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ABSTRACT

JENNIFER CHAMBERS CLAXTON
WALKING “A FINE LINE”: A WRITING TEACHER’S INSTRUCTIONAL 
JOURNEY THROUGH COMPETING CURRICULUM IDEOLOGIES 
Under the Direction o f DR. SHARON MURPHY AUGUSTINE, Ph.D.

The study used qualitative case-study methodology to describe an in-depth 

understanding o f how a Southeastern United States writing instructor developed as a 

teacher o f writing. The study used Vygotsky’s (1978) socio-cultural leaning theory and 

Smagorinsky’s (2011) process o f appropriation, along with his idea o f affordances and 

constraints to answer the research questions.

Semi-structured interviews, classroom observations, and document analysis were 

conducted to investigate the writing teacher’s development. As a result o f analyzing the 

data collected, the social factors affecting the writing instructor’s conceptual 

development were the curriculum requirements, the purpose o f the technical college, the 

student population along with the participant’s goal o f  creating a  safe writing 

environment, and the participant’s beliefs about writing. In addition, the curriculum 

requirements and purpose of the technical college were constraints o f the environment, 

and the instructor’s affordances were perceptions o f the students and her beliefs about 

writing. The participant had to negotiate her conceptual and pedagogical tools between 

the environmental constraints and her affordances to develop as a  writing instructor.



CHAPTER ONE 

THE TEACHER AS LEARNER

“Consciousness is reflected in a word as the sun in a drop o f  water.

A word relates to consciousness as a living cell relates to a whole organism, 

an atom relates to the universe. A word is a microcosm o f  human consciousness. ”

(Vygotsky, 1978, p. 50)

If a word is a microcosm o f the collective human consciousness, and educators 

use words to create curriculum and enact instruction, then their development o f 

consciousness is worthy o f serious investigations because it will ultimately shape and 

reflect the universe. Through the process o f  creating and teaching a curriculum, an 

educator’s choice o f words is a microcosm o f his or her consciousness, which is a 

reflection o f his or her world. Therefore, this qualitative case study’s aim is to study the 

development o f a writing teacher’s consciousness or conceptual development in order to 

better understand how she comes to know what she knows and act in the ways she acts in 

the specific context o f a Southeastern United States technical college.

In chapter one, I will describe my journey as a student o f  how to teach writing. I 

will describe the process o f investigating the participant Sandra who is also a writing 

teacher and self-proclaimed student o f how to teach writing. Then, the background o f  the 

problem, the statement o f the problem, and the research questions will be introduced.

1
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Next. I will describe the methodology o f the qualitative case study research design, where 

I also include a brief description o f the participant, the setting, the curriculum, and the 

student population of Sandra's technical college in order to develop the context o f the 

case. Last, I will define the case study’s delimitations and limitations along with a list of 

definitions o f key terms.

Vignette: Teaching Writing in a Technical College

My current position as a writing instructor at a Southeastern United States 

technical college challenged my understandings o f what it meant to be a teacher of 

writing because the experience o f teaching writing at the technical college was vastly 

different than my previous experiences with teaching writing in a high school. For 

example, the purpose o f the technical college was focused on teaching career skills 

through specific program areas such as nursing, welding, air-conditioning technology, 

automotive technology, and business administration. Also, the technical college had an 

open-enrollment policy that served unemployed and under-employed community 

members. With 40% of all incoming students enrolled in at least one learning support or 

developmental course, technical college students were often prevented from entering 

their program of study because o f a perceived lack o f basic academic skills, especially 

writing (CGTC, 2012). Often, as a writing teacher at the technical college, I was asked by 

the variety o f program instructors, “Why can’t my students write?” In response to the 

question, I thought, “How is it they can write at all?” In other words, I wondered at the 

sophistication required to engage in a meaningful act o f  writing in these various career 

contexts. I also wondered what the program instructors’ definitions o f writing were. For

2
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example, on my first day o f teaching at the technical college, I wrestled with the course 

schedule to develop a meaningful, relevant, and functional learning support English 

course for my much-anticipated students. For two years I taught as a general education 

adjunct English instructor, and I jum ped at the last-minute offer to begin teaching winter 

quarter as a full-time learning support writing/English instructor. However, the 

suddenness o f the job offer required that I use the textbooks chosen by the previous 

instructor. I puzzled over the content o f the Basics o f  English Skills textbook marinated in 

the skill and drill, circle-the-verb exercises that I was certain were long-erased from the 

institutions o f any postsecondary world. To my surprise, I was faced with an antiquated 

approach to teaching writing that isolated English as a stagnant language divorced from 

context.

Just as I was beginning to unravel how I was going to relate verb-circling to adult 

students, the Vice President o f Academic Affairs popped his head around my carefully 

constructed cubical wall, and asked if  I wanted to meet the various faculty members of 

the college. Desperate to depart from the Basics o f  English Skills textbook, I replied with 

an overly certain, “Yes!”

The satellite campus was fairly small, with only two to three instructors per field 

o f study. First, I was introduced to the nursing instructors, who immediately asked me 

(before they even knew my name), “Can you please get the nursing students to stop 

writing all those words in their sentences; we need less wordiness and more precision.” 

As the new English instructor, I responded with a hearty, “Sure can,” and was relieved as 

we quickly exited and went on to the Air-Conditioning Technology Department.
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However, to my shock. I encountered a similar situation upon introduction, as soon as I 

was identified as the new writing instructor, I was asked. “Will you get the students to 

write their words in the correct order —  construct their sentences with more order?’’ 

Bewildered, I simply smiled and nodded my head yes. Lastly, the Automotive 

Technology Instructor, again before being introduced, quizzically asked, “Can you get 

the students to use more words in their sentences to complete a single thought?” 

Completely astounded this time, I simply smiled, politely shook his hand, and 

deliberately did not nod my head. By the end of the rounds, the V ice President led me 

back to my office, and a blue spiral workbook o f the Basics o f  English Skills was staring 

me in the face. As a former English major and high school English teacher, I was 

accustomed to a focus on teaching literature rather than writing, which was mostly taught 

in context (GaDOE, 2011; NCTE, 2011), so I was genuinely confused about how to best 

teach writing in the setting of the technical college.

Knowing that writing in standardized English, or academic English, involves a 

sophisticated understanding o f a complex and unnatural grammatical system that is often 

at odds with the students’ lived experiences, I marveled at the capacity that technical 

college writing students, or any writers, have to express understanding within an arbitrary 

grammatical system (Cole, 1993; Vygotsky, 1975; Wertsch, 1994). When the technical 

school instructors asked, “Why can’t my students write?”, I was left to contemplate how 

the act o f writing is a (re) production o f the student’s world in which he or she accesses 

the sign system in order to make meaning, or in other words, how students use writing to
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learn new concepts and make meaning. The setting o f the technical college influenced 

my understanding o f how to teach writing.

My experiences of learning about becoming a writing teacher have been shaped 

by the different contexts in which I have found m yself over the past ten years. After 

contemplating how technical college students may use writing as a tool to learn new 

concepts, I shifted my focus from the students’ experience with writing to the experiences 

o f the writing teacher. I became more interested in how a writing teacher develops as a 

writing teacher within the context o f a Southeastern United States technical school. 

Reflecting on my own varying practices o f  teaching grammar, process writing, and 

socially constructed writing (writing to learn), I wanted to know more about how one 

develops as a writing teacher. For example, with competing instructional tools from 

grammar-intensive and linguistics theory and writing process theory to post-process 

theory, along with competing contexts o f  technical programs within the technical school,

I wanted to know more about how a writing teacher constructs herself as a teacher o f 

writing in a Southeastern United States technical college.

Background of the Problem

In the past 30 years, an explosion o f  compositional theory has addressed questions 

about how to best teach writing using research including grammar-intensive and 

linguistics theory (Chomsky, 1985), writing process theory (Elbow, 1981; Graves, 1983; 

National Writing Project, 2012), and post-process theory (Cole, 1993; Smagorinsky,

2011; Smagorinsky, Wilson, & Moore, 2011; Wertsch, 1994). A grammar-intensive 

approach to teaching writing focuses on the teaching o f grammatical structures such as
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subject-verb agreement, parts o f speech, and sentence patterns (Hillocks, 2010). The 

focus on grammar instruction isolates language from its historical and social context and 

reduces the use of language and writing to rules o f grammar and style-choices o f 

mechanics, which treats language as an artifact without seeking to understand how it is 

used in context (Hillocks, 2010).

While grammar-intensive instruction is focused on the rules o f the English 

language, process-writing instruction focuses on the cognitive process o f writing (Elbow, 

1981; Graves, 1983). Using the writing process, teachers instruct students in the steps of 

the writing process, such as brainstorming, drafting, revising, and editing (Elbow, 1981; 

Graves, 1983; Hillocks, 2010). Although the writing process does move beyond the 

structure and rules o f the English language, the focus is still on the cognitive process o f 

the individual writer isolated from his or her social, cultural, and historical contexts. 

Vygotsky (1978) acknowledged,

Only by approaching the teaching o f writing from a historical point o f view, that 

is, only by attempting to understand this moment in the whole history o f  the 

cultural development o f the child, can we approach the correct solution to the 

whole psychology of writing, (p. 132)

By understanding the contextual backgrounds o f  students, including their understanding 

and use o f language which has been shaped by the various contexts o f  their world, the 

teaching o f writing then becomes situated in the historical, cultural, and social aspects of 

the students’ lives.
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Grounded in the socially constructed act o f writing, the post-process theory o f 

writing is also known as the social-tum in writing composition (Cole, 1993; Elbow, 1981; 

Graves, 1983; Smagorinsky, 2011; Vygotsky, 1975; Wertsch 1994), which posits that 

writing is a cultural, historical, and social tool used in the act o f learning a concept. To 

say that writing is a tool equates writing with thinking. Vygotsky (1978) explains that 

learning takes place before development, and that the unit o f analysis when studying the 

making of meaning involves a relationship between tool, sign, and object. In writing, the 

cultural tool is a written language system, which is used to move one toward obtaining 

the object, goal, or concept of making meaning (Vygotsky, 1978). If  writing is a cultural 

tool, then it can shape and contour the ways in which one experiences the world and 

learns from those experiences. Then, writing is a cultural tool that mediates the signs o f 

the world to transform knowledge within the individual (Smagorinsky, 2011; Vygotsky, 

1978). Because the tool and sign o f writing mediate knowledge, the use o f language 

cannot be completely standardized or generalizable (Vygotsky, 1978; Smagorinsky,

2011); instead, meaning is made by each student’s unique experience and interpretation 

o f his or her world.

If a student’s internal conceptual development is a sign, and standardized English 

is the tool they are required to use in order to successfully gain academic credentials, then 

the goal is the successful resolution o f the disjuncture (Jarvis, 2010) between the internal 

sign and externally imposed tool. In the artificial construct of postsecondary education, 

academic language is privileged as a cultural tool in ways that do not align with the lived 

cultural experiences of students. In this context, the writing instructor is a mediator
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whose job it is to help students successfully apply the tool o f  standardized English while 

struggling to balance the needs o f  students with the demands of an imposed curriculum 

and its instructional constraints.

In 1985, The National Council o f Teachers o f English (NCTE) published a 

resolution on grammar exercises to teach speaking and writing: “proposers pointed out 

that ample evidence from 50 years o f research has shown the teaching of grammar in 

isolation does not lead to improvement in students’ speaking and writing, and that in fact, 

it hinders development o f students’ oral and written language” (NCTE, 1985; 2011). 

Despite conclusions drawn from the seventy-plus years o f research on writing that the 

teaching and learning of writing is an activity located within social, cultural, and 

historical contexts (Hillocks, 2010; Smagorinsky, 2011), the Technical College System of 

the State in the Southeastern U.S.(TCSG) continues to design writing curriculum as 

isolated grammatical modules (TCSG, 2011). For example, the Southeastern United 

States technical colleges’ system-wide use o f a writing curriculum values “outcomes o f 

spelling, parts o f  speech, sentence writing, paragraph writing, and essay writing” in 

isolated modules” (TCSG, 2011). Concerned with the disconnect between how I 

understood the teaching o f writing as socially-situated and the technical college system’s 

design o f writing as grammar-intensive modules, I found m yself in a conflict trying to 

balance my pedagogical expectations with those o f the technical college curriculum.

As I turned to the literature, I found that Smagorinsky (2011) explains this type of 

pedagogical conflict using the terms affordances and constraints. According to 

Smagorinsky (2011), affordances refer to those “aspects o f a setting or o f  a person [that]
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are appropriate o f ways o f thinking within settings that channel action in particular ways, 

thus supporting particular patterns o f performance” (p. 287). Affordances, according to 

Smagorinsky (2011), affect appropriations or a person’s process for adopting and 

modifying “an idea, cultural tool, worldview, or other historical, cultural or social means 

o f engaging with people and their social environments” (p. 287). Smagorinsky (2011) 

explains that constraints refer “to those aspects o f a social setting that limit what is 

available to accomplish” (p. 289). The constraints o f the technical college writing 

curriculum have moments of conflict with the affordances o f teaching writing, which 

influence the teacher’s conceptual understanding o f  what it means to be a writing teacher 

and how she decides which pedagogical tools, or instructional methods to use when 

teaching writing at the technical college.

Statement of the Problem

In order to investigate a writing teacher as a learner and teacher, I began to search 

for a Southeastern United States technical college writing teacher who did not teach in 

my college in order to investigate her understanding o f  what it meant to teach writing in a 

technical college. I met the participant through a statewide technical college writing 

curriculum meeting. This research project investigated the single participant o f  a 

Southeastern United States technical college writing instructor, and I build a case for how 

she teaches English in the setting o f  the technical college
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Purpose o f the Study

Using Vygotsky's (1975) socio-cultural learning theory and definition o f concept, 

along with Smagorinsky’s (2011) process o f  appropriation and actions o f affordances and 

constraints, researchers have a theoretical framework with which to investigate how a 

teacher comes to know what she knows and acts in the ways she acts within her specific 

settings. Building from the research o f the CELA report (Grossman, Smagorinsky, & 

Valencia, 1999), I used their theoretical framework for the purpose o f understanding the 

conceptual development o f a writing teacher within the setting o f  a Southeastern United 

States technical college.

Research Questions

Using a Vygotskian socio-cultural framework, I investigated the development o f a 

single writing teacher within the context o f  a Southeastern United States technical college 

to investigate how her settings are shaped and contoured by the culture, its society, and 

its historical contexts. Using Grossman, Smagorinsky, and Valencia’s (1999) case study 

CELA research, I developed the following research questions to guide my investigation:

1. What factors contribute to a Southeastern United States technical writing 

instructor’s development o f  a conception o f how to teach writing with the 

technical college’s writing curriculum?

2. How does a Southeastern United States technical college writing teacher’s 

instruction negotiate the constraints and affordances o f the setting and 

curriculum?
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3. How is the writing teacher’s conceptual development o f how to teach writing 

evidenced through her choice o f pedagogical tools (practices through which she 

enacted instruction o f writing) and her appropriations?

Theoretical Framework

For this qualitative case study, I drew on the work o f Vygotsky (1975) and 

Smagorinsky ( 2011). Their work highlights the significance o f socially constructed 

meaning in the concept o f teaching writing, which is a conceptual underpinning of this 

study. In order to theorize the conceptual development o f  a Southeastern United States 

technical college writing teacher, I used Vygotsky’s (1978) definition o f concept and 

socio-cultural learning theory in conjunction with Smagorinsky’s (2011) process of 

appropriation with his idea of affordances and constraints.

Grossman, Smagorinsky, and Valencia (1999) conducted a study funded by The 

National Research Center on English Learning and Achievement (CELA). The result o f 

this work developed an explanation into how a Vygotskian perspective is used in 

studying teacher conceptual development. Grossman, Smagorinsky, and Valencia (1999) 

conclude that “asserting the rich potential o f  activity theory [socio-cultural theory] as a 

lens for studying professional developm ent... allows for an understanding o f how 

settings affect conceptualizations o f teaching” (p. 5). Settings are influenced by social, 

cultural, and historical aspects that shape and develop the teacher’s process of 

conceptualizing teaching. Using Vygotsky’s socio-cultural learning theory and definition 

o f concept, along with Smagorinsky’s process o f  appropriation and actions of affordances
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and constraints, researchers have a theoretical framework with which to investigate how a 

teacher comes to know what she knows and acts in the ways she acts within her specific 

settings. Building from the research o f the CELA report (Grossman, Smagorinsky, & 

Valencia, 1999), I used their theoretical framework to understand the conceptual 

development o f a writing teacher within the setting o f a Southeastern United States 

technical college.

Socio-Cultural Learning Theory. Vygotsky’s (1978) social cultural learning 

theory situates learning before development. Learning precedes development through the 

mediation o f meaning in a social, cultural, and historical context. The learning experience 

is socially constructed through cultural and historical experiences. The path of 

development is not linear, but it is a recurring and discursive experience where the 

experiences of the learner influence his or her conceptual development. Vygotsky (1978) 

explained his socio-cultural learning by observing human behavior through a historical 

lens. For example, he writes that the use o f “notched sticks and knots” (Vygotsky, 1978, 

p.40) in the earliest o f human activity is an example o f higher psychological functions, 

which are higher functions than can be answered by nature. Instead of stimulus and 

responses answered by nature, for Vygotsky the ability for humans to collectively 

represent an idea or concept through early writings and simple “memory aids” proved 

that humans, apart from animals, are the product o f specific conditions o f “social 

development” (1978, p. 39). Vygotsky (1978) explained how the use o f  a tying a knot or 

marking a stick as a reminder “change[ed] the psychological structure o f  the memory 

process” (p. 39), or in other words, the social construction of tim e and memory made by
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the reminder allowed for the sign system of language to extend beyond the natural 

lifetime of the one human, for it allowed the passage o f memory from one human to the 

next. Opposing the idea o f a simple stimulus and response behavior approach to 

understanding learning, Vygotsky (1978) replaced the stimulus-response theory o f the 

behaviorist with that o f a “complex mediated act” (p. 40), which had three parts: goal, 

tool, and sign. A goal is the object o f mediated activity; for example, a goal o f a writing 

teacher at a technical college is to teach students how to use writing as an academic tool. 

A tool is the external influence from the culture, or social world that is used to affect or 

change the object or goal; in the technical college system o f Georgia, standardized 

English is the tool which students are expected to use to gain academic credentials. In 

conjunction with tool, a sign is the student’s internal activity that influences his or her 

mediated meaning-making process, such as the use o f  the tool o f  standardized English to 

express one’s knowledge. Using Vygotsky’s (1978) understanding o f socio-cultural 

learning, the process o f learning or making meaning is never isolated from the external 

tools o f the world, such as language and writing, or the internal sign process o f the 

individual learner.

Vygotsky’s Use o f Concept. Vygotsky’s (1978) use o f concept examines the 

relationship between academic knowledge and world knowledge; concept development is 

an interchange between the student’s knowledge and the instructional tools o f the teacher. 

Vygotsky explains the process o f forming a concept:

Conscious instruction o f the pupil in new concepts is not only possible but may 

actually be the source for a higher form o f development o f  the child’s own
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concepts, particularly those that have developed in the child prior to conscious

instruction, (p. 172)

Using both the instructional tools o f the teacher (an outside influence) and the 

knowledge base of the student (internal influence), the teacher engages in the act of 

developing a concept in which one idea is generated and changed by another. For 

example, a writing teacher uses her pedagogical tools to influence and engage with the 

student’s experience of understanding o f how to use writing in the process o f learning. 

The cultural, social, and historical aspects o f  the setting mediate the development o f a 

concept. The setting influences the Southeastern United States technical college writing 

instructor’s conceptual development o f how she comes to know how to teach writing 

within the system of the technical college, including the technical college’s writing 

curriculum.

Smagorinsky’s Process o f Appropriation. If concepts are socially constructed, 

then the setting in which one develops a concept is important (Smagorinsky, 2011). The 

cultural, social, and historical influences o f a setting are influenced by the localization of 

the setting and the individual; therefore, learning is never isolated from its contextual and 

individual influences. In other words, the learner is never alone within his or her “mind” 

(Smagorinsky, 2011 p. 288), and likewise the setting is never isolated from the learner. 

Smagorinsky (2011) explains the process o f  learning from the world and the individual as 

a dialectical relationship: “Appropriation accounts for the process through which a person 

adopts and modifies an idea, cultural tool, worldview, or other historical, cultural, or 

social means o f engaging with people and their social environments” (p. 288). Using
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Smagorinsky’s (2011) definition o f appropriation, the process through which a writing 

teacher comes to know how to teach writing is influenced by her appropriation, or in 

other words, her settings and engagement with social environments influence her choices 

and actions as a writing teacher.

Within the process of appropriation, affordances and constraints occur. For 

example, the settings in which the process o f appropriation takes place are influenced by 

the affordances o f  the setting, which are “aspects o f a setting [...] or ways o f thinking 

within settings” (Smagorinsky, 2011, p. 287) that influence a person’s actions within that 

setting. Using the process o f appropriation with the action o f affordances, investigating a 

teacher’s choices in pedagogical tools, or her actions and practices within the writing 

classroom, gives a researcher a theoretical lens with which to interpret teaching practices 

as evidence o f her process of conceptualizing what it means to be a writing teacher.

While affordances are the actions displaying the process o f appropriation, constraints of 

the setting are also influencing the teacher’s actions. Smagorinsky (2011) explains that 

constraints are not necessarily negative limitations, instead constraints are simply the 

“aspects o f a social setting that limit what is available to accomplish” (p. 289), or in the 

case o f teaching, the boundaries o f  being and teaching within a specific setting with its 

own cultural, social, and historical influences. For example, the current study’s 

investigation into a writing teacher’s conceptual development within the bounded system 

o f a Southeastern United States technical college is a constraint because the setting o f the 

technical college is defined by the policies, curriculum, and actions o f the college. A 

writing teacher’s conceptual development o f what it means to teach writing in a
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Southeastern United States technical college undergoes a process o f  appropriation, or is 

shaped by the settings in which she is placed and come to know how  to teach writing.

The writing teacher’s process o f appropriation is influenced by her own affordances or 

actions of practice while at the same time limited by the social, cultural, and historical 

significance o f the college within which she teaches.

Methodology

The current research study used a case study o f one Southeastern United States 

technical college writing teacher, Sandra, to investigate the constraints and affordances 

that she negotiated while teaching an English learning support course (English 0090) for 

students in a variety o f technical fields. In order to answer the research questions, I used 

the key terms o f activity settings, factors, constraints and affordances, conceptual 

developments, conceptual tools, pedagogical tools, and appropriations to investigate 

Sandra’s development and practices o f being a writing teacher at a Southeastern United 

States technical college.

The case study is a methodology that is determined by its object o f study (Stake, 

1995); therefore, the subject’s uniqueness, specificity, and bounded system (Mertens, 

2010; Stake, 1995) were rationales for the case study method. Along with the study o f  the 

specific, unique, and bounded system, Stake (1995) recommends the case study 

methodology to describe the following information: the nature o f  the case; its historical 

background; the physical setting; other contexts such as economic, political, legal, and 

aesthetic through which this case is recognized; and those informants through whom the 

case can be known (Mertens, 2010). For example, in the current study I described the
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nature of the teaching writing in the technical college, the historical and political 

significance of the technical college, the physical setting o f the college, and Sandra’s 

development as a writing teacher. The purpose o f a case study is to understand the 

historical, cultural, and social context o f the bounded system, or the writing teacher who 

teaches within the Southeastern United States technical college, which can be an 

individual, a group o f individuals, a classroom, a school, or an event (Mertens, 2010).

The current study investigated the individual writing teacher and how she came to 

develop a conceptual understanding o f teaching writing within the Southeastern United 

States technical college.

Limitations and Delimitations

Qualitative research is concerned with the limitations or uncontrollable influences 

that affect the design of the study (Creswell, 2009). In qualitative research, the limitations 

o f research bias are often a concern (Creswell, 2009). Bracketing, which entails revealing 

one’s personal experiences with the phenomenon of the study in order to espouse one’s 

views, helps to bracket out one’s experience to focus on the participant’s experiences 

(Creswell, 2009; Mertens, 2011). Using bracketing to control for research bias is essential 

to the current study because I am a writing teacher who has reflected and considered my 

conceptual development and the constraints and affordances o f my appropriations o f 

teaching writing in a technical college in the Southeast. Controlling for my research bias, 

which included my personal experiences as a writing teacher within a technical college, I 

employed the method o f bracketing by telling my story o f conceptual development and 

personal experiences o f becoming a writing teacher.
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Also, time constraints o f a qualitative study can limit the study (Creswell, 2009). 

In Smagorinsky, Wilson, and M oore’s (2011) longitudinal case study, the researchers 

collected two years o f data through six observation cycles. Each observation cycle 

consisted of a pre-observation interview, two classroom observations recorded via field 

notes, and a post-observation interview (Smagorinsky, Wilson, & Moore, 2011).

Although a case study methodology is enhanced by a longitudinal or one to two years o f 

data collection (Creswell, 2009; Merriam, 2009; Stake, 1995; Yin, 2009), the time 

constraints and University-implemented timeline o f my study allowed for only one 

observation cycle to take place over the course o f one semester at the Southeastern 

United States technical college, which consists o f sixteen weeks.

While acknowledging the limitations are critical to the trustworthiness o f a 

qualitative research study (Creswell, 2009), delimitations or purposefully limiting the 

scope o f the study is also critical. First, a delimitation o f the study is the boundary o f the 

case, which includes one writing teacher from a Southeastern United States technical 

college. Second, the choice o f axial coding through the embodiment o f Vygotsky’s socio

cultural learning theory and definition o f concept, along with Smagorinsky’s 

understanding of appropriations and constraints and affordances narrowed the focus o f 

the study. Here, the pre-determined codes delimited the study to the pre-determined 

categories; however, the theoretical framework o f  the study guided the codes.
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Definition of Key Terms

The key concepts o f the theoretical framework are defined:

Activity settings are the social contexts in which learners learn (Grossman, 

Smagorinsky, & Valencia, 1999).

Sociocultural history o f  activity settings is the emphasis on the ways in which 

human activity is embedded within a socio-historical context (Grossman, Smagorinsky,

& Valencia, 1999).

Constraints o f  the Activity Setting are an individual’s internal representations o f 

the situation, which are how individuals construe the setting in a particular way 

(Grossman, Smagorinsky, & Valencia, 1999).

Conceptual tools are the principles, frameworks, and ideas about teaching, 

learning, and English/language arts that teachers use as heuristics to guide decisions 

about teaching and learning (Grossman, Smagorinsky, & Valencia, 1999).

Pedagogical tools are classroom practices, strategies, and resources that do not 

serve as broad conceptions to guide an array o f decisions, but instead have more local and 

immediate utility (Grossman, Smagorinsky, & Valencia, 1999).

Appropriations are the processes through which a person adopts the conceptual 

and pedagogical tools available for use in particular social environments (Grossman, 

Smagorinsky, & Valencia, 1999).

Factors affecting appropriations refer to the social context o f learning, individual 

characteristics of the learner, apprenticeship o f observation, personal goals and
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expectations, and knowledge and beliefs about content (Grossman, Smagorinsky, & 

Valencia, 1999).

Summary and Significance

This chapter served as an introduction to the study in which a case study approach 

was used to understand the conceptual development o f  a writing teacher within the 

setting of a Southeastern United States technical college. The use o f a theoretical 

framework based upon Vygotsky’s (1978) socio-cultural learning theory and definition of 

concept, along with Smagorinsky’s process o f appropriation and actions o f  affordances 

and constraints was implemented to answer three research questions. These questions 

sought to understand the impact o f the constraints o f the technical college writing 

curriculum upon the conceptual development o f the technical college writing instructor. 

The significance o f the study is to better understand how technical college writing 

teachers develop professional concepts and practices. In the following chapter I write a 

literature review o f the use of Vygotsky (1978) in studying the development o f writing 

teachers.



CHAPTER TWO  

A REVIEW OF THE LITERATURE

" I f language is as old as consciousness itse lf and i f  language is a practical 

consciousness-for-others and, consequently, consciousness-for-myself, then not only one 

particular thought but all consciousness is connected with the development o f  the word.

The word is a thing in our consciousness [ ...]  that is absolutely impossible 

fo r  one person, but that becomes a reality fo r  two. ”

(Vygotsky, 1978, p. 65)

Vygotsky’s social learning theory is based on the understanding that the “reality 

for two” is created and shared by individuals and social settings. The development o f 

consciousness takes place through the use o f language, which is both (re) created by the 

individual and inherited from society. Then consciousness is created socially and re

created by individuals, which is the premise o f the current study’s theoretical framework 

and the historical tracing o f social learning theory in a review o f  the literature.

While the most common use o f Vygotsky’s (1978) theories in educational 

research is associated with his well-known zone-of-proximal development, the purpose o f 

the current study is to focus on Vygotsky’s analysis o f conceptual development, and its 

application to teacher development, specifically that o f a writing teacher in a

21
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Southeastern United States technical college. By Vygotsky’s (1978) analysis o f 

conceptual development, I mean his model o f tool, object, and sign. With the current 

emphasis o f standard-based learning infiltrating post-secondary educational institutions 

through federal and state policies, U.S. colleges are being affected by the paradigm o f 

accountability, which ignores the social processes o f constructing knowledge. For 

example, the Complete College America (2012) political initiative states that “ [the] 

Higher Education Completion plan, a joint effort between the Technical College System 

and the University System, is designed to provide a framework for action and 

accountability that leads to increased college completion rates” (para. 4). The policy 

increases the role o f higher education accountability while tying graduation rates to 

federal and state funding.

Also, the Achieving the Dream (2012) initiative states that “Achieving the Dream 

is a national reform network dedicated to community college student success and 

completion; focused primarily on helping low-income students and students o f color 

complete their education and obtain market-valued credentials” (para 4). Funded by 

businesses such as Wal-Mart, Achieving the Dream (2012) is a grant-funded program 

that also links funding with economic improvement and accountability resulting in the 

implementation o f an efficiency model o f curriculum and instruction. With the increase 

o f accountability and efficiency in post-secondary education, the social construction of 

knowledge and its contextual elements are often ignored and replaced with behaviorist 

models that result in conflicting and competing pedagogical actions and beliefs (Schunk, 

2011).
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Consequently, the current literature review traced the historical and current uses 

o f Vygotsky’s (1978) social-learning theory in order to shed light on the literature 

available to build a case for researching the factors affecting the development o f a writing 

teacher’s pedagogy in conflicting times of competing paradigms o f  learning and teaching 

in post-secondary education. First, I reviewed the competing curriculum ideologies o f 

social efficiency and social reconstruction as it relates to the Technical College System of 

higher education (Schiro, 2008). Second, I reviewed the literature o f  Vygotsky (1978) 

and socio-cultural learning theory and trace the historical development o f Vygotsky’s 

(1978) work with his tool, object, and sign model as others have evolved his work with 

Cultural Historical Activity Theory (CHAT). Third, I discussed the importance o f 

Vygotsky’s (1978) conceptual model in the teaching o f post-secondary writing courses. 

Last, I situated the significance o f using Vygotsky’s model o f conceptual development to 

study the knowledge and practices o f  writing teachers.

Understanding the Competing Ideologies of Curriculum M aking

Schiro (2008) explains that ideologies that influence curriculum making are 

curriculum ideologies: “the curriculum visions, philosophies, doctrines, opinions, 

conceptual frameworks, and belief systems o f educators are called curriculum ideologies” 

(p.45 ). He further explains that ideology is used to distinguish “between motives that 

underlie behavior and articulated beliefs” as opposed to philosophy that expresses intent; 

therefore, he explains that often, educational intent is not always aligned with its behavior 

because “educators dealing with curriculum are often not conscious o f the major 

assumptions underlying their actions” (Schiro, 2008, p.46). Consequently, the competing
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ideologies o f education are the constraints and affordances that affect the knowledge and 

practices o f teachers, specifically writing teachers (Smagorinsky, 2011).

Currently, the Technical College System serves a student population for the 

purposes o f training the student for a specific job (TCSG, 2011). However, the job- 

seeking student must also successfully pass general core areas o f study, such as English 

composition, science, and math (TCSG, 2011). The social efficiency model o f training 

students for a specific job skill often competes with the social reconstruction model o f 

teaching writing (Schiro, 2008; TCSG, 2011). While initial study o f  social efficiency and 

social reconstruction ideologies influencing curriculum may appear to have similar social 

aims, the complexity with which the two ideologies differ are enormous. Therefore, the 

purpose o f the current section o f the literature review is to illustrate each ideology’s 

treatment o f the learner, relationship to the need o f  society, understandings o f  knowledge, 

historical contexts, practice o f action, and presence in current literature to shed light on 

the competing ideologies present in the Technical College System. The illustration o f  the 

competing ideologies is significant because Vygotsky’s (1978) socio-cultural learning 

theory calls for an understanding o f social, historical, and cultural effects o f  specific 

settings. In order to fully explore the constraints and affordances o f  the pedagogical 

landscape that a writing teacher must navigate at a Southeastern United States technical 

college, the setting o f the Technical College’s competing ideologies need significant 

attention.

The contrast between the ideologies o f social efficiency and social reconstruction 

are the strongest at the divergent treatments o f the learner. Social efficiency is bom form
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the behaviorist learning theory with a central concept that views learning as taking place 

“when the stimulus situation affects the learner in such a way that his performance 

changes from a time before being in that situation to a time after being in it” (Schiro, 

2008, p. 56). Consequently, social efficiency is concerned with modifying the nature o f 

the learner into a pre-determined and desirable outcome as defined by an “other” , such as 

school leader, state department, or teacher. Much emphasis is placed on the stimulus that 

prompts change or “knowledge” in the learner (Schiro, 2008). Also, the behaviorist 

approach assumes that the teacher is a stimulus affecting change in the knowledge of the 

student. Here, the learner is to obtain knowledge (visible only by performance of the 

learner) through the “objectified” knowledge that is outside the learner; therefore, the 

learner must “own” this supposed objective and isolated knowledge that is waiting to be 

acquired.

While behavioristic-based ideology is bom from the behavioral viewpoint 

objective treatment o f the learner and knowledge, social reconstruction treats the learner 

with subjectivity assuming that reality o f  knowing is “meaning m aker” (Schiro, 2008). 

Here, the student is both the creator and receiver o f  knowledge, bringing his or her 

constructed knowledge o f the world as he or she enters the classroom. Because social 

reconstruction is concerned with social perceptions (Schiro, 2008), the knowledge that 

the student brings to the classroom is important in engaging the student in dialogue as an 

act o f learning the disciplines, as well as applying knowledge to solve community-based 

or social-based problems. Thus, the major difference in the treatment o f the learner lies 

within the assumption from where knowledge emanates. For the social efficiency
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ideology, the nature o f the learner is one whose behavior must be stimulated and changed 

by education, a stimulus from outside the learner. However, the nature o f  the learner 

within the social reconstructionist ideology is one where knowledge is pulled from the 

learner in order to change society.

Following the baseline differences between the learning theories o f the two 

ideologies, where the nature o f the social efficiency learner is treated as objective and the 

nature o f the social reconstructive learner is treated as subjective, then it is understood 

that the relationship to the society will differ as well. The behaviorist approach o f social 

efficiency’s relationship to the society is one in which:

the preparation of society for the future is based on precedents within current 

society. The strategy for the change is not to look for new behaviors more 

appropriate than existing ones, but to reinforce strengths and desirable traits 

within current society. (Schiro, 2008, p. 49)

Here the relationship of school to society is one that finds the “ideal” and pushes that 

ideal to the student within the walls o f the school; therefore, the standard definition o f the 

ideal parts o f society are formulated and pushed into the school environment. Thus, 

society (albeit an ideal-vision or definition) is outside the school and enters into the 

school, not from the learner, but from the ideals (or best o f  the best) o f  society. Therefore, 

the aim o f the school is to change the behavior o f  the non-ideal learner into that o f the 

defined ideal learner. Moreover, the societal need to have individuals with ideal traits is 

fulfilled with the purpose of education, so society is maintained by the modified changes 

in the learner.
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Whereas the social efficiency model assumes that there are ideal and desirable 

traits of society, the social reconstructionist model assumes that there is not one ideal or 

desirable trait o f society because it takes on a subjective view o f society (Schiro, 2008). 

According to Schiro (2008), the society is ever-(re)evolving and being (re)created in a 

complex way that challenges the idea o f an ideal. Consequently, society is embedded in 

the very being of the student, who brings society with him or her each time one enters 

into the school. Thus, the societal or cultural experience o f the learner is manifest in the 

relationship o f the culture/society to the school. Here, the aim o f education is to affect 

change in society as oppose to change in the learner. The learner brings society with him 

or her in the act o f learning and takes the knowledge to affect change in the society, 

which is subjective and subject to (re)creation. Then, the need o f  society to be (re)created 

is fulfilled when its community members or learners affect that change (Schiro, 2008).

The knowledge that is most important for the social efficiency ideology is the 

acceptance o f dual “subjective and objective reality” with the knowledge o f objective 

reality as more significant than that o f the subjective. Then, visible behavior that can be 

seen as a result o f change (pre-test and post-test scenarios) is the best indicator that 

knowledge exists (Schiro, 2008). Schiro explains,

Knowledge has its source in the normative objective reality o f members o f a 

curriculum developer’s client population...knowledge worth for inclusion in 

curriculum is tested by determining the consequences that result from its 

possession by the client population. Once curriculum knowledge is determined, 

learners can acquire it. (p. 58)
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Here, the knowledge o f most worth is that which has been proven to be o f  most worth. 

Thus, the justification of knowledge is the scientifically-tested and proven objectives o f 

knowledge.

On the other hand, Schiro (2008) asserts that social reconstructionists believe that 

knowledge is not pre-determined, but it is constructed through discourses o f society that 

is “value-laden”. Social reconstruction does not separate the objective and subjective 

realities o f knowledge, assuming knowledge is has both subjective and objective realities 

which interact and manifest in the construction o f  society. Here, the trilogy o f class, 

gender and race are important in understanding the act o f knowledge and is subjected to 

its inherent power-struggles as seen in society. Thus, the knowledge o f the society and its 

complex relationship to individual members o f the society is o f utmost importance. 

Moreover, the nature of knowledge is justified through the observable and non

observable (history, memory, values, etc.) manifested in society (Schiro, 2008).

The historical roots of the social efficiency model are planted with Franklin 

Bobbitt in the turn of the 20th century and grown into the current accountability 

movement at the turn of the 21st century. Schiro (2008) explains, “Social Efficiency 

ideology has its origins in four movements: social reform, utilitarian education, 

behavioral psychology, and scientific methodology” (p.52). Schiro best describes the 

historical roots o f the influential players and implementation when he explains the 

“century o f forgetting” social efficiency. He posits that the initial interest o f social 

efficiency was in reaction against academic interested isolated from society. In fact, 

Bobbitt (2008) argues for an education that “the client for whom they worked” was
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society” as opposed to “the dictation of the special predilections o f  selfish academic 

interests” (p. 25). However, as the social efficiency ideology is influenced by utilitarian 

education for making school useful and relevant to the life o f the individual and the 

nation, along with the behavioral psychology influence o f observable performance 

indicating change in behavior and the scientific methodology o f accurate measurement of 

changed behavior, the current results o f  social efficiency are raising the “terminal 

objectives” of student academic performance as seen in the practices and objectives o f 

the No Child Left Behind Act (2001), Complete College America (2011), and the 

Achieve the Dream (2012).

According to Schiro (2008), the historical origins o f  the social reconstruction 

ideology in the U.S. are:

as old as the founding o f the nation [and] the American Revolution was 

essentially a matter of popular education and that teachers used lectern to nurture 

ideas o f independency, while students organized symbolic actions ranging from 

burning in effigy to boycotts o f tea (p. 67).

Thus, it appears as no surprise that social reconstruction ideology, an ideology that insists 

on the culture as knowledge, has its genesis with the formation o f  a nation. Schiro (2008) 

writes, “the ideology was formally brought to life for educators in 1932 when George 

Counts gave a rousing presentation at the Progressive Education Association annual 

meeting in which he' asked, ‘Dare the school build a new social order?” ’ (p. 67). The 

post-modern era o f academic discourse in the discipline o f  the arts (philosophy, English 

literature, art, history) has also given way to the subjective interpretations o f education as



30

a cultural phenomenon (Bobbit, 2008). Social reconstructionists may use the subjective 

cultural lenses o f power, class, gender, and race to interpret and (re)construct society for 

the purpose o f empowering generations (Schiro, 2008).

The strongest difference between social efficiency and social reconstruction, as 

stated earlier, is in the theories that support the ideologies. Like the fine yellow line that 

separates two lanes o f opposing traffic, the invisible line o f theory separates the 

simultaneous existence o f two opposing ideologies. For the social efficiency model o f  

curriculum, the behaviorist theory assumes that (1) there is an ideal objective knowledge 

that is (2) scientifically-proven in order to (3) objectively be reproduced by the learner 

whose behavior is modified and changed by the stimulus o f objective knowledge. 

Therefore, the theory in action looks like a pre- and post-test where the objects are 

predetermined based on the ideal, and the student is instructed in stimulus-response ways 

to change the behavior to appear more like the ideal o f  the “perfect score” on a test, and 

the degree to which the student performs the ideal is measured by the degree to which the 

student performs the replicates o f the ideal. Thus, the theory in action is performance 

based and driven by standards and teachers as instructors. The standards-based classroom 

is the social efficiency model in action.

Conversely, the theory of the social reconstruction ideology is one that denies a 

duality o f knowledge between the subjective and objective and assumes that subjective 

and objective knowledge is not separated; instead each informs the other. So, the social 

reconstruction ideology theory in action would look like a dialogue between teacher and 

student, where the teacher becomes a student o f her students and the students become
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teachers o f their teachers. Thus, the teacher becomes cultural worker alongside the 

student by exchanging in methods o f dialogue and thinking processes with the students 

(Schiro, 2008). Here, the social reconstruction ideology looks within the knowledge that 

the student brings with him or her to affect change in the society, so a cultural project is 

the cornerstone o f the action o f the students as opposed to a standardized test with 

predetermined answers.

A case could be easily made that the current discussion o f  education in the 21st 

century has been dominated by the divergent theories o f the social efficiency ideology 

and the social reconstruction ideology. Daniel Trohler (2011), in his book Languages o f  

Education: Protestant Legacies, National Identities, and Global Aspirations, uses 

“linguistic archeology in contemporary debates” to unearth the theoretical underpinnings 

o f current educational discourse. Here, he reveals the nature o f the theories floating 

around the “educational reform debates” o f the United States. Larry Cuban, co-author of 

Tinkering toward Utopia (1995) and educational blogger on school reform, captures the 

dichotomous relationship between social efficiency, chiefly used by school reformers and 

social reconstruction, chiefly used by those in opposition to current school reform 

practices. He writes:

We see a continuation o f this today with standards-based reforms focused on 

requiring low-performing students to do more during the school year and during 

the summer or repeat a year o f school rather than questioning why these students 

are failing and what structures in their schooling lead to failure. The standards 

movement, admirable in its goal o f raising the bar for the entire educational
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system, must ask how it can ensure that this mismatch does not continue to let 

success elude large groups o f students, many o f whom live in impoverished urban 

and rural districts. (2011, p. 265)

Here, Cuban uses the languages, as understood by Trohler, o f school reform to squarely 

situate the social efficiency theory in the presence of the conversation surrounding the 

standards-movement, which is at its peak with the No Child Left Behind Act (2001), 

Complete College America (2012), and Achieve the Dream (2012). Thus, the current 

literature to support social efficiency is seen in the accountability acts mandated by the 

federal and state governments and the dominance o f standardized testing that is supported 

by the scientific proving o f  raising test scores.

However, the opposing conversation, as seen in Cuban (2011) when he discusses 

the cultural components that come to school with the student, which are not divorced 

from the student’s knowledge, is the literature that supports the use o f social 

reconstruction as method in the classroom. Cuban (2011) explains the use o f the support 

o f social reconstruction ideology when he writes the following on his educational blog: 

Early advocates o f  this perspective, like Leonard Covello, Principal o f New York 

City’s Benjamin Franklin High School, argued that schools should be community- 

based and responsive to the different ethnic and class backgrounds o f the students 

and families. Covello attacked the cultural bias in I.Q. tests, for example, objected 

to the assumption that Italian-American youth in East Harlem chiefly needed 

vocational education, and claimed that the Covello’s community-centered school
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is one example o f an attempt to remedy the mismatch between school structures 

and students, (para. 6)

The literature and studies o f the rural and urban schools that use the community- 

based model are, in fact, evidence o f the social reconstruction ideology. Therefore, one 

need not travel too far to find the debate o f the social efficiency model and the social 

reconstruction model alive and flourishing in the contemporary literature o f education. 

However, one does need a thorough understanding o f both ideologies’ historical context, 

contemporary manifestations, understandings o f knowledge and society, and relationship 

to education in order to more fully advance the current educational conversation.

A Call for the Social Construction of Knowledge in Higher Education

Understanding the settings o f  the competing ideologies within the context o f the 

Technical College System, and education in general, I now turn the conversation to 

Vygotsky’s (1978) conceptual model o f tool, sign, and object. This model replaces the 

behaviorist model of stimulus-response production with the importance o f social, 

cultural, and historical affects in the process o f learning, most specifically as it applies to 

conceptual development. The purpose o f the current section of the literature review is to 

define Vygotsky’s (1978) socio-learning theory as one that is aligned with the social 

reconstruction ideology, and one that can be used to study the pedagogical development 

o f a writing teacher. Consequently, I explain the historical overview o f Vygotsky’s 

(1978) socio-cultural learning theory and its evolution into contemporary uses o f CHAT 

(Cultural Historical Activity Theory) in educational studies o f writing pedagogy.
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Historical Overview. The historical context o f Vygotsky’s work is significant in 

the influences o f the Russian Revolution and Marxism. Vygotsky’s relatively short 10- 

year career as a Russian psychologist occurred during the Russian Revolution, which 

resulted in the formation o f the Soviet Union, and its interpretation, understanding, and 

representation o f Marxist philosophy (Cole, 1993; Engestrom, 2009; Smagorinsky,

2011). Vygotsky’s work with activity theory was influenced by M arx’s idea o f tools and 

the division o f labor; however, Vygotsky studied the individual within the context o f the 

setting (Cole, 1993; Engestrom, 2009; Smagorinsky, 2011). While Engestrom (2009) 

finds Vygotsky’s unit of analysis— the subject, object and mediating artifact— limited by 

its focus on the individual, Western researchers Cole (1993), Smagorinsky (2011), and 

Wertsch (1998) find the individual not to be subordinate to the collective. Also, to further 

situate Vygotsky in the role o f education, Vygotsky worked in school settings, where he 

became the director o f  the Gomel Teacher Training College’s director o f  psychological 

laboratory and engaged in developing methods o f psychological evaluation and 

supervised their administration in schools (Smagorinsky, 2011). Vygotsky’s (1978) 

premise o f the unit o f analysis is considered by some to be first generation CHAT, which 

replaces the behaviorist model o f  stimulus and response by adding the idea that social and 

cultural settings are influencing factors o f  conceptual development (Schunk, 2011). For 

example, Vygotsky is credited with the “insertion o f cultural artifacts into human actions 

was revolutionary in that the basic unit o f  analysis now overcame the split between the 

Cartesian individual and the untouchable societal structure” (Engestrom, 2009, p. 55); the 

unit of analysis provided a framework for understanding the nature between the
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individual and its society. With a cultural and social investigation into meaning making, 

the developmental process o f an individual is no longer isolated from his or her social, 

cultural and historical settings, but he or she is influenced by the settings, and in turn, 

influences his or her settings.

Although Vygotsky’s (1978) focus was with children, his understanding of 

writing as tool with which to mediate meaning in the living written language gives 

writing teachers a solid foundation to begin to understand the need to guide students 

through the development process o f writing in a post-secondary environment, which as 

he noted is a long process of development o f complex behavioral functions. Here, the 

research begins to address the cognitive approach to learning how  to write. A model that 

teaches writing as meaning making and thinking—writing is thinking. In fact, Vygotsky 

(1978) wrote, “ [Psychology] has paid remarkable little attention to the question o f written 

language as such, that is, a particular system o f symbols and signs whose mastery heralds 

a critical development o f the child” (1978, p. 106). Vygotsky brought attention to the 

complexity o f learning to write as a monumental moment in the development o f  learning; 

moreover, the social context o f environment were essential to understanding the learner’s 

capacity to participate in a writing culture. In order to explicate the social context of 

learning to write, Vygotsky (1978) explained, “written language consists o f a system of 

signs that designate the sounds and words o f  spoken language, which, in turn are signs 

for real entities and relations” (p. 106). The reality represented by writing evolves from 

the student’s social, historical, and cultural settings. In turn, Vygotsky (1978) determined 

that:
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It seems clear that mastery o f such a complex sign system cannot be 

accomplished in a purely mechanical and external manner; rather it is the 

culmination o f a long process o f development o f complex behavioral functions in 

the child. Only by understanding the entire history o f sign development in the 

child and the place of writing in it can we approach a correct solution o f the 

psychology o f writing, (p. 106)

Using Vygotsky’s understanding o f the complexity o f mastering the written language, the 

challenge for the writing teacher is one in which she must be able to move beyond the 

mechanical teaching o f writing and situate her pedagogical actions within the social, 

historical, and contextual context o f  her students, which requires an understanding o f  the 

micro and macro variations o f the English language.

Recent researchers have also found evidence to support Vygotsky’s (1978) claim 

that mastering the written language involves the “culmination o f  a  long process of 

development o f complex behavioral functions in the child” (p. 106); or in other words, 

the teaching o f writing involves an understanding o f how language— specifically, speech 

and thought— come to be represented by the written sign system. For example, Hillock’s 

(1986) conclusions on writing gives an understanding that writing is not an isolated 

process o f learning grammar, but that learning how to write in the context o f student 

writing, and writing as a tool to develop as a thinker is important in the development 

process o f becoming a writer. In his 1986 study, Hillocks concluded, “emphatically that 

the teaching of grammar in isolation does not improve writing and indeed may adversely 

affect students’ writing because o f the tremendous allocations o f  time it consumes at the
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expense o f instruction in actual writing” (p.56). Hillocks’ study brings attention to the 

immediate need for writing teachers to understand and adopt the pedagogical awareness 

of the social context o f learning to write. Then, Smagorinsky brings light to the tensions 

between teaching grammar and writing in the context o f  the student’s writing. He 

concludes that the teaching of writing is problematic because o f the contradictory and 

challenging situation o f traditional grammar instruction in producing form-centered texts 

and a progressive model o f teaching writing in the context o f  student writing resulting in 

the teacher in resolving the tensions in developing an approach to teaching writing and 

grammar. With the competing pedagogical beliefs about teaching writing, steaming from 

the beginning o f the 19th century until the present day, writing teachers are charged with 

developing a pedagogical understanding o f the inherent tensions and complexities 

situated within the practice of teaching writing.

In support of the previously mentioned studies, the national organizations o f the 

National Council o f Teachers o f  English (NCTE) (2012) and the National Writing Project 

(NWP) (2012) also advocate for a social-learning approach to the teaching o f writing. 

Consequently, the national organizations have evidence o f fifty years o f research that 

form-centered models of grammatical instruction actually hinder the development o f 

written language. For example, NCTE claims,

Proposers pointed out that ample evidence from 50 years o f  research has shown 

the teaching o f grammar in isolation does not lead to improvement in students’ 

speaking and writing, and that in fact, it hinders development o f students’ oral and 

written language. (1985; 2010, para. 5 )
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Again, the pedagogical approaches to writing call for instructors to situate the learning of 

writing in the social context o f the student. Also, the NWP gives us information that 

theory, research and practice are systematically necessary to better understand how to 

help facilitate the learning of writing. For example, the NWP (2012) explains,

Knowledge about the teaching o f writing comes from many sources: theory and 

research, the analysis o f practice, and the experience of writing. Effective 

professional development programs provide frequent and ongoing opportunities 

for teachers to write, examine theory, research, and practice together 

systematically, (para. 3 )

The NWP is a professional national organization that promotes the construction of 

writing pedagogies that enhance the teachers’ understanding of the complex nature o f  

writing. In addition, the NWP (2012) asserts that “there is no single right approach to 

teaching writing; however, some practices prove to be more effective than others. A 

reflective and informed community o f  practice is in the best position to design and 

develop comprehensive writing programs” (para. 3 ).In other words, the writing teacher 

develops her understanding o f how to teach writing through her experiences with writing 

environments, which vary depending on her social, historical, and cultural settings. In 

order to investigate the tensions and complexity o f  teaching writing, the literature 

suggests that writing teachers ask, “How do we resolve the tensions between teaching 

form and teaching writing as a tool and a process o f thinking?” One such method for 

investigating the development o f the writing teacher’s adoption o f  pedagogical practices
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is Cultural Historical Activity Theory (CHAT) as emerging from Vygotsky’s (1976) 

social-learning theory.

Cultural Historical Activity Theory Emerging from Vygotsky. In order to 

identify, define and describe the theoretical framework o f CHAT, I must do so within the 

context o f the lineage and history o f cultural, historical, activity theory (CHAT) and its 

relationship to education. CHAT is defined by the assumption “that a person’s 

frameworks for thinking are developed through problem-solving action carried out in 

specific settings whose social structures have been developed through historical, 

culturally-grounded actions” (Grossman, Smagorinsky, & Valencia, 1999, p. 6). The 

human activity is understood to be mediated by socially appropriated tools; for example, 

language and writing are cultural and historical tools appropriated by the individual 

within the context o f the setting. The premise o f a CHAT framework, using a Vygotskian 

perspective, (Cole, 1993; Smagorinsky, 2011; Wertsch, 2007) is one in which the activity 

system is mediated by cultural and historical tools; therefore, the unit o f analysis is the 

contextualized human activity analyzed as part o f  the collective and with a “social- 

historical context o f the individual and the collective” (Koszalka & Wu, 2005 p. 98). 

Consequently, the development o f language occurs within the unit o f activity, which is 

comprised o f both the individual and the culture; language is a recursive developmental 

process where the individual appropriates meaning from the culture, which is situated 

within the history o f that culture, and in turn the culture appropriates meaning of 

language from the individual (Cole, 1993; Smagorinsky, 2011; Wertsch, 2007).
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Developing Writing Pedagogy

In the composition field over the last thirty years, there has been an explosion of 

pedagogical models, theories, and paradigm shifts (Cole, 1993; Elbow, 1981; Everson,

2011; Graves, 1983; Smagorinsky, 2011; Smith, 1988). In fact, the field o f composition 

has emerged as a legitimate discipline and with a growth in Ph.D. programs of rhetoric 

and composition in the U.S., it has influenced the pedagogical models and praxis o f first 

year writing courses and writing centers in higher education. Therefore, the growth in the 

discipline of composition and rhetoric has influenced writing as a significant and 

necessary content field in the transition process from secondary to post-secondary 

schooling (Elbow, 1981; Graves, 1983; Smagorinsky, 2011). Along with this explosion 

has come a proliferation o f pedagogical models whose geneses can be traced to the 

proliferation o f paradigms concerning the teaching and learning o f  writing and writing 

research. For example, Lather (2006) explains that in the field o f  educational research the 

positivist, interpretivist, critical theory, and deconstructivist are all paradigms that 

influence the development and use o f instructional models.

Three approaches in the Technical College System currently affecting curriculum 

and instructional models are computerized models, the writing process, and writing as 

thinking (Brown & Stephens, 1995; CGTC, 2011). For example, computerized learning 

modules that teach grammar and mechanics in isolation as individual concepts uses levels 

o f modules organized by grammatical or mechanical linguistic rule (Pearson, 2012). 

Therefore, the modules have three levels o f  practice for mastery: recall, apply, and write. 

The student begins the modules with a pre-test diagnostic test that assesses his or her
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then given learning modules to complete on the topics in which the student was deficient. 

For example, if a student scores low in the subject-verb agreement, then he or she will 

watch instructional videos about subject verb agreement. After watching the videos, the 

student will begin with the recall exercises that are multiple choice objective test that 

provide immediate feedback on correct or incorrect answers. Next, the student moves on 

to a computerized apply exercise, where the student edits a paragraph contacting subject 

and verb errors. Finally, the student writes on a topic, and the instructor grades the 

writing specifically for subject and verb agreement. The computerized modules are 

pedagogical tools steeped in the behaviorist model (Hillocks, 2010; Schunk, 2010; 

Smagorinsky, 2011) o f stimulus and response in order to change the behavior, which in 

this case is the writing skills, o f the student. Next, The writing process is an instructional 

model that reveals the information processing skills o f  how one engages in the act o f 

writing (Smagorinsky, 2011). The writing process consists o f pre-writing, drafting, 

revision, and editing (Smagorinsky, 2011). Here, the teacher models effective thinking 

and writing for students, who then apply the newly learned skills in the different steps in 

the writing process. The pedagogical model is born from the constructivist (Schunk,

2011) approach that focuses on the information processing skills o f students’ knowledge 

about writing. Last, The knowledge-transforming-writing pedagogical model comes from 

Bruner’s (as cited in Dimitriadis & Kamberelis, 2006) meaning making theory, where the 

act o f writing is used as tool to mediate meaning and learn new concepts. Here, writing is 

not an isolated event; however, it is seen as a functional learning tool for students to
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engage with new ideas and concepts in order to make their meaning. The focus o f 

knowledge-transforming-writing is on the intuition o f writing, the metacognition o f 

writing, and the transformation o f learning through writing (Brown & Stephens, 1995).

The importance o f composition theory and its impact on the adult learner in post

secondary writing courses is paramount in understanding the development o f the writing 

teacher. With a plethora o f competing pedagogical approaches to teaching writing 

dictating curriculum and instruction, writing research in the post-secondary classroom 

sheds light on how adult-learners, typical o f the technical colleges, engage with college 

writing. In a literature review o f studies with community colleges who have implemented 

writing pedagogies with a Writing Workshop coaching approach, the retention rate o f  

basic writing or learning support writing students has increased (Cleary, 2011). W riter’s 

workshop, which is aligned with Vygotsky’s (1975) model o f CHAT, is specifically 

helpful for adult learners in that “older students often use experiential writing to create 

for themselves a point o f entry into a complex process o f negotiating between lived 

cultures and academic knowledge” (Cleary, 2011). In addition to writing to learn and 

writer’s workshop, the literature reveals that professional support for writing instructors 

is needed because often opportunities for pedagogical conversation and reflection are not 

officially embedded in the writing instructor’s experience; therefore, the information 

provided by a professional development presence meets the needs o f  the writing faculty. 

From the work with basic writers and adult learners by Cleary, Herrington, and Curtis 

(2001), we know that “writing workshop serves students o f all ages who are lost in the 

‘dizzying array of writing assignments’ they encounter across the curriculum” (Cleary,
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2011). The literature suggests, in order designing writing curriculum and instruction, the 

instructor requires a careful understanding o f the act o f writing.

Consequently, the post-secondary institution is responsible for creating a writing 

culture. To begin thinking about how to create a writing culture, faculty can view the 

student as a writer in the process o f development. Here, meeting the student where he or 

she is in the developmental process, which is never finalized— even for the best of 

writers, is paramount to creating a writing culture (Cleary, 2011; Cole, 1993; 

Smagorinsky, 2011; Wertsch, 2007). So, the common understanding is that the student 

writer should be active in his or her own writing process, understand that rarely is the 

process o f writing ever a completely isolated activity, but is often enhanced by a shared 

social experience between writers, helping students to become self-aware and engage in 

self-assessments o f writing through inquiry, and understanding that writing is thinking, 

and writing to leam a new concept may prove helpful to students as they enter into their 

programs o f study.

Cleary (2011) situates the tool o f  writer’s workshop within the context o f adult 

learners, who bring a wealth o f cultural knowledge from social and academic 

experiences. Vygotsky’s (1978) use o f  historical, cultural, and social activity is seen in 

the instructor’s tool o f writer’s workshop. The instructional use o f  writer’s workshop to 

engage the student writer’s cultural and social knowledge that he or she brings with them 

to their academic writing experiences situates the student’s experience or internal signs o f 

language (Vygotsky, 1978) with his or her use o f  the tool o f writing to move toward the 

object o f learning to write in an academic setting. With the use o f  social, cultural, and
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historical experiences o f the student, Vygotsky’s (1978) conceptual model o f tool, object, 

and sign are realized through the act o f w riter’s workshop. Then, writing instructors can 

evaluate and analyze the pedagogical writing research with adult learners and writer’s 

workshop as a tool to build conceptual development.

To further situate social learning theory within the context o f  teaching writing, the 

literature reveals the necessity o f using the students’ linguistically diverse experiences to 

teach academic writing. Because o f the technical college’s population o f adult learners 

and local setting o f the Deep South, understanding the relationship between various 

language variations and metacognition helps students to access the power o f self- 

assessment in their writing. Cleary’s (2011) metacognition info “practice o f mindfulness, 

or meta-cognition, to facilitate positive transfer o f learning... to develop these meta- 

cognitive skills through teaching students to assess their own writing as well as the 

genres, rhetorical contexts, and discourse communities for in which they are writing” (p. 

45). Metacognition is a vehicle for self-assessment, which is a characteristic o f  the 

successful college writer (Cleary, 2011). Connecting the need for college writers to 

develop metacognitive processes in order to become independent self-assessors o f their 

own writing and peer evaluators (Cleary, 2011), I connect Hudley and M allinson’s (2010) 

work with language variation. For example, Hudley and Mallinson (2010) state, “using 

an understanding o f Southern English and African American English, common grammar 

and speech characteristics that affect student writing, to assess where the student is in his 

or her social experience with writing and how to “translate” into academic writing may 

prove significant to improving student self-assessment. Using the linguistic social,
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cultural, and historical variations o f the students’ settings is following Vygotsky’s (1978) 

social cultural learning theory.

After situating the importance o f metacognition and language variation in the 

instructional practices o f teaching writing in order to create a writing culture, I move to 

the social construction o f using “talk” to teach writing. Harris (2001), the creator and 

writing center director o f Purdue’s Online Writing Lab (OWL), explains the use of 

instructional talk as a tool to guide the student writer’s process o f  writing. According to 

Harris (2001),

The pedagogical tool is talk. The student is encouraged to  do most o f  the talking, 

sometimes responding to questions the [instructor] asks, sometimes explaining 

what the [instructor] doesn’t understand, or sometimes working through 

something the [instructor] suggests. This generative conversation helps the 

student formulate a better paper and often results in student evaluations that state 

something like ‘the [instructor] didn’t tell me what to write. She just helped me 

clarify what I want to write about. (Harris, 2001, para. 1 5 )

The generative conversation is the tool used by the writing instructor to facilitate the 

student’s goal o f academic writing (Harris, 2001). Consequently, Vygotsky’s (1975) 

social cultural learning model o f tool, object, and sign is applied by the tool o f  talking to 

mediate the student’s goal of writing while using the social and cultural signs o f language 

that the student brings with him or her. The student data from H arris’ (2001) studies are 

significant because it sheds light on the importance o f using the social construction o f 

student knowledge to engage in the academic writing process. Creating a writing culture
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that emphasizes the cultural, historical, and social settings o f  the college applies 

Vygotsky’s (1978) conceptual model o f  tool, object, and sign so that the social 

construction of knowledge is the foundation o f teaching writing.

Using Vygotsky to Study Writing Teachers

In the current review o f literature, CHAT, evolving from the work o f Vygotsky, is 

a theoretical framework used to investigate the conceptual development o f  teachers, 

specifically English teachers (Grossman, Smagorinsky, & Valencia, 1999). The National 

Research Center on English Learning and Achievement (Grossman, Smagorinsky, & 

Valencia, 1999) states that a CHAT is a useful methodological framework for studying 

the evolution of English teachers. In the study, the researchers use the activity o f  teaching 

with its emphasis on settings to investigate how English teachers come to know and act in 

the classroom. The study focuses on using the methodological framework to specifically 

study the social and cultural factors that affect the specific teacher’s development within 

the context of specific settings. The use o f the Vygotskian framework that uses activity 

theory or CHAT is one that purposely seeks to understand how English or writing 

teachers use social, cultural, and historical influences to construct pedagogical 

knowledge. Moreover, the study intentionally seeks to better understand how settings 

affect conceptualization (Grossman, Smagorinsky, & Valencia, 1999). In order to study 

the social, cultural, and historical influences o f teacher development within specific 

settings, the study uses Vygotsky’s conceptual model (1978) o f tool, object, and sign, 

along with, key concepts o f activity theory. For example, the study uses activity settings, 

tools, and appropriations as codes to define the actions and reflections o f English
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teachers. Activity settings are defined as the social contexts in which learners learn. 

Sociocultural history o f activity settings place emphasis on the ways in which human 

activity is embedded within a socio-historical context. Individual constraints o f  the 

activity setting are an individual’s internal representations o f  the situation (the way in 

which an individual construes the setting in particular ways). Tools are the actions that 

teachers use to guide and implement their classroom practice. Conceptual tools are 

principles, frameworks, and ideas about teaching, learning, and English/language arts that 

teachers use as heuristics to guide decisions about teaching and learning. Pedagogical 

tools are classroom practices, strategies, and resources that do not serve as broad 

conceptions to guide an array o f decisions, but instead have more local and immediate 

utility. Appropriations are the process through which a person adopts the conceptual and 

pedagogical tools available for use in particular social environments.

Through the framework o f activity settings, tools, and appropriations the 

researchers found that investigating the social construction o f teacher knowledge is a 

significant insight into pre-service teacher education and professional development for in- 

service English teachers. The study found that “by asserting the rich potential o f activity 

theory as a lens for studying professional development [...] it allows for an understanding 

of how settings affect conceptualizations o f teaching” (Grossman, Smagorinsky, & 

Valencia, 1999, p. 5). In turn, the focus o f “changing” individual teachers in reform 

movements, such as No Child Left Behind (2001), is not as effective as restructuring 

settings. In order, to investigate the conceptual development o f a Southeastern United 

States technical college writing instructor’s conceptualization in order to effect change in
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pedagogical practices or to create a writing culture in the setting o f  the school, the 

methodological framework of CHAT, growing out o f Vygotsky’s work with conceptual 

development, is significant work.

Summary

The current literature review serves the purpose to set the context o f the 

significance o f using Vygotsky’s (1978) conceptual development and CHAT to 

investigate the pedagogical development o f a Southeastern United States technical 

college writing instructor. In order to situate the context o f the current qualitative 

Vygotskian case study, I have reviewed the competing paradigms o f social efficiency 

curriculum and social reconstruction (Schiro, 2008) for the purpose o f understanding the 

contentious definitions of what knowledge is worth knowing. The competing ideologies 

are the historical influences affecting the technical college writing curriculum. In 

addition, I have reviewed the significance o f Vygotsky’s work with social cultural 

learning theory and its application to education. Third, I have reviewed the significance 

o f the competing writing pedagogies affecting post-secondary instruction in order to shed 

light on the contentious theoretical knowledge concerning the act o f teaching and 

learning writing. Last, I have reviewed the use o f  CHAT as emerging from Vygotsky’s 

(1978) work to investigate how educational researchers can study the conceptual 

development o f a writing teacher within the competing and conflicting demands of 

technical college curriculum and writing pedagogy. Next, I describe in detail how the 

study unfolded.



CHAPTER 3 

M ETHODOLOGY

"By unit we mean a product o f  analysis which, unlike elements, retains all the basic 

properties o f  the whole and which cannot be further divided without losing them. Not the 

chemical composition o f  water but its molecules and their behaviour 

is the key to the understanding o f  the properties o f  water. ”

(Vygotsky, 1975, p. 105)

For Vygotsky (1978), the unit o f analysis could not be separated into elements 

because then the study would lose its inherit qualities o f relationships, such as that 

between molecules and their behavior. If  using Vygotsky’s understandings o f  the unit of 

analysis to investigate the case o f  Sandra the writing teacher, then, the study necessarily 

involved an investigation into the setting o f the technical college, the writing curriculum, 

and the writing teacher. So, just as the key to understanding the properties o f water is to 

understand its molecules and their behavior, the current study used the basic properties o f 

the whole o f the technical college to better understand the behavior or practices o f the 

Southeastern United States technical college writing teacher.

For this qualitative case study, I drew on the socio-cultural learning theories o f

Vygotsky (1978) and Smagorinsky (2011) because their work highlighted the

significance of socially constructed meaning in relation to teaching writing. I used

Vygotsky’s definition of concept and Smagorinsky’s process o f  appropriation with his
49



50

idea o f affordances and constraints to theorize the conceptual development o f a 

Southeastern United States technical college writing teacher, Sandra.

An important study that informs the design of the case study was conducted by 

Grossman, Smagorinsky, and Valencia (1999) and funded by The National Research 

Center on English Learning and Achievement (CELA). The result o f the CELA work 

explained how a Vygotskian perspective is used to study teacher conceptual 

development. Their CELA report (Grossman, Smagorinsky, & Valencia, 1999) 

concluded that “asserting the rich potential o f  activity theory [socio-cultural theory] as a 

lens for studying professional development [...] allows for an understanding o f  how 

settings affect conceptualizations o f teaching” (p. 5); settings are influenced by social, 

cultural, and historical aspects that shape the teacher’s process o f  conceptualizing 

teaching. Building from the research o f the CELA report (Grossman, Smagorinsky, & 

Valencia, 1999), I used their theoretical framework to investigate how Sandra, a technical 

college writing instructor, came to know what she knows and act in the ways she acts 

within her specific settings.

In their framework, the researchers proposed that activity “following from the 

work o f Vygotsky (1987), Leont’ev (1981), Wertsch (1981), and Cole (1996)” provides a 

useful framework for studying the development o f  teachers. Activity settings are defined 

as the social contexts in which learners learn. Sociocultural history o f activity settings 

place emphasis on the ways in which human activity is embedded within a socio- 

historical context. Individual constraints o f  the activity setting are an individual’s internal 

representations o f the situation (the way in which an individual construes the setting in
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particular ways). Tools are the actions that teachers use to guide and implement their 

classroom practice. Conceptual tools are principles, frameworks, and ideas about 

teaching, learning, and English/language arts that teachers use as heuristics to guide 

decisions about teaching and learning. Pedagogical tools are classroom practices, 

strategies, and resources that do not serve as broad conceptions to guide an array of 

decisions, but instead have more local and immediate utility. Appropriations are the 

process through which a person adopts the conceptual and pedagogical tools available for 

use in particular social environments.

I used the key terms o f activity settings, factors, constraints and affordances, 

conceptual developments, conceptual tools, pedagogical tools and appropriations to 

investigate Sandra’s development and practices o f  being a writing teacher at a 

Southeastern United States technical college. Vygotskian activity theory, as a 

sociocultural theoretical framework, makes the conceptual development o f the teacher the 

focus o f analysis within the context o f  her settings (Smagorinsky, 2011). Along with the 

teacher’s conceptual development, competing contexts, such as progressive-student- 

centered National Writing Project workshops and school efficiency centered technical 

schools, were studied as a unit o f analysis within the individual case o f the teacher who 

constructs meaning within the bounded case o f a specific and local Southeastern United 

States English composition curriculum.
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Research Questions

The following research questions guided my investigation:

1. What factors contribute to a Southeastern United States technical writing 

instructor’s development o f a conception o f how to teach writing with the 

technical college’s writing curriculum?

2. How does a Southeastern United States technical college writing teacher’s 

instruction negotiate the constraints and affordances o f the setting and 

curriculum?

3. How is the writing teacher’s conceptual development o f how to teach writing 

evidenced through her choice o f pedagogical tools (practices through which she 

enacted instruction of writing) and her appropriations?

Qualitative Case Study Design and Rationale

In 1985, The National Council o f Teachers of English (NCTE, 1985; 2010) 

published a resolution on grammar exercises to teach speaking and writing:

Proposers pointed out that ample evidence from 50 years o f research has shown 

the teaching o f grammar in isolation does not lead to improvement in students’ 

speaking and writing, and that in fact, it hinders development o f students’ oral and 

written language, (para. 3)

Despite the seventy-plus years o f writing research (Hillocks, 2010; Smagorinsky, 2011) 

concluding that the teaching and learning o f writing is an activity located within social, 

cultural, and historical contexts, Southeastern United States technical colleges continue to 

design writing curriculum as isolated grammatical modules (TCSG, 2011). Therefore, I
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researched how Sandra developed her understanding o f  how to teach writing given the 

conflict o f her writing pedagogy versus the narrow writing curriculum o f the technical 

college.

I researched Sandra’s case to investigate the constraints and affordances that she 

negotiated while teaching a writing curriculum for students in a variety o f technical 

fields, such as practical nursing, welding, computer information, business administration, 

etc.

The case study is a methodology determined by its object o f study (Stake, 1995); 

therefore, the subject’s uniqueness, specificity, and bounded system (Mertens, 2010) was 

the rationale for the case study method. Along with the study o f the specific, unique, and 

bounded system, Stake (as cited in Mertens, 2010) recommends the case study 

methodology to describe the following information: the nature o f  the case; its historical 

background; the physical setting; other contexts, such as economic, political, legal, and 

aesthetic, other cases through which this case is recognized; and those informants through 

whom the case can be known (Mertens, 2010). The purpose o f a case study is to 

understand the historical, cultural, and social context o f  the bounded system, which can 

be an individual, a group o f individuals, a classroom, a school, or an event (Mertens,

2010). I used case-study design to investigate the individual, Sandra, and how she came 

to develop a conceptual understanding o f teaching writing within the Southeastern United 

States technical college.

Along with the bounded system and its cultural, social, and historical context, the 

data collection methods are also critical to the rationale o f the case study as a
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methodology. For example, Yin (2009) states that the strength o f  the case study 

methodology is its “ability to deal with a full variety o f  evidence— documents, artifacts, 

interviews, and observations” (p. 3) to fully describe the case under study. In order to 

strengthen the case, I used a variety o f collection methods: (1) a document analysis o f  the 

English 0090 state-mandated written curriculum (2) collection o f  Sandra’s teaching 

artifacts, including her English 0090 syllabus, writing assignments, assessment feedback, 

and writing rubrics, (3) two pre-observation semi-structured interviews and one post

observation semi-structured interview, and (4) two classroom observations o f  English 

0090.

The data collection methods inherent to case study, along with its contextual 

inquiry into the specific, allow for the goal o f expanding and generalizing theories in 

contrast to statistical generalizations (Yin, 2009). For the purpose o f expanding and 

generalizing theories, according to Yin (2009), a case study is an “empirical inquiry that 

investigates a contemporary phenomenon in depth and within its real-life context, 

especially when the boundaries between phenomenon and context are not clearly 

evident” (Yin, 2009, p. 6). Here, the case study method comprises an all-encompassing 

method covering the “logic o f design, data collection techniques, and specific approaches 

to data analysis” (Yin, 2009, p. 6) to describe a holistic picture o f  the specific case study. 

Because I researched the individual writing teacher and her conceptual development, the 

case study method allowed me to investigate the nuanced elements o f the setting that 

influenced her pedagogical choices. Exploring a specific case to investigate the 

relationship o f the parts to explain the phenomenon o f the case o f  analysis was the
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research design used in the current study to investigate Sandra’s conceptual development 

o f teaching writing at the technical college.

Selection and Description of the Participant

Within nonprobability sampling a variety o f purposeful sampling options are 

available to the qualitative case researcher (Merriam, 2009; Creswell, 2007; Stake, 1995; 

Mertens, 2010; Yin, 2010). Based on the selection criteria method o f purposeful sampling 

(Creswell, 2007; Merriam, 2009; Mertens; Stake, 1995; Yin, 2010), which calls for the 

use o f criteria directly related to the research problem, Sandra was chosen because she 

self-reported tensions between the technical college writing curriculum and her own 

understanding o f how to teach writing. Creswell (2010), along with Merriam (2009) and 

Stake (1994) also explain the use o f  a theory-based sampling type, where the sampling 

procedure for participants’ criteria is based on a theoretical construct. Therefore, I used 

non-probability purposeful sampling based on the criteria-theory-based (Creswell, 2010; 

Merriam, 2009; Stake, 1994) selection to choose the participant.

Sandra, is a third-year female writing instructor at a Southeastern United States 

technical college in the Deep South. I was first introduced to Sandra through our 

participation in the Technical College System’s learning support curriculum re-design. 

Each o f us participated in three telephone conferences with the English learning-support 

curriculum committee where we were charged with the task, by the Central office o f the 

Technical College System (TCS) to redesign the current learning support English 

curriculum into a module-computer-supported format. The format was laden with 

isolated grammar and mechanic drills void o f writing within the social, cultural, and
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historical context o f student writings. However, the TCS made it clear that the school 

efficiency model of computerized modules with diagnostic testing was the preferred 

method o f curriculum design and implementation. During the second phone conference, I 

mentioned the possibility o f a compromise o f  the “years o f  research” and the school 

efficiency model. After the end o f the phone conference, Sandra e-mailed me stating that 

“the work involved in tearing down both the curriculum and the loyalty to traditional 

methodology would be tremendous, but I woke up this morning burdened with the idea 

that this may be the chance to influence the system to do that which we know is right.” 

Through her self-identified understanding o f teaching writing as socio-cultural 

understanding within the system o f the Southeastern United States technical college’s 

curriculum, I used theory-based purposeful sampling (Creswell, 2007; Merriam, 2009; 

Stake, 1994) to select the participant. Also, Sandra self-disclosed that she is a co-director 

of her region’s National Writing Project (NWP); her teaching experiences and pedagogy 

appeared to be aligned with the NW P’s ideologies and perceptions o f how best to teach 

writing, which would conflict with a narrow, isolated writing curriculum, such as that 

found in the technical colleges. Therefore, the she was chosen because o f her self

disclosed alignment with writing pedagogy that is outside o f the framework o f the 

technical college’s writing curriculum.

The Technical College: Sandra’s Setting. Sandra teaches learning support 

writing and composition at a technical college located more than one hundred miles away 

from where I teach learning support English; however, both schools are considered to be 

located within the Deep South. The technical college system o f the large Southeastern
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United States state is a separate secondary entity from the state-constitutionally created 

university system (TCSG, 2011). In fact, the technical college system was created by the 

executive branch o f the state government and is directly controlled by the Governor o f 

the State (TCSG, 2011). The technical college system serves a tri-fold purpose o f 

providing technical education, adult education, and economic development (TSCG,

2011). The technical educational programs o f study may lead to a diploma or technical 

certificate, as well as an associate degree. Each technical college within the State system 

was created based on regional location. Therefore, each college services a regional area 

o f the State, and students often choose to attend the technical college because o f their 

proximity to its location as opposed to the programs o f study each college offers.

Sandra’s technical college is a mid-sized Southeastern United States technical 

college. According to the mission and vision statement o f the college, the college is 

defined:

A unit o f the Technical College System o f a large [Southeastern United States 

state], is a public institution o f higher education that contributes to the economic, 

educational, and community development o f its three-county service area o f 

[three rural] counties. [The college] provides technical education programs at the 

associate degree, diploma, and certificate levels utilizing traditional and distance 

education methodologies; student support services; adult literacy education; 

continuing education; and customized business and industry workforce training to 

the citizens o f the communities it serves.
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The technical college serves the regional population for the purpose to prepare the 

student to enter into the workforce. Upon completion o f a certificate, diploma, or degree, 

the student is qualified for a specific job such as welding, practical nursing, 

paraprofessional teaching, air-conditioning, and automotive technologies, to name a few. 

Also, in 2011 the technical college was named “College o f  the Year for the Technical 

College System of the Southeastern United States State (Annual Report, 2011).

When I visited the college, I noticed that the college has expanded significantly 

over the years because of the new addition o f buildings. One can easily tell the difference 

between the original buildings and the newer architecture. The buildings span over a 

large flat rural area o f approximately fifteen acres, and each building is designated 

specifically to a program o f study; for example, health sciences, general education, and 

automotive technology. During the visit, I was greeted with many smiling faces, and 

“how are you today, mama?” greetings. Once, I was lost between buildings, and a 

friendly student, who appeared to be in her mid-fifties, stopped and asked, “who are you

looking for?” And, I replied, “Sandra______ .” The student quickly showed me to the

new building where Sandra’s office was located, and wished me a nice day. I felt 

welcomed, and the campus climate appeared to be one in which students, faculty, and 

staff were very familiar with one another and closely connected to the culture o f the 

college.

Community Population. The technical college is located in a rural section o f the 

large Southeastern United States state, in which it is surrounding by a Division I 

Research University, two four-year colleges, and several community colleges. The main
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county in which the college is located is populated with approximately 72, 694 people 

(U.S. Census, 2012). The demographics o f the population are described as being 67.2% 

white, 29.3% black, and 3.7% Hispanic descent (U.S. Census, 2012). The education o f 

the population is reported as 85.8% who have earned a high school diploma and 26.3% 

who have earned a bachelor’s degree or higher.

Student Population

The college’s annual report stated that 57.6 % o f students attenteded college full 

time, and 42.4 % attentended part time. Also, 3,641 students received a state grant or 

scholarship to attend the college, while 2,660 students received the needs-based federal 

Pell grant. According to the college’s 2011 annual report, the college enrolled 4,470 

students. The breakdown o f the student population is displayed in Table 1.

Table 1
Technical College Student Demographics

Student Population Percentage Number
Male 34.9% 1558
Female 65.1% 2912
American Indian 00.3% 14
Asian 00.5% 21
Black 39.9% 1783
W hite 55.9% 2498
Multi-Racial 01.2% 54

The student population o f the mid-sized Southeastern United States technical 

college is diverse in age. The traditional student, entering the college directly from high 

school, usually has a job and/or family obligations, such as caring for young children, 

aging parents, or non-working spouses. Although the tradition student falls into the age
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group o f 18-25, he or she is not a typical university student. For example, traditional 

university students may live on campus and attend school full tim e with or without a job. 

However, the technical college traditional student does not live on campus, but commutes 

from a local area while possibly balancing extra responsibilities o f  working full time, 

raising a family, and being a single parent. Just as the traditional student at the technical 

college balances a variety o f life responsibilities, so too does the non-traditional technical 

college student. Through my experience with technical colleges, non-traditional students 

often have to overcome serious transportation issues, family illnesses, and loss o f income 

in order to attend college.

Technical College Statewide Learning Support English Curriculum

The technical system o f the state has a detailed writing curriculum for learning 

support English. In fact, during the course o f  the case study, the state initiated a learning 

support redesign in order to address the low retention rate o f  learning support students. 

See Appendix A for the curriculum document. The curriculum is designed using 

modules, competencies, and outcomes. The curriculum is divided into seven modules: 1) 

basic skills: capitalization, spelling, and word choice; 2) basic punctuations and sentence 

structure: punctuation, basic grammar, and basic writing mechanics; 3) sentence 

structure, grammar, and syntax: basic grammar, basic writing, and basic mechanics; 4) 

verb use: subject/verb agreement, correct verb use forms, and basic writing; 5) revision: 

basic grammar, punctuation, and mechanics; 6) paragraph writing and paragraph 

development; and 7) essay writing: writing, reading, and revising.
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The writing curriculum is an example o f the Social Efficiency model o f  

curriculum, which answers the questions o f what knowledge is o f  most worth with the 

answer o f specific skills for specific career paths. The curriculum defines language and 

writing as acquiring the skills o f grammar and punctuation, as opposed to the writing 

process or writing to learn (NCTE, 2011).

Data Collection

To describe a holistic picture o f the case o f Sandra’s conceptual development of 

teaching writing and to understand the factors that have influenced her use o f pedagogical 

tools, I used Smagorinsky, Wilson, and M oore’s (2011) longitudinal case study where the 

researchers collected two years o f data through six observation cycles. Each observation 

cycle consisted of a pre-observation interview, two classroom observations recorded via 

field notes, and a post-observation interview (Smagorinsky, Wilson, & Moore, 2011). 

Although a case study methodology is enhanced by a longitudinal or one to two years of 

data collection (Creswell ; Merriam; Stake; Yin, 2009), because o f the time limitations, I 

only conducted one observation cycle. My observation cycle included two semi- 

structured pre-observation interviews, two classroom observations, and one semi

structured post-observation interview.

In addition to conducting one observation cycle, I collected additional documents 

to enhance the description of the case. First, I collected the written English learning 

support curriculum published by the State’s Technical College System. I retrieved the 

written curriculum from the State’s curriculum website that is made available to 

employees o f the technical college system. As an English instructor at a Southeastern



62

United States technical college, I was able to gain access to the written curriculum for the 

purpose o f conducting a document analysis o f  the curriculum. Please see appendix A for 

the written curriculum of English 0090, a learning support course.

Second, during the classroom observations, I collected Sandra’s course syllabus 

for English 0090, examples of her writing rubrics, teacher feedback, and writing 

assignments.

I conducted a pre-observation semi-structured interview (Smagorinsky, Wilson,

& Moore, 2011) with Sandra as the first interview in the observation cycle. The purpose 

o f the first interview (Creswell, 2007; Merriam 2009; Stake, 1995) was to investigate her 

concepts o f teaching writing and the factors that influenced her writing pedagogy to 

answer my first research question. After the initial interview, an approximate four-week 

period, I conducted a second pre-observation interview with Sandra in order to address 

my second research question. Last, I conducted a third post-observation interview to 

address my third research question. I digitally recorded each interview, and then 

transcribe each interview. After transcribing each interview, I conducted memos.

Along with collecting data from the pre and post observation interviews to 

address my first and second research question, I conducted two classroom observations in 

order to observe the participant’s teaching practices. Stake (1995) explains that 

observations are “pertinent to our issues” that influence one’s acquaintance with the case 

(p. 45), and that qualitative data have meanings “directly recognized by the observer”

(p.45) that include, as Merriam (2009) explains, the theoretical framework, the problem, 

and the research questions of the study. I conducted two classroom observations o f the
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English 0090 course, a learning support English class to answer the third research 

question.

Data Analysis

In qualitative case-study research, one has a variety o f data analysis available, 

including but not limited to axial coding/open coding, categorical aggregation and direct 

interpretation, category construction, discourse analysis, and narrative analysis (Creswell, 

2007; Mertens, 2010; Stake, 1995). However, despite the variety o f  coding and analysis 

options available for case-study research, Merriam (2009), along with Creswell (2007), 

Stake (1995) and Mertens (2010) explain that the method o f data analysis is the process 

o f answering the research questions, which are informed by the problem and theoretical 

framework used in the design o f the case study. Therefore, the problem o f the study, the 

theoretical framework of the study and the research questions o f  the study guided my 

decision o f data analysis. Along with the aforementioned qualitative researchers, 

Smagorinsky (2011) explains that coding data is the embodiment o f theory:

In this conception coding makes the researcher’s theoretical perspective on the 

data corpus explicit, without precluding other ways o f looking at it. Also by 

creating categories in sets and levels, a coding system embodies not only a theory 

but the principles within that theory and their relations to one another. In that 

sense, coding establishes the researcher’s subjectivity in relation to the data and 

the framework through which data are interpreted [and] serve to explicate the 

stance and interpretative approach that the researcher brings to the data. (p. 250)



The axial coding process (Creswell, 2007; Mertens, 2010) or categorical coding 

(Merriam, 2009) process that calls for a pre-determination o f categories to analyze the 

data, as opposed to open-coding was used (Creswell, 2007; Mertens, 2010). Moreover, 

the analysis o f the collected data was informed by the socio-cultural framework emerging 

from the work o f Vygotsky (Smagorinsky, Wilson, & Moore, 2011), which requires an 

axial-coding o f the data guided by the theoretical framework o f the current case study; in 

other words, the coding o f the data is an embodiment o f the theory used to design the 

study. Table 2 describes how I connected the data collection and data analysis to answer 

the theoretically-guided research questions. Key terms for the theoretical framework were 

derived from the definitions given by Grossman, Smagorinsky, and Valencia (1999) and 

Smagorinsky (2011).
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Table 2
Data Collection and Analysis

Research Question #1 Research Question #2 Research Question #3

R
es

ea
rc

h
Q

ue
st

io
ns

W hat factors contribute to a 
Southeastern United States 
technical writing 
instructor’s developm ent of 
a conception of how to teach 
writing with the technical 
college's writing 
curriculum?

How does a Southeastern 
United States technical 
college w riting teacher's 
instruction negotiate the 
constraints and affordances 
of the setting  and curriculum?

How is the w riting teacher’s 
conceptual developm ent of 
how  to teach writing 
evidenced through her choice 
of pedagogical tools 
(practices through which she 
enacted instruction of 
w riting) and her 
appropriations?

Ke
y 

Te
rm

s 
fr

om
 

Th
eo

re
tic

al
 F

ra
m

ew
or

k

FACTORS DEFINED:
Social context of learning, 
individual characteristics of 
the learner, apprenticeship 
of observation, personal 
goals and expectations, and 
knowledge and beliefs about 
content

CONSTRAINTS DEFINED:
An individual’s internal 
represen tations of the 
situation (the w ay in which 
individuals construe the 
setting in particular ways)

AFFORDANCES DEFINED:
"Aspects of a setting [...] or 
ways of thinking w ithin 
settings” th a t influence a 
person’s actions w ithin that 
setting

PEDAGOGICAL TOOLS 
DEFINED:
Classroom practices, 
strategies, and resources that 
do not serve as broad 
conceptions to guide an array 
of decisions, bu t instead have 
m ore local and im m ediate 
utility
C onceptual T o o ls  D efined:
Principles, frameworks, and 
ideas about teaching, 
learning, and
English/language arts that 
teachers use as heuristics to 
guide decisions about 
teaching and learning 
A p p rop ria tion s D efined: 
The process through which a 
person adopts the conceptual 
and pedagogical tools 
available for use in particular 
social environm ents

Ev
id

en
ce

 
fr

om
 

Da
ta 

A
na

ly
si

s

FACTORS

1)Curriculum Requirements
2)Purpose of the Technical 
College
3)The student population: 
creating a safe environm ent 
for writing students *
4)Teacher’s Beliefs about 
writing

CONSTRAINTS & 
AFFORDANCES:

1)Constraints
a. Curriculum Requirem ents
b. Purpose of the Technical 
College
2)Affordances
a. The s tuden t population: 
creating a safe environm ent 
for w riting students
b. Teacher’s beliefs about 
W riting
3)Negotiations

PEDAGOGICAL TOOLS, 
CONCEPTUAL TOOLS, AND 
APPROPRIATIONS
1)Conceptual Tools
a. Teacher’s Beliefs about 
writing
b. Teacher’s perception of 
students
c. Teacher’s perception of the 
curriculum  and setting of the 
technical college
2) Pedagogical Tools
a. W riting Assignments
b. Use of Grammatical 
exercises
c. Relevant Student W riting
3)Process of Appropriations
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I used Table 2 Data Collection and Analysis as a reference chart to guide my data 

analysis in order to systematically answer each research questions. To answer research 

question #1,1 specifically looked for evidence that supported the theoretical framework’s 

definition of factors affecting teacher-conception development. Factors affecting concept 

development are the social context o f learning, individual characteristics o f the learner, 

apprenticeship o f  observation, personal goals and expectations, and knowledge and 

beliefs about content (Grossman, Smagorinsky, & Valencia, 1999).

As a result, the four factors evidenced from the data were (1) system curriculum 

requirements, (2) the purpose o f the technical college, (3) the student population: creating 

a safe environment for writing students, and (4) the teacher’s beliefs about how to best 

teach writing. Using the factors to establish evidence to answer research question # 1 ,1 

explained each factor and its connection to show how Sandra teaches writing within the 

technical college.

In order to answer research question # 2 ,1 specifically looked for evidence that 

supported the theoretical framework’s definition o f constraints, which are an individual’s 

internal representations o f  the situation or the way in which an individual construes the 

setting in particular ways (Grossman, Smagorinsky, & Valencia, 1999). Along with 

finding evidence to support Sandra’s constraints, I looked for evidence that supported the 

theoretical framework’s definition o f affordances, which are “aspects o f  a setting [...] or 

ways of thinking within settings” (Smagorinsky, 2011, p. 287) that influence a person’s 

actions within that setting.
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As a result, the three constraints and affordances evidenced from the data were the 

setting, the curriculum, and the student population. Using the constraints and affordances 

to establish evidence to answer research question # 2 ,1 described how Sandra navigates 

teaching writing within the context o f the technical college.

In order to answer research question # 3 ,1 specifically looked for evidence to 

support the theoretical framework’s definition o f  conceptual development, pedagogical 

tools, conceptual tools, and appropriations. I explained her conceptual development by 

describing her professional development with the National W riting Project and her 

personal accounts o f teaching within the technical college. The pedagogical tools 

identified were her use o f the five paragraph theme and grammar modules, while her 

conceptual tools were her writing philosophy. In order to describe her appropriations of 

her teaching environment, I analyzed the conflicting use o f  her pedagogical tools, 

conceptual tools and teaching philosophy to synthesize her conceptual development. 

Limitations and Delimitations o f the Study

Qualitative research is concerned with the limitations or uncontrollable influences 

that affect the design of the study (Creswell, 2009). In qualitative research, the limitations 

of research bias are often a concern (Creswell, 2009). Bracketing, or revealing one’s 

personal experiences with the phenomenon of the study (Creswell, 2009; Mertens, 2011) 

in order to espouse one’s views helps to bracket out one’s experience to focus on the 

participant’s experiences. Using bracketing to control for research bias is essential to the 

current study because I am a writing teacher who has reflected and considered my 

conceptual development and the constraints and affordances o f my appropriations o f
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teaching writing in a technical college in the Southeast. Controlling for my research bias, 

which includes my personal experiences as a writing teacher within a technical college, I 

employ the method o f bracketing by telling my story o f  conceptual development and 

personal experiences o f becoming a writing teacher.

Also, time constraints o f a qualitative study can limit the study (Creswell, 2009). 

In Smagorinsky, Wilson, and M oore’s (2011) longitudinal case study, the researchers 

collected two years o f data through six observation cycles. Each observation cycle 

consisted o f a pre-observation interview, two classroom observations recorded via field 

notes, and a post-observation interview (Smagorinsky, Wilson, & Moore, 2011).

Although a case study methodology is enhanced by a longitudinal or one to two years of 

data collection (Creswell, 2009; Merriam Stake, 1995; Yin, 2009), the time constraints 

and University implemented timeline o f  my study will only allow for one observation 

cycle to take place over the course o f one semester at the Southeastern United States 

technical college, which consists o f  ten weeks,

While acknowledging the limitations are critical to the trustworthiness o f a 

qualitative research study (Creswell, 2009), delimitations or purposefully limiting the 

scope of the study is also critical. First, a delimitation o f the study is the boundaries o f  the 

case, which include one writing teacher from a Southeastern United States technical 

college. Second, the choice o f axial coding through the embodiment o f Vygotsky’s socio

cultural learning theory and definition o f concept, along with Smagorinsky’s 

understanding o f appropriations and constraints and affordances, I am narrowing the
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focus o f the study. Here, the pre-determined codes are delimiting the study to the pre

determined categories; however, the theoretical framework o f the study guides the codes. 

Summary

In order to investigate Sandra’s conceptual development o f  how to teach writing 

in a learning support English course at a Southeastern United States technical college, I 

used a qualitative case study designed influenced by a Vygotskian socio-cultural learning 

theoretical framework. I conducted one observation cycle, as used by the CELA (1999) 

research that included two pre-observation semi-structured interviews and one post

observation semi-structured interview, along with two classroom observations. In 

addition to the observation cycle, I collected documents and artifacts to enhance the case 

study. I analyzed all artifacts, documents, interviews, and observations using the key 

concepts o f activity settings, factors, constraints and affordances, conceptual 

developments, conceptual tools, pedagogical tools and appropriations. In the following 

chapter, I describe the results o f the data collection and analysis.



CHAPTER 4 

RESULTS

" I t’s a fine  line to walk, you know  ” (Sandra, 2013)

Sandra’s process o f  coming to know what and how to teach writing within the 

competing ideologies of what she knew “to be right” and the college’s curriculum was 

analyzed. The results of the data analysis are categorized by the research questions. First, 

I present the data analysis for factors that affected Sandra’s conception o f how to writing 

using the technical college’s writing curriculum. I found four factors: curriculum 

requirements, purpose of the technical college, Sandra’s perception o f her students, and 

Sandra’s beliefs about writing. Next, I present the data analysis o f  Sandra’s constraints 

and affordances that she had to negotiate in her instructional practices. I found that the 

factors o f curriculum requirements along with the purpose o f  the technical college were 

constraints, while her perception o f the students and her beliefs about writing were her 

affordances. Last, I present the data analysis of how Sandra’s conceptual development 

was evidenced through her choice o f pedagogical tools and her process o f  appropriation. 

Conflicting Factors

While analyzing data, four factors were identified as contributing to Sandra’s 

conception o f how to teach writing with the technical college’s writing curriculum. The 

four factors were (1) system curriculum requirements, (2) the purpose o f the technical

70
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college, (3) the student population: creating a safe environment for writing student, and 

(4) the teacher’s beliefs about how to best teach writing. What follows describes each 

factor and its connection to how Sandra teaches writing within the technical college.

Curriculum Requirements. The technical system o f the large Southeastern 

United States state has a detailed writing curriculum for learning support English. See 

Appendix A for the curriculum document. Using the competing curriculum ideologies of 

Social Efficiency and Social Reconstruction, I examined the written document for 

evidence of each curriculum ideology. The analysis showed evidence to support that the 

learning support curriculum, which is organized by “modules, competencies and 

outcomes” is most aligned with the social efficiency model. The curriculum is dived into 

seven modules: 1) basic skills: capitalization, spelling, word choice; 2) basic punctuations 

and sentence structure: punctuation, basic grammar, and basic writing mechanics; 3) 

sentence structure, grammar, syntax: basic grammar, basic writing, basic mechanics; 4) 

verb use: subject/verb agreement, correct verb use forms, basic writing; 5) revision: basic 

grammar, punctuation, mechanics; 6) paragraph writing and paragraph development; 7) 

essay writing: writing, reading and revising. The curriculum singularly addressed issues 

o f grammar and punctuation; instead of, addressing issues o f the writing process and 

using writing as a tool for learning. Here, the curriculum answers the question, “what 

knowledge is o f most worth” (Pinar, 2005 pg. 58) with the answer that writing is merely a 

production o f grammatical rules; instead, o f a complex action situated in the context of 

the students’ lived experiences.
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Sandra used the state-mandated curriculum to create the course syllabus for 

English 0090, a learning support course. In the course description section o f the syllabus 

she wrote, “This course uses a modular approach to emphasize the rules o f grammar, 

punctuation, capitalization, subject/verb agreement, correct verb forms, spelling, writing, 

and revising skills for basic paragraph development. Students progress at their own pace 

to master each m odule/’ The syllabus supports evidence that the written curriculum 

requirements are a significant factor in the teaching o f writing at the technical college.

In addition to the document analysis o f the curriculum and the course syllabus, 

Sandra’s rubrics, see appendix B, which she created, supported that the curriculum 

requirements were influential factors on her conception o f teaching writing. Each o f her 

writing assignments was worth 100 points and was graded using a  writing rubric. 

According to the rubrics, 95 out o f  100 possible points were given to assess the students’ 

grammatical development. Please see Appendix B for a blank writing rubric. For 

example, the first 95 points were designated for following directions, formatting, 

capitalization, spelling, use o f complete sentences, use o f  appropriate vocabulary, and 

general grammar/mechanics. Each o f the designated assessment areas o f the rubric was a 

direct reflection o f the required written curriculum for learning support English at the 

technical college. The rubric categories showed how heavily the writing curriculum 

influenced Sandra’s assessment o f  student writing.

Throughout the interviews, Sandra consistently shared that the curriculum o f the 

learning support English course, which calls for a heavy emphasis on the use o f grammar 

and mechanics, was important in her design o f the course. For example, she shared that
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when she designed the course, she used the grammatical module approach as set forth by 

the state curriculum. She explained how the curriculum forms her instructional design:

I have had to give in a little, give a little ground to the gram m arian.. .they 

[students] need to be aware o f the rules o f  gram m ar... They do grammar exercises, 

through those programs in the hybrid environment, and w e do quizzes and things 

in that environment, so they are getting practice and they are looking at 

[grammar] exercises.

Sandra felt that the curriculum caused her to “give in a little;” nonetheless, she designed 

the course with the curriculum requirements o f grammar modules. Also, Sandra felt that 

her writing students needed to understand the rules o f grammar, which supports that the 

curriculum requirements are a significant factor in her process o f  instructional design.

Purpose of the Technical College. In addition to curriculum requirements, the 

purpose o f the technical college was a factor that influenced Sandra’s teaching. During 

the three semi-structured interviews, Sandra revealed each time that the purpose o f the 

technical college is “to train students for a particular and specific career.” For 

clarification, I asked her to explain how the technical college’s purpose influenced her 

teaching practices. In response, Sandra explained that she used model writings o f memos, 

letters, and professional e-mails to teach students how to write according to their chosen 

program of study or their career field. For example, she requires nursing students to write 

a research paper to discover how nurses use writing in their occupation. Then, the 

students are required to provide writing samples that apply to their career choice. Here, 

Sandra explained that writing at the technical college is connected to the specific field of



74

study based on the student’s chosen career path, and she designs her classroom writing 

assignments around the students’ field o f study.

Sandra then explained that teaching writing in a technical college is “a different 

animal” from teaching in a high school or university setting; she stated that in the 

technical college setting "I am charged with training professionals, and I am charged with 

getting people ready to go into the work place.. .that has to inform the way that I look at 

my classroom.. .they have to be able to maneuver in the work place and they have to be 

successful in that.” Here, the interview data provided evidence that the purpose o f the 

technical college to prepare students for the workforce and specific careers is a factor in 

how Sandra conceptualizes how to teach writing in her setting. In addition, she stated:

It [workforce training] changed the type o f assignments that I gave my 

students.. .and the skills that I taught them .. .it went from a level o f  creative 

writing and level o f higher academic writing, to teaching them how to use a 

model document, and how to find answers, and look for research, and use a 

handbook, and then it even changed the assignments further, and I took what used 

to be, I guess, what would be considered the traditional research paper, and broke 

it down into an I-search assignment that was turned into through an e-mail format, 

a business letter format, or an oral presentation format, because I think that is 

going to best help them to where they are going.

Sandra’s setting of the technical college changed her process o f instruction. She altered 

her “usual” instructional methods to meet the needs o f the students based on the purpose 

of preparing students to enter into a work setting. Sandra’s remarks provided evidence to
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support that the purpose o f  the technical college to train a workforce is a factor that 

influences her conception o f how to teach writing in her setting at the technical college. 

Sandra’s previous teaching experience with a university writing course differed from her 

teaching experience within the technical college. Previously, she created rubric 

assessments that were more tailored to the writing process and the students’ use o f 

imagination and creativity. While in the technical college, she created rubric assessments 

that focused on evaluating the students’ use o f  grammar and punctuation.

The Student Population: Creating a Safe Environment for W riting Students. 

The data analysis revealed that a significant factor affecting the way in which Sandra 

decided to teach is her perception o f the students. Sandra described the student 

population as one that needs additional life skills. Throughout the interviews, she shared 

constant concern for her students’ needs. For example, she shared, “I have students who 

have never been successful in the field o f education before.” She explained that she has 

taught students who dropped out o f school in the 8th grade, GED recipients, and adult 

learners who have struggled with writing and English skills throughout their academic 

careers, and that the students are at a lower level o f  literacy than what one would expect 

to find in the college classroom. She expressed concerns that students have shared with 

her that they have never been taught how to speak appropriately in class or to a stranger, 

and she felt strongly that she needed to teach her students life skills as well as writing 

skills. Sandra explained that the students’ goal o f  wanting to make life changes by 

seeking new job skills and being successful drives her decisions as a teacher. She stated
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that her personal goal is to support the students in finding their voice in order to 

communicate and to have the courage to be heard. For example, she stated,

I want them to learn how to speak up, because a lot o f the people who are in my 

classroom have spent their lives quite because they have felt disenfranchised, or 

stupid, like the lower level o f echelon o f society, and I want to give them a voice, 

so I require that they use it.

Sandra connected her writing lessons to her personal goal o f  wanting to help her students 

to experience a positive and “safe environment” to overcome their disenfranchisement. 

She further explained the connection between writing and creating a safe place:

I like to give them a place where they can read and share those writing pieces with 

their classmates in a safe environment. Because then I see in their next class, they 

are not so scared to speak up, so I think composition, comes to its fullness in 

publication, or with sharing with the public. And our technical college students 

definitely need that voice, that place to speak.

Sandra’s perception o f her students formed her conception o f how  to teach writing within 

the context o f the technical college, and she strived to create a learning environment that 

allowed the students to engage in the writing process in a safe environment.

As I observed Sandra’s classroom, I noticed how she attempted to create a safe 

environment for the writing students. She encouraged each student to share his or her 

writing with the class. I observed that the students were willing and eager to share. As 

each student read his or her writing assignment aloud, Sandra would ask questions about 

how the student’s personal experiences influenced his or her word choice. The students
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voiced their opinion about their writing as well as others in the classroom, and the class 

seemed to have a history o f  collaborating with their writing assignments.

Writing Teacher’s Beliefs about W riting. A forth factor affecting Sandra’s 

conception of how to teach writing at the technical college was her beliefs about writing. 

Sandra shared that she once taught writing based on models o f how  her writing teachers 

taught her, which included diagraming sentences and memorizing grammatical rules. 

However, in the summer o f 1996, she received a fellowship to a National Writing Project 

course through a local college. To explain how her concept o f  teaching writing changed 

as a result o f being involved in the National Writing Project, she stated the following: 

Going through the National Writing Project taught me to think as a student o f 

writing, as well as a teacher o f writing, and about how to teach writing so that it’s 

not through rote work, not through exercises, not through the grammar book, [but] 

it’s through doing writing and thinking about the writing process, and talking 

about the writing process and talking about writing as a real thing that you do. 

Sandra’s conception o f how to teach writing was significantly influenced by the National 

Writing Project workshop she attended. Here, her beliefs about writing began to shift 

from a strict grammar and mechanics method, to a student-centered method. Her beliefs 

about writing were defined by the writing process and situating writing in the context of 

the students’ lives.

Sandra explained her writing philosophy: “ [my] philosophy [is] work shopping 

writing, allowing students to talk, and building community, realizing that everybody has 

a valid story to tell and if you allow them to tell their story, then their writing becomes
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real.” Sandra expressed that her beliefs about writing were based on making writing 

relevant to her students’ lives. She explained in detail her strong belief that writing must 

be relevant:

And they [the students] can take the un-real stilted academic writing and apply 

what they learned in the real world, or real-life writing, but if  we [English 

teachers] put the academic [writing] first, we never light the fire, and it becomes 

cold, and ascetic and yucky for them [the students]. It’s what they hated in high 

school, it’s the grammar book, and I don’t want to be that, and I find that my 

students succeed if  I don’t.

Sandra’s beliefs about writing included the understanding that writing needed to be a 

“real” experience for her students, and that she didn’t want to be the “grammar book” 

teacher, but she preferred to teach writing in the context o f  the writing process and the 

students’ lived experiences.

Summary

As a result o f the data analysis, four significant factors appeared to influence 

Sandra’s concept o f how to teach writing at the technical college. First, the state- 

mandated curriculum requirements were evidenced in Sandra’s design o f the course. 

Second, the purpose o f the technical college affected how Sandra conceptualized teaching 

writing. Third, Sandra’s perception o f the student and her goal o f  creating a safe 

environment where students shared their writing influenced her methods of teaching. 

Forth, Sandra’s beliefs about writing appeared to influence how she has changed and 

developed as a writing teacher over the years o f her career. The factors influenced how
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Sandra developed as a writing teacher within the context o f the Southeastern United 

States technical college

Walking the Line between Constraints and Affordances

O f the four factors that affected Sandra’s development as a writing teacher at the 

technical college, two of the factors were identified as constraints. The curriculum and 

the purpose o f the technical college appeared to be external limitations to the setting or 

environment o f the writing classroom in the technical college.

Sandra used the grammatical module requirements o f the curriculum to create 

individual learning plans for her students. Figure 1 is a  sample o f  Module 1 o f the 

individual educational plan for the English 0090 course.

English 0 09 0  Individualised E ducational P lan 

Spring 2 01 3

Student Nome-_ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _  10  # :
Major_ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _  C ertifica te__ _ _  Diploma_ _ _ _  D egree_
Current T e r* _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _  Instructor/Section:_ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _

MODULE Graded/Checked 
Assignment Name

Skip/Complete Instructor 
initials for 
witnessed work 
(diagnostics/ 
writings) d

2
1

Notes

1 Diagnostic Quizzing: 
Mechanics and Spelling

1 Demonstrate a basic 
command of mechanics: 
spelling (unit)

1 Mastery Quiz: Spelling 
Look Alikes and Sound 
Alikes

! Demonstrate a  basic 
command of mechanics- 
capitalization (unit)

1 Mastery Quiz: j  

Capitalization i
1 : End of Module Writing j  

; Assignment j

Figure 1. English 0090 Module 1 Sample of Individual Educational Plan used for 
assessment o f student progress.
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Sandra incorporated the curriculum requirements o f the grammatical modules, which 

included diagnostic quizzing, mechanics and spelling, and capitalization. Here, the 

individualized educational plan supports evidence that the curriculum requirements 

limited Sandra’s instructional decisions.

In addition to the curriculum requirements, the purpose o f  the technical college 

appeared to limit Sandra’s instructional decisions. For example, she explained the plight 

of the teacher in the technical college:

I am still struggling with that, how do you best teach writing? I think that we have 

to pay attention to the fact that students that are here [technical college] are here 

for a purpose. They are not here to get a liberal arts education, and they are not 

here to really explore who they are and those kind o f things, quite as much as 

those [students] maybe that I taught in the university, and they need to know how 

to write in the business world, I spend time in those [technical college] classes 

looking at model documents, and having students research what kinds o f  writing 

are done in their [program, diploma, or degree] areas.

Sandra expressed that she changes her focus o f how to best teach writing in the technical 

college based on the purpose o f the college to prepare students for a specific career field. 

Here, Sandra’s understanding o f the purpose o f  the technical college changed her method 

o f teaching writing because she understood writing to be relevant to her students’ career 

path as opposed to writing being used to explore one’s identity, as she identified one may 

do in a University setting.
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Affordances. O f the four factors that affected Sandra’s development o f teaching 

writing at the technical school, two were identified as being affordances. Sandra’s student 

population and her desire to create a safe writing environment along with her beliefs 

about writing affected the ways in which she modified her classroom environment.

Sandra expressed that writing needed to be a “real” experience for her students, 

and that she didn’t want to be the “grammar book” teacher, but she preferred to teach 

writing in the context o f the writing process and the students’ lived experiences. She 

incorporated “real life” writing assignments into the grammatical modules. For example, 

at the end o f each grammatical model required by the curriculum, Sandra included a 

writing assignment, which included the application o f several revisions to the first draft. 

Here, Sandra was able to provide students with a writing assignment in addition to the 

grammar exercises. Sandra explained how she used student writing samples to support 

the teaching of grammar: “you can give them grammar exercises and make them learn 

how to manipulate the exercises, but they can’t then take how do I do this and put it in 

my own writing, but if  you put their writing in the exercise and they have to start to 

recognize what they have done.” Here, Sandra modified the grammatical lessons by 

incorporating the students’ writing to teach grammatical structure. Sandra expressed that 

she felt that by using students’ writing to explain a grammatical concept, she was better 

able to make the grammatical lessons relevant and meaningful.
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Usng 0*  stats you h«v« pacDctd, pretend th* you hav« « roommtft who is not Mrtg up to your 
erpecutxms. ho leaves ftstesm oiesmk for weeks, does not take ft* dog out, w tiitives his 
jackets end sftoes m the fevtng room. In addmon, he and Ns fnends are loud on Monday nights 
a/m g the televised footbafl games and you have to work on Tuesday mornings. 

Write •  note to your roommate enplaning what is not pleasing you end provide •  solution or two to 
the problems. Be polite and write this note m formal, standard English with proper grammar, 
mechanics, word choice, etc

'  " * ; . . t  f ‘ ' * i i

You must pass the final writing assignment for this module with at least an 60 to move to the next . 
module.

Figure 2. Real Life W riting assignm ent given to  s tu d en ts  for learn ing  m odule 1, 
which serves as evidence for Sandra 's use of "real life" w ritin g  assignm ents, w hich 
supplem ented the gram m atical m odules.

The writing assignment evidences Sandra’s commitment to providing “real-life” 

writing opportunities for her students. The writing prompt provided her students with an 

opportunity to apply the grammatical exercises to their writing within the context o f a 

real-life situation, such as dealing with a messy roommate, and writing a business letter. 

In addition to the writing assignment, I recorded evidence o f Sandra incorporating the 

writing process in the second classroom observation. During the observation, Sandra was 

discussing how to write an essay with her learning support students. Sandra provided 

additional help to her students by explaining the process o f  moving from writing 

paragraphs to writing essays, which she did using the five paragraph essay theme. Figure 

3 for an example of her lecture notes:
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Figure 3. Example o f Lecture Notes taken from classroom observation. It evidences 
Sandra lecture style and writing process teaching style.

Sandra explained that the students were “in control” o f  their writing. She stressed 

the similarity o f writing to that o f a knitter who takes different yam, like different 

research ideas, and knits the paragraph together. She explained that the paragraphs should 

include a topic, body, and conclusion. Then, she expanded the paragraph lesson into an 

essay lesson, where she explained that essays require an introduction with a thesis 

statement, body paragraphs, and a conclusion paragraph. Sandra explained the 

significance of supporting the grammar exercises with writing paragraphs and essays that 

included personal knowledge o f the students’ experiences. She explained that the students
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were the knitters o f knowledge and that they were in control of their creative process in 

order to share the information gained from their research with an audience. She explained 

that the paragraph and essay writing process included the ultimate purpose o f sharing 

their ideas with an audience.

In addition to her use o f student writing in grammatical lessons, Sandra provided 

students with extensive teacher feedback regarding their writing, which shows her desire 

to create a safe writing environment for her students. Sandra wrote letters to her students 

to give them feedback for the module 1 writing assignment addressing a messy 

roommate. Sandra modeled the feedback in letter format to demonstrate to students how 

to write a formal business letter. Please see Appendix H, a sample o f  her teacher 

feedback. In the letter/teacher feedback, Sandra explained to her student that she desires 

for the student to succeed, and she expressed her writing process beliefs in the letter. 

When Sandra wrote that the student could have multiple opportunities to write multiple 

drafts, she supported her understanding o f writing as process, and understands that when 

learning to write in an academic setting, students need opportunities to revise their 

writing.

Sandra modified the grammatical module curriculum to teach writing within the 

context o f her students’ writing, relevant to their lived experiences, modeled teacher 

feedback in the form o f a business letter, and used instructional methods or instructional 

tools to incorporate her beliefs about writing.
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Negotiations. The data analysis provided evidence for describing how Sandra 

negotiated between her constraints and affordances while teaching writing at the 

technical school. Although Sandra espoused her beliefs about writing to be process- 

based and stated that she did not want to be the grammar book English teacher, she 

designed the English 0090 course using the state-mandated curriculum, which requires 

that learning support be taught using specific grammar rules of English based on isolated 

grammar exercises. However, Sandra negotiated the learning environment by 

incorporating the curriculum requirements along with writing assignments. Sandra 

discussed the “fine line” she often found herself walking between the curriculum 

requirements and her beliefs about teaching writing:

We [Sandra and the writing students] talk about the importance o f looking at 

model documents, and paying attention to format, and rules, and the way that 

society has set up things that we write, and we try to write some o f those as well. 

But, I still think that there is room for the personal writing, and poetry, and self- 

expression, and journaling in the technical college classroom, that’s where they 

[the students] find their voice, and once they find their voice, they are more 

willing to use it. So, it’s kind o f  a guess for the technical college system; I would 

say it’s a cross between the two [grammar vs. writing process] it’s a fine line to 

walk, you know.

Sandra expressed her struggle to walk the fine line between teaching grammar and 

teaching writing as a personal experience or process. She felt that personal expression in 

writing would help the technical college students find their voice, yet she also expressed
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that she felt compelled to teach grammar rules, so that the students could understand 

“society’s” application of writing. Here, Sandra identified the negotiations that a 

technical writing teacher, who believes that writing is a process and form o f expression, 

may have to negotiate while teaching a grammar-intensive writing curriculum.

Another example o f Sandra negotiating how to teach writing within the context of 

the technical college learning support classroom is when she explained how she tried to 

teach grammar in the context o f the student writing:

I have to give in a little, give a little ground to the gram m arian.. .1 try to think 

about what these students need, where they are going, they need to be aware o f 

the rules of grammar, and what is a comma splice, and how that could make you 

look. [But] I spend time talking about punctuation, but we talk about in terms of 

what does each one o f those things mean, not where does it [comma] go, but why 

would you use it...there are six ways to fix a comma splice, why would you 

choose one over the other, and what does that say to your reader?

Sandra negotiated teaching grammar exercise as required by the curriculum with her own 

beliefs about writing by using student-generated writing to explain the rules o f grammar. 

Also, she situated the rules of grammar in the context o f  audience, and how the use o f  

grammar is a direct reflection o f the student or how grammatical mistakes can make the 

student “look” to his or her audience. Here, Sandra addressed her belief that the students’ 

needed life skills by teaching students how the business world may interpret their use of 

grammar and punctuation as direct reflection o f their knowledge.
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Sandra also acknowledged her negotiations between her own beliefs about writing 

and the teaching writing at the technical college:

So, I guess I walk that thin line by doing by what I know is right, but inside o f  the, 

you know with a little give, to the fact that [students] have to learn this grammar, 

that they have to pass the EOCT, whatever that maybe. But, ideally, I want them 

to learn to write, I do not want them to learn to edit, but learn to write, and that is 

the most important.

Sandra expressed the constraints she felt from the curriculum requirements and the need 

for technical college students to leam grammar, while she addressed the affordances o f 

what she believed to be right: students learning to become writers as opposed to editors. 

Summary

As a result o f the data analysis, the two factors o f  curriculum requirements and 

the purpose of the technical college were identified as being constraints, or limitations of 

the setting. However, the two factors o f  Sandra’s perception o f her students and desire to 

create a safe writing environment along with her beliefs about writing appeared to be 

affordances, or ways in which Sandra thought about how to teach writing with in the 

context o f  the technical college. By making choices to teach between “the fine line” o f 

her constraints and affordances o f  the setting, Sandra participated in the process o f 

negotiation.
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Context Matters: Sandra’s Conceptual Development

The data analysis provided examples o f how Sandra’s conceptual development of 

teaching writing went through a process o f  appropriation, which was evidenced through 

her choice o f conceptual and pedagogical tools.

Conceptual Tools. Sandra’s principles, frameworks, and ideas that she used to 

guide her decisions about teaching writing at the technical college were revealed through 

her interviews. Sandra revealed that she used her understanding o f  the student population, 

the purpose o f the technical college, and her beliefs about writing to guide her 

instructional decisions. Sandra consistently shared that she believed that her students 

needed to leam the rules o f  grammar, while also engaging in the act o f writing. Sandra 

believed that the technical college writing student needed to have relevant writing 

assignments that applied to the students’ lives. She also revealed that she believed that 

technical college students needed a positive experience with writing, and they needed to 

experience success with writing. She shared that she struggled with trying to teach rules 

o f grammar while teaching the writing process. For example, she identified the struggle 

as “walking a fine line” that she negotiated between empowering her students with the 

knowledge of standard English rules and writing for personal growth. Sandra’s struggle 

with how to best teach writing within the context o f the technical college guided her 

decisions about teaching.

Pedagogical Tools. Sandra’s conceptual tools that guided her instructional 

decisions were evidenced in her choice o f pedagogical tools. For example, she required 

students to research and write about how professionals in their career choice used writing
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“on their job,” which supported her belief that technical college students needed relevant 

writing experiences. Also, Sandra used examples o f student writing to examine 

grammatical rules, which supports her belief that isolated grammatical exercises are not 

as successful when taught outside o f the students’ experiences. In addition to her choices 

o f writing assignments, and grammatical exercises using student-writing samples, Sandra 

designed the course with a mixture o f grammar exercise requirements and writing 

assignments. Her choice to include a series o f writing drafts and revisions as a 

requirement to complete the requirements o f the curriculum provides evidence o f her 

struggle with how to teach between the two seemingly competing pedagogical concepts 

o f grammar modules and process writing.

Process of Appropriations. Sandra’s setting o f the technical college was a 

significant influence on her process for adopting conceptual and pedagogical tools.

Sandra identified that her choice o f conceptual and pedagogical tools were directly 

related to the student population, the curriculum, and the purpose o f the technical college. 

Sandra identified in two interviews that while teaching at the technical college, which she 

claimed was a “different animal,” she changed her conceptual and pedagogical tools. At 

the technical college Sandra believed that the students’ did not have enough time to “play 

with language and writing.” She expressed a feeling o f  urgency to have her students 

prepared for work-force writing or writing successfully for their next course. She 

explained how had time to teach “flu ff’ writing assignments at other settings, while at the 

technical college she felt she needed every minute to teach the “basics” o f  grammar and 

the writing process. Sandra’s process o f  adopting her conceptual and pedagogical tools in
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the technical college setting was evidenced through her beliefs about the curriculum, 

student population, and purpose o f the technical college.

Summary

The setting o f the technical college significantly influenced Sandra’s process o f  

appropriation, or her process through which she adopted conceptual and pedagogical 

tools. She identified her conceptual tools as her personal beliefs about how to best teach 

writing, her perceptions o f the students, and her understanding o f  the purpose o f the 

technical college. She used her conceptual tools to inform her pedagogical tool choice as 

evidenced through her course design, her choice o f  writing assignments, and her use o f 

student writing to teach grammar.
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CHAPTER 5

DISCUSSION, CONCLUSIONS, AND RECOMM ENDATIONS

This chapter is a discussion o f the findings, conclusions, and implications o f the 

study. Recommendations for future practice and research are also addressed. The purpose 

o f this qualitative case study was to provide an in-depth understanding o f the practices of 

a Southeastern United States technical college writing instructor. The following questions 

guided my research:

1. What factors contribute to a Southeastern United States technical writing 

instructor’s development o f a conception o f how to teach writing with the 

technical college’s writing curriculum?

2. How does a Southeastern United States technical college writing teacher’s 

instruction negotiate the constraints and affordances o f the setting and 

curriculum?

3. How is the writing teacher’s conceptual development o f how  to teach writing 

evidenced through her choice o f  pedagogical tools (practices through which she 

enacted instruction of writing) and her appropriations?

91
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Discussion of the Findings

From the interviews, observations, and documents several findings were 

identified. The data was analyzed using the lens o f  a Vygotskian (1978) socio-cultural 

leaning theory and Smagorinsky’s (1999; 2011) process o f appropriation with his idea of 

affordances and constraints. Smagorinsky (2011) uses Vygotsky’s (1978) ideas that 

learning is necessarily social, and that development is shaped by external social factors as 

well as an individual’s internalization o f  the social factors. Vygotsky (1978) developed a 

conceptual model to explain how an individual creates meaning with both social and 

individual factors. His model consisted o f sign (the individual’s internalizations), object 

(the goal of the learning process), and tool (the social factors affecting the individual’s 

meaning making process). However, Smagorinsky (1999; 2011) takes Vygotsky’s (1978) 

model and expands it to the process o f  appropriation in order to study the developmental 

process of English teachers.

Smagorinsky’s definition o f  the process o f  appropriation is a model used to 

understand how the factors of the social settings o f an educational institution affect the 

individual English teacher’s process o f developing or learning to teach English. Within 

the process o f appropriation, or learning to teach, the individual encounters factors that 

are either constraints or affordances. The constraints are limitations inherit to the social 

setting, such as the curriculum or purpose o f the educational institution. The constraints 

are not necessarily negative; instead, constraints are limitations that are significant factors 

specific to a particular social setting. In addition to experiencing constraining social 

factors, a teacher encounters affordances, which are her individual ways in which she
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interprets or internalizes the social setting. During the process o f  appropriation, or 

learning how to teach English in a specific social setting, a teacher negotiates the 

constraints and affordances. While negotiating between the constraints and affordances of 

the social setting, the English teacher develops her understanding o f  how to teach English 

within her specific setting. I used Smagorinsky’s theoretical model to identify my 

participant’s, Sandra, social factors, constraints, affordances, negotiations, conceptual 

tools, and pedagogical tools to describe her process o f appropriation as a Southeastern 

United States technical college writing instructor.

Contributing Factors to Sandra’s Teaching of W riting

A major finding was the four contributing factors to Sandra’s conception o f how 

to teach writing at the technical college. Grossman, Smagorinsky, and Valencia defined 

contributing factors as ones that (1999) “affect the social context o f  learning, individual 

characteristics o f the learner, apprenticeship o f observation, personal goals, expectations, 

[along with] knowledge and beliefs about content.” Factors are those elements that affect 

the social context of the learner, who for this study was a writing teacher. The interviews, 

observations, and document analysis supported evidence that Sandra’s most significant 

factors affecting her process o f  learning how to become a writing teacher at a 

Southeastern United States technical college were the state curriculum requirements, the 

purpose of the technical college, the student population with her desire to create a safe 

writing environment, and her beliefs about writing.

While Sandra stated that her personal goal was to teach her students to become 

writers as opposed to editors, the curriculum required that the students leam grammar
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rules and editing skills. Sandra’s course design and writing rubrics provided evidence that 

she incorporated both the writing process and editing skills into the English 0090 course. 

Based on Sandra’s use o f both the state curriculum requirements and her writing beliefs 

in the English 0090 course the data showed that the curriculum and her beliefs about 

writing were significant factors that affected her instructional methods.

In addition to the curriculum requirements and her beliefs about writing, the data 

provided evidence that the student population and the purpose o f  the technical college 

influenced Sandra’s understanding o f how to teach the English course. The data analysis 

reveled that Sandra changed her typical writing assignments to reflect how students 

entering into a work force would apply writing skills. Here, the data revealed that the 

social influences o f the curriculum, technical college, student population, and teacher 

beliefs about writing affected how Sandra designed and taught the English 0090 course. 

Negotiating “The Animal” of the Technical College W riting Course

A second major finding was that the data provided evidence that the factors could 

be categorized as either a constraint or an affordance. Grossman, Smagorinsky, and 

Valencia (1999) define constraints not as negative limitations, but as limitations inherit to 

a particular social setting. The social setting o f the technical college English classroom 

was constrained by the English 0090 curriculum and its purpose o f preparing students to 

enter a specific work environment. Here, Sandra expressed that her teaching was shaped 

by the curriculum requirements and the purpose o f the technical college to serve students 

seeking to enter into a specific work force. She developed the course to meet the needs o f 

the curriculum and the students’ need to enter into an occupation. Here, the constraints of
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the social setting were not necessarily negative limitations, but social factors that limited 

the teaching of English based on the social setting o f the technical college. Significantly, 

the data showed that the teaching o f English is relevant to one’s environment, so much so 

that a writing teacher who espouses a personal belief about writing that differs from the 

social setting’s definition o f writing felt compelled to alter her teaching methods.

While constraints are limitations inherit to the social setting, affordances are the 

individual’s ways o f thinking within the social setting (Grossman, Smagorinsky, & 

Valencia, 1999). The data showed that Sandra’s affordances within the social setting o f 

the technical college were her perceptions o f  the students along with her desire to create a 

safe writing environment and her beliefs about writing. Sandra used her perceptions 

about the students and her desire to create a safe writing environment to establish a 

classroom culture that provided her students with multiple opportunities to revise their 

writing without fear of failure. Here, Sandra used her understandings and beliefs about 

her students and writing to adjust how she developed her instructional decisions within 

the social context o f the technical college.

The data showed how Sandra negotiated the constraints and affordances of 

teaching writing within the social context o f  the technical college. She used the 

curriculum to design her writing courses, which were based on grammatical modules. 

Although Sandra stated throughout all o f her interviews that she did not believe that 

teaching grammar resulted in students learning to write, she negotiated her own beliefs 

with writing to fit within the requirements o f  the curriculum. She negotiated, or “walked 

the fine line,” between her affordances and the college’s constraints to develop an
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understanding of how to teach writing at the technical college. By “walking the fine line,” 

Sandra negotiated her teaching setting. She used both her affordances and the colleges’ 

constraints o f the setting to teach writing.

Sandra’s Process of Conceptual Development

Grossman, Smagorinsky, and Valencia (1999) called for research using a Vygotskian 

(1975) inspired theoretical framework to better understand how English teachers 

developed their use o f conceptual and pedagogical tools. The researchers explained their 

theoretical framework and its application in their CELA report. In the report (1999), the 

conceptual tools were defined as the ways in which English teachers used principals, 

frameworks, and ideas, to guide their decisions in the classroom. The data showed that 

Sandra used her experience as a student in the National Writing Project to shape her 

beliefs about writing. Sandra explained in her interviews and demonstrated in the 

observations that she viewed the teaching o f writing as a cognitive process. She espoused 

that she believed writing would be a process to give her students a voice, and that writing 

could be a process in which students could learn more about themselves and how to use 

writing in their everyday experiences. The data provided evidence that supported that 

Sandra had conceptual tools, which were her beliefs about writing that differed from the 

technical college’s writing curriculum.

Along with conceptual tools, the CELA report called for research that investigated 

the teacher’s pedagogical tools, which were defined as the instructional actions 

demonstrated by the English teacher. The data showed evidence that Sandra’s choice of
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pedagogical tools were evidenced in her writing assignments, course design, course 

syllabus, and lectures. While Sandra’s conceptual tools were closely aligned with her 

beliefs about writing, her pedagogical tools were closely aligned with the state mandated 

curriculum and the purpose of the technical college to train workers. She designed the 

course syllabus with the grammatical modules required by the English 0090 curriculum. 

However, she added teacher-created writing assignments at the end o f each grammatical 

module that she felt represented real-life writing opportunities for her students. In 

addition to offering real-life writing assignments, Sandra provided students with multiple 

opportunities to revise their work without fear o f  failure. The data supported that 

Sandra’s pedagogical tools were reflective o f  the constraints o f the curriculum and 

technical college setting; however, Sandra was still able to negotiate the setting o f the 

English classroom by incorporating her personal beliefs about writing through writing 

assignments and teacher feedback.

The process o f appropriation is a theoretical model used to explain how an 

English teacher comes to know, to act, and to learn within the specific context or social 

environment o f an educational institution. Or, in other words, the process o f  

appropriation is the process in which a teacher becomes an English teacher. The 

theoretical framework suggests the way in which an English teacher comes to know, to 

act, and to learn is influenced both by her social setting and her own internalizations of 

the social setting. In the process o f learning to become an English or writing teacher, 

social settings and the individual’s internal understandings are both shaping and 

contouring the way in which she or he learns to be an English teacher. Sandra’s process
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of development as a writing teacher was shaped by her beliefs about writing and the 

setting of the technical college. The process o f her development was evidenced through 

her appropriations, or negotiations between her constraints and affordances within the 

specific location o f the technical college.

Conclusions and Implications

The study o f curriculum uses research methods to answer the question: What 

knowledge is of most worth? (Apple, 2010; Applebee, 2005; Pinar, 2005; Schiro, 2010). 

The case study o f Sandra’s development as a writing teacher within the context o f a 

Southeastern United States technical college sheds light onto the significance o f 

curriculum and its influence on how one comes to know what knowledge is o f most 

worth. By examining the written curriculum of the technical college’s learning support 

English course, I was better able to understand what knowledge the technical college 

valued. The data supported that the technical college values the knowledge o f standard 

English, including the correct usage o f grammar and writing skills. Juxtaposing the 

college’s emphasis on grammar, with the technical college’s purpose o f preparing 

students to enter into a work force, where standard English is the language o f power and 

promotion (Delpit, 2005), I came to better understand the technical college’s definitions 

o f knowledge. Schiro (2008) explains that curricular documents are laden with 

ideologies. According to Schiro (2008) the curriculum ideology o f social efficiency 

values knowledge that can be measured, so students’ performance on a grammar module 

using diagnostic testing can measure the students’ application o f  grammar and Standard 

English with pre and post assessments. Often, the social efficiency curriculum ideology
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values teaching Standard English using grammatical models because o f the ease with it 

can be measured (Hillocks, 2010; NCTE, 2011; Smagorinsky, 2011).

However, the case study revealed that Sandra’s beliefs about how to teach writing 

did not perfectly align with the social efficiency model o f  curriculum. She often espoused 

that she believed writing was a process and that she did not wish to be a grammar 

textbook; instead, she wished to teach students how to become writers as opposed to 

editors. Sandra’s beliefs about writing are supported by NCTE’s research that claims the 

teaching o f grammar in isolation from the student’s use o f language can be detrimental to 

their acquisition of Standard English writing skills. Yet, Sandra, an experienced writing 

teacher whose conceptual tools have been heavily influenced by current writing research, 

altered her instruction to meet the requirements o f  the technical college’s English 0090 

curriculum. With this finding in the case o f  Sandra and the technical college, I feel that 

the case study has shed light on the complexity o f  the relationship between the 

educational setting, curriculum, and instruction. The significant influence o f  the setting o f 

the technical college and curriculum altered Sandra’s practice. Here, curriculum and 

instruction researchers can use the current case study to shed light on how significant 

curriculum and local settings are to the acts o f instruction. By doing so, the current case 

study sheds light onto the significance o f answering the question, “what knowledge is of 

most worth” by describing the influential roles o f  local settings and curriculum and the 

impact each has on instruction. In addition, the implications for curriculum and 

instruction are that the use of the process o f appropriations is a useful theoretical 

framework for examining how social factors influence the development o f English



100

teachers. The study implies that curriculum and instruction are influenced by social 

factors, and the field o f research within curriculum and instruction could be enhanced by 

investigating the role o f social factors in creating curriculum and enacting the curriculum 

through instruction.

Future Research

The case study of Sandra and the technical college was conducted in order to 

describe how a writing instructor develops within the context o f  the technical college. 

Because o f time limitations o f the researcher’s university requirements to fulfill the 

dissertation requirements, I was not able to conduct a longitudinal study. Instead of 

conducting six to seven observation cycles, such as the ones conducted in the CELA 

study (Grossman, Smagorinsky, & Valencia, 1999), I was only able to conduct one 

observation cycle and supplement the cycle with document collection. However, for 

future research, I would like to expand the study to include more observation cycles and 

more participants (Writing Instructors) to more deeply understand how writing instructors 

develop within the Southeastern United States technical college setting. I think it is 

important to understand how teachers develop as writing instructors within the technical 

college system to better understand how the local setting influences the teaching of 

writing.

In addition to a longitudinal study, I think an additional research agenda emerging 

from the current case study is to investigate how program-area instructors at technical 

colleges use writing in the work force. Further research into how writing is used in the 

specific work-force settings that the technical college is preparing its students to enter is
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needed. For example, how do nurses use writing in their occupation? Here, technical 

college writing instructors could benefit from further study o f how  non-English teachers 

incorporate writing into their everyday occupations.

Also, to make the study more valuable to a range o f educational institutions, I 

would like to extend the investigation, using the same theoretical framework and research 

questions to investigate the conceptual development o f  a secondary writing teacher and a 

four-year university writing teacher. The comparison and contrast o f the multiple-person 

case study would benefit secondary and post-secondary writing educators.

I feel strongly that additional research is needed to investigate the students’ 

perception o f writing within the context o f the technical college. The technical college 

student is enrolled in program-area courses at the same time he or she is enrolled in 

general education or learning support core courses, such as English. So, I think that it 

would enhance the field o f research to add the student’s perception to how he or she uses 

writing in academic courses as well as in his or her work environment.

Sum m ary

I conducted the case study to describe an in-depth understanding o f how a 

Southeastern United States writing instructor develops as a teacher o f writing. I used the 

lens o f a Vygotskian (1975) socio-cultural leaning theory and Smagorinsky’s (1999;

2011) process o f appropriation with his idea o f affordances and constraints to answer my 

three research questions. In order to answer the three research questions, I conducted 

semi-structured interviews, classroom observations, and document analysis. I found that 

the social factors affecting the writing instructor were the curriculum requirements, the



purpose o f the technical college, the student population along w ith the participant’s goal 

o f creating a safe writing environment, and the participant’s beliefs about writing. In 

addition, I found that the curriculum requirements and purpose o f  the technical college 

were constraints o f the environment, and the instructor’s affordances were perceptions of 

the students and her beliefs about writing. The participant had to negotiate her conceptual 

and pedagogical tools between the environmental constraints and her affordances to 

develop as a writing instructor.
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Interview Protocol Project: Initial Interview

Time o f  Interview: 11:25 am 

Date: 04/01/2013 

Place: S andra 's Office 

Interviewer: Jennifer Claxton 

Interviewee: Sandra

Position o f  Interviewee: Southeastern United States Technical C ollege W riting Teacher

Introductory Remarks: I am now recording an initial interview with a writing teacher at a 
Southeastern United States University. Today is April 01, 2013 at 11:25 am. I am conducting a 
semi-structured recorded interview for the purpose of analyzing the verbal data to publish in a 
dissertation for Tift College of Education at Mercer University in Macon, GA. The reordered 
interview will be transcribed and codes and procedures have been put into place to ensure the 
participant’s confidentiality. At any time you wish to speak off the record or feel uncomfortable, 
please tell me to stop, and I will turn off the recorder and stop the interview.

1. Describe your past and current positions with the technical college.

2. How did you decide to become and English teacher?

3. What have been the major pedagogical and philosophical influences in your 
teaching methods and practice?

4. How would you describe your concept o f  how to best teach writing in the 
technical college?

5. How do you navigate between your understanding o f how to best teach writing at 
the technical college and the writing curriculum requirements o f  the technical 
college?

6. What other ideas or concepts about teaching writing at the technical college 
would you like to add?
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Interview  Protocol Project: Second Interview

Tim e o f  Interview: 4:00 pm 
Date: 04/30/2013 
Place: Sandra’s Office 
Interviewer: Jennifer Claxton 
Interviewee: Sandra
Position o f  Interviewee: Southeastern U nited States Technical C ollege W riting Teacher

Introductory Remarks: I am now recording an initial interview  with a w riting teacher at a 
Southeastern United States University. Today is April 30, 2013 at 4:00 pm. I am conducting a 
sem i-structured recorded interview for the purpose o f  analyzing the verbal data to  publish in a 
dissertation for T ift College o f  Education at M ercer U niversity in M acon, GA. The reordered 
interview will be transcribed and codes and procedures have been put into place to ensure the 
participant’s confidentiality. At any tim e you wish to speak o ff  the record  or feel uncom fortable, 
please tell me to stop, and I will turn o ff  the recorder and stop the interview .

1. Please explain your various roles in redesigning the learning support curriculum at the 
technical college. (From working on the state-level committee-to your current teaching 
position)

2. Explain the course design of English 0090.

3. To what extent have you incorporated writing with grammar modules into the ENGL 
0090 course and why did you decide to incorporate writing in the modules?

What teaching tools do you find most effective in English 0090?

4. What factors or influences do you attribute to your understanding o f how best to teach 
the new learning support redesign course?

5. From your perspective, how does the curriculum or standards o f ENG1 0090 align with 
your student population?
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Interview Protocol Project: Exit Interview

Tim e o f  Interview: 2:00 pm 

Date: 05/01/2013 

Place: Sandra 's  Office 

Interviewer: Jennifer Claxton 

Interviewee: Sandra

Position o f  Interviewee: Southeastern United States Technical C ollege W riting Teacher

Introductory Remarks: I am  now  recording an exit interview  with a w riting  teacher at a 
Southeastern United States University. Today is M ay 01, 2013 at 2:00 pm. I am  conducting a 
sem i-structured recorded interview  for the purpose o f  analyzing the verbal data to publish in a 
dissertation for T ift College o f  Education at M ercer University in M acon, GA. The reordered 
interview will be transcribed and codes and procedures have been put into place to ensure the 
participant’s confidentiality. At any time you w ish to speak o ff  the record  or feel uncom fortable, 
please tell me to stop, and I will turn o ff  the recorder and stop the interview .

1. Explain th e  significance o f  the  technical co llege  school and its relationship with teaching  

writing? How do you se e  th e  factors or setting o f  the  technical college influencing how  

you teach writing?
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Q EN G L 0090 - Learning S u p p o rt English ( v e rs io n  201312L )

P Standard r  Institutionally Developed College: N/A 
EDGE Compatible: No 
P re-requ is ite s : N one 
C o-requ isites: N one 
C o u rse  D escrip tion
This course uses a modular approach to emphasize the rules of grammar, punctuation, capitalization, subject/verb agreement, correct verb 
forms, spelling, writing, and revising skills for basic paragraph development Students progress at their own pace to master each module
C o u rse  Length

Minutes Contact Hour
Lecture: 750 15
Lab 2: 3000 60
Lab 3: 0 0
Practicum/lntemship: 0 0
Clinical: 0 0
Total: 3750 75

Semester Credit Hours: 3

C om petencies

Order Description Lecture Lab2 Lab3
Practicum/
Internship Clinical

Total
Minutes

Semester 
Credit Mrs

1 'Module 1 - Basic Skills 150 600 0 o 0 750

2
Module 2 - Basic Punctuation and 
Sentence Structure 150 600 0 0 0 750

3
Module 3 - Sentence Structure, 
Grammar, Syntax 150 600 0 0 0 750

4 Module 4 - Paragraph Writing 150 600 0 0 0 750

5 Module 5 - Essay Writing 150 600 0 0 0 750
Totals for Course ENGL 0090 - 
Learning Support English ( version 
201312L ): 750 3000 0 0 0 3750 3
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Learning O u tco m es  

Module 1 - Basic Skills

Order Description
Learning
Domain

Level of 
Learning

1 Capitalize words and abbreviations correctly within the context of the student's own writing. Cognitive Application
2 Spell commonly used words within the context of the studenta€™s own writing. Cognitive Application
3 Spell frequently misspelled words within the context of the studenta€™s own writing. Cogntive Application
4 Demonstrate appropriate word choice in provided sentences based on synonyms, basic 

comparisons/analogies, antonyms, etc and within the context of the studenta€™s own writing.
Cognitive Application

Module 2 - Basie Punctuation and Sentence Structure

Order Description
Learning
Domain

Level o f 
Learning

1 Demonstrate the correct use of the period, question marks, and exclamation point as end 
punctuation within the context of the studenta€™s own writing.

Cognitive Application

2 Demonstrate the correct use of punctuation marks (other than those used in sentence structure) 
within the studenta€™s own writing.

Cognitive Application

3 Demonstrate the use of complete sentences (subject, verb, complete thought) within the context of 
the studenta€™s own writing.

Cognitive Application

4 Identify fragments, run-ons, and comma splices Cognitive Knowledge
5 Identify methods to correct sentence-level errors Cognitive Knowledge
6 Revise sentence-level errors in the writing of others and identify and revise sentence-level errors in 

personal writing
Cognitive Application

7 Wnte complete simple sentences using correct punctuation, spelling, and capitalization within the 
structure of a paragraph

Cognitive Application

Module 3 - Sentence Structure, Grammar, Syntax

Order Description
Learning
Domain

Level of 
Learning

1 Identify and use key sentence parts (subjects, verbs, phrases, clauses, and parts of speech) to 
create sentence variety in the s tuden tM ^s own writing.

Cognitive Application

2 Identity and use proper pronoun cases and pronoun agreement in writing. Cognitive Application
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I Order Description
Learning
Domain

Level of 
Learning

i 3 Demonstrate correct subject-verb agreement in their writing. Cognitive Application
1 4 Maintain simple verb tenses (present, past, and future) in an authentic writing assignment. Cognitive Application

5 Write simple, compound, and complex sentences demonstrating understanding of coordination and 
subordination in a paragraph.

Cognitive Application

! s Use commas, end punctuation marks, semi-colons, apostrophes, and quotation marks effectively 
and correctly in an authentic assignment.

Cognitive Application

Module 4 - Paragraph Writing

Order Description
Learning
Domain

Level of 
Learning

1 Apply the steps to the writing process (prewriting, drafting, revision, publication) for an authentic 
writing assignment.

Cognitive Application

2 Use readings to evaluate, analyze, and inform writing. Cognitive Application
3 Develop written paragraphs that incorporate well-developed topic sentences, details, conclusions, 

and transitions.
Cognitive Application

4 Write unified paragraphs that develop main ideas with relevant supporting details. Cognitive Application
5 Apply a variety of rhetorical strategies for organizing ideas in paragraphs. Cognitive Application
S Proofread, edit and revise simple paragraphs written by others and revise own paragraphs. Cognitive Application

Module 5 - Essay Writing

Order Description
Learning
Domain

Level of 
Learning

1 Apply the steps to the writing process (prewriting, drafting, revision and publication) to develop 
essays.

Cognitive Application

2 Read and evaluate essays for unified, coherent and well-developed introductory, body, and 
concluding paragraphs.

Cognitive Analysis

3 Apply varied strategies for writing unified, coherent and well-developed introductory, body, and 
concluding paragraphs to support a thesis sentence in an organized essay.

Cognitive Application

■ 4 Use transitions between ideas and paragraphs. Cognitive Application
5 Select appropriate sources and integrate source material effectively using approved documentation 

style and formatting.
Cognitive Application

I 6 Revise studenta€™s own essays for style, organization, and development. Cognitive Application

Learning Level of
Order Description Domain Learning

7 Edit and proofread s tu d e n t^ ^ s  own essays for mechanics (punctuation, capitalization, and Cognitive Application
spelling) and grammatical errors.

References
Order Reference Type Description

1 Book with Authors) 
Listed

Jeanette Adkins. (). The Prentice Hall grammar workbook. (). New Jersey: Pearson Prentice Hall.

2 Book with Author(s) 
Listed

Constance Immel and Florence Sacs. (). Sentence dynamics An English skills workbook. (). New 
York: Pearson Longman

3 Book with Author(s) 
Listed

W. J. Kenny and D. L. Lawton. {) Odyssey from paragraph to essay. (). New York: Pearson 
Education

4 Book with Author(s) 
Listed

John Langan. (). Sentence skills, form B. (). New York: McGraw Hill.

5 Book with Author(s) 
Listed

J. Langan and B. Johnson. (). English essentials: what everyone needs to know about grammar, 
punctuation, and usage. (). New York: McGraw Hill.

6 Book with Author(s) 
Listed

K. Williams. (). Basic English Review. ().: Cengage.

7 Book with Author(s) 
Listed

P Artov. () Wordsmith: A guide to paragraphs and short essays. (). New York: Pearson.

8 Book with Author(s) 
Listed

S. Scarry and J. Scarry () The writer's workplace with readings: building college wilting skills o  
Boston: Wadsworth.
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Course Description: This course uses a modular approach to emphasize 
the rules of grammar, punctuation, capitalization, 
subject/verb agreement, correct verb 
forms, spelling, writing, and revising skills for basic 
paragraph development. Students progress at their 
own pace to master each module.

Credit/Contact Hours: 3
Prerequisite/Corequisite: None

Competency Areas: 1. Module 1 -  Basic Skills
2. Module 2 -  Basic Punctuation and Sentence Structure
3. Module 3 -  Sentence Structure, Grammar, Syntax
4. Module 4 -  Paragraph Writing
5. Module 5 -  Essay Writing

Textbook & Materials
Textbook Title: 
Author(s):
ISBN:
Publisher:
Materials:

Easy Writer, 4th Edition 
Andrea A. Lunsford 
1457658437 
Bedford/St. Martin’s
Required -  Access Code (packaged with book) to Your 
Writing Class, an online supplement to the text 
Suggested -  College-Level dictionary, electronic storage 
device
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Assessment
Distribution of Grades:

Assignments -  25%
Quizzes -  25%
Writing Assignments -  50%

Final Exam: Successful completion of End of Module Writing
Assignments for each assigned module.

Grading Scale:
A 90-100 
B 80-89 
C 70-79 
D 60-69 
F 59 and below

Work Ethics; The Technical College System of Georgia instructs 
and evaluates students on work ethics in all programs 
of study. Ten work ethics traits have been identified 
and defined as essential for student success: 
appearance, attendance, attitude, character, 
communication, cooperation, organizational skills, 
productivity, respect, and teamwork.

Classroom Policies

End of Module Assessments:
1.

2 .

All End of Module draft writing must take place in 
the presence of an instructor. Revisions may be 
completed outside of class; however, proof of in- 
class work on rough drafts must be approved by 
an instructor before final work may take place. 
Students who work on End of Module draft writing 
in the lab outside of class time must have OTC 
student photo ID.

Attendance Policy:
It is the student's responsibility to attend classes on a  good-faith 
basis that demonstrates the student’s desire to be a genuine 
partner in the educational process. Instructors will keep an accurate 
record of attendance. Students anticipating an absence or tardiness 
should contact the instructor in advance or provide notification as 
soon as possible. Instructors may establish attendance and make
up policies which are provided to the student through the course 
syllabus. It is the responsibility of the student to know the policy and 
adhere to it. Final grades may be affected by excessive absence 
and tardiness.
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) I
English 0090 Individualized Educational Plan 

Spring 2013

Student Nome:  ID # :_ _ _ _ _ _ _ _
Major:_ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _  Certificate_ _ _  Diploma_ _ _  Degree.
Current Term:_ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _  Instructor/Section: _ _ _ _ _ _ _ _ _ _ _ _

MODULE Graded/Checked 
Assignment Name

Skip/Complete Instructor 
initials for 
witnessed work 
(diagnostics/ 
writings)

Final
Score

Notes

1 Diagnostic Quizzing: 
Mechanics and Spelling

I Demonstrate a bosic 
command of mechanics: 
spelling (unit)

1 Mastery Quiz: Spelling j 

Look Alikes and Sound | 
Alikes i

1 Demonstrate a basic 
command of mechanics: 
capitalization (unit) 1

1 Mastery Quiz: 
Capitalization

|

1 End of Module Writing 
Assignment

2 Diagnostic Quizzing: 
Punctuation

! 2 Fragment Mastery Quiz 
1

I

2 Fragment Mastery Quiz I 
5
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)  ^
English 0090 Individualized Educational Plan

Spring 2013

3 teaming Curve: Verb 1 
Tenses

3 Mastery Quiz; Simple, 
Compound, and Complex 
Sentences

3 . End of Module Writing 
; Assignment

f. m m 1
4 Diagnostic Quizzing: 

Word Choice
4 Mid-Module Paragraph 

Writing to prove process
4 Mastery Quiz: 

Proofreading Practice 1
4 Mastery Quiz: 

Proofreading Practice 2

i

4
1

End of Module Writing 
Assignment

•<* •% •J £ ***.

5 Diagnostic Quizzing: I 
Sentence Style

5 Mastery Quiz: Purpose 
and Audience

5 Mastery Quiz: 
Transitions in Paragraphs 
1

5 Mastery Quiz: 
Transitions in Paragraphs 
2

,

j
1

5 Learning Curve: 
Modifiers 1



123
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Engiish 0090 Individualized Educational Plan 

Spring 2013

2 learning Curve: 
Fragments

2 Mastery Quiz: 
Identifying Run-ons and 
Comma Splices 4

2 Mastery Quiz: 
Identifying Run-ons and 
Comma Splices 5

2 Learning Ctrve: Run-ons
2 learning Curve; Commas
2 learning Curve: 

Quotation Marks
2 learning Curve: 

Apostrophes
2 | Learning Curve:

Semicolons and Colons
2 Mastery Quiz: 

Capitalization and End 
Punctuation

2 End of Module Writing 
Assignment

llilii
3 Diagnostic Quizzing: 

Basic Grammar
i :

3 Diagnostic Quizzing: 
Sentence 6rammar

| : '

3 learning Curve: Basic 
Grammar 1 |

3 learning Curve: Pronouns j  i

3 ! learning Curve: Subject- 
: Verb Agreement

i i

i I :
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Spring 2013

5 Learning Curve: 
! Parallelism

5 Editing Student Essays
5 End of Module Writing 

Assignment
% -f , A ,  T ^ i i i

Instructor signature testifying that all modules are complete:
Date BANNER, Registrar, etc., notified of Learning Support Status:
Final Notes:

1 v ^
■ mp *.*• C j B f ^ /  ^  ĝ&y
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Student Name:

Rubric -  Module Two: End o f module writing assignment Selected Topics
lUfOPIC EXPLANATION POINTS

POSSIBLE
POINTS
EARNED

NOTES

Followed
directions

Assignment follows w ritten 
directions

10

Formatting W ritten piece is form atted as 
required and uses appropriate 
paragraph formatting

15

Focus of
module:
Capitalization/
Spelling/Word
Choice

•W ritten piece follows the 
basic rules of capitalization 
•W ritten piece follows the 
basic rules of spelling (no 
obvious misspellings -  used 
spell-check)
• W ritten piece contains 
appropriate word choices

15

Focus of 
module: 
Punctuation

Incorporates at least three of 
the following:
Quotation marks 
Apostrophe in possession 
Colon to  introduce a 
list/special case colon 
Semicolon to  attach two 1C 
Special End punctuation 
Capitalization in middle of 
sentence

15

Use of
complete
sentences

W ritten piece contains no 
sentence fragments, run-ons, 
o r comma splices.

15

Content -  
supporting 
details and 
significant 
detail

Content addresses assignment 
topic choice
Provides sufficient relevant 
details to support topic/topic 
sentence

10

General
Grammar/
Mechanics

W ritten piece follows the 
general rules of grammar and 
mechanics, paying attention to  
punctuation, sentence 
structure, etc.

15

Effort Evidence of the writing process 
-  multiple drafts -  and effort 
a t the  level of a college 
student

5

Final Score
NOTES:



127

APPENDIX H

SANDRA’S TEACHER FEEDBACK



128

I have struggled with how to grade your final draft of Module 1. Although you have been In clast for all lectures 
work time and I talked about basic errors In the rough draft with you, the errors still appear in the draff that yva 
submitted to me to grade. This writing would not score very highly because of three main issues:

1. continued misuse of vocabulary words, inclusion of words that are not In our l a n g u a g e ,  or misspellings o f words
2. significant sentence fragment errors
3. use of flowery or verbose language that makes your point very unclear.

Although we have gone over how to fix many of these particular errors, I would like to offer you some additional written 
guidance on how to address them.

1. One easy way to  handle the use of words that do not exist or misspellings is to type your draft In Microsoft '/ /s rd  
{as the instructions state). As I have shown you, when you see a word that is underlined with a red sqwggfy 
you can place your cursor over that word and use the right dick button. You will see either a fist o f possible 
spelling corrections OR you will see no suggestions. If there are no suggestions, the word either does no t exist 
or is misspelled so significantly as not to be recognized. If there Is a list of words, choose the correct spelling by 
clicking on the right word. Microsoft Word will then replace your misspelling with the word you have chosen. In 
addition, you may use a standard dictionary to look up words.
More importantly, however, and related to tip #3 below, choose vocabulary words that easily and d e a rf /g e t to  
your point. Simpler words that are used in your spoken, everyday language will ring truer with your reader ar,d 
will help you avoid such errors in the future.

2. Remember that a sentence must have 3 things: a subject, a verb, and a complete thought. Any group of words 
that is missing one or more of those things is a fragment. Please consult your textbook, your notes, and 
Modules 1 and 2 for additional information. I have marked the fragment errors, but you must work to  correct 
them.

3. Remember, Milton, that the point of writing is to communicate an idea to an audience. The use of long, few e r/; 
wordy sentences is not only a complex writing task to do correctly, but it is also a way to lose your audience's 
interest and their ability to understand and find your point. You would be much better served as a student o f 
remedial writing to use common, spoken vocabulary that does not attempt to  impress the reader, but instead 
attempts to communicate directly with him or her.

Because it is my deepest desire as an instructor to see my students learn and succeed, I will offer you an additional 
opportunity to revise this draft and turn it in again for a grade. I recommend that you read over my comments a few 
times, that you look at your draft with your audience in mind, and that you make all of th e  corrections that you feel 
comfortable making. Then, I recommend that you make an appointment either with th e  tutoring center or with me on 
Monday or Tuesday of next week so that you can ask questions or seek assistance on th e  other corrections. After that 
appointment, I suggest that you complete a full, revised draft and submit it by Wednesday of next week.

It is my hope that you will see this as a learning experience and that you will take advantage of this additional 
opportunity to complete the work for Module 1. I desire to see all of my students learn and succeed, so I am willing to  
work with you again next week should you want an appointment.

Thank you.


