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ABSTRACT

INTERACTIONS IN THE COMPUTER-SUPPORTED WRITING

CLASSROOM: AN ETHNOGRAPHIC STUDY OF THE

TEACHER/STUDENT/TECHNOLOGY RELATIONSHIP

By

Nancy S. Tucker

This project examines, over the course ofone semester, the multiple

interactions in a computer-supported composition classroom at Jackson

Community College, Jackson, Michigan, in which teacher and students are

active participants in the learning environment supported by technology which

has been integrated into the classroom. By means of an ethnographic

approach-- combining researcher observation (audiotaping, videotaping, and

field notes), teacher reflection (gathered by interview), and student

commentary (gathered through questionnaires and interviews)--this study

attempts to illuminate the following:

0 the pedagogical and learning approaches used in this classroom,

including the ways in which computers were integrated into the

experience of the classroom;

0 the usefulness ofa tool/instrument distinction for understanding various

uses ofthe computer in this classroom;

0 the nature ofthe interactions that took place within the computer-

supported composition classroom, particularly those relating to power,

authority, and responsibility;

0 the impact of computers on the writing classroom;

0 changing notions oftext in this computer-supported writing classroom.
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Introduction

In 1989, I began work on a Ph.D. in English focusing on computers in

composition because ofmy personal involvement with each. It seemed to me

that if I, a technophobe writer of poetry and short stories, could fall in love

with composing on a computer, then anyone could and probably was--which

must mean that people were doing some pretty exciting things in the field.

Like any good graduate student researcher, I was looking for an important

question to explore and this seemed like a good one: What was happening

with computers in composition?

As I began to look into this phenomenon of composing and teaching

composition with computers, I became aware that even though computers

were rapidly becoming part of our landscape in education and in our personal

lives, the information that existed regarding the nature of the beast was

contradictory. The contradictions, in part, reflected the small amount and

limited nature of the research that had been done in this area; it was just too

new. It seemed to me then that someone ought to look into the situation in

regard to computers in the composition classroom and that I was the logical

someone.

In 1993, after much searching, I found a classroom at Jackson

Community College in Jackson, Michigan in which the teacher and students

were active participants in the learning environment supported by

technology, including networked computers and other equipment, which had

been integrated into the life and pedagogy of the classroom. My project

1
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examined, over the course of one semester, multiple facets of life in this

computer-supported composition classroom. Through a combination of

ethnographic observation (audiotaping, videotaping, and field notes), teacher

reflection (gathered by interview), and student commentary (gathered

through questionnaires and interviews), my study attempted to illuminate

the following:

0 the pedagogical and learning approaches used in this classroom,

including the ways in which computers were integrated into the

experience of the classroom;

0 the usefulness of a tool/instrument distinction for understanding

various uses of the computer in this classroom;

0 the nature of the interactions that took place within the computer-

supported composition classroom, particularly those relating to power,

authority, and responsibility;

0 the impact of computers on the writing classroom;

0 changing notions of text in this computer-supported writing classroom.

In the chapters that follow, I provide, first (Chapter 1), a context for

the Study by drawing on the discussion in the field over the past several

years , positioning myself in relation to that discussion (including my personal

understandings, approaches, and biases) and explaining the setting in which

the research was done. I also included speculation about the interpretive

lens“~1:hat oftool/instrument--by which I view this classroom as well as

infot‘tnation about the methodology used to conduct the study. Following this

contextualizing, I have in Chapters 2-5 taken a close look at the classroom in

operation. Chapter 2 focuses on the first day during which all activities and

attitl-ldes that will be important for the rest of the term are initiated. Hence,

it

preSents a microcosm of the class in operation and serves to open the



3

questions which will be important to the rest of the study. Chapter 3

concentrates on the way in which computers are integrated into the pedagogy

of the classroom community to support students learning to write. In this

chapter, I look at composing taught by means of two different technologies--

pencil/paper and Microsoft Word®, a word processing program, and at

0011aboration undertaken by means ofTimbuktu®, a screen sharing software

program. Chapter 4 examines students’ use of Storyspace, a hypertext

authoring tool, by training the tool/instrument lens on students’ work and

students’ observations of their work. I also include reactions from the teacher

as well as my own obserations. In Chapter 5, I take a closer look at what the

students write and say--beginning,middle, and end of the semester--about

their experience in the classroom Chapter 6 provides a conclusion and some

recommendations for further study.



CHAPTER 1

CONTEXTS: HISTORY, METHOD, GEO/DEMO GRAPHICS

Review of Literature in Computers and Composition

One of the earliest pieces of research on computers and composition is

Hugh Burns’ 1979 dissertation, Stimulating Invention in English

Composition through Computer-Assisted Instruction (Bridwell-Bowles 79).

From this beginning, research in computers and composition proceeded in the

way that, according to Louise Wetherbee Phelps, composition research

generally proceeds, along an ever-deepening are from practice to theory and

back (the PTP arc).1 According to Phelps, it begins this way:

In composition practice, problems have been defined and tackled

in a characteristic way. First, a situation arises where teaching

breaks down in ways that don’t yield to trial-and-error solutions.

In these circumstances . . . research begins, with the goal of

comparing methods to discover empirically which is most

effective and why (37).

Much of the research from the early days of computers in composition

sought to demonstrate that the hardware, software or the very existence of

the c(>111puter made for better writing (or conversely, that the writing was no

better with computers). The research design was predicated on the (often

“Staten assumption that a direct and simple link existed between the

hardware or the software and the individual student’s performance

(performance was sometimes defined as product, sometimes as process,

sonletimes as a combination of process leading to product) and, therefore, by

manipulating the hardware, the software, or the process engaged in by the

st

u(lent, one could change or control the outcomes. As Hawisher’s report on

4
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research from 1981-1988 indicates, several studies over the years have

focused on the advantages (or lack of advantages) of word processing over

composing with pen and paper (Haas and Hayes; Kaplan; Bessera; Burnett;

Pivarnik; Hawisher and Fortune, 1988). Some of these studies looked at

quality ofwriting, some at quantity (longer pieces, more of them), some at

whether students did more prewriting with the computer, some at whether

students did more revising with the computer. Results of these studies have

always been mixed; some indicate changes, some show no significant

difference, some (Nichols, LeBlanc) find that results depend on the student’s

a1:>proach.2

Research eventually moved to what Phelps would call “more

fundamental inquiries into the constituent processes and activities that

underlie surface behavior or its products” (37). Researchers moved beyond

tlle study of the product or process produced by working with a computer to

measure and assess performance factors such as reduced writing anxiety,

increased comfort levels with the technology, ease or difficulty of revising on-

line, According to Hawisher, in the studies she reviewed students generally

exhibited favorable attitudes toward the computer. 3

These were necessary studies. However, as Gail Hawisher and

Cynthia Selfe point out in their provocative 1990 book, Evolving Perspectives

on C3<>rnputers and Composition, “These research questions seem outdated

and naive to those ofus working in computers and composition studies

today-” Yet some of this kind of research, particularly work like Christina

Haas: “Seeing It On the Screen Isn’t Really Seeing It,” 4 led to a rethinking of

Some ofthe theoretical bases involved in our discussions of computers in

frifihg, which in turn has prodded the discussion in new directions that

Inform current research, including my own. Nancy Kaplan in her article,
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“Ideology, Technology, and the Future ofWriting Instruction,” asks her

readers to consider the tools writers use to write and how those tools

“implicate and are implicated in the power relations, or more broadly the

ideologies, permeating reading and writing acts” (14). Cynthia Selfe in

“Redefining Literacy: The Multilayered Grammars of Computers” argues

that computers change our concepts oftext and suggests ways to bridge the

gap from old concepts to emerging concepts. Stephen A. Bernhardt in “The

Shape ofText to Come: the Texture of Print on Screens” explores changes in

the shape of text as the medium of presentation changes from paper to screen

and suggests nine dimensions ofvariation between paper and on-screen text.

One of the tools that computer composition scholars see as holding

muchpromise for changing our concepts of text is hypertext. Hawisher and

Selfe title Part 3 ofEvolving Perspectives “The Promise of Hypertext:

Changing Instructional Media.” In the introduction to this section, they

write: “[T]he creation of hypertexts as new instructional forms may produce

one of the more profound changes in learning associated with this new

elech‘onic age” (173). Thus far hypertext has produced much experimentation

and a plethora ofbooks and articles which indicate that this may be true.

Two books that discuss the meaning, function, and potential of hypertext for

our Society are Edward Barrett’s The Society ofText: Hypertext, Hypermedia,

and the Social Construction ofInformation from 1989, and, more recently,

JayDavid Bolter’s Writing Space: The Computer, Hypertext, and the History

ofWriting (1993), which is available in both paper and hypertext disk

versions. Articles by Shirk, by McDaid, and by Smith define hypertext,

develop metaphors, explore potential, and suggest areas of research.

LeBlanc’s book Ringing in the Virtual Age: Writing Teachers Writing

Sofiere encourages writing teachers to develop hypermedia software. A



7

1994 collection titled Literacy and Computers contains articles that connect

hypertext to a broadly based view of literacy (Johnson-Eilola, Moultrop and

Kaplan) and provide cautionary advice on what can and cannot be expected of

hypertext (Chamey, Dobrin). Catherine F. Smith suggests hypertext as a

heuristic for thinking (“Hypertextual Thinking”). The direction of all this

work indicates the potential for change.

At the same time that this work was taking place, on the level of praxis

other work was moving us away from some of our earlier naive assumptions.

While part of the naiveté of our profession’s research assumptions has had to

do with assuming a simple and direct link between hardware and/or software

and performance, another part of that naive approach was presuming the

computer-supported writing classroom and its inhabitants to be one stable

unvarying entity. Since the late 1980’s, researchers and writers about

computer-supported writing have begun to recognize the need to complicate

their thinking and have further broadened and deepened their search in

order to address these issues. Researchers have recognized the importance of

contextualizing their work. In the introduction to a section of Evolving

Perspectives specifically devoted to the politics of computers, Hawisher and

Selfe Write, “In this section, we look at computers in the context ofthe

learning spaces we inhabit. . .” (276; emphasis mine). Context implies a

much broader scope than the simple manipulation of hardware and software;

it itnI)lies looking at the variety of factors and interactions which affect the

people working in these particular environments. Hawisher and Selfe’s use

ofthe term “we” also allows for a broader interpretation: as much as

Stu(iE-i‘tlts are inhabitants of learning space, so are teachers--and researchers.

Part ofthis contextualization involves considering the social and

p0 ‘ -

htlcal situation both ofthe students and of the classroom. This has given
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us work on race, class, and gender issues in computer-supported classrooms.

Hawisher and Selfe in Evolving Perspectives publish several articles that deal

with these issues, including “The Equitable Teaching of Composition with

Computers: A Case for Change” by Mary Louise Gomez in which she argues

that instruction remains differentiated by student’s race, social class,

language background, and gender; and “Feminism and Computers in

Composition Instruction” by Emily Jessup in which she talks about the

computer gender gap and questions the impact this gap has had on computer

use and on teachers of writing. Several researchers have examined whether

or not the use of electronic conferencing as a means of class discussion tends

to level class and gender differences (Cooper and Selfe; Hawisher, Meyer, and

Selfe).

As we moved from the late 1980’s into the early 1990’s, the field has

become increasingly cognizant of the need to consider real students and real

teachers in real classrooms, realizing that what happens in any given

classroom is a function of the interactions extant in that setting. Consider

computers and Community, edited by Carolyn Handa: all articles are about

the computer in the writing classroom community. Barker and Kemp’s

“Network Theory: A Postmodern Pedagogy for the Writing Classroom” and

Cynthia Selfe’s “Technology in the English Classroom: Computers through

the Lens ofFeminist Theory” give attention to the theory behind the

computer classroom. Carolyn Handa provides an extended argument about

the 11eed for community in the writing classroom in “Politics, Ideology, and

the St:range, Slow Death of the Isolated Composer or Why We Need

Community in the Writing Classroom.” Carolyn Boiarsky in “Computers in

the ClEilssroom: The Instruction, the Mess, the Noise, the Writing” combines

“1801? with practice in examining the placement of desks in building a sense
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of classroom community in a way that helps students learn to write,

contrasting her own classroom with other approaches and arrangements.

“The Computer Classroom and Collaborative Learning: The Impact on

Student Writers” by Carol Klimick Cyganowski and “Computers and the

Social Contexts ofWriting” by Kathleen Skubikowski and John Elder both

examine the ways in which computers affect the work students do in

classrooms. While all of these pieces draw on awareness of the the actual

classroom as yielding valuable insights for researchers, none ofthem are full-

length ethnographic studies of a classroom.

In fact, little research of a broad scope done within the context ofthe

classroom has been published. Marcia Curtis and Elizabeth Klem, in their

1992 article “The Virtual Context: Ethnography in the Computer-Equipped

Writing Classroom,” note the importance of this type of research:

Contemporary theories and pedagogies situate writing in a

social context: current interests in the writer-audience

relationship, “discourse communities,” and the social

construction of discourse, all bespeak an understanding, by

teachers and theorists alike, of our subject as socio-political in

nature. (157)

However, they also note how little of this type of research exists

regarding composition in computer-supported classrooms.

Yet despite this fact, and despite an almost pervasive

acknowledgment of the potential benefits ofresearch focused,

not on “texts” exclusively, but on the “context” in which writers

produce them, relatively little ethnographic--that is, true

contextual research--has appeared, in composition studies

generally and computer based-composition studies especially

(Durst, Hawisher). (157)

They cite Durst and Hawisher in support oftheir statement. Durst

f

Ound’ of 1000 studies surveyed from Research in the Teaching ofEnglish

b' -

lbllographics dated 1984-1989, only 100 were ethnographic, and none of

th
08% Were related to computer-assisted writing (157). In her research report
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mentioned earlier covering the years 1981-1988, Hawisher found four

ethnographic studies on computers and composition, two published and two

doctoral dissertations, as well as a few case studies; however, there was a

decided dearth of ethnographic studies on composition in computer-supported

classrooms. The 0000 Bibliography of Composition and Rhetoric , 1991 , lists

185 articles, books, and dissertations in the category ofComputer and

Literacy studies, two-thirds of which deal with computers rather than

literacy. Ofthese approximately 125 studies, none were described as

ethnographies: one was a case study, one was an empirical study, two more

could be identified from the description as using ethnographic approaches

and one was a short piece describing one class period in a computer

networked classroom.5

Two recent ethnographic studies related to composition offer useful

Precedents to my research. One, Academic Literacies: the Public and Private

Discourse of University Students (1991) by Elizabeth Chiseri-Strater, traces

the Writing of two university students over the period of one year’s time,

providing both a detailed close-reading of the work of these students and an

exemplar of an ethnographic approach, but does not deal with computers.

The other, Writinglands (1990) by Jane Zeni, is drawn from the work of

tealcllers in grades 3 through college who participated in the Gateway Writing

PrOjQCt in St. Louis. Zeni characterizes the book as “neither a research

report nor a how-to manual. It is the story of commited teachers . . . learning

to iIll‘oegrate new electronic tools into their writing workshops.” In this study,

Zem looks at the work these teachers have done in response to the question:

“HOW can we weave the computer into the human fabric of a writing

w
orkshop?” (xi).



11

Like Zeni, I was interested not in technology alone, but in teachers,

writers, and classrooms, or at least in one specific teacher, set of writers and

classroom. I wished to pursue the large issue of the life of a writing

classroom equipped with computers. My study begins with the broad open

question, similar to Zeni’s: What happens in a computer-supported writing

classroom? In addition, it addresses an area which I, along with Curtis and

Klem, find problematic:

a[n] . . . absence of teachers and actual teaching from the bulk of

computer research, even from examinations ofthe computer’s

relationship to teaching methodology: the focus, rather, seems

inevitably to shift to the presence of the machines. (157)

They “. . .urge. . . a new reflexive stance, repositioning teacher and researcher

alike within the scope of the investigation and teacher, student, and

technology together within the larger social situation that is ethnography’s

Province” (156-157). This is what Zeni did; this is one ofmy major goals: to

exmne the relationship of teacher, student, and technology.

Is it Tool or Is it Instrument?: Metaphors in Flux

As we explore a computer-supported writing classroom, one issue we

must, examine is that of the metaphors we employ to describe the setting and

the technology. One of the most commonly used metaphors relating to

colt“IDL‘lters is that of tool; in use, the phrasing is often “the computer is just a

tool ‘” Nancy Kaplan in “Ideology, Technology, and the Future ofWriting

Insu‘llction” challenges this belittling of tool when she draws our attention to

an unexamined, underlying assumption of the tool as value-free and neutral

(.14)’ llencejust a tool. Not so, she writes; tools are “the “material

Installtiations ofdiscursive practices” and they, therefore, “embody

id

e010gies” (14). They “work for users, but they also influence the shape of
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users’ work, affecting how users understand their world and their scope of

action within it” (11). Kaplan insists that writing instruction cannot

“continue to ignore the ways tools implicate and are implicated in the power

relations, or more broadly, the ideologies, permeating reading and writing

acts” ( 14). Kaplan further suggests that new technology has “restructured

some ofour fundamental ways of thinln'ng about and understanding the

world, shifts traceable in our language habits, the metaphors with which we

create and express the world” (15).

The metaphors we use to talk about our world have an effect on how

we think about it and what we can do. Therefore, I believe that it is

important to consider whether the metaphor of tool truly addresses what we

are doing with computers and with software programs. The term tool carries

certain implications that may be inconsistent with some ofour uses of

comI’llter technology in the writing classroom. Other possibilities have been

suggested, even used, including environment (used by Martha Petry among

Others) and medium, each of which seems appropriate in different

mullistances. As we consider this classroom, I suggest that, in addition to

tool, We consider the metaphor of computer as instrument. There is some

precedent for this use of the term; Ann Berthoff in The Making ofMeaning

Speaks oflanguage, not as a tool, but as a “speculative instrument.” In fact,

one 8eetion ofher book is titled “Instruments of Knowing.”

Although the terms tool and instrument are often considered to be

synOllymous, for the purposes of this discussion I will draw a distinction

which delineates the differences between them, in regard to actual

definitions, etymology, and common use. These differences will give us a lens

b .

y VvInch to view computer use in the classroom that is the subject of this

Study.
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Webster '8 Third International Dictionary gives us some help in

definition and etymology. Tool is defined as “instrument used or worked by

hand” or “used by a handicraftsman or laborer in his work,” also as “an

implement or object used in performing an operation or carrying on work of

any kind.” There are several similar definitions and a few different ones,

including “one who allows himself to be used or manipulated by another, a

dupe or puppet,” an archaic form for sword or weapon, and an archaic but

now slang term for penis. There is also a verb to tool which means to

“ornament the surface of” something, “to shape, form or finish with a tool.”

Definitions of instrument include “a means whereby something is

achieved, performed, or furthered,” “a utensil, as a means or aid, an

inlplement,” “an implement used to produce music,” “a measuring device for

determining the present value of a quantity under observation,” and “an

electrical or mechanical device used in navigating an airplane,” and, similar

to an earlier use of tool, “a person or group made use ofby another, a dupe or

tool.”

The etymology of each gives further weight to the differences between

them- Tool is thought to have come from either the Old Norse ‘tol’ which is

akin to tool or weapon or from the Gothic ‘taujan’ meaning to do or make.

Insb‘ument comes from the Latin ‘instrumentum,’ which is from ‘instruere,’

meanhg to construct, equip, arrange, instruct.

The weight of all this definition and etymology gives credence to a view

or a difference between the two when employed as metaphors for computer

use, but the clearest and most pithy way of saying it comes from the

hemanHeritage Electronic Dictionary (AHED). According to AHED, a tool

rs “a handheld implement, such as a hammer, saw, or drill” or (the pithy part)

“a .

cleVlce used to do work or perform a task.” For instrument, it gives the
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same last definition, along with an additional meaning: instrument is “a

means by which something is done, an agency, . . .a vehicle, . . . a channel.”

When considering the meaning attached to the terms, we can ask:

what things do we call tool? Hammer, saw, drill, shears, can opener. And

what do we think of as instruments? Microscope, telescope, seismograph,

stethoscope. What do each of these sets of terms have in common? Tools

manipulate something and extend the user’s ability to do something the

reference is most often to physical action although it can extend

metaphorically to non-physical. Instruments allow users to view or

experience things differently, thus enhancing understanding. I am

Suggesting that tool, in the context of computers, has implications related to

the manipulation and manufacture of written products, while instrument has

inlplications related to the expansion and enhancement of thinking and

Writing processes.

Let me offer some examples of using the computer (and its software

programs) as a tool, compared with using the computer (with software) as an

instrunmnt. The computer is a tool when I use it to move text around, change

fonts’ change margins, change spacing, store text and later retrieve it and

ptint at will, all with the goal of making surface changes so that I may

pl.°(111¢e a product. The computer is an instrument when I use it to move text

around, change fonts, margins, and/or spacing (yes, I’m repeating my earlier

00111nlent) with the idea that it may cause me to view my writing differently

or change my understanding of what I’m doing. It may also be an instrument

when I darken or turn off the screen so that I can’t see what’s on it as I write

(fieewriting), brainstorm lists of topics, insert comments or questions into

allother writer’s text, use hypertext programs to draft work, collaborate or
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converse through electronic means; in short any use that encourages

thinking/writing, either thinking about a topic or thinking about writing.

The lines between these two uses are not clearly drawn, nor are they

hard and fast. Both student-writers and the teacher will move between the

two uses as needs change. These uses of the technology are a fundamental

part ofthe questions to be explored in this setting. As I examine and discuss

one computer-supported writing classroom, I will juxtapose the two terms

and the metaphors they conjure, the familiar tool with the less often used

instrument, in the hope that they may provide a lens by which we can see

more clearly into the life of this classroom and the student/teacher/technology

relationship.

Ethnography: Why, What, and How?

In looking at the life of the classroom, we look at motion, not at stasis

but at process. To effectively examine this process, it is clearly necessary to

use all approach that will support the examination not just of the surface of

things, but of the classroom as a living, dynamic system ofteacher, students,

technology in relation one to the other and in motion. An ethnographic

appmach permits that. Elizabeth Chiseri-Strater in Academic Literacies, her

exlzflt>l‘ation ofthe discourse oftwo university students, draws on Linda

Brodkey, when she writes: “[t]he major concern of ethnography lies with the

‘Study of lived experience’ (Brodkey 1987a, 25)” (xxi).

With its emphasis on what Clifford Geertz calls (following Gilbert

Ifyle’s lead) “thick description”6 «explained as an intellectual effort in

Intel‘Dreting the why behind seemingly simple surface actions--ethnography

kinds to a deeper, more interpretive understanding of classroom life. In

Slnl131e terms, an ethnographic approach allows me to ask the open question I
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posed, “What happens in a computer-supported classroom?” and to answer

that question broadly, deeply, and contextually, for a specific classroom.

Geertz indicates that the ethnographer is faced with “a multiplicity of

complex conceptual structures, . . . which he [sic] must contrive somehow first

to grasp and then to render” (10). In addition, he writes: “anthropological

writings are themselves interpretations . . . thus, fictions; fictions in the sense

that they are ‘something made’, ‘something fashioned’--the original meaning

offictio--not that they are false, unfactual. . . .” (15).

Chiseri-Strater also connects with the idea of fictions when she writes:

Readers of ethnographic accounts feel as if they are

participating in the very texture of the informants’ lives,

because, I think, ethnography, like literature, yields a different

kind of reality, another type ofknowledge. Ethnography

provides, just as literature does, a sense of the universality in

life, as well as the feeling of “being there,” of having participated

in an experience. (xxii)

This sense of ethnography’s similarity to literature, as a fashioning of

fictions, is my point of connection. I am a teller of tales, a story-ist, if such a

word exists. I forget numbers and statistics because quantity does not seem

relevant to me without understanding the blue of a lake, the green of the

grass, the tension and/or the laughter between two people sitting on the

green grass splashing their toes in the lake. I remember the stories that

Others spin for me, that I weave in conjunction with them. And when I tell

what I remember, I know that the details build to give life and force, and in

essence, to become the story which in turn creates the meaning of the

exPefience. This understanding is what informs my ethnographic approach.

Geertz gives:

three characteristics of ethnographic description: it is

interpretive; what it is interpretive of is the flow of social

discourse; and the interpreting involved consists in trying to
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rescue the ‘said’ of such discourse from its perishing occasions

and fix it in perusable terms. (20)

Additionally, “it is microscopic” (21).

For me, an ethnographic approach has the following characteristics,

similar to, related to, connected with Geertz’s ideas, but with a slightly

different emphasis. First, the details of an experience shape the meaning, so

that the experience arises from the context in which it happened:

contextualized and, as LeCompte and Preissle say, “holistic” (3).

Second, the story of the experience is created in participation with all

who were involved in the experience but also taking into account the

ethnographer’s role in shaping the experience. Or as Chiseri-Strater writes,

“- - . [the story reflects] the lived-through experience of informants’ lives, by

means ofthe ethnographers’ lens” (Academic Literacies, xxi). The lenses, of

course, are central to what ethnography is all about and what makes it

different fi‘om other kinds of research. Part of the ethnographer’s charge is to

select those details which most closely represent or re-create the experience,

in her View, through her lens. When Chiseri-Strater writes: “Every research

met110d carries with it a world view” (xx) , and “[e]thnography does not

masquerade as a neutral approach” (xxi), it becomes clear that the lens of the

ethnographer is not only significant, but must be made obvious to the readers

Ofthat ethnography. As Chiseri-Strater did7 and as suggested by Curtis and

Klem and by Herring’wn,8 I have been attempting (and will continue the

attempt) to position myself and make my world view obvious.

Finally, in order to truly discern the experience, it is necessary to step

both fOrward for the close detail, and back to see the broader outline. In

addition, the ethnographer must tilt her head sideways, squint her eyes, and

sometimes listen between the lines ofwhat is being said, that is, use many
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ways ofgathering information and interpreting that information, or as

LeCompte and Preissle say, ethnography is “multimodal or eclectic” (3).

As a writer ofboth fiction and non-fiction, with some experience in

seeing the details of a situation and capturing those details, moving in and

out and looking at things slant, I find I am most comfortable using an

ethnographic approach to explore the questions I have about computers in

composition-supported classrooms. Beyond my personal comfort,

ethnography allows me to place the research I do in a broad context and

Provide the different kind of reality to which Chiseri-Strater refers.

Ethnography doesn’t limit one’s research to that which can be measured by

nuInbers (although numbers can be useful). It doesn’t insist on just one point

OfView. It allows for multiple voices, more than one “take” on a situation, for

VieWing and analyzing the situation over a longer period oftime and in a

broader range than any other research method.

While this polyvocality9 can be exciting and interesting, it can also be

unsettling. When multiple voices speak to a particular experience, each

Seeing through her/his own lens, interpretations of that experience may, no,

In vary. The ethnographic researcher deals with several kinds ofvariation\usnt

in terms of reported experience. One is a variation in which the participants

seem to be saying the same thing generally, but differ in the specifics by

whiCh they come to their conclusion. For example, in my study many

Students told me that their instructor had been instrumental in helping them

improva their writing. Each had a slightly different view on how that had

haPpened for them personally and what it meant to them, but the comments

Were Variations on a theme and generally in agreement.

Another kind ofvariation is an actual difference in the experience as

re . .

p01‘ted and/or 1n the effects of the experience. For example, some students
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commented favorably on StoryspaceT" (an idea processing program), others

unfavorably. This is a given in any type ofresearch. In ethnographic

research, the reasons participants give and the ways they talk about it

become central to understanding the differences.

A third kind of variation is one in which the participants come to the

same conclusions, but because they have vastly different reasons for their

conclusions, the conclusions themselves are really not the same. For

example, two students both said they disliked working with Storyspace® .

One disliked it because it pushed him too hard; the other disliked it because

it confined her writing. These two people are not coming from the same place

in their discussion ofthis experience. Even though the conclusion looks the

same, it’s really not.

The final kind of variation which I think it important to mention is the

01d Indian philosopher/elephant puzzle. Seven blind philosophers were

Placed around an elephant and asked to tell what this beast was like. Each

r(*Elclled out to feel the part of the elephant closest to him. The one by the tail

said it was like a rope; the one by the leg said it was like a tree, and so on.

Each philosopher “saw” what he saw because of his particular positioning.

And ofcourse, each reported what he saw and the reports were contradictory.

Stlilclents in an ethnographic study can be like this. Each has a limited notion

OfWhat an experience was like and must report from her own view, with her

“711 lens. The ethnographic researcher has the advantage then of stepping

back With her lens and looking at the whole of the elephant. That kind of

Var-iation, once it’s all compiled, is actually a joy because it makes for a

richlless in the study ofthe experience that can be gained in no other fashion.

All of these variations, similarities, differences and contradictions

must be attended to. Although I put the elephant puzzle last, I don’t mean to
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imply that contradictions which emerge during ethnographic research can be

always and completely resolved by stepping back and seeing the larger

picture. The contradictions may remain contradictions, may even escalate

into paradoxes. This, too, is the nature of ethnographic research. To me, that

seems not unreasonable because it also the nature ofhuman nature. An

ethnographic approach to understanding is sometimes contradictory and

always complicated. So be it.

My biases. Some ofthem are obvious by now. However, here are a few

more. I value collaborative learning, a process-oriented approach to writing,

a supportive environment for writing, the idea that knowledge is socially

constructed. These characteristics are part ofwhat makes a “good” writing

Classroom for me. When I looked for a classroom in which to do my research,

they were part ofmy unstated criteria.

The Situation at Jackson Community College

While any “good” classroom in which students used computers to

aceOIIrplish a significant part of their work might have yielded adequate

information, the best classroom seemed to me to be one in which the teacher

was experienced both in teaching writing and in teaching it with computers.

I follnd the classroom and the teacher at Jackson Community College.

Jackson Community College is located in south central Michigan, with

its main campus just south of the town ofJackson, Michigan. It serves a

Student population of between 7, 000 and 8,000. Like most community

0011figes, it is a commuter school rather than a residential one. Its student

1309111ation is drawn primarily from the immediate area. While many of the

8t“dents fit the profile ofthe traditional first-year college student--18 or 19,
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just out of high schooluothers are returning students with different

backgrounds, skills, and needs.

The main campus is approximately five miles south of the city, located

in a large open area, bordered by woods and fields. Although the entire

campus consists ofno more than five buildings, there is room to grow and

evidence that growth is taking place. The student union is new, large, and

nicely appointed with cafeteria, lounge areas, facilities for receptions, and

meeting rooms. The library (housed in the classroom building) is also newly

appointed and boasts a card catalog recently put on-line.

The writing programs are housed within a unit called the Department

for Collaborative Learning and Teaching (COL), which takes as its goal:

to encourage a close examination of learning and teaching styles

and techniques through conversation and community-building.

In and out of our classroom environments, we develop the social

and intellectual skills for successful interdependence and

independence. (From the brochure, for collaborative learning &

teaching)

Students take a placement examination as they enter the college to

determine the appropriate courses for them to take in writing. There are

t"hrfie options based on the placement exam. Some students are advised to

begin with ENG 101, Introduction to Writing, which is designed for “students

who feel they need supplemental help in writing. . . .” The majority of

Students begin with English 131, The Writing Experience, (3 credits, 3 class

houI‘S) described in the catalog as follows:

Students write and talk frequently about their writing and the

writing of other students. This course helps students feel

comfortable and confident with their writing while they work to

improve and refine skills. Prerequisite: Open to students with

satisfactory scores on placement tests.

A Very few students place out of English 131 and begin with the next class,

English 132, The Writing Experience (3 credits, 3 class hours), but most
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students take this as their second English class at JCC. It is described as

follows:

Students write, read, and talk frequently about their writing,

the writing ofother students and published writing. This course

emphasizes critical thinking, information-gathering and those

forms ofwriting useful to academic and professional life. A

continuation ofENG 131. Prerequisite: ENG 131.

There are also classes in research writing, technical writing, and

business communications that follow the Writing Experience classes and may

be required depending on the program in which the student is enrolled.

Technology is an integral part of the programs supported by this unit:

a drop-in lab, called the Computer Learning Facility, and two networked

interactive classrooms are available to students. All ofthese facilities are

Macintosh-based. The philosophy on which they operate is as follows:

As part ofour student-centered pedagogy, we use computers as

tools for discovery and exploration. We create music, art,

collections of poetry and essays, newspapers, multimedia,

hypertext-growing lists limited only by our collective

imaginations. (From the brochure, for collaborative learning &

teaching)

In an article titled “Collaboration and Conversation: Three Voices,”

Aul‘elie Seward (writing in collaboration with Carolyn Guyer and Ann M.

Green) explains the approach at JCC this way. 10

Our lab, two classrooms, and networks were designed and are

continually redesigned with collaborative learning in mind. The

computers are clustered in a way which induces interaction. . . .

Each learner has an equal tool to work with and easy access to

all resources via the network. (6)

She continues her discussion, Seward is referring to a specific project

Called Writing Conversations, but she is also talking about the program as a

whOle:

We did not begin with a theoretical framework but, rather, with

a handful of interested people and an idea: We would encourage
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learners to use computers as transparent thinking tools which

could enable discovery, risk taking, and exploration. The

language has changed quickly as it does with things electronic;

the idea, however, of using computers and networks as tools to

enable discovery has remained. (6)

She also refers to certain “attitudes and policies in this learning

environment,” including “valuing multiple authorities, integrating technology

as an additional modality for learning, and providing open access for students

to all electronic goodies” (6).

It is in this environment that the computer-supported writing

Dmgrams at JCC began (in 1986) and continue: an environment that values

using computers as thinking tools and that, unlike some computer-supported

classrooms, integrates the technology into the total writing environment. It

is in this atmosphere that I began my research in the fall of 1993, research

WhiCh continued through spring of 1994.

Methodology

Having received approval from UCRIHS (University Committee on

Research Involving Human Subjects) at Michigan State University in the fall

Of 1993 (see Appendix A for official documentation), I began a pilot study in

the fall semester of 1993, followed by the project study in the winter

s"anlestxar (January-April) of 1994. Both studies were conducted in Martha

P

ett‘y’s 8:00 a.m. ENG 131 classroom.

For the pilot study I had these aims: to understand the operation of

the (:1assroom both by observing and by conversations with the instructor so

that I might discover what areas would be most productive to concentrate on,

and 1"0 talk with and observe the students so that I might have a sense of the

Way t-hey worked in the classroom in general and particularly in relation to

computers. During the pilot study I developed the beginning-of-term
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questionnaire and tested it on the class, observed the class for approximately

10 class sessions and took some field notes (I did only a very small amount of

video taping), and interviewed (audiotaping) eight out the 24 students who

completed the class, testing my interview questions on these students. From

this pilot, I discovered the following:

0that much of the work was organized around the small groups and

that it would be most productive to focus on the members ofone group;

0 that most students had some familiarity with computers, and that

some but not all had experience in writing with the aid of computers;

0 that some had much experience and facility with writing while others

had less;

0that those who I interviewed at the end were very articulate about

their own writing processes and the role their groups, their instructor,

and the computers (including software programs) played in the

development of their writing abilities during the semester. For

example, one student told me that he did not like working with

Storyspace, but he recognized that he wrote in deeper, richer, more

extended ways with it than he would have done without it. He

considered it, then, a worthwhile experience even though he would not

have chosen it.

As a result of this pilot, I made the following adjustments going into

the project. First, I made some minor changes in my beginning

Que8t'ionnaire. Second, I decided to focus on one group, whichever seemed

most interesting after a few days of observing all groups, and follow that

group through the semester. Third, I determined that my interview

questions were effective in eliciting interesting and provocative responses and

co

111d. therefore, stand with little adjustment. Naturally, all of these

 



25

assumptions were called into question in the regular study. In the winter

term of 1994, nothing worked the way it did in the fall of 1993.

In gathering information, both for the pilot and for the study itself, I

was guided by the basic principles of ethnographic study to which Curtis and

Klem refer: “open questioning, full contextualization, and reflexivity” (161). 11

Although I began the research with some ideas about what I wanted to

explore, I tried to let my questions be shaped by what happened in the class

itself rather than by a predetermined set of objectives. That turned out to be

aWapproach because, as mentioned earlier, relying on lessons learned

fiom the pilot study would have been misleading in regard to this term. I

Consistently asked myselfwhat I thought I might be finding and what those

findings might mean. I also asked the instructor, on a regular basis, what

she Saw happening in the class and what meaning she attached to what she

saw- When I spoke with students, which I did informally throughout the

term and more formally at the end, I again tried to keep the questions open

enough so that they could reflect on their experience in their own way.

In order to most fully contextualize the material gathered, I “use[d] a

Variety of research techniques to amass [my] data,” which LeCompte and

Preissle note as an important principle of ethnographic research (3).12 For

my study, I used close observation of the classroom and audio and

videotaping of the classroom. I videotaped and/or audiotaped 18 of 28 class

sessiOtis, organized so that I taped at least one out of the two class sessions

each Week. When I videotaped, sometimes I followed the teacher, sometimes

I followed the students or selected students. In audiotaping, I did the same

but 0flien placed the tape on one group of desks. I used one brief

he8tlonnarre at the beginning of class. I rntervrewed the teacher before the

8%

meSter began and several times during the semester, once formally, more
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often informally. During class time (sometimes as I set up equipment) I

chatted with the students; however, I have no formal records of these

conversations. I collected copies of their mid-term self-evaluation and their

final evaluation ofthe class. These midterm and final evaluations, given to

the students by their instructor, emphasized reflexivity on the part of the

students, and thus worked into my approach very effectively. At the close of

the semester, I interviewed the teacher and ten of the thirteen students who

finished the class, audiotaping those interviews. I collected portfolio writing

from all the students who finished; many ofthem also gave me their

daybook/journals and rough drafts of their work.

The Class: Goals, Technology, Participants

In order to provide a contextual frame for discussion, I would like to

look more closely at the classroom; i.e., outline the approach to writing used

by this instructor, describe the classroom design and the software programs

available to students, and summarize some demographic information about

the s17!.rdents, including age, gender, ethnic background.

Martha Petry has taught humanities and writing courses at Jackson

Community College since 1985, teaching in the computer-supported

enVil‘orrment since it was established in 1986. Each year she teaches several

introductory composition classes for first-year students at JCC. In her

appl‘oach to the teaching of writing, Martha emphasizes writing as an

acti‘7ity that everyone can do, indeed an activity with which everyone already

has some experience. She establishes the classroom as a community of

fvfitel‘s who will “write about things they care about” and share their ideas,

Illsigllts, and skills with each other. Her initial goals for her students are

th

at they become more comfortable and confident as writers.
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To this end, Martha’s students do freewriting in daybook/journals, use

brainstorming to find topics, make lists of things they can write about,

collaborate on group projects, write multiple drafts of their pieces, read each

other’s work and respond to it, conference with their instructor, and, at the

end ofthe semester, submit a portfolio of their work for evaluation. (A more

detailed explanation of the rhythm ofthe classwork is provided in the next

section.) Some of this work may be inscribed by handwriting, especially that

done outside of class, but anything done in class is computer-generated, and

students are expected to turn in computer-generated work for final

evaluations. 13

This classroom has 25 Macintosh computers, one per student, grouped

in What are called here “pods,” clusters of 5 desks pushed to face each other; 5

Doris per classroom. The pod is not just a convenient table arrangement but a

work group as well, organized in a manner that supports the pedagogy of this

Classroom14. Groups pick their own names, generate their own identities,

and develop (and re-develop) roles that they play in working together. The

teacher has a central computer station wired to a projector which can display

her computer work on a large screen on one wall. The classroom is

netVVorked both within itself and to a larger intra-campus network which,

Wit}; the right software, allows students in this class to communicate via the

computers with each other and with people outside of the class. (See Figure 1

f

or the floor plan.)

A variety of software is available to the students. They begin with a

f -

‘1 1y standard word processing program, Microsoft Word for Macintosh®.

Ley also work with a groupware program, Timbuktu®, which allows them to

W

Ork collaboratively across a local area network (LAN) without moving from

th -

911‘ own individual work stations. Another program they work with is
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Storyspace" , a hypermedia program which allows them to compose in

hypertext on one topic or central theme in a series of “places” (on the

computer) using much detail and explanation, and eventually to edit and link

those writings into a coherent whole which may be produced in print text or

in electronic form.

The demographic make-up ofthe classroom varies from semester to

semester. In Martha’s fall semester classes, the traditional 18-year-old first-

year student predominates. However, in the winter term (during which I

conducted this study), the non-traditional older returning student is the

1101111. Winter term, 1994, began with 23 students registered, 12 men and 11

Women, a fairly even gender division. However, one registered student never

a“derided the class, and two more stopped coming after the first week, leaving

9 men and 10 women, a total of 19 students in the class at the end ofthe

Second week. Based on a brief survey I did during the first week of class to

whiCh a total of 17 students responded (7 men and 10 women), the ages of

this group ranged from 18 to 49 years old, with the average age being 29.

There were three 18-year-old students and two 19-year-old students.

Regarding the ethnicity and gender of the students: at the beginning, there

were 6 white male students and 8 white female students ofUS background; 2

Africarr-American male students and 2 African-American female students; 1

male exchange student from the Soviet Union; no Asian; no Hispanic; no

Native American students. Out ofthe total of 19 students attending in the

SecOnd week of class, 11 students finished the class, 4 men and 7 women.

According to the instructor, this was an unprecedentedly low completion rate,

Dossibly due to Michigan’s having had one of the worst winters in 20 years,

VVl‘lich several faculty and staffmembers felt adversely affected attendance in

th

e entire school, notjust this class.
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Beyond these statistics which can be measured and calculated, lie

stories of students, many who are parents and/or householders and thus, had

responsibilities commensurate with that status. Many ofthese students were

returning students, (whom teachers often note as having both an extra

measure of determination and some serious concerns about whether they can

compete with 18-year-old students in the classroom). Several ofthem had

taken special reading and writing classes the previous semester to prepare

them for this first term writing class. As we might expect, they also had

insights and biases that stemmed from their particular circumstances and

backgrounds.

The Class: A Detailed Overview

English 131, The Writing Experience, is a 15-week class. The class I

Observed met Tuesday and Thursday from 8:00 a.m. to 9:15 a.m. The text

used in this class is Donald Murray’s book, Write to Learn, which contains

adViCe about and exercises for students to use with their own writing as well

as examples of student writing and professional writing.

The class itself operates using a form of the workshop approach. The

st‘lclents use brainstorming in class to find topics and then make lists of

thin-8’s they can write about. This often is the first step in any new

assig'nrnent. The brainstorming and lists extend to their daybook/journals, in

which they do freewriting on an average of four times a week. Topics for

their Writing come from their own experience, reading, movies, 01888

discllssion, local and national news. The daybook/journal is not used as a

(1i

ary but as a place for recording and expanding ideas that may turn into

Di

$098 ofwriting for the class, and for making notes about their own writing
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process. It is collected three times during the semester for comments by the

instructor and counts for 35% of their final grade.

Three “official” papers are assigned (with dates they are due to the

instructor for her comments), Paper 1 is “A Scene from Life/ A Narrative

Moment”; Paper 2 is “A Person or Place Intriguing (or Important) to Me;

Paper 3 is an authority paper in which each student writes about something

on which he/she is an authority. All papers are written using a process

approach to writing and a workshop approach to revising; therefore, during

the course ofthe semester, students write multiple drafts on a variety of

topics, read each other’s work and respond to it with comments and

suggestions for improvement, and re-write the earlier drafts of their own

work,

In addition, each of these papers is part of a larger assignment or body

0f Work. Paper 1 is assigned after students have spent 3 1/2 weeks

brainstorming and sharing ideas and writing in their journals both in and out

Of class a series ofpieces about topics such as childhood events, scenes from

high school, their neighborhoods, who they are as an adult, embarrassing

moments, times they feared death, other topics that they consider important

to VVl’ite and think about. When the students come to the point of choosing

what to write about for Paper 1, they already have numerous rough pieces,

Moat ofwhich fit the general topic, from which they can chose one for

expansion and eventual fine tuning.

. Paper 2 (Intriguing/Important Person or Place) uses Storyspace as the

lrlstr'«lment (or tool) by which students work with their writing (not all

students use Storyspace for this assignment; that will be discussed at length

later). Work on this paper continues for several weeks. Paper 3 (I’m an

authorityon. . .) is part of a larger assignment in which students first identify
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areas in which they have some expertise and write about one of those areas,

and then identify topics about which they would like to know more, i.e.

personal research topics, and begin the research, culminating in a

bibliography and an oral research report but not necessarily a written report.

One formal conference with their instructor is required during the

semester. In addition, almost all students conference informally with the

teacher during or after class sessions. At the end ofthe semester, each

student submits for evaluation, a portfolio, defined as a 12-15 page “collection

ofyour finished writing submitted to show the variety and quality of your

best work” (Appendix B). Each student must attach to this portfolio a

rationale, in the form of a letter, as to why he/she chose the pieces included.

The portfolio is worth 45% of the final grade.

The activities that take place during class time are those mentioned

earlier in conjunction with the papers: brainstorming for topic ideas; making

lists ofthings to write about; freewritings on topics as diverse as “who am I as

a Writer” to “my most frightening experience” to “mysteries (in the universe) I

Wollld like to solve”; sharing ideas; sharing writing with large and small

31011139; discussion of writing techniques; collaboration on group projects. The

the bulk ofthe class time is spent on individual writing. A “typical” day may

ill"-3l‘tzlde some “teaching” or explanation/demonstration time by the instructor,

VMfrom as little as 5 minutes to as much as 60 out of 75 minutes (the

latter was a rare occurrence). More typically, teacher time was spent with

iIthli\7iduals or small groups of people as they had questions. But each class

day after the first day included some writing time on the computer, again

val‘ying from 15 minutes to the entire 75 minute period. After the first week,

students would come into class and automatically turn on the computers
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(since theirs was the first class of the day, it was a necessary move) and begin

to work on their writing.

Early in the semester many of the class activities serve to help

students become more comfortable with the class and with their own writing,

including the brainstorming, freewriting activities, group or collaborative

work, orientation and support for using the computers. As the semester

continues, these same activities function in different ways and places.

Brainstorming and freewriting continue to be important elements as new

assignments are introduced. Group work remains an important element as

pieces are re-draf’ted for readers (or in the case of the oral presentation of

personal research, for listeners). Orientation and support for working with

the computers continue throughout the semester, with particular emphasis

as new software programs are introduced in the writing ofPaper 2 . Toward

the end ofthe semester, extra time is given to final preparations for the

students’ portfolios, including much uninterrupted time on the computers.

During this semester, except for the few times a new project was being

i11131“Oduced, students were always at different places in their work, to the

mint, where they might be working on totally different projects or at least on

difi‘erent phases of the same project. Since none of their papers were

OIii'ZIially “done” until the portfolio was turned in, they could always go back

and rework some of their pieces. (See Appendix C for Week-by-Week

Calendars ofActivities.)

Moments and Questions

Tracing the threads ofwhat happens in any classroom is like having a

Ilatldful of different colored ribbons trailing down over my fingers, some

cmssed over each other, some entwined behind, some very visible. I have to
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pull each ribbon away from the bundle and--without detaching it--smooth it,

untangle it, trace it with my fingers and let it dangle. When each is visible

and smoothed, then I have to gather them all together somehow and try to tie

them in a bow. But the bow comes later; first I must pick a spot to begin

untangling.

Choosing moments to focus on was a difficult task because, of

necessity, some rich and interesting aspects must be left out. The three

moments that I have chosen to focus on are the following: 1) the first day of

class, 2) two sessions which illustrate the integration of computers into the

pedagogy of the classroom, 3) and the sessions during which Storyspace is

used to help students draft with computers.

In this classroom more than any other I have seen, the first day sets

the tone and establishes the way in which the classroom will operate for the

rest of semester. It shows the integrated approach to computers in the

Writing classroom that will continue throughout the semester. Because of

this, the first day served to open up the questions I wanted to explore through

the rest of the semester. I chose two sessions to illustrate the integration of

computers into the pedagogy because these two sesions contain both

i11‘1imridual work and collaborative work, and because I could focus both on the

tea42:11er’s method of integrating computers and the students’ work with the

computers. I chose the Storyspace sessions because they highlight the way in

wllich the technology in this classroom is used both as tool and as

1118trument.

As I worked with the materials and reflected on what seemed to be

Ilalopening in this classroom, my initial, global question--what happens in a

colIlputer-supported writing classroom?--became somewhat more focused into

fo‘ll‘ subsidiary questions which will guide my exploration and interpretation
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1) What is the impact of computers on the pedagogy and the learning

experience in this class?

2) What difference does the tool/instrument distinction make in

viewing the work ofthis classroom, particularly with computers? How

are computers used as tools? as instruments?

3) What are the nature of the interactions, particularly the power

relationships in this computer-supported classroom?

4) What effect do computers have on notions of text?

Note on Notation Methods

Throughout the following chapters, I use direct quotes from the

participants (initially from their conversation and later from their writing) as

Often as possible, so that as I support the points I am making, the language of

the participants, both individually and in interaction with each other, shows

thl'ough. I have in most cases broken large chunks of transcription into

8111 aller pieces, either providing orientation and explication before and after

the quoted material or interspersing the quoted material with explication

alilti/or summary of omitted material.

All material transcribed from conversation is italicized, except in a few

cases where quoted material was short or not easily attributable. In these

cases, the material has been placed in quotation marks and included within a

selitence of explication.

Within the transcription itself, interpretation, usually of an action, is

fOImd within parentheses (class laughs) as are (indecipherable word)s and

8ig'tiificant silences (pause). When it seemed pertinent, I indicated the length

01‘ a pause. Square bracketing indicates a word or words [that I] put in.

Missing text is indicated by ellipses . . . like that. Emphasis as loudness is
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shown byALL CAPS; stress by underlining. Please note that sometimes it

was difficult to say for certain whether a given word was LOUD or stressed

 

so I used .M_Y bestjudgment.

When a speaker broke off abruptly in the middle of a word or a

thought, I used a double hyphen followed by a space (-- ) to indicate that

break. If a speaker started talking while another was finishing, I positioned

the second speaker’s beginning words directly below the words which he/she

interrupted.

Beyond this, I occasionally used a special way of noting something

which I explain directly in the text as I am preparing to talk about a

particular section. Since I am not a linguist and this is not a purely linguistic

analysis, I trust the preceding information will be sufficient to explain the

conventions I used in presenting this material. 15

 

1 In her model, Phelps’ posits four phases ofresearch in composition which she calls

collectively the PTP (practice to theory and back) arc. Phase one research is initiated when a

“crisis” or “problem” emerges which does not “yield to trial-and-error solutions” but instead

creates a “babble ofcompeting philosophies.” Phase one research “comparfes] methods to

discover empirically which is most efi'ective and why.” When Phase one research doesn’t give

definitive answers, researchers begin Phase two activities: “more fundamental inquiries into

the constituent processes and activities that underlie surface behavior or its products” (37).

Phase three is when “. . .[researchers] look beyond behavior per se to define the underlying

conceptual schemas that shape the attitudes and choices ofboth teachers and students.”

Eventually, they move to Phase four, metatheory, which involves “more comprehensive

networks ofmeaning, and metacriticism develops to evaluate the methods, assumptions,

conclusions, and roles ofthe researchers themselves.”

2 Through the entire decade ofthe 19808 an informal discussion continued among users of

computers about the advantages ofone brand ofcomputer over another. I could find very

little published material that purported to locate differences in writing on the brand of

computer although it may have been an undercurrent in some work. However, in 1990,

Marcia Peoples Halio published an article “Student Writing: Can the Machine Maim the

Message?” in which she compared the work of students who used DOS computers with the

work ofstudents who used Macintosh computers and found the writing ofDOS users more
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serious and “better.” Her article touched offa storm ofdebate among people who questioned

her methods and her results, as well as those who asked why this should be an issue. While

the article was not well-received, it did spark a debate that brought to light questions about

what we value in a computer-supported writing environment.

3In her report on research, “Research and Recommendations for Computers and

Composition, published in Critical Perspectives on Computers and Composition Instruction

in 1989, Gail Hawisher looks at 42 studies conducted between 1981 and 1988. Ofthese

studies, 26 were comparative and 16 were naturalistic. These studies primarily “concentrated

on the effects ofword processing on students and other writers, on the processes in which

writers engage as they write, and on the products writers create with the aid ofcomputers.

Few studies have examined how computers affect and interact with the cultural context or

learning environment in which they are used-either for writing or for instruction” (45). I

have drawn some ofmy conclusions based on her summaries ofthe research.

4 Haas examines the ease/difficulty ofreading and revising on line. Her work is actually a

call to rethink our theories ofreading to accommodate reading and writing on line.

5'Ihe last piece is an article by Charles Moran in Computers and Composition, November

1991. Moran does not call it ethnographic; however, it does use the basic ethnographic

approach

6 Geertz indicates that ethnography is defined in the doing ofit, “defined as the kind of

intellectual efi'ort it is: an elaborate venture in, to borrow a notion from Gilbert Ryle, ‘thick

description’” (6). Following this statement is an elaborate explanation taken fi'om Ryle in

which the meaning of“thick description” is illustrated.

7 Elizabeth Chiseri-Strater uses this approach in Academic Literacies . She says “It is no

accident that I decided to look at college students’ literacies, or that my research paradigm is

ethnographic. Both my personal perspective as a composition scholar and my training as an

ethnographer are woven into the texture ofthis study” (xxi).

8 In Curtis and Klem’s article, “The Virtual Context: Ethnography in the Computer-

Equipped Writing Classroom,” they quote Anne Herrington as having written that

“reflexivity and public accounting” are necessary in ethnographic research and that

ethnographic research should include “. . .reflecting on how one’s own values, gender, class

and culture shape research [and then] including that reflection in the published account of

the research” (54). At the time ofpublication ofthe book in which Curtis and Klem’s article

quoting her appears, Herrington’s work had not yet been published. Herrington’s article is

now available as a chapter titled “Reflections on Empirical Research: Examining Some Ties

Between Theory and Action,” Theory and Practice in the Teaching ofWriting: Rethinking

the Discipline, Ed. Lee Odell Carbondale: Southern Illinois UP, 1993. In the published work

the quoted words do not appear. The exact quote is: “Other researchers, including those

advocating feminist and critical ethnographic approaches, stress that the researcher’s own

personal history, attributes, and assumptions should be included as part ofthe ‘data’ for a

study.”

9 I have used the term “polyvocality” to indicate many voices spealn'ng about the same

experience. This maybe similar to M. M. Bakhtin’s idea of“heteroglossia,” which carries two

definitions; one, a social diversity ofspeech types; and two, multiple voices. Bakhtin’s work

has a linguistic emphasis with which he concentrates on discourse in the novel and the way

in which the themes an author advances are carried by the heteroglossia, while my work

concentrates on the voices ofactual participants in the classroom. However, as an admitted

story-teller and shaper offictions (both in Geertz’s sense ofthe term and in a more generic

sense), I maybe talking about the same thing.
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10 I did not discover this article until after my research had been completed and many ofmy

conclusions about the philosophy evident in Martha Petry’s classroom had already been

formed. It was with delight that I realized that my conclusions about this classroom were in

line with the stated philosophy ofthe program.

11 Hammersley and Adln'sson also discuss reflexivity, which they consider to be the hallmark

ofall social research, particularly ethnography. They write that social research has a

“fundamental reflexivity, the fact that we are part ofthe social world we study, and that

there is no escape from reliance on common-sense knowledge and on common-sense methods

ofinvestigation. All social research is founded on the human capacity for participant

observation. We act in the social world and yet are able to reflect upon ourselves and our

actions as objects in that world” (25).

12 LeCompte and Preissle write that ethnographic methods “elicit phenomenological data”

which “represent the world view ofthe participants; that ethnographers use “empirical and

naturalistic” research strategies; that ethnography is “holistic” and contextual; that

“ethnography is multimodal or eclectic; and that, in short, ethnographic researchers use a

variety ofresearch techniques to amass their data” (3).

13 Not all ofthe computer-generated work must be generated on the school’s computers.

Several students had their own computers, both the same and different brands, and worked

at home on their writing. One student told me that she ended up doing her final portfolio on

her word processor at home because it was easier than coming back to school.

14 For further discussion ofthe connection between pedagogy and work station placement,

see my article “Equipping the Classroom for the 21st Century. Pedagogical Theory in

Computer-Supported Classrooms or It’s All in Where You Put the Desks,” forthcoming in the

fall 1995 issue ofthe MCEA Journal. In this article, I compare this classroom to a workshop

to discuss the way in which the placement ofwork-stations supports the pedagogy ofboth

collaboration and work on individual projects.

15 I followed MLA guidelines whenever they were applicable to the work; however, the MLA

guidelines do not deal with transcription, per se.



CHAPTER 2

ACT I: THE FIRST DAY, A MICROCOSM

This day, like a strand of DNA, contains the instruction set for the way

the class will grow the rest of the semester, including the way in which

computers will be integrated into the pedagogy of the class. On this first day,

they begin, at least in some small way, three of the main tasks with which

they will be engaged throughout the rest of the semester, namely 1) building

a classroom community of writers, 2) using and integrating technology into

classroom life, and 3) writing. Martha establishes this classroom as a place

for collaboration, active learning, intellectual speculation, risk-taking, writing

to learn, and learning to write.

Because the ethnographic approach to data collection results in such a

large body ofheavily contextualized data, and the meaning ofthat data is

altered when broken out of that context and conceptualized thematically, I

want discuss one chunk of data in some fashion akin to its original context.

In this chapter, I will use the format of the play to re-create the experience of

the first day in a whole context and to focus on the (inter)action thus allowing

me to show clearly and quickly what actually happened in the classroom.

Brodkey states that "ethnographers study individuals as if their lives

were mounted on a cultural pmscenium--in full view of an audience” (25).

This particular application of the notion that all the world's a stage seems

appropriate for study of this first day of class since the day unfolds much like

a story or a play. (Inter)action is central and the entire term is foreshadowed

or prefigured by the first day: a tone is set, an attitude established, ways of

39
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doing things are modeled, expectations ofbehavior are expressed, eventual

outcomes are suggested. The instructor doesn’t merely talk on the first day

about what they will do later in the semester, she and the students act, do

things. Martha is the master narrator, much like the stage manager in Our

Town; she is the playwright/director, but involved in an impromptu, ad lib

play--the outliner of the story. She writes some ofher own lines, organizes

the action, sets the lighting and invites the supporting cast, but ultimately

relies on everyone to make the story/play work. She knows a cue when she

hears one, and she knows how to get everyone involved in finding their own

cues--which is what happens from the beginning of the first day.

To fulfill my obligations both as re-creator of experience and as

analyst/interpreter of those experiences, I have used two special methods, one

an organization pattern, the other a device. The play is organized into a

series of scenes which are chronological; within those scenes some material is

organized thematically. The device is RAIAE, the Researcher's

Analytical/Interpretive Alter Ego. As the play unfolds RAIAE (say RAY-

YAH) will comment on the meaning of the action, serving the function of the

chorus in a Greek play. This character also allows me to deal with my dual

role as participant/ethnographic researcher.

With that as introduction, let the play begin.

The Writing Experience: English 131

The Characters

Instructor: Martha Petty-Joyce. Veteran teacher, a small lively woman.

Researcher: Nancy

Videographer: Judy

Lab assistant: Trish
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Computer network administrator: Alex

Equipment demonstrator: Chris

Researcher's Analytical/Interpretive Alter Ego: RAIAE.

Students: 18 people of various ages (18-50), both male and female, mostly

white, some African-American, with a range of attitudes, including

hopefully expectant, somewhat bored, obviously nervous. The

individual personalities will sort out as the action of the first day

progresses.

The Setting

A classroom at Jackson Community College, Jackson Michigan, on a

snowy day, early in January, 1994. The warmth and brightness ofthe room

contrast markedly with the blustery weather outside. In the classroom,

computers are a definite presence. They are arranged on desks which have

been pushed together into groups, 5 desks to a group, 5 groups of desks, for a

total of 25 stations. A teacher station is at one end of the classroom opposite

a wall painted white which serves as a screen for projection. On the wall

between is a white marker board (a replacement for the chalkboards of old).

As students enter the room, each takes his/her place at one ofthe

desks at which there is a computer, for there are no computerless stations.

Prologue

RAIAE (Researcher's Analytical/Interpretative Alter-Ego): As we begin

to look at these scenes, we will see three kind ofactivities that begin on the first

day ofclass and continue throughout the semester: 1) building a classroom

community, 2) using and integrating technology into the classroom life, and

3) writing. 1 On the first day, each activity is addressed overtly and directly in

a particular scene while the other activities either play a lesser role or happen
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incidentally. Activities overlap and interweave. Scenes 1 and 2 overtly focus

on building a classroom community, while Scene 4 focuses on using technology

and Scene 5 on a discussion ofwriting. (In Scene 3 the researcher explains

her work). As I sketch, analyze, and interpret, it is important to keep in mind

that all activities are performed in service of writing.

Scene 1: Good Morning, America

(7 minutes) The teacher introduces herself, calls the roll, briefly

identifies this as a beginning composition course and explains what will

happen during the rest of this session. The teacher sets a relaxed,

comfortable tone and begins connecting with students immediately by telling

them her name and asking that they call her Martha, a request which many

ofthem have never gotten from a teacher. She also encourages a comfortable

atmosphere by her use of comments that address the student more directly

than a simple roll call would do. The computers remain quietly on the desks.

Martha: Charles hi, and you’re in your same space.

[Charles is a student who has been in other classes with Martha

 

 

before]

Martha: Andrew_. . .D’you like Andrew, or Andy?

Martha: Mark . Hi Mark.

Martha: Lani . Is that right?

Martha: Thomas . . . . Did you know there’s a

famous children’s writer who has your last name? I’ll bring you

in some ofhis stories.

RAIAE: The personal tone set by Martha encourages students to begin

to connect with Martha and with each other in this briefscene. Slowly

studentsjoin Martha in creating this dialogue, at first with echoes, later with

more substantive engagement. For example when Martha has trouble with the
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pronunciation ofone student’s name, both that student and another get

involved in the exchange.

Building the classroom community is a complex activity which involves

sharing personal information and knowledge; developing interactions between

students and between teacher and students; and encouraging a relaxed

atmosphere which allows for humor, exploration, and risk-taking. By making

at least a small personal connection with each person as she calls role, Martha

initiates this complicated process which will continue and expand with the

introductions in Scene 2.

Scene 2: Getting to Know You, Getting to Know All About You

(30 minutes). The teacher, the guests, the students introduce

themselves and continue the task of establishing a classroom community.

This classroom community is not shaped just by Martha but by all of its

members. On the first day, this a community ofplace, i.e. whoever is in or

comes into Room 205 between 8 a.m. and 9:15 a.m. is part ofthat community.

On January 4, 1994, that includes all the players listed at the beginning of

this play. No sound is heard from the computers.

Martha° When we write in here, we are going to be writing about

things that we care a lot about, that you care about, that I care

about. And your peers. . . people in your writing group and in the

class at large, are going to be writing about things I hope that

they care about. And sometimes that'8 pretty frightening to write

about experiences that are important to you and reactions that

you have to either personal experiences or to films or to videos . . .

When we write, we cannot remain anonymous; as soon as we

open our mouth either in word or print people start to make

judgments about us. And that can be a pretty scary thing, like

the first days ofclasses are always pretty scary, so today we are

going to spend a lot oftime introducing ourselves.

RAIAE: Martha acknowledges the fear but immediately takes steps

that will force everyone to confiont it by introducing themselves. She sets the
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tone and provides the model for sharing personal information and knowledge,

which is the second item on the day's agenda, immediately after the calling of

the roll.

Sharing Personal Information

Martha, giving instructions: I want you to tell two facts about

yourself. and then I want you to share with us one surprising fact

that not very many people know about you. (pause) I think it’s

only fair that I have to go first since I seem to be in charge here

(she laughs).

She talks about the reasons that she walks around in the classroom;

first that she has great adrenaline energy, especially early in the morning

and that her favorite time is 4 a.m.; second, that for years she taught dance

and finds that she needs body language from her students to indicate

whether they are understanding her or not (which she encourages by her own

movement). Her third and surprising fact is a fairly long story about her

changing household.

Martha: The third and surprising thing. . . I have a changing

household. And there are people who do know that. Um. . . The

changing household means that there used to be four ofus and

now there are three, I’m in the process ofa divorce, that isn’t

surprising at all, but this might be surprising.

Martha moves toward the door where Alex is standing.

One ofthe ways that we, my children and I, understand

immediately whether we’ve had a hard day andjust, you know

how you all walk in, you know and you’re ready to collapse or yell

at each other. Sometimes that happens after a long day ofwork

and you’re arriving home at the same time and everybody/s kind

ofout ofsorts. (throat clearing).

The clue to if it’s been a really bad day is that, any one ofus at

any time can walk up and say, “Would you please hold my foot.”

Martha swings her foot up and plops her ankle into Alex's hand.

(Softly) Just like that.

A ripple of laughter crosses the room.
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Alex: 1’m not in her household,

The whole class laughs.

RAIAE: Through her stories--which are fitnny, cute, somewhat unusual

and interesting, personal but not intimate, the teacher has provided a model, a

way ofbeginning to establish what can be said and how people can talk in this

community. As part ofthat model, Martha’s stories reveal something ofher

personally and also provide places for others to connect with her. Each person

following Martha also reveals something ofher/himselfand at the same time

connects with some part ofwhat has been said before-beginning with each of

the guests.

Nancy is next after Martha and tells them that she is a doctoral student

doing research on Martha’s class, that she lives in Grand Blanc and has to

get up very early and drive a long way to get there, and that when she's mad

she throws Kleenex boxes at the wall.

Judy, who is holding a video camera on the class, identifies herself as a

teacher at MSU who hates to get up in the morning and suggests that she is

not nearly as intimidating as her students think at first.

Trish, the lab consultant, tells us she is a teacher of French, ESL, and

basic writing at JCC who got her Master’s at Michigan State. However, when

she got her Bachelor’s in French, she went to France for two weeks, ended up

getting married and staying for eight years.

Alex says he graduated from high school in 1985, began working in the

lab in 1986 and now is a network administrator in charge of all classrooms

and labs and all Macintosh computers on campus. He enjoys his job, but

hasn’t managed to get his Associate’s degree though he is still trying. When

he gets angry, he works on his anger by beating on the bed with a tennis

racket.
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RAIAE: The four guests in the classroom use (and manipulate) some of

Martha’s themes, namely morning and stress, and also introduce a new theme.

occupation, which is picked up by subsequent speakers. As students begin

their introductions they too take up these themes, and introduce new ones

which in turn are echoed by other students. As these themes resonate

throughout the class, a group sense ofidentity begins to emerge.

Martha picks names randomly from her class list, requesting that each

student, as called upon, tell two facts and one surprising thing about

themselves.

Melinda, the first student to speak, continuing the theme of

stress: And-surprising» Iguess I’ll do what you guys did--

When Iget mad I really» I rarely don’t, 1’m really [not] a

stressful person, I really don’t» actually I have a lot ofsisters so

Iguess I do take it out, Ijust take it out on my sisters. . . .

As student after student follows Melinda in telling something about

themselves, four major themes emerge during the sharing of “ordinary facts”:

school majors, marital status/children, where they’ve been or where they’re

going, and work.

Sara: Ijust moved here from Ohio, to tell you about myself.

Um, I did used to live here, but did that moving around

thing and then (laughs) I’m back. I am separated, I’ve got

two children. . . .

Jenny: Um, I”m here majoring in criminal psychology. . . . I’m

moving to Utah.

Lani: I moved to Jackson in June. Igraduated from Charlotte.

I work until 1 o’clock Monday night, so when I come in

here I’ll be draggin’.

Nick: I am an exchange student from the Soviet Union. I also

was an exchange high school student.

Charles: I, I uh, graduated from high school in 1963. And ah, I

moved to Ohio . . . and I took up welding.
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Heather: I’m married. I have two kids. . . . I’m a design

consultant for The Design Shop in Jackson.

Jim: Let’s see, I’m a theater major. . . . I work at Radio Shack so

ifyou need a deal on a stereo, come and talk to me [class

laughs].

Margy: Um, married, four children. . . .I’m studying for

radiology.

Andy: Uhm, I’ve been working on an Associates’ degree in

criminaljustice. And-a I moved here fiom Iron Mountain

about 9 months ago. It’s about 450 miles away, way up

north. . . . Ijust got married about 3 or 4 months ago . . .

Ann: I’m a newly divorced mother oftwo children under the age

ofthree. . . . I’m going into the diagnostic medical

sonogram program this coming August. . . . Hopefitlly I

will be transferring up to Traverse City after Iget my

degree.

Karen: I live in Brookline. I have a husband and a daughter.

Mark: Igraduated from Grass Lakejust this past year. . . . I’m

an aircraft mechanic . . . .

RAIAE: These ordinary facts, which Martha has requested from the

students, establish a common ground, a common theme, and help build the

group sense ofidentity. The surprising facts Martha has requested do

something different, three things in fact. First, the sharing ofsurprising facts )

simultaneously makes the students more memorable to each other and

establishes each ofthem as having an individual identity with the group.

Second, it serves as a small risk-taking exercise, which is important because

they will be asked to continue to take risks in this class. Finally, because this

class is based on personal writing, sharing gives the students the chance to

search for and try out an interesting tidbit on an audience, thus to see their

personal lives as fodder for writing.

When the students begin talking about surprising facts, they start to

show a bit more variety; they introduce new themes but they don’t completely
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abandon connecting with previously mentioned themes. Two deny the

possibility of surprise:

Sara: Um, as you get to know me Iguess you’d think there’s not a

lot that would surprise you because ifyou know me you know me

by what you see.

Nick: I don’t really like surprises. I don’t really have a surprising

fact.

Some note the differences between what might be expected and what is:

Josh, a broad-shouldered, soft-spoken, 18-year-old computer

major: I like going to plays and musicals. People don’t think I

do that stufi', but I like to do that.

Heather, a bubbly, outspoken person with two small children:

When I’ve got something to think about or something is bothering

me, I like to go outside and sit and think about it.

Many of the surprising things are also firnny things: Sally tells us

she’s been hit so much her car must have an invisible bull’s eye on it; Jamie

doesn’t drive well; Charles tries (unsuccessfully) to sing in the shower; Margy

can’t figure out how she can find Room 217 from Room 205. One is an

obvious joke-~Jim says his father fed him with a slingshot when he was a

child. Others are idiosyncrasies: Jenny likes warm pop, Ann eats a side of

M&M’s with her buttered popcorn, Mark hates lima beans. Karen’s

surprising fact seems to amaze her. She says, eyes wide as she laughs: “I’m--

I’m here!”

No one reveals anything terribly intimate, with the possible exception

ofAndy who tells the class that his recent marriage is to a woman who is 25

years older than he is. Even that is not intimate, just unconventional. And

then he hedges on telling her age.

RAIAE: The connections noted here are ofthree kinds: connections of

form , ofcontent, and ofshared experience. Form: students use the same

general form for speaking that Martha modeled-two ordinary facts, one
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surprising fact told in that order and comments that begin with “I am” or “I

have.” Content: as noted, several themes emerge-content connections.

Shared experience: the sharing ofone small bit ofpersonal information, one

small experience ofrisk-taking in which almost everyone participated helps

bond the group.

Interactions: Teacher’s Support/Shaping and Connecting

RAIAE: Throughout this period as the students are revealing and

connecting, Martha is actively supporting and shaping their efforts as well as

doing her own form ofconnecting. Her support is not unqualified acceptance

ofeverything each student says; it is, initially, more ofa consistent acceptance

ofthe efiort, and then, support/shaping based on her perception of, first, the

students’ needs and, second, the goal she maintains ofbuilding a community.

She calls on students, not in alphabetical order, nor in the order by which they

have seated themselves, but randomly. This serves to move the focus to the

people, rather than the classroom geography or the alphabet. As students

introduce themselves, Martha takes notes, underscoring the importance of

what students have to say and demonstrating a very firndamental sort of

writing to learn, that is, taking notes to help remember.

When Melinda, the first student to speak, has some difficulty, Martha

acknowledges Melinda’s nervousness and helps her get through the task.

Melinda, standing, back to camera: You’d like two facts—- Well,

first my name’s Melinda_. A surprising-- (sigh and

quick out-breath) I’m very nervous here. I rarely stand up

in front ofa lot ofpeople and talk.

Martha: Ifyou’re more comfortable, you can sit down. It’s okay.

Melinda: It really doesn’t matter. (class laughter) [something

mumbled, like “I’d still be nervous.”]

Martha: As long as you’re up.
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Melinda: Um, now what did you want? two--

Martha: Two facts, any two, and then one surprising thing that

not many people know about you.

Martha moves to the screen at the south wall, leans against the wall,

and writes on a notepad the comments being made.

Melinda: This is really hard. I’m really not a shy person,

actually. I really can talk.

Martha That’s a fact, that’s fine.

Melinda: Here’s another fact. It’s really not important, but I

come fiom a big family, I’m the oldest of5 children. And--

surprising-- Iguess I’ll do what you guys did-- When Iget

mad I really-- I rarely don’t, I’m really [not] a stressful

person, I really don’t-- actually I have a lot ofsisters so I

guess I do take it out, Ijust take it out on my sisters. . . .

Martha: Okay, great Melinda. That was wonderfirl to start us

017’-

RAIAE: Martha is patient and supportive as she helps Melinda deal

with nervousness. When Melinda loses confidence, Martha finds a fact in

what Melinda has said and thus validates Melinda’s ability to participate and

be successful in this endeavor, a move which is not lost on the class. This

move allows Melinda to come up with another fact and then a surprising fact.

When Melinda is done speaking, Martha again validates her effort, a pattern

that Martha uses consistently throughout this class period.

Martha supports or shapes in some way every snippet that people tell,

and thus simultaneously connects with and leads students. At no time does

Martha use a standard teacher evaluative response such as “Good” or “Good

answer.” Martha's comments are more ofthe kind that occur in ordinary

conversation between peers or between a host and guests. And at no time does

Martha let anyone avoid the work that must be done. She has asked them for

facts and will not accept non-answers or fictions.
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Two situations in particular show her shaping the discourse, insisting

that the assigned work be done, and supporting students efforts to do that

work. When Nick, the exchange student from the former Soviet Union, says:

Nick: I don’t really like surprises. I don’t really have a

surprising fact.

Martha does not let that go, nor does she harangue Nick, but instead opens

an opportunity for him.

Martha: It’s amazing that you don’t like surprises but you’re an

exchange student. Which would have to be filled with

surprises. I mean--

Before Martha has finished speaking, Nick has thought of a response.

Nick: Uh, actually the first time when I came here I didn’t really

like American food.

That would be an adequate response; Nick says he didn’t like American food.

However, Martha doesn’t let the opening go and asks him a question.

Martha: What was worst thing you ever had to eat?

Nick: I tried to eat French fries with a fork and knife, (class

laughs) and then my American family told me Americans

eat a lot offood with their hands, so that’s a surprising

fact.

Martha: Thank you, Nick.

In this case, Martha directly shapes the discourse in a direction which will

meet her goal ofbuilding a community. Nick, because of his cultural

background, may well contribute something quite distinct to this community,

and Martha is making use of this opportunity.

There is one other situation in which Martha shapes the discourse

overtly: her conversation with Jim. After telling his basic facts, Jim tries to

use an outrageous joke--fiction--as a surprising fact:

Jim: Surprising fact--my father fed me with a slingshot when I

was a child (class giggles) Besides that, everything's

kinda. . .
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This joke is not well-received by the class, only a few giggles. But Martha

does not let it rest. She expands on his joke.

Martha: Maybe you’ll write about this experience. (pause) Did

you like to eat? (pause) You don’t know?

Jim: That part ofmy life’s in the subconscious. I don't know.

Martha: Thanks, Jim.

Jim: I’ve been in therapy for three years for like nightmares and

stufl‘; but I don’t know what it means.

Then she builds on Jim’s experience with her own:

Martha: Another surprising fact. I never knew that and I’ve

known and worked with Jim. We worked together on

Equus. He was a horse. I mean, he was in the part ofa

horse.

Jim: Yeah, yeah, we know what you really mean. (class laughs)

RAIAE: Martha’s move here works two ways; first, it shows Martha’s

personal connection to experience outside the classroom, and second, it opens

an opportunity for (perhaps even pushes) Jim to connect with others in the

class.

Jim: Oh, ah, just to plug it real quick. Ifanyone wants to, there

are open auditions for Inherit the Wind next Monday and

Tuesday.

Martha: Everyone get that? Inherit the Wind is a play. Large.

large cast. They're looking for bodies.

Jim: Thirty people.

Martha: Thirty people. Remind me when we get to the bulletin

board that that might be one ofthe things you’d like to

post--once we’re on the network.

RAIAE: In this case, Martha works with a student attempt at humor

that could close offconversation and shapes that conversation so that her

connection with the students is expanded and the student in turn sees a way to

connect with the rest ofthe class.
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In the midst of this support/shaping and forging and exploring her

connections with students, Martha also points students at the connections

they have with others in the classroom. The interaction with Jim is one

example, but there are others. When Andy says that he’s “been working on

an Associates’ degree in criminal justice,” Martha responds: “Who else is

doing that? Jenny? You’re in criminology?” Andy then turns and talks

briefly to Jenny.

When Karen says, as her surprising fact, “. . . I’m here,” Martha uses

this comment to connect many people in the class.

Karen: I'm-- I’m here.

Martha: Yes? Is this your first semester out here?

Karen: Yeah (nods).

Martha: Well, welcome. Anybody else absolutely new to JCC,

never been here before in your life? (Hands go up) Wait, I

want to see that. (Martha counts) one two three four five six

seven. Welcome.

This move on Martha’s part visually shows the students one more way in

which some of them are connected. At one point in the conversation after

several people have talked about moving either in or out of the area, Martha

says, “A lot oftravelers in this class, coming and going.”

Interactions: Stflents

While Martha has been supporting/shaping and connecting, the

students have been doing some connecting oftheir own. Now students begin

to form deeper and more subtle connections and to interact with one another. 2

During the introduction period, each student interacts with Martha, at least
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on a nominal level. However, some of the students also begin to interact with

each other.

The first student who both connects on a deeper level and interacts

strongly and dramatically with another student is Sally, the fourth student

speaker. Sally’s impact is actually in two steps, separated by the space of five

speakers. The first step begins when Martha calls on Sally. After identifying

herself as a single 30-year-old mother oftwo who is always running to her

children’s sporting events, she says:

Sally: My car has an invisible bull '3 eye wrote on--printed on it.

Martha: It has a WHAT? What does it have?

Sally: People have a habit ofhitting me. So it has this invisible

bull’s eye, nobody knows about.

RAIAE: To this point, no one has dealt with a theme or topic in this

way. Up to this point, even the surprising facts have been pretty conventional

and conventionally stated (Melinda takes out anger on her sisters, Sara says

she is not surprising, Jenny likes warm pop). Sally follows the conventions

which are being established regarding form; however, she follows Martha’s

example (“Here, hold my foot”) in style by sharing with the group something

fancifirl, flamboyant, whimsical, something not-quite-safe, something that

might make her look a bit odd. It may even have been something she has said

before, with a group offriends, for example. She shares this without

hesitation. Sally’s move “works” in that it is supported by class laughter and

by Martha's more-than perfunctory response: “I LIIOZ‘ that. (pause) Good

luck.....” It functions to fitrther the building ofcommunity by leading to an

interaction.
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Martha immediately warns the students, especially Sally, to watch out

as they are driving for the great numbers of deer around the college. Trish

adds that the police also patrol.

The second step in Sally’s interaction happens when Jamie, five

students later, comes back to the driving theme:

Jamie: The surprising thing-J really can’t drive very well.

Sally, responding immediately: Stay away fi'om my car. The

one with the broken lights all the time. Stay away.

The class responds to this exchange with much laughter.

RAIAE: I think a line has been crossed here This is no longer a simple

teacher-student exchange; Sally talks to Jamie, and whether consciously or

not, places herselfnotjust as a student responding to teacher directives but as

a community-maker, an actor not merely a reactor.

Another student who begins interacting with others in the classroom is

Andy, who begins his interaction during Bob’s “turn.” Bob is the sixth

speaker. When Bob provides a list, no wasted words: “I work in a hotel; I

drive a Buick; and the surprising thing is that I don’t like talking in fient of

many people,” the class responds to this with laughter, whether at his

economy oflanguage or at the final part of the contribution (sort of a “no

kidding” response), I can’t determine. However, Andy moves into the

conversation with a comment, “She’ll [referring to Martha] fix that.”

RAIAE: This seems to be both an attempt at interaction and a comment

on his perception ofthe filnction ofthe class.

Andy inserts himself into the conversation and ostensibly addresses

Bob, but Martha is expected to hear, as is the rest of the class. Andy, by his

comment, invites response. Bob, apart from a nod and a smile does not
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respond, but Martha does: “Yes. Well, bit by bit we’ll-- or maybe ease it just

a bit. . . . ,” both a support and a clarifying function here.

Andy is involved in another interaction a little later with Jim.3 When

Jim introduces himself, he says , “ . . .another fact, I work at Radio Shack so

ifyou need a deal on a stereo, come and talk to me,” to which Andy responds,

“That’s where I’ve seen you.” The second half ofJim’s comment can be seen

as an invitation to interaction to the entire class, while Andy is responding to

the first part ofJim’s comment.

Relaxed A_tmosphere

RAIAE: The relaxed atmosphere apparent in this classroom begins

with Martha’s own attitude, which I characterize as supportive and gently

humorous. As mentioned earlier, she begins by asking that the students call

her by her first name, Martha, a move which students often do not experience

in classrooms and, therefore, serves to signal a more relaxed atmosphere.

One ofthe major outstanding elements ofthis class on the first day is

the laughter that takes place during this class. During the first 45 minutes of

the class, there are 62 separate instances oflaughter, ranging fi'om a single

chuckle to a general group gufi’aw. About one-third ofthose laughs are

Martha herselflaughing, usually a single chuckle, sometimes at something she

has said that strikes her fitnny, sometimes at something someone else has said.

Martha’s smiles, good humor, and laughter help set the tone for this

classroom. Because the teacher laughs even at herself(especially at herself),

everyone else can laugh, both with her and at themselves. And they do. What

seems particularly significant is that two-thirds, over 40 instances oflaughter,

again ranging from one-person chuckles to general laughter, are from persons

other than the teacher. Beyond this, the laughter is not all generated in
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response to the teacher; this is a not a situation in which the teacher is doing a

one-woman stand-up comedy routine. The other people in the classroom follow

Martha’s lead and pick up on her cues. Then they make her laugh, and they

make each other laugh.

This is a good-natured laughter, not a mean-spirited humor. When

Martha says she is getting a divorce, nobody laughs. When she follows with

the story about her family method ofdifl'itsing bad spirits, “would you hold my

foot?”, people do laugh. When Andy tells that he is married to a woman 25

years old than himselfi no one laughs; but when he follows that with “I won’t

tell you her age, though, because she wouldn’t like that,” everybody laughs.

Nobody tells put-down stories about other people, probably because Martha

has structured the sharing so that they are talking about the personal, the

individual, themselves.

Back to Martha: Overt Grojup Balding

Martha closes this scene with a monologue, in which she addresses her

fellow actors. She walks around the room, naming all students, a group at a

time, pointing to people as she identifies them by name. (The cadence and

emphasis of her naming are represented by means of periods and spaces to

indicate pauses and length ofpauses--one beat per dot--between names and

ALL CAPS to indicate emphasized words.)

Martha: (moving to southwest group) Group one. This is

Melinda. Let’s see how good my notes are. Sally . Tom.

(moves to northwest group; clears throat) Group two.

(To Jamie) Did you talk?

Jamie: Oh yes.

Sally: He tried.

(class laughs)
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Martha: Bob......Sara. . . .Josh . Margy JAMIE.

(moves to south center, in front of screen)

This is hard work. I’ll see approximately 130 students in the next

day (clears throat) and by Thursday, I will want to have most of

your names learned.

Let’s see. Group three. That’s Heather . Jim . Andy . Karen.

(moving to southeast group)

Group four. Charles . . . Ann MARK. Okay.

(moving to northeast group, points at one student) Nick . It’s

simple because I think ofthat long first name. This one is-- you’re

Lani and you’re Jenny. All right.

Welcome. (walking back to teacher station) We know . . . little

things about each other. Hopefitlly this will help us as we write.

RAIAE: The recognition and repetition ofnames in this fashion is a

ritual action which anoints each group as a group and each individual as a

member ofthe community, emphasizing to the students the importance ofboth

group and individuals. It also provides closure to this particular activity.

Although community-building continues, the foundation at this point is

established. This is now a class-with groups. Task 1 on the day’s activity list

is complete.

Scene 3: The Researcher’s Monologue

(8 minutes) This is a business scene in which the researcher explains

the nature ofher research on collaboration in a computer-supported

classroom and requests the cooperation of the students. Following some

introductory remarks by the researcher, these comments occur:

Martha: Those ofyou who haven’t been to JCC before [should]

know, you are in a computer networked environment in the

classroom. You are absolutely in the forefront, in Bill Moyers

words. . . “on the cutting edge oftechnology.” . . . Nancy is

interested in how students collaborate in computer environments,

which is what she is interested in researching. . . You will be her

project. You will form the stuffofher study. How you interact as

a group, how we interact as a large group, how in some ways I
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introduce computer technology to you and how it gets integrated,

those kinds ofthings.

Nancy: I’m beginning a dissertation project which will focus on

what happens in a composition classroom which uses computers

to support the work ofthe classroom.

RAIAE: Although they have been a silent presence since the moment the

students walked in, this is the first real reference made to the computers which

perch on every desk in the classroom. The conversation about computers in

this scene, though brief; foreshadows the integration oftechnology and sets

the stage for the next scene.

As we move to look at Scene 4, the purpose ofwhich is to overtly

confront the technology ofcomputers in the writing classroom, it is important

to remember that technology ofsome kind has always been present in

composition classrooms and that the technology shapes the writing. For years,

the technology that has been used in composition classrooms has been pen and

paper, chalk and blackboard. More recently, teachers have added overhead

projectors to their repertoire oftechnological magic, while student have used

typewriters (most often outside the classroom). Within the past 10 years,

computers have become an available technology for use in the writing

classroom. Earlier technologies ofwriting have in some ways become

invisible; we don’t think ofthem as “technology” because they have become so

integrated into our thinking by long use. Computers are highly visible as a

technology because they have not yet become integrated into the writing

classroom. However, that is beginning to change. Martha’s classroom is one

site ofthis change. Her goal may not be to make the technology completely

invisible, but it is to make it at least more comfortable. She tells the students,

as they are finishing the process oflogging on to the computers, “Logging on

right now for those ofyou who have never done it before, is a very conscious
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act. . . . it will become eventually very much automatic and something that you

don’t have to attend to with a bunch ofenergy.”

Scene 4: Let’s Roll Up Our Sleeves and Push a Few Buttons

(15 minutes) The computers, which have been sitting quietly for the

past 40 minutes, now become the object of discussion.

RAIAE: The activities ofcommunity building and interaction,

completed in the last scene, form the foundation for the next task, namely

learning to use the technology Today, the students do--overtly and in a block

oftime dedicated to this activity-what will become integrated into their

everyday work for the rest ofthe semester: use the computers. In this scene,

students, teacher, support stafi‘; and guests share knowledge and interact, both

with each other and with the computers. The relaxed atmosphere and the

humor continues, allowing and encouraging the interaction which supports

the students’ efforts to learn the technology and further strengthens the newly-

formed sense ofcommunity.

The roles change slightly. Martha moves from the central focus for

students to become a supporting player. The role of central focus is passed to

Chris, who comes to demonstrate logging onto the computer network, and to

the computers. Martha and Trish roam among students and help those who

are stuck. Their interaction with students is primarily individual and is

quite non-structured, occasioned by the need of the moment. Students must

attend to Chris’ directions, to the computer’s signals, and to help and

prompting from Martha, Trish, Nancy, and each other.

Chris: Integrating Technology Withozit Pain

RAIAE: Chris works very hard in this scene to make learning about

using the computers an easy and comfortable experience for students no matter
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what their level ofexperience with the technology. This is obvious in her use of

humor and her effort to explain withoutjargon.

As Chris is introduced to the class, she is invited by Martha to share

two facts and one surprising fact with the class.

Chris: Hmm. Okay. Number one. You already said my name,

that doesn’t count?

Martha: (laughs) No, it doesn’t count.

RAIAE: Just as Martha refused to accept non-answers from students ,

she cuts no slack for Chris on this bit ofcommunity-building work either.

Everybody participates. That is central to Martha’s definition ofcommunity.

Chris: (laughs) I work full-time at the college, and I’ve been here

since 1986.

Martha: That is two.

Chris: Uhhhhh. Let’s see something you don’t know about me.

Martha: Something that not many people know-- None ofus

know a whole bunch about each other. But something maybe not

even your closest friends know about you.

Chris: Hmmm. I’m not gonna say my weight. I’m 5 foot 2.

(Chris and class laugh) with little flats. (Chris laughs)

RAIAE: Chris’ attitude is relaxed; she is willing to laugh with the

students. This attitude continues as she begins to walk the students through

logging on to the computer. She doesn’t assume knowledge, she tells people

what to expect, and she avoids arcane technicaljargon and integrates the

technical terms that she uses into normal relaxed speech.

. . .I’d like to start by having you turn your computers on. The

switch is located on the back left sidejust next to the power cord.

Back left side, just next to the power card, ifyoujust flip that

little toggle switch, it will turn on your computer.

People start flipping toggle switches.
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You should hear a dinging noise and your screen should kind of

start to turn gray. Eventually you’ll see a little happy face on it

and it will say “Welcome to Macintosh.”

Chris continues her monologue:

The steps that we’re gonna go through initially are the steps that

you’ll go through every time you come in here to access your

folder. You have a folder set up that’s only your folder, nobody

else can get into it except you, including your instructor, so if

you’re working on a project and you want to give that project to

your instructor, you will see a folder for Martha that you will

have to physically drag that assignment into. She cannot get into

your folder, so ifyou’re thinking that it’s done, she canjust go

ahead and take a look in my folder and grade it--no she can’t do

that.

RAIAE: Chris comments on important issues ofprivacy, individual

space, responsibilities-both the students’ and Martha's, all ofwhich are

computer-related. Each enrolled student has a folder already established in

the general class folder. Chris’ guided tour explains to them how they are to

find this space that is designated as their writing space.

She explains again what the students will be seeing on screen:

. . . Then the rest ofyour screen should start appearing. Along

the bottom ofyour screen, you’ll see programs that we have

available for you when you’re in here. Umm. Microsoft Word is

the word processing program that most ofthe time you start ofi’

with. I believe that you will use Story Space which is an idea

processor to help you put your ideas together for your homework.

There’s a trash can that you can throw old documents away. Up

in the upper right corner, you should see something called

Macintosh HD or something similar to that. That’s the hard

drive that’s on each ofthese computers. These hard drives

contain the programs that are down at the bottom and printing

information and so forth.

RAIAE: Each item that Chris points out is something that students will

be using for writing in the class. She is careful to explain not only what these

items are but also how the students will be using them, in other words, why

they are important to students.
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When she begins to explain the “process of finding where your folder is

located and logging into it,” she doesn’t assume knowledge, but checks to be

sure what is known and continues sharing her own knowledge on the basis of

what seems necessary for the group.

Ifyou look up at the top ofyour screen, you’ll see a little black

apple in the upper left corner ofthe screen. What I’d like you to

do, is take your mouses-- has everybody used the mouse before?

Is there anybody not familiar with the mouse. Okay.

At this point, Chris has checked to see what knowledge students have. They

have the opportunity to say, yes they know or no, they don’t know. Before she

goes on with directions on what to do with the mouse in order to log on, she

interrupts her own monologue to explain mouse use, then continues her

presentation in this vein--checking understanding, embedding technical

jargon in explanation.

Chris walks them through several more steps in the logging on process,

until they get to the file server for their classroom and she instructs them to

select it, then follows with these directions:

Now underneath where it has that okay box, there’s a user name

box. I’d like you to type in your fill first name followed by a

space followed by your middle initial without the period, another

space and your last name. Go ahead and type, what’s there will

be wiped out when you start typing.

RAIAE: As the students type in their names, they are notifying the

computer oftheir existence and claiming the writing space to which they are

entitled.

Interactions: Everybody Talk

The backdrop for Chris’ presentation is a general cacophony ofbusy,

working (inter)activity. Every person in this room is involved in some

physical action, which, of course generates noise. People chat with each
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other. Computers ding and buzz and light up. Trish, along with Martha, who

has become a supporting player in this scene, roam as Chris talks. They stop

to look at computer screens and respond to students’ questions. Nancy roams

a bit to observe but finds herself pressed into service as students assume that

she could be of assistance to them. Chris moves around as she talks to see

how people are handling her instructions.

RAIAE: The interactions ofteachers and students become less governed

by rules ofturn-taking and more controlled by the need ofthe moment.

Conversation is focused on the situation at hand. The roles ofteacher (as one-

who-knows-and-explains) and student (as one-who-learns-from-teacher) blur

somewhat in this scene. Ifthere is a question, whoever can answer the

question, does.

When Chris talks about the mouse, a situation arises that needs to be

dealt with. Ann, who sits facing Mark in group 4, draws attention to it.

Ann: He (pointing at Mark) doesn’t have a mouse.

Chris and Martha both respond.

Chris: You don’t have a mouse?

Martha: Mark doesn’t have a mouse.

Then there is a babble of voices (Martha, Chris, Mark, and others).

The only clear response is Mark.

Mark: Oh, no, I can’t play (he laughs).

Ann gets up from her seat, takes a mouse from another computer, then

walks around the table and plugs it into Mark’s machine.

Martha: Thank you, Ann.

RAIAE: In this passage, a student’s problem is identified by another

student and solved by that same student. The solving is supported by Martha

in her thank you to Ann. I deliberately have used the verb “solving” as
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opposed to the noun “solution” because I believe that, while the solution is

supported, Ann’s act ofsolving is what is really what Martha is thanking her

for. 4 Another point worth noting is Mark’s use ofthe word “play.” This whole

situation seems relaxed enough to Mark that he canjoke about it and identify

it, not as work, but as play.

Ann is also on camera a few minutes later, away from her own station,

helping Charles, another member of her group, who has also been helped by

Trish and by me.

As Chris gives directions about typing in their names, Melinda gets

confused:

Melinda: Wait a minute, I’m lost.

Tom, sitting next to her, leans over, stares at her screen:

What’s wrong?5

Melinda: Okay, my name’s already here, right?

Tom: Yeah, hit on it. And return. Is that the only thing?

He turns briefly to his own screen, then back to Melinda: Hit,

click on okay. Er, no. Go up to classroom 205. Click it.

This seems to take care of Melinda’s immediate problem, but Chris has

identified a problem that Tom has.

Chris, looking over Tom’s shoulder at his screen: I think it

might want you to say Thomas, instead ofTom. Sojust double

click on Tom.

Tom, taking the suggested action: Oh, okay.

A few moments later, Martha stops at Andy’s desk:

Martha, to Andy: Yeah,just hit return, hit it again, then hit it

again.

A few moments more, Trish is wandering, looking over shoulders at

people’s screens:

to Jim: Click on the go away box.
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to Andy: Click on the go away box.

to Heather: Now you want to click on what we call the go away

box.

RAIAE: This scene has proceeded with great collective energy, lots of

(inter)action, and a blurring ofroles. Martha refocuses that energy as she

closes this scene. In the following monologue, she moves fiom supporting

player to leading role again; however, even as she is drawing the students’

attention, she is refocusing it on them, on their groups, and their responsibility

to each other.

How many ofyou have never, ever been on a Macintosh before?

(counts) four, five, six. Okay. How many ofyou have never been

in a networked classroom before, so those six plus others, right ?.

Never been in this kind ofa classroom, never logged on before. I

want to see all those people who’ve never logged on before.

Hands. Okay. You notice that there are people in your groups

hflg done this, yes? For those people who have done this before,

your responsibility to the members ofyour group is to help them

do this until they get comfortable with it.

She continues her monologue and closes it with the following

statement:

As we continue-- and we’ll probably do this [logging on] three

times on Thursday, sojust endure it for those people who already

know how to do it, and remember that your expertise will be

needed by the other members ofyour group. You know that you

won’t let them flounder around TOO long before you say, “Ah, I

can help you right there, I know what you’re doing wrong.”

Okay?

There is a strong effort in this section to avoid letting the technology

intimidate the students. In addition to relaxed language and lots of

interaction, Martha makes a statement which should ease some fears:

I'd like to reassure those people who have never done this before

in their life that the course, the course and your success in it is

M dependent on how well you learn to use the computers. Okay?

What I'd also like to tell you that you'll find, I think, eventually,

for those ofyou who are not used to the computer or doing any
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work on the computer, it will really speed your process and make

revision and all those kinds ofthings much easier and simpler.

This effort parallels earlier and continuing efforts to avoid letting the

situation intimidate the students.

To close Scene 4, Martha claps her hands once, asserts, “We are

READY. Thank you, Chris.” And the scene ends as Chris smiles and leaves.

RAIAE: The closure ritual in this scene, Martha’s drawing students’

attention once again to each other and to their connections and responsibilities

to each other, parallels the closure ritual at the end ofScene 2. In this case the

group has accomplished task 2 for today, using and integrating technology

into the classroom life. They have also begun task 3, writing, as they

established their space in the virtual reality designated for classroom 205.

Scene 5: Reality Bytes

(15+ minutes) Laws that will govern what has been established, as far

as community, integrated technology, and writing spaces/places and activities

are discussed in this scene. Martha hands out course descriptions and

explains the rules and the expectations contained therein, and then discusses

the homework assignment.

RAIAE: The activity in the class up to now has provided a foundation

for Martha’s discussion in this scene. She says, “[TIhe business ofthis class is

writing.” The overt business ofthis scene is to discuss writing and the

responsibilities ofboth students and teacher in this particular environment. It

includes discussion ofthemes that have been introduced earlier--community

and technology--and their relationship to writing. It also continues the efi’ort

ofcommunity building which has begun in earlier scenes, and in some ways

summarizes what has gone before while pointing to the next acts ofthe

classroom drama.
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Abgt Writirg

Martha: We will write about so many subjects in so many ways,

contexts, varieties, styles and forms that writing, I’m certain, will

become a more natural activity.

. . .we’ll explore in our own and each other’s writings. . . a whole

range ofways that the written language is used depending on

what we’re writing, how we feel about the subject, who we’re

writing to, why we’re writing, and even how we feel about the

writing itself. Being comfortable and confident with our writing

is no easy task. Yet it is where we must begin ifwe are to become

better writers.

RAIAE: The implied goals in the preceding passages are making

writing a more natural activity and becoming better writers.

In the following lines, Martha specifically states the goals of the class:

The goal ofthis writing experience class is for you to become a

better and more confident writer. We’ll also learn to talk about

writing in a variety ofsettings and locations.

RAIAE: The language in this discussion reveals the teacher’s approach.

In this discussion ofwriting, the term “we” is used several times--we as

writers--it is both a personal and inclusive term, as is classroom community.

In addition, the emphasis is on the act of writing, on the activity ofwriting,

and on growth-“becoming better writers.”

She also discusses an area that will not be an initial part of the goals,

but will come later:

Attention will be given to the mechanics ofwriting, you know,

mechanics are all those surface things, like spelling, punctuation,

verb/noun agreement, noun/pronoun agreement, . . . only _g_la_tgr_

in the course, [it’s a] later part ofthe writing process, not the one

I’d like you to be worried about now. What I’d like you to be

worried about now is writing a lot, writing about things you care

about, writing with energy and passion.

As Martha talks about goals, she also talks about methods. The

following excerpts are culled from approximately 3 minutes of conversation;

most ofthe deleted parts expand her comments by example.
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Sometimes I’ll ask you to think about writing while you dance or

listen to music or take a solitary walk, sometimes we’ll talk about

writing strategies in class in . . . your small group or in large

group. . . .

Sometimes we’ll break into small pairs . . . . Sometimes you’ll

work in your small writing groups, the cluster you’re in now. . . .

Sometimes I'll informally lecture, . . . but mostly I don't do that.

. . . Sometimes we’ll use literature, stories, essays, poetry,

anecdotes, sometimes, we’ll use films, sometimes, we’ll use videos

to spark writing ideas and topics.

Some writing will be done in class; some writing will take place

in your daybookjournal. Other writing will be assigned by me

and will be worked on both inside and outside ofclass.

One conference about your writing will be required . . . probably

around the sixth week or seventh week ofthe course. . . you’lljust

have a personal conference with me.

RAIAE: In her elucidations and clarifications, Martha demonstrates an

underlying awareness ofstudents’ concerns, even as she explains the goals of

the class and the methods whereby those goals will be achieved. Goals and

methods are woven together in her conversation. The examples she gives of

what they will do and how they will do it involve a range ofapproaches and

several types oftechnologies, which is typical ofthe way this class operates.

Responsibility: Yours, Mine, Om

Responsibility, in this discussion, falls into one of three categories: 1)

the students’, 2) Martha’s, or 3) a joint responsibility. The discussion of

responsibility operates within the realm ofthe classroom community.

The students’ responsibilities are as follows:

Martha: Your responsibilities. Your main task as writers will be

discovering, using and improving your own writing voices. Your

writing voice is kind oflike that voice you hear in your head. . . .

that all ofus recognize and . . . that is . . . inside us . . . . You

know those kind ofvoices. Those voices are all your own. You

have an angry voice, you have a fearful voice, you have an
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anxious voice, you have an informative voice, you have a

descriptive voice, you have an excited voice. We're trying, we're

going to get all ofthose voices onto the page. . . . I think you will

discover your own personal writing problems as well as their

solutions. You won’t need me to say, ‘Ah, this has got a problem.’

You’ll be able-— you’ll begin to recognize your problems and how

to fix them. And that will also happen with your group . . . .We’ll

learn how to do that.

Martha lists her own responsibilities as follows:

My responsibilities. I will be reading and responding to all ofthe

things that you’ll be so busily scribbling down in your writing.

. . .In this course, part ofmy responsibility is to evaluate your

process, where you began and where you ended.

When she talks about joint responsibility, she makes it clear that she

is discussing this as a cooperative venture:

Our responsibility is together, we have this responsibility, what

happens in this class happens because ofall ofus. It’s notjust

me. There are more ofyou out there than there are ofme. And

your responsibility is to your group. . . . They will come to depend

on you. They will miss you ifyou’re not here. They will probably

miss you more than I will miss you. And I mean that because

you’ll all be fimctioning as a working writing group.

RAIAE: In her discussion ofresponsibility, Martha makes it very clear

that this responsibility is both individual and collective. She focuses on

writing, on how community is connected with writing, and how technology

supports the work ofwriting that will be done in this classroom.

About Technology

When Martha talks about technology, the discussion is integrated into

the rest of the things she has been talking about: it follows immediately after

comments about the group functioning as a working writing group and is

followed by comments about the textbook they will be using in this class. In

the middle ofMartha’s comments, she has some difficulty with the technology
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and is rescued by a student, Charles, who needed much help with the

technology earlier in this act. His help is welcomed by Martha.

Martha: What we use, obviously the resources of this Macintosh

computer classroom. We’ll use some software, Microsoft Word,

Storyspace, Timbuktu maybe. You will need one ofthese disks. . .

And you can purchase them, the most cheapest place on earth--

the most cheapest?-- is from the Mac lab next door. And the disk

looks like-- (she fiddles with her computer) the disk looks like- -

hm, it’s not ejecting. That’s ‘cause I’ve got something open. The

disk (pause) still doesn’t. . .

Charles: Is this the right one? (holding up disk)

Martha: THANK YOU!!! Charles. (class laughs) It looks like

this. And it costs about a dollar I think. And you don’t need to

purchase it right away. It’s important to have one ofthese to save

all ofyou-- all ofthe writings that you do here in this classroom

or in the lab when you access your classroom folder all ofthat

writing is saved in your classroom folder. You know that little

place where you werejust visiting. But at the end ofthe term or

any time when you want to work on it away from JCC, ifyou

have access to a Mac.

Building ComMnity, Stu_dent Involvement

RAIAE: Throughout the analysis ofthis scene, I have used the term

“discussion” loosely. The students have the text ofthe course description and

are more or less actively engaged with that text, with the oral presentation of

that text, or with both, but Martha is actually giving a monologue.

Nevertheless, she still builds community and seeks to foster interaction in this

scene, both through her language and her action.

To begin, her comments during the presentation of the course

description are personalized. There are no vague and anonymous references

to “the student”, or to “the instructor.” Instead she says “you“ and “me” and

“we”. She talks about “your responsibilities” and “my responsibilities” and

says, “[O]ur responsibility is together, we have this responsibility, what
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happens in this class happens because of all of us.” She talks about “our

writing.”

RAIAE: This use oflanguage encourages students to think of

themselves both in first person and as part ofthis community.

Secondly, she draws on some ofthe general knowledge ofwhat

students ofthe past have told her:

Martha: For those whose first course this is at JCC, I have been

told that this is where people make friends because you write

about things that you care about a lot.

RAIAE: By this move she connects this group to a larger community of

learners / writers.

She also connects what past students have told her with what she

knows from her experience:

Martha: This is a long course description, probably one ofthe

longest you’ve ever seen in your life. There are many reasons for

this. Most students that I’ve encountered, as a teacher, have told

me, and my own experiences as a student have also informed me

that many ofyou, like me, spend a great deal ofefi‘ort and energy

trying to figure out what it is that the teacher wants. . .and this

course description really tells you want it is that I want, what it

is that I expect, what it is that I’m looking for.

She seeks the involvement and feedback of students. She addresses

issues that she surmises to be of concern to students but also checks her

understanding as she goes:

I would like you to give your honest opinion now. How many of

you, unless this course were required. . . , would opt, on your own

free will, to take it, yet again, another writing course.

[Counting] One, two, three, four, five ofyou. Most-- six ofyou.

Most ofyou have had lots ofexperiences with writing or few

experiences with writing, but some ofyou haven’t felt very good

about that experience. Is that correct? So you feel somehow

trapped here. You say ‘Oh God, I have to endure this all over

again. And I’m going to see red marks and all that stuffall over

my paper’ Most ofyou have had some pretty wild woolly

experiences with writing. Some wonderfully positive, some

horribly negative. Yes? I need body language here. Good, good.
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RAIAE: Martha is seeking to continue to establish a classroom code

which includes the students and values honesty from them. By asking

students to think about and apply a question to their personal situation and to

respond to that question by raising hands, Martha is further establishing the

importance ofconnections and groups. Raising hands identifies these

students as an informal “group.” When she uses language that she attributes

to a mythical “student construct”--you, the quintessential student, and asks for

their response to her construction (“Yes? I need body language here), she is

further soliciting their involvement.

Finally, through the course of this scene, she addresses particular

students and makes them part of her illustrations.

Martha: We’re going to be using class time to talk about ideas for

writing, to talk about each other’s writings and to write itself

Sometimes we’ll break into small pairs and sometimes that might

be like this--

She leans over and touches Bob on the shoulder.

Bob, is this Bob?

He nods.

Bob and Charles might be. . .partner[s].”. . . Even thought they're

separated by spatial area, we might be using a program called

Timbuktu so they can share each other’s writing that way.

Bob is in the northwest group, Group 1, while Charles is in the southeast

group, Group 4.

Martha also ties in what she knows of the students so far and actually

refers back to the community-made knowledge. For example, she uses

Heather’s statement about going outside to illustrate a point about voice.

Martha: When Heather goes outside, right Heather? (Heather

nods) andjust is at peace or not quite at peace, but wants to be

alone and by herselfto get the world back together in whatever

ways, there is a voice.

She also draws from the established base of community knowledge

when she is discussing the need to keep all writing:
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IfI don’t see your process, then I don't know what I’ll evaluate. I

need to know where you are at the start ofthe course and where

you are at the end. So you have to save everything. You feel like

trashing stuff, throw Kleenex boxes, hit your bed with tennis

balls, like Alex says, but don’t throw away those pieces ofwriting.

Finale

The class ends with Martha’s signal:

All right. This class is done for today. But these are the things

I’d like you to do.

She gives a list of tasks: reading the course description, writing down

their questions, looking at the calendar ofthe first two weeks experiences,

and closes with the final lines:

That all right? Everybody okay? See you all on Thursday.

The computers hum softly, their murmur subdued beneath the hubbub

created by students as they chat and gather their materials to move beyond

the world of this newly established computer-supported classroom writing

community.

Epilow

RAIAE: And so the first day ends, as many do, with much more to be

accomplished and with high expectations on the part ofthe instructor, the

researcher, and at least some ofthe students. The activities begun on this

day-building classroom community, using and integrating technology,

writing-will continue through the semester, sometimes effectively, sometimes

less so. Though silent for a large portion ofthe class, the computers are now

and will continue to be a definite presence in this community. The computer

impacts everything. How the computers impact the writing and the writing

classroom will unfold in days to come.

Curtain--The End--Applause
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Power, the Distributing of Power, Responsibility

One of the important concepts in recent literature about classrooms is

the idea ofempowering students. It is also one of the questions I posed as I

began looln'ng at the computer-supported classroom: What are the lines of

power and authority? As we look at the first day of this particular classroom,

a pattern of power distribution becomes evident. Martha, as teacher, is the

first focus for the students and the final focus, but not the sole focus. She

introduces other people, as either colleagues or guests, and each of those

people talks briefly. Those presentations fall within a very strict structure,

but under that structure people say what they deem suitable. Then each

student has a turn (whether they want to or not). At the moment of

engagement, students may feel more on-the-spot than empowered, but

Martha’s action serves the long range goal of giving students a stake and a

space in the classroom as well as demonstrating that they have a

responsibility to the community which is forming. For that is the other part

ofpower in this situation: responsibility. Even as Martha is providing

openings for students to exert their own authority, she is also very directly

giving them a responsibility for the operation of this community. Some of the

students take power in small ways, i.e. they take initiative--for example,

Andy and Jim, and notably, Sally--by speaking out of their designated turn or

about a topic which is not the prescribed topic, a practice which is not

discouraged. With some students, Martha pointedly insists that they take

the responsibility for shaping this community, as when Nick tried to avoid

giving a surprising fact or when Jim didn’t give a fact at all but a joke. With

the group as a whole, she directly names their responsibilities.

At times during this class period then, the teacher becomes a

supporting player, not the only power in the class but someone who shares
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her role of authority and responsibility with others. For example, when Chris

comes in to demonstrate the machines, the focus shifts away from the

teacher. Martha could demonstrate the machines herself but by bringing

Chris in, she effectively demonstrates a willingness to share power, authority,

responsibility. In this case, the focus is not only on one other person, Chris,

but on the machines and on other people in the class, both teacher-role folk

and other students. In working with the technology, students can be seen as

asserting their power as they take responsibility. By writing their name on a

folder in the virtual space of the computer network, each student is making a

space for him/herself within this technological world.

As Martha comes back to her conversation about what they will be

doing in class, she repeatedly stresses the students’ authority to speak/write

about their experiences. Martha’s method of empowering her students, on

this first day, is partly an insistence that they will all talk at least a little,

partly giving them safe places to discover and assert their own power, and

partly connecting power with responsibility.

 

1 All activities in the classroom serve the overall purpose ofimproving students’ writing,

including building community and integrating the technology into the classroom life.

Because Martha is attempting to develop a workshop classroom in which students share

their writing with each other and rely on each other for reactions and suggestions,

establishing a sense ofcommunity will help the students shape their writing and understand

their audience. An extensive body ofliterature exists regarding community and

collaboration in classrooms, including Peter Elbow’3 Writing with Power and Writing Without

Teachers; Elbow and Pat Belanofi’s A Community ofWriters; Anne Ruggles Gere’s Writing

Groups. The case for integrating technology is much less clear and not well documented, and

part ofwhat I hope to support in this work.

2 The difference between connection and interaction is in some ways an artificial one; after

all, interactions begin with connections. However, connections can be unaclmowledged or

one-way while interactions presuppose some two-way communication.
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3 Andy’s own “tum” doesn’t come until after Jim’s. Jim is the thirteenth speaker; Andy is

the fifteenth.

4 This reading is consistent with all the things Martha says in Scene 5 about the students’

responsibility to each other.

5 His exact words are not clear on the tape, but his comment leads to Melinda’s response.



CHAPTER 3

INTEGRATING TECHNOLOGY INTO PEDAGOGY: COMPOSING

WITH PENCIL/PAPERAND MICROSOFTWORD,

COLLABORATING VIATIMBUKTU®

As the first day of class establishes, by example and modeling, the way

in which the class will operate, the days and weeks following show these

methods in operation. In this classroom, as in more and more classrooms,

using the computer is not exactly optional anymore. Computers are in the

classroom, and either by administrative mandate or professional choice,

teachers are learning to use this technology as an extra resource with which to

work. However, the technology does affect the pedagogical approach. In this

chapter I will examine two aspects ofthe pedagogy of this particular

classroom, one related to individual composing and the other to collaborative

work, to see how the presence ofthe computer impacts the pedagogy in this

situation.

Composingwith Pencil/Paper and MicrosoftWord

The students in this class use two types of technologies to compose.

One ofthese is a familiar technology--pencil/paper. The other is computer-

based technology--first, a word processing program, Microsoft Word, and, later,

a hypertext authoring tool, Storyspace (which will be discussed in a subsequent

chapter). Pencil/paper is an easy technology to work with and plan for because

it’s familiar, so familiar that it doesn’t even seem like a technology. This

familiarity means that very little needs to be done in the way ofinstruction

78
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about pencil/paper as a technology. The computer-based technologies, on the

other hand, require both a different type ofconsideration in the planning ofthe

course and more overt instruction because ofthe students’ lack offamiliarity

with them.

In this classroom, Martha integrates this instruction about technology

into the work ofthe class. Every lesson about technology comes in the context

of a lesson about writing, so that the technology supports the composing that

is done. The integration oftechnology into the classroom, then, is one way in

which the pedagogy has been affected. I will look at the ways in which Martha

integrates lessons about the technology into the work ofthe class and blends

the older, possibly more comfortable technology with the newer, so that a

bridge is provided by means ofwhich students can move back and forth

between the technologies and also can see their work as continuous between

technologies. This is most evident with the movement back and forth between

pencil/paper and Microsoft Word. As I draw attention to this integration of

computer technology and to movement between old and new technology, I will

also comment on the ways in which the technology is positioned as tool or as

instrument by the teacher’s demonstration of that use.

Pencil/Paper toMicrosofl Wordnand Back

The work that students do outside ofclass is done primarily with pencil

(or pen) and paper, while work inside ofclass is primarily computer-generated.

The reason for this is a very practical one: most of the students at JCC do not

have personal access to computers outside of the classroom. Those who do

have computers oftheir own often do not have Macintoshes, which is the

standard at JCC. While the technologies in and out ofclass may be different,

the use to which they are put is similar. The work done outside ofclass during
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the early weeks is exploratory, in keeping with the philosophy espoused in the

course: that of “exploring in our own and each other’s writings . . . so many

subjects in so many ways, contexts, varieties, styles and forms that writing . . .

become[s] a more natural activity” (From the Course Description, Appendix

B). Exploratory writing is not only done outside ofclass; Martha includes

exploratory and reflective writing as part ofin-class assignments, thus bridging

differences between out-of-class and in-class assignments and between

technologies. To see how this works, I’d like to go to Sessions 3 and 4 to discuss

the work done in these class sessions.

Session 3. Before coming to Session 3, the students’ homework assignment

has been to read their textbooks about writing and freewriting and to write in

their daybooks/journals as much as possible, including at least 15 minutes of

writing “about who you are as a writer . . . not a teacher’s view, not an idealized

view, but your own view ofhow you see yourselfas a writer” (Calendar ofFirst

Two Weeks Activities, Appendix C) and to begin writing about a childhood

event. As noted previously, these are exploratory writings, drafts ofideas,

reflective pieces.

In class during Session 3, students work with Microsoft Word for

Macintosh, a comprehensive word processing program that is available in all

labs and computer-supported classrooms at JCC. This is the software that

students began with on the second day ofclass and which they will continue to

use throughout the term as their basic writing environment. On this day, the

students engage in the following activities, in this order, accomplished primarily

on the computer and done individually unless otherwise noted. They:

0 use the computer to write in theirjournals,
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0 learn to manipulate the software as they learn more about writing

journals (students see teacher’s material projected on large screen as

she addresses group but workindividually with their own),

0 use the computer to reflect aboutjournal writing,

0 use the computer to write about writing fears,

0 participate in a group activity using networked computers and

Timbuktu®)

The day begins with a brieftechnology lesson, Martha explaining how to

open a new document in Microsofi Word, which leads the class into its first

writing activity ofthe day:

Right across fromyour title / topic Brainstorming, you see that little

white box that I call the go away box. See that? All you have to is

click on it once. You see how it’ll returnyou toyour folder. Now

whatyou’re really looking for is Word Start-up. Y’see that. And

double click on it. Whenyou double-click on Word Start-up, it will

say it’s locked. Click okay or hit the return button. All right. So

everybody should be looking at a virtual blank sheet ofpaper.

With this virtual blank sheet ofpaper comes the writing activity from

Martha:

I would likeyou to take 15 minutes. . . . I know for some ofyou the

keyboard is difiicult . . . . it will slowyou down more than speedyou

up. Nonetheless, give ityour best shot. You have 15 minutes to

write ajournal entry. You can write anything about anythingyou’d

like to. [She lists several suggestions] Begin writing and try not to

stop to edit. . . . Just write as though the wind were atyour back.

Please. Okay. Write.

For several minutes, the clatter ofkeyboards is the only sound in the

classroom as the students tap journal entries into their computers. Martha

writes along with them at her own computer on this assignment, while various

assistants--Trish, Alex, and Dixie--roam the room to offer help as needed. Afier

15 minutes ofwork, Martha asks the students to stop writing. She signals a
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change in activity and indicates how they are to mark that change with the

technology:

Okay, wouldyou pleasejust stop whereveryou are. Do a dot, dot,

dot. Which is your signal, my signal, that I’m the one who is

interruptingyou. Right. Imean most ofyou were ready togo on,

you had other things to say. I’d likeyou to go up to file, which is

right next to the apple onyour menu, and . . . dragyour mouse, keep

clicking down onyour mouse and drag down to save . . . and let up.

At this point, Martha integrates a longer set of technology lessons into

the business at hand, some ofwhich lean more toward a tool use ofthe

technology, some to an instrument use. She uses the overhead projector to

display her writing to the screen and uses her writing as an example both of

whatjournal entries can be about (instrument) and as a means ofextending

students’ knowledge about using the computers and the word processing

program Microsoft Word (tool). During the next 15 minutes, she explains and

demonstrates the following techniques: using the scroll bar; inserting additional

material; highlighting material to move it or delete it or change it, including

changes such as increasing the font size and changing the font or font style

(bold, italic, and/or underline) ofalready written material--all ofwhich could be

considered demonstrations ofthe computer as a tool. As she is explaining and

demonstrating on her ownjournal entry, she directs students to practice some

ofthese moves on their own material at their own screens.

Along with the technical information she presents, she also gives

information about certain conventions and approaches she wishes them to

use. For example, she says:

I wantyou to make sureyou get in the habit ofdatingyourjournal

entries. Idon’t care what systemyou use, but they must, every single

journal entry must be titled, as ajournal entry. . . .
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She talks about how to writejournal entries, based on her own experience and

concerns. In the following segment, her discussion leans toward using the

technology as an instrument:

JUST WRITE. (students laugh). Which is whatyou should be

concerned about withyourjournal entries, too. Getting the words

out quickly and on thepages in ajournal entry is much more

efl”ective in terms ofgettingyou to write freely andflowingly than to

stop and negotiate about whether that makes sense. Imeanyou can

always stop and contemplate, but I’d ratheryou not contemplate

about the spelling ofa word. Does that make sense?

The contrast she makes ofgetting words out and writing freely and flowingly,

as opposed to considering the spelling of a word, draws attention to the different

possibilities for use ofthe computer.

As on the first day, Martha again uses herself as an example. She

shares herjournal with them both as a means ofdemonstrating the techniques

ofediting with the computer and this software and as a way ofproviding an

example or model ofwhatjournal writing can be; tool and instrument use of

computers is integrated. When she shares her reflection aboutjournals, she

suggests ways for the students to think about them.

All right, we’llgo ahead and read thisjournal entry soyou’llsee a

piece ofmy writing. And I’m not so.sure, as I never am-- . . .

sometimes Ithink. .afier writing in ajournal “well, that wasn’t

very good. But at least Igot words down onpaper.”Sometimes

yourjournal will reallyflow and be easy and sometimes it will be

very difiicult.

After this overt work with the technology, Martha asks them to

continue writing in theirjournal but to change the topic and write about their

experience ofwriting in theirjournal, thus encouraging them to reflect.

. . . I would like youjust to say how you felt about this particular

writing today. Thisjournal. Did itgo as well as some ofthe

writingyou did over the weekend? . . . How didyou feel whileyou

were writing? Wereyou strugglingfor words? Ifyou were

struggling with the keyboard, ifyou had nothing to say, I wantyou

to write all that. . . . How it felt doing this writing. Did it start out

awful? Areyou still mad at the machine? Who are you so
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impatient with? All ofthose things. It’s that afiective response to

your own writing. Afi'ective.

Again Martha writes with the students.

After approximately 5 minutes ofwriting, they move on to a new

assignment. As Martha has done with each new topic, she integrates

comments about the technology with the signaling of a change. She says:

I’d likeyou to do a dot, dot, dot, again, ‘cause I interrupted. I’d like

you to go back up to file and down to save. . . . Now I’d like you to

hityourreturn twice.

From this integration oftechnology and technical skills with the writing

work ofthe class, she moves immediately to the assignment of topic:

And I would likeyou to write about all the fears you have about

writing. Every single one ofthem. This is afree-writing and this

doesn’t have to beperfect. . . . You can write about any fear thatyou

have, whether it’s spelling orpunctuation. Whether it’s-- Idon’t

know whatyour fears about writing are, but I’d like you to write

them all down. Yourfears about writing. Justgo to it. Let itflow.

You canjump from one idea to another, ifyou like. You may insert

a little story. Fears aboutyour writing. About the writing

experience. What are the things that troubleyou?

The students write individually for between 5 and 10 minutes before Martha

stops them so that they may go on to the next phase ofwriting work which will

be discussed later, collaborating by means ofTimbuktu®.

In their work with computers during the early part ofthis class period,

students are building on the thinking and the work they have done with paper

and pencil in theirjournal/daybooks: makingjournal entries, reacting to writing

on the computers, writing about writing fears (which seems particular akin to

the writing about who they are as writers which was part oftheir homework

assignment)«writing which is exploratory and reflective. As they are doing this

writing about topics germane to the work of the class, the students are also

learning how to use and manipulate the software program (Microsoft Word)

and the equipment. Martha constantly integrates small lessons about using
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the technology with the lessons about writing. Sometimes her focus is directly

on the software or equipment; often the focus rests on technology only for a

moment before they go on to the business ofthe class: writing. During the

time they are focusing on technology, emphasis moves back and forth between

considering the computer as a tool and considering the computer as an

intrument. In addition, support is provided for students to learn the

technology--besides Martha herself, three support people, lab assistants or

consultants, are in attendance at this class period.

Session 4. Between Session 3 ('hresday) and the next class meeting Session 4

(Thursday), students employ the more familiar technologies to continue writing

work already begun: to read their textbook information about three different

brainstorming techniques and to write daybook/journal pieces using those

techniques, including mapping a neighborhood, freewriting abouthigh school

experiences, and making a tree about their adult life.

In class during Session 4, the students engage in the following activities:

0 participate in discussion about brainstorming activities,

0 watch teacher demonstration ofbrainstorming activities (use of

marker-board),

0 watch demonstration ofwriting technique on overhead projector from

teacher’s screen,

0 learn how to drag files into group folder (teacher projects to large

screen from her station, students practice at own screens),

0 continue participation in small group activity, again using Timbuktu®.

In Session 4, class work continues to blend with homework, and

technology continues to be integrated into general class activities. Session 4

begins, not with the use ofcomputers but with a somewhat older technology--
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markerboard, which is in some ways fairly akin to chalkboard.1 Due to some

confusion over the brainstorming activities assigned as homework, Martha

begins class by talking with the students about areas ofconfusion. She then

models the brainstorming activities-including mapping and drawing a tree--

using her own experience and writing on the markerboard on the east wall of

the classroom.

When this activity is completed and students seem to have resolved

some oftheir confusion, Martha dims the lights and attempts to use the

overhead projector to show an exercise. However, there is a technical glitch;

Martha searches for Alex to fix it and while we are waiting, she explains the

exercise, called 5-minute moments. A 5-minute moment is a scene from life, a

scene which is no longer than 5 minutes in length. The writer “enlarges by

slowing down the action so that we can see every single step ofthe events”

(Martha Petry, in class 2/8/94). Once they have seen examples ofthis, the

students will write their own 5-minute moments in theirjournal/daybooks.

When Alex has toggled the proper connections, Martha then projects these

examples (written in Microsoft Word and hence manipulable in the same

fashion as their other work) from her screen to the large wall screen. As she

reads the examples2 and explains the technique, she highlights and enlarges

the text, an activity that she calls attention to and explains to students as she

is doing it, reminding them that they can also do it on their own texts should

they wish.

Before the lights go on again and the class moves away from overhead

projecting, Martha shows the class how to drag a file into their group folders, so

that any member ofthe group can have access to that file. The utility of

knowing this move is made apparent to the groups as they realize that at the

end ofthe last class, when they were all doing group work using Timbuktu®,
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each recorder in every group saved the file to his/her personal folder, and in the

case of an absent recorder, the rest of the group does not have access to that

file and will have to begin again. At this point they continue the group

collaboration begun in the previous session.

As on the previous day, work done at home is connected with work done

in class; pencil/paper work is linked with computer work. During this class,

Martha specifically addresses confusion about the homework and shows how it

can be done. The students’ technology for this work had been (and will be when

they come back to it) pencil/paper; Martha’s technology was markerboard. In

this case, she uses markerboard to approximate pencil/paper work. In showing

5-minute moments, she uses the computer technology primarily as a tool to

show something that was done in Microsoft Word, but can be done with

pencil/paper.

During Session 3, we saw bridging from pencil/paper to computers;

Session 4 emphasizes bridging between in-class technologies (markerboard and

computers) and out-of-class, (pencil/paper); the bridge works both ways.

During these two days, technology is used as a means both to show writing

strategies and to do the work ofcomposing. It is demonstrated both as a tool

for manipulating text and as an instrument for understanding. These two days

exemplify the ways in which, throughout the semester, work with computers is

integrated into the pedagogy ofthis classroom. The presence of computers

both allows and necessitates adjustment ofteaching (and learning) strategies.

In fact the presence of computers and the use of computers provides a

commentary on the use ofall technologies (including pencil/paper or

markerboard or overhead projection ). We can’t take technology for granted.
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Collaboratingwith Timbuktu®

As Martha points out in the following quotes, the work in these early

days is intended to help students become more comfortable and competent as

writers, and computers play an important role in this effort.

. . . [OJne ofa number ofitems on my agenda when Istart . . . is, how they

become more comfortable and competent as writers, as people who share

their own experiences in writing, and own those, in a sense ofa community

ofwriters. . . . [Tlhat can't,and shouldn't be all teacher-directed

and related, and so the fact that the computers are there and they

allow networking and collaborative potential, is something that I

really have to work early into the course. . . .

. . . I would be trying to foster like-group collaborations [even ifwe were] in

[a] traditional classroom. The computer helps me do it better

because there are two things that are fostering the collaboration.

One may be mechanical and much more task oriented. . . . [OJflen the

skills that one needs as a writer aren 't the same skills that one needs to

even be able tofollow that hierarchical organizational structure oflogging

onto the net, which we will repeat over and over again; one ofthe very first

tasks is to have thegroup figure it out. Ifanybodygets lost in thegroup,

our response is how can thatperson get on. . . . Iknow what software . . .

helps me do what I want to do. . . they 're immediately into Timbuktu . . .

sharingscreens, getting used to looking at each other'8 writing, and

exploring . . . what areprobably the hardest things toget over. . . .

Martha Petry, Interview, 12/14/95 (Emphasis mine)

In this section I will continue the discussion ofSessions 3 and 4 to

examine a second aspect of the pedagogical approach used in this classroom--

collaborative work--and the ways in which the technology is used in the early

weeks ofthe class as part of the means of fostering collaboration. The primary

technologies that support this are networked computers and a software

program called Timbuktu®. In addition, this work points to a sharing ofpower

and authority between teacher and students and among students.

Timbuktu® Explained

Timbuktu® is a remote control and screen sharing software which

allows users to exchange files among their Macintosh computers and also to
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view or control other users’ screens across a network (this type of software is

often called "groupware"). Timbuktu is useful in a situation in which a group is

working to compose one document or in which individuals wish to share

something they have written with one or more people for purposes ofpeer

group critique or editing.

Within each group, one person at a particular station is designated as

the controller; another person or several other people at different stations,

which are connected through a local area network, can choose, by clicking on

the controller’s name/location, to observe the controller’s screen through their

own screens. When the controller types, they see, each on his/her own screen,

what the controller has entered. As long as they are connected through

Timbuktu to the controller’s screen, they cannot use their own keyboards or

any other input devices to enter data. They can, however, choose to

disconnect. Control can also be passed to any other member of the group.

It is also possible for more than one person in each group to designate

themselves as controllers, in which case all controller-designated keyboards

would send data to the screens ofthe group members simultaneously. As this

could result in a chaotic situation, particularly for new users, Martha typically

asks that each group limit itselfto one controller.

Early in the semester, Martha uses the network and Timbuktu as part

ofthe means ofteaching collaboration. For example, in sessions 3 and 4

students work on an assignment that spans two class sessions. For this

assignment, each student begins an individual reflection on his/her own fears

about writing. They do this using an individual word processing program. Then

students move to a group consideration of such fears, using Timbuktu to

create, first, a list ofthose fears, and then, suggestions to address the most

troublesome.
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In this particular instance, the teaching objective is to help students

learn, first to work out ideas oftheir own, then engage those ideas with the

ideas ofothers, and, in the end, collaboratively create something larger,

greater, more than any ofthe individual pieces. Martha uses the transition

from the individual word processing software to the groupware (Timbuktu®) to

mark and support the transition from individual production to collaborative

production. (At other times in the class the groupware is used in collaborative

engagement that seeks to support and strengthen individual work. For

example, later in the semester students can choose to send their work by way

ofTimbuktu to other class members for peer critique and editing.)

Session 3. The assignment begins with Martha’s explanation ofhow she

wants them to proceed and why:

This is yourfirst collaborative learningproject, which meansyou

collaborate, you work together as a group. I will read the first set of

instructions and thenyouguys are onyour own. All right?[Martha

reads.] Look around you at the fivepeople whoform your computer

pod. Iknow that some ofthem are not there, so the three orfour or

however many -- this is your workinggroup. Okay. Please

reintroduceyourselves to each other ifyou need to; I need to make

sureyou know each other’s name. And then decide on a name for

your writinggroup. . . . Right now on my computers and in your

classroom folders, you aregroup 1, group 2, group 3, group 4, group

5. Ifind nothing very exciting about that. . . . I’d like you to name

yourgroup. You can nameyourgroup anything. The slow starters,

the early birds. Idon’t care. . . .

Then she begins to list and explain the different roles which must be

assigned in each group, starting with recorder:

. . . agree on oneperson who today will record the views expressed in

yourgroup. Maybe today, it’s thepersonyou decide is the better

typist. . . .

At this point she mentions for the first time the program they will be

using:
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. . . andyou will all use this program today called Timbuktu . . . .

Onceyou decide whoyour recorder is . . . I[will] come around and

. . . getyou on as a smallgroup to this program called Timbuktu.

It seems significant that she does not mention the software program

Timbuktu until after she has, first, established that this is a collaborative

activity; second, explained that they are to re-introduce themselves and decide

on a name; and third, begun discussing the roles they need to fill for this

assignment.3 By placing Timbuktu in this order in the discussionuafter

mention ofcollaboration and something about the work they will be doing--she

avoids privileging the software over the activity that it supports.

In addition, Martha does not read all the rules ofthe assignment; at no

time does she tell students the topic oftheir collaboration. In reading the

handout sheet, I would have tojudge this as a deliberate move on the teacher’s

part. She tells them that she will read the first set ofinstructions (which

includes information about re-introducing themselves, deciding on a name, and

the roles needed for the assignment), and then they are on their own.

Immediately after the part she reads is an underlined section that says:

One person other than the recorder and smkesperson please read

aloud all ofthe followmg' instructions tothe re_st ofthe gr_qup.

Following this section is information about the topic and the procedure. So

Martha seems to give an introduction to the parts she assumes will be difficult

or confusing but leaves the students to read for themselves that they will be

collaborating about writing fears. The effect of this move is both to foster

collaboration between the students and discourage dependence on the teacher

for something they can do themselves--read the directions.

Once she has mentioned Timbuktu®, Martha explains the way the

program functions by using Group 3 as an example:
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So let’sjust decide that Karen is the recorder in this group, Karen

will be controlling the mouse and the keyboard, andyou, Charlene,

andyou, Andy, andyou, Heather, would all see her screen without

having to bend over here and look at what she is writing. Timbuktu

is aprogram that would allow any number ofyou to see each

other’s screens. . . .

She continues her list ofroles to be assigned: the recorder or notetaker will

type; the spokesperson will talk about the result ofthe group’s work; the

encourager will say, “Gee, Heather. That was a good idea”; the clarifier will

“make sure everybody in the group understood what [any other] person said.”

Her final word to all the groups is “Go.” And they begin.

Group 3. To see how a group actually functions when given this task, I

have focused on Group 3, the center group“, the group Martha used as an

example. On this day, the members ofGroup 3 collaborate, they assign tasks,

they interact, they take control ofthe assignment. In their work with this

assignment, they operate within the general constraints Martha has placed on

the assignment, but they also put their own spin on it, modifying some of

Martha’s modeled hints, calling her on what seems to be an arbitrary change of

directions, and disregarding a direct suggestion from her about what to do. By

the third day, the students know that within the context ofthis classroom, this

behavior is acceptable, even encouraged. They take advantage, appropriately,

oftheir knowledge to modify the situation to suit themselves, thus asserting

their own control and authority.

Four of the five members ofGroup 3 are in class today: Charlene,

Karen, Heather, and Andy. When Martha says “Go,” Andy, who has the paper

that explains the assignment, begins the task of sorting outjobs, matching the

position to the person who will accept it. As they sort, they share names and

write them down. They also chat amiably, laugh, and, through their

conversation, share information about themselves. Heather is the first to
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volunteer; she’ll be clarifier. Everybody writes her name in their own

notebooks. Then Andy looks for a secretary/typist and glances around at the

group asking about typing ability. Heather responds: “I can’t type at all.”

When he looks to Karen, she is also shaking her head and indicates that while

she can type, she freezes up under pressure of a screen. The group chats

about the difficulty they have with typing, and Heather responds to a concern

that Charlene mentions about working with the computer. Heather says: “Oh

I like it. I like it much better than paper.” Then Charlene nods when Andy

asks if she can type, and Karen agrees to be spokesperson. There is some

confusion over whether the absent Jim will be the official encourager and

whether someone else will do it for that day. Although it seemed that Charlene

had agreed to type, when Martha comes around to find out whom they have

chosen, the conversation is as follows5:

Martha: And doyou have a recorder?

All look at Andy; Karen and Heather speak: Andy.

In their choice ofwho takes what role, the students have ignored

Martha’s modeling. They may have recognized it as a example they needed to

follow in spirit, but did not see it as incumbent upon them to choose the same

people that she chose when she used their group as an example.

Martha then indicates that Dixie, a lab consultant, will help them get

onto Timbuktu®. The scene is cacophonous because four other groups are also

getting onto Timbuktu®, but there is an energy, amiable and purposeful,

amidst the noise. As Dixie helps them begin, there is much laughter and

several quick questions from each ofthem to confirm that they are doing it

right; for example, “Do wejust go up to Apple? Oh, now we go to exit bar,” and

“Then we hit it once?” and “Do you have to hold down on this or somethin’?” At

one point, they express some concern about what they are doing, with Karen
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saying, “I’m always afiaid I’m gonna break something,” and Heather

commenting about forgetting to save and hitting the wrong button: “Then you

have to start all over.”

Once they have all clicked and entered in appropriate places, Dixie

explains to Heather, Karen, and Charlene that Andy is the controller. They

respond to that information in various ways, generally positive:

Dixie: The three ofyou are done with your mouse now. He’s going to

controlyour computers with his.

Heather“. Oh.

Karen (laughing,rubbingherhands): Hoo-H00. Oh, good.

Charlene: That’ll work.

Andy: You guys arejust observing, Iguess.

Karen: Yep.

Heather: Yeah.

However, despite Andy’s comment and Karen’s and Heather’s

agreement, the other members of the group are decidedly notjust observers.

The nature ofthe software program might allow one person, the recorder, to

control this situation, but the structure ofthe assignment, the nature ofthe

topic assigned, and the skills and personalities ofthe people in the group

interact to militate against control by one person. (See end of section for more

discussion ofthis issue). Instead, the members ofthis group develop a

collaborative working arrangment through this assignment.

When Andy taps in the name oftheir group (the Apple Dumpling Gang),

his first move as recorder, Heather is quick to correct him on the spelling:

“Spell it right. [pause] No. No. L. d-u-m-p l-i-n-g. You left the L out. Dump

ling, notdump ing.” The others in the group nod and laugh, including Andy, as

he corrects it. When this task is done, Andy asks the group for direction before
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he proceeds: “Now what are we doing? Putting in all the information as to

what?” After some banter, Heather takes on the task of reading the directions,

and then restating them, thus: “We’re supposed to share some ofthe fears

that we wrote about, and create a list of fears the group has discussed.....

Then we have to rank our fears in order ofimportance.” Charlene rehearses

her own understanding ofthe directions: “I guess, basically, wejust start out

talking about what we fear most about writing, right?”

Three ofthe four group members participated in this conversation which

involved negotiating the next move they were to make. No single person had

the answer and simply proceeded; each played a role in deciding the next move.

Although Karen did not speak during this exchange, the video camera captures

herlaughing, reading the direction sheetoverHeather’s shoulder, and nodding

in response to Charlene’s comment. Thus it seems fair to say that they

collaborated in their response and subsequent action. The subsequent action

involves sharing their fears verbally, as suggested in the directions.

Charlene: Mine’s language. Because I talk, I write like I talk. And

I talk terrible. Soyou know, that’s partly mine. Because, you

know, Istill, you know how down South everybody chops

everything ofii You know--

Heather: Yes.

Charlene: you talk so lazy? And that’s how I

write. It’s scary. Cause, you know, instead oflike spelling the

words out, you knowyou chop everything off. That’s one ofmy

biggest-—, that’s why Idon’t like to write. Because Iknow I write

so much like I talk that it gets to sound horrible.

Andy: Am Isupposed to write these down?

Heather: We’re supposed to talk about it then make a list. Um,

my biggest fear is that like the teacher or somebody reads it and

Ihave spelling wrong, or, commas, punctuation, in the wrong

places. Er-rr-rrr.[growling sound] Ijust have so many

[grades ?] as far as teachers paying more attention to that than

whatyou’re trying to write down on thepaper, and thenjust

givingyou badgrades, Ijust kind of; you know, forget it.
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Andy: Well, mine is,just like she saidjust keep on writing

mistakes. Ican’t do that. Ivegot togo back andfix it.

Heather: Yeah.

Andy: Ican’t do that. I can’tjust let it go. I worry about doing it

wrongso much.

Charlene worries that she writes like she talks and her talking is “so

lazy” because ofher Southern upbringing that she drops the endings off all

words. Heather is concerned that her poor mechanics get in the way of

teachers reading what she means. Andy says he can’t do what Martha says,

keep writing when he’s made an error; he has to correct it.

At this point the group work is interrupted by Martha checking on their

progress. When they come back to attention to their task, they are about to

start writing when someone in the group realizes that not everyone has

spoken.

Charlene [to Karen]: Wh- what was yourfear?

Heather: Yeah, what was yourfear?

Karen: Justgetting it out Iguess, being boring to someone else

who’s reading it. You know, “why would she write about

something like that?”

Charlene: Yeah, yeah, it’s interesting toyou, but--

Heather: You have this great idea inyour mind, but itjust doesn’t

turn out the same onpaper. Itjust isn’t there.

Karen: True. Iget something there, but it won’t come out, that or

the brainjust doesn’t work.

Charlene: Me, Ican be writing along, andyou can be thinking and

then all ofa sudden my mindgoes blank. And then Ican’t

remember togo back . . . .

Karen, then, fears that what she wants to write about willjust sound boring or

silly to someone reading it.
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During this sharing offears, the three women in the group are quick to

support each other and Andy by nods, back charmel comments, such as “um-

hm” and “yeah” and more extensive comments such as, “I do that, too” and

sharing of similar situations. Andy does very little in the way ofsupport. One

is tempted to speculate that this is similar to current linguistic findings of

researchers like Deborah Tannen who have noted that males in conversation

do very little support work. While that may be true, another part ofthat may

be that Andy is concentrating very hard on his role as recorder. After Charlene

shares her fear, Andy asks, “Am I supposed to write this down?” Heather

indicates to him that first they will just talk.

At one point in the sharing offears, Martha interrupts which leads to a

clarification ofthe guidelines for this assignment, almost a challenge to

Martha.

Martha: Andy, keep writing down allyour ideas. Ohyou are.

Heather: Ithought we were supposed to talk about it first.

Martha: You can talk about it. Yes, you can talk about it. Umm.

Actually Heather, you’re right.

Heather: Iread the directions.

Heather does not hesitate to question Martha’s interpretation/memory ofher

own guidelines. When confronted, Martha acknowledges that Heather is right.

As they get ready to write on the computer, Andy becomes involved; he

asks several questions about how he should frame the work and formulate the

responses. To Charlene, he says, “What would you say for yours?” and to the

group at large, “Do you think we should put the names down?” The group

becomes involved in telling Andy what to write. At one point, the group

becomes actively involved in disregarding something that Martha has talked

about earlier: ignoring spelling errors. She pointedly told the class several
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times that she didn’t want them to worry about spelling, but Group 3, with

Andy as recorder, abetted by Heather, spends time getting the spelling right.

Heather: Thereyou go. e-r-n southern drawl. [pause] e-r-n

southern. It’s notgonna be a south drawl. D-r-a-w, right?

draw?

Karen: D-r-a-w—l.

Heather: Yeah, drawl. I don’t know. How wouldyou spell drawl

in thatsense?

Charlene: D-r-a-w-l.

(Everybody spells)

Heather: Just drawl. Okay.

After Heather directs Andy to write down Karen’s comment and that is

accomplished, she helps Andy work out the spelling ofpunctuation. Meanwhile

Karen and Charlene carry on a lively conversation about spelling and the

difficulty they each have with it until Martha stops them with the directive,

“The notetaker, go up to file and down to save.” After some comments on the

homework assignment, class is over.

As noted earlier, the structure ofthe assignment, the nature ofthe topic

assigned, and the skills and personalities ofthe pe0ple involved in this group

militate against control by one person. The assignment is structured as

collaborative work and the details ofwhat that means are spelled out very

clearly. Each person is to have a role; the available roles are carefully

delineated, the method ofmatching the person to the role is left to the group.

The order in which things are to be done is explicit in the handout ofwritten

directions which each group receives. The instructions include an

admonishment to read the directions aloud, which iffollowed, allows everyone

to hear what they are supposed to do. The assignment is to be done in class,

by those in attendance, using the equipment available in class. This careful
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structuring does not leave room for one person take-overs, indeed it makes it

clear to all that they must be involved. Even so, the structuring ofan
 

assignment cannot guarantee compliance. However, the nature ofthe

assignment helps here.

The assignment is to talk about their writing fears, then make a list of

those fears and suggest ways of coping with them. Each ofthem has fears

which another person in the group shares or at least can understand. As each

person states his/her fear(s), others in the group can make supportive

comments because they face something similar. This leads to discussion in

which group members discover that they have many fears in common. They

also discover that they have different fears, and thus there are areas in which

they can help each other. Because they are not talking about strengths, they

avoid the bragging syndrome to which groups are sometimes prone. By asking

for personal disclosure, the topic led to a bond being formed for this group, a

bond in which all have a relatively equal stake.

Finally, although Timbuktu might allow an individual, particularlyone

who was controlling the keyboard, to operate as a dictator, that doesn’t happen

in this group at least partly because no individual feels competent enough in all

areas that the assignment calls for to do this on his/her own. Heather can’t

type; Karen freezes at the screen; Charlene can type, but (as emerges during

the group time) is a bit confused about the computer. Andy panics about

spelling, while Heather worries about the mechanics being more important

than what she has to say. Andy isn’t sure how things ought to be said and is

very conscious ofbeing observed, so that he asks for input and feedback

constantly. The group members depend on each other in this situation.

By the end oftheir first day ofusing Timbuktu®, Group 3 has begun to

forge a collaborative working relationship around the computer. They share
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ideas and information to the point where knowledge in this group is negotiated,

including how to spell words. 'Ihey establish control over the assignment and

begin to establish control over the technology.

Session 4. Session 4 begins with attention to matters delineated previously in

this chapter. The group work begins in the context ofthe rest ofthe class life,

about 40 minutes into the class. By this time, the students in group 3 have

had ample time to chat with Jim, the missing member from last time, get him

caught up on what they are doing, and generally get comfortable in each other’s

presence. Martha makes sure each group has a recorder and in the cases

where the previous recorder is absent, suggests how they can cope with that,

and then once again reminds them how to get onto Timbuktu®.

With the addition ofJim, Group 3 has all five members present today.

This additional member and an additional dayofexperience bring the following

changes to the group: first, they evidence more comfort with the work they are

doing; second, they continue to help each other and collaborate; third, the

additional member brings new ideas, creates added stress, and changes the

power relationships within the group.

Group 3 members begin immediately to follow Martha’s directions to set

up Timbuktu®, leaning back and forth to look at each other’s screens as the

program loads. At one point Charlene asks who they’re going to and then

points to Andy. Karen nods, then gets up, walks around the table to look at

Charlene’s screen, presumably to offer help or support ifnecessary. All group

members chat back and forth. When Charlene stares at the screen with a

puzzled look on her face, then shakes her head, and glances at Jim’s screen,

Karen says, pointing at Andy: “He’s doing it.” It seems that letters were

appearing on Charlene’s screen and she couldn’t figure out why. Andy seems
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more comfortable with his role today, asking fewer questions about set-up and

doing more recording ofinformation as it comes up, at one point simply

speaking the words aloud as he is typing them rather than asking what he

should write or worrying about spelling.

In general, Group 3 members seem comfortable and supportive of each

other as they set up and continue with the assignment. However, adding the

missing member changes the group dynamic slightly. Jim is more experienced,

both as a computer user and as a writer, than some other members ofthe

group.6 When Martha comes back to see where they are, Andy makes an

assumption that Jim challenges:

Martha: All right, these areyour fears. . . . andyou listed them in

order ofmost importance, right?

Andy: Most importance, yes.

Martha: Yes?

Jim: No, Idon’t think so.

Andy: Whaddaya mean?

Jim: I mean, 2 and 4 should be at the top. And 1 and 3 should be

third.

This ranking assignment provides a reason for the students to learn to

move text with the computer, and Martha uses Andy’s keyboard to show them

how to do it. She also asks them to determine the order in which they want

these fears listed and checks that there is general agreement as to the order.

Heather is the person who actually voices which ofthese should come first.

Martha looks at the list and says:

Martha: And . . .4, “not being able to come up with agood idea.”

Where doyou want that one to be?

Heather: “Number one.”
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While this work is going on, Jim is talking about writing in a way it has

not been discussed in the group before. “Writing is a very selfish thing, you do

it for yourself.” He repeats this sentiment and briefly expounds on the subject,

but receives no particular response from the rest ofhis group before his

attention is drawn back to Martha and the task at hand, namely, determining

how to alleviate the difficulty ofthe number one fear identified by the group:

not being able to come up with a good idea.

As on the first day, several of the group members contribute to the

discussion. Heather suggests brainstorming, Charlene thinks talking to people

helps, Jim suggestsjust writing a word or a list ofwords; all suggestions are

met with agreement or at least without objection. Then Jim makes another

suggestion which raises questions and some disagreement.

Jim: Listen to music.

Andy: Listen to music?

Jim: Yep.

Andy: Okay.

Heather: Umm.

Jim: Listen to music. That’s how Ireally get into my creative

mood. Whenever, IDm writingpoetry or anything, 1’lljustpop

in some music andjust sit there and--

Andy: Yeah, that’s one thing, but is it universal enough, though?

’ Jim: What?

Andy: Isupposeyou could use that.

Heather: Well, I mean, anybody, I mean, you put in anything, I

mean, Ican’t listen to the words and stufl’‘cause then Iget

too-- Icouldput in like classical--

It seems that this is not an idea that either Andy or Heather would have

thought ofand that they are not immediately in agreement with Jim.

However, the idea is not rejected; Andy asks ifit’s universal enough while
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Heather seems to be trying to work out under what circumstances she might

be able to agree.

Meanwhile Jim continues pushing his argument:

Not only does it, like, bring out the right side ofyour brain which is

your creative side, it flees that up. It also blocks out anything else

that could begoing around andyou’rejust surrounded by this

music. So after a whileyoujust ignore it. It’s like a barrier

betweenyou and everything else. That’s how I use it.

Andy, however, has found a valid personal objection, and yet he concludes that

Jim’s idea should be included in the list:

I don’t know. For me, on certain days, [it would] distract me,

distract me on certain days. I think it all depends on my mood I

guess. But Ithink we shouldput that one in, listen to music or

something like that.

This is a shift from the day before when Andy was neither supporting

nor arguing with anyone’s comments. Here he manages to do both in the same

space ofbreath. Jim, on the other hand, does not, in this exchange, support

anyone’s comments. Immediately after Andy agrees that Jim’s idea should be

included, this exchange takes place:

Heather: Iget distracted very easily. I was trying to write and my

kids were like “I wannaplay with that.”

Jim: That’s whyyou tie ‘em up andput ‘em in the closet.

Heather: That’s why I have to wait until 1:00 in the morning and

everything’s quiet.

Jim: Idon’t want children..... At least not this young. Wait until

I’m older.

Heather: Well, it wasn’t myplan, but things happen.

The second day ofthe collaboration is different than the first. Some of

this difference may be attributed to Jim’s presence, but ofcourse there is no

way ofdefinitively determining what affect his presence has. Nevertheless,

there seems to be less supportive agreement and more contention on this day,
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a trait which was not much in evidence on the previous day. While it may be

that contention or disagreement happens on the second day ofcollaboration

because people are on their best behavior on the first day, many of the points

where contention begins can be traced back to Jim. With him as part of the

group, both Charlene and Karen are much less forthcoming in their comments

during this group work, although the videotapes show that each ofthem talked

to him individually and to the group earlier in the day. I suggest that during

Session 3, the group formed a tacit understanding ofthe way they would work

to which Jim was not privy because ofhis absence. His approach during

Session 4 is assertive and individual rather than cooperative and supportive as

the group had been on the previous day. However, no arguments erupt.

Instead, both Andy and Heather seem to weigh Jim’s ideas and work them in to

an existing group collaborative concept.

Having begun working on the computer on the first day of class, by the

fourth day students are accomplishing several ofMartha’s main goals for the

early sessions ofthe class: reading each others’ writing comfortably, sharing

ideas, collaborating. They collaborate and interact, on these two days, both

because ofthe assignment and because of the computers. The technology

provides, as Martha has suggested earlier, an additional means to foster the

collaboration.

More Collaborative Sessions. The course plan called for several more

collaborative sessions using Timbuktu®. During the pilot study, the class used

Timbuktu for a collaborative in-class activity, a story, and also for a group

project, in which they identified a problem on-campus or within the immediate

community, developed solutions and wrote to a responsible person on campus

or within the community defining the problem and proposing solutions. For a
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variety of reasons-~the pacing of the class was slower, severe weather

problems, attendance difficulties7 «during the semester ofthe study itself, the

class was unable to go beyond the collaborative story work (during Sessions 8

and 9) in their use ofTimbuktu®.

Results

In the early sessions of this classroom then, networked computers and

the groupware, Timbuktu®, are used by Martha to teach a skill--collaboration-

-which she deems very important, even central, to the continuing work ofthe

class. In both the instances I have cited, there is evidence that students have

learned to collaborate, or at least have learned something about what

collaboration may mean, and how it may function.

I’d like to think forjust a minute about how using the medium ofthe

computer affects the experience and the outcomes. For in both cases,

Sessions 3/4 and Sessions 8/9, the assignment students have been given could

have been approximated using more traditional methods (pencil and paper or

even typewriters). In Sessions 3/4, the students could have worked as a group,

chosen a name, picked roles to play, shared their fears, and made a list ofthose

fears without using this particular technology. Likewise in Sessions 8/9, it

would have been possible to write a collaborative story with a different

technology. So what difference did using computers have on the outcomes and

experience ofthis assignment?

The most obvious physical outcome ofhaving formed the text in the

electronic medium are the features we have come to expect of computer-

generated writing: it is not subject to the vagaries ofhandwriting (or poor

typing); it can be stored easily and retrieved later for further changes and

manipulations; it can be stored where any member ofthe group can retrieve it
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(which maybe either an advantage or a disadvantage but is definitely a

difference from more traditional methods).8

Insofar as the experience, the key word may be approximated. While

the experience may be approximated with other technologies, it will not be the

same. Without this technology, it would not have been possible for the

students in Group 3 to see their lists from their own stations as Andy put them

on the screen.9 Using Timbuktu or a similar software allows the writers in

each group to see the text as it is being formed and encourages the group to

shape the text-as it is in process-~through their comments, an experience

which is the essence ofcollaboration. Aurelie Seward, in the article mentioned

earlier, notes the value ofTimbuktu this way:

TIMBUKTU requires taking turns--like conversation. Its use,

then, requires learners to interact orally while allowing them to

write a document together. As students use TIMBUKTU they

also have the experience ofwatching another learner write, edit

his or her own text, search for the right words, and add and

delete--they get to “watch” another learner think. (9)

One of the greatest values ofTimbuktu in this classroom is the one that

Martha talks about: it supports the students in getting comfortable sharing

their writing as a community ofwriters would do. They do indeed look at each

other’s writing, share their own ideas, work together to make something.

Computers provide both an extra place or space for students to work in, to

develop collaborative relationships in, and something else for them to share

ideas about. So computers are in some sense not only the medium for their

collaboration but also the subject of it. Having the technology in front ofthem

meant that they talked not only over and through it, but also about it.

Particularly in Session 3, while no one suggested fear ofcomputers as one of

their concerns with writing, they did express some fears and concerns about

using the computers as they were sorting out who would be recorder. Some
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understood more about the technology than others and were willing to share

that knowledge; in these groups no one person knew so much that he/she

became intimidating to the rest ofthe group. 10

One final point about technology in this situation that I think is

important to remember: in all ofthese collaborative writing situations, the

point ofusing computers is to support the work ofthe class. Students learn to

manipulate the computers and software in the context of a collaborative

writing goal, hence the computer becomes a tool or an instrument to be used to

accomplish a goal which is _r_r_o_t the goal ofusing the computer. In other words,

when the students focused not on using the computer for its own sake, but on

using the computer to accomplish another task, they learned the manipulation

ofcomputers in the context of a working writing situation. 11 This is what I

mean by integrating computers. Focusing on the writing work helps us

remember that computers support the work ofthe class, not the other way

around.

Using computers then, allows us to carry out some of the same

activities we would want to do even ifwe didn’t have computers but to do them

in different ways. Doing these things in different ways, creates different

experiences in the end. From what I was able to observe, these different

experiences are good and productive ones for many students, experiences that

the students come to value later in the semester.

Martha used Timbuktu early in the semester to teach collaboration.

Later in the semester, students themselves chose to use Timbuktu to actually

do collaborative work. Toward the end ofthe semester (Week 11, Session 20)

the class had been working on something Martha referred to as authority

pieces, pieces ofwriting in which each student claims his/her authority to

speak about something he/she knows how to do and proceeds to explain how to
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do the thing claimed. During Session 19 (Tuesday), all students brainstormed a

list ofideas that would complete the sentence “I am an authority in .”

Each then picked an idea that they wanted to write about and came to class on

Thursday with the beginnings ofa piece. They continued writing on the

computers in class on Thursday (Session 20) for approximately two-thirds of

the class period. The last third ofthe class time was dedicated to reading aloud

the pieces they had been working on for comments from their peers. Normally,

students would have done this within their small groups, but there were only 9

people present in class on this day, so Martha decided they should operate as

one group. She told them, at the beginning ofclass, that they would be reading

their pieces aloud to the rest ofthe class. When it became time to read aloud,

Martha asked them to save, and then asked them to stop working so that they

could listen. Karen made a comment about having to scroll her piece back to

the beginning and not knowing where she was. Then she said, not too loudly,

“Why don’t wejust all go on Timbuktu so we don’t have to read ‘em.”

Martha heard and responded positively to this comment. “Well, that

would be okay. That would be a good idea. You want to do that as well? It’s not

hard to do this. Karen had a great idea.” Martha re-explained how to connect,

and within a few minutes, almost everyone had Josh’s screen on their own

screen. There were a few glitches, but the point remains that at least one

person saw the value ofTimbuktu for herselfin a situation removed from the

original teaching situation. Alesson learned.

Efl'ects ofIntegration ofComputers on Students

Integrating unfamiliar technologies into the on-goingwork and life ofthe

writing classroom in this way obviously has some effect on the students. First,

it reduces the possibility of a problem common to new users oftechnology: an
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overload on computer information. By getting short, small lessons about basic

ways ofmanipulating equipment and software, by applying those lessons

immediately, and by having the lessons reinforced through repetition at each

new phase ofthe class, students have an easier time grasping and retaining

the information.

Coupled with this is a reduction in the anxiety that using the machine

and its software could have engendered in this group ofstudents. With

technical support close-at-hand and Martha demonstrating how technology is

used in service ofwriting, this approach has the effect ofmaking the

computers less a strange, exotic, and somewhat scary technology and more a

normal part ofwhat is done in a writing classroom. Even situations where the

technology breaks down serve as sites oflearning. This classroom has quick

and ready access to support, so that while technology breaks down, it can also

be fixed and fixed quickly (usually in a matter ofminutes).

The technical support also allows the students early success with the

technology which gives them confidence about working with the computers

which in turn leads them to take control ofthe equipment. By the third week,

students are routinely coming into class, turning on the computers, opening

their files, and beginning to work on their writing projects without any special

direction by the teacher. In the ninth week ofclasses, I videotaped students in

the center group as they worked through a computer problem they were each

having. Karen and Charlene, with Heather kibitzing, spent ten minutes talking

back and forth over the tops of their respective computers as they tried

various approaches to get the program to boot. It was a troubleshooting

conversation which included many “have-you-tried-this” comments and “yeah,

mine’s doing the same thing.” Eventually, I went out to fetch a lab consultant,

but by the time she got there (less than a minute later), Karen had solved her
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problem and Charlene’s as well. Karen’s comment was “To think that the first

day ofclass, I didn’t even know how to turn it on.” She admitted to me in a

private interview that she had been afraid ofthe computer the first day of

class.

One ofthe most powerful effects ofintegrating technologies into the

work and life ofthe writing classroom is that it avoid privileging any ofthe

technologies over the composing. In some ways, this may be less essential

when dealing with pencil/paper technologies because they are so familiar we

have forgotten that they are technologies.12 However, it seems very

important when dealing with the machines. Martha’s approach to making

technology a regular part ofthe classroom by focusing attention on it as

necessary to support the writing goals ofthe classroom helps maintain the

focus on the act ofcomposing without ignoring the tools/instruments by which

they will compose.

 

1While I do not wish to do a detailed analysis and comparison between chalkboard and

markerboard, I do think it important to note that the chalkboard and the slate are technologies

which were used in the classroom alongside pencil/paper well over 150 years ago, in fact they

were used more frequently for schoolwork than pencil/paper. Markerboards could only be

designed after the development of the marker in the middle of this century. Markerboard, then,

is not a new technology but a new twist on an old technology.

2 In this case, I read the examples and she comments on them, an example of Martha using all

resources available to her.

3 The handout they receive is also presented in this order.

4 The choice ofthis group was dictated primarily by practical considerations: it was one of

the few groups which had a full complement of 5 members; (although only 4 ofthe assigned

members were in class on this day) and it was easy to photograph given the placement of

my camera as they began this assignment. The choice did turn out to be fortuitous,

however, since the group is diverse in background, and as it turned out at the end ofthe

semester, among the most stable in terms of attendance.
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5 It is possible that they understood the roles of typist and recorder as being two difl‘erent

roles; however, they did have the directions, specifically Andy had the directions, later

Heather had them. It’s also possible that despite my efforts, I misunderstood what

happened in that transaction. There was a great deal of noise in the classroom and I did

not move the audiotape to Group 3 until a few lines later, so I was relying on the video

version only.

6 By “more experienced” I do not necessarily mean “a better writer.” He does, however talk

about writing in different ways than other group members, which will become obvious as the

conversation proceeds. Interestingly enough, he is one ofthe people who does not finish the

term; he disappears after the 9th week.

7 Michigan was hit with snow and ice storms in January of 1994, closing schools across the

state. For only the second time in anyone’s memory, JCC was closed on two different days

in January. K-12 schools in the Jackson area were closed longer than that, making

attendance a problem for those ofMartha’s students who had young children. Also, driving

was difficult and treacherous, so that in addition to the official days closed, some students

missed other days.

8 Although the text can be stored where anyone in the group has access, it doesn’t have to

be stored that way. It can also be stored in the file ofthe controller, thus allowing only the

controller access. Ifthen, the controller should be absent on a subsequent day, the group

cannot get into the file. Group 3’s controller, Andy, was in class the next day, but two other

groups were not so lucky; their controllers were absent and they had to begin again. This

situation provided an excellent learning experience for everyone about how groups work,

particularly how they work in conjunction with computers and this particular software.

9 The scribe could, I suppose hold up the paper, but that move strikes me as awkward at

best.

10 I wonder what would have happened to Group 3 ifJim, who is more confident both as

writer and as computer user, and more ready to take over, would have been in class the day

the groups were forming. We might have seen a different kind ofgroup dynamic.

11 This approach is analogous to the way many theorists believe language is learned; it is

acquired in pursuit of another goal. Frank Smith says that children learn to say ‘donut’ ,

not for the joy of saying ‘donut’, but so that someone will give them a donut.

12 It may also be important that we remember that pencil/paper are technologies. Some theorists

and writers have suggested that one of our goals should be to make the technology a transparent

tool. (see Seward in “Collaboration and Conversation” for a reference to technology as

transparent in the JCC classroom). I would suggest that rather than attempting transparency,

we need to help students become comfortable with the technology and achieve some facility with

it, which can lead to a naturalness in dealing with the technology, but does not make the

technology transparent. I give you the example of a left-handed second grader trying to learn to

write in cursive (using pencil/paper) in a right-handed world. The technology is not at that point

transparent; we would do that child a disservice by insisting that it become transparent. It can

become more comfortable. It also may be that for that particular child, it will never become

wholly a natural act, but the student can achieve some facility and can probably achieve facility

more quickly if we don’t ask her to disregard the fact that she is using a technology, but rather to

move her gaze back and forth between the technology and the message. I would further suggest

that in this classroom, neither the technology nor the language are treated as transparent

vehridcles to simply carry a message. Students are encouraged to reflect on their actions and

wo s.



CHAPTER4

STORYSPACE“: TOOL OR INSTRUMENT?

Much ofwhat the students draft throughout the semester is begun in

paper/pencil, continued in MicrosoftWord, expanded and revised using either or

both technologies, and eventually drafted into final form on the computer using

Microsoft Word. However, during the seventh week of class, Session 11,

Martha introduces the students to a different kind ofwriting environment,

Storyspace1", a hypertext authoring system, which most, but not all,

students use to draft their second major paper.

As we begin to look at the way that Storyspace is used in this

classroom, the question of the computer as a tool or as an instrument becomes

particularily salient. While I have argued in earlier sections that we need to

rethink the metaphor and attempted to point out places in which the metaphor

shifts fi'om tool to instrument, the existence ofthe two metaphors side-by-side,

the difference between them, and the usefulness ofeach is most clearly

demonstrated in the work that students do with Storyspace. In this chapter I

will define Storyspace, explain the way it was used in this classroom, show

examples from student work and comments and from the teacher’s comments

to point to the tool/instrument use and understanding, and finally, speculate

about what Storyspace and hypertext in general may mean in regard to

changing notions oftext.

Storyspace“ Defined

In order to adequately discuss Storyspace, it is necessary to develop an

understanding ofwhat a hypertext authoring system is. A broad definition

112
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comes from Jakob Nielsen, who, although not a compositionist, is a recognized

expert on hypertext. In his bookHypertext andHypermedia, Nielsen

acknowledges hypertext as a broad concept to which there are many difi‘erent

approaches, something he calls “a multitude ofhypertext” (x). Then he

provides ageneraldefinition.

The simplest way to define hypertext is to contrast it with

traditional text like this book. All traditional text, whether in

printed form or in computer files, is sequential, meaning that

there is a single linear sequence definingthe order in which the

text is to be read. First you read page one. Then you read page

two. Then you read page three. [and so on]. . . .

Hypertext is nonsequential; There is no single order that

determines the sequence in which the text is to be read. [See

Figure below] Assume that you start by reading the piece oftext

marked A. Instead of a single next place to go, this hypertext

structure has three Options for the reader: Go to B, D, or E.

Assumingthatyou decideto go toB, youcanthendecideto go to

C or to E, and from E you can go to D. Since it was also possible

for you to go directly from A to D, this example shows that there

may be several difi‘erent paths that connect two elements in a

hypertext structure.

3 .

.3“ E

Figure 2. Simplified view ofa small hypertext structure having

sixnodes andnine links.

 

 

 

 

Hypertext presents several difi‘erent options to the

readers, and the individual reader determines which ofthem to

follow at the time ofreading the text. This means that the author

of the text has set up a number of alternatives for readers to

explore rather than a single stream ofinformation. (1-2)
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Compositionist Johndan Johnson-Eilola gives us a similar definition:

Hypertext writers and readers depend on a computer-based

organizational scheme that allows them to move from one section

oftext (termed a ‘node,” often the size of a paragraph) to related

sections of text quickly and easily. Such a text consists of a

network, or web, ofconnections between nodes of a text, and

readers choose which links to follow, which nodes to read, and

which nodes to skip. . . .

Ofparticular importance to the following discussion is Johnson-Eilola’s

comment:

A text is hypertextual not because it was written in any specific

computer program but because it follows this general theory of

textual structure: readers do not read top to bottom across a

page and front to back fiom page to page, but according to a path

they navigate through a network of text nodes. (197)

All ofthese definitions focus on the reader with only a briefmention of

the writer of hypertext. In fact in most commentary the writer of hypertext is

seen in terms ofher reader. Nielsen writes: “[A]dvice for authors ofhypertext

comes from our understanding ofthe reading situation.” His suggestions all

focus on writing in ways that may it easier for the reader, on considering the

reader as the writer plans her work.

To think about the writer ofhypertext, I’d like to move to the particular

hypertext authoring program used in the classroom at JCC, Storyspace.

Eastgate Systems, the distributor, focuses on the writer in its promotional

materials:

Just as a pencil, a wax tablet, or a typewriter allows you to write

traditional text, Storyspace gives you a way to write hypertext. . .

Storyspace . . . gives authors the tools they need. These include

the ability to link information and sections oftext in multiple,

complex ways--with links that the reader can follow just by

clicking the mouse. . . .

In actual practice, when a writer opens Storyspace, the screen looks

much like the screen for many word processing programs-~a empty blank

space resembling a sheet ofpaper with a menu bar at the top. However, at
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the left edge of the screen is a “tool box,” a set of icons representing actions

writers can take. The first action a writer takes is to use the text-maker icon

to create a writing space or, in most cases, several writing spaces which

appear as boxes on the screen. Writers normally name their spaces, and when

they have created several, pick one and begin writing. Eastgate’s literature

explains this further:

The basic component in Storyspace is the writing space. This is

an element that can hold any length oftext, from one word to

many scrolling screensful. A writing space can also hold other

writing spaces--youjust drag them over and drop them in, like

folders on your desktop. . . .

At some point in the process ofcreating and writing in a number of

spaces, the writer will begin to think about how these spaces are to be

connected. When she has filled a number of spaces, perhaps all or at least

most ofwhat she intends, the writer will make decisions about what links are

to be made for the reader to follow. Again, Eastgate explains:

The other basic notion in Storyspace is the link. A link is a

connection that the author creates between parts of a

Storyspace document. This is the essential breakthrough of

hypertext-freeing text fiom the linear constraints ofprinted

pages.

Links can go from any writing space to any other writing space--

youjust click on the two spaces with your link tool. Links can

also connect words or phrases within writing spaces--so the

author can link a term to its definition, or a name to a biography.

We can infer from this discussion then, that the process used by the

writer ofhypertext could be parallel to that ofthe reader. For example, the

writer ofhypertext need not write from the beginning to the end ofa piece but

can write in chunks which she can later connect in a variety offashions. Also,

the writer need not know which ofthese chunks is the beginning until a number

ofchunks or even all the chunks the writer intends have been written. The
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writer can then determine which chunk works best for a beginning and then, as

noted earlier, make links or paths for the reader to follow.

To help make this more clear, I’d like to use an analogy to pencil/paper.

IfI were to approximate writing in Storyspace by using paper, I would have to

begin by having lots of different sheets ofpaper spread out in front ofme. I

would put a topic heading on one (or several) ofthem and then begin to write.

As I wrote, I would sometimes come across an idea that seems to fit in another

place. When that happened, I would move to a new sheet. I could move to as

many new sheets as I wanted to. H1 found that I had more to add, I could go

back to any ofthose sheets I had already begun. Each sheet would have to be

more like a scroll, so that I could write as much as I wanted. I would need an

unlimited (practically unlimited) supply ofpaper (or scrolls), so that I could

create as many new sheets as I wanted. I would also need a quick and easy

cut-and-paste method to move information from one sheet to another.

When I had completed my writing, or possibly even as I was writing I

would begin to see connections between some ofmy pieces. I would probably

see some sheets that ought to come before others, but I might also see that in

some cases people could read them in any order. At that point I would try to

organize for myselfand mark for my reader where to begin, where to go next

and maybe some alternate orders in which it could be read. I might try labeling

these sheets with numbers or words to indicate order; I could also (being a

creative and visually-oriented person) link sheets bymeans of brightly colored

yarn, so that my reader could follow the yarn-link. This could be especially

important in places where I wanted my reader to have the choice about which

piece to read next. This would then be, essentially, a pencil/paper hypertext.

While it is not exactly the equivalent ofhypertext as it is found in the

computer, it does make a starting place from which to think about computer
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hypertext. While a pencil/paper hypertext is an interesting idea to play with in

an analogy, the computer version has some obvious advantages; for example,

Storyspace is not limited by physical space as my pencil/paper hypertext is, it

can be easily folded up and put away and reopened in exactly the same order

and organizational pattern for the next work session, and it takes advantage of

the word processing capabilities ofthe computer--all things that can’t be done

with a pencil/paper hypertext. 1

Storyspace as Instrument for Learning to Write

Thinking about using Storyspace as an instrument for learning to write

approaches the situation from a different perspective than definitions that

focus on readers or on experienced professional writers, as Nielsen and

Nickson-Eilola,and Eastgate have done.2 In those situations, we are focusing

on a hypertext product as the end result. Ifwe think about learning writers, we

need to think about the process ofwriting and the pedagogy which supports

that process. Aurelie Seward in “Collaboration and Conversation: Three

Voices” explains it this way:

STORYSPACE [is] a hypertext writing environment that allows

writers to create more than the traditional linear path through a

text. It allows readers access to many paths through one text.

STORYSPACE is an idea processor. . . . [it] supports [a] sorting,

stumbling, discovering, moving forward process. ( 10)

Martha explained to me her use ofStoryspace as follows:

Actually, why I use [Storyspace] is it takes away the constraints of

beginnings and endings. Particularly the beginnings. And allows

them a difi’erent kind ofprocess to use. (Martha Petry, 3 /94, on

being asked in an interview ifshe uses Storyspace because it helps

students develop their ideas morefully.)

Ifwe take those two ideas, Storyspace as an “idea processor” which

supports a “sorting, stumbling, discovering, moving forward process” and as an

“environment” that “takes away the constraints ofbeginnings,” allowing
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students to use a different process to write, we can begin to see how it can be

used with writing students, both as tool and as instrument

In this class, Sessions 11 through 17 (7 class sessions, 3 1/2 class weeks

with spring break in the middle) are primarily devoted to work which uses

Storyspace as its major writing environment; Session 18 is set aside for peer

group reading and critique ofthe work produced through Storyspace and

translated into Microsoft Word. Throughout this time, students learn to

manipulate the software as they are working with their writing, integrating

their learning in much the same way as happened during earlier class periods.

Early sessions spend more time on overt basic instruction, while in later ones

the little time that is spent on software-related instruction is dedicated to more

sophisticated moves like linking.

Initial class sessions are devoted to beginning and to developing “a rich

and vivid and descriptive kind ofwriting” (Petry in class session 11). Once

students have developed this richness, attention is devoted to the sorting and

moving forward part ofwriting by helping them focus on strong beginnings,

strong endings, organization, and coherence. The discussion which follows

includes interpretation ofpedagogical approaches for these two phases of

writing as well as interpretations ofthe teacher’s positioning ofStoryspace as

tool or instrument in both phases. I have quoted liberally from Martha’s

commentary to the students and have included some of the comments and

questions students made because I think it is important to show how

Storyspace and the assignment are presented and how students become

involved. Later in the discussion, the focus shifts to students’ comments and

perceptions, with most details coming from the five focus students.
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Part I: Developing Rich, Vivid, Descriptive Writing

The class session that most clearly shows a pedagogy for developing

rich, vivid, descriptive writing is the Session during which the students are

introduced to Storyspace. During Session 11 (2/15/94), students are starting

the second paper. They have been asked to come to class with topic ideas:

people or places that they find significant in their lives, that they would be

willing to write and think about for the next 2 to 3 weeks. They have already

brainstormed a topic list for this day’s work, Martha has asked that they

narrow the list to two choices, or “today . . . pretend that you have.” In this

session Martha uses a technique which by now is familiar to her students:

moving back and forth between focusing on using the technology and focusing

on the composing.

She begins with an explanation to the students ofwhat they are doing

and why, including what Storyspace will do for them:

Now. What Ihave to tellyou soyou thatyou don 't freak out, and I

know that some ofyou might, is that we 'regoing to be working in,

not Microsofi Word, [which is] our normal wordprocessor. We 're

going to be working in a thing called Storyspace. . . .just listen first

so Ican explain whyyou 'regoing to be working in Storyspace.

When Murray talks in our text about [making] really strong

beginnings, and really strong endings, some ofyou hadgreat

difficulty making a strong beginning, and were not sure what to say

next . . . . and all ofa sudden there are other things that occur toyou

to say [butyou wonder] whetheryou should bring those things [in]

. . . because, we write in linearfashion, starting with [the] beginning

. . . . Storyspace is going to encourageyou to write in writing chunks

. . . rather than starting at the beginning andgoing to the end . . .

chunks ofwriting about this person orplace.

And Idon 't wantyou to have to think about where am Istarting?

. . . Wheream Iending? Where is this going? . . This process is very

different than the kind ofprocess that many ofyou have learned

about writing. . . . So think ofit as an experiment.

. . . . It willproduce a really rich and vivid and descriptive kind of

writing thatyou probably won't believe yourself . . .[S]ome ofyou
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have, you know, that inherent sort ofhierarchical organization that

this is the most important thing and this, then this, then this. Well,

this [Storyspace] makes everything in the beginning equally

important or equally significant. So I wantyou to trustyourself

whileyou 're doing this.

Martha, then, in her introduction to Storyspace has told the students

that they will use the program to get away from the concerns about beginnings

and about writing in a linear fashion, that they will instead write in chunks.

She has indicated that this is a different kind of a process and that it will

produce “a really rich and vivid and descriptive kind ofwriting.” This is

positioning Storyspace as an instrument.

She also recognizes the difficulty but suggests that the results will be

worth it:

. . . [TYhis process may seem very uncomfortable foryou. But it

may also openyou up to other kinds ofconsiderations thatyou

haven 't experienced as a writer. So I wantyou to trust that. . . .

Again, she positions Storyspace as an instrument for growth or change for the

writer.

After some set-up and fiddling with technical difficulties, she projects her

own monitor to the large wall screen in order to walk students through the

steps to set up Storyspace places in which they will write. She begins with a

focus on using the technology; essentially she is explaining the Storyspace

tools:

This is a Storyspace Tool Bar. . . .It means that the functions that

you need toperform are made by selecting tools from this tool bar. . .

Watch. Don 't do. The first tool I want to talk about is the

Spacemaker. I'm going to double click on it. Don 't do anything. You

notice how I now have a thing that looks like a little box? Wouldyou

please double click on this first tool inyour upper left hand corner.

It's called theplace or space or box, any ofthose things.

At this point, there is a long pause-almost two minutes--while Martha

and Trish move around the classroom looking at students’ computer screens

and answering their questions and concerns.
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What I'd likeyou to do is click once,just once, click once. Now

you've made aplace. . . Please call this box Physical Features. . .

P-H-Y-S-I—C-A-L features. Becauseyourperson orplace [has]

physical features. Correct?

The second, third, and fourth places are created in a similar way.

Martha demonstrating the procedure, telling students the name they are to

assign to each box, then checking and answering concerns. Throughout this

section students ask questions ofMartha, of Trish, and ofeach other.

Martha: I would like you to create a nextplace. Click once again.

Click once again. Everybody following me? Charles, areyou with

me? Make anotherplace by clicking? And this one I'd likeyou to

call (Martha types as she speaks)How The Body Moves.

Students talking and laughing, Martha in background answering

questions.

Martha: . . . . Everybody got twoplaces now? How The Body

Moves andPhysical Features. Even thoughyou only see Physical.

Or, you only see How The Body. Yes?

More conversation and comments.

Martha: I would likeyou to click twice more, make a new place.

Putyour box down anywhere onyour sheet ofpaper as it were, and

this time I would like you to call it Voice. Voice. V-O-I-C-E.

All right. Could you, wouldyou please make a fourth box? . . . .

.And I would likeyou to call this-- you can call it either thing--

either ofthese two things. You can call it idiosyncrasies oryou can

call it weird things.

When the students have four places labeled--Physical Features, How

the Body Moves, Voice, and Idiosyncrasies (Weird ThingS)--Martha stops to

review what they have done and explain, place by place, more about what she

means by each title and what the students can do with each ofthese boxes.

When she does this, she is moving the students flour a focus on the physical

aspects ofthe technology to a focus on the composing. The students have used

the technology at her direction and will continue to use this technology to

accomplish some composing goals. The following selection shows Martha using
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her own thinking about these places as a way ofmodeling a thinking process

that students might use as they begin to write:

Now. Think about theperson or theplace thatyou 're describing. . .

Just sit and think. Don 't do anything in Storyspace so far. . . . I've

just sort oflisted some things that might be important to talk about

ifyou were describing a person. Can Ijust talk about those for a

little while?

Physical Features. Size, shape, that kind ofthing. Okay?And that

goes for aplace too. Ifyou 're talking about a cornfield thatyou

would have it in a [inaudible word] and thatyou want to return to,

or ifit '8 yourfavorite tree house, or whatever it is, it's got a size and

shape and it's gotphysical features, correct? Okay.

How the body moves. . . . This may be a harder thing to explain.

But imagine any two ofyour friends. Any two ofthem. . . . Think

about how this person inhabits their body. How do they move?

How the body moves. Think about, how many ofyou have been to

Detroit or Chicago? How the city moves. Either ofthose. In

comparison to how Jackson moves. .So, ifyou were writing about

Jamaica, there's an altogether differentfeel about how thatplace

.Soyou all understand how the body moves, right? This

person or this place has a movement about it. It's not static”

Martha continues to explain each of these storyspaces in a similar fashion,

brainstorming questions for the students to consider as they proceed with their

writing. In this way she begins to show them how to develop the richness and

vividness in their writing that she has previously told students they could

achieve by use of this program.

To this point, Martha has been fairly directive in her work with students

on Storyspace. She has attempted to focus their attention first on the

workings ofthe technology, then on the writing they will be doing as they use

the technology. During the focus on the workings ofthe technology, she has

walked them through step-by-step, often cautioning them, “Watch, don’t do,”

before she asked them to take an action.3 While the physical manipulation

may be considered as tool use, it’s not quite that simple. She has very clearly

established that the topic headings with which they label their boxes are
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aspects oftheir composing (thinking/writing) with which she wishes them to be

concerned. These are categories-to—think-by that Martha is modeling for the

students; they serve a heuristic purpose. She projects not only the boxes with

their labels to the large screen, but also her own thinking for the students to

see. In that sense, the labels and labeling can be thought of as an

instrumental use ofthe program.

Next, she moves to involve the students more in naming places, in

developing categories-to-think-by. She asks them to reflect on two stories they

were assigned to read in their text, and based on that reflection, decide what

other things they think they may need to write about. In the exchanges that

follow, Martha initiates a process ofmoving students from functioning as

audience for her thinking to doing their own. First, Heather suggests

“Emotions,” which Martha emends to “Emotional States.” After a pause of a

few minutes and some probing questions from Martha, another student makes

a suggestion which Martha uses but modifies. There is a transfer ofpower and

authority in process here, which is notable throughout the exchange, but

particularly so as one student takes Martha’s suggestion, but puts her own

interpretation on it.

Student (male voice): Actions.

Martha: Actions? Okay. Let's do action. Can we. ..actions...can we

call those stories? I mean, you know, like, ifyou said, you know,

one ofthe characters is my father and he’s constantly angry. I

would say toyou, tell me a time when his anger was most

noticeable. You know what Imean? Tell me a story. Which is like,

how do Isee him? How do Iknow that? . . .so, . . . wouldyou make

a newplace called story. . . .

Background conversation

Student (female): Iput in action here.

Martha: Oh, that’s okay.
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After a few minutes during which Martha and Trish make sure everyone

is up to speed, Martha asks again for other suggestions, and the response is as

follows:

Sally: Atmosphere.

Martha: Atmosphere? Is that whatyou. ..

Sally: Surroundings.

Martha: Oh, atmosphere and surroundings. Ithinkyou mightget

to those Sally, some ofyou are doingplaces, you mightput these

intophysicalfeatures and into voice.

Sally’s suggestion is not used as is, but is incorporated as part ofanother

space.

Martha herselfmakes the final suggestion.

Your seventh box . . . . just type in Significance. Why this person or

place is important to you. Don 'tyou think that's important? What

is the connection to this? Notjust in terms ofit '3 relationship, but

why write about them? You had 50 million choices, some ofyou, on

that brainstorming list.

Whether they can develop place names or not, Martha has at least

attempted to move them in this exchange from following directions exactly in

regard to the technology (which is what she asked for at first), to thinking

about how to use the technology to support their writing and to trying to

generate categories that relate to their own writing.

The next move in this activity is for the students to begin writing.

Martha demonstrates how to name the document they are working on, and

then how to begin writing in a defined “place.” Each student picks one place,

any place, in which he/she is comfortable beginning, and each student writes.

I suggest that in this segment, Martha is showing students how to use

the tools of Storyspace, especially its ease of re-arrangement, not only to suit

themselves, but also to look at things from different perspectives, which is a

way ofturning a tool into an instrument. When she goes on to “create a new
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place called. . .voice story” and “move[s] that voice story to this place called

emotional states ‘cause . . .it's a story about the anger,” she is demonstrating

to her students the connections they can make, the ways this tool will allow

them to see new connections. Again, the tool becomes an instrument. When

she tells them, “. . .it allows you to move material . . . without you even

worrying about it yet. Right now I don't want you to worry about where things

move,” she is pointing to this as tool, but also emphasizing the freedom and

flexibility that she mentioned earlier. When she follows the reassurance with

this comment: “If. . . tomorrow, you feel like, oh, I need a place for writing. . .

this, youjust create a new box, you know, and start writing in it,” she points

the students to the choices they have and their own responsibility to be

involved in this activity.

In Session 11 Martha has again used the method ofmoving back and

forth between focus on technology and focus on writing. She has explained the

why and what and how ofStoryspace. She is very directive in her assignment

oftitle headings for the places but also very detailed in her explanations ofthe

manyways each place can be used, modeling her thinking and beginning to

engage the students in using this process for their own thinking. By the end of

this class session, everyone has a Storyspace document set up and is

beginning to draft a piece in at least one ofthe spaces/places they have

established.

Over the next several weeks, students are encouraged to take what

could be a computer tool (Storyspace) and use it as an instrument to expand

their thinking. During Session 13, Martha shows students another way of

using the capabilities ofStoryspace as an instrument to enrich and expand

their writing. Storyspace has a note feature which allows a writer to highlight

a word and attach a note to it, a note which does not show in the main text but
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can be called up bydouble choking on the highlighted word. Martha explains it

to her students as follows:

When Ipress twop '3, option, and apple, it forms a wire frame. . . . It

automatically does that. . . . And by clicking in that wire frame, . . .

I'm using this double navigate icon, it will take me to that note, and

ifI click it again, it will take me right back to the writing.

The usefulness to the writer is phrased in instrumental terms:

[Waking and using the note function is a way, to, yes, reflect about

the writing, but also. . . to create another little space whereyou can

talk about something that isn 't quite as central, [but] thatyou want

to make room for.

From here, Martha uses her own writing as an example ofhow, where,

and why a writer might use the note function ofStoryspace--another example

ofmodeling-and engages the students by asking them to think ofquestions-

they might have about what she has written.

Although it is available to them and has been demonstrated, very few

students actively use the note function of Storyspace; however, most students

do use the Storyspace places to draft their second paper.

Part II: Organization, Coherence, StrongBeginnings andEndings

At the beginning ofthis writing assignment, Martha’s stated reasons for

using Storyspace were to “take away the constraints ofbeginnings” and to help

develop “rich and vivid and descriptive writing.” However, once the students have

spent some time working with Storyspace in this way, it is necessary to pay

attention to other aspects of composing. During Session 13 Martha reminds the

students:

I wantyou to feel the freedomjust to write a lot, a lot, a lot about this

person orplace, without thinking, how am Igoing to make this all

come together? . . . But making it all come together is a different

aspect ofthe writingprocess. . . .this is now much later inyour writing

process.

It's like you have all ofthese little puzzlepieces . . . .
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With these comments, Martha begins drawing students’ attention to this

other aspect ofcomposing: organizing for coherence and strongest effect. This

aspect of composing is addressed in two stages as students first print and look at

the material they have generated in order to develop a plan. Within the

framework ofdeveloping a plan, they search for strong beginnings and look for an

appropriate way to end. The second stage involves using Storyspace as a tool

(perhaps a tool moving to an instrument) to make links between the parts they

have generated, then converting the Storyspace document to a Microsoft Word

document.

During Session 13, Martha points out that soon they must begin to make

decisions about the organization oftheir pieces.

Thursday when we see each other, I will wantyou toprint the entire

document. I will wantyou to take it home over Spring Break. I

will wantyou to think about which chunk goes first. . . [and]. . .how

to organize allyour chunks.

During Session 14, students print out a copy for their use with directions

from Martha to spend some time over spring break looking at their Storyspace

work and thinking about organizational strategies. She has selected some

textbook pages about planning and organizing material which they are to read.

Then she directs them to begin annotating their copy as follows:

You’vegot writing chunks, Iwantyou to feel likeyou can be messy,

write all over the margins, do this first, andfrom that I’d like togo

to here, numberyour chunks, this could opening, or maybeyou have

two openings. You can asterisk chunks,you can circle them--this is

2a, this could be 2b. So, you’re going to print out a version foryou

beforeyougo and thenyou’regoing to do this messy annotation,

meaning it doesn’t have to be exactly fixed. Andyou’re alsogoing to

send me a copy in my folder so Ican see whatyou’ve got.

To help the students organize their chunks ofwriting, Martha points

them very directly to something she avoided at the outset ofthis assignment

but promised theywould deal with--effective beginnings. In the following
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examples, Martha directs their attention to the possibilities that might emerge

as they look at their Storyspace work. She suggests ways they might be

thinking, points them to at least four different ways ofbeginning effectively:

There may be part ofit . . . thatyou want to start with--the way this

person smiled or the way they walked or some things they say. You

could start . . . with “This person is outrageous.” And talk about

how they do[something]. . . You can start a wonderfitlpaper with a

detailed [description]. more interesting than saying, “I want to

talk about my best fi'iend.” Aparticular moment mightgrab our

attention. “This is theguy who always. . . .

On another day, she makes similar suggestions:

[Maybeyou have this beautifulparagraph that says, her smile is

like sunshine. . . . And then it's a description of; ofa face. . . rather

than . . . starting apaper that's saying, this person is my best

friend. That's not a very efi'ective opening. Butyou might have

chunks thatyou know,just would really bloom as an opening. . . .

And . . . from thereyou’ll figure out where togo.

The above comments direct students to look _a_t the chunks and i_n_tp the chunks

for effective beginnings, working with the assumption that since students have

now generated sufficient material, they will find those effective pieces ofwriting.

In much the same way that she has talked about ending other pieces and

in similar fashion to the suggestions she has made aboutjournal entries, Martha

also provides suggestions about appropriate ways to end this writing. Martha

has consistently suggested that the writer needs to become reflective in all her

writing. In the Storyspace paper, one ofthe boxes is labeled significance. Martha

suggests that students may want to end with the lesson involved or the

significance ofthis person or place, with the “so what?” ofthis experience.

However, she doesn’t limit their reflection to the end or to the significance box.

I want this to be a healthy and developed and wonderfitlly rich,

exciting, fitllpaper. And that reflective stuffmight be addressedin

significance or might come up in another ofyour boxes, places. Feel

free to make newplaces for new ideas.
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In all cases, she emphasizes the writer’s choice ofbeginnings, the writer’s choice

ofwhere to stop.

To move to the second stage ofthis work, students were to have taken

their work home, looked at it, tried to pick the best spots for beginnings, and

annotated it so that when they came back after spring break, Martha could show

them how to use Storyspace to link one part with another and then how to

convert to Microsoft Word to continue their work. Looking hard at writing and

making decisions about placement ofparts is intimately related to an

instrumental use ofthe technology even though this activity takes place offthe

computer. Martha explains it this way:

The reason it was so important foryou to do all those annotational

organizational strategies at home, to mark things 1 A, 1 B, 1 C, to

think about whereyou want to begin, whereyou want to stop, all of

those things is because this process will become much much easier if

you have thought through that. Ifyou haven’t thought through it, it

will take, I would say, maybe two hours ofcritical thinking time, at

least. Oh ifFmgoing to start with the person’s voice, ifthat would

capture the mood first, then where do Igoitem there? Those are the

kind ofquestions [you should be asking]. . . .

Martha characterizes the time spent making choices as “critical thinking

time.” During this class period, when Martha shows students how to use the

tools of Storyspace to link between parts, and then subsequently how to convert

to Microsoft Word, she is positioning the computer as an tool which students can

use to manipulate their text. However, this tool use is based on, indeed would not

be possible without, the earlier instrumental use ofthe computer.

In this class, students have the option ofeither turning in their

Storyspace work on disk in Storyspace format or converting their work from

Storyspace to Microsoft Word. Going back to MSWord is an alternative

provided for the students, taught, and encouraged by Martha, at least partly to

prepare them for the next class in English and the more traditional approaches

required by other classes they may take. Converting from Storyspace to
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Microsoft Word might be viewed as a retrograde activity ifthe goal had been to

teach the students to write a hypertext. However, it’s not as simple as that.

Consider that the thinking involved in each ofthese situations may be

similar. In keeping the work in Storyspace, the students must do what other

Storyspace authors do: decide on a beginning point, determine how these

pieces are (or could be) connected, and make links that the reader can follow.

In moving the work to Microsoft Word, the students must still take same

actions or analogous actions: decide on a beginning point, determine the order

in which the pieces should be read, and write transitions between one section

and another. Making a link and writing a transition are analogous even though

they actually involve different activities. A link is simply a pathway, while a

transition is a written road marker explaining the connection. Linking is a

hypertext concept, while writing a transition is from an older tradition. So

whichever method they chose to develop their work, they are gaining insight

into their activity by making obvious the ordering and the connections between

the various pieces ofwriting they have done.

Students Using Storyspace

All pedagogical changes have an effect on students’ work. While it is

relatively easy to examine the pedagogy in operation in this setting, it is also

necessary and possible (though more difficult) to examine some ofthe effects of

this program on students. Given myown limitations as not-a-student, I will

attempt to do this by looking, first, to the teacher’s assessment ofhow

students use Storyspace and its effects on their writing and, secondly, to the

students’ comments and their papers produced in conjunction with Storyspace.
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Using Storyspace: Teacher’s Assessment

In the context of this particular class, I contend that Storyspace is not

primarily a tool to create hypertext, but an instrument by which students can

do these two things: 1) write more richly and with greater depth and detail; and

2) gain insight into their activities and choices as writers. While Martha does

not specifically use these terms, her comments support my contention. On

writing more richly, she says:

. . . When I looked at those comments fi'om theirprocess writing, . . .

they say things like, Ican 't believe I'm writing so much about this

person. I never believed Ihad so much to say. . . . And so I think

that they're seeing, what it's like to write completely andfully, but

not from a beginningpoint. Notfrom a startingpoint . . .that first

sentence thatputs them on the track. . . . I think thatgenerally

speaking, Icould say that 90percent ofmy students will end up

doing a better writing in Storyspace, or because ofthat, than had

they not done it in Storyspace, and that they will understand that

and internalize that without my saying it to them. (From telephone

interview, 3 /94)

On gaining insight into their activities as writers, she says:

What begins to happen, I think, using Storyspace. . .when they've

got enough writing . . . they 'll really be actively thinking about

organization and development and, and whatflows. . . fi'om here

and here and here, in a way that they've never done . . . before.

They're understanding the integration ofdescription andstory at

the same time. . . . I think that, because it. . . enacts a difierent

process for them, it becomes conscious rather than, ‘this is the way

I've always done it,’ which is an unconscious process.

As Martha sees it then, not only do students begin to write more richly by

using Storyspace, they also begin to consciously think about connections and

actively make them rather than simply assuming they will happen.

Using Storyspace: Students’ Reaction

While the teacher’s interpretation is helpful, what the students say

about Storyspace through written comments, in interviews, and by way of

papers generated by means ofStoryspace, is also pertinent to understanding
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the effects ofthis tool/instrument. During Session 12, the second day in which

students work with Storyspace, Martha asks all students to establish a

special new place: “What I want you to call this new place is . . . ‘My Writing

Process’. . . .” This space, akin to the journals which they entered on computer

in earlier classes, will be used to write about how they felt using Storyspace,

what difficulties they encountered, what successes they achieved. Martha

tells the students: “I . . . want to understand what's happening to you as a

writer when you're working in Storyspace.” At the close of each session 12-17,

students are asked to comment in their writing process spaces about how their

work went on that particular day. I collected printouts ofthose entries fi'om

most ofthe students and will incorporate them into this discussion. In addition

I asked the students I interviewed to comment about Storyspace. Those

comments will also form part ofthe discussion here. The major portion ofthe

following discussion focuses on the comments and work offive students, four

who worked with Storyspace--Charlene, Karen, Heather, and Nick--and one--

Sara--whose comments are valuable because she chose not to work with

Storyspace. Karen, Charlene, and Heather are all Group 3 members, and were

involved in reading each other’s work Neither Nick nor Sara were very

involved with their groups, Nick because his group members often didn’t come,

Sara because of her own absences.

When writing in the Writing Process boxes, students were asked to

simply write without regard to spelling or mechanical concerns. In the interest

ofclarity, I have edited their comments, including making a few changes in

spacing, eliminating extra letters (_Kknow) and adding spellingin square

brackets where I think it might be misunderstood; however, I did not seek to

change things that seem easy enough to understand even though not

consistent with convention. ( See Appendix D for the complete transcripts of
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students comments as they entered them. Appendix E contains the printouts

of students’ work in Storyspace. Appendix F contains the portfolio pieces

generated based on work in Storyspace.)

Charlene. Charlene is writing about someone close to her and wants very

much to be able to “find just the right words” because she wants to be “so

specific or perfect about this person.” Her initial assessment, as she writes in

the writing process box is “[t]he story space i think makes it easier to write

being able to write about the various things throughout the course ofthe

story.” From her comments in her writing process box, each day seems to get

a little easier. On 2/22 she writes that “the writing today has come a little

easier and smoother for me,” and on 2/24 “the writing today went at a much

better pace.” These kinds of comments continue throughout the time she

works with Storyspace. She also comments on the fi'eeing quality ofwriting in

this hypertext program. On 2/22 she writes: “I like being able to express my

thoughts as they come to my mind in intervals. It seems to be much easier for

me to write being able to write freely.” At the next session she makes a

curious comment. “This being able to write in chunks i think has helped me a

great deal to become more effrcent [sic].” I wonder what she means here by

efficient. I suspect her meaning is more closely aligned with getting lots of

work done without pauses, for the next time she writes: “the writing seems as

though it is coming alot easier for me as i think i am beginning to get the

concept ofhow the writing should flow,” another comment related to the

freeing quality ofthis approach.

Charlene’s assessment ofthe program as she is coming to the end ofher

Storyspace writing is positive. She writes: “It was easier for me to write the

parts ofthe story individually, rather than all together. I could really
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concentrate on the specifics [I] was writing about doing everything one at a

time.” And a few days later she comments in a way that assigns almost

magical qualities to the program when she writes: “After working on this for a

[few?] weeks the different chunks formed and come together to help me make a

good story. “ She writes as though the chunks formed themselves into a good

story without effort on her part.

When I interviewed Charlene at the end ofthe semester, it was clear

that time had not changed her view; if anything she was more convinced than

ever that using Storyspace had been an effective approach for her. She wrote

her favorite piece of writing, a story about her mother, in Storyspace. In her

comments she re-iterates and expands some ofwhat she wrote as she was

going through the experience. She begins with her assessment ofthe

advantages ofwriting in chunks, including the connection with revision:

. . .I liked the way we were able to take andput the chunks . . . like

physical features and emotional states . . .thatyou could chunk

right[write?] in there, about each one ofthem . . . Icould take a

certain section, and once Igot started on it . . . couldjust write my

paper.. . . And then, when I went to the next one, it was easier for

me, and Ithink it was easier for me when . . .I s[a]t down and

really said, okay, now I've got toput the story together. . . I'vegot to

put it in a right order,. . . when Irevised it, I think it made it easier.

I think it helped me more on that story. It seemed like I was able to

maybe bring out more.

Then she compares her use of Storyspace to what she thinks might have

happened had she used a traditional approach:

You know, ifI'd havejust sat down to write the story, and instead of

being able to do it like we done it in the chunkingprocess and write,

Idon 't think it would have been as lengthy, and Idon 't think . . . it

would have consisted with as much information as it did. . . . sure,

Icould have wrote . . .about thephysical features, but

spontaneously, Idon 't know ifI would have, where when Ihad

that time and that space to do it on the computer, . . . it

seemed like I done it with noproblem. And Icouldjust write, you

know, and write, and say what I wanted to say. And then Ihad it
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all there. You know, when Iprinted it out, it was all there. Ijust

went back and kind ofput it in order. . . .” (Emphasis mine.)

Charlene specifically comments on the time and space made available in

conjunction with use ofthe computer. She used all the spaces identified by

Martha and the class and added one ofher own. She also said: “I thought it

was easy, and . . . I think it made the class kind offun too, . . .using them,

learning what you could do with them . . ., what you could do with your work.”

In looking at the paper Charlene generated through Storyspace, I can

see some ofwhat she talked about. The paper is rich in loving detail about her

mother’s face, hair, and physical being, about her voice, and about the way she

carried herself. Charlene includes comments on her mother’s idiosyncrasies,

such as putting her tongue on a battery to see ifit’s good and pulling out her

chin hairs, even though they are barely noticeable. She writes about an

emotional low point in her mother’s life when Charlene father left her and she

had a nervous breakdown and had to “overcome the many obstacles and made

herself and her family much stronger.” She ends the paper with a particularly

funny story about shopping at K-Mart with her mother and brother for pants

for her brother to wear to a high school dance. Her mother spotted the perfect

pair on a mannequin and hollered for them to come check out the material.

Rounding the comer there she was with her hand a hold ofthis

pair ofpants between the knee and groin area. Getting closer she

said, “Look kids this is a great pair ofpants.” “Ron would you like

to try them on” she asked. Then suddenly we noticed the

mannequin move, and realized this was actually one ofthe sales

people who worked in that department. My brother and I [took]

offin different directions, myMother busted out laughing.

After apologizing to the young man, she had to hunt down her children and take

them to another store “to find that perfect pair of pants.” Charlene writes,

“To this dayI still laugh as I think ofwhat she done and the look on her face

afterward.”
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Charlene uses some ofMartha’s advice about organizing; for example,

she numbers the chunks on her rough draft in the order in which she thinks

they will go in the final copy; in the final copy she sticks to that order. She

works ideas about the significance ofher mother’s life into several places in the

paper. However, the main point about the significance ofwriting about her

mother is presented in the opening paragraph ofthe paper rather than at the

end where, inmyopinion, it would have made a stronger finish. Charlene did

use almost all ofher material, but polished it and cut out excess words in

moving from Storyspace to finished product.

Karen. Karen’s initial reaction to Storyspace is also positive. The same

freeing quality that Charlene noticed comes out in Karen’s comments during

early sessions using Storyspace. She writes: “I can just write what comes to

mind and put it together later .” And “I like writing in story space. I canjump

all around and write little bits and pieces and when I remember a storyI can

stop whatever I’m doing and write about it.” She also notes: “It is easier for

me to write in class this way.”

However, at the same time she is experiencing this freedom, she is also

expressing concerns about what she is doing. On the first day ofwriting

process boxes, she comments: “I’m not sure I picked the best subject I dont’

find my selfwritng about Hawaii I seem to be writing more about how I felt

going there and my fears and anxieties while I was there and the trip to and

from Hawaii.” A week later she writes: “Ther[e] is still alot I haven’t said. I

am anxious to see what kind of storyI can write from all these writing I have

done.” Her final comment is “I still have more writing to do I’m still not sure

I’m doing what you want.” Through these comments, we see Karen struggling

with typical student concerns: subject choice, organizing the writing, getting
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enough done, and doing it right (pleasing the teacher). Even as she notes the

freedom tojust write, she is interested in the outcome, looking ahead and

worrying about the need to organize and make something ofthis.

During the interview, I asked Karen how Storyspace had been helpful to

her. She expanded and clarified the comments she made during the process of

writing by telling me the rest ofher story. First she describes the process she

used:

Well, you couldjust write. . . .Like, this story, Iwrote difl’erent

events, as they come to mind, and Iput them in differentplaces,

and then I took them andput them all together, and then made a

story out ofthem. . .

Then she explains the outcome ofher work:

and it . . . it didn't come out any way like I'dplanned, because . . .

when Ifirst started writing, I wasjustgoing to write aboutHawaii,

describe it and everything, and then... . . after Istarted describing it,

I looked at it, and it had more expressions ofhow Ifelt when I was

there, than it did for the description ofHawaii, so I, I thought well,

this is the way it's going to go Iguess. . . . So Ijustput it all

together in thatperspective instead of, ofdescribing and makinga

picture ofHawaii, the way Isaw it.

The story didn’t come out as she had planned when she started, but she

seemed flexible enough to change her perspective to adjust to that turn of

events. Karen began with one idea in mind but found herself still comfortable

when the story developed a different way.

In looking at the writing Karen did, I noticed some interesting things.

First of all, Karen’s printout ofher work in Storyspace contains several ofthe

detailed story pieces that show up in her final piece, but also shows some boxes

with only very briefcomments in them. Additionally, there are marginal notes

from Martha and from Karen’s group readers that suggest changes and

additions she could make. There is also a note from Karen herselfthat
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indicates she “didn’t get to the end” and has more to write, and a second note

that indicates that her readers wanted to hear more of the story.

While Hawaii is the ostensible focus, Karen’s paper is actually about a

trip she took in 1970 to meet her husband, who was stationed in Vietnam, on

his R & R in Hawaii. She begins with a description ofher plane trip, ofmeeting

local people, ofwaiting for her husband’s flight to come in, not knowing ifhe

actually was going to be able to be there, offinally meeting his plane, ofseeing

the island, ofsaying good-bye to her husband as he flew back toVietnam, and of

taking her own flight home. She ends this way:

It will soon be our 25th wedding anniversary. We have decided to

take a trip. We weren’t sure where we wanted to go. So Mike has

left it up to me to make the decision. I think after writing this

paper, I have decided to go back to Hawaii. To see it without all

the fears and anxieties.

The final piece is a 5-page story (about 1300 words) with description

woven into it, so Karen’s hesitation about whether she was doing what the

teacher wanted is perhaps justified. It’s not a purely descriptive piece.

However, it is organized, clear, well-written. While Charlene’s paper practically

wrote itselfwhen she filled the boxes, Karen spent much time organizing,

revising, and continuing to write after she moved out ofthe Storyspace

environment. Although each ofher Storyspace boxes contained at least a brief

comment, probably an additional 1/3 ofher material was written outside of

Storyspace. I think time was a factor here because one of Karen’s last

comments in the writing process space was about still having much more to

write. And yet the writing that she did in Storyspace was exploratory, and led

her to rethinking her experience. Since Karen went home to generate material

off-line, she did not experience much ofthe final pushing around to make a

product that is characteristic oftool use. When she did finish it, the final

paragraph she wrote (quoted above) speaks to the value of the experience to
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Karen. Storyspace was part of the writing process which she used as an

instrument to develop her thoughts.

Heather. As did Charlene and Karen, Heather initially notes the ease of

working with Storyspace and its potential for improving her writing: “Story

space is fun and easy to do, I think it will help my writting have more life to it.”

She may be thinking ofthe rich and vivid description promised by Martha. By

the second day ofwork, she seems to understand how using Storyspace can be

similar to her own process. “I think that I will like this program ofwritting

because I useualy write in chunks and then draw arrows to w[h]ere I think this

Paragraph should go.” She recognizes, then, a way she can use Storyspace as

a tool. Later, she makes a comment which points very directly to the value of

Storyspace as an instrument for a richer writing experience: “This process is

helping me remember things that I have forgotten or have taken [for] granted.

. . .” She also comments in a more general way about computer use: “I wish I

had more time to use the computer because [I] write alot more using the

computer.” Time is a theme which both Charlene and Karen have touched on.

Like Karen, she also expresses some hesitations and concerns, first

about “doing it right.” On 2/22 she writes: “I dont know ifI am doing this right

because I start to wright [sic]about a feature about the lake and then I end up

going into a story.” She expresses concern about how much she has left to do

but also continues her previous theme through her entire entry on 2/24:

Today didnt go as good as i hoped. i got some writting [done] but

not as much as I needed. I still feel that I have a lot ofwork to do.

I thought I understood how this was going to come to gether but

now I’m not sure. I feel that all I am doing is telling little storys

and not enough about what the lake looks like feels like, how it

makes you feel when you are their. I know that I could write

about these things but I dont’ know what box to put them in.
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Her comment that she needs to write more about how the lake looks and

how she feels when she is there shows particular insight into the requirements

ofa descriptive piece. The final line “I know that I could write about these

things but I dont’ know what box to put them in” points first to a confidence in

herselfto cope with the requirements but also to a disturbing quality that she

sees in the Storyspace experience; namely, that Storyspace has boxes into

which her description must fit. (She has previously expressed concern about

doing it right.) Although Martha has positioned Storyspace as freeing and

suggests they use and make new spaces, this does not help Heather at this

point. Other students speak about the freeing quality ofworking with

Storyspace and, initially, Heather talks about Storyspace as being easy and

helpful in recalling details; however, after she has written in some ofthese

places, Heather begins to recognize and struggle with some difficulties. Her

final entry on 3/8 is not very positive:

I didnt get much down today. I am confused on how to describe

how the lake looks. I feel that Imjust writting storys and dont

know how there going to fit together into a great writting . I’m

going to try to work on this problem at home over the weekend I

hope that I get alot more done.

She does indicate that she will continue to struggle with the problem.

Part ofthe problem that Heather is struggling with is the problem all writers

have with material--what to put where or to how to “fit [it] together into a

great writing.” Storyspace is not magical for Heather as it seemed to be for

Charlene. The story did not write itself. Instead, Storyspace drew Heather’s

attention to problems she would struggle with--primarily problems of

organization.

At the end of the term when I asked Heather about Storyspace, her

comments contradict the generally positive reaction she expressed in her
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writing process box on the first day. When we talked, she indicated that at first

she didn’t like it. She explained her difficulty:

[Wiriting chunks, that bothered me. Nat being able to see it all on

the page. And . . . I couldn't visualize how it was put together in my

mind. . . . [770 me, it seemed like, instead oftelling one big story,

all I was doing was telling little clips. . . . I didn't, Icouldn't see

how it was going to hook together when Iwasjust writing about,

about . . .the lake, what it looked like, or, different things that we

did there. It wasjust all chunky.

From the beginning, at least as she remembers it, she seemed to be

anticipating the plan for a final draft and couldn’t wrap her mind around the

whole ofthe piece. However, eventually she changed her mind:

But, itfit together very well in the end, after Igot everythingput

together.....It worked really well. So, Imean, it turned out to be a

goodprocess as far as being more, putting more things. . . visual in

it. Telling whatsomething looks like or feels like is better that way,

Ithink. More descriptive things in there instead ofjust shipping

and saying oh, yeah, the lake was really nice andgood weather, I

drug it out . . . because, you could feel . . . that's whatyou were

expected to do.

Heather’s initial trepidation at the chunkiness ofthe piece gave way as

she realized that she was able to put more descriptiveness in it by using

Storyspace this way and that eventually she could and did “hook it together.”

She does evince one lingering negative: “[I]t took me a lot longer to do it that

way than ifI would havejust typed it out, but it got me more descriptive

details, so...” At this point in our conversation, Heather shrugged, which I took

to mean that it seemed like a fair trade to her. Her general reaction, in

hindsight, was a positive one.

In her work with Storyspace, she added one category:

Traditions. Things thatyou doyear afteryear that, it wouldn't be

the same without them, and thenyou tell about. . . making

homemade ice cream, and Fourth ofJulys and things like that. . . .

Iprobably couldput them under stories but it really wasn't stories,

just traditions we used.
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She didn’t use one ofthe class’s categories:

Feelings. Idon't think I used that. Because I, I didn't know how

you could describe a feeling. Emotional something, I think it was.

I kept looking at it wishing I could think ofsomething toput in

there. ‘Cause . . . Ifelt bad leaving it blank, like, well maybe this

would help me more, but Ijust . . . couldn’t think ofanything more.

When she describes leaving the category blank, she doesn’t characterize her

lack of action in terms of“should,” but instead in terms ofwhat would have

helped her, indicating an internalization ofthe entire process rather than trying

to please the teacher or “do it right.”

In looking at Heather’s printed work on this piece, it becomes clear that

she not only spent time writing, she spent time revising her work. She is one of

the few people who have several different versions ofprintouts ofher

Storyspace work. Her early printouts of Storyspace boxes show lengthy

passages under several headings; in later printouts all boxes have a

considerable amount ofwriting in them and she has added some categories.

Her printouts also have marginal notes such as ‘beginning,’ ‘2nd,’ ‘3rd,’ ‘end with

this’; later versions have some ofthe same notes but some ofthem in different

places, as though she were re-thinking her earlier decisions. The next-to-last

draft has places crossed out, numbering again, and comments from her readers

and from Martha about how she should proceed.

The final piece which she turned in for her portfolio is a 4-page (about

1300 words) highly descriptive evocation of a place around which many ofher

childhood memories turn, The Lake:

In the morning ifyour lucky enough to get up before everyone

else the lake is calm and quite. The water looks like a glass mirror

reflecting the rising sun and the trees that surround it’s beautiful

shores. As a fisherman glides by in his boat you sit and wonder

what this day will bring. The ducks come up to you in hopes to get

some bread the stillness ofthe morning is broken by the sound of

little feet running on the grass yelling at there mom to hurry up so

they can get into the water.
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This lake has been the place ofmy summer vacations since I

was five. When I was young my mom my sister Jennifer and I

spent the whole summer their at the lake in Syracuse, Indiana.

This is where I learned how to ski, I was six and it was our second

summer at the lake. My grandpa went out and bought a pair of

youth skis for his grandchilderen . My cousin Josh and my sister

are both two years older than me. I was the first one to volunteer

to try it first. I put on the yellow and orange life vest, eventhough

it was a small it was still to large on me. Ijumped into the wate, it

felt good on the hot summer day. while my grandpa attached the

rope to the boat I put on my skis. My uncle Mark was in the

water with me giving me instructions on what to do when the boat

started to pull me out ofthe water. . . . The fourth time I got up.

“I made it!” I was so excited that I was skiing that I forgot that I

had to keep my legs together, so what happened was my ski’s

slowly started to spread apart. By the time I noticed it was to

late. I fell right on my face. I was fine only a mouth full ofwater.

Now I am a seasoned skier.

Heather talks also about the majestic homes surrounding the lake, the

beach at the park where she was never allowed to play, the storm on a

particular 4th ofJuly, traditions at the lake, and ends with:

The wind blows softly across the still water as I sit on the

patio watching the sun set and the sky fill up with stars thinking

to myself there isn’t this many stars in the sky in the city. The

lake is a place were you want to stay because ofhow peaceful it is

at anytime during the year. The lake will stay close to my heart

or time.

Heather’s writing on this piece is strongly descriptive, evokes a picture,

and shows her emotional reaction to this place. Her beginning and end are both

effective. From what I can see of her process and approach, she used

Storyspace both as a tool and as an instrument to develop her writing in this

piece.

Nick. Nick’s approach to commentary on writing with Storyspace is

somewhat different from the previous writers. Rather than brief comments (or

in Charlene’s case, not so brief) at the close ofeach session, he made only one

lengthy comment, which is dated 2/17, the second day ofusing Storyspace, the
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day in which they established the writing process boxes. The comment is

substantive and critical. The first part notes the positive potential for using

Storyspace while the second part examines the difficulty Nick suspects he will

have with this program. On the positive side:

I think the story space startup really helps to consentrate on the

different parts ofmy writing and I when I write about some

specific part I only consentrate on that part and [am] able to

write about in details. I don’t have that problem ofhow to start

my story and how to end it, I don’t have to keep all my thoughtIs]

in myhead and link all the different parts together, and the main

advantage of that program is that I don’t have a problem of

choosing the things to write because usually before I start to

write I have so many thing[s] to talk about I didn’t know how to

put all ofthem together.

Nick, then, expresses in different words the same positives that Martha

explained--it allows for concentration on one part, it eliminates concern about

beginnings and ending, it gives a place for simply spilling out thoughts.

However, Nick also expresses his concerns:

But what I don’t like is that I don’t know how I connect all the -

parts after I am done, I will have to find the ways to put them all

together as one story, how to make the smooth interaction

between two parts of storyspace startup. And I also noticed that

in my different folders of the storyspace sometimes I wrote about

the same things so it will probably create a slight problem when I

will make it as a one story because ofthe repetition ofthoughts.

His concerns are very similar to the concerns mentioned by Heather and

Karen, how to connect these parts, except that he is expressing this very early

in the process, much earlier than either ofthem do. He also is concerned about

repeating himself. He has noticed that he is writing the same things in

different folders. At this point he seems either not yet aware that they will be

able to edit their pieces or concerned with doing extra work.

When I talked with Nick, he was very articulate about Storyspace and

his reaction to it. He said: “Storyspace. . . it’s got a lot ofparts which [are

very] complicated. . . . it takes a long time to absorb all these tools.” Here



145

again is the issue oftime which Charlene, Karen, Heather all touch on-- they

need more time to work with and absorb these tools. Nick’s initial reaction to

Storyspace was positive, however, as he continued to work with the program,

he encountered difficulty in workingwithin the boxes:

. . .[When Istarted . . . first I thought, oh, it would begood, wejust

concentrate on thatpart. “And then Isat down, and I wrote one or

two sentences, and Ijust kind of .. was out ofideas.

Heexplained:

She[Martha] said, concentrate only on that [one]you have to

create. . . like, how the body moves. And Ifound that, in that

section it was kind ofhardfor me to write only about how the body

moves. So I was . . . sitting down for [hours] to write all about how

the body moves.

Nick evidences a somewhat rigid attitude toward this tool/instrument. He gets

stuck in thinking he must fill every box no matter how long it takes. Then he

ran into difficulty with connecting:

And then Ihad theproblem connecting them. . .with each other.

Becauseyou have to make the transition from how the body moves

to . . . the otherpart, which was . . .how they look or[something] so,

we have to make those connections between those twoparts and the

thirdpart and . . . all that stuff.

Nick found that the approach he had already developed worked better for him.

He explained his approach and compared it with a limitation he saw with

Storyspace:

Ikind offound it easier for mejust to write, . . . just sit down and

write, onepiece. Without writing differentparts. And . . . those

descriptions which Icould use in my writing, ifIdidn't use the

Storyspace, [Icouldput them] in the beginning, and Icould see the

parts ofthe middle, and [end]. They can be. . .spread out. . . . It

can be, anywhere. And the Storyspace. . . you have . . . to make

them in only one section, and then . . .youjust write, concentrate

only on that writing, . . only . . . on thatpart.

Unlike the previously discussed writers, Nick did not like workingwith

Storyspace. After careful analysis, he said: “I found it easier to write . . .
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without Storyspace.” He found Storyspace confining and brought up an issue

that Heather mentioned, putting things in the right boxes. Nick seemed to feel

constrained rather than freed by this approach. His own approach may have

allowed him a fluidity that he felt denied when he worked with Storyspace.

When, with my regular writing, . . . it can come to my head, then, it

can appear in one section and then it can come, you know, another

idea will come toyou in the middle ofmy section and the end ofmy

[writing]. And then, Idon 't have aproblem connecting them then,

with each other.

His “regular writing” seems, to him, already connected.

In comparing Nick’s printout ofthe Storyspace box material with his

finished paper, I am struck by how different the two are, particularly when

comparing his work with the work ofprevious writers. Charlene used almost

all her material as it was, adding only transitions. Heather cut some material

and reorganized and polished. Karen enlarged her material by 1/3 but still used

most ofwhat she had completed in Storyspace. But Nick did none of that. His

Storyspace entries seem complete; he has something, often a substantial

something, in every box, but the only thing the Storyspace entry and the final

paper have in common is the title and general topic--orphanages. In

Storyspace he writes about his experience ofseeing children in orphanages.

His entries in Storyspace include much descriptive material about the drab

clothing the children wore, the fear in their voices, the unusual relationships

between orphans and surpervisors based on fear, the lack oftoys, lack ofjoy or

energy, and some entries about the emotional needs ofchildren. The following

is an example under how the body moves:

I remember when I was a kid how much energy I had and would

play outside untill dark and my parents had to drag me home. I

noticed that those children didn’t have that energy, they were not

like other children..... their behavior was artificial compare to

the childhood behavior ofother children. They never felt secure

and felt that they would be punished in some sense for every



147

misbehavior. I never hear them screaming withjoy when they

played with each other. I never saw the wondering and exploring

look ofchildren oftheir age. They played with toys which, I think

should be thrown away, they were so old. . .

Nick did similar things in other Storyspace places, generating enough

material to fill almost three pages (about 1100 words) printed. However, when

it came time to write the story, something happened. The completed story is a

similar length, 2 1/2 pages (about 1000 words long), but contains very little of

the material that was in his printout. Instead, most ofthe written material

extols the virtues offamily and decries those who would abandon their children.

The above passage was one ofthe few that remained in any form, and it had

been changed to the following:

Have you ever noticed when you see a happy child how energetic

he or she is, how they try to explore things and how their eyes

always move around trying to find something new or you always

see their smiling faces which change their shape every time. But

I saw those orphans I saw that their faces never changes, they

are so empty and I can only see their look which doesn’t mean

anything. They are not very energetic and are not very excited

aborcrlt something new, you can’t see their childhood energy and

won er.

The changes in this passage are not bad, but this is the only passage in

his final piece that describes the children or the orphanage at all. In his

transfer from a Storyspace document (a system he didn’t like) to a paper text,

he removed and rewrote most ofwhat he had done in the original environment

in a way that diluted the strong promise ofhis Storyspace document. The

irony in this is that Martha’s comment on his Storyspace printout was

“Excellent Storyspace work,” after which she suggested they work in a one-to-

one conference to deal with ‘firerb tense consistency and some awkward 2nd

language conversions.” The work Nick did in Storyspace contained rich,

descriptive detail. The work he turned in for this assignment in his final



148

portfolio, though on the same topic, was lacking much ofthat detail. But Nick

did not care to work in Storyspace.

Martha did suggest, in my conversation with her, that Nick already had

an idea ofhow he wanted to write his paper and that Storyspace asked him to

change that idea and because he did not want to make that change, he couldn’t

work with Storyspace. Actually, he could and did work with Storyspace, but he

didn’t count that as part ofthe real work ofwriting this paper. I found some

support for Martha’s statement in looking at Nick’s other work. In an exercise

called 5-minute moments which Nick did in the early weeks ofthe course, he

writes about a visit to an orphanage. The first three paragraphs are almost

word-for-word the same as those he uses in his final paper on the orphanage. I

suspect that Nick saw those paragraphs as the beginning of his next paper

before he ever started the Storyspace project. He drew the idea ofwriting

about the orphanage from his earlier writing, but once he had begun in this

other way, he could not make the shift to a different approach; he was either

unable or unwilling to meld the two. Instead he used Storyspace in much the

same way some students use outlining--he fit his ideas into the form he was

given after he has already written his beginning. The instrument works for

Nick, in that he gets much good detail out, but fails for him because he cannot

use that material. Yet, it could be used. I can see how the two could be

combined. But what I can see doesn’t matter. Nick couldn’t and so it was

neither tool nor instrument, but encumbrance.

Sara. Sara’s work provides us with a contrast from the four previous writers:

there is no information from Sara about her writing process in Storyspace, for

Sara did not use Storyspace. She tried it the day that Martha taught it and

then: “. . .the next day I went into it, and I said, this is not going to work for
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me.” So she worked on this assignment using Microsoft Word. Her problem

with Storyspace, Sara said in an interview, was that

Icouldn't tell a story. It was all in chunks, and then Ihad to take

those chunks andput it in the right space, and to me, it was like, too

many thoughts. . .just like scattered thoughts, and howam Igoing

toput it in a story? I would ratherjust tell a story about what it is

I've got to tell, and thengo through and see whatI believe is

missing.

She rejected the tool/instrument Storyspace as being not for her. She

did suggest that it might have worked for other people who write in a different

way than she does. But for her, she said, “to think in chunks like that, it’s

mind-boggling. Too much to think about. I would have one direction and . . . I'm

going that way, you know?“ Sara says the same kinds ofthings that Nick and

even Heather mention as concerns: the chunkiness of Storyspace. But where

both Nick and Heather try it (with varying results), Sara felt it to be too great

a change from her normal approach and was unwilling to make the change.

However, she did use Martha’s categories-to-think-by: “. . . the little

cards that we had done in Storyspace, I wrote that on the side of some ofmy

stories to see whether I had it in there. IfI didn’t, then I could go back and

write it in.” She used the heuristic as a formula forjudging her writing,

applying it not only to this assignment but, her choice ofthe word “some” would

imply, possibly to other work as well.

Because Sara did not use Storyspace for this assignment, it is not really

possible to talk directly about the effect ofusing Storyspace on her work.

However, because she did the same assignment as the rest of the class, it is

possible to discuss her work as a contrast to those who worked with

Storyspace. There are no printouts of Storyspace boxes to look at, nor were

there any rough drafts (although I suspect she did write a draft, I did not

receive one)--just the piece she put in her portfolio. In this piece, Sara writes
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about her best friend. The piece is 5 pages, double-spaced, roughly 1100 words,

so it is as lengthy as anyone else’s. She begins this way:

Every friend I have ever had has proved to me that they

could not be trusted. After only a few months, sometimes weeks,

something happens to where I know I should no loinger trust

them again. Sure, I can still talk in generals to them, but that

becomes the extent ofthe fiiendship from that point on.

Then there is Donna, my best friend in the world.. . .

She describes Donna generally and then tells several stories-- about how

they met and became friends, about instances where Donna has proved a true

fiiend through difficult times for both ofthem such as problems at home, early

marriage, divorce--then she moves into speculation about what keeps friends

together and about the new challenges they are now facing as friends.

Sara wrote an adequate and effective paper without using Storyspace.

Aside from a tendency to ramble a bit, the only true difficulty with this paper is

a lack ofdescription, a problem that was also evidenced in Nick’s finished piece.

Charlene, Karen, and Heather all used description to varying degrees in their

finished pieces. When we look back to the Storyspace work that Nick

generated, the description is there; it is rich and it is there, itjust didn’t make it

into the final work. Perhaps, then, what truly distinguishes Sara’s piece and

even Nick’s piece from papers written in this class with the help of Storyspace

is what they lack: rich, detailed, extended description.

Other Students. The balance of the reaction to Storyspace was mixed.

Charles, like Sara, simply did not use it. He said: “ . . . with Storyspace, . . .for

me, I had no use for it. So I said, well, I’m not going to worry about this. I’m

going to have to do this the way. . .that’s most comfortable for me, so that’s

what I did.”



151

Several students tried it but did not like the results they got: Lani, Josh,

Mark, Margy. Lani complained that it “chopped out everything I wrote, and

then when I tried to put it back together, I felt, ifI just rewrote it, it would be

better. . . . It made me feel like . . . each one ofthose boxes was a different

story, and it wouldn’t fit together.” Lani eventually gave up on the story and

did notinclude it in her portfolio.

Josh found it superfluous and distracting. He said:

Ididn’t like all the side tracks you couldget onto. . . like tributaries

leading to a difierentu . . . . I can write my writing . . . the way I

want thefirst time inpieces . . . without using[those] little sections.”

He organizes in his head and was quite comfortable simply adding

things as he needed. He did, however, wonder ifthe activity of“setting up the

categories might have helped.”

Mark was not as negative about Storyspace as Lani, in fact he

comments on his second day ofusing Storyspace (in his writing process box),

“Today the wordsjust fell out ofmy head right on to the screen. I think I like

story space but I’m not sure yet.” Then a week later, he says, “There’s a

million stories to tell I just have to find the most interesting ones. . . .” Again,

this is a comment on the freeing quality ofStoryspace. In the interview he

indicated that it wouldn’t be his first choice for writing a story. He said that he

could work with it, and that “it helped a lot with . . .description stuff’ but he

found himself“being lost at the focus point.” His assessment was as follows:

. . . [I]t'd be better for . . . pre-story, like a first draft copy, to

generate all . . . your ideas andyour characteristics, and . . . things

you want toput into it, and then kind ofread over that and lead off

ofthat to writeyourpaper on. I wouldn 't suggest to use it . . . to

make a story out ofit. ‘Causeyou do [end up with]. . . a lot of

description and . . . a lot offacts thatyou wouldn't have included in

thepaper ifyou would havejust been writing it.
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Without realizing it, Mark has identified precisely the wayMartha intended

Storyspace to be used.

Margy simply said that she didn’t like Storyspace as well as Microsoft

Word, but she brought up an interesting issue: time and experience. She said:

“[W]e didn’t work long enough in that, I don’t think, to really experience. . .what

you use it all for. . . . if I had spent more time with it.” Again the issue oftime

and experience is brought up.

In general, the students note the way in which Storyspace allowed them

to write, to fill in detail and then revise it later. It seemed that the things that

some liked about Storyspace were the very things others disliked: that it was

in chunks, that you could do one chunk at a time, that a pre-determined

pattern was not necessary or that it might actually get in the way.

To help illuminate the different reactions expressed by these students, I

turn to Martha’s comments about writers in Storyspace. According to her,

Writers who are already comfortable with how. . . they work through

what it is that they want to write and have a strong sense offocus at

theget-go, they are the ones, generally, whofind Storyspace most

perplexing. Because, it's asking them to consider a different way to

writes...

In my creative writing class, when I introduce Storyspace, it is my

mostpost-modern, ifIcan call it, students, who are willing to take

risks and chances who are most attracted to Storyspace. . . . it's

probably my most experimental writers who understand the

possibilities right away that it gives them. . . .

[With beginning writers]Ithink they discover thepossibilities as

theyproceed.

It may be then, as Martha suggests, that those who already have a plan

or a system are less comfortable trying this, while those students who are

more willing to take risks, for whatever reasons, find Storyspace an attractive

instrument for working with their writing. Those who can see (immediately or

eventually) how to use it as an instrument are more likely to be happy with it.
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Nick, who knew where his story was going and had a system to get it there,

was not happy using Storyspace. Sara did not want to explore a new method

because she already had one with which she was comfortable, so she didn’t use

it. Karen who used Storyspace, began with one idea in mind but found herself

still comfortable when the story developed a different way. Charlene and

Heather both found themselves writing more and developing richer

understandings through the use ofStoryspace. Even Mark, who wouldn’t

choose to use it to write a story (because he likes to just sit down and write

whatever he’s going to do and be done with it), recognized its potential as a

place to “generate all your ideas.”

It may also be, that in this situation where more students are beginning

writers, the support oftheir peers leads them to discover the potential.

Perhaps those writers who work closely with others who are successful with

the system are also more willing to try it and find ways ofbeing successful with

it. Heather, Karen, and Charlene were the only ones in this class who felt close

as a group. They worked with each other on reading and providing advice on

each other’s papers. They all liked Storyspace. Conversely, those students

who were most out ofthe loop, most on the fringes, most frustrated were also

most likely to dislike or not even really try it, for example, Sara, Lani, Charles.

However, those students who did not use Storyspace or did not like it, did

not necessarily produce inferior writing. Neither Nick norJoshjudged

Storyspace as being helpful but both managed to create writing they were

pleased with, writing that was evaluated in the portfolio as effective. Sara,

who didn’t use Storyspace, generated as much material as anyone in the class.

Her portfolio was also evaluated as effective, in fact she received the same

score on it as Heather who used and liked Storyspace.
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Thoughts on Storyspace

The comments by students and by Martha support my view of

Storyspace serving as an instrument for learning. When a student spends

time generating richly detailed text, she may learn to look in different ways. In

any event, she has much to choose from as she shapes her text, something

that has not been part ofthe experience ofmany ofthese students. When that

student re-reads her work, looking for the best beginning, determining which

parts stay and which will be left out, deciding the best order for these parts, she

is gaining insight into a particular part ofthe writing process. In this sense,

then, Storyspace and the activities surrounding Storyspace are used not

simply as tools for improving students’ writing but as instruments by means of

which students gain insight into their process and their writing.

Storyspace is not the only hypertext program on the market, just the

one that was used in this classroom. It is also not the only way to approach

using the technology as an instrument by means ofwhich students can gain

insight into their writing. But it is one means by which some ofthese writers

enhanced and enriched their understanding ofwhat it was they were doing.

 

1 It was suggested to me that the pencil-paper spreading-connecting ofeverything might be

an advantage because then a writer could “see everything at once.” With Storyspace, it is

possible to view the nodes with their connecting links. One can’t see the material in the

nodes but can read the headings. However, that may not be good enough. And ofcourse one

loses the colored yarn.

2 Currently there do not seem to be any studies ofprofessional writers composing with

hypertext.

3 She made a direct reference to this approach early in the session. She characterizes

Storyspace as a “dificult and complicated program” and suggests that although she knows

they are “wise, mature adults,” it will still be better if they stay right with her in this piece
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ofinstruction. In effect, she recognizes that she may be treating them like children and asks

their cooperation in enduring this. I detected no signs ofresentment on the part ofthe

students. On the contrary they seemed to welcome the support.



CHAPTER 5

STUDENT REFLECTIONS: GROWTH, COMPUTERS, POWER

An ethnographer could ask for no better class to study than one in which

reflexivity is encouraged. From the beginning ofthis class, time and activities

are planned for students to reflect on such topics as who they are as writers

and what they most fear about writing. As the semester unfolds, students use

venues such as the in-class journals and the writing process box connected

with work in Storyspace (discussed earlier) to reflect on their writing.

Five sources form the basis for my discussion of the students’ reflection

on their experience ofthe course-an earlyjournal assignment called “Who Am

I as a Writer?”, the midterm evaluation and the final evaluation given to

students by Martha, the cover letter that each student turned in with his/her

portfolio, and the final interviews that I conducted with students. This

discussion will focus on students’ sense of themselves as writers, the impact of

computers, and the students’ assessment ofthe power relationships within the

classroom.

In order that we may understand something about the information

gathered and insights garnered, I would like to briefly characterize each ofthe

previously mentioned vehicles. “Who Am I as a Writer” was ajournal

assignment given during the first week ofclass. The midterm evaluation came

in the seventh week of class and was titled “Selfand Course Evaluation: A

Temperature Check and Pulse Reading.” It listed seven questions to which the

students were to respond by thinking ofthe course in terms oftheir own

progress to that time, including questions that asked them to recall special

156
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moments of the class, to comment on the greatest challenge, the

accomplishment ofwhich they were most proud, the most important thing

they had learned, and to describe the course as ajourney. (See Appendix G for

the questions.)

The final evaluation included open questions for reflection, some ofthem

similar to midterm questions (questions about the most important thing they

learned and what was most helpful and least helpful appeared on both

evaluations), but the final evaluation also asked what advice they would give to

people just starting the class, what they would remember three months or

three years from now, and provided some closed questions, questions that

involved ranking/rating the themes ofthe class, the course experiences, and

their classmates. (See Appendix H for the questions.)

In the portfolio cover letter, students were to address the following:

. . . who you have become as a writer because of this course, your

interaction with other writers in this class,and your experiences

as a writer as you have drafted, revised, and edited papers for

your portfolio.

They were also to discuss their reasons for selecting the pieces they chose and

something of the strengths and weaknesses of the selected pieces. The

portfolios, with their cover letters, did not go to Martha but to other teachers

within the department for evaluation.

None ofthese teacher-designed vehicles for reflection asked any

questions that directly addressed either the process or the effects ofthe

technology. However, at the end of the semester, after the portfolios had been

turned in but before theyhad been read or graded, I interviewed ten ofthe

thirteen students who completed the class and asked directly about the effects

ofthe computer as the students perceived them.1 In these interviews I also

asked specifically about their reaction to Storyspace (which was discussed in
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the previous chapter) and inquired about other major issues, such as, their

general experience in 131, the most difficult and most beneficial aspects ofthe

class, the instructor’s role in their learning, and the role ofthe group. Although

specific questions shaped the interviews (see Appendix I), I tried to let each

interview develop along its own lines, weaving the questions in where it seem

appropriate, taking my cues from the student, and giving the student ample

opportunity to discuss issues in his/her own way.

The specific areas addressed in this discussion are as follows: how

students’ sense ofthemselves as writers has changed during the course ofthe

semester, how computers affected or were implicated in the changes, how the

students assess the power relationships within the classroom--with Martha,

with groups. I will follow the five students whose work we looked at in

Storyspace--Heather, Charlene, Karen, Nick, and Sara--but I will also

incorporate comments from other students when appropriate.

Seeing Themselves As Writers: Writing Growth, Personal Growth,

EmergingIntellectual Identities

Perhaps because it is billed as a class based on personal experience,

writing growth and personal growth are inextricably linked in the comments

students made about the class. Comments about growth bubble up through

the evaluations and interviews even though no direct question was asked.

Many students position this class as revelatory, even life-changing. Josh, for

example, writes: “The moments that come to mind when I think about this

class is when I opened mymind into a whole new writing stage in my life, which

I kind ofdidn’t know that I had.” From this class, Karen will remember that

she learned a lot about herself, while Sara writes ofremembering “how I grew
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as a person.” One ofthe issues that emerges early in this class is the question

ofwhat it means to be a writer.

Beginning ofSemester

In the journal entry with which they began this class, “Who Am I As A

Writer,” each ofthe five students I’m closely following expressed varying

degrees of ambivalence over whether that appellation could appropriately be

applied to him/herself.

Karen. Karen was perhaps the most concerned, as she wrote, in abbreviated,

fashion, appropriate for ajournal entry:

Who you are as a writer

why you are or aren’t

Not very good at writing , cannot express myselfvery well.

Mind goes blank when told tojust write. Cannot sit infront of

window and write, my thoughts all go to what I see outside.

As a writing [writer?] I think I amjust me trying to learn and

broaden my horizons.

In the past I have had trouble writing letters not knowing

what to say.

Haven’t written very much, didn’t think I was very good at it.

Heather. Heather expresses doubts about her ability but she also traces

these doubts to fear and the fear back to teachers and grading.

I dont believe that I am a very good writer. I have a very hard

time expressing my feelings outloud and on paper. I can have a

great idea in my mind but it never seems to come out right no

matter how hard I try. I believe my writing fears stem from

teachers paying more attention to correct spelling and grammer

then the[y] did to what I was trying to say. It seemed that I

would always get poor grades on my writting so Ijust stopped

writting, unless I had to for a class.

 

She ends this entry with a statement ofher goals:

I would really like to become the sort ofwriter that can easily

transfer their thoughts to paper. I know that won’t be easily

accomplished, that’s why I’m taking this class in hopes to



160

improve both my writing and the way I preceive [perceive?]

writting.

Sara. Sara begins herjournal entry with a similar statement: “I’ve never

considered myself as a ‘writer’.” However, she immediately goes on to discuss

the use she does make ofwriting, a use that is quite in keeping with the

“writing to learn” philosophy:

Yet I have always written out my thoughts to help me solve

problems, get them out ofhead, at least for the time being. I

usually have so much to do and not enough time to do it in. Yet

when I have the time to sit down and write it all, it helps. I’m not

sure intirely why. Then the paper is lost and then when I come

across it again, it is either funny, sad or whatever--depending on

whether or not it is still related to my life or not.

She also indicates that she likes to write and “sometimes write[s] poetry (not

very well but want to).” Her final statement addresses what she sees as a

past and continuing difficulty.

“Brainstorming” use to be so hard for me, how could I brainstorm

when I talked very little, thought aboutmmuch ofanything.

What’s to write about w/not much but rutein [routine?] things

gorngon.

The irony in her final statement is that at the end ofthe semester, she turned

in a 40-page portfolio showing a great deal ofher personal and intellectual

struggle, well over the 12-15 page suggested limit.

Nick. As did Karen, Heather, and Sara, Nick begins his entry with a

disclaimer:

I dont’ really consider myself as a writer. I always have that

great ideas in my mind and I think that my work will be one ofthe

best but when it comes to writing I just can’t [put] my thought

into words or the whole story willjust sound awkward.

However, he recognizes that is not always the case, sometimes even he likes

hiswriting:
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But there are exceptions, on some days I just have that flow of

ideas which I admire them myself, I can’t even stop writing and

when I finish and somebody reads it to me I can’t even believe

that I wrote it. But it happens very rare.

The rarity of his experience leads him to talk about the more common pattern:

Most ofthe times I just have one or two ideas and I start to build

a body around them by writing things which can be unappropriate

or I’ll use words or expressions which are very strong in their

meaning but used so much in nowadays that you feel that you

stole that expression from someone -- you are not expressing your

true ideas but using what is always used.

 

He paints his common pattern in primarily negative terms and also

generalizes by moving from first person to second person.

Charlene. Charlene is the only one ofthese five students to begin with a

positive statement, yet even she quickly states her ambivalence:

“A writer, to be or not to be” I think there are times when I can

write. And times when I couldn’t. [Slometimes ifthe mood and

setting are right it seems as though a story can come really easy

to me. [I wouldn’t] be able to write all the time or for a living it

would be hard. I write better with a spur ofthe moment thinking

or a brainstorm idea. Writing has never come easy for me as I

write alot like I speak and my english is not real good. I do enjoy

writing short stories orjust stories for fun. It a challenge for me

to make a story sound good, be a little humorous and yet get the

point across. But from a proffesional point I would never be a

writer.

Charlene moves, sentence to sentence, between the positive and negative,

between what she can and can’t do, between what she likes and doesn’t like and

comes down firmly on the negative.

At the beginning ofthe semester, not one ofthese students is willing to

call him/herselfa writer. All express misgivings about their abilities, even as

they mention times they could write and set goals for themselves in this class.
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Middle ofSemester

Midway through the term, as the students reflect back on the class and

comment on their own experience ofit, attitudes have changed.

Karen. In her midterm evaluation Karen addresses the same themes she

wrote about in herjournal, but her sense ofherself as a writer has changed.

She writes: “I didn’t think I could write but now it is easier for me to write what

I think about.” She states: “I can write if I can get my brain working.” She

also notes an increase in her confidence. When asked to reflect on the course

as a journey, she states, very simply: “This course is a beginning for me.”

Heather. Heather also notes a major change in her attitude: “ I know now

that I have underestimated myself. I am doing alot better than I thought. . . .

My writting has come more easily than it did in high school.” She also

comments that “my writing can be emotional notjust for me but for the people

reading my work.” Since the students have received no grades at this point,

Heather’s estimate that she is “doing alot better” is based on her feelings about

her work, and taking into consideration her final comment, the reactions ofher

audience.

Sara. Sara has made use ofthis class in keeping with her own needs:

It has brought my mind to ponder, in detail, about many things.

In doing this, I answer myown questions in the way ofme trying

to have the reader understand what is trying to be said.

Sara does not recognize a change in her writing, in that she still uses it to deal

with her own questions, but the nature ofthe class validates that a “writer”

may do that. By factoring in an audience, a reader, Sara positions herself as a

writer. Sara’s description of the class as ajourney, shows both her ability to

work metaphorically and her view ofherselfas a thinker:
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This is ajourney ofthe mind. On thisjourney I can soar as high

as the sun, and beyond if I so desire. With many roads to follow,

they lead me in many directions and sometimes they wind around

and around. Wandering these roads I never know where they

may take me, I know only that they never end. On this never

endingjourney I have seen many rainy days. Discovering the

longer I follow a road I may climb mountains, mole hills or walk

flat lands, never in sequence but always brighter the more I

ponder.

Nick. Nick’s middle ofthe term comments about his own writing changes

relate to much more concrete experience than our other writers though he is

still not specific. He has “learned some technices [techniques?] which I can use

in my future writing. . . .” He also comments: “Learning english as a second

language I learned a little more about how the writing in English language goes.

Interestingly enough, Nick gives most credit for change in his writing to

Storyspace.

It really helped me in mywayofwriting. In the past in my

writing I had a lot ofproblem ofkeeping all the ideas in my head

without forgetting them and the most difficult part was that I

could not connect them together as one piece ofwriting. I could

not make a smooth transition from one part to another or when I

finish with one part and go to another there will always be an idea

which will come to my head when the part where it belonges was

already completed.

He seems to be indicating that Storyspace is changing this aspect ofhis

writing. This is another irony: midterm he sees great promise for Storyspace

in regard to an area he considers problematic, but his final comments about

Storyspace indicate that it didn’t solve his problem.

Charlene. In thinking back over the first halfofthe course, Charlene

remembers “the writing coming easy” and indicates that means to her that she

“can write about anything if I just put my mind to it.” She feels that she has

learned to put her thoughts into words and sees a change in the variety of

subjects she can find to write about. However, she still has some hesitation
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about whether she can “go into my inner selfdeep enough to reflect my

feelings.” She still addresses the themes she began with, but seems to indicate

a growth in confidence.

Confidence, in fact, is the recurring theme of all ofour writers. They

have taken a risk which is beginning to pay offin a stronger beliefin their

ability. From struggling to think of“surprising facts,” that is, something

interesting or significant about themselves on the first day of class, the

students now at midterm feel confident that their lives are worth writing about

and that they might be able to learn to write. From tentative superficial

interactions on the first day, they have found in each other a strong sense of

audience. All ofthem believe, at the midterm, that they are growing as writers,

which for them involves not only this new sense of audience, but also greater

ease and facility with the act ofwriting, the development ofwriting voice(s) and

beginningintellectual identifies.

End ofSemester

At the end of the semester, we have three vehicles by which tojudge

their work: the cover letter they attached to portfolios, the final evaluation,

and the interview I conducted with each ofthem at the end ofthe semester.

Karen. In her final evaluation, Karen states quite simply “I learned that I can

write. I have more confidence in myself,” a statement which is echoed in both

her interview with me and in her portfolio letter. In her portfolio letter, Karen’s

reflects on the changes she sees in herselfand her writing:

When I first started this class I was not very good at writing. I

could not express myselfvery well. When I tried to write mymind

would go blank. I have learned a lot in this class. How to start a

story with actions and end it by asking “So What.” Myjournal has

really helped me too. I now enjoy writing. I have also enjoyed this

c ass. . . .
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Karen expresses her sense ofthe change as a change both in ability and

attitude. She points to two specific techniques she has learned, beginning with

action and ending with the significance ofthe story, as valuable to her. Both

require a strong sense of audience. She is also able to recognize and articulate

areas which she needs to work on, as indicated when she writes:

As I edited and revised my writings I learned I need to work on my

punctuation. I also need to work on the way I put things together.

In choosing pieces for her portfolio, she demonstrates confidence in her work and

articulates at least one criterion by which she picked the best:

I have selected these writings. Because I think they are my best

writings. I think ifyou follow the directions I gave to teach a dog to

retrieve, your dog will retrieve.

The comment also reflects her sense of audience.

Her final comments round out the letter, speaking again to

improvement, confidence, and growth. In all, Karen seems pleased with herself

and convinced she has grown as a writer. Her positive, buoyant,

knowledgeable comments at the end of the semester are in stark contrast to

her tentative beginnings.

Heather. In her final evaluation, Heather notes changes the course has made

in her writing with the comment that she has learned not to be afraid “tojust

write, let it flow. Then go back and edit and spell check.” She has also learned

to include her “true feelings” because they “made my stories better.” Her final

portfolio letter points to her sense of a major change in attitude over the course

of the semester:

I had never liked to write very much because I felt that I had

nothing to write about. This class proved me wrong, I learned how

to brainstorm which was very helpful in finding things to write

about. Even though I still need work in this area I have improved

a ct.
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She credits this change to brainstorming. When she writes about the pieces in

her portfolio, it is clear that she takes a very personal approach to the writing

in this class:

The pieces in my portfolio are very close to me. These topics kept

coming up in my dailyjournal, it started to seem that I wrote

about nothing else. The story ofmy father was very difficult to

write, but it was good for me to write my feelings down. I feel that

this is my strongest writing, and if I kept working at it I am sure

that it would get even better. This actually started out as two

separate papers. . . . Martha suggested that I try putting the two

ofthem together, and it worked out good. This story sounds

better as one than it did as two separate stories.

Heather has begun to sound like a writer crafting work: she comments on a

technical move she made, combining stories, and she indicates both an

awareness that writing is never really finished and a willingness to continue.

Writing, for Heather, served as a personal release; her feelings made the stories

stronger.

Sara. Sara’s comments sound much like Heather’s. In the final evaluation,

Sara writes:

Ofcourse, I believe you know this course was hardly a

writting[sic] class to me. . . meaning I have learned many things

about myselfand myown line ofthin[kin]g. Learning how to

ponder teaches many things.

This comment is in line with her earlier statements about the way she

generally uses writing, as a means ofthinking through her problems.

In her cover letter, Sara comes back to earlier comments and talks

specifically about her use of this class:

On this cover letter I would like to address what this class has

done for me as a writer.

I have never considered myself as a writer, but had always

written my problems out on paper to help myself see things

clearly after rereading what I had written.
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In this class I had done the same, and in trying to have my

writings be understandable to the reader I understood my

problems more clearly myself.

I have chosen these particular writings because they are true

and state that you learn from all experiences, good or bad.

She still does not talk about herselfas though she were a writer, but she

does recognize a value to having an audience; that is, in trying to make

something clear to the reader, she understands it herself. She says something

similar in my interview with her. She has always written down her problems,

and did the same with this class:

. . . in writing it in the class, trying to clarify the meaning to the

reader, Iclarified a lot to myself . . . To me that's what it [the class]

was. Not onlyjust writing and all that, but, that's what it was to me.

That'8 what I used it for.

Both Heather and Sara use this class as a means ofpersonal growth, and their

writing as an instrument to see into their own lives.

Charlene. Charlene began the class with a certain amount ofconfidence in her

writing and ends it with even more. She recognized both at the beginning and at

the end the ambivalence ofher relationship with writing. In her cover letter, she

begins:

Writing, perhaps the easiest, but yet the hardest thing for me to do.

To be a writer I can always feel the ideas flowing for the stories, but

the difficulty comes for me as I try to actually put the ideas into

words, and then down on paper. As a writer I think I have the

manky credentials for writing short stories and stories for my school

wor . . .

She ends the letter with this statement:

I feel I have made several good accomplishments toward my

writing abilities. First of all, I can now write with better ideas and

put the language ofmy stories in a better perspective.

Charlene and I began the interview that we had by discussing why a

researcher would want to collect all of a person’s writing over a semester.

Without my prompting, Charlene made the following remarks:
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Charlene: Iguess writing would tell a lot about a-- I mean, you

know, over a semester, really. I know Igreatly improved, you know,

in the class.

Nancy: Didyou?

Charlene: I think . . . I have a betterperspective on writing now,

and Ithink Ican take, and write easier, where, it used to, you know,

I mean, I, I can have the ideas come to me, but to actually sit down

and write it . . . andput it on paper, it was harder. But I think now

it's a little bit easier for me to do.

When I asked her what had caused this change, she said:

Charlene: Well, I kind oflike to write too. So, I think it made the,

you know, the class was a little, I mean, it was fun for me too, but it

was a good experience toget a little better. . . when Ifirst started in

here . . . I'd write like, some ofthe firstfew stories in there [the

collection ofall ofher writing] or even the ones that . . . I've done

them for my portfolio. The pieces. And I revised them and stufi"

like that. But, they were, you know, there were some, work that had

to be done on them, you know, and all ofthat, but I think now, you

know, ifIhad to sit down and write something, Iknowpretty much

how to. . . I know more how to write it, you know, and, she

[Martha] helped me. . . quite a bit on like, punctuation and

paragraphing and stuff, and Ithink I've done a whole lot better. . . .

Charlene didn’t seem to be altogether certain what caused the change, but

she attributes it partly to her liking to write, to her sense ofthe class as being

fun, to revising her work, and to Martha’s help with technical aspects ofwriting.

Nick. In his cover letter, Nick clearly addresses what he sees as the changes in

his writing process:

This coarse was my second English writing coarse. Considering the

fact that English is my second language. I started to feel that my

writing process became, I wouldn’t say easier, but I would say more

experienced.

Then he makes a distinction between the process he experienced and the way

other people may read his work, reflecting a very strong sense ofthe role of

audience:
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To answer the question who am I as a writer will be difficult

because only the people who read the pieces ofthe writing have a

right tojudge,

He goes on to address the nature oflearning to write, recognizing it as a

continuing process:

and the process oflearning how to write is endless and you can’t

say that you are a good writer because there will always be

something new to learn.

Finally, he addresses what he sees in his own writing and very specifically

explains how his writing has changed, again emphasizing the role and

importance ofaudience:

When I look at my early writings I see that they are all different in

its essence, some of them I consider as the my best pieces of

writing and some ofthem I would have written differently. The

most important thing I learned for myself is the process of starting

the writing. The 80%, I think ofyour writing depends from the way

you start your writing, the beginning ofyour writing will decide

weather the reader will be concentrated and interested in your

further writing. At the very start ofyour story you have to attract

the readers attention by using unordinary statements ofphrases.

In his final evaluation, Nick wrote about the most important thing he

learned from the class:

I found myown way ofwriting. I never realized it before I read all

my pieces together. They all had something in common, the flow of

events, the descriptions were so mine. And I think that was

because ofmy way of writing.

Prior to this class, Nick did not recognize his own wayofwriting and did

not view his work as a body, as part ofhis intellectual growth. By the close of

the semester, he was recognizing commonalities in his pieces. Nick didn’t say it,

but this mightbe considered finding his voice, particularly when coupled with his

cOlnnrents in the interview on earlier approaches to writing he has experienced:

First ofall, it's kind ofeasy when they tellyou how to write, but then

whenyou writeyou see that it's notyour writing, it's like, then, it's

your writing, butyou see the structure instead of, they toldyou how to

make the structure.
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He goes on to explain that Martha’s directions are much more open:

. . . sometimes shejustgives you an idea, and then Ihave to start, sit

down and write, and Ijust, you don't follow any introduction, any

paragraph, usually Ijust write. . . .

In some ways, Nick indicates, this is harder, but he does it and explains

through a lengthy example how he does it. Nick’s recognition ofthis change

and his ability to use this approach are signs that he has discovered the need

for and the ability to develop his own writing voice, which is a part ofhis

developingintellectual identity.

Summary

The importance of this class to these students goes beyond

brainstorming for ideas, organizing a paper, and the mechanics ofmanipulating

the computer. In their responses, the students regularly position this class as

a growth experience: growth in writing and growth through writing. Growth

means several things. First, they have taken risks and developed confidence

that their lives are worth writing about and that they, having developed some

ease and facility with the act ofwriting, are capable ofliving up to the

challenge. Furthermore, they have developed a sense ofaudience based on

community. Finally, they are beginning to establish for themselves writing

voices connected to fledgling intellectual identities.

The Impact ofComputers: Tool for Revision, Instrument ofThought

As mentioned earlier, none ofthe four vehicles designated by the teacher

for reflection by the students contains any questions or instructions that would

directly lead the students to speak about computers. Nevertheless, comments

about computers emerge in the evaluations in the same way comments about

growthdid. When Karen is asked to pick out moments that come to mind
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regarding the class--the good, the bad, and the perplexing--all the comments

she makes are related to computers:

Perplexing moments. The first day of class when I came into a

room full ofcomputers I didn’t even know how to turn on. Bad

moments. When the computers went blank and we lost

everything we had written in Storyspace. . . . Good moments.

When I could get into the computer and work with[out] having to

ask anyone for help.

Heather writes ofher first day reaction:

Nervous, extremely nervous walking into class for the first time. .

. . a computer for our writings, that through [sic] me for a loop. . . I

was thinking, what have I got myselfinto?”

Lani managed to work comments about computers into both the

midterm and final evaluations. For her, learning the Apple computer was the

most important thing about the class because by using it she “learned to think

on one.” She also rated it the most beneficial aspect of the class. She said:

“. . . it allowed me to write more. When I tried to do it at home, I’d end up in the

computer lab. . . .” And in answer to a question about what she will remember

in three months or three years, she wrote: “the idea ofwriting class on

computers.”

Nick, in ranking important themes ofthe class, included the computer

as one ofthose themes: “Learning about the computer software . . . was

helpful in our process ofwriting.” Andyranked learning the computer

programs on a par with brainstorming as most important thing he learned in

the class.

Both Heather and Sara make suggestions for changes to the class that

are related to computers: both wanted more time in class to write on the

computer, with Sara suggesting longer class hours because, “. . . class seemed

too short to write a complete thought.” Sara also suggested that it would

improve the class if a day were set aside to “let the students ‘play’ with
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Storyspace and Word [processing programs]. ‘How-to’ will stick in your mind

when you do it yourself.” She seems to be unaware that is exactly the .

approach upon which this class is predicated. Margy is the one person who has

negative comments about the computer. Even though she has a computer at

home, it was a different system and she had not used it for composing, so she

found working on the computer the most difficult part ofthe class.

Computers, then, are very much a part of this classroom, in that

students comment--mostly positively but not exclusively so--even when they

are not specifically asked about the computer. The fact that students’

comments about computers were so embedded in their comments about the

class is evidence ofhow fully integrated the technology was in this classroom.

In talking with students about the computer’s effects on their writing, I

found this same embedded quality operating. The computer’s effects were

almost always embedded in a larger complex offactors including students’

attitude and the way they used the computer. Because of this, when I talked

with students about working with the computer, we usually talked in more

general terms before I asked what effect working on the computer had on their

writing. As I discuss these effects I will include the context ofthe conversation

I had with students. Once again, I will look primarily at our five focus students

but also at comments fiom three others.

Karen. Karen is a new user, taking her first class in college after a 25-year

absence from school. Her comments about computers began as a response to

my question about what she thought ofthe class.

Karen: [When Ifirst walked in the class, like I told Martha on one

ofmypapers, I walked in and saw computers, and I thought, I'm in

the wrong classroom. . . . I've never touched a computer. Well, not

really to do anything with one. Ididn 't know where the button was

to even turn it on. And I was, oh, this is going to be nice, and I

[have] to learn this machine that Iknow nothing about. . .
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everything was all new to me . . . then after Isat down andgot

comfortable, and Isaw that I wasn't the only one that didn't know

how . . . that makes it [a little better]. Because I thought,

everybody '8 going to be ahead ofme, because Iknow nothing. . . .

And there was a lot ofpeople that didn't know anything. And it,

and it comes [out] . . . I really liked it. And Icould see where . . . the

computer would be a lot better [than my typewriter at home]. . . .

When I asked her specifically what effect the computers had on her

writing, she said:

Karen: Well, at first it slowed me down a little bit, because I was, I

was kind ofintimidated, with everything being so new. AndI

thought ahhh! What'll Ido now? Will it be right? Will Isound

stupid? You know...as stupid as Ifeel.

Nancy: . . . Did it changeyour writing at all, doyou think? Or the

wayyou went about writing things?

Karen: I don't know. Ifound myself, you know, when Ifirst

started, I would write, and Igot to where I was more comfortable if

Icould write it, and thenyou can, like, put it on the machine, and

then do it. And then, copy it ofi“and thenyou cango through and

correctyour mistakes and it's a lot easier. . . .

Igot to where Icould take it [text] out and move it all around and

do whatever I wanted-after Igot comfortable with the computer, I

could.

Karen’s growth with computers, in some ways parallels her growth in

writing. Early in the class, she was uncomfortable both with her writing ability

and with her computer ability. She relaxed somewhat when she saw others

like her, a community ofthe uninitiated, so to speak, both in terms ofcomputer

ability and in conjunction with writing ability. She speaks ofthe process she

went through, initially (hand)writing her work, then putting it on the machine

and printing it for correction and eventually managing more sophisticated

moves with the machine. As she used the computers more, she became more

comfortable with them. Karen’s comments point to a tool use of the computer,

especially early in the class, as she was getting more comfortable with it.

However, as we saw in her comments about using Storyspace, that program

allowed her to use the computer as an instrument.
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Heather. Heather is also a neophyte computer user. Like Karen, she began

our conversation with comments about the computer. When I asked her to

characterize her experience in the class, she told me it was her first class, ever,

and:

I never used a computer before. . . . So I walked in the first day

scared to death. Oh, Ididn't know we had to use a computer. . . .

But Martha made it really easy to learn. And now I wish Ihad one

at home, to do more things on. . . .

You can't really mess up the computer. Which Ifound out. That

was nice . . . Ididn 't know that until-- I thought ifItouched one

button, the whole thing wouldjustshut down. . . . [Iliked] seeing

how versatile it is and an everyday user can use it. . . .

In regard to how it changed her experience ofwriting, we had the following

conversation:

Heather: I think it helped, as far as my learning and my writing,

‘cause, I can't sit down at, look at a blank piece ofpaper. Now, on a

computerscreen, . . .it doesn't bother me.

Nancy: And it doesn't seem like a blank piece ofpaper toyou.

Heather: No. And then . . . I cango back, and ifIdon 't want it

there, Icanjust take it out. And, this is not a mess, itjust is gone.

Itjust disappears.

The only negative she noted was lack oftime-she wanted more.

Heather: . . . I wish Icouldjust have sat there all day. ‘Cause, at

home, Ididn 't . . . get anything accomplished, having the two kids

and everything, it '8just the only time Igot anything accomplished

for class was in class. . . . I came to school afterwards and worked

on the computer. . . .

Nancy: Maybeyou could handwrite [your work].

Heather: I'd handwrite it and I'djust . . . sit there and I'd think

about what Ishould be writing or how Ishouldput it together

before Iput it down. On the computer Ijust type it in and then I

drag it fromplace toplace-which on thepaper Icouldn't do.

This is an amazing distinction that Heather draws. She cannot look at a

blank piece ofpaper, but the blank screen is different; she can write on a blank

screen. When she throws something away, it’s gone. Somehow this tool must



1 75

appeal to a certain longing for neatness and order in Heather’s personality.

This comment is in keeping with her earlier comments about hating the red

pencil marks made by previous teachers on her papers. This tool, the

computer, allows Heather to do several things she cannot do with paper, sit

down andjust write, drag material from place to place, get rid ofmesses easily.

It changes her writing process. Is it a tool or an instrument? In looking back

at the comments she made about putting her feelings into her stories and at

combining two stories to make one better one and at learning that she can

“just write, let it flow,” I would say it is tool becoming instrument. Her

comments on how she used Storyspace support a view of the computer as

instrument.

Charlene. Charlene worked with computers years before, liked them, and so

was not put offby having them in her writing class. In fact she had high praise

for computers: “Now, [in] a class like this, they're excellent, I think, for the

writing aspect ofit. . . . I think they work wonders there.” She found they made

writing, especially the early writing, easier and more comfortable for her. Her

reasoning follows:

Charlene: Because, you can workyourself I mean, even though . . .

we could send something to her[Martha], you know, as far as our

writing or stuff but Ikind offelt that, that whenyou was working

at the computer, and especially when Iwas trying to write a story,

or . . . put something together, Ifound it easier being able to . . . . I

think when Iwas working on something . . . Ifelt more at ease,

because . . . Icould do it. It was here and it was in front ofme, but,

it was easier for me to do it that way. I think at the beginning,

especially, you know, to reallyget started and, get on agood road, I

think it was betterfor me in the beginning. It wasgood in the end,

but I think I was a little more, at ease and a little more-- you know

what I'm saying?

I think Charlene is saying that while she knew she could ask the teacher for

help, she liked being able to do the initial work herself, without interference.
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She saw the computer as allowing her to work independently and “get on a good

road.” Considering Charlene’s comments from early in the class when she said

she likes to write and thinks that she has some ability but can’t always get the

stories out, and also remembering her concern about writing the way she talks

(lazy, she said), this reading makes sense. The computer allows her to try

ideas and phrasings and fix them without showing them to an “authority.” The

computer is an effective tool for Charlene, as well as being an instrument that

allows her to see her work.

Sara. Like Charlene, Sara has had some experience working with computers.

She has a Tandy PC at home and said:

I love computers. Icame in one dayjust to play with it, in the Mac

lab,just so Icould figure it out more.

Sara never spoke directly to the issue ofthe computer’s impact on her writing.

However, she did talk about her struggle with the class:

I wish we had more time in class. A longer class hour to write . . . I

had a hard time, Ihad to spend a lot oftime coming back. I mean,

Ispent so much time on my computer at home and writing . . .

I'mjust saying that the computer takes a little bit longer to work

with. It makes everything look better, but, it takes longer to work

with, so I think that the class hour should be a little bit longer. I

didn't find very much time to write in class. As a matter offact, if

you look in myfile, that Ihave in there fi'om that class, it, it's pretty

much almost nothing. And then ifyou take my disk that Ihave

done at home, it's like, well, this isn't finished, and it's not a

finished spot to me, and Ihave to, I'll go home and work on it and

end up writing what Iwrote in class, then what else Ihad to

continue with. . . . I know that Ido tend to talk a little much about

things once Iget started, but Ijust feel like, you should, you should

have time to have afinished thought.

Sara was the only student who suggested a longer class hour although Holly

wanted more time on computers, and to be fair, on most class days I observed

students tapping on computers past the end ofthe 75-minute period. Sara did

not find sufficient time to write in class; she did most ofher writing at home on
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a computer which was not compatible with the school’s computers so she had

to re-key everything. This may account for her comment that it takes longer

to work with computers. Although she used the computer as a tool, to make

“things look better,” she used the writing itself as an instrument and was very

concerned with “time to have a finished thought.”

Nick. Nick also had experience with the computers, having used the same

model in English the semester before, and having the same kind at home.

When I asked him the value ofthe computers in the class, he said:

They're quite an essential part. Isee a difference whenyou write on

paperand then [go to computer] so. . . Idid veryfew writings on the

paper. Most ofmy writings . . . they were done on the computer. . . .

I'lljust . . . start writing in class and then I'lljust save it on a disk

and come home andjust continue writing . . . some ofthejournal

entries I made on paper. But . . . most ofthem Idid on the

computer.

Unlike Sara, Nick was able to continue the work he began in class on his

computer at home. He did most writing on computer and explained his writing

process to me. He talks about the process as being his own and being rather

different from the one Martha taught, but when considered with comments he

made in the cover letter, he appears to have absorbed many of the concepts

that were central to her teaching. In particular, he learned a great deal about

the value ofreflecting upon a body ofwork and rethinking.

Nick: . . . I'm kind of, Ihave my own way ofwriting, so Ijust,

sometimes Isit down andjust, then, theflow of flow ofthoughts

just, flow ofideas, so Ijust, once Istart writing them, Ican-- the

flow ofideasjust starts to-- Idon't know. Ijust, I never write, I

never write any scratch paper. I usually don't write any, on the

scratch paperand then redo it. I usually write it right on the, right

on thepaper. [Earlier, Nick indicated that he did most ofhis

writing on computer, so when he says “paper”I think he means

screen]

Nancy: Soyou already have the ideas coming. . .
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Nick: No, Idon 't have any ideas, Ijust, Ihave a, she, shejust tells

me the topic, and then I, Ijust started writing, and, Icould have a

few ideas, and then, in the process ofwriting, Ijust have, I willjust

start, I willjust start typing. . . and then it comes to, itjust starts to

come out and then, and then Ijust keep writing, and then, Idon't . . .

[take] it all back and redo the whole thing and whole,just change

some, throw something out and thenputsomething in.

Nancy: Doyoufindyourselfnot doing much revising then?

Nick: Ido revising in the sense of, that Ican change the, like, I type

it out and then Ileave, and maybe something Idon't like, like the

way it's done, so I'll be, the way the sentence is, is, I'll change it and

then, like ifit doesn 't soundgood, I'lljust change . . . the sentence.

But, Idon 't usually like, throw out the wholeparagraph or, Ijust, I

can add some one or two, three sentences and that's it.

While Nick indicates that he does very little revising, his definition of

revising seems based on the idea ofthrowing large parts out and redoing the

whole thing. In his discussion ofhis process ofwriting, he shows that he does in

fact revise, but he revises as he works at the computer. Like Heather, Nick’s

process is changing because of the computer. Couple this with the comments

he made in regard to seeing his work as a body ofwriting for the first time, and

I think we have significant growth and change happening for Nick.

Others. Three students other than the five focus students made comments

about working with computers which touch on issues that further illuminate

our discussion.

Charles said:

I love the computer. . . . I likegoing back in the computer, going

over things. Plus, [with] the computer, . . . I'm sort ofstorywriting,

and Imight decide in the middle ofthe writing to go offinto

Neverneverland someplace. And ifIdo, on the computer, ifit's on

there, Ican take it andplace it wherever it needs to be. Otherwise, if

I'm typing . . . on a regular typewriter, I have togo back and redo

all ofit in order toputyourparagraph, you know, where it's

supposed togo. So, Ifeel that the computer makes it much easier.
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Charles’ comment appears directed at the tool aspect of computers, the

ease with which a writer can move text and put it “where it’s supposed to go.”

However, when he says “with the computer. . . . I might decide in the middle of

the writing to go offinto Neverneverland someplace,” I also hear him saying

that without the computer he might not make that decision. Thus the

computer allows a change in process for Charles, more freedom.

Lani, as I’ve already mentioned, felt that learning computers was the

best thing about the class:

[TYhe computers . . . allowed me to write more. When I tried to do it

at home, I’d end up in the computer lab. . . . Ican write more on a

computer because Ididn’t have to handwrite it out and then ifI

wanted to revise Icouldjustgo in and cut out what Ididn’t want. . .

[with computers] it was like two classes in one.”

For Lani, it’s more writing.

Markhad experience with Commodores from his work in high school and

a semester ofwork on IBMs , so he only felt a little lost at the beginning of

class. He, like Nick, drafts almost everything on computer. When I asked him

what effect the computers had on his writing, he said:

On the writing itselfnot too much, but . . . I'm left handed, and I'm

kind ofsloppy writing, and I wasn't a realgood typer, butyou tend

to two-finger type real fast by the end ofthe semester. . . . So I think

it's a lot betterfor turning inpapers so the teacher can have an

easier time reading it, plus it's easier, you can add in stuffand . . .

spell check, and I'm a horrible speller. . . . Grammar, you cango

through it all and itjust kind of itgives you more confidence,

probably, thanjust writing it out . . . you canget it all typed up and

youjust move to the top ofthepage through it and read through it,

and thenfind all the words thatyou keep repeating and,just delete

one ofthem andput in a secondary choice word, and, you know,

withjust a couple ofoverviews, you can have apretty decentpaper,

byjust scrambling stufi“around a little bit.

In his comment Mark starts by saying the computer didn’t have much effect

On the writing itself, but by the end ofhis comment he has named aspects of

writing that lead to a product-spellchecking, legibility, adding “stuff,”
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grammar, moving text, changing words--as things the computer does affect.

He evidences concern for his audience, which he primarily names as teacher.

He seems to be positioning the computer as a tool, and a particularly useful

tool for him because he is left-handed. I would speculate that being able to see

his own work better may mean this tool can be edging toward becoming an

instrument.

Summary

This group ofemerging writers did not all use computers in the same

way, did not all value precisely the same qualities ofthe computer. Some

valued the computer because it allowed them to manipulate text, others

because it gave them insight into their work, a few seemed not to recognize

much difference. Those who used it as a tool were pleased with the results it

gave, as were those who used it as an instrument. Using the computer was a

growth process, too. Both Karen and Heather point out their initial trepidation

and indicate their increasing comfort. Comments by Heather and Nick

suggest that computers may move students away from the habit ofhaving to

think before they write-- in similar fashion to freewriting but with a new

technology. Additionally, it seems that because the computer is a initially a

tool for some ofthese writers, it may also become an instrument.

Power, Authority, Responsibility in the Classroom

This discussion ofpower began in Chapter 2 when I suggested that on

the first day ofclass, Martha was actively engaged in distributing both power

and responsibility among students and others in the classroom. Martha began

the class by pointing out that students had a responsibility to take an active

role in shaping the classroom community. While she never abdicated her

power and authority, she defined it carefully for the students as responsibility,
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even listing in the course descriptions her responsibilities, students’

responsibilities, andjoint responsibilities. She moved the students’ attention

from herselfand what she might have represented as authority and refocused

it in several directions: on others in the classroom, including technical support

staff and guests, on the technology, on each other, and on themselves in

relation to all ofthese others. That active de-centering ofthe class from the

traditional locus ofpower and authority, the teacher, continued through the

semester (for example, see my discussion ofthe use of collaboration and groups

in Chapter 3). One form this refocusing took was her refusal to be the only

reader for a students’ work; she simply insisted that every piece ofwriting

other thanjournal entries have a peer response before she would read it. Peer

response groups were established to provide this support and this audience.

Another place in which we see Martha illuminating the idea of authority was in

the paper assignment for which the students were to draw on their own

authority (“I am an authority in .”) to explain how to accomplish a task

or participate in an activity.

Three strands intertwine to foster this de-centering ofpower: Martha’s

approach to working with students, the collaborative atmosphere and use of

groups, and the technology in this classroom.

Instructor'sApproach

Students’ description ofMartha’s role in their learning experience during

this semester point to a de-centering ofher power and authority. In their end-

of-semester interview comments, they paint her as coach, helper, mentor,

even friend and admirer,2 rather than strong authority figure. Some ofthe

shorter comments merely hint at this sharing of authority, but they are telling

in what they don’t say. For example, Charlene described Martha’s role as one
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of “. . .help[ing] me to become a better writer.” Margy characterized her as “. .

. helpful ifyou ask her to help.” A helper, not a boss and then iyou ask,

implying perhaps that she didn’t interfere when not asked. Karen said: “. . .

she makes you feel like she’s talking to you.” while Lani said: “. . .she was a

good teacher . . . she interacted a lot.” A friend, someone who considers you,

who talks and works with you, rather than telling you what to do. Heather

described Martha in conjunction with computers, “. . .she’s real comfortable.

Not real, [compared with] teachers in high school, strict . . . she’s a little

flexible. I wasn’t afraid to say, hey, I d[o]n’t know how to do this.” Heather

compares Martha to other teachers she has known; she’s not strict but

flexible, willing to share information, someone who didn’tmake you afraid. to

ask questions. These students depict her as helpful, supportive, approachable

but not bossy, involved but not controlling.

What these students suggest about Martha’s sharing ofpower, about

Martha’s persona as a teacher, is made more explicit by the metaphors and

explanations ofthem given by three ofthe students. In these metaphors the

“implied” authority/teacher above takes a definite shape as a contrast to the

image which Martha presents for her students, one ofopenness, student

choice, guidance as opposed to force.

Mark called her “a guardian” and described it thus:

. . . she didn’t force anything uponyou. She left it real open togive

you choices ofwhatyou wanted to write about. . . . she letyou pick

your own style . . . and then she kind ofwalked around and made

sure everybody was doing all right . . . .

Sara called her “a teacher” and then described the role:

. she open[s] it up foryou, and make[s] it interesting. She’s letting

you be the wayyou want to be, and thengoingfrom there and

saying, well, maybe this and maybe that. You’re still makingyour

owndecision.
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Nick called her “not a teacher,” because for Nick, a teacher is someone

who lectures to the class and tells them what to do, and he didn’t see Martha

playing that role. He characterized her instead as “a lighthouse,” someone who

lit up the night, pointed out the rocks, and didn’t let you crash.

She wouldn’t say write this one or write that one. . . shegave me the

basic . . . tools . . . to develop [my] writing. . . . [S]he set up . . . and. . .

created the whole atmosphere ofwriting. . . . [S]he [provided]

feedback.

The students saw Martha as creating and maintaining an atmosphere

ofhelpfulness and support. They saw her as pointing them in the direction of

what they might do and pointing out problems for them without telling them

what to do. They saw themselves as retaining rights ofchoice in regard to their

own writing. They did not describe any abdication ofresponsibility, rather, a

willingness to share responsibility with them.

Collaborative Atmosphere and Use ofGroups

The complement to the decentering ofpower and authority is the

responsibility placed on students for their own learning and the learning ofthe

community. As noted in earlier chapters, this classroom was designed to be a

collaborative classroom in which groups would play a major role. To that end,

student work space is arranged in pods, clusters of five computer stations

grouped so that students in the pod face each other, and projects and

assignments are developed that take advantage ofthe groups and

collaborative software. However, as the students point out in midterm and

final evaluations, groups don’t work well ifpeople don’t come. None ofthe

81‘0ups in this class ended up the semester with a full complement ofthe

members with which they began. In addition, attendance was spotty so that

even those who finished the class and turned in a portfolio may not have been a

functional part oftheir group. In asking about their work with a group, I also
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attempted to find out something about how they worked with other people

since it was already obvious to me that the groups were not functioning the

way they were intended.

Group 3. Group 3, the group I observed for the discussion ofcollaborative

work with Timbuktu®, was the only group whose members rated it effective.

It began with five members who were pretty good about attendance, Karen,

Charlene, Heather, Andy, and Jim. Jim disappeared shortly after the middle of

the term. Andy’s attendance was spotty throughout the term, but he finished

the semester and turned in a portfolio and did seem to make an effort to be

included in some ofthe work ofthe group. Karen, Charlene, and Heather

worked together to the end ofthe semester.

When I asked Karen about groups, she responded as follows:

Nancy: . . . [I]t's pretty obvious to me. . . that the class is . . .

designed to work ingroups. . . . But, yours was actually the only

group that really ended up--

Karen: Being there.

Immediately, Karen identified the problem: it’s not much ofa group ifpeople

aren’t there. I asked her how the group worked for her, and she evaluated and

explainedhow itfimctioned:

Karen: I think it workedgood. Ithink wegot to know each other

better too, being in agroup. . . . It's like Ifound myselfknowing

them better than Idid . . . the otherpeople. At the end we were

starting toget to know the otherpeople, but we knew these more

because . . . we interacted more within ourselves.

Part ofworking well, for Karen, meant knowing each other well.

Nancy: Didyou read each other 's papers?

Karen: Um hum.

Nancy: Okay. What kinds ofhelp didyou get fi'om people? With

yourpapers. . . .
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Karen: Just input as to where. . . like Ihad trouble with,

expressing, oh, describing stuff. . . description. [They] told me “you

should describe that more soyou can» so we can understand what

you're talking about. . . or so we can see the picture.”

The group, then, functioned not only socially but also as audience. Or perhaps

it functioned as audience because it functioned socially. The audience provided

specific feedback.

My next question to Karen was designed to elicit some kind ofresponse

about what type ofrole Karen saw herselftaking in this group. However,

Karen’s response leads in a different direction:

Nancy: Okay. Wereyou able to give the same kind ofhelp to other

people or didyou find that the help you weregiving was maybe a

little different?

Karen: Yes and no. . . . Iguess when Iread somebody else '8, it's

easier to see somebody else '3 than it is your own. Idon 't know why.

. . . One ofthe girls in the othergroups . . . she'd missed some

classes, and shegave me one ofherpapers, and shegave one ofthe

othergirls apaper to read.

Nancy: Sara?

Karen: ...yeah. . . .And,Icould. . . tellher. . . herwritingwas

good, but this spot here was confitsing to me. . . .

Karen’s response leads not to her role in her own group but to a connection with

someone else in the class, Sara, whose group was not functioning as well for

her as Karen’s group was for Karen. Karen has developed some authority in

that she is able to identify problem areas in other writers’ work.

Charlene’s first comments about the group work are about the no-

shows:

Charlene: . .there was a lot ofthem that didn't [come back], and

we werejust talking about that this morning. Wesaid, well, there

was about 8 or 9 maybe that actuallyjust really stuck with the

class, you know? . . . So, you know, it was kind ofhard to work. . . .

[In ourgroup, Andy] didn't really come that much, and, but us

three, Karen and Heatherand I, you know, we hung in there. . . .
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Then she goes on to answermy question about how the group worked:

Nancy: Didyou help each other? Didyou findyourself you know,

reading each other'8 papers and--

Charlene: Oh, yeah. Yeah . . . yeah, definitely. ‘Cause, there's a lot

ofthings that, sometimes I think whenyou doyour ownpaper up

andyou read it, thatyou don 't catch. You know? That somebody

else does. So . . . we swappedpapers quite a bit, and Iknow

through theportfolio, there were several ofthe ones thatHeather

was doing that she had us read, to see what we thought about it and

stuff So, you know, we swapped quite a bit.

Charlene not only states very firmly that they did indeed swap papers, but in

giving the reasoning for (or the result of) this swapping, echoes Karen’s

comments--when you do your own papers, you don’t catch things that other

peoplewill.

Nancy: What kind ofhelp didyoufindyourselfgettingfiom other

people?

Charlene: Well, I think, well, Igot a lot offeedback . . . they'd read

thestory and. . . they would usually . . . tell me if. . . it hadgood

description . . . or maybe that it hadgood description, but it sort of

needed to be rearranged, like. . . aparagraph ofit here, and then. . .

maybe a couple or threeparagraphs another one . . . and then, oh, a

lot ofinsight on, ifthey thought it was. . . something they felt, like

the piece that Idone for myportfolio . . . on my mother. Now, they

really liked that one. I think maybe because . . . Iprobably brought

out a lot in that one. . . . But theygive me a lot ofinsight on, this

was a reallygood piece . . . you must have really had a lot into this.

So, Igot a lot of ofthat kind of. . . to help me as I went along. . . .

Nancy: So whenyou read someone else 's pieces, didyoufindyou

were able to do the same kinds ofthings for them that they were

doingforyou or didyoufindyou did difiemm things for them?

Charlene: Pretty much [the same] . . . I know that one last piece

that Iread ofHeather's which was aprettygoodpiece, and she had

a reallygood descriptive . . . part in it, and Ithink basicallypretty

much the same thing. Idid catch myselfon . . . quotations, and

where she should have had quotations. . . . I think . . . because one

story Ihad done, Iknow Martha really. . . pounded with me on the

quotations and like, you know whenyou 're writing a story and

somebody says something . . . so I think I noticed that a lot more. . .

Nancy: Soyou passed that on . . . ?
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Charlene: Like, when she was doing hers, there was parts in there

that somebody had said . . . and I told her, “Be sure you go back

. . .and put in quotations, because they'll notice it”. . . . I mean, I

never noticed in my own writing until somebody showed me, you

know, and then, whenyou doget to read it andyou look at it, you

think you know, “yeah, it's got to be changed. . . .”

Charlene was able to articulate in great detail and very specifically how

the group helped her and what she had been able to do for the group, her small

community. In addition, she mentioned the things the group liked about her

work She also factored Martha into the community, or at least brought the

information Martha had shared with her individually, back to the others in her

group. The comments ofboth Charlene and Karen speak to the value of

audience and community. Charlene spoke with authority about her own

writing and about her support and responsibility for helping the others in her

group.

When I asked Heather about groups, she began our conversation with a

slightly different perspective on the group, which led me to speculate about

groups and Heather to provide additional commentary:

Heather: Ithink the class helped out a lot as far as the largegroup

interaction . . . giving feedback. I really liked thatpart. . . I

thought that was more helpful than the. . . smallgroup activities.

Nancy: . . . doyou think that the large group took theplace ofthe

smallgroup?

Heather: Yeah, Ithink so, because. . . everybody that stayed there

were the ones that . . . weregood in the class [and] were the ones that

were there all the time, [and] we alljust ended up as one big class

instead ofseparate ones [groups], because . . .a lot ofthepeople in

ourgroups weren't there. And then, ourgroup wasprobably the

only one that everybody, all except one was [still there at the end].

This issue ofthe large group replacing the small group is voiced by others in the

class, particularly those who were in non-functional groups. It was not

something that happened in the pilot study. In the pilot study, nearly all ofthe
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25 students who began the class, attended on a regular basis and finished the

class. Groups functioned, some more effectively than others, but they did

function during the semester ofthe pilot study. And because they functioned,

there was really no space for the larger group to take over the role ofthe

smaller one. The community was defined in different ways in the two

semesters.

Because ofHeather’s initial statement about the large group, I was

unsure as to how she positioned her small group in her learning experience.

Nancy: Didyou findyourselfworking withinyourgroup then? . . . .

Heather: Yeah. . . . yeah, really. I think, Charlene and Karen

probably more than Andy. Andy wasn't there a lot. Even though

he ended up staying with the class, which is good that he stuck with

it. But, yeah, we worked a lot with each other and[theygave] their

own opinions and helped out a lot as far as, reading theirpaper

and letting them know, what they felt about it, and what theyfelt

about ours.

Nancy: What kind ofhelp didyou getfrom them?

Heather: Well, they helped out as far as, things Ididn 't see, like

on...writing the assignment using more than one voice, instead of“I”

or “me” or “back then” or “now” or-- and how they thought things

shouldgo in order, ifIhad them, ifthey thought it was too chopped

up, they showed me what they thought would work best, and a lot of

times they were right. Something Ididn't see.

Nancy: Didyou do the same kind ofthingfor them or a difierent

kind ofthing?

Heather: Yeah, basically the same thing. . . . Charlene, was, was

probably better atshowing whatshe thought wouldgo. She ended

up [doing] fairly well. So, when it was time to read herpapers we

weregoing, “oh, it's fine. Looks fine to me.” And that was hard,

because Ifelt like Iprobably should give some advice, but to me

. . .they looked reallygood.

Heather did workwith the small group and explained, in detail and with

specificity, as did Charlene, what kind ofwork they did as a group. She also
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expressed, as both Karen and Charlene did, the idea that the

audience/community sees what the author does not.

Each ofthese students, in their conversations with me about groups,

spoke as if she were in charge ofher own work and as ifshe recognized her

responsibility to the community and participated in that community. Each

quoted the kinds ofthings group members said to each other and talked about

the ways they gave and received help in very specific terms. Karen, Charlene,

and Heather found their group helpful, supportive, necessary. However, they

also recognized the larger community ofwhich they were a part. They all

realized that the groups were not routinely successful and attributed the lack

of success to lack of attendance, which meant lack of participation. Heather

points to the large group taking over for the small group in terms ofgiving

support and a sense of community.

Othergroups. None ofthe other groups functioned effectively as groups.

That’s what I observed, that’s what their teacher thought, that’s what the

students said. Some ofthe students in these groups worked with one other

person and received some support that way; however, for the most part these

groups were non-functional.

Group 1. The group ofwhich Sara was a part, Group 1, began with five

members. By the close ofthe semester, two were coming regularly, Josh and

Margy. Although Sara was part ofthis group and completed the course and

turned in a portfolio, she had missed many class days before the last few weeks

ofschool. She did not see the groups as working well: “The groups, that I was

in, we were still mostly on our own.” She did not, then, see herself as a group

member, which she initially suggested was partly by her own choice. She said:

“I . . .don’tlike tobe in agroup. Iliketothinkonmyown. . . .We did awritingin
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a group, and . . . I did not like that at all.” However, she went on to suggest that

her choice was related to comfort levels:

I wasn't comfortable myself you know, interacting with some ofthe

people. But it's only because Ididn't know them. You don't know

how to approach people when, ifyou don 't know them. You know?

. . . .[You’re] afraid you'regoing to criticize or, you'regoing to hurt

their feelings, or at leastyou know whereyour boundaries are, if

you know them a little bit better.

Her suggestion was that “something” be done earlier to make groups more

comfortable with each other. She seems unaware that several “somethings”

had been done early in the class. Likewise she seems unaware ofher own

responsibility for participating in the group to make this a community.

However, she does recognize the need for people to be comfortable with each

other in order to interact effectively and form a community, a comment that is

in line with Karen’s ideas that part ofworking well is knowing each other well,

something that is a function oftime spent together.

Because Sara had no community, she had no audience for her writing.

She gave papers to people outside her group, including Karen, Heather, and

Nick. She found very few ofthe people who read her papers to be helpful. She

complained that Karen and Heather had very few suggestions on the paper she

asked them to read and that when Josh, who was in her group, read her story,

“he didn’t write any comments or any . . . remarks or anything.” However,

“Nick made the most sense.” Nick told her the details that were helpful to him

and where he wanted to see more. When I asked Sara if she was able to make

comments to other people on their papers, she said: “They hadn’t asked.”

In conversation, both Margy and Josh commented on Sara’s

participation in the group. Margy thought she was intelligent and said: “She

had some really interesting thoughts. . .but shejust wasn’t there to do it.” Josh

said: “She kind of . . . showed up whenever she wanted. . .you try to tell her



191

what was going on, but ifyou miss so many . . . you can’t really say a lot. . . .”

Sara did not make herselfpart ofthe community, and while the group was

polite, there was no real engagement between Sara and the others, either

within the small group or as part ofthe larger group.

When I asked the remaining members ofgroup 1 what role the groups

played in their learning experiences, the answers, though in some ways similar

to comments by members ofgroup 3, speak to a very different experience.

Margy said, similarly to Karen’s comments, “No one was there. . . . group

projects . . . didn’t work out.” She did find it helpful to work with Josh:

. . .ifI didn’t know exactly what she[Martha] wanted or how to do

something with the computer, Icould ask him and he could show

me. Or . . . heput down ‘endured’for a trip he enjoyed, and I

explained to him . . . ifyou use endured, that sounds like maybe

. . .this was something thatyou had to do and didn’t really want to

do, so Isaid, maybeyou could use enjoyed . . . little things like that

we could help each other.

Josh’s reaction to groups supports Margy’s comments: the groups didn’t

work because no one was there. However,

. . . the lady that sits next to me, Margy, she helped me out a lot. . . .

“Cause we were there every day, we knew what wasgoing on and if

one ofus had a question, we asked each other and we helped each

other out.

Margy helped him with his grammar and some revising ofhis papers,

and he helped Margy in this way:

. . . she had troublegetting used to the computer and Iwork with

computers every day, and I. . .know the basic stufi“. . .and it helped

her a little bit, I think. I read some ofherpapers. . . .

Josh also said that he doesn’t make comments on people’s papers

“. . .because that’s theirs and I don’t want to discourage them.”

While Margy and Josh helped each other in some ways, they were much

less involved with each other than the members ofgroup 3; they gave fewer

specific details and included very little in the way of“writing craft” comments.
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Josh, particularly, deliberately refrained from comments. They seemed to

appreciate each other’s presence, but still worked much more individually than

group 3 members. They each recognized the effect that a larger community

might have had on their work, for example, ifSara had been more involved, but

found no way to develop that community.

Group 4. Group 4 began withjust three members, Charles, Mark, and Ann. It

swelled to four for two days and then dropped back to three. Before the middle

ofthe term, it was regularly down tojust Charles and Mark. In our interview,

Charles and I did not talk about groups. Mark, however, indicated that the

thing he found most difficult about the class was the small groups. When I

suggested that he didn’t have much of a group experience, he said:

We didn't have a group. . . . It wasjust me and Charles. And

Charles is an all rightguy, but he kind ofgets caught up on his

spelling, and he has to look every word up, and hegets confiised, so

Ifound myselfdoing most ofthe work. And then Ididn't have

anybody to really overview mypaper.

As others did, Mark recognizes that you can’t have a group experience without

a group. However, he echoes Heather’s comments about how the large group

began to function toward the end ofthe semester. “The large group worked

okay, ‘cause we all gave good feedback.” Mark’s earlier comments that suggest

he sees writing as a product for a teacher tie in with his experience in the

groups--like Sara, he had no community to be an audience for his work, making

it difficult for him to develop a sense ofaudience other than the teacher. He

recognized the importance ofa group that could give him good feedback and

with the larger group toward the end ofthe class he was starting to get it.

Group 5. Group 5 was another difficult group. It began with three people,

expanded briefly to four people, dropped back to three, Nick, Lani, and Jenny.

Each ofthese three pe0ple finished the class and turned in a portfolio; however,
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only Nick was consistently in attendance. Lani and Jenny seemed to take

turns coming to class, so the two ofthem were not often in class on the same

days. I interviewed both Nick and Lani at the close ofthe semester. Nick had

very little to say about the group experience other than the obvious: “I was

the only one in my group.” Sometimes he did work with other groups, primarily

Charles and Mark, but on the whole it was not a satisfactory experience. He

did, however, connect somewhat with Sara. He read some ofher papers and in

fact commented, in response to the final evaluation that asked what he would

remember in three years, that he would always remember the oral

presentation ofone student [Sara] who spoke very movingly about her

personal confiontation and struggle with an unrecognized racism within

herself.

When I asked Lani about her experience with the groups, she said

something similar to Sara’s comments: “What I did, I thought, I’d ratherjust

work alone.” She saw the group as more ofa social thing and felt like nobody

really reached out to be friendly with her.

I’m trying to be outgoing, but everybody else seems to have their own

friends around here. . . and because they don’t need to make new

friends. . .they don’t want to interact with anybody else.

The one day that she was involved with a group working on Timbuktu, she said

“. . .we had a full group that day, but everybody seemed to argue about who

was going to write and who was going to do what.” The group was not

productive for Lani. Lani’s comment that nobody wanted to interact with her

is similar to Sara’s comments about not being comfortable. Both Sara and

Lani were absent more than other students in the class which probably

contributed to the difficulty they each had in getting comfortable.

Developing a community in this particular classroom was a struggle,

primarily because of lack of commitment to the process, that is, lack of
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attendance, lack ofinvolvement with each other. The one group, Group 3, who

most consistently had the most members present and involved, was the group

who had the most to say about audience and collaboration. However, the lack

ofcommunity did not go unremarked. Several people recognized that the

groups did not work as well as they might have and lamented this fact. Those

who had a working group were pleased with it; some ofthose who did not

indicated regret. Even those who said they preferred to work alone, like Sara

and Lani, indicated that they might have worked with someone ifanyone had

wanted to work with them. Indeed, due to the failure ofthe groups, students

began to see the importance of community and the importance oftaking

responsibility for their own learning and the learning ofcommunity. In fact,

several students noted that, toward the end ofthe semester, the large group

was beginning to emerge as a community/audience. Ifthe class had run

several more weeks, this larger group as community would have had a more

pronounced effect.

Technology and the De-centering ofPower

When I begin to discuss technology and the de-centering ofpower, I have

moved from topics on which the student can comment directly to areas in

which direct questions were not posed and would not have yielded useful

answers. In this section instead ofreading student comments, I will be reading

student behaviors. Thus much ofthe material in this section will be highly

interpretive, although I have tried, like a good ethnographer, to ground my

interpretation in observation.

The de-centering ofpower is supported not only by the teacher’s

aDProach, and by the use of collaboration and groups, but also by the

ttechnology in this classroom. The technology is one ofthe areas toward which
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Martha directs students’ attention when she is refocusing it away fi'om

traditional sources ofpower and authority, that is, the teacher and those in

teacher roles. As demonstrated in Chapters 2 and 3, computers in this

classroom are used to support the building ofcommunity and work done in

groups. Martha specifically explains that computers provide another space in

which students may collaborate and a method ofcollaboration that does not

rely on the teacher, hence distributing power and responsibility.

In addition, the technology is another thing for students to collaborate

M. This technology is new and vast. No one can know everything about it;

even the teacher doesn’t know everything and must, therefore, share power

and authority and responsibility with technical support people and with

students in order to make the best use ofthe resources. Power distribution,

then, is mandated by the complexity ofthe technology.

N0 one can know everything about the technology, but everyone can use

it. With a few hours ofinstruction, even the most inexperienced among these

students was able make and manipulate text. Again and again, students

spoke to their initial trepidation followed by their confidence in using this

complicated piece ofmachinery. They understood the power this technology

gave them. With the computer available in class every class day and access

available to his/her own files at times other than class times, each student was

in charge ofhis/her own writing process, something noted earlier in comments

by Charlene as well as being in charge ofthe production oftext. With time

Provided in class to compose and access provided so that students could work

Outside ofclass, each student could operate at his/her own pace. The flexibility

0fthe computers accomodated a number of different composing processes:

from Nick, who had a free-form compose-and-revise-as-you-think, to Karen,

Who initially handwrote on paper, entered the text into the computer, then
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printed it out to revise on paper, and re-entered her revisions. In addition,

because ofthe ease of sharing text and printing text, each student was also in

charge ofthe distribution ofhis/her own text. As the semester proceeded, it

became more and more common to find students coming to class before the

teacher, turning on the computers, opening their own files and beginning to

work. They consulted fiom time to time with each other and occasionally with

a technical support person in the lab next door, but they did 333 wait for the

teacher’s signal or her presence to begin composing. During the pilot study,

Martha was out sick one day and the secretary forgot to come into class to

announce her absence. The students worked for nearly 15 minutes before they

questionned her absence. Once it was established that she would not be in, but

that they could stay and work (or not), most stayed at least 3/4 ofthe class

period. Within the context ofthis classroom, students in both terms took

initiative, recognized their own authority in regard to their work, accepted (in

some cases embraced) responsibility for their own learning. That’s power.

To be sure, the technology in this classroom did not operate

independently ofits users. The way the technology was used depended on both

the instructor and the students. The characteristics ofthe technology that

were valued and stressed by the instructor were those that would support the

goals ofthe classroom. The way the students used the technology depended

both on what the instructor stressed and what the students saw as meeting

their needs in this situation.

Summary

For the most part, these students saw themselves as actors,

participants in the class. They saw their teacher as establishing a helpfirl and
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supportive atmosphere without controlling themuthe guide or, as one said, the

lighthouse. They considered themselves as having and exercising choices and

discovering their authority and responsibility in regard to their own writing.

Some made more use of the collaborative atmosphere than others; some took

more responsibility for the operation ofthe community than others, but most

recognized their own power, authority, and responsibility in this classroom.

From my observations, the way the technology was used, particularly the fact

that they could use it, contributed to the students’ sense ofpower.

Final Comments

From the students’ comments, written and verbal, from their writing,

from my own observations oftheir behavior, I draw the following conclusions

regarding growth in writing, the effect ofcomputers, and power in this

classroom situation.

The five students I followed closely, and several others, all reported

growth in their writing fiom the beginning to the end of the semester; one

would expect that. However, what was striking was the dramatic difference in

confidence that these students evidence from the beginning to middle to end of

the semester. By the end ofthe semester, several were able to talk about

crafting their writing and about their writing process, and they appeared to be

forging an intellectual identity by means oftheir work with writing.

“113 effect ofthe computer” is no more of a reality than “_tfiwriting

process.” Students in this class reported different reactions to the computers

related partly to their own background and experience, but based more on the

way they used the technology. Students used the computer as both tool and

instrument, depending on what they needed. They saw great potential for its

use and valued it positively.
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Power in this classroom was likewise multi-faceted. An atmosphere of

sharing power, authority, and responsibility was established by the teacher,

taken up, used, and developed by the students, supported by the technology, or

by the way the technology was positioned by teacher and used by students. In

this way, although it is possible to separate facets for discussion purposes, the

ultimate effect depends on a growth or building process.

In these students’ commentaries, the various aspects of the classroom

which have been part ofthis discussion were piled one on the other. Growth,

responsibility, power, computers, groups were all part ofthe same pieces of

conversation-embedded, as it were, in a whole. While it was necessary to

separate these pieces for discussion, they are mixed into the conversation in

much the same way that the themes of this classroom are mixed in practice.

That mixing, interweaving, allows the various aspects ofthe classroom to work

together, synergistically, to promote growth in its participants.

 

1 I was unable to arrange a mutually convenient time to talk to the other three students.

2 These ideas came up in the interviews although the terms were part ofother conversations

not within the context ofthis set ofinterviews directly. During my pilot study in the

previous semester, these ideas and these specific terms were used to describe Martha’s role

in the students’ learning experience.



CHAPTER6

WHATDOWE KNOWAND WHERE DO WE GO FROM HERE?:

CONCLUSIONSAND RECOMMENDATIONS

This research project began with my question--what happens in a

computer-supported writing classroom?--and proceeded along lines that I felt

would help illuminate answers to that question. The question very quickly

became contextualized by its particulars, i.e., what happens in this particular

classroom, with this particular combination of students, teacher, technologies,

and challenges? Now I would like to go back to the points I raised at the

beginning and see what light was shed by this research. The areas I proposed

to address were as follows:

0 the pedagogical and learning approaches used in this classroom,

including the ways in which computers were integrated into the

experience of the classroom;

0 the usefulness ofa tool/instrument distinction for understanding

various uses of the computer in this classroom;

0 the nature ofthe interactions that took place within the computer-

supported composition classroom, particularly those relating to

power, authority, and responsibility;

0 theimpact of computers on the writing classroom;

0 changing notions oftext in this computer-supported writing classroom.

Although the interpretation which follows is neatly organized into

categories that match the questions, no such neat division was possible in the

experience ofthe classroom itself. As I stated at the beginning, the strands

199
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overlap and intertwine. Therefore, placing the material was sometimes a

judgment call and may even appear in more than one place.

PedagogicalApproaches, LearningApproaches, Integration Of

Computers

Pedagogical approaches

Community and collaborative learning are valued in this classroom.

Dming this semester, Martha encouraged her students to get to know each

other, to share their work, to work together on projects and to read and respond

to each other’s writing. This approach was built into the functioning ofthe

classroom: the first day involved sharing information about each other,

chatting, working together, learning individually and in a group; the course

description stressed working together, used “we” and “our” throughout (“Our

responsibilities. What we make together in this classroom is most

important!”), and refers to the class as “a community ofwriters (From Course

Description, Appendix A); early writing activities, both on and offcomputer,

involved small group work and sometimes large group sharing and feedback;

later classroom activities involved large group sharing; throughout the term

students were directed to each other as resources.

The teacher is a supportive part of this community rather than the

central focus, which relates to the issue of power and authority, too. Martha

wrote with the students; encouraged them to read each other’s work, going so

far as to refuse to comment on a draft until after someone else in the class had

seen. People who were not properly part of the class, but were in some ways

part of the community, were invited in to participate and share what they

knew or in some cases what they didn’t know (lab consultants, off-campus

researchers, computer experts). Students retained authority over their own
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work, both in the product sense ofthat work and in the process ofdoing the

work.

A supportive environment in which people “will write about things they

care about” and learn to develop their own multiple writing voices is also

valued. Students were encouraged to think deeply and write in their

daybook/journals about things that mattered to them so they would have a

wealth ofmaterial on which to draw as they chose topics to pursue. Martha

shared her own stories as well as the stories, in progress, that students wrote.

They looked at examples ofboth professional writing and student writing.

Writing is understood as a process which takes both time and effort.

Giving tinne and effort to becoming more comfortable with writing and confident

in expressing oneselfis considered important. Writing is also valued as a way

oflearning, ofdiscovering what one thinks and how one understand things.

Journalldaybooks, multiple drafts, workshopping papers, attention to the

different parts ofa piece ofwriting (strong beginnings, endings with a punch),

special journal entries in which the students reflect on the process they use,

mid-term and final evaluations in which students reflect on their experience,

conferences with the teacher as works are in process, portfolios in which they

gather and present their best work along with a personal evaluation ofthat

work--all speak to the understanding that writing is a process ofdiscovery as

informing the pedagogy ofthe classroom.

Learning approaches

The students varied in their approaches to learning. Many ofthe people

in this group came from learning situations in which they had not been

successful. Due to these earlier experiences, some ofthe students expected to

be asked to use approaches that included rote learning, mechanical application
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ofrules regarding language conventions, and lots ofred penciling. Most ofthe

students who completed the class seemed to appreciate the pedagogical

approach employed by Martha in this class. Some took full advantage of it,

using their daybook/journals, writing and reading drafts to other people, re-

writing drafts based on comments from their peers and from Martha. Others

found that some parts ofthe pedagogical approach did not suit them, and they

did not use what didn’t work but instead developed systems oftheir own. In the

case ofthe collaborative approach, some students couldn’t manage to make it

work because of attendance problems within the class; others simply chose not

to be involved. Almost all ofthem used the opportunities provided to choose

their own topics, to retain control over their work, to re-write, and to use the

computer.

Computers Integrated into the Pedagogy

Throughout the semester, the computer supported the writing work

done in this class. Using the computer in this classroom was always presented

in the context ofa writing activity or experience. The students learned to log on

after the first day in the context of writingjournal entries about things that

interested them. They learned to manipulate text using the mouse (and

Microsoft Word), so that they could expand and enrich their writing, and later

so that they could delete parts they didn’t want. They used Timbuktu so they

could explore collaboratively their writing fears and discover ways to cope with

them, and later so that they could write a story collaboratively. They learned

to work with Storyspace as a means of avoiding the constraints ofbeginnings

and enabling them to simply write without worrying about the precise shape

the finished product would later take.

Information about the details ofoperations done on the computer were

presented at the point ofneed, often at a student’s request for information. It
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was not uncommon for Martha to say, “Heather had a good question. You may

all want to know about this.” She would go on to explain how to save to a disk

or number a document or some such information. This was the same

approach she used with information that was not computer-related. So

computers were part ofthe total pedagogy and presented in the same way that

other information was presented. In these respects then, the use ofcomputer

technology and information about the technology were woven into the fabric of

the class.

Computer as Tool/Computer as Instrument

When it first occurred to me to question the metaphor of tool which had

been applied to computers, I did not know ifconsidering another metaphor,

that ofinstrument, would be helpful. Tool, instrument, what’s the difference?

By training the tool/instrument lens on students’ comments, behavior, and

writing, I was able to see the significance ofthe distinction. There is a

difference in using the computer as a tool to assist in the manufacture of

writingproducts whether print product or hypermedia product and using the

computer as an instrument to enhance or expand thinking and writing

processes.

In this classroom, the computer was both a tool and an instrument. The

instructor positioned it to serve in both capacities and demonstrated, modeled,

and guided students in both uses. For some students, it was more tool. It

helped move text around, make things look nice, and prevent them from having

to retype their work--an appropriate use ofthe technology. For others, while

they still used it as tool, it became an instrument at times; for some ofthem,

like Charlene, Heather, and Karen, the instrument came to the fore in their use

of Storyspace. For some, it became an instrument because it had been first a
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tool. I’m thinking particularly oftwo students. First, Mark, a left-handed

student with self-described “poor handwriting,” found that he could read what

he wrote better on computer than when he handwrote and, therefore, was more

comfortable with his work, more able to look at it and work with it. The

computer began as inscribing tool but became an instrument for him to see

and work with his ideas. In similar fashion, Heather, who panics at a blank

sheet ofpaper and at the thought ofmessy hand-fieewriting and having to

cross out, can freewrite on the computer because she knows that she can

easily add to her work or make parts of it disappear. Without the computer,

she would not see her writing, certainly not see it in the same way. Whenever

it was used to expand and complicate or enrich thinking or writing processes,

the computer became an instrument.

Nature ofthe Interactions-Power,Authority, Responsibility

While many different kinds ofinteractions took place within this

computer-supported composition classroom, I was particularly interested in

those related to power, authority, and responsibility. I have organized my

comments around two categories of interaction: teacher to student(s) and

student to student

Teacher/student

As I noted in Chapters 2 and 5, Martha refused to be the only focus of

authority for her students. She involved other people in her class; she

empowered the students by giving them knowledge about the technology and

about writing; she seemed to intend to leave the power over students’ work in

the hands of the students themselves. The interactions I noted in Chapter 2

show Martha as involving students, encouraging them to speak, both to her

and to each other, i.e., supportive interaction. This kind ofinteraction
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continues throughout the semester. Students indicated, by comment or action

(as I noted in Chapter 5), that they felt free to ask questions; to solicit and take

(or refuse) advice; to question Martha’s statements. They talk about

themselves as making choices in their writing. They position Martha as a

guide or a helper, rather than a strong authority figure.

Student/student

It’s much harder to generalize about student interactions with each

other. In Group 3, which I observed at the beginning ofthe semester, members

ofthe group seemed to depend on each other from the beginning; each found a

role she/he could play and contributed to the group in that way. In this group,

that type ofinteraction continued--generally supportive and friendly-~both

informally and in writing-focused work. Not everyone in the class had this

experience. Some worked with only one other person, while others seemed to

work individually. In their comments about groups and interactions with other

people, they recognized that the collaboration and group experience was

lacking. Some ofthose who ended up working individually complained about

the quality ofinteraction; but others indicated they preferred it that way.

However, I noted, as did several students, one interesting phenomenon in

regard to group interaction. Sometime after spring break, in the second halfof

the semester, people began to interact across groups, something that had not

happened in the pilot group the previous semester. Toward the end ofthe

semester, the group as a whole was moving toward more interaction within the

larger group. Several people noted in their final interviews with me that the

large group started functioning in place ofthe small groups. Everyone who

noted this indicated the positive value ofthis phenomenon.
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The Impact OfComputers On The Writing Classroom:

Students’ and Teacher’s Views

Students’ views

Although I invited students to speak to both negative and positive

effects ofthe computer, apart fiom admitting to initial trepidation, very few of

the students had anything negative to say about impact ofcomputers on their

work in the writing classroom. For the most part students saw great value in

computers in the classroom. Several indicated that they were pleased to see

them when they walked into the room. Students found that computer made

revising easier; some indicated that they found the act ofwriting itself

physically easier or less messy or more complete with the computers. Several

suggested that they found their writing process and/or product to be different

when using the computer.

Teacher's view

The teacher, of course, has the advantage of historical perspective. She

has worked with computers in teaching writing for a number ofyears; hence,

she speaks from a broader range ofexperience. In general, she sees the impact

of computers in her writing classrooms in several areas: 1) computers make it

easier for the students to revise; 2) computers with collaborative software

such as Timbuktu give the students an extra venue by which to foster

collaboration; 3) even without collaborative software, students help each other

on the computers; 4) software such as Storyspace helps take away some of

the constraints ofbeginnings and allows students to break from a linear

patterned mode ofwriting, thus giving their writing a richness and detail not

always found among writers in first-year composition classes; and 5) all of
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these combine to move the locus ofpower from the teacher and to give

students’ power and authority over their own work.

ChangingNotions OfText

It’s appropriate that changing notions of text comes last because what I

have to offer in regard to this issue is sheer speculation. When I began my

research and included this question, I did it because it there was much

conversation in the field about the topic. E-mail, World Wide Web, hypertext,

hypermedia, multi-media--all were exciting new concepts which promised (or

threatened) to change the way we understood text and the making oftext.

However, the “we” in my previous sentence is problematic. Who is the “we?”

Ethnographic research teaches “us” to define “we” carefully. The “we” implied

above seems to me to be “those who deal with text on a professional level,”

such as writers, composition teachers, and a certain population ofreaders, or it

may be “those who are in the know” or “those who already have an

understanding of text.” It may be that this “we” could at some point be “the

general public,” but not right now.

And who is the “we” that describes the students in Martha Petry’s

Winter, 1994, 8:00 a.m. Writing Experience class? Their notions ofwhat text is

are probably very different from those who have been part ofthis discussion as

writing professionals. My thoughts on changing notions oftext are speculative

at least partly because ofthe difficulty ofknowing what these students’

notions oftext really are. With those caveats in place, I will now speculate.

Let me begin by considering the making oftext on computers. Coming

into this class, many of these students had no conception ofthemselves as

creators of text. Text for many ofthem was associated with professional

writers; it was “other,” not of themselves. Work in this classroom has begun to
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move students to consider text and the creating of text as less the exclusive

province ofprofessional writers and more an area in which they can be

involved. In the case ofstudents like Charlene, Karen, Heather, the computer

and special computer programs, such as Storyspace, are significant factors in

this shift. Because writers of text are also readers of text, these factors come

together to influence notions of text.

What the students saw as text on computer may contradict what they

have thought of as text. I believe that students, in their work as writers,

identified several characteristics oftext on computers. Virtual text is more

fluid, more malleable, less messy than print. Several students mentioned

these differences in conjunction with their use ofthe computer. Text in

hypertext programs like Storyspace is less linear than text in books or papers,

and, although none of the students left the text they created in its Storyspace

form, they experienced their work in this less linear state and they heard about

the potential for making different kinds of connections with Storyspace.

Storyspace and other hypertext program are often mentioned as the levers for

change in notions oftext. I cannot determine whether students do or do not see

this, but I think it’s possible.

And because ofthese possibilities, as teachers, we need to look at the

potential and implications ofworking in an environment in which notions of

text are changing. In our teaching methods, we (writing professionals) must

begin to recognize these changes and use our understanding ofthe changes and

ofour students to inform our pedagogy. As with any change, there will be those

who embrace it and grapple with it--both teachers and students, and those who

deny it--again both teachers and students. One response may be to deny that

any artifact that does not meet certain prescribed standards is in fact a text.

(From teachers one might hear, “That’s not a text; it’s got video in it,” of
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“That’s not a decent text; it has no transitions, only links. From students, the

comment might more likely be “That’s not a text; it’s just something I wrote.”)

I think the responses and behaviors of students point toward change, a

change writing professionals may want to foster. I think it would behoove

“those ofus in the know” to look at this situation carefully.

Conclusions

Studying one classroom intensely over the period ofone school year

confirmed some of the things I have suspected about computer- supported

classrooms. They are not magic: as in all classrooms, some things work and

some things don’t work. Simply adding computers to a writing classroom will

not guarantee success for writers. Writing improvement is actually writing

growth and remains dependent on many factors including time, effort, the

ability to be reflexive, and a variety offactors within the context ofthe total

writing environment. What happens in this classroom is not necessarily what

would happen in any other classroom; what happened was dependent not on

the computers alone but on the total pedagogical approach. Computers are

used as part ofthat pedagogy. When integrated into the pedagogical approach

as they are here, they can and do support the work ofthe writing classroom.

Did computers in this writing classroom make a difference? To this question, I

would say “yes, but. . .” Yes, the computers made a difference, but not in terms

ofimproving the old methods ofteaching and learning writing, rather in allowing

the evolution ofnew methods ofteaching and learning writing.

Suggestions for Further Study

I spoke earlier of the potential for computers to become not only tools of

revision, but instruments ofthought by virtue oftheir ability to be used to

expand, complicate and enrich thinking processes. Expanding, complicating,
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and enriching thinking processes is one ofthe most important functions of a

writing classroom. Integrating computers into the pedagogy of a writing

classroom so that they will serve this purpose seems to me to be a good and

necessary direction for our profession to be moving. I would suggest that we

can benefit from further research that explores classrooms that operate in this

way. Also, it would be beneficial to investigate classrooms that make greater

use ofnetwork capabilities, including synchronous and asynchronous

conversations, on-line classrooms, and distance learning situations. As we do

this, we must make a strong effort to contextualize our work, so that we may

effectively develop complex theory to support our pedagogy.

The computer in use is surrounded by a complex ofideas and activities.

There is room for difference, for diversity, in computer use. We must resist the

categorizing ofcomputers in a way that would make them curse or blessing or

monolith. We must also recognize not only the right, but the responsibility of

teachers and of students to use and connect with technology in different ways.

For recognizing these differences allows for growth and change for all those

whom we wouldempowerthrough writing.
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Course Description

English 131 WritingExperience

Martha Petry Joyce, Instructor

Winter 1994, 3 Credits, BW 205, 8;OO-9:25 am, TR

Office: BW 234, Hours: 11am-1pm T/R, 9am-2pm Wand By Appointment

Course Description The business ofthis class is writing. We will write

about so many subjects in so many ways, contexts, varieties, styles and forms

that writing will, I am certain, become a more natural activity. We’ll explore in

our own and in each other’s writings a whole range ofways that the written

language is used, dependingon what we’re writing, how we feel about the

subject, whom we are writing to, why we’re writing, and even how we feel about

the writing itself.

Being comfortable and confident with our writing is no easy task, yet it is

where we must begin ifwe are to become better writers. I think all ofus

after 12 years or more ofeducation have had, ofcourse, lots ofwriting

experiences--some successful and some not-so successful. Some of you have

already discovered that writing can be a wondrous activity, useful for

thinking critically, for expressing your ideas and imaginings creatively, for

self-expression. Others ofyou may have been so diligently drilled about all

the things you do incorrectly (spelling, punctuation, grammar, sentence

structure, etc.) that you no longer dare to even touch your pen or pencil to

paper at all. Some ofyour writing experiences may fall somewhere in-

between. But, getting over whatever roadblocks short-circuit our ability to

write well and with confidence is where we will begin. And in a way, it’s where

we will end-- for the goal ofthis Writing Experience class is for each ofyou to

become better and more confident writers.

We’ll also learn to talk about our writing in a variety ofsettings and locations.

Sometimes you will talk to yourself about the thinking and creating that a

particular writing demands while you dance or listen to music or take a

solitary walk Sometimes we’ll talk about writing strategies in class in small

and large groups. Sometimes you will talk about writing with your friends.

What you say and what you write will reveal (not only to me and to members

ofthis class, but to yourself) something ofyour spirit, your habits, your likes

and dislikes, your biases, and the ways you see the world. You cannot write

and remain incognito. That is the risky part. Throughout the WRITING

PROCESS, we’ll find out some stuff about writing, some stuff about ourselves

and each other, and some stuff about the world at large and at JCC.
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Yourresmnsibilities. Your main task as writers will be discovering, using,

and improving your own writing voices. I think you will discover your own

personal writing problems and their solutions as well as the strengths you

possess as we write and talk about our writing and as we read and respond to

each other’s writings. Attention will be given to the mechanics ofwriting in

revising, but it is not our primary focus as we begin this course. Some writing

will be done in class: some writing will take place in your daybook/journal;

other writing will be assigned byme and will be worked on both in and outside

of class.

Myresmnsibilities. I’ll be reading and responding to all the things you’ll be

so busy scribbling, jotting, writing. We’ll use class time to talk about ideas for

writing, to talk about each other’s writings, and to write itself. Sometimes

we’ll break into pairs or small groups for sharing and responding to each

other’s writing. Sometimes I’ll informally lecture--for me, a way to see where

we’re going as a group and where we’ve been. Sometimes we’ll use literature

(stories, essays, poetry, anecdotes), films and videos to spark writing ideas

and topics. One conference about your writing will be required; more

conferences are better. I want to help you develop a thoughtful and

perceptive intelligence about your own writing and others.

Ourresmnsibilities. What we make together in this classroom is most

important!

What we use. The Resources of this Macintosh Computer Classroom. The

MacClassroom is a wonderfully useful facility for learning about writing, for

drafting and revising papers, for ease in workshopping papers, and for getting

to know each other as a community ofwriters. We’ll gradually learn Microsoft

Word, how to use Storyspace for inventing and organizing and brainstorming

ideas, seeing connections and making links between ideas. We’ll use a program

called Timbuktu to draft collaborative projects.

You will need to purchase a 3/1/2” Mac disk, Available in the Lab (next door).

Our text for this class is Donald Murray’s book, Write to Learn.

Most importantly, we’ll use our writing, yours and mine. You’ll need a folder to

keep your in-class writings and papers in and a spiral notebook for your

daybook/joumal entries.

Attendance. Regular class attendance is essential to completing this

course. I expect you to let me know when you are unable to attend class.

Late Work. Reading and daily work need to be completed on time for you to

participate well in class. Drafts and revisions need to be completed when

assigned so that you and your group or your partner-(s) can work effectively. I

will make every effort to accommodate your schedule when there are conflicts

between work and school, family and school, this class and others you are
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taking. In return, I expect you to make every effort to submit your work on

time and to let me know in advance when you need an extension.

Grady. Your final grade for this course will be determined by totaling your

grades on the Writer’s Daybook/Journal (35%) and Portfolio (45%) and adding

your grade for participation in your writer’s group[ and class discussion (20%).

The Writer’s Daybooliournal

Your Writer’s Daybook/Journal is the starting point for all the writing you will

do this semester. In it, you will record your insights, questions, arguments in

response to the “texts” we read and see. You will also plan, draft, and write

ideas for writing. You will detail your responses to class discussion as well as

note your own writing process. Think ofyour Writer’s Daybook/Journal as

the place to think aloud, ponder, dream, question and write about your

experiences, your observations, your encounters with the world.

Your Writer’s Daybook/Journal will be collected three times during the

semester: Tues. January 18; Tues., February 15; and Tues. Mar 15.

Your Writer’s Daybook/Journal will count as 35% ofyour final grade.

The Portfolio

Your Portfolio is a collection ofyour finished* writings submitted to show the

variety and quality ofyour best work. It should contain a variety of forms

(possibilities include: analyses, arguments, definitions, descriptions,

interviews, letters, personal experience narratives, reviews, reflections,

creative work) and voices; ideally it should be 12-15 pages (typed, double-

spaced) in length. Your Portfolio serves as a final exam for English 131 and

should demonstrate both the strength ofyour writing skills and your

improvement over the semester. YourPortfolio is due Thursday, April 14.

Your portfolio will be evaluated by colleagues, [Professor A, Professor B,

Professor C] whose students are also enrolled in Eng 131 and who will be

using the same criteria in gathering their best work. I will evaluate their

students’ portfolios. Your portfolio will count for 45% ofyour final grade.

*In the context ofour class, “finished” means that it has been read by your

teacher and at least two other members ofyour writing group and revised as

many times as necessary. “Finished” writing is as complete, polished, and

correct as you are able to make it and demonstrates a strong sense of

purpose and audience.

Some ofthe entries that you make in your Writer’s Daybook/Joumal will

evolve to become longer pieces ofwriting. A the semester continues, you will

shape these longer pieces ofwriting into essays with distinct purposes and

audiences. You will share these essays with me and with your writing group.

You will select some ofthese essays to revise for your Portfolio.
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The Writer’s Daybook/Journal contains writing in all stages ofcompletion,

from lists and brainstormings, to short paragraphs, to longer and more

thoroughlyorganized entries. The Portfolio contains finished writing.

Please let me knowwhat I can do to help you in your learning or

comfort.
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Directions for Collaborative Learning Project

Eng. 131 Collaborative Learning Project #1

Look around you at the five people who form your computer pod. This

is your working group. Please re-introduce yourselves to each other

and then decide on a name for your writing group, rather than Group

#1, 2, etc. which are how you are named in your classroom folders.

After doing this, agree on one person who will today record the views

expressed in your group. It will be the recorder’s responsibility to

draft group notes in a software program called Timbuktu). Another

member ofyour group will serve as spokesperson for the group.

Another member ofyour group should be the “encourage ofothers”

and a fourth should serve as the “clarifier ofideas.”

One person other than the recorder and smkesperson please read

aloud all ofthe followrng’ instructions to the rest ofthe gr_oup.

1. In your free writing today, your discovered some ofthe fears

surrounding your own writing process. Verbally share some ofthe

fears your wrote about.

2. Working collaboratively, list the fears that your group has

discussed and others that you come up with as you talk.

3. Using your list, try to come to agreement on the questionuwhich of

these fears is most destructive to yoru generating a writing that you

are satisfied with. Rank your fears in order ofimportance.

4. Again, working collaboratively, discuss how you think this fear could

be alleviated or lessened.

5. Help your recorder prepare your group’s report. Ifyou couldn’t all

agree on any of all of the questions above, make sure that minority

views are also explained.
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Calendar ofWeek-by-Week Activities

CALENDAR OF FIRST TWO WEEKS ACTIVITIES:

January 4

January 6

January 11

January 13

WRITING EXPERIENCE

Introductions. Course Description. Learning how to log on the

Network. Brainstorming My Childhood. Group Feedback on a

surprising, compelling, strange item that they’d like to know

more about. Calendar ofActivities handout.

Assiment: Write about the item selected by other students.

Read over Course Description and Calendar Handout—not any

Questions/discoveries/problems/concerns and bring to class on

Thursday. **A Reminder: please purchase your text. Write to

Learn, and read pp. 1-10 and 16-20.

Review ofLogging onto Appleshare and Classroom Folders.

Discuss Course Concerns. Daybook/Journal Writing, pp. 10-

16. An Illustrations from Martha. In class Free Writing:

Fears About Writing. 1st Collaborative Learning Task.

Assigpment: Write in your daybook as much as you can during

the next week. Also complete this specific assignment there:

Write for 15 minutes about who you are as a writer. This will

be a rough draft. Write to discover, just as in today’s free

writing. This writing is for you to gain a clear view ofyourself

as a writer-mot a teacher’s view, not an idealized view, but

your own view ofhow you see yourself as a writer. Read pp.

16-17--these writing territories may help you explore writing

for your daybook ifyou have difficulty facing the blank page.

Also read pp. 24-28.

Complete lst Collaborative Project, edit group projects, and

oral group presentation about fears and possible solutions. In-

class Readings about “A Scene from Life,” (Eyewitness

Account from Vietnam, Five Seconds to Go, Morning) Review

pp. 2 1.24. Mapping. Free Writing, Making a Tree

Assignment: Mapping (Neighborhood), Free Writing (High

School), Making a Tree (Adult). Try writing some “Five Minute

Moments” but also be willing to let the writing take you where

it will. Also read pp. 32-40.

In-Class Writing Activity: Sensory Descriptive Writings.

Adding Details. Dialogue. Beginnings. Endings. Considervoice

(who you are and how you are) as well as what you see, hear.

taste, touch, feel. Share these writings.

Assiment: Explore your own personal narratives, stories

that are worth telling, that need writing about, that you can
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recall and replay in your mind’s eye. Show me what that

experience was like.

**Reminder: Daybook/Journal Due: January 18

CALENDAR OF THIRD, FOURTH, FIFTH, AND SIXTH WEEKS

January 18

January 20

January 25

January 27

ACTIVITIES

WRITING EXPERIENCE

In Class Writing before collectingjournals: Writing Process about

the Journal. Collect Journals. In-Class Writing Activity: More

about the Microsoft Word Program and Formatting. Small

Descriptive Writing about Winter Blizzard, Snow, Freezing

Weather. Review ofBrainstorming, Mapping, Making a Tree.

Assiment: Continue Writing. Explore stories you want to tell,

moments that have shaped the person you are and are becoming.

In Class: Telling Stories--a way to pre-write. Share a story ofan

embarrassing moment or a time when you felt you were facing

death. Select another topic if these don't work for you. Then

write the story remembering to include sensory description (sight,

taste, sound, smell, touch), dialogue. Think about whether your

scene has a moment ofclimax, does it build suspense?

AssigEent: Ifyou haven’t completed this writing, continue to

work on it over the weekend. Bringyour draft (in whatever

shape it’s in) to class on Tuesday to share with your

partner(s).

In Class: Read together “All MyRoads Lead Backward,” 8, 9

(description, detail, focus). Then share narrative writings fiom

last Thursday’s assignment. Peer Group Responding. Make

whatever revisions you’d like (note areas you’d like to develop,

etc.) in response to your group feedback. Add inserts or delete

sections.

Assiggent: Make whatever revisions you’d like (note areas

you’d like to develop, etc.) in response to your group feedback to

this narrative about an embarrassing moment or fear of

impending death. Add inserts or delete sections. Complete

Writing Activity #12, p. 40. Read pages 41-53.

In Class: Return Journals with Comments, Questions, Discuss

Problems/Successes/Suggestions/Strategies

Select one “story” that you’d like to continue revising. Discuss

Sample Drafts from the Class.

Brainstorming about People Who Intrigue, Fascinate, Anger.

Assiment: Begin working on this Paper # 1, A Scene from

Life/A Narrative Moment. Also begin again to attend to your

Journal/Daybook writing now and during the next five days about

some of those people who appeared on lists. Ofcourse, your
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journal should also include whatever you’d like to write about,

reflect, ponder, dream, react, record, question.

In Class: Work on Draft ofPaper #1. Even though still a

draft, with plenty ofopportunity for revision throughout

the semester, this paper should be in the best shape

possible when you turn it in, February 3.

Assiment: Work on Paper #1--Don’t forget suspense, sensory

description, details, sense ofwhy you are telling this story.

Consider effective Beginnings (Read pp. 102-8) and Endings (Read

pp. 109-10).

Collect Papers at start of class. Generating Fictional Stories.

Word Lists. Group Collaborative Writing.

Assiment: select another group ofwords that your group was

not assigned and write a fictional story, using those words.

Remember dialogue, setting, character, conflict, suspense,

wrapping things up in the ending. This is due February 8.

Don’t forget to continue making your own personal

Journal/Daybook entries.

Share individual and group fictional stories. Pull out

brainstorming about people, places that intrigue, fascinate,

perplex you. Use this list to help find a topic for your next writing.

Read together in class, “Absentee Father,” 67-70 and “Simple

Birch Grove,” 94-97.

Assiment: Read “The Student’s Account” by Joseph Pearce

and reread “Absentee Father,” 60-70. Also read Sarah Hansen’s

“The Student’s Account” and reread her paper, 90-96. respond to

these in yourjournal/daybook with your own stories, questions,

concerns, memories, experiences.

In Class: Video/Film.

Ass'ment: Respond to this viewing in yourjournal/daybook.

continue to write personal entries as well in yourjournal/daybook.

**Areminder, yourjournal is due February 15.

CALENDAR OF SEVENTHAND EIGHTHWEEKS

February 15

ACTIVITIES

WRITING EXPERIENCE

In Class: Introduction to Storyspace as a writing tool.

Making places: voice, physical features, stories, weird things,

emotional states, how the body moves, significance, writing

process. Using text tool to write within those “boxes.”

Assiment: continue to write injournal/daybook. Explore

stories you want to tell, moments that have shaped the person

you are and are becoming. Review “Absentee Father,” 60-70 and
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“Simple Birch Grove”, 90-7, as models for your papers that delve

into a person or a place.

In Class: Continue drafting your paper on a person or

place, using Storyspace. Create more place-boxes as you need.

Assigpment: Continue to write injournal/daybook. Also use this

time to explore more aspects about the person or place that you

have selected as the topic for your paper.

In Class: Exploring the note-link storyspace tool and also

the linking tool. continue to draft this paper in class. Print out a

copy for your own work in planning organizational strategies.

Assign_rpent: Don’t forget to write in yourjournal/daybook. Add

reflections, reactions, responses to TV shows and films you

watch, plays or concerts you attend, observations and incidents

you observe. Yourjournal should be rich with your impressions,

experiences, stories. Remember! Yourjournal is due

February 24. No latejournals will be accepted. I will need

to respond to them during spring break.

In Class: Writing Process about the Journal/Daybook.

Work in Storyspace--Linking, Notetaking, Writing. Drop a copy

ofyour storyspace document in my classroom folder. Print out

copy, for you use in organizing, developing and revising.

Assiment: Read “Plan,” 108-32. Make marginal indicators

about possible openings, endings, and interior movementbetween

storyspace chunks. This is due March 8.

Feb. 28-March 5 Have a wonderful spring break in winter!

CALENDAROF NINTH, TENTH, ELEVENTHWEEKSACTIVITIES

March 8

March 10

WRITING EXPERIENCE

In Class: Writing on Person/Place Continues in Storyspace--

Linking, Notetaking, Planning Organizational Hierarchy. Drop a

copy ofyour storyspace document in my classroom folder. Print

out a copy for your use in organizing, developing, and revising.

Assiment: Continue to write in Journal/Daybook.

React/respond/think about movies you attend; television shows;

documentaries; editorials; newspaper articles. Use yourjournal

as a place to write about global concerns, individual experiences.

Also work on revising any ofyour other papers and continuing to

note places that need further development and/or writing in your

storyspace drafts.

In Class: Returnjournal/daybook with comments, suggestions for

further writing entries. The next and last time the
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JournallDaybook is due is: Thursday, March 31st. No late

journals accepted!

Schedule one-on-one writing conferences with me to be held during

the week ofMarch 14. Bringjournal/daybook and all papers with

you to this conference. begin text and place links in storyspace,

convert into Microsoft Word documents. Begin annotation of

organizational plan, with focused attention on transitions,

beginning, and endings. These are due for small peer group

workshopping on March 17.

Assiment: Continue to write in Journal/Daybook. Plan to write

at least three to four times every week for at least 20 to 25

minutes per entry. Continue revision ofpapers. Continue

development ofPerson/Place papers. Complete Self and Course

Evaluation. Read in Murray text, pp. 127-132. Write about loss

(or mourning) in yourjournal.

In Class: Turn in Self-Evaluation. Demonstrate text links in

Storyspace. Convert documents after links are made into

Microsoft Word.

Msigngent: Continue to write in Journal/Daybook. Continue

revision of papers. Remember your paper on person/place should

be as developed and as organized as you can possibly get it to be

for peer group workshopping on March 17th. It is important that

you have other writers respond to your paper (with questions and

suggestions) and it is important that you be in class to respond to

and learn from other writers’ words. Read Murray, 185-196. Pay

particular attention to the Checklist for Editing as you edit and

revise your pieces for the portfolio.

In Class: Review together pp. 195-196 before workshopping each

other’s papers on Person/Place. Turn in your paper with

workshopping comments at the end of class.

Assigpment: Continue to write in Journal/Daybook. Continue

revision of papers. Begin to make choices for papers to be

included in portfolio as we discussed in conferences. Read in

Murray, pp. 196-204. Also read 26 Treatments for Writer’s

Block, pp. 156-161.

In Class: Introduction to Authority Lists (brainstorming) and to

’I'hinngou’ve Always Wanted to Know About But Were Afraid to

Ask Using research methods: one’s own experience/observation,

interview, information searches.

Assiment: Continue to write in Journal/Daybook. Continue

revision ofpapers. Select topic/focus for next writing...
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CALENDAR TWELFTH THROUGH FIFTEENTH WEEKS

March 22

March 24

March 29

March 31

Apri15

April7

April 12

April 14

ENG 131 WRITING EXPERIENCE

In Class: Introduction to Authority Lists (brainstorming) and to

Thinngou’ve Always Wanted to Know About But Were Afraid to

Ask Using research methods: one’s own experience/observation,

interview, information searches.

Assignprent: Continue to write in Journal/Daybook. Continue

revision of papers. Select topic/focus for next writing...

In Class: Begin informative paper about your authority topic.

Some choices that have been made by writers in this class

include: changingdiapers, building a fire, trainingbird dogs,

playing softball, teaching the rudiments ofgolfto neophytes.

Share these writings in class.

Assiment: Read Murray text on Research, 77-81, 204-206.

Review Checklists for Revising and for Editing 187-194 as you

begin to revise and edit your papers for your portfolio. Continue

writingin daybook/journal.

In Class: Continue large group sharing ofinformation-process

papers. Listen for requests for information, appropriateness of

voice, amount ofinformation needed for the reader you address.

Describe Cover Letter requirements for the Portfolio.

Assiments: The last time the Journal/Daybook is due is:

Thursday March Slst. N0 late journals accepted! Continue

revising, editing papers for your portfolio. Also decide what topic

you will research for class presentation (note cards are needed as

well as a completed bibliography list of seven sources).

In Class: Collectjournals. Return papers drafted in storyspace.

Handout: Portfolio and Cover Letter Requirements. Use class

time for work on your research topic (Also [two students have]

papers [that] still need to be heard and responded to). For

bibliography format, I will have examples fiom handbooks that

you can use in class.

In Class: Returnjournals. Work on Information-Process Writing

and Research/Notes for your Oral Project, Bibliography

Assiggent: Revise/edit.

Revise/edit Papers for Portfolio. Use class time for Writing

Conferences, Peer Response/Feedback

Oral Project/Reports. Bibliography Due.

Revise/edit Papers for Portfolio. Use class time for Writing

Conferences, Peer Response/Feedback



223

April 19 Portfolio Due.

April 21 Peer/Course/SelfEvaluation.
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Storyspace Writing Process Boxes

Nick

my writing process

2/17/94

Karen

I think the story space startup really helps to consentrate on the

different parts ofmy writing and I when I write about some specific part

I only consentrate on that part and able to write about in details. I don’t

have that problem ofhow to start my story and how to end it, I don’t

have to keep all my thought in my head and link all the different parts

together, and the main advantage ofthat programm is that I don’t have

a problem of choosing the things to write because usually before I start

to write I have so many thing to talk about I didn’t know how to put all

of them together.

But what I don’t like is that I don’t know how I connect all the

parts after I am done, I will have to find the wasy to put them all

together as one story, how to make the smooth interaction between two

parts of storyspace startup. And I also noticed that in my different

folders of the storyspace sometimes I wrote about the same things so it

will probably create a slight problem when I will make it as a one story

because of the repetition ofthoughts.

My writing process

2 - I 7 - 9 4

I like Story space I can just write what comes to mind and put it together later

I’m not sure I picked the best subject I dont’ find my self writng about Hawaii I

seem to be writing more about how I felt going there and my fears and anxieties

while I was there and the trip to and from Hawaii.

2 - 2 2 - 9 4

I started out jumping around alot but finally started writing. I like writing in

story space. I can jump all around and write little bits and pieces and when I

remember a story I can stop what ever I’m doing and write about it.

2-24-94

Ther is still alot I haven’t said . I am anxious to see what kind of story I can write

from all these writing I have done. It is easier for me to write in class this way.

3 - 8 - 9 4

I did not get very much writing done today, but I did get some done over vacation .

3-1 0-94

I still have more writing to do I’m still not sure I’m doing what you want.
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Charlene

MY WRITING PRCESS

2-17-94 THIS STORY I THINK WILL COME ALONG VERY WELL FOR ME. SO FAR

THE WRITING HAS SEEMED TO JUST BE ABLE TO COME TOGETHER AND WILL

CONTINUE BECAUSE THE PERSON THAT I AM WRITING ABOUT WAS VERY DEAR TO

ME AND WILL ALWAYS BE VERY CLOSE IN MY HEART. THERE ARE TIME IT IS

HARD TO FIND JUST THE RIGHT WORDS TO SAY OR HOW TO PUT THEM DOWN ON

PAPER BECAUSE YOU WANT TO BE SO SPECIFIC OR PERFECT ABOUT THIS

PERSON. I FEEL THER IS SO MUCH I COULD WRITE IN ALOT OF DIFFERENT AREAS

THAT COULD REALLY MAKE AN EXCELLENT STORY. THE SUBJECT BEING SO VERY

WELL CHOSEN AND THOUGH OUT CAN MAKE FOR A REMARKABLE DIFFERENCE.

THE STORY SPACE I THINKK MAKES IT EASIER TO WRTTE BEING ABLE TO WRITE

ABOUT THE VARIOUS THINGSS THROUGHOUT THE COURSE OF THE STORY. I

BELEIVE THIS WILL HELP ME TO PUT TOGETHER A MORE EFFECIENT AND

SUSPENSE STORY.

2-22-94 I THINK THE WRTTING TODAY HAS COME A LITTLE EASIER AND

SMOOTHER FOR ME.THE TOPICS SEEM AS THOUGH THEY ARE SOMEWHAT EASIER

TO WRITE ABOUT.I LIKE BEING ABLE TO EXPRESS MY THOUGHTS AS THEY COME TO

MY MIND IN INTERVALSJT SEEMS TO BE MUCH EASIER FOR ME TO WRTTE BEING

ABLE TO WRTTE FREELY.

2-24-94 I THINK THE WRITING TODAY WENT AT A MUCH BETTER PACE. THE

ONLY THING THAT I HAD A TOUGH PROBLEM WTTH WAS THE PART OF THE STORY ON

HOW THE BODY MOVES. I FOUND THIS TO BE RATHER DIFFICULT FOR ME TO

WRITE. THE REST OF THE WRTTING SEEMED TO JUST FLOW ALONG AND COME

TEGETHER. THIS BEING ABLE TO WRITE IN CHUNKS I THINK HAS HELPED ME A

GREAT DEAL TO BECOEM MORE EFFICENT.

3-8-94 THE WRTTING SEEMS AS THOUGH TT IS COMING ALOT EASIER FOR

ME AS I THINK I AM BEGINNING TO BET THE CONCEPT OF HOW THE WETTING

SHOULD FLOW. BEING REFRESHED FROM THE SPRING BREAK THERE ARE PLENTY

OF THINGS TO WRTTE ABOUT THAT HAS WENT ON THIS WEEK FOR MY NEXT

JOURNAL.

3-10-94 I THINK THE WRTTING FOR THIS STORY WENT VERY WELL FOR ME. IT

WAS EASIER FOR ME TO WRTTE THE PARTS OF THE STORY INDIVIDUALLY,

RATHER THAN ALL TOGETHER. I COULD REALLY CONCENTRATE ON THE SPECIFICS

IWAS WRITING ABOUT DOING EVERY THING ONE A A TIME. NOW I AM HOPING THE

REVISING THIS STORY AND PUTTING TT IN ORDER WILL HELP MAKE THIS A GOOD

PEICE FOR MY PORTFOLIO.

3-15-94 I THINK THE WRTTING OF THIS PEICE COME ALONG VERY WELL AND

WILL MAKE A GOOD STORY FOR MY PORTFOLIO. AFTER WORKING ON THIS FOR A

WEEKS THE DIFFERENT CHUNKS FORMED AND COME TOGETHER TO HELP ME

MAKE A GOOD STORY. ONCE IT IS PUT TOGETHER THE WAY TT SHOULD BE AND

EVERYTHING REVISED IT WILL BE A GREAT PORTFOLIO PEICE.
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Heather

my writing process

2 - I 7 - 9 4

Doing this is going a lot better than it did thursday. Ichanged my subject that I

was writting on , so after I got started on it I was writting alot.l think that I will

like thisprogram of writting because I useualy write in chunks and then draw

arrows to werel think this Paragraph should go. I didn’t understand at first on

how it would all come together but now I have a beter understand ofit. I wish I

had more time to use the computer because a write alot more using athe

computer.Story space is fun and easy to do, I think it will help my writting have

more life to it, but being able to arange my writting in a more efficant manor.

2 - Z 2 - 9 4

my writing was going really well until the computer went down and it didnt save

anything that H wrote. So when I got back on I had to star all over agian, that took

all of my time. I dont know if I am doing this right because I start to wright about

a feature about the lake and then I end up going into a story.This process is

helping me remember thing that I have forgotten or have taken grantted , like

how calm and beautiful the lake is in the early morning hours.

2 - 2 4- 9 4

Today didnt go as good as i hoped. i got some writting but not as much as I needed. I

still feel that I have a lot of waork to do . I thoughjt I understyood how this was

going to come to gether but now I’m not sure.l feel that all I am doing is telling

little sorys and not enough about what the lake looks like feels like, how it makes

you feel when you arte their.l know that I coud write about these things but I

dont’ Kknow what box to put them in.

3 - I O - 9 4

I didnt get much down today.l am confused on how to describe how the lake looks. I

feel that Im just wn'tting storys and dont Know how there going to fit together

into a great writting .l’mn going to try to work on this problem at home over the

weekend I hope that I get alot more done.
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APPENDIX F

Storyspace Working Printouts

Nick’s Working Printout

orphanage-nick

1 howthe body moves

I remember when I was a kid how much energy I had and would play outside

untill dark and my parents had to drag me home. I noticed that those children

didn’t have that energy, they were not like other children. I can even say that

their movements were to some extent artificial to their age. I can make a

comparison to the animals, I always saw on TV or read in books that when

an animal is born it would go through the process oflearning with its parent,

a parent will teach it how to hunt and how to servive in this world. In this

case I witnessed that those children were placed in environment where

tought them how to live, they were tought by the system not by parents,

they never experienced the wormth of parental love, and I say that their

behavior was artificial compare to the childhood behavior ofthe other

children. They never felt secure and felt that they would be punished in some

sense for every misbehavior. I never heard them screaming withjoy when

they played with each other, I never saw the wondering and exploring look of

children oftheir age. They played with toys which, I think, should be thrown

away, they were so old and monotones, were in very poor colors and they

were toys of a very simple structure and matter. At that age they should

toys which would teach them and help to develop their thinking, which should

be picked up for them by their parents not by the system.

2 voice

The voice ofthose children contained fear and unsureness. They are so young

and little but they already experienced so much, so much fear and sorrow.

Their voices were not like others children voices, the way they talked, the

way they communicated with each other was in their own way created in the

buildings ofthat orphanage. Most ofthe time they prefered to be quiet or

when they talked to each other they tried to produce as less noice as they

could. Or when they respond to your question they always look for your

feedback and ifyou disagree with them they will change they viewpoit right

away, as they were afraid to upsat you by opposing to your principles.

3 emotional states

Emotions are the features which defer us from the anymals and we learn

those emotions alone our life cycle. But from whom do we learn those

emotions? Who is your first and most needed teacher when you are just a

little kid? It’s our parents! It was meant to be that way that parents who

have all the knowledge and skills will teach you and who will care about you

when you are so unprotected. So what kind ofemotional states will those

orphans have ifthey don’t have anybody who will teach them. Who will teach
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them what to do and what not to do? Who will teah them to walk on the green

light through a street? Who will teach them how to live?

4 stories

Their stories sometimesjust terrified me. They didn’t tell stories about their

trip to the lake or how they went hiking, because they never went to the lake

orwenthiking and they wouldn’t probably have them. Their stories were so

simple and casual and they were about such simple things because they

never had anything about which they could tell a story. So they talked about

how their teachers took them several times to the park or they told us about

an accident which happened in their cafeteria and it was one ofthe most

exciting moments...

I remember when I was a child my father or my mother or my grandmother

would always read me some fairytales ofthe famous children writers and it is

a part of everybody’s childhood. I saw that those orphans some ofthem were

ten years old would tell me that somebody read them one ofthose storyes

which should be read to them a long time ago i felt so sorry for them because

that there is nobody who would spend some time with them and read them

those stories which every child should hear ifnot from their parents but from

somebody else.

5 physical features

the first thing whichjustjumps into the sight ofyour attention is the outfit of

those children. I couldn’t see all those different and bright clothes which you

would give to your children, but those children were dressed in very old and

cheep clothes. They were all gathered in one group and by looking at their

actions I could tell that they were afraid of something. They were only about

5 or 6 years old but they always asked their supeviser what to do.

6 weird things

While I was there I noticed that there was some kind ofstarnge relationship

between the orphans and their supervisors. They were “afi'aid’ ofthem or

maybe I am wrong, but the weird thing I saw was that everytime when there

was somekind ofcontact between orphans and their supervisor I could feel

that there was something wrong in that relationship. I heard that in many

orphanages orphans were beaten by their supervisors and one day I even

asked them whether it was true or not but I never got an answer, maybe

because they were afraid to say it to me. Every time when there was some

kind ofa contact between thew and their supervisor unlike the other children

they never argued with them, they always what they were told to do, they

never even said a word to them when they had to do something which they

wouldn’t like to do, and I know that other children who have parents will

always try to do the opposite oftheir parents will, they have the kind of a

personality which has opinions and evaluations ofwhat they are told to do,

burorphans didn’t have that feature they were afraid to contradict to their

supervisors.

7 significance
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Some ofus have little brothers or sisters and someone ofus already have

our own children, and we all care about so much, but those children they don’t

have anybody who will care about them, who will teach them the way to live.

There is nobody who will show them the life, who will have the happiest

moments oftheir life with them and because there is nobody their to do all

those tasks the don’t know what to do and how to live once they get to the

world out there.

The moment I saw them I felt so much sorrow for them. They all played

together in groups with old toyes and I even saw some smiles on their faces,

some ofthem were watching TV and they saw a commercial about family

product and they a happy family on TV, but they were so little and they

probablydidn’t even understand, some ofthem asked where their dadyes and

momyes were.

8 Notes

8.1 old toyes

8.2 way to live

what do you mean “the way to live”? Please explain in more details.
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Charlene’s Working Printout - Excerpts

2 STORIES

THERE ARE SO MANY STORIES THATI COULD TELL ABOUTTIE EXPERIENCES

OVERTHEYEARSWITHMYMOTHER. THE VARIETY COULD RANGE FROM THOSE

FUNNY THINGSYOU DO TO THE SAD MOMENTS THATENCOUNTERED BOTH OUR

LIVES. THIS ONE PARTICULAR STORY I WANTTO SHARE IS AVERY HILARIOUS

ONE.

IT BEGAN AS WE WENTSHOPPING ONE DAY TO FIND MY OLDER BROTHER A

PAIR OF DRESS PANTS TO WEAR '10 A HIGH SCHOOL DANCE THATIE WAS TO

ATTEND ON FRIDAY NIGHTAT THE TIME HE WAS FIFTEEN I WAS THIRTEEN. WE

HAD DECIDED OR I SHOULD SAYMYMOTIERHAD DECIDED THATWE SHOULD

GO TO K-MART AND LOOK AROUND. WHEN WE ARRIVED AT THE STORE GOING

INSIDE WE WENT STRAIGHT BACK TO THE MENS DEPARTMENTTO TRY TO FIND

THE PERFECT PAIR OF PANTS FOR HIM TO WEAR TO THIS DANCE, OF COURSE

THEY HAD TO BE ABLE TO MAKE TIE GREATIMPRESSION ON THE GIRLS.

AS WE WERE GOING UP AND DOWN THE ISLES LOOKING ATTHE RACKS OF

PANTSMYMOTIERHADGONETOTIEENDOFANISLETOLOOKFORHIMA

SHIRT ALSO.ATTIE END OF THIS ISLE STOOD WHATSHE THOUGHTATTHE

TIME WAS AMANNEQUINAS SHE APPROACIED SHE SEEN THIS PAIR OF PANTS

THAT SHE THOUGHTWAS PERFECTAS SHE BEGAN TO GETA CLOSER LOOKAND

TO ALSO CHECK OUTTHE MATERIAL SHE HAD HOLLERED ATMY BROTHERAND

ME TO ALSO COME OVERTO CIECK THEM OUT.AS WE ROUNDED THE CORNER

TIER SHE WASWITH HERHANDAHOLD OFTHESE PANTS BETWEEN THE KNEE

AND THE GROIN AREA GETTING CLOSER SIE SAID LOOK KIDS THIS IS A

REALLY NICE PAIR OF PANTS, RON WOULD YOU LIKE TO TRY THEM ON. TIEN

SUDDENLYWE NOTICED TIE MANNEQUIN MOVE AND WE REALIZED THIS WAS

ACTUALLY ONE OF TIE SALES PEOPLE WHO WORKED IN TIE DEPARTMENTAS

MY BROTIERAND I WENT SEPARATE DIRECTIONS MYMOTIERBUSTED OUT

LAUGHING. REALIZING WHAT SIE HAD DONE NOTONLYWAS SIE TRULY

EMBARRESED, BUT TRYING TO APOLOGIZE TO TIEYOUNG MAN. SIE HAD TO

HUNTTIE WHOLE STORETO FIND MYBROTIERAND I. WE HAD FOUND THISTO

BE REALLY QUIET FUNNY, BUT ALSO EMBARRISING. NEEDLESS TO SAY WE DID

LEAVE AND GO TO ANOTIER STORE TO LOOK FOR THAT PERFECT PAIR OF

PANTS. THIS WAS ONE EXPERIENCE THATWE LAUGIED ABOUT FORALONG

TIME, AND TO THIS DAY I STILL LAUGH ABOUT IT AS I TELL MY CHILDREN

THINGSABOUTTIEIRGRANDMOTIER.

3 EMOTIONAL STATES

I CAN REMEMBERATIME IN PARTICULAR THATMYMOTIERWAS GOING

THROUGH AVERY EMOTINAL STATE. I WAS ABOUTTIE AGE OF 5 AND WAS NOT

REALLY SURE WHATWAS GOING ON OR ATTHATTIME EVEN KNEWWHAT IT

WAS ALL ABOUT. IT WAS A THING CALLED TIE CHANGE OF LIFE. THIS WAS A

BIG CRISIS FOR IER AS WELL AS FOR US AND TRYING TO ADJUST TO WHAT

WAS HAPPENING TO IER. TIERE WERE TIMES THATI THOUGHTSIEWAS

ABSOULTELY GOING OUT OF IER MIND. SIE WOULD BE AS NICE AS PE ONE

MINUTE AND LOOK TIE NEXT COULD BECOME A TOTAL DISASTER. SIE WOULD

FLY OFF TIE HANDLE AND THROW DISIES AND SCREAM UNCONTROLABLYIT

WASAVERY FRIGHTING EXPERIENCE. ALSO WIEN SIE HAD IERNERVOUS

BREAKDOWN IT WAS A VERY TRYING TIME. AFTER 33 YEARS OF MARRIAGE,

AND THREE CHILDREN MYFATIER DECIDES IT IS TIME TO MOVE ON WITH HIS

LIFE, AND ANOTIER WOMAN OF COURSE. THIS WAS A VERY DIFFICULT TIME IN

MY MOTIERS LIFE,AND PERHAPS TIE ONE I WILL NEVER FORGET. BEING AT
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TIE AGE OF 18 I COULD VERYMUCH UNDERSTAND WHATHAD HAPPENED AND

TIE PAIN SIE MUSTHAVE BEEN ENDURING.....THIS REALLY TOOK ITS TOLL

ON US CHILDREN AS WELL AS WHAT IT DONE TO MY MOTIER. BUT TIE BEST

OUTCOME WAS SIE FINALLY OVERCOME IER OBSTACLES AND ITMADE USA

MUCH STRONGERFAMILY ALTOGETIER. THIS IS PROBABLY ONE OF TIE MAIN

REASONSTHATMYMOTIERMEANTSOMUCHTO ME.

8 SIGNIFIGANCE

TIERE IS A GREATSIGNIFIGANCE IN TIE STORY I HAVE CHOSE TO WRITE

ABOUT. TIE MOST SIGNIFIGANTTHATSTANDS OUT IN MYMIND IS TIE MORALS

AND VALUES THATWAS TAUGHTTO ME BY MYMOTIERI THINKK I HAVE

ALWAYS BENEFITED FROM TIESE LESSONS. EVEN DURING TIE TIMES OF MY

LIFE WIEN I WAS DOWN AND OUTTIE MOST I THINK TIESE WORDS OF ADVICE

IELPED ME TO PICK UP AND GO ON AND CHALLENGE WHATEVER CAME MY

WAY.EVEN NOWWIEN I FEEL A CHALLENGE I CAN STILL IEAR IERVOICE IN

TIE BACK OF MY MIND LEADING ME IN TIE RIGHTDIRECTION .SIE WOULD

SAY TO ME SISTER NEVER GIVE UP ON ANYTHINGYOU ARE TRYING TO

ACCOPLISH IN LIFE, AND THIS I AM TRYING TO PASS ON TO MY

CHILDREN.UNDERSTANDING AND CONCEPTING TIE IDEAS OF TIESE LESSONS

TAUGHTARE AWAY THAT WILL IELP YOU TO ALWAYS RESPECT EVERY

INDIVIDUAL AND NOT LET TIERE BE A CONFLICT OF DIFFERENCE BETWEEN

YOU. I THINK I LEARNED THATYOU NEVER TREATANYONE ANY DIFFERENT

FROM TIE NEXTTO ALWAYS RESPECTAND VALUE O’I‘IER PEOPLES OPINOINS.

THIS IS ONE GREAT SINIFIGANCE THAT I WILL ALWAYS HAVE WITH ME.
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Karen’s Working Printout -- Excerpt

1 Emotional States

I was very scared and nervous this was my first trip away from home also

my first time to fly in an airplane I was only 18 years old I was very anxious

to see my husband he had been in Vietnam for 7 months I was would not go

swimming in the ocean although I love to swim because I was afraid of

sharks I did not see any but I was sure they were in every wave that rolled in.

Icould see those largejaws opening up and their sharpjagged teeth coming

together twisting and turning it’s entire body taking large pieces offlesh as it

jerked you under the bloody waters. I know we would enjoy hawaii more ifwe

were to go back now we no longer would always have in the back ofour minds

the end ofthe vacation where I go home alone and my husband goes back to

Vietnam.
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APPENDD( G

Portfolio Pieces Generated from Storyspace

Nick’s Portfolio Piece

Orphanage - the way ofliving.

Did you ever have that feeling when you were a child that your Mom and Dad

were so tall and big when they are only 5 foot 3 and 5 foot 5? When you walked

down the dark street with your Dad, you were so calm because you knew that

your Dad was the strongest person in this world, or ifyou had a fight with some

kid on the street you would always tell them, “MyDad will beat up your Dad.”

We all were proud ofour fathers. They would always take us to the soccer

games or take us hiking, we always felt so good and relaxed because we knew

that we were somebody’s son or daughter, that there would always be

somebodyhome who would tell you, “How many times shall I wash your cloth,

can’t you play without digging the dirt.” Even though it was an argument, it

felt so good because there were people who cared about you. Sometimes I miss

the voice ofmy mother so much saying “Wash your hands before dinner” or

“That’s enough TV for tonight, go to bed.”

When you were growing up who was the one who taught you how to swim for

the first time, who took you to the cinema or who took you on a long trip

camping? It was your Mom and Dad. I think, that in this world it meant to be

that way that there would always be somebody who is really close to you, who

will take care ofyou and teach you along the life cycle. Who will teach you

everything he or she knows, and who wishes the best for you, because they see

their reflection in you, there is their blood circulating in your body and when

they see you as a grown up and mature man they say that the task of their

lifewasfulfilled.

God created this world, people and families, and I think that the family in this

world is the most precious and most valuable things you can have in this world.

Our main purpose oflife is to have family, to have kids and see our kids in good

health and well-being, butwhen you see somebody leaving their children and

giving them away, I consider that act as an act of crime and I think that a

person who does such kind ofan act should be punished in some kind ofa way.

I consider that act as a crime because there are two lives involved in that act

and by giving away a child, mother in pursue ofher own interests commits a

crime towards a child, she takes away the best years ofhis or her life. He or

she would never have the best time oftheir life, they would never have a

childhood, they would never have their family homes, instead they will be living

in an orphanage, have supervisors instead ofparents and dozen ofother

orphans instead ofbrothers and sisters. How will they live in this world ifthere

will be nobodybehind them who will show and teach them the wayofliving.

The only place they will know before they will become adults is an orphanage,

which is closer in its structure to a formal public institution than a family.
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When I visited an orphanage for the first time I was so frustrated and mad at

the parents ofthose children who left them when they were so young. These

children needed parents who would teach them and care about them in the

times when they need them the most.

When I saw them the first thing I noticed were their eyes. They were so empty

and so different fiom the eyes ofthe other children who have parents. Have

you ever noticed when you saw a happy child how energetic he or she was, how

they tried to explore things and how their eyes always moved around trying to

find something new or you always see their smiling faces which change their

shape everytime. But when I saw those orphans I saw that their faces never

changed, they were so empty and I could only see their look which didn’t mean

anything to me. They were not very energetic and weren’t very excited about

anything new, I couldn’t see their childhood energy and wonder.

My friend and I felt so sorry for those orphans and felt hate towards the

parents who left them. We had the feeling that we ought to do something

about it in order to change their way ofliving, to bring something different to

their lives and bring happiness to them even ifit would bejust a little. When

we had some free time we would go to them andjust spend some time together

or would take them to the movies or to the zoo. Every time when we went

there we tried to bring them some kind of surprise - cake, candies or toys. Such

small things would always bring a smile on their faces and we felt better,

ltrlecaulse we knew that we did something to bring at least some kind ofjoy to

err ves.

When I saw those orphans I tried to think about how it feels to be an orphan,

and I couldn’t because all the memories ofmy childhood would be completely

erased from my mind, due to the fact that the best times ofmy childhood were

connected to my family. So every time my younger brother and I went

somewhere on vacations we always thought about those orphans and felt very

sorry for them, because they never had any trips to the mountains, or to the

lakes.
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Charlene’s Portfolio Piece

A STORY ABOUTMY MOTHER

There is a great signifigance in the story that I have chose to write

about. My Mother being a very loving and kind person is the one who taught

me the values and morals that I live, and everday pass on to my children. The

times in my life when I was down and out the words ofher wisdom and advice

has always come back to help me. The one thing she taught me was to always

respect the value and opinion ofother people.

My Mother was a very strong woman, but her face was that of a gentle

breeze. She only stood about 5’2” tall, and was ofa normal weight with hair the

color ofMaple syrup. She had eyes that were as blue as a summer sky, and a

complextion that was as fair as a maiden, she was a very lovely person. Her

hair was naturally curly, and laid against her head in ringlets. A smile as warm

as the sun would brighten the day ofanyone who was down. Being a veryjolly

person who seemed to know everything I would love to have her back in my life

once again.

Having a voice that was very rugged, but yet stern you knew when she

spoke to listen. She was also very kind in her voice and you could always hear

the affection for others. The type of soothing voice that would comfort you in

the event there had been a catastrophe, or werejust looking for a little comfort.

Avoice that would echo like the sound in a canyon, and would ring in your mind

for days after she had given you one ofher famous cliches , orjust a heart to

heart with a lot ofher wise advice. To this day even 8 years after her death I

can still often hear her voice in my mind. This is a voice that I will have with

me forever, and at times I canjust sit quietly and will hear this most

tremendous sound echoing in my mind saying you know what to do.
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The body ofmy Mother was ofthat on the pleasingly plump side. It

always seemed as though she walked so much faster that me, and I would

always say to her,”hey Mom can you slow down?” But she had a very graceful

way about her walk that made her have the appearance of a very strong

physique. Although her moves were not as gracious ofthat of a Swan she did

carry herselfwith much respect.

As a child I always wondered about those little things that my Mother

would do. For instance, she would take and touch the end of a battery with her

tongue to see if it were still good. Ofcourse not knowing then what she was

doing, and why it seemed to be anything but normal to do. At this time I could

not seem to comprend this sort of action. There was also this little habit of

pulling the stiffhairs from her chin, because she said,”they bothered her.” But

why? They were so light you could never see them. I guess because she knew

they were there, and it bothered her. Often times when she was doing this, I

would hear this soft voice, and she was also talking to herself. This was really

weird to me. I could never figure out why or how this all fit together

[This section, roughly 15 lines, is missing from the copy available to the

researcher, apparently a copy machine failure]

nervous brekdown. It tokk its toll on her, as well as us three kids. But the best

outcome from this all was that she was able to overcome the many obstacles,

and made herself and her family much stronger. This is probably one ofthe

main reasons she meant so much to me.

Beleive it or not there are many stories I could share with you, but there

is one in particular that sticks out in mymind and is very funny.

It began as we went shopping one day to find my Brother a pair of dress

pants to wear to a High School dance. At the time he was 15 and I was 13. We
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had decided, or I should say she had decided to got to K-Mart and look around.

When we arrived at the store going inside we went

[Again missing text, just a few lines]

come and check out the material. Rounding the corner there she was with her

hand a hold ofthis pair ofpants between the knee and groin area. Getting

closer she said,”look kids this is a great pair ofpants,” “Ron would you like to

try them on”, she asked? Then suddenly we noticed the mannequin move, and

realized this was actually one ofthe sales people who worked in that

department. My brother and I takin offin different directions, myMother

busted out laughing. Realizing what she had done was she ever embaressed,

but still trying to apologize to the young man.

After hunting the store to find us kids, we left and went to another store

to find that perfect pair ofpants. To this day I still laugh as I think ofwhat she

done and the look on her face afterward.

Hopefully this sums up some ofwhat my Mother meant to me and why.

For I will never forget the wonderful things she did for me, and also the things

she helped me accomplish in life. I loved her then, and still love now for

[Missing the last few lines oftext]
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Karen’s Portfolio Piece

[The initial paragraph on Karen’s piece was eaten by the copy machine]

being seated by a window most ofmy fears seemed to vanish.

The time I spent on the airplane went fast. I watched movies, and

listened to music. I spent most ofmy time looking out the window. I could see

the tops ofthe mountains sticking up into the large fluffy white clouds as we

flew over them. Theywere beautiful. As the airplane was going in to land I

could see the waves rolling into the shore one after another, white capping.

The wheels ofthe airplane finally hit the ground, the airplanejerked us

forward a little and we came to a stop. I was in Hawaii. It seemed unreal to be

here so fast.

As I stepped offthe airplane I was greeted by a tall dark muscular man.

He put a large necklace ofpink and lavender flowers around my neck and

kissed me on the cheek. Then he escorted me to what they called a limousine.

To me it looked like a large station wagon. The driver putmy luggage in the

limousine. I was escorted to the back seat. My door was shut and I was on my

way to the hotel. It seemed like it took hours to get to the hotel. I had never

been in traffic like this before. Cars were bumper to bumper, going so slow at

times I wondered ifwe were even moving. I finally arrived at the hotel. The

driver got my luggage out and told me he would be back to get me on Monday at

one o’clock.

The desk clerk took my luggage to my room. As I entered the room I was

surprised to see it had a small complete kitchen. I opened the cupboard doors.

There was a complete set of dishes, silverware, and pots and pans. There was

also a table and chairs in the room. The room was much larger than I had

expected.
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I walked over to the bed to lay down. I was very tired. I hadn't slept on

the airplane.

As I lay in my bed trying to go to sleep I started to worry about Mike.

Had he received the money I sent him? he had to have two hundred and fifty

dollars or he could not leave Vietnam. Would he arrive on the airplane

tomorrow? Would I be here by myselfnot knowing what to do ifhe did not get

offthe airplane? I had not received a letter form him, since I sent him the

money. Now I tossed and turned tormented by the thought that maybe the

reason I hadn’t heard from him was because he had been wounded or maybe

killed. I got out ofbed and turned on the television. The news was on. This didn’t

make me feel any better. They were telling how a man had been shot and killed

a block fiom where I was staying. They showed him laying in the street limp

and lifeless with blood puddling all around him. I turned the television offI had

seen enough. I finally fell asleep.

I was awakened by the telephone at 6 am. I had asked the desk clerk to

call and wake me. I hurriedly dressed and was on my way to meet Mike. As I

walked into the building there were hundreds ofpeople fiom all over the United

States inside. I no longer felt so alone. All these people werejust like me. They

were waiting for a loved one coming from Vietnam.

The airplanes were starting to arrive. One at a time the soldiers came

down an area like a runway between the people. You greeted them as they got

to you. Finally I could see him coming. He was very thin. He had lost 25 to 30

pounds. He was wearing his dress green uniform. I was so happy to see all I

could do was cry. I asked Mike, “Whydidn’t you let me know that you received

the money I sent you?” He replied, “My platoon was traveling and there was no

way I could send a letter to you before we left.” I could stop worrying for a little

while.
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We walked back across the street to our hotel. Mike changed into some

clothes that I had brought from home. We left the hotel and walked down the

street to a gift shop. There were many beautiful souvenirs. We purchased a

grass skirt for my sister, and some figurines sculpted from molten lava. We left

the gift shop and walked farther down the street. As we walked on there were

many beautiful restaurants. One ofthem had a man standing at the door way

dressed as an ancient warrior, holding a spear. He appeared to be a statue. He

wore a brightly colored feathered head piece, leather sandals, a brightly colored

feathered cape, and a leather skirt with up both sides. As we passed a

motorcycle shop. Mike said, “Let’s rent a motorcycle and see Hawaii by

ourselves. I don’t really want to go on tours or fly to the other islands. I was on

the airplane for 14 hours.” I replied, “I don’t want to travel anymore either.” So

we rented a motorcycle.

We rode the motorcycle and went for long walks. As we drove along we

passed many hotels one after another. To my surprise there were many more

in different phases ofconstruction. Everything was so beautifirl. This place

looked like a whole different world. The trees didn’t even look anything like the

ones at home. They looked like telephone poles with huge green plants setting

on top ofthem. We walked to the beach and watched the surfers. Oh, how I

would have liked to try this. But every time a wave rolled in. I could see a shark

in it, jerking me under the water. Tearing chunks offlesh fiom my body, as it

jerked me back and forth like a rag doll. We enjoyed Hawaii. The time flew.

Now it was time to leave. A time neither ofus wanted to come. Because

Mike had to go back to Vietnam. I walked across the street for the last time.

To say good by and watch Mike’s airplane leave. Then I went back to the hotel

and called a taxi. Because my limousine driver did not show up. I got to the

airportjust in time.
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The trip home seemed shorter than the trip to Hawaii. I slept most of

the way home.

It will soon be our 25th wedding anniversary. We have decided to take a

trip. We weren’t sure where we wanted to go. So Mike has left it up to me to

make the decision. I think after writing this paper, I have decided to go back to

Hawaii. To see it without all the fear and anxieties.
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Heather’s Portfolio Piece

The Lake

In the morning ifyour lucky enough to get up before everyone else the lake is

calm and quite. The water looks like a glass mirror reflecting the rising sun and

the trees that surround it’s beautiful shores. As a fisherman glides by in his

boat you sit and wonder what this day will bring. Theducks come up to you in

hopes to get some bread the stillness ofthe morning is broken by the sound of

little feet running on the grass yelling at there mom to hurry up so they can get

into the water.

This lake has been the place ofmy summer vacations since I was five.

When I was young my mom my sister Jennifer and I spent the whole summer

their at the lake in Syracuse,Indiana. This is where I learned how to ski, I was

six and it was our second summer at the lake. Mygrandpa went out and

bought a pair ofyouth skis for his grandchilderen. My cousin Jason and my

sister are both two years older than me. I was the first one to volunteer to try

it first. I put on the yellow and orange life vest, eventhough it was a small it

was still to large on me.Ijumped into the water, it felt good on the hot summer

day.While my grandpa attached the rope to the boat I put on my skis. My

uncle Mark was in the water with me giving me instructions on what to do

when the boat started to pull me out ofthe water. He told me that it was like

getting out ofa rocking chair and to let the boat pull you up don’t try to pull

yourselfout ofthe water. The first couple oftimes I couldn’t get up, all that

happened was I got a mouth full ofwater.The fourth time I got up,”I made it!.”

I was so excited that I was skiing that I forgot that I had to keep my legs

together, so what happened was my ski’s slowly started to spread apart, By

the time I noticed it was to late. I fell right on my face.I was fine only a mouth

full ofwater. Now I am a seasoned skier.
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As a child I stayed in the water from sunrise to sunset only to get out to

eat. No matter what the weather was like or how cold the water was it didn’t

seem to make a bit of difference, every day was the same. Now that I am an

adult and have children ofmy own the water seems cold all the time. Now I

understand why no one wanted to swim with me it was to cold. Because the

water was my favorite place to be I didn’t seem to notice the chattering ofmy

teeth or that my skin was turning blue.

The lake is surrounded by majestic homes with their rolling hills

emptying into the waters. The lake is just the right size, not to big were you feel

intimidated by the size. It is the size were you can do any water activity and

there isn’t any over crowding of to many boats, because ifyou don’t live on the

lake you cant have a boat on it. There is a park at the end ofthe lake, it has

swing sets, jungle gyms and best of all a beach. The lake house has sea walls

and a dock, no beaches, so ifyou want to go swimming you have tojump in, you

can’tjust walk in like at the beach. I was never aloud to go down to the park

and play, my grandma would say “Whywould you want to go down there with

all ofthose people when you can play and swim right out here with your

family.”(Any kid would rather Play down at a park where they could play on

the toys and build sand castles.) My kids haven’t asked to go down to the park

yet but when they do I’ll go with them and play.

The weather at the lake is calm the majority ofthe time but one

summer when I was about ten, it must ofbeen around the fourth ofJuly

because my dad was with us and this was the only time that he was down

there with us. This particular day was bad on and ofi' all day long.The news said

to watch out for a server thunder storm. Every one went to bed except for my

mom and my grandma. As the night went on the storm grew worse and one by

one it woke up everyone that was sleeping except for my dad and me. Everyone
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decided that it would be safer ifthey slept downstairs for the rest ofthe night,

forgetting about the two ofus left upstairs. The next morning we woke up to a

big mess. In the night a tornado hit the town. There were power lines down

Trees through homes and right behind the house near the room were my dad

and I were sleeping there was a large oak tree that had fallen over and

flattened two ofthe cars that were parked in the driveway.Luckily no one was

hurt and it took only a few weeks to get things back to some sense ofnormal.

There are traditions we have at the lake that ifwe didn’t do them the

lakewouldn’t be the same. On the fourth ofJuly the lake association puts on a

fireworks show. You can see them go offfiom the dockbut we like to lode

everyone up in the boat with food, pop and blankets to keep us warm. We

anchor the boat out in the middle ofthe lake so when the fireworks go offin the

sky you feel as iftheir going to land on top ofyou. My favorite tradition is

Grandpa making his homade icecream. The first thing that we have to do after

grandpa has all ofthe ingredients mixed ady ready to go is to find the marble to

go into the bottom ofthe mixing barrel to give it something to rotate on. Myjob

was to sit on top ofthe barrel to give it some weight so it would tum.It was

could and wet because ofthe ice that surronds inner container holding the ice-

cream mixture. Eventhough it was cold and wet I volunteered every time he

made it. He now use one ofthose electric ones because the manual one is to

hard. The old mixer now sits on the back shelfreminding me each time I see it

ofhow much fun we had with it.

The wind blows softly across the still water as I sit on the patio

watching the sun set and the sky fill up with stars thinking to myselfthere

isn’t this many stars in the sky in the city. The lake is a place were you want

to stay because ofhow peaceful it is at anytime during the year. The lake will

stay close to my heart for all time.
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APPENDIX H

Midterm Evaluation Questions

Self and Course Evaluation: A Temperature Check and Pulse Reading

1a. Which moments come to mind when you think back over the class? Good

moments? Bad moments? Perplexing moments? Quickly sketch a small

handful of such moments.

1b. What do these moments tell you about you as a student, about me as a

teacher and about the course itself?

2. What are you most proud of about your own effort or accomplishment in the

course? What are you not satisfied with, or what do you want to work on

improving?

3. What’s been the greatest challenge for you?

4. What has been the most important thing you have learned?

5. What aspects in you has this course brought out? What aspects has it left

untapped or unnoticed?

6. Imagine this course as ajourney: Where is it taking you? Describe the

climate and weather, the terrain, the road or highway.

7. Do you have any suggestions about how the course could be made more

helpful for you? Please explain.
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APPENDIX I

Final Evaluation Questions

Final Evaluation

1. Ifyou could be here at the start of this class, what one single piece of advice

would you give students at the first meeting of this class?

2. Ifyou had to teach this course the next time it was offered, what would you

talk about on the first day?

3. Rank the major course themes (from 1-4 or 5, ifyou add another, with 1

being the highest) according to their importance to the course and your

learning. Tell why you rank them so in the space below.

Keeping a Writer’s Notebook/Journal

Becoming a Community ofWriters

Finding One’s OwnVoice

Building aPortfolio

Other?

4. Rank these course experiences in the order in which you benefited most and

why (with 1 being the highest):

Individual WritingConferences

Written Responses to Your Work

Exploratory Brainstorming in Class

Small Group Work

Large Group Workshopping

5. Were you to take this course again (I know, just imagine itll No moans and

groans, pleasel), what suggestions do you have that I could use to make this a

better course?

6. Write the single most important [thing] you learned in this course and why

it is important to you.

7. What did you like most about your work in this class? Why?

8. What did you like least about your work in this class? Why?

9. What do you think you will remember about this course three months from

now? three years from now?

10. You have 25 points to distribute among your fellow writers, in any way you

choose. Points may be awarded on the basis ofhow helpful, critical, thoughtful,

responsive, funny, articulate, intelligent, emotionally honest, etc. or because of

any other attitudes that fostered your learning and enjoyment ofthis class.
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Points may be given on the basis, too, ofwhat you learned about them from

sharing their writings and responses in this collaborative writing/learning

process. Write the number ofpoints awarded after a student’s name and then

note why you have given him/her those points. The members ofthis class are:

[list of students follows]
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APPENDIX J

Questions for Final Interview

How would you characterize your experience in 131 English Composition

this term? positives? negatives?

What did you find most difficult about the class? Most beneficial?

Tell me about the group experience. Did you rely on anyone for help?

What was your instructor’s role in your learning experience this

semester?

What effect do you think using the computer had on what you learned?

In what ways do you think the computer enhanced your learning

experience? detracted fiom the experience?

What did you think about Storyspace?

Would you take another class that worked with computers?

What else should I ask you about?
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