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ABSTRACT

PLAYING IN THE PROSE: WRITING INSTRUCTION AND
UNDERPREPARED STUDENT-ATHLETES

IN DIVISION I-A UNIVERSITIES

Billie S. Hara, PhD.

The University of Texas at Arlington, 2008

Supervising Professor: Timothy Morris, Ph.D.

“Playing in the Prose: Writing Instruction and Underprepared Student
Athletes in Division I-A Universities,” is a study that contrisitto the continued
interest in the pedagogical tools educators can use with undegutepaiters.
Student-athletes, especially those at a Division I-A institutien a specialized
student group particularly when enrolled at a predominantly whgetution and
particularly when they are academically underprepared to dwahle required of
them. Drawing from critical and feminist pedagogues Pauladsria Shor, Henry
Giroux, and Peter MacLaren, along with bell hooks, Susan Jarratt ama L
Worsham, | argue that a feminist version of critical pedagogjgtional pedagogy,
envisions a composition classroom as a cultural studies lab thatctoshedents’

\



experiences with rhetorical ways of knowing and of relatmghe world around
them. This classroom turned cultural studies lab becomes a sg&ugfjle and
resistance. A relational pedagogy encourages students to makewtinechoices,
their own political agendas, as they perceive content, genrelusérustyle, and even
grammar as rhetorical choices available to them, even though ¢hegms are
constrained by the dominant culture and reader expectations.

In a three-year ethnographic and longitudinal study, | examinediitiag
and the language of 45 underprepared writers in a year-longwersifirst-year
composition, the “stretch model” of composition. The dissertation’s main focus is the
teaching of writing to underprepared students, but second to tie iastitution’s
responsibility to the students it admits. Case studies highlghivtiting of three
representative students at different levels of preparedness llingneiss to conform
to institutional standards. Secondly, the dissertation highlights oaygh the use
of alternative assignments and relational pedagogies, studentsig ability

improved.
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CHAPTER 1:

INTRODUCTION:
THE NEED FOR ALTERNATIVE PROGRAMS AND PEDAGOGIES

“Winning isn't everything, it's the only thing.”
--attributed toVince Lombardi, Green Bay Packers football coach

“l always turn to the sports page first.
The sports page records people's accomplishments
the front page, nothing but man's failures.”
--Earl Warren, 1% Chief Justice of the United States

1.1 Introduction

Collegiate sports have value. These sports have value to those ayhihel
sport, to those who watch the sport, to those make their livelihoods liesport.
Collegiate sports have value to universities, to communities, tovidiois.
Collegiate sports allow fans and spectators to live in the (palsting their glory
days), to live in the present (being part of current action), to ihvéhe future
(projecting hopes and dreams). Collegiate sports can itéegoat it can also
segregate, dominate, and discriminate. For many, collegiatés 9pamore than a
hobby; it is a passion; it is a calling. Collegiate sports—pdarly sports ranked
Division I-A by the National Collegiate Athletic AssociatioNGAA) and those

sports that are revenue-producing (football and men's basketbat)become an



all-consuming obsession for many because winning—according to Yoroeardi
and to many who follow collegiate sports—is the only thing that matters.

In the quest to win, however, those who follow collegiate sports and even
those who are actively involved in the game forget about the individnaighose
backs the entire industry rests: the backs of student-athletdsadke of 18- to 22-
year old college students, students who play a high-stakes gamsha are also
earning a college education. Many of these young people risketahallenge
academics and athletics requires of them, and they performyeaqudillon the court
or field and in the classroom. Other students play these sants spdrthey are
stellar athletes, destined—they believe—to one day be a profesatblete. These
students, however, may not be as academically prepared to do thestschvadak
required of them.

Universities offer many programs and services to underpreparednsstude
athletes, and many of them have proven success records. Howewwmat
institutions, the graduate rates for student-athletes, particuMiican-American
male student-athletes who participate in revenue-producing sygoatsysmally low.
Therefore, while the university provides the services it thinksrpneleared student-
athletes need, student-athletes are still not graduating aaithe rate as their non-
athlete peers. The young men, particularly the men who are acatlgm
underprepared to be enrolled in an academically selective unyvensd who

participate in revenue-producing sports are the focus of this dissertatign stud



Many student-athletes in the revenue-producing sports at NCAdedan
Division I-A institutions can be underprepared for the academi& waguired of
them, they are often African-American men, and they can often tmmea lower-
socioeconomic class than their non-athlete student peers. Accomlirigjlly
Hawkins inThe New Plantation: the Internal Colonization of Black Student Athletes
African-American student athletes have obstacles typiadests do not face. They
have, according to Hawkins, "unequal access to economic, social andapolit
opportunities that disadvantage them more culturally and sociallytelkectually”
(11). This inequity is not problematic on the field, but it can be inctagsroom.
Therefore, the opportunity is present for higher education, but \éoiet is
certainly not equal between the student-athlete and the non-atolg¢ats and this
"opportunity” is not lost on the student-athlefes.

In high profile sports, being ranked Division I-A puts the instituticio ia
highly competitive and contentious sporting league, a league of pofvegos, of
influence, of money; it is not a league of library stacks andyitwers. Andrew
Zimbalist, in Unpaid Professionals: Commercialism and Conflict in Big-Time
College Sportsacknowledges that intercollegiate sports administrators havalllost
sense of proportion when it comes to the importance of interckegthletics.
Participation in sports can promote physical and emotional welgband team

sports can build character, friendships, and community. Spectator sponsovide

! In no way should the examples in this dissertasioggest that all student-athletes or all African-
American young men and women are the same, thateaticademically underprepared to attend and
graduate from a university. In this dissertatiofgdus on a specific and unique subset of college
students. There is a great variance within anymgrou
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relief and enrich school spirit (13). What university administratersmn to be blind
to, he argues, are the student-athletes themselves. The tamgibiéance of athletic
success can lead to what some critics would consider a nefléa university's
primary responsibility to the student-athletes it recruitsicdamic success. How the
American culture (indeed, the culture within higher education) vatudent-athletes
has become complex. Are these young men students or are they &thletes?
Edward M. White stated that "American education is subject to tw
contrasting underlying motifs: egalitarianism, the argument évaryone should
have opportunities for success; and elitism, the restriction of oppartumit the
most 'deserving' -- which often means to those from a relatpréhifeged home"
(gtd. in McNenny and Fitzgerald 19). It is difficult to know what Whmneant by
"most deserving." Student athletes, in the revenue-producing sfdadstball and
men's basketball, however, do not normally fall into the "relatiyelyileged"
category that White describes, but that does not mean they adeseoving of the
opportunity to higher education. According to James Frey and D. Starin in
their article "Sport and Society," most Americans remain fodable with the
cultural myth that the United States is an open societytatdhthletic excellence is
an avenue of upward social mobility. They argue that African-Ataersubcultures
reinforce this belief (513). Nevertheless, the question remaires:the recruited

students who play sports "students" or are they "athletes"? Nxesanswer exists

2| am concerned primarily with student-athletes ypheticipate in revenue-producing sports, football
and men'’s basketball, as these sports recruit stsidého are often underprepared academically.
These students are also men, so throughout therdigen, | will usually use the gendered pronoun,
llhe.ll
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to this question. Moreover, one might not consider student-athleteg;ulzaly
those in revenue-producing sports, a marginalized student group, but thbg,can
and this dissertation attempts, in part, to demonstrate that.didssertation will
focus on the dilemma faculty face—particularly faculty teaghwriting courses—as
they work with underprepared student-athletes or other marginalizéenstgroups.
Texas Christian University (TCB®)is the site of a three-year ethnographic and
longitudinal research study that examined alternative programpeatatjogies for
underprepared student-athletes.

(2) Institutions of higher education, particularly those ranked @inisiA by
the NCAA, admit underpreparédtudent-athletes into their institution as they need
stellar athletes to win national championships and bowl games, bet these
institutions do not publically acknowledge this fact. The unusually |eadwgtion
rates for student-athletes in revenue-producing sports, partycAlimitan-American
student athletes, support this claim. These same institutions do @otgofe these
underprepared students the tools they need to complete their edsicéts | will
argue later in this chapter, institutions of higher education proeidecss, but these

services are not always the ones students need.

% Texas Christian University is a mid-sized, Diseibf Christ-affiliated private university with an
annual enrollment of approximately 9,000 undergaaeland graduate students. Located in Fort
Worth, Texas, the university has been classified Bsctoral/Research University, and TCU is also a
NCAA-ranked Division I-A institution in sports.

* In composition scholarship, scholars use a nurbdifferent terms to describe students in need of
writing remediation: basic writers, novice writedggvelopmental writers, underprepared writers, and
some scholars tend to use these terms interchagg&aboughout this dissertation, | choose to use
the term "underprepared" writer, as this clasdificadenotes a general lack in academic
preparedness; it also does not label the studemtesvho willingly disengages in academic pursuits.



(4) To move beyond the "relatively privileged" background White describes,
institutions have an ethical responsibility to these underprepared tsaitktes.
Without alternative pedagogies and programs, the university suppersport myth
that institutions of higher education "use 'em and lose 'em" inrdedga this
particular group of student-athletes. From an idealistic perspectiviasttiation has
an ethical responsibility to the student-athletes it admits, bat & more pragmatic
perspective, the institution has an ongoing need to increasatioet among
undergraduate students, and providing appropriate programs could help. The
institution wins, to use the gaming metaphor, by providing the apptepnols that
underprepared students need. While the dissertation is a study abayirepaied
student-athletes, the same programs and pedagogies could bieiddetee any
marginalized and underprepared student group.

1.2 Economics of Intercollegiate Athletics

"College sports are only about the money" is one of the most commais myt
surrounding collegiate sports, but | argue that it is not a myaii.a€ollege sports
are about the money. Talk to almost any Athletic Director or kaadivision |-A
athletics and he will say that sports programs lose money each yeatNTAA
would say the same thing. However, their publications reflacalternate story.
According to the NCAA's publicatioB004-06 -- NCAA Revenues and Expenses of
Division | Intercollegiate Athletics Programs Repdtte median total revenue for all

football programs combined in 2006 was $10,616,7/R8vénues and Expenses

® Of the 120 NCAA-ranked Division I-A universitiesnly eight of them have female Athletic
Directors.
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[2004-06] 45). However, other institutions had significant revenue gain hauwi

wins and ticket sales. This means that some of the sma#lsres&tablished Division

I-A institutions may have had a loss in revenue for that particular period. Cdgyerse

the NCAA institutional report offers that "athletics departmearts not necessarily

run to be 'profit centers' at most institutionRegenues and Expend@904-06] 7).

Indeed, they are not "profit centers"; they are programsiwminstitutions of higher

education. Nevertheless, for the larger big-time sport schoolgxtnple, there is

big-time money. The report goes on to explain:
The data available bear out that the vast majority [of programsdtdo
generate revenues that exceed costs. In total, there were 39 FB
[Division I-A] programs in which generated revenues exceeded
expenses in the 2006 fiscal year. When aggregated over the full three
years of this study, only 16 FBS athletics programs reporteativeos
net revenues over that timeframe. The median positive net revenue for
the 19 institutions in that category in 2006 was $4.3 million. By
contrast, the median negative net revenue for the other institutions
within the FBS was approximately $8.9 million. This gap
(approximately $13.2 million in 2006) grew by about $2 million from
that reported in 2004Rgvenues and Expeng2604-06] 7)

Additionally, what athletic departments publish to the world outsfdeldetics and

what actually happens in those departments are often two veryedtffehings.

These organizations engage in what those of the Knight Commissiocdicethe



"double-speak™ of the NCAA, data and information that are availaliehat are
obscured and convoluted in such a manner to make them difficult to @mdiest
find (qtd. in Suggs and McGough 3n2). No matter how universities report the
revenue they receive or the expenses they incur, there is nmori@lyision I-A
sports, and it can be surprising just how universities spend that mBame of
these expenditures are expected; other expenses can seem excessive.

At Texas Christian University (the site of this researcinlyy), for example,
according to the 2007 Athletics Department Annual Report the footbalyrgm
awards 85 full scholarships each year, and at TCU's 2007 tuitis) thét equals
$2,871,130 for one season of football (T@thletic Department Annual Repof7).
Almost $2.9 million dollars for only one semester of football i®taof money to
spend on 85 students, particularly when in the span of six years, onlycgéditpef
the students graduate. The $2.9 million is only the cost of scholgrghifmes not
include the additional operating expenses that a Division |-A Adklgirogram
would incur. TCU is not alone in these costs. The majority of Divi$-A football
programs have similar statistics to report. Each institutiomdspdarge sums of
money on athletic scholarships, but the institution's retention of thtskent-
athletes is sometimes low, too low, in fact, to justify the expense.

Nevertheless, scholarship costs are expected expenditures farueeve
producing sports programs. Other costs, though, are not quite asgira&s just
one example of the exorbitant costs major sports programs incur, in 2206,

Regents at the University of Texas approved a $150 million expapkanto its



football stadium. This expansion also included 27@,square foot hi¢-definition
LED scoreboard with a screen that is "the largeshe western hemispher("Texas
Top Construction Rijects”. The rationale for this expenditure, one couldvsse, is

that more people would go to the games and thisldvpuvesumably make tr

program more money.

Fig. 1.1: "Godzillatron." The LED HD Scoreboard at UT Austin.

Yet throughout Division-A revenueproducing sports, especially footb:
fans and supporters already go to the games, amdway Division -A universities,
they pay hge sums for that privilege. For the 2008 seasootpb#dl fans at Texa

pay $599 per season ticket (approximately $12Cthpere game), and the Darryl



Royal Stadium holds almost 100,000 fans. Football supporters at Auburn and
Alabama pay an average $50 per game to see their teamwitilagimilarly sized
stadiums. Florida charges only $244 for season tickets because puydhasinalso
requires a $4,200 minimum donation to the athletics department, and that tihake
season ticket price $632 per game, based on an average of five hoee ger
season (Solomon par. 6-9). Nevertheless, scoreboards and stadiums haside, t
skyrocketing cost of coaches' salaries provide at leasthdieator that the "college
sports are only about money" myth is true.

As just one example, the University of Notre Dame's footlmathk, Charlie
Weis, is the highest paid collegiate football coach in the coumaking $4.2
million a year (before bonuses). The president of Notre DameRé¢nerend John
Jenkins, at $400,000 base salary per year, makes a mere 9.5 petbentadch's
salary. On one hand, this is an apples and oranges comparison.né/elenkins
provide different functions at the university and they serve in difteways. The
salary differentials between the two men are significant, tsue, but to one
outside this particular university system, it does appear thae Nbime values its
football program more than any other on-campus institution or prograrthat is
where it places a significant amount of its resources. Therdispatween coaches'
salaries and the salaries of administrators is not justeat aelect universities. The
inequity exists through the Division I-A ranks.

Table 1.1 shows a salary comparison between the 10 highest pawdDivi

A college football coaches in 2007 with the corresponding salaryeotiniversity
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president at that same institution. When seeing the numbers ysglde) it is

difficult to not make assumptions about what these institutions favor.

Table 1.1: Ten Highest Paid Football Coaches in 2007-08
Compared with the President's Salary at the Same Institution

University Head Football Base Salary President Base Salary

Coach (2008) (2005-06)
Notre Dame Charlie Weis $4,200,000 John I. Jenkins $400,000 9.5%
uUscC Pete Carroll $4,000,000 Steven B. Sample $727,480 18.1%
LSU Les Miles $3,751,000 Sean C. O'Keefe $375,000 10%
Alabama Nick Saban $3,750,000 Robert E. Witt $487,620 13%
Oklahoma Bob Stoops $3,500,000 David L. Boren $361,553 10.3%
Florida Urban Meyer $3,400,000 T. K. Wetherall $300,595 8.8%
Iowa Kirk Ferentz $3,030,000 Gregory Geoffroy $323,316 10.7%
Texas Mack Brown $2,910,000 William C. Powers $552,500 19%
Arkansas Bobby Petrino $2,850,000 John A. White $265,000 9.3%
Auburn Tom Tuberville $2,825,000 Edward Richardson $500,000 18%

Coaches' Salary data from "Equity in Athletics Data Analysis."
University Administrators' Salary data from the Chronicle of Higher Education
(2005-06 is last year salary data is available)

The universities in this list make up the programs that spend theamos
football coaches' salaries, yet many of these same unigsrsitive some of the
lowest graduation rates for their football and basketball maysee Table 1.2,
"Highest and Lowest Graduation Rates for Student-Athletesvisibn I-A Football
Programs"). For many in a Division I-A world, academic aofmeent is secondary,
or, as one coach put it, "athletics is a must, education is & plsssuch, many
athletic programs seem to have minimal concern about an athést@demic

progress. Their job, as they sometimes see it, is to preserathtbies’ eligibility, to
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keep them healthy, and to keep them playing the sport, because apsoguccess
hinges on the athletic abilities of its athletes, not on th@demic success. Charlie
Weis might be able to justify his salary, though. His teamswmost of their games,

and, at 95 percent, the team boasts one of the highest graduation rates in Division I-A
football.

1.3 Graduation Rates for Revenue-Producing Sport Athletes

Some universities strive to support both roles the student-athlet@syoog
providing support for both aspects of the student's life. Other institutonsersely,
do not succeed in achieving positive results for either the inshtwtnd for the
student, with positive results defined as either a college diplon@apoofessional
sporting career, maybe both. In her 2002 dissertation, Maura Tuite found tha
nationwide the most recruited football and basketball playersedamkthe bottom
guarter of the graduating class, if they graduated at all. Addily, she found that
male athletes in revenue-producing sports did not perform as veelerically as
other athletes, and that the higher the level the athlete compd@iision | versus
I, III), the less likely that athlete was to compare fabbrawith non-athletes
academically (10-11).

The NCAA reports that 67 percent of student-athletes who play tbotba
graduate within six years (the amount of eligibility they h&wecomplete their
education while playing a sport). This percentage is an acroso#nd-average, as
some universities graduate a much higher percentage of studem¢stiduch as

Notre Dame, and some graduate a much lower percentage. WhadCha
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calculates the mean, the average is positive, as 67 percenagptiozimate national
average for most universities with traditional student populations. Howgvis
important to recognize what universities do to ensure their studerntshes
students, not just the student-athletes—graduate. Some are morsstuctten
others.

Table 1.2 shows the 10 Division I-A football programs with the highest
graduation rates of their players in 2007. The adjoining table shuens0t football

programs with the lowest graduation rates for the same period.

Table 1.2: Highest and Lowest Graduation Rates for
Student-Athletes in Division I-A Football Programs (2007)

Football Programs with the Football Programs with the

Highest Graduation Rates (D-I) Lowest Graduation Rates (D-I)
Navy 98% Cal 44%
Boston College 96% Alabama 44%
Notre Dame 95% Minnesota 44%
Stanford 94% UTEP 44%
Wake Forest 93% New Mexico 43%
Duke 93% Central Florida 42%
Air Force 93% Georgia 41%
Vanderbilt 92% Texas 40%
Northwestern 91% Arizona 39%
Army 90% Florida Atlantic 33%

(Stanford Cardinal)

Service academies such as Navy, Air Force, and Army;ivatp institutions
like Stanford and Notre Dame can admit stellar student-athietes have the
academic preparation necessary for a rigorous collegiate temucalhese

institutions also have the economic resources to provide acadeppuors for the
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student-athletes who have greater academic needs. Therefageadbation rates at
these institutions are higher. Universities such as Arizona, Fldkttmtic, and
Texas, institutions that graduate fewer than 40 percent of thelralbptayers might
need to look at specific alternative programs and pedagogiesvithdtelp their
students graduate.

Statistics for men's basketball are more surprising thanatesfor football.
Overall, NCAA Division I-A basketball posts a 57 percent graduate for its
players. Again, this is an average of all Division I-A teamGAN "NCAA Division
| Key Findings"). Table 1.3 shows the 10 universities with the highestuation
rates, and the adjoining table shows the universities with the Ignatiation rates

in 2007.

Table 1.3: Highest and Lowest Graduation Rates for
Student-Athletes in Division I-A Basketball Programs (2007)

Basketball Programs with the Basketball Programs with the
Highest Graduation Rates (D-I) Lowest Graduation Rates (D-I)
Wake Forest 100% Clemson 25%
Florida 100% Fresno State 25%
Michigan State 91% Nevada 24%
Notre Dame 91% San Jose State 22%
Villanova 90% Tennessee 18%
Air Force 89% Maryland 18%
Kansas State 88% UNLV 17%
Northwestern 88% Iowa State 12%
Virginia 85% Georgia 9%
Indiana 82% New Mexico 7%

(Stanford Cardinal)
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Given their low graduation rates for basketball players, @mse that
universities such as Georgia and New Mexico admit studenteghito are good
athletes, but who are woefully underprepared to study at theutiwstitIn 2007-08,
the New Mexico State University Aggies had a win / loss ceodr21-14, and the
Georgia Bulldogs had a win / loss record of 17-17 (including conferemc
nonconference games) (New Mexico State University Athletigsiversity of
Georgia). For Division I-A teams, these are not bad records, arstuithent-athletes
are skilled at the sport. These records are not NCAA March Madrecords,
though, and the sport does not garner the income from the "big dance" the way others
teams can. One has to wonder what New Mexico and Georgia @auld dbout
recruiting and retention from institutions such as Wake Forest BElorida.
Universities with a 100 percent graduation rate for their studblgtas are doing
something right. Overall, though, graduation rates for student-atinmetégh-profile
sports could certainly improve.

Data are not publically available about the number of student "eanépti
admits an institution recruits and enrolls each year becausmgé&mtions want to
admit they admit underprepared students. Given the low student-atlddteagon
percentages at schools such as New Mexico or Georgia, one couldestinese
students came into their respective institutions under this policysfjdme myth of
the "dumb jock" can have merit if "exception admits" make gpgaificant portion
of an athletic team. The exception admit is the student who is eutabineet

standard admission eligibility requirements (SAT / ACT scanegh school GPA),
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but who has something the university needs. Exceptions typicallyntallthree
categories at most Division I-A or Research | institutionssigians, athletes, and
legacies. At TCU, for example, the number of legacy and musicaparns far
outnumber the exceptions in athletics (Householder).

While it is important to make the comparison in the graduation bategeen
revenue-producing sport student-athletes and the traditional non-aghletent
population (in order to gauge the efficacy of recruitment and retemtagrams, for
example), it is also important to recognize the differencegraduation rates
between races. In Division I-A athletics, the differences batvibe percentages of
Caucasian and African-American players who graduate is staggéfniversities
such as Nebraska and Florida graduate the majority of all taiodll players (of
any race) with percentages often higher than those of tierajestudent population.
When Georgia graduates 75 percent of its overall student population within sx year
but graduates 52 percent of its student-athletes (in Olympiwelisas revenue-
producing sports, female as well as male), a problem exidtgat 23 percent gap.
These students need something they are not receiving or they caludtgran equal
percentages as their non-athlete student peers. Additionallynhie 52 percent of
student-athletes graduating, 72 percent of its Caucasian footgdrpland only 24
percent of its African-American football players, a probleasts for those student-
athletes of color. Table 1.4 shows the graduation rate differéetialeen Caucasian

football players and African-American football players at universitieZ)D6.
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Table 1.4: Graduation Rates for African-American Football Players
Compared to Selected Others (2007)

A'::;:; % Caucasian* SBE)U ddye*n: Difference
Ohio State 32% 85% 71% -53%
Georgia 24% 72% 75% -48%
Arkansas 38% 85% 55% -47%
Tennessee 47% 92% 60% -45%
Michigan 50% 91% 87% -41%
LSuU 37% 73% 57% -36%
Auburn 52% 85% 63% -33%
Wisconsin 44% 72% 78% -28%
Florida State 48% 75% 68% -27%
Oklahoma 43% 67% 59% -24%
Texas 33% 57% 77% -24%
Miami 63% 83% 81% -20%
Florida 74% 91% 79% -17%
Nebraska 80% 91% 62% -11%

Ohio State has similar percentages. OSU boasts a 71 peraduoaipn rate

*(Stanford Cardinal) **(Education Trust)
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for its student population (students who graduate within six yeadditidnally,
OSU has an overall 80 percent graduation rate for its studenteatt{levenue-
producing and Olympic sports, male and female). Among this group, 85 pefcent
Caucasian football players graduate, but only 32 percent of theaAfAmerican
football players receive a degree. The Stanford website noteaghatCaucasian
football player at Ohio, "you're quite likely to leave [the uniitgfsvith a degree; if
you're African-American, you have less than a 1-in-3 probalufigetting a degree”
(par. 37). Other reasons exist for these problems, among those prabiertise
advising and placement of students in classes, but these other carecoudside

the scope of this dissertation. It is interesting to note that in 2007%1 ranked Ohio




State Buckeyes had a 13-2 win / loss record. One of their lossesow2 ranked
LSU in the BCS National Championship game (Ohio State University Athletics)
While the full extent of the disparities between the graduastes rof White
and Black players in revenue-producing sports is outside the scophisof t
dissertation, suffice it to say that racism, socio-economtasstatudent perception,
faculty perception, cultural beliefs, and academic preparedne$actir into the
differences between player graduation rates. If the graduaste differential
between Black and White players in football programs is discongathie disparity
in graduation rates between Black and White players on Divisionb&gketball
teams is almost criminal. Table 1.5 shows the differencegraaluation rates
between the average student enrolled at the university, theadfAimerican male

basketball players, and the White basketball players.
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Table 1.5: Graduation Rates for African-American
Basketball Players Compared to Selected Others (2007)

SBtou ddye*n: Caucasian* A:f;lr(i;: « | Difference
Georgia 75% 72% 9% -63%
Maryland 79% 72% 18% -54%
Iowa State 66% 66% 12% -54%
Cal-Berkley 89% 86% 38% -48%
Clemson 75% 73% 25% -48%
UCLA 89% 87% 44% -43%
Connecticut 74% 71% 30% -41%
Tennessee 60% 58% 18% -40%
UsC 84% 80% 44% -36%
Texas A&M 77% 76% 40% -36%
Providence 57% 85% 50% -35%
New Mexico 37% 42% 7% -35%
Gonzaga 81% 77% 44% -33%
TCU 68% 66% 33% -33%

The statistics in the above table show that Georgia graduatescéntpef its
student body in a six-year period. Their overall student-athletigtian rate for the
same period is 52 percent. Of this 52 percent, 72 percent of Gaudssketball
players graduate yet only 9 percent of its African-Americalygyt graduate within
six years. The significance of this is heightened when one cosside racial

makeup of the team. In 2007, Georgia's 15-member basketball squéd weascent

African-American.

Few can deny that underprepared students attend universitiae@des
athletic scholarships. Indeed, the NCAA, through its history, has ekvike

eligibility requirements for student-athletes. These shiftirgndairds not only
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simultaneously demonstrate the NCAA's willingness to makeetipgirements more
stringent to remain eligible as a collegiate-athlete (#9#40/60/80 rules, for
instance, that a student-athlete must maintain significant \echent toward
graduation each year of athletic eligibility), but also make gh#ance of some
underprepared high school student-athletes to selective univessitigseasier. In
2008, the NCAA developed the "sliding scéletf standardized-test score
requirements, among other criterion, that would make high school atklgible to

participate in inter-collegiate athletics.

® The complete table appears in Appendix E.
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Table 1.6: NCAA Division I
Sliding Scale Core GPA / Test Scores 2007

Core GPA (verbsaf‘/:,am) ACT
3.50+ 400 37
3.525 410 38
3.500 420 39
3.475 430 40
3.450 440 41
3.425 450 41
3.400 460 42
3.375 470 42
3.350 480 43
3.325 490 44
3.300 % 500 44
2.225 930 78
2.200 940 79
2.175 950 80
2.150 960 80
2.125 960 81
2.100 970 82
2.075 980 83
2.050 990 84
2.025 1000 85
2.000 1010 86

(NCAA Freshman-Eligibility Standards)

1.4 Intercollegiate Athletics: Desire vs. Reality

Many student athletes come to universities believing two theagys,this is
particularly true of the underprepared student athlete: that (lyilheone day
become a professional athlete, or, (2) as an alternative, hgewil college degree
that will enable to him to succeed in other areas of his life.évew these dreams

can be unrealistic. One dream can obscure the other.
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According to the NCAA, the odds of becoming a professional athlete are very
low, and some student-athletes know this. Others do not. Table 1.7 shows the
likelihood of achieving this goal. In men's high school basketballexample, a
player has .03 percent change of being drafted by an NBA tégsmwould be an
all-star player like basketball phenom, LeBron James). Fromnglaym a college
basketball team, the likelihood of being recruited jumps to 1.2 perceoctllegiate
football, a college student has 1.8 percent chance of being drafted by the MEE. (Si
the NFL does not recruit directly from high school, there are aissts for this

category.)

Table 1.7: Estimated Probability of Competing in Athletics
Beyond the High School Interscholastic Level (2007)

Men's Women's Men's Ice Men's
Student Athletes Basketball Basketball Football Baseball Hockey Soccer
High School Student 546,335 | 452,929 | 1,071,775 | 470,671 36,263 | 358,935
Athletes
High School Senior
N ocndal Sen 156,096 | 129,408 | 306,221 | 134,477 10,361 | 102,553
NCAA Student Athletes 16,571 15,096 61,252 28,767 3,973 19,793
NCAA Freshman Roster 4,735 4,313 17,501 8,219 1,135 5,655
Positions
NCAA Senior Student 3,682 3,355 13,612 6,393 883 4,398
Athletes
NCAA Student Athletes a4 32 250 600 33 76
Drafted
ETEEE () il moe] 5 0.03% | 0.02% | 0.08% | 0.45%| 032%| 0.07%
Professional
ETEEE () el moe] 5 3.0% 3.3% 5.7% 6.1% 11.0% 5.5%
NCAA
i [ e 1.2% 1.0% 1.8% 9.4% 3.7% 1.7%
Professional
(Bracken)
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Coaches, recruiters, and even parents tell these young playedgritstthat
they will succeed in their sport that they are talented enough tomeea
professional athlete, but that they need the collegiate experiergst them where
they want to be, visible to professional scouts and coaches. Thgecdkgree, for
many student-athletes, is a way to achieve their dreamsletiatsuccess, but it is
often their secondary goal for attending the university, andt yeta goal that few
understand the difficulty of achieving. When institutions admit undeapeep
student-athletes into the university, education can also seematgdmndary goal,
secondary to the athletes' athletic performance.

Some have attributed the dismal graduation rates of Africanddame
athletes to a lack of academic preparation for college. Foy erétits and scholars,
the issue of low graduation rates becomes a "blame gamditsCagree that
poverty, fragmented families, a history of low expectatioramfrfamily and
educators, unreasonable demands placed on them from family and edwoalEms
cultures, stereotypes, and drug and alcohol (ab)use contribute to pooticgduca
preparation. For many reasons, though, student-athletes do not alwaywelbias
school as their non-athlete student peers.

Nevertheless, academic underperformance in college has root$ ischigpl
academic underperformance, in the priority assigned by atitetesademics, and in
what James L. Shulman and William G. Bowen, in their bdb& Game of Life:
College Sports and Educational Valueall the "culture of sport” (73) that pervades

school and society. The degree of underperformance varies with ggirentollege
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academic indicators such as SAT / ACT scores or high schHeal hey argue, but
also with how many other athletes who played on the same teeaesperformed
(possible peer effects) and whether the athlete has decidedhishabach is a
principle mentor. Students who were active in other time-intensktracurricular
activities, they arguegver performedicademically, relative to their SAT scores and
other predictors (262). This, they state, is the support for a "eutitirsport”
interpretation. Their claim sounds familiar, as time spent ek t® important to
mastering that task. Deborah Brandt, author of "Literacy as kuap®," has argued
that children whose lives are "richly dependent" on literadywiies outside of
school, do better in school ("Literacy as Knowledge" 193). Time ok ims
important, as Brandt noted, but so is the support one receives outsicleof &
regards to school activities.

Cleveland Cavaliers' forward, LeBron James, is assuredly the famosus
rags-to-riches basketball player of recent history. Born ioAk©Ohio, and reared by
his single mother in financially challenging conditions, Jamesttadream to be a
successful professional athlete and lift his family out of povétgcruited by the
Cavaliers directly out of high school, James was the number onedd8Apick in
2003, and he signed a $90 million shoe contract with Nike before his NBA ¢Hsbut
did all of this before his 18birthday. James never attended college. Today, James
earns a reported $4.5 to $5 million a year as a basketball p{éyelron” par. 1;

Lebron James" par. 1).
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Rapper 50 Cent (aka Curtis James Jackson lll) also never atteoliiege,
but today is a multimillionaire based on his top-selling rap GDLent was born in
New York City to a single mother, and, according to his authorizegrdyphy, he
began selling drugs as a young teenager. He never knew his faghmother was
murdered when he was very young, and he was reared by his grandroot@ent
his claims-to-fame is the fact that he survived being shw times in a drive-by
shooting ("50 Cent"). Like LeBron James, 50 Cent never needed highatieduo
become successful, culturally or monetarily.

These two stories fall within the stereotypical beliefs yna@ople can have
about African-American boys. These beliefs that African-Aca® boys are raised
in poverty, are reared by a single mother or grandmother, andxaused from
striving for or succeeding in an academic education becauséhéveyno positive
role models permeate American pop culture's understandings oam#imerican
men. Drug use and gangs are a part of the myth, too. The stotieBmin James,
50 Cent, and a long list of fellow rappers and athletes perpeheattereotype that
young black men have few options for their lives and that the optieysdth have
involve music and sports. The myth supports the idea that successful meumnig
the fields of athletics and music were "lucky,"” that some unmbeeefactor aided in
their success. Rarely is the hard work to succeed in either sé tiveo fields
acknowledged. Belief in these myths, however, also implies that feasng men
need saving, that black men cannot make decisions for themselvesieastdahey

cannot make the "right" decision, the decision we often try to n@akthém. With
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their focus on sports or music, some students devote limited timmatevest to
academics. Educators often support these directions.

In Unpaid Professionals,Zimbalist writes, "It is almost a universal
perception among inner-city youth that the only ticket out [of the ecmnstnuggle
they are in] is through sports" (31-32). Zimbalist cites the poputariesHe Got
GameandHoop Dreamsas examples of how being a basketball star in college and
becoming a professional athlete is an all-consuming goal for goorey people (S.
James; Lee). In the 1994 documentbigop Dreams for example, director Steve
James follows two boys as they grow and dream of becoming theShexuille
O'Neal. The achievement of this dream often means saving tivesisnd their
families from a life of poverty, and James makes thisrdte¢he film. The goals of
saving family and friends are, according to Dianne Williamydda "simply a
vehicle to [the student's and the family's] dreams" of athleticesonomic success
(par. 10). Not only do young athletes believe this scenario, but thé theliesports
can change a young person's life is also a part of the Amenitamal expectation,
especially for some African-American boys and young men. Ireseays, young
men (and women) becoming professional athletes and saving dineiliet is a
modern-day Horatio Alger, rags-to-riches story, the fairytale ofrtleBames.

By using these films as examples of successful Afrisamerican men,
however, it becomes clearer why some students are succedbsftically and why
some students do not succeed academically. For some, postsecondatiprediica

not necessary for success, in life or in athletics. The opporttoritgconomic and
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social mobility, according to Brownyn Williams and Amy Zengertheir book
Popular Culture and Representations of Literasy"one of the most unshakeable
and deeply ingrained myths of the U.S. culture. Work hard enough, bé amdar
savvy enough, and nothing can stop you from making a fortune in becoming a person
of substance" (42). This myth is prevalent, from parents telling thddren they
can "grow up to be whatever it is they want to be," to having ifeaékamples of
people who have "made it" against insurmountable odds. Williams angeZen
explain that "there is just enough truth to this mythology, adriitexd in individual
life stories from Andrew Carnegie to Bill Gates, to rein&itin the culture" (42).
Indeed, while Williams and Zenger illuminate the Horatio Alygre stories in the
American culture, similar myths exist in the music and sparémas, and these
myths perpetuate how American culture views African-Americam and boys, but
it can also perpetuates how they view themselves.

As Carl E. James, author Bace in Play: Understanding the Socio-Cultural
Worlds of Student Athletesotes, "Educators often encourage black students to play
sports, because it is often believed that their athleticsskile better than their
academic skills, and sports are likely to be their most produatigaue of school
participation. Educators do this in the belief that it is in ther@st of the student”
(20). It is not often that popular culture portrays examples of blaakers,
surgeons, or judges held up as examples for young men to emulatd. Floy
Weatherspoon, in the essay, "Black Male Student-Athletes OwensHhees,

Forefathers More" puts it this way:
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Not to marginalize the talents of Lebron James, Michael VickdCha
Johnson, Dwayne Wade and other successful athletes, but the black
community does not need another professional athlete. We must
instill in our black males the dream of becoming the next Ronald
McNair, Reginald Lewis, Kenneth Chenault, or Ben Carson. Sadly,
most young blacks have no idea who these individuals are. Black
athletes must understand that playing sports must not be the only
dreamed to strive for, but only the collateral benefit of attending
school. They must first understand that all the applause of accolades
received while playing sports, especially in high school and college
are only for entertainment purposes. (par. 5)

The practice of encouraging Black students to excel in athdetivities,
women in nursing and teaching professions, and Asian students in seigthce
mathematics, for non-sport examples, are "racializing aneh#abkzing processes,
and they are also evident in schools where teachers and cpacpes to base their
work on principles of antiracism," Carl James notes (10). Unfortynatetism is
more common in education than one might realize. It is importaeictgnize, too,
however, that race is an obvious marker of difference. Jameswesthis argument
that educators do not "recognize the inequality and inequity leadinghe
stereotyping and marginalization of students, their alienation, andigesrgagement
from the schooling process” (10). In other words, by not providing ettemples of

success to black students, examples other than the ones popular coltidespwe

28



are narrowing choices before these young men recognize hoy opéons they
actually do have.

In many ways, essentializing and limiting individuals becomest@h=22:
educators (families and popular culture, as well) encourage younk imec to
avoid academic pursuits to focus their attention on athletics. Thensmt
commitment to athletics lands them a collegiate scholarship,hheit academic
skills, what they need to survive in the university, are often nmgtenough to see
them through to graduation. They may have the skills to be successthe
collegiate sporting world, but they do not have the skills to memiathe university.
Diane Williams Hayes notes that this trend is "dangerously prevaderd,that being
a star academic student "is not part of the goals of sport-geddsuccess and
riches" (par. 13). The university must also address the studewtsegperiences
with educators, especially if the student is a scholarship athlete.

According to the U.S. Census Bureau, African-Americans comprise 12.3
percent of the total population in the United States in 2000; however, a
disproportionately higher number of African-American athletes igyaate on
college and professional teams in the major revenue-producing sports.
Approximately 73 percent of the players in the National BasKefsabciation, and
72 percent of the athletes in the National Football League ateaAfAmerican
(Harris par. 13; Rhoden). Yet, overall, African-Americans makeslightly more
than 10 percent of the total US enrollments in higher education, and black

scholarship athletes make up 21.3 percent of all students receivingicathl
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scholarships. But the number of African-American students who reegiletic

scholarships accounts for only 1.5 percent of the 1.6 million black studemently

enrolled in higher education ("African-American College Atbdet Debunking the
Myth of the Dumb Jock" 36).

1.5 "Academics First"

A student-athlete often has to choose between his sport and his education.
The average undergraduate would never have to make these regnaseatinices:
"Do you attend a meeting with your English writing group to finrst ¢ollaborative
project, or do you meet with your position coach?" "Do you visit youregsafr
during her office hours, or do you meet with the trainer so she parytar ankles
before practice?” Or even, "Do you attend class at 9:00 a.m. even thwubhs
taking you to 'the big game' leaves at 10:00?" Many times tderstathletes
believe they do not have a choice; in every instance, the studenéstnlest choose
athletics, or so the coaches tell him.

In January 2001, when Myles Brand left the presidency of Indiana tditiwe
and accepted the presidency of the NCAA, he spoke at the Nafogsd Club. In
his now famous speech, "Academics First: Reforming Intercotkedithletics,” he
publically made a commitment to reclaim education for studenttathl His plan,
"Academics First," would be a "gradual reform" program. One"that fundamental
commitment to taking the steps necessary to elevate the acadession and
integrity of the university to absolute first priority" (369). Sorhgh profile

collegiate sport coaches pretend to believe this, too, when they Atatgemics is
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first," while holding up two fingers. "Athletics is second,"” whilelding up one
finger. The contradictions and inconsistencies can certainly cosfudents, and
these inconsistencies can surely help a young man decide winchdsmportant at
that moment, athletics or academics.

Student athletes are a unique subset of college students, and aecfiis-sil
curriculum and pedagogy does not work. The student-athletes' needs aatiblnsi
often surpass the needs and limitations of their non-athlete studest fenbalist's
statements about young people making choices whether to pursue ercatlenc
athletics or academics is a fitting way to think about the steathletes, but
especially the underprepared students enrolled in an IntroductiontimalONriting
(ICW) course at Texas Christian University. The ICW coursthésfocus of this
dissertation study, but it is also a course that offerednalige pedagogies and
programs to students enrolled in a yearlong composition course. Matiye of
students enrolled in this course were underprepared student-athletedmbalist
notes that "educational deficiencies based in broken families, aluiofence, and
poorly funded public schools cannot be redressed by the University g@he"
Indeed, student-athletes, like a healthy number of "typical” gmktudents, come to
universities with a wide variety of educational and cultural egpees that have—in
many cases—not prepared them for the rigor of a university eolic&tudent-
athletes can have the drive and determination to succeed ooutth@icon the field,
but they often do not know how to succeed in the classroom, and Atmbgdiains

that the academic requirements sanctioned by the NCAA willsuffice to inspire
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young athletes to do their homework" (31-32). In many ways, th&A\iireats and
sanctions are empty. Student-athletes, those who are underprepadediaally,
need more than the fear of (possible) sanctions to succeed ifagseoom. Most
institutions do recognize the need for academic support for underpregpadedht-
athletes, and they offer that academic support.

1.6 Athletic Academic Centers

In an August 200&hronicle of Higher Educatiomrticle, Brad Wolverton
discusses a growing trend among the nation's largest cétletimll programs (e.qg.
"football schools") to build Academic Centers for the sole us¢udiest-athletes in
order to increase the graduation rates of the institutions' stuiidetiea. These
Academic Centers are "as big as 50,000 square feet—the size ef stodent-
unions—and many are as swank and well appointed as any buildings on ‘tampus
(par. 3). These centers house academic tutors, advisors, and lepeuiaiss that
work exclusively with student-athletes. According to Wolverton, spendg
additional money, as much as $27 million at Texas A&M Universityef@ample,
helps keep student-athletes on track to graduate (par. 4). At thetisanehese
facilities do not serve all students; they only serve studergtathl\With more and
more universities admitting academically underprepared studertesthihe drive to
build these specialized centers increases, as institutions do mbt tavaose
scholarship funding for students who "fail to meet minimum acadeuataffs" (par.

5).
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What these Academic Centers also do, however, is segregastutient-
athlete from the rest of the student population on a campus. Thegaggn, what
Kevin Foster calls "an opportunity for surveillance,” is anottmathod athletic
departments have to protect their "property.” Foster's artiehnopticonics: The
Control and Surveillance of Black Female Athletes in a Collegiathletic
Program,” which I will discuss in Chapter 7, argues that the addedikance of
student-athletes (surveillance that other students do not expetehge)graduation
rates (302). Many argue, however, that the surveillance techritqstsr discusses
also infantilizes student-athletes and the infantilization faeatts low academic
performance and low graduation rates.

What also increases when constructing these Academic Cdatelse
potential for abuse and academic misconduct, evidence of which hasataaal
news in recent years. In the late 1980s, Professor Jan Kemp dnitrersity of
Tennessee found that academic tutors were writing essays andndonagvork for
student-athletes. At the University of Minnesota in 1999, an office gearaaimitted
writing over 400 essays for members of the men's basketballdeansix seasons
(years that included NCAA Tournament appearances). At Fl&tai@ University in
2007, 60 student-athletes were suspended from their sports teamsafiimgcire an
on-line course. The Academic Centers can often be out of the arghtontrol of)
academic offices and mandates (Farrey; Lambrecht).

While Academic Centers and additional academic tutors are biahédi the

student-athlete, | argue that underprepared student-athletes do nlly nseal
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additional support from the institution; they neddferentsupport. This is also true
of the undergraduate student who is underprepared academically dwtoet not

have any additional services to help her or him through to gradu&tadent-

athletes who come into the institution not ready for the acadeprik required of

them, who may be from a marginalized race or economic clagbangay to fit into

and learn from the campus that recruited them. Additionally, mangrprepared

students need a nontraditional approach to learning. If the underprepatedts

were not successful in the K-12 educational system with ditraali pedagogy, they
need an academic environment that does not replicate what theyahaady

experienced. If it did not work the first time, there is no reason to beliexi wwork

a second time at a university.

In order to walk the delicate line between what students need aridawha
institution demands, a faculty member must recognize his or helirovations and
ethical boundaries. It is easy to do too much or too little for undqeaped students.
It is easy to leave unchecked racial stereotypes, perceptimhdiases. Educating
student-athletes from revenue-producing sports can cause one tmireexhose
beliefs. Along with knowing those boundaries and limitations, a facuésnber who
teaches student-athletes must have a sense of who those stuetehtsvathey are
different from the traditional students on a campus; the demandsi gladhem by
coaches, family, advisors, the general public; their academpam@eness; and their
socialization on a campus that—in many instances—is predominakely when

the student is often nonwhite. The faculty member must understanti¢hstident-
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athlete, while highly skilled and recruited on the field or on theteecan flounder
in a classroom setting, and the faculty member must undenstarttiis can happen.
The student can be embarrassed by his academic ability. Hebwrightetter student
than what anyone has ever led him to believe. He might be livithgte myth that
all he can ever become is an athlete or a rapper. He might rerstardl the options
he has outside of the athletic arena. He might not care abowukisnaics. He might
care very much about what he learns. He might be aware of dedpesprejudices
against him because of his skin color. He might have prejudices awms He
might be only 18.

While faculty members cannot slow the machine of collegiatetat, nor
might they want or need to, these faculty members can aid todergs as they
navigate the difficult world of Division I-A athletics by engaging relational
pedagogy, a feminist pedagogical area of critical pedagAdditionally, many
student-athletes who are underprepared academically could aldi fsenea basic
writing course, a course that uses a critical pedagogical approach tadgearni

Unfortunately, many institutions put fewer resources into thehiegcof
what might be termed "remedial" courses, particularly lapgets schools that are
also academically selective, as these selective uniesrsiio not typically admit
underprepared students. While it is clear that some institutias not have the
funding to provide the needed academic resources for a relasnell group of
students, many do manage to find money for scoreboards, million-dollar Sadauile

large academic centers that do little more than imprison stuttdetes. However,
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as a comparison, the university's other underprepared students, thos® wbb
participate in athletics, do not have special and dedicatedodtdte-art computer
facilities, study centers, separate buildings or speciadiped faculty to support
their educational needs.

1.7 Allotment of Resources

If an institution does offer specialized courses for underpresinelénts, the
courses are often an afterthought. In writing courses, fangbea adjunct professors
or a graduate students teach "basic writing" courses, individimoften have little
incentive or training to do the hard work that is required for the sts’dguccess. In
a recentChronicle of Higher Educatioarticle, Peter Schmidt argues that "at a time
when colleges and universities are under increasing financedyeeto rely more
on part-time instructors ... doing so erodes the quality of educatioly stadents
receive" (Al). Indeed, Schmidt quotes a part-time Englishucisir at a technical
college in Wisconsin who states, "You find it very hard to put in the kind of toue y
would like to because you have to do other things to make a living" &g,
underprepared students, no matter what institution they attend, needreddiime
to do the work required of them.

Clearly, institutions are budget-driven. With student-athletes innteve
producing sports at Division I-A institutions, on the other hand, ingtistinvests a
significant amount of money in those students. It seems obvious thattitetion
would continue to protect that investment (the student) by providing atyquali

educational environment for that student, and that means trained and etkdicat
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faculty. Some institutions cannot afford to increase the numbarlleinhe tenure-
track (or non-tenure-track) faculty. If these same institutmars spend millions of
dollars on scoreboards, stadiums, or coaches' salaries, then tloé faustity who
are trained to teach underprepared students—student-athletes andhleien-at
students—could be a significant return on that investment.

A remedial writing course can often become a site of tremenclmlienge
and growth, for both the student and the instructor. Understanding utienst
athletes' socialization at a predominately white institutionlirdeavith racial and
economic barriers students might experience at that instifutavigating the waters
of an athletics program that is focused—above all else—on winnmgf idirectly a
faculty member's responsibility, yet the faculty member ternothe person who
addresses these issues, all in the context of a basic wilkisgyaom. Too often, as
Geraldine McNenny and Sallyanne Fitzgerald write in theageefoMainstreaming
Basic Writers: Politics and Pedagogje®basic writing programs are given the sole
responsibility for acculturating marginalized students into the UWsityés culture”
(12).

In this dissertation, | contend that Division I-A institutions showdsider
providing alternative programs and relational pedagogies so stutiésies,
particularly those in revenue-producing sports who are acadeynicalerprepared,
can matriculate through the institution at a higher percenttgetitan they do. By
making this claim, | am fully aware that | am working withirsystem that argues

that student-athletes do not need even more of the university's (sesditimted)
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resources. Yet, the institutions admit underprepared students;otieerngistitutions

have an ethical responsibility to see the students through to gradbdgi@ngument

is that with alternative programs and pedagogies, particuladget programs in
writing, student-athletes can become stronger writers, stroselents. Since
writing is foundational to success in college, alternative programuld bring the

focus of the student-athletes' position in a university back to ribles as students.
When they are stronger students, | contend, they have greater oppddsuitgeed

off the court and off the field. This, of course, is not to sayshatents who are not
athletes would not benefit from these alternative programs am@gpgies. They
would. However, universities ranked Division I-A by the NCAA and ingtins that

consider themselves Research | institutions, do not routinely &dhaitthey admit)

underprepared students who are not a part of the athletic arenavétiptie balance
of this dissertation attempts to demonstrate why working with preleared

student-athletes is necessary.

Chapter 2 of this dissertation contains a summary review of thé pgears'
worth of dissertations written about Division I-A student-athleteacgawith texts
written by sports fans and sport scholars. The dissertations encompass stileéte
graduation rates, student support services, faculty perceptions, arndsiadm
procedures. | will briefly discuss the overarching subjectstefalcy, basic writing,
and critical pedagogy in this review, but | will also cover ¢hegpics in more depth

in subsequent chapters.
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Chapter 3 outlines the hybrid methodology | used as | conducted aydaee-
longitudinal and ethnographic study of first-year student-athletesewtadled in the
two-course sequence, ENGL 10703 and ENGL 10803, Introduction to Critical
Writing (ICW), during the fall semesters 2004, 2005, and 2006 at Texasti@fri
University. This course is specifically designed for the inognfirst-year student
who is not academically prepared to succeed in a traditional omests, first-year
writing course. For the three years, | taught the course, 80npestéhe students
enrolled (36 out of 45) were student-athletes. Of these 36 studenterd@mt of
them were student-athletes in a revenue-producing sport.

Chapters 4, 5, and 6 are the foundation of this dissertation as thegtrighl
the information gathered during the longitudinal and ethnographic stuwties |
taught an Introduction to Writing Course during 2004, 2005, and 2006. Three case
studies emerged from these years of research, and eachuthsemstesponds to a
particular year of the study. Chapter 4 presents "D'Ante"; Ch&ptéSean"; and
Chapter 6, and "Eric." Each case study represents studentsthleifferent sports,
with a wide range of academic ability, and with an even widege of desire to
acclimate to a predominantly white institution. The case stualiesframed by
Interchapters, which function as the introduction and conclusion to thisrsetthe
dissertation.

Chapter 7 of this dissertation presents the findings and the snafythe
longitudinal and ethnographic study and how these findings are applicakhe

teaching of underprepared student-athletes at Division I-A inettuit In this
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chapter, | explore pedagogical strategies that were baaldbcihe students enrolled
in the ICW course, | address issues of critical pedagogytaddrg resistance, and |
examine methods of teaching that involve the inversion of typicaldamographics
(Caucasian student as the minority) at this specific research site.

Chapter 8 is the conclusion to this dissertation, and here | outline futeas
of research, but | also provide recommendations that universitiglsl easily
implement in order to aid in the retention and the matriculation of prejered

student-athletes.
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CHAPTER 2:

LITERATURE REVIEW:
SCHOLARSHIP RELATED TO THE DISSERTATION

"Ultimately, what one means to say will always remain incomplete
and unsatisfactory when articulated in language. The more
important [the] message the more an author has the feeling

of having inadequately expressed it. There is always
something more and something different to say

in our attempts to say the same thing."

--James Edie, American Philosopher

2.1 Introduction

Highly competitive collegiate sports can make otherwisemnal individuals
irrational. Intercollegiate sports, for these people, are a passitife. In many
instances, both fans and critics of intercollegiate athletidgsvaethat Division I-A
athletics should simply become a minor league for professionalsspast the
"student” in the student-athlete equation is largely invisible. The rsiyethese
critic argue, recruit high caliber athletes so the universaty be competitive in the
sports arena. This same university system pays the athledetad payment comes
in the form of scholarships and supplemental aid; therefore, propookrttss
system argue, the institution should get its money's worth. On lee lwand, many
fans and supporters believe that the experience of participatiaghigh-stakes

athletic competition is a positive benefit to the student-athiletenon-athletes who
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are students, and the community at large. These supporters libb¢\the money
generated from intercollegiate athletics supports the univessisgem, thereby
providing education for more than just the few who participate in a.dpowever,
the world of NCAA ranked Division I-A sports is not that simple. deséingly,
neither of these polarized camps focuses on the education of the sttidets; each
focuses on the playing power of that student.

In several of the texts noted in this literature review, whatonspicuously
absent from recent dissertations about student-athletes are tes wdi coaches.
This absence could point to the notion that what coaches have to contobate
discussion about student-athletes would not be surprising, as theiidaruthe job
of winning games; a coach is not typically focused on individual @ayer
Nevertheless, the lack of the coach's perspective also poirtee tohallenge in
researching big time collegiate sports. Access to coadickplayers can be very
difficult for researchers. Maura Tuite researched the footpedgram at the
University of Notre Dame, and she had to not only contend with constramat
confidentiality agreements from the university's legal deparmtmbut also with
scripted and supervised interviews with student-athletes. Whilee'§ uilifficult
experience navigating the sports world of Notre Dame segatdy excessive, many
researchers believed that access to coaches and student-attdstes major
impediment to the completion of their studies. The main reason, dheraghat
coaches' voices are absent in the review of literature tairdgrthat they were not

easily accessible to researchers. The majority of researcheedsstutient-athletes.
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2.2 Writing about Student-Athletes

Within the last 10 years, sports writers have penned books about the
controversies and ethical challenges surrounding intercollegpaits. These books
have a primary focus of the sport, but they also address coratsusthe student-
athletes. Additionally, writers for academic periodicalee Chronicle of Higher
Education and Inside Higher Educationfor example, have covered the same
controversies and ethical challenges from a decidedly acadeergpegtive.
Additionally, scholars have also produced a number of dissertatimng student-
athletes in revenue-producing sports, and it is the dissertatie@rsmiho attempt to
provide solutions to the intercollegiate athletic dilemmas, and thssertations fall
into five distinct subject categories: student-athletes and eestestudent-athletes
and academic support centers and services, student-athletes angabeof race,
class, and gender on their identities; student-athletes and cqgatti@regonomics of
collegiate sports reform. Most of these dissertations come f&oimcation or
Sociology departments at major universities that have Divisiospdkts teams. The
researchers used a variety of methodologies studying a ange of subjects. Some
researchers studied only one institution, while others researchedties sport
conference. Some researchers met with a handful of students, otberwith
hundreds. Most researches obscured the university name in order éov@reee
anonymity of the student-athletes, but labeled the universityebgrgphic region.

Only a few dissertation writers identified the research by name. Researchers
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conducted their studies at "large Midwestern universities" tmalls private
colleges."

Dissertation researchers made many comparisons in theiestudriters
compared student-athletes to other student-athletes in the sam@iféerent sports,
and other writers compared student-athletes to their non-athlelens peers. Most
researchers studied only football or men's basketball (the reveoaeeprg sports),
but a few others included Olympic sports and sports played by moMest
researchers used similar methodological structures in thedies. Surveys were
very common as were structured- and semi-structured interviesvlaservations.
Two researchers used student writing in their analyses. Moséstwdre short-term,
one semester or one year. Very few dissertation reseaemgaged in longitudinal
field studies. Student-athletes were common research subje¢htssendissertations,
as were administrators and faculty. Again, the voices of revemaerEng sport
coaches were conspicuously absent.

2.2.1 Student-Athletes and Academics

A number of academic and non-academic researchers tacklessties of
student-athletes and academics, and this is certainly one ahdbke polarizing
aspects of collegiate sports. The question, "are they 'students’ or aadliteggs’ " is
a common one among researchers, faculty, coaches, and even the students
themselves. No one has indicted academic institutions about thaiis fon
intercollegiate sports than more clearly than Murray Sperbreriiis Professor of

English and American Studies at Indiana University (NCAA HEesgi Myles

44



Brand's and legendary basketball coach Bobby Knight's forméutitst). Sperber
believes that higher education has forsaken education for the revehdenee that
collegiate sports can bring an institution. Since he is from Indizmsgersity, a
decidedly pro-sport institution with many sport-related succemsésscandals, his
point is well taken. IrBeer and Circus: How Big-Time College Sports is Crippling
Undergraduate EducatignSperber supports his claims about the failure of higher
education to focus on education—claims that universities want the "siidwgher
education without any of the "substance"—by analyzing the an$weexeived to a
survey administered to students, professors, and administrators througkout
country Beer and Circu4.0).

He notes that universities not only focus on the creating a splkutec on
their campuses (what Shulman and Bowen termed "culture of spgmrt,§lso that
many of these same institutions focus their resources andstalengraduate and
professional programs. In this, he argues, undergraduate educationebelosin
Additionally, he argues, the creation of a sport culture on a urtiyerampus
becomes a very expensive party, what Sperber quotes one studefihiag thés
entire college education as "a four-year party—one long tailgatéh an $18,000
cover charge." Of course, at 2008 tuition rates, this tailgafECHt the site of this
research study, would be close to $120,000. It becomes clear thatiifstitution
does not support undergraduate education with its entirety, instead foousihg

money-making and the community-building power of intercollegiate atblet
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undergraduate students, particularly undergraduate student-athlebes revenue-
producing sports, will also have a focus other than academic achievement.

Beer and Circusis not Sperber's only foray into the underbelly of
intercollegiate sports, as he makes similar claimsOmward to Victory: The
Creation of Modern College Sportshen he outlines how institutions of higher
education have survived the "crises and scandals . . . of bigtihlege sports” (23).
He examines the difficulties money-making big-time sports progr have, from
academic misconduct to turning a blind-eye to the illegal &gtiof university
athletes.

Very few other writers have been able to replicate the sobgperber's
work, as they do not have the same time or resources availableno and this is
particularly true of dissertation writers. Dissertationtevs also have much more at
stake when writing about the world of intercollegiate athlefégy have not yet
proven themselves as academics, as scholars. They do not hathabend the
decades-long career that Sperber has. Therefore, Sperber canclaiake and
assertions—supported claims and assertions—that dissertation wigipecslly
cannot or do not make. Clearly, Sperber focuses his work not only ored¢ued
reform in intercollegiate athletes but also on the education of wadiel@ge students
(particularly student-athletes), what he sees as the primmasgion of higher
education.

Other scholars, conversely, write about student-athletes but theyfaorsa

much more narrow perspective. Either the scope of their project sweatler
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(studying only one institution, for example) or the writers fodus® one perspective
of the student-athletes’ education. Julie Cheville assumes funséslity of writing
about student-athletes and their education from a narrower perspbetiv8perber,
but she also has a unique position to do so. As a former writing itostraicd
basketball coach, Cheville comes to the subject of student-ateéatenlg from an
unusual place. She knows both the inside/outside dichotomy of sports and
academics. FoMinding the Body: What Student-Athletes Know About Leayning
Cheville conducted a two-year study where she observed both thenacaand the
athletic encounters of the players on a women's collegiateetbatiktieam. In their
sport, she argues, student-athletes depend on their bodies to undbostatitey
play the game of basketball. Cheville describes how "sitesaohihg" at any single
institution can require "conflicting ways of knowing" (3), or thehditomy of
academics and athletics. For the study of how student-athkdes, Ithis is an
important point, as not all athletes, indeed not all students, ledhe isame way.
Their work on the court is highly physicahd mental. The use of their bodies
coincides with the use of their minds. Academic work is mentadnofery passive,
with little connection to the body. In this separation of mind and bbdtween
classroom and court, "cognition [is] detached from concrete actiad interaction”
(35). She argues that academic instruction—particularly writirsfyuction—can
improve by using alternative pedagogies that allow students dthesealready-
developed skills of "body knowledge" (37). Cheville's researcimigue and highly

important in the study of student-athletes and learning. She atftatea one-size-
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fits-all pedagogy does not work, that the passive learning techniques she dekxribes
not work for the decidedly physical and active student-athletes. Tbemefit, and
unlike the majority of dissertation writers who write about sportstudent-athletes,
Cheville does not focus on one academic discipline. While her erperigas in
writing instruction, she broadens the scope of her work to include igaagtivities
within higher education.

Chris Drew, in his yet to be completed dissertation on the dyepsactices
of student-athletes, does focus on the literacy practices ofnstatidetes. Drew
follows Cheville's methodology, but instead of studying a wonmeas&etball team,
Drew studies a men's Division Il basketball team in Floridéhi$ study, he found
that a direct correlation exists between how the male athiaged basketball and
how they responded to their coaches' demands and how they succeeded in a
classroom when the professor used a similar coaching pedagayy.vias able to
compare the sport scenario with how these same students leathed #cademic
classes and how they responded to their professors.

Ann Angstrom, from yet another perspective, does focus her dissermation
student-athletes' learning in one discipline: composition. The mparpose of
Angstrom's study, "Literacy Profiles of African-AmericMale Student-Athletes,"
was to illuminate the perceptions of the literacy experience$owf subjects,
African-American male student-athletes. Angstrom intervéewWeese four subjects
and asked about their experiences in two spheres of their livesiit(ilyeading,

writing, or performingprior to entering the University and (2) while enrolleda
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required in first-year composition course (or English CompositioArystrom had
a unique opportunity to find out why these particular student-athhetes or were
not successful in writing courses, but she did not delve that deeplthmtwork or
into the experiences the students had in their required writingseda Not
surprisingly, Angstrom's data analysis revealed that all fioulest-athletes had both
positive and negative experiences in the writing class. Her sasatyight describe
any number of individuals taking a similar first-year compositcourse, and her
analysis had very little to do with how participation in interagpliée sports might
affect student learning .

Nevertheless, the methodology and structure of Angstrom's digsenteds
helpful to me as | wrote this dissertation. | used her categories ofdtytbefore the
University" and "Literacy within the University" as stagiplaces of my own case
study chapters. | did, however, expand those categories to includeady before
the University," "Growth as a Writer through Four Major Assignis,” "Student's
Perception / Reflection of His Growth as a Writer," "How Invaheat in Sports
Impacted Student Learning,” and a "Teacher / Teacher-Rbasedreflection on
Student Growth." A site of future study stemming from my diasert work might
be to compare these or similar categories of analysis betstadent-athletes and
non-student-athletes in the study of composition. Susan Hathaway rhakesry
move when she compares non-athlete students with student-athletes.

Hathaway, in her dissertation, "Student-Athletes' Collegial Engageand

Its Effects on Academic Development: A Study of Division | Studhtetes at a
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Midwest Research University," concentrated her work on stuatbldtes and
academics, and she did this by separating athlete and non-athlete stymeTga®$0
the 2004 National Survey of Student Engagement (NSSE) survey(Ha)haway
Hathaway's analysis of the survey results examine diffesenceéhe benchmark

scores for athletes and nonathletes in the areas of "acadeaafiengk,"” "active and
collaborative learning," "student and faculty interaction,” and "engagducational
experiences." Hathaway measured levels of engagement by holw anstudent
engaged with his/her academic environment and this was measuieel ftydent's
GPA. Not surprisingly, as one might assume, non-athlete studentsedngege
with their university academically. These students took hardesesushe argues,
they studied more, engaged in more critical thinking, and dathie concepts they
learned in their courses into discussions with other students tbegeleft the
classroom. Athletes, on the other hand, engaged more in nhon-academienegser
at a university; their focus was towards the world of athletics and thaylsge time
communicating with other students inside or outside of class. The tvdens
populations, Hathaway notes, appear to be most different in whatrsie "fece-
collegiate variables" or collegiate aptitude as measuredhély incoming ACT
scores and by their selection of majors. Ultimately, she fifgs|dvel of student
engagement (for student-athletes and non-athlete students) leasditiélation to
their academic success. Furthermore, the mere fact that areathlete, does not

predict positively or negatively, the students' academic sucdesssddcludes with

the idea that standardized tests cannot measure engagement.
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While Hathaway's claim that standardized tests cannot measgagesnent
in a university culture (academic or social) seems obvious, vieanhsglected to
explain waswhy or how students had such different experiences. Many who study
intercollegiate athletes acknowledge the time and resourceredifies between
student-athletes and their non-athlete student peers. Hathaway lgrgwes this
very important variable. Non-athlete students "take harder juesel "engage
more in critical thinking" she says. Yet, Hathaway does not accoutité fact that
non-athlete students usually choose their own course of study, arct-atbéelemic
advisors typically choose student-athletes' majors, schedules, @uthes.
Additionally, Hathaway does not define "critical thinking" in termis student-
learning or engagement or even how the NSSE defined it. Her lsasdyteresting
implications, but it is lacking in its understanding of intercollegiate titkle

Many who write about student-athletes, however, do have a focus on the
student-athletes' learning, on their ability to earn an educatiole wlaying high-
stakes intercollegiate sports. Researchers often recogrezdifficulty for many
student-athletes to do both adequately. Jennifer Kulics in her dissert"An
Analysis of the Academic Behaviors and Beliefs of Divisionudent-Athletes and
Academic Administrators: The Impact of the Increased Peagentoward Degree
Requirements," recognizes that administrators, alumni, and fanthabtbe success
of intercollegiate athletics have been traditionally measungdhle number of
championship banners and the amount of revenue generated at the national,

conference, and institutional levels (35). In recent years, hawasgea result of
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Murray Sperber's work (among others), a university's retentionudést-athletes
and institution's graduation rates has become almost as "appeamme university
administrators and head coaches as the quest for a national championship” (35).

Kulics surveyed both student-athletes and academic administratoreeand
instruments that contained three and four open-ended questions, respeatiged
Midwestern institutions within the same athletic conferencdiaditin, and the
findings from these surveys informed her conclusions (89). Researtiase
typically evaluated the success of academic reform movemernitgercollegiate
athletics by the increase or decrease in the graduationafagtsdent-athletes and
how those rates compared to the general student body. Kulics notdsethatrease
in the size and in the services Academic Centers dedicatdy sottudent-athletes
has helped graduation rates increase. She notes that the addition@alringpitoy
advisors, mandatory study halls, and enforced discipline-specificrigtbave been
beneficial tools for student-athletes. However, Kulics neglecexpose the darker
side of this surveillance.

The students in the above-mentioned dissertations demonstratestheesd
for greater engagement between student-athletes and theamacashvironments.
However, the few studies reviewed do not suggest why student-athletest
engage with their environments. Secondly, the reviewed dissertationslgoifew
suggestions that institutions could implement to combat the engagenodtems
universities face with their student-athlete population. "Playmnthe Prose" hopes

to provide ways to combat the lack of engagement problem
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2.2.2 Student-Athletes and Academic Support Programs

It should come as no surprise—given published statistics—that $odent
athletes, particularly those in revenue-producing sports, can amraeuhiversity
underprepared to do the academic work that faculty require. Tiheseé students,
many athletic departments (as well as the NCAA) have e@mehted structured
services to support students academically. These are dedsmtedes provided
solely to student-athletes; other university students who mighthalge academic
needs are excluded from these benefits. The assistance provided to studteg-athl
Division [-A institutions can include study halls, computer labs, ystumbms,
dedicated tutors, advisors, and life-skills coaches. Researaiensraers disagree
about the efficacy of such services. Some claim that thecesrean foster unethical
and inappropriate privileging of student-athletes over the rest ddttlieent body.
Others claim that the services student-athletes receiva amgall price to pay to
keep the student academically eligible to play his or her spettottiers argue that
the services are a way to equalize the playing field, aeng, for student-athletes
and their non-athlete student peers.

The exorbitant cost of these Academic Centers has becomeastiaitesome
institutions—a source of concern. The facilities cost money, ratigei Texas A&M
example from Chapter #1, a lot of money in this case equals $2@m¢ilVolverton
par. 4). The facilities also need staff, committed academicstatodt advisers as well
as dedicated computer technicians, facilities personnel, and inces@g their own

accounting, billing, and human resources departments. While th&édaake useful,
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they only support student-athletes. The cost-ratio might not make tieesers
viable, particularly since they do not support the non-athlete studewmereb
dissertation writers have made this and similar claims in their work.

The point remains, however, that the Academic Support Centers have
positive and negative benefits to an institution to its studenttashl®n one hand,
these Centers help in student-athlete retention and graduation. d&oplex James
Beal, in his dissertation, "Academic Achievement of IntercalegStudent-Athletes
Compared to Nonathletes," addressed the "dumb jock™ myth by comgaumishent-
athletes to non-athlete students, and students participating in rguenmluging
sports to those participating in non-revenue-producing sports. Bedlextratudent
groups at the University of North Dakota by age and by genderstlidents’ GPA
noted academic achievement. By analyzing admissions and aegetords for 279
student-athletes, Beal found that student-athletes' academic awbidvsurpassed
non-athletes, and this, in part, has to do with the specialized help satlletds
received from the athletic academic center. In this study,Aiteedlemic Center
benefitted student-athletes.

Beal noted that student-athletes who were supported by the addatiemic
center were notably less likely to have been placed on acageohiation, repeated
fewer credit hours, and earned significantly more annual dtesdittheir non-athlete
counterparts, because of the additional help they receive by thécatddademic
staff. The "hand-holding" is not lost on many non-athlete studentdfyfaand staff.

Finally, he argues, even with the added assistance, the cumulaliege GPA of
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student-athletes participating in revenue-producing sports wagicntly lower
than those participating in nonrevenue sports. Beal notes that teesaittlemselves
as not lacking in intelligence, but the system they are in erngesitheir dependence
and lack of initiative. It is clear through Beal's study that $tudent-athletes rise to
the teacher's, adviser's, and coach's expectations. The "dumbsjeciitype, he
says, appears to be based more on myth and misconception than rehligcta
However, he does note that "admitting student-athletes who arepldy@d or not as
well prepared as non-athletes, as evidenced by low high school GidA=olege
entrance exam scores, probably contributes to the 'dumb jock' image byublett st
and faculty" (73). Additionally, the statistical analyses on stud#mnéte graduation
rates from Chapter #1 can demonstrate the "dumb jock" myth. Ndesghehen a
university can graduate as many student-athletes as it doeghtete students, then
their Academic Centers are beneficial. While they can hgflldo students, they
sometimes negate the benefit with the negatives surrounding surveillance.
Elizabeth Bell, in "A Comparison of Academic Assistance Ruogr
Provided for Student-Athletes Among the Division I-A Colleges and/éfsities,"
found similar results. In her study of academic assistancs teithin Academic
Support Centers at "multiple Division I-A universities," she sugg#st serious
deficiency in the academic success of Division I-A student-athledn be attributed
to the ways student-athletes are advised, and that academiarass programs "do
little if anything to improve the academic success of studdgtas, particularly

those participating in revenue sports" (183). Bell defines "acadessistance tools"
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as tools such as mandatory study hall, tutoring, and academic a€rtsgratocols.
She makes these claims based on the idea that Academic Suppert Géeantilize
student-athletes in such a way that these young men and women deenocbhol
over the decisions that direct their lives. As teenagers migjel egainst parents
who enforces rules for the child's "own good," the student-athietBell's study
rebelled against the patriarchal system of the Athletic Support Center (230)

Bell and Beal both write about the infantilizing of studentettd, although
they do not use this term. They each disagree with the controli@thpartments
can have over student-athletes. Bell sees over control as @veegmsequence for
student-athletes; Beal sees it as a positive benefit. Kevirer-aat his article,
"Panopticonics: The Control and Surveillance of Black Female Athletea
Collegiate Athletic Program," agrees with Beal. For FostarAfrican-American
man and a former student-athlete, the Foucaultian surveillancécataeters enact
on student-athletes is for the students' benefit. He sees nottanglining about the
work athletic centers must accomplish. His study followed thalemembers of a
mid-sized university track and field team. While he focused bhdysbn the women
of the team, his primary gaze was on the African-Amemambers of this group. |
will discuss Foster's article in subsequent chapters of thisrtdisen, but in short,
he argues that female student-athletes need to be monitored and édtofam
inclusion into a primarily Caucasian academy, and that in the chdfrican-

American women, Anglo women are the best "models."

56



Foster is not the only writer to believe that student-athleted meaitoring
and surveillance, and indeed, need models of appropriate behavior. Maura Tuite
found similar issues in her study. Tuite, from yet another pergpemt Academic
Support Centers, explores the "marriage between athletics addnaca,” in her
study of the University of Notre Dame in "The Culture of Susces Holistic
Approach to Student-Athlete Development." She found that studentstheh&fbm
the services of the Athletic Support Center, but since the univerag Notre Dame,
the need for those services was, at best, questionable. Even theughiversity
offered services to its student-athletes, Tuite found that the rCgmsitively
celebrated the role of athletics” in higher education. This, comkitedhe prestige
of Notre Dame, created a "culture of success" in the dasgsand on the field.
Tuite's study implies that Academic Support Centers for stuatbldtes are a
positive force that helps in the retention and graduation ratesudérgtathletes.
However, this hypothesis is difficult to prove given the considerabiéations of
her study.

It is difficult to know the level of accuracy in Tuite's studyis is not to
imply that Tuite would have been unethical or deceptive in herrtiegoIn a
detailed accounting of the difficulties of her study, she wriésan on-going
inability to meet with coaches or students. She needed approvarfatudy from
the President of the institution, the head football coach, and manyictivential
stakeholders. She signed legal and confidentiality agreementnatdlly, when she

did meet with students, she could never meet one-on-one with a salgeet;h was
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always present for the interview, and interview questions had tappeoved in
advance by coaches or athletic directors. The answers Tyitetee could be
scripted or they could be factual. It is difficult to know. The studdiniete did not
seem to be, she reported, open to speaking the "truth" in front of scactieother
athletic staff members. Nevertheless, the added uncertainty tid@w@tfficacy of
programs at Notre Dame also contributes to the overarching quabbaonh student-
athletes and intercollegiate sports. It is clear that Aoadé&upport Services for
student-athletes can provide value to the institution or perhaps to the studens;athlete
but it is just as clear in Derrick Gragg's study that studdaiétas need more than
what an Athletic Department can provide them.

Gragg researched student support services specifically for foplagers
within the 12 institutions of the Southeastern Conference, and hedariat
African-American male student-athletes who attend predominatatg institutions
graduate at lower rates than the general student body, whitentdas, the female
student-athletes, and other male student-athletes. In particwesyéQ graduation
rates for African-American football student-athletes atnynaDivision I-A
institutions are abysmally low.However, some African-American male student-
athletes overcome obstacles and graduate from college, and tl@d fBeagg's
research question: "What is it about the African-American fdoshadent-athletes
who succeed academically that separate them from theircafdmerican

teammates who do not?"

! The tables and statistics in Chapter 1 of thisadistion support Gragg’s argument about the
graduation rates for African-American student-adgan revenue-producing sports.
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Using qualitative research methods, which included standardized and open-
ended interviews, written documents, and information collected from agtephic
guestionnaire, Gragg collected data for his study. He found th&tcsors positively
affected academic performance and graduation rates of Affpmerican football
student-athletes at these SEC institutions: "family membesignificant other
influence, team mate influence and peer acceptance, institutionaticoent, self
motivation, fraternity influence, and spirituality” (97). These tre needs many
Athletic Support Centers cannot (or should not) provide. Unfortunately, howeve
many Athletic Support Centers and sports programs limit aced availability to
the activities they do not deem appropriate or necessargr(fitgtinvolvement, for
example).

Along with recognizing the factors that African-American sthielhletes
needed to reach their potential while enrolled in a universitpgés also found
themes that hindered a student-athlete from graduating: unhesdiiystubcultures,
institutional barriers, racism, personal challenges, and a lacksitive interaction
with campus and community constituents (97). A few of Gragg's recomim@msla
include changing student-athletes support programs, holding coaches more
accountable for the education of their student-athletes, and imgehei number of
African-American coaches and athletic administrators. Grdggiss is primarily
with Athletic departments, but another recommendation could be greater

involvement by faculty in the lives of student-athletes.
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As most would agree, Athletic Academic Centers have benefagtuttent-
athletes, but as argued elsewhere in this dissertation, thetcaeplace the
education and the experiences a student-athlete would have with othathlete-
students or with faculty. Jennifer Kulics does address this concéer dissertation,
but she fails to provide a solution to this problem. Where most noneastlelents
have primary relationships with faculty members (who may sdsee as advisors),
student-athletes have their primary relationships with coachesdarsbis, coaches
and advisors who are not usually faculty members. One of the enggirim this
dissertation is how a relational pedagogy, how interaction wathitig for example,
can also increase the retention and the graduation rates of student-athletes.

2.2.3 Student-Athletes and the Impact of Race, Class, Gender on Academic
Performance

The vast majority of student-athletes in today's universitiesradiionally
aged, 18-22 years old, and these young adults will change dramnyaticetg this
formative four- or five-year period, for example. One's identity can shifyn mold,
and it can solidify. One's values can change. One's perspeativehange. This
identity transformation is common among anyone 18-22 years old nttaitidetes
included. Several researchers wrote about the identity formationhanalentity
confusion many student-athletes undergo during their time at a utyjv&sme of
these changes are ones that most young people go through, but dbmstatient-
athlete changes are predicated on being an athlete, on being @ tbldor, or on

being an athlete of color on a predominantly white campus.
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For example, Damon Arnold's dissertation, "The Experiences otahfi
American Student-Athletes at a Predominantly White Institutiexplores the idea
of how intercollegiate sports can change an African-Ameridadest-athlete's
identity. As a former Division I-A football player, Arnold could verifrom a
perspective of experience. He bases his study, however, on theeagpsrof five
African-American male student-athletes at a large SEC university

Arnold writes that "student-athletes have historically strugglgdinst the
discrimination that has been a part of intercollegiate sporjs'Within this broad
context, his study explores the following questions: (1) In what ways doeslthe
and climate at a predominately-white institution contribute to,etradt from, the
success of African-American student-athletes? (2) What ompea experiences
contribute to the success of African-American student-athlétaspaedominately-
white institution? (3) How did individual, educational, social, and envirorehent
characteristics and strategies influence African-Anagric student-athletes'
experiences at a predominately white institution? (4) What cosgiragegies do
student-athletes develop? (10).

Through semi-structured interviews and observations with five Africa
American football players, Arnold examined their definitionsso€cessand their
educational and social experiences at a predominately-whititiost. Arnold then
described and analyzed the college experiences and needs ofnAfneaican
student-athletes. The key finding of his study were that &fril@merican student-

athletes' primary strategy for coping with their experiemtes predominately-white
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institution is to develop a common "black student culture" or whan@ol&atterson
would call the "cool pose." While Arnold does not discuss Patterson sin hi
dissertation, it is in a study like Arnold's that Patterstiésries need illumination.

In his New York Timespinion article, "A Poverty of Mind," Patterson, a sociology
professor at Harvard, discusses the "tragic disconnection obmsilof black youths
from American mainstream” (par. 1). The respondents' narragfested a shared
cultural understanding of "black student culture.” The adoption of tittisral belief
fuels the stereotypes and the myths that surround student-atndt@gercollegiate
athletics.

No matter the student-athlete's race, benefits exist on campoisehis
specialized group of students. One dissertation focused on the advargagean
athlete plays in admissions decisions at major universities. "#siom Policies for
Athletes: A Survey of NCAA Division I-A Admission Directors,’s iPamela
Wouestenberg's study about the policies and practices of adnsitidgnt-athletes to
11, Division I-A institutions. In this work, she argues that the desmymétecruited”
on an admission application provides the student-athlete extra bemefihe
admission process, benefits not available to non-athlete students vying fomentol
slots. Those benefits can include admission to the institution even though
standardized test scores and high school GPAs are lower tharofhosditionally-
admitted students and lower than what the university might normabgpa
Universities use a number of tools to determine acceptance ofnttuiito a

university. Table 1.6 in Chapter 1 shows the "sliding scale" usetdebNCAA to
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determine academic eligibility. This is another tool availableditege admissions
personnel. The scale is meant to balance standardized test Booresample, if a
student scores badly on a standardized test and has a suffibightigPA, then the
lower SAT / ACT scores are not damaging. Likewise, if oneahasry low GPA but
can score at a high enough level on the standardized tests, thg@e @llaission
should not be too problematic. Universities, however, do not use such adcscale
determine academic eligibility for the majority of its student population.

Those extra benefits do not cease after the student becomegdknsbkk
says. Once the students enroll in a university, they receive sitpport inside and
outside of the classroom and these support systems aid in increasing gradiegtion rat
These additional benefits can also give the student-athlete acdemg@lement. The
entitlement issues along with other benefits, she argues, canresestment among
non-athlete students and among some faculty members.

From the perspective of a student-athlete, entitlement may beepisas
non-athletes do not understand the sacrifices a student-athlete imakder to play
a sport at a Division I-A institution. The life of a student-etthlis not an easy one,
particularly when we take into account a student's athletic aadeauc abilities,
race, gender, or socio-economic class. Leslie-Anne Klfestady looked at the role
integration and the conflicts student-athletes face when thesenmnhaf difference
(race, class, gender) come into play (5). Over a five-month spen, she
interviewed and surveyed 21 "ethnic majority” and 19 "ethnic minoeiiy¢ male,

college student-athletes at one major university to determine hoy rdied
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themselves as students or as athletes. She also investlgatedationship between
how they defined themselves and their measures of adjustmentacsatiis and
academic performance. The study also considered whether tagonships,
mechanisms and outcomes were similar between ethnic minoritytramd majority
student-athletes.

Throughout her study, she found that the identity markers of "student" and
"athlete" roles can predict a positive adjustment, greatesfaetion with academics
and life, and better academic performance. Killeya used studdeteaSAT scores
as a way to measure reliability of her study; however, sbad that these scores
were good predictors only for the ethnic majority (Caucadiagests). The ethnic
minority students (students of color), she noted, assumed their stalieas rmore
important.

Ruben Berry, in his dissertation, "Athletic Commodities: The oafmi
American Male Student-Athletes in Higher Education,” contradddteya's claims
about African-American male student-athlete self-perception elfrddentity. Berry
argues that a student-athlete's self-identity as a 'stude predicated on his self-
identity as an "athlete." Five African-American men who piag@venue-producing
sports at a major university in the Southwest revealed thatdbwederns throughout
their university experiences revolved around collegiate and profedssports, the
racism and discrimination they experienced as university studamdshaw the
university would support them once their eligibility expired. Beuggests in this

dissertation that it is the student role that is "out of platcdhe self concept of the
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student-athlete and that "valuing the student role may motivatéuithens-athlete to
bring the student and athlete roles into a harmonious relation" (37y. 8emises,
then, that the stories athletes tell themselves help them umdetk&r role in the
academy.

Donna Widener also focused on the stories student-athletes tell about
themselves in her dissertation, "The Stories They Tell, the Livesy Create:
Exploring Processes of Self and Identity Formation in IntercallegStudent-
athletes.” In her study, Widener explored the intersectionscef cdass, and gender
as these "shape self-knowledge and identity formation in aargeriod in the life
of young adults" (vii). Specifically, she argues, three sphdraisstudent-athletes
occupy (internal, intrapersonal, and public), race, class, and geadegrbunds
shaped the self-identity of student-athletes. Widener interviewetLld@rg-athletes
and found that they were most profoundly affected by the dominancelefiat
competition. In other words, student-athletes saw themselves as athletes.

Joy Gaston in her dissertation, the "Study of Student-Athletesvadion
toward Sports and Academics,” questioned 236 athletes from a numbarsiy
sports at a large university in the Midwest. Her basic rekeguestion was, "are
student-athletes 'students' or 'athletes'?" To find the answtnst question, she
interviewed and surveyed men and women in six separate sports. Sheusaght
profile sports for men (basketball and football), two high profile spimt women
(softball and basketball), to lower profile sports are men (lcs<ér and volleyball),

and to lower profile sports for women (La Crosse and field hock&e studied
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how student-athletes motivate themselves to succeed in the clasandam sports.
Gaston's study was one of the few that researched studeneésithtebss genders
and across sports (both Olympic and revenue-producing).

Her results were not surprising. Gender played a significdatim her study
as lower profile male athletes (La Crosse and volleyball) thadhighest ACT
scores, followed by lower profile females, high profile femabkesd high profile
males, respectively. Females, she argues, had higher acaderin@tion than
males, while males had higher career athletic motivation and nstiatbletic
motivation than females. High profile athletes also had highereccaathletic
motivation than low profile athletes. Gaston's study confirmed thaademic
motivation" scores (ACT or SAT tests) were significant puls of academic
performance. This means that academic readiness must begn eader than
when students enter a university. Lastly, she argues that etelstidn / intervention
with student-athletes can "prevent over emphasis in one domain owhéng35).
She also calls for programs that would be "designed to motivatecademically at-
risk student to develop a balance between academic and athles't (25%). From
her study, it is easy to see how an underprepared student-atridiave a stronger
athletic identity. Clearly, the ways student-athletes idgntifemselves plays a
significant role in their academic success at a university iShan interesting point.
Some studies claim that standardized test scores are pregdicagzademic success.

Other studies see these same tests as not predictive.
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2.2.4 Student-Athletes and Coaching

Few writers acknowledge that student-athletes can learn diffigtean non-
athlete students or even acknowledge the possibility of theatifferin the needs of
student-athletes and their non-athlete peers. Researchers ohbvebegun to
recognize the coaching relationship in the court or field is oftere mpowerful than
the relationship between the professor and a student. How might thgoggdeom
the court translate to that of a classroom when the Athletadémic Center is
replacing the relationship between student and faculty member?

Matthew Johnson, on the other hand, conducted an existential-
phenomenological investigation in "Student-Athletes’ Experience of gBein
Coached."” Johnson argues that the coaching relationship is a vitandnbe
suggests that coaches influence both athletes success on and offithdahnson
studied one three-time All-American student-athlete for his stddiinson found
three themes emerged from the athlete' experience of previousesoand these
three themes break down into smaller categories: While Johrfson's is not on
learning or academic engagement within the classroom, his wortt beuhodified
from that of a coach / athlete relationship to that of a tedcsteident relationship.

Many of the characteristics or student concerns in these relationshipepoverl
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Table 2.1: Johnson's Coaching Themes (Athletes’ Perspective)

"The coach knows me
personally and I know the
coach."

"The coach is there for
me or is not there for
mell

"The coach has power and
authority in our
relationship."

Coach has knowledge
of what I should do

Coach is open-minded, is
communicative, and
trusts

Coach imposes power
and authority upon me

Coach helps me or
pulls me through

Coach knows how to
motivate me

Coach is a source of
guidance

Coach has confidence
in me

Coach allows himself to
be known (is not distant)

Coach can be
confronted about
authority

e Coach cares about
me

e Coach abandoned me

Johnson did not construct this table to demonstrate the different stagent-
athletes view their coaches, but the table makes his points wa#ow. While the
themes Johnson describes in his dissertation do not concern learairggssroom
environment, he does make some interesting points about the relatioyishipick
between coaches and their athletes. As a site of future feseaecmight study how

the teaching / learning relationship does or does not mirror thdingat playing
model.

Anthony Smith, on the other hand, looked at the reflexive pedagogy that

faculty and coaches can use to engage student-athletes in artatims, "Changing

the Field of Practice: a Reflexive Pedagogy for Studdnétas.” Smith's study

explores "the nature and structure of college student-athletpsti@xces, their
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varied responses to the factors that shape these experiencebe ante$ that a
reflexive pedagogy practice can play in helping them understandarsdarm that
experience to their benefit" (188-89). Using qualitative datavelérirom a single
course he co-taught with another instructor, Smith analyzednétudging (journal
entries) and transcribed conversations, Smith found that these 'sgestand
conditions are experienced differentially across and within rdass,cand gender"
(A. M. Smith).
2.2.5 Economics and Reform in Collegiate Sports

The history and reform of intercollegiate athletics has a land sordid
history. James L. Shulman and William G. Bowen, in their wellnah bookThe
Game of Life: College Sports and Educational Valaed inThe Shape of the River:
Long-Term Consequences of Considering Race in College and University
Admissions outline much of history and the needed reform in collegiate ssport
through the past 100 years. For example, Shulman and Bowen describeoedlicati
reforms that have occurred in intercollegiate athletics, frown beginning of
collegiate football when Yale protested the participation of adgmte on the
Harvard crew in 1855, to the creation of the National Collegiateehissociation
in 1906, to the NCAA's institution of dozens of national sanctions and ptiopssi
They go on to discuss the NCAA's reform proposals such as the 1898 Repord, R
the 1929 Carnegie Report, and the 1948 Sanity Code. Lastly, they disgugach

reform movement represented attempts to direct athletic policgnoeducational
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basis. The failure of these reforms, however, reveals the puivtbe professional
model in intercollegiate sports.

The authors analyzed data on close to 100,000 student-athletes who attended
30 "selective" colleges and universities through the 1950s, 1970s, and the 1990s
Their studies are some of the largest done using student-atidetigigjects. Much as
Zimbalist did before them, Shulman and Bowen ask for reforms teaN@AA
could not feasibly implement with the various stakeholders and tieeids and
desires within the intercollegiate athletics arena. Thelihatw implement does not
mean the reforms are not necessary, however. They are.

Andrew Zimbalist, an economics professor at Smith College, hasenvr
extensively on the business side of sportdJmpaid Professionals: Commercialism
and Conflict in Big-Time College Spartse asks whether big-time sports are worth
the problems they create for colleges and universities as thaslerps frequently
conflict with the goals of academic institutions. These problemsatso lead, as
Zimbalist notes, to "questionable compromises with the demands ofisersednd
the media" (103). He continues in this book to discuss the oversidie ocbliegiate
sports, the NCAA, and then he provides a 10-step reform prograimefentirety of
NCAA Division I-A sports. These reform steps include shortenpgrtsseasons,
eliminating first-year student eligibility, and putting coachms a tenure-track
system with faculty. While he fully understands that the NCAA m@ver adopt the
reform measures he suggests, he makes it abundantly clear in this boolothatrref

intercollegiate sports is necessary .
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However, Stanley Eitzen, another well-known and well-respected ssport
writer, has asked for similar reforms. Fair and Foul: The Myths and Paradoxes of
Sport Eitzen argues for broad changes, much as other writers have dorevedow
he asks for reforms not from a position of a critic, but from théipesf a sports
fan. InFair and Foul he articulates what is positive about the world of sports while
asking for reform. For example, he writes, "even as spoitesxand inspires, it has
problems. Let's not get rid of sport. Let's make it better. Farthat means sport
should be more fun, more inclusive, more humanized, and more ettiteal"agd
Foul 174). He argues for changes at all levels, for example,rghitrersight of the
system from the NCAA to university presidents, putting coaches thg tenure
system, restricting student eligibility, and paying athletanamthly stipend. The
student-athletes would then become athletes. However, he is lotedrrow these
reform measures would be implemented: He writes, "[t]he probléimthe plan that
| just outlined is that it will never be implemented" (131). Throtlgk dilemma, he
asks a question that recognizes the central problem in intgjetdeathletics. He
asks, "The dilemma is this: We like (I like) big-time codegport—the festival, the
pageantry, the exuberance, the excitement, and the excellemcared8we then
willing to accept the hypocrisy that goes with it?" (132). Mmeople, he argues, are
willing to accept that hypocrisy. He continues this argumentSport in
Contemporary Societlgy reminding his readers of the positive messages sports can

bring: from someone like LeBron James becoming a professionaieattiéspite the
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odds against him) to Lance Armstrong surviving cancer to win the deuirance
seven times§port and Contemporary Society7).

In his dissertation, Jay Helman discusses the long and sordid hadtory
revenue-producing sports, namely football. He argues that athlatiefadc
"reforms" have been present since the beginning of the spmeaR&ing sport
archives in library collections representing several major tathleonferences,
Helman writes specifically how eligibility requirements haskeanged through the
life of sport reform. By studying the history of collegiaposs, Helman found that
historically student-run athletic organizations, with alumni supportiafigdence,
had little interest in the grade point averages or the studd¢ns sthits players. A
century later, he notes, coaches and athletic representativasecktalented players
to field the strongest teams possible. Recruiting methods of eindlgulead to
distrust and disputes among team representatives, and prompted th#oforai
eligibility guidelines to prevent unfair competitive advantages teams using
players who were not regular students.

University officials turned to eligibility standards bridge theg between the
educational mission of the University and the goals for atrdettcess. Alumni and
boosters groups often undermined institutional efforts to strengtheremacad
regulations for athletes, and, at times, found the means to providerplajth

tuition and expenses, thereby restrictions against subsidizing athletes.
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2.3 Conclusion

The world of intercollegiate athletics is a complex one, anddikesertation
literature review attempts to limit the complex subject. WHoeens and dozens of
scholars have written about intercollegiate sports (football, Hzekebaseball, etc.),
not many have ventured into the academic world of student-athletee these
texts are usually not focused on the student in the student-athietd have not
included them here. This dissertation subject is about alternptvgrams and
pedagogies within an institution of higher education. It is not abooming ball
games. Many of the individuals who have written about intercolkegttletics, of
course with noted exceptions, have a vested economic stake in Division |-##csthle
Dissertation writers, on the other hand, typically understand statldetes as
students, not as athletes. The dissertation writer does not usaadlyan economic
investment in seeing a university team win a championship or bowl game.

The review of these dissertations, however, can show future resesatbe
gaps that exist within the academic world of intercollegettdetics, and that is
something this dissertation hopes to address. For example, fearatesrs study
how student-athletes learn (kinesthetic learning, visual learaujtory learning),
and even fewer delve into the idea of how a teacher and studeimnghip can
mimic the relationship between the coach and the athlete. A f&ersvin these
studied dissertations explored the efficacy of services thatdwemefit student-
athletes at Division I-A institutions, however, these writersnditioffer alternatives

if the studied subject was ineffective.
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The writers of these dissertations, mine included, focused exdiusne
Division I-A institution. Division Il and Division llI institutions, wha outside the
scope of this study, could provide additional insight into the academmild of
student-athletes, as the economic stakes in Division Il and Dividi@me not as

high as Division I-A.
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CHAPTER 3:

METHODS AND METHODOLOGY

"Setting a goal is not the main thing. It is deciding
how you will go about achieving it
and staying with that plan.”

--Tom Landry, Dallas Cowboys football coach

3.1 Introduction

Student-athletes enrolled in universities and colleges throughout the
country—particularly those defined as NCAA Division I-A instibmis—come to
these schools with varying levels of academic preparedness. Many arprepaeed
to excel in a sport than they are to excel in a classroorticydarly in a writing
classroom. Although faculty and administrators use high schoolgré&dd / ACT
scores, and writing samples to place students in appropriavehgde writing
courses, even the most appropriate writing course cannot help entsitidhat
student has no desire to succeed, to learn, in that particulanmacadena. Students
need motivation to succeed academically, and as K. Patricia @tess "motivation
is the center of academic success" (Cross and League foratiomovn the
Community 13). Motivation is also the center of athletic succesd, shtudent-

athletes already know this, but they do not often make is the caymdatween
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being motivated on the playing field and being motivated in thesrdas.
Therefore, in order to teach students who are not particularly rrestivta learn
academic material, faculty must find ways to motivate theith \alternative
programs and pedagogies that in some way mirror the pedagolgg cburt or the
field.

In order to conduct research that describes students in an enviromhszat
an instructor uses alternative pedagogies, | conductedcaoethnographyor what
Wendy Bishop would call a "hybridization of research methods—socaabgi
cognitive, and anthropological” (4). By interviewing the 45 students who tuok t
Introduction to Critical Writing course during three acadeyeiars (2004-2006) and
by reading and analyzing student work and other textual artifiexcts the students
enrolled in these courses, | was able to define four distinas ameportant to the
understanding of student learning, particularly when those studemtatlaetes.
Therefore, the four primary objectives in this dissertation prejex(1) to learn how
underprepared student-athletes can become better writers, (@arto how this
particular group of students engages with the writing processp (Bgtermine if
enhanced pedagogy contributes to the students' learning and engageich€aj, to
determine how writing instructors can motivate and teach underpcegéudent-
athletes.

Ethnography has a long history in composition studies. In 1971, Janet Emig
wrote The Composing Process of "L.&%Graders, in which she reported on the

composing practices and processes of eight high school seniorslisheed and
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researched for one year. Based on her findings, she suggestadtiakeways to
teach composition. Other—just as powerful and just as important—etiphagra
reports exist in composition studies, and these research projeetproaen vital to
current composition practices (see Shaughnessy [1977], Barthiomae HO8@nd
Rose [1989], Flower [1994], and Sternglass [1997]). Each of these alphog
follows what Wendy Bishop and Harry Wolcott would call "good progigign” in
which the researcher has collected field texts to the bé&radr his ability and then
looked at or listens to what she or he has found (Bishop 93; Wolcott 4Gthdn
words, the researcher does not come to the data with preconceiwvaus rajtiwhat
she wants to produce. She "listens" to the text, and the text mishat needs to be
said. A good project design would include an ethnographer / reseavbbet(1)
spends time in the field, (2) collects multiple sources of datdetS8}he context and
participants help guide research questions, and (4) conducts analgsieiterative
process" (Bishop 93). It is within the "reiterative process" th&dund a useful
theoretical methodology: reflection.

Reflection combined with action, according to service learningrexganet
Eyler and Dwight Giles, give participants (students, teachmxsgarchers) an
opportunity to learn. In service learning, they argue, the "proogsscting and
reflecting to achieve real objectives for the community and degypkerstanding and
skills for themselves" are pivotal to learning and to growth (21éhny Taylor and
Catherine Dorsey-Gaines make a similar claim about ethnogrsoitig inGrowing

up Literate: Learning from Inner City Familie$hey note that ethnographers, those
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outside the studied community, must "deal on a daily basis with ][tb@in
ethnocentrism and mental baggage. Reflection and introspection arauoosti
processes which must take place throughout the study" (xv). Irefganch project,
the action / reflection cycle helped me learn, think, and rethink ropeqs as |
struggled with my own "mental baggage,” while also helping tiogegt design,
research questions, and research objectives. By reflecting ion gations and
assumptions, | was able to make changes as | went through the pboegsg
this dissertation. The action / reflection cycle of learnind adapting is similar to
the ethnographer's work of taking field notes, coding those notes,themd
determining how those codes and notes have significance to the overall study.
Taking notes and coding data, however, are not enough to get a sense of a
community and what that community values. According to Beverly sMas
ethnographer must gain access to the community she studies;céss sakes time
and it takes the participants' willingness to be studied. Ethnogsaphest "allow
participants (along with artifacts from the community) to defthat] community,”
but by also involving participants in the study, those participant®niecco-
researchers in the project (157). By taking notes, coding data, indamgotiae
views and perspectives of study participants, and by reflectingaetiglg upon
knowledge gained, the ethnographer can gain access to the community she studies.
Including John Dewey's educational theories of action / reflectmmgaide
other research methods (the sociological, cognitive, and anthropéloggthods

mentioned by Bishop), this dissertation became a hybrid reseagctfDewey).
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This type of hybridization in composition research is common. Maternglass

and Mina Shaughnessy, among others, have demonstrated the valuewudhhemd
rigorous ethnographic research that employs the hybrid approestiopBnotes that
ethnography gains power through length, and that long-term observation of
participants increases the researcher's depth of knowledge abauljdat £/3). My
dissertation project spanned four years: three years asletaasearcher and one
year as an ethnographic-researcher. It is through time—longitudea-tkaearcher

can reflect on the research, make modifications to initial hypeshesd try again to
make meaning of the data, once again using the action / reflection cycle.

3.2 Research Site

Since questions about motivation, learning, and pedagogy drove michesea
about effective ways to teach writing to underprepared studeeteghmy research
site involved a unique writing course at Texas Christian Univer§ii@u),
Introduction to Critical Writing (ICW). This writing course is first-year
composition course stretched over the span of two academic sesné&ste students
enrolled in this course were students who might not pass a tratitloer@emester,
first-year composition course because of their lack of preparestmesging. Many
of the students enrolled in ICW were student-athletes in thenue-producing
sports of football and men's basketball at the Division I-A levelth®itourse is not

limited to this particular student group. Athletes in other sportgn{fic sports),
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female athletes, second-language learners, and students avitimdedifference’s

have also been members of this learning community. Through the acagksars
2004-2006, 45 students enrolled in the ICW course, with an average of 15 students
per yearlong class. Table 3.1 shows a statistical analythe dfiree-year ICW class
demographic when | acted as teacher-researcher. The fourtd @eaoffered the

ICW course, | acted as an ethnographer-researcher; | \gitride this course and

the students enrolled in it more fully in Chapter 7.

! Documented learning differences refer to the disials students can request accommodation for
and these learning differences might include dyalekysgraphia, developmental articulation
disorder, expressive language disorder, or a vigtaalessing disorder.
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Table 3.1: Statistical Analysis of ICW Course (Academic Years 2004-2006)

Gender # of Students % of Total
e Male 37 /45 82%
e Female 8 /45 18%

e  African-American

Men 2 / Women 1
Disability
e Learning Difference

Men 27 / Women 2 29/ 45 64%
) Whltlslen 10 / Women 2 12745 27%
) ASIarII/Ien 2 / Women 1 3/45 7%%*
) Hlspiflnelfl 0 / Women 1 1/45 2%
- B 3/45 7% %

Men 5 / Women 3

Men 9 / Women 2 11/45 24%
Athletes vs. Non-Athletes ‘
e Athlete

Men 32 / Women 5 37/ 45 82%
e Non-Athlete 8/ 45 18%

Class Whole Student Athlete Whole
. Footll.'\J/Iaelln 21/ Women 0 21/ 45 47% 21/37 57%
o Basklsltebnalél‘r . Women 0 4/45 9% 4 /37 11%
. Baselslzlrl] > / Women 0 2/ 45 4%, 2/37 5%
. Tennhi/.lc,en L/ Women 1 2/45 4%, 2/37 5%
. Tracl;/lg:dzlz/ievl\?omen R 4/ 45 9% 4 /37 11%
. Vollel\y//lzallo / Women 2 2/ 45 4% 2/37 6%
. Studl\e;lr;tnAltr}le\:IEigr:;i%er 1/45 2% 1/37 3%

(*) The ESL students were also the Asian students, so this number appears twice.

TCU is a predominantly white institution (PWI) with White students
comprising 75.4 percent of the student population. The remaining 24.6 percent of

students combine non-white students and foreign nati6ifis. university also has

2 The "Ethnic Distribution of Student Headcount'tfie TCU Fact Book shows minority enroliment

as 24.6%, and this breaks down into the followiatggories: Asian (2.5%), Black (5.1%), Hispanic

(7.2%), Native American (0.5%), and unknown (4.4%).
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an undergraduate female / male student body ratio of three-t(6rg1)* With
these demographic data in mind, is essential to recognizeegalarity of the ICW
course demographic. It was unusual for 82 percent of this class toalse 64
percent of the class to be African-American, 82 percent to lerst-athletes
participating in both Olympic and revenue-producing sports, and 11 péoceave
a documented learning difference. The mix of students in thesenpages and
ratios was highly atypical for any course at this particular univetsity.

As much as | would want the statistical data presented in Babjealong
with the other ethnographic research artifacts, to speak fimstiiees, they cannot. |
am fully aware that as an ethnographer, | am not constructiolg aeslity with this
data; | am constructing what Patricia A. Sullivan callsiadsed perspective" (57).
The context of the class, the participants of the class, and wias bhs a teacher-
researcher of this class are specific to that particular enbnm time. Table 3.1
shows the numbers of students enrolled in ICW during the three yearg stlidy,
but, as Robert Connors notes, these discrete facts, "hang in a vacseless,
without the interpretations that order them" (28). What the des¢aets do not and
cannot show are the very complex reactions and assumptions thay faodl

students held about this course and about the students in the coutse téecher /

3 According to the TCU Fact Book, the 69:31 ratienffile to male) is consistently true at TCU, and
has been for at least a decade just as it is astensstatistic nationwide. For the academic BEH6,
TCU enrolled 4,301 undergraduate women and 2,96éngnaduate men.

* A table that shows the demographic breakdownldbat ICW courses, 2004-2007, appears in
Appendix E.
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researcher in this study, | also had stubborn preconceptions and beggabe that
were difficult to overcome.

Since | already had an extensive background working with diveuserst
populations, | had the experience of that work to inform the teachirigeolCW
classes. | knew something, for example, about the types ohgviebncerns these
students would bring to the course, | knew about their public high school experiences
with writing, and | even knew something about the potential behaviEsaés the
students could bring with them into the ICW course. | also understooddoandle
those issues. What | was unprepared for, however, was the adecbaert racism
that surrounded the course. As noted in the Chapter 1, students, &xultaff can
hold specific beliefs about the African-American men and siudtnletes, students
enrolled in the class. This was no different at TCU. Many faamémbers, for
instance, believed that the students' abilities and their persemalibuld "certainly"
present problems in the classroom. The negative preconceptions amzhseattier
faculty members had about the non-White students enrolled in IC\W aatually
quite surprising. The eye rolls and the "oh, I'm so sorry you aohitegthat group
of students" became common sentiments from many colleagues @ity faom
around campus. The implicit and explicit racism and derogatory giens of the
ICW students began to affect the way | saw the students. | digé@dhes students in
a negative way; the comments from my colleagues and frovthie students in
the class made me want to defend the racial majority (therggudécolor) in that

class from those attacks. My emotions in these cases presenteitiregrapher
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dilemma: | often questioned if | had become too close to the $siged if my
objectivity had been challenged. This proved to be an obstacle in ithegvarf the
dissertation.

The demographic of mostly male, mostly African-American, lgpattident-
athletes influenced how I taught the entire class of studentsvas teaching the
ICW course. In this one course on this one campus, suddenly Blacafead the
standard for education, for learning, for growth in this compositiassocbom. The
work that the Black men in the classroom produced became the stagdarst ay
which the work in the course was measured.

Ultimately, however, my assumptions about teaching students enrotieel in
ICW course, researching these students, and analyzing my own op&dg
practices, coincided. Yet, as | began teaching ICW, | understoopeutggogical
practices were provisionary. They would adjust as the students adjoste new
environment, as | adjusted to them, and as the institution adjusted tadtual shift
in educational standards.

3.3 Classroom Environment

Throughout the three years of the study, | taught the ICW coutke same
networked classroom. As Figure 3.1 shows, the computer classroororvgaand
narrow with 21 computer stations. Each student workstation was equipfec wi
desktop computer that connected to the university network. The studentschad a
to the Internet and their personal secured university server. $pade computer had

flash-drive portals and a DVD/CD-ROM player. In this lab, stuslératd access to
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Microsoft Office Suite (Word, Publisher, Excel, and PowerPoint), tagpn 8
(concept mapping software), Fireworks (photo editing software), arctovhadia
Dreamweaver (website construction software). Approximately 9@eperof the
students enrolled in the course were already proficient witls lbasaputer and word
processing operations, and using these software programs did no¢ r@edpti of in-

class training®
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Fig. 3.1: ICW Classroom Configuration

® Even though all the students enrolled in ICW neeatéditional help with their writing, very few of
them needed help using a computer. With only tweeptions over the three years of the study, each
student had experience with word processing anesaarg the Internet, as a course in the use of
technology is a requirement in Texas high schools.
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The printer station (#1 in the image) had a black and white pagger and a black
and white scanner that students could access whenever they werelassroom. If
students needed to print, they could swipe their ID card into theepgystem. The
printing charges were added to their student-account. The teasth&os (#2 in the
image) contained a desktop computer with the same software padkagebe
student computers contained, but this station also included notebook computer
connections. This station also controlled the multi-media station (#8image).
This station had a CD / DVD player, VHS player, a projectoln watractable screen.
The multimedia setup also included ceiling-mounted speakers. The reorhaal a
large white board and adjustable lighting with controls on both ends of the lab.
The computer lab did not have traditional desks or desk space. If students
were not actively working on the computers, they faced each othéeinobm,
turning their backs to the monitors. This room construction helped atlethe
physical barriers students place between themselves and tbes goed between
themselves and their instructor. The room had 22 armless desk withingheels.
Students could easily roll around the room if they needed. Withoutkataldsde
behind, students often felt slightly more vulnerable and exposed, asdhlelynot
use the desk to separate themselves from their peers or from me. Sinceshengb i
and narrow and since there are no discernable desks in the roomisthése no
traditional front and back of the classroom. Throughout each clas®rseas |
walked the length of the room, talking with each student or digedtiem in a

specific task, every student at some point during a clas®sesgas at the "front" of
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the room. In Chapter 7, | will discuss how instrumental this dassrspace was in
creating what Robert Putnam calls a "third space" for studentslled in
Introduction to Critical Writing (28).

3.4 Researcher Positionality

| came to this project through participation in an inadvertent tegchin
researching triad involving the Introduction to Critical Writing caur While
teaching this course for three academic years (2004-2006),d astateacher-
researcher a research role that is a subfield of both Education and Composition.
During the fall 2007 semester, | acted agtmographic-researchd€n role common
in social-science research) when the course was taught by mamsnector, Jason
King; and lastly, | used data compiled byparticipant-observerTravis Mann, who
used the fall 2005 course for his master's-level research. bheeatbthe two roles,
teacher-researcher and ethnographic-researcher. In this disseitawever, | will
add a third role. | also view myself asqaalitative researchemwho has used
multiple, context-based methods of data collection to improve, correticanfirm
my observations that student-athletes (and other marginalized sgrdeps) need
alternative programs and pedagogies to motivate them to suemaelemically.
Qualitative research as "naturalistic inquiry” is holisticl dakes place in a natural
setting (e.g. the classroom). The two basic rules of natiicalesearch are that (1)
the researcher does not influence or manipulate the conditions siuthe and (2)
the researcher imposes agriori categories on the results of the study (Lincoln and

Guba 8).
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3.4.1 Teacher-Researcher

Part of the complexity of my methodological choices, espgdh#é choice
to employ a "hybridization" approach, is that | draw fronalage of traditions, one
of which is teacher research. Ruth Ray, a prominent voice ingheard) of this
phrase, distinguishes between "teacher research” and ulesear teaching”
(Practice of Theoryl83). She notes that although research on teaching employs
similar methods,

what distinguishes teacher research from other composition adesear

is its collaborative spirit; its emphasis on the relationship &etw
theory and practice; and its interest in bringing about changehein t
teacher, the student, the school system, the teaching profession, the
field of study, and the practice of researdnem within the
classroom (Practice of Theory.83)

Indeed, if the teacher-researcher is conducting research fitmm whe
classroom, students become co-researchers in the project. AsoRay "Students
are not merely subjects whom the teacher-researcher insincttsssesses; they are
co-researchers, sources of knowledge whose insights help focug o pnew
directions for the study" ("Composition from the Teacher-Rekearfoint of View"
175-76).

From inside the protected space of the ICW course, as theciostrof
record, | was able to gather more information about the individual regjdineir

writing habits, their personalities, their academic histotlesr families, or their
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sporting careers than possibly anyone else at TCU had ever cedsiddditionally,
from my research on this subject, | was unable to find otheandsss who
addressed the issues of underprepared student-athletes in quitentiner izt |
envisioned. Furthermore, | was also able to gather more information #imut
collective majority of students in this course (as young menjasidh I-A athletes,
as African-Americans, as underprepared writers, or as merabarsninority class
on a predominantly white campus) than most faculty or administratmught
necessary. What made the observations part of the teacher-hes@aethodology is
that | did not observe students by myself. As | learned informatfimut students,
they also learned information about each other and even about thesnsel
Therefore, the observation and data supplied in Table 3.1 simphe deom
collaborative interactions and through information | had availablecagse
instructor. The classroom configuration aided in the data collection.
3.4.2 Ethnographic-Researcher

In defining the ternparticipant-observer Wendy Bishop notes that some
participant-observers "observe more than participate” (74). Somaddbge"feel that
participation is intrinsic to their accurate observation" (74xhBp offers two
extremes of this participant type: "At one extreme," shesidlyou have a distant
white-coated clinician, the fly on the wall; at the other exreyou have the tainted
site, where the researcher has disappeared into the communiiituse, has gone
native" (74). It is when the participant-observer overly partiepan the research

study that "obvious and often dubious fictions" erupt "out of the poteiesabf
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fact" (74). With the potential for abuse and fraud within the ppeirg-observer role
in mind, and as a way to move away from such extreme behawbnsk to use
Bishop's ideas, but instead, | adopted the tetinmographic-researcheaio describe
my role. This shift in semantics supports James Potter's dividiaiservational
choices in qualitative research, as either "passive observere atiserver, [or]
active participant” (94). The active observer role—which Il wduate with the
ethnographic researcher—"mov[es] into the scene, where it se&umal @ad polite,
and mov[es] back to observe more carefully when that also seems functional” (94).

The major difference, then, between the data collection | did aachér-
researcher and the data collection | did as an ethnographic-reseeashay role, or
my positionality. Working within these two roles proved difficult mbds. As a
White female Ph.D. candidate seeking information into the lives arighgv
practices of (primarily) African-American men who happenedo¢oexceptional
athletes at a NCAA Division I-A-ranked, and predominantly whitatirtgtn, | was
painfully aware at times about the presentation of data gatharekid study. That
is, | was concerned about my ability to mine and present the dataaiccurate, non-
biased, unobtrusive way.

In a sense, this dissertation includes (unofficial) co-reseaclmemy study,
| also drew from the findings of Travis Mann, who spent 12-classi@es in the
ICW classroom during the fall semester 2005, sessions usedseecte for his
master's thesis, "Making Connections: Understanding How Basiterd/rView

Themselves as Academic Writers."(Mann) In 2007, | spent one t&n&s an
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ethnographic-researchewhen | observed Jason King's ICW course. Figure 3.2
outlines how the teacher-researchers and the ethnographic researcabosatel in
studying the ICW course. However, this was not an equal and ageaipesearch
experience. As the Figure 3.2 notes, | was both a teacher-researahean
ethnographic researcher. | also spent three years studyilig\iheourse, compared

to one semester for Mann and one year for King.

Billie Hara

Ethnographic Researcher
Fall 2007

Teacher Researcher
AY 2004, 2005, 2006

Ethnographic Researcher Teacher Researcher

Fall 2005 AY 2007
« - S s s e . ’

Fig. 3.2: Triad of Ethnographic Research

During the second year of the ICW course (2005), Travis Mann, &rsastudent at
TCU, observed the course as a research site for his redtsis. At the same time,
Mann was taking a graduate course with Jason King, a Ph.D. canditateould

teach the ICW course in 2007. King also read and responded to Mann's work.
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3.5 Author's Relationship with Topic and Study Participants

As a researcher, | am committed to a constructivist epidtgy. That is,
knowledge is an ever-shifting product of collaboration. Constructivigtsats
themselves ag and part of the field, and we seek meaningful interactions with
research subjects and in doing so reveal a commitment to commurhtiyndpui his
collaboration is with other researchers, but it is also with stpdsticipants.
Therefore, it should come as no surprise that my interactidghgha students in this
study were complex and rewarding, challenging and rich. Fronfirdteday of
classes each fall semester, through one year of coursework, nafteerous
conferences, after successes and failures through their ctalegygeriences,
through their growth as first-year students to college graduatetaughed, joked,
irritated, challenged, and even cried together.

3.6 Study Participants

This dissertation highlights three specific students from the 45enhaled
in Introduction to Critical Writing. | have chosen these students pgeesent the
whole of the student population this dissertation describes. The thudentst
represent the broad range of students enrolled in ICW: the stuteritad the most
difficulty acclimating to university life and university-levelovk, the student who
could do the work but who needed additional time to be confident in his or her
ability to produce collegiate-level writing, and finally, tsident who could do the

work but who also had organic obstacles to overcome.
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3.7 Data Collection

The primary research objectives at this course site wegath@r data about
how underprepared student-athletes can become better writerghisoparticular
group of students engages with the writing process, how (or if) enhandagops
contributes to the learning and engagement, and how writing instrucbord
motivate and teach underprepared student-athletes. My specifiodsebdf data
collection were the direct observation of student brainstorming artthgyrthe
collection and analysis of written assignments asking studenefléatrupon and
analyze their own writing and the writing of others, and the collection andsenafy
surveys and interviews, structured and unstructured, with studentsednirolthe
ICW course throughout a four-year time span. | also used intervig¥wsAthletic
Academic Staff about the writing and learning experiences udest athletes
(during and after the students' time in the course) and interviWwsoaching staff
about coaching / teaching / pedagogy.

Collecting data from the ICW course sections proved an unprobletaskic
as | was the instructor of record anteacher-researchesimultaneously, and | had
almost daily access to students enrolled in the course and tirkipvoduced for the
course. | was present at all class sessions, and | had numercreicoes with each
student each semester. | read all assignments and draftassnand out-of-class
work, and | observed many out-of-class learning sessions. Fudberif a student
enrolled in ICW was a part of a public performance (sports, dramsicndance,

etc.), | attended those performances as frequently as | coutdofPie research
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process—what | will refer to as "relational pedagogy'—waskriow the entire
student, not just the athlete, or dancer, or musician, and not just the writer.

As the recipient of data from an ethnographic-observer (Travis Mahay
access to his perspective of the course as | was teaching. | alscéssltacdrafts of
his master's thesis, as he used the 2005 ICW course, as hishresigarSecondly, as
an ethnographic-researcher in Jason King's version of thecd@\ée, | had access
to his students' writing and classroom artifacts. In addition, | badsa to King's
teaching and reflection journal when he taught the course in 2007.

3.8 Data Sources

As many qualitative and quantitative researchers note, using i@lioiit of
data sources in quantitative research is beneficial. Using neulsipirces from
multiple perspectives can help a researcher triangulateadatathod for improving
the validity and the reliability of research or evaluation findif@@elafshani 603).
Data sources from this study came from students, researghersls, field notes,
interviews, observations, and course artifacts.

3.8.1 Student Writing

| photocopied each piece of writing students submitted for a gradkeand
those copies in a secured student file. This copied work also includéglendrafts
of formal essays, copies of email correspondence between the stindemte, and
printed work done electronically on the course management systeollegsC

(These electronic documents were journal entries and in-class wiegngjses.)
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3.8.2 Teacher-Researcher Journal

As a tool for quantitative / qualitative research, teacheareker journals
can provide teacher-researchers with the opportunity to maintairtiveraacounts
of their professional reflections on practice. These journals, diogoto Geoffrey
Mills, become an "ongoing attempt by teachers to systemicaflect on their
practice by constructing a narrative that honors the unigue andfpbwace of the
teachers' language" (68). Working with anotkegicher-researchepbserving the
same group can also help both researchers understand the work @etrehreite
differently. Each researcher can have a different perceptiomeofsame event.
Teacher-journals can reflect this difference.

During the academic years | taught the course, | kept a bound notebook
teaching journal, in which | recorded notes before and after éashsession. These
notes contained instructional goals, the students’ performancecticige
pedagogical strategies, and accommodation for individual student rieadsng@
differences, gender, and culture, for example). The journal atdoded five-part
lesson plans (introduction, developing readiness, body of lesson, questiomdng, a
integration)® The teaching journal included information about students' interaction
with other students in the class, behavioral concerns, and the involvem#re
departments across campus that had a stake in the successrerofaihis course.
Lastly, | included detailed reflections about the class as aewlaw students

responded to the pedagogy, how the pedagogy worked or did not work inasat cl

® A copy of this lesson plan form appears in Appeli
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or unit, and how | could teach the class differently the next tipiesented that
course material or faced a similar classroom dynamic.

Throughout the 2007 academic year that King taught the ICW course, King
and | kept a jointly constructed, secured blog, "Introduction to @kitfgriting,"
where he wrote reflections about the class and his teachthg ahd of each class
session. The "Introduction to Critical Writing" blog became Kitgaching journal,
and it became my research journal for that segment of my $inty.also kept an
account of his students' work and how they responded to his pedagitadies,
what problems the students faced with their writing assignmentthé class, and
the interpersonal dynamics within the classroom setting.

3.8.3 Field Notes

Field notes are a running account of what a researcher obskenvneg the
study of research subjects. The standard rules for taking field, rexteording to
Lawrence Neuman and Bruce Wiegand, include taking notes as squmssBle,
counting the number of times key words or phrases are used inpars of the
studied group, and carefully recording the order or sequence of enent®wa long
each sequence lasts. Recording even the smallest detaNgyglraaps or diagrams
of the location, including the researcher's movements and awctior by others;
writing quickly and not worrying about spelling, as well as avgdevaluative
judgments or summarizing are also strategies for constructing field(Ba&s

Field notes from Travis Mann's research were ultimatelgth# chapters of

his master's thesis. As he researched the class and wsotkehis, he followed
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Bishop's admonition to "share in order to be shared with" (71), @aadldwed me to
read his chapter drafts. This "sharing" is also a form ofgtukation. While he was
directly researching the students in my class and their gteone of themselves as
writers, he was indirectly researching my pedagogical .sQfee his drafts were
complete, the students he researched read the portions of thieatewere relevant
to them. Throughout his process of writing his thesis, | had atoesach draft.
Secondly, as a graduate student in course work at the time, Kingeatbalrafts of
Mann's thesis.

As | researched and observed King's ICW course, | kept dkteokes about
what | heard, saw, and read, in ways outlined by Neuman and WiegandT24$3.
notes became a part of the "Introduction to Critical Writing'ghtloat King and |
constructed. As | observed King's ICW course, | specifically notad'& pedagogy
and the way the students responded to that pedagogy. | also notedadbe cl
demographic markers that were visible to me. For exampls, usually not too
difficult to determine the age of a traditional first-yeardeint at TCU, or to see race
or gender. Through listening to class conversations, | was @llsdern the sport
each student played and other pertinent details of their ‘lifé® results of my
observation of King's class appear in Chapter 7.

3.8.4 Transcripts from Student-Teacher Conferences
For each teacher-student conference with the students | tautite ICW

courses (2004-2006), | transcribed detailed notes after each sessiaanidérence

" Jason King's 2007 ICW course included only Africamerican student-athletes, eight men and one
woman.
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meeting notes, sometimes audio recorded and sometimes handwritietednthe
date, time, and location of the conference, the expressed purposegoaihef the
conference, the duration of the conference, and whether the goald afeb@ng
were achieved. If the session was recorded, | used an RCA 64MI| digde
recorder. Those digital voice files were stored on an extéaral drive in an .mp3
file format. If the student and | did not meet the explicit gadlthe conference, we
scheduled a follow up conference. | also documented the follow-up sesken. T
student-teacher conferences were unstructured interviews.
3.8.5 Assignments

Throughout the three-year study, | maintained copies of the eigldr maj
assignments given to students each year. Four of these assigmmextisvities
remained constant throughout the three-year study; the other assignmedtsaciie
year depending on the students enrolled in the course, the preparktetsof
these students, and the students' collective interests. Detaidahaions and
student writing samples of assignments outlined in Table 3.2 app&drapters 4

through 6 (the case study chaptérs).

8 Copies of each assignment and appropriate evaluaibric appear in the Appendix C. Selected
alternative assignments appear in Appendix D.
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Table 3.2: Assignments Throughout Three-Year Study

Static Assignments Covered in Chapter 4 (Ethnography of Three Students)

First-Day Writing Assessments | ®  10-minute introduction
e 30-minute in-class essay

Literacy Autobiography e Autobiographical Haiku
e Literacy Autobiographical Essay

Position Essay e Argument Essay
e Rhetorical Revision

Alternative Assignments (covered in future research)

Service Learning Project e "Writing Partners" (letter exchange)
New Media »  Photoshop
e Blogs
e Personal
. e Praise
Letter Portfolio o Complaint
e To Editor
Writing about the Self » Autoethnography

e Framing Identities

3.8.6 Photographs

Throughout the three-year study, | took a digital photograph of eacmstude
enrolled in the course early in the fall semester of that eolidearly stated at the
beginning of the semester that | would take photographs, but that wouldeofor
my use. | would not share them with others without expressed wpéenission
from the students. Initially, | took these photographs to help me rbarestudent
names, but I quickly found that students liked having their pictures takdnyould
give each student a copy of the digital picture. | found a myriad ef f these
photographs in the classroom, and the students used these imageseasanidil
networking profile pictures. Occasionally, | would take group photographs of

students—always with their consent—if we were doing something inrtecyar
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course that warranted a group photo. | saved all student photos in edsiecation

on an external hard drive; additionally, each student received a digtya of his or

her photograph. For some assignments, students used self-produced photographs.
Students used their own digital cameras, borrowed one from a friehdrrowed

from TCU's New Media Writing Studio. While | used photographs taflents
throughout the study, those photographs are not replicated here ta gtatkmt
identity.

3.9 Data Analysis

This dissertation has four primary objectives, and each objects/€lear,
measurement criteria. The first objective, learning how undenmeépstudent-
athletes can become better writers, can be measured by thaet'stgplade in the
course. According to the English Department policy at TCU, a stwdénta grade
of "D" or better passes the course. Additionally, if a studantrecognize effective
writing ability by demonstrating the ability to scrutinize newn writing, the
ability to see and consider a range of rhetorical possibjltiresability to recognize
and consciously shape genres for writing, and the ability to nez®the elements of
the rhetorical situation, the researcher can measure if anstiide become a better
writer.

The second objective, learning how this particular group of studentgemnga
with the writing process, can be measured by evidence of enthus$tasian

assignment, and that of going beyond assignment requirements. Thigvebgan
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also be measured by class attendance and tardiness. If thestlidemit engage in
the classroom activities or in learning, they would not come to class.

The third objective, determining if enhanced pedagogy contributéleto
learning and engagement, can be measured by the confirmation thetilgra
pedagogical practices aided in students' enthusiasm for watiagby confirmation
that particular pedagogical practices inhibited learning.

Lastly, the fourth objective, learning how writing instructors castivate
andteach underprepared student-athletes, can be measured by tloatiamifinat
perceptions / beliefs about students support or hinder learning ahd fgrification
that a "coaching" practice is a more effective teaching strategy.

The first objective, measuring student writing success by tliest's grade
in the ENGL 10703-10803, is problematic, as | assigned the gradesdentst in
these three courses. Because | occupied two roles simultanecestheft and
teacher-researcher), my objectivity comes into question. In ordealemce any
perceived or true bias about student writing ability, | was ablenéasure the
students' performance in the ICW course against their perfoemanhe required

sophomore-writing course at TCU. An objective of ENGL 10703 and ERNGH03

was to prepare students for the sophomore writing course, ENGL 20803ntStude

take the sophomore-level writing course after they have acctedu?a hours of
college credit, and they could take this course with any numbecuatyanembers
or graduate student instructors. Table 3.3 demonstrates the griaiteitiis for the

students who took both courses.
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| obtained information from the university registrar about the students
enrolled in ICW and those ICW students who had enrolled in ENGL 20803r@dqui
sophomore composition). Of the 45 students enrolled in ICW throughout the three-
year period, 44 of them received a final grade in ENGL 10803 (one stigmed
the course and subsequently left the university). By the springssamna 2008
(during the writing of this dissertation), of those 44 students whpleted ICW, 34

of them had completed sophomore composition.

Table 3.3: Success Rate from ENGL 10703 to ENGL 20803

ENGL 10703 (ICW) ENGL 20803

44 students 34 students

2.68 (from 4.0) average score 2.88 (from 4.0) average score

The grades students receive in the ICW course is not a dirgor fim
determining the pass rate of sophomore composition, as a grade fooswee does
not guarantee a passing grade in the next course. The stretsk, domwever, has
shown benefit. In years prior to ICW, the rate of student-athletesevenue-
producing sports not completing or failing first-year compositi@as Wwigh, roughly
50 percent (the department did not keep formal statistics aboytattiisular student
sub-group), according to former Director of Composition, Carrie Lewere
However, with the inclusion of ICW in the curriculum, underprepared stsident

(athletes and non-athletes) were able to pass the course and sbepas$ the
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required sophomore course at higher percentages. Across both courdesf st

grades remained roughly the same.

3.9.1 Triangulation

Triangulation is important in naturalistic and qualitative approadiessause
as Nahid Golafshani writes, it helps to control bias and estaldisth propositions
(597). Bishop notes five categories of triangulation in compositilaeck research,
and these include data triangulation, the use of a variety of @atees in the study;
investigator triangulation, the use of several different rebeas or evaluators;
methodological triangulation, the use of multiple methods to stusilyghe problem;
theory triangulation, the use of multiple perspectives to integps@tgle set of data;
and interdisciplinary triangulation, using other disciplines to informesearch
process (48).

In this dissertation study, | used three types of triangulaticevaluate and
test my collected data. | used data triangulation since ladowkith more than one
group of stakeholders (students, university administrators, academsoragand
personnel of the Office of Academic Services [disability ®&sf). Checking data
from each group against the other confirmed or challenged mysieButthermore,
since | was fortuitously involved in a teaching triad (see Figd®, | used
investigator triangulation. Each ethnographic-researcher andeteggsearcher
studied similar courses (each with a very similar student popajaand our results
confirmed or challenged one another. | used a combination of textifaktar

interviews, quantitative data, and observations, and | used methodological
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triangulation as | used multiple methods to gain data: longitudinalys case
studies, observation, interviews, class artifacts, and surveys.

3.10 Rationale for Multiple Methodologies

Throughout this dissertation, | used multiple methods of collecting data:
three-year longitudinal study, an ethnographic study, interviewsgeraation,
classroom artifacts (written texts and photographs), and quaditatudies (brief
surveys and demographic gathering instruments). As noted above, thegdemul
methods serve as a way to validate the research. They amoatsat-sensitive, as
another researcher would be unable to replicate this exact Wuekefore, | employ
multiple methodologies to combine, as Thomas Huckin notes, "multiple fofms
analysis, both qualitative and quantitative that can produce congergsults that
support the plausibility of [my] argument” (90).

3.10.1 Longitudinal Study

Conducting a survey over a period of time not only provides the negessa
information about changes that occur but also shows the impact ofdhasges
(Bishop 19). In the ICW course, | formally interviewed students fonedi at the
beginning of the academic year they enrolled in the ICW cparsenonths into the
course (beginning of the spring semester), one-year after angletwvs after the

student matriculated through the course. Forty-five stullevese interviewed for

° Two exceptions exist: in the 2004-05 academic pedrthe first year of the ICW course, Ashon, a
sophomore, enrolled in the course. He had failsdifst attempt at first-year composition course th
year before (when he was a true first-year studantg) he attempted the stretch course during his
sophomore year. The second exception is Darnelivéiea first-year student during his enrollment in
ICW during 2005-06. Darnell did not pass the cowuhseng 2005-06, and he enrolled in the course
again the next fall, 2006-07, as a sophomore.
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this study. All students were over the age of 18 and wereyBeststudents at TCU
when they begin the course. One of the benefits of conducting Idimgitisurvey
with the ICW students was that | was able to look at leveenghgement not only
within a class, but also between classes.

3.10.2 Ethnographic Profiles (Case Studies)

Case studies, one of the most common methods of reporting in ethnggraphy
strive toward a holistic understanding of the research sitehars@ subjects within
it. Wolcott notes that case studies are "better regardedoamaf reporting than as
a strategy for conducting research” (91). This reporting @k the form of stories
and narratives, and they are effective tools, according to Riclegad, one of the
nation's leading Critical Race Theorists, for destroying @reeived notions about
people and about cultures. In some manner, case studies allow tiséudgssubject
to tell his or her own story. Nevertheless, there is one tévehis storytelling: the
case study subjects do not write their own narratives. As Bishog, tititere is also
little doubt that the sociological narrative is partly autobipbgieal, reflecting
something about the researcher's personality as well as dhdke subjects who
enter the ethnographic dialogue" (141). However, "stories build carsémelgado
asserts, a consensus that includes "a common culture of shared mddeystnd a
deeper more vital, ethic" (65).

Building consensus is particularly important in this dissertatiodysas one
of the ethical challenges is how to fully present the storiepanficipants—

specifically the three case studies examined in Chapters dd Baand at the same
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time protect the students' identities, knowing that their reputatodsparticular
athletic achievements are already in the public domain. For e¢ason, | asked
students how they felt about the publication of their stories insartigdion. They all
agreed that it was "OK," or that "it didn't matter." Somreresuggested that | use
their given names in this work. However, since the setting for disushe issues
of anonymity was during class (early in the fall semesténettudents' first year of
college), and since the students might not have fully understood theelomg-t
implications of using their given names versus using a pseudonyufiseeatation, |
decided to err on the side of caution. Several of the students had thaapdbe
national exposure in their chosen sport. | did not want to risk thatutiers could
be identifiable given that | would use samples of student wnitingh might cast
the student in a negative light. Therefore, while | name the urtizerdiave given
each student a pseudonym. In the tradition of qualitative investigatdsg aim to
show the complexity, diversity, and variability of the studentgeagnces, choices,
plans, and aspirations in these narratives, of course, alwayisgtior a fair and
sensitive representation.
3.10.3 Observations / Interviews

Most of the quoted passages in this dissertation study are not @y dr
from interviews with the three case study subjects and theisea@utifacts, but also
from the voices and perspectives of the other 42 students enrolledi@Wtheourse
during the time of the study, along with numerous university collesaglihese

interviews ranged from informal questioning to formal organizedudsons.
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Although | have not tried to capture every nuance of these conoaisatevery
pause, false start comment interruption—I have tried to mainia flavor of the
spoken voices. It is important to keep in mind Bishop's admonition thasttipts
are always edited transcripts” (106).
3.10.4 Photographs and Written Artifacts

Photographic artifacts offer a unique perspective in an ethnograpidiy. s
Because ethnographic studies often use traditional narrative techmagapen their
reports, and because ethnographic data analysis can take geanstographic
record, according to Bishop, can prompt the researcher's or thet'subjemory,
allowing him or her to recapture precise details (85). Reqguestsbtain visual
permissions from subjects can sometimes threaten the comfpdrtafipants and
also misrepresent the scene, but since | already use photognaplgycomposition
pedagogy, and using the photographs in small in-class writing exercisesolearly
stated course objective, obtaining permission to take and use phosgfagtady
participants seemed a normal part of the course to those students.

Photographs can capture a moment in time of a study participaat or
research site, and these are valuable captures. A studentigveitithe other hand,
can provide an ethnographic-researcher with very different dathe IlCW course
for example, by looking at a body of an individual student's work Idhtite way a
student's writing improved over the course of the study. By lookingeaentire
body of work from one course, from all students in that courggodgnized patterns

and themes that emerged in the writing; | formed conceptual ggpupihe work. |
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compared and contrasted, student to student, year to year. Bishop Hettes t
researchers conducting a macroethnography, with large-scalectprae with
multiple researchers, may need to "code and share matrix dispfagiata . . .
because analyzing data from multiple sites . . . can lend cohesiba discussions,
and hopefully, to the results” (119). However, coding can be tedious ppdsexe.
Software packages exist to help in this endeavor.

For this dissertation project, | used a software program, "Tropag H
Performance Text Analysis,” that produced a list of hierarclkiealvords based on
scanned and uploaded student t8¥XtTropes: High Performance Text Analysis" is a
computer-assisted version of "content analysis," the quantitatigg ef texts based
on the repetition of terms. This software package also analyzedadedorized
student writing (by themes, for example) to produce a chronologisaburse
analysis, and it also produced graphical images that depicted thd date The
software package also allowed me to analyze one student's body laf fawor
instance, as well as allowing me to analyze an entire edasgsork on one
assignment. For the assignments that did not change over the coilrsé¢hoée-year
study, | was also able to analyze student text between acageans; between the
2004 class and the 2006 class, for example. While | set the pamfoetére coding

and the textual analysis, the software program could produce visphliggdased

1% This software program offers textual coding andlgsis, and it is a free download from Semantic
Knowledge. While the coding is user-produced, thfeasare program can analyze hundreds of pages
of text in just a few seconds and can provide, lgjgdly, data useful to an ethnographic-researcher.
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on the data it mined. These graphs were helpful in determiningi¢a@ing behind

the analysis.
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Fig. 3.3: Student Literacy Autobiography Assignment Keyword Chart

Figure 3.3 shows a simple graph based on one student's Literacy
Autobiography (which each student in the ICW course completed). réijpé ghows
the main themes in the student's work based on criteria | comestrittere, | set the
program to determine key words in the student's document, and those werds ar
ranked according to the number of times the student used them inallyeeal text.
The main reason for dividing and classifying data, according tth Kaiant-Davite,
is "to simplify the material and impose order upon it" (272). Bgasing order on
the texts, | was also able to analyze it more fully.
3.10.5 Quantitative Survey

Many ethnographic writing researchers begin projects by conducting
informal surveys to assess general tendencies and demographicstior groups,
and my dissertation research is no different. Surveys can prowdagas, and the

goal of most ethnographic inquiry is to represent particulars, Gtidntitative data
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can provide a demographic, a context, a backdrop, and a broad picture ugmowhi
place context-specific description (Bishop 46). Early in the rekBephase of this
dissertation, | attempted to administer a number of survey insttsne a large
sample of student-athletes (the 417 varsity athletes in both Qlyamgi revenue-
producing sports during the 2006-07 academic year), the 45 studentscemdtie
ICW courses at TCU, university faculty, and subscribers toViiéing Program
Administrator (WPA-L) listserv. After the difficulty | encowred with one
university's Institutional Review Board (which I will explain imetnext section), |
had to rethink my use of survey tools, and | decided against using toemeyver, |
was able to compile demographic data through classroom discuasidnsn some
cases, by simply looking at and talking to the students in a classroom.

3.11 IRB/ Ethics

As a professional who understands the power and influence educators can
have over the lives of students, | have always espoused a versianHippocratic
Oath for teachers in which the "first, do no harm" edict is pte$&hile the "do no
harm" phrase is not literally a part of the Hippocratic Oath,i®w@t widely-used
misconception, the fact remains the same: we should first do notbahnose who
are under our care or supervision ("Hippocratic Oath"). When Inbplgening my
research on human subjects, | had this powerful axiom in mind. Abdhest
minimum, researcher satisfaction of Institutional Review Bo@RB) protocols
provides research participants the following protections: (1) g not to be

deceived by the researcher; (2) the maintenance of their cotmdidy; (3) the right
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to consent to participation; (4) the ability to withdraw the eohsat any time; and
(5) the right to expect that data collection will remain comfidé and secure. | have
made effort to satisfy these basic protections in the course of this study.
3.11.1 IRB Issues

Early each semester, like many teacher-researchesk,stadent permission
to use their work in my research. | give students informed consems$,fand | make
it clear that withholding permission will not affect their clagrade. Most students
agree to this requestHowever, this dissertation project was different as there we
so many more stakeholders involved in the potential successuoe faf the course.
Unlike a classroom setting where a student can decide for hinrself® sign an
informed consent form to allow access to her or his studennhgyriéi dissertation
about (sometimes high profile) student-athletes at a NCAA-rankesidh I-A
institution opened levels of involvement from people | had not anticipatgdnd\
permission of students was not a problem, but with a potentially pubkshabl
document, Athletic Directors and Coaches wanted input and to giveit{drold)
permission for this study. While the athletic department persoonéd oot stop or
directly hinder the writing of this dissertation, they could limy access to student
athletes, the subjects of this work. Athletic Academic Advisord &mglish
Department administrators also wanted to be informed about the tprbiemn, of
course, Institutional Review Boards needed to approve the work belaosn

subjects were involved.

1 See Appendix A for the informed consent form uséti ICW students.
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When writing this dissertation, | was a Ph.D. Candidate at the tditivef
Texas at Arlington, and | began the IRB process at UTA, my hostiéution. Since
| was researching another university's students, | also needeorkomth TCU's
IRB office. While some of the requirements from each IRB overldpiere were
significant differences in the way each IRB office approved oiederesearcher
protocols.

While both Texas Christian University and the University of Texas
Arlington, offer doctoral programs in a variety of disciplines, anchynaf these
degrees and / or programs involve human subjects, The University abk B&tx
Arlington's Institutional Review Board was much more rigorous anatigbr in its
desire to protect those human subjects from any real or perceawad Bs they
review hundreds of protocols each academic year. This is not thatathe IRB at
Texas Christian University was not thoughtful about protecting huniagjeds; this
institution's protocols were simply not as intricate or detaitkdy asked fewer
guestions, and fewer approvals / signatures were required. Sahidenbt ask to
research as a doctoral student, but as a professional in thd fid a slightly less
rigorous set of protocols to follow. Additionally, the TCU IRB office small,
approving only a handful of protocols concerning human subjects a yeaefdre,
protocol approval from the TCU IRB office came within a few dafysubmitting
the appropriate forms.

The University of Texas at Arlington, on the other hand, had enrmare

complicated system for IRB protocol approvals. As a doctoral stutlereeded
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approval from my committee chair and my department chair. Ithhasbmplete a
conflict of interest form (that year and each year the study active). | had to
complete on-line training in human subject research. The UTBAdRce also had

to approve the protocols from TCU's IRB office. The complex protoqaicagtions

for dissertation research were submitted, and resubmitted, and teubagtin for
approval and for small, often word choice-type, changes. Ultimatapths after
beginning the process of gaining UTA IRB approval for three cuading surveys,

the UTA IRB office deactivated my protocols because the processakan too
long. The IRB office, however, invited me to resubmit the protocols and begin again.

The qualitative surveys were constructed to do no, or "minimal" harm
human subjects, yet approval was not awarded. In retrospect—pae attion /
reflection cycle of researching—I ultimately understood that tlsagseeys were not
actually necessary to do the work demanded of this dissertatiahfihdiit ironic,
however, that the IRB office at a research-heavy institutionshah rigid protocols
that actually prevented research on effective pedagogy.

The UTA IRB office did approve the protocol to examine student waort, a
the artifacts produced in the Introduction to Critical Writing ceusss more than
enough to study? As noted earlier, the survey information | received from students
was not from an actual survey: | collected the data by teadchmgtudents and

getting to know them as people.

2 The signed protocol appears in Appendix A.
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3.11.2 Ways to Minimize Threats

Although not required by either institution's IRB office, | did desigtys to
minimize any potential threat to human subjects while at tivee $ame minimizing
threats to the reliability and validity of data. | enhanced iilig and validity by
engaging in long-term fieldwork; using audio tape recording (when apat®pas
many subjects [e.g. coaches or athletic academic advisors]d wuatl allow
recording); using a low-interference vocabulary when compiling natgsg to
accurately describe the classroom experiences, the conferanceshe interview
encounters; withholding judgment of the final analysis as long asslbhhp<ould;
and identifying my role as a researcher in the final analysis.

3.12 Limitations of Study

Every study is hampered by factors within and beyond the resgarch
control. This is emphatically so when the sources of data are hunmgs bed their
constantly shifting lives, and these shifting lives can betdinoins to a research
study. Beverly Moss notes that ethnographers "have a tendersy tn their own
knowledge for a great deal of data" (167). | was no different. Thdy tspanned
three years and | was the sole constant participant in the warkagbthe second
and third year of the study, it was difficult to avoid bringingussptions about
student preparedness and student behavior into the classroom settimgewis |
brought the prior year's experiences into the next year'sab@ssenvironment. |
worked very hard at reminding myself that each year'ss aless different, each

student was different, each had different needs and abilitiest weisidifficult to
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keep previous years' experiences from overlapping onto the currelst Stealy or
class. | used my teaching journals to work through and reflect aggsumptions |
made and prior knowledge | held so that these would not corrupt theraiatahie
research site.

However, this study also demonstrated what Ruth Ray calls widtr
conflict,” as | often felt torn between my role as a teadnmsd my role as a
researcher. As the students' teacher, | felt responsibieeiorearning. On the other
hand, | did not feel that same responsibility as a researchemdliage and Literacy
from the Student Perspective: What We Can Learn from the Lomg-Case Study"
334-35).

Bishop notes that quite a few ethnographic decisions rest on #6gsand
access was a significant limitation to this study. | had demnable access to students
enrolled in the ICW class while they were enrolled in the colmsteonce they left
the course, my access to them diminished. Of course, the studerisidyatives,
practice schedules, and classes, but what | did not antieyaat¢he involvement of
coaching staff and how easily they limited my access to stsid@nce the students
were no longer in my class, coaches cautioned some of the studetdsathat they
could not speak with me about this project. Therefore, formal meetithsa few
former students became difficult. However, depending on the student and his
involvement in the sport he played, we sometimes had informal mgeting

conversations. If | saw a student walking across campus or inudhenstunion, the
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student would typically talk with me, and he would be open and honest about how he
experienced the ICW course and how he progressed in his academic writing.

Lastly, there is also no definite way of knowing the extenthech the data
in this study represents the experiences of academically uadarpd African-
American male student-athletes who participate in revenue-prodgpods, as
athletes and their abilities vary from institution to institutittowever, | can
speculate that the generalizability of the data is applidabtgher student-athletes
who play revenue-producing sports at NCAA-ranked Division I-A institutions.
3.12.1 A Single Research Site

The institution that makes up the population of my study, Texas f@hrist
University, is academically selective. The NCAA also rank2JT& Division I-A
institution where participation in sports is highly competitiveingeselective—on
and off the field or court—means the institution receives manye mpplications
from well-qualified students than it has places for in anyrgiyear's entering class,
and it must select among applicants on a variety of criteriajdimgj athletic talent.
By national standards, the first-year class that TCU admaith gear has strong
academic qualifications (with SAT scores, for example, tretall above national
norms, and with its share of high school valedictorians and national merit scholarship
winners). The limitation to the study is that research concest®pe university, but
| believe the data are similar enough to other Texas insh&itvho admit students

who might lack preparedness in academics, particularly in writing.
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3.12.2 Number of Participants

One reason for limiting the study to one group at only one utistit is that
sharpening the focus in this manner has allowed me to work wisliledetiata on
approximately 45 students (of this total number of students 82 pereemtstudent-
athletes) who entered TCU four points in time: the fall of 2808 fall of 2004, the
fall of 2005, and the fall of 2006. The percentages of ESL, femalenttatidetes,
Olympic sport athletes, and students with learning differencesac too small to
make any generalizable claim about teaching these subgroups of st{sdenTable
3.1).
3.12.3 Sport-Related Issues as a Limitation to this Study

One of the most interesting aspects of writing a dissertationtdivision I-
A student athletes was the reactions from colleagues, friends,stnamgers who
heard about this project. These interested parties had what theyeredsdeep
understanding of revenue-producing sports, the players, the coadhesthigtes'
histories. They knew the myths of collegiate sports and thae thejths are not
really myths at all. They also knew that those myths arggexations, yet they
chose to believe them anyway. The contradictions and inconsesenoere
disconcerting. Some faculty members wanted to share their iafiom and some
wanted to disguise it. To some, the idea of a research study dbeEuiata/e
programs and pedagogies to help motivate and teach underprepared atioidézd
was a good and noble endeavor. To others, acknowledging that unigeasitret

underprepared students into their institutions was a shameftihacmust not be
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made public, as it perpetuates the "dumb jock™ myth and dispategasiversity. It
is important to recognize that a dissertation that espouses tbastitat student-
athletes need what the academy does not provide them is a cdlarige, and
change is not easy in the world of athletics or academics.

In The Game of Life: College Sports and Educational Valgasiiman and
Bowen write that the major impediments to change includekeolaimformation, the
fear of negative reactions, the fear of revenue losses andhelatal effects on
admissions, the practical difficulties of acting in concert, andpebimg institutional
priorities and inertia. The points Shulman and Bowen make here, whem take
together, "[are] a formidable set of obstacles" (290-94). Horyekey note, "the
growing gap between college athletics and educational valses imajor,
unavoidable, issue for the academy; it must be understood and addressed. T
objective should be to reinvigorate the contribution of intercollegihletecs to the
achievement of educational goals" (294). By avoiding the issuesdrais this
dissertation, by avoiding the solutions provided here, coaches, players,
administrators, faculty, and fans can deny the need for alterrnaibgrams and
pedagogies. By denying the need, denying access to reso(irfermation,
personnel) is very easy.
3.12.4 Cultural Issues

"Culture,” Harry Wolcott explains, "is an explicit staterheof how the
members of a particular social group act and believe they shoulanalcit does not

exist until someone acting in the role of a biographer puts ie'th@l). As a
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dissertation writer, an instructor, a teacher-researcher, angesiphic-researcher, a
woman, a Caucasian, a non-athlete, | was an outsider in a cultuhegthlst values
community and connectedness, and this did present some limitations studlye
College sports programs emphasize their impact on building a sEgsenmunity
with its players. Players work out together, eat together, tbgether, and take
classes together. Moreover, on a predominantly white campus, AKioanican
men, student-athletes, who come from largely urban areas and whaoearérai a
lower socio-economic background than their new college peers, constiucvihe
cultures, communities, and connections. About the unique culture of an ethnographi
research site, Bishop writes,
the culture can be entered and participated in—to the degree that the
researcher is canny enough to gain entry and the memberdlarg wi
to afford entry—and then that research experience is textddives
through the analysis of field notes, transcribed interviews, and
physical . . . artifacts. (3)
Even the classroom—the site of research for this study—is a gctestrculture and
community, a culture and community that | could not enter because of the
asymmetrical power relationship between the students and me. Jdeats, | was
an outsider. | was an authority in the classroom, an adult, a feinale, a non-
athlete. | was ultimately able to enter the periphery of dmencunity, at least for a
short time, to gather data, and more importantly, teach in tbigd’ct zone," but it

was not an easy task. In some cases, particularly edtig ipearlong course, access
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to the community was denied. As a complete outsider, | had to gawayninto the
group, but even then, | was only there for a moment.

"By the time the researcher is writing up her report,” Bisigintains, "the
culture has gone elsewhere, continued on without the researcher tlog, dase of
classrooms . . . , disbanded entirely and dissolved in the larger esabficchool,
work, or civic life" (3). This is where the anthropological role ethnographer
becomes significant. Anthropologists—like ethnographers—study fromoutside.
If the ethnographer becomes part of the culture—much like Wolcattisea
participant role—the scene changes, the site of research changes.

3.13 Conclusion

To date, TCU has offered the Introduction to Critical Writing codoae
times: the 2004-05 academic year through the 2007-08 academidt ygany hope
that my research on this course will contribute to how this atieen@rogram
affects students both at TCU and at other institutions with ainstudent
populations, as they begin to recognize the need for alternatigapre and
pedagogies. However, just as Peter Mortensen notes, this research
will not be enough simply to apply the methods we now have to
understand how heretofore marginalized subject talk about their
writing. The methods themselves, because they grow out of the
experiences of researchers who identify with the dominant culture,
must be changed. Such changes, at best, entail revising how we

justify the analysis of talk about writing. (123)
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The next three chapters will profile three student-athleteswére enrolled in
the Introduction to Critical Writing course during the academeary 2004-
2006. Each case study corresponds to a single year of the studgcharstigent
represents a different sport. An Interchapter precedes tlee stadies, as it
functions as the introduction to this important section of this datsamntstudy.
Chapter 4, "D'Ante, 2004," provides an example of a student who wésaste
prepared of all 45 ICW students over the three years of the sidnte
participated in an Olympic sport, Track and Field. The next chaptapter 5,
"Sean, 2005," demonstrates the abilities of a student who had underdeveloped
academic ability. Sean was the type of student who most ndeslédW course.
Sean played football. Lastly, Chapter 6, "Eric, 2006," examineddahelopment
of a student who could have passed a traditional first-year onetseroesrse
with effort, but since he had a learning difference, he enroll&@dw Following
Chapter #6 is another Interchapter, which offers a conclusion to th@ ma

research section.
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INTERCHAPTER

INTRODUCTION TO CASE STUDIES

"If you don't make a total commitment to whatever you're doing,

then you start looking to bail out the first time the boat starts leaking.

It's tough enough getting that boat to shore with everybody rowing,

let alone when a guy stands up and starts putting his jacket on."
--Lou Holtz, former Notre Dame football coach

While a basketball coach at Indiana University in 1983, Bobby Kihajtita
columnist at th&Vashington Post'All of us learn to write in the second grade. Most
of us go on to greater things" (qtd. in Will par. 11). Bobby Knight g@saking
directly to sports journalists, their writing, and the difficulat®mnship he had with
the media at the time, but this quotation can provide insight intavélyehe—and
some other coaches—view academics. Learning to read and writera skills to
have, many coaches believe, but then the players move on to more imgionigst
namely, sports.

Each of the students represented in the three case studies olldineng
chapters had particular ideas about education. For two of them, iedusats a
means to an end, and that end was a career as a profesditetal &or the third
student, involvement in sports also was the means to an end, and his ead was
college degree. These three students, one from each year ofs#aeche study,
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enrolled in ICW during the academic years 2004, 2005, and 2006. In these case
studies, | explore how they engaged with writing and how theiingrimproved

while in the ICW course. Since the majority of students enrahetCW were
African-American male student-athletes in revenue producing sperts of the

three case studies come from that student population. The thirétoayesubject

was also an African-American male student-athlete, but hé&cipated in an
Olympic sport, Track and Field.

TCU admitted all three student-athletes represented in thpgechander its
exception policy, and all three had incoming test scores and grades in the f@ng
the "exception” student. Pamela Wuestenberg discusses the admsictices for
student-athletes at Division I-A institutions in her dissertatidainiission Policies
for Athletes: A Survey of NCAA Division I-A Admission DirectotsTCU is no
exception to the "exception" admits.

According to TCU's Admission Department webpage, the averages&dte
for incoming first-year students is in the range of 1080 to 1250AT¥eequivalent
range is 23-28 (TCU "Admissions") The students admitted taGWé did not make
the same cut-off marks as other traditionally-admitted studeakde 1L.6 in Chapter
#1 (reprinted partially below) shows how the sliding scaleiferNCAA works. If a
student earns a 2.0 GPA in high school, for example, he or she would resed &d

least a 1,010 on the SAT to be academically eligible under AANrules.

! At TCU, an exception admit is a student who is iigwah to the university even though this student
would not be admitted based solely on his or hadamic records (high school GPA or standardized
test scores (SAT or ACT). The university admitssthacademically underprepared students because
these students bring something to the universéytie university needs.
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However, a student with the same GPA and test score resultd natube admitted
to TCU unless this student had an exceptional skill the universggede The
exception admits at TCU fall into three categories: athlatessic majors, and
legacies. According to John Householder, admissions officer at BGldent-

athletes are not the largest number of exception admits to the university.

Table Interchapter.1: Division I-A
Sliding Scale Core GPA / Test Scores?

Core GPA (verbsauA/,Tnam) ACT
3.50+ 400 37
3.525 410 38
3.500 420 39
3.475 430 40
3.450 440 41
3.425 450 41
3.400 460 42
3.375 470 42
3.350 480 43
3.325 490 44
3.300 500 44

2.225 930 78
2.200 940 79
2.175 950 80
2.150 960 80
2.125 960 81
2.100 970 82
2.075 980 83
2.050 990 84
2.025 1000 85
2.000 1010 86

(NCAA Freshman-Eligibility Standards)

2 Table 1.6 is truncated for space. The complete @ppears in Appendix E.
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Due to the Buckley AmendmehtPatrick Miller, University Registrar at
TCU, could not provide the precise SAT / ACT score or high school G&¥Athe
students enrolled in ICW throughout the three-year study. He providedyéiowe
aggregate data that shows the students' incoming test score®AsdThe median
SAT score (for those few students who took the exam) was 850. TregaweCT
score (which was by far the most common entrance exam taken)l®aThe
students' median high school GPA was a 3.0. However, this figure bg&come
problematic as each student went to different high schools and sblesels have
various "rigor" quotients. To be clear, however, the students enrolle€Ww |
somehow made the cut-off to be NCAA eligible, but they would not haen b
eligible to attend TCU without the exception allowances.

For several reasons | chose these specific men, D’Ante, Sealriando
represent the majority of students enrolled in ICW: the rangeesented in their
writing ability, their student-athlete status, their race, tipairticular sport, their
willingness (or unwillingness) to conform to the "university staddaf language
and literacy ability, and their gender. However, these three asmn spent the
majority of their secondary education experiences in Texa$ &adent lived in a
different area of the state, each attended public schools, andocekckhé same
state-mandated benchmark and exit exams. While their public sekpetiences

were similar, their performance on the state-mandated westsrery different, and

I 1974, the Buckley Amendment was designed tobéistathe rights of students, to inspect and
review their education records, prevent the relezfseducational records to third parties without
permission of the student, and to provide guidsliioe the correction of inaccurate or misleadintada

through formal and informal hearings.
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their preparedness levels coming into the ICW course varied symify.
Educational, cultural, and familial experiences were what sictent brought to the

ICW course, and these experiences also varied dramatically.

D’Ante represents the students in ICW who
had the most difficulty with academics but who

D’Ante

(2004) also had trouble acclimating to a

predominantly White campus with an affluent

udent population.
Sean represents the students the

course was designed for: present b

undeveloped academic ability.

Eric represents the most prepared of the ICW
students as he had little difficulty completing

Eric his academic work and he willingly fit into the
(2006) campus climate.

“Typical” University Student

Most students who are admitted to TCU enroll in a required ENGL 10803,
first-year composition course. If they have AP Language credit from high
school, they can be exempt from ENGL 10803.

Fig. Interchapter.1: Pyramid of Preparedness

Interchapter Figure 1 depicts the preparedness levels of abe study
subjects in this chapter when compared to each other and whehresl are
compared to the traditionally admitted first-year student ai.T&S Ellen Cushman

recognizes in her bookhe Struggle and the Tools: Oral and Literate Strategies in
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an Inner City Communityinstitutions can exercise power over others, over those
indebted to the institution. The "others" in this case can be ulderdtathletes who
are (who should be, according to some) indebted to the institution bebaysare
receiving an education, a "full ride." Cushman argues, however, dbars . . .
construct, manipulate, and negotiate the influences that institugodsta exercise
on them" (xiv). The three case studies in this chapter demonstrat&ereasing
levels of adaptation—how the students in ICW negotiated their place in thenaica
institution while being "othered," to use Cushman’s term. Case Studip’Ante,
was the least willing to adapt, and Case Study #3, and Eric,dbie @ase Study #2,
Sean, represented the majority of students enrolled in ICW whe wiliing to lose
part of themselves as the price to pay for a degree and an wpfyoto play
Division I-A sports.

Each case study consists of five major sections. The fesbegexperiences
with literacy prior to entering the university, features eaatividual's literacy
experiences within the context of home and family, school, and athl&he second
section highlights each student’s experiences and evidence ofhgaswa writer
through four of the eight major assignments in the yearlong IGWYse. The four
highlighted assignments in this chapter include first-day assessattivities, a
literacy autobiography, a position (argument) essay, and a rlatozidsion. The
third section reveals each student's perception and his experienites the
composition classroom throughout the yearlong course and includes iptaesaf

each individual's challenges, problems, and moments of clarityoofusion as
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experienced within the context of completing an assigned task. Thé fgeaotion
outlines how participation in varsity sports at a Division I-A tusion affected
individual student learning. Lastly, the fifth section outlines micg@ations of and
experiences with each student’s literacy development in the camposiassroom
from a teacher's perspective.

In these case studies, | refer to certain written documengsivigws,
observations, and photographs that are artifacts in this study. Atethening of
each semester, | obtained informed consent from each student cennoENGL
10703-ENGL 10803 to use student work for this resehmst.written work has
been preserved and is presented in its original state, which miagertugher-order
concerns (structural issues) as well as lower-order concnte(ice-level issues) in
the writing. In the rare instance that | have edited studenngrtr clarity, | have
placed changes in [brackets]. In order to preserve the anonynacbfparticipant,
persons and places he might have mentioned during our conversationslassi
have been changed or concealed. Moreover, | identify each partidjyarat

pseudonym.

* See Appendix A for a copy of the informed condent.
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CHAPTER 4

CASE STUDY #1, D’ANTE (ICW, 2004)

"When we treat man as he is, we make him worse than he is;
when we treat him as if he already were what he potentially
could be, we make him what he should be."
--Johann Wolfgang von Goethe, German writer

"The fewer rules a coach has, the fewer rules
there are for players to break."
--John Madden, NFL Player and Coach

4.1 Introduction

As a first-semester first-year student, D'Ante, a sprioterthe university
track team, enrolled in the Introduction to Critical Writing coussguence. If he
could have avoided college writing altogether, he would have. He did amut tev
take the course, and he made that overtly clear as he walked imdlagheom that
first day of the fall semester, 2004. Through his body languagacfshg in his
chair, his back to the front of the room and to me), his lack otegtact, and his
unwillingness to answer even the most basic questions on that firstedevanted to
let me—as well as the rest of the class—know that he did nohdp@h that course.
His outward appearance (a mouth grill, gold chains, throwback jersdybaggy
pants) disguised the student as well as the student-athléteteDboked like the

stereotypical street thug he wanted us all to believe heAste was of average
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height, but thin, runner thin, his closely cropped hair hidden beneathegsialy
angled, pristine white baseball cap. The white of the cap comtratkly against
his very dark skin. However, a closer look at D'Ante's appearancsexr took at
his physigue—showed another side to him, a side that most people might miss if they
assumed the street-thug role was all that defined him. DSAbt®ad muscular
shoulders stood in contrast to his slim torso. His body type demimostea
commitment to his sport in that this type of body construction regjuiard work,
dedication, and a significant investment of time. It was cleaysipally, that he
worked hard to gain the full use of his body for his sport, that &= facused and
driven to excel in an area that concerned his body. | wonderefirghalay, though,
if he worked as hard to gain the full use of his mind.

D'Ante was a member of the first ICW course the universitgred, and |
had significant knowledge about each student who was enrolled in thaé dmiore
the semester began. Through conversations with academic advisorsttaism®it
students who needed to be enrolled in ICW, and by reading writing safnghe
potential students, samples that were gathered over the sureioer tlasses began
in the fall, | had a good sense of each student's writing ygbdich student's
individual academic need (based on an academic advisor's perceatidny, the
student was a student-athlete, | knew about his or her history irsplat For
example, | knew that D'Ante was a sprinter, that he had partidipatéhe Junior
Olympics, and that the university athletics department expecteth finom him in

terms of his speed and athleticism. | also knew, based on conversatibnisis
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academic advisor, D'Ante did not want to attend this course, dmdhestrongly
disliked his high school English class experiences. With this kuigelel had
expectations about who he was before | met him.

Of the 45 students enrolled in the course during the three yeatadyf s
D'Ante was, at least at first impression, the least presue@nt of them all. He did
not have a background that supported literacy development, he had not dbnays
well in school, and by the time he reached the university, hedrgdconcrete ways
of believing how his life would unfold, and being in school was not a patiabf
picture. Being enrolled in ICW during the 2004 academic year, howe\Aanie was
with students very similar to himself. Table 4.1 on the following pagénes the
demographic of the students enrolled in the ICW course in 200'Ante's ICW
class, 81 percent of the students were athletes and 81 percemhalerdhowever,
not all men enrolled in the course were athletes. The courseaitained female
athletes (one Anglo and one African-American) and three sdeogdage learners.
As noted in Chapter 3 (Methods and Methodology), for TCU these siatigére
highly unusual for any given academic course. Nevertheless, thsityived students
in this course ultimately helped D'Ante connect in the academic classroom.

While D'Ante initially saw the ICW course as "a group fampsti people,” he

did learn that being with like-minded and similarly skilled studecould benefit

! A comparative demographic chart covering four yesrthe Introduction to Critical Writing course
appears in Appendix E.
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him. With this particular demographic, D'Ante later said he 'felfittle more at

home."

Table 4.1: ICW 2004, Student Demographic

‘ Introduction to Critical Writing: 2004 \

e Male 13/16 81%
e Female 3/16 19%
o African-American 8/16 50%
e Anglo 6/16 38%
e Asian 1/16 6%
e Hispanic 1/16 6%
e ESL 4/16 25%

Disability

e Learning Disability 4/16

Athlete
Student Athlete 13/16 81%

4.2 Literacy before the University

Born and raised in a small town in northeast Texas, D'Ante livéigei same
small community until he graduated from high school and then left dibege.
D'Ante considered his family "middle class” in what he termelde 'ghetto.”
D'Ante's mother did not graduate from high school, and she workedlesk anca
local retail store. However, living with his mother and his two gmunsisters,
D'Ante noted that his mother was his major influence as he gpewor example,
maxims from his mother such as, "don't bite your tongue cause paungtongue
hurts (that ties in with speaking your mind),” populated his writemgl his
conversations. This influence—for the most part—was to keep D'Antaf tnatuble,

and according to his recollections, his mother's influence rarelyahgthing to do
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with reading and writing. "She worked a lot," he noted, "and stddtake care of
me and my sisters. She didn't have time to teach us to remdtarAfter | started
school, she assumed | did my school work," he recalled, "and | leskeme that."”
D'Ante suggested that he did not always do his schoolwork, and thereotvasich
academic accountability at home. He made it clear tleahdy development at home
was not his mother's priority, so he did not see real valueduta¢ion. The
implication here is that had literacy mattered more at hammight have mattered
more to him. This would support Deborah Brandt's idea that those wheldahw
school have lives outside of school that are "richly dependent"” on literacy aatklite
activities (iteracy as Involvement: The Acts of Writers, Readers, and Té80s
The opposite could be true as well: those who do not have lives rigiyndent on
literacy or literate activities outside of school may not be successfuliaoisc
Academic literacy did not have a place in D'Ante's life becatigetics and
what he would call "confrontations” along with what some would teeditional
teaching methodologies often got in the way. D'Ante described thesentations
in an early essay:
Back in grade school up to the eight grade | lived in the principal
office. Most of the reason came from my extremely bad terapér
mouth [ . . .] If | was in class having an important conversation |
consider it business. The teacher would tell me to quit with the
excessive talking and | wouldn't. Me not stopping resulted into a

confrontation that | often lost.
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Confrontations such as the ones D'Ante illustrated in this short engrywhat
renowned Afrocentric educator Jawanza Kunjufu would call "showdowns." A
showdown, Kunjufu writes, "is a power struggle, a rite of passage &etdkeican-
American male students and female teachers" (19). Wrapped ufhese
confrontations are issues of youth rebellion, resistance (to aythorithange), and
racism. These behaviors are not unusual for adolescents of almosacanyr
ethnicity, but what separates the showdown from typical youthfultaesss is the
difference in race and ideology between the teacher and the stWisait.D'Ante
could not have understood or articulated at the time—but later watatpress—
was that the teacher wanted him to conform to her notion of wtgdaal" student
should do or who he should be. D'Ante, in retrospect, considered thislaattak,
and he fought back: he resisted the teacher's perspective and idéddagRelpit
would not call this a "showdown,” but "cross cultural confusion" (135). The
showdown behavior, the confrontations with his teachers, would plague D'Ante
throughout his academic career, he said, as he was unable ornghwaillearn the
self-control being in educational settings requfred.

In the third grade, D'Ante experienced what many young childk@erience
in elementary school reading classes, being placed into homogending) rgaups,

what D'Ante termed the "slow" readers' group. Educators teengtouping of

2 While outside the scope of this dissertation, meme studies have demonstrated that boys and girls
learn differently and they exhibit different beharg in a classroom. Many teachers expect childven t
behave in a similar manner, young boys behavingoamg girls, passive and quiet. Studies note,
however, that quiet and passive behaviors areypatally associated with boys, and the studies have
found that boys do not do as well in elementarypsthecause of these disparities. For one example,
see Robert B. Chapman's article, "Academic and @efal Problems of Boys in Elementary
School."
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students based on skill level "tracking." While tracking is beiafto teachers, it
can have a detrimental impact on young children as it labets,tbrands them to a
certain ability level. The students then have a tendencyrtorpeat that established
level. D'Ante recognized that he was tracked into the "sloderéagroup when his
friends, he remembered, were in the "fast" reading groups.s€paration from his
friends and the label of "slow reader" impacted D'Ante's rgadectause he then
choseto remain a slow reader, or at least he chose to not work hardreti@at he
could move to a higher reading group. He could have pushed himself, e daid,
but he chose not to. In other words, he resisted the authority dleetdaad over
him. "If that was all they thought | could do, that's all thatould do," he stated.
Herbert Kohl would call D'Ante's rejection of his teacher'sliage"not learning.”
The intentional choice to not learn, according to Kohl, "tends to strendhe will,
clarify one's definition of self, reinforce self-discipline, andovide inner
satisfaction" (15).

D'Ante learned very early in his academic experience thatobhd find a
way around whatever problem he encountered with teachers and watblvgork.
His teachers would assign books or shorter readings, for examplesirzrel
"everybody read the same books [in the class or in a particalde]g' D'Ante could
usually find someone who had actually read the book and who would give him the
main points. He did realize later, he noted, that by refusingryt harder, by
remaining in what he termed "the slower" reading group, and bgingf to do the

work required of him, he was hurting himself more than he was hurting anyone else
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The reasons for D'Ante's "failure,” to use Kohl's term, mighve been
personal, social, or cultural, but whatever it was, the resultslofefaypically are a
loss of self-confidence accompanied by a sense of inferiorityraigquacy. Kohl
explains,
Not-learning . . . produces thoroughly different effects; iesaglace
when someone has to deal with unavoidable challenges to her or his
personal or family loyalties, integrity, and identity. Inclku
situations," Kohl writes, "there are forced choices and no apparent
middle ground. To agree to learn from a stranger who does not respect
your integrity causes a major loss of self. The only alter@as to
not learn and reject the stranger's world. (15)
D'Ante was later able to articulate how his defiant natimdered him in academics
with teachers who espoused a traditional pedagogy and who wantedtteach
student the same, but that his defiant nature helped him succeddeticstwith
coaches who understood how to help him channel his energy and who respacted hi
for what he brought to the sport. During the interviews conddotetthis case study,
it was clear that D'Ante responded more favorably to male mékee (his coaches)
than he did female influences (his teachers). It was impodsitkeow, because he
"couldn't remember" the race of his teachers or coachesuddf race affected his
learning.
After elementary and junior high school, D'Ante noted, he "did not mse t

many confrontations."” This would confirm Kunjufu's idea that once yaueg
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become a certain age, they no longer posses the "cuteness" and
"iImpressionability” they had as little boys. When these ctile boys grow up to
become big, strong Black men, some teachers will pass the yoemdhmough in
order to avoid confrontations and showdowns (90). It was difficult to umaherst
D'Ante as "cute" and "impressionable" in the way that Kunjufu desssrand clearly
D'Ante did not see himself in that way, but he later mentionedntiaay times in
school he simply felt misunderstood by his teachers, that theeynéneer taken the
time to know him.

As a contrast to the typical high school teacher he said he en@aynte
D'Ante once talked about his high school football coach, how thishcdal not
tolerate confrontational behavior, but would give D'Ante the time ance dpaialk
about whatever he needed to discuss as long as he did so in an appraprreein
an appropriate place. D'Ante responded to and benefited from thb'scadear
boundaries, but he also benefited from the coach's more open understhatimgs
all of his players were the same and that they could not be tawugkactly the same
manner. D'Ante said, "Either | did what he wanted, or | didn't @Bay, you know,
he never asked me to do something that he wouldn't do or that hebdileve |
could do. He trusted me." D'Ante did not care if a teacher wasathin or if a
disrespected teacher did not respect him. He cared if he could not play footioall
track. It mattered what his coaches thought of him. It washletats (as well as

through his mother) that consequences began to matter.
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Athletics was a way to channel some of D'Ante's aggression,t analsia
way for him to win the "confrontations" that plagued him. In a jouematy in mid-
October, D'Ante wrote, "im a very competitive person every thohgiitry to make
it out of a competition. we can play cards or be watching a maeviiesay who can
look at the tv the longest with out blinking. you name it i just abontdmit.” If
literacy development had been a competitive sport during his secortiagtien,
or more accurately, if the culture and institutions placed as nvadlre and
expectation on literacy development as they do on sports, D'Anie'gigs might
have been different. At the time, | questioned why D'Ante's conyaespirit had
not helped him choose to learn, why he did not see a teacher'satabel'slow
reader,"” for example as a call to get better, to competeadtsometime later that |
learned the answer.

D'Ante was an average student, by his account. He made Bs ancdigh
school and he passed the state-mandated exit examinationaafiéey""attempts, he
said. However, in a class discussion late in the first semé>#ente and several
other students acknowledged "passing" through high school becausadbkgdein
sports, and, as one student noted, they passed because of their skin adbr.
D'Ante also agreed that he had been passed through high school andoieveel
it was because he was a Black man. Interestingly enough, how2¥erte also
made it a point to state that his high school was racially skveisith a 33 percent
Black, 33 percent Hispanic, and 33 percent White student population. | redrate

the time if his experience at a predominantly White univergfgceed the way he
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remembered his high school experience. Additionally, | wondered that ise
ICW peers stated that they had been passed through school becauseréhBlaek,
if D'Ante felt he had to play along, even if this scenario was not true for him.

4.3 Growth as Writer through Four Assignments

Students enrolled in the ICW course completed eight assignmentshbubug
the two-semester sequence. Each major assignment had a nunthalef writing,
editing, and revising tasks that factored into the grade for tlar @ssignment. The
rationale behind the assignment sequence was that each assignmentketalgtas
a new skill or it reinforced a previously learned skill. Marfiyhe assignments were
not typical assignments, in that they were not projects studeshtddme before, and
they were assignments the students did not expect. Four assigomitight did
not change through the three years, and those are the assignamehtstudent-
produced texts in response to the assignments) that are highlighted in thesasearee c
studies. The alternative assignments for 2004 included a sersicenlg project
with a nonprofit agency, writing to and posting on blogs, a Rogergunmeent, and
keeping a media journdll compare each student—even though they were enrolled
in ICW during different years—because they all completed thee s&oor

assignments.

% For examples of the alternative assignments usétkiICW course study, see Appendix D.

* Four of these eight assignments in the yearloiy &me directly from the common syllabus used
by most first-year composition faculty and teachiggaduate students at TCU; two of these
assignments were the same and two were modified. cbmmon syllabus ensured that first-year
composition students received equivalent learningegences across the university. These full
assignments appear in Appendix C.
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4.3.1 In-class Assessment Activities

On the first day of the semester, in order to gain a cleamsesof the
students' writing ability (apart from the summer writing reiee that | did not
administer), | gave the students two brief in-class writing tdsksed these pre-tests
not only to gauge the students' writing ability, but also to anahaey factors about
the students and their educational histories. In the first task,nssuaeote a short
paragraph that served two functions: it introduced them to the counsagement
system, eCollege, and it allowed them to introduce themselvesitcliiesmates.
While they had 10 minutes to complete the task, most students took only two or three
minutes to write their introductions. The second writing exergesea prompt-given
30-minute handwritten essay, and most students took less than 15 mmutes t
complete this. No student took the complete 30-minute period for the second task.

While each writing assignment in the ENGL 10703- and ENGL 10803-
course sequence has student-learning objectives, the two firsirdang tasks are
exceptions. The in-class writing tasks are assessment towlstharefore, have
ultimate teaching objectives. As Peter Mortensen notes, thgndesf pre-tests are
"inadequate to the task [as] such [assessments] cannot accouhe foomplex
interaction of oral and written discourse" that occurs in wrisihgations (115). By
comparing the two samples, the handwriting, and the time ontaskhacross the
student population in that classroom, | was able to learn a deahatabout each
student. | looked for several indicators in the students’ writingwbald give me a

sense of their ability; these markers also allowed me ilor tastruction to the

140



students' needs. The major points of interest in the student-produced text included the
overall organization of the writing; higher order concerns (contedéa i
development, thesis or controlling idea); lower order concerns (gpedind
mechanical issues, grammar); audience awareness; lengtieaht student took to
produce text; handwriting; and the ability to decode the prompt.

These markers, according to basic writing theorists, help an teduca
understand a student's ability to write. For example, somethingeasingly
inconsequential as handwriting can often alert a teacher tadent's academic
preparedness. The content of short writing pieces can, accordingirta M
Shaughnessy, "reinforce[e] the impression of the reader thatritez 18 'slow' or
intellectually immature. Yet the same student might be ateshircogent talker in
class" (15). She notes that some basic writers, "seem neveavéo rhade the
transition from manuscript to cursive writing, a change that begmsést students
around the third or fourth grade" (15), and this could denote an intellexinfusion
at this age as well. The intellectual development is stynti¢uisastage of academic
readiness and that shows in the student's handwriting. It is impddakeep
Shaughnessy's notions in mind, although today they may not be quitevastrele
they were in her time. With the importance of the No Child Befhind Act and its

reliance on state-mandated tests, and the directive from schootistdators and
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state legislators that students pass these tests, public seholeérs do not always
have the time to teach cursive handwriting, so they rarely teach ifat all.

Conversely, using in-class writing texts can be problematic namaber of
ways—if that assessment is the only marker of a studentity atut example—but
in-class writing exercises can be useful when understantiegwvay a student
approaches a writing task. Using the in-class assessmanmtgersations with
advisors, and the out-of-class assessments (the writing samaglEs over the
summer), allowed me to triangulate the information receivenh fand about each
student. | was not relying solely on one piece of information to statet the way
the students in ICW constructed texts. Since 2004 was thedias the university
offered the ICW course, | had no clear expectation about whatutienss knew or
what they needed. These assessment tools proved to be invaluable.

The assessment prompts also had an intentionally positive focus about
writing. Students do not usually realize it when they see thisgirdoat this positive
statement sets the tone for the semester and the fact ttiag) & not just what the
student might have experienced in the past. After the 2004 class, hpiveveoved
the last line of the prompt, "Please conduct yourselves acctydirag this line
assumed the students would behave badly, would write the wron@maguld say

something inappropriate. This one line negated the positive toneé $dtafor the

®> Depending upon the school district and its avégldibnds for computers, teachers often teach
keyboarding skills instead of cursive handwriting.
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initial class meeting, and indeed, for the semester. Thisrstatecould also have

caused students to perceive me as having a bias against them.

First day of class: Self Introduction

"Please tell us a little about yourself—where you are from, your major
and minor, your hobbies (if desired), your family (if desired), and
your hopes (or concerns) for this class. Keep in mind that this is a
public forum and what you write will be visible to everyone in the

class. Please conduct yourself accordingly."

Fig. 4.1: Self-Introduction Prompt (2004)

D'Ante wrote his self-introduction in just a few minutes as heveag little
difficulty navigating the often-cumbersome course managemetdgnsysand since
we were in a computer lab, he turned his attention to the InmdeESPN when he
completed this first task. This is D'Ante's self-introduction to his classfia
Im that cat with the throwback and the matching hat. who got the lac
the the system in the back. and a gac to make the hattersastgy a
from him, cause he dont really like them he like to bust at them. a
playah thats slim but i got some muscle. if i want it i gefuse im

out on my hustle

¢ D'Ante's athletic academic advisor (who asked taubeamed in this dissertation) translated this
introduction in October 2007. The translation isbatim and has not been edited: "I am that person
who wears ‘old school jerseys' and matching teainltdrive a Cadillac with a loud, nice radio or
sound system and a gun to ensure jealous peopje tke& distance. Because | don't like jealous
people, but | like to shoot at them. | am slim ldrk out. And if | want something, | can get it
because | am willing to do whatever it takes (legallegal).”
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D'Ante produced a text | literally did not understand, nor was ittbatl
"expected to see,"” to use David Barton and Mary Hamilton's noticexpécted
literacy (427). | had expected—and indeed, received from D'Ack@$smates—a
paragraph that supported the literacy practices of the (uniyersstitution and that
recognized the power relationship between students and me. As,itmyaswn
stereotypical beliefs about student (in)ability clouded my pensgectVhile the
paragraph was a way to introduce himself to his classmatast@nsled audience), |
expected, as most first-year students also expect, that | weutds audience (his
real audience). D'Ante had written what | had asked him to.wHigedid not write
what | had expected (but left unstated).

On the other hand, D'Ante's introduction paragraph supported the
stereotypical notion one might have of him if one were only to looknat Hine lack
of expected form and structure in this one paragraph demonstratectiandgfiof
skill in writing in an academic environmenin spite of this, in this one paragraph
D'Ante also asserts skills in a poetic rap register thatreative though non-
academic, creative though formulaic. While the rap registeisiswn, many of the
words of his introduction are bits and pieces of rap lyrics. Byremding his text
closer and by not reading his text out loud, I initially missed oh¢he most
important aspects of his writing, an aspect that D'Ante understend keenly:
audience. As Robert Leanmson writesTininking About Teaching and Learning:
Developing Habits of Learning with First-Year College and Universityd&its

speech in oral cultures is quite different from the speech ineauad D'Ante's
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speech could be described as "performance" oriented, intendeddbta# hearer in
some way (27). When read out loud, one could hear the performatitivy.
Additionally, the rap register, according to Dierdre Glenn Pallpwa culturally
appropriate and relevant pedagogical practices to exist imssrobm of ‘'urban
centered' blacks and Latino youngsters . . . with literacy develappractices that
advance critical thought, and comprehension of cultural dynamics" (247).

The almost complete lack of punctuation and the lack of capitaidett¢his
short paragraph made his introduction almost incomprehensible to someone
expecting Standard Written English. It was incomprehensible tdisi¢égacher, but
then, | was not the intended audience for that paragraph; he viawirigl the
prompt, and he introduced himself to his peers. The majority of his pe#nis class
were African-American male student-athletes with backgroumdias to his own.

In the 2004 class, of the total 16 students enrolled in the cddifsate was one of

13 male students, and he was one of eight African-American statihbeties. D'Ante
had a good sense of his audience and what language they would undearstalmel,
used that language. However, D'Ante also used language totsejpiangelf from
authoritative figures around him. Although | did not understand it then, this
separation from authority also demonstrated his unwillingness to coritortime
academic culture.

Min-zhan Lu, in her essay "Writing as Repositioning," notes thatet are
two common resolutions offered to students who show such signs of dissdtrenc

type of dissonance D'Ante exhibited): one, she writes, is to "eagewstudents to
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conform to academic ways of thinking and writing at the costjettiag all other
discursive forms" and the other "recommends 'biculturalism,” whicm ofteans
becoming discursive schizophrenics, writing alternatively as adeacic' and a
'black’ or a 'suburbanite' as one 'moves' in and out of the aca@@myD'Ante was
able to move between cultures, and unfortunately for him, many of dubetes,
including me, had never recognized that he had this ability. Afterpleting the

introductory paragraph to their classmates, students completed the iassags

First day of class: Writing Diagnostic

"In a short essay, tell me about your experiences as a writer. Most of
us can remember a negative experience, but today I want you to
focus on the positive experiences you have had with writing. Tell me
about a situation in which YOU were proud of your writing. What were
you writing about? What kind of process did you go through to

achieve this kind of success?"

Fig. 4.2: 30-Minute Writing Diagnostic Prompt (2004)

It took about 15 minutes for D'Ante to write the six sentences imfakass
handwritten diagnostic essay. Figure 4.4 shows the amount of temteDoduced
in this one writing exercise, and it shows his handwriting. In ékercise, D'Ante
wrote about his love of rap music:
As an infant my mother would clean our house listen to rap music or
rap videos. As she cleaned | would listen and find myself rapping or

dancing w/the beat. | continued my acting for several years luntil

146



realized | wanted to be a rapper. At the age of 13 | wrotéirstyrap
song pertaining to school. As | kept on writing | could see mfy sel
progressing; so thats when | decided | wanted to be a rapper. Mot onl
was | proud of my music but family, friends, and the communityewer
also proud of it.
The dramatic differences in style between this piece ofingriand his self-
introduction to the class were startling. One audience was his weere he could
be more informal and use a language that was comfortable tonkiirto ahem, and
the other audience, for the other piece of writing, was his teacl®re he
formalized his writing by adding punctuation and by using complete sentences.
D'Ante mostly prints his in-class essay and that makes thegveasy to
read. He had small handwriting; his six sentences only fillinghgutaone-third of
the unlined paper he used for his essay. While his writing wasdexuate by
academic standards, D'Ante knew how to address each audience, andvadker
ability present that his teachers might not have been acknowledg#e ipast.
Indeed, D'Ante displayed a keen sense of code switching inghegges. Gone was
the poetic register of his introductory paragraph, but he repléagédvith another

voice, a more academic voice.
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D'Ante

ENGL 10703 (in-class writing)

9 In a short essay, tell me about your experiences as a writer. Instead
of focusing on the negative, tell me aboutl a situation in which YOU
were proud of your writing. What were you writing about? What
kind of process did you go through to achieve this kind of success?
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Fig. 4.3: D'Ante's Writing Sample

In this sample, D'Antwrote about the stages of his life with seeming «
usingtransitional phrases that would keep his readenectied to the writini The
paragraph containesbme senten-level errors, but those were min@'Ante editec
himself through this short paragraph, changingate he became interested in
music from 10 to 13. It is unclear from this oneange if he changed the te
because of a simple writing miscue, or if was rnegdhis history for greateimpact.
He crosses out the phrase "seven years later,"'onoé the transitional phrase
gone, he stops writing. It is unclear why he stappeiting at this point; he coul
have thought he was out of time or he could hawgplyi become bored with tt

assignmentUnlike most other students in the course who shiftee prompt fron
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success in writing to success in athletics, D'Ante was tabsay on topic (which
would become increasingly difficult for him). It was in this queragraph sample
and from his self-introduction that D'Ante's need for recognitionrbeceaear. He
enjoyed the attention he received from writing and rapping, he waotkeattention
from his "family, friends, and the community" was important to him.ufderstand
D'Ante and his unique needs and talents, took significant reflection.

Suddenly, D'Ante's first day posturing of the street-thug who diavaaot to
be in an academic classroom, a composition classroom, did not seersaudlid,
or at least it seemed contradictory. Even his writing sasrmqmatradicted each other.
D'Ante wanted others to recognize him, to know him. He wanted annaedi€he
writing samples are effective first day exercises adrnaresl under a controlled and
contrived situation. These writing samples did motnediatelygive me any real
insight into his character or his ability to communicate.

4.3.2 Autobiographical Haiku and Literacy Autobiography

In order to help students focus their writing on a specific timewant,
students in the ICW course began the semester by writingracht autobiography in
which they explored their histories as readers and writers sitltents were to be
selective about the events they chose so they would not be tetaptede about
their entire literacy history. To help them be selectivetanfdcus their thinking on
just one event, the students first wrote an autobiographical hakedlon a column
in the Washington Pojt In the autobiographical haiku, students wrote about one

moment in their lives that in some way defined how they samgbklves. They were
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to use an example of how literacy defined them. Similar todhstaints one might
use in a traditional Japanese haiku of three lines and 17 syllabidsnts could use
no more than 100 words, so they had to choose their words carefully, fladyght

for greatest impact.

Autobiographical Haiku

"Every Sunday, the Washington Post publishes a column, 'Life is
Short: Autobiography as Haiku' in their Style section. In 100 words or
less, Post readers write pieces that give insight into their lives. I'd like
you to do the same. In 100 words or less, provide a glimpse into who
you are, how you identify yourself using one moment in time or one

single event. Use literacy as your lens."

Fig. 4.4: Autobiographical Haiku Prompt (2004)

This short assignment included three main objectives: students should have
been able to demonstrate their ability to write one focused pphagleut academic
literacy, they should have been able to follow the writing prompt, aeyl should
have strengthened their use of Standard Written English. The Autgiiicak
Haiku assignment was worth 10 percent of the Literacy Autobiography unit grade.

The autobiographical haiku is an example of a simple assignméteaiches
an important writing skill—writing about one focused subject. As withoat-of-
class assignments, this autobiographical haiku went through pesawravd in-class
workshopping. Students read Anne Lamott's essay Booh by Bird "Shitty First

Draft" before they began this writing assignment. Reading L&nassay
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encouraged the students to understand drafting and the processnof Wihe essay
helped them understand that they should not expect their writing tafleetpMany
of the students had the mistaken notion that "good writers" produdedtpext the
moment they sat down to write.

The same day students received the assignment, | took photogragth of e
student that would supplement their haiku, and we used the photograptieerin
graded and ungraded assignments throughout the year. D'Ante's bold imgd dar
facial expression in the photograph (signified by the lack cfnale and the
seriousness of his expression) seemed to coincide with his waitiogt himself.
Indeed, the tone of the haiku mirrored his expression in the photograph. ikhe ha
however, did not follow the assignment. Instead of writing about a moment in his life
that concerned academic literacy, D'Ante wrote about hims&it B D'Ante's
autobiographical haiku:

I'm diabolical, exquisite, wise, generous young man. I'm exquisite
because God created me and no one else is like me. He created m
tall, dark, and handsome. God blessed me with a talent to be athletic
He just blessed me in more ways | could say. | believe inreelpi
individual out when they're trying to help themselves. I'm wise
because | listen. My mother gave me excessive knowledge about the
world that | go by for example: don't burn your bridges. I'm diahbli
because | will hold a grudge. My advise to everyone don't cross my

path the wrong way.
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While D'Ante ignored the prompt to write about academicddgr he did
display significant bravado in his haiku: he knew himself and his abiliteslidHnot
shy away from them. In fact, he acknowledged his own wisdom anusalRy
calling himself "diabolical” in the first line of his haiku, and &yding the paragraph
with advice to "not cross my path,” D'Ante also provided a framdiegary
convention—for the short paragraph that set up boundaries for himselbrahd f
reader. If a teacher only looks for a standard academic formitoigua paragraph,
for instance), or looks for the lack of sentence-level errors, tehée could well
miss the sophisticated writing strategies that D'Ante engployiowever, he still
needed to learn to follow a writing prompt, to follow authority.

The autobiographical haiku is a precursor to the first formal awcade
assignment of the semester: the Literacy Autobiography. Myrai narrative about
the self is not typically difficult for students in the ICW cayras they know
themselves and their histories. Many of these students know whadtheyell
(athletics), and they are typically at ease to discuss and afout those things.
What is difficult for them—and indeed, for many first-year stuslefis producing
focused writing. Throughout the year, D'Ante routinely shiftedgagssent prompts
to something else, often to something easier, to something morestimgrto him.
Underprepared writers like D'Ante can have different responsesttogaprompts.
Ignoring a writing prompt might mask a student's lack of experiendecoding that
assignment, particularly when that assignment involved academic watirtgmight

be a defiant move, a move of resistance. Ultimately, though, ®'@ddtnot meet all
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the objectives of this assignment. He was able to write addgoaragraph, but his
work was off-topic. Through revision, peer review, and conferencesuge of

Standard Written English improved. After producing the autobiographickl,hai
students took the skill of focusing on their one subject to theirassignment, the

Literacy Autobiography.

Literacy Autobiography

"Write an essay in which you explore your history as a reader and
writer. Rather than tell your entire story, from learning to recognize
the alphabet to your current experiences in college, select important
events based on some larger point you want to make about language,
literacy, community, and identity. (Start with a question or problem
you want to explore. Think about your Autobiographical Haiku as a
place to begin). Your final essay will be 5-pages in length. We will

workshop this essay and we will have two forms of peer review."

Fig. 4.5: Literacy Autobiography Prompt (truncated) (2004)

After completing this unit, students should have been able to demenstrat
their ability to define literacy in terms of reading and ingf to make a strong point
about how literacy experiences shaped them as individuals, to beoabléer
concrete and developed examples to support claims about litenalctg atrengthen
their use of Standard Written English. The Literacy Autobiografdayd all
associated work in this unit) was worth 20 percent of the overall semester grade.

The first half of the semester, particularly with the fiestsignment, the
students had the opportunity to demonstrate basic writing and essayucio st
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skills: thesis statement, topic sentences, paragraph construati@ductions, and
conclusions. Students also began to use tools that would help them @bihigirto
produce academic prose: brainstorming and invention activities, mutiples of
peer review, and reflection strategies. In fact, the Literacy Aogpoaphy assignment
is a writing task that asks students to think back about theirngpadhid writing
experiences and formulate a theory about how those experiencesdddfem as
students, as citizens of a culture, or as members of a commiLitetacy narratives
have significant benefit to students, and according to Mary Solithey, place
"writers at crossroads between worlds (their current world taant remembered
world)" (512). She states that when writers evaluate their iexpers from an
interpretive perspective, they achieve narrative agency byowdsng that their
experiences are, in fact, interpretable. Literacy narragx@and students' sense of
personal agency, she says, when they discover that through their own stories they can
engage in a broader critical dialogue with each other. Solgaght when she says
students can engage in critical dialogue with each other, butafirsist needs to
develop between class members. While D'Ante and his peers wantdll &baut
themselves, they were not comfortable or confident writing aboirtdkperiences,
as others would read (and possibly judge) that writing. As &,clas engaged in a
significant amount of reflection, private and public, that encourajadents to
understand that they each had similar experiences and fears, that they vadwaeot
The reflection activities were difficult for some ICW studewhile student-

athletes frequently use reflection activities in their spdmsy fire not accustomed to
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using reflection in their academic work. They watch films aamk$ of games and
performances, learning what they did wrong (to not commit that again), or they
are learning what they did well (to repeat that action)rdfoee, reflection was not a
new experience for most of these students, but writing about the reflectioBanutys.
in the year, D'Ante struggled greatly with reflection actegfiagain resisting what
was required of him. He did not trust his peers, the process, or rflectida
activities encouraged him to open himself to others (and to H)naetl he did not
want to do that.

After multiple drafts, a one-on-one conference with me, in-gass review,
and whole-class workshopping, D'Ante submitted his literacy auta@pbygr | have
included the essay in its entirely here to not only demonstingtevhole of his
writing, but also to demonstrate his deductive writing stylecelagain, D'Ante did
not follow the prompt, to write about academic literacy. Insteafpdiesed on street
literacy, what he termed "morals.” At the time, it wasdhto know if D'Ante's
resistance was to reflection or to authority. He later statgdche felt the information
he provided in his essay was much more important than the informatipnotingt
requested. D'Ante's literacy autobiography, in its entirety, appears in Apgendix

While he changed his essay topic and wrote about "street Vitarestead of
"academic literacy," he was able to make points about how his kihgsvief the
street helped him survive. He offered concrete and developed exam@epport
his claims. His use of Standard Written English improved, but hid wloice and

his tone were not in an acceptable academic register.
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Using narrative techniques, D'Ante constructed his literacy autampbygr It
was not particularly linear and it had more than one focaitebet D'Ante provides
some unique details to his story—his nuanced definitions of "see"|@okl'“for
example, which take more than one read to fully comprehend and dae imore
sophisticated than the prose constructed by many first-yeaposition students.
Once | recognized his story-telling ability, | was able to lagkin at his work and
evaluate it differently, understanding, of course, that | would havertstruct future
assignments that would anticipate this writing strategy. Wewen order to keep
D'Ante (and several of his classmates) from failing the epuirmodified assessment
criteria to match what the students had done. As much as | |dara@ticipate his
narrative form, | also understood what he would need to produce acadetimg in
his English course and in other classes, and that other inssructight not
appreciate his episodic writing style, the tone of his writinggv@n his choice of
words.

4.3.3 Position Essay

By the beginning of the spring semester, students in ICW weré moce
comfortable and confident in their writing abilities. After stgrening their use of
writing strategies such as brainstorming, freewriting, and wgrikhrough many
smaller, low-stake writing tasks, the students moved to the seeomester where
their writing tasks shifted from writing about themselves taimgiabout subjects
that interested them. The students also began to write in a maral facademic

genre, often using outside source material. The second half o€Wecburse is
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more in line with the traditional first-year composition courgéhile students
engage in paraphrase and summary activities during the firsifithé course, these
texts are typically popular culture periodicals or texts found onlritexnet. The
second-half of the course focused more specifically on writirag iacademic genre,
and this meant learning how to find, read, and evaluate scholarly dacagtmnces.
The position essay, as a basic argument essay, sought to incorhase skills

through analysis, summary, and paraphrase.

Making Knowledge by Taking a Position

"Write an essay in which you assert and support a position on a complex
issue, using all of the elements of academic argument we have learned in
class. Your purpose in this essay is to persuade an educated audience that
your position is reasonable and worth consideration. To do so, you must show
that you know the opposing arguments and acknowledge their validity as well
as provide authoritative evidence (ethos, logos, and pathos) to support your
position. Your final essay will be 5-pages in length. We will workshop this
essay and we will have two forms of peer review. You will use three scholarly

outside sources (not the Internet), and a Works Cited page is required."

Fig. 4.6: Position Essay Prompt (truncated) (2004)

After completing this unit, students should have been able to demenstrat
their ability to take a stand on a controversial issue; to l@adeselect appropriate
material from the university library (databases and phydimak stacks) and
Internet; to draw generalizations from multiple sources (edgntify common

"issues" after reading multiple sources); to present diffgperspectives on an issue
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fairly; to summarize, paraphrase, and quote sources using apprdpgataentation
style; to integrate their own language with the languagewfss; and to strengthen
their use of Standard Written English. The position essay assngriaral all related
course work in this unit) was worth 20 percent of the semester grade.

Since 81 percent of the students enrolled in this course were saidienes,
and in order to help these students see beyond themselves ass ahigtas
individuals who had interests outside of sports, | limited the s@bjbety could
explore in this position essay assignment to exclude anythingrepaided. (Students
who were not actively participating in a sporting event or spatisccould write
about sport-related subjects if they wished.) Anabolic steroicimemg professional
athletes is what precipitated the ban on essay topics. On theedayamstormed
essay topics, 10 of the 16 students chose to write about the usdwuse use of
anabolic steroids. | wanted the students to write about a subjeattérasted them,
but they needed to move beyond a subject they all had researched Asitdedrom
sport-related topics, the students could chose almost any contrbesssigl subject
they felt strongly about and one in which they could argue for arspeetive of this
issue. Of the 16 students, D'Ante was the only student who challethige
requirement to modify essay topics.

He initially wrote his draft essay on the abuses of anabdioids in track
and field, defying the class mandate that students not write #fisusubject or
anything else sport related. | gave him an option to revise &fsedisay so he could

participate in peer reviews, conferences, and so he would not faissignment. In
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his second attempt at this essay, he wrote about the legalin&tstreet drugs, but
the writing was slow coming. He would submit one paragraph or one(pbgdive-
page essay) for peer review or conference review. Aftewaneeks of work, he
finally had enough "parts" to construct a complete essay.

While D'Ante's essay is a challenge to read in spots, halado do what
many students in the ICW class could not do: produce text, etendiid so slowly.
He met the required essay page length of five pages. Moretanggy however, he
made a convincing argument for the legalization of drugs. In mayg, this essay
proved D'Ante to be anything but an "underprepared" writer. He coulé be
disinterested writer, and he could be a lazy writer, but he cortd when he had
something to say. He was, to use Marilyn Sternglass's termovice writer" (5).
While D'Ante's argument was convincing, a reader would stieha struggle to
understand the prose.

In this essay, D'Ante used the required number and types of outside sou
material. He did not always cite his sources appropriately, eudith use them
effectively. In other words, he had control of his sources; the a®ulid not control
him, as is typical with many writers as they begin to incafgother texts into their
work. Many basic writers (ab)use source material to makensl#éney could make
themselves, but they do not trust their own voices. They want tomelye voice of
experts. D'Ante did not do that; he used his source material to shppoldims. His
claims were not always clear, but they were his. For examlen discussing the

legalization of certain drugs, D'Ante writes,
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People that are against drugs are quick to say drugs aréuhand
the reason to why drug users kill. A lot of researches hase thene
over drugs. Scientist have found drugs to be helpful to people, and
harmful to those who misused them. 'Any drug can be used
successfully, no matter how bad its reputation, and any drug can be
abused no matter how acted it is '(Trebach 255).
D'Ante tried to conform to proper MLA documentation style, and he had many of the
same challenges that most first-year students make when dougrtéeir sources.
In the example above, the dangling quotation is common in firstyyese, but
D'Ante knew that the quotation would support his claim about drugangehe cited
the source properly. The point is that he tried to do document his soarite way
that was required of him. However, while he tried to incorporatexncitations, he
did not include the required Works Cited page for his essay even theigdiad
discussed in class and in conference sessions how to do one and why it
important.

D'Ante used hiethosas a health-conscious athlete to lend credence to his
claims, and he used his experience with illegal drugs to enhasmceeklibility. For
example, he writes:

Sports cause stress for some individuals. A lot of time when
individuals are good in a sport, they tend to get looked at by
numerous of people. If they perform well they get praisedhaf

perform poorly they get cursed. So to get through this, they take som
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kind of substance, and most of the time it is tobacco. It's alfatt
tobacco kills more people a year than drugs. Studies show that 65 of
youngsters are current cigarettes smokers (Miller pg4).

As this paragraph demonstrates, D'Ante had a difficult time kedmsg
writing under control as his topics shifted from sentence to sentéfiaée his topic
was interesting, and it was clear to me that he had done seesaie and thinking
on the subject, he had difficulty forming focused paragraphs. (Uiobiagraphical
haiku was structured to help him learn this important skill.) Hisgraphs would
contain multiple subjects, but since the subjects were relatedangantial way,
D'Ante kept the subjects combined. The ideas are clear—he wriédegear manner
about stress, athletes, "trash-talk," substances used for reflesse, tobacco as an
example, and the dangers of tobacco. His logic is clear, but pé/sieeded to slow
down and take on each subject individually. At the sentence-level, Ds&ntggled
with pronoun confusion, the use of contractions, homonyms, and slang speexch in hi
writing. As D'Ante worked through the essay and became more andeaxdted
about his subject, the more his written voice lost its formalityother words, the
more he wrote, he wrote like he spoke. This one paragraph représenssues
D'Ante had with his writing, and it demonstrates his tendencwrite quickly,
striving to get as much information into a sentence as he can:

Drugs can be very dangerous, whether they are prescription or
not. One over dose and the out come can be fatal, brain

damaging, and a negative turning point in some one life. Drugs

161



can make a person go from rages to riches, and riches to rages.
Most jobs have drugs test. An individual could have a million
dollar job, and a happy family. If that person fails that drug test,
he could loose his job. | done witness what wet (weed dip in
embodiment fluid) do to people. It makes them think they are
people that they aren't. I've seen people stick there heads thre
windows, and jump off a house when they smoke wet. Some
drugs make people engage in activities they wouldn't normally do
if sober. There are pills that make a person unconscious of what's
going on around them. There's this one pill called a Mickey. If
you put a Mickey in a person beverage, and they drink it, they
become unconscious. When they become unconscious, a person
can do what every they desire to that person. That's how a lot of
date rapes or occurred. So why am | for the legalization gfs@ru

It's simple. You choose the path you walk.

D'Ante did not fall back on that tried-and-true writing form matydents

learn in primary and secondary schools: the five-paragraph éa8ale there is

nothing inherently wrong or incorrect about the five-paragraphyepsa se

standards for first-year composition at TCU expected studem®ve beyond that

formulaic writing style. Still, for many students enrolled inNCwriting formulas

proved to be very helpful. They needed the models of appropriate acasletimg.

D'Ante did not need or want the model. In this assignment and throutiieowear,
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D'Ante strove to break out of the status quo, or what he consideredtiemio. He
attempted to move beyond the formula on his own. He gained contral wbibe by
using a method that Rebecca Moore Howard calls "patchwritinfh fsource
material. "Patchwriting,” she says, "involves a processeaigoable to selectivity
choose texts that one wants to interact with, which could be consiléegdimate
part of the learning process, regardless of whether those aextsited properly”
(215).

D'Ante was learning that there were other methods and othes styl
writing, of communicating. His understanding of writing, the procésariting, and
way it allowed him to communicate was surprising based on thed&igswriting
assessment activities. D'Ante strived to control his work, but whdmteassion
about a subject, he wanted to write as much as he could about his shogeanh as
quickly as he could. He wanted to prove to his audience (his teachesppethat
his knowledge, thigthos was based on research and personal experience. Again, he
demonstrated his need for acknowledgement.

Unlike most of the assignments D'Ante submitted for gradespdsgion
essay did meet the objectives of the assignment. While he suggine with the
topic of the essay, he did take a stand on the legalization of dixegs, and he
found appropriate source material to support his claims. He waaldésto integrate
his own experiences and lathosinto the subject. Peer review, conferences, and in-

class workshopping continued to help D'Ante improve his academic writing style.
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4.3.4 Rbhetorical Revision

As the last graded assignment for the academic year, stusr#isucted a
rhetorical revision of their position essay. The revision could bérnost any form
they chose, but the medium and the audience had to change from thieeynesed
for the position essay. Common rhetorical revisions might shiftapie from the
traditional academic essay to a billboard, a television comaheacbrochure, or a t-
shirt. Students created the revised text, they planned aass-ptesentation of that
text, and they wrote a two-page essay defending the rhetochoades they made

revising their position essay to another object.

Rhetorical Revision

"This assignment requires you to revise your position paper from Unit 2 for a
different medium and audience. How would you express this position if you
were making a commercial, designing a billboard, writing a popular song?
Then, plan an oral presentation for your class in which you will share your
rhetorical revision. Finally, write a 2-page paper in which you explain how
you revised your position paper for this new audience and medium and what

you learned from doing so."

Fig. 4.7: Rhetorical Revision Assignment Prompt (2004)

After completing this unit, students should have been able to demenstrat
changes that reflect a writer's concern for a specific aodjeto exhibit changes
appropriate to an alteration in medium, to express a position¢liade evidence to

support that position that is appropriate to the medium chosen, to bplaveied,
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and to communicatéhe write's position clearly to the audiencéhe Rhetorica
Revision assignment was worth 10 percent of theesésn grad

As with most other assignments throughout the y@'Ante did not conforn
to the assigned prompand he had difficulty achieving the statedectives of the
assignmentinstead of producing a rhetorical revision basedhsnlegalization o
street drugs, his position essay topitAnte produced a poster (a mock billboe
aboutthe uses and abuses of anabolic steroids by aha subjectthet had been
banned for students in this class. It is importeEntecognize here that D'Ante
continued changing of assignment prompts to saibkin interests was problemar
It was "showdown" behavior. However, in teachinge onust choose which bas
to fight, and since he did the work and since weewat the end of a very lor

academic year, | chose not to confront him aboaie§signment chang

Fig. 4.8: D'Ante's Rhetorical Revision
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While the look of this poster/billboard may seem overly simpligsd@nte
made some conscious rhetorical choices in constructing this neixheawas able to
articulate those in his presentation. He chose the red backgrourididte because
red "gets your attention” and "it reminds me of being reallyyahdhe cartoons he
chose to display on his mock-billboard were inclusive of a number ofssport
football, baseball, track and field. The editorial and political cart@mkgraphics
came from a variety of publication types: newspapers and magaziree
periodicals represented a broad range of people who might be @dgdactsteroid
usage, from children to professional athletes. D'Ante's keen undakngfaot the
controversy surrounding anabolic steroids allowed him to produce ah&gxtduld
reach a broad audience. He discussed this controversy in his @@htateon—and
he alludes to the controversy in the title of his poster, "StecoLive or Corrupt the
Sports"—that steroid use by professional athletes can makdiatNents even
more exciting. "Men run faster and are stronger," he sdmsgtresentation, "[The
athletes] make and break records, and that brings fans and moneleirgpott.”
Conversely, he understood how the issue of anabolic steroids could destroy
corrupt the game by, as he said, "making it all unfair for theofess and for those
who watch us." He also noted how much children look up to and admire jpwo#dss
athletes, and in his presentation he described how young boys, lookimgnt like
himself and the other male student athletes, would be tempted tosalstvugs and
to cheat their way into record books and halls of fame. Integhgtiaven though

this ICW course had two female athletes enrolled, and allegatierss common
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during this time of Marion Jones's steroid use during the 2000 Oly@aines,
D'Ante did not consider female athletes a part of the athlete group in his billboard.

For the class presentation, students were to dress professidvaly.
students wore their regular, everyday clothes of shorts, t-shijgsis even though
they owned nicer clothes. (Student-athletes wear slacks and jspgkets when they
travel with their teams.) On his presentation day, D'Ante viateek pants and a
white button-down shirt. Even in his presentation, D'Ante demonstrasedlltor-
nothing spirit. There was no gray area for him. He would follow anstldéection
or direction from his peers if he felt that direction was important to him.

The objectives for this assignment should not have been difficult &. me
Since this was the final assignment of the yearlong course,nstulad much
practice in writing to multiple audiences. Even though D'Ante ignoreoesfent of
the population when he devised his poster, excluding women and girls ascaudie
members, he tried to stretch his definition of who might be irtetas collegiate-
level and professional sports from only male athletes to boys who might betederes
in sports.

4.4 Student's Perception / Reflection

As a final exam in the yearlong ICW course, students wrotBeztiee essay
about the activities, projects, and essays they wrote that indptoeten the most
through the yearlong course. The students received a list of thetiobg of the
course and the major and minor activities that were assigriedrtoduring the year.

A truncated version of the assignment appears here.
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Final Exam

". . . Please write about how your personal view about writing has changed
over the semester. Use examples from your work to elaborate. What are the
dominant patterns that emerge from your work? What has been the most
meaningful to you? Where did you learn the most? Why did you choose
these four or five items? Where have you found the most growth and
development as a writer? Keep in mind that this is not a 'I like this' or 'I
didn't like that' kind of essay. I am looking for synthesis and reflection
between your texts. The essay should be five-pages long and is due on the

final exam day for this course."

Fig. 4.9: Final Essay Exam Prompt (truncated) (2004)

After completing this final exam, students should have been able to demoth&iate
ability to synthesize four or five items around a common theme, towfdhe
prompt, and to use Standard Written English. The final exammwas 10 percent
of the overall second semester grade.

Earlier in the year, reflection activities had been diffi¢ait D'Ante, but by
the end of the academic year, May 2005, he had become more comfartétide i
academic setting, with me, with his peers, and with the procesgased of him in
a collegiate classroom. For his final reflective examinatiocAnt2 was able to bring
together specific activities and objectives of the class ffedttad him the most. In
his final exam, a five-page essay, he wrote about himself athkte and how that
athlete can become "smarter." An athlete becomes snigrtéwanting something

more of myself . . . by making some changes in my life." Tamehts of the course
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that helped him the most, he wrote, were writing about himedlf@ading the Anne

Lamott essay "Shitty First Draft." About Lamott's essay, DeAmtote:
Threw out the course, | have learn different method to help improve
my writing skills. The Shitty First Draft had to be thesb&r me. |
use to try to write my draft with no errors, not knowing the true
meaning of a first draft. | thought that was how a draft was sugpose
to be done. When | read Anne Lamott paper on her troubles with a
first draft, that help me a lot. It helps me knowing that yware
struggles on a first draft. Reading how Lamott let her fingake
control, and the next day make her correction help me out. | strongly
agree when she said, "just get something down on paper". | use to si
down for a long time, thinking how to get a good start. Lamott
problem getting started was having voices in her head. . . . Soreetime
when writing, | tend to go back to my old habits. When that happens |
just remember Shitty First Drafts. | use to get frustratdein people
bragged, on how easy writing was to them. | would think why it isn't
easy to me. But when | read Shitty First Drafts, Lamott akigood
writers have them, which help me out.

D'Ante did address his frustration in the course and in the waylththde
assignments limited him, and then he wrote about why he did not ftiipwrompts
on most assignments, a constant source of concern for me and antcgnstke

reduction for him. "I wrote about what | wanted," he noted, "becausd bbiien
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discombobulated" when reading the assignment handouts. This supports ¢he noti
that underprepared writers often have a difficult time decoding adade
assignments, and that as faculty, we should be more cognizant Gcthisf skill.
Instead of asking for clarification, he did write what he wantedrite, but he tried

to stay in line with what he understood the assignment to befriigation he
experienced was soothed when he spoke with me about his work, but & was
conversation that | initiated. He wrote, "l stayed [aftergjlasmd talk to you, | was
headed down the right write path."

One formal essay assignment stood out for D'Ante the most, the
Autobiographical Haiku. He felt the assignment was "fun and easyatathe same
time pointless." Looking back on the assignment, he remarked, "ismast and
helpful. . . . The haiku was also entertaining. It kind of upset mvanted to brag on
myself. | made the haiku harder than it was. | was trygngt so much flattering
word down about myself. 17 syllables [or 100 words] wasn't enough toilsesc
myself."

It was a difficult year of resistance and showdowns, but ulgindd'Ante
was able to learn to focus his writing more than he had, he dedebstronger
academic voice than he had previously, but he also recognized thag Huglrole of
student to the definition he had of himself was not all that badnt®'Anded his
essay, "It didn't make sense to me why you always asked wh#tonght about
certain things. Now | understand everyone is going to have theremwion about

things." D'Ante needed to be heard, and because it had happened so infrequently
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his academic experience, he remembered when it happened in this bArge
felt heard in the year we spent together. Whereas previously chexperienced
language and language teachers as divisive forces, he found irladssoom—
where his opinion was valued—that he had something significant and imptrta

contribute.

4.5 How Sports Involvement Impacted Student Learning

For many student athletes, academics take a secondary tbésritives, as
athletics are a primary responsibility. D'Ante was this tgpestudent-athlete. He
understood that the only reason he attended TCU was his athldiig. &ks a
participant in an Olympic sport that was in season most of Haeadc year, D'Ante
had as rigorous a training schedule as most student-athletes chwolvevenue-
producing sports. His daily practice schedule did not interfete tvé ICW course,
but his travel schedule did, particularly in the spring semeédétaile he could not
fail the course based solely on absences, as the majority atbbences were
university-sanctioned, the quality of his work suffered because he hdukantin
class. D'Ante was caught in one of the most common student-atialese What is
his role at the university? Is he a student? Is he an athtfiete&thletic ability got
him into the university, but his academic ability would have to keeptlhare. He
entered the institution behind his peers in terms of his acadepparpdness, yet
coaches, staff, and faculty expected him to be able to coniptetecademic work
with little extra assistance and still compete at a vegi kevel. "The institution let

them in and it was up to them to stay in" was the common semitifrom faculty
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across campus about students like D'Ante. Yet for someone like D'Ante
underprepared and overly defiant, succeeding in academdcathletics by himself
would be an all-but-impossible task.
In the spring semester 2005, D'Ante missed five weeks of itistnu¢l0
class sessions) mainly due to out-of-area track meets, buadhbad an injury and a
death in his family. Since most of these absences were univeasityioned (sport-
related travel and sport-related injury), the time he misseddaoed be counted
against hinf. He was allowed to makeup any missed work, but without additional
(time intensive) instruction, he was unable to adequately compketgdrk required
of him. Even though the Athletic Academic office at TCU require8ini® (as well
as most other student-athletes) to spend approximately 10 hoursepkrin a
mandatory study hall, D'Ante could not do by himself what was stecttiordo in a
classroom environment. He struggled to complete the work. He ofterd turries
assignments incomplete and not always to the best of his alieaidyg ability, but
he did attempt to do the work required of him. Some faculty m#t @Ante
privately as much as his (and their) schedule would allow, but giwstimgs with
coaches, trainers, doctors, and advisors (meetings he did not feeilti@wer miss),
he did not always have the available time for additional academic conferences
During the spring semester, in the midst of his sport-relataeeltrand

between all his missed classes, D'Ante's a photograph appeathd campus

" The Department of English at TCU has a generatpthat states that in a Tuesday / Thursday
course, a student can miss no more than six (63eta(three weeks of instruction). If a studensess
more than six class, he or she automatically fagscourse.
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newspaper. In this photograph, readers could see D'Ante, through thearheoft a
another runner, while they were running a relay race. This imegets D'Ante as
focused on what he was doing, running, directed and strong. Gone waawadador
of the first class day, the posturing that indicated that he woulchaotge himself in
order to conform to the university environment. Instead, he was doinghehditl
best: he was running, and he looked powerful, strong, and confident.

This photograph, though, allowed D'Ante to see himself differentlywble
not just an athlete in this photograph. He was a student-athleteasia wtudent-
athlete at an NCAA-ranked Division I-A institution, and he was ohthe fastest
runners in the nation. Of course he had seen images of himselfan patr to this
photograph appearing in the university newspaper, in high school publications or
publications related to the junior Olympics or in snapshots fromlyeaand friends,
but in this specific photograph, he saw himself differently, he gddsaw himself
as a college student who happened to be a first-class spHetsaw himself in his
track uniform, "TCU" emblazoned across his chest, and he felt tle fmi and in
the institution for the first time in eight months. He could sethis one photograph
how the institution could be proud of him, and it made him want to takeeon th
challenge of collegiate-level academic work. In the ICWrseuboth D'Ante's
writing and his attitude improved. However, continued success in a utyweaild
prove to be very difficult for D'Ante due to this past educatitsaakground and his
attitude. The photograph came a little too late in the year fwowe D'Ante's

academic performance very much.
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4.6 Teacher / Teacher-Researcher Reflection

The year with D'Ante was a challenge to my ability to teswth my ability to
reason and work with students who were different from not only melsutfram
most students and faculty at TCU. He was even a challenge $b ofhohis
teammates. D'Ante had a hard shell around him, an attitude thatteaatieng him
to write more effectively a difficult task. He came into tterse with an ability |
did not expect and could not read. His paragraph of introduction to hisnel&ss
confounded me. Yet on the same day, he wrote another sample thainyadose
to what any first-year student would produce. However, | remembilied
Shaughnessy's words,
Get[ting] a closer look will reveal very little that is randoon
'illogical' and what [basic writing students] have written. And the keys
to their development as writers often lie hidden in the very fesitoir
their writing that English teachers have been trained tohbassle
with a marginal code letter or he scribbled in Junction to "pemyiher
Such strategies ram at the doors of their incompetence \ubileetys
that would open them lie in view. (5-6)

| knew he (and his writing) contained interesting and thoughtful infoomabut |

had to somehow crack into that hard shell to find out what it was.

D'Ante gave me the key to understanding him on the first dalasé.cn the
longer diagnostic essay, he wrote about becoming a rapper. HeNsatiarily was |

proud of my music but family, friends, and community were also posud" He
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desired respect, he needed others to see him, he wanted to be k&l kaew he
had something of significance to "say."Reading Don't Fix No Chevys: Literacy in
the Lives of Young MeMichael Smith and Jeffrey Wilhelm note that young men,
particularly young Black men, "want to be appreciated and knowndagduals,
and they [are] cynical in general about the teachers' deshreow or deal with them
as individuals" (100). As the year progressed, D'Ante felt heardelhe¢hat his
teacher and his classmates listened to him. He felt redpdaterestingly, as Smith
and Wilhelm continue, "when teachers or other adults did expresssintestudents
and their lives, the students responded with tremendously positive em@tii)"
D'Ante responded positively. He thrived in an environment that did na&osype
him or teach in the same manner he had always been taught.

In addition to the regular academic tasks the students in ¢oise were
requird to do, the 2004 class participated in a service-learnitigtyaovith a
nonprofit organization in Fort Worth, Texas, in which the ICW studexthamged
letters with members of H.O.P.E. Farm Inc. H.O.P.E. Farm is amiaggi&@n
dedicated to helping single mothers rear their sons. It teanlentors, trains, aids,
and guides young boys and men (from 5 to about 15) to become strong and
responsible young adults. The 2004 ICW class and the boys at H.O.lmkE. Fa
participated inWriting Partners® a letter exchange program developed by Write to
Succeed, Inc. D'Ante's writing partner was Alonzo. About Alonzd the service-

learning experience, D'Ante stated, "I like how | write to Aloarnd he writes back.

8 Selected alternative assignments for the ICW @appear in Appendix D.
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He likes hearing what | have to say. He listens. And he whiesetters like | do!"
This short activity allowed D'Ante to realize that writing cblle a nonacademic
activity, that in writing, he could change people or situations aroumd Ini fact,
when Alonzo wrote to D'Ante and said, "I want to be like you!", D'Argk &
responsibility to be a better writer, a role model, as he knewuagy boy was
looking up to him.

Through a tumultuous year of learning to assimilate into an éac@ad
culture, D'Ante, through the service-learning project, learned ety of the
injustices he had faced were common for other young men his aggol@mger, as
for Alonzo). Of course he had always known this, but meeting with artishgvto
Alonzo allowed D'Ante to "see" those issues from a new perspedtov@a the
perspective of an 8-year old boy, and through his writing, D'Anteived empathy
and understanding from Alonzo. Interestingly, Alonzo received empatity
understanding for D'Ante, something D'Ante said had never happened befure.
Their writing partnership was a true "partnership." Linda-Adlesster would say
that for underprepared students such as D'Ante, those who "ha[ve]tya gwed
handle on the idea that American culture is fundamentally inequitableervice-
learning project is a pragmatic way of teaching as it helpdents articulate their
perspective in a language that will be heard" (553).

All of this is not to say that working with D'Ante was easywas not. It was
challenging and exhausting. D'Ante did not suddenly become areg®aetiter or a

student who would suddenly have all the skills he needed for thes rifon
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university education. The year in the ICW course allowed D'Anteraant to relax

into a system that was foreign to him, to find his way amonigg®Istudents very
different from himself. He learned that he did not want to aatknto the university
standard of who he "should" become. In that decision, he continued to engage in
"showdown" behavior, resistance, and confrontations. Neverthelessedas to
understand that, as his mother often told him, those decisions had conse@nehce

that he had to pay the price for the decisions he made.
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CHAPTER 5

CASE STUDY #2, SEAN (ICW, 2005)

"You may have to fight a battle more than once to win it."
--Margaret Thatcher, former Prime Minister of England

"If you're not making mistakes, then you're not doing anything.
I'm positive that a doer makes mistakes."
--John Wooden, legendary UCLA Basketball Coach

5.1 Introduction

TCU's football program had a history of winning seasons, conference
championships, and bowl wins. The 2004 season, however, was not one of those
years. The team lost a significant number of accomplished gaanters to
professional contracts, to graduation, and to career-ending injuniez004, the
football team lost 6 of its 11 football games ("National Champs 20CG3AN
Preview: TCU"). Even with this one losing season, TCU was tablecruit what
coaches termed "stellar athletes" for its 2005 class. THilisyao recruit talented
athletes, coaches claimed, was because of the team's ogecall of conference
championships and bowl wins. While TCU is a Division I-A institutioms & small
Division I-A school, and the football program cannot rival powerhousgrams
such as the University of Texas, University of Southern Califpfi@ida State, or

Michigan. Those BCS (Bowl Championship Series) championship winne¥s oft
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recruit the best high school athletes in the country, who aga afso better students

than the student-athletes smaller schools are able to recruiheA2005 football
season began, the new recruits recognized the pressure to higlanthieirn around

and to "break the BCS," something TCU had never accomplished. For these students,
the line that separated "students" from "athletes" blurred, asidried even before

their arrival on campus. Sean, a running back from a large towoutheast Texas

was a member of this recruiting class.

Before the fall semester began, local and some national nevetson#d
written that Sean would be the next "potential superstar" to comeofothe
university's football program. He was the talk of fan forums and jpbsgs months
before his arrival at TCU. Many fans on these forums and blogs cech&an to
former TCU running back and current San Diego Chargers stDaihian
Tomlinson. Sean was a gifted athlete. He held state track ddddmords for his
speed and jumping ability, and the predictions for his athletic suetéke Division
I-A level were rampant. Based on these athletic skills, theeusity admitted him to
the institution its exception policy, as his high school GPA, SATT Acores were
too low for unconditional admittance. As with D'Ante, being a giftédkts allowed
him entrance into the university, but it would not be enough to keep rithei
institution. At the beginning of the 2005 academic year, Sean wagehotady to
tackle the academic work a university would require.

On the first day of the fall semester 2005, | knew what thes pegsorted and

fans expected about Sean and his classmates: they weresalldisiee they were
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students. However, | did not recognize him when he came into the Wdmsuch
pre-(academic) season build-up, | expected a Superstar, not the yamgvho
walked into the classroom. He blended into the group of athletes asrttezgd the
classroom together. Sean, tall, slim, and very dark skinned, wad hwutisome.
On the first day of classes, he wore a plain white t-shaoked into his football
program-issued warm-up pants. He was clean cut, clean-shaven. He keauble
tattoos and wore no jewelry. Unlike most 18-year old first-yeatents, Sean had a
steady gaze; he made and held eye contact. He exuded confidenslgodkemy
hand and introduced himself. He did not flinch or shy away from questions
directions. Sean was polite, answering "Yes, ma'am," or "No, mataimost any
guestion | asked him. | understood that he was a celebrated athlesedoudid not
openly wear this label, at least not on the first day of clamsgésiot before the first
football game of the season. On the first day of the semeste?0€b, | did not
know if the humble and respectful young man who came into the ctasthe "real”
Sean or if it was the Sean of pre-season football hype.

Sean did not seem particularly interested in being in the Intradutt
Critical Writing course, but he did not seem disinterested, eitBecause the
football players and basketball players of the 2005 class domittaeadom with
their bulk and number, Sean (and the others) had the need to act ouy, emgdl&o
control the room with their presence and their voices. The studeatesthh this
year's class had the need to adopt what Orlando Patterson kdstlvall'cool pose”

(par. 20). In one aspect of this "pose,” Black men adopt the iconic snuddeip-
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Hop or sports stars, as that is the image many of their White classmatdsewxperdt
of them. Within this pose, academic achievement is not importarit)easa it could
not seem to be important. Patterson notes that what is interabtng this "pose” is
that it is "self destructive" and young Black men know it (par). Becondly,
Patterson writes, "black [students] who do well are derided bywfeblacks for
‘acting white' " especially at "mix-raced schools" (par. However, as the semester
wore on, and particularly in the second semester of the course, ntbstsitidents
in ICW replaced this pose with a willingness to learn. Thistwasnot only of Sean
but also of the majority of his classmates.

For Sean and other student-athletes in this course, the "cool pase"
another form of what Kunjufu has called, and D'Ante blatantly disglayee
"showdown" (19). These students expected me and other faculty nsetolelieve
they were not capable of academic work, that they would bedheosgpical "Black
men from the 'hood." At the time | was unaware the students hadelre$; it was
through interviews with Sean and others that these ideas surfaee $ignificant
that the 2005 class was more diverse than the 2004 class had been. Thiag05
had 15 students and 10 of them were student-athletes. The 2004 classotherthe
hand, had 16 total students, and 13 of them were student-athletes. Hawever,
physical size of the student-athletes in the 2005 class gavgetbeption to other

students and to me that there were more of them than there actually were.
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Table 5.1: ICW 2005, Student Demographic

‘ Introduction to Critical Writing: 2005 \

e Male 12/15 80%
e Female 3/15 20%
o African-American 10/15 67%
e Anglo 4/15 27%
e Asian 1/15 7%
e Hispanic 0/15 0%
e ESL 2/15 13%

Disability

Athlete
Student-athlete 10/15 67%

Of the 15 students enrolled in the 2005 ICW course, 10 of them were student-
athletes. Of those 10 students, seven played football. These were theatitdlas"
recruited to bring the football program into prominehc&@he demographic
breakdown of this particular class—even with the "stellar agiletarolled—was
much more diverse than the 2004 course had been and was more diver$e than t
2006 course would prove to be. Table 5.1 depicts this diversity. Unlik@Ob
class where 81 percent of the students enrolled were studestestithe 2005 class
only enrolled 67 percent student-athletes. A full one-third of tilndests enrolled in
the course were second-language learners or students witndpdifferences. All
these students were in some way marginalized at the instit@@mause the class
was more diverse, Sean (and his peers) did not feel quiterspicuous or as

"tracked" as the student-athletes had in 2004.

! The 2005 class also had two players on the mesleeitball team and one female tennis player.
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Sean was, however, the type of student the Introduction to Critiaah§vr
course was designed for, one who had some writing ability but who#g bad not
been fully developed (see the Interchapter Fig. 1). Sean could heslée@ in a
traditional first-year writing course and with a lot of workdwaild have passed that
course. However, the added time in ICW allowed him to develop ltisgvskills.
The yearlong course also allowed Sean time to focus on footbglGuarly during
his first semester as a college student.

5.2 Literacy before the University

Sean's family was, according to his understanding, a typiaddileaclass
family. Sean lived with his mother and two older brotherslarge city in southeast
Texas. Sean's family was close, he said. They attended chulckbwaday, he was
heavily involved in academic and social activities through high sclaoadl,as he
stated, he had "lots of friends and girlfriends.”" Sean had a deep tonnechis
community, to his friends, and to his family. Until his arrived atJT@e had always
lived in the same neighborhood.

Sean's mother graduated from high school, but she was not an admeata
home. She did not expressly encourage her sons to engage iy lgetadies, but
she also did not discourage those activities. If they needed her to help thehewith t
work, however, she was available. She believed that education \wastamt, but
according to Sean, she believed schools and teachers should supervise that education.
As a single mother of three sons, Sean's mother needed tmredg community "to

help raise up her boys," Sean explained, and this community inctbhdeschool
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system. "At least," he said, "[teachers] should know what theyl@ing. My mom
didn't know what the schools wanted, so she left it to them." ltcleas to him, he
noted, that his mother used the resources available to her: the sghtwoh, the
church, the community. For Sean, his mother's rigid ways of compdatiaeng the
world around her made sense, as she needed and used those resbarmefst toer
family.

Sean's mother was the authoritarian figure for their household. About his
mother, Sean said, "She expected us to work as hard as she did. N\ytbuhenow,
there was no 'I'll do it later," and there was no talkin' back toYtwer did what you
had to do and you did it right the first time." From his mother, Sean noted, he learned
discipline. He also learned how to rely on others for assistéinwas interesting to
learn that Sean showed the same characteristics as his mother.

Sean credits his mother as one of his major influences, as dskeug the
best she could, and she sacrificed a lot for us." While he neargrimto much detail
about his parents' relationship, and he never explicitly mentionedther f Sean did
write about his parents in an early assignment, alluding to disache made for
her family:

When | was 17 life started good as the years before but eventually
would be cut short due to the incarceration of my mother. My mom
and dad had a bad relationship and things escalated from fights and
arguments. She was taken away while | was at school. It wasydu

my junior year in football season.
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It was the extended community that helped Sean and his brothers thhemugh
difficult time of their mother's incarceration, but Sean relieastrheavily on his
oldest brother. As Sean later wrote in an essay, "My breteerup and became the
father of the house to me and still managed to kick it with ma& @lsler brother.
Now he is my best friend.” "My oldest brother had a footbalokrship to
[, and he majored in finance. My second oldest brother, the middle
brother, spent time in jail for drugs,” Sean mentioned in one of meuyred course
conferences. He continued, "I could have gone either way. | chos#lde imy
oldest brother's path."

Sean later recognized that it was the involvement with his brothers, digpecia
his oldest brother, which helped him make decisions to be a "good studdrnt} a
strive for a football scholarship. In many ways, Sean's brothers what Deborah
Brandt has termed, "literacy sponsors" ("Sponsors of Literacy" B&an's brothers
assumed responsibility for Sean's education, for his growth. Witheut dhpport
and assistance, he noted in our last interview, Sean would not have arrived at TCU.

Sean's elementary school experiences were "normal,” hebsaidhe one
thing he recalled were the positive literacy experiences iassdcwith winning
contests in elementary school. These competitions excited Seahkeasnost
children, he liked winning, and he liked receiving those external syroboésvard:
trophies and ribbons. Sean participated in a school-wide spelling bempetition
to determine the student who read the most books, and a contest to seeuiho

get the highest score on the state-mandated benchmark exanTAAS. "My
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elementary was calle/ijlllE ementary and we were known for the school
with the smart people and rich families,” Sean wrote. "We weege school where
everyone wanted to win [these] contests. And for most people [inchHo®l$" he
stated, "reading a lot and getting high marks wasn't diffictiltlt might not have
been difficult for most students to do the work required to win a dpitesit was
unusual for one student to win all the contests in a single yeheréThad never
been a kid to get all three awards in the same year, but meyddrak was already
motivated to get just one award, which was the spelling bee. | ththaghtear that
the spelling bee was the greatest thing any kid could ever havéwas determined
that | would be the award winner that year."

In order to prepare for the spelling bee, Sean would read wgitmdther and
his brothers every night. "Preparing for it,” Sean wrotestutlied all the big words
in the books we read. (Because | figured that's where the jwdpesl get their
words.)" Preparing for the spelling bee with his brothers and hieemalso gave
Sean an added benefit, as he read a number of books he might notdchvieit
were not for the contest. Ultimately, Sean won the award thatfgeahe most
books read. "In order for us to win that particular award, we hadite avdetailed

page summary about each book we read,” he said. However, since ttdswasa

2 According to Cruse and Twing in their article "THéstory of Statewide Achievement Texting in
Texas," beginning with the TABS (Texas AssessmdnBasic Skills) test in 1979, then moving
through the TEAMS (Texas Educational Assessmertlioimum Skills) test in 1984, the TAAS
(Texas Assessment of Academic Skills) test in 198%Q] lastly, the TAKS (Texas Assessment of
Knowledge and Skills) test in 1999, the State otabBehas a history of mandating state proficiency
exams for its public school students. The mostenirtests, the TAKS, are administered each spring
to 39 grade students (reading}" &nd &' grade students (math and reading), and tbgtade students
(reading, writing, math, science, and social stsididhe 1 grade tests function as an exit exam
from high school. However, beginning in 2002, deitel students who fail any subject in the TAKS
will continue to retest until they pass that subj@e6).
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not one that he had planned to win, he said he did not pay attention torihg.s&s

he said, "The people who counted how many books one person read nevdicsaid
was in the lead. Everyone who entered and tried to win was placed in a grouping. For
example, it ranged from 0-10 to 11-20 to 21-30 and so fourth. | never lknexw

until I won."

Lastly, Sean won the award that year for the best essagmittt the TAAS
exam.® "My last award," he wrote, "was that | scored a four on PAAS. There
were many other kids who scored a four also on there TAAS bupapgr was
chosen as the best one throughout the district. This felt really gaadidee this
wasn't a goal of mine. It just happened from hard work and preparation.”

Sean's Middle School / Junior High School experience was not quite as
rewarding, however. Middle School brought the same issues and prahEmsany
adolescents face at this stage of their emotional, physical, cagphitive
development. Sean, like other boys his age, wanted to belong to a pgerago he
did not want to stand out from those peers. Nevertheless, by thisftiime life, he
said, he had begun to receive some attention for his athleticyaHiéitwas a starter
on his junior high school football and basketball teams, and in thed vadrl
adolescents, this was an important feat. Like other boys his pgds ecame
important to Sean during adolescence, more important than acadéneceatent.

Even though he had played football since he was in elementary schbelgére to

3 Examiners scored the writing components to the $A%ams in much the same way as other
proficiency writing exams: holistically. The TAAS&m was scored on a scale of 1-6, 6 being the
highest score.
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see his skill as a runner develop when he was in middle school. d¢islobthers
played sports, so Sean played them, too. The inclusion he felt iticatv@as not
enough to shield him from the challenges—and the experieneeslokion—other
middle school events brought his way.
About such an event, Sean wrote, "After school had been in session dibr abo
a month and | was just getting use to the new people, new environmenmtg fimyli
classes on time and getting familiar with my teachers." ddatinued, "then
something bad happen we had to read one article from our school newsafamet
the student body."
Reading aloud is difficult for many students as they are sel$aious about

what they do not know. Sean was no exception. As he wrote, "When myasie
to read on stage, | was froze because of all the people lasdwmost of the
upperclassmen sat in the front. | think it was easier for tlhemake fun of whoever
was on stage." He went on,

When | started to read my chosen article | am very wellisgaoff,

but that was until | came across a word that | really could not

understand nor pronounce. Right after that all my words were running

together and even then the easy words were hard to pronounce. After |

was done reading | walked offstage as quick as possible but hefore

could even get off, the crowd started to make fun of me and make

strange noises with every step | made. That was the woisblsgear
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of my life because everybody walked around acting like they wer

choking themselves because of what | did on stage ir'tigeagle.
In elementary school, Sean was able to be successful in litacsigities because
those activities had fairly low-stakes. He was able to peepad focus on ways to
succeed. Indeed, his preparation and focus allowed him to win ohtes$tad not
considered winnable. In middle school, however, he had a differengpme and
different peer pressures. Sean's teacher asked him to raadoan article in front of
people who were older and who were more critical than his elanyesthool peers
had been, and he was not prepared. His peers were also more, drdicadted,
because he was also an athlete. He was beginning to be labelbdudiat,tas the
middle school equivalent of the "dumb jock."

By the time Sean reached high school, he had begun to recogniteldtis a
abilities, and sports occupied a large portion of his time and iht&®Sean's focus
began to be more closely connected to sports, his teachers' fiecissid, also
became more focused on sports and his ability to succeed in pleat a$ his life.
Sean's mother, however, still believed that the school would handleddenaic
side of Sean's development. "Yea, the 'no pass / no play' rule dehily apply to

me at home," Sean sdid"My mom saw that | was gettin' passing grades on my

* According to the "Transcript of Press Conferengg®overnor] Mark White about the 'No Pass /
No Play' Rule," that was enacted in 1985 under-themernor Mark White, the "no pass / no play"
law addressed declining test scores and literat®g ramong Texas students. The "no pass / no play”
law barred students from participating in extraioutar activities for six weeks if they failed aaskb.
Texas was the first state to pass such a mande:z.
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work and she didn't worry about it. What she didn't know was that alcbees were
just giving me the grades. | was passing,” he said, "shaigist knowhow | was
passing."”

Sean's high school football coach, however, was focused on his grades—not
for the sake of Sean's eligibility to play under the "no pase play" law, but
because Sean's academic success was important. Sean sggpfesiaoach's desire
to see him succeed, and in many ways, he would later commentolthagversal
between what would appear to be important to the teachers and ttdiwltach
found to be important confused him. The coach not only wanted Sean to pass
academically so he would be eligible to play football, but dlscause education
would give him a better future. His teachers, on the other hand, waesedto pass
the classes because, according to Sean, they believed thapgkoticin sports was
his only alternative for a future. It was the irony of the sMatch that surprised and
confused Sean. "Coaches have a reputation of being focused on sport. Teaohers
a reputation for being unhappy about sport,” he explained.

Sean also said that these teachers feared him. In a requiretenoafevhile
discussing one of his assignments, Sean said, "I've never bebeaeg] Miss, and
I'm not that big," Sean said, "but | am really dark. Some whitmen are afraid of
that—they don't challenge or question me." Sean recognized, todighatachers
saw football as his only way "out of the 'hood, but I didn't live in no 'hblbged in

the suburbs," he said. He felt they did not offer him any other option for success.
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At the time, it was difficult to believe that women—of any celavould fear
Sean, as he was a kind, respectful young man, and it is difficutiderstand that an
educator would limit a student as much as Sean felt his tealohngtesd him. |
speculated at the time if his college teammates and someiroéxiperiences were
fueling this interpretation. But for Sean and for most of his clagss—student-
athlete or non-student-athlete, male or female—how they felt adieintigh school
teachers had much to do with how much they learned in high school anduaw m
they brought with them into their collegiate experiences. #nS#d not respect his
teachers because he felt "passed through," then he, much likee'&d chosenot
to learn in those classes. By making this choice, Herbert KaldsstSean (and
students like him) were able to maintain "inner satisfaction,"theg could choose
to dismiss what that teacher had to offer (15). Robert Leamnson sugpsmotion
when he writes, "How students feel about a teacher has, for gdiadi oa powerful
influence on how they listen, whether they work at the course contentycand
much they learn" (71). In many ways, Sean resisted his tsaaBenuch as D'Ante
had. However, instead of a "showdown,"” Sean resisted with a smile and a handshake.

5.3 Growth as Writer through Four Assignments

Like the 2004 class ICW class, students in the 2005 ICW course cothplete
eight assignments. Four of the assignments remained the séneepasvious years'
assignments (the literacy autobiography and autobiographical hagupdsition
essay, and the rhetorical revision). The alternative assignnrestigled an essay

based on a photograph (using Wendy Hesford's workraming Identitie¥, an
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Autoethnography, a letter-writing portfolio, and the maintenance of aanjediinal
on a public blog.

TCU created the Introduction to Critical Writing course $udents like
Sean, students with ability, but with ability that was under developed. Seanthega
year-long course with good skills—had he worked hard, he could have phesed t
traditional one-semester course without too much difficulty, but his advisorsheew
would not have the time to give to a traditional writing course whth football
pressures on him, so his academic advisor placed him in ICW. Saas®rmation
as a writer through the eight assignments was not as dcaasathe transformation
D'Ante underwent because Sean did not have as far to move, not omysrofehis
writing skill but also in terms of his willingness to adapt to timéversity culture.
However, Sean was able to learn a lot about writing and about himselgh this
course.

5.3.1 In-class Assessment Activities

Just as | had with the 2004 ICW class, | used the writing sanfdldetic
Academic Advising administered to incoming first-year studémetes to verify
that students enrolled in the 2005 course needed to be enrolled in IC%A | al
compared those samples with the texts that students produced tdayicdtthe fall
semester: the same two brief in-class writing tasks thiged in the 2004 class. In
the first exercise, students wrote a short paragraph that ineddoem to the course
management system, eCollege, and allowed them to introducedives to their

classmates. | allotted 10 minutes to this exercise. The seaitny exercise was a
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prompt-given 30-minute handwritten essay. The in-class writirkg taad the same
teaching objectives through all three years of the study: tooulsmate overall
organization of the writing, higher order concerns (content, idea denefdpthesis
or controlling idea), lower order concerns (spelling and mechangsales,

grammar), audience awareness, length of time the student tal@sduce text,
handwriting, and the ability to decode the prompt.

Since the university first offered the ICW course in 2004, and sihe€e ho
clear expectation about what the students knew or what they nedtedtane, the
teaching objectives for these samples were important. In 2005 tetdwhing
objectives were just as important because | could then make a xonpaith the
previous years' data. The 2004 class established the standarddbkt teasonably
expect from students in subsequent ICW courses. Beginning in 20051gechthe
in-class writing prompt slightly by removing the last linetbé original prompt,
"Please conduct yourselves accordingly,” as this line asstimeedtudents would

behave badly, would write the wrong way, or would say something inappropriate.

First day of class: Self Introduction

"Please tell us a little about yourself—where you are from, your major
and minor, your hobbies (if desired), your family (if desired), and
your hopes (or concerns) for this class. Keep in mind that this is a
public forum and what you write will be visible to everyone in the

class."

Fig. 5.1: Self-Introduction Prompt (2005)
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Sean produced this introduction for his classmates:

My name is Sean. | am fro[i i N c:5exas which is way

south. | play football. My favorite subject in school is Englishke li

to read about sports figures, all the legends from football, basketball

and track stars. | enjoy spending time with my family. | amveoy

hard to get along with and very fun to be around.
Sean's writing was clear and to the point. He did not elaborais introduction; he
simply stated facts about himself. | recognized no discernableotagrotion in this
short paragraph. However, | did wonder about English being Sean'sdaudject.
Clearly, he had a good sense of audience, or he had a good sense of ngulat.
learn that he had both. It was surprising to me that given all doamattention Sean
had received, he did not elaborate more on his athlete status. Dmikee, who
directed his introductory paragraph to his classmates (his intenabence), Sean
directed his comments to his teacher (his real audience).@Beduced a paragraph
that a teacher would "expect" to see from a first-year studentomposition course
(Barton 427). He produced a paragraph that accomplished its purpose, an

introduction, and he did so in clear and straightforward writing.
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First day of class: Writing Diagnostic

"In a short essay, tell me about your experiences as a writer. Most of
us can remember a negative experience, but today I want you to
focus on the positive experiences you have had with writing. Tell me
about a situation in which YOU were proud of your writing. What were
you writing about? What kind of process did you go through to

achieve this kind of success?"

Fig. 5.2: 30-Minute Writing Diagnostic Prompt (2005)

Students also produced an essay in a timed 30-minute in-clasagwriti
diagnostic that helped me understand something about their writinty.aloil this
one sample writing exercise, Sean would tell me a lot abouteHlinmsaybe more
than he thought he could. For an in-class time writing assignmeant, 8é@ a fully
acceptable job, and at a level of writing | would expect to see &lorost any first-
year student at TCU. He told a story about himself and his relationship tagwkiie
provided a clear example. He focused on his subject and did nontifinrelated
tangents. However, he had some difficulty with homonyms, there avisw simple
grammar problems, and he dropped a few words as he wrote, Iset riaor
concerns are not uncommon for timed writing or for first-year stgdéihat he
chose to write about, however, told me a lot about how he viewednaicaderk,
his relationship to his teachers, and his home life.

This was Sean's writing diagnostic essay:

In my senior year in high school we had a major paper due at the end
of the year. We had to pick a book and do a critical analysis Guiit
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project had to consist of 7 pages a works cited sheet. | did not start
writing my paper until the night before it was due, and what nitade
worst is we had to submit our papers to a website by 12 midnight. So
that made me have less time to do it. | wrote my paper on
Frankenstein by Mary Shelley. This was one of my favorite books of
all time and | knew the book in and out. When | started to finally
write my paper | could not find my notes or my thesis statertoent
start. | really thought | would never get finished with ievientually
found everything and got my work completed and turned it in on time.

| knew that | had rushed this paper and most likely would not pass. |
begged my teacher to bare with me on any mistakes | made. Once |
got the paper back I did not even want to see grade. | then took a look

at it and my grade was a 96.

It took Sean about 10 minutes to write these 14 sentences. Seanxpsetec

Standard Written English with very little slang. His writings clear and easy to

follow. As far as his writing sample, he wrote his essay usiogtly capital letters.

Even so, his handwriting was not difficult to read. He used the grdge to write

his essay, leaving only a small amount of space for a lefgimaand he kept his

writing on a level plane. He made very few changes to hisasxtpted by the lack

of crossed-out words or letters. The lack of corrections or changeis writing

signifies that his narrative was easy to write.
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Since he had to submit Hisankensteiressay online by midnight and he was
working on the essay at home the night it was due, | could assumkethetd a
computer at home and that he had Internet access. Access to a coanputhe
Internet often demonstrates economic stability, but more importantly, isshovess
to literacy tools that not all underprepared students have.

As | would come to understand about Sean, if he could prepare and plan, he
felt comfortable and would succeed. It was when he did not feel dhe mattered
or when he felt rushed that he would procrastinate and not prepare. Nghen
procrastinated—as he did in tltsankensteinessay—he often used his charm with
this teacher to avoid expected consequences, and in this case, loekiras for a
high score on quickly assembled work. Sean learned that procrastinatild pay
off, that when he waited until the last minute and charmed achézs he could get
the score he wanted. He later noted about this essay assignmeticandvriting
assignments in general that "teachers don't really read theangway, so there is
no reason to really put any effort or time in to it." He continueg, lthg as they can
look at it quickly and not notice any spelling mistakes or missargmas, they will
pass you." Unfortunately, | was later to learn, many studentsthesvienpression of

their English teachers.
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were proud of your writing. What were you writing about? What
kind of process did you go through to achieve this kind of success?
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Fig. 5.3: Sean's Writing Sample

5.3.2 Autobiographical Haiku and Literacy Autohbiaghy

The Autobiographical Haiku assignmeéemained the same in 2005 as it |

been in 2004.In order to help students focus their writing orsgecific time ol

event, students in the ICW course began the semébstewriting a literacy

autobiography in which they explored their histerigs reads and writers. Th

students were to be selective about the eventsadhege and not write about th

entire literacy historyTo help them focus their thinking on just one eyehe

students first wrote an autobiographical haiku €dasn a column in e Washingtor

Pos). In the short ong@aragraph assignmg, students wrote about one momen

® The complete assignmemtomps appear in Appendix C.
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their lives that in some way defined themselves, and the exaraptied to include
literacy. Unlike a traditional Japanese haiku of three lines angllBblss, students

could use no more than 100 words.

Autobiographical Haiku

"Every Sunday, the Washington Post publishes a column, 'Life is
Short: Autobiography as Haiku' in their Style section. In 100 words or
less, Post readers write pieces that give insight into their lives. I'd like
you to do the same. In 100 words or less, provide a glimpse into who
you are, how you identify yourself using one moment in time or one

single event. Use literacy as your lens."

Fig. 5.4: Autobiographical Haiku Prompt (2005)

Remaining focused on one subject was as difficult for Sean had hdemn
for D'Ante. Instead of writing about a single moment in time, a emnthat
involved academic literacy, Sean wrote an autobiographical haiku lainoself and
his mother. This is Sean's haiku:
Living life sometimes you take things for granted. Everyday ybu le
things go by with thought and you try and live it to the fullest. When |
was 17 life started good as the years before but eventually it weul
cut short due to the incarceration of my mother. My mom and dad had
a bad relationship and things escalated from fights and arguments.
She was taken away while | was at school. It was duringumipi]
year in football season. | thought | wasn't able to go along finem. t
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My brother step and became the father of the house to me and still
managed to kick it with me as a older brother. Now he is my best
friend and | will never let my mother out of my sight again avehe
time | get a chance | say "l love you mama".
Sean's movement away from academic literacy was an egahplhat was
important to him, and literacy was not it. He also had difficuttyiting himself to
100 words. Sean was able to meet some of the objectives of thisashignment.
He did write one focused paragraph, but like D'Ante, Sean shiftedutiect to
something that was more interesting to him than what had beemexsside also
wrote 50 percent more than what the assignment required. Whileritirsgvwvas
clear, he did not strengthen his skill to write a tightly focused paragraph.
He later stated that he made the connection between academacyiand
his mother's incarceration as his mother went to jail when heirwashool. He
associated academics with his mother's incarceration. Howevemdnoy of the
students in ICW, Sean included, understanding the term "literacgSeipted
problems. Because most of the students in the class did not fully understand the term,
they shifted the prompt to something they did understand. Sean understdethec
literacy well enough, but academic literacy reminded him ofniniéher and she
became the focus of his paragraph. As a class, we used thefideaultiple
intelligences" as defined by Viens and Kallenbach (based on Ho@ardner's
work) to understand the basic definition of literacy. In other worbdspugh

"multiple intelligences,"” one can have sport literacy, finantiaracy, musical
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literacy, or even academic literacy. After completing the thaskudents then began
work on their literacy autobiographies, which focused their attentioacademic

literacy.

Literacy Autobiography

"Write an essay in which you explore your history as a reader and
writer. Rather than tell your entire story, from learning to recognize
the alphabet to your current experiences in college, select important
events based on some larger point you want to make about language,
literacy, community, and identity. (Start with a question or problem
you want to explore. Think about your Autobiographical Haiku as a
place to begin). Your final essay will be 5-pages in length. We will

workshop this essay and we will have two forms of peer review."

Fig. 5.5: Literacy Autobiography Prompt (truncated) (2005)

The literacy autobiography assignment remained the same afoithhe
2004 class. After completing this unit, students should have been abladosteate
their ability to define literacy in terms of reading and wwgt to make a strong point
about how literacy experiences shaped them as individuals, to beoabléer
concrete and developed examples to support claims about literady stnengthen
their use of Standard Written English. The literacy autobiogréginy all associated
work in this unit) was worth 20 percent of the overall semester grade.

After multiple drafts, a one-on-one conference with me, peer re\aed
whole-class workshopping, Sean submitted his literacy autobiograpbydtuation,
or, more accurately, he submitted three separate essaywieat combined, could
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have produced the literacy autobiography: he submitted a positivecyitera
experience, a negative literacy experience, and a two-pdeetiai essay which
could have been expanded to become a literacy autobiography. In order to
understand the notion of synthesis, however, Sean needed to work threlgibps

of identifying separately a positive literacy experience andegative literacy
experience. Although the course had a slower pace than a trdd@mnposition
course, we were still moving too quickly for Sean and his clagsnatgrasp the
notion of synthesis. Sean could not write the synthesis until he wretspecific
details of each experience, and instead of writing those in afdrafat, he wrote
them as formal essays. He had a difficult time with thegassent, but his work—
indeed, the additional work he put upon himself—demonstrated his willingmess
what was required of him. Instead of this assignment being likey nogher
assignments he had received from various English teachaggrasats that he did
not think were important outside the classroom, he took time and effibr his
literacy autobiography, as he saw the value in the work. Durcangerence about
this essay, he stated, "l like this essay; it's differelkelwriting about my past. It
helps me understand what's happening now."

By the time he was able to identify and write about two $peliieracy
experiences—the positive experience and the negative experienaa-w&e able to
construct a synthesis, which was the original assignment. Iisythikesis essay, he
was able to expand on the issues of reading aloud and how difficutbtitatued to

be for him through middle and high school. Interestingly, though, dugn®é the
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synthesis essay with the idea that his literacy experiaareesegative—this in spite
of the fact that his elementary school experiences were veitiwpand rewarding.
Sean’s complete synthesis essay appears in Appendix F.

Sean begins this synthesis essay with the idea that litdrasybeen a
negative experience for him. When he says, "In the third gradenitvitas brightest
speller and | could not pronounce words very well," he is negatingpdbgive
experiences from an earlier draft when he writes about winnirege teeparate
awards for his school, one of which was the spelling bee. IntergstiSgan
highlights another reading session in this essay. However, unlikeeduing
example he gave of reading newspaper articles in front of his jargar school
peers, Sean tells a story of readiigcbethin front of his high school principal and
says that being successful in this endeavor made him fealter and even better as
a person." Sean ends this assignment with a positive experiendbisnke later
stated, was a part of his overall "strategy" for this assegrtniHe wanted to, as he
said, "end the essay with a bang!"

While in high school, Sean engaged in a service-learning experiéte
learned the importance of reciprocity when he read to elenyestaiool children
and they taught him how important it was to read and connect walidiance. He
was able to teach children what he knew about reading and wHegnderstood
the power and the importance of sharing himself in that manneaslitlear to Sean
(and to me) that the more he thought about his literacy experidrecandre he

remembered.
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Sean was able to meet some of the objectives of this assignivigtimg a
stand-alone synthesis essay proved very difficult for Sean. Hetchavrite two
separate essays, the positive and the negative literacy ,essby® he was, as he
said, "into" his subject enough to understand it from a distanced pirepend
only then could be produce the "synthesis." In the synthesis essayfdsesed so
intently on synthesizing information that he forgot many of thedstal conventions
of academic writing: most importantly, he forgot paragraph breaks.

5.3.3 Position Essay

Just as in 2004, the second half of the ICW course is the more wilinthe
traditional first-year composition course. While students engagedaplpase and
summary activities during the first half of the course, troose half of the course
focused more specifically on writing in an academic genhaglwinvolved learning
how to find and evaluate academic sources. The "position essayy" ksic
argument essay, sought to incorporate the skills of analysis, symraad
paraphrase. The students chose a topic they felt strongly aboatcret! for one

perspective on this controversial subject.
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Making Knowledge by Taking a Position

"Write an essay in which you assert and support a position on a complex
issue, using all of the elements of academic argument we have learned in
class. Your purpose in this essay is to persuade an educated audience that
your position is reasonable and worth consideration. To do so, you must show
that you know the opposing arguments and acknowledge their validity as well
as provide authoritative evidence (ethos, logos, and pathos) to support your
position. Your final essay will be 5-pages in length. We will workshop this
essay and we will have two forms of peer review. You will use three scholarly

outside sources (not the Internet), and a Works Cited page is required."

Fig. 5.6: Position Essay Prompt (truncated) (2005)

Since 67 percent of students in the ICW course were student-athletes
limited the scope of their essay topics; students who were actively involved iy varsi
sports at the university level could not write about anything sptated. To be fair
to all students, and to not just limit student-athletes, no studerd @oite about
those worn-out topics students like to write about gun control, deathtypesrad
under-aged drinking, for example. There is much debate in thespiafe of
compositionists whether an instructor should limit essay topic chorosbether the
students should be able to choose their own subjects. As a rule, dtatdents away
from those tired and overdone essay topics, as it does not teackoth@nk about
anything new or different. | agree with David Bleich when hes s&tudents want a
chance to write about racism, classism, and homophobia; tacklinguitiffiitbjects
would challenge the hegemony" ("Literacy and Citizenship: RegiSocial Issues"

163). When 1 limited the students' essay topic choices, they had artusyiyotro
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stretch their boundaries and learn something new. As a class, m&tdmaed topics
that would be appropriate for this assignment which could be somedhited to an
academic major or a potential major, an out-of-school interdsildoy, or a national
issue. Sean chose to write about tattoos.

After completing this unit, students should have been able to demenstrat
their ability to articulate a position in a controversial issteejocate and select
appropriate material from the library and Internet; to drawegdizations from
multiple sources (e.g. identify common arguments within their cheabject after
reading multiple sources); to present differing perspectives oissae fairly; to
summarize, paraphrase, and quote sources using appropriate documetytatiom s
integrate their own language with the language of sources; amcehgthen use of
Standard Written English. The position essay assignment (aneélakéd course
work in this unit) was worth 20 percent of the semester grade.

In the Autoethnography assignment, the assignment just prior fm#it#on
essay, Sean wrote about being a "Black Athlete." The Autoethnogasgignment
was designed as a first-person account with very limited use sideusources.
Unfortunately, Sean used several sources in this essay, and he plagiarzefithart
work. There are many possibilities why Sean cheated on thgnasmnt. Perhaps he
did not know how to do the work required of him, maybe he did not think | would
actually read the essay (as he already stated, he did neeltelzehers actually read
their students' work), perhaps he was confused about summary and paraphrase

maybe he had time management issues. All of these coulddyébtrit as Sara Lipka
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notes in heChronicle of Higher Educatiopiece, student-athletes (from recruitment
to graduation) are under "huge stress from conflicting pressfirasademics and
sports" (par. 1). With Lipka's words in mind, Sean could have felt owtméd and
he took the easy way out. He never stated why he cheated on this essay.

Sean's type of plagiarism is not to be confused with the "pataomgiri
Rebecca Moore Howard writes about and the kind of work D'Ante cutesd;
instead, Sean "borrowed" material from Internet sources amdedahe writing as
his own. He received a failing grade on that assignment, but dieemature of the
ICW course and the emphasis of learning through revision, he revisezbihg
receiving additional help not from on-campus academic serviced\(titing Center,
for example), but from me. He learned to trust this own voice and d\oxset source
material appropriately. Sean noted that he had never had a tealchien,fthen help
him learned what he missed. As he began to write his posggayean assignment
that required synthesis of outside source material, Sean washadyd not want to
plagiarize again, so he chose not to use source materihlta &&lt safer relying on
his own opinion. It is important to recognize here that these assigmioverlapped.
As Sean was failing and revising the Autoethnography essay, halseawriting the
position essay.

It is clear, however, that as the year progressed, Seanty &bilrite in a
linear manner increased. Revising his texts helped with thisggoSean was able
to see writing as a series of smaller steps. In termsmgfisimechanics, he was able

to construct complete paragraphs with controlling topic sentencesasieable to
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write a thesis statement that helped him stay focused ondag &pic, and he was
able to work through some of the sentence-level issues @daplagued him. Most
importantly, however, Sean was learning to not fear the writingepsodHe was
beginning to have fun with words. While he was fearful of plagiagizand
concerned about not being "cool" in front of his teammates, he didtavhetome a
better writer.
As he produced text and revised texts, he became more awaratoiveris
could do. He also became more cognizant of form and structure inguriti the
introduction to his position essay, he used this awareness:
Ever since the beginning of time, both women and men marked their
bodies for a certain purpose. Sometimes it would be for ownership to
another, or that marking would symbolize a meaning. These tattoos
could tell a person from another. Not only could the tattoo exemplify
something but also where exactly the tattoo was on the bodgl | fe
that getting tattoos are a perfect way to describe a pershefs lamd
their way of life. | still wonder if it is a sin, what are the stereotypes of
tattoos, and what is the reasons of why people get them. Tattoos are
markings on a body painted in with permanent ink and result in
swelling occasionally. Tattoos range from the craziest pictoréise
most breathtaking portraits.

The revision of this essay and the ultimate inclusion of sourceialatere moving

Sean closer and closer to what traditionally-admitted students poaddice. Sean
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revised this essay. (Essay revision as an option for all stuglemtted in ICW, and
depending upon the situation, | sometimes required a revision.) Aidrediy-
admitted student might not receive the opportunity to revise andrmelbut the
nature of the ICW course, and the extra time students had todpacific writing
skills, allowed Sean and his classmates the time for reflection and revision.
5.3.4 Rhetorical Revision

As the last graded assignment for the academic year, stusr#isucted a
rhetorical revision of their position essay. The revision could bémost any form
they chose, but the medium and the audience had to change from what theeshes
for the position essay. Students created the revised text, plannea-ctass
presentation of that text, and wrote a two-page essay defendingetiorical choices

they made revising their position essay to another object.

Rhetorical Revision

"This assignment requires you to revise your position paper from Unit 2 for a
different medium and audience. How would you express this position if you
were making a commercial, designing a billboard, writing a popular song?
Then, plan an oral presentation for your class in which you will share your
rhetorical revision. Finally, write a 2-page paper in which you explain how
you revised your position paper for this new audience and medium and what

you learned from doing so."

Fig. 5.7: Rhetorical Revision Assignment Prompt (2005)

209



Sean's position essay was about tattoos, yet he produced his rhetorica
revision about God, "Do You Believe?" Since Sean felt that tattooesg avsin
against the body (and against God), he believed the subjects connedely cl
enough to meet the assignment requirements. When asked about the tapichsvi
said, "l thought we could choose our own subject. | didn't know it hadtteelsame
as the other one.” As with D'Ante at the end of a very long miytsemester, |
chose not to challenge Sean's decision to change the subject dfietbecal
revision. | had chosen different battles throughout the term;otieswas not that
important. As | would learn, however, Sean had put very little effud this
assignment, and | did not need to ignore his mediocrity. He neededdhallenged
on his mediocre work, and | did not challenge him. Sean chose a blaakdand
for his image so "everything would stand out.” On his poster / biithdee placed
images cut from a campus magazine. The cover of this magskaowed two
photographs of a six- or seven-year old young girl, before and afteadiogtion.

This magazine appeared one week before the rhetorical revisiodugas class.
Sean recalled that he read the article about the young girhefelt "the images
show how we need God." He argued, too, that both images could show itlasth s
of the God story. "You are either for him or against him," Sean said.

Sean cut images out of campus newspapers and magazines for Bis post
(which appears on the next page). Even with an explanation during his oral
presentation, it was difficult to understand the audience, the purposethend

message of this poster. Sean was unable to articulate why dwee threa rhetorical
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choices that he had. He seemed to bluff his way through the presentg¢an
mentioned that the black background made the words "stand out mord)isbuas
also after a few of his classmates had presented their worthad made similar
claims. Sean did not put any real time or energy into this ibatoevision, and he

put even less time and energy into his presentation.

L h oy -
» CENEWEN ..

Fig. 5.8: Sean's Rhetorical Revision

Sean barely met the objectives for this assignment. He did tHe ludr he
could not (or would not) articulate the rhetorical decisions he madeg the poster
process. He did not elaborate or explain his choices in both theresahpation and
in the reflection essay that accompanied the poster. By this ipothe semester,
Sean was tired of school and of the scrutiny he received insidewsile the
classroom. Even though our class was small, he did not want to lwbjte of
another's gaze; he did not want any more of the "surveilldnocentioned in the
Introduction. While | could look at the poster and understand many ohbises

(because | had gotten to know him, and having read all his work frofinsthef the
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academic year), he needed to be able to articulate those chloigdsand in writing.
He did not.

5.4 Student's Perception / Reflection

As a final exam in the yearlong stretch course, students \aroéflective
essay about the activities, projects, and essays they wrotaftbeted them the
most. The students received a listing of the objectives of the candsthe activities
that were assigned to them throughout the year. After compltiedinal exam,
students should have been able to demonstrate their ability to syatfeasior five
items around a common theme, to follow the prompt, and to use StandatenWri

English. The final exam was worth 10 percent of the overall semester grade.

Final Exam

". . . Please write about how your personal view about writing has changed
over the semester. Use examples from your work to elaborate. What are the
dominant patterns that emerge from your work? What has been the most
meaningful to you? Where did you learn the most? Why did you choose
these four or five items? Where have you found the most growth and
development as a writer? Keep in mind that this is not a 'I like this' or 'I
didn't like that' kind of essay. I am looking for synthesis and reflection
between your texts. The essay should be five-pages long and is due on the

final exam day for this course."

Fig. 5.9: Final Exam Essay Prompt (truncated) (2005)

By the end of the year, Sean's ability to synthesize had yiegitoved. In

his final exam, he was able to identify specific elementsaatiglities of the course
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that had been beneficial to him. In his essay, he did not mkselghe items; he
synthesized them around a common theme: being creative with wHinghose to
connect writing to music, the autobiographical haiku, the Autoethnography
assignment, and peer review. Like many students in the 2004 and 2885 %¢tan
mentions reading Anne Lamott's "Shitty First Draft" esaaysomething that was
meaningful to his growth as a writer. Sean's ends his refleeigay with this
paragraph:
Now the semester is completed, and there is so much to go back and
look at. I'm proud of myself because of the things I've learned and
skills I have. | feel |1 can apply what | have learned inliEhgo life.
For example, when | would work on my papers in sections this made
me take things slow and in light of taking things works. If | tbe
need to rush, I will get in line is "a shady first draft.” BKills | have
learned. | will always incorporate them in the things | do in life.
Even though he initially failed the Autoethnography assignment becafis
plagiarism, he still mentions this assignment as significahig growth as a writer
throughout the year. While it was not pleasant at the time, heptact the
consequence of his actions. He also learned how to write moogivadfe using his
own words. While he does not mention it specifically in this shaaygsSean
indirectly addresses the issue of procrastination. He was ummali@ttuntil the last
minute to turn in his work in the ICW course. If he turned it te,l&did not accept

it. While the grade for the course was not important enough to kesgpddetop of
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his work, the Athletic Academic Advising office's threat ofitgJlcoaches about his
lack of academic progress was. Sean wanted to play sports, &ndviaghat unless
he did his work to an adequate level, he would not play.

Sean was able to grow through this year of writing, and if nothisgy éle
learned to slow down and take pride in his work. Being in a stpaeed class
helped him embrace his ability to communicate through writing, butportant
ways, it also helped him come to terms with the contradictiongléfeted him. He
found that with a lot of effort, he could be both a student and an athlete.

5.5 How Involvement in Athletics Impacted Student Learning

Unlike many first-year student-athletes on the TCU footbalhtegean did
not redshirt his first year. He was an active player in eddhe team's 12 games
during the 2005 season, and as an active player, he traveled whemtlieateded.
The TCU football team played six "away" games during 2005, and&zapresent
for each of them. Since Sean's English classes met on aajuésThursday
schedule, he only missed two class days for travel-related purposes.

Sean worked very hard at keeping on schedule with his acaderkc Me
knew that as a first-year student and an active player on the sity\sefootball
team, he would have to balance his time carefully. Beginning ifatheemester
2005, Sean kept a student planner that outlined his schedule, assignments and
homework due dates. (TCU provides simple date planners for &lydias students.)
This planner also marked his practice days, game days, requiedntitime weight

room, and required time watching films with his teammates. Thangtaoutlined
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meetings with his position coach, his academic advisor, and thedeetors and
trainers. Sean learned that having a schedule was helpful. Howevalso learned
that keeping the schedule accurate was very hard work. Mang, tt,eehad not
anticipated how long an activity would take him, and often he woale iho miss

one appointment because of another. By the end of the first month oflithe fa
semester, Sean had lost his planner and was relying on his acaaktsor to help

him remember what he had to do.

While he made it to class, his homework or his writing draftsnafid not;

he rarely seemed to have the time to devote to homework (for Ydect@rse or for

any of his classes). The team practiced, had required weight time, met with
trainers to assess and monitor injuries, and watched game filni.at@eogether,
had classes together, they lived in the same dormitory togetherthay had
mandatory study hours together. These study hours in the universihltiA
Academic Center should have been a time for Sean and his fellomtsatlletes to
complete their schoolwork. The Athletic Academic Office requiresyear student-
athletes—regardless of their incoming GPA—to spend a mandatory 10 hours pe
week in study hall. This study hall—devoted solely to studenttatilebecame a
time for the students to play, talk with each other, and relax. Nohrachoolwork
was accomplished there, even under the supervision of hall prdgeans.had good
intentions as he began the academic year. Nevertheless, the smbitis-gpeers—

very quickly got in the way. It was in Sean that Shulman and Bevnation of the
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"culture of sport" became clear (73). After some time on thé&latkeam and in the
company of other student-athletes, academic success became less important.

While enrolled in this course, Sean was a first-year studentaahnighly
visible student-athlete. His visibility and the complex notions ofesliance became
problematic for him toward the end of the first semester. Evergeaemed to know
his identity, from students to faculty, from fans to scouts. Theywkhow he was
doing in coursework and on the field, and they seemed to know what coaches
expected from him. The pressure was intense, to be sure, anainlgaatfected his
academic performance.

5.6 Teacher / Teacher-Researcher Reflection

Being the highly visible athlete he was, Sean felt the predsuperform on
and off the field, and those pressures were considerable. He hpoeisaires that
most first-year students face, but at the same time, he ddencarry the weight of
the football team on his shoulders 18-year old shoulders. After ltte=faester and
after the football season ended, Sean could settle down to beingtiarteddi first-
year student (but given his status as a "stellar athlete,\wdwdd never be
"traditional").

However, one incident occurred at the end of the fall semistewas the
major impetus for the change that would occur in Sean's writing thootghe
spring semester. After the Air Force Academy's footbadmtesuffered an
embarrassing 48-10 loss to TCU late in 2005, Fisher DeBerry, theeffdootball

coach for Air Force, made what many considered to be racisneats about the
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student-athletes on TCU's football team (Roeder par. 3). DeBeated that the
Horned Frogs' defensive success was attributable to thehfadhe team starts 11
African-Americans players. He said, "Afro-American kids can very, very well [ .

. .] That doesn't mean that Caucasian kids and other descentaicablit it's very
obvious to me they run extremely well" (par. 3). The implication $ean and his
classmates took from this statement was DeBerry was loosrmanfexcuse why his
team lost, and he blamed the loss on the TCU football playersl. dpégrestingly,
the football players in ICW during this time agreed with DeBettigy understood
they were faster runners and better athletes than the Aie Pmademy team. They
were better athletes, Sean noted, because they were bettesatinié because they
were African-Americans.

The comments upset Sean, and as a way to redirect his angemtheawr
letter to DeBerry. This letter, one of four each student wroteaasof an ongoing
letter-portfolio project, explained to DeBerry how offensive wiahad said was to
the entire TCU football teath.Sean learned through this letter project—and
specifically this letter to Coach DeBerry—that writing thas a clear purpose and a
clear audience can be highly effective. Sean was able tohsegatue written
communication by this one assignment. Linda Adler-Kassner and Sasanm
Harrington would say that the Sean's literacy, his acadddalicisiproved because

the writing had context (35).

® Sean's letter was mailed to DeBerry at the AicEckcademy. It is unclear if DeBerry received the
letter. He never responded to Sean.
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Ultimately, even with the other composition problems he faced ghroioe
course, this letter affected him the most profoundly. He later ndtadyer thought
| could write to [Coach DeBerry] like | did. | felt really goadbout myself." Sean
took his ability to write in a context that was important to hto the next semester,

and his writing improved significantly.
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CHAPTER 6

CASE STUDY #3, ERIC (ICW, 2005)

"None of us has gotten where we are solely by pulling ourselves
up from our own bootstraps. We got here because
somebody bent down and helped us."
--Thurgood Marshall, former Supreme Court Jurist

"When everyone is thinking the same, no one is thinking."
--John Wooden, Legendary UCLA Basketball Coach

6.1 Introduction

In 2006, the university basketball team had experienced losing seasons f
five straight years. Because of these losing seasons, the coatdffrigad difficulty
recruiting talented basketball players who were also acad#éyneligible to play at
the university. After the graduation of effective players, a ii@wries, and some
scandals regarding formerly-eligible players, the team regwup 2006 and
recruited a number of young basketball players who showed promitees arourt
and in the classroom.

At the same time, as the third year of the Introduction téicakiWriting
course began, assumptions for and about the course shifted drdynaocaks
campus. Instead of the ICW course reaching the needs of varpmss df/ students

who were underprepared in their writing, many faculty begaméctise course as a
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class for solely for student-athletes, particularly for Blacklent-athletes, and even
more particularly for Black student-athletes who were, as ongegsar noted,
potential "problems" in the classroom. A number of faculty members veluctant
to advise their non-athlete students into the course, even if the studedksd a
class that would give them additional time and practice to improie writing.
Eric, a basketball player from west Texas, was a part of this class.

On the first day of the 2006 ICW course, | knew about most of tlieists
who enrolled in the class. Many of them | met during the summen wisy toured
the Center for Writing on campus, and as in previous years, figlaadtheir writing
samples prior to their enrollment into the ICW course. Eric, howevas a last-
minute addition to the course, and | did not know anything about him, anchbdid
know he played basketball until he told me.

Standing just under 6 ft. tall and slight, even under the bulky jaeketone
every day, he did not look like the majority of basketball playdrad seen come
through my classes. Eric had light skin, and if he had not told me, | would have made
the incorrect assumption that he was Hispanic or of Spanish desdentother
student-athletes, Eric had tattoos on his arms and shoulders that rlaomo a
depiction of Christ on the Cross to his mother's name. He wore diastadd
earrings in his ears. On the first day of class, he sat in the back of the room, quiet, not
speaking to anyone. He responded to questions if asked directly, but he did not

volunteer any information. He did not speak to his classmates oe,tbuthhe was
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quiet and attentive, taking in the information around him and writinfgs student
planner.

Many first-year students desire to fit into a crowd and bedikeryone else,
but Eric was different. Eric was a very good basketball plga@rording to the same
fan website that touted Sean), but unlike many student-athletes wa@mrelled in
the ICW course, he did not want to be defined solely as a studerieatidewanted
other people to notice his intelligence, his integrity, and his kindnes=sad of his
race or his ability to play with a ball. He resisted singldbels. He was more than a
basketball player, he said, or more than a Black man. He did notavhatdefined
as an "only." However, like the majority of traditional collegedents, Eric desired
to fit into the mainstream of campus, to be a "typical colletgeent.” Therefore,
being enrolled in ICW was a mixed thing for him. On one hand, he titt ihe group
of students who needed additional help with writing and he blended ti&ss of
his peers, both in terms of athleticism and in terms of racéh®ather hand, being
enrolled in the ICW course, Eric stood out amongst his campus friesttisnon-
athletes, as "special,” or as one in need of remediation.

These labels were difficult for Eric, as he played on &dthall team that
had not had a winning season for several years. Under the intenséaaegefrom
alumni and fans, the basketball team had difficulty recruiting ataihneg eligible
student-athletes. If that were not enough, Eric's father wasnéie assistant
basketball coach, and that is how Eric played for TCU. He did natt doe defined

as an "only," but there he was "only at TCU because of hisrfatlomly a Black
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man," "only a basketball player." Yet, in stark contrast to his 2@& Iclass
cohorts, Eric was excited about the opportunity the ICW course offene, and he
wanted little to do with what one academic advisor would call"th#&foonery"
provided by Eric's classmates.

With faculty perceptions across campus limiting the student populpbol,
admitting the 14 students who ultimately enrolled in the 2006 ICWseowas a
challenge. Based on faculty perceptions, the course became tliffidill.* Table
6.1 outlines the demographic of the 2006 ICW course. Of the 14 studeths in
class, 12 were student-athletes: 11 African-American men and dnearA
American woman. The two non-athlete students included one white maonand
Asian woman. Of the 12 student-athletes, 10 played football, one randrackne
played basketball. The basketball player, Eric, is the subjebisofdse study. While
a class size of 14 students seems small by comparison on nlege aampuses, it
is important to remember that the physical size of the studantdied in the course
made the class feel bigger. Ten of the 14 students enrolled in thee quayed

football, and they were offensive and defensive linemen. Their Sné&l doe

intimidating.

! During the time of this study, the IntroductionGdtical Writing course was a closed class that
required an instructor’s permission to enter. Ttierse was never open to the general student
population.
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Table 6.1: ICW 2006, Student Demographic

‘ Introduction to Critical Writing: 2006 \

e Male 12/14 86%
e Female 2/14 14%
o African-American 11/14 79%
e Anglo 2/14 14%
e Asian 1/14 7%
e Hispanic 0/14 0%
e ESL 0/14 0%

Disability

Athlete
Student-athlete 12/14 86%

It was in the 2006 ICW class that as the teacher (and teadearcher), |
began to recognize the problems that "tracking” students can produce. While tracking
is beneficial to the teacher, as she or he teaches one tgbedeht at a time, it is
harmful to students. It was harmful to D'Ante when he was a youygabd it was
harmful to these young men who sat in the ICW classroom in 2006. thentt
enrolled in this particular course were segregated from othernstuda campus
more than any other ICW class had been. The students took clagséiset,
competed on and off the court or field, some of them disliked one anotest ba
this competition. In fact, 12 of the 14 students had been in classésetogmnd only
with each other, since June of that year. They had not had much invotvertie
students outside the world of athletics, and by September, theytivesteof each

other. This fatigue—even early in the academic year—caused conflicts.
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6.2 Literacy before the University

Just as Sean and D'Ante had before him, Eric considered his fannilgle
class." "We were just like everyone else," he said. "Memis had two kids and we
had a dog. Pretty normal." Due to his father's profession as |egiate-level
basketball coach, the family did not often live in the same plagelmeg. Eric lived
with his parents and his younger brother in a number of cities artventnited
States. Occasionally, because of his father's job, the faflyot live together.
Although Eric went to several schools in his elementary and msdtileol years, he
said, he never worried about fitting in or getting behind in his sclovklWMy mom
was really good at keeping me on track," Eric noted. He added,fdMity was
always the thing that never changed. Cities and schools chaldlee time. Family
didn't."

Eric's parents met while in college where his father had beestionally-
recognized college basketball player. After their respecgvaduations, they
married. His father worked at several Division Il and Divisidh universities,
moving up through the ranks as a college basketball coach, whils Erather
stayed home to rear the two boys. Education was important pat@ats, Eric said,
"because they wanted me and my little brother to have an désitran they had,
you know? They felt being in school, you know, would help us succeed [inth]
it would open doors. It was never a question that school was moretamiptitan

basketball."
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In some significant ways, Eric and Sean had much in common. l2ath
what Deborah Brandt termed "literacy sponsors” in that each dadyfand
community members in their lives who supported their literacysskilland out of
school. They each did well in school, as each had assistance at hitnibew
schoolwork. D'Ante, on the other hand, did not have the same kindecdcht
sponsors. Eric had what Brandt has termed "accumulated liter&acumulating
Literacy: Writing and Learning to Write in the Twentieth Gegt 649). With this
familial history of education, Eric's entry into literacy antinudtely into a collegiate
environment was easier in many ways, as his family expeatedohattend college.
His parents had attended college; his aunts and uncles wergecgiiaduates.
Within Eric's family (and even Sean's family), a colledgeaation was one of several
common denominators that bound them together.

As a young boy, Eric had many positive literacy experienaed most of
them revolved around his family, as he said that elementary scheml"not
eventful." However, in an early essay assignment, Eric desd¢rdvesis father read
to him every night at bedtime, and that time with his dad meardgea deal to him.
Eric wrote:

When | was very little, my dad would read me many stories tonput

to sleep at night. This was very exciting for me. | could®it wntil

my bedtime came around, so my dad could read me a story about a
great NBA star, or an action thriller, or even a hilarious cgméd

loved to read Dr. Seuss books or hear stories about Michael Jordan
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the most. The stories were very interesting to me; sometives
would stay up late reading for hours. That's why now, | love Michae
Jordan, and had aspirations of playing in the NBA. My dad read to me
and told me the many great things in the world that | could bedome.
thank my dad for exposing two different pieces of information about
live in showing the many opportunities there are in America fotane
succeed in.

For many young children, having a parent or sibling read to them is
important, as it fosters a bond between the parent and child. deatstops reading
and listening skills. In Eric's case, reading at night ceedetite bond between father
and son, a bond that would ultimately revolve around basketball. NevesthElec
was quick to recognize that their time together started batéteepages of a book
and not on a basketball court. Eric's mother was also a part dédnrsng. Each
morning at breakfast, Eric said, she would ask him ("quiz himsand) about the
contents of the previous night's story. "At first that was fun Sdid, referring to the
quizzing he received each morning, "then, as | was in school, it et like taking
a test. Not so fun." Unlike D'Ante and Sean, Eric had much acadecotintability
at home in terms of his education and his schoolwork. Deborah Branét'shate
those who do well in school have lives outside of school that are "depgndent”
on literacy and literate activities (193) is illustrated by a student like E

What Eric did not realize at the time was that his paretsgnized his lack

of progress as a reader. He liked listening to the storieshdudtad significant
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difficulty reading himself. As a way to supplement the educdt®mwas receiving in
school, his parents tried—by reading to him every night and quitzmghe next
morning—to teach him to read at home. Late in elementary schoolleBrited he
had dyslexia.

Through one-on-one counseling with a learning disability spegcidtist
learned strategies that would help him succeed academicatiyndaded additional
time to complete reading exercises, and he thrived under a higtyused class
design. His elementary and middle school teachers could accomntioesgeeneeds,
as the classes were small. However, once he attended high, $thaeldchers could
not easily accommodate his need for additional time and attefrarls mother
filled in those gaps.

Eric's mother was highly instrumental in his quest to succeetbageally.
In a conversation during the second semester of ICW, Eric edcdbhe wouldn't
let me go outside and play basketball with my friends. Therenevgesr an exception.
| always had to get my schoolwork done first. No matter how long it took hatedl
her at the time." During his youth, Eric remembered his motleatiog boundaries
where, as a typical teenager, he had wanted none. Late irdhd psked Eric how
he felt about her that day. "Today?" he answered, "I'm so gladath&avd on me."
Eric's mother gave him additional time, attention, and an incentive, basketball

As he got older, Eric found his father was "hard on him" athlgtich was
difficult, Eric said, to have a basketball coach for a fatheic'&father had won

many awards and broken records as a collegiate player, and heefeltessure to
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live up to the legacy his father left. Even as a young teenagerknew he had skill
and promise as a basketball player, but he also knew that he wasthetsame
league as his father, and, he said, he felt the expectationfdraily, friends, and
neighbors to assume his father's role. Later Eric would state, @llege player
himself, that he did not believe his father placed the pressure oto lsutceed, but
that he placed the pressure on himself.

As Eric moved into high school, the family lived in a rural arfe@exas that,
according to state standards, had "low performing" high school camiingst The
dropout rate was high, and the pass rate for the state-mandatezkaxis were
about the lowest in the state. Yet the school had excellent basleetdaootball
programs. Eric attended this school for three years, passingljects and playing
basketball. Even though he continued to struggle with reading, hevedidn his
school subjects with very little effort because, as he notedietihers did not
expect much. His "doing well" in academics, then, was relatimék& D'Ante and
Sean, the lack of teacher support was not due to race (or percaieddnjustice).
In Eric's case, the apathy was in direct relation to ¢hed facilities and the lack of
resources. Eric's high school is a key example of the idealawaperforming
school, inner city school, and schools with resources often have therepared or
least effective teachers. More experienced teachers roftea to higher-performing

school or schools with greater resources (Sanders and Herting 14i-4B)te of

2 For a school to have been considered "low perfagrhiaccording to Texas Educational Agency
materials, it must have "below 50 percent passingsaibject on TAAS; above 6 percent dropout;
below 94 percent attendance rate" (Cruse and Tpamngl).
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low-performing schools and weak teachers, Eric passed through $&uanlse of
his own inner drive. Given his parents' struggles and encouragemerteicera
guality education, Eric understood that he was not working as héwe stsould, but
he saw no need to. His teachers, he noted, did not push him. "THgrealk seem
to care," he said. "They just had other things to do and other studdrdadle. The
students were wild!" During his junior year of high school, Eric distithat he
would attend an "alternative" high school his senior year. He daatdetter
education, an education that would prepare him for college, and he warpgky t
basketball. He decided—with his parents' support—to attend arghditademy in a
state near extended family.
In an in-class journal entry, where students would free w&htaut a specific

word or topic, Eric wrote this about the word, "clarity":

this moment clarity means clearness of thought clearness of apperance

and what that means to me when i see that its means youvifree.

was going to that school to get my education and play baskelizall i

alot of things on my mind because it was a different siturabomg

that i wasnt use to i was for away from my mom and i was@dace

where i didnt like so i always had alot of stuff on my mind but now

since i made that scarfice and i am at a better playfregnand i'm at

a place to get an better education. the way i am going to udy cla

today is that im going to keep free minded and just keep clear when

anybody is talkinfg to me or anything.
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Eric made a deliberate choice to move away from his fanoilijpes could attend a
military prep school, a decision which allowed him a better edugastronger

preparation for college-level work, and time to learn discipline arettibn. For

Eric, the decision was clear.

6.3 Growth as Writer through Four Assignments

Like the 2004 and 2005 classes, students in the 2006 ICW course completed
eight assignments. Four of the assignments remained the sdngepasvious years'
assignments (the literacy autobiography and autobiographical hagupdsition
essay, and the rhetorical revision). The other four assignnmaitgled an essay
based on a photograph (using Wendy Hesford's workraming Identitie}, a
photography assignment (TCU Community), a project where studentsndated
themselves (in brochures), and an annotated bibliography.

6.3.1 In-class Assessment Activities

During the summer 2006, the Athletic Advising Department asked imgomi
student-athletes for a writing sample. As in the previous twesydavas able to
compare those samples with the texts that students produced thiayirsf the fall
semester. For Eric, however, there was no summer writing sahwyéhs only able to
assess his writing ability based on the first-day classeses: On the first day of the
fall semester, | gave the students the same two briehgsakriting tasks as | had
the 2004 class. In the first exercise, students wrote a shograglnathat introduced
them to the course management system, eCollege and it introducesklives to

their classmates. | allotted ten minutes to this exercise.sEcond writing exercise
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is a prompt-given 30-minute handwritten essay. The in-classhgriisks had the
same teaching objectives through all three years of the stuenallberganization of
the writing, higher order concerns (content, idea development, thesanwolling

idea), lower order concerns (spelling and mechanical issues, grymemdience
awareness, length of time the student takes to produce text, titamglwand the

ability to decode the prompt.

First day of class: Self Introduction

"Please tell us a little about yourself—where you are from, your major
and minor, your hobbies (if desired), your family (if desired), and
your hopes (or concerns) for this class. Keep in mind that this is a
public forum and what you write will be visible to everyone in the

class. Please conduct yourself accordingly."

Fig. 6.1: Self-Introduction Prompt (2006)

Eric produced this introduction for his classmates:
My name is Eric. | am fronji 11 attended
I High and played basketball during the time | was in high
school. | love to listen to all forms of music except gangstermy
favorite group is Third Day, it's a christian group. | am a peeson
and a gentleman im a laid back relaxed person.
Unlike many other ICW students, Eric went into some detail imlkisduction. The

details in his writing were markedly different than the dsthis classmates were
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able to produce in the same exercise. His details and his behavior during ttiseexer
would separate him from his classmates. He not only mentionddvieiof music,
but he also provided an example, a comparison even, as a contrast. id'dtetdis
brief introduction to his classmates; Sean wrote his introductionstéecher as it
seemed he wanted to impress with this emphasis on "English esjgdvorite
subject.” Eric, on the other hand, seemed to write his introduction to-speaific,
non-person audience. The words seem flat and devoid of emotion. Evethisit
lack of audience awareness, Eric produced text that | would "éxpeszte in a first-
year student's self-introduction (Barton 472). It is interestngpte that during this
short writing exercise, when his classmates were loud and @nergéaying with
one another, singing, laughing—Eric stayed to himself, quietly comglehis
writing task. While the other students rolled around the room in dhgiirs, Eric
stayed at the back of the room and watched.

Secondly, students produced an essay in a timed 30-minute inaciasg
diagnostic that helped me understand something about their writiliy. &Bince |
had not received a previous writing sample from Eric, this one leecaportant to

gauge his ability and his preparedness for the course.
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First day of class: Writing Diagnostic

"In a short essay, tell me about your experiences as a writer. Most of
us can remember a negative experience, but today I want you to
focus on the positive experiences you have had with writing. Tell me
about a situation in which YOU were proud of your writing. What were
you writing about? What kind of process did you go through to

achieve this kind of success?"

Fig. 6.2: 30-Minute Writing Diagnostic Prompt (2006)

Eric described a course he took over the summer, prior to enriollsigsses for the

fall 2006 semester. In Eric's writing diagnostic essay, he whites:
This summer in my introduction to TCU class we had to writepeipa
about everything we did in class. The paper was about six paggs |
and it went in many steps instead of just writing one big pager
took information that we learned in the course and added it in our
paper for example one of the topics we talked about in the ckss w
time management in college. So in our paper, we had to set out a plan
on how we was going to manage our time with sports but also school
by planning your schedule's out. It made the transition much easier

because you knew were to be at any giving time throughout the day.

% During the summer term 2006, underprepared stemtéiettes took a graded University Program
course ("College Learning Techniques") that, whilailable to any student who wished to enroll,
was solely populated with underprepared studeet@h This class—lasting throughout the months
of June and July before two-a-day practices staftedhe football team—introduced students to
campus, helped them find buildings and servicesd, @ltowed them to be more "at home" in an
unfamiliar place.
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After we finished our paper it was a set out plans on how we were

going to be successful in college.
It took Eric about 10 minutes to write these five sentences. Edd agpected
Standard Written English with very little slang. His writingas clear and easy to
follow even though it was riddled with run-on sentences. He providexample of
when he experienced writing, but he is not clear that this experreade him proud
as a writer. However, he does write about a recent experidigs short essay
explains Eric's intent to be successful in college. Indeed, ahtlee case studies,
Eric is the only student who wrote to his current situation in gell@he prompt
actually asked for a prior experience, something in the stugastsand all students
answered that prompt. Eric took it one-step further, though. He wooté a recent
past experience and connected that to his future as a college student.

Eric does not explicitly state why taking the summer course and leammiag ti
management techniques was positive to him, though the skills he deasre
beneficial. Unfortunately, the idea of his essay, that creaisghedule would be
enough to be successful in college, was a bit simplistic. Sawedah make life
easier, especially for busy people, but unless one recognizesdhedi& it takes to
keep the schedule accurate and clear, the schedule does not hdhrlySimany
students— Eric included—often believe that because they understand tbe bas
structure of writing, that writing should be "easy." Many sntieey do not recognize

the hard work of writing.

234



Figure 6.3 shows Eric's writing sample. In this pam one can see tl
blending of printing and cursive writing that Exses, and for Mina Shaughnes
this could gynal immature content. She notes that for someestis, "both styles[
capital and lowercase letters are often mixed preaictable ways that appear tc
related more to the ease witthich certain letters are formed thmany consciou
attemp at punctuation. [... The writingoften surprises the reader by itsmature
content” (15) In this sample, Eric's content is not particglanhmature, but he doe

crosses out his words, often to obscure mez

In a short essay, tell me about your experiences as a writer. Instead
of focusing on the negative, tell me about a situation in which YOU

were proud of your writing. What were you wrif 7 W
kind of process did you go ihrough io achieve

necessary.
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Fig. 6.3: Eric's Writing Sample
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Eric filled the page with a combination of cursive writing and prqtWhile
| understood that Eric had a learning disability, | did not recegewzdence of one
in this sample. He writing was clear; he did not transposadetes spelling was
fine. He revised his writing as he continued through the essay, reobd'In" for
"This," for example, "After" for "At the end." He did not seemmtove back through
the essay to edit his work, as he has a number of run-on sentieacas a second
look he could have modified. What | did not recognize at the time, hoyweasrthe
unevenness of his writing. Much of his writing was very informrmal aolloquial—
much like the writing that D'Ante produced—and some of his writvag polished
and clear, like Sean's writing. These two samples did not givasnmuch insight
into Eric as the same type samples had for Sean and D'Ante.
6.3.2 Autobiographical Haiku and Literacy Autobiography

The 2006 ICW class produced an autobiographical haiku and a literacy
autobiography with the same requirements and standards just dassesdan 2004
and 2005 had. This short assignment included three main objectives and aft
completing this assignment, students should have been able to deteotistia
ability to write one focused paragraph about academic litethey should be able
to follow the writing prompt, and they should use Standard Writteni€ngrlhis

assignment was worth 10 percent of the literacy autobiography grade.
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Autobiographical Haiku

"Every Sunday, the Washington Post publishes a column, ‘Life is
Short: Autobiography as Haiku' in their Style section. In 100 words or
less, Post readers write pieces that give insight into their lives. I'd like
you to do the same. In 100 words or less, provide a glimpse into who
you are, how you identify yourself using one moment in time or one

single event. Use literacy as your lens."

Fig. 6.4: Autobiographical Haiku Prompt (2006)

It was not as difficult for Eric to remain focused during thiging exercise,
as it had been for Sean and D'Ante. Eric did have a little diffistiftying within the
100-word limit. This is Eric's Autobiographical Haiku:
In fact me as a person occurred last year when | chose to go
military prep school. Being a school there for one year changed m
life because | couldn't do the normal stuff regular high school stdent
were doing. | had to wake up at six o'clock every morning. | tvald t
everything the military officers said, and | couldn't watch oW
anything. | just played basketball and went to my aunts on the
weekends. After this experience, I've learned he should always be
thankful for everything you have been given and never take anything
for granted because you could be in a worse position.
Eric does not write about literacy directly, but he does connetihgvto a school
experience. Oddly, this short paragraph is devoid of much emotiontatéel she

facts about himself and little else. He is able to refiacan experience that changed
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and challenged him, and the experience provided him with a perspfstiieigh
school students have. As the year would progress, Eric's afaililescribe his
emotions would be a skill that would become important to him and impamntuns
writing. What | would later learn about Eric is that he hadrddsileeply to connect
emotionally through his writing. His daily journal entries willed with emotional
descriptions. However, he worked very hard at not using emotidhe writing he
turned in for grades. In a conference during the first few weeks of classtdtethat
writing without emotion was "school writing." He believed thhe tacademic
standard was the goal he should strive to reach. This confirms Shaatghnessy
stated, that "for the basic writing students, academic wrisiraggtrap, not a way of
saying something to someone" (7). By including emotion in his work,vi&anted
to "say" something to someone, but he had believed he could not bechask s
writing contained no emotion.

As with the 2004 and 2005 classes, the autobiographical haikwikaged
by the literacy autobiography assignment. After completirguhit, students should
have been able to demonstrate their ability to define literatarins of reading and
writing, to make a strong point about how literacy experiences dhidymen as
individuals, to be able to offer concrete and developed examples to tsajgms
about literacy, and to strengthen their use of Standard WrittglisBnThe literacy
autobiography (and all associated work in this unit) was worth 2€epenof the

overall semester grade.
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Literacy Autobiography

"Write an essay in which you explore your history as a reader and
writer. Rather than tell your entire story, from learning to recognize
the alphabet to your current experiences in college, select important
events based on some larger point you want to make about language,
literacy, community, and identity. (Start with a question or problem
you want to explore. Think about your Autobiographical Haiku as a
place to begin). Your final essay will be 5-pages in length. We will

workshop this essay and we will have two forms of peer review."

Fig. 6.5: Literacy Autobiography Prompt (truncated) (2006)

Eric does make some interesting rhetorical choices in temyesle writes
about how he "expected success" when he was young, and just as Sean had, Eric won
a spelling bee when he was in elementary school. These outwardysligla
success—ribbons and trophies—were significant to Eric's growthraadar and
writer. Eric also had an experience that mirrors an expezicSean had: reading
aloud in front of other people. The self-consciousness Eric says he felt was enough to
be a "negative experience" in his literacy history.

| have reproduced Eric's entire literacy autobiography here to daaterthe
detail of his writing. This sample also demonstrates somethimguld not realize
until much later: Eric received a significant amount of help whik essay. Eric’s
complete literacy narrative appears in Appendix F.

Eric uses some important rhetorical strategies in this @sshglp him stay
focused on his essay topic. He defines terms and he follows atpbéeliformat. He
took his essay through multiple peer review sessions, attendachgM@enter
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tutorials on writing, and met with a writing tutor specificallyred to work with
student-athletes. He met with me twice about the essay. Aintke given that this

was a first formal writing assignment and the fact tretakked for and received
significant help in his writing, | did not recognize that he migave received too
much help with his writing. It was later, during the second stanésat | noted the
differences in his writing style, when he received too much help and when he had not
received any.

6.3.3 Position Essay

The readings for the 2004 and 2005 courses were based on popular culture
periodicals NewsweekThe Wall Street Journalcampus, and local newspapers).
However, the readings for the 2006 class came f@g1 Americans Talk about
Their Jobs by John Bowe, Marisa Bowe, and Sabin Streeter. The essdyg in
related to jobs that Americans hold and these jobs ranged ésiaurant dishwasher
to professional athlete, from drug dealer to UPS delivery persansflidents wrote
about a collection of professions.

After completing the position essay, students should have been able to
demonstrate their ability support a decision to engage in a partjrdfession; to
locate and select appropriate material from the library andrnet, to draw
generalizations from multiple sources (e.g. identify commosudés" after reading
multiple sources); to present differing perspectives on an isélg fo summarize,
paraphrase, and quote sources using appropriate documentation stylegritente

their own language with the language of sources; and tog#tiemuse of Standard
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written English. The position essay assignment (and all detadarse work in this

unit) was worth 20 percent of the semester grade.

Making Knowledge by Taking a Position

"Write an essay in which you assert and support a position on a complex
issue, using all of the elements of academic argument we have learned in
class. Your purpose in this essay is to persuade an educated audience that
your position is reasonable and worth consideration. To do so, you must show
that you know the opposing arguments and acknowledge their validity as well
as provide authoritative evidence (ethos, logos, and pathos) to support your
position. Your final essay will be 5-pages in length. We will workshop this
essay and we will have two forms of peer review. You will use three scholarly

outside sources (not the Internet), and a Works Cited page is required."

Fig. 6.6: Position Essay Prompt (truncated) (2006)

For the position essay in 2006, | did not limit the choice of essagstagi |
had in the previous two ICW courses. Since the students in the 2006 ceanse
Gig: Americans Talk about their Jobthey drew their position essay subjects from
that book. In other words, they chose topics related to a professiomeduith the
book, a profession they might want to enter someday. Eric choseitéo alsout
teachers. In a journal entry about this assignment and the reaéing wrote the
following, but without a title and without further contextualizing detat would be
impossible to know he was writing about teaching and teachers:

reading the three gigs i connecting them as they all worket! dta

there job because when reading them people didnt really relized how
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hard they worked to get the money they were paid and its likegeopl
in the outside world only see's the benefits instead of the hardwork
but not only that people don't realize that whoever stuff we usetto g
sales they work hard at that but people just throw them away like
brochures.
This entry allowed Eric to think through this issue before he lygthad to write
about it formally. From the initial journal entry, Eric produceds tlipening
paragraph for his position essay:
In this society, having teachers is very important. Witheatlhers,
no one would be able to learn. Everybody needs to have the basic
skills of learning to survive in life. In order for people to dde to
learn, it is necessary to have the best teachers possible, is/kvbly
teachers have to go through interviews to make sure thegwifeed
for the job. Also, to entice good teachers to stay, schools must provide
teachers with a comfortable environment. Teachers and students must
also develop good relationships in order to foster a good learning
environment. Finally, parents must be actively involved in the
education process, because we should not leave the entire
responsibility of children's education on the teachers.
Eric wrote this introductory paragraph, but it was still diffideltkknow what he was
trying to explain. Knowing about the journal entry helped, but any acéieutside

of his instructor or his classmates would note have access tmfivabation. His
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writing was not controlled by a single thesis statement oa, ic@r were his
paragraphs controlled by a single idea, or topic sentencetwiheamples show,
though, how Eric made the transition from draft to final essay.

In his position essay, Eric worked hard at integrating source mateo his
essay, and for the most part, he did that well. He had difficultygcthe primary
book, Gig, as it was an anthology of short essays, and many of thoss eésdanot
have listed authors or did not list an author's last name. Eric didahate a Works
Cited page with his essay.

Along with the sloppy citation method, Eric also made some broadpswee
unsupported claims in this essay. For example, he made the aags@niithout
teachers, no one would be able to learn," and he was unable to suppEwietEing
claim with any evidence. He did, however, attempt the work. Ergcakée to fulfill
the requirements of this assignment in terms of number of paggsnwand the
required number of primary and secondary sources, and he wasdbleow a
structure that came easily for him: the five-paragraph essessl also clear, based
on the sheer number of mechanical and grammatical problems thadliérieot
receive as much outside help with this essay as he had with pregsigaments.
There were sentence level errors in this work that did notaappehis Literacy
Autobiography, for example. Had he received some additional helphadraitor
could have alerted him to the five-paragraph form and encouraged himelome
those ideas further or could have helped him modify his thesis so hemoutl

beyond that formula.
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Instead of relying orGig and some Internet sources, Eric showed some
ingenuity in this assignment. He interviewed one of his professuidheasked this
professor about the demands and rewards of teaching. Eric then intutpibrat
interview into his essay. He wrote,
Teachers like working in this profession because of the positive
feedback they get from students. Teachers like to make aedifiein
a students lives when it comes to helping students learn and watching
them succeed (Brownhill, Wilhelm, and Watson 6). According to
B o ofessor of communication, "I enjoyed being in
the classroom helping students make sense of my class, asssqrofe
| like sharing my experiences in being open with my students.”
(-

Eric does fall back on the tried-and-true five-paragraph fdmsome ways, he

seemed to be regressing in his writing skill. In retrospect, batéithis regression to

his ongoing and escalating disappointment and disillusionment in baské&bell

began to do the minimum amount of work required to pass the course. Hpweve

unlike D'Ante or even Sean, Eric was able to produce those minimpettations

for this assignment and venture into the campus community to fincoarcesfor

this work.

6.3.4 Rhetorical Revision

As the last graded assignment for the academic year, stusr#isucted a

rhetorical revision of their position essay. The revision could bérmosd any form
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they chose, but the medium and the audience had to change from whatdtdgr
the position essay. Students created the revised text, they plannedcliass
presentation of that text, and they wrote a two-page essay dejeth@ rhetorical
choices they made revising their position essay to another objgcts Bosition
essay concerned the need for teachers in the lives of avetamgms;i and his
rhetorical revision was about stress. When asked why the chantgpic Eric
replied, "well, teachers experience stress, don't they? This t-shireminder to take
care of yourself and not be stressed. | feel everyone shouldess ftee and not

have to deal with stress."

Rhetorical Revision

"This assignment requires you to revise your position paper from Unit 2 for a
different medium and audience. How would you express this position if you
were making a commercial, designing a billboard, writing a popular song?
Then, plan an oral presentation for your class in which you will share your
rhetorical revision. Finally, write a 2-page paper in which you explain how
you revised your position paper for this new audience and medium and what

you learned from doing so."

Fig. 6.7: Rhetorical Revision Assignment Prompt (2006)

Eric's rhetorical revision essay provides insight into the chkdieemade for
his t-shirt design. He wrote, "While making my t-shirt, the pbimanted to make
with the color, images | used, was to get the audience attention by sayasgstret

the answer." He goes on to write about how the black background albelse on
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the design to "standout even more." The reversed Nike "swooshhtgasonal, he
noted, as he wanted audiences to "notice the shirt." Eric goes oitep"iwsed the
three people to show everyone they are different colors to showediffeaces
because everyone feels stress sometime," he said. The mutticbtmizontal stripes

on the shirt, he wrote, relate to the many levels of stress one can feel.

by
[

Fig. 6.8: Eric's Rhetorical Revision

Eric presented this poster at his formal presentation to hisntddss. He
articulated his rhetorical decisions to the class discussingski®f color and style,
the graphics of the t-shirt design and the audience for this partitshirt. Eric
focused explicitly on Aristotle's appeals as he spoke. He saidetmogis that | feel
stress, and you feel stress, so teachers also feel strepstlaosis that you all know

Nike, andlogosis that my message is clear."
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However interesting his rhetorical revision turned out to be, witheurg at
the presentation and hearing what he had to say about his work thndtweading
the essay that accompanied the t-shirt design (that outlinedhétmical decisions
he had made, what he had intended for his t-shirt, and for whom invessied),
one would be unable to glean the "we all have stress" megsagethis t-shirt
design. While it was interesting, it was not effective, and Ik of effectiveness
showed in his final grade for this assignment and in the courseaslthere as a
teacher that | held firm to the assignment and to my expectdtortee work he
produced. Eric had the ability to accomplish the assignment; he cowutddome
better work, and | was not going to reward him for mediocrity.

6.4 Student's Perception / Reflection

As a final exam in the yearlong stretch course, students \aroéflective
essay about the activities, projects, and essays they wrotaftbeted them the
most. The students received a listing of the objectives of theecandsthe activities
that were assigned to them throughout the year. After complétiadinal exam,
students should have been able to demonstrate their ability to syatfasi or five
items around a common theme, to follow the prompt, and to use StandatenWri

English. The final exam was worth 10 percent of the overall semester grade.
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Final Exam

". . . Please write about how your personal view about writing has changed
over the semester. Use examples from your work to elaborate. What are the
dominant patterns that emerge from your work? What has been the most
meaningful to you? Where did you learn the most? Why did you choose
these four or five items? Where have you found the most growth and
development as a writer? Keep in mind that this is not a ‘I like this' or ‘I
didn't like that' kind of essay. I am looking for synthesis and reflection
between your texts. The essay should be five-pages long and is due on the

final exam day for this course."

Fig. 6.9: Final Exam Essay Prompt (truncated) (2006)

In this last essay of the year, unlike Sean and D'Ante, deknowledged the
emotional impact of writing in his reflection. This is in stadotast to the almost
emotionless first-day writing exercises. Nevertheless, this $la focused on in this
reflective essay were the more practical skills: he wabtaut the haiku, the collages
made in Photoshop, making his experiences significant to an outside audienc
analyzing photographs, and writing letters. Of the three case stidlie is the only
one who referred to the nature of the ICW stretch course as beipfyl to his
learning because the course lasted one full academic yeaintiddriction to Eric's
final exam essay explains much about him, as it points dirextfjvé specific
assignments, but it acknowledges his need to express emotions:

Throughout the past [two semesters] we was able to do a lot of
different projects in class but also away from class that ticipe

become a better writer and expand on emotions that | never thought
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could be reached, the five items that meant the most too mehevas t
haiku, the collages we made from photo shop, | learned how to take
my experiences and make them significant to an audience different
then me, | learned how to analyze photographs and write letters.
Analyzing photographs is one activity that affected Eric the nasshe wrote about
it several times in this one essay. He believed, he saidthbaibility to analyze
visually helped him to analyze traditional texts (books, articldg).found them
"easier to understand" when he used the tools he learned with visual analysis.
While the visual rhetoric assignments are not a part of the sashy
analysis, it is important to recognize here that the analysfingages and the taking
of photographs was a way to work with Eric's learning disabilihe ICW course
allowed him to read other types of texts. Indeed, he was able &ystgwdd more
about the world around him, the people around him, and even himself through this
work. Eric wrote,
| learned by taking simple pictures that defines you as a pedosbn,
also has a meaning too you in away no one else knows. The viewer
had too really look at it from a different perspective because the
pictures that where connected in a way had a lot of differeahimg
too them and you wanted to figure that out as audience member.
Eric was able to articulate the change he went through imtiegluction to

Critical Writing course. He wrote,
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Over the semester my personal view about writing has changed.
Instead of just writing about particular point of my life in justting
papers, | was able too expand in many different areas of writing.
stay consistent with expressing my feeling and letting odiesace
know how | have feel in different situations and how | was feehng i
that particular time in my life and how | am feeling now, so
throughout my work | really tried too stay consistent with that
because most of our projects were expressing our feelings and
showing what we value the most as an individual, because everybody
does not have the same values.
While he was not obvious friends with his classmates, he did gramderstand
them through writing, peer review, and again, the visual work done s$s: clahe
struggles [my classmates] may have faced, the things tleat'sribe most too them,
and the success they have had as individual. | understand it." lthveagh his
involvement with his classroom peers and with me that he begamsioathers
around him.

6.5 How Involvement in Athletics Impacted Student Learning

As a member of the basketball team, Eric could have missed numerous
classes in the fall semester as well as the springstentie to their extensive travel
schedule. He did not. He was very careful about being present inctessh
Throughout the year, he missed only two classes because ofkadisgaimes or

mandatory basketball practice. Although practices should not have testuked
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during class time (between 8:00 a.m. and 1:00 p.m.), sometimes theyanetbere
was little Eric could do about those "additional” practices. Klehogg notes in his
Chronicle of Higher Educatiorarticle that universities "regularly flout the rules"
when it comes to the time student-athletes spend participatihgiimsports as there
are few consequences for the coaches or the programs who thatmsso (A33).
Eric and other student-athletes elected to skip class in liemafidatory" practices
because they often did not see it as a choice. Athletics, notnaicad&as number
one. It was through these "mandatory"” practices that Eric (&ed student-athletes)
began to realize the power their coaches had over them. The €dzathenore
power, Eric realized, than his professors did. Part of this wasodtiee ttiming of
games that particular season and the team's schedule. The &SgVnekt on a
Tuesday / Thursday schedule, and the team would often travel oryd-fioia
Saturday games, or if they had a mid-week game, he could typate#nd class
before the team left. Even during time the team had mid-weeklt Eric had his
work done before he left. If something was due, he turned it in early.

Involvement in basketball was stressful for Eric, though. It wakeanat the
time if the stress he felt came from the team (it wksimg season), the game itself,
or the fact that his father was a peripheral member ofdaehing staff. In a journal
entry early in the academic year, he wrote:

right now i have alot of anger building up because one of my dreams
was to play college basketball but not only that make it to the ncaa

tournment and be playing in march. i never thought my fist year of
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college basketball would go in this direction being a freshmen and
wanting it more then some of the older guys i just think it is blexri
just hope when my time comes and im one of the older guys i still
have the same dreams and still have the same hunger as i do now
because it doesnt take much if u put your mind to it.
Interestingly, his rhetorical revision project should have beentahe profession of
teaching, but he ultimately created a t-shirt that describedttkes he felt as he
played (or did not play) for the university's basketball team.
However, late in the spring semester of the yearlong counsewEte about
his experiences being a student-athlete, and how disillusioned $iebeuag in
college playing a sport he once loved. He compared his high schooileexxpeas a
student-athlete to this first-year as a collegiate studéigtat The change in his
writing was significant. He wrote with clarity and insighte&rly, when Eric could
use his emotions to guide his writing, his writing improved dramatically.
When | started playing High school basketball, it got a litttarimre
serious because that's when you're ranked as a player on hoyouwvell
compete on the court. High school is the time when | had to show all
of my skills, hoping to get recruited by the best schools. Theyaitis
a bit of pressure that comes with that because | want to penfiyrm
best every night in hopes that all of the dreams that | ondeada
young kid would come true. I'm fro{ il which is a major

basketball state. The fans love basketball more than any other. sports

252



They are considered die-hard fans and will fill up any High Sabool
College Gym just to see a game. It was very competitive ®r m
during high school because basketball was taken very serious.
However, | enjoyed it because it was fun and | was playing tizke
with my friends.

In retrospect, | should have opened the assignments more tonBribisa
classmates. When they wrote about something that matterednto(timdike the
readings from,), their writing improved. In even more journal entries during the
spring semester, Eric wrote about basketball and how difficulast to juggle both
the athletic and academic demands on him. He does allude to the het that
many times his academic work was not completed fully or sorastim a timely
manner, as athletic commitments took priority:

In our lives as scholarship players, our first obligation is to lhbake
because that is what is paying for us to be in college. But ofast
know that basketball is only a tool that is getting us the opporttmity
get an education that we may have not have been able to afford.
Sometimes, it can be a double edge sword because in order wldo w
in school, | have to have time to give to do my schoolwork. The
basketball schedule is so demanding, it makes this very hard to do.
Many people on the outside think that student-athletes have it very
easy but they are so wrong. | would like people to understand that it

definitely not a free ride to receive a scholarship for basketball.
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Of all the students interviewed and studied for this dissertptigect, Eric was the
one who was the most disappointed in the student-athlete expetiowever, he

was the one most excited to be gaining an education. Erials@ghe student who
was most affected by the pressure to be both a student andeda athd Division I-

A institution.

6.5 Instructor Perspective

Eric was one of the few ICW students who did not stand out amopgéts.
He blended in, as that is what he wanted; he did not want to be undé&ntons
scrutiny. Many of his peers in the three-years of the couese wften larger-than-
life, their confidence and their egos filling up the available spadhe classroom.
Many of these students were loud, boisterous, energetic, playergerdluBy
contrast, Eric was quiet, he stayed to himself, and he did his werka#i focus and
dedication to both his sport and to the academic work required ofumfike many
of the other students, Eric understood that he would never become aipnafless
athlete. He simply liked playing basketball.

Of the three case studies, and indeed, among the other 44 studelhesl @mr
ICW, Eric had the most "academic" writing style. He néeideimprove his writing,
as all the students did. Eric did not seem to change as muadaaso6D'Ante had
changed in their writing. Eric did not have as far to move &ezlre¢he "academic
standard.” It is clear, however, that Eric's writing impobwwer the course of the
year, and as the instructor, | was fortunate to witness thatdraration. Robert

Leamnson, in his bookhinking about Teaching and Learnjngptes that
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how students got to be [the way they are] is certainly someomix
nature and nurture. But anyone who has had the opportunity to teach
the same students at both the beginning and the end of their college
career will have noticed changes that are significant andtsoese
dramatic. Students' genetic endowments not having changed, we can
safely conclude that their college experiences the temt¢hey h ad
and the courses they took—have had considerable impact. (2)
The additional time and the additional attention he received frowldgsmates and
his instructor benefitted Eric greatly. The course encouragedohmite every day.
As Leamnson notes, "Daily immersion in a discipline, even a diffane, involves
representations being repeated until [...] the complex has beconimarfa@bs). In
other words, the daily writing activities made him a better writer.
During the 2006 year, | introduced several New Media componentshiato t
ICW course. One of the students' first assignments wastiupe a photo-collage in
Photoshod. Students found five copyright-free photographs through an Internet
search engine, and they combined those with a quotation about edutaggnvere
also to integrate their autobiographical haiku into the collage.
The Photoshop assignment excited Eric in a way that other assighadid
not. As he worked in the New Media Writing Studio, he was abletimukate how
working on the collage helped him in his writing. At one point, Eric maidsaved

his work and through a common technological glitch, he lost hisHiéehad to

* Selected alternative assignments appear in Apréndi
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reconstruct the collage from the beginning. Instead of remainisyated at having

to do the work again, he realized that in recreating the collage he was makirey a bett
document. He told a classmate, "By doin' it again, | maketiebe. . I like this. |

can see how this'll help writing." Where the majority of otliedent-athletes in the
ICW course were kinesthetic learners, Eric was a visuaidealf he could "see" the
outcome, he could understand the process to arrive to that outcome. &uailyoH
would support this claim as she argues "the visual data students gatube used

to focus and extend knowledge in two ways: by identifying the elentdriteracy
practice more closely, and by challenging and elaborating umgrbpncepts of
practiceandevent (18).

In his collage, he combines photographs of trees, what he calletiééseof
knowledge," along with this autobiographic haiku and a quotation about education
and literacy. "These trees show different seasons and aediffeames of day," Eric
said. Eric chose these details, he continued, because "knowledge hajpgbes

time, and there is no limit on knowledge."
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Fig. 6.10: Eric's Photoshop Collage

The inclusion of New Media components into theddtrction to Critical Writing
course helped students such as Eric who had a foeealternative assignment
assignments unlike the ones he received in higbddl In these assignments, E

felt he could express himself more effectively awith greater effec
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INTERCHAPTER

CONCLUSION TO CASE STUDIES

"Defeat is not the worst of failures.
Not to have tried is the true failure."
--George E. Woodberry, Poet

Chapters 4, 5, and 6 highlighted three individual students and how their
writing changed over the course of one year in the ICW eourkese students
completed the same four assignments, and they each completed centptgm
alternative assignments. Through it all, each student leanoegel about himself, his
peers, his teachers, and the institution. Most importantly, howeaeh student
learned more about writing and about his own writing process. It waalways
easy, but ultimately, it was effective: they learned. While the assigsrtteaditional
and alternative) helped in that goal of better writing, the nfésttave tool were the
one-on-one conferences held throughout the semester with each individuat stude
about each major assignment. In these conferences, the studentbeouldre
themselves and avoid the "cool pose" they had in class (Pattefsay).could be
more forthcoming about their lack of skill in writing, and they everore receptive
to instruction when away from their peers. Neal Learner, inrtidea"The Teacher-
Student Writing Conference and the Desire for Intimacy," makestgument that
conferencing has always been an effective tool when studentfoanevaried
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backgrounds and have varied levels of preparedness in the classroalso ldaims
that teacher-student conferencing allows educators to connecstwitbnts and it
"provides a promise for teaching and learning" that cannot be rteplida a
classroom (205). As Learner notes, conferences with studentsvarelarful way to
connect with them, and this connection, the relational pedagogy digcliss in the
next chapter, can be replicated in a classroom. For some acalligomcerprepared
student-athletes, conferences offered an alternative spagarto Conferences also
invite students to join the academy.

Kelvin Monroe, in his College English essay "Writin Da Funk De&engs
of Reflection and Reflex/Shuns,” comments that when he was an undetgradua
student at a large Midwestern University, he rarely had confesenttd his
professors. He notes, "l began to study the responses | receivgdréguests for a
little extra time with these profs outside class. | sawithie students having coffee
with their profs, talkin about school stufi—at least it appearedwhgt—or chillin
with their profs outside of class. Not me" (104). Monroe, | must nstéfrican-
American. He calls this lack of concern that many profsskave toward African-
American students a "violence to academic neglect" (104). Thesremigkes with
students from ICW sought to negate this "violence" and include theime mwdrk of
the institution: education.

Another benefit the conferences had was to smooth the transition igbm h
school to college. For the student-athletes who participated in repeodcing

sports at TCU, a predominantly White campus, the transition from $atpool
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student to college student was significant. It was also signififor their 42 ICW

peers. These students needed a place to navigate the change fraset arfe
expectations to another, and the conference sessions allowed eachtstddethiat.

The conferences provided students an opportunity to learn about their adsmac

culture in a nonthreatening and supportive way. The conferences aladepr a

"literacy sponsor," to use Deborah Brandt’'s term. That litespoysor would be me,
the instructor of the ICW course.

In Literacy as Involvement: The Acts of Writers, Readers, and, Terendt
notes that in order to be literate, one must pull away from therangasolidarity
with the social world, to put deliberate space and time betweeself and others
(Literacy as Involvement: The Acts of Writers, Readers, and TeAts other words,
to be "literate" (as the academy defines the term), one must be williogego some
part of one's heritage and culture. The three case studiesaei@@ in this
dissertation demonstrate three levels of willingness to chdhge was the most
easily connected to the university culture, as he had "litegaayssrs" as parents,
and his life was "richly dependent” on literacy as he grew upn(Brd.iteracy as
Knowledge" 193; Sponsors of Literacy"). His parents were collegguates, and he
had always expected to attend college. The transition to the cwiagraot difficult
for him.

Sean, on the other hand, had some difficulty transitioning from one ctdture
another, but football pressures could have been the cause of thosEmgroble

came from a home that valued education, even though not all meoflessfamily
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knew how to attain it. He was willing to lose a part of himselain something
more, something that would benefit him: a chance to play Division I-A fdatbdla
college degree.

Lastly, D'Ante had the most difficulty losing himself in the deaic culture.
He fought to retain his sense of self, and he defied anyonkatoge or challenge
him. He knew himself and his liked himself as he was. He was, howsvenuch
out of his comfort zone that the rebellion and the showdowns gave himta saye
himself in the midst of a very difficult year. For D'Ante, tr@lege education and
running at a Division I-A institution was too high a price to paytf& changes in
himself he would need to make.

The next chapter, Chapter 7, provides an analysis of these cass stodi
what future educators can learn from them. It will also highlggthe alternative
assignments and pedagogical strategies that worked with utlentsd enrolled in
ICW throughout the three years of the study, including the non-studdeteat

female students, and second-language learners.
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CHAPTER 7

FINDINGS AND ANALYSIS:
UNDERPREPARED STUDENTS: DO WE PUSH THEM OR PULL THEM TO
SUCCEED IN THE WRITING CLASSROOM?

"Nothing is particularly hard if you divide it into small jobs."
--Henry Ford, Automobile Manufacturer

"Pick battles big enough to matter, small enough to win."
--Jonathan Kozol, Educator

"A coach is someone who can give correction without causing resentment.”
--John Wooden, Legendary UCLA Basketball Coach

7.1 Introduction

The subjects of three case studies in Chapters 4, 5, and 6 (D280,
Sean, 2005; and Eric, 2006, respectively) represent the 45 students in the
Introduction to Critical Writing course throughout the time of thigsertation study.
These young men embody a wide range of ability as they entegieditst year at a
university, with D'Ante being the least prepared and Eric bdiegniost ready to
tackle the university work required of him. Sean represents teange student,
the student with undeveloped ability. Each of the men played a diffgerit (track
and field, football, and men's basketball), and each had a differ@nfiogdis future.
D'Ante and Sean believed they would one day be professional athfetdsri@aused

his skills at basketball to earn a college education. Although these inen had
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many similarities, their differences—between each other aetiveen their
classmates—are what inform the findings of this dissertafiba.findings fall into
three major categories: students and their identity formatiorgahiéicting roles of
a "student" and an "athlete," and students' responses to alternative peslagogie

In writing about the world of student-athletes at a NCAA-rankedsiuiwi I-
A university, it is very difficult to focus only on the student whee student-athlete
may often see himself as only athlete. The sport supports thes ¢& "athlete"”
particularly, as one coach noted, "academics is a plus, athtetiamnust.” While it is
not the responsibility of faculty to change perceptions of communéynlvers,
coaches, or fans, faculty can begin to change the institupp@neéption of student-
athletes. As | have tried to make clear elsewhere in thsedation, much is at stake
in the world of intercollegiate world athletics, and education rarely topssthe li
7.1.1 Entering the Conversation

In "Being a Writer vs. Being an Academic: A Conflict in Goals,"eéP&ibow
focuses on the "conflict between the role of writer and that adesog" (72). He
describes his goal of teaching first-year students as gettem to "feel themselves
as writers and feel themselves as academics,” but he reesghis may be an
idealistic goal that some students will not reach (73). By usi@germ "academics,"
Elbow is not suggesting that all students will join the acaderofessionally; rather,
he wants students to engage important issues through crititalgvand reading in
order to position themselves within others' ongoing conversations. Sdewants

them to see the value of academic writing, as he says, "tnasfawant them to
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internalize the role of an academic, | should teach my studenty/salte situate
themselves and what they have to say in the context of importdaetsmho have
written on the subject: to see the act of writing as an acfimofing and
acknowledging one's place in an ongoing intellectual conversation” (78).

Elbow makes a good point, but it is a point lost on the majorityuafesits
enrolled in ICW the three years of this study. The ICW studeadslittle desire to
"join a conversation" with an academic, whether that acadeasadn a text or face-
to-face in a classroom. The conversations academics were haenggnot the
conversations the student-athletes were having. By encouraging stuttens to
join academic conversations, Elbow implies that the academic coterrsas more
value than conversations the students might otherwise hold or thaicaldemic
conversation is more important or worth joining. The implication is tdsabandon
the non-academic conversations, as they are relatively unimpofiaatstudent
writers might disagree with this notion. The student-athletehis study certainly
would. The student-athletes were disconnected from academic cororessatithe
university, and throughout their educational histories, they had beeyutesf those
conversations and decisions. The student-athletes in ICW saw thiemaslathletes,
not as academics, not as writers. Yet they were literatemy ways. To ask them to
abandon their current method of communication for a new method was
unreasonable, at least at the beginning of a semester. By askdents to accept
academic discourse as a way to communicate and make mearihey wbrld, we

quickly force them to abandon many of the beliefs and values thabthey with
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them. We are "deculturing” and, to use Patricia Bizzell's termdiffatently, we are
"deracinating” them so that they can join our community (22). Sinmpliying the
students to join in the conversation, however, was not enough. The coniflad&sg
the students occupied caused problems, significant problems. Even thbagh |
taught first-year composition for several years, and even thodgh ot strive to
change the students in some radical way, and even though | fdlthénaredibility,
the ethos to "invite," my simple invitation was largely ignored, as thedents did
not trust me. They did not know me. The invitation causes significatiecpes,
particularly for one ICW class.

Mid-way through the fall 2005 semester, the ICW class—Se#ass—was
having considerable difficulty understanding why they were emralelCW. By
mide-October, the newness of a university experience had begunrtofivealy to
be replaced by what they felt was the drudgery of comingatsschind completing
coursework. These were the "stellar athletes" who saw tivesses athletes, not as
students. While only 47 percent of the students in this class faett@all players,
their physical size, and their larger-than-life egos doméhdte room. The TCU
football team had a major upset win over nationally ranked Uniyes§iDklahoma,
and they were feeling invincible. The win over Oklahoma also solidifiet] gra an
athlete" role they each assumed. Community, fans, alumni, facultyraversity
staff reinforced these roles, too, by talking about the "big gaarel rarely
mentioning academics. As first-semester first-year studédmty believed they had

nothing to gain by a writing course and everything to gain by playing football.
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The basketball players were feeling the same way, but unlikéottball

players who had been willing to sit through the course because théy @iadrder

to play football), the basketball players did not want to be icoliese from the first

week of the semester, and they skipped class as much aothiéyThey wanted to

be involved in their sport, not in a class of struggling writers.oAe student,

Timothy,! noted in a first-week journal entry,
Today is the first day of September which means the basketball
season starts in exactly 64 days! | cant wait until thad{sin] is
fillled to the top with my Mom, whose my number one fan, one the
first row with her shirt that says "Thats my batiiil |GGGl
embarrising me but at the same time supporting me the best way
possible. Coach [. . .] is very excited and has high expectations for
this year, | think that is why he works us so hard. If that'stimet
reason | dont know what could be. My mom and my daughter is
pretty much all the family | have. My daughter hasnt seersketiaall
game yet but im pretty sure she will enjoy her Daddy shooting
dribbling, and passing.

Timothy, who ultimately showed promise as a writer, wasemoterested in his

infant daughter watching "daddy shooting, dribbling, and passing" than ke wa

passing a course that would keep him eligible to play that sport.

L All names, except where noted, are pseudonyms.
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Additionally, the second-language learners had difficulty in thesequas
they could not understand the language. In this particular ICW cowsé&riguages
battled for dominance in the room: standard academic discourse (Eigilish) and
slang (Black English). The second-language learners understdabdrndihey also
did not understand the blatant disrespect for authority and disregaraddional
academic rules the student-athletes exhibited.

By mid-semester, the Caucasian students also had difficultyeircaurse.
They understood they needed the additional time the course allowbdjrasgriting
lacked the sophistication and polish of other first-year students. \Wowhey felt
out of place, as race had become a very large "elephant in the" ragriiravis
Mann, theethnographic researchewho studied the 2005 course for this master's
thesis, later described. Probably for the first time, these gipes White students
were not the ethnic majority in their classroom, and they vpeobably for the first
time, experiencing racism and discrimination. The African-Aozri men—those
men who did not want to be in the room at all, those men who ware interested
in collegiate athletics—dominated the room with their lack ofr@stie their apathy,
their disrespect, and their "buffoonery,” to quote their academisedvihese men
were the majority in the class. As in most classes, the majority ruled.

Fall 2005 was the semester Travis Mann, a TCU graduate studeredstusli
ICW class for his master's thesis. Each Tuesday, ha sla¢ iback of the computer
lab we used as a classroom and watched as the class stragdléailed to move

beyond the identities of "student-athletes” or "remedial writerorder to form a
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collective community of writers. While he tried to remain rdijéNendy Bishop's
"white-coated clinician” (74), the students and | were alwaysmewf his presence.
From the students' perspective, Mann's gender gave him the tiedoffuthority"
role in the classroom, and this was supported by impressions héhgaust day of
the fall semester. If there was a conflict or question, tilndesits often looked to him
seeking his direction, as he had inadvertently assumed the "lealiednrthe first
day of clas$.Mann tried to step away from that role, but it was difficultfims-day
impressions were a challenge to overcome. So he watched thentdaastions, he
read student writing, and he took notes.

All this is to say that the first eight weeks of the 005 semester were very
difficult. The diversity in this particular course demandedernative pedagogy as
each segment of the student population figuratively cried out for ivhaeded. No
one needed the same type of instruction. No one in the class, the -stiindietets, the
African-Americans, the students with learning disabilities, theosd-language
learners, the non-athlete students were feeling heard. Theynaep®nnecting to
each other. They did not want to join any conversation with me or\eikreach
other. The 17 of us, 15 students, the graduate-student researcher, and me, had entered

into the contact zone.

2 On the first day of the fall semester, after | halted to students about the syllabus, the coifse,
content, requirements, and after | discussed thed bistory of ICW at TCU, Mann introduced his
research study. Instead of simply introducing thely he also spoke of his extensive experience
teaching a course "just like the ICW course." Wiathad meant to explain was that he had taught
basic writing courses at a local community colleiymnn did not realize how different and how
difficult a class of student-athletes would be, &mdhis lack of awareness, he implied that he had
much more experience that | had as instructor chsa course. The students remembered this
throughout the semester of Mann’s study. As a beginresearcher, Mann overstepped his bounds
and inserted himself into the class.
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Mary Louise Pratt defines "contact zone" as "social spatese cultures
meet, clash, and grapple with each other, often in contexts of hightyratrical
relations of power, such as colonialism, slavery, or their aftbsyas they are lived
out in many parts of the world today" (236). With this definitiormind, the contact
zone is an appropriate metaphor when discussing students who, for \zavnedyg of
reasons already discussed in this dissertation, enter the univanpitepared for
what they will face. The student-athletes were also contenduiyy the
"colonization, slavery, or their aftermaths” in the complex evaf intercollegiate
athletics (Hawkins 223).

As a member of the academy, | represented the dominant culturghef hi
education, and | was asking them, at least indirectly, to bed@menk, and | was
meeting significant resistance. Employing the notion of theacbr#one explains
where clashes occur between the dominant culture and other cultities
classrooms, and looking through the contact zone lens allows scholars
instructors to see differences that resist homogenous assumptiany. basic
writing students come from cultures that conflict with the stahded culture
created within the academy, and while many composition teacksuma students
will readily accept the values of writing and reading once tmégrehe classroom,
many of those composition instructors are wrong. | did not assurhsttitents in
ICW would "readily accept” the values of my classroom. Howelelid expect
certain levels of engagement and certain standards of decorum.tivh@s students

struggled to learn how to write because their values wererahtfdrom those in
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higher education, and their home communities did not value writing. Témssthe
case for D'Ante. Literacy experiences had not been valuadna¢, as his mother
"worked a lot" and she did not know he was not doing his schoolwork. S bisel
reason D'Ante's year at TCU was so difficult. He was askedlue something other
than what he had valued previously in his life. D'Ante is but one exaaipte
student's unwillingness to change. The entire 2005 ICW classalserexamples of
this resistance.

About the same time as the ICW class was imploding, the assorted factions of
the class having various problems, through the nonprofit organizatione Wdri
Succeed, | facilitated literacy workshops at a local battex@tien's sheltet.Each
week, volunteers went to the shelter (with journals and pens totgighelter
residents) and wrote literacy narratives with the sheltevechen. Initially, the
women in shelter resisted writing, as they were embarrasséoel (in)ability to
produce text. With encouragement, warmth, and kindness from the workshop
volunteers, the women began to produce teXhe hour-long workshops were
periods of laughter and reflection in the midst of tragedy and painwdheshops
were times of writing, praising, clapping, crying, loving, suppgrtiend healing. In
these workshops, anything the women wrote—no matter how eloquembvor

simple, no matter what language, no matter what style—wasegrand applauded.

3 Write to Succeed, Inc., established in 1997, iomaprofit organization based in Texas. Write to
Succeed and its volunteer staff facilitate writipmgpgrams and pedagogies that benefit underserved
writers of all ages.

* The women in the shelter rarely (if ever) knewt tihe Write to Succeed volunteers were university
instructors. To the women in the shelter, we wémgply "other women." In these workshops, there
was no separation based on class, education,caabijlity. We existed and worked together.
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Women could read their work out loud to others if they desired, orcihdg keep it
private. They chose what they would do with their writing. They madees about
what was best for them. The only requirement we had in thesersesvas that we
never discouraged another writer. Anything the women produced wse ¢ar
celebration. We celebrated because the woman produced somethingledtated
if the woman drew pictures. We celebrated if she wrote her pro$er native
language. We celebrated because the women chose to do something pasit
themselves. We celebrated because, in many ways, we wesantige each woman
in the shelter or each woman who had volunteered in these workshops kaew w
was like to be beaten (literally or figuratively). We knew witafelt like to be
powerless in a system dominated by those who cared little aboutvestveere or
how we faired in their system. We understood each other. We respected each other.
The workshops at the women's shelter were highly successfultrgsdfsl,
as we never knew what women would write and how their trauma wouklteurf
their writing (we were not trained counselors). The facilitatnsply listened and
supported. The women's words were their own, and we did not censor ttladim a
Through this work, however, women's lives were dramatically cliabgenriting.
Women who had suffered horrific violence (to their minds and to thailies),
women who had survived through the violent deaths of their children, wasnen
endured the loss of home and family, income and sense of self, wgng.wlhe
writing was helping them heal. Women kept their journals and tbetinued to

write in them long after they left the shelter.
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One of the assignments we used with women in the shelter wasdl&om
George Ella Lyons' poetry template frooocal Learning: Poetry and Sense of
Place: Where I'm Fronmstudents filled in answers on a blank temptatée Write to
Succeed facilitators used this prompt as it was not diffiouliot, no one has to write
complete sentences, and the final product can be a strong and ematemalTjhe

prompt began,

I am from (specific ordinary item)
From and
I am from the (home description)
, and (adjective, adjective, sensory detail)
I am from the (plant, flower, natural item)
The (plant, flower, natural item)
I'm from (family tradition) and (family trait)
From (name of family member) and (another one)

Fig. 7.1: "Where I'm From" Poetry Template

Women wrote about their own families of origins, about the placelseaf Ibirths.
They used concrete and abstract terms. They created metaphmsnded. The
women gave their readers a glimpse into themselves anditksirThe writing they
produced was beautiful. At each reading of a women's poem, weudienee of

readers and writers) cheered and clapped, both for the amidefor the writing she

® The complete full-page prompt appears in Appeidix
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had produced. At the end of each literacy workshop, each woman received a
certificate of completion in a very brief graduation ceremohy.each woman
received her certificate, we all applauded and cheered, chlingy her name. We
wanted each other to succeed. We all wanted each woman to succeed.

Oddly, the shelter residents and the students in ICW had much in common.
Each person in each group was in a foreign and temporary jach. had seen
herself or himself in another of life's roles, but those werethmotroles they then
occupied. They were lost and battered, physically and mentallyelhasvliterally
and figuratively, and they were striving to recreate themseNeswriting prompts
used in the women's shelter had been successful. | wondetesly ifvould be as
successful in the ICW classroom. | wondered if the pedagogy of suppor
nonprofit volunteers embraced would work in a classroom of apaticetdysed,
and angry first-year writing students. | realized that thehapia writing students
needed the same support the women in shelter needed. Both groups needed to be
heard, accepted, praised, supported, validated, and rewarded. The T™WiHem@m"
poetry template was enough to jump start the class.

The day that | introduced the "Where I'm From" poetry templateedGW
students, several had arrived significantly late for the 75-miclasss. They ignored
my greetings. They had forgotten their homework. They talked about an imgcom
football game. | gave them the "Where I'm From" template kvhed been copied
onto green paper, and told students not to think about the questions too deéply,

to write the first things that came to mind. Tkeé&nographic-researcherlso
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attempted the assignment. Everyone had to write quickly. They coiiddwiratever
they wished within the parameters of the prompt, and nothing they woateé be
wrong. | provided the same kinds of instructions the nonprofit volunteeesagahe
women's shelter with this same writing prompt. Most students ebedaplthe
assignment quickly without much difficulty. David, however, spentvarfements
filling in the blanks on his green worksheet.

David, a football player from East Texas, had been a quiet but pbstéd
presence in the class from the first week. He was havifigutliy fitting into the
culture of the predominantly white campus. He was not playing foatbdie had
envisioned. He was a redshirt freshman and the coach, David latendpltharely
knew [his] name." He was no longer the "big dog" on his campus. Agdhity of
the ICW class and its function became as clear (as a rdngedise on a campus
that did not offer remedial courses), and as his lack of footbalinglaime (as a
redshirt freshman) became clear, he resisted where he tultk in the classroom.
David came to class late, and he rarely turned in work on tinteleViile never
overtly challenged authority in the room, as he was always pdlite lack of
engagement, though, was clear to everyone in the class. After completiighitie
I'm From" poetry template, David realized that without trying t@ed, he could
produce interesting text that others appreciated. Something in the assigpankad s
his interest. He was able to draw upon a place he knew and loved, @odltie
express it to others. Even though he had been disengaged from shallcdasnester,

David volunteered to read his work to his peers:
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I'm from big trees, pine trees, and woods,

I'm from family gatherings and Baptist church and love.

I'm from Lobo Country. Tough, true, and smart.

| am from failure and graduation. | am from the love-below and the

hate-above. | am from where | was, not where I'm at.
When he finished reading, we applauded him and his writing. At firstapplause
was forced, as students will do for each other, but as the image$favid's words
filled minds, the applause became more sincere. These handclepfeasty and
strong, as the other students were impressed. It helped thatovesdys excited by
David'd poem and | modeled excited behavior, much like a cheerlgaget. His
peers were surprised at what David had written. He was sur@isetiat he had
written. In that moment, David was no longer an apathetic footbgképktuck in a
basic writing course he did not like. Suddenly, he was a writerygne in the class
took note of how smoothly his words flowed from him as he read. When David
finished reading, other students turned back to their worksheetsi@hdotrmimic
what David had produced. David recognized that his peers—all the varouss gf
them in the classroom—saw him differently, that he had, in fact, affected them.

The basketball player, Timothy, not to be out done by the foqbteter,

David, attempted his own, "Where I'm From" poem. "After | got infohe later
stated, "it was kind of neat. When the other students read thes@ntled really
cool. When | looked back at mine, | found a way to fill in some of theksl that |

had left blank after listening to other people read their greeet.5hEhe text that
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Timothy produced revealed more about his community and his self-ithagéne
had revealed in the class before:

| am from gold chains, slabs, and big bodies, (Large cars)

| am from the jungle, krunk, wild, and dangerous.

| am from the Oak trees and steep cliffs.

I'm from gambling and hustling.

From Butah Man and Low Key. I'm from loyal and fake.

From being strong and never scared. I'm from Baptist.

I'm from Oak Cliff and West Dallas.

I'm not a statistic, I'm my own man.

| am from the home of the brave.
As we applauded Timothy, other students completed this in-classgaask and
offered to read their poems. They wanted the applause, too. The Andgnts read.
The second-language learners read. The other football playsis Adter each
person read her or his poem, we cheered and clapped. We were heagtigeriog
that each of us had a story to tell, an experience that needed explaining.

Interestingly, as David, Timothy, and the other students warleting the

"Where I'm From" template, Travis Mann was completing theestmmm. However,
Mann found it a difficult experience. As he relates in his own work,

Less than two minutes after Lynne [the pseudonym | used for his

Mann's study] . . . handed out the in-class writing assignmevas |

stuck. | had no idea what to write in the blanks on the 'Where I'm
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From' sheet. She had asked us to fill in the blanks with theHirgj

that came to our mind.

Few words came to mind to fill in the numerous blanks. This
assignment, | reasoned, must be too hard for these students who were
enrolled in this 'stretched' version of Texas Christian Unityessi
first-year composition class. . . . But as | looked up from the paper
that was causing me frustration, | noticed that many studeernseske

to experience little difficulty filling in the blanks of théiWhere I'm
From' sheet. Although a couple of students were asking for help from
the instructor, the majority were quickly writing answers, gasil
moving through this assignment. Again, | thought about what the
instructor had said: 'Just write the first thing that comes ital.m
Although | am an experienced writer of professional and academic
prose, my 'first things' were not coming, yet these students who had
been identified as underprepared for first-year college composition
seemed to work through a difficult exercise with no problem. | looked

back at the paper.

Still, nothing came. My mind ran diagnostics of my writing pese
trying to understand why | could not come up with words to fill in the

blanks. In the background, | heard Lynne ask for volunteers to read
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their work. | was surprised when [David], a student | noted early in
the semester who did not seem particularly interested in, ctagsh
less writing, volunteered to read. His previous classroom behavior had
led me to my early conclusion: he consistently did not pay attention,
nor did he seem to want to participate; many times, he arratedd
class, and, invariably, asked for an extension on his assignments. As |
was still working on my own sheet, | half listened to him, expecting to
hear exasperation . . . (Mann 1-2)
Mann's experience with this simple worksheet illustrates tieuwty many have
with writing. We assume it should be done a particular way, aften’right” way.
Mann assumed that since he was a "writer," this work should have been easy for him
It was not. However, the students, who were tired of being wrongham
academically defined "right" way, flourished under the notion thathing you
write will be wrong." Since the students wanted no part of théemci conversation
they had been invited to join, the choice of words came easiheio, tbecause those
words were their own.
What | would realize about David, Timothy, and all the other studernksat
year's class of ICW was that they each had images andimdtesr heads they did
not know how to express. The poem template illuminated their abildgresie, as
much as it showed themselves and each other. They had resistedngeagart of
an academic conversation, because academic conversations—to itlusir—were

predicated on notions of "right" and "wrong," on the institutional watherstudent
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way. Through these poems, they could join with each other in conversatmhs
they could join with me. In fact, the students in ICW eventuallyt@avime to join
them intheir academic discourse.

| wish | could say that after this one day in October 2005, ths clznged,
that suddenly the students were willing to come to class onandedo the work
required of them, that they stopped resisting me and each otfeeis ltarely that
simple. This poem, this one day, however, broke through issues of rgesdefr, of
sport vs. nonsport, of language. Everyone attempted this in-classnasstgrand
they each produced interesting text. Something as simple ag filia worksheet
unified a very diverse classroom. It was an assignment the stuldattnot fully
expected.

The in-class "Where I'm From" assignment served as a pfon&avid and
the other students to think and write about themselves and theiefarml much the
same way the Autobiographical Haiku preceded the Literacy Autapbgr
assignment, the "Where I'm From" assignment preceded their tAntagaphy
assignment. The "Where I'm From" template helped the studentsatgerkas and
images of themselves so that they could begin thinking more aboufathdies and
how to write about their identity. Using primers like the "Whire From" allowed
the students in the class to make meaning about themselves thettieyransfer
to their longer texts. Using these primers helped the studestshemselves as

writers.
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7.2 Inventing the University and Inventing the Self

In Chapter 1 of this dissertation, | used a quotation by Edward M.eWithit
explain how the promise of higher education is one that many $triyéowever,
the reality of higher education, for some, is out of their redttite said, "American
education is subject to two contrasting and underlying motifs: agahism, the
argument that everyone should have opportunities for success; anoh, ethies
restriction of opportunities to the most 'deserving'—which often meath®se from
a relatively privileged home" (qtd. in McNenny and Fitzgerald 183. this
dissertation has attempted to prove thus far, student-athletes doemofadifinto the
"most deserving" category that White describes. Yet, theg peet of an institution.
They are not simply athletes. They are students who strive totdita campus
culture that often only accepts them for their athletic ability.

It is easy to understand how a student-athlete can form his addmeity.
One forms an identity based on how successful one is in a grean For student-
athletes who are successful on the court or field, that idenbiccaan make sense.
Secondly, the "success" of athletics is often measured imnggtrrewards. As
children, young athletes earn ribbons and trophies when they win colielsigh
school, a basketball player might earn a letter jacket wheor Ishe completes a
season, win or lose. In university athletics, especially thasked Division I-A by
the NCAA, student-athletes not only win ribbons and trophies for beiogessful,
but they can also win bowl or championship rings and other high-doban@gs of

achievement. Student-athletes also gain public recognition when theuaressful
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in their sport. When football players exit the tunnel from thegkér room and rush

onto the field at the beginning of a football game, the band playshandrowd

roars. The cheerleaders turn back flips. For those who play bdgketteeam could

make its way to the "Sweet 16" or the "Final Four" of MarcldiMess, and the entire
country, seemingly, stops what it is doing to see who wins that §jame. The
players on those winning teams? They end up with their picturesheatis boxes.

For success in the academic classroom, there are no equivalemiexewards.

One can feel good about achieving an "A" on an essay or understanding a
complicated theory, but no one applauds when that happens. The band does not play.
There are no cheerleaders.

Clearly, external rewards are important for success, on thé coum the
classroom. Who would not want to be celebrated in such grandiose wayesirfgr
skillful at something? If they could choose, most 18-year old yousrlgand women
would certainly choose the success —maybe not the work required-e-télith or
court over that of the classroom. Many student-athletes makehtiiaecso they see
themselves as athletes. However, students can choose to occupyolesth r
simultaneously. Many of these student-athletes need a model of academicssucce
that does not contradict their athletic or cultural identity.

In "Modeling a Writer's Identity: Reading and Imitation in tliériting

Classroom,"” Robert Brooke addresses a student's sense of identity whes he say

® At the completion of this dissertation, Novemb&08, Florida State University football player,
Myron Rolle, achieved success in both athletics anddemics. A starting safety for the FSU’s
nationally-ranked team football team, Rolle wa® alamed as a 2008 Rhodes Scholar.
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Composition teaching works, in the modern sense, when it effectively
models an identity for students which the studeats in some way
accept It works when part of their identity becomes a writer's
identity, when they come to see that being a writer in their own way is
a valid and exciting way of acting in the world. (40, my emphasis)
Through employing writing assignments like the ones | used in lagses,
particularly the primers that opened each unit (the AutobiographicuHar the
literacy narrative and the "Where I'm From" poem for the autoethpbgr
assignment), students begin to explore what it meant to have anyidend writer.
In many cases, this was a student's first exploration of Hitilseugh the lens of
literacy. That exploration may present significant challengef®izing him to look
beyond his world into other worlds so that he could then make meaning.
Additionally, it is important to recognize here Peter Elbow'ssdeWriting
Without Teachersln this book, he argues that traditional teaching methods—and
sometimes traditional teachers—can inhibit student writers. Bmgting ways for
students to develop their confidence as writers (through freewntinfjiple drafts,
as well as evaluating and nonevaluative feedback), Elbow arguedetredoping a
student's confidence is crucial to successful writing, and hig#sss close attention
to how a community of writers also has an impact on studenhgritiwould argue
that increasing a student-writer's confidence can also lehis tr her inclusion in

an academic community. When they are confident, they are not fearful or uncertai
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The assignment types Elbow describes, freewriting, multipletsgrahd
multiple types of feedback are not "non-traditional" assignmamyslonger. These
are strategies used by most composition faculty. Howevewdlken which teachers
use these tools can be—and often has become—traditional. The traditional
assignments allow for student interaction with texts, with osiedents, and with
various forms of language and writing, but they do so in predictedys that do not
(usually) allow students their own voices, their own opinions, or theirvoays of
knowing. To use these traditional methods of writing instruction, the pgglagust
become unusual, or at least different from what the studentsienxged in primary
and secondary school. Examples of this non-traditional approach migdartbe
use of audio responses in addition to the traditional markings on atstiateiment.
A teacher could use online responses, required conferences, music, or New Me

7.3 Pedagogy

Educators have known since Dewey that students learn in a varsgysf
that not each student will learn at the same pace, in the sajdtowever, current
pedagogy does not always reflect this knowledge. With the studentied in
Introduction to Critical Writing through the three-years of ttisdy, | engaged in
what | call "relational pedagogy,” a combination of critipadagogy and feminist
pedagogical principles. Addressing these issues in depth is othisideope of this
dissertation; however, | will provide brief descriptions of critiemd feminist

pedagogies, and then | will explain how relational pedagogy fumedi in the ICW
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classroom. The assignment alternated between traditional andaddretral, yet
throughout the relational aspects of the pedagogy remained constant.
7.3.1 Critical Pedagogy

The term, "critical pedagogy" does not have a single deinas the word
and its meaning has undergone significant change since Paulodeiagd the word
decades ago. However, the phrase "liberatory education” comestdosefining
the word in modern-day usage. | use this definition throughout thiarobssetudy.
Students in America today, in 2008, do not need emancipation from dictatorial
fascist regimes. The government does not tell modern-day stutlahthey cannot
go to school or choose the career they desire. Students in thisycmaaty do not
have to contend with challenging or overthrowing the government to enlsure a
citizens have fair and just rights. Critical pedagogy is tedayiversity is a tool that
helps raise students' critical consciousness regarding oppressia conditions.
Students, however, often do not consider their experiences, their lipast af an
"oppressive social conditions.” Critical pedagogy encourages studentssk
guestions, seek answers, and avoid accepting the status quo without thought or
guestion. Student-athletes in the revenue-producing sports do experfenice di
"dictatorial or facist regime." Athletic departments and beacdo tell students-
athletes when they will go to school (around team practices ane gyaes) or what
they will study (majors must not interfere with practicetravel schedules). When
an 18-year old man accepts a scholarship from a university, he doesvags

immediately realize how much control over his life he is givawgay. The fact
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remains, many student-athletes do not see their experiesceyppaessive or
exploitive even though others, those outside the complex world of intgietdle
athletics, might.

For Paulo Freire and Donald Macedo, being literate is not the egpiivaf
emancipation; it is in "a more limited but essential way the preconditiomf@geng
in struggles around both relations of meaning and relations to p¢é2+8). To be
literate is not to be free, and when using critical pedagogyiniethand relational
pedagogy, a faculty member is not tryingree the students or even encourage them
to free themselves, as that would imply the students are enslaatkderRcritical,
feminist, and relational pedagogies allow one, according to FaaaleMacedo, "to
be present and active in the struggle for reclaiming one's vogteryhiand future”
(2-3).

Once again, however, most of us are not living in a society that hedds
freed from unspeakable injustices. With this in mind, some of tiigcat
pedagogical techniques can be more subtle change in the liveslehtst Some of
the critical pedagogical methods might be encouraging fraewrnih class, using
nonacademic writing assignments, using service learning imsarobm, negotiating
point value on assignments, negotiating assignments, negotiatisgoolaspolicies
(apart from institutional policies), using some of those feminisdagegical
techniques of peer review and collaborative work, of bringing the deutseal
world" into the "real world" of the institution. Critical pedagon this case, would

be using evaluation methods with students but giving them a voloawrthe work
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is evaluated, by encouraging students to evaluate one another boratilze work.
It might mean encouraging them to write letters to the editorexample, to the
student newspaper or the city paper or even to national organgak have used
blogs in my composition classes numerous times and encourage stadsngs part
of the blogosphere is a way for them to make their opinions and voiaet Neéhat
they have found in these blog exercises is that they are arsied about many of
the things they believe. By teaching students to move outside ahes zof
information they already know and understand, they begin to realize dheiother
voices and that those voices have something significant to sawg, thesr
communities have been expanded. One could same similar things about the
sequencing of assignments, using primers to ready students for rigoreus
academic work, including low stakes assignments, and collaborating ondesign
with students. Each of these examples allow students some control over their work.
7.3.2 Feminist Pedagogy

Resisting the status quo, ways of doing, knowing, and being is standard
operating procedure for feminists because of their decad&sugfle for gender in
quality. This lived experience complicates and informs the theareesesistance in
critical pedagogy. In order for students and class groups tst"regster narratives
within a critical pedagogy, they must first have a critigadlerstanding of their own
authority, some level of empowerment from past experiences, aeld-r@ferential
definition of a socially constructed sameness or differenceatiae to others. The

feminist era of relationality—knowledge-making based on relatingotioer
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perspectives—prepares students for informed resistance. Susam bhgues that
teachers should "encourage students to subvert and critique the domstant, sy
even as they prepared to participate more fully in it" (242).

7.3.3 Relational Pedagogy

A relational pedagogy, true to its name, is based in the fehtimeory of
relationality. It asks students to see themselves as a piag gbcial structure they
occupy. Writing topics, for example, will come from the wrgestvn life, from his
or her own experiences. This approach to writing allows studenéetthe value of
their own experience. While critical pedagogy does espouse dak off social
critique, feminist relationality provides a helpful bridge betwestudent-generated
meaning and the many college assignments that may span thaecdidietween
student experience meta cognitive social critique. In the ¢4, writing about the
self preceded writing about others, and writing about one's own opiaime before
writing about and with source material.

A relational pedagogy also relies on the feminist conceptoohected
knowing—meaning-making through context and collaboration—as a way to make
college-level writing experiences more personally releasdt more diverse for all
students. A relational pedagogy seeks to engage students in braakaggfrom
adversarial and status quo arguments and moving toward exploratoygisnialit
does so by rhetorically analyzing existing points of view anddsti@ positions. To
demonstrate this, in the spring semester each year | taugi@wheourse, students

could not choose to write about any of the overused subjects stutentsblortion,
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gun control, death penalty, and underage drinking. Instead, studentsdrambse a
subject that was unique to them, a subject within their majorsuthject of a hobby.
It was here that | could capitalize on students' knowledge, on plete in a
community.
David Bartholomae notes in his work "Inventing the University" that bow
writer thinks of his or her position inside a given community is ingmbrtThis was
true of the ICW students. They were often outside the acadeomunanity.
However, relational pedagogy invited them inside (sometimes ezjigat
Bartholomae writes, "I think that all writers, in order to writeust imagine for
themselves the privilege of being 'insiders'—that is, the privilege bothngf imside
an established and powerful discourse and of being granted a sjgtiab speak”
(644). In 2005, when Travis Mann observed the course, he noted relational pedagog
at work. He wrote,
From the beginning of this class, [Billie] both extended an inweitat
and granted students permission to begin thinking of themselves as
'insiders,"' able to write within a college classroom. Sheedalhem
‘writers' from the very beginning of the semester. Theyevtother
and she wrote back. She established collaborative working
relationships among them as students and with her as the instructor.
Her assignments granted these students 'a special rightak bye

focusing first on them as writers. They then built upon their individual
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experiences in order to connect them to other individuals and ideas
through writing. (118)

Relationships are important in teaching. Susan Miller makesnaoriant
note that there is no teaching without a relationship and that etrenrélationships
include nurturing mother-types or even if they do not, the studentshati
something to learn. That relationship does not have to be a parental does not
have to be one in which the instructor is friends with the studentsenrame that is
conflict-heavy, as the 2005 ICW class had been, but the relationstdp tede
there nonetheless. There needs to be a sense of trust anc afspredictability
within the class and within the relationship between instructor amtkest The
relationship will never be equal in the sense that both the instartiothe students
have the same authority and autonomy, as this can never happen bechias®meva
also has to happen. Elbow argues strongly against evaluation of strdang, but
we work within a system that requires it. Students need to knowthey are
progressing, institutions award credit hours for the work, and a ggastanething
that students expect. Evaluation must happen, and in that evaluation is phere
power differential between teacher and student keeps the relapicgeparated. A
move in critical pedagogy would be to negotiate the criteriafgrade, and in the
ICW classes, | frequently did this. Grading rubrics were consuttigether, and
students had some control over what parts of an assignment hettbshaveight.
There still needs to be a grade, and there will also be pea®n between the

grader and the graded. However, the relationships between studemtstamnctors
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can become mentor/mentee relationships, and it is in thesenshaps that student
awareness of the world can be impacted.

| would argue against Jeff Rice, Director of Composition atthieersity of
Missouri, Columbia. In 2005, Rice used his blatgllow Dog to discuss issues
related to composition pedagogy. For Rice, and many other compcasgijotiie
teaching profession is simply a job, that there are no (or should)belatonships
that happen in a classroom. To have a relationship, he argues, mgares\talue to
the student and not to the work. In this way, personal subjectivity celmuct one's
response to students and their writing. But by devaluating the staddnboking
only at the student's work and as accepting that teaching is neergl, the
instructor is not knowing who that student is, and is not acceptingstilndént as
having any knowledge or perspective that can be (or even nebd$ honored or
challenged. Rice, typically, makes very interesting points aboutfidié of
composition and rhetoric.

7.4 Practical Aspects of Teaching Underprepared Student-Athletes

The practice of instituting an alternative pedagogy into alrestgblished
curricula can be difficult, but it is necessary. The pradticaf creating courses for
underprepared students (not only student-athletes) can move beyond tatieme
of a "basic writing" course with its focus on current traditionaetoric-type
pedagogy, but can include something as simple as the stretcle,cthesone-year

version of a first-year composition course.
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7.4.1 The Stretch Course

Begun at Arizona State University in 1994, the stretch model afylar
composition offers a college-level introduction to reading and ngritproviding
students with experience and practice at skills that may beniliafia(Arizona State
University). Since writing and reading are foundational to academncess, the
program, the additional time and the additional practice help studentesu@long
with TCU, several other NCAA-ranked Division I-A Institutions havglemented
the stretch model for their underprepared studéms.these institutions, however,
the courses have not been overpopulated with student-athletes. The camrse
include students who have the need to move through the course at a slmlidy
pace than the traditional first-year composition course (secogddge learners,
students with learning differences, returning students).

The students who enroll in the stretch course at TCU are studbatseed
additional help with their writing, particularly if they are ggito be successful in
college. The students who enroll in this course are also students dvhotdio well
in a traditional academic environment in their primary and secondeainpol
experiences. Clearly, a single pedagogical style does ndt f@orall students.
Indeed, those teachers who focus simply on the eradication ofiereostudent's

writing are teaching students that writing must be perfaetefore, the writing—as

’ Several other Division I-A Institutions that havaplemented the stretch course for first-year
composition: IUPUI, Arizona State University, Uniggy of Washington, Boise State University,
Southern lllinois University, Carbondale; Northdltimois University; and the University of Virginia
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is perfection—is an impossible task. Mina Shaughnessy notes thatsttiscequick
way to undo this damage. The absence of errors, it is true, does notnoachnt
toward good writing, yet the pileup of errors that charaasrlzasic writing papers,
reflects more difficulty with written English than the temnror' is likely to imply”
(11).

In the stretch course at TCU, and at most other institutionsu®tthis
model, students do twice as much writing as students who enrolled tratlitional
one-semester first-year composition course. Through the yearssosttidy, the
students in ICW completed eight major assignments (twice thebewrof a
traditional course). Four of these assignments were siroildh¢ same) as students
enrolled in ENGL 10803. However, four of the eight assignments wgndicantly
different than the assignments taught in high school or in a traditiveglear
composition course. The balance allowed me to measure the stysleg®ess
against the progress of traditionally-admitted students in EN@303. However, the
alternative pedagogies allowed the students enrolled in ICW to waiesv to
experience writing differently. The stretch course also affaxdditional time to
work on reading skills, skills that underprepared students often lack.

It is interesting to note that the stretch model is not labeld&@dsic writing”
course at TCU or any of the other institutions that use this mbtgh history and
mental baggage comes along with the basic writing phrase in cdiopagudies.
As Andrea Lunsford argues in "The Content of Basic Writers' yiEssdmuch

evidence now points to the connection between poorly developed writingasidlls
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poor self-image, lack of confidence, and lower levels of cognitive lojevent”
(284). She suggests that the field of composition needs to conduwatctesgat "will
probe the relationships among self-image, cognitive style, perteptstem, and
development of writing abilities" (284). Lunsford bases her argunmmnts study in
which she compared basic writers' perceptions of themselvessagaore skilled
writers' perceptions. Even though this article is more than 25s yelal, the
composition profession has made some strides in this direction, batresmarch
and application need to be undertaken. Therefore, students enrolled liGVthe
course were not labeled as "basic" or "remedial” writ€tgs is similar to the
phrasing that Write to Succeed volunteers used at the women's.dhele needed
to collectively name the women, they were never "battered womrelVictims of
domestic violence." They were women in shelter or they were susviVbe change
in terminology provided power from which to grow. At the domestic violence
shelter, facilitators were careful to not label the women #grled or as victims.
They were survivors. They were victorious. They were alive. Wighstudents in
ICW, they were never "basic writers." They were always ansgit’
7.4.2 Faculty

Just as extended time to learn the skill of writing is importhetappropriate
faculty member to facilitate / teach this course is justrg®rtant. Not anyone could
(or should) teach this course. For as the students enter the "coonact | would

argue that faculty also enter the zone with them. Without proparing and an
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inclusive perspective, the "do no harm" edict becomes clear. Stugantse further
harmed with an instructor using a traditional pedagogical style.

An instructor for this type of course with underprepared students woettl ne
five traits to teach this course (and these students) effgctivebt, one must be
willing to listen to what the students say, explicitly and imicand balance these
with what the institution demands. The instructor must, secondly, uadérghe
difficulties the students have in the institution, but then must dagvilo refuse to
victimize them further by making excuses for them in thesotesn. Thirdly, one
must adopt the "John Wooden" theory of coaching: that if one has no¢dedhe
educator has not taught (Nater and Gallimore). Fourth, the educatbbenwdling
to invest time in creating a relationship with the students. Lastly must remember
that one cannot teach what one does not care about to people one does not care
about.

To begin with the obvious, teachers who respect themselves reseiect th
students; a corollary is also true. Empowering teacherscamgassionate and
attentive, and though the educational philosophy and pedagogical rety¥esary,
they affirm their students' curiosity for knowledge. They dematestrtheir
commitment to reading carefully their students' essays anessipg concerned
when they see that someone is in crisis. Simply, they focustiimei and attention
on the student.

Time is a significant consideration when teaching student-ashl&seD'Ante

and Sean demonstrated, student-athletes travel on university busin@€3U Abut
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probably most other Division I-A institutions, students are not pemkf@emissing
courses when they are patrticipating in intercollegiate evemwetAr, the students
still miss classes, and if the students are academicallypregared, they may not
be able to learn the missed material on their own. Faculty mustillleg to
accommodate these absences with tutoring sessions, conferences)eoother
alternative means. With this in mind, adjunct instructors or even gedtuaient
instructors do not always have the added time in their schedulesoimraodate the
training and travel schedules of student-athletes.

7.4.2.1 The Super Teacher

It is crucial to recognize, however, that to teach an alternatiting course
with underprepared students, one does not have to be what Ryan Skimmed &
"super teacher." Skinnell notes that these "super teacheoslgrsuper in that they
completely forgo any personal life outside their classroomseéms to me," he
writes, it "reinforces the idea that to be a good teachermarst neglect anything
that isn't specifically and evidently beneficial to their students."

Unfortunately, the American culture has seen a number of supdretsan
recent times through films and television. Hillary Swank in2087 film Freedom
Writers and Michelle Pfeiffer in 1995Bangerous Mindslenote a caricature of the
super teacher. In these two cases, young, beautiful Anglo womentdetsave the
economically poor and minority teenagers from their lives, froemselves, and
from their cultures. In the ways that these films are inmgpiin many more ways are

they highly insulting. Films like these support notions of a whit@os and that
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minority children cannot survive without the intervention of someone white,
beautiful, young and female. In both films, the teachers dedicateséives (and
their sometimes limited resources) to the betterment of students.

While these two films are based on true stories, most educators do not have to
become the "super teacher" to become effective with studemésnfDst simply be
"real” with them. Movies like Freedom Writersor Dangerous Mindsare
problematic, as are many "feel good" films that promote the stereotyparbacity
teenagers (black or Hispanic) are not literate and cannotvacimach in life with
the infusion of a white teacher, typically white female who ésarthem into
success. These are inspiring films for Anglos. It makes thumnfeel that there is
hope for us, that we can help those less fortunate that we are Wi is nothing
wrong with this need to help others who are less fortunate, whatfastunate are
the racial demographics that are portrayed in these filims.implicit arguments in
these films contain the belief that the model of the whitehieacan "save" young
teens, that these teens need saving, and that to succeed, thk""students must
lose themselves (in some part) and their culture to achieveaaih@asd the teacher
presents.

If a student must lose himself or herself in an attempt ta Ipart of the
academic institution, or to join the academic conversation, they neeelsnas
Brooke mentioned (40). Sometimes, students need a model that can uetaons
more than academic conversations; they often need a moded thahentic to them.

Mina Shaughnessy also points out that beginning writers need theseeality of
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their instructors. During the first half of the 2005 ICW slathat "teacher as real”
model did not happen. | was too self-conscious with the graduate stusiesutcieer
making notes about my pedagogy and my demeanor with the ICW students.
Therefore, | behaved as | had seen other teachers behave witstudeints: aloof,
superior, separate, forced. Many times, | adopted the persona of styyeviothe
academy. Students resisted me when | wore this role. Additiptizigywas a highly
visible course on the TCU campus. Many faculty and administraters watching
this course, not only as a course that had potential for failure|]douas a potential
model for future remedial courses. In my frustration, | wroteféflewing in my
teaching journal:
[The students] have resisted and behaved badly because they were
afraid of failure, because they had so many other pressuesipa
them, and because by behaving badly, they could gain a little respect
from their peers by not appearing 'stupid.' Yet we all knewt wias
going on.... we all knew about the resistance and the face-sahiag. T
students and myself, we all knew. And we all knew that many times
they just played me. They sometimes played me becausertheya
system where everyone is played in some manner because someone
has to win and someone loses. That's just the way it is. Thenput
face that allowed them to survive a difficult and foreign sysheich

that face was one of belligerence and defiance. But | wiaeea too.

297



My face was one of the educated, of the elite. They would remeer

themselves in my face because they couldn't see through the mask.

Look how we all lost.

How could | expect them to remove their masks if | didn't remove
mine? Removing my mask would have been to tell my story (or part
of it), to be real to them, to be a little vulnerable. Yet | couldn’
feared. | failed. | failed them.
Yes, the students in this class—during that first semesterec2@@5 ICW year—
behaved "badly," in that they were late to class, they did nottpatian, they did
not do their work, they plagiarized, they were disrespectful; bedaved in ways
that other students at TCU did not behave. Yet | kept Jawanza Ksndlitmonition
in mind: "Ineffective teachers are more concerned about behaviorgeragaat,
while coaches,"” on the other hand, "are more concerned about bonding and
intellectually challenging students. The latter eliminat@s greatly reduces
behavioral problems (72).
7.4.2.2 Teaching as Coaching
A relational pedagogy can also include a coaching pedagogy. Gamson-
Billings describes the type of educator who gets to know her ortlderds as a
"coach." Coaches, she says, "believe that their studentapable of excellence"

(21) Additionally, she notes, coaches, understand the subject mait@edagogy,
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but also understand the need to bond with students first. "Coachésstareays,
and they "respect, and appreciate the culture of their studéwtg.fully understand
that there can be no significant learning until there isgaifssant relationship”
(Ladson-Billings 21-23). Carl James would take this a step furtthen he says,
"For some students, coaches are 'a father figure." Thisiml@mation of how much
these educators were not only teacher-coaches, but functioneth@®stheir most
important family members, socializing them into their 'valubs|ping them to
pursue their athletic aspirations, and helping them to make majaiatesi (174).
The students had coaches that fulfilled the roles to varyingeeegiThey did not
need another coach or another parental figure; they needed a aadetpllearn
without fear of embarrassment or ridicule.

Additionally, instructors must be aware of the reasons why niacwyity
members expect so little from their students. Often gender plaigmificant role in
the perceptions educators have of students, as many have loweragapgctor
young men than for young women, particularly when race is alsactar fan
perception, as noted in D'Ante's experiences with his primaryegwhdary school
teachers. Educators can often have lower expectations for mistutents than
they do for majority students. If a faculty member is awarstudents' incoming
ACT / SAT scores or their high school GPAs, those, too, can prettiadeossibility
of improvement. If an educator engages in what Ladson-Billings t@acher
lounge talk,"” then the negative perceptions and comments about statiditystan

begin to factor into the educator's perspective. The students' appeaparticularly
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if it is unlike the appearance of the majority student, canaffeat perception. An

educator must also be aware of what Kunjufu calls the "halotgftee tendency to

label a student's overall ability based on the one charactefstianany, the halo

effect is racism in the classroom. We can define D'Antgisréence in school as he
"halo effect.”

7.5 Assignments

7.5.1 Traditional and Alternative Assignments

George Hillocks, in his essay "Teaching, Reflecting, Resesy¢hilescribes
a teacher, Mrs. A, who teaches in the sense that she convaysahbn to students
who must write it down. And she does this "masterfully,” he esrit"Her
presentations flow smoothly without any of the same tactic convolutmeemmon
to normal conversation. She orchestrates the classroom discoubsestwdents
adding words at certain points. 14 of 26 students respond at least oncaVll8)
there is nothing inherently wrong about this teaching style aitpassive one, and it
is one in which students do not form their own opinions. They accepttinatre
told—the "banking model"—without much question. It is also the model that\E
declares "inhibits student writers." In this model, there isrigl@aright and a wrong
way to write or communicate. Anything that the teacher doesenognize, or teach,
is wrong. Critical and relational pedagogies allow students to rheyend what
they have always done by encouraging them to use their exigtmgledge and

applying that to the new information the in a classroom.
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That is not to say, however, that traditional assignments suditeescy
narratives, argument essays, or even grammar drills are entie. The most
traditional assignment can be modified to engage a student differend way that
will help her understand and apply the studied material. For exarhplesutrent
traditional rhetoric model of grammar instruction supposes that¢ #rer right and
wrong ways of writing. Rote drills and worksheets can help studemsmber how
to use a comma, or where to place an apostrophe, but these Brehdsl also
receive in their elementary school education. By repeatingaihme drills year after
year, students assume they know the material (so they doempatb do it again),
or they assume they will never understand it (and they stop tiyilegrn it). While
the skills of learning comma usage and apostrophe placement are ainbport
academic discourse, learning them while racing each other dbnalivay can be a
unique method of teaching the same material.

The 2005 ICW course had such grammar races. Student-athleted@Wthe
classes were not passive learners. They practiced and exicellledir sports by
using their bodies. To sit in a classroom and passively accept atformwas a
difficult task for most of these student-athletes. As Julie Qkawoted in her study
on female basketball players, student-athletes depend on their hndiederstand
how they play the game of basketball. Their work on the court isyhpjtylsicaland
mental. The use of their bodies coincides with the use of their myedsin the
classroom, their work is mental, often very passive, with lttdenection to the

body. In this separation of mind and body, between classroom and courtititcog
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[is] detached from concrete activity and interaction” (35). &lgees that academic
instruction—particularly writing instruction—can improve by using ralive
pedagogies that allow students do use their already-developes skillboody
knowledge" (37).

Instead of keeping students in a passive learning mode, we moved to an
active learning model, a contest that allowed students to usebtitkes and their
minds to understand simple grammar rules. The point of the contesviwaing. |
created sentences containing comma errors on PowerPoint sligesstddents
divided into two teams, and one person from each team had to rdeedad of a
(short) hallway, touch the screen, and define the comma probletine I§tudent
answered correctly, the team received one point. If the studenératsimcorrectly,
that team lost one point. At the end of the race, the team witimtst points
received a slightly higher grade on that current assignmerg.€klercise helped the
students in ICW in three ways. First, the teams were mix#d student-athletes,
second-language learners, white and black students, and students vaymaty of
varsity sports. In these games, each person lost his or hesigecgroup and they
joined another inclusive team. Second, they received an extrinsiardrefor
succeeding in the exercise (additional points on an assignmerity, ltlasy learned
the proper use of commas in a fun and decidedly different way thanthédyahad
expected.

Additionally, in a writing classroom, students expect to write, ang ¢fften

dread the experience. In the ICW classes, since we had sge<lan a networked
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computer lab (see Figure 3.2 in Chapter 3), freewriting in ontinmals was a very
easy way to start each class. | sometimes wrote a swugyk on the board and the
students would write about that word in any way they wished. An exaaighis
writing would be Eric's explanation of the word "clarity." Hesclgbed the word in
basketball terms, being "clear" about how the season would turn outtiBes)ehe
students wrote in response to assigned readings. Other timesstutients
constructed private entries about anything they wished to explones€Twere
entries | would never see.)

Freewriting and even pre-writing are traditional methods oftingr
instruction. Pre-writing and freewriting were important parteérly every class
session throughout the three years of this study. At the end térthe the act of
freewriting was one that many students acknowledged as a helpfulAm@ean
noted in his final exam essay about alternative strategies that helpedimm lea

Other things that guided me to become a better writer was dyr da
logs and listening to music. Writing daily as we did help to deoa

my ideas and sharpen them. Listening to music helped with the flow
of what | was typing. The type of music of the class liddeioemade

the distinct difference between me aggressively or not. Fongea
when we listened to Alicia Keys my mood was changed into more of
a caring and loving style. This was also my favorite time tiewr
Times when we listen to music such as; Bruce Springsteer, iitodi

have you effect on my writing style.
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By playing music each day as students did their daily fréiegyyil was comparing
two activities for them: one thing they liked (music) with one thingy did not
(writing). By the end of the semester, as Sean's paragraphbess the students felt
comfortable with the writing, as they were comfortable withrthesic. Most of the
time, the students chose what we heard in the classroom. On ththeyaydid not
bring CDs to class, | played something | liked. Freewritiacheday, with or without
music, allowed students to become familiar with the starts-aps-®f writing. As
Leamnson notes, "[d]aily immersion in a discipline, even a diffionk, involves
representations being repeated until certain sets of synapsedéen stabilized.
The complex has become familiar* (22). Indeed, athletes memodhe need for
practice and repetition.

Many times, the students brought rap or hip-hop music to classheith.
played what they brought. By playing music they liked, they assyroeer over the
space we were in and what we did in that space. About rap and hip-hap mus
Kermit Campbell notes that "hip-hop has, in other words, humanized not just
blackness—for the civil rights movement did that—but ghetto blacknes gia
name, an identity, a voice, and a viable economy of expression" (328mndfor
instructors, an opportunity to learn about an alternate culturéote the students to
teach about an alternate culture. Campbell continues, "hip-hop s suburban
youth aware of the lived experience (the actual and the ennigelji®f their inner-
city counterparts, giving them cause to seek alternatives toatiaity of suburban

middle-class life" (328). When honoring and accepting hip-hop language, for
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instance, we (students and instructors) recognize that not jubtevaey exists, and
that the "standard" for writing can shift.

The point to these two examples is that traditional, tried-and-pnmethods
of writing instruction can be transformed into alternative methdaig teach
particular student groups. The student-athletes were highly physicay men and
women, and connecting the mind and body exercises that helped thramTiea
non-athlete students in the course gained by these physicahtganarcises even if
they were not kinesthetic learners. For them, this was a fun tenhevas different
from their usual classes. It broke the monotony of typical academic ingtructi

Throughout the three years of the ICW course, students engaged in
assignments not typically a part of first-year composition progea TCU. The
students engaged in service-learning projects, letter-wngorgfolios, New Media
(Photoshop and Social-Networking), visual rhetoric, and Autoethnography
assignments. These alternative assignments allowed studerdstiogpthe elements
of good composition in a manner that did not necessarily include acadgiting.
They were able to translate the skills, for example, frdratéshop to the written
page. Working with New Media allowed students to think differemitigut the work
they produced. As one student in the 2006 ICW class noted, "Working wigesma
[manipulating them] helps me think broader about writing and about hgsed
writer." When discussing the revision of a text, as anothempbeaof traditional
pedagogy, students will often make simple sentence-level chawgts;e changes,

to their work. However, when working with Photoshop and losing his entire
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document, one student exclaimed, "I really like doing this overr[aitecompletely
lost his first version by not saving it properly] because nowed the work
differently. | can do a better job now." As educators, we know thetioa improves
writing, but the student had to experience a completely "staauey" before he
understood the notion of (re)vision.

Working with Photoshop or some other alternative pedagogical tool does not
make the dread of writing go away for underprepared students. \Wh@006 class
began to discuss the essay that accompanied the Photoshop collage thadtnibn
students had made concrete and important connections between the woklertde
doing on the collages and their writing, but when we discussed theigan class,
the students were not engaged in peer review and the discussmmafting and
content development. When | began to actually walk them through the gmfces
editing and revising, suddenly folks got sleepy. Eyes drooped. Hestxl on the
backs of chairs. Trips to the bathroom suddenly became urgent. Idshaué
realized that the one exercise would not erase at leastat gk (uneven) writing
instruction.

However, students also responded favorably when they were allowddat to ta
ownership of their work and create the work they desired tdecr@a noted in the
case study chapters, one assignment—the position essay—was ostudesaits
could not choose anything they wished. They had to avoid certain oveoyses! t
and topics that would limit their scope of academic writing. mthe first half of

the stretch course, students had a difficult time finding esgagstthat were not tied
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to subjects they had already addressed in high school essayss Batvid Bleich
and Keith Gilyard recommend, "students need to engage in discussionkuog,
ideology, hegemony, and asymmetrical power relations (all deebe removed
from texts they normally generate in class)" and that stueenisa chance to write
about racism, classism, and homophobia" (Bleich "Literacy and Gstime:
Resisting Social Issues" 163; Gilyard 47). Bleich goes on te $keat tackling
difficult subjects would challenge the hegemony" (Bleich "latgrand Citizenship:
Resisting Social Issues" 163). Lastly, as Smith and Wilhelne, netudents are
generally "much more willing to put in the effort needed to gampmetence when
they had the chance to express themselves in ways that mark their id@otty"
Additionally, other forms of "alternative pedagogies” exist fwriting
classes. John Trimbur, for example, believes that collaborative@iigan multiple
configurations of small groups is highly beneficial to studenhiag (216). These
configurations could include small groups, groups comprised of only students,
groups comprised of teachers and students, or groups that involve community
members. Kenneth A. Bruffee supports the notion that students andrseathe
literature and writing must begin to develop awareness andtBkillmay seem
foreign and irrelevant to our profession. Writing groups, Anne RugglEe®'ss
passion, are ways for students and faculty to coach one another tomg \&nd
speaking. Peter Elbow argues that faculty can create aich mmore effective
learning environment than the classroom in which several gam@sagred: cooking

and growing metaphors, scaffolding, doubting and believing games.
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7.6 _Conclusion

If institutions of higher education recruit underprepared studentieshte
fill revenue-producing sport rosters, universities have a respatysital not only
provide an athletic arena for the student-athletes to succeed, bastihgions also
have an ethical responsibility to educate these students. One whapiomns can do
this, apart from segregating student-athletes in their owatatltenters and in their
own classes, with athletic advisors and with discipline-based tusots provide
specially-trained faculty in the university's writing programs writing is
foundational to success at college. Ann Ruggles Gere recogniZEdahen Tables
and Rented Rooms: The Extracurriculum of Composition,"” that if writers canltlo we
in a first-year (or lower-division) composition course, they haveuch better
chance of doing well in their other courses and of graduating fr@university
(280).

The results of this three-year longitudinal and ethnographic $tushyl that
first, academic preparedness matters to a student-athktetess in higher
education. This is not new information. However, as educators, we masiae of
the kinds of education that university students receive, and we mustlibg
modify what we do in the classroom to supplement or replace whah&tudarn in
primary or secondary schools. We have to remember that one tpeeagogy will
not reach all students. The three case study subjects in thertdi®n, D'Ante,
Sean, and Eric, had varying levels of academic preparedness whesntemd the

Introduction to Critical Writing class, and in many ways, hlee struggled with

308



writing. The pedagogy of the classroom had to be negotiated tficloéve for the
students in those three years of this study.

All three case study subjects entered the conversation of acadescourse
in different ways and for different reasons. Many of the studemtslled in ICW,
with these three subjects as representative examples ofhible, vihad never felt
invited into the academy until the ICW course. For some studentg;utety the
2005 ICW class, that invitation came about in an unorthodox way, the "Winere
From" poetry template. With that template and the work students geddthey
entered into a conversation with each other and once they werertabidoas a
group, they invited me to join them. The power in the collectivaiogiships shifted
that year: | did not invite the students to join me in academic csaivens. They
invited me to join them in their versions of academic conversatiosywangrew
from that place.

All three case studies, D'Ante, Sean, and Eric, had conflicting roles within t
academy. Educators and citizens alike ask the question, are ymmlike D'Ante,
Sean, and Eric students or are they athletes? The communityhaskguéestion.
Faculty members ask that question. Even the students ask that questigoung
men entering a foreign space, knowing who they are and whyateeyhere is

important. The irony of Myles Brands' "Academics First" speiscnot lost on the
student-athlete. More often than not, these young men understand theasole r
they attend a university is to play a sport. They understand th&anane coach

uses: "Athletics a must; academics a plus." However, it isoufaculty to help
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student-athletes, indeed, all students, understand their shifting rolesathletes to
students, and that these young men and women can occupy both roles
simultaneously. One does not negate the other.

The case studies demonstrated that traditional pedagogy does nowofke
for underprepared student-athletes. The students resisted doinghesndtad done
before in their primary and secondary educational experiences. Tedgdca new
way of learning, one more in line with who they were, what treyed, and that
incorporated their own language. They wanted to be invited to joiradhdemic

conversations, but they also wanted their own languages to be heard and honored.
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CHAPTER 8

CONCLUSION: "ATHLETICS IS A GOOD SERVANT, BUT A BAD MASTER."

"I'm delighted to have you play football. | believe in rough, manly
sports. But | do not believe in them if they degenerate into the
sole end of any one's existence. | don't want you to sacrifice
standing well in your studies to any over-athleticism;
and | need not tell you that character counts for a
great deal more than either intellect or body in
winning success in life. Athletic proficiency
is a mighty good servant, and like so many
other good servants, a mighty bad master."”
--Theodore Roosevelt
Theodore Roosevelt's Letters to His Children

8.1 Introduction

Walking through any major bookstore during the months of July or August,
and glancing past the rows of house and home magazines, computersiaobbggc
periodicals, music and art journals, fithess monthlies and mergazmnas, one
notices the special magazine rack—the rack placed in the centie aftore's
periodical section—the special rack that holds nothing but magazinessdevot
college preseason football. Magazines about specific conferenice$3dBPAC-10,
Conference USA), about specific schools (the Universities ofag,e¥lorida,
Nebraska, or Southern California), and about specific bowl predictidnsh\ieam

will go to the Sugar Bowl, the Orange Bowl, or Rose Bowl) occhpgé carefully-
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placed magazine standstom the magazine covers,ong young men fronwell-

known colleges and universities look back at paamhagazine buyers or footb:
fans. Someof these covers depict young men grimacing. Some rhave
expressions that denote anger. Some even displégssimhe young men in the
magazine cover phographs, however, have hopes for a professionébdticareer
These young men a@aught in the momentum and power of their ¢, captured,
agile, and strong, regsenting football, their respective universitias] themselves
These young men to seémhave the best of life before them: a profesditoatball

career, millions in salary and endorsements, fagtwey, and maybe in some cas
even a college educatiofihe contradictions inherent in these images castdrding
to someone willing todok beyond the glossy covers and the fervor sudimgy

collegiate sports.

FBF.

MAN
SCLIMB  —2o8
€ MOUNTESN?

Fig. 8.1: College Football Magazine Covers (2007)
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Nowhere in the magazine aisles can one find popular magazines davoted
an academic conference instead of a sport-related one. Thace "Big 12" or
"Mountain West" of academics. There is no magazine that ositlsteategies
universities must undergo to become part of the "Top 10" academic schdble
country. There are no writers offering advice to university prassder provosts
about how to improve retention or how to attract top-caliber high schodérgs.
There are no fantasy charts or fan magazines that diagranmghand outs of
academic recruitment and retention. While there might be asad¥ecathlons in
higher education, there are no popular culture magazines publishedcgfligcit
determine the nation's decathlon bowl contenders in history or geotoggiitical
science or literature. There are no journals with the smiling (or eveaang) faces
of young men and women achieving the pinnacle of their young acadareiers:
earning a university education. The contradiction and confusion in thagazine
covers is clear if one looks at popular magazine covers as a dtaroai public
interest. That barometer rarely registers university reputations addrat rigor.

One must recognize the sheer number of people the collcpateall
industry employs to produce these fan magazines; they are indisksholders.
These stakeholders, by definition, those who have something to gain dbylose
involvement in this sport industry, include writers, photographers, agedts, a
directors, art directors, editors, artists, sales professiorditsrial assistants, fact
checkers, advertising sales, administrative assistants, rpriaii@vers, food service

workers, and cleaning staff. What about the people directly involvedeirsport
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each Saturday afternoon? Coaches, referees, equipment mantgadiate dog
vendors, program manufacturers, tailgate party suppliers, photogameeurity
personnel, and team paraphernalia producers also have a stakegmkbports.
Even at the university, personnel factors into the big business lefiedé sports:
presidents, senior staff, administrative assistants, grounds keejgesgraphers,
equipment managers, trainers, academic advisors, and academiclTtuborsands, if
not tens of thousands, of people depend on college athletics for ¥ieéhdods. In
effect, then, tens of thousands of workers and their families depend alilthes of
a few thousand 18-22 year-old men who excel on the field, but who—irasncge
numbers—flounder in the classroom. Football, in this example, is no langer
Saturday afternoon pastime for college students. It is no longielyrentertainment
for sport fans. It is no longer merely a game. It is an industris a machine.
Therein lays the dilemma for NCAA-ranked Division I-A instituticargl it has been
a dilemma since the beginning of college sports. This dilemaises several
specific—and difficult—questions:
e How does the university accept the responsibility of educating ssident
who play revenue-producing sports?
e How does the institution balance the needs of the reality TVhimatc
masses, donors and alumni, current and future students, when it v&cillate

between producing semi-professional athletes or educated students?
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e How can faculty navigate the ethically murky waters of higbfiler
sports and teach students who might not be prepared to do collehe-leve
work?

e What programs and pedagogies are in place to prepared studetgsathle
for the academic work they will need in order to graduatéh vai
marketable skill, aside from athletics?

It is easy to understand the public's love of college sports and thie'subl
general privileging of sports over education. Sports fascinatdateexoclude,
equalize. Sports unify. Collegiate sports are "reality TV Vaige," according to
Myles Brand, President of the NCAA (Fain A34). Indeed, the generalcfsubl
seemingly insatiable appetite for reality television and thgewostic tendencies
inherent in this "sport" allow the general public—in this case, thoseathletes, or
those former athletes reliving their "glory days"—to need naor@ more of what
Brand calls "content” (A35), and this content has nothing to do withse grades or
learning outcomes. Fans become invested in the lives and actofities athletes;
each field goal, each pass, or each coaching decision is dibsead discussed on
fan boards, magazines, and newspapers. These Monday morning quiesterbac
become members of the team, in their own minds, at least. Theyalssake in the
outcome of a player's athletic performance, not in his academic performance

The public looks for a winner, something or someone it can stand behind.
What better avenue for winners than collegiate athletics? Winrasgalways been

important in college sports, as one historian of higher education ridtes:games
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had to be won, and Americans lack the psychology for failure" (qtdoenb®rBeer

and Circus23). Indeed, the 1930s began with a quotation most commonly attributed
to Vince Lombardi; "Winning isn't everything, it's the only thiigdne only has to
step onto a youth sport field or court to see how important athlatecdo many
American citizens. At these youth games, no matter the mggem the sport, the
goal for many parents and coaches is to win the game abany¥hile the children
might want to play and have fun, the adults make the game a compéiitithrat
decade and the ones that followed Lombardi's quotation, the college sportsiambses
with victory often undermined the educational objectives of university
administrators, as well as the health and welfare of the workershat Sperber
calls the "vocational" employees, in the college sports indutsteystudent-athletes
(SperbeBeer and Circus® So this begs the question: are the students on the cover
of these magazines college students or college athletes? Thigomussnot as
simple as it might first read. Of course, these young ntenbath students and
athletes, but they typically do not occupy these roles equallydoes the system

they have been drafted into support this choice.

1 The guote most likely was coined by former Vandegbid UCLA football coach Henry "Red"
Sanders, who is credited by his players with &rsploying the slogan in the 1930s while coaching
prep school football in Georgia.

2 Sperber, iBeer and Circusgliscusses "subcultures” he assigns to universitiesits. The
"vocational" student is the student who learnsih skho will be a laborer. "Vocational" is the
category Sperber uses to discuss student-athéetdélsey are learning a trade when they play
intercollegiate sports; the trade is the sportfit€ither categories Sperber coined include the
"collegiate," the "rebel," and the "academic." Egobup has its own problems and potential
solutions. He makes it clear, however, that thesltbres do not usually overlap.
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Many reading this dissertation may ask, "What does all tlksatsout power
and sports and athletes and magazines have to do with the teackmgngf?" |
could answer, "everything," for it is the discussion of these qyarlg and
overarching issues that leads to student engagement in writthgh vai specific
rhetorical framework, the writing classroom. The writing classr, though, can
transform from the traditional classroom to the field or court, ftbenlocker room
to a boardroom, from the office to the arena. When students gain shills
confidence in their ability to communicate with others, particuléinypugh the
written word, they have gained the power to control their futurbes means, as
educators, we meet our students where they are, as they amu$Vdéearn what
each student has to offer the academy besides an ability to ithegt all. We must
meet these students sometimes more than half way as they 'tineemtiversity" for
themselves (Bartholomae 273).

If we can look beyond the ego of a stellar athlete, if we caoréythe
bravado of a young man when his image appears on a national madazmean
pardon their beliefs that they can only be an athlete or a rapperambegin to
know the students in our classroom. When we know this student, or when we know
an entire class of students, we can begin to recognize whartheynd why they are.
Once we know them, we can teach them. To teach them without kntweny
without knowing their histories or their interests, we are only suimgorthe
traditional pedagogy that did not work them in earlier grades, iieegears. For the

most part, students want to learn, but they want to learn, soeseton their terms.
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A critical pedagogue understands this and moves out of the way of studentsglearnin
If students understand why they are being asked to learn somethehgf the
reasons given do not conflict with deeper needs for self-regpecloyalty to their
group (whether that be an economic, racial, or ethnic group), as Sleasghmotes,
"they are disposed to learn it" (125).

Throughout this study, when students felt heard, they opened up anddegan
learn. This was true for most of the 45 students enrolled in IC@ughout the
three-year study. Perhaps it was the most profound with D'Antgad the last
sentence D'Ante wrote for the course that remains with me batheacher and as a
researcher. D'Ante ended his final exam essay noting, spdyifibaw he was
surprised that "you always asked what we thought about centagst’ This implies
to me that his primary and secondary school teachers did not ask finogibout
the subjects at hand. David Bleich addresses this issue, thefdmiening to what
students have to contribute to the classroom and to the research, when he writes,

Contributing one's words to a conversation is an interpersonal act that
counts No matter how rapidly one's conversation is forgotten, it still
marks a key moment of a social achievement, the establishmant of
intersubjectivity, the reidentification of a human relationshiphe(
Double Perspective: Language, Literacy, and Social RelaGéhs
Through the showdowns with D'Ante, through the challenging of my atyttas a

teacher, through the culture shock he and | both experienced in thsg cDUANte's
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writing improved. More importantly, from my perspective, he felardein this
course, and it was "being heard" that helped him to change.

It is cliché to note that if one student was affected byerain type of
pedagogy, then that pedagogy had value. In the case of the ICWitsttideughout
this three-year study, most of them were positively affelolethe course and by the
alternative strategies used within that course. The cliché is no longer. cliché

"Playing in the Prose" is a study of one Division I-A instdatthat admitted
underprepared students into the institution so these students couloglagiifand
men's basketball. The institution understood its responsibility, howevsd
provided a specialized class for these (and other) underprepareatstddel is not
the only institution to enroll academically underprepared studblgtas, as
indicated by the graduation rates of student-athletes describle Inttoduction to
this work.

The first-year, freshman, classes at seven NCAA-rankedsiDivil-A
institutions across Texas (both public and private) offer examplestudents in
varying levels of academic preparedness, and in many ways stodeats compare
to the students at TCU. This comparison allows the work in thierthé®n to
expand past one institution. In fact, most Division I-A universitie3exas have a
demonstrated need for alternative pedagogies and programs not onlis for

underprepared student-athletes but also for its underprepared non-athlete.students
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Rice | SMU | TCU | Baylor

mFY Class 715 1,371 | 1,652 | 2,783 | 5,287 | 6,912 | 7,104
& Number of top 10% 622 480 529 1,113 | 1,163 | 5,046 | 3,268
B % of top 10 87% 35% 32% 40% 22% 73% 46%
[ % of Remaining Students | 13% | 65% 68% 60% 78% | 27% 54%

Fig. 8.2: Comparison of Class Size, NCAA-Ranked Texas Universities
(*) 2005 Data (**) 2004 Data

For example, by looking at the number of students the top 10 percenirof the
high school class who entered several Texas universities in 2006,support the
potential need for alternative programs and pedagogies in ithstgeations. Those
institutions include private universities, Baylor, Rice, Southern Meshoaind Texas
Christian, and public universities, Texas A&M, Texas Tech, andJUtheersity of
Texas Austin. As Figure 8.2 shows, the class size foryf@at-students can range
dramatically between these seven institutions, from 715 atBoeersity to 7,104
at Texas A&M. Yet the percentage of first-year students wheewn the top 10
percent of their high schools' graduating class ranged frone@emt to 45 percent
at these same institutions. The remaining 90 percent of fiestgtdents could

potentially benefit from alternative programs and pedagogiadest-athletes in the
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revenue-producing sports usually come from the bottom 90 percent ofhigkir
school graduation classes.

However, to assume that students who graduate in the top 10 per@ent of
high school graduating class do not need additional instruction in weceimdpe a bit
misleading, as it depends on rigor of each individual school's glumg¢ the
teachers, and the majority of students in the school. Part efithession procedure
at most universities is to rank the rigor of high school curricaladcount for
differences. Since universities do not publish the number of excepkoitsan their
University Factbooks, it is difficult to know exactly how many studemight be
underprepared in writing. However, based on the admission data liesa same
university Factbooks, researchers can draw certain assumptions.

For example, Rice University enrolled 715 first-year student®0db. Of
these 715 students, 622 of them were in the top 10 percent of their highl sc
classes, and this is 87 percent of the total class size. Tlareg13 percent could
be students who might benefit from an alternative approach to-ydies
composition. However, Rice University is not a typical examplea cdelective
university that admitsinderpreparedtudents. While Rice may admit underprepared
students (or underprepared student-athletes), the number of theséoexaeyiits is
relatively low. The 13 percent of students at Rice University wéi@wot at the top
of their high school graduating classes probably would not need #tehstiourse;
although, if the university admits underprepared students could, thel easily be

integrated into traditional classes.
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Even though Rice is a private institution, along with Baylor, SMU,T&@d,
the need could still exist for alternative programs and pedegdgr a particular
type of student. These universities are Division I-A institutithiag probably admit
highly qualified athletes who are academically underpreparedh®mther hand,
universities such as Texas Tech, University of Texas, and TA&j& public
institutions, demonstrate much higher numbers of potentially underpdepar
students. Of Texas Tech's incoming first-year class of 5,287 in 2005y&&hpef
them, or 4,124 students, might have need of an ICW-type program. WRkile
University of Texas admits a very high percentage of top-rankigh school
graduate$ who might not need alternative pedagogies, it also boasts orfe of t
lowest graduation rates for its male student-athletes. Thosenttudight need such
a program.

8.2 Areas of Future Research

A subject as rich as the one studied here, student-athletes atoDilHA
institutions, creates several areas of potential researcthdyuaite outside the scope
of this particular research study. | have touched upon thesg itetiis dissertation,
but they are subjects that need revisiting. There is much to femn and about
student-athletes. For example, research questions such as lihbdellbw are
outside the scope of this dissertation, as they require focused attention.

Being an educator is difficult enough, but when faced with a cltatig

course such as the stretch course or challenging students, sholseaslescribed in

% The University of Texas at Austin has an admissioolicy that grants the top 10 percent of that
year's high school graduates from Texas guaramteeission to the university.
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this dissertation, the educator can experience compassion fdhigtieitions have a
responsibility to the students they enroll, but they are also rabpois the faculty
who teach the higher-risk students. A research study could exphye o keep
compassion fatigue from taking dedicated and trained faculty away lietedching
of this time-intensive course.

Secondly, many of the students in the ICW study exhibited sigtisashed
helplessness," a condition in which one has learned to behave helplEssain
situations. For example, if students have been told throughout theiatiehat
histories that they are not good writers, that they are not gooergs, that they
should never consider college as an option (unless it is to play 3, gpert that
student can exhibit signs of depression and a lack of desirangehWhen Martin
Seligman conducted his studies by using electroshock on dogs, he fouaftehat
some time of painful shocks, if there was not ability to move afm@y those
shocks, the dogs eventually accepted those shocks as normal behaviaty Arst
learned helplessness and writing would be to teach students how to fail, thatifail
a part of life. However, failing in a writing task does not make less able to be a
college student.

An example related to this study of learned helpless behaniahis
dissertation study would be Timothy, the basketball player fronpt€h&. Timothy
had potential to be a very good writer, but he did not have the disdipinged to
attend class and submit work. He failed the first semest€Z\Wf blong with other

courses he took that first semester. With those academicefgillimothy became
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academically ineligible to play, and he was cut from thsekétball team. In a
conversation with Travis Mann, thethnographic-researchexvho used Timothy in
part of his thesis research, Timothy blamed his instructor forfdilisre in the
English course. The shifting of blame and the lack of responsib#éitgountability
can be signs and symptoms of learned helplessness. Furthecheseaeeded to
make a more direct correlation between underprepared studentsathfetethis
disorder.

Thirdly, researchers need to address the concept of surveidadcstudent-
athletes. By surveillance, student-athletes, especially hfilepstudent-athletes are
watched from the time they step on to a university campusthatiime they leave.
Every student-athlete movement is monitored by advisors, facwtf,tsainers, and
doctors. Even students and community members become unwitting gaanrtscin
the surveillance of undergraduate students. While Kevin Foster hisnwai very
strong article about surveillance in athletic academic cetedshow it benefits
student-athletes (particularly female African-Americatudent-athletes), more
research is needed. Foster's article describes how Africarigan female student-
athletes need to be advised on their appearance and their behawdrontaof a
classroom, on or off the court. Foster supposes a patriarchal method
"surveillance,” and he believes this method is a positive onthéoathletes and the
institution. On the other hand, many student-athletes do not appraniitdo not
need the kinds of surveillance they must endure if they are to béhlateaat a

Division I-A institution. Surveillance, to put it another way, isneethod of

324



segregation and infantilization. Student-athletes who enroll in Divididgn
institutions are adults and should have treatment as adults. A follaw-apster's
article would include exploring the ways other universities useeslance on their
student-athletes.

Lastly, since coaches in revenue-producing sports have such influemce ove
the lives of student-athletes, alumni, faculty, students, staff, amananity, and
because universities at the Division I-A level invest so mucthef sometimes
limited resources in the coaches and in their programs, a reg@ajelst might
include evaluating the coaching staff, much as students evédgatsy at the end of
each semester.

Other research areas might include these questions:

e How does relational pedagogy increase retention among underprepared
students, first-year students, returning students, or other student groups?

e How do the inclusion of New Media and other alternative programdibene
basic writers? What specific skills do they learn that tedagb composition
and to writing?

e How can engaging first-year students in a "photograph your comyhunit
exercise / assignment aid in university retention? How would the photographs
of the non-athlete student and the student-athlete differ? Inwitrds, how
do they define their communities? How does this definition aid udesit

retention?
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How can the institution create a culture in which faculty /rutsors avoid
"compassion fatigue" when teaching underprepared students? How does the
institution aid the instructor of the untenured faculty member avoid begom

a "super teacher"?

How does an educator help the "learned helpless” student move beyond the
helpless stage (with an external locus of control along withck &
accountability and responsibility for one's actions) into an autonomags st
(with an internal locus of control along with accountability and respibibg

for one's actions)?

How far can an athletic department pursue the "surveillance" niGeleh

Foster discusses in his work? At what stage do the student-atloseetheir
autonomy and the institution gain too much control of their "propefi®
research study would speak directly to Foster's work, as he beheve
surveillance has a positive benefit to students as those who arethisder
scrutiny graduate at higher rates. He concedes that the lgigltiation rates

have a cost: the autonomy of student-athletes.

How can a critical pedagogue or one using a feminist pedaadayt the
coaching pedagogy for a classroom? How might the instructor laend t
students shift responsibility of learning and growth from an individifalt

to a collective effort? How can the institution benefit from such a model?

326



8.3 Teacher Reflection

In this dissertation, | analyzed three students-- in one progranene
university. | evaluated how alternative pedagogies helped thesatstisdeceed as
writers and how this success translated to other arenas of stunlents' academic
life. As | taught these three courses and worked with theserss, | had little to
guide me. | had read books about composition pedagogy and the teaichexgic
writing. | considered myself a critical pedagogue who usednistrtheories in her
teaching. | was not prepared, however, for the intellectual, |soarad all
encompassing world of Division I|-A athletics. Unless one grows rupthat
environment, it is difficult to understand. But there it was—the world of Division I-A
sports, in a writing classroom, in the faces of 38 young men (ofudiergs) over a
three-year period. These young men had hopes for an education, foripnafless
careers in athletics. They wanted to find their ways in thedmeith families and
friends, careers and companies. Yet | had no idea how imposing and lcuntros
Division I-A world would be. | look back now and think those young men probably
did not know, either. Yet there we were, together in a writingsdasn. And we all
survived. We thrived. During this time | asked myself a serieguafstions, and
many of those questions concerned the racial and gender demogodpthie
classroom. Table 8.1 denotes the racial and gender differendeslimtroduction to
Critical course of the three years of this dissertation stodlyjt also includes the

following year when Jason King taught the course. When one considemubesal
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nature (for TCU) of these courses, one has to consider the pedesmngred to

teach the students in the course.

Table 8.1: Demographic Breakdown for ICW over Four Years (2004-2007)

2004 2005 2006 2007 Total
o Male 13/16 | 81% | 12/15 | 80% | 12/14 | 86% | 8/9 | 89% | 45/54 | 83%

« Female 3116 | 19% | 3/15 | 20% | 2114 | 14% 19 | 11% | 9/54 17%
e
* African- 816 | 50% | 10/15 | 67% | 11/14 | 79% 9/9 | 100% | 38/54 | 70%

American
o Anglo 616 | 38% | 4115 | 27% | 2114 | 14% | 09 0% | 12/54 | 22%
o Asian 1/16 6% | 1/15 7% 114 | 7% 0/9 0% | 3/54 6%
o Hispanic 1/16 6% | 0/15 0% | 0114 | 0% 0/9 0% 1/54 2%
o ESL 416 | 25% | 2115 | 13% | 0/14 | 0% 0/9 0% | 6/54 11%
T R

e Learning Dis. 4/16 25% 5/15 33% 2/14 14% 0/9 0% 11/54 20%

Athlete

Student Athlete 13/16 81% | 10/15 67% 12/14 86% 9/9 100% | 44/54 81%

At the end of the three-year study, | constructed the derploigréables for
each ICW course that allowed me to see all 45 students at omeréipnesented on
one piece of paper. It was during the construction of these tabtds¢ladized what
percentage of each class was African-American, a studdetegta second-language
learner, or female. | had a sense of the statistics and tecbal/ imbalances of the
class demographics before | constructed the tables, but tles faolvided specific
numbers, and those numbers surprised me. The demographic tablesl aflewe
think differently about the courses and about the students. It allowetb rihink

about each student and his or her reaction to the course and to eachwediseable
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to remember which assignments worked for the majority of student&faod had

not. | remember how much | learned about each student, about sports, and about
myself during this period of time. As | have reflected backhe three years of this
study, and the demographic table on the previous page, | have askdfdansgsees

of difficult questions:

How would the course have been different if | had considered the numbers of

African-Americans, of men, of athletes as | taught? Had | considered the
demographic split of the classes being so heavily African-Araermale student-
athlete, | would have been tempted to assign different reading aiichgw
assignments. | might have fallen back on the notions that sincgutients were
Black men, they needed to read texts by other Black men @ tleat are from a
"Black perspective." | could have done that, but since | am noffricaA-American

man, | do not know that | could have taught those texts in a wayhibatudents
might need. | would have felt self-conscious in the attempt tchtéas type of
material to students who know what it is for African-Americaannm the American

culture. 1 do not.

How will my teaching change in future years when | cannot help but know the
significance of the racial and gender imbalance in the classroom? Each year |
taught the stretch course, | was fully aware that the preyiears' experiences were

coming with me into the new class. In many ways, this waseficial. Over the
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years, | knew what to expect from students in terms of behaviowdsgtommon to
them, to the type of writing they could produce, and the pressuiedpligon them
by the athletics department. On the other hand, the difficuttiesach class—
particularly in the fall semester—carried over year to yaarwell. When using
relational pedagogy, particularly in the first two years of shely, students were
often open to accepting that "relationship” from me. For these ssydkatprice of
accepting the relationship was one that did not cost them; it ledefitem. The
third year of the study (the academic year 2006), however, whad amhticipated
the unquestioned acceptance of my pedagogy, | was surprised and nptepated
to handle the rejection of that relationship offer. It was threl tyear of the study—
the 2006 class—that issues of race and class were apparentudér@sin this class
were segregated unlike any of the classes before them, andeeyed it. They
resented being in a class of almost solely African-Amaritele student-athletes.
They resented being in the "stupid" class, and they resented & Yémale
instructor. They wanted nothing to do with me, relationally. And theze they

wanted little to do with writing.

How does the racial makeup of a class change the dynamics of the class?
Throughout the three years of this study, the class becamesingiganore skewed
to a demographic of African-American men. During the first fy@ars of the study,
the classes were racially and economically diverse. Each alas had students of

both genders, students who participated in varsity sports and those dvhat,dand
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students with learning differences. The demographic makeup of theseldsses
depicted the typical TCU class, only inversed. In the ICW clagkesAfrican-
American presence was the majority of students in the roorth Wis newly-
defined majority, | taught the course differently. | privileghd voices of African-
American men over, for example, the voices of Caucasian men. Sindent-
athletes were the majority of students in each of thessadasports metaphors and
sports examples became common when explaining a writing strateg reading
concept.

One clear example of how the racial makeup of the course shifeed
dynamics of the course is in the music we listened to eaclaslaye started the
class. At almost every class session, students would spendsthe o 10 minutes
engaged in freewriting. Sometimes | would provide a subject an@tsoes the
students provided subjects. Their journal entries ranged in beingsdieeto
everyone in the class, to only me, or only to the writer (prigatges). Each day of
writing, however, we listened to music. Since the majority of stisdm the class
were African-American men, they sometimes listened to taioetlype of music that
was not music that the White students appreciated. Since thetgnajdhe students
in the class did appreciate hip-hop or rap music, that is whatsneckss, listened
to each morning.

All those questions imply that being of color, being femal@dea student-

athlete, or having a learning difference negatively impactsilgafor others in the

331



class. | do not believe that it does, and | do not want to paint tbiatreihere.
Indeed, there are no clear answers to these questions.

Lastly, | learned how much this course changed and challengeBenry
Taylor and Catherine Dorsey-Gaines argué&nowing up Literate: Learning from
Inner City Families that ethnographers, those outside the studied community, must
"deal on a daily basis with [their] own ethnocentrism and mentgdgge. Reflection
and introspection are continuous processes which must take place throtighout
study" (xv). | found that in teaching this course over a threegeaod just how
much "mental baggage" | carried.

Professional educators are not supposed to focus on themselvestaathe
Good teaching, many critics argue, is about the student. In godudngaite teacher
is invisible. I no longer believe this to be true. The professional educator ischsam
part of the classroom dynamic as any student. Similar teethgrocity that comes in
a service-learning exercise, there was reciprocity in@w courses. As a critical
pedagogue, | knew | did not have all the right answers thalftiestions all these
students would ask. Each class session was an opportunity to find tlersatesihe
students' questions together. Through the sharing of the responsiuilitheapower
of a classroom setting, students began to trust themselves in demaca
environment. They trusted who they were becoming.

8.4 Conclusion

As Theodore Roosevelt noted ihetters to His Children "Athletic

proficiency is a might good servant, and like so many other goodrgena mighty
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bad master." He was warning his children then, before the tgeniaation of
intercollegiate athletics, that sports that can bring therat grleasure can also cost
them a great price. Indeed, athletics can bring individuals antutisis significant
advantages in terms of revenue, reputation, or rank. Athletics smdeinand a too-
high price for what it provides; for example, the surveillance ditit®nal property
(in the form of undergraduate student-athletes) is another typegoégation and
discrimination. The ethical dilemma institutions face when duayit underprepared
student-athletes into their programs can demonstrate a unjgesitorities, and
those priorities are not often focused on undergraduate education. letpatel
athletics are, to put it another way, the proverbial double-esligedd. On one hand,
intercollegiate athletics provide students with the opportunity docation (if they
pay the price of participating in a sport). On the other handcyeatiion in the sport
often precludes the student-athlete from receiving much education.

As composition faculty, we have responsibility to the student-athiateur
classes, whether these student-athletes are academicalgrqureor if they are
underprepared. In fact, we may have a stronger responsibiliyps$e students who
are underprepared, as they do not have the background or sometindesiteéeo
make it through a four-year institution.

We can maintain high academic standards and still work witht wha
marginalized students need in order to succeed at the universstynyt contention
that if we provide first-year college students with pedagagy @ curriculum that

mimics what they experienced in high school, particularly if thege not successful
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in high school, they will not succeed. We must be bold and offer stustemisthing
other than what they have experienced. They need to learn to declima

university culture. They need to be challenged. They need to be heard.
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B. Please describe on an attached sheet any other relationships, commitments, or activities you or any members
of your immediate family have that might present or appear to present a conflict of interest or commitment

with your UTA appointment (such relationships might include financial or fiduciary interest or uncompensated
| activities).

Certification

In submitting this disclesure form, 1 certify that the above information is tree to the best of my knowledge and that I have read
and understand the University of Texas at Arlington’s POLICY AND PROCEDURES FOR PROMOTING OEIECTIVITY IN RESEARCH
BY MANAGING, REDUCING OR ELIMINATING CONFLICTS OF INTEREST. 1 certify that T have disclosed all potential financial and
commitment interests as required by UTA policy. 1 agree to comply with the provisiens of the UTA policy to immediately report
any changes in my financial interests. Furthermore, [ agree to comply with conditions or restrictions imposed by UTA to manage,
reduce, or eliminate actual or potential conflicts of interest and commitment.

Signature: Date:
For more information, and to review UTA's Conflict of Interest Policy, please see: hitp: //www.uta.edu/raf/RC/COLphp.
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UTA Informed Consent Form (pg 1)

) THE UNIVERSITY OF TEXAS
; AT ARLINGTON

INFORMED CONSENT

PRINCIPAL INVESTIGATOR: Billie Hara

TITLE OF PROJECT: Playing the Field: Writing Instruction and Underprepared Student Writers

This Informed Consent will explain about being a participant in a research project. Itis important that you read
this material carefully and then decide if you wish to participate.

PURPOSE: Because you are (or have been) a student enrolled in ENGL 10703/10803 at TCU, you have been
selected to participate in a research project to explore how this course benefits first-year student writers. This
research project will investigate how your writing ability has been impacted by this year-long course.

DURATION: Participation in this study will last the two semesters you are enrolled in ENGL 10703/10803, and it
will entail occasional follow-up in the form of questionnaires and email correspondence. This study will end May
2007.

PROCEDURES: The procedures of this research study, which involve your responses as a TCU student, include
completing the attached questionnaire and making yourself available for follow-up interviews and subsequent
questionnaires. It also means that Ms. Hara will retain copies of your writing throughout the time you are enrolled
in ENGL 10703/10803 and that she will use this writing in her research. Ms. Hara may request copies of other
course-related writing while you are a student at TCU.

POSSIBLE RISKS/DISCOMFORTS: There are no known risks to participate in this research study.

POSSIBLE BENEFITS: The possible benefits of your participation are in this study would be a modification to the
course to benefit future student writers at TCU. Participation in this study will also help other faculty and
administrators at TCU develop course materials that will be clearly benefit students enrolled in ENGL
10703/10803.

ALTERNATIVE PROCEDURES / TREATMENTS: There are no alternatives to participating in this study.

CONFIDENTIALITY: Every attempt will be made to see that your study results are kept confidential. A copy of
the records from this study will be stored in Billie Hara's office, TCU, Rickel #244-B, for at least three (3) years
after the end of this research. The results of this study may be published and/or presented at meetings without
naming you as a subject. Although your rights and privacy will be maintained, the Secretary of the Department of
Health and Human Services, the UTA IRB, the FDA (if applicable), and personnel particular to this research
(individual or department) have access to the study records. Your (e.g., student, medical) records will be kept
completely confidential according to current legal requirements. They will not be revealed unless required by law,
or as noted above. During the course of this research project, Ms. Hara will keep your identity confidential. You
may choose a pseudonym if you wish. If you would like to use an anonymous name, please note that name here:

CONTACT FOR QUESTIONS: If you have any questions, problems or research-related medical problems at any
time, you may call Billie Hara at (817) 257-6535 (b.hara@tcu.edu), or Dr. Tim Morris at (817) 272-2692
(tmorris@uta.edu). You may call the Chairman of the Institutional Review Board at UTA (817) 272-1235 for any
questions you may have about your rights as a research subject.

Last Revised 9/21/2006
Page 1 of 2 Subject Initials
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VOLUNTARY PARTICIPATION: By signing below, you confirm that you have read or had this document read to
you. You will be given a signed copy of this informed consent document. You have been and will continue to be
given the chance to ask questions and to discuss your participation with the investigator.

You freely and voluntarily choose to be in this research project.

PRINCIPAL INVESTIGATOR:

DATE
SIGNATURE OF VOLUNTEER DATE
Last Revised 9/21/2006
Page 2 of 2 Subject Initials

345




TCU IRB Approval

TCU INSTITUTIONAL REVIEW BOARD
Approval Form

Institutional Review Board (IRB) approval refers to research involving human subjects whether on
or off campus. Significant changes in design, participants, or measures must be approved by
the IRB. Multi-year projects must be submitted annually for approval. Any unexpected
adverse effects on human subjects due to the procedure should be reported immediately.
Date: October 6, 2006

Principal Investigator: Billic Hara

Project Title: ENGL 10703/10803 Stretch Course Students

Multi-Year Project: Yes [ |  No

Approval Number: F06-11

Proposed Participants:

TCU students, faculty, or staff

Non-TCU Participants
Special populations (e.g. children) — specify

Comments:

Committee Decisions:

Approved, Minimal Risk

Approved, Expedited

Approved, Exempt Status

Conditional Approval, with following stipulations:

D Not Approved, Comments:

Tt Sillpid Ocliten 9200t

Chair ! Date
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TCU

INSTITUTIONAL REVIEW BOARD

PROTOCOL REVIEW REQUEST

The TCU Institutional Review Board is responsible for protecting the welfare and rights of
individuals who are subjects of any research conducted by faculty, staff, or students of Texas
Christian University. Approval by the IRB must be obtained prior to the initiation of a project,
whether conducted on-campus or off-campus.

Please submit this form electronically to the IRB Chair with a copy to Jan Fox; include any
research-related materials such as informed consent forms, questionnaires, or other documents to
be utilized in data collection or may be needed by each board member to review the research
protocol. Send one copy of the complete proposal and a signed research protocol to the chair.
Should data collection include videos or other types of media, one copy is required.

Date: July 26, 2006
1. Project Title: ENGL 10703/10803 Stretch Course Students

2 List the name and Faculty/Students/Staff status of the person(s) conducting the
research.

a. Principal Investigator: Billie Hara

b. Department: Center for Writing / English

c. Others: None
3. Project Period: AY 2006
4. Funding
a. Agency: None
b. Amount Requested: None
(U5 Due date for application: None
S In a paragraph or two, summarize the objective(s) of the research, including what

you expect to learn or demonstrate: By reading and responding to student writing over
the course of an entire year, in the ENGL 10703/ENGL 10803 course "Introduction to
Critical Writing," [ want to determine if a course such as this one is beneficial to
underprepared student athletes.

rev/11/04
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TCU IRB Approval Protocol Request Form (pg 2)

Describe subject population and plans for the recruitment of subjects and the
consent procedures to be followed. Is participation completely voluntary? May
subject withdraw at any time without a penalty? Will any kind of incentive be
offered to participants? Where students are used as subjects, indicate alternatives
available in lieu of participation. Include a copy of Informed Consent Form, which
must include, at a minimum: statement of purpose of research, duration of
participation for the subject, procedures, description of any experimental
procedures, description of possible risks/discomforts and benefits, alternative
procedures, measures to protect confidentiality, compensation, statement regarding
voluntary participation, ability to withdraw without penalty, procedure for
withdrawal, who to contact at the university should there be questions about the
research, including investigator, director of ORSP, Committee Chair. This
information should include name, title, address, and phone number of each contact.
There should be space at the bottom of the form for the date and both the printed
name and signature of the participant and the person obtaining the informed
consent.

Students admitted "by exception" populate the stretch course, ENGL 10703 and ENGL
10803. Most of these students are student-athletes in revenue-producing sports (football
and men's basketball), but the course can also have students with learning disabilities,
students with low TOEFL scores, or students who did not receive adequate high school
preparation for college-level writing. However, the majority of students are "exception
students." Students will sign a consent form that will allow me to use portions of their
work in my own research on basic writers. They will choose a psydonym that I can use
in lieu of given names. There is no consequence or penality for not allowing me to use
their writing. Although the students will be enrolled in the course that I teach and I will
have access to their work, I will not use samples of their work without proper consent.
However, all students will be given the same assignments to complete. The course lasts
two long semester, Fall 2006 and Spring 2007, and [ will have access to the students and
to their work for this academic year.

Provide a brief summary of the procedures to be utilized during the course of the
project. Specifically identify those procedures, tests, or activities, which will be
used.

Students in ENGL 10703 and ENGL 10803 will do the work assigned to them according

to the course syllabus. However, throughout the academic year, I will retain copies of all
student writing, informal and formal, graded and ungraded. These copies will remain in a
locked cabinet in my office, Rickel #244-B.

Describe how the procedures reflect respect for the privacy, feelings, and dignity of
subjects, avoid an unwarranted invasion of privacy, and minimize risks as much as
possible. If protected health information (PHI) is to be collected, describe the
procedures of de-identification, the minimum information necessary to be disclosed,
and who will have access to the information. In addition, describe conditions for a
designated individual’s access to the PHI.

2
rev/11/04
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TCU IRB Approval Protocol Request Form (pg 3)

10.

11.

12.

Name

Because I am teaching the course, I will know the identity of all students enrolled. But I
will use a student-chosen psydonym in place of the student's given name in my work. All
student work will remain in Rickel #244-B in a locked cabinet for three years. After this
time, consent forms will be sent to TCU's IRB

Describe and assess any potential attendant risks.* Indicate any physical,
psychological, social, or privacy risks which subject may incur. (This includes any
request for the subject to reveal any PHI and/or embarrassing, sensitive, or
confidential information about themselves or others). If any deception is to be used,
describe it in detail. Include plans for debriefing.

There is minimal risk involved to students in this work. I will simply be looking at their
course writing to determine how ENGL 10703 / ENGL 10803 benetfits their writing
ability.

Describe the procedures to assure confidentiality in the use, storage, and disposal of
the primary data. (Upon completion of the research, copies of subjects’ signed
consent and PHI authorization forms are to be delivered to the Office of Research
and Sponsored Projects, Sadler Hall 208, for permanent storage). If PHI is to be re-
identified at a later date, describe the procedures in doing so.

Student writing will remain in a locked cabinet in my office, Rickel #244-B. After three
years, | will forward appropriate data to the TCU IRB for storage

Describe how the outcomes of this project will contribute to a professional body of
knowledge and/or benefit human welfare.

By understanding student-athletes' perceptions of themselves as students and as writers, |
will be able to develop alternative programs and pedagogies that can benefit them. This
is particularly true in their writing ability. This work will correlate with other surveys I'll
administer to student athletes and to TCU faculty. Although reading student writing is
only a portion of this survey-- as it's a portion of the course the students are in-- I will be
able to make connections between this group of work and the other students.

Provide proof that you have completed computer-based training on the Protection
of Human Subjects at:
* http://cme.cancer.gov/clinicaltrials/learning/humanparticipant-protections.asp

Billie Hara
Printed

rev/11/04

349




TCU IRB Approval Protocol Request Form (pg 4)

Signature Date: September 21. 2006

TCU Box 297700 Ext. 6535 Email address: b.hara@tcu.edu

*DHHS regulations define “risk™ as “the probability of harm or injury (physical, psychological,
social, or economic) occurring as a result of participation in a research study. Both the
probability and magnitude of possible harm may vary from minimal to significant”

rev/11/04
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TCU

— Leaming —
to change the world”

INFORMED CONSENT

PRINCIPAL INVESTIGATOR: Billie Hara

TITLE OF PROJECT: Playing the Field: Writing Instruction and Underprepared Student Writers

This Informed Consent will explain about being a participant in a research project. It is important that you read
this material carefully and then decide if you wish to participate.

PURPOSE: Because you are (or have been) a student enrolled in ENGL 10703/10803 at TCU, you have been
selected to participate in a research project to explore how this course benefits first-year student writers. This
research project will investigate how your writing ability has been impacted by this year-long course.

DURATION: Participation in this study will last the two semesters you are enrolled in ENGL 10703/10803, and it
will entail occasional follow-up in the form of questionnaires and email correspondence. This study will end May
2007.

PROCEDURES: The procedures of this research study, which involve your responses as a TCU student, include
completing the attached questionnaire and making yourself available for follow-up interviews and subsequent
questionnaires. It also means that Ms. Hara will retain copies of your writing throughout the time you are enrolled
in ENGL 10703/10803 and that she will use this writing in her research. Ms. Hara may request copies of other
course-related writing while you are a student at TCU.

POSSIBLE RISKS/DISCOMFORTS: There are no known risks to participate in this research study.

POSSIBLE BENEFITS: The possible benefits of your participation are in this study would be a modification to the
course to benefit future student writers at TCU. Participation in this study will also help other faculty and
administrators at TCU develop course materials that will be clearly benefit students enrolled in ENGL
10703/10803.

ALTERNATIVE PROCEDURES / TREATMENTS: There are no alternatives to participating in this study.

CONFIDENTIALITY: Every attempt will be made to see that your study results are kept confidential. A copy of
the records from this study will be stored in Billie Hara's office, TCU, Rickel #244-B, for at least three (3) years
after the end of this research. The results of this study may be published and/or presented at meetings without
naming you as a subject. Although your rights and privacy will be maintained, the Secretary of the Department of
Health and Human Services, the UTA IRB, the FDA (if applicable), and personnel particular to this research
(individual or department) have access to the study records. Your (e.g., student, medical) records will be kept
completely confidential according to current legal requirements. They will not be revealed unless required by law,
or as noted above. During the course of this research project, Ms. Hara will keep your identity confidential. You
may choose a pseudonym if you wish. If you would like to use an anonymous name, please note that name here:
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CONTACT FOR QUESTIONS: If you have any questions, problems or research-related medical problems at any
time, you may call Billie Hara at (817) 257-6535 (b.hara@tcu.edu), or Dr. Tim Morris at (817) 272-2692
(tmorris@uta.edu). You may call the Chairman of the Institutional Review Board at UTA (817) 272-1235 for any
questions you may have about your rights as a research subject.

VOLUNTARY PARTICIPATION: By signing below, you confirm that you have read or had this document read to
you. You will be given a signed copy of this informed consent document. You have been and will continue to be
given the chance to ask questions and to discuss your participation with the investigator.

You freely and voluntarily choose to be in this research project.

SIGNATURE OF VOLUNTEER:

DATE

| have discussed the above points with the subject or his/her legally authorized representative, using a translator if
necessary. It is my opinion that the subject understands the risks, benefits, and obligations involved in
participation in this project.

PRINCIPAL INVESTIGATOR:

DATE
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Agreement to Participate in Dissertation Study (pg 1)

“Introduction to Critical Writing:
Dissertation Pl‘OjECt

I am asking for your participation in a dissertation project about
“Introduction to Critical Writing.” As part of this research, I would like to
follow your writing progress while you are a student at TCU. [ have secured
approval for this request and this research frem TCU's IRB board as well as
the IRB board at the University of Texas, Arlington.

The purpose of the larger project is to gather data on the writing experiences
of first-year students in ENGL 10703 course (Introduction to Critical Writing).
ENGL 10703 has three primary goals: to give students extra time to succeed
at general writing, to give students a lot of opportunities to be successful in
ENGL 10803 (first-year composition) and to help students develop a writing
style that will see them through other academic courses. The findings of this
project should provide insight inte how students and professors conceptualize
student writing, how the program and the institution support writing
instruction, and what the students want and need to support their writing.
We also want to know if the goals of the course are appropriate to the
students who enroll in the course.

Participation in this survey is voluntary; there is no penalty for choosing not
to participate. Your involvement in this project would include occasional
interviews with principal investigator (email or face-to-face), the sharing of
writing from writing intensive courses (one sample per semester). If you are
willing to participate further in this project or would like more information
regarding further participation in this project, please send an email to Billie
Hara at b.hara@tcu.edu.

If you have any questions about this research project or the results of this
survey, please contact any of the following people:

Thank you for participating in this project:

Billie Hara
Texas Christian University
Ph.D. Candidate in English
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Agreement to Participate in Dissertation Study (pg 2)

I agree to participate in Ms. Hara's dissertation project (please initial
in the space provided):

1 agree to participate in this project, and I understand that my
participation is voluntary and that there are no rewards or
consequences for participation.

1 agree to supply Ms. Hara with copies of my writing on an as
needed basis (approximately once per semester) while I am a
student at TCU.

1 give consent to Ms. Hara to use my work in her dissertation
project.

If Ms. Hara chooses to use my work in her dissertation project, I
can choose how she identifies me. Ms. Hara can use my given
name or a pseudonym. (circle one).

I would prefer that Ms. Hara use this name to identify me:

Signed,

NAME DATE

ADDRESS

ADDRESS

Email Address
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Photographic Release form (Used with TCU Community Project)

TCU

— eaming —
tochange the world”

PHOTOGRAPHIC RELEASE FORM

"Exploring the TCU Community: Visual Depictions by First Year Students--A Pilot Test"

I, , give Texas Christian University, its employees,
designees, agents, independent contractors, legal representatives, successors and assigns,
and all persons or departments for whom or through whom it is acting, the absolute right and
unrestricted permission to take, use and/or publish photographic images or pictures of me,
whether still, single, multiple, or moving, or in which | may be included in whole or in part, in
color or otherwise, made while | am a student at Texas Christian University through any form of
media (print, digital, electronic or otherwise) at its campus or elsewhere, for art, advertising,
recruitment, fund raising, publicity, archival or any other lawful purpose.

| waive any right that | may have to inspect and approve the finished product that may be used
or the use to which it may be applied now and/or in the future, whether that use is known to me
or unknown, and | waive any right to royalties or other compensation arising from or related to
the use of the image or product.

| release and agree to hold harmless Texas Christian University, its board of trustees, officers,
employees, faculty, agents, nominees, departments, and/or others for whom or by whom Texas
Christian University is acting, of and from any liability by virtue of the taking of the pictures, in
any processing tending towards the completion of the finished product, and/or any use
whatsoever of such pictures or products, whether intentional or otherwise.

| certify that | am at least 18 years of age (or if under 18 years of age, that | am joined herein by
my parent or legal guardian) and that this release is signed voluntarily, under no duress, and
without expectation of compensation in any form (now or in the future).

Name (please print) Signature
Date E-Mail Address
Name of Guardian if subject is under Signature

18 years old (please print)
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INTRODUCTION TO CRITICAL WRITING COURSE SYLLABI
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ENGL 10703 Syllabi (Fall 2006) (pg 1)

ENGL 10703
Syllabus
T/TH: 9:30 to 10:50
Fall 2006

INSIDE THIS
SYLLABUS

Course Policies and
Procedures.............. 2

INTRODUCTION TO CRITICAL WRITING

«  Attendance

COTURSE DBIECTNES: +  Tardies

EMNGL 10703 is a writing workshop designed to give you extensive «  BooksMaterials
practice in college-level critical reading and writing. But maore than that,

. . 8 . % g g : =  Paper format
this course is one in which you will develop as a writer and will grow in

your relationships with words. Through regular assignments of varying *  Late Papers
lengths and complexity, you will learn to position yourself within ongoing +  Revisions
conversations about issues important to educated readers. In this course, + Conferences

you will engage in processes of invention, drafting, revision, and editing as
you complete a range of writing tasks including exploratory writing,

synthesis, analysis, and argument. Course Palicies . ........ 3

- & & & & & &

To produce writing that goes beyond “high school” writing (however
one might define that). In this course you will produce 35-40 graded
and ungraded pages of writing.

To learn key terminology for discussing writing and argument

Te practice analyzing and producing complex texts

To practice doing secondary research

Ta engage in the practice of textual revision

To strengthen your ability to use Standard written English

To participale in an oral presentation

To work collaboratively on projects

REQUIRED TEXTS

Bartholomae and Petrosky, Ways of Reading (Words and Images), 2003
Bowe, Bowe, and Streeter, Gig, 2001

Raimes, Ann. Keys for Writers, 4ih ed. Houghton Mifflin, 2004,
Britenham and Hoeller, Key Words for Academic Writers, 2004,

553 for Copying

IMPORTANT INFORMATION

Ms. Billie Hara

Rickel Building #244-B

Office Hours: T/TH 800 TO 9:00; M 2-3 (RCK 038) and by appt.
Phone: 817 257 6535

Email: B.Hara@tcu edu

e« Class Decorum
*  Other Issues
+  Academic Dishonesty

Course Requirements. . . .4

M In-Class Aclivities
»  Weblog

+» Formal Essays

+  Final Exam

Grading............... 5
«  Criteria

+ Grade Disputes

« Grading Scale

RESOUFCES . oo ovvuein [3
N Center for Writing

= Disabilities
Accommodalions
= Diversity Statement
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Course Requirements

Attendance:
Your attendance is essential in this course. Therefore, | do
take attendance at every class meeting. | also adhere to the
English Department policy that three weeks of absences (6
in a T/TH course) constitutes failure of that course. If you
INTRODUCTION TO CRITICAL WRITING are absent more than 3 times in the course of the semester,
expect a 5-point reduction for each absence to be levied
against your final grade. But since everything you do in this
course “counts,” more than a week’s worth of absences will
begin to affect your grade. Only official university absences—absences REQUIRED by an official body of
TCU—will be excused (will not count against you). These absences must be documented BEFORE they
occur, and work due during the intended absence must be submitted in advance. Extra-curricular (non-
academic) activities, studying for another course, breaking up with a boyfriend/girlfriend, and very many similar
issues are not sufficient cause to miss this class or to be late with an assignment. Disruptive and disrespectful
behavior will not be tolerated, and | reserve the right to ask the offender(s) to leave the class. | prefer riot to
hear excuses for missed assignments or classes. | live by the old standby rule, “90% of success is just
showing up.”

Tardies:

Please be on time for class. Tardies, if occasional and non-disruptive, are generally accepted in this course.
HOWEVER, if they are frequent (once a week or more), or pronounced (10 minutes or more), then they will be
counted toward absences. Keep in mind that students who are late are a distraction to me and to other
students. Keep in mind, too, that in-class work is often assigned at the beginning of class and this work cannot
be made up. Two tardies (10 or more minutes late) will count as one unexcused absence.

Books / Materials:
If you choose (habitually) to attend class without your books and appropriate materials, | will count you absent.

Paper Format:
All out-of-class writing, including rough drafts, must be word-processed and in the format discussed in class.

(This is generally double-spaced, normal font [Times New Roman or Ariel] in a 12-point font, 1" margins.)
When you submit essays to me for evaluation, you will do so in a simple pocketed folder. This folder will
contain your drafts, peer reviews, drafts that | have seen, and often, will contain your research. You will submit
TWO hard copies to me. One | will evaluate and return to you; the other | will keep. Almost nothing you hand
in for evaluation will be handwritten.

Late Papers:
Papers are due at the beginning of class of the date on the appropriate due date. Because of my extensive

revision policy, late papers are not accepted. So, don't ask.

Revisions:

You may revise your work throughout the semester. A revision is not simply a correction of surface errors
(spelling, grammar, etc.), and it is not an opportunity to submit sloppy work. A revision is a re-seeing of your
work and it is a significant change of your original document. Revisions will not allow you to gain points lost
due to late work. In order to assure that you have revised substantially, | strongly suggest that you visit the
Center for Writing before you submit your revision to be for a second evaluation. When you submit a revision
to me, you must also include your original, graded, essay plus all the supporting material you submitted the
first time.

Fall 2006 / 2
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Course Requirements

v & Identity

Conferences:

We will have face-to-face conferences for each of your major
projects this term. We will discuss the specific projects, but

: we'll also talk about your progress in the course. These
INTRODUCTION TO CRITICAL WRITING conferences are meant to help you, one-on-one, with your
specific writing concerns. They really are helpful. Missing
conferences, however, will negatively impact your grade.

Class Decorum:

Disruptions and personal business will not be tolerated. If you are not interested in the topic at hand, simply
leave rather than disturb the rest of the class with chatter, sleeping, etc. | prefer a casual atmosphere in class;
however, that does not mean the course will be easy. | have very high standards and expectations, and |
believe that you can do the work that | will assign to you. With that in mind, | am well aware that each of you
has commitments beyond this English class. Part of being a successful student includes learning to balance
all of those commitments. If you run into some difficuity here, let me know; we'll work out a solution.

Other (food, electronic devices):

Please recognize that there will be no food of any kind allowed in class (food, candy, chips, etc.). If you would

like to have a drink (as I'll usually have one), please make sure that it has a secure lid. If it doesn't, I'll ask you
to leave it in the back of the room until the end of class. Please make sure that all electronic devices are OFF

when in class (pagers, cell phones, iPods, and the like). If a cell phone or pager goes off in class, | reserve the
right to give the entire class a pop quiz.

Academic Dishonesty:
Refer to page 51 of the TCU Undergraduate Studies Bulletin. The following examples apply specifically to
academic misconduct in composition courses:

« Plagiarism: The appropriation, theft, purchase, or obtaining by any means another’s work, and the
unacknowledged submission or incorporation of that work as one’s own offered for credit. Appropriation
includes the quoting or paraphrasing of another’'s work without giving credit.

e Collusion: The unauthorized collaboration with another in preparing work offered for credit.

« Fabrication and falsification: Unauthorized alteration or invention of any information or citation in an
academic exercise. Falsification involves altering information for use in any academic exercise. Fabrication
involves inventing or counterfeiting information for use in any academic exercise.

e Multiple Submission: The submission by the same individual of substantial portions of the same academic
work (including oral reports) for credit more than once in the same or another class without authorization.

e Complicity in academic misconduct: Helping another to commit an act of academic misconduct.

Ways to avoid academic dishonesty include allowing enough time to complete assignments, submit drafts
when required, and seek advice from me, the writing center, or other competent sources.

All cases of suspected academic misconduct will be referred to the Director of Composition.

Sanctions imposed for cases of academic misconduct range from zero credit for the assignment to
expulsion from the University.

Fall 2006 / 3
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Course Assignments

PLEASE NOTE: You are given many chances to do well
in the course. However, ALL assignments must be
completed in order to pass this course.

INTRODUCTION TO CR]TLC,'\L WRITING

In-Class Writing / On-Line Quizzes / Grammar Exams (10%)

Almost daily, you will be asked to do some in-class writing. These will generally be short responses to
readings or to discussions. It is important that you come to class prepared and complete all assigned
readings. You will also be required to participate in group activities throughout the semester including writing
peer responses during workshops and as occasional homework. All these activities are important to your
success in this course, and therefore, your work during these activities will be evaluated in order to determine
10% of your final course grade. In-class work cannot be “made up” for any reason, including any kind of
absence or tardiness.

Letter Writing Portfolio (10%)

Over the course of this semester, you will write several different types of letters in which you make a claim and
attempt to persuade your audience to do something about that claim, such as a letter of praise, a formal letter
of complaint, and a letter to the editor of a community publication. You will even write letters to me and to a
close family member. These must be done on time and in the format specified to receive full credit.

Formal Papers (70%)

You will write three formal essays and construct one visual project this semester (but you'll have lots of smaller
assignments with each of these major ones). Each completed, formal essay will be approximately 5 to 6 pages
long. You will be asked to submit rough drafts and to participate in peer review workshops before you submit
your final papers. Your participation in the “draft stage” will determine a portion of your paper grade. Each
essay will have a detailed assignment sheet that I'll give you later. All the assignments in this course must be
completed (in the order they are given) to receive credit for the course. You will not pass the course without
completing all assignments.

e First “Photo Collage” 15%
e Second “Literacy and Identity” 15%
e Third “Framing Identities” 20%
o Fourth “Autoethnography” 20%

Final Exam (10%)

More detailed information will be given near the end of the semester. The final exam is a requirement of this
course. Not taking the final.exam constitutes failure in the course. The time for this final exam is scheduled for
Thursday, December 14, 2006 (8:00 a.m. to 10:30 a.m.). Please don't make travel plans that conflict with this
exam. | will not change the scheduled exam time for you.

Fall 2006 / 4
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Course Assignments

It is very important that you know that it is your responsibility
to earn the grade you need for whatever you might need it for.
It is not my responsibility to keep you eligible to play a sport,
receive a scholarship, enter the business school, join a
sorority or fraternity, or please your parents. This is your job.

INTRODUCTION TO CRITICAL WRITING

Grading Criteria:

An “A” paper is an exceptional example of college writing. It shows a clear main idea that can be traced throughout
the development of the paper to the end, with carefully thought-through transitions between paragraphs and
sentences. The writer understands the mechanics of English grammar, punctuation, and spelling because there are
few (if any) of these concerns in your essay. Generally, there are not many of these for any given assignment.

A "B” paper is a good example of college writing. This paper also contains a definite and original thesis. The
organization of the paper is good, although the supporting connections may not always be smooth. The writer's
supporting points relate closely to the main idea of the essay. The language is generally clear, and the paper may
contain more than a few mechanical errors.

A “C" paper fulfills the basic requirements of the assignment but needs improvement in some areas. The essay
shows a definite thesis that basically controls the essay’s development. The paper has organization, but may not
be adequate in some respects. The writer has organization, but may not be adequate in some respects. The writer
has provided vague or inadequately explained supporting ideas. Sentence structure may be awkward, and the
essay contains numerous grammar, punctuation, and spelling errors.

A "D" paper is marginally acceptable college writing. The main idea of the essay is present, but it is difficult to follow
through the paper's development. The paragraphs deviate from the main thesis, and the missing connections
between paragraphs and sentences keep the paper from moving forward with any sense of direction. The paper
contains major grammatical errors that seriously interfere with the paper's meaning.

. Q- >

F An “F" paper seriously falls short of work appropriate for college-level writing.

Grade Disputes:
In evaluating your work, | do my best to be both rigorous and fair. | use the following procedure for grade

appeals. If you strongly disagree with a grade you have received in this course, and desire an appeal:

« Write a 250-word explanation why you believe the grade is inappropriate, using the criteria references
in the syllabus and on the assignment sheet to support your assessment.

« When the explanation has been completed, deliver it to me and at that point we will schedule a
conference to review your argument and discuss your options.

« If, at the conclusion of our conference, you still desire to appeal the grade, | will help you contact the
Director of Composition to evaluate your request.

Grading Scale:
It is your responsibility to keep track of your grades. | will use the grade book on eCollege, but reserve the

right to stop using it if the system proves to be too cumbersome. However, | will inform you of your grade
during my office hours but not during class. If you have concerns about how to fulfill an assignment, or if you
have concerns about your grade, please make an appointment to see me.

[Avg. | 98 | o5 [ 92 | 8 | 8 | 82 [ 78 | 75 | 72 | 68 | 65 | 62 | 0 |
A+ | A | A | B+ | B | B | ¢+ | ¢ | & [ b+ | D | b- [ F |
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Course Resources

C & ldentity

Writing Center

The William L. Adams Center for Writing is an academic
suppaort service available to all TCU students, faculty, and
staff. Writing Specialists and peer tutors are available for one-
on-one tutorials from 8:00 a.m. to 5:00 p.m. Monday through
Friday. The Writing Center is located on the 2™ floor of the
new Rickel Building (in the new sports complex, #244),
Tutering hours are also available seven days a week in the
library computer lab area. Please see the Center for Writing
website for specific hours (hitp://www.wri.tcu.edu). Drop-ins to the Rickel Center or the Library Annex are
always welcome, but you may also make an appeintment by calling (817.257.7221).

oo mos 1o Crimcar Wenmo

Americans with Disabilities Act

TCU complies with the Americans with Disabilities Act and with Section 504 of the Rehabilitation Act of 1973
regarding students with disabilities. The University shall provide reasonable accommodation for each eligible
students who (a) has a physical or mental impairment that substantially limits a major life activity, (b) has a
record or history of such an impairment, or (c) is regarded as having such an impairment. Eligible students
should contact the Coordinator of Students with Disabilities as soon as possible in the academic term for which
they are seeking accommodations. Each eligible student is responsible for presenting relevant, verifiable,
professional documentation andfor assessment reports to the Coordinator for Students with Disabilities (TCU
Undergraduate Studies Bulletin 28).

Diversity Awareness

In this class, | will establish and support an environment that values and nurtures individual and group
differences and encourages engagement and interaction. Understanding and respecting multiple experiences
and perspectives will serve to challenge and stimulate all of us to learn about others, about the larger world,
and about ourselves. By promoting diversity and intellectual exchange, we will not only mirror society as it is,
but also model society as it should and can be.

Course Calendar

In the unit calendars, what we'll be doing each day, what you're expected to read for homework, and what
you're expected to write is listed. The course calendar is very important, and you are respensible for
completing all the assignments listed. | will often remind you of the reading and writing you'll need to complete
for homework, but because we'll often become so engaged with our work in class, | might forget to discuss
homework assignments. Therefore, I'm letting you know ahead of time that you are responsible for completing
all the assignments listed in accordance with the due dates provided.

Fall 2006 / 6
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INSIDE THIS
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Introductory Composition

COURSE OBJECTIVES:

ENGL 10803 is a writing workshop designed to give you extensive
practice in college-level critical reading and writing. Through regular
assignments of varying lengths and complexity, you will learn to position
yourself within ongeing conversations about issues important to
educated readers. In this course, you will engage in processes of
invention, drafting, revision, and editing as you complete a range of
writing tasks including exploratory writing, synthesis, analysis, and
argument.

+ To produce writing that goes beyond “high school® writing (however
one might define that). In this course you will produce 35-40 graded
and ungraded pages of writing.

Tao learn key terminology for discussing writing and argument

To practice analyzing and producing complex texts

To practice doing secondary research

To engage in the practice of textual revision

To strengthen your ability to use Standard written English

To participate in an oral presentation

To work collaboratively on projects

@ 8 & & & & @

IMPORTANT INFORMATION:

# Instructor: Billie Hara

« Office: Rickel Building #244-E {Center for Writing)

«  Dffice Hours: T/TR 8:00 to 8:20 and by appointmant

« Telephone: B817.257.6535

+ Email: B.Hara@tcy edu

«  ‘WebPage: http:fifaculty.tcu.edu/bhara
REQUIRED TEXTS:

« Ways of Reading. Bedford/St. Martin's, 2005.

« Key Words for Acadamic Wnters, Pearson/Longman, 2004,

= HKeys for Writers, d4th ed. Houghton Mifflin, 2004,

+ Gig, Americans Talk About Their Jobs, Bowe, Bowe, Streeter, 2000
« 335 for Copying

* Access to a computer with Internet access and access to your student drive
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Course Policies and Procedures

Attendance:

Your attendance is essential in this course. Therefore, | do take attendance at every class meeting. | also
adhere to the English Department policy that three weeks of absences (6 in a T/TH course) constitutes failure of
that course., If you are absent more than 3 times in the course of the semester, expect a 5-point reduction for
each absence to be levied against your final grade, But since everything you do in this course “counts,” more
than a week's worth of absences will begin to affect your grade. Only official university absences—absences
REQUIRED by an official body of TCU—will be excused (will not count against you). These absences must be
documented BEFORE they occur, and work due during the intended absence must be submitted in advance.
Exftra-curricular (non-academic) activities, studying for another course, breaking up with a boyfriend/girifriend,
and very many similar issues are not sufficient cause to miss this class or to be late with an assignment.
Disruptive and disrespectful behavior will not be tolerated, and | reserve the right to ask the offender(s) to leave
the class. | prefer not to hear excuses for missed assignments or classes.

Tardies:

Please be on time for class. Tardies, if occasional and non-disruptive, are generally accepted in this course.
HOWEWVER, if they are frequent (once a week or more), or pronounced (10 minutes or more), then they will be
counted toward absences, and repeated absences will drastically impact your final grade. Keep in mind that
students who are lale are a distraction to me and to other students. Keep in mind, too, that in-class work is often
assigned at the beginning of class and this work cannot be made up. With four tardies (10 or more minutes
late), you will lose 20 points off your final course grade.

Books [ Materials:
If you choose (habitually) to attend class without your books and appropriate materials, | will count you absent.

Conferences:

You will be required to have at least one face-to-face conference with me for each of your four major essay
assignments. If you would like to meet maore than one time, we can arrange that. Just let me know and I'll work
with you. Keep in mind that these conferences are not punitive in nature; they are meant to help you, one-on-
one, with your specific writing concerns, They really are helpful.

Paper Format:

All out-of-class writing, including rough drafts, must be word-processed and in the format discussed in class.
(This is generally double-spaced, normal font [Times New Roman or Ariel] in a 12-point font, 1" margins.) When
you submit essays to me for evaluation, you will do so in a simple pocketed folder. This folder will contain your
drafts, peer reviews, drafts that | have sean, and often, will contain your research. You will submit a hard copy to
me, and since this course has an eCollege component, you will submit one copy to the “drop box.” This
electronic version of your work will replace the second copy that the English dept. requires for its files.

Late Papers:

Papers are due at the beginning of class on the appropriate due date. They will be labeled appropriately,
stapled if needed, and they will be in a folder if that has been assigned. Because of my extensive revision
policy, late papers are not accepted. In the very unlikely event that | do accept a late assignment (verified
issue through student life or verified university sanctioned absence are the only exceptions), your essay will be
penalized one letter grade for every class day that | don't have your work.

Revisions:

You may revise any of your first three essays one lime, These revisions are due one week from the time | return
the original manuscript to you. A revision is not simply a correction of surface errors (spelling, grammar, etc.). A
revision is a re-seeing of your work and it is a significant change of your original document. Revisions will not
allow you to gain points lost due to late work. In order to assure that you have revised substantially, | strongly
suggest that you visit the Center for Writing before you submit your revision to be for a second evaluation. When
you submit a revision to me, you must also include your original, graded, essay plus all the supporting material
you submitted the first time,
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Course Policies and Procedures

Class Decorum:

Disruptions and personal business will not be tolerated. If you are not interested in the topic at hand, simply
leave rather than disturb the rest of the class with chatter, sleeping, etc. | prefer a casual atmosphere in class,
however, that does not mean the course will be easy. | have very high standards and expectations, and |
believe that you can do the work that | will assign to you. With that in mind, | am well aware that each of you has
commitments beyond this English class. Part of being a successful student includes leaming to balance all of
those commitments. If you run into some difficulty here, let me know, we'll work out a solution.

Other (food, electronic devices):

Please recognize that there will be no food of any kind allowed in class (food, candy, chips, efc.). If you would like o
have a drink (as I'll usually have ong), please make sure that it has a secura lid. If it doesn't, Il ask you to leave it in
the back of the room until the end of class. Please make sure that all electronic devices are OFF when in class,
Please do not use the vibrate function on your cell phone. We can still hear, and you'll be tempted to look to know
who called you. Please turm it off. If a cell phone or pager goes off in class, | reserve the right to give the entire class

a pop quiz.

Academic Dishonesty:
Refer to page 51 of the TCU Undergraduate Studies Bulletin. The following examples apply specifically to academic

misconduct in compaosition courses:

+ Plagiarism: The appropriation, theft, purchase, or obtaining by any means another's work, and the
unacknowledged submission or incorporation of that work as one's own offered for credit. Appropriation
includes the quoting or paraphrasing of ancther's work without giving credit

+ Collusion: The unauthorized collaboration with another in preparing work offered for credit.

= Fabrication and falsification: Unauthorized alteration or invention of any information or citation in an
academic exercige. Falsification invelves altering information for use in any academic exercise. Fabrication
involves inventing or counterfeiting information for use in any academic exercise.

+  Multiple Submission: The submission by the same individual of substantial portions of the same academic
work (including oral reports) for credit more than once in the same or another class without authonization.

+ Complicity in academic misconduct: Helping another to commit an act of academic misconduct.

Ways to aveid academic dishonesty include allowing encugh time to complete assignments, submit drafts when
required, and seek advice from me, the writing center, or other competent sources.

All cases of suspected academic misconduct will be referred to the Director of Composition. Sanctions
imposed for cases of academic misconduct range from zero credit for the assignment to expulsion from
the University.
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Course Requirements and Gradina

In this course, you will be required to participate in class discussion/activities, post weekly responses to an on-ling
Journal, complete four formal writing assignments, a rhetorical revision of one essay, and complete a take-home
exam. You will also give a grammar presentation at some point this semester,

In-Class Writing / On-Line Quizzes / Homework: (10%)

Almost daily, you will be asked to do some in-class writing. These will generally be short responses to readings or
o discussions. It is important that you come to class prepared and complete all assigned readings. You will also
be required to participate in group activities throughout the semester including writing peer responses during
workshops and as occasional homework. All these activities are important to your success in this course, and
therefore, your work during these activities will be evaluated in order to determine 10% of your final course grade.
In-class work cannot be “made up” for any reason, including any kind of absence or tardiness. You also may be
expected to take on-line guizzes throughout the semester. | will drop the lowest quiz grade.,

Grammar Presentation (10%)

One time during this semester, you will present a grammar rule / mechanics rule to your classmates. You will
present your subject in two ways: you will use a visual aid and you will produce a handout for the class. You will
also construct three exam questions related to this grammar point. (These grammar questions will be combined for
a class-wide test.)

Formal Papers (70%)

You will write four formal essays this semester. Each essay will be approximately 5 to 7 pages long. You will be
asked to submit rough drafis and to parlicipate in peer review workshops before you submit your final papers. You
will be expected to construct an annotated bibliography of your sources prior 1o submitting your final essay. Your
participation in the “draft stage” will determine a portion of your paper grade. Each essay will have a detailed
assignment sheet that I'll give you later. All the assignments in this course must be complated (in the order they are
given) to receive credit for the course.

+ First “Exploratory Essay” 20%
» Second "Position Paper” 20%
+  Third “Rogerian Argument” 20%
+ Fourth “Revision of Public Discourse Essay”  10%

Final Exam (10%)

A final exam is a requirement in this coursa.
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Additional Resources

Writing Center
The Writing Center is an academic support service available to all TCU students, faculty, and staff. Writing Specialists

and peer tutors are available for one-on-one tutorials from 8:00 a.m. to 5:00 p.m. Monday through Friday. The Writing
Center is located on the 2™ floor of the new Rickel Building (in the new sports complex, #244. Tutoring hours are also
available 6:00 p.m. to 9:00 p.m. in the library computer lab area Sunday through Thursday evenings. Drop-ins to the
Rickel Center or the Library Annex are always welcome, but you may also make an appointment by cailing
(817.257.7221).

Americans with Disabilities Act

TCU complies with the Americans with Disabilities Act and with Section 504 of the Rehabilitation Act of 1973 regarding
students with disabilities. The University shall provide reasonable accommodation for each eligible students who (a)
has a physical or mental impairment that substantially limits a major life activity, (b) has a record or history of such an
impairment, or (c) is regarded as having such an impairment. Eligible students should contact the Coordinator of
Students with Disabilities as soon as possible in the academic term for which they are seeking accommodations. Each
eligible student is responsible for presenting relevant, verifiable, professional documentation and/or assessment
reports to the Coordinator for Students with Disabilities (TCU Undergraduate Studies Bulletin 28).

Diversity Awareness

In this class, | will establish and support an environment that values and nurtures individual and group differences and
encourages engagement and interaction. Understanding and respecting multiple experiences and perspectives will
serve to challenge and stimulate all of us to learn about others, about the larger world, and about ourselves. By
promoting diversity and intellectual exchange, we will not only mirror society as it is, but also model society as it should
and can be.

Course Calendar

In the course calendar that follows, what we'll be doing each day, what you're expected to read for homework, and
what's you're expected to write is listed. The course calendar is very important, and you are responsible for
completing all the assignments listed. | will often remind you of the reading and writing you'll need to complete for
homework, but because we’ll often become so engaged with our work in class, | might forget to discuss homework
assignments. Therefore, I'm letting you know ahead of time that you are responsible for completing all the
assignments listed in accordance with the due dates provided.

Grading Scale:
It is your responsibility to keep track of your grades. | will inform you of your grade during my office hours but not

during class. The grade will be only rough running tallies or approximations of your actual grade. Later in the
semester | will give you a grading rubric that will show you how your grade is determined (point system). If you have
concerns about how to fulfill an assignment, or if you have concerns about your grade, please make an appointment to
see me. In the case of a grade problem, please schedule an appointment at least 24 hours after the paper is returned.
Be sure you have read my comments carefully, and be prepared to discuss how your paper fits the criteria given for
that assignment.

Avg. 98 95 92 88 85 82 78 75 72 68 65 | 62

Mmoo

A+ A A- B+ B B- C+ C C- D+ DisEeD:
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APPENDIX C

CONSTANT ASSIGNMENTS:
ACROSS ALL YEARS OF ICW STUDY
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Autobiographical Haiku Assignment

give insight inta their lives.

Autobiographical Haiku

Every Sunday, the Washington Post publishes a column, “Life is Short: Autobiography

LIFE I5 SHORT
Astabiography as Haiku

chushind wiew ool L2985 aid ol & Shaaler s digies. [ o o &mall

Fm @ i “Lock whai Fve done, P oeer you,™ bat it's
by beall B vl umCl Thd ‘s 1Fe,

Chartonsts Turkar

Alemmmiria

awl day of ssmamer Irnmia o whe s Hual® AL beasl 8 feetl
Aall, blond, mhu.mﬂnmlll“l“\l
e bt Sually ghiions Nasly Rkl k apgral 11s lov-all,
] ther g hasn't ewen started yet,
1 camunTy approach "5, are vom goeisg Do be & smbor ™
"o & sophemeone ”
Ldleﬁh—lhﬂlﬁ.
! bk bl Ciand ot
Ammatodis

as Haikw” in their Style section. In 100 words or less, Post readers write pieces thal
I'd like you 1o do the same. Here are a few good examples:

Laughter:

When | turned 50, my wife went along with
my buyirkg tha rad. two-saater canvertibie,
After 8 maeting in Baltimore, as | was putting
the top down, four ladies in their mid-
savenies were walking by and slowed 1o
admirg tha car. | thanked them as thay lald
me how cute it was. As | buckled up, one of
them added, "You're nol 50 bad ';.NJUI’&L}‘“: " As
part of my midlife crsis, | asswumed women
25 years younger, not 25 years older, would
admire the car, My 86-vear-ald father was
impressed, My wite of 26 years just laughoed

Sadness:

We hawve just returned from an overseas
vacation, My d-year-old s playing with somse
“dress-up” clothas, She is my fairy
godmather and must marry me off. But first
she must make me beautiful through magic
She wraps me in parrot-green feathers and
takes me aside to cast her spall. | expact har
to wawve her wand as fairies do in cartoons
and movies., Instead, she uses it to frisk me
ik an afport secunty guard, Sha mimics the
moves axactly, including the fussing over my
shoes. After 911, this is how lite fainy
godmathers do magec

DRAFT DUE: Thursday, August 28,

FINAL VERSION DUE: Tuasday, August
J0th, You will bring hard coples to class, but
you will also email a copy of your FIMAL text 1o
ma AFTER. class on Tuesday, August 30th.

Wa will construct a class-specific
Autobiograghy as Halku document using your
docurments and photographs, Remambor, you
gan use no more than 100 words.
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In-Class Writing Assessment:

ENGL 10703 (in-class writing)

In & short @ssay, tell me about your expanaences as a writer, Instead
of focusing on the negative, lell me about a situation in which YOU
were proud of your writing. What were you wriling about? What
kind of process did you go through to achieve this kind of success?
Be spacific and provide examples. WWrita about 1 page. Don't worry
too much about grammar or spelling. 1'm looking at content right
now. Please write legibly, and use the back of this paper if
NECEsSary,

ENGL 10803 (in-class writing)

in a short essay, explain to me how you would use writing to change
something in the world, What is the problem? Wha is affecled by
this problem? Who are the stakeholders in the situation? What are
the polential solutions? What can ¥OU do? How can writing be a
part af this change?
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Final Exam

ENG 10803
Final Exam / Fall 200&

BACKGROUND:

Throughout the past 15 weeks, you have become more successful (and more
comfortable) with the writing process, and you have done this in several ways. You
have written essays about yourself and about a community you claim as your own,
You have learned how to use framing devices in your work. You have used
Photoshop and created collages. You have thought about audience, your own
credibility as a writer, the logic of your message, You learned about the rhetorical
situation and Aristotle’s appeals. You have written about the positive and negative
aspects of your literacy experiences, thus far. You have written a poem and a
haiku about yourself. You have learned to analyze photographs (your own, the one
[ toak of you, and photos of your peers). You have learned how to take your
experiences and make them significant to an audience different frem yourself. You
have written letters. You hawve learned about reading theories and how those
theories relate to writing strategies. You have written with both with pen and paper
and on the computer. You have written almost daily. You have practiced revision
strategies, You have strengthened your mechanical and grammatical skills.

ASSIGNMENT:

With all that in mind, you will write an essay [approximately 1,000 to 1,250 words
long [approximately 4 pages typed]) in which you discuss / analyze at least four (4)
but no more than five (5) of the above-mentioned items. What is a common idea
that you can build your essay around? In other words, synthesize the texts (your
four or five items) around 2@ common theme, With this synthesis in mind, yvou will
then discuss how your personal view about writing has changed over the semester.
Use examples from your work to elaborate (no need to quote, you can summarize).
What are the dominant patterns that emerge from your work? What has been the
most meaningful te you? Where did you learn the most? Why did you choose
these four or five items? Where have you found the most growth and development
as a writer? (Keep in mind that this is not a "I like this"” or "I didn’t like that” kind
of essay. I am looking for synthesis and reflection between your texts.)
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Literacy Autobiography (Assignment)

ENGL 10703
Assignment #1

Literacy and Identity

Write an essay in which you explore your
history as a reader and writer. Rather than
tell your entire story, from learning to
recognize the alphabet to your current
experiences in college, select important
events based on some larger point you want
to make about language, literacy,
community, and identity. (Start with a
question or problem you want to explore.
Think about your Autobiographical Haiku as
a place to begin.) It will take several drafts
and a lot of feedback from readers to help
you discover and narrow in on the point you want to make and this assignment will
have several small steps that you'll need to complete that will lead you to the final
essay. You may also find that after you begin writing, the point you want to make
changes.

In deciding what story you want to tell—what point you want to make—consider the
degree to which your experience reflects some larger claim about these issues.
Remember, too, that the authority in autobiographical writing comes from the care
with which you select events to describe and the richness of the details you choose
to present. Your goal as a writer is to enable the reader to enter your experience
and to understand its importance.

« First draft due Thursday, September 9. Draft should be 3+ typed, double-
spaced pages.

« Second draft due Tuesday, September 21* and it will be a full 5-7 pages long.

« Final version is due on Wednesday, September 30th.

« For EACH peer review, please bring two (2) copies of your draft to class for a
peer review (one letter grade reduction if you choose to avoid peer review). |

will take one copy of your first draft essay with me, and | will also give you
feedback on your work.
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Literacy Autobiography (Peer Review #1)

Essay Diagnostic & Peer Review #1
Literacy Aut biography

AUTHOR: REVIEWER:

Inadequate Poor

Essay makes a peint about how
individual literacy experiences
are connected to community and
cultural values.

Excellent

Essay in some way defines
“community and cultural values.”

The evidence from your
experience has been carefully
selected to make a point about
literacy.

Literacy experience is presented
effectively, using appropriate
narrative techniques.

Literacy experience is reflected
on, not merely presented.

There is adequate support for
points being made.

Material is organized logically.

Sentences are clear, complete,
and free of machanical errors.

1. Please give the author three (3) suggestions how to make this essay stronger.

2. Please tell the author four (4) things that are done well in this essay.
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Literacy Autobiography (Peer Review #2)

Essay Diagnostic & Peer Review #2
Literacy Autobiography

AUTHOR: REVIEWER:

Inadequate Excellent

Essay makes a point about

how literacy experiences are
connected to community and |
cultural values., i

Essay in some way defines
“community and cultural
values.

The evidence from your
experience has been carefully
selected to make a point
about literacy.

| Literacy experience is
presented effectively, using
appropriate narrative
technigques.

Literacy experience is
reflected on, not merely
presented.

There is adequate support for
points being made.

Material is organized logically.

Senftences are clear, j |
complete, and free of |
mechanical errors.
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Literacy Autobiography (Cover Memo, First Draft)

ENGL 10703
Literacy Autobiography
Draft Cover Memo

Cover Memo

Literacy Autobiography: 1* Draft

Please construct this memo as you would any other memo (letter). If you
like, you can use the "memo” template in Microsoft Word. You must use
the proper letter format and use complete paragraphs. Please don't just
answer these questions in a bullet point fashion.

1. In one or two sentences, state your main argument or claim.

2. In one or two sentences, describe your audience and the
characteristics/values you will need to consider when constructing your
argument.

3. Does your essay define literacy in a way that a person unfamiliar with your
particular focus can understand? Briefly describe your plans to incorporate
both the familiar literacy elements with the unfamiliar in your essay.

4. List three strengths and three weaknesses of your paper.

5. Briefly mention aspects of your paper on which you would like me to
comment. Please be as specific as possible. If you are having problems with
a particular part of your paper or if you have any urgent paper-related
questions that you would like me to answer, mention those items as well.
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Literacy Autobiography (Cover Memo, Final Draft)

ENGL 10703

Literacy Autobiography
Final Draft Cover Memo

Cover Memo

Literacy Autobiography: Final Draft

Please construct this memo as you would any other memo (letter). If you
like, you can use the "memo” template in Microsoft Word. You must use
the proper letter format and use complete paragraphs. Please don't just
answer these questions in a bullet point fashion.

1.

In one or two sentences, state your main argument or claim.

In one or two sentences, describe your audience and the
characteristics/values you will need to consider when constructing your
argument.

. Does your essay define literacy in a way that a person unfamiliar with your

particular focus can understand? Briefly describe your plans to incorporate
both the familiar literacy elements with the unfamiliar in your essay.

List three strengths and three weaknesses of your paper.

. The bulk of this memo will outline what you learned from this experience.

Please be specific (use lots of details) about what you learned between this
assignment and more traditional methods of writing.
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Position Essay (Assignment)

EMNGL 10803
Azsignment #2 (Position)

Writing as Argument

In this unit, you will leam the principles of
classical argument and you will write an
argumeantative essay on a topic of your
choosing. This essay will allow you to express
yOur own opinion on an issue while supporting
that opinion with authoritative sources; you will
also address the opposing view of your
argumant.

Essay Assignment:

Write an essay in which you assert and support a position on a complex issue, using
all of the alements of acadamic argument. Your purpose in this essay is to persuade
an educated audience that your position is reasonable and worlh consideration. To
do 50, you must show that you know the opposing arguments and acknowledge their
validity as well as provide authoritative avidencea (ethos, logos, and pathos) to
suppart your position. In general, address your argument o readers who have not
yet made up their minds on the issue. For the greatest possible audience interest,
you should avoid topics that are overused (@.g. gun control, abortion, capital
punishmant, atc.) Topics of current or local interest are often good choices.

« Your essay will be 6-8 pages, typed, double-spaced.

« You will use a maximum of & sources (only two of which can be internet
SOUrcas).

Evaluation criteria for this essay:

« MArgques a clear position on an issue related to topics of current or local
interest.

Provides adequate background to enable readers to understand the issue,
Explains, acknowledges the merits of, and refutes opposing view(s).
Makes what educated but skeptical readers would consider reasonable
claims - claims presented with adequate evidence to be persuasive.

« Demonstrates adequate research and makes use of outside sources where
neadad to explain the issue, in acknowledgment of the opposing view, and in
support of your position.

= Integrates outside sources effectively, including clearly distinguishing
between outside sources and the writer's own voica.

« Uses appropriate MLA citation style in the text and in the list of Works Cited.

« 5 logically organized.

« Sentences are clear, complete, vaned, and relatively free of error
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Position Essay (Peer Review #1)

ENGL 10803
Asgsignment #2 (Pasition Essay)
Peer Review #1

AUTHOR:

REVIEWER:

1. Has the author chosen an “arguable” point? If so, how
can the author make this a stronger case? If not, how
can this topic be changed into an argument?

2 Without asking your pariner, who is the intended audience for this argumeant?
How effective is the author in reaching this audience? What are the author's
examples/evidence geared for this intendad reader? On the other hand, how is
the author working to reach the real reader?

3 What are some of the strengths of the essay?

4 Whalt are some of the essay's weaknesses?

5. s this topic sufficiently narrow? In other words, has the author chosen a specific,
tangible audience for this argument? 15 the audience plausible?
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Position Essay (Peer Review #2)

EMGL 10803
Assignment #2 (Position Essay)
Peer Review #2

Chronic punctuation emrors, run-ons, sentence fragmeants,
| comma splices

Quwotations not well integrated into text.

Chronic spelling or proofreading mistakes

| Passive voice overused, making the paper sound as if
| nobody wanis o claim deas

Problems n tondé: unevin, axcassively casual, or geared to the wiong audience

FORM

Thesis not well placed.

Introduction wastes time getting to the point; thesis paragraph spins its wheels wilh
vague conpaciurés (CAll throughout tirmas, ....7)

Organization problems at the leval of paragraph constructon

Organizational prﬁbll_,n'l:, :_'ul, 1!1:‘: bl all the |_'|.a|:3-|3r' 5 rchitectura; paragraphs do not
procead in the most Ingn:al crder for the argumeant.

Paper not well-paced; minor points belabored and complex ideas rushad or not
fleshad-out

Conclusion AWOL, MI&, ar POW, rushes or is a pat restatement of first paragraph

CONTENT

Yo are FISSING u|5||'|||||:'._'||'|1 COMponents af this assgnment,

| The pre- and post-papers do not clearly axplain your position on the issua or give
dl:lequane- support or reasons why (or why not) your position changed

"r’u-ur synthesis paper does not explain tha issues at hand, it doas, Inslead, xulﬂln
| your opinion on the issue.

The synthesis paperis nol organized around clams rr}ga_:rdmg the significant
ﬂueﬂ-a:ﬁ of your issues; it is a mere summary of each source,

You do not effectively integrated source materal, making clear distinctions between
your language and the language of the sources,

You do not use correct citation format within the text or in the list of Works Cited.

Sentences are not clear, complete, varied, or relatively frag of errar.
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Position Essay (Cover Memo, First Draft)

ENGL 10803
Assignment #2 (PGSithH Essay)
Final Cover Memo

Cover Memo

Literacy Autobiography: Final Version

Please construct this memo as you would any other memo (letter). That
means, use the proper letter format and use complete paragraphs. Please
don't just answer these guestions in a bullet point fashion.

1. In one or two sentences, state your main argument or claim.

2. In one or two sentences, describe your audience and the
characteristics/values you will need to consider when constructing your
argument.

3. Does your essay define literacy in a way that a person unfamiliar with your
particular focus can understand? Briefly describe your plans to incorporate
both the familiar literacy elements with the unfamiliar in your essay.

4. List three strengths and three weaknesses of your paper.

5. The bulk of this memo will outline what you learned from this experience.
Please be specific (use lots of details) about what you learned between this
assignment and more traditional methods of writing.
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Position Essay (Cover Memo, Final Draft)

ENGL 10803
Assignment #2 (Position Essay)
Draft Cover Memo

Cover Memo

Literacy Autobiography: 1™ Draft

Please construct this memo as you would any other memo (letter). If you
like, you can use the “"memo” template in Microsoft Word. You must use
the proper letter format and use complete paragraphs. Please don't just
answer these questions in a bullet point fashion.

1. In one or two sentences, state your main argument or claim.

2. In one or two sentences, describe your audience and the
characteristics/values you will need to consider when constructing your
argument.

3. Does your essay define literacy in a way that a person unfamiliar with your
particular focus can understand? Briefly describe your plans to incorporate
both the familiar literacy elements with the unfamiliar in your essay.

4, List three strengths and three weaknesses of your paper.

S. Briefly mention aspects of your paper on which you would like me to
comment. Please be as specific as possible. If you are having problems with
a particular part of your paper or if you have any urgent paper-related
questions that you would like me to answer, mention those items as well.
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Rhetorical Revision Assighment

ENGL 10803
Assignment #4 (Rhetorical Revision)

Making Knowledge through Revision

This final assignment attempts to bring together a number of knowledge-making
activities from previous assignments. More specifically, you will revise your
position paper for a different medium and audience, thus making use of both your
skills of rhetorical analysis and your understanding of the effects of different
media. The assignment has two parts—an oral presentation and a brief (2-
page) paper that explains what the writer was trying to do in the revision.

The Rhetorical Revision

This assignment requires you to revise your position paper from Unit 2 for a
different medium and audience. How would you express this position if you |
were making a commercial, designing a billboard. writing a popular song?
After choosing a specific audience for your message and the new medium in
which you want to state that message, make every effort to present your
message in this new medium. Then, plan an oral presentation for your class in
which you will share your rhetorical revision. Finally, write a 2-page paper in
which you explain how you revised your position paper for this new audience

and medium and what you learned from daing so.

DUE: Tuesday, May 3™. We'll do presentations in class.

Homosexual Adoptions
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Rhetorical Revision Assignment (T-Shirt)

ENGL 10803 ;
Assignment #4 (Rhetorical Revision)

Rhetorical Revision: Making a Knowledge, Making a T-Shirt

For your last assignment, you will use the subject of your second essay (the position
essay), to create a rhetorical revision. Using the same subject, you will reconsider
your original subject for a new audience. Instead of writing a typical academic essay
for an academic audience, you will create a T-Shirt design for an audience of your
choosing.

You will also write a 2-3 page well-created, well-edited reflection in which you
address the following issues:

The point your t-shirt seeks to argue for audiences;
Your own stake or investment in that point;
Who your target audiences and other audiences are, plus a rationale;

e How and why—specifically—you designed and created your t-shirt the way
your did (for example, why these words?, this font?, these images?, these
colors?, etc.);

The rhetorical situation your t-shirt seeks to address;
The constraints and opportunities inherent in moving between the academic
essay genre to the t-shirt genre;

e Your overall reflection on what you learned from the doing the work of this
unit.

DUE: May 3", last day of class. You will present your work to the class.

(To find this t-shirt form, type in “t-shirt form” into Google images.
You can download your own copy to print on a poster board.)
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Rhetorical Revision Presentation Evaluation

Rhetorical Revision Presentation Evaluation

Had a clear
organizatonal strategy

Message appropriate
fior audience

Visuals and other
“exeras” used
effecrively

Rhetorical Revision
clear and easy 1o read

Drisplayed a
professional ethos in
language, speech, dress

Rhetorical Revision a
true revision of
ariginal subject

Excepaional work. Very few will earn this grade.
Adequate presentation, however, person missed a major Component (o presenaLion.

Mot good, il-prepared with message faudienoe. Nﬂ:ﬂﬂmn‘ﬂtmm
Mot acceptable work (individual or group)
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APPENDIX D

SELECTED ALTERNATIVE ASSIGNMENTS:
ACROSS ALL YEARS OF ICW STUDY
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Letters as Argument (Letter #1)

| : aaﬂ{ Letters as Arguments:
w0 ] [P [ A Writing Portfolio

s ot [ A O

j]]]]jj Letter to a Family Member

S0 4h b S S0 ) Over the course of this semester, you will write several
i ?Eﬁ%‘?ﬁ A ﬁ different types of letters in which you make a claim and
“_’\|:_*] SRR RN attempt to persuade your audience to do something
o fross 1> | Zﬂ;ﬁﬁ:ﬁ about that claim, such as something you want or need
from a family member, a letter of praise, a formal
letter of complaint, and a letter to the editor of a community publication. Although
particular instructions are given for each letter, please note that all letters should
adhere to the following guidelines:

Appropriately format each letter (including addressing it to the appropriate person
and signing it after an appropriate conclusion,

Consider the type of letter in order to determine the length and organization of
each (None of the letters should be less than one full page single spaced or two
pages double spaced)

« If you type it, use either 12-point Times, New York Times, or Palatino font.

« If you handwrite it, make it legible and clear. Printing always works nicely if
your handwriting is difficult to read.

« Commit few (if any) mechanical or grammatical errors,

Turn in two copies of each letter and a correctly stamped and addressed envelope,
as one copy will be mailed

Your first letter assignment is to write a letter to a close family member describing
your first week of university life and how you are adjusting so far. This assignment
is a little less structured than some of the others letters you will write this
semester, but that is because this person is close to you. You know what to say
and how to say it. This is almost like writing a letter to home when you are away
at camp. What do you enjoy here? What needs improvement? What has this
person done to help you be successful TCU? Request something of this person.
Thank this person. Persuade this person.

Draft Letter is due: Thursday, August 24™. (Bring two copies to class).

Final Letter is due: Thursday, August 31
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Letters as Argument (Letter #2)

Letters as Arguments:
A Writing Portfolio

Letter of Appreciation:
Praising Good Service

Over the course of this semester, you will write
several different types of letters in which you make a
claim and attempt to persuade your audience to do
something about that claim, such as something you
want or need from a family member, a letter of
praise, a formal letter of complaint, and a letter to the editor of a community
publication. Although particular instructions are given for each letter, please note
that all letters should adhere to the following quidelines:

« Appropriately format each letter (including addressing it to the appropriate
person and signing it after an appropriate conclusion.

+ Length should be no more than one page (typed).

+ Use either 12-point Times, New York Times, or Palatino font,

« Commit no significant mechanical or grammatical errors.

« Turn in two copies of each letter and a correctly stamped and addressed
envelope as one copy will be mailed

Since you have been paying close attention to the service you receive when you
purchase something, order a meal, or complete a transaction with someone, writing
a letter of praise should not be difficult. This letter might be a server at a local
restaurant, the cashier, a bookstore clerk or mail room staff person. Perhaps you
have spoken with a friendly and helpful college or university employee as you dealt
with financial aid forms or ordered a transcript. Make an effort to learn the name of
the person who waits on you at breakfast or provides good service when you get
your latte. Find out who that person works for and write a one page single-space
letter that compliments him or her. Describe the service you received, and when,
explain in detail what pleased you about it, and thank the company or individual
that employs the person who helped you. You may want to include praise for the
establishment as a whole, but the bulk of the letter should be concerned with the
particular individual you are praising. The letter should be addressed to the
appropriate supervisor and correctly and include an appropriate salutation. The
language of this letter should be slightly more formal than the first one as it will be
designed for a professional audience, not a personal one. In addition, I will be
looking for strong organization and clear, specific reasons for why this person
is/fwas praiseworthy.

Draft letter is due Thursday, September 21* (bring two copies to class).

Your letter (along with stamped, address envelope) is due Thursday, Sept. 28st.
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Letters as Argument (Letter #3)

Letters as Arguments:
A Writing Portfolio

Letter of Complaint:
Delivering a Negative Message

Ovwver the course of this semester, you will write several
different types of letters in which you make a claim and
attempt to persuade your audience to do something
about that claim, such as something you want or need
from a family member, a letter of praise, a formal letter
of complaint, and a letter to the editor of a community publication. Although particular
instructions are given for each letter, please note that all letters should adhere to the
following guidelines:

« Appropriately format each letter (including addressing it to the appropriate person
and signing it after an appropriate conclusion.

Letter should be no more than one page long.

Use either 12-point Times, New York Times, or Palatino font.

Commit no serious mechanical or grammatical errors.

Turn in two copies of each letter and a correctly stamped and addressed envelope as
one copy will be mailed

® & & @

Just as it is important to recognize exceptional service from working individuals, it is often
necessary to communicate bad news, such as when an employee performs poorly or a
produced is substandard. A letter of complaint poses several important writerly challenges.
To have any affect, a letter of complaint must sound reasonable and be clear and specific
about what occurred (and who) was at fault. The author must consider his/her ethos, as
anything perceived as whining or ranting will not have the desired effect, which is an
apology, restitution, or at least the satisfaction of being listened to and respected as a
consumer of services and goods. Your task is to write a one-page single spaced letter that
clearly explains what happened and why you are unhappy. Apply this 5-step strategy to
drafting your formal complaint. (1) Use a buffer—a neutral or positive statement designed
to soften the impact. (2) Document the incident, failure, shortcoming, or inadequacy in
detail, including date, time, location, event/occasion, circumstances and actions that
transpired, words that were spoken. But no exaggerating, don’t embellish or stretch the
truth. If it was the worst meal you ever had in your life, say so, but be certain it truly was
the warst. (3) Explain in specific detail what you had anticipated and how this performance
or product fell short of those expectations. (4) Tell the reader what you want, If you want
an apology, ask for one, If you want a replacement, say so. If you want your money back,
tell them that. (5) Be courteous, be professional, and be adult about this. Don’t rant and
rave, distort, make unreasonable demands, or use profanity. Give your reader a chance to
respond to your complaint or fix the problem.

Your Draft letter is due Tues, October 17" (bring two copies to class).

Your final letter (along with a stamped, self-addressed envelop) is due Oct. 24™
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Letters as Argument (Letter #4)

Letters as Arguments: A Writing Portfolio

Letter to the Editor: Commentary on a
Current Community Issue

Over the course of this semester, you will write several
different types of letters in which you make a claim and
attempt to persuade your audience to do something about
that claim, such as something you want or need from a
family member, a letter of praise, a formal letter of
complaint, and a letter to the editor of a community
publication. Although particular instructions are given for
each letter, please note that all letters should adhere to the
following guidelines:

» Appropriately format each letter (including addressing it to the appropriate person
and signing it after an appropriate conclusion.

« Consider the type of letter in order to determine the length and organization of each
(None of the letters should be less than one full page single spaced or two pages
double spaced)

* Use either 12-point Times, New York Times, or Palatino font.

+« Commit no egregious mechanical or grammatical errors.

+ Use a cover memo on the letter I am to grade that provides me with your name, this
class title and section number, and the date as well as an explanation of who the
letter is addressed to and what you struggled with most or considered most
important to include in your letter and why.

» Turn in two copies of each letter and a correctly stamped and addressed envelope as
one copy will be mailed

Find an issue in a local or national newspaper or magazine aimed at a mainstream
audience. Look at articles of interest and read the "letters to the editor” section. These
letters are published by everyday citizens like us. You might see if over a week or two you
find some ongoing debate, a call and response pattern like your text talks about. Then enter
the conversation by writing a 2 page (typed, double-spaced) essay/letter in reply to a
commentary or letter to the editor that particularly interests you. Your letter should begin
by clarifying your call to write, and then setting forth with a thesis and supporting
statements that argue what you see as the best stance to take on the issue and why. This
is an opportunity for you to voice your opinion publicly. You will need to convey sufficient
context for readers to understand the subject and/or incident to which you are responding.
You will be submitting these to your chosen periodical, so be sure to address the letter to
the actual editor and provide a stamped and correctly addressed envelope. Even though it is
addressed to the editor, don't forget to consider the larger audience as well, other
subscribers, classmates, and at least one English teacher. Speak to your audience as
equals, but you should clearly advance a position rather than try to placate everyone.
Note: I will give 5 points extra credit (added onto the score of this letter) for any
one whose letter actually is published.

Your Draft letter is due November 9™ (bring two copies to class).
Your Final Letter is due: November 16",
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Letters as Argument (Evaluation Rubric)

ENGL 10803 e b aa @[i
fic F"-‘ o R I

Letter Portfolio (Peer Evaluation) Pl Py fJ:e-]r.-,-“'-_-.-‘:
1. Has the writer used the proper letter format? (Provide _'- —_-L__ e

correction if he/she has not.)

2. Is the letter addressed properly (name and address of recipient)?

3. Has the author framed the complaint with positive comments about the
storef/service? If not, provide an example of how this writer could modify the
letter,

4. Is the complaint specific? (Date, time, location, specific interaction with
personnel, for example.)

5. Has the writer asked for resolution? This needs to be specific. What does the
writer want for his/her trouble? If this is not included, how can you help the
writer? Provide an example,

6. Is the TONE of the letter respectful, courteous, and professional? If not, how
can the writer make this change?

7. How else can this letter be more effective?
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Writing Partners (Service Learning Letter Exchange, Letter #1)

Writing Partner's Letters #1

Introduction and Inquiry

Your first letter to the boys at Home Farm is one of
Introduction and Inquiry. As these students don't
knew whe you are, it Is your job to tell them. One way
to begin your letter of introduction is to describe
yourself, where you are from, why you are at TCU (this
is a mandatory compeonent te this letter), your decision
process to get here, your interests (your interest
inventory?), some of your interests and activities when
you were a child {1st through Bth grade). In this letter,
too, make a point to mention some of the academic
work you are doing in this class (remember to scale it
down to an elementary-age level). The point here is
that you want to open as many doors as possible so that
you and your partner have like Interests and, therefore, have something to discuss. But be
careful: instead of just listing the answers to the above questions, try and make the letter
interasting. Make it flow (using transitions between subjects), and keeping your
erganization clear. It is alse yeur job (as you are the glder, wiser student), to set the tene
for your future correspondence. If you write a series of short, choppy responses (to the
above questions), you will receive a similar letter from the younger student, Your partner
will be looking to you as an example of a "college student” who knows $o much more than
they do. You can teach them a lot (and learn a lot yourself) by refining what you already
kraw.

Hope Farm

The criteria -- nuts'n’ bolts-- for your letter:

Because it is more personal, and often more sincere, your final letter must be handwritten,
Be careful, however, that your handwriting be legible-- legible to a child. (I will be checking
this in your drafts.) It must be at least two full, single-spaced (handwritten) pages in
length. If your handwriting is exceptionally large, your letter must be at least three pages in
length.

Since this is a young audience, some sort of visual component must be added to the latter.
This s a chance for you to be creative. You can use Interesting stationary. You can draw
pictures along the margins, use stickers, colored pencils (not for the body text, but these
can be used as emphasis on certain words), Make your letter LOOK interesting.

Some very important don'ts (and a few do's):

Since this Is an informal letter, you may use Infermal (but grammatically correct) language.
Keep your inguiry subjects tame. You must not discuss anything sexual, drug related,
alcohol related, or violence related. This should go without saying. If your passionate
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Writing Partners (Service Learning Letter #1)

interasts are “Nine Inch Mails,” body plercing, and/or your experience at last weekend's keg
party, keep those thoughts to vourself, They are not appropriate for a young audience, No
profanity (er what a teacher or parent might consider "profanity”].

Other things:

The draft of this paper is due on Tuesday, February 1st. Since this draft s one that [
will see and comment on, please handwrite (as you would the student letter), but double-
space the work so I can add comments as I need to. Since [ do not yet have student
names, write your draft to a student te your same gender {unless you specifically want to
write to a child of a different gender). [ will have names and hopefully (hopefully) photos
by Friday. You can then begin to tailor your letter to a specific child, I will return your
drafts on Thursday, February 3rd.

The final version of your first letter is due on
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Writing Partners (Service Learning Letter #2)

Writing Partner's Letters #2

Call to Social Action

Your second letter to the boys at Hope Farm is gne in
which you will respond to your partners letters, of
course, and you will continue to ask questions and
model answers in order to build your relationship. In
large part, howewver, you will explain your current
research project to your partner,

This has two components: visual rhetoric and a call to
social action. Children view web pages all the time, they watch television, and they see
advertisements. Visual rhetoric Is as much a part of their lives as it is ours. Your job is to
begin showing them how much they already understand about their world based on what
they see {or what they don’t yet recognize). Secondly, you will model the call to social
action to this child, By modeling this behavier, you will be encouraging your partner to do
something similar. Think about ways you can encourage your partner to see the world
differently; think about ways you can encourage your partner to join you and others in the
call te better their world.

The criteria - nuts'n’ bolts-- for your letter:

Because it is more personal, and often more sincere, your final letter must be handwritten.
Be careful, however, that your handwriting be legible-- legible to a 4™ grader. (I will be
checking this in your drafts.)

It must be at least three to four full, double-spaced (handwritten) pages in length. If your
handwriting is exceptionally large, your letter must be at least five pages in length. But
please do not go over this page limit. Young reader cannot read as much as we might first
think. Use your words effectively. Please use standard typing/copy paper (not
notebook paper).

Since this is a young audience, some sort of visual component must be added to the letter,
This is a chance for you to be creative, You can use interesting stationary. You can draw
pictures along the margins, use stickers, colored pencils (not for the body text, but these
can be used as emphasis on certain words). Make your letter LOOK interesting.

Don't forget to address a few of the questions from the elementary school students’ letters.
Bagin a dialogue with your writing partner, and then segue intd your narrative about your
research topic (one way to do this). You can then conclude your narrative by asking
questions about social actien in the school, for example. The key to doing this effectively is
having strong transitions between the segments of your |atter.

Due date:
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Writing Partners (Service Learning Letter #3)

Writing Partner's Letters #3

Writing is a Good Thing!

Your last letter to your Writing Partner has three
I:DIT'IDDI'I'EI'ITEZ

Hope Farm

Thanks the boys for their hospitality in hosting us last
week at Hope Farm. Mentioning that wild dodge ball
game might be a good thing to do. Think, too, about
Mr, Randall's belief that these boys will grow up ta be
streng, ethical, proud, respectful, kind, intelligent men. As you write to your partner,
think about ways that you can reinforce Mr. Randall's message.

Respond to your partner's letters to you being specific about their writing and what they
have taught you. Call attention to specific letters and examples they have written or
things they sald during our visit,

Say "goodbye.”

The criteria -- nuts'n® bolts-- for your letter:

Since this is @ "goodbye” letter, your tone must convey compassion and care, and
your wording must be absalutely clear. As you already know, many of your partners
want your relationships to last “forever.” However, that cannot be {at least in this
course context), Therefore, you have to be the gne (the grown up onel) to very
gently end your relationship with your Writing Partner.

Wisual appeal remains an important component to your letter. Continue as you have
been-- be creative, use visually stimulating items that interest your audience, but
mast importantly, make your writing legible.

Since this letter contains so many components, your finished product will reflect this
in its length (at least 4 to 5 handwritten, double-spaced pages). Please use standard
white typing paper and not notebook paper. As before, please do not use a pencil.

Due date:
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Poetry Template

"Where I'm From"
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Autoethnography Assignment (page #1)

EMNGL 10703
Assignment #3 (Autoethnography)

Writing about the Self

Far this assignment, you will have the
opportunity to examine yourself and the
forces that shape/shaped you. In other
words, you get to describe yourself as a member of a group or subculture
and then illustrate how that membership has contributed to the person you
are today. Please note that by subculture, I mean a group of people who
share the same beliefs, values, and traditions such that if you were ever
to meet another member for the first time, you would have something in
common. Please also note that by subcuwiture I mean groups larger or more
universal than “my family” or "my group of friends,” so it follows the
subculture you select must contain members you may never meet.

You are probably thinking (as I thought), "But I don't belong to a group or
subculture.” Yes, you do. A quick glance at the list below should reveal that,

actually, you belong to quite a few.

« Cultures into which we are barn: ethnic, regional, religious, political,
econamic, family type, socioeconomic, gender, racial, chronological

+ Cultures that we choose: athletic, social, religious, political,
recreational, social, political

s+ Cultures into which we fall: education, occupation, parenthood

+ For additional help brainstorming potential subcultures, see
*Brainstorming Handout.”

All you need to do is establish yourself as a member of a subculturef/group of
wour choice; describe that subculture/group; and then use short narrative
examples, true stories from your life, to reveal the way in which that
membership has affected you. Your descriptions and examples may include
information you glean from research.

Assignment:

You will write a 5-7 page essay

Traditional MLA format

You may use a photograph if you desire

You will use two forms of peer review (both required)
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Autoethnography Assignment (page #2)

You will integrate two outside sources into your work, and these
sources must support your claims about culture and community.

What an autoethnography is:

® ® ® & #

An analytical/objective personal account

About the selffwriter as part of a group or culture
Often a description of a conflict of cultures

Often an analysis of being different or an outsider
Usually written to an audience not a part of the group
An attempt to see self as others might

An opportunity to explain differences from the inside
Sometimes a traditional essay answering the five Ws
Sometimes a typical essay with topic sentences and three to five
supporting examples

Always an attempt to explain self to other

An explanation of how one is “othered”

What an autoethnography is not:

& & & @

A traditional personal narrative

A single event, incident, or experience
Written to the self as the major audience
A simple description or story

398




Autoethnography Assignment -- Peer Review (page #1)

EMGL 107032
Essay #3 (Autoethnography)
Evaluation Rubric

1 ; 5
{low) 2 3 | 4 | (nigh)

= What is the writer's main point? (Thesis statement.) If the thesis statement is
nat clear, what do you think it COULD be? Please write the writer’s thesis
statement here, or writeé what you think it could be.

« On ascale of 1 to 5, how do you rate the author's apening sentence? How can
you make it a five? What other sentence might you suggest that could be a
better opening?

« The author will need know that you have selected the right sentence, so copy
the author's thesis statement here. On a scale of 1 to 5, how effectively does
this person trace this idea throughout the essay? Offer suggestions how this
person could imprave the flow and organization of the essay,

« Oneascale of 1 to 5, rate the author's use of the introduction and conclusion as
a framing device. Introduction: a brief overview of the essay contents.
Canclusion: a "call to action™ of some kind (not a restatement of introduction),
How can it be stranger? Offer some clear advice.
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Autoethnography Assignment -- Peer Review (page #1)

2.

What recurring grammar/punctuation errors does this author have? ldentify the
problem and provide a corrected sample sentence,

Is this main point of this essay supported by examples from the writer's own
experiences? Remember, these examples are representative examples,
those that others in the community can experience. On the writer's draft
essay, underline the examples she/he has used. List those experiences here
{short phrases, ok)

How clearly has the author analyzed those examples? Has she or he
answered the "why" or "haow"” questions about the example? [Why is it
impartant? How does this example support the thesis?)
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Photo Collage Assignment (page #1)

ENGL 10703
Assignment £1
Documenting Ourselves

Photo Collage

Far our first major assignment of the semester,
you will write an essay about your literacy
experiences, but you will also create a collage of
what it means to be literate. This collage will
incorporate at least five images, a quotation,
and an autobiographical haiku that you
construct. Along with this collage, you will write
an essay about your process and about what
you learmed in this unit.

Haiku: (100 words)
Every Sunday, the Washington Post publishes a column, "Life is Short:
Autobiographical Haiku” in their Style section. In 100 weords or less, Post
readers write pieces that give insight to their lives. I'd like you to do the
same. In no more than 100 words, tell your readers something about you.
Choose a moment that defines you who are and what you believe. You could
choose a moment where you had to make a very important decision about
your future or about your past. Pick one moment and write about it.
Remember, no mare than 100 words. (See handout for more information.)

Quotations: (one quotation)
See handout on "Literacy and Education.” Choose gne quotation that
identifies what you believe the value of education and literacy to be far
yourself,

Photos: (five images)

Stock Exchange: http://www.sxc.hu/

Free Photographs: http://www.freefoto.com
Copyright Friendly: http://www. picsdlearning. comy
MorgueFile: http:/fwww . morguefile.com)

All of these photo sites are free, but you may need to register with the site in order
to copy the files. If you register, please write down your log-in name and
password. As you find images you like, save them, but also write down where you
found them. You will construct a "Weorks Cited” page of where you found your
resources. For each image, you will need to identify the following information:
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Photo Collage Assignment (page #2)

Photographer (if known)

Name / Title of phetograph (if not provided, you may have to name it)
Site where you found the photograph

Date the photograph was published (if known)

Date you accessed and saved the photograph

Complete URL (http:/fwww. ... .. )

Avoid using any text in the images. The maximum dimension for each image
{height and/or width) is 800 pixels. Save these images as jpg files and save them
to your student (“U") drive. Be sure and name them so you can find them again.

Project Report (four pages, 1000 words): This part of the assignment asks
you to discuss your collage and the process of creating it. You should use the
following sections in your report:

-

Meanings

Provide an overview of the meanings or messages that you intended to
convey in your collage, How does your collage present a specific
interpretation of the quotation? What other interpretations are there, and
why did you chaose the particular interpretation that you did?

Processes

Describe the process you used in creating the collage. How did you start?
How did you know when you were done? What do you see as the strengths
and weaknesses of the process you used? How does the process you used to
create the collage compare to your creative process when writing essays?

Choices

Discuss the reasons behind the choices that you made in the collage project,
Why did you choose each image in your collage? What were you hoping to
achieve with any modifications you made to the images? What alternatives
did you consider?

Connections

Explain what you learned from this experience with New Media. Write about
what you learned about writing from this experience. What connections can
you make between this experience and the writing you have done in the

past?

Works Cited

Due dates:
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Photo Collage Assignment (Peer Review #1)

Peer Review #1
Photo Collage

AUTHOR: REVIEWER:

Inadequate

Excellant

Collage makes a paint about
how literacy in a way that an

“average reader can
undersiand.

Collage in soma way defines
“community and cultural
valuas.

The quotation has something
o do with the photos chosean.

[ The haiku, while not
necaessarily about Iiteracy or
education, makes a
connection to the other

| elements of the collage.

Literacy experience is
reflected on, not manaly
presanted.

Material is organized logically.
|
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Photo Collage Assignment (Peer Review #2)

Peer Review #2
Photo Collage

AUTHOR: REVIEWER:

Inadequate Poor Fair Good Excellent

Essay makes a point about
how education and literacy.

Sentences are clear,
complete, and free of
mechanical errors.

The author has addressed
each photo, quotation, and
haiku in depth (with detail).

The author has reflected on
the elements of the collage
and not merely listed those
elements.

There is adequate support for
points being made.

Material is organized logically.
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Photo Collage Assignment (Peer Review #2)

Please tell the author two (2) things that are done well in this collage. Be specific.

What connections do YOU make in this collage? How do you “read” this author's work? What
is he/she trying to convey with the images, the haiku, and the quotation?

The author has FULLY explained the meanings and purposes behind the collage work. What
did she/he neglect? Be specific. As the reader, you will notice things about the collage and
about the writing that the writer didn’t expect. SPEND MOST OF YOUR TIME ON THIS
QUESTION.
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TABLE: NCAA Division I-A Sliding Scale (GPA / Test Score)

710 58
720 59
2.725 730 59
2.700 730 ol

2.675 740-750 S |
2.650 760 62
2.625 770 a3
470 42 2500 780 &4
480 43 2.575 750 55
490 44 2.550 8OO 66
500 44 2.525 Bi0 67
510 45 2.500 820 68
520 46 2.475 830 69
530 46 2.450 840-850 70
540 | 47 2.425 860 70
550 47 2.400 860 71
560 48 2.375 870 72
570 49 2.350 880 73
580 49 2.325 890 74
590 50 2.300 900 75
600 50 2.275 a10 76
610 51 2.250 920 77
620 52 2.225 930 78
630 52 | 2.200 940 79
640 53 2.175 950 80
650 53 2.150 960 80
660 54 |5 2128 960 81
670 55 2.100 970 82
680 56 |[ESESanaTs 980 83
690 56 2.050 990 84
700 57 2.025 1000 85
2.000 1010 86
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TABLE: Student Demographic, Academic Year 2004

+ Male

2004

1316

81%

+ Female

« African-American

ane

816

19%

50%

+ Anglo

616

38%

+ Asian

116

6%

- Hispal‘lil:

116

6%

» ESL
Disability

Athlete

Student Athlete

1316

81%

Class Whole

SA Total

« Football
o Male (27)
o Female (0)

416 25%

4M3

31%

« Basketball
o Male (&)
o Female (Q)

116 6%

M3

8%

« Baseball
o Male (0)
o Female (0)

216 13%

213

15%

= Tennis
o Male (1)
o Female (1)

1186 6%

113

B%

« Track
o Male (3)
o Female (2)

21186 13%

213

15%

= Volleyball
o Male {(0)
o Female (2)

2116 13%

213

15%

« Ath. Trainer
o Male (1)
o Female ()

1/16 6%

113

8%
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TABLE: Student Demographic, Academic Year 2005

« Male

2005

1215

= Female

¢ African-American

315

1015

« Anglo

415

« Asian

1115

+* Hispanic

015

= ESL
Disability

Athlete

Student Athlete

215

10M5

7%

Class Whole

SA Total

+ Football
o Male (27)
o Female (0)

M5 47%

710

70%

+« Basketball
o Male (5)
o Female (0)

215 13%

2110

20%

= Baseball
o Male (0)
o Female (D)

0Ms 0%

010

0%

« Tennis
o Male (1)
o Female (1)

1115 7%

110

10%

« Track
o Male (3)
o Female (2)

015 0%

010

0%

= Volleyball
o Male (0)
o Female (2)

0Ms 0%

0M10

0%

+ Ath. Trainer
o Male (1)
o Female (0}

0M15 0%

/10

0%
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TABLE: Student Demographic, Academic Year 2006

2006
+ Male 12114 B6%
. Femaier 214 14%
+ Af American 1114 T9%
* Anglo 214 14%
« Asian 114 7%
« Hispanic 0/14 0%
feESL. 014 0%

Disability
Athlete
Student Athlete

12114 86%
Class Whole SA Total

« Football
o Male (27) 10/14 1% 10M12 83%
o Female (0}

= Basketball
o Male (5) 114 7% M2 8%
o Female (0)

+ Baseball
o Male (0) 0/14 0% 012 0%
o Female (0)

« Tennis
o Male (1) 0/14 0% oMz 0%
o Female (1)

* Track
o Male (3) 1114 7% 1112 8%
o Female (2)

+ Vaolleyball
o Male (0) 014 0% oMz 0%
o Female (2)

« Ath. Trainer
o Male (1) 014 0% 012 0%
o Female (0)
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TABLE: Student Demographic, Academic Year 2007

2007

Gender

+ Male 8/9 89%
+ Female 1/9 11%
= African-American 9/9 100%
= Anglo o9 0%
+ Asian (] 0%
o Hispanic 0/9 0%
« ESL 0/ 0%

Disability

o loamegDl | on R

Athlete
Student Athlete a9 100%:

Class Whole SA Total

+ Foothall
o Male (27) 6/9 67% 6/9 B7%
o Female (0)

+« Basketball
o Male (5) 178 11% 1/9 11%
o Female (0)

« Baseball
o Male (0) 0/9 0% 0/9 0%
o Female (0)

« Tennis
o Male (1) o/9 0% 0/9 0%
o Female (1)

+ Track v
o Male (3) 219 22% 219 22%
o Female (2)

= Volleyball
o Male (0) 09 0% 0/9 0%
o Female (2)

« Ath. Trainer
o Male (1) 09 0% 09 0%
o Female (0)
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TABLE: Student Demographic, Four-Year Total

» Male

45/54

Total

B3%

* Female

= Af. American

rs4

38/54

17%

70%

= Anglo

12/54

22%

*« Asian

3154

6%

+ Hispanic

1154

2%

s ESL
Disability

Athlete
Student Athlete

654

44/54

11%

B1%

Class Whole

SA Total

= Football
o Male (27)
o Female (0)

27/54

50%

27/44

61%

=« Basketball
o Male (5)
o Female (0)

554

9%

5/44

9%

e ——

» Baseball
o Male (0)
o Female (0)

2154

4%

2144

5%

« Tennis
o Male (1)
o Female (1)

2154

4%

2144

5%

#« Track
o Male (3)
o Female (2)

5/54

9%

5/44

11%

= olleyball
o Male (0)
o Female (2)

2154

4%

2144

5%

=« Ath. Trainer
o Male (1)
o Female (0)

1154

2%

1/44

2%
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APPENDIX F

SAMPLE STUDENT ESSAYS
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D’Ante’s Literacy Narrative (from Chapter 4)I

D'Ante

Essay 1

I strongly believe in an eye for an eye because if you do something
to me I'm going to get you regardless. This is just one of my morals.
Embryo, fetus, infant, child, teenager, adult, senior, and death this is
the life cycle for human being. Not every human being makes it threw
the cycle. Sometimes God calls a person number under. But when
does your life really starts. Is it when you come out your mother
wound. Could it be your first memory. Maybe its when you become
independent. Everyone is entitled to their on opinion about when life
starts. For me life starts when you start to understand morals, and
you live by your own morals.

As an infant my mother would spank me when I did something
wrong. If I repeated the action she would spank me again. To avoid
getting spanking I quit doing my wrong action. I didn't quit because I
new it was wrong, I quit because spanking hurt. As I got older and
learn to use my head I start to learn about morals. I grew in a family
who domination was C.0.G.I.C., (Church of God in Christ) and in my

house hold we (me and my two sister |l and IIEEGEGEGEI) 1earned

about the Ten Commandments. I believe in God so I try to obey his
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laws. What I don't tend to follow all the time is men law due to my
morals. I strongly believe in standing up for what you believe in. If
one of man law conflict with mine I will stand up for mine. To be
honest I live on sayings my mother told me for example: expect the
unexpected, see but don't look, hear but don't listen, business first
bullshit later, make your bed lay in it, don't burn your bridges unless
you have two, don't take no body shit, speak your mind and tell the
truth, an eye for an eye, don't bite your tongue cause biting your
tongue hurts (that ties in with speaking your mind), what don't kill
only make you stronger, etc....A lot of her saying I turned into my
morals.

I grew up in a small town _, Texas. If you know the
history of [l you would no a Iot of bullshit goes on there. The
ethnical population is divide evenly between blacks, whites, and
Hispanic. Either you stay in the projects or you don't. I'm proud to say
I stayed in the gutter. Staying in the projects I learn quick see but
don't look. If you see something you don't examine it. If you look at
something you examine it. You can look at the wrong person the
wrong way and get killed. Sometimes you can get killed just for
seeing.

Back in grade school all the way up to the eight grade I lived in the
principal office. Most of the reason came from my extremely bad
temper and mouth. People use to say "All he need is a good
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whopping" but that wasn't the case. My mother used to whop me I
couldn't sit sometimes. My mother used to give a lot of knowledge as
a child which I did at the wrong time. For example: she would say
"business first bullshit later". If I was in class having an important
conversation I consider it business. The teacher would tell me to quit
with the excessive talking and I wouldn't. Me not stopping resulted
into a confrontation that I often lost. In school and in the street I
wasn't making wise decision. I start selling drug in the seventh grade
to make money. Later my mother found out and cried. When I seen
my mother crying that changed my whole life. I didn't like seeing my
mother crying. She supported me physically and mentally. I was
caught in the middle of making money or my mother happiness. I
always played sports as a child and teenager in school and loved
sports. I figured I can go pro in either football or track because I was
the talk of the next | super star and I was. Since I had got
focus on sports I got focus on books to get excepted into a good
academic University. I never thought I would make it to college, but I
did with family and friends supporting me. Expect the unexpected.

I take action in activities that aren't always right. I'm always ready
to receive my consequences whether its good or bad. I make my bed
so I will lay in it as I done plenty of times. I love to drive fast with my
system turned up loud. One time on my way to Detroit for the Jr.
Olympics I got pulled over in Arkansas for speeding. I was going
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92mph in a 65mph zone. I new the consequences of speeding but I
wanted to take that chance. When I arrived home I worked over time
to pay the ticket off. I haven't got a ticket for loud music yet, but
again I know the consequence. I always speak the truth an my
opinion. My mother say my two cents is free. Sometimes I get into
trouble for these actions. I believe in standing up for what you
believe. In football practice the head coach (| N GG would talk
to the team about certain issue. After announcing the issue he would
asked if anyone had a problem. If I had a problem I would speak up.
98% of the time my opinion didn't matter, but I spoke up when no
one else would when they did.

Sometimes I wonder have my life really started or is it just beginning.
I get confuse at times about life. I wont to say my life will start as soon
as I complete my task of getting rich. Obstacles in life stop some people
form completing their task so I try to erase that thought. This is the

autobiography of [JJlll. I'm 19 yrs old and my life has just begun.¢
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Sean’s Literacy Narrative (from Chapter 5)

Sean
September 20, 2005
Critical Writing

2pp Synthesis

In the past most of my literacy experiences have been negative. I don't
know exactly why but I think it is because I don't go well with reading
and writing. Every since I was in the third grade I stop feeling the need
to read and write. In the third grade I wasn't the brightest speller and I
could not pronounce words very well. I knew it was always one of my
weaknesses but for some reason I always was being called on to read out
loud for the class. It wasn't that I just didn't want to read I was just
weak in that area. I have gotten better at reading out loud and saying
words correctly but still to this day I always seem to have a bad self
conscience of me messing up or sounding stupid.(Another thing that
makes it hard for me to read well is when I read in front of large groups
or someone that is important. For example the time I read out loud for all
of the English classes in our mini auditorium was the worst thing I think
that whole year. This was during the very beginning of my ninth grade
year. We all were reading Animal Farm together because we all had to do

it anyway. We read by popcorn style for example its random when your
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name is called so that made it hard for people not to pay any attention.
When my name was called my heart kind of froze because for one I
wasn't really paying close attention and I didn't want to read anyway.
When I started reading I just had that bad feeling that everybody was
listening in very carefully because they were trying to see if I would mess
up that was because I had a bad self conscience. I read for about a page
and a half and felt good after I was done because I thought I was going
to mess up worst and I didn't mess up at all. But that isn't the only that I
encountered a bad literacy experience. My last year of high school in
English class we read Macbeth out loud just in front of our immediate
class not for the whole senior English class. My principle came to have a
"sit in" in our class for some reason that day. It was also a difficult day
because Macbeth was a pretty confusing book and difficult to pronounce
words. When my named was called read alright compared to the times
before I was put on the spot. Of course, I felt good after I was done
reading because I felt smarter and even better as a person. But even
though I have had more bad literacy experiences than good, I think that
it has made me read better and feel more comfortable with myself at
times. One time that was good was when I read for second and third
graders at a nearby elementary when I was in the tenth grade. That
experience made me feel really good about myself, because I knew that I
had help people that day and I could see that they learn new things and
really appreciated me coming to talk and read to them. Since that day I
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have always kind of like to read out loud instead of to myself, reading out
loud works better for me because it works on my vocabulary and another
reason is because you can mumble words to yourself when you read
silently but out loud you have to pronounce the works correctly. Reading
to a young kids can do a lot for someone. I felt like the teacher when I
would read to them and I could see how they would respond to what I
was reading. I now see how teachers feel when they read to a normal
class such as a high school class. As much as I wanted to for them to
listen to me and focus on what I was saying I now understand why
teachers stress to us that we listen to what they have to say to us. When
I read to the little kids I wanted to keep reading to them because of how
they made me felt. All of them were sitting Indian style on the ground
with their elbows on their knees, and their palms were on their faces. I
felt like I was the most important person in the world to them. Even
though I have more bad experiences than positive this one, will have
more affect on me and dwell on my heart, and I will be more confident

while reading to a certain group of people or important person. ¢
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Eric’s Literacy Narrative (from Chapter 6)

Eric
Literacy Autobiography
September 2007

My family, especially my father has been a big influence towards
my literacy experiences. My mom and dad have degrees has a degree
from the University of || lll, and they have taught me a lot. My
parents have been a big help in to my knowledge of education.

The meaning of synthesis is combining ideas to make a complex
whole. So using the synthesis theory, all these different literacy
experiences go together well to make a complex essay. My literacy
experiences all have a lesson learned behind them, especially the positive
ones. A positive literacy experience will be remembered forever, and
because I have had so many, I can combine them all together to always
be prepared for any literacy challenge. My positive experiences have
stuck with me, and I can easily refer back to them when needed.

My positive experience of winning the spelling bee in the fifth
grade at |GGG s great for me because I felt that I
was a smart student, and I proved myself and the teacher write by
winning the contest. There were about 25 students, and everyone in the
class had some intelligence. So winning the contest would not be an easy

task. It came down to me and one the smartest kids in the class. I
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remain confident in my abilities and ended up beating my classmate to
become the winner. The word I spelled correctly to win the spelling bee
was "flamboyant". I will always remember this because I won something
I had a good chance of winning and I lived up to my expectations of
being a capable student and winning an academic activity was the result.

My negative experience, which was to get up in front of a class and
present some information during my young adult stage, is one that I will
never forget. I couldn't handle everyone's eyes on me, and the dead
silence, just expecting me to mess up so that would give them the
opportunity to laugh. The solution to the problem would be to imagine, if
I was in the room by myself practicing the presentation. I had practiced
many times before, and I did it great when I was by myself. So when an
audience is present, I should have believed in myself, because I had
practiced to perfection already. You simply must believe, do what you're
capable of doing, and never looked back.

My negative experience of having to make a poster presentation in
front of the class as a young adult age was hard for me because I
mentally couldn't calm down, and present the way I should have in front
of the class. In eighth grade, every person in the class had to present, so
everyone had plenty jitters. The only thing I was concerned about was
what the class would think of me standing there presenting information; I
didn't concern myself on the actual information and just being myself.
When you be yourself, other peoples thoughts and words are irrelevant
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to what your goal is. For example, if you're wearing an outfit that
everyone thinks is ugly, but you love it, then you should believe in
yourself and keep the outfits on. This way of thinking should have been
my mindset, but because I was about 13 years old, I somewhat can
understand now, why I became so nervous. Being so young, all I thought
about is how my friends would look at me. I am at a point now where I
don't get is nervous because my only focus is doing the job that must be
done in order to get a good grade. I will admit I still get little butterflies,
but I don't think about it and I just get it done.

In conclusion, my family and teachers helping me learn to become
a better student and person has increased my knowledge of how to
attack every day in the proper way it should be. I still sometimes they'll

make the right decisions, but it's a working progress. ¢
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