the greatest
benefit of using the computer. I must also acknowledge that
cne semester might not be sufficient time to win all
students, particularly those new to using computers in
composition, to the exclusive use of the technology.

Supporting CAI Portfolio English 111: The Web Page

Having discussed how each component of portfolio-based
composition can be enhanced through implementation in the
computer-assisted classroom, I would like to comment on the
accompanying web page that supports and expands the course.
A hard copy is provided in Appendix A.

Based in great part on Cantrell and Oswal’s Portfolio
because it is the department standard for this pedagogy, the
web page offers links to detailed discussions on the
portfolio system, syllabus, schedule, peer process, general
guidelines, writing tools, list-serves (which are not yet
accessible through the web site), and the writing
assignments.7 Material is available for study,
clarification, refresher and may be printed or copied as it
suits the student’s needs. The arrangement of materials
avoids what Roy Tennant calls “linear thinking,” thus
allowing each document to “be capable of standing on its
own, without any context provided by documents before or

after it” (49).e
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Particularly helpful in revision and editing are sub-
links available from the "“General Guidelines” that offer
instruction on using secondary sources, grammar handbook
chapters and sections for the twenty-one most common errors,
and more (See Appendix A, p. 166). Additionally, the
“Writing Tools” offers links outside the site to Online
Writing Labs (OWL’s) at Purdue University, Wisconsin
University, Virginia Tech, and the University of Texas.
There, students can obtain remediation, whether on their own
volition or as directed by me, on problem areas ranging from
comma use to getting started writing (See Appendix A, pp-
177-79). These features allow for further individualizing of
the writing instruction. The site
<http://www.mtsu.edu/~mclayton> proved to be a rich resource
for CAI Portfolio English 111 and is yet another
illustration of how computer-assisted instruction can expand
the limitation of portfolio pedagogy taught in the
traditional classroom.

Assessing the CAI Portfolio English 111 Experience

Assessment of the effectiveness of this unofficial
pilot for CAI Portfolio English 111 is difficult and
incomplete at best after just one semester of
implementation; however, I can offer my own impressions and
those of my students--in their words--at semester’s end (See

Appendix D). Among the areas I can comment on without a
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formal evaluation plan are concerns and preliminary findings
dealing with the nuts and bolts, student/teacher and
student/student relationships, student performance, and
limitations as they all pertain to CAI Portfolio English
111.

My situation in developing the nuts and bolts of CAI
Portfolio English 111 was reassuringly similar to that
encountered by Roemer as she implemented a portfolio system
for her group of practicum students: “Our problems
were . . . that we were hammering out the system as we went
along, so it was hard to signal all the rules and
regulations to students early enough and clearly enough”
(Roemer, Schultz, and Durst 458). Thankfully, the portfolio
process for our institution was expertly and carefully laid
out already, so the only tenuous ground lay in tailoring it
to the Ginanni Classroom. A helpful source in that respect
was Judith V. Boettcher’s article “Internet Pitfalls: What
Not to Do When Communicating with Students on the Internet’”;
in it she offers invaluable, common sense advice that
newcomers to the medium can appreciate. For example, she
suggests to avoid expecting students’ proficiency in any
discussion platform right away (in my case, for peer
feedback):; to be specific about how students are to label
documents for clarity and consistency; to set parameters on

instructor availability over e-mail in order to diminish
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frustration for all parties concerned; to avoid being the
“gateway for all communication” (46, 50). Despite
incorporating Boettcher’s advice in my course practice, some
minor problems emerged such as students’ failing to save
documents in formats readable by our computers. Thankfully,
these types of minor issues were relatively rare.

Also in executing the nuts and bolts of the course, I
discovered a need to compromise between departmental
tradition and my own innovations. The compromise resulted in
duplication of some course requirements since students had
to submit at the end of the course a portion of materials on
disk and yet others in the departmentally required Freshman

° However, any duplication

Folder to receive course credit.
that occurred was minimal and arose primarily as a result of
students’ printing out optional hard copies of some of their
writing; the materials submitted on disk included components
of the writing process not required by the department as
part of Freshman Folder--invention strategies, multiple
drafts, and the like the Freshman Folder included peer
process materials, the hard copies submitted for reader-
based and criterion-based teacher feedback, coversheets,
teachers feedback sheets. As CAI Portfolio English 111
becomes more broadly used, departmental policy adaptations

could be made to eliminate any duplication of effort by

students.
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One of the first areas of concern as CAI Portfolio
English 111 was implemented revolved around the changes in
teacher/student and student/student relationships mandated
by the technology. Despite the fact that I had read
extensively about the de-centralizing of the CAI classroom
from teacher to students in the works of Tuman, Selfe,
Hawisher, and countless others, the magnitude of the shift’s
reality was sobering. Selfe points out, “Teachers in
traditional classrooms are familiar with an environment that
minimizes distractions and maximizes focus on the teacher,
but computer-supported environments are seldom amenable to
such teacher-centered approaches” (Creating 65). She
describes the typical computer classroom as one “without a
real ‘front,’ with no podium or teacher’s desk . . .” (66).

While I was not prone to lecturing in my regular
portfolio composition classes, I underwent a period of
adjustment when students came into the computer room and
focused on something other than me. Because their eyes were
turned to the screen, it was even difficult to maintain eye
contact! Once I overcame that minor sense of loss, I began
to see the powerful benefits, theoretically and
pedagogically, of having the focus shifted from me to the
writer and his/her process.

Addressing comments to the entire class was difficult

at first, so I set up a period of time at the beginning of
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each day’s meeting expressly for this purpose and to serve
as a platform for students to voice/share concerns on
anything dealing with the course and their work in it. I
also availed myself of e-mail as a distributor of general
information, such as additions, omissions, reminders,
cautions, in other words, as an orchestrating medium. Thus,
my fears over “lack of control” were significantly eased.

Another initially bothersome concern as the focus
shifts from teacher-centered to student-centered classroom
is the notion that using computers for writing involves the
tendency to promote student isolation as he or she faces the
computer monitor. The answer to this problem is simple; it
is up to the teacher to implement a pedagogy that will bring
the sense of community back (Strickland, From Disk 11).
Portfolio’s collaborative features and the linking of
students through e-mail and the LAN accomplished exactly
this. Additionally, the Ginanni Classroom is particularly
well designed to promote interaction among writers, readers,
and instructor. Creating and fostering a sense of community
was promoted by the large conference table located in the
center of the room, where students and teachers often met to
discuss group concerns, and by the low enrollment dictated
by the small number of terminals available (CAI Portfolio

English 111’s enrollment was 18 students per section
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compared to non-computer portfolio sections of 25 students
each) .

Turning to my preliminary impressions about the
students’ performance, I can attest to an increased amount
of revision from the majority of the students, an estimated
average of one additional, fully revised draft per essay. A
detailed study devoted to tracking this type of data was not
possible at the same time the course was initiated, but it
will be a worthwhile project when the course is taught
again. Like Hawisher and others who have done research
investigating the qualitative results of computers in
composition (“The Effects” 145-47), I cannot say that
overall, the quality of my students’ essays in CAI Portfolio
English 111 were significantly higher from first to last
draft than in previous, non-CAI portfolio sections I taught.
Reluctantly (primarily because she would have preferred more
reliable support), Hawisher acknowledges that one reason may
stem from higher quality first drafts as a result of the
computer use (158). Despite the probable unreliability of
anecdotal evaluation, it is my belief that while additional
revisions may not improve the quality of the writing as a
rule, it does dramatically change the students’ concept of
what the process of composition is all about. By any
standards, this is a significant gain in the teaching of

composition: writing is rewriting.
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One obvious limitation resulting from the lack of
software availability was the limited nature of student
networking. The Ginanni Computer Classroom did not offer
synchronous {(“real-time”) conferencing capabilities, so we
were forced to rely exclusively on asynchronous
communication (e-mail). Despite this limitation, feedback
from peers and instructor were markedly facilitated in
contrast to what is available in the non-computer—-assisted
classroom. Additionally, it was our experience, that the
delayed-time nature of e-mail allowed for more reflection on
the part of responders and writers alike.

Another obvious limitation relates to the area of
MTSU’s portfolio program to which the computer classroom has
not been an asset to yet, the collaborative norming of
grades. Non CAI portfolio teachers meet in teams to read
essays they have selected from their students’ submissions--
one sample each of A, B, C portfolios and all failures (noc
D’s are awarded in Freshman Composition at MTSU). In an
enriching spirit of collaboration, teachers help each other
ascertain the validity of their assessments. Much is learned
and shared during these sessions, all of it enhancing each
instructor’s assessment ability. Although I have no other
CAI Portfolio teacher with whom to confer, once other
portfolio teachers utilize CAI, I can see how the exchange

of student essays for the purposes of norming will be
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facilitated through the use of e-mail. Participants could
avoid the difficulties of scheduling constraints for norming
sessions and could extend the impact and usefulness of the
sessions by continuing to dialogue electronically.

At the end of the semester, I turned to my students and
elicited brief, anonymous responses to two issues regarding
the structure and delivery of the course: 1) “Briefly
describe how you feel the portfolio aspect of the course has
helped or hindered your composition process”; and 2)
“Briefly describe how you feel the computer-assisted aspect
of the course has helped or hindered your composition
process” (See “Student Comments,” Appendix D). While they
followed the “briefly” directions expertly, only two heeded
the request for anonymity. Although this affects the
validity of their responses, it is interesting to note that
the few, less-than-favorable remarks did have student names
attached.

Of 18 students responding (volunteer basis), 16 viewed
portfolio as a positive force (89%), 1 viewed it negatively
(5.5%), and 1 offered a mixed reaction (5.5%). The negative
evaluation was given by a student concerned with all the
requirements of portfolio; a rather strong writer, he saw
the multiple drafts and peer response aspects, in
particular, as a waste of time. The positive assessments

focused on extra time for revision and delayed grading. One
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student commented, portfolio “gave me a chance to revise my
essays and correct them without being punished through my
grade.” Another mentioned portfolio “helped me out by
guiding me through the whole writing process and shifting
the focus to revision.”

In terms of the computer-assisted format, 13 responded
positively (72%), 2 responded negatively (11%), and 3
offered a mixed reaction (17%). The negative comments came
primarily from students with limited computer access outside
the class (although there are many computer labs throughout
campus with generous hours) and from students with only very
basic computer skills. But here again, the resounding
majority of students offered positive feedback primarily
focusing on the ease/speed of revision and editing, as well
as on the improvement of personal computer skills. One
student put it, “I really enjoyed being able to edit my
papers without endless use of paper and ink.” A student
commenting on the networking capabilities said the computer-
assisted format gave “a chance to connect with my professor.

. .” Another offered, “This method of using e-mail to
correspond with my peer gave another outlook into my writing
skills.” However, I was disappointed in the markedly few
remarks focusing on audience (2), peers/instructor feedback
(6), and the use of the web site (1). The absence of

comments on these issues may have resulted in part because I

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



105

offered no prompts in my questions to elicit that type of
specific commentary. A more detailed response sheet--a
combination reflection and questionnaire format--will
provide the basis for a more credible assessment plan in the
future.

Overall, I am encouraged by and pleased with this first
semester of CAI Portfolio English 111. I can offer no
quantitative support for my favorable impressions, only
positive, anecdotal evidence of my experience as a result of
the merger of portfolio-based, computer-assisted
composition. My recommendations and projections as I look to

the future are offered in Chapter V.
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Chapter V
The Road Ahead
Looking towards the future in academia requires not

only examining the status of individual faculty members’
proposals for innovation and departmental programs, but also
ascertaining a clear picture of the extent of commitment to
growth and forward movement by the institution of higher
education itself. Sylvia Bedwell Brace, manager of
instructional technologies and micro-computer applications,
and Gina Roberts, instructional technology specialist, both
at the Office of Information Technology (OIT) at Middle
Tennessee State University, shed light on the University’s
stance on innovative approaches to education via technology.
In their article “When Payup Becomes Payback: A University’s
Return on Instructional Technology Investment,” they
chronicle MTSU's initial commitment in this area and trace
its origin to the overall mission:

to assist its students in becoming educated men

and women by broadening their interest; helping

them think logically, critically, and

imaginatively; allowing them to communicate more

effectively; and letting them acquire a basic

understanding of a discipline. (30)
To help meet these objectives, the University has identified

“instructional technology needs as important components in
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planning for MTSU’s future” (30). However, once the
technology is in place, it is up to the faculty members to
use it as a means of enhancing the students’ educational
experience. Brace and Roberts believe that "“When MTSU
evaluates its instructional technology investment, it is
with the student that the university finds the best return”
(37). This, too, is how the departments and individual
instructors should look at their investments of funds, time,
and energy.

As of now, despite the University’s stance, the English
Department at MTSU is not a front line recipient of
university technology funds. In part, this is the result of
a paradigm which inhibits administration from regarding the
technology needs of language arts (primarily composition
studies) at par with the needs of departments more
traditionally connected with technology uses (Math,
Business, Science, for example). One of the problems is that
it is difficult to document those needs quantitatively,
since the discipline is subjective-evaluation based, rather
than objective. The responsibility for initiating a paradigm
shift falls to the English Department as it continues to
present its case for improved writing instruction.

One area that might be reconsidered is the fact that
the English Department does not have an official curricular

division for computers in composition nor for composition
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studies; although, there are many instructors interested in
the development of one or the other or both. Is this lack of
division within English studies a strength or a weakness?
Certainly, it seems a democratic characteristic of the
department that all faculty are eligible and have the
opportunity to teach both literature and writing, even in
the computer classroom if they so desire (there are some
availability restrictions). It also seems a benefit to our
students that they might have a seasoned, published
professor as their first-semester, English 111 teacher just
as easily as they might encounter a first-year professor,
full-time temporary instructor, part-timer, or GTA. However,
the reality of our system is that most of the 111 sections
are taught by the last three groups so that this rationale
does not serve the argument against departmental divisions
well.

On the other hand, implementing a separation between
literary and composition studies (to include computers in
composition), as many other large universities do, might
work to focus more attention on the valid needs of the
discipline and maybe even draw new faculty with more
training and/or expertise in the teaching of writing. A move
toward divisions would work to enhance the department’s
resources which, in turn, would benefit the students.

However, if the end result were to fragment the department,
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the separation would not be beneficial. The question of
departmental divisions at MTSU’s English Department requires
much more critical investigation than I can devote to it
here, but such a move might provide the missing catalyst for
instigating the administrative paradigm shift.

English Professors Larry Mapp and Ayne Cantrell are
each, respectively, at the forefront of the two most
forward-thinking writing pedagogies to be implemented in the
department in the past five years, portfolio-based
composition and computer-assisted composition. If, as
mentioned in Chapter III, Mapp is the heart of the computer
program, Cantrell is portfolio. Both are totally committed
to their approach to composition and work diligently to hone
and refine them. Both enjoy the support of a small but
loyal, devoted, and highly professional faculty members who
share their vision for composition studies. Both want to see
the department move towards more serious involvement in
improving the composition program, an involvement that
capitalizes on the pedagogy each espouses. Mapp’s goal
before retirement is to have all first-semester composition
courses taught in computer-assisted classrooms; Cantrell’s
is to have portfolio adopted as the department’s standard
for composition studies (Mapp, Cantrell, Interview).

But what is the atmosphere among the department’s

faculty at large regarding both pedagogies? The results of
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an informal questionnaire acdministered in the Fall 1997
semester serves to shed some light on their attitudes,
concerns, and interests (See Appendix C). Out of 79 full-
time and part-time faculty members polled, 36 responded to
the questionnaire (46%), not an overwhelming majority, but
sufficient for a credible sampling.

One of the most interesting findings yielded by the
questionnaire is that a great majority of faculty members
who have used portfolio-based or CAI composition in their
classrooms indicate they would use the pedagogies again. Of
the 29 respondents, 13 (45%) have used writing portfolios in
their composition courses. However, not all of them were
part of the program at MTSU. Of those 13 teachers, 10
participated in MTSU’s portfolio program (teaching
assistants were excluded from the sampling), and 8 (80%) of
them will continue to teach portfolio; the other 2 (20%)
commented they will use a modified version that allows more
autonomy. Of the 8 faculty members who have incorporated CAI
in 111, all 8 (100%) will continue with this approach. It
seems clear that MTSU English instructors interested in
trying new approaches in the teaching of writing are
satisfied with the results of their efforts.

A summary of the findings in terms of perceived
strengths and weaknesses of both pedagogies is detailed in

Appendix C, but I would like to address some concerns
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regarding portfolio because the questionnaire results
indicate that, while the overwhelming majority of
instructors not currently using CAI would be interested in
learning more about it (86%), only 25% of those who have not
used portfolio want to find out more. This points to a high
degree of hesitation most likely stemming from
misconceptions.

Among the most prevalent concerns regarding portfolios
are issues dealing with overload of student papers and extra
time involved in norming sessions, both teaching workload
issues. But it seems clear that if we are to follow the
advice of some of the most respected contributors to the
discussion of writing pedagogy, such as Peter Elbow who
claims that the best way to improve student writing is “Just
write and keep writing” (Writing 61), a high number of
student drafts is a logical expectation. Pat Belanoff and
Marcia Dickson promise their readers interested in portfolio
“no miracles” in the area of immediate improvements in their
students’ writing, but they do promise “a lot of hard work,
with a few side benefits” (Introduction xx).

The commitment to devote more time to students in our
writing courses, whether in reading more drafts or in
norming grades with colleagues, 1s certainly not new.
Cynthia L. Selfe reminds us of times (thankfully) past when,

not only were English teachers famous for marking only in
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their favorite color (red), but “Not much time was spent
thinking about writing as a process. Revision often
consisted of having students do ‘corrections’” (Computer-
Assisted 1). Most of us have left those days behind in more
ways than simply replacing those scarlet-writing tools with
their purple, green, or orange counterparts. “Our increased
awareness of process,” Selfe reminds us, “has influenced not
only the way we teach composition but the way we teach any
class that involves writing. The result has been an
increased work load for all of us” (l). This increase, then,
1s not a direct result of portfolio-based composition but of
the emphasis on process and instructors’ commitment to
teaching writing in a way that will benefit their students
as much as possible.

As demonstrated in Chapter IV, the merger of portfolio-
based and computer-assisted pedagogies provides a practical
resolution to faculty concerns about paper overload and time
constraint by facilitating feedback opportunities and
potentially linking norming faculty over email. QOther issues
such as a perceived tendency towards grade inflation have
also been addressed primarily as not materializing during
portfolio system’s use at MTSU.

One concern that surfaced in a couple of the

respondents’ written comments is directed at the question of
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classroom autonomy and academic freedom. Our faculty are not

the first to raise this issue. As Marcia Dickson points out,
one of the recurring objections to the portfolio
system does involve the question of academic
freedom. . . . even when a department designs and
implements a portfolio system with the consent of
the majority of its faculty, a rather vocal
minority tends to remain fearful that somehow
portfolio assessment will limit the autonomy that
has been guaranteed instructors under academic
freedom rulings. (“The WPA” 271-72)

But Dickson views this as an objection used by some to

continue less-than-effective classroom practices unabated

and unquestioned:
To institute a portfolio system indicates a
willingness to participate in the business of
learning on all levels. To explore the givens
about good writing can be a risky and exhilarating
enterprise. It calls into question what in many
cases has been left unexamined since our own
graduations. But this examination process is not
completely alien to our experience as English
teachers and critics. Most of us in the profession
have long since accepted that there is no one true

way to read a text; why then not admit to the
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possibility that there is no one true way to grade
or to approach a student essay?

Reading portfolios together, determining
standards, and arquing for or against various
criteria for grading student writing embody the
spirit of academic freedom. (276)

Most of the concerns and objections to portfolio-based
composition are unfounded.

As I reflect on this semester of teaching CAI Portfolio
English 111 in order to look towards the future, I am
satisfied that the initial questions I raised in Chapter I
regarding the feasibility of the merger between portfolio-
based and computer-assisted pedagogies have been
successfully addressed in Chapter IV. The merger does work,
but there are several changes I would implement and/or
propose for the improvement of the course, a work in
process.

Leaning towards a more pervasive utilization of
technology in the composition process, I will incorporate a
higher incidence of online features. For example, I will
finalize integrating portfolio materials into the web site,
such as the instructor feedback instruments (see Appendix
B). This move will result in eliminating the purchasing of
the Portfolio text which is now a course requirement. I

would adopt an online teacher feedback method at all stages
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of the writing process, not just in the preliminary stages,
thus saving instructor time and increasing the speed of
draft “turn around” to the student. I will request
department permission to by-pass the “physical” freshman
folder and portfolio requirements in favor of submissions on
disk. In addition to saving student time and departmental
resources (printer paper, for example), the resulting
electronic student folder and accompanying portfolio
submitted on disk will be the solution to the ungainly
storing of student materials in faculty offices and the
department’s store room.

Additionally, I would like to take an active part in
software previewing and recommendation for acquisition. I am
particularly interested in evaluating what is available for
improving students’ invention strategies, an area of the
composition that James Strickland also sees as benefiting
from prompts outside the student. He proposes that a good
CAI program for prewriting strategies should “offer
individuality through branching capabilities, uniqueness
through options not available with traditional pen and
paper, and interactivity through responses to the user,
which simulate human dialogue” (“Prewriting and Computing”
70). At the time he made these suggestions, Strickland
admitted there were not many credible programs on the

market, but by 1997 and the publishing of From Disk to Hard
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Copy, he offers eight software programs he considers valid
(107-110) . In previewing these materials and deciding
whether to recommend department purchasing, pedagogy and
theory will play a key role as Strickland suggests (74).

My reflection has led me to realize that I have left
many issues related to both portfolio-based and computer-
assisted composition untouched, issues dealing with the
post-modern re-interpretation of both pedagogies and how
this new perspective affects their implementation in the
classroom. I have also not dealt with some of the
implications of technology in the writing classroom, such as
the changes in the nature of reading and writing,
“publishing” and access to that material, and the wealth of
political, social, and ethical issues surrounding the use of
computers. My focus in this study is much more limited; it
deals with using the computer in the portfolio classroom not
only as a writing tool, but also as a rhetorical guide in
order to help my composition students rethink, strengthen,
and improve the way in which they write. In this vein, I
echo Strickland’s hope:

If English teachers keep their eyes on learning
rather than on information acquisition, we will
have a better sense of what to do with computers.
Teachers will be able to use computers to support

writing, offering strategies that would be
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impossible or unlikely without the technology. My
hope is that we, as teachers and researchers who
understand composition theory, will apply our best
practice to the use of computers in the writing
classroom. (From Disk 99-100)

It is a valid conclusion to assert that because
computer-assisted instruction facilitates the immediacy and
frequency of peer and teacher-as-coach feedback during the
inventing, drafting, revising, and editing stages, thus
inviting cooperative learning through technology, the
computer—-assisted classroom is an obvious and ready ally for
the often rigorous, multiple-draft requirements of the
portfolio-based composition system. Any time the concept of
audience is broadened and emphasized for students, the
composition process benefits. Any time the dialogue between
teacher and student or between peers is enhanced, the
composition process benefits. Anytime the focus in
composition instruction is shifted from teacher to student
(where it belongs), the composition process benefits. Any
time the recursive nature of drafting and revising is
facilitated, the composition process benefits. Tim Mavyers,
from the University of Rhode Island, sees the blending of
portfolio and computer classrooms as a valuable mix that
emphasizes “writing assignments not as discrete tasks to be

completed and moved beyond but as a series of ongoing and
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related tasks that are only ‘finished’ (by necessity) at the
semester’s end” (149). I agree.

Mayers also argues that “Composition courses that focus
exclusively on print or on electronic literacies . . . do
students a disservice” (148). After implementing CAI
Portfolio English 111, I conclude that the marriage of these
literacies--print and electronic, portfolio and CAI--
enhances the strengths of each, what Kathleen Blake Yancey
calls “a kind of cross-fertilization and collaboration, with
the online and off-line leading to experimentation, to new
texts, to new understandings” (“The Electronic Portfolio”
259). This is exactly the position where instructors,
particularly composition instructors, should take their
place, and many English Department faculty at MTSU are
ready. By capitalizing on the advantageous dimensions of
both pedagogies, creating a symbiotic relationship between
the two, CAI Portfolio English 111 provides the only
scenario in which both Cantrell’s and Mapp’s visions can
materialize. CAI Portfolio English 111 points towards new

and meaningful directions in composition studies at MTSU.
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Notes

lYancey offers a summary of Catharine K. Lucas’
thorough treatment of the shift in the teaching of writing.
Lucas’ discussion is found in “Toward Ecological
Evaluation,” printed in the January 1988 issue of The
Quarterly of the National Writing Project and the Center for
the Study of Writing, pp. 1-3,12-17.

’A detailed account of Middle Tennessee’s State
University English Department’s Portfolio Program and
Computer-Assisted Classroom can be found in Chapter II and
IIT of this study respectively.

*Details of the writing assignments for Peter Elbow’s
and Pat Belanoff’s program at Stony Brook can be found in
“State University of New York at Stony Brook Portfolio-based
Evaluation Program” in Pat Belanoff’s and Marcia Dickson’s ”
Portfolios: Process and Product, pp. 7-9.

‘Computers and the Teaching of Writing in American
Higher Education, 1979-1994: A History is appropriately
written in a collaborative and polyvocal manner by Gail E.
Hawisher, Paul LeBlanc, Charles Moran, and Cynthia L. Selfe,
who request in their dedication of the volume that “all
future citations to this book acknowledge all four authors.”
Their purpose is to chronicle how “computers entered and
changed the field of composition. . . . [resulting in] a

community that sees itself as different from composition
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studies-- which, of course, in its turn, sees itself as
different from English” (1, 2). That this community is
committed to a collaborative effort devoted to ascertaining
how best to implement computer technology’s considerable
capabilities into the teaching of writing is clearly
evidenced in this history. The teacher accounts it
chronicles, the collaborative feel, the page layout--all
contribute to this end. This source is highly recommended by
Joan Tornow for its in depth treatment of the progress in
the field and for its accounts from professionals in the
field (20). I add my recommendation to Tornow’s for those
interested in a detailed account of the use of computers in
composition.

The sum is greater than its parts. The recursive
nature of prewriting, writing, rewriting are emphasized as
we teach the stages, but tell students that the stages
overlap. We break the process down in parts to discuss, but
Wwriters experience the process holistically.

® A useful and thorough discussion on prewriting
strategies can be found in Erika Lindemann’s A Rhetoric for
Writing Teachers, pp. 74-92.

7Designing the site was made possible by a multitude of
sources on web page construction, primary among them, Larry
Mapp, “chief cook and bottle washer” in the Ginanni

Classroom. His invaluable guidance and advice were
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reinforced by sources like Roy Tennant’s article, “Web Sites
By Design: How to Avoid a ‘Pile of Pages.’”

8Tennant’s admonitions to avoid linear thinking (49),
reinforced Mapp’s instructions for maintaining the integrity
and autonomy of each component making up the site.
Additionally, “chunkitis . . . in which the sufferer treats
every little thing as something worthy of a link” (Tennant
49) is decried as one of the most distracting ailments that
plague novice web site developers. In avoiding this
condition, I have prevented distracting students from the
task at hand and provided a more efficient experience.

*MTSU English Department policy mandates students
enrolled in the four general studies English courses submit
all the semester’s work in individual folders that remain on

file in the department for at least one semester.
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Appendix A
CAI Portfolio English 111: The Web Page

The web page created for this course is intended as a
rescurce for the students enrolled in CAI Portfolio English
111. It serves as a repositcry of all the information they
need pertaining to course policy, requirements, guidelines,
writing assignments, schedule, and also as a set of
originals from which forms (coversheet peer response, and
the like) can be copied onto their disks or in hard copy fcr
use in completing their work. 2Additionally, through the
“Wricting Tools” section, students can obtain help in a
variety of areas from invention strategies to comma use.

Although the “pages” are presented in linear fashion
nere, that is only & limitation imposed by the print medium
to facilitatzs viewing them in this format. Online, these
sites are hyperlinked to each other to enable students to
move about freely in order to obtain the information or help
they seek. Additicnally, the material displayed per page is
governed by the server and does not reflect how it is viewed
on the Internet.

The site can be accessed througn the Middle Tennessee
State University web site or through its URL:

<http://www.mtsu.edu/~mclayton>
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» English 111-CAI Portfolio English 111
English 211-The Experience of Literature
English 221--Major Themes in American Literature

Instructor: Maria A. Clayton
English Department
P.O. Box 70
Middle Tennessee State University
Murfreesboro, Tennessee 37132
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Welcome to CAI Portfolio English 111

The composition experience at Middle Tennessee State University is comprised of English 111 and
English 112, both courses are designed to help students hone already established writing skills and to
provide instruction on learning to adapt the composition processes to a variety of rhetorical situations.
CAl Portfolio English 111 combines portfolio-based composition with computer-assisted composition,
providing for its students the strengths of both. Assumptions are made about capabilities in basic areas of
paragraph and essay organization and development, in grammar and mechanics, as well as in basic word
processing skills [f the student does not possess the prerequisite competencies for the courses, he or she
should assume responsibility for remediating those areas The web site is designed to assist students in
Instructor Maria A. Clayton's CAl Portfolio English 111 composition sections In addition to
enrichment avenues provided through links accessing supplementary help on elements of style, grammar,
mechanics. and MLA documentation among many others, the cite offers on-line opportunities for peer
response and instructor feedback. These resources are geared to facilitate the composition process and to
encourage multiple drafts for each effort. Additionally. the cite provides necessary information on what a
student can expect in terms of the scope, requirements. etc of the course.

The web site 1s adapted from and owes a great debt to Portfolio Composition: A Student’s Guide and
Reader for English |11 Portfolio Sections by Ayne Cantrell and Sushil Oswal (2nd ed
MCGraw-Hill/Primus Custom Publishing, 1997), the English Department's standard for portfolio
sections

Intro .
Regquirements
10 Sample .
& List-Serves
- Cal Schedule Guideline
© Portfolio suidelings
¢ Course The Peer Writing ¢ Writing
;. Syllabus Process Tools . Assignments
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Introduction to CAI Portfolio English 111

Welcome to CAI Portfolio English 111

In other fi1rst year writing courses at the university level,
the student receives a grade cn each individual assignment

with l:ttle or no cpportunity tO revise the writing. In

CAI Portfolio English 111, your teacher w:xll

ask ycu to revise each of your major writing assignments, and
¥OUr writing wWill not be graded until near the end of the
semester--afzter you have had ample oppcriunity to ccllect the
best 0f your rev.sed work i1n a WRITER'S PORTFOLIO for
evaluaticn. This gecal :s fac:iiizated by the avarlab:ility cf czhe
computers for each step of the writing process.

The Pcrtfol.o System aims at helping you become mature writers
capable of attaining both professional and pexsonal

purposes through writing. It enccourages yosu o gc beyond

merely writing for your teacher by requiring you o address

and communicate to a var:iety of real, flesh-and-blood aud:.ences.
Employing this state-of-the-ar:t Portfol:o System of Assessment,
your English 111 teacher will provide you with the best writing
instructicn avaiiable. The Engl:ish Department .s using this
system because .t cffers a numper of advantages tc students:

® The portfolio System recognizes that becorung
mature writers requlres prewriting, writing, and
rewriting your essays. It involves going through multiple
drafts unt:il you have ach:reved ycur purpose. This system
will allow you O revise your essays throughout the
semester because your teacher will ass:gn a £:i:nal grade
<o your Portfclic only at the end of the semester.

® vour teacher will provide ycu with coenstructive
feedback tnroughout the semester on your
essays, and you will aiso have the cppertunity %o impiement
this feedback to further imprcve your final grade.

® vou will be able to focus on your writing
without worrying constantly about your grades.
Researchers have found that students make greater
improvement in their writing when the:ir focus 1s shifted
from punitive feedback through letter grades to constructive
feedback 1n the form of suggestions for further revision.
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Of course, after you submit your Mid-term Portfolio, vour
teacher will let you know about your pass/fail status up
to that point and assign an informational letter grade.

® jbove all, you will have the opportunity
to offer only the best of your work for final
assessment. Out of the five essays you will compose .n
CAI Portfolic English 111, your teacher will ask you to chocse
yocur top three essays for the Final Portfolio.

How Does This System Work?

In this system, you will develop a portfolio of your writing
over the semester. All students will write five major essays
(see "Five Pcrtfolio Wrirting Assignments”) in

additien te any other homework or in-class assignments.

Your teacher will provide you with a schedule of deadlines
for completing both the rough and final drafts of these
essays. After ycu receive your second essay back from

ycur teacher, you will revise Essay 1 and 2 using yocur
teacher's feedback. You will choose one essay fcr the
Mid-term Portfolio out of these first two revised essays.

On the deadline l:rsted i1n your syllabus, your teacher will
collect the Mid-term Porfclic for evaluation.

If£ your teacher :nforms you that your Mid-term Portfcl:io
did not pass, ycu must have a conference with your
teacher .mmed:.ately. In this meeting, your teacher will
expla.n to you how you can mprove ycur chances of
passing the Final Pertfol:io.

Suring weer fifteen of the semester, you will prepare ysur
Finali Portfolio, which will consist cf a tctal of three pieces
cf writing: Three essays cf your choice seilected f£rom the

f_ve essays assi.gnea by your teacher (one essay out cf

Essay . and 2, and twc essays out of Essay 3, 4, . You
will make sure that vcu select cnly those three essays that
you have carefully revised and edited using all the feedback
provided by your =eacher.

n

tage your teacher wi.l also assigrn a letter grade =o

fclroc. Your portfclic w:ill be judged by the "Standards
g Student Portfciics, English 111" (see Freshman
s
<

0Ono
[+
3t

1]
[
o]

ert;. To earn a grade cf T or better, your writing mus:
tve cf the following criteria for effective wWwriting:

F Mmoo »
Qe
bebe koo

Achieves .ts spec:ific purpose.

Considers and adapts o 1ts intended audience.

Adeguately develops :deas through the use of spec:f:c details.
Carefully constructs and crganizes :deas, paragraphs, and sentences.
Effectively uses language, :ncluding ccrrect grammar and mechanics.

Your final course grade will consist of:
® vour rinal Porzfolio grade (70%)

@ vour grade for all other work (30%)

What Are Your Responsibilities as a Student in CAI Portfolio English 111
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Your teacher will coach you throughout the semester on how to
prepare all materials--the disk (and back-up) and the Freshman
fFolder and the Mid-term and Final Portfolios for evaluat:on.
Your teacher will also request you to evaluate your own writing,
at least twice during the semester--once before the

submission of the Mid-term Portfol:io and again before the
submission of the Final Portfolic. You will follow these
guidel:nes to ensure success 1n the course:

You must ccmplete all essay assignments :in sequence and on zime.

You must set up and maintain twe disks for your essay writ:ing,
a primary and back-up per the " Basic Reguirements."

You must write at least four drafts of each essay assignment.
You must present all teacher drafts in hard copy.

You will keep all materials not on disk in the Freshman Znglish
Folder and submit 1t and the primary disk at the end of the semester.

You will submat your Portfolio TO your teacher in a two-pocket

fclder.

You must complete all the work assigned by your teacher and

meet the teacher's attendance policy. (Passing the Final Pcrtfolio

coes not automatically pass you in CAI Portfelic English 111.

If at any time during the semester you have questicns
regarding the CAI Pcrtfolio System oOr ycur status 1n the class, ycu will
immeclately discuss them with your teacher.

@  vou must attend the MTSU Wrziting Center (Peck Hall 226)

L€ yCurI i1nsTtructor requires it.

£

ameeseresree e et setaaten s aeanns

Intro | " . ‘ .
to ! : The Requirements ; Writing - Five
CAl { Syllabus ; Schedule ; Peer & :Tnoo—lsg : List-Serves - Writing
PoTolio : : Process - Guidelines - — - Assignments
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CAl Portfolio English 111

Spring 1998

Eng 111-01 Eng 111-02
py 327 ey 327

MWE 7:00-7:50 MWE 8:00-8:50
Instructor:

Maria A. Clayton

KOM 1COA (MTSU Box 70); faculty mailbox located .n PH
e-mail address: mclayton@frank.mtsu.edu
3966~-5153 !cffice): B45-8363 (home; nc calls after

10:00 p.m., please} -y

You may leave a message cn my answering machines, but
YU mMusSt Iry to catch me at ancther time o insure I
-

.y

recerve the  nformaticn. As a rule, I will not return

(8]
o
tw

student cails.

Office Hours:

MAT 10:00-12:C00; TTH 10:00-2:30:; cther times

Ty appo.ntment 3e sure Ic iet me know you need to see me,
SC Yyour trIlp 1S not wasted.

Please Nota: Stuaents whc miss the £irst day of class

must make an appointment with the 1nstructor fcr the purpose cf
course orientation and to oztain course svl.abus. Students

who miss the second day of class must make an appciniment with
the i1nstructor for the purpcse of ccmpleting the in-class writing.
Students with disabilities that affec:t classrzoom performance must
infcrm the :instructor and provide certificatizn form the

Ooffice of Disabled Student Services, s¢ arrangements

can be made as soon as possibie to accommodate their diff:cult:ies.
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Syllabus Contents

- Texts & Materials | Course Requirements | Course Policies

Grades | Writing Center

“ Course Objectives |

Texts and Materials:

Neeld, El:zabeth Cowan. wrir:ng. 23rd edit:ion. Harper Collins, 1990.

Cantrell, Ayne, and Sush:l Oswal. Portfolio Cempos:tzon: A Student's
Gulide and Reader for English 111 Portfolic Sections. IZnd ed.
McGraw-Hill/Pzimus Custom Pukl:ishing, 1957.

Hodges, John C., et a.., eds. Harbrace College Handtcok. .3th ed.
Fert Werth: Harcour:t Brace, 1957.

Randem Hecuse Ccllege 2icz:ionary (Dept. Standard)

Freshman Theme Folder

Two 3-1/2", formatted, high density floppy disks

One zwo-pocket folder £or your Wrirting Portfol:io

e-marl account on frank--obtainabie at the Cffice of Infcrmaticn Technology
in Cope Admin. 2ldg. (account must be checked daily!).

8e sure to have all necessary mater:ials for each zlass (refer to the
schedule for each aay's activities); ycu should have the
Student Guide WiLth you every qay.

@S'{llabus Menu

Course Objectives:

English 1ill will introduce you to the writing process and give
ycu much practice 1n writing. You will become a better, more
confident writer, anc the skills you acquire will tenefit you

in ccllege and throughouz l:fe. More specif:caliy, you will learn

s, Tc use vocabulary associated with writing £cr the purpose of
communicating about the writ:ing process and the forms cf
academic writing,

2. To generate i1deas for writing through prewrrting strategies and to
explore and limut subjects fcr writing,

3. To demonstrate an awareness of purpose and audience inn your writing,

particularly the extended audience created by the use of e-mail
list-serves and computer network in the classroom,
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4. To draw content for your writing not only from your imagination and
experience, but from library and i1nterview sources as well and to
summarize, paraphrase, analyze, guote from, and documen:
these sources Ln your writing,

S. To adapt the structures of sentences and paragraphs to the
purposes of a given piece of writang,

6. To become aware cf the strengths and weaknesses 1n your writing
and to become a critical reader of your own writing,

7. To revise your writing to create interesting, unified, coherent
essays that are adequately developed,

8. To edit your writing (a) to ensure That you have used spec:fic,

appropr:ate language and varied sentence types and (b) to el:iminate
serious grammatical and mechan:cal errors, and

9. To beccme a critical reader of ycur classmates' writing so that you
can help them write effectively,
i0. To become acept at maximizing the computer's capabilit:ies fcr

every step in the composition process mentionec above.

@Szllabus Menu

Course Requirements:

Reading-~The more vou Know about the composing process,
effective your writing. For thls purpose, you
om Wricing that will lntrcoduce you Tt strategies for w
sect:icns from Harbrace Colilege Handbcox cn matters
language usage, and [2) essays written by cthers, including
e writing ¢f your classmates. In add:iticn, occasicnaily ycu may need
read bocks, newspapers, and magazine arti.cles to gain infosrmaticn
about tog:ics for writaing.

9

A SIS ]

(et QO -~

o

Essay Writing & Revising--Zffect:i:ve wr:iting, cf course, s the major
goal of English 111, sSc you can expect %0 write a good deal.

In addition to an early in-class introductory writing, you wWill write
five essays (500-65C wcrds eacnh,.

You will learn that effective writing .s a matter of rewrit:ing, a
crocess that 1s made effic:ient by the use cf the zZcmputers. Bet

your peers and I will respond To your writing via e-maixl sSr hazd copy
with suggesticns for revis:ons. These suggestions will ask you

-

retnink and reshape content and organ:zation (not ust to correc
£rors in grammar and mechanics). Then you will have an

cpportunity to rewrite before you submit the essays for grading.

The writing and rewritling activity 1n CAI Portfol:io English 111 :s
designed to help you produce a body of work, called a

Writing Portfolioc. Like the artist's pcrtfolic (paintings

that best present the artist's vision, style, and achievemen:;,

the writing portfoiio wWill represent you as a writer. from Essays .-3
you will chocse three fully revised essays for your portfclic (one essay
selected from ass:gnments 1 & 2 and two essays from

assignments 3, 4, & 5) and submut them for a grade at the

end of the fifteenth week cf the term. Each ass:gnmenc,

however, must be taken seriously and adhere tc all reguirements

as 1f each were to be subm:tted for the £f:inal portfolic. An essay
could be returned without comment :f not deemed a credible

effort and counted as a late draft, which will prohibit subsequent
assignments f£rom being accepted; this situation could lead To
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course failure.

As practice 1in portfolio selection, you will submit a Mid-Term portfolic
consisting of one essay (a revision of either Essay 1 or 2) at the

start of the term's week eight. The Mid-Term portfolio 1s a vital course
component, and failure to submit 1T following all the guidelines and on
time, results in course failure.

Cbjective tests and outlines of reading assignments--You will be
responsible for outlining selected chapters in cur text Writing and

then for follow-up objective tests over the material. For each assignment
the test will count 50% of the grade, ocutlines 50%. You will be able to use
your outlines during the tests. One suggestion for cutlining

might be to highlight or underline main points in the book first

and then go back through the text and outl:ine for submission only

the most important points ancd definitions. Qutlines must

be turned :n with tests to receive full credit and should fcllow the
conventional format for indention and use of Roman numerals

(Harbrace 3€9). As a rule, omit the Application sect:ions

unless otherw:ise directed.

Student/teacher conferences--Students often tell me that they learn
best how to improve therr writing :n student/teacher conferences.

I ask that you schedule cne conference with me in my office to
discuss your writing. Because the conference .s mandatory (see week
12 of schedule), missing 1t will result In course farlure unless a
rescheduled appcintment 1s kept. Of course, I :nvite you tc set

up addit:onal ccnferences as you need them. If you have guest:ions,
_f you need Rnelp, please see me during my regular cff:ce hcurs ty
making an appciatment. Seeking assistance before pertfolio
submission .s far smarter than doing a post mortem after your

work has been zZurned in for a grace.

@Svl lacus Menu

Grades

To pass the course and earn three credit hours, you must earn a
course graae of C cr better. D 13 not a passing grade 1in

the freshman writing courses. You cannot turn in F work for the
Final Portfolioc and pass the course.

To be eligible to earn course credit, you must (1! ccmplete at least
four drafts of all five essays, (2! meet all attendance requirements
for classes, the conference, and peer groups, (3) submit Mid-Term
and Final Porzfolios following all guidelines and regquirements, and
(4) submit your Freshman Folder with all required work completed.*
Then ycur course grade wilil be determined as follcws based cn a

Ten point scale:

70% Final Writing Porzfolio (three fully revised essays,
erther lor 2 and two from 2, 4, & S)

20t Objective Tests with Quilines

10% Daily Work and Class Partic:paticon

At mid-term you will receive an nformat:onal letter grade (A, B8, C, or F).
The mid-term grade w:ill reflect the quality of your work at that point,
but 1t will nct determine the final course grade.

* (The Freshman English Folder complete with all drafts, peer comments,
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test and with the front and back covers filled out must be turned in on
the day scheduled for your final exam in order tc receive a grade for
the course. Your disk will be :inserted :n a plastic hclder; it should
include the appropriate "folders" for each essay which include

all the documents outlined in the reguirements.

Your hard copy portfolio will be loosely inserted into the Freshman
English Folder once you have had an opportunity %o read the

comme:nts and final grade. All these remain on file xn the English Dept.)

@S Yilabus Menu

Course Policies

Attendance--Class attendance 1s extremely -mpcrstant to you and
your classmates' success :n this ccurse tecause unliike the lecture
course where your class absence affects nc cone bur yourself,

CAI Portfol:o EZnglish 1ll 1s structured around your participaticn
1n class. Your wrrting .S cur sutject matter, and most days we will
be prewriting, writing, Or rewritlng i1n class. Often classes will pe
conducted as writing workshops where your classmates and I will
confer with ycu azcout your writing and where you will respend

to your classmates abouf tneilr writing. Although the feedback
process should ccntinue over e-ma:l after ycu leave the

classrcem, ciass attendance :is a must.

re expected ¢ atiend all ctlasses. I will tare rcll

Therefore, you a
cu (1; miss more than four of the required classes,

daily, and 1f yeu (lj
{2} participate in fewer than three of the reguirecd f:ive peer
response groups, or (3) dc nct attend the manaatcry cut-cf-class

s

T D

teacher/student cecnference, you will £a:l the course. Only
unlversity sSponsor functicens ‘for instance, trips relating =
SDOITs, Chncrus events, llVesSLOCK juaging are excused. In such
cases you are responsible Ior notifying me of the apsence

well :in advance, and you are respensible £or getiing your WoIk
in early--before you have to be absent. Absences due o 1llness,
death in the famuly, and the ..Xe must be covered by the four
allowable absences. Exceptions will be made o this policy

cnly under extraordinary cirrcumstances.

It 1s the respons:ipility of the student o keep up with all
assigned work, eirzher reading or writing. Being prepared for
class is expected, even after any absence. For backup, look
arounc the room, select Iwc or three rel:able looking classmates
and exchange gnone numpers tC uUse as SUPPOLT I Keeping
informed.

o]

Tardiness--Two _aze arrivals/departures will equal an absence.
If you arzive after I call rell, Lt :s your responsibility to alert
e

me to your attendance.

Late Work--I: s :mportant that you submit your work on I:me.
Ordinar:ly, I do not accept iate work. Even though each essay

does not receive a grade, I will keep track cf late drafts (preliminary
or revised) and adjust your portfolio grade acserdingly--~1/2 a letter
grade per late subrmussion; this will affect the grade dramatically
rather quickly.

Plagiarism

You know that using another's WOork as your Own 1S WIORg.
The mcst flagrant instances of plagiarism are submuitting
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an essay that 1s copied from another's writing or having

someone dictate what 1s written (such as having a typist rewrite

a paper, substituting his/her language £or the student's). OfZen
such vioclations are very easy for writing teachers to spot because
we get very famrliar with the student'’'s prose style (and you
should know that writing teachers at MTSU often read the writing
completed i1n each other's classes). We do not hesitate to fa:l
students 1n English 11l when we find students

misrepresenting someone eise's work as their own.

@lelabus Menu

Writing Center

The Engl.sh Department offers tutoring to students enrolled at MTSU.

If£ I find that you have wrizing problems, .n addit:on zc cffering l:inks
T3 on-iine s:izes that will help eliminate those errors £rom your writing,
I may reccmmend that you take advantage of Tnls service.

Students must sign up fcr tutozing in Peck Hall 32€ and present

a samplie of their wrrt:ng at the £irst tutoring session. Students
may get tutcring on their cwn, without recommendaticns

from teachers. However, you MUST sign up £cr the service.

Tutors do nct take walk-:1n clients; neither do they crovide
poroofreading serv.ces.

@lelabus Menu

Intrg § . The Requirements : Five

o ; - S0€ REQUICMEN!S . ving - e

C  Syllabus * Schedule = Peer & Tools  List:Serves  Writing
Portfolio : Process - Guidelines + — ' Assignments
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CAI Portfolio English 111
Freshman Composition
Tentative Schedule of Assignments

All assignments refer to the Writing text unless otherwise specified.
**Follow these procedures for every Peer Group date.
***Follow these procedures for every Essay due date.

Jan 7

Jan 9

Jan 12

Jan 14

Jan 20

Jan 21

8]
o

Jan

Jan 26

Welcome to class! Intreduction te Course.

Syllabus review; famrliarizaticn with computers and course protocol.

Bring Freshman English Folder and discs to class: read Freshman
folder wnsert and Portfolio pp. 3-7 carefully:

"Intrcduction tc CAI Portfolio English 111,"

Five Pcrtfolic Writing Assignments,” and

"Bas:c Reguirements for Portfolioc Assignments."”

Clarification of quest:icns on syllabus and FF :nsert.

Wrizing Sample in class using the computer; ccntinue famrl:arization
process.

Last day to add a class.

ng and cutl:ining Chapter I, "Building an IZssay” pgp. 1-1iC
2, "The Creating Stage” pp.l1Z-27 (see Sy.labus;

Seg.n read:
ang Chapter 2,
rememoer To omit application sections). Note test con Jan. Zl.
Continue fam:il:ar:zat:ion process.

Centinue work on chapters L and 2.

Read Chapter €, "The Perscnal Exper:ience Essay,” pp. 111-122

Assign Essayv 1. Prepare Two nvent:on strategies--iisting, io0oping,
). E 3 £

cr repcrrer's formula. Begin writing in class. (Review "Basic

Reguirements,” "12 Steps," and "General Guidel:nes."”;

Martain Luther King's Birthday--Have a safe holiday'!

Last day for students to withdraw from class and receirve 75% refund.

Test #1 ana outlines chapters 1 & 2. Portfolio pp. 8-14.
Return Intrecductory Writing; work on sentence-level corrections
‘Portfolio p. 49). Continue work on Essay 1l in class.

Begin reading and outlining Chapter 3, "The Shaping Stage” pp. 20-52
Chapter 4, "The Completing Stage" gp. 53-84.
Continue werk cn Essay 1 in class.

Peer Grcoup Essay L.

Refer to Individual Essay Check List (Portfolio p. 20).

Have Peer draft, coversheet (Portfolio p. 51!,

rough draft, invention strategies on both disks plus hard copy of
Writer's Questions for Peer Group Response (Portfolio p. B83).

Use the corresponding Peer Response Sheets (Portfolio pp. 95, 127).<~*
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Jan

m
o
tr

Teb

Feb

Mar

Mar

28

30

w

20

27

Workshop on Essay 1.

Essay 1 due: Teacher's revised copy and

cover sheet 1n hard copy and corresponding Teacher's Feedback Sheet
Portfolio p.151."*"

Final proofreading in class.

Test #2 and cutlines chapters 3 & 4.

Read Chapter 7, "The Personal Perspect:ive Essay," pp. 123-132.
Assign Issay 2. Prepare two invention strategies.

Segin writing in class. (Review "Basic

Requ:rrements," "12 Steps," and "General Guidel:ines.")

Cont:nue work on Essay 2 1n class.
Prepare for Peer Group Feb 6.
Last day to drop the course over TRAM without a grade.

Last day to drop the course over TRAM and receive a 25% refund.
Beg:n reading and outlining Thapter 20, "Pcl:ishing Sentences”

pE. 41%-427 ana Chapter 21, "Style: Words and Images" pp. <3§-433.
Peer Group Essay 2. .**see above, Jan. 28&).

Werkshop Essay 2.

Return EIssay. Workshop on sentence-level zorrecti:icns

{Portfolio zp. 1S, 1€, 18, 4¢).

Ciscuss Mig-Term Portfclic submissicn.

Essay 2 due: "***see above, Jan 32,

Final grocfireading 1n <.ass.

Test #3 and outl.nes cn chapters 20 & 2I.
Jlscuss Mid-term Portfolio sufm:iss:cn.
Wwork on Issay . revis:ion in class.

-k, ang Wrirting" 2p. 308-313 and Chapter .7, "Fcrm & Pattern”

Return Essay 2; Workshop con sentence-level ccrrecticons.
Mid-term Pcrofolrc Worksnop (Portfolio pp.lS, 1€, 21, 49 .

The typed, dcuble-spaced Mid-term Portfolio censisting
of ;:he: revysec Essay ! or 2 due. ~Final proofreading in class.
Introducticon te the Mid-term Pertfolio written in class.

Read Chapter .0, "The Informat:on Essay,” pp. 160-17S.
Ass:gr Essav 3. Begin wcrking in class--select top:c,
perscn to De :nterviewed date of interview, and at least f:ve

lnterview Qquest:ions. (Review "Basic
Requirements, " "12 Steps,” and "General Gu:xdelines.”)

Worzkshop on Essay 3.

Test #4 and ocutl:ines on chapters 185 & 17.
B8ring lnterview questions and/or notes and rcugh draft.

Begin reading and cutlining pp. 265-276 and 257-301 1n Chapter 14;
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Mar €

Mar 9

Mar 11

Mar 13

138

Portfolio p.19.

Introduce using sources in academic writing.

Workshop on Essay 3. Prepare draft fcr Mar 6 Peer Groupo.
Last day to withdraw from class and receive a W.

Peer Group Essay 3. (**see above, Jan 26).

Test #5 and ocutlines on pp. 263-276 and 297-301 in Chapter 14.
Workshop on using sources in academc wrlting.

Beg:in read:ing and outl:ining Chapter 18, "Promise & Del:ivery”
pp. 361-36€é and Chapter 1%, "Maxing Paragraphs Wocrk"

Pp. 3B4-417 (read the applicactions!).

Essay 3 due: (***see above, Jan.30}.
Final proofreading in class.

Mid-term Porzfclic returned.
Read Chapter %, "The Problem-Sclution Essay," pp. 145-1856.
Assign Issay 4. Prepare :lnvention

o) ) : "
strategies. Begin writing in class. (Review "Basic
Reguirements, " "l12 Steps,"” and "General Guidel:nes.™

Mar 16-21 Spring Break--Have a safe holiday!!!

2

[ ]

Mar

Mar 2%

Mar 27

NO CLASSES DURING WEZK 12 (March 30-April 3,--CON

Apr 17

Test #6 and outlines on chapters 18 § iS.

Workshep on Issay 4. Prepare draft
Return Essay 3; Wwork on sentence-lev

® 0
e

Peer Group Essay 4 '**see above, Jan. 26).

TERENCE WEEK
Students meet with teacher fcr cffice appoirntments. 8ring Essay 4
with you {"**see above, Jan. 30). We will discuss your progress
on your writing, whether on this essay, a prev.cus crne, ones
to come, or all of the above as t:me ailows. You will rece:rve the
Essay S assignment at this time.
Begin work on :t cutside of class 1n add:iticn =o reading
Portfolio pp. .29%-2.0; make marginal notes
on all the essays and respond o "Questions on Content' for the

o3

essay you seiect to respond to. (Review "Basic
Requ:rements,” "12 Steps,"” and "General Guidel:nes.")

Return Essay 4. Workshcp on sentence-level corrections.

Work on Zssay S 1n class. DZiscuss essay 1n reader and submit
responses te "Questions on Content” for homework cred:yt.
Prepare draft for Apr. 8 Peer Group.

Peer Group Essay $ ‘**see above, Jan. 26i.

Goocd Friday--Have a safe holiday!'!

Workshop Essay S.

Essay 5 due (***see above, Jan. 30).
Final proofreading in class.

Revision workshop on essays 1-4.
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Apr 20 Return Essay S. Workshop on sentence-level corrections.
Portfolio pp. 27, 25-46 (the sample portfolio).

Apr 22 Progress reports on revisions and decisions on essays
selected for final portfol:ios.
Workshop on portfolio submissicns.

Apr 24 Final Portfolio Due (cne essay from 1 & 2:
two essays from 3, 4, & 5) Portfolio p. 22. Introduction %o
Portfol:io wrirtten in class. Student Permission form
Portfolio p. l69).

Apr 27 No Class. Use thi:s time o organ:ize and complete your Freshman
Folder for submissicn (Portfolio p. 23).

Final Exam Per:oa:
Your £:inal portfcl:ic will be returned. Bring Freshman Engl:ish Folder wizh
ail required materials :acluded and front and back covers ccmpleted. Place
cne of your disks 1n back pocket: disk must contain electronic Zolders
for each essay wiZn the appropriate documents 1n each. None of this
materiral be returned to ycu, so all copies c¢f essays and the back
up disk for ycur personal records must be made by this time. You will
not receive a grade for the course without this folder.

111-Cc2 Mon., May 4, 7:€0-%:00 a.m.

ilil-C2 Frr., May 1, 7:00-%:00

**Follow these procedures for every Peer Group date.
***Follow these procedures for every Essay due date.

e

Intro

= f g : The Requirements ;Writin ; Five
C— i Svilabus ‘ Schedule ; Peer & X —g‘l'ools List-Serves |  Wntng
Cal : | Process - Guidelines - Assignments

Portfolio
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The Peer Process

How
Tasks ; to Notes | Sample
for : Tips . Complete for Peer
. Peer ¢ for © a ©  Peer  Response
- Response | Success : Peer ! 0o ! gheer
" Groups . Response Lesponse
¢ Sheet

Tasks for Peer Response Groups

Review this information prior to each peer response group.

The General Rules:

@cach writer should bring the coversheet and draft #2 of the essay for peer
group response.

@cach writer should bring three guestions Ln writing about his/her
essay (see Portfolio p. 83).

'Groups should star: as soon as all members are present. Den't wait
for your teacher o ask you %o start. Class roll will be taken as groups
werk.

@Groups must s:t at adlacent terminals.

.G:oups must quickivy come to order and get down IO business.
.Gzoups must give egual time to ail members’' work.
@Everycne must participate.

TASK ONE-Oral Response

(approximate time 30 manutes)

.G:oup members introduce themselves.
@®The first writer reads her/his own coversheet and essay aloud.
®pcers l:ister carefully.

@when the writer finishes reading, the group observes at least two
minutes of silence while peers jot down reactions to the coversheet
and essay. See form for note taking,
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"Notes for Peer's Oral Response” (see Portfoclio p. 9S).

Onfter time for note taking lapses, the writer asks her/his questions
about the essay.

@peers answer the writer's questions and give the writer their
own reactions.

.Cemplece steps 2-6 for each remaining writers.

TASK TWO-—-Written Response

(approximate t:me 15 minutes)

.Group mempbers exchange essays (on terrinals, e-mail, or hard copy)
®cach member reads silently the essay of one of his/her peers and
completes a "Peer Response Sheet" (see Portfolic p. 127).

'Responden:s sign "Peer Respcnse Sheet" and return 1t TO writers.
@yriters quickly read responses to see . f anything needs clar:ficat:on.

IMPORTANT: When draft 3 of the essay is due, writers turn in peers’
response sheets with their essays.

TASK THREE-Group Evaluation and Closure

(approximate time 5 minutes)

@s:udents evaluate the session by completing "Evaluaticn 2f the
Peer Group Process" (see Portfolioc p. 139;.

@s:udents subm:t "Notes for Peer's Cral Response” 7¢ the teacher
for dairly credit.

@scudents submsyt "Writer's Zuestions" fcr daily credit.

TASK FOUR—E-Mail Response

iouts.de cf ciass)

@s:udents share drafts via e-mail with peer(s) and
iastructor f£or further comment or after revisicns are made Ior new
consideration and feedback.
.G:oup members can continue this exchange at
each ster of the compcsition process.
@s:tucents may also chose to send their drafcs
cr porticns of drafts to the entire class f£or feedback.

*
[]Pee: Prccess Menu

Peer Response Groups—Tips for Success

Tips for Writers:

Qreac your pirece and allow at least two minutes c¢f s:lence
a‘fter the reading for imgressions t0 become ciearer in the minds
of your peers and to give them time to Jot down reaction notes
for oral response.
@06 not rush the reading of your piece.
®nsk the group questions about the content of your writing:
"What other examples could I use to appeal to my teenage audience? Two
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sentences are not enough for paragraph three? What else could I say?"
(see "Writer's Questions," Portfolio p. 83)

®avord defensiveness. Let the writing stand for i1tself and listen
openly to the responses of the group members. This w:ll help ycu
revise later.

@p6 not quarrel with your group's reactions. Maybe what
you see 1s truly there, and others do not see 1t. But maybe wnat
they see 1s there, too--even :f 1t contradicts what you see. Just
listen, take >t all in, and then make your own decision about

what the writing needs.

Tips for Respondents:

@yse active listening. Do not concentrate on your
next comments; concentrate instead on what the speaker :s saying.
Tell what you think the writer is trying to say by either paraphrasing or
summarizing the gist cf what has been written. Have the writers read back
some of therr own words.
®pns the piece .s berng read, jot down words or
phrases that catch your attention. What 1s 1t about those words that
make them stand cut? What parts of the plece do you l.ke best? How
do those parts work fcr you?
®7ake advantage of the note taking time after
each essay reading and complete Notes for Peer's Cra. Pesponse
(see Porzfol:c p. 95): What works? what coesn':t? What guesticns
do you have?

A general
od, " dces

Respond o specific secticns of the wr .
c
he wziting.

response, such as "I like :1c" or "That
not help the writer find ways ¢

'S

ag
H 3
< LTprove T

<. Let the writer know :f there s anything in the writing
tnat seems confusing, cut cf clace, or unciear. Exrlain
why you are pothered by that part:icular sectien cr item.

dzs you l:ke best?™

zer, "wWhat part cf the paper
5 e?" "How can the

T was mest difficult To wr
grcup help you?”

Intro i

; ! The Requirements i .. ! ! Five
t‘_zj : Syllabus ‘ Schedule | Peer & g“%g—lnsg - List-Serves :  Writing
Portfolio | -Process = Guidelines ‘ . Assignments
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How to Complete a Peer Response Sheet

#hen 1t comes to writing Lmprovement, working in Peer Groups

can be one of the most useful activities in Portfolio Composition,
second only to receiving teacher feedback. The responses
generated by you as a listener are the £irst tcels available to
student writers to help determine the need for revision 1n their
WIltling on major issues such as audience, purpose, thes:s,
development, and organization. Your serious participation in

peer group and especially your thoughtful comments on Peer
Response Sheets are very .mportant to the wrllers Ln your group.

Before comung t©o class to participate .n the peer group exper.ence,
re~read "Tasks fcr Peer Response Groups" (Portfolis p.l1l0

and "FPeer Response Groups--Tips for Success" {Porifolioc p.ll)

to maximize the usefulness of your ccmments. A "Sample Peer Respcnse Sheet”
(Portfolic p.l3! s provided to give an .dea of

the type and depth of responses that coculcd lead the

writer Lo revise weak areas and capital:ie on strengths.

The Sample Peer Response Sheet responds To an earl.er

craft of tne Perscnal Perspeciive Essay LD Tne

Sample Pcortfslin (Porzfelic p.25). Read 1t an

the Portfolio Essay ’'Portfclio pp.2%-32) and

note how the writer addressed scme, put not all, of the

peer's responses.

(R ae ]

I':tom : : The Reguirements eritin " Five
CA | Syllabus : Schedule : Peer - & g_—gools ! List-Serves ;  Writing
Portfolio | i _Process - Guidelines | : ' Assignments
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CAI Portfolio English 111 Notes for Peer Response

Notes for Peer's Oral Response

Essay #

Writer

Peer Respcndent

Instruct:ons: Listen to the essay carefully. Take at least two

minutes after the reading to ccmpiete the foliow:ng nctes, and

then share your reactions crally with the writer. Submat the

completed fcrm to your teacher at the end of the Peer Response activity.

(+) (=1 Mt

WHRT WORKS? WHAT DCEZSN'T? QUESTIONS?
\prazse) {poi:sh) tqueszion)

&R

Intro ¢ ' The Regquirements Five
oS iSyllabus Schedule : Peer & SO0 it Serves . Writing
Portfolio | Process  Guidelines = — " Assignments
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ESSAY 1 PEER RESPONSE SHEET: THE PERSONAL PERSPECTIVE ESSAY

Essay writer's name Reader's namas

Instructions: Respend to the asterisked items frrst on both sides
of the page. If ycu have t:me, respond tc the rest 1n numerical order.

1. What were your reactions when first reading this draft? List

some of tnem here.

The subject cf ccllege roommates appealed to me. I don't think
che z:tle "Just Friends" fits. I thank you overstate ycur
case--don't you think some friends might make good roommates?

2. Jces the essay have a turpose beyond fulfiil:ng the requirements
of zhe assignment? YES NO
what do you see as that purpose?

e the reader to think twice before

Ycu seem O want <
a rocrumate.

-
choosirng a best friend as

*3. To what audience .s the essay directed and .s this aud:ience
an appropriate one for the subject?

College students, I think. Yes, this 1s the rignt audience. 3ut
1t cculd be anyone who might chcose to live with a best friend.

4. List two examples £ro
awareness of the needs ¢
essay's tone, wcra cholc

m the essay that indicate the writer's
£ =his specific audience. Refer to the
e, details selectec, and so forth.

a. "whenever we need the space’--word chorce appropriate

for ceclliege students

b. "let her boyfriend xick back on my bed"--word choice
appropriate

*S. What 1s main point or thesis of the essay? Write the thesis
sentence down here.

“No macter how wonderful it first may seem, chcosing a
best friend as a roommate .5 disastrous."”

6. Does the organization of essay material logically Zfollow from
the purpose and thesis cf the essay?
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YES NO Comment:

You use your own experlience of having protlems with

your rocmmate to show how disastrous choosing your
roommate as a best friend can be, but I don't understand
what happered first, next, etc.

*7. Does the essay keep you interested? YES NO
UP TO A POINT Comment:

I never got bored!!
8. List three detalls or examples that nterested you.

a. How she woke you up every morning and asked
how she should wear her haxr

b. How you didn't want her boyfriend around all the ctime

< How looking back on your mistakes and how you would
nandle :t differently today

§. Can you follow the t.me order of the events or situations eas.ly?

Not really, I didn't get a sense of how long you were friends
and roommates or how long you had been roocmmates before
you blew up at rer.

Are all cther deta:ils clear?

m not sure what ycu mean when you say that you “tackled
er." Zi:d you reallv "tacklie" her?

1Jd. Add further suggesticns and comments beiow.

a. Circle paragraphs that confused ycu. Paz. . 2 2 3§ S 8
7 8 5 10

b. What, 1f anything, should the writer throw cut or revise?

I think you ought to recognize that some best friends could
be good roommates, bu: only :f they have sim:rlar habics. Also
add detalls--what's your friend's name?

<. What should the writer defin:itely keep?
the d:.fferent sleeping habits

d. Quote or- note your favorite sentence, point, or :rdea from
the essay.

"She got up every mornlag at six with enough noi:se to
wake the dead.”

*.1. Does the essay fulfill the requirements for the ass.gnment?
a. Is there a coversheet? YE NO
b. Is the essay titled? YES NO
c. Is the essay handwritten 1in blue or black ink on wide-l:ined
paper, or typed/printed, on cne s:de
only? YES NO
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d. Is the first page set up as in the example in Harbrace Handbook,

34b? YES NO
e. Are subsequent pages numbered as in Harbrace example, 34b?
YES NO
Your last name plus page # needed on each page
£. Does the essay meet the 330-650 word count? YES NO

Too short? Can you give more examples of how you two
didn‘'t get along?

YR

ln[tro ‘ The  Requirements §Writin Five
CTO\I : Syllabus  Schedule ; Peer & lm‘g . List-Serves ;|  Writing
Portfolio | 'Process = Guidelines - = Assignments

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



148

i Essay

Skills/Abilities: The successful complet:ion cf each of the
following £f.ve essay assignments requires that the writer

Defines purpose and audience and adapts material to the audience
Explores and l:mits a subject

Develops a distinctive and appropriate writer's voice

Focuses on and develops a thesis

Der:ves organrzation of mater:al from purpose and thesis
Provides adequate transitions among .deas

Uses effect:ve paragraphing

Uses specific and appropriate language

Uses a variety of sentence Iypes

Revises, edits, and proofreads

Reminder:Review "Computer Classzroom Protocel,” "Basic Requirements,”

"1l2 Steps," ancd "General Guidel:nes." After completing the first craft cf the
essay, the wWriter needs to review these reguirements to wnsure all guidelines
have been me:.

ESSAY 1: THE PERSONAL EXPERIENCE ESSAY

Description: An expressive essay that focuses

on the writer's experience for the purpose cf telling a story and
reflecting on i1ts mearning. The emphasis of the personal experlence
essay 15 on the insight the writer gained from the :incident.

Topic Choices: Neeld's assignments #1l, 2, 2, 5, & € (Writing 112-113)
Suggested Invention Strategies: L.sting, lLocping, Reporter's Formula

Additional Skills/Abilities:

®yses memory recall to gather material for writing

.Develcps rdeas with vivid details, examples, and illustrat:icnhs
‘A;:anges the nagrative :n climactic chrecnolcgical order

Essay Menu

ESSAY #2: THE PERSONAL PERSPECTIVE ESSAY

Description: An expressive essay that focuses con the writer's
cpinion or point of view and 1s written from perscnal exper.ence.
Although the writer stakes out her/his own position, the writer wants
to be understood more than supported or focllowed.
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Topic Choices: Neeld's assignments # 1, 2, 3, 4, 5, & € (Writing 124-25)
Suggestad Invention Strategies: Looping, Listing, Cubing

Additional Skills/Abilities:

®yses memory recall to gather material for writing

.Develops 1deas with vivid details, examples, and :iliustrations
.Adop:s an 1nformal. personal tone and emphatic writer's voice

Ssay Menu

ESSAY #3: THE INFORMATION ESSAY

Description: An essay that provides readers wilth new information
or enlarges readers' knowledge about something they might
already apprec:ate

Topic Choices: The prof:le of a profess:on, profile of an
interesting and unusual hobby or spert, or prof:le of a campus or
commun.ty club, organization, program, or place

Suggested Invention Strategies: Locoping, Reporter's Formula,
Reading and Researching, Classical Invention

Additional Skills/Abilities:

@uses :nrerview and observation o gather mater.al fcr writing

@presencs lively and interesting deta:il that engages the reacer's -nterest
Duses apprcpriate MLA aocumentatich

Essayv Menu

ESSAY #4: THE PROBLEM-SOLUTION ESSAY

Description: An essay that aetails a prcblem,
proposes a solution, and prcves leogically and clearly that the solution
1s the best cocurse of act.on.

Suggested Topic Choices: Neeld's assignments #., 3, & 4
(Wrzt:ng 147-48) or as assigned by instructor

Suggested Invention Strategies: Brainstorming, LOCpLRg,
Reporter's Formula, Cubing, Track Switching

Additional Skills/Abilities:

@uses memory recall, observation, and/or interview to gather
mater:al for writing

®Thinks crrt:ically and logically to analyze the problem and

To arrive at a feas:ible solut:ion

.Az:anges the discussion appropriately o focus on the problem,
the solution, ©r both

@pefines zhe protlem carefully and states the soclution clearly
Ouses appropriate MLA documentation

ssay Menu

ESSAY #5: THE SUMMARY AND RESPONSE ESSAY
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Description: An essay that summarizes and
responds to a position 1n a selected reading

Topic Choices: Readings in Part Four (Portfolio
Composition, 173).

Suggested Invention Strategies: Looping, Classical
Invention, Cubing, Reporter's Formula

Skills/Abilities:

@preads selected reading critically by gquestioning and understanding
.Analyzes, interprets, and evaluates another's pasition

®ouotes, paraphrases, and summarizes another's position accurately
®presents a logical and well Thought out response

Qyses appropriate MLA cdocumentat:on

Ssay Menu
-
__./W’
Intro | : ? . : , .
v i © The Requirements ., .. Five
Ca i Sullabus * Schedule | Peer & %}f 'List-Serves  Writing

L  Process . Guidelines Assignments
Pontfolio | e T
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Eng 111
The Personal ExperienceEssay
Essay 1 Requirements

Topic:
Choose one cf zhe assignments from Writing, pages

112-113 from ameong #1, 2, 3, 5, & 6. The exper:ence you wr:te
about and the feelings you express must be real sincere and
should capture ycur aud:ence's 1nterest.

Length:

500-650 words.

Creating, Shaping and Completing Essay 1:

Read Chapter €, "The Perscnal EZxperilence Essay," Writing

111-122, €for spec:rfic instructions on how =o complete <his assignment.
Review "Computer Classroom Protoceol,” "Basic Reguiremen
"1l2 Steps," and "General Guidel:nes.";

Due Dates and Submission Requirements:
See _schedule.

Expected Skills/Abilities:
This ass:ignment will require that you
@desine purpose and audlence ana Zthat ycu adap:t ycur
writing to the audience,
.E'.xplo:e and l:mut a sub)ect approprirat
@use memory recall To gather material £
@rocus on and develop a thes:is,
Quse narration, descripticn and summary develcping
rdeas with vivid deta:-ls, examplies, and :llustraticns,
.O:gan;ze paragraphs coherently and in chronclogical orger,
@provide adequate transiticns and remunder s:igns,
Qyse specific and appropriate language,
Q®yse a variety cf sentence types and
@Rrevise, ed:t and proofread.

' Writi ; Five
'T_llng - List-Serves | Writing
D  Assignments

The

Intro ? .
to : : The - Requirements
@ §Syllabus : Schedule | Peer &
Portfolio i ! : Process :  Guidelines

o

|
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English 111
The Personal Perspective Essay
Essay 2 Requirements

Topic:
Choose one of the six assignments fr-om #riting, pages 124-25.
Although you may choose one of the assignments that introduces

the topic with a hypothetical situaticn, the experience you write about
and the feelings you express must pe real and sincere. For examgle,
elect to respond to #4 and write about harassment at work, make sure

ou are experiencing such a problem cn the job.
Y

Length:

S00~650 words.

. . .
Creating, Shaping and Completing Essay 1:
Read Chapter?, "The Perscnal Perspect:ve Essay,” WriZing 1223-32,
fcr specific instructions on how o complete this ass:ignment.
Review "Computer Classroom Protocol,” "Basic Reguirements,”
"1lZ2 Steps," and "General Guidel:ines.")

Due Dates and Submission Requirements:
See schedule.

Expected Skills/Abilities:

In aadition te the skills and abil:ties listec .n the general descript:ien,

this ass:ignment will reguire that you

n
p 3
"
1%
o
b
2
0

Define purpose and audirence ancd zhat ycu adapt you
to the audience,

Sxplore and linmut a subiect appropr:iately,

Use memory recall to gather mater:al for writing,
Focus on and develop a thesis,

Use narration, descrigzt:ion and summary developing :ideas with

-1

vivic deta:rls, examples, and illustrat.ons,
and rem:inder s:igns,
Use spec.f:c and appropr:ate language,

Use a var:ety of sentence -ypes and
Revise, ed.t and proofread.

Reminder:

-

Re-read the assignment .nstructions after you have written a drafc

of the essay. Make your own checklist of requirements and
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apply them to your essay.

- *
The iRgun’emems Wri

. s
to g he | riting I | Five
c Syllabus {S hedule iPx%gc%rss : i d&el‘ | Tools | List-Serves |  Writing
Portfolio i i suicelines : ‘ + Assignments

! i
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English 111
The Information Essay
Essay 3 Requirements

Topic:

Write an information essay about a campus or communlity pregram,
service club, or place that a specifically definea audience should
know apout. Possible subjects include

On-campus academic programs
Women's Stud:es

African Amer:can Studies
The Honors Program

The Debate Prcgram

Oon-campus clubs

Women's Pol:rtizal Acticn Group
Bilology Clun

Crama Clu

Chinese 3tucdent Associat:.on
lLambada Assgclation

Jdance Clu

Flywng Raxders

On-campus services

June Anderson Women's Center
Disabled Stuaents Services
The Day Care Center

JSA Foundation Scholarships
The University Wrgizing Center
Computer labs

The escort serv:ice

More on-campus services

The Adult Services Center

Married Student Housing

The Wellness Center
Multi-Cultural Affairs
International Programs & Services

On~campus places

Center for Pcpular Music

Center of Histcric Preservation
Art gallery wn LRC

A campus eatery

Phillips Bookstore

Tennessee Room, Todd Library
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Program & services in your community
Planned Parenthocod

Domestic Violence Shelter

Adult Literacy Program

A nursing home facility

"Meals on Wheels" Program

A day care center

Places in your community

A local tour:st attraciion

A state parck

A unique and popular restauran:t
The community theatre

An historic site

An art gallery

Length:

500-650 words.

Research Requirements:

@ Interview a xnowledgeable ind:vidual and ccllect descriptive
materzals, such as pamphliets or newsletzers, tc
apout the pregram, service, or place and use the inf
apprepriately decumented, in the essay,

Quote the 1nterviewee at least once :nn the essay,
Acknowiedge the .nterview iand other material used :n the essay)
Sn a separate page (numpered as ycur .ast page) ent:tled Work 'cr Works)
Cited (see Harbrace p. 4€3 for a sample Wcrks Cited page using

tne MLA dccumentat:on style:.

Creating, Shaping and Completing Essay 3:

Read Chapter .C, "The information Essay.," Wrizing .6C-.7%S,
for specific instructions on how to complete this assignment.
Review "Computer Classroom Protecol,” "Basic Reguirements,”
"12 Steps," and "General Guidelines.")

Due Dates and Submission Requirements:
See schedule.

Expected Skills/Abilities:

In addztion to the skills and abil:ties listec :1n the general descriptlicn,

this assignment will require that you use interview and observation
skills tec gather material for writing. Follow these points for conducting
the interview:

@yUsing the repcrter's formula fo generate uestions, write

g P
cut your interview questions .n advance.

@rsk specific gquestions, for the most part.

®1: you receive a "yes" or "no" answer, follow with a guestion

Yy g

seeking more information.

®ge flex:ble--:1f you think of a good question during the interview, ask 1it.

q

@1 the :nterviewee wanders from the topic, steer his/her back.

®:sten carefully.

®Take only the notes you will need to jog your memocy.
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®yse a tape recorder Lf your interviewee does not object and the
recorder does not distract.

@tnd the interview with a general invitation: "Can you think of anything
else to tell me?"

.Immedlately after the 1interview, make a complete record of :
based on your notes and include physical descriptions, 1f appropriate.

Essay 3 also requires that you quote and paraphrase your sources
approprrately and that you document them correctly. See p. 438 of Harbrace
for how to cite an interview on the Works Cited page.

Then, too, do not refer to the interview 1n the essay and keep
yourself as zhe i1nterviewer ocut ¢f tThe essay.

Reminder:

Re-read the assignment Lastruct:ions after you have wriiten a draft
of the essay. Make your own checkl:st of requirements and
apply them to your essay.

h b r
H ! .

Intro i . ; : .
to . . The  Requirements ' Writing : Five
C.—A\I Svllabus Schedule : Peer & _gTools List-Serves Writing

o : . Proces Guidelin " Assi
Portfolio frocess  Lurdeiines Assignments
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English 111
The Problem-Solution Essay
Essay 4 Requirements

Topic:

Choose one of the five wr:Zing assignments from Writing 147.

Length:

500-650 words.

Creating, Shaping and Completing Essay 3:

Read Chapter S, "The Prcblem-Solution Essay,” Writing 145-1%3,
for specific instructions cn how to complete this assignment.
Review "Computer Classroom Protocel,” "Basic Requirements,"
"12 Steps," and "General Guidelines.")

Due Dates and Submission Requirements:
See schedule.

Expected Skills/Abilities:

Zspecially :mportant To your success as a writer s that you

make a prom:se to your readers (the explicit or implied thesis) and that
you del:iver that promise. To be sure that you do so, apply the

internal and external checks 'Writing 14€) to all drafts.

The "problem-solut:on”" essay w:ll require that you establish vour
authority; as Neeld says, "Give readers gocd reasons for

regarding you as an expert on the subject. Estaclish your
credentials" (Writing 150). See the checklist for

writing “"problem-solution"” essay on p. 146. As .n the case cf

Essays ! and 2, :n addition =z the skill1s and ab:ilities l:sted :in the
general descr:ption, this assignment will require that you

Define purpose and aud:ience and that you adapt your
writing to the audience,

Explore and l:mit a sublect appropriately,

Use memory recall to gather material for writing,
Focus on and develop a thesis,

Use analysis, description and summary,

Organ.ze paragraphs coherently and provide
adequate transitions and reminder signs,

Use specific and appropriate language,

Use a variety of sentence :ypes

Revise, edit and proofread.

Reminder:
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Re-read the assignment instructions after ycu have written a draft
of the essay. Make your own checklist of requirements and
apply them to your essay.

T T i , s
Intro i i ] ! . f ! ;
| The | Requirements N ' Five
! ! | ~-ne Requrements | ; ive
tﬁl iS llabus | Schedule | Peer | & | V;/.:nlr; : List-Serves | Writing
Portfolio | i ’Process Guidelines ! -0 Assignments

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



159

-,
'd /7

e

—

English 111
The Summary and Response Essay
Essay §

In preparation for this essay, read carefully the following
sections in your Portfolio Composition book:

"Writzng the Summary and Response Essay"” (173-76) and

"How to be an Active Reader™ (181-88;. Pay particular
attention to the sample student essay (177-180) and the
sample read:ng with annotations (186-88).

Purpose and Audience:

Have you read a newspaper editor:al or magazine article recently that
made you angry, touched ycu deeply, or introduced you tc a

subjecc that ycu would like to tell cthers about? This assignment
Gives you the cpporftunity O wWIlte about scmething you will read,
tnereby, allowing ycu I¢ praciice a COmMMON purpose of academ:ic
writing--tc surmarize and respond.

G YySu will comment on another piece of writing by

S5 ccntent and :indicating how ycur cwn experience anc

es cr disagrees with the writer's. Tc accomplish this

c *1i summarize and respond to the most .mpcrtant pcint

of your scurce; your writing will include summary, analys:is, and
evaluation. Actually the best way to lock at the dual purpose of th:is
wrililng is that you are summarizing for the reader's sake and in crder
to respond accurately and well. Write from the assumption that your
reader has not read the essay.

As always, you should select a specif:ic aud:ience and arrive at a specif:c
purpcse. Wwhc will benef:it the most frcm reading your essay and what
is the purpose cf your surmmary and response?

Topic:

What piece cf writing will you summar:ze and respond =o? To save

you t:ime and effort, I have selected f:ve readings anc :included

them 1n the "Reader with Assignment” secticn 0f your Portfciio Composition
book. You may chose ocne cf these whose subject matter has sparzked

interest in you:

. Barry Glazer, "The Right tc Be Let Alone” (Student Essay)
Bernard Goldberg, "Televisicn Insullts Men, Teoc”

Luis N:izer, "How About Low-Cost Drugs for Addicts?”
Ciara Spotted Elk, "Skeletons in the Artic”

. Michael Venture, "On Kids and Slasher Movies"

Wb W R e

Exploring the topic:

Outline the text selection that you will be responding to in the essay,
and then use clustering to explore your own responses tc the sublect.
Additicnally, write out ycur answers to the "Questions on Ccocntent™

and "Questions on Technique" which fcllow the reacding.
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Length:
500-650 words

Due Dates and Submission Requirements:
See schedule.

Expected Skills/Abilities:

In additicon to the skills and abilities listed in the
general descziption, this assignment will require that ycu

Accurately and clearly summarize your source.

Present a clear and logical response in agreement or disagreement.
Show why ycu agree or disagree with the author.

Point out strengths and weaknesses 1n the author's argument.

Present your position so that readers can hear your distinctive volice.

Organ:ize the paper weil, providing adequate transitions among

1deas and balancing the summary and response agpreopcsiately. Remember
that you are summarizing 10 order to respond. You must give enough
information in the summary tc make the author's position clear and
you must show how and why you agree or disagree.

Make sure you distinguish your 1deas from those of your scurce.
Introduce, quote, and parapnrase your sources for development.
Identify the source tauthor and t:itle) in the cpening paragraph.
Also 1n the cpening paragraph prcvide a summary statement

of the source's message.

Quote tnhe source at least once 1n the writ:ng,

C.ite page numbers parenthetically for guotat:ions and parapnrases
1f the source .s more than one page in length.

Include a Work Cited page, paginated ccnsecutively with the rest
of your essay.

Reminder:
Re-read the assignment instructions after you have written

a draft of the essay. Make your own checklist cf requirements
and apply them to your essay.

Review "Computer Classroom Protocol,™ “"Basic Requirements, "
"l2 sSteps, " and "General Guidelines.")

i : H

Intro % ' i : . , : ! )
to ] i ! The ' Regquirements ' Writing | ; Five
CA | Syllabus | Schedule | Peer & 5_—gTools . List-Serves |  Writing
Portfolio | Brocess - Guidelines B - Assignments

i
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CAI Portfolio English 111 Requirements & Guidelines

Knowing exactly what is expected of you as you begin a writing assignment relieves a good deal of the
presure off the composition process. Read the following general guidelines and basic requirements, so
you are thoroughly familiarized with what is expected from each of your writing efforts.

|
12 1
. Basic S!.eps General glomputer . Usu:ig
: Requirements o Guidelines S-assroom =8condary
: Completing e Protocol Sources
Assignment
Improvin 21 Most Sentence The Five
fm ! Common Level Revision Writing
trose Style Errors Corrections Process Assignments

General Guidelines

Qnccer familrarizing yourself with all the
regurrements and beginning the compositicon process,
devise an appropr:rate and meaningful t:itle for your essay.
Do not underline or place guctaticn marks around your
paper's Title.

1T
B3
Sremember you must develcp a clear thesis
and support it from your observaticons or your reading with guotat:ions,
paraphrase or summary that 1s appropriate and convincing.

.Develop your intreoduction and conclusion
with care. Your introduction should include the thes:s statement
and a genera. :dea of the scope of your discussicn (the points you
will offer), but avoid the deadly and boring announcement cf purpose:
"In this essay I will discuss. . . ." When writing about another piece
of writing, the z:tle of the piece(s), the auther's name must be :ncluded
also and all comments are made in the present tense. Your conclusion
should provide closure for your readers by bringing your points to
a satisfactory end; do not introduce any new topics cor rdeas.

.Eve:y sentence in your essay must contribute
to developing your thesis and hold your reader's attention. Carefully
ocrganlze and arrange your material so your i1deas are presented :n
logical order (ideally foliowing the general statement of scope
offered in the intro). The five paragraph, three point essay, although
basic, works wonders (except in the research paper), 1£ you have
difficulty organizing yocur thoughts. Don't forgetr to maxe use of
transitional words and phrases--these aicd the reader in following
your reasoning.

LB & submatting essays, fold final and zough drafts
together lengthwise and wraite (1) your name, (2) date, and
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(3) section on the outside. When your essay .s returned, place all
materrals in folder, including the rough draft, with the £inal draft on
top. Fill in the ins:de cover with the appropriate :nfermation. Submiz
2 neat, legible, presenzation that you have taken great pains tTo revise
and proofread. It would be a waste to lose merit over minor €rrors.

@railure to adhere to these guidelines may
result in your paper being returned ungraded, hence, treated as
late and subject to the appropriate penalties
(see "Syllabus--Course Policies").
It is your responsibility to familiarize yourself with
all these requirsmants.

@Requlrements § Guidelines Menu

Basic Requirements for CAI Portfolio Assignments

General Requirements:

@ rour drafts should be written for each essay: #l--dirscovery draf:,
#2--reading draft for peer group respcnse, #3--teacher's read:ing drafc,
and #4--revised draft for portfcl:io consideration.

‘Ail reading <rafts cf the essays, 1i1ncluding portfolic sSuDmissions,
should be £30-650 words :1n length (all words count :n the tally!).

@ror each essay, you will create a folaer named for each
assignment--essay ., essay 2, etc.

@:n each folder, you will create and save separate documents
fmanimum ¢ f:ve) for each component cf tne composition process and name
them acccrdingly per essay (remember To back up these f£:les on your second

essaylinvent--fcr invention strategies snare with
instructor via e-maxl)
essayldraftl--for the discovery draft (share with
instructor via e-mail)
essayldraft2--£or the peer draft (share with :nstructor
and peer (s) via e-mail)
essayldraft3--£for the teacher draft also submitted in hard copy
essayldraftda (b,c, etc.)--for subseguent rev.sions

®vou wiil alsc set up a folder for the Mid-term and Final Portfol:cs
which will include the appropriate revisions.

Qi1 dgrafrs, except the discovery draft, must have a title (unless the
writing takes the form of a letter).

'Eeg;nn;nq with draft #2, all drafts must have a coversheet
(see Portfolio, p. 9, 51l;. Coversheets should be rev:sed :f essentials
change 1n works 1n prcgress.

®ni1 drafts submitted for teacher feedback, including the
Mid-term and final Portfol:ios must be turned on hard copy.

@sercence-level corrections w:ll be made cn the
teacher draft hazd copy and bound in the Freshman Folder, along with any
other hard copies ¢f the composSitiCn process

oniy writing, creating through completing, should be saved on
both the primary and back up disks, and hard copies of material not on disk
must be bound i1n the Freshman English Folder. The disk and fclder are
submitted at the end of the semester for course credit. These materials
w1ll not be returned to you.

®D:sk and Freshman Folder contents will be
checked by instructor for hcmework credit periodically; all materials
must be in place and labeled prcoperly by the essay due date (see Schedule)

[43

18K
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®provide some protect:ion for your disks in the form
of plastic sleeves, etc.
€®n: writing must be the student's original work.

Format Matters for all documents on disk and hard cecpy:

®The computers i1n the classrocm use Word 95;
the program you use cutside of class must be compatible.

®wich a new document open, drop "File" menu
and select "Page set up."

@®:n "Page set up," set top margin at .5" and all
others at 1" for "whole document."

‘Open “"Format"” menu and select "Paragraph”:
s5et spacing o double. Do not stray from double spacing at anytime.

@rssays submitted te the teacher must follow the
conventions fcr setting up the f:irst page and numbering subsequent pages.
See the example :n the Harbrace Handbook, 34b.

@71c 1inser: page numbers, with document at the tc
margin (.2"), seiect "right-hand justify” and .nsert appropriate page
numper (last name fcllowed by the digiz).

@®:n tcp right ceorner, ident:fly each draft apprcpriately:

Drafc #! (discovery draft), Draft #2 (peer group response draft;, Drafz #2
(teacher's submission draft), or Draft #4 (a revised draft for
portfolio ccnsideratzen).

L D¢ begin the MLA style heading for the £
return o "lefi-hand justify"; wnclude a
Harbrace Handbookx, 34b.

@center your t:tle, and then begin drafring.

‘U

b be
—

Use of Secondary Sources

Qunen secondary scurces ..:.brary mater:ials,

interviews, Or nenprint sources; are usecd (parachrasec or guotezd!, you
must cite the sources parenthe:iically and :rnciude a Works Cited page,
following the Mcdern lLanguage Asscociation (MLA) guideli.nes for
documentaticn (Harbrace Handbook 34a, &: Wrizing, pp. 2€3-2%13

@yhen secondary sources are used, photzscoples
of pages cited must be submitted along with the teacher's reading araft.

@Recu'.:emen:s § Suzcdelrnes Menu

Intro | ; ‘ _ . : .
to i : Th Requirements Writing ; Five
— i Syllabus | Schedule | Peer . & ,aung i List-Serves | Wnitin
CAI | : . St : Tools |, Suns
Portfolio | i -Process - Guidelines ' + Assignments
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CAI Portfolio English 111 Computer Classroom Protocols

Welcome to PH 327, the Frank Ginann: Computer Classroom.

The following is a set of guidelines o lnsure your success while
using this fac:lity. Many are common sense practices, but be

sure o familiarize yourself with all of them to avoid any unnecessary
problems. Remember that either I or a computer lab assistant

must be present at all times.

bl There 1s no eating, drinking or smoking allowed.
2. Computers are to be used for English 111 work only.

3. Do not rely on our computers for your scle means ¢f prinzing,
particulariy on due dates.

4. If you need =z log on, the password .s English.
S. Do nect :nstall any programs.
€. Save documen=ts onto a format readable by our computers
ana onte your own disk (drive a:; rather than the nard arive

{drive z:;. Remember 0 save dcocuments ORtC your pack-up disk alsc.

7. E-fore you .eave work staticn, exiT all programs and recon
the area for aill belongings.

8. NEVER CLOSEZ OR EXIT THE PRINT MANAGER.
$. Do nect turn off the computer.

iC. Not:fy
Time) 2

our instructicr or lab monitcr (1f working outside class
ycu need help.

[T

il. Language used :nn the essays anc in peer corments are
cf a puclic nature; therefore, 1% needs tc be sultable for
academuc viewing. Any violation of basic ruies of pol:teness
and decorum could result i the student being asked tc leave
the course.

12. Peer response means Just that, corments and suggesticns,
car®

not changing the writer's tex:t.

Organizing your work on the disc should help you in
fulfilling all course requiremants and in meeting your deadlines.

Yap

Intro ! i ; ’ ) {‘ . .
t ! | . The - Requirements ... . Five
CAI iSyllabus i Schedule | Peer . & E—TTlsg  List-Serves i Writing
Portfolio | % | Process | Guidelines | —** ! ' Assignments
‘ ’ ; : i i

i :
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Creating, Shaping, Completing
12 Steps in Completing Essay Assignments

@cer Wwriting assignment in class.
@®pead Neeld's chapter on the type of essay assigned.
®or your disk, open a new document, write at least two creating techn:iques

as assigned :see "Five Portfol.o Writingc Ass:gnments,” anc
share with instructcr through e-max_..

@write statement of
l. purpcse
2. short descripticn c¢f audience
3. general :dea ycu want tc Iommunlcate

.Open a new Zccument anc write draft 81 [discovery araft:.

Qrereac che Wrizing Assignment (both Neeld an@ "Five Pcrifolilc
Assignments”:, rev.se craft to meet all reguirements, anc snare

arafT #1 with instructor and peer!{s. througn e-marl.

@Ger e-mail feedback from teacher on discovery draft and revise cdraft #8l:
with draft #1 open, do a "save-as" and re-name 1t as draft #2 before you
begin revision. This allows you a basis of comparison between the two.

.Compie:e coversheet (Portfolio p. Sl after you write drafi #2.

@cer feedback from peer grcup on draf: #2 and revise draft #2
fcllowing the same prccegure for revising draft #i.

Qrevise coversheet after you write draft #3.

@cer feedback from teacher on hard copy of draf: #3 and revise draft &3
following the same procecdure for revising drafsc #1.

@revise coversneer afrer you write draft #4 for portfolio consideration.

@Recu‘.:emen:s § Gu.delines Menu

Y

Intro | : : . : : : .
i i ! The .Requirements ., .. Five
i ! I ‘W g . ; Pty
Ct_o | Syllabus : Schedule ;| Peer & \ ngrs i List-Serves ,  Writing
Portfolio ; ' { Process i Guidelines | — - .  Assignments
i i : .

i ! |
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The Twenty-One Most Common
Grammatical/Mechanical Errors
with Corresponding Harbrace Handbook Sections

Common Error

Harbrace section

@ -comma splice da, o, ¢
@ -rused sentence 3a, b
@®-.1ack of agreemenz between pronoun and ancteceden ga
@ -rack of subject-verb agreement 7a
.'.V.'.ss:.ng cr misplaced possessive apostzopne l%a, &
®-sentence £ragment 2a, o
.'w:onq or missing verb ending, WIcng
tense or verb form 7a, b, c. d
@-raulty Pred:icat:ion 2
.'M;sspell;ngs 22
@:25/7t's confusion 22k
.M‘.splace cr cangling modif:er
.MLss'.ng comma after an Lntrsductory element
.M;ssmnq cemma 1n a compound sentence
.M;ss;r.q comma :n a ser:ies
.M;ss;ng commais! with non-rsestriciive eiement
.Unnecessa:y comma(s) with a restrictive clause ;
.Unne:essa:y sn2fT in prernoun 8e
.Unnecessa:y shefz in tense Te
.Vague pronoun reference gz
.w:onq Cr missing prepesiTian i€,
‘w:cng wora l4a
*The MTS5U EZngl.sn Depar:iment reccgnites these
errcrs as the most sericus. Failure tc _earn TC eqit
cut these errors in your writing will result :n a failed
portfol:io and failure in the course. Your English 110
instructer will mazk examp.es of these errcrs .n your
wzlling early .n the course sc tha:t you will have i me
Tc learzn =2 avecild them. Stucdents wWnc wIrte wlith these
errors should atzend the MTSU Writing Jenter
(Peck Ha.. 324 fcr spec:ial :nstructi:on anc make use
of the addit:snal help proviaed through the Writing Tocls
segment :whether assi.gned by the Teacner CI On InelI owni.
@Re uirements & Guidelines Menu
gttE
Intro .
b ; : ; The Requirements Writi Five
= H ) ; i ng ... ‘ _=
CAl §S ilabus ' Schedule | Peer & Tools : List-Serves Writing
i ; i Process . Guidelines | Assignments
H i !

Pontfolio |
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Using Secondary Sources in Your Writing

English 111

When you write using secondary sources, you will need these:

SKILLS

1. How to use the appropriate
stylesheet as an aid to writing
the works cited entries.

2. How to cite and punctuats

sources parsnthetically in
the text of the paper.

3. How to paraphrase sources.

4. How to integrate and
punctuate quotations
from sources.

@-ﬂxrmn:s & Guidelines Msnu

REMINDERS

Use MLA for English papers.
Harbrace 34a, b

Cite your socurce at the sentence
level. Harbrace 34a

Except for blocked off quotations,
citations appear just before the
punctuation in the ssntence.

Paraphrase sources more often
than quoting. Harbrace
33g, 34a

An adequate paraphrase accurately
reflects the content of the original
passage and 1s written in your own
words.

Don't PLOP quotations into your
your text. Prepare the reader for
the quotation by introducing it
with an attribution or integrating
it some way.

Harbrace 33h, g, 34a

Be accurate 1in every detail when you
quote, paying close attention to
punctuation and capitalization of
letters.

Don't quote too often because
"Too many quotations in a
paper can convey the
impression that you have
little to say for yourself"
(Barbrace, 13th ed., 414).

R

The - i M

Portfolic * Syllabus : Schedule : c
System - : ' Peer

: '~ 'i .
Requirements :,, ... Five
& é"%nf }List-Serves ¢ Writing
Guidelines { : Assignments
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CAlI Portfolio English 111 Coversheet Instructions

How to Complete The Essay Coversheet

Completing each Essay Coversheet Ls an important component

of the writing process. It 1s the step where you formally state what
your 1ntentions are in terms of audience, purpose and thesis--the
three major considerations of all writing situations. Additicnally,
you re-exam:.ne vour {(the writer's) role in the essay, an important
aid for establishing your tone. In essence, the coversheet :s a
contract in which you make certain promises to your reader(s).

Dc not mistakenly regard this task as merely superficial or as
window dressing for your paper:; the coversheet should be a
thoughtfully compesed set of responses that will assist the

readers {(peer group members, your lNStructor, norming-group

faculty members) in evaluating the result of your efforts. The
degree of correspcndence between the information provided in

the essay coversheet and the finished essay carries a great

deal of weight, particularly in the Mid-term Portfclio and Fipmal
Portfolio evaluat:ions.

Fcr each essay, comglete a coversheet after you have written

a discovery draZft and then submit the coversheet with all
subsequent drafts of the essay, revising the coversneet as

needed :£ your apprcach to the essay changes. A sample
ccversheet has been previded fcr you on this web sicte

and cthers with the Sample Student Pcritfclio inclucded :in

Part Twe of Portfolio ip. 25). These should give some
suggest:ions of the types cf responses that have proven effective.

: . The Requirements e : Five
Ct_o_ Syilabus ; Schedule | Peer & E%g—gg gList-Sewes ¢ Writing
Portfolio | j ! Process | Guidelines | ; . Assignments
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111 Sample Coversheet

Student's Name English 111 Essay Number

ESSAY COVERSHEET

Instructicns: For each essay, complete a coversheet after you have
written a discovery craft and then submit the coversheet with all
subsequenz drafts of the essay, revising the coversheet as

needed .f your approach to the essay changes. Refresh your

memory on the purpose of the coversheet before you starc.

1.In a word c¢r shrase, describe your topilc.
College rccocmmates

2.In a word or phrase, give your working title.

Ses: Friend Cilemma

(1Y)

n a sentence tell wny you are an ins:ider on thls subject.

&)

Because I had
frzend, whic

deczsicon

rst-hand experience living with 2y best
rned ouf to be one of the worst

4.In twoc to four sentences, describe ycur target audlence as
specif:ically as you can.

My audlience :s graduat:ng senlors or freshman who can
st:ll change roommates. I: ncludes all people who might
choose tc live with their best friends.

2.In one tc twWo sentences, state (a; the purpose that you want
T2 achieve 1n writing this essay for this specif.c audience
and (b; the response you expect £rom this audience.

a) I want my audiepnce to understand why I think choosing
rend as a rocmmate :s a problem, and I would like

o keep them from making the same mistakes [ did

wnen I first started colliege.

{b) I expect them to enljoy my examples.
6€.In cne sentence Tell what value your essay holds for 1ts readers.

It teaches you how not to choose a roommate, 4dnd 1t
emphasizes the value of keeping your best friend.

7.In a word or phrase, 1ident:fy the role you are playing as the
author of this essay (that 1s, the persona you are

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



170

assuming as the author).

I am playing the role of an advisor who has experieaced
a prosblem.

8.In a complete sentence, state your thesis.

Do not choose your best friend as a roommate for college.

~ R

i !
H I

o—

ntro | ! ! ) | ; f ]
i ; i The :Requirements i, .. | Five
2  Syllabus : Schedule | Peer ! & | Witing : List-Serves | Writin
C | : i i Tools ;o hnung
Pon_fo“o i 4 M ' .GM | H ' Assiggmen[s
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,!
O,

Improving your Prose Style for
Portfolio Submissions

It's 1mportant to have something significant to say and to say
1t well; that 1s, be sure to clothe your :deas :1n memorable,
emphatic language that 1s alsc dressed in a style appropriate

for college-level writing. Therefore, the last step in revision
before proofreading your writing £or correctness 1s polishing
your prose style. These six questions should helip you

know what %o look for as you go about 1mproving your prcse style.

ARE YOU

I

AVOIDING UTILITY WCRDS LIKE "THING"?

See the list of words to aveid in Writing, p. 430
ana Harbrace Handbook 14a.

2. AVCIDING TRITE ZXPRESSIONS LIKE "EASY AS PIE"?

See _.st in Wrizing, p. 451 and Harbrace Handbook l4c.

w

AVCIDING PASSIVE VCICE?

Passive voice

The peace =reaty ending World War II :in

~he Pac:rf:ic was signed by General Douglas MacArthuzr on the
deck of the USS Missour:.

Active voice

On the deck of the USS Missour:, General
Douglas MacArthur s:gned the peace treaty end.ng World

War II i1n the Pacif:ic.
Harbrace Handbook 11d.

4. AVOIDING WERK VEIRBS, THOSE FORMED FROM "BE,"
"DO, " AND "HAVE"?

Weak The traffic downtown today was bad.

Revised Heavy traffic clogged downtown streets today.

(¥

USING CCORDINATION AND SUBOQORDINATICN APPROPRIATELY
TO SHOW RELATIONSHIP OF IDEAS IN SENTENCES?

See Writing for lists of conjunctions (p. 425) and subordirate
conjuncions (p. 426).

6. WRITING WITH SENTENCE VARIETY? Be sure to
®vary sentence length.

.va:y sentence openings by occasionally
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Beginning with single-word trans:itions:

Afterward, we discussed the difficulties of being
a single parent. (See Harkbrace Handbook,
3b, c, for lists of words.)

Beginning with prepesiticnal, verbal, or absolute phrases:
Befcre dawn, the mountain etches 1ts silhouette against
the sky.Talking around the clock, negotiators finally
reached a settlement. Our business concluded, we
decided to go out to lunch.

Begirnning with a dependent clause:

Cnce Valerie had become a vegetar:an, the thought of a
medium-rare steak no longer tempted her.

.va:y sentence types.
Use an occasional quest:on, command, and exclamation.

Jse all the sentence types: simple, ccmpound, cemplex,
compcund-compiex. (See Harbrace Handbook, 1£.}

e the pericdic sentence !which saves i1ts main :1dea £or zhe
end of tne sentence, using phrases or dependent clauses tg

j d up <o the rndegendent clause):

for tob training, for fostering an underzstanding of values
and beliefs, for meeting other people with similar .nterests,
for drama cr forestry or philosophy, for waking yourself
up--a colilege campus 1s the place.

Use the cumulative sentence (which tegins with the ma:in
rcea fcslliowed by severzal phrases or dependent clauses):

A college campus 1s a place {or job tra:ining, for foster:ng an
uncerstanding of values andg cel:efs, fcr meeting others

Wwith similar interests, for cdrama or forestry or philosophy,
fcr waking yourself up.

@Recu;:emen:s & Guidel.nes Menu

£

Intro | , ! : . i ; .

o ! : i The Requirements an’tin ; Five
CAl i Syllabus | Schedule : Peer - & %_Toof ‘List-Serves |  Writing
== ; Process . Guidelines ' — " Assignments

Portfolio
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The Revision Process
Incorporating InstructorComments

"My writing 1s a process of rewriting, of going
back and changing and £:lling in"--Joan Didion.

"Because the best part of all, the absolutely most
delicious part, s finishing 1t and then doing it over. . . .
I rewrite a lot, over and over again, So that 1t looks like

-

I never digd"--Toni Morrison.

". . the best reason for putting anything down on paper

1s that one may then change :1t"--Bernard DeVoto

Successful writers always revise their work, So revision will be an
important activity in CAI Portfol:ro English 1il. In fact, the portfecl:io
system of writing assessment rewards you for substantiail and

effective revision.

As you perhaps already know, the word revise comes £from the
French revo.r., which means To see again. When your teacher
asks ycu To rewvise your writing, your teacher wants you o
reconsider 1t from a fresh perspective and to make signif:iczant
changes zhat will :invclve re-seeing and re-thinking "globai”
1ssues l.ke turpose, thesis, audience, develcpment,
organizaticn, and wrliter's tone and voice. Though
important, simply cleaning up surface errors (misspel
for examplie! 1s nct revising (see "21 Most Common Ers
Also, imprecving the effect:iveness of your stvie,
cerms of diction and sentence structure, whiie helping your
overall presentaticn, does not address global .ssues.

Your teacher wi:ll! always ask that yocu do more than just
correct mistakes. Your revision tasks may include
rewriting entire sections of your essay, reordering
paragraphs, cr selecting another audience, which will also
mean choosing different supporting material and language
throughout the essay. 0f course, you will alsc deal with
sentence-level corrections, but

rememper this alone does not constitute revision.

Your teacher w:ill respond to your writing with an eye

to 1ts strengths and weaknesses. Once you receive your

instructor's comments, whether cn the individual essay's

Teacher Feedback Sheet (see Pocrtfolio p. 151)

or on the Mid-term Portfclic Evaluation Form

{see pPorrfolio p. 165!, read them carefully o help

you determ:ine how tc proceed to rev:ise and, thus,

impreve your efforts for the Final Portfol:ic submiss:on.

The best way to read the Teacher's Feedback Sheet i1s to

1) read the teacher's general response first,

{2) next, read the teacher's spec:iflc response to .ssues
of purpose, audience, development, organization, and
language usage, anc

(3) finally, read the teacher's comments cn the margins of

your paper. Be sure to ask your teacher about comments

you do not understand.
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Much of your success as a writer in CAI Portfolio English 111
will be determined by your ability to revise your writling
effectively over the course cof fifteen weeks of writing. Using
the computer .s particularly helpful because it simplifies
moving around words, sentences, and even whole paragraphs

with the "cut and paste”™ options in the "Edit"™ menu. You

can also use the split screen option to view an exist:ng draft
in one portion of the screen as you make revisions on the
draft in the other. Additionally, revision of organization :s
made easy by deleting all text except toplic sentences

to see i) 1f, i1n fact, effective topic sentences are usecd

and 2) :1f they are arranged :in the most logical sequence possible.
The Pertfolio System recognizes that you are a develop:ing
writer who must learn the craft of revision:; your teacher will
guide you thrcugh these and other exercises o improve

your revision skills Thank of your teacher as your writing
coach, take your teacher's suggestions for revision to

heazrt, and remember that your best writing will always

be a product cf rewriting.

eguirements & Guidelines Menu

&R

|

Intro i : ]
o | i . The  Requirements . .. - Five
CA : Syllabus : Schedule : Peer & ETocEg List-Serves | Writing
Port‘folio : “Process - Guidelines : Assignments
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Sentence Level Corrections
An English Folder Requirement and Harbrace Handbook Assignment

Instructions: Bind this sheet in your Freshman Folder and
refer to 1t often.

Requirements: Beginning with %he in-class :ntroductory essay,
you are required to correct sentence-level errcrs that your
teacher marks in your essays. Following the instructions
below, make these ccrrectiocns soon after your writing 1s
returned and include the correct:ions in your folder. When
carrections are done in class, have your teacher check your
work before you ieave class.

Purpose: The puzpose of these sentence-level corrections 1s

to help ycu :identify the most common grammatical ana
mechanical errcrs you are li.kely to write so that you

will not make these mistakes n the essays you submitT

for the portfscl:o. To pass CAI Portfoliic English 111, you must
be able o write Standard American Englishk, which _n parsz
means wrlting free of the following errors: sentence Iragments
(Harbrace 2%, ccmma spliced or run-on sentences (#Harkrace 3i,
sutject/verb and proncun/antecedent disagreements
(Harbrace 7a ana 6a), verb errors (Harbrace 7), ©
misuse or omissicn cf tne apostrcphe (Harbrace 1S
and misspell:ings (Harbrace 22..

he
1
i

Procedure for Making Corrections: When your work :s

returned, :t will be 1n the order that .t should appear :n the
folder. Place a blank sheet cf paper on teop of the marked
essay and bind 1t with the earlier drafts in the folder.

Then correct all Harbrace-numbered errcrs ty following

Tnese steps (revisions done rncorrectly must be redone):

®record tizle, ass.gnecd lengzh, and dates due and
corrected on wnside front ccocver cf folaer under "Contents.”

@record list of numbered erzors on back inside cover

of fclder under "Summary of Corrections.” Here you record

the actual number (such as :7a) in the appropriate column

the number cf t:mes you have made the error. For example,

1f you have three l7a errors in your essay, ycu write,

t7a, 17a, l17a iz the appropriate column ("Punctuation 17-21").

@:o: misspeilings, make a makeshift column far right
margin on the back inside ccver and title 1t “Spell:ing
Here write zhe word you misspellied, but spell :t corre
cf coucse!

e
meYar
cSay.

®7To revise the numbered errors, follow these steps:
1. Look up the section in the Harbrace Handbook.
Read the rule and all other perzinent information (espec:ially look
at examples), and ask your teacher questions about anything you
don't undezstand.
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2. When you bel:ieve you know what 1s 1in error, on the page

opposite your error {(this will be either the back of your top shee:,
1£ the errcr is on your Zirst page, or on the back of subsequent
pages of your essay), write (1) the number of the error and the
rule that applies (the rule must be a complete sentence),

and (2, and your sentence (the entire sentence) corrected.

For example:

Rule l7a: A comma ordinarily precedes a cocordinating
conjunction that l:inks main clauses.

Correction: They are hopeless and humble, so he loves them.

Important Notes: (1) If you have several errcrs

of *he same number, there 1s no need to write the rule more

than once, but do correct all sentences that contain these errors.
(2} If you have a sentence with mult:iple errors, write all the

rules and then rewrite the sentence one time, correcting all errcrs.

Reminder: Keeping your English folder up to date

15 your respensip:lity; you can't pass the course without a
completed folder.

i

o | ' The Requirements | ' Five
; i The s
2o Svilabus - Schedule | Peer & SO i Serves  Writing
Portfolio , ' ‘Process ' Guidelines Assignments
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CAI Portfolio English 111 Writing Tools

This portion of the English 111 Portfolio Composition site is devoted to providing you with useful links
to information or to help in areas where problems have arisen in your composition process. If you already
know of weaknesses, you may opt to visit these locations on your own. If problems surface in your
writing that I feel dictate the use of these resources, in addition to receiving a referral to the University
Writing Center, you will be given instructions on which sites to visit and which exercises to do.
Remember that these are to be used as a supplement to your assignments and that you are working under
time constraints in terms of due dates for your essay’s drafts. Use your time wisely. We owe a great
thanks to all the on-line sources which make this process possible: Purdue University On-Line Writing
Lab, University of Wisconsin, Columbia University, and the University of South Florida.

WRITING TOOLS

- General | , Writing ,
Reference Drafting - Assignments Mechanics
. Revising '
Prewriting and Grammar ~ Spelling
: Proofreading

General Reference:

Webster's Hypertext Interface Dictionary
Thesaurus
Bartlett's Quotations

Strunk's Elements of Stvle

Using Sources MLA
Documentation for Electronic Materials

@Wn‘tigg Tools Menu
Prewriting:

Coping with Writing Anxie
Overcoming Writer's Block
Starting to Write

Thought Starters
Prewriting Activities
Brainstorming
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@Wn’ting Tools Menu
Drafting:
Developing an Qutline

Constructing Para h:
Conciseness
Transitions

Adding Emphasis

@Wﬁting Tools Menu

Revising and Proofreading:

Proofreading, Editing, and Revisin,

Concems in Proofreading/Editing

Non-Sexist Language
Improving Sentence Clarn

@Writing Tools Menu
Grammar:

Adjectives and Adverbs

Dangling Modifiers

Parallel Structure

Pronouns (Usage)

Pronouns (Case)

Subject-Verb Agreement

Verbs (Usage of Two-Part Idiomatic Expressions)
Verbs (Voice and Mood)

Verbs (Tense Consistencv)

Verbs (Tense Consistencv Exercise)

Verbs (Active and Passive Voice)
Verb Chart

@Wt‘iting Tools Menu
Mechanics:

General Comma Rules
Commas After Introductions

Commas vs Semi-coions in Compound Sentences

Commas in Non-essential Phrases and Clauses

Commas to Correct Run-ons, Comma Splices, and Fused Sentences
Punctuation (Apostrophes)

Punctuation (Quotation Marks)
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Punctuation he:

Punctuation (Semi-colons, parenthesis,_quotation marks, and italics)
Punctuation (Exercise on semi-colons, parenthesis, quotation marks, and italics)

@Wﬁting Tools Menu
Spelling:

Spelling Errors with Common Words (Their, There, They're, It's, Its)
Spelling Errors (Accept/Except and Affect/Effect

Spelling Errors (I before E)

Spelling Errors (Answers for [ before E exercises)

Spelling Errors (Noun Plurals)

@Wn‘ting Tools Menu

o

t

1 . :
Irltc;'o i : | The :Requirements i Writin f Five
CAL ! Syllabus | Schedule | Peer & : Tolsg - List-Serves :  Writing
Portfolio i i Process ! Guidelines + — = - Assignments
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List-Serves

In the future, from this location on the web site, you will be able to share completed drafts or portions of
drafts with me, the whole class, or your peer group. This is one of the most beneficial aspects of our
course because it will facilitate the feedback process and aid immensely with revision and editing. You are
required to share a completed draft with your peer group on the assigned dates on the schedule and to
follow the procedures as spelled out in our Porftolio handbook and

in " Requirements & Guidelines,"” but you may use the list-serves as many times as you wish in order to
refine your essay. Until this feature is available through the web site, we will rely on traditional e-mail
access for this purpose

As part of the course requirements, you should check your e-mail first thing each day to see if any
comments have been left about your writing or if a peer has requested some feedback from you. A word
of caution about the use of the list-serves--remember this is an academic setting, and all users must
conduct themselves accordingly Any breach in polite or acceptable communication will result in lost
privileges and jeopardize course completion. Remember also to be aware of your intended recipient(s),
you may send drafts/feedback/general messages to one individual, your peer group of 2-3 classmates.or
the entire class.

Y/ L
li;ln':’ ¥
£ urspte un iy

VSIS I4

List-Serves Options

© Class-wide | Peer
* List-Serve | Jroup
: : List-Serve
llml
It::o f i The  Requirements gWritin Five
cAy | Syllabus ; Schedule i Peer - & :——gTools  List-Serves | Writing
. Portfolio | : iProcess : Guidelines | = | Assignments
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Appendix B
Additional CAI Portfolio English 111 Materials

This appendix offers additional materials used in CAI
Portfolio English 111 that are not included in the web page
vyet. They include the Writer’s Questions, a sample teacher
feedback sheet for individual essays, Mid-term and Final
Portfolio evaluation sheets, and the instruction sheets for
the introductory letters students include in the Mid-term

and Final Portfolios.
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Essay # Student

Writer's Questions for Peer Group Response

Instructions: In the space provided below, write at least
three questions that you would like your peer group to
respond to. Avoid the obvious questions ("Do you think my
essay is good?"” or "Is my grammar correct?') and ask clear,
open-ended questions that will incite your peers to offer
helpful feedback about your essay. You will probably want to
ask them guestions related to what YOU think are the
potential problem areas in your essay. Please complete the
form before coming to class, bring it to peer group, and
then submit it to your teacher at the end of class.

1.
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English 111 Student

TEACHER'S FEEDBACK TO ESSAY 1: THE PERSONAL EXPERIENCE ESSAY

Instructions: This form must be bound in your English Folder
on top of all materials for Essay 1 collected here and in
the order returned to you.

Your essay submission is being returned to you
unread because you fail to meet the format and submission
requirements noted below.

Your essay submission has been read. You are
ready (1) to complete sentence-level corrections as required
by the Harbrace English Folder assignment and (2) to revise
the essay as instructed for matters of purpose, audience,
thesis, organization, development, and language usage.

FORMAT

Titled and stated topically without underlining or
placing inside quotation marks

Handwritten in blue or black ink on wide-lined paper,
front side only

Typed/printed on one side only and on a good grade of
white 8 1/2 x 11" paper with 1" margins, double spacing
throughout, and right margin not justified; word
processed using a standard font such as Courier or
Times Roman 10 or 12

Typed/printed with fresh ribbon

First page set up as example in Harbrace Handbook, 34b
Subsequent pages numbered as Harbrace example, 34b

SUBMISSION REQUIREMENTS

Drafts 1, 2, & 3 numbered at top of the first page of
each draft

550-650 word count met

Draft 3 and coversheet

Draft 2 and coversheet

Peer Response Form

Draft 1 with statements of purpose, audience, general
idea

Two invention strategies
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Without extensive revision as suggested in the
following areas, this essay will not pass the portfolio
evaluation.

Without some revision as suggested in the following

areas, this essay will not pass the portfolio evaluation.
TEACHER'S RESPONSE TO ESSAY 1

PURPOSE: Does the writer both tell a story of personal
experience and reflect on its meaning in ways that are
relevant to the assigned topic?

Satisfactory Unsatisfactory

AUDIENCE: Does the writer designate an audience that is
likely to appreciate the experience described, sufficiently
narrow the audience, and adapt content and language to that
audience?

Satisfactory Unsatisfactory

THESIS: Does the writer express (or imply) a clear,
specific, and appropriate thesis that makes a point about
the experience?

Satisfactory Unsatisfactory

DEVELOPMENT: Does the writer provide plenty of vivid,
concrete details, examples, and illustrations to put the
reader inside the story?

Satisfactory Unsatisfactory

ORGANIZATION: Does the writer present the information in a

clear time order and provide adequate transitions so that

the reader can follow each sequence of events?
Satisfactory Unsatisfactory

LANGUAGE USAGE: Does the writer choose language that
expresses an appropriate tone toward the subject and
audience and avoid grammatical and mechanical errors that
detract from the essay's message?

Satisfactory Unsatisfactory

TEACHER'S GENERAL RESPONSE

Follow up with Teacher Conference

Attend MTSU Writing Center
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Mid-term Portfolio Evaluation
English 111

Student Essay 1 or 2

1.

(€))]

Does the writer follow through on the requirements of
the writing assignment and achieve the purpose of the
essay as defined by the assignment?

Exceptional achievement Above average
Average Unsatisfactory

Does the writer define an appropriate audience for the
essay and then meet the needs of the specific audience?

Exceptional achievement Above average
Average Unsatisfactory

Does the writer provide sufficient and appropriate
materials (details, descriptions, illustrations) to
develcp all ideas?

Exceptional achievement Above average
Average Unsatisfactory

Does the writer produce a well-focused essay and
organize the material appropriately?

Exceptional achievement Above average

Average Unsatisfactory

Does the writer come through as a dependable and
credible person in the overall presentation of ideas,
in the tone of the writing and the attitude towards the
audience, and in the professional attitude towards
revision and editing out of sentence and phrase-level
errors, including faulty grammar and mechanics?

Exceptional achievement Above average
Average Unsatisfactory

Other Comments: An unsatisfactory in any one of the areas
above results in a failed portfolio.

Grade:
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Final Portfolio Evaluation
English 111

Student Essays 1 2 3 4 5

1. Does the writer follow through on the requirements of
the writing assignments and achieve the purposes of the
essays as defined by the assignments?

Exceptional achievement Above average
Average Unsatisfactory
2. Does the writer define appropriate audiences for the

essays and then meet the needs of the audiences?

Exceptional achievement Above average
Average Unsatisfactory
3. Does the writer provide sufficient and appropriate

materials (details, descriptions, illustrations) to
develop all ideas?

Exceptional achievement Above average
Average Unsatisfactory
4. Does the writer produce well-focused, unified essays

and organize material appropriately?

Exceptional achievement Above average
Average Unsatisfactory
5. Does the writer come through as a dependable and

credible person in the overall presentation of ideas,
in the tone of the writing and the attitude towards the
audience, and in the professional attitude towards
revision and editing out of sentence and phrase-level
errors, including faulty grammar and mechanics.

Exceptional achievement Above average
Average Unsatisfactory

Other Comments: An unsatisfactory in any one of the areas
above results in a failed portfolio.

Grade:
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CAI Portfolio English 111
Mid-term Portfolio Introduction

An In-class Writing

As an introduction to your mid-term portfolio, write a
letter of at least 250 words to your portfolio teacher.
Please write in ink on the wide-lined paper you took from
your Freshman Folder or word process it on the computer.

In the letter you will (a) describe how you went about
preparing the portfolio submission (the choices you made and
why) and (b) reflect on your development as a writer at this
point in the course. Be sure to answer the following
questions in your letter, but do NOT number your responses
as if you were taking a test.

REMEMBER YOU ARE WRITING A LETTER, SO BE SURE TO SET UP YOUR
PORTFOLIO INTRODUCTION AS A LETTER WITH A SALUTATION (Dear
Portfolio Reader:) AND A CLOSING (Sincerely, Yours truly,}.
ALSO DATE AND SIGN YOUR LETTER.

1. What was the assignment that your portfolio essay
addresses? Describe its topic and requirements as
completely as you can, considering matters of purpose,
length, audience, and the like.

2. How was the assignment for the essay you are submitting
for your porfolio different from the one you chose not to
submit?

3. Why did you elect to submit this essay instead of the
other essay?

4. How did you go about completing the assignment you are
submitting? In other words, describe your writing process
from beginning (arriving at a topic) to end (revising for
final draft). Be sure to talk about how you revised the
piece: What major changes did you make and why?

5. Assess yourself as a writer at this point in your
development: What are your strengths and weaknesses? What
are your goals for the remainder of the course?

Don’t forget to write your portfolio introduction as a

letter with a salutation and a closing. Date and sign it,
too.
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CAI Portfolio English 111
Final Portfolio Introduction

An In-class Writing

As an introduction to your final portfolio, write a letter
of at least 250 words to your portfolio teacher. Please
write in ink on the wide-lined paper you took from your
Freshman Folder or word process it on the computer.

In the letter you will want to comment on (a) how your
portfolio reflects your achievements and your moments of
discovery and satisfaction as a writer, (b) how you utilized
the opportunity to revise your essays to produce the
portfolio, and (c) how you exercised your freedom to select
the pieces for the portfolio. Be sure to answer the
following questions in your letter, but do NOT number your
responses as 1f you taking a test.

REMEMBER YOU ARE WRITING A LETTER, SO BE SURE TO SET UP YOUR
PORTFOLIO INTRODUCTION AS A LETTER WITH A SALUTATION (Dear
Portfolio Reader:) AND A CLOSING (Sincerely, Yours truly,).
ALSO DATE AND SIGN YOUR LETTER.

1. How did you think of yourself as a writer at the
beginning of the semester? How do you feel about yourself
as a writer now? How does your portfolio reflect what you
have learned about the writing process during CAI
Portfolio English 1117

2. Why did you select these particular pieces for the
portfolio? What global changes did you make to revise
these portfolio pieces? How does your portfolio present
your strengths and weaknesses as a writer?

3. What do you want the reader to keep in mind as the
portfolio is read and evaluated?

Remember that the purpose of the letter is not to evaluate
your teacher or the Portfolio System. Focus on how the
portfolio represents you as a developing writer. I look
forward to reading your portfolio.
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Appendix C
English Department Faculty Questionnaire

In the Fall 1997 semester, English Department faculty
at Middle Tennessee State University were asked to respond
to a questionnaire soliciting their impressions, concerns,
and interest in portfolio-based and computer-assisted
opportunities for teaching the first semester requirement,
English 111. The following data and text of written comments
are the results of the response received. Of 79

questionnaires distributed, 36 (46%) were returned.

Faculty Standings

Ranking Number of Respondents
Full Professor 6 (17%)
Associate Professor 4 (11%)
Assistant Professor 11 (30%)
Instructor 15 (42%)

These figures reflect 86% full time and 14% part-time
faculty. The great majority of respondents--29--teach
English 111 with 17 (59%) teaching two sections per
semester. The following percentages are based on the 29

participants:
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Faculty Profile

Portfolio-based and Computer-assisted Instruction

Portfolio in CAI in
English 111 English 111
Current use in the YES 13 (45%) YES 8 (28%)
classroom NO 16 (55%) NO 21 (72%)
Continued use in YES 10 (77%) YES 8 (100%)
the classroom NO 3 (23%) NO 0 (0%)
Interest in YES 4 (25%) YES 18 (86%)
Training and NO 12 (75%) NO 2 (9%)
Participation MAYBE 1 (5%)

Of the strengths of portfolio-based composition listed
on the questionnaire, the most often selected dealt with
students’ reflection on the writing process and on their own
development as writers. Other strengths listed followed in
this order: emphasis on feedback and revision before grades
are assessed, increased awareness and familiarity with
concept of audience, and norming of instructor grades.
Additional comments were offered:

“Student control of work, that they choose the

papers being assessed.”
“Confidence”
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“The portfolio system is excellent, especially. As
set up in our dept. I would use it if I taught 111, but
I do not teach it often.”

Of the concerns about portfolio-based composition
listed on the questionnaire, the most often selected dealt
with excessive paper handling. Other concerns listed
followed in this order: extra time involved, grade norming
sessions, and perceived tendency towards grade inflation.
Additional comments were offered:

“An anonymous grader may not recognize effort or
improvement in as important a light as I would.”
“Can encourage students to put off serious effort

until last weeks of class.”

“I found the topics too limited and the book too
rigid. I would use the method adopted to my own
approach and with better reading.”

“Students have indicated to me in 112 that they
find it difficult to work without the structured
multiple drafts of portfolio. They are unable to manage
time on their own w/out artificial deadlines. Lack
independence.”

“I find students have a difficult time w/the
concept and profit more from revising specific graded
work.”

“I need to teach a course I design myself.”

“Students’ complaints in 112."

“I prefer to use a theme based approach.”

“I simply don’t agree w/how the portfolio grading
was developed and implemented, or that TA’s are
required to use it.”

“My method is ‘better’ in that I introduce them to
many writing strategies, broadly prescriptive.”
Of the strengths of computer-assisted composition
listed on the questionnaire, the most often selected dealt
with enhanced student/teacher and peer communication. Other

strengths listed followed in this order: facilitation and

promotion of the revision process, facilitation and
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promotion of the invention process, and reduced class size.
Other comments were offered:

“Sometimes this is the only opportunity students
have to familiarize themselves w/technology they will
have to use in their professional lives.”

Of the concerns about computer-assisted composition
listed on the questionnaire, the most often selected dealt
with time involved in learning the new methodology. Other
concerns listed followed in this order: perceived shift in
focus off the composition process and onto word processing
and gaps in instructor familiarity with equipment and
programs. Interestingly, none of the respondents selected
the fourth potential concern, equipment failure. Other
comments were offered:

“Not given the classroom when requested in past--
‘limited availability.’”

“Computer classes are ‘claimed,’ aren’t they?”

“Well, I would have to team up.”

“I thought one course in there was all a teacher
should have to allow more teachers to use it.”

“Haven’t had opportunity but would like to.”

“Or too lazy or too busy so far to ‘set up’ the
course.”

At the end of the questionnaire, faculty members were
asked to make suggestions that might pique or increase their
interest in either the portfolio-based, or the computer-
assisted approaches to teaching composition, or a
combination of both:

“Maria, I am not much help since I have not taught

in PH 327, and I have not used the portfolio based
approach. I know studies are being conducted to compare
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the different approaches and am quite interested in the
outcome.”

“Revision work and in-class written work would be
greatly improved, I believe, in a computer-assisted
class.”

“We need more CAI & we need more classrooms set up
that way. Maria: Your focus & ideas have other
implications that are far reaching. We can change our
approaches to the process of teaching writing (add
computers & other teachers, sharing information more,
etc.), but another area for all of us to consider is
‘What are some other systems we can develop to
accomplish our mission”’”

“I'd like evidence that either or both actually
improved writing itself.”

“Computer classroom is great--we should have more
of them & encourage teachers to use them.”

“I'm quite interested in both—the only reason I
don’t use portfolios is that I missed the training in
‘95-'96 & don’t do CAI because it’s not available to
me. I need some practice on the PC’'s.”

“Be sure to explain how ‘portfolio-based’ approach
differs from ‘regular’ rhetorical methods approach.”

“Re: computer-assisted classes; you could invite
faculty (one or two per class) to participate as
students, a type of on-the-job training exercise. Many
people fear the ‘unknown.’”

“Observation of classes?”

“Portfolio: I use a modified approach--reduces
overwork of instructor and places more emphasis on
responsibility to process. Computer: more computer
rooms, workshops on best use of room.”

“I am happy that I have had both experiences.
Neither is crucial to me as a teacher, but I would [be]
willing take the opportunity to teach in PH 327 or to
use portfolio in my own way, w/o grade norming.”

“My interest in combining the approaches is
considerable. I think the computer-assisted classroom
would solve many of the paper-handling problems of the
conventional portfolio system. If a workshop were
offered, I’'d attend.”

“I am interested in the Portfolio-based, computer-
assisted approach because, from what I surmise, it
would prove to be less cumbersome, i.e., less paper
handling. Also, students can make corrections while
their peer groups are assessing their essays:
efficiency would be at a maximum because most students
can’t remember suggested corrections once they leave
the classroom.”
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“Computer-assisted—series of workshops (I thought
the dept. was supposed to offer these but, alas, none

have occurred) .”
“I have taught 112 in the lab, and I don’t think I

did a very good job with it. I really want better
training before I go in there again.”
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Appendix D
Student Comments on CAI Portfolio English 111

On the last class meeting for CAI Portfolio English 111
students were asked to respond a..onymously to two issues:
1) “Briefly describe how you feel the portfolio aspect of
the course has helped or hindered your composition process,”
and 2) “Briefly describe how you feel the computer-assisted
aspect of the course has helped or hindered vour composition
process.” The following tables show the results of their
responses; the unedited text of their comments were typed as

they appeared in the students’ own words.

Rate of Student Response:

Positive Negative Mixed

Reaction Reaction Reaction
Portfolio- 16 1 1
based Format (89%) (5.5%) (5.5%)
Computer- 13 2 3
assisted (72%) (11%) (17%)
Format

Rate of Student Response on Specific Course Aspects:

Course Aspect Number of Students
Focus on Audience 2
Peer/Instructor Feedback )
Delayed Grading 7
Emphasis on Revision 15
Improved Computer Skills 8
Use of email 1
Use of web site 1
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Text of Students’ Comments:

Student #1

l. Yes, I do because the opportunity for revisions is great.
Many times you write a paper, turn it in and that’s it.
But the times you can smooth out the kinks is just
fantastic.

2. The computers help and hurt because its easier to type
than it is to write, for me. But with the compatibility
of programs on the computers on campus posed a small
problem, but other than that, a big benefit.

Student #2

1. The Portfolio project is very beneficial. I enjoy the
process of making a better paper and having a book of
writings collected by me. It inspires me to write in my
free time and that is good.

2. Working with the computers is very logically thought up.
Modern day is computer-based, so it is important to learn
how to use them.

Student #3

1. I do feel I benefitted from the portfolio format because
it gave better examples of what my essay’s needed to be
like. It also showed me how to correct my mistakes better
and see what I was doing wrong.

2. The computer assisted format was a little different. I
did and did not like it. The reasons I did like it was
because it made my papers neat and made it easier to
correct my mistakes, but since I do not know much about
computers and do not own one I had a hard time sometimes.
I felt I had to rush a little more because I have a hard
time getting to the computer labs also.

Student #4

1. Yes. I feel I have benefited because I have, improved my
writing process.
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2. Yes. The computers have allowed me to go back immediately
and make changes, that I probably would not have changed
if I were writing by hand.

Student #5

1. T feel I have really benefited from the portfolio course.
I think it has made me a much better writer and has given
me confidence about the work I turn in.

2. Having computers readily available to the students is a
great idea. Not all students have access to them, and
this helps them get their work done easier without the
hassle of trying to hunt one down. It has also taught me
a little bit about computers.

Student #6

1. Yes, I feel I have benefitted from the portfolio because
of the interaction with my peers. Also it has a slower
grading process.

2. I do not believe I benefitted the computer assisted
format because my peer didn’t have a computer and we
didn’t get to interact well.

Student #7

1. I have benefitted from the Portfolio system because of
the requirements in the area of revision.

2. I have benefitted from the computer format because
revision and the drafting process was made easier and
quicker.

Student #8

1. I feel I have benefitted from the portfolio format of the
course because it gave me an opportunity to revise as I
learned the techniques that make a good essay. I think it
gives me the best chance at getting a good grade and
encouraged me to learn.

2. I feel I have benefitted from the computer assisted
format because I feel it was easier to revise my work
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continually and it also taught me better use of the
computer in doing papers in my other classes as well.

Student #9

1. This class has been a challenge for me. The material that
we have covered has presented many obstacles, some that I
have overcome and others that continue to elude me.

On the positive side, I have learned a great deal this
semester. I have learned how to use my words more clearly
since I have been in the Portfolio class, and especially
since I have been going to the Writing Center. My grammar
has also improved.

On the negative side, I did not learn everything that I
wanted too. I had many times that I wanted to memorize the
information that I was being give, but I didn’t. It was
just to much for me to take in all at once.

Student #10

1. I do not feel that I have benifitted from the portfolio
format of the class. I became confused with certain
aspects of this course and began to focus more on that
than on my writing development.

2. The same problem arcse from the computed assisted format.
{Although I haven’t used computers much in the past.)

Student #11

1. I think that the portfolio format of this course has been
beneficial to me. It has guided me from essay to essay
making the writing process easier. The examples on the
portfolio are good for us because they clarify what we
need to do during the semester. Also, the idea of the
cover sheets is been really helpful.

2. I enjoyed working on the computers because I feel more
comfortable when I write, and I think computers made a
difference on my performance during this class. Writing
on a computer is fun and easier because we can change
words, or the whole paragraph pretty easy. I hope that
they offer more computer English classes on the future.
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Student #12

1. I have benefited from the portfolio system in many ways
and want to express some of them. First and foremost, I
have been out of school for five years and had no real
experience writing college level papers. The portfolio
system helped me out by guiding me through the whole
writing process and shifting the focus to revision.
Secondly the pace of the class was good because I had
time to revise, and mill over my papers with my peers.

2. The computer format was so helpful to me I spent 3 years
in an office environment. I really enjoyed being able to
edit my papers without endless of paper and ink. Many
student are afraid of the computer format; I am not one
of those. I hope in the future that many more classes
will incorporate the computer into the class room.

Student #13

1. I think, the portfolio format has help me in this course.
It has because it gave me more chances of correcting my
essay each time. That gave me time to learn my mistakes
and not to make them next time. It did not pressure me in
turning in my essay at a certain time. That help my
writing process so much. The method also reduce my errors
in grammer so much. It gave me time in correcting my
mistakes.

2. The computer-assisted format was great for me. It gave me
a chance to connect with my professor. It also help get
connect with my partner if I need help on my essay. The
computer in the class were great because it help me write
my essay quicker. Overall, the computer-assisted method
was great for me this semester.

Student #14

1. Yes, I definitly benefitted from this portfolio format of
this course because it taught me how to write papers
better. It gave me a better understanding in what order
to go by to write the five paragraphs for a good essay.

2. Yes, I also feel that the computer assisted format helped

me a great deal because I started out not knowing
anything about computers to what I know about them now.
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Student #15

1. I have benefited from the portfolio format. It gave me a
chance to revise my essays and correct them without being
punished through my grade. My peers have helped me
tremendously with ideas.

2. I have benefited from the computer assisted format. I
have learned so much about a computer. I can now complete
an essay with very little assistance. The computer also
allows you to correct your essay without having to
rewriter it in its entirety.

Student #16

1. I believe that the portfolio format helped me by always
challenging me. I was able to see examples when needed,
have my questions answered at any time. And it also had
it in a format that I was able to understand. Because,
this is the second time of taking this course. The
portfolio helped me in plenty of ways, as I mentioned.

2. The computer~format helped me by giving me patients with
it. And also allowed the freedom to write, rewrite and
print, to see exactly what it looks like. Also, the
information on the computer class web, helped me with my
writing, and I was able to print up any info given on
that web site. Plus see exactly what was due on any given
day. It was fun exploring the computer. Thank you!

Student #17

1. Yes, this format made it easy for me to set up each essay
in the proper sequence according to the way I write. As a
beginner in composition writing, I really did not know
how to start a writing assignment. This format gave me
the information I needed to be able to critigque myself as
well as my peers. The portfolio format enabled me to a
more informed writer, giving my readers more than just
words on a piece of paper. The thought process used in
this format gave me time to really think about my topics
and the information needed to support my subject matter.
I think each student taking this course should be
required to use this format.

2. The class room computer usage was also helpful, this
method of using the e-mail to correspond with my peer
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gave another out look into my writing skills. I wish that
all my classes had some type of computer format to use
for instructional teaching.

Student #18

1. Yes I think this style of instruction has helped me a
great deal. It allowed me to develop some writing skills
before having to worry about a grade. This was of great
help because as a first semester student, I had enough to
worry about in other classes.

2. I really like the computer format. I makes up for my

penmanship and spelling. And the need for competency with
the computers is needed in todays environment.
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