Advanced Placement English and First-Year Compositi
An Analysis Using Activity Theory with Implication®r Transfer

by
Elizabeth Parham Dennis
January, 2014
Director of Thesis/Dissertation: William P. Bank)D
Major Department: English

A growing trend in secondary and higher educatoolay is students’ ability to
earn college credit while still in high school. r@ntly, there are four main ways for
students to earn this early credit: the Advancedé&thent (AP) Program, an International
Baccalaureate (IB) diploma, dual enroliment, ohyeewllege. The AP Program,
particularly the AP English program, is the foctishis research project, for successful
scores, a three, four, or five on a five point scah either AP English exam translates to
advanced credit and exemption from first-year cositpm course(s) in college.

The purpose of this qualitative, descriptive resleg@roject is to determine
whether or not an AP English course taken in hidtosl functions like a first-year
composition course in college and to locate whianything, about writing transfers. In
order to examine both contexts, the project usliaetivity theory as its theoretical frame
to uncover the ways in which both academic systepesate and transfer theory to
determine what articulates across these spaces.pifidject utilized survey data and
observation material from both courses taken dweicburse of a semester, as well as
textual information provided by the AP Program’shsiée in order to triangulate the
findings and make comparisons across systems fifidiags suggest that while these

two systems share some similar activities, vethelgeems to transfer.
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Chapter 1: The Evolving Culture of AP

For several decades now, researchers and schalsdbken studying the various ways
high school students, before even stepping fo@ ocollege campus, are receiving college credit.
Given the rising cost of higher education and arewain economy, those discussions have
intensified. Two of the most common ways for studdo receive college credit early involve
taking an Advanced Placement (AP) test or enrolling duel enroliment course that might be
offered at the high school, a nearby college campugia distance education. The third way a
student can gain early college credit is thoughiegran International Baccalaureate (IB)
diploma. Finally, students can also accelerati fimal years of high school and first two years
of college by enrolling in an early college (EChgram (Hansen and Farris xxiii).

Of these four ways, the AP Program, especiallyMReEnglish courses and their exams
are a concern for many researchers. As Hansefamnid ask, “Is the ‘outsourcing’ of
instruction in college writing to noncollege ‘prors’ of educational services something to be
resisted or embraced?” (xxv). Though the AP Progtaelf is not a for-profit business, the
College Board, an organization that sells educatiproducts and services, sponsors it. The
College Board makes billions of dollars annuallgotigh the administration of the AP Program,
while promising hopeful students and their parénencial relief in the thousands of dollars for
“successful” exam scores that will translate inblege scholarships and opportunities for these
students to receive college credit while still igthschool. The AP program has steadily grown
in popularity since its establishment more thaty ffears ago, and since then numerous
academics and researchers, including those patideb§ollege Board, have studied the validity
of AP’s claims. One glance at AP’ @nnual Report to the Nation demonstrates thatwioe

AP English courses, “Literature and Compositiond &banguage and Composition,” are among



the top three most often taken exams by high scétodeents (“4 Annual” 27), and success on
one of those two exams could mean possible exemption a first-year writing course in

college. A question this possible exemption raiseshether or not the classrooms and curricula
are alike enough to warrant such an exchangether vords, in what ways, if any, does a high
school AP English class function like a first-yeamposition class in college and what, if
anything, about writing transfers?

Though AP has been in existence for decades nowy nesearchers still question the
program’s ability to match what is learned in athsgghool AP English class to what is learned in
a first-year writing course in college. Furthei] AP English aid students in not only their
future college courses, but also will it provide thols necessary for them to enter into a new
discourse community (e.qg., college) the followiregly (or two if the student is a high school
junior)? In a theoretical sense, is the activitytem of a high school AP English class like that
of a college’s first-year writing course? How those activity systems affect transfer? These
guestions are the focus of this research studyhg&y offer the ability to approach both
classrooms in a way not done so to date.

In AP’s publicity materials, the program charaiztes itself as “a rigorous academic
program built on the commitment, passion, and kaok of students and educators from both
secondary schools and higher educatiofi”-(&" Annual AP Report). According to Robert
DiYanni, the director of international servicests College Board, the idea for the AP Program
was a product of several discussions held by tt@thaof Kenyon College in 1951. The faculty
of Kenyon College was interested in “allowing sg@econdary school students to begin
working toward a liberal arts degree before forsnathatriculating in college” (1). After many

discussions, the idea gained momentum and sooces&matives from twelve U.S. colleges and



universities formed the Committee on Admission withvanced Standing, which was funded by
a small grant from the Ford Foundation (1). Threen assumptions guided the work of the
committee:
* Able students in the American secondary schooksystwere not well
enough served academically -- for the able studleatAmerican school
system ‘wastes time.’
e The best place for adolescents is in the secorstdnyol.
« The best teachers for adolescents are secondarglgeachers. (Cornog qtd.

in DiYanni 1)

Additionally, Joseph Jones recounts in “The Begigseiof AP and the Ends of First-Year
College Writing” that there were numerous objecioagarding the direction of American
schools during the time period cited by Diyannighea specifically, the ways gifted and talented
students were being underserved” (43). Manyosrivf public education at that time felt “the
concern was not so much that no child be left keHime concern was that the ‘best’ students
were not being challenged and advanced as quiskilgesy should be” (43). According to
Jones’s research, the AP Program emerged out chemts’ distaste for the progressivism
movement and what it wamt doing for the “best” students. Philip H. Coomésgretary and
director of research for the Fund, a foundatiotattvance and improve formal or
institutionalized education in North America” (4¢grried strong feelings regarding the state of
education at the time. For example, he said, ‘ffilbst serious victims—the most handicapped
under this lock step arrangement—turn out to beablest youngsters for whom the pace is too
slow and the academic diet too thin” (gtd. in Jof&s

With the help of ETS, the Educational Testing Sss(ETS), examinations for various



courses such as English, Latin, foreign languagehematics, and science were developed
during the 1953-54 academic year and were latengio high school seniors in participating
secondary schools and to freshman at twelve paaticig universities in May of 1954 (DiYanni
2). The exam scores of the high school students then compared to those of the college
students in order to reveal if the two were in faetning similarly. Although DiYanni did not
provide the results of the study, he did note thatkind of “comparability study, which ETS
conduced for these initial precursors to the sasha-administered AP Exams, would later
become a hallmark of AP assessment analysis aidhtiah” (2). In 1956 the College Board
took over the initial pilot study, and the prograas grown tremendously in size since then.
DiYanni discusses the program’s growth in his “digtof the AP Program” essay:
By 1960, AP Exam volume had grown to more than Q@ gxaminations, five
times the number offered the first year of the €l Board’s supervision of the
program. By 1970, the number had jumped to n&&]900, and by 1980 to
more than 160,000. In 1990, students at more @200 participating schools
took close to half a million exams, and in 2000 entbran three-quarters of a
million students took more than one million anduarger AP exams. (2)
The program is still growing at a rapid pace. iStias for the year 2010 showed that 1,845,006
students took 3,213,225 exams. The program hagddne attention of students and
administrators in high schools and universitie®ssthe nation; schools are developing their
own AP courses, and students are rapidly signingfrapm 2001 to 2010, the percentage of
students who took AP exams in the U.S. rose fror8%6o 28.3% (“f' Annual AP Report” 20).
Most colleges and universities offer some sortdvfaaced credit or placement for successful

exam scores. What's even more interesting is ARi® in its definition of who represents the



“traditionally underservedtudents” (8, emphasis added). Unlike the “fivadred hand picked
students” that Jones discusses in his essay, thuséead the AP Program have dramatically

shifted its focus to include all interested studentgardless of academic capability.

A major theme becomes apparent: measuring “eqodyexcellence” when analyzing
AP’s annuaReport to the Nationver the last eight year§t{e Annual2005-2012. According
to the first annual report published in 2005, olays/of measuring equity and excellence were
abolished due to the request of educators arownddtion. The old way of measuring the
percentage of AP students scoring 3, the lowedipgscore on a five-point scale, or higher was
revised because educators believed it was eas§latei this number. Specifically, the Report

states,

A school could only allow its two ‘best’ studentstake [for example] AP
Calculus, and could then attain a metric of ‘10€cpet scoring 3 or higher,’

while another school, committed to equitable acos®sld encourage 20 of its
students to take the exam; if half of those stuslsnbred 3 or higher on the exam,
the school would have ‘only’ a metric of '50 pertsenoring 3 or higher,” when in
fact they provided many more students with succk#dg? experiences than the

school that only allowed two to participate® @nnual Report 2)

Here we see the first shift in how the Programreiits students. According to Jones and
other scholars, the Program was clearly begunderdo cater to the “best,” most academically
gifted students because those were the ones thetineent educational system were allegedly
failing. Now we see a clear distinction startdonfi as to who was and who is a part of the
Program now. Each additional report from the fmshted edition in 2005 until the most recent

one in 2011 emphasizes targeting the “traditionatigerserved students” but the focus is no



longer on the best, most academically gifted sttedefhe program is now focused on reaching

ALL students, for better or worse.

In efforts to expand and to reach more studenésAf program also promises that these
high school students are doing college-level whdqce, each course is supposedly the
equivalent of a first-year course in college. Agsult, a student can then place out of that course
upon successful completion of the AP exam, thughggvarents and students potentially
thousands of dollars on introductory college lesalrses that are no longer necessary due to the
advanced placement and college credit. In itditptéhe AP Program is vast, offering more
than thirty courses in multiple subject areas (‘@@urses and Exams” par. 1). Of those thirty
plus courses, the two AP English courses are artt@most popular for high school students to
take.

Because there are two different exams that faleuddP English, the issue is further
complicated. Both the AP English Literature androsition exam and the AP English
Language and Composition exam can offer a studeditdor or advanced placement out of
first-year writing courses in college. In an oxiew of the AP English program, the section on
earning college credit related to the two AP Errgigams states three options or guidelines
colleges and universities might use to place stisdesised on their scores. First, a score of at
least a three on either test could result in cedi composition course (whether it is a year-
long or just a semester course) in college. Secmsdore of three or higher on the AP English
Language and Composition exam could mean a stuemrit receive credit for a “one-semester
course in composition [and] another semester cdbedeoffers additional instruction in
argumentation and teaches the skills of synthegiznmmarizing, paraphrasing, quoting and

citing secondary source material” (5). The thildcement guideline states a student with a



grade of three or higher on the AP English LanguargeComposition exam could potentially
expect credit for a composition course, and a sobtieree or higher on the AP Literature and
Composition exam could mean credit for an introdoctiterature course (5). Because
essentially both exams can mean exemption froryfear writing courses in college, both are
equally important objects to study.

Previous research studies seemed to consider botkes/examinations in AP English
for the same reasons | am interested in them boitherecourse could lead to exemption from
first-year composition courses. The college contmoscourse or “freshman English” course
has been required of most students who enter Aarehggher education since the late
nineteenth century (Crowley 1). The compositioarse came out of a perceived need to teach
people how to write well and a need to addresgitbeiing student population in our nation’s
colleges and universities. The student body ofrsghman composition course comprises all
but the very few members of each year’s enteringscivho manage to test out of the
requirement (1). As one creation story goes,ittireductory course was said to have been first
invented and taught at Harvard University in the laneteenth century for remedial purposes
(4). From Harvard, it quickly spread to most otbelleges and universities and has been a
requirement of most incoming students ever since.

What is taught in first-year composition courseses from university to university and
class to class in some cases. “Academics in alglises wanted the required first-year course
to teach students how to writdVriting seems to mean that students are supposed to master
principles of arrangement and sentence constrydtiey are also to learn correct grammar and
usage” (Crowley 7). Today much of that sentimerstill felt. Professors in all disciplines want

students to be able to construct not only a wdbkti@ed and thoughtful sentence but also to be



able to write a well-organized and researched opipaper or lab report. Organization, clarity
of point, and evidence to support an argumentanthre only a few examples of what is taught
in the first-year composition course.

Also of significant importance in determining whsitollege-level writing and what is
taught in a first-year writing course is the “WPAItComes Statement for First Year
Composition.” These outcomes began as a convensayi several compositionists on the
Writing Program Administration’s listserv in therspm of 1996 (Yancey 321). From discussions
on the listserv to NCTE, CCCC, WPA, and Computeis \Writing conferences, the Outcomes
Statement was born (322). The Outcomes Statemmehks $0 make known the “common
expectations, for students, of first-year composiprograms in the United States” (323). The
Outcomes are divided into five distinct catego(iBsRhetorical Knowledge; (2) Critical
Thinking, Reading, and Writing; (3) Processes;KApwledge of Conventions; and (5)
Composing in Electronic Environments (323-325) clieaf the four sections describes what a
student by the end of first-year composition shduldw, as well as what faculty can do to help
facilitate the listed outcomes.

When reflecting on this information, | found ttugpic of delivery is broached when the
AP English courses and first-year writing coursgsrisect. The delivery of composition—how,
by whom, and where—is yet another important is§dgst-year writing courses that Kathleen
Blake Yancey, an Outcomes Statement author, résesarcYancey'®elivering College
Composition: The Fifth Cangmoses the question “does delivery matter?” Shiesyr

From one perspective, for example, we might cldiat this diversity in the
deliveryof composition—delivery defined as function of (i preparation and

credentials of the faculty who teach the cours®sthe kind of course (seminar;



workshop; and so on) and the definition it givesdmpositionand (3) the site
where the course is taught—is merely a functiomstitutional preference,
particularly when an institution seeks to meetgbeceived needs of its students.
(Fifth Canon2)
Yancey believes that not only who teaches the eo{sanior faculty, adjunct instructors, ETS
trained high school teachers, etc) but what isiihagdwhereis a factor in this discussion.

In “Delivering College Composition: A Look intoetFuture,” Yancey highlights four
points that motivated her to question the delivdrgomposition: (1) the medium in which she
teaches now is quite different from the courseidyear writing course) she delivered when she
first began; (2) the personal reflection over phgsical dimension of delivef(ginderblock walls,
plastic seats, etc) has changed; (3) the contetdglivering college composition has changed;
and finally (4) the different ways in which institens claim to be delivering college composition
has also shifted (1-3). For Yancey, delivery doedter. There is a difference between the
composition curriculum in high school and that oflege (4). Additionally, the agents who
deliver college composition are important (8). éwting to Yancey then, it seems that a course
designed to replace first-year writing in collegken in high school and taught by high school
teachers, would prove insufficient, and ultimatilig project seeks to investigate that statement
further by exploring AP classrooms and FYC classr®as activity systems rather than simply
as fully independent learning spaces that creatmekt student products.

Previous research studies on the two AP Englisihsesuand exams used a variety of
methods to gather and analyze their data. Sestrdies relied heavily on historical data to
uncover the negative impact these exams have dergtti Researchers like Joseph Jones and

David Foster both take a historical look at theibeigpgs of AP English and how the subsequent



exams may be harmful to how students think aboilingr Gretchen Spear and Karen Flesher
took a different approach in their study conduatethe 1980s and opted to use a theory of
cognitive development to guide their research adestts with and without AP English
experience and their perceptions of college-lewéing. The authors found that these AP
English courses focus heavily on teaching to teedad timed-writing, and the courses focused
very little on the actual processes of writingséd this same study as a guide for my Master’s
thesis project. | wanted to see if the Prograntdpced different results some twenty years later.
Sadly, it didn’t. The students in my study stidlmed teaching to the test as the primary class
time activity. The second most mentioned claswicivas “ripping apart literature.” Class
sessions were full of reading and analyzing litmeatwriting timed essays, and going over
vocabulary for the test. Some things, however,dimhged. For example the number of
students in an AP class in Spear and Flesher'y stad only fifteen; my students recalled
having an average of twenty-five to thirty studdnttheir classes, which further increases the
difficulty of teachers to give high quality feedliao their students. This rise in the number of

students per class only further illustrates thevtincof the AP Program.

A Review of Concerns: Curriculum, Exams, and Transf

Previous research regarding the AP English Prodrasroffered only a partial picture.
Despite such diverse methods as surveys, grade-basi#ies, historical data, and interviews,
previous studies have yet to focus on the chargesP English program underwent in 2007,
specifically the AP English Language and Composigzam. All of the previous research has
been focused on the AP English exams prior to @8& Zhanges, which will be discussed in

more detail later in this project. One exceptioowever, is Colleen Whitley and Deirdre

10



Paulson’s recent study “What Do the Students Thiwk’Assessment of AP English Preparation
for College Writing.” Whitley and Paulson ask aegtion very similar to the one | am interested
in answering. Specifically, they wanted to knowetlter it is justified to assume equivalence or
satisfactory similarity between AP courses andstast college first-year composition courses
(86). After a brief look at the history of whabsen done regarding scholarly research of the AP
English Program, the authors describe their stsdy@ only one to date that has actually
“investigated what students themselves think abmitomparability of their AP course and

their FYC course” (90). The study took place agBam Young University (BYU), where only
students who do not want honors recognition atgatdn are exempt from a first-year writing
course based on exam scores.

Whitely and Paulson attempted to survey the 71destis who had taken the Honors 150
course at BYU during the Fall 2006 to Spring 200ffa®| year. They also surveyed Honors 150
instructors. Of the 717 students surveyed, 29@amded but only 176 of those students had
actually enrolled in AP courses in high schoolttszse 176 students were the ones whose
information was considered in the study. In sthme,authors concluded,

Nearly all agreed...the focus on timed essays irAfh¢est tends to foster a
formulaic, five-paragraph approach...[and] studenera@helmingly responded
on both the numeric scales and in the open-endestiqus that their high school
experience, while in many cases excellent, faibegh&tch in depth and variety
what they found in H150. (114-115)
There are several issues and constraints with @yhathd Paulson’s study, however. The study
sought to compare how similar the Honors 150 dmss a student’'s AP English experience.

However, AP English wasn’'t meant to be equal tbh@mor’s or advanced writing course in

11



college. AP English was designed to be equivdteat“regular” first-year composition course
so that students with successful AP exam scords tloen be placed into an honor’s or
advanced writing course in college and be furtlralenged by the material. So, to me, itis no
surprise the students found vast differences betweetwo courses. Additionally, Whitley and
Paulson reference the course description for th&Adlish Language and Composition
handbook for the year 2007-2008 and use that irdban as a basis against which to compare
their study’s claims. However, 2007-2008 repres#me year of major changes to the AP
English Language and Composition course and exadhakthof their study participated
graduated high school before 2006. Therefore, evimg their results to textual representations
of an AP English Program not available to theitipgrants produces inaccurate generalizations.
In addition to a lack of research like what thisjpct proposes, another problem
regarding the relationship between AP English aesiend college-level writing is that many
may be surprised to know that there is no set naticurriculum, and until recently
conversations about what is or should be taugARrEnglish have flown under the radar. David
A. Joliffe and Bernard Phelan write that
Many people assume there is some standardizedietEAP course that students
must take to prepare for the examination. Thermisuch thing. The College
Board [the parent body of the AP Program] doeseigaiblications and sponsor
workshops and institutes that promote various aesigr courses that prepare
students to perform well on one or both examsthmre is no official AP course
or AP reading list. (91)
Unlike state mandates and required curriculum planpublic schools, like those related to No

Child Left Behind or Race to the Top, AP Englisuges have no set guidelines, as evidenced
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by their website. Also, it is important to notatka student is not required to take and pass the
course in order to take the exam. Students avevedl to take the exam without ever having
stepped foot into an AP classroom. Likewise, ddpenon the school and the AP English
teacher, it's possible that a student could expeaea writing classroom that closely mimics a
college classroom, but more often than not, resesuggests most AP English classes simply
are not on par with college-level writing expecatas8. While current research does provide such
claims, little has been done to demonstrate clehdithese two spaces are fundamentally
different; however, this research projects aimiltdHat gap.

In recent years members of the AP Test Develope@ninittee and others at the
College Board have have made the biggest strideg 8nd align the AP Language and
Composition exam with college-level writing expemas. In 2002 members of the AP English
Test Development Committee met with writing progradministrators at a conference to
discuss what goes on in college composition claasdsvhat AP English classes should in turn
be doing. Discussions from that conference leaccttimmittee to develop the AP English
Language class into a “rhetoric class focused priynan the study of nonfiction” (Puhr 74).
They also created what they call the “holy trinifgt AP Language teachers, which focuses on
analysis, synthesis, and argument (74). One odlélenfalls Puhr discusses, however, is the fact
that most AP English Language classes tend to foolyson the rhetorical canon of style and to
ignore the other cannons of rhetoric like delivemgmory, invention, and arrangement. Seeking
to correct this error, the committee, along withnmbers of WPA, created “AP English Language
Course Outcomes” that closely mimic the WPA Outcei@atement for First-Year Composition
(76-77). The outcomes state that upon completidheoAP English Language and Composition

course students should be able to complete thexoly tasks:
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e Analyze and interpret samples of good writing, tdfgimg and explaining an author’s use of

rhetorical strategies and techniques
o \Write for a variety of purposes

e Produce expository, analytical, and argumentatbrapositions that introduce a complex central
idea and develop it with appropriate evidence driraim primary and/or secondary sources,

cogent explanations, and clear transitions
o Move effectively through the stages of the writprgcess, with careful attention to inquiry and
research, drafting, revising, editing, and revi€wv.)
While these represent only a sample of the tweliteames listed in Puhr’s article, they show
great promise that the Course Development Comnigte®rking to align the course with
college-level writing expectations.

In addition to aligning the AP English Languagé¢ommes with those of college-level
writing course, researchers at College Board cdethte “Course Audit” in 2007. The audit
requires all AP teachers to submit a syllabus fyrand all AP courses they will teach. After
two different college professors, who presumablykafor the AP Program, review each
syllabus and it is evident the syllabus meets oedateria to be considered an AP course, the
course is approved and allowed to proceed. Whigei$ a good step in trying to align AP
courses with college expectations, as Puhr pounts‘@bviously mere approval of the syllabus
does not guarantee that the course will actualliyelewhat the syllabus promises” (83). Puhr
sees the course audit as sending a message tlrantieait of the course should be just as
important as the score a student earns on the 88@&m Puhr’s research suggests that the
Program may be taking steps to move the classraantipe away from teaching to the test, and
more towards offering a useful study on rhetorid #re writing process.

The AP exams, however, are what offer the ultensaty in where a student is placed in

14



college writing classes after high school. So vératthe exams teaching our students about
writing? According to many scholars, the examsodiur students’ thought processes
regarding the writing process. Critics of the ARm have most consistently questioned it
because of the multiple-choice sections. Sylviaataly establishes the problem with multiple-
choice tests by arguing that they “‘cannot accomat@gersonal or ambivalent responses, even
though there is always uncertainty about auth@u@apose and tone, as well as a range of valid
interpretations’™ (gtd. in Jones 53). A large gartage of the grade for these exams depends on
those multiple-choice questions. As evidenceddsgarch, this type of question does not offer a
student a chance to interpret a passage in a upigeesonal or individual way.

Jeffery C. Markham, author of “Speaking My Minddden Dangers of the AP English
Exams,” offers additional reasons to be wary ofAReEnglish exams. The first, Markham
argues, is that “these exams encourage littleatedlie [or] the ‘testing of truth,” as they are
focused almost entirely on assessing skills ... heptvords, the tests focus on only half (at best)
of what we English teachers should be teachingtudents” (18). Another problem Markham
sees with the exam is that it teaches studentslieve that there is only one correct answer (19).
Markham states,

How can we endorse the idea that texts are sulgjextly one correct
interpretation? That the AP College Board or treecher has a monopoly on what
is “correct” I'll leave alone as patently offensivily conviction is simply that

it's a teaching crime to allow students even thesgulity of thinking that texts

are two-dimensional objects that admit only singterect answers. While many
students labor through practice multiple-choicéstasd then Part | of the actual

AP English Exam, they are quite aware that only @frthe five ‘bubbles’ is the
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‘right’ one. With this type of training and tesginvhy wouldn’t a student begin to

accept the idea that texts should have only onecbinterpretive answer? (19)
Here, Markam states it is a “crime” to allow stutdeto think that there is only one correct
answer when it comes to writing and analyzing prddeltiple-choice test questions do ask
students to pick the “best” interpretation of acgi®f prose, even if there are multiple and
perhaps equally good ways of interpreting the spi®ee of prose. The lack of individual
interpretation that the AP English exams consistesgem to teach is a disturbing issue.
Similarly, Gretchen Spear and Karen Flesher fourttieir research regarding AP students and
college writing that almost all AP students neettedvercome the message of the AP English
course and exam that they were finished develogsngriters. Specifically, the authors state,
“The students who avoided college writing requiratseclearly based their decision on that
message, much to their detriment as writers antelsawhile the students who took college
writing still had to resolve the puzzling contraehas between what they had been taught in AP
and what they were experiencing in college” (47).

Spear and Flesher found that their intervieweeg wéen perplexed as to why AP
English did not prepare them for writing in collegéhristiane Donahue and Elizabeth Wardle
consider the reasons for this lack of transfehairtwork related to this issue. First, Donahue
and Wardle insist that “writing teachers tend teusse as a given the ‘transfer’ of writing
ability” (par 1), and thus students are afforded/\few opportunities to make connections
between writing in and for various settings. Adxitlly, while Donahue and Wardle note that
the meaning of transfer depends largely on whomaske and what he or she believes, there are
some actions (or inactions) that do hinder transldrey state very clearly that “students’ pre-

existing conceptions of writing from other contegés prevent transfer” (par 7). Thus, if a
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student is lead to believe that she has learnatexk is to know about writing in AP English,
then the “puzzling” feeling Spear and Flesher foimtheir participants isn’t surprising. In a
similar study for my thesis research in 2004-2006und the results closely resembled those of
Spear and Flesher. A common theme concluded dthisgesearch was that almost every
student noted that a majority of his or her AP glasie was spent preparing for the test. These
students had a difficult time defining “good wriihand did very little, if any, prewriting,
drafting, revising (Parham 92). These sorts dédase not conducive to transfer of writing
knowledge or skills and they often leave studentk wlack of real knowledge about the writing
process.

Another concern with the AP exam is the issueladgment. Some of the “benefits” of
scoring a three, four, or five on the AP exam #tatlents and parents look to is advanced
placement or, in all reality, exemption from sonstfyear courses in college. Kristen Hansen
and fellow researchers conducted a study on tHaserpent issues at Brigham Young
University (BYU). Hansen and her team sought angje the institutional policy regarding AP
scores and placement at their university. Thecgoh question, which has been in place for
over forty years, is BYU'’s act of accepting incogstudents’ scores of a three, four, or five on
the AP English tests as exemption from first-yeanposition courses. Like BYU, many
colleges and universities use these scores tondieteistudent placement when they arrive on
campus. An AP exam score ofreieesignifies the student is “qualified,”faur states the
student is “very qualified,” while ive indicates the student is “extremely qualified’sempt
introductory college courses (“AP Exam Scores”).

With those tests scores, students at BYU wouldwrerded between six and twelve credit

hours to exempt them from basic and introductoiiege classes — three of which were first-
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year writing or composition courses (Hansen eB0dl According to their records,
approximately half of incoming AP English studee#sned a three on their respective exam(s)
(30). During their study of sophomores’ writingethfound that a score of 3 on the AP English
exams was unsatisfactory because they were ofteprepared for their future writing courses.
For instance, they concluded that their “resultsasthat students who score a three on the AP
exam and do not take a first-year writing courgelikely to suffer real consequences in
sophomore courses that require writing assignmednty’. Thus, students who scored a three on
their respective AP English exam and opted natlte & first-year writing course in college
seemed to perform poorly in their subsequent vgitiriensive courses in college.

The issue of accepting AP scores as a way for stade opt out of first-year writing
courses in college is a growing concern for stuslgrdrents, and educators. Even though, as
Joliffe and Phelan point out in their work, “thenma of the program is Advanc&lacementnot
AdvancedExemptior’ many parents, students, and others in educafiem see the program as
the latter instead (89). Also interesting is thual language used in the AP English Program’s
description booklet. In its overview of the AP Higly Program and placement, the literature
states, “The committees intend them both [refgrtonboth AP English exams] to be of equal
rigor in keeping with the standards of quality loé tAP Program, and they recommend that
students taking either course or exam receive airtriéatment by the college granting credit or
exemption or both” (4). Perhaps the Program oragw about promoting the idea of
exemption, but it seems it is now.

In one of only a few research studies to examiragbue of transfer and first-year
writing courses, Elizabeth Wardle writes that medtolars examine the issue of transfer on

course work and writing in professional communmatclasses, while positing that there is a
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need for the same analysis in first-year compasitiourses. “While the goals of FYC [First

Year Composition] are debated in our journals fdoe that nearly every student is required to
take FYC suggests that administrators, policy mgkearents, and students expect the course to
prepare students for the writing they will do laten the university and even beyond it” (65).
Wardle makes a valid point, and one that can beetiand applied to the AP English courses as
well. Many students take these courses becauseémeseceive placement credit for first-year
writing. Thus, the material learned in this clabsuld do two things: 1) represent what is
learned in FYC and 2) prepare students for whatdleead in their college work and beyond.

To investigate the issue of advanced placemeridurthe following chapter explores
activity theory and the role it plays in this resdaproject. Additionally, an analysis of the
methods used will be considered, including theafsbetorical analysis as one lens to view
AP’s publicity materials. Chapter three will offan analysis of the activity system of an AP
English Literature and Composition classroom, whikepter four will explore the activity
system of a first-year writing classroom. FinalBhapter five will close the analysis by positing
the relationship between AP English, First-Year @osition in college, and the theory of

transfer.
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Chapter 2: Theory and Methods
In order to expand the current research base delateriting transfer and the activity
system(s) of a writing classroom, this project ies two key areas of study: 1) collection and
analysis of qualitative data gathered from obséatof AP classes and first-year composition
classes and surveys of both sets of teachers adéergs; and 2) a rhetorical analysis of products
that the College Board creates to frame AP forhees; students, and parents. To center this
project theoretically, both activity theory andriséer theory are utilized as tools of analysis;
moreover, the project’'s impact on transfer theoily/bve fully discussed in Chapter Five.
According to her work “Transfer, Portability, Geakzation: (How) Does Composition

Expertise ‘Carry’?” Christiane Donahue writes thativity theory, which has been around for
over a century in fields such as education andhpsggy, was first introduced to the field of
composition in the 1990s to understand learninfgl@geloping within activities and networked
systems of activities” (152). In her discussionaativity theory as it relates to writing, she
writes,

What counts as expert knowledge and skill is défifielin each activity system,

and experts expect to need to negotiate, to chgdeds, and so on ... Writers, as

Smit suggests [iThe End of Composition Studiefll back on general

knowledge precisely when they find themselves dtih@r domain of expertise,

while expert writers see analogies across genmsamexts that novices do not.

(152)
In “Transfer, Transformation and Rhetorical KnowgedInsights from Transfer Theory,” Doug
Brent posits that rhetorical genre theory, madeoiasrby Carolyn Miller (1984), and activity

theory are similar with the exception that activltgory includes the additional focus on motive



(400). He writes,
Activity theory takes the discourse about genresraetorical exigencies into the
related but larger world of activity systems in geal. The most salient feature of
activity theory is that motives are an essentiglde between mere operations—
the small, routinized actions that we perform eway—and the activity systems
to which they contribute. (400)

Activity theory, then, offers a unique way for rasghers to view a community, organization, or

classroom in order to piece together both the ioitpdind explicit actions operating in each.

Additionally, the idea of motive — reasons an ati®performed or not performed — is a
key element of activity theory that makes it usédulthis study. Kain and Wardle write that
activity theory, “which is derived from the work bbth Vygotsky and Leont’ev posits that
activities are informed by the specific settingd amtives of people involved in them, as well as
by the larger socio-historical and cultural netwsodt which they are a part” (120). Both first-
year composition and the AP Program are situatéanvich cultural and historical networks.
Those networks in turn inform much of what goesroand out of the classroom.

Similarly, in her discussion of transfer from afifyear composition perspective,
Elizabeth Wardle emphasizes the need to choosesddaise when studying transfer, and she
discusses three conceptions of transfer. Agaenfdimation of transfer most applicable to this
project is the “activity-based” concept (68). Wardrites that this perspective “focuses more
explicitly on interactions between individual lears and contexts but expands the basis of
transfer from the actions of individuals to theteysatic activity of collective organizations,”
and she further quotes Tuomi-Grohn and Engestromsitdite that “’the individual’'s learning is

understandable only if we understand the learnfrigeactivity system’ (68). Essentially, as
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Kain and Wardle noted, looking at the larger samitiural and historical contexts in addition to
the activities visible in the classroom will off@much wider view of both AP English and
FYW. Both the observations of the classroom sgéteind the analysis of the textual documents
will provide rich descriptions of the inner workmgf both systems and what, if any, knowledge
or activities articulate between them.
Taking these concepts a step further, King Beaatioa of “Consequential Transitions:
A Developmental View of Knowledge Propagation Thgloisocial Organizations,” prefers to
use the terngeneralizationwhen referring to transfer. Beach’s concept afegalization
includes traditional conceptions of transfer butlsio adds in the importance of individual
activity and its relation to social organizatiori)4 Beach argues, “starting at the ‘task’ is no
longer beneficial. We argue the reverse, that gdization is best understood as a set of
processes that relate changing social organizasindsndividuals between tasks embedded in,
and constituted by, this larger set of relatio®l)( In “Transfer and Transition in Vocational
Education: Some Theoretical Considerations,” D&wadlle and Michael Young use Beach’s
idea of generalization in order to offer two kegrakents that will influence knowledge
generalization (or transfer):
First, learners need to be supported to particippada activity system that
encourages collaboration, discussion and some ébrnsk taking’. Second,
leaners need to have opportunities to share amspaged by a common motive
for undertaking a specific learning task. (74)
These two points are vital to consider in this agsle project because | seek to locate these
elements during my observations of the AP classrodmother words, | ask, are these students

working together on projects, are they engagingoimmon motives to accomplish a written
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task, are they discussing concepts such as audigemgmse, context, and so on?

The activity system or “systematic activity of @utive organizations” for this project
would be the AP English Literature and Compositiassroom and the first-year composition
classroom. Essentially, the “mere operations’hef AP English course and the first year
composition classrooms are intended to be sinfileibase our knowledge on AP publicity
material, but are they really? The observatiortssaanvey material, discussed at length in
chapters three and four, help to uncover the mgtehind the kinds of writing, the teaching
styles, and the reasons for taking these cour3é following offers a visual representation of

activity theory by displaying what is commonly neéd to as the activity triangle (see Figure 1).
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Figure 1: Activity Triangle
Activity System

Tools
Physical objects and systems of symbols
(like language, mathematics) that
people use to accomplish the activity.

Motives
Purposes, reasons
Subject for the activity
Person or people
engaged in activity Object _ ~ Outcome
who are the focus of Problem space  Desired goals
a study on activity. /! € > N\ of activity
< > < >
Rules . Division of Labor
Laws, codes, conventions, Community How the work in the
customs, and agreements People and groups whose activity

knowledge, interests, stakes,

an Is divided among
and goals shape the activity

that people adhere to while
engaging in the activity

Adapted from Kain and Wardle’s “Building Contextsidg Activity Theory to Teach About Genre in Mulfiajor Professional
Communication Courses.”

For the purposes of this project, the terms wildke&ned and analyzed as follows:
Tools

In order to uncover the “tools” used in both sygste| gathered syllabi and assignments
from both courses, one AP English Literature anch@asition course and one first-year

composition course. Additionally, “tools” suchiasclass activities were also observed over the
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course of the semester. Because “tools” includgsipal objects, | have included a detailed
description of both classroom spaces.
Motives
The reasons or purposes for the activities cdodaged in both the observations (what
the instructor asks students to do) and the surviythe surveys, | asked questions in order to
understand why students signed up for the coursgafding both “tools” and “motives,” Kain
and Wardle write,
The mediation of activity with the use of toolsttEmgestrom describes as one of
the most significant aspects of activity systemafisrmed by the immediate
experiences of the people involved in the actiaiywell as by the history of
experience associated with the tool, that is, whaés created to do, how it has
evolved, and what interests and goals communitest toy adopting specific
tools. The choice and use of tools can inhibiaeilitate group cohesion,
empower or disempower people in activities, andtlonexpand discursive
activity. (121)
Analyzing the “tools” in addition to how they aread in the classroom, like timed writing
assignments or practice AP test questions, andhtinkose “tools” to the larger context of both
systems provides a richer analysis because it all®ito see not only what those at the AP
Program state is done in the classroom and wlzthigeved via the exam, but also it affords a
way toobservehe reality of those systems.

Division of Labor
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The division of labor can be analyzed using theeokations and the textual
representations of both activity systems, anddiuides how tasks and knowledge are distributed
across the system (121).

Community

There are many stakeholders within this projddte textual representations, like the
Program’s Annual Report to the Nation, its webgtahlicity materials, and outcome statements
for both courses, are very useful for this analy&ier example, the College Board, the high
school, the college, students, teachers, areaiéhblders in the community and each shape the
activity.

Rules

Items like the AP guidelines, FYC guidelines, aytabi for each course are used for
this analysis, in addition to observations that shiow the natural routines or practices of the
classroom. Kain and Wardle posit that rules “ideldiormal requirements, informal habits of
work, and shared conventions that shape the actwid operate in the boarder social context”
(121).

Subjects

The subjects for both activity systems includeittstructors and students. The subjects

are essentially those who directly participatehia activity under study and will be discussed

more thoroughly in the next section.

Research Methods

In order to analyze the activity systems of theE&®jlish course and the first-year

composition course, several research methods vidized. As previously stated, many
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research projects have used a variety of methatdisdimg surveys, interviews, grade-based
methods, and historical research, yet none astdfaxe approached the program through the use
of observation. This project utilizes observatitorsseveral reasons. First, this method attempts
to offer not only a holistic view of the coursesrngeobserved, but it also offers “rich detail that
can lead to a better understanding of” those csuiidacNealy 199). Second, through the use of
triangulation by reviewing and merging data fromethsources -- observation,
surveys/interviews, and textual representationisis-research project seeks to offer a fuller
presentation of its findings. There are three megearch questions:

1. Inwhat ways, if any, does a high school AP Engtisbrse function similarly to a first-

year college writing course, and thus are the tyuovalent?
2. What attitudes/learning behaviors are promotechbgé activity systems?
3. How might those systems impact transfer of writtngwledge?

At the heart of this analysis is the question oéthler or not an AP English course functions in a
manner that makes it equivalent to how a first-ye@dting course in college functions.

This project used observation as its primary mefoodathering data. Initially, three
classrooms were selected for study: 1. AP Englesfiguage and Composition, 2. AP English
Literature and Composition, 3. College first-yeaitiwg course. Because observation allows for
flexibility, | also surveyed students in order tatlger even more information. In addition to the
guestions listed below, | was aware that this kihdnalysis lends itself to the possibility that
several other questions would evolve during thdystiself. However, the following offers
some guiding questions for my observations andnipinitial survey of the teachers and
students.

Sub-questions — Observation:

o How are concepts of purpose, audience, authoreattiadtonstructed in the classroom?
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e How is the class time being spent?
0 Practicing timed writing?
o What sort of writing assignments are students prod?
o How are they participating in collaborative writiagsignments?
o How are they actively engaging in the writing pregdncluding pre-writing, drafting, and
revising?
o How are they engaging in peer review activitiestoe-on-one conferences with the instructor?
¢ How often are they practicing answering exam qoasf
Additional questions related to the observation laal constructed using the “Course Outcomes”
as written in each course’s printed materials.
Sub-Questions — Surveys
Instructor Questions:
e Are you familiar with the outcomes statement fa &P English Language and Composition
course?
e Why are you teaching this course?
e How does one become qualified to teach this course?
¢ How did you decide on the kinds of assignmentg¢ate and assign?
¢ How do you think these assignments will help stasléater in college?
e How is AP English advertised in the school?

¢ How would you describe your AP English course?

AP English Student Questions:
e Why are you taking this course?
e How is AP advertised in the school?

¢ How would you describe your AP English class?
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e How would you describe your AP English course?

¢ How do you think the assignments in AP will helpuylater in college?

FYC Student Questions:

o What kind of English did you take in high schoolhy¥
o Why did you take this course?
¢ How did your high school English class prepare fgowriting in college?

o How will this class (FYC) prepare you for writing your other college classes?

Copies of the full surveys are provided in Appendlix

As previously stated, this research project incaafeal a variety of methods, mostly
qualitative, to fulfill its objectives, and the pect received IRB approval from both institutions
of higher learning that the study impacted. Ifiifighree courses were selected for the case
study:

1) an AP English Language and Composition course,

2) an AP English Literature and Composition couese]

3) a first year composition course at a local gdleniversity.

All courses were selected from the available optioneastern North Carolina, specifically the
Wilson, NC, area. It must be noted here, howeawatt, | was unable to obtain consent to survey
and observe the AP English Language and Compogitiarse. This course was being taught
for the very first time at the high school, and toeirse was comprised of juniors who were
apprehensive about signing the consent form. Aépeated attempts to further explain the
study and consent to the instructor and studemsAP English Language and Composition
portion of the dissertation project had to be dexpdue to lack of consent. Losing this portion

of the project was unfortunate because therelisvaich to be learned from observing an AP
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English Language and Composition classroom. Famgme and as already mentioned in
Chapter 1, the AP Language and Composition progsahe one described as most like a first-
year composition classroom; thus, advanced placeareaxemption from an introductory
writing course in college is allegedly most fittimgnen paired with this particular AP English
course. However, | was able to proceed with theEABlish Literature and Composition course,
taught by a veteran teacher and comprised of senibis course also offers exemption from
introductory college writing courses, and givenpitgularity, it remains an important space for
study. The AP English Literature and Composititass | observed included sixteen students,
eleven females and five males. Of the eleven fes&bur were African American and the
remaining seven were Caucasian. The five maledledmwere all Caucasian.

The first-year writing course observed was housealsmall, private, four-year liberal
arts college in Eastern North Carolina, in the saaggon as the high school; it is a college that
accepts a number of students from the high schstoidied. Likewise, because its faculty and
curricula are easily accessible to the high schbskrves as a point of cultural and curricular
reference for the teachers and students at thekahloich makes it a useful barometer for
tracking transfer and articulation. The approxenatrollment at this institution annually is
1,200 students from over 30 states and 16 countfigs first-year writing class was observed
during the spring 2013 semester. The instructtdshihe rank of Professor and has been
teaching at the institution for over forty yeai@he first-year writing class included eighteen
students. Of those eighteen students, nine waraléeand nine were male. Of the nine females,
two were African American and the other seven v@aacasian. Five of the males were
African-American and four were Caucasian.

Once the courses were selected, | began my inibsérvations. Observations of the
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three courses were taken using a pen and papeodhetid were conducted over several months
during the Spring 2013 semester. While | hadtaohsctivities to look for (based on the
outcomes for each course), | worked to remain apearew questions and possibilities in order to
remain flexible with what information naturally gented itself. | kept a journal for the
observations and took field notes regarding theriies and discussions happening during the
entire observation period.

After the observations were conducted, | typedhgpimformation and coded it for places
where the two courses may have overlapped in th&tussions or work, or for places where
there were stark differences. Additionally, thBormation received from the classes and the
surveys were then further analyzed and compar#tetourrent textual material provided by the
College Board regarding the AP Program. The teglenof rhetorical analysis was used to
investigate the persuasive techniques the CollegedBuses to entice both potential students and
parents to partake in AP’s offerings, particuldHgse related to the AP English courses. In her
discussion of analyzing discourse, MacNealy wiited “studying discourse enables scholars to
add to a body of knowledge in a particular disaplby making data-based inferences about the
person(s) who created the discourse, the audiérfoehe discourse, and the social and
political context for the discourse” (124). In esse, rhetorical analysis allows a nuanced look
at the Program’s materials and their potential ichjpa interested educators, students, and
parents. The particular textual documents chosethis analysis were located on the College
Board’s website and various sections of AP Cergtnakbsite, especially those related to both
AP English programs. Additionally, | looked at A&nnual Report to the NatiorA close
analysis of this information will open in the nektapter, beginning with the activity system of

AP English Literature and Composition.
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Chapter 3:
Activity System of AP English Literature and Compogtion

While there is a plethora of material one couldérae through regarding the AP
Program, this chapter will explore two key elemeftthe College Board’s AP Program. First, |
investigated its textual production using materiaken from AP Central’s main website, the AP
English website and downloadable manual, as wedbase of AP’sAnnual Report to the
Nation These documents provide a rich look at thosemvtiee College Board targets and what
the publicity material aims to accomplish. In dobohi to the textual artifacts, information
gleaned from the survey responses of students lasehations of class time provide the second
lens of analysis that uncovered how these texttighets are embodied in an AP English
Literature and Composition classroom in EasterrtiNGarolina. The intent is to provide a rich
look at what the activity system of this particuld? English class looks like to later compare it
with the activity system of the first-year compasitclassroom (discussed in Ch. 4) and to

discuss how both spaces help inform, if at allfimgi transfer (discussed in Ch. 5).

AP English Literature and Composition: HistoricabsSocio-cultural Background

To begin with, the two AP English courses and sgbsat exams are very popular
avenues for students to begin their journey ofiabtg college credit while still in high school,
as evidenced iAP’s 9" Annual Report to the Natiorin 2012 alone 780,024 graduates left high
school having taken an AP Exams in English, HistorySocial Science. Of those graduates
441, 671 received a score of 3 or higher in thasaglines while in high school (26). The
information is then further broken down to indicttat 358,136 students in the class of 2012

took an AP English Language and Composition exanilgv16, 840 students took the AP



English Literature and Composition exam (27). ©he/ other exam that comes close to
matching the number of students who take these Aghdh exams is the AP United States
History exam (344,938 exams) (27). The populasftthese courses is intriguing and ripe for
further analysis.

In order to provide an overview of AP English imgeal, the College Board AP provides
a manual available for download on its websiter dach AP subject a Development Committee
works to provide descriptions of typical collegeirses and to assess what would be “equivalent
achievement” in them (“AP English Course” 4). Salsdn turn use that information to develop
courses and assignments that students enrolledimAP courses could complete and proceed,
if successful on the College Board’s exam, to adedrcourses at participating colleges. AP
English courses, however, offer a bit of a chaleet@gthese Development Committees. As
previously noted, first-year composition in collegféen varies from college to college, so the
committee is tasked with developing a course, twihe case of AP English, that reigns in some
of the diversity that is first-year writing.

The committee came to the conclusion that since stadents begin their college
writing career with a course in expository writiagd then matriculate to courses that later focus
on literature, students would benefit from two sepmexams: AP English Language and
Composition and AP English Literature and Composi{fAP English Course” 4). The AP
English Language and Composition course and exa®sisribed as being most equivalent to
first-year writing in college. The course is desd to engage “students in becoming skilled
readers of prose written in a variety of rhetorimahtexts, and in becoming skilled writers who

compose for a variety of purposes” (7). The litiera goes on to state that the goals of this
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course are diverse since college composition offeraried curriculum in each setting.
However, the course description manual states,
The overarching objective in most first-year wigficourses is to enable students
to write effectively and confidently in their cofje courses across the curriculum
and in their professional and personal lives ... A8he college course, the
purpose of the AP English Language and Compostioumse is to enable
students to read complex texts with understandmbta write prose of sufficient
richness and complexity to communicate effectiwveiyh mature readers. An AP
English Language and Composition course should $tefents move beyond
such programmatic responses as the five-paragsgay e. (7)
This particular program was recently re-designeldaiee a stronger focus on rhetoric and
composition. As mentioned in Ch. 1, the AP Engligist Development Committee and
members of the WPA met together in 2002 to begnoudisions of how this course should be re-
designed to distinguish it from its parent cou/sie,English Literature and Composition, and
align it more with first-year composition (Puhr 74)

According to Puhr, as a way to align the two cositbe AP English Language course
now includes a broader focus on rhetorical analgigfined as “the meaning, purpose, and effect
of various types of rhetoric, including print andual texts from many disciplines, as well as the
nature and operations of the appeals used in tijéd)” Also, as first-year writing courses often
have a set of outcomes that defines them, sudioae tiuthored by the Council of Writing
Program Administrators, the AP English Language @aohposition course recently prescribed a

set of outcomes intended to match those of first-gemposition (See Table 2).
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Table 1: Outcomes — WPA and AP English Language and Composition

WPA Outcomes Statement for First-Year

Composition

Rhetorical Knowledge
By the end of first year composition, students

should
[ ]

Focus on a purpose

Respond to the needs of different
audiences

Respond appropriately to different kinds
of rhetorical situations

Use conventions of format and structure
appropriate to the rhetorical situation
Adopt appropriate voice, tone, and level of
formality

Understand how genres shape reading and
writing

Write in several genres

Critical Thinking, Reading, and Writing
By the end of first year composition, students

should

Use writing and reading for inquiry,
learning, thinking, and communicating
Understand a writing assignment as a
series of tasks, including finding,
evaluating, analyzing, and synthesizing
appropriate primary and secondary
sources

Integrate their own ideas with those of
others

Understand the relationship among
language, knowledge, and power

Processes
By the end of first year composition, students

should

Be aware that it usually takes multiple
drafts to create and complete a successful
text

Develop flexible strategies for generating,
revising, editing, and proof-reading
Understand writing as an open process
that permits writers to use later invention
and rethinking to revise their work
Understand the collaborative and social
aspects of writing processes

Learn to critique their own and others’
works

AP English Language Course Outcomes

Upon completing the AP English Language and
Composition course students should be able to
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Analyze and interpret samples of good
writing, identifying and explaining an
author’s use of rhetorical strategies and
techniques

Apply effective strategies and techniques
in their own writing

Create and sustain arguments based on
readings, research, and/or personal
experience

Write for a variety of purposes

Produce expository, analytical, and
argumentative compositions that
introduce a complex central idea and
develop it with appropriate evidence
drawn from primary and/or secondary
sources, cogent explanations, and clear
transitions

Demonstrate understanding and mastery
of standard written English as well as
stylistic maturity in their own writings
Demonstrate understanding of the
conventions of citing primary and
secondary sources

Move effectively through the stages of the
writing process, with careful attention to
inquiry and research, drafting, revising,
editing, and review

Write thoughtfully about their own
process of composition

Revise a work to make it suitable for a
different audience

Analyze an image as text

Evaluate and incorporate reference
documents into researched papers



Learn to balance the advantages of relying
on others with responsibility of doing their
part

Use a variety of technologies to address a
range of audiences

Knowledge Conventions
By the end of first year composition, students

should

Learn common formats for different kinds
of texts

Develop knowledge of genre conventions
ranging from structure and paragraphing
to tone and mechanics

Practice appropriate means of
documenting their work

Control such surface features as syntax,
grammar, punctuation, and spelling

Composing in Electronic Environments
By the end of first year composition, students

should

Use electronic environments for drafting,
reviewing, editing, and sharing texts
Locate, evaluate, organize, and use
research material collected from
electronic sources, including scholarly
library databases; other official databases
(e.g., federal government databases); and
informal electronic networks and internet
sources

Understand and exploit the differences in
the rhetorical strategies and in the
affordances available for both print and
electronic composing processes and texts
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Although the AP English Language outcomes are rakdn up into categories like those
on the CWPA's, one can still see the a parallaivben the two. While both sets of outcomes
focus on writing for different audiences and pugm$aying attention to the entire writing
process, and learning to control grammar and syataxissing link in the AP English Language
outcomes is the mention of the collaborative araad@aspects of writing. Working
collaboratively on a piece of writing and peer eaving others’ work is an outcome of most
first-year writing courses as well as a skill thailt be utilized time and time again in the
workforce. While the lack of collaboration is reoshocking a discovery, it is still a concern.
Writing, specifically as it relates to the readwfgand writing about literature, for a long timesha
been viewed as a highly individual, expressive essc Espousing Romantics’ assertions
towards teaching writing, Russell states, “A propa@ucation produces deep thoughts, which
cannot help but find their proper expression. Amelthoughts that most improve one’s writing
naturally come from studying the great writers, tiasters of the art which cannot be taught”
(136). He goes on to state that Romantics belieaEliterature, not rhetoric, is really what
improves students’ being and that “the role of Esfgtiepartments in writing instruction is thus
to teach liberal culture though imaginative literat’ (136). “Collaborative” work can be seen
as infringing on the individual “genius” that hasdm so prized by Romantic thinkers and
writers. The AP Outcomes seem to do little tougsthe dominance in high schools of certain
Romantic notions of literature and writing.

Unfortunately due to circumstances beyond my abntwas unable to observe the AP
English Language and Composition course at the $sgbol where | conducted my research.
Several factors, | believe, contributed to thid.fa€irst, the students would not consent to the

observations. | spoke to the class on at leasetbccasions and explained the study each time,
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but I later found out that many feared | would talketoo much of their personal, out-of-class
time. Second, the teacher was new to teachingdtese. Unlike the AP English Literature and
Composition instructor, who had seventeen yearsSFoEnglish under her belt, the AP English
Language and Composition instructor had never tatlghcourse before. In fact, this was the
first time the course was being taught at that schGhapter 5 explores other possible reasons
for the lack of consent, implications, and ideasfiiture research related to the AP English
Language and Composition course because its presgetite larger activity system of the AP
Program is significant for educators, studentszarénts alike.

While | was unable to study the AP Language anch@zsition course in depth, the fact
that it now exists as a highly desirable optiongasgs that many, including those involved with
ETS, the College Board, AP, principals, teachdtglents, and parents, feel it is a necessary tool
for advanced preparation for college and exemgtimm certain “introductory” courses.
Likewise it is useful to return to it periodicalg | discuss the AP Literature and Composition
course because its existence suggests the longigubiterature and Composition course has
been “freed,” in some ways, to do even less othirggs important to writing transfer in the
context of a college-level first-year writing coers

The AP English Literature and Composition courae & much different focus from the
AP English Language and Composition course: iesghed to engage “students in the careful
reading and critical analysis of imaginative litera” (English Course Descriptiof9). The
course students may take to prepare for the exam éxtensive study of representative works
from various genres and periods. The College Bsawn publications describes an overview
of the course and offers a list of recommendedaatand works for AP teachers to use, but

none are mandatory. Some of the recommended auticdude Elizabeth Bishop, William
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Blake, T.S. Elliot, and Chaucer for the poetry geGtTennessee Williams, Shakespeare, George
Bernard Shaw, and Oscar Wilde for the drama sediamnery O’Connor, Virginia Woolf,

Alice Walker, Bharati Mukherjee, and Jane Austarthe Fiction section; and Joseph Addison,
Gloria Anzadula, John Stuart Mill, and E.B. White the Expository Prose section (53). The
course packet emphasizes that students are tdogktreading skills that include the

“experience of literature, the interpretation ¢édature, and the evaluation of literature” (49).
These guidelines serve as “rules” within this ARJl&M system, yet they are informal as none
are actually required but only suggested.

In addition to reading literature, students woll,course, write in response to the literature
they read. Those responses may be in the formtafat analysis or creative works as both have
the goal to “increase students’ ability to expleli@arly, cogently, even elegantly, what they
understand about literary works and why they intrghem as they do” (51). The overview
further states that the writing instruction in #ieé English Literature and Composition course
should emphasize understanding the elements @&, stifending to grammar and correctness, as
well as organizing ideas using coherent and pergiéanguage (51). Furthermore, the
following is a list of what AP English posits agylsstic maturity”:

e A wide-ranging vocabulary used with denotative aacy and connotative
resourcefulness;

e A variety of sentence structures, including appaipruse of subordinate and coordinate
constructions;

e Alogical organization, enhanced by specific tegnes of coherence such as repetition,
transitions and emphasis;

e A balance of generalization with specific illusivatdetail; and
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e An effective use of rhetoric, including controllibgne, maintaining a consistent voice,
and achieving emphasis through parallelism andhastiis. (51)

These points do include several aspects of botiCWEA Outcomes and the outcomes for the
AP English Language and Composition course; howelierreal difference is the level of focus
placed on literature as opposed to writing andaret Also, the group’s definition of rhetoric is
anemic. Rhetoric encompasses so much more thautfaee level definition provided by the
Program’s guide. A more current and useful dabniof rhetoric is one that encompasses
exigency, logos, ethos, pathos, context, as weldlrdagig as a civic act. This lack of agreement
on what constitutes rhetoric fully emphasizes aigape two system'’s views. Finally, a portion
of the overview also discusses in more detail thdskof writing one may experience in the AP
English Literature classroom. In addition to wrgfiabout literature that will likely involve
composing texts ranging from informal, exploratamyting to critical analysis and revision, the
booklet also states that “some writing assignmehtaild encourage students to write effectively
under the time constraints they encounter on essams in college courses in many disciplines,
including English,” and, not ironically, the AP Hrsfp examination itself (52).

While the document used to compile this brief oiex of the two AP English courses is
a “tool” and part of what one could also consider trules” of the activity system of AP English
in general, the first point of analysis to explatere in depth is motive. Why are students

signing up for these two courses in such high velam

AP English Literature and Composition: Motives

Neither AP English course is a mandatory firsp stetaking either AP English exam, but
many students sign up to take the courses anywagording to the results obtained during my

initial survey of students enrolled in the AP EsblLiterature and Composition course |
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observed, the main reason students signed updaraiwrse was becat they heard they coul

receive college credit for taking the course anskpay the exam. Table 3: Motives offel

visual overview of top three reasons students &t

Table 2: Motives: Why did you enroll in this coursé&
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OTHER — (reasons providedby the students)

#1 Reason why OTHER:

#2 Reason why OTHER:

#3 Reason why OTHER:

“Pushed myself to go above and beyond avel
“mental challenge

“I didn’t know | could take 1B

“to get into college without taking 1B Englis

“l wanted to’

“wanted the 2 extra GPA poin

“My girlfriend told me | was too smart to take Hosdenglish IV’
“students said it was a great class to t

“l wanted to take it

It should be no surprise that students’ numberreason for taking the course is beci they

heard they could receive college credit for sudodlggpassing the exam. With one visit to ¢

AP website, whether AP Central, AP Students, cARrcourse overview page, informati
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about “getting ahead in college” is aptly placedlom site to attract students and parents to this
information (“AP Students — AP Courses and Exam3his notion of “getting ahead” feeds the
idea that education, particularly at the collegeleis a commodity for which one can purchase
an advanced pass in order to move up to the nestt I§he AP Program’s website offers more
examples of this line of thinking.

On the AP Students website under “Explore AP —Rbwards”, the first image that
greets visitors is a bright purple banner withithage of a hand holding a thermometer that is
colored in at 82%. The caption reads: “AP is yiome — well spent. 82% of students say AP
courses are more worthwhile than regular cours@sig Rewards”). The next bold heading just
below the image states, “Put AP to Work for Yo 'he remaining information in the middle of
the page is broken down into three sections, vatthesection set off by a different point written
in bold, bright blue ink. The first section red@and Out in College Admissions”. The idea
presented in the two paragraphs that follow is liyalaking AP courses, the student is “telling”
college administrators that he/she has what itstédde successful in college because AP
classes “have to provide a curriculum that meellege standards.” The second point situated in
the middle of the page states “Earn College Créditse two paragraphs that follow the heading
describe the rising cost of college education &edact that taking AP courses can help students
save on college expenses. This section clearhyhasipes higher education isn’t cheap and uses
pathos to appeal to both parents and studenstatés,

As college costs grow each year, the prospectmirmang education becomes
less and less of a reality for many high schodaletts. By making it through an
AP course and scoring successfully on the relatedram, you can save on

college expenses. Currently more than 90 perdectli@ges and universities
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across the country offer college credit, advandadgment, or both, for

qualifying AP Exam scoresThese credits can potentially save students and the

families thousands of dollars in college tuitioee$ and textbook costs, which can

transform what once seemed unaffordable into samgethithin reach (emphasis

added)
In Metaphors We Live By.akoff and Johnson discuss metaphors as paudroéweryday life,
language, and reality (3). Here the website empbaswo main points: our time is important
and our money is valuable, so we should be surgpead each wisely. When explaining
metaphorical concepts, Lakoff and Johnson givee@nple of “time is money” to show how
our culture typically represents time as a valugbleamodity (8). They write, “Corresponding
to the fact that wactas if time is a valuable commodity—a limited resmjreven money—we
conceive ofime that way. Thus we understand and experianmeeds the kind of thing that can
be spent, wasted, budgeted, invested wisely olyp@aved or squandered” (8). The AP
website makes use of this American commonplaces |dilge image of the thermometer
emphasizes that AP is not just time, but it is timel spentfurther suggesting time is a
commodity. It is something that can be “well spepérhaps in an AP class, or wasted. This
line of reasoning all suggests that other high sthiasses are a “waste of time,” perhaps, or that
maybe general education college courses, like ceitipo, are a “waste of time.” The website
also personifies the rising cost of college asdreesary and the College Board’s program as a
savior. The repeated use of the term “save” alpeals to parents and students in these
uncertain economic times. This sentiment is oagigprominently placed throughout AP’s

participating websites.
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To continue that theme, the third and final sectbthe page discusses how one can
“Skip Introductory Classes”. This theme direc#yates to the previous one on saving money
because by skipping introductory classes and bymassme of the college’s or university’s
general education requirements by receiving APigrede can move directly into upper level
courses and therefore potentially cut off a semestentire year’'s worth of classes. Again, the
idea of trading an AP class for an introductoryieme class reflects the theme that these courses
are commodities, like cards in a deck that canrdwed, rather than important spaces where
valuable learning happens, devaluing what happettsesse courses. A final interesting
connection to make here is the use of the ternndthtctory” to label the courses one would
potentially be exempt from in college. The ide#hist if a course is “introductory” and a student
has had similar kinds of courses in high schodaaly, then he should have built up a base of
knowledge and is ready for the next level of leagni However, these first-year courses in
college are actually “foundational,” not just indtactory. If these courses were labeled as
“foundational” instead of “introductory,” a diffemé¢ connotation could be derived because a
“foundational” course is one someone wouldn’t darss because it sets tfwindationfor his
new career as a college student. These collegeenteferenced on the website are in many
waysfoundationaland should not but merely overlooked as only tidtrctory.”

The second reason stated for why students enriolldet AP English Literature and
Composition course was because their friends vediiad the course. Peer influence is a huge
motivating factor for students at this age. Whetedshow they heard about the course on the
initial survey, only two answers were marked. Tenber one way students heard about the
course was because “a friend told me about itheMitudents checked that box, while the

remaining five stated “a teacher told me about ittie third ranked reasons as to why students
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took the course is because their “parents encodrdugen to take it”. Other reasons for taking
the course varied. Several students mentionedieede be “mentally challenged” while
another student stated he did it for the “2 extia.&. points.”
Another aspect of motive to explore is the desoettome of the activity. What do
students hope to achieve by taking this course®fiBt, what are the stated outcomes of the
course according AP’s material? As part of therseunaterials that parents and students can
browse for more information on the course, a saditer the introduction states the goals as
follows:
The course includes intensive study of represestatorks from various genres
and periods, concentrating on works of recognizedary merit such as those by
the authors listed on pages 52-53. The piecesahasite and reward rereading
and do not, like ephemeral works in such popularegas detective or romance
fiction, yield all (or nearly all) of their pleases of thought and feeling the first
time through. The AP English Literature and Conpms Development
Committee agrees with Henry David Thoreau that wisest to read the best
books first; the committee also believes that seetding should be accompanied
by thoughtful discussion and writing about thoseksoin the company of one’s
fellow students. (49)

The emphasis placed on reading (a certain typkt@fture is clear. Additionally, Ms. Roger

the AP English Literature and Composition instrudtobserved, created two separate syllabi for

the course: a CollegeBoard version, which was stibdhfor approval via the course audit, and a

class version (See Appendix B for AP Materials)hi/both versions include a brief

1 Ms. Roper is a pseudonym. All names related to the observations and surveys of teachers
and students have been changed to protect their privacy.
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description of the course cribbed from the CollBgard’s website, she further emphasizes the

literature heavy course by stating the following:
The reading requirements in the course are rigo@agP English is meant to
emulate college-level courses. Thus, students bruptepared to have a reading
assignment every night. My expectation is that ggéndent can devote one hour
per night to read the assignments; however, thédldesome nights that more
time is required for longer novels. AP English alequires students to write
reflectively, analytically, and persuasively. Wi instruction will include
attention to developing and organizing ideas iaGleoherent, and persuasive
language. Students will learn how to develop ac&bin writing and how to
develop stylistic maturity by using sophisticatextabulary, a variety of sentence
structures, specific illustrative details, and efifee tone. We will also practice
how to write timed essays both for the SAT andiier AP exam. Students are
required to keep a reader-response journal to goapythe assigned readings.
These journals will include reflections about teading assignments. Usually, |
will assign a topic or two per literary work. Oftestudents will be expected to
respond to a quotation from a work and argue lessesmce and validity. | will
take up the journals each grading period. Genesgiyaking, students must have
ten journal entries per grading period. (Roper,ll€® Board version”, 1)

In her description of the course, Ms. Roper alsoiporates objectives related to the writing

portion of the course and the fact that the coigseipposed to be like that of a college-level

course. On the first day | observed her class,Réper talked to me about the letter she sends

students at the beginning of the school year, matithe heavy reading load and mentioning the
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summer reading test at the beginning of the y&&e stated, “I send a letter with a picture of a
stack of books to remind them about the seriousoiesee class and the amount of reading they
have to do” (Roper, observation, 11/11/12). Thieteand syllabi were accurate; the reading
load was heavy. Students read a lot over the emfrey observations, approximately six
novels and several poems and short stories.

In the class version of her syllabus, Ms. Ropersatdt students will have three major
academic goals in AP English over the course otth®ol year: “1) Read. 2) Write. 3) Discuss”
(Roper, “Class Version”, 1). Here she also furégr@phasizes the course as being equivalent to
college-level work so expectations are high. Imshased on both the material provided by the
College Board and that provided by Ms. Roper, tiiea@mes of the course are focused on
conducting close readings of literature, writingl aeflecting about the works read, and
discussing those works openly in the classroomwinatt are the students’ goals for the course?

According to the initial survey, students’ numbee perceived goal or consequence of
taking the course was because they believed itdvordpare them for writing in college (See
Table 4). It can be assumed that since the infoom&hey can gather via AP’s course website
about the possibility being able to exempt firstayeomposition in college for successful AP
scores that students would then correctly ascettaitnthis course will in fact prepare them for

writing in college.
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Table 3: What do you think this class will do for ypu?

=
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w #1 Perceived effect of course

u #2 Perceived effect of course

#3 Perceived effect of course
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Improve my Improve my Prepare me Other (please
writing skills critical for writing in  specify)
thinking skills college

“Improve my writing skills” was also ranked high @ first choice students’ marked. T
second and third perceived outcomes of the couesteal. While improving writing skills an
preparing them to write well in college ranked hititey also belived the course would he
improve their critical thinking skills. In thiestion of the survey, no one chose “Other”
elaborated on other perceived outcomes or godlseatourse. Interesting, though, is the
that their expectations do not 1ly line up with what actually happens in a typicallege firs-
year composition course. Most f-year writing courses do very little, if any, wrigimbout
literature, so here again is another instance wiheréwo systems clash with regarc
expectations.

AP English Literature and Composition: Tc

The tools of the classroom include a number ofabjencluding physical ones, a

language that helps the people accomplish theigeswvithin the system. As part discussion
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the tools, I felt it was important to include a ploal description of the classroom space,
especially since it differed so much from the fystr writing classroom described in Chapter

Four.

AP English Literature and Composition Classroomdpipon

The classroom’s desks are divided into three sesti®When one enters, to the leftis a
set of six desks (three front in the and in thed¢hvack). In front of one of the first row of desk
is a bright blue butterfly chair (a comfy chaiflhe student whose desk is behind that chair just
uses it for her book bag. Behind that set of sigkd is a whiteboard; its braces have been
painted bright orange and several book covamsthering Heightslane Eyr¢ and other hand-
painted crafts line the wall.

Toward the “back” part of the class is set of eid@sks (in two rows) and a bright pink
butterfly chair sits in front of one student’s degk girl has chosen that pink chair as her “desk”.
Behind this set of desks is the back wall of tlesstoom, which is covered in bookshelves,
loaded with classroom copies of books and two cdarpuorkstations. There is also a table
with two crates on it; one is labeled AP Engliskl #ime other is labeled IB English. The crates
contain student folders.

Between the second and third set of desks is Mté’'s personal area. There are two
file cabinets, at least four more bookcases fufbéders, books, etc., and her hand-painted desk.
The desk is purple, yellow, green, blue, white, pmdk, and it has stars and stripes painted on it,
as well as her initials. The desk and bright colepresent Ms. Roper’s ethos well. She is
someone who clearly loves to read and to teackthdents the joys and complexities of reading

both critically and for fun.
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The last set of desks contains two rows each witin dlesks. Again, in front of one of
the desks is a dark blue camping chair, like timel kiou take to a soccer game or outdoor
concert, and a male student has chosen that shat ‘@esk”. The wall behind this set of desks
has been painted a bright yellow. There are mxaenples of artwork and quotations on this
side of the room. Other words have been cut oditpa@sted to the air conditioning vent that
spans this side of the room: Style, Diction, Sec¢eBtructure, Imagery, Figurative Language,
Tone, Detail, and Syntax. Across the yellow wihlére is another bookshelf at the front of the
room, and there are more pictures, but these ararafs like Rascal Flats, and Bruce
Springsteen and the E Street band.

In the front of the room there is a long whiteboaildhe teacher’s lectern is painted a
lavender color with yellow trim. The words “Wutley Heights” are painted in blue letters on
the front and there is and drawing of a girl withav in her hair holding a white flower. There
is also a green vine winding up the podium. Imfrof the podium are two tables pushed
together to make a large “desk”. On it are spesgkaar IPod docking station, a laptop, DVD
player, and a projector. On the left side of whitard are vocabulary words and on the right
side are reminders for both the AP English andBhénglish classes. To the right of her
teaching space is another shelving unit that haa painted a tangerine color. It holds school
supplies like tissue, sanitizer, and pencils. Ardavhich | assume leads to a closet, is on the
same wall by the door students use to enter tlesrdam. The “closet” door is painted purple
but it has a flower vase full of flowers painteceoit, as well as quotations all over the door.

The room can be summed up as extremely bright dnitd'een-ish”. The décor is ever
changing as students finish creative assignmeimts$age them to the brightly colored walls or

hang them from strings attached to the ceilingmémy ways, the decorative classroom, with its
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bright colored walls, personalized trinkets, andstauction paper assignments, constructs this
space as one that is very different from the tydicst-year composition classroom it is meant to
replicate. Though a room is but only one piecthefAP system, it seems clear that this
particular classroom sets up a completely diffeegmtosphere than the first-year composition
course | report on in Chapter Four. However, mby does the physical space create that
difference, but the “tools” located within it doagll. The books that line the shelves all belong
to the school system and/or the teacher, not tloest. The students do not purchase and keep
those texts, but instead they are required tohesa during class time while working on an
assignment. Thus, learning seems mainly to takespbnly within those four walls with the

instructor present, providing another major diffexe of these two spaces.

AP English Literature and Composition: Rules, Comityand Division of Labor

According to Engestrém, the rules, community, division of labor in an activity
system are what constitute its “social basis, aing it in a broader context and allowing
researchers to explore its historical roots antucall diversity (Kain and Wardle 121).
Specifically, Kain and Wardle write,

Therulesinclude formal requirements, informal habits ofrilyand shared
conventions that shape the activity and operatkarbroader social context.
Rulesalso include language conventions, such as gransyatax, structure,
style, and format that the subject and communitysater when working with
genres. Theommunityis the group from which subjects take their cuest@
which they contribute. The community’s historytiaties, and general goals are

relevant to the activity, and the community’s iets shape the subject’s interests
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and actions. Thdivision of laborrefers to the distribution of knowledge across
the system. (121)
As noted by Kain and Wardle, each of these aspédhse system allows for a unique look at the
larger cultural and historical background of the ®§8tem and, later, the FYC system. To
further this point, Yrjo Engestrém and Reijo Mia#h write in the introduction Berspectives
on Activity Theoryhat this theory recognizes “two basic procesgesaiing at every level of
human activity: internalization and externalizatidnternalization is related to reproduction of
culture; externalization as creation of new artdanake possible its transformation. These two
processes are inseparably intertwined” (10). Eingesand Miettinen then discuss Bhaskar’s
take on this way to view social activity:
It is no longer true to say that human agents ergdthe society]. Rather they
reproduceor transformit. That is to say, if society is already madert any
concrete human praxis, if you like, act of objeation, can only modify it; and
the totality of such acts sustain or change its ot the product of their activity
(any more than their actions are completely deteechby it). Society stands to
individuals, then, as something that they neveranbkt that exists only by virtue
of their activity (...) People do not create socidty,it always preexists them.
Rather it is an ensemble of structures, practiodscanventions that individuals
reproduce or transform. But which would not existess they did so. Society
does not exist independently of conscious humanitycfthe error of
reification)... (10-11)
Bhaskar, Engestrom and Miettinen make it clearithiatimpossible to look only at subjects,

objects, and outcomes of an activity system. Wihikese three aspects are extremely important,
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the larger socio-, cultural, historical contexts arvital piece of what also shapes each system.
The first aspect of this “social basis” we’ll expdasrules

Rules

Becauseulesincludes the formal requirements of the systettis fest look at what is
necessary in creating and teaching an AP Engliahrseo According to its media guide, all AP
courses are “modeled upon a comparable collegesepand college and university faculty play
a vital role in ensuring that AP courses align vatiiege-level standards” (1). What many
people may not know about the AP program is thextetls no set national curriculum. In
Yancey’sDelivering College Composition: The Fifth Cand»avid A. Joliffe and Bernard
Phelan write that

Many people assume there is some standardizedietEAP course that students
must take to prepare for the examination. Thermisuch thing. The College
Board does issue publications and sponsor worksaiagsnstitutes that promote
various designs for courses that prepare studemsrtorm well on one or both
exams, but there is no official AP course or ARIneg list. (91)
Ms. Roper, the AP English Literature and Compositeacher | observed, has taught AP
English Literature and Composition for course feventeen years. As part of this research
project, | asked her about how she first cameaohtéAP English and how she decides on the
assignments to create. She stated: “I haventiaffy been ‘trained.” | have gone to a couple of
workshops, but most of what | have learned | haagedn my own through the College Board
AP website and blogs and my own research. | heeelmught several books about the exam

and how to prepare students for that” (Roper inésvy. Over the course of the observation, |
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saw Ms. Roper use AP prep books as she gearetlidenss up for the AP English exam in
May.

The other “rule” required by the system is thersigsion of one’s syllabus to the AP
Course Audit. Per the program’s media guide, these audit is described as having the intent
“to provide secondary and higher education corestitsiwith the assurance that an ‘AP’
designation on a student’s transcript is credimleaning the AP Program has authorized a
course that has met or exceeded the curriculairaagants and classroom resources that
demonstrate the academic rigor of a comparablesed(t). Essentially, teachers must prepare
a syllabus for the proposed course, paying attentidhe suggestions of the College Board and
the requirements of the course it is to replicatel complete the “subject-specific electronic AP
Course Audit form” (“AP Course Audit” par 1). Ontiee syllabus and form are submitted, it
will be reviewed, and if approved, it will be forvaged to an “external college faculty reviewer
who will validate that it does indeed demonstraie lthe course meets the curricular
requirements for that subject” (“AP Course Audit pa Ms. Roper stated, “I have to submit
my syllabus to the AP course audit site for it éodpproved. | had to read the objectives of the
course and make sure my reading selections Tihat is a grueling process...” (Roper,
interview). As mentioned already, Ms. Roper doesgktwo syllabi. She has the formal one that
she submits to the AP Course Audit site for appliduat she also has a condensed version she
opts to give the students. Her decision to givesh&dents a separate syllabus is strictly
personal. She seems to believe her students dweerdtall the extra information necessary for
the Course Audit version. In a sense, this decisioMs. Roper’s part gives her some agency
that some may say circumvents the entire auditggmic However, her move mimics that of a

first-year composition instructor who is able, tgdly, to choose her syllabus content.
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Because “rules” also refers to the “informal halait work and shared conventions,”
including language conventions, it is also impadrtariook at the genres Ms. Roper presents to
the classroom. In their research on using actitigpry to teach genre in professional
communication courses, Kain and Wardle rely on yarbliller’s definition of genre as
“typified rhetorical actions’ that respond to reagring situations and become instantiated in
groups’ behaviors” (115). They later posit that thhetorical moves people must make within
accepted genres to communicate successfully ircpkat contexts operate to reinforce
communities’ identities and to legitimate particutammunication practices” (115). Essentially,
the genres represented in Ms. Roper’s classroomiahbe, according to AP’s Course Audit
approval, like those represented in a first-yeanpaosition course and/or, one would have to
assume, a sophomore literature course since thrseean also offer advanced credit for that
course as well. Some of those genres include ypaesearch paper, speech, journaling, tests
(both reading and AP practice), and literary analy©ther assignments were designed to fulfill
Ms. Roper’s objectives concerning grammar, vocalwaquisition, and sentence construction.

The poetry genre was not only introduced via negdind analysis, but students also
completed a “found poems” project. For this progadents selected a passage from a book
they were reading to rewrite as a poem on a piécerwstruction paper and to paint a picture
that corresponded to the quotation (Observatiofi,1¥12). These works were later taped
around the room for all to see. In addition toldrge post-it notes with vocabulary words on
them, Ms. Roper also had students write practinéesees using vocabulary words from the text
they were currently reading. She instructed thatstudents “not use simple sentences and that

they should include context clues” (Observationlp4212). On several occasions | also saw
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students write in their journals, answering prontp&t were either written on the board or
verbalized by Ms. Roper.

On the second day of my observations, | watchédsasRoper began discussing their
research paper project. The project was introdgoedke time before | began my observations
because students were clearly in the research pAas®rding to Yancey and colleagues in the
“Portraits of Composition” study, two of the mostportant approaches to teaching composition
in college, according to the 1,861 postsecondaityngrfaculty, were academic writing and
argument (Yancey and Morrison 268). The reseaagdepis a staple in most first year writing
classrooms, so Ms. Roper’s use of this genre fitisimvthe expectations of college-level writing.
These projects, however, are tied to the studsetsor projects and part of their graduation
requirements. The high school’s senior projeetiisquired three to five page research paper, a
visual aid that represents the student’s work,réq that contains all the “paperwork” and
forms, pictures, etc., and a three to five minutspntation of the work. Each student is
required to spend a minimum of ten hours (or fifitédean AP or IB student) on the project and is
required to have a mentor. This project is notething that is typically part of an AP English
classroom, but instead it is a graduation requirgraéthis particular high school.

On this particular day, Ms. Roper asked the stigdenget out their research notecards.
Their research notecards were part of the largerareh project. On the handout she provides
students that details the larger assignment ars# thetecards, she refers to them as
“bibliography cards,” as they hold quotes and néteis students’ research on them. She then
pulled up the UNC Chapel Hill Writing Center’s wékson writing thesis statements. She
instructed the students to begin sorting their centés into three stacks so they could craft a

three-point thesis statement. Some thesis statspsdre stated, however, may only have two
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points. She also suggested they think about tkstoun they want to answer. In other words,
they may not have a thesis statement in mind nght, but it should come out of the research.
She then asked them to think about what they wadbtwith their paper and instructed the
students to look at their stacks and think aboutwiey want to say. After glancing at several
students’ stacks, | realized they had already coedusome research and had written down
qguotations and facts on their notecards. Afteesdvminutes of sorting and thinking, Ms. Roper
asked students to share their stacks. After teedtudent discussed her stacks, Ms. Roper
prompted her to think about one word she couldtodabel each stack. She then suggested they
use sticky notes to help label note cards sepgratel

Several students began offering up their stackdiszussion and asking Ms. Roper what
she thought. She noted their good use of orgaaigdtut questioned how they would put their
points into a thesis. She brought up the imposasfgarallelism and continued to help students
but acknowledged she couldn’t write everyone’s ihstatement because that should be each
student’s individual job. After they finished tbdescussion and before the bell rang, Ms. Roper
told the students she put the UNC Chapel Hill siteedmodo, their course website, for all to see
and use (Observation, 12/04/12). A few days lateile students watchddacbeth | reviewed
graded copies of students’ research papers. (Qfapers | looked at, all received passing
grades, including several A’'s and B’s. One papenesarned a perfect score of 100. However,
when comparing that paper to Ms. Roper’s “How TdkklAn ‘A’ on a Research Paper” (see

below), the perfect score seemed a bit high.
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How To Make An “A” on a Research Paper

Just make sure you have the following items:
Format/Style:

oo o Oooooo

N

00 OOoOOoOooocoooooocogogooo

Correct heading (Jour name, teacher’s name, course, date, all double-spaced)
€Engaging title (not a complete sentence, not in ™ ” or underlined!)

Typed double-spaced

Correct number of pages

Last name and page number at top of each page

Parenthetical citations according to MLA format (A paper without parenthetical
citations will not receive a passing grade, as this would be plagiarism)

Works Cited page at end of paper arranged according to MLA guidelines - sources in
alphabetical order, double-spaced, hanging indentions

At teast five sources used throughout paper

Interview with mentor included as source and in text of essay

ontent:

Adtention- getter in introduction

Smooth sentences that “bridge” the attention-getter to thesis

Clearly stated thesis at the end of introduction

A thesis that presents an “argument,” not a mere statement of facts
Points of thesis in parallel form (same grammatical pattern)

Body paragraphs that prove each point of thesis

Topic sentences stated at beginning of each body paragraph

Topic sentences following the order of points presented in thesis
Transitional expressions making paper coherent (sentences “flow”)
Effective use of research to prove each point

Sufficient amount of research to prove thesis

Clarity and organization (message is clear, not vague or hard to follow)
More than listing of facts, writer's own commentary as well

Sources used fairly evenly

Smooth use of quotations, often incorporated into grammar of your own sentence
Sophisticated vocabulary

Sentence variety (not every sentence beginning with subject, etc.)
Conclusion that restates thesis, sums up argument without being repetitive, and has an
ending with "umph.”

An interesting “"angle” so that paper is not BORINGIH!

Absolutely no grammatical errors
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As evidenced here, the grading is based on fortykgt/and content. Things such as having the
correct heading and an engaging title, along withiramum of five sources used throughout the
paper are listed in the first section. The esbayteceived a perfect score had fulfilled most of
these characteristics, but the content was madmtinely of paraphrased or directly quoted
information. Behind each sentence there was #@antand each citation came from a website,
like Ask.com or Guy Harvey’s website. There wasually no “writer's own commentary” but

a lot of “list of facts”. The “A” paper for thigroject, then, seems to be more like a caricature
of research. In other words, students are imgdti@ more superficial elements of the genre
rather than actually working to research the makéhnioroughly using a wide variety of sources,
to critically analyze the material gathered, andyothesize it into a meaningful assignment,
taking into consideration both audience and purpdseevidenced in the next chapter, what is
considered an “A” content in a high school resegaber isn’t exactly the same as what is
considered an “A” paper in college.

Another major genre and activity that took up Itk of my final observations involved
preparing students for the AP examination. On moogeoccasions students either began or
ended class with an AP practice test, and Ms. Rapetd use heAP Expres®ook or hes
Steps to a book to help students better understand the testvdiich answers were considered
correct and why. An example of this kind of wodnde taken from a portion of the observation
conducted on March 19, 2013. On that day | arrste®:20 and the class had already begun.
The students were taking an AP practice test. Aling to the white board, they were also
working on a project that was due the following Mag. “No Exceptions” the board read. A
large post-it note had been placed on the sidelduesidie the one already there that read “Words

to include in Analytical Essays”. The new posteiad:
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Tone — writer’s (or speaker’s) ATTITUDE towardethubject.

TONE Words:

Angry, sarcastic, scathing, sharp, vexed, conteaystuapologetic, didactic,

joyful, sentimental, mocking, condescending, ngstalsomber, sad, candid,

irreverent, cold, humorous, urgent, bitter, diséldirpoignant, detached
At 9:40 Ms. Roper began going over the practice t&he was using a text calla® Express
She began by first reading from the book about tmapproach the multiple-choice section of
the test. She told them to “skip the labor inteegjuestions” because the “goal is to get as many
points as possible in the allotted time.” She retad them that no points are deducted for
incorrect answers. Ms. Roper then returned tAR&EXpresdook and explained the timing
rules, how much time to spend on each set, andtbase “process of elimination”. The
students then proceeded to go over the test. QQbeden questions, no one got more than 5
correct. They all immediately began emphasizimgytbtress and they wanted to do another
practice test. Ms. Roper said they would haveada until tomorrow. The next day | observed,
(March 21, 2013) and every day after that (03/2908326/13; 04/11/2013; 04/16/13; 04/23/13)
the students worked through practice tests, inn@ioth multiple choice and timed essays tests.

By the last day of my observation and only weed®te the AP exam, students were still

hard at work trying to figure how to pass the exaowever, Ms. Roper and the class had an
interesting discussion about the exam and whahspes they are learning. After students
finished taking another practice test, Ms. Ropentveever the answers and instructed the class to
mark the ones they got correct. She said to #escl'You're just trying to get points, get points,
get points!” The book she is reading from ietith Steps to a published by McGraw/Hill.
Once they finished tallying scores, she said ifthad at least twelve right then they were set to

do well and get a decent score on the exam. MgeRoexclamation that they were just trying

60



to “get points” illustrates a major distinction veten the AP English classroom and the first-year
writing classroom. “Getting points” is not typibapart of a college composition course’s
repertoire because “success” usually involves rtftae scoring well on one particular
occasion/assignment.

One student then mentioned that she didn’t like tlee exam asked about theme because
each individual will look at the passage and areyad interpret it differently. She was upset,
in other words, that she was being asked/forcedmndorm to someone else’s interpretation. Ms.
Roper then emphasized that this is not how shé/r@ahts them to read. She emphasized that
this was only a test and she hoped they put more itito their reading. She said, “When you
read for me, use a pen, highlighter, sticky natés, to read and take notes. This test goes
against everything we preach in writing classesbse you can't really brainstorm, prewrite,
draft, etc. It just tests your knowledge. The iefiard because if you aren’t a lifelong reader
and you get to us [AP teachers] as seniors, it'd tmchange you. | hope that just being in this
class will help you in college.” Though the clagss clearly focused on literature, reading it,
analyzing it, and writing about it, and passing Aifeexam, Ms. Roper truly hoped her students
would take away something more. Her concern isigenand it is easy to see how much she
hopes to inspire her students to achieve moréanHowever, at the same time she appears
conflicted. On the one hand, she is bound by thie$” and practices of the AP system in that a
major driving force of it is the test and its outwes. Accolades, promotions, and money, lots of
money, are all tied up in this singular outcome:tast scores. On the other hand, she knows as
a teacher and reader that having to spend a laag®ity of her time teaching to the test is not

really how she wants her students to learn. Sémsé¢o long for a fuller learning environment,
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one perhaps that could mimic that of a introductwlege classroom, but she is constrained by
the AP system.

Community and Division of Labor

The concepts of community and division of laborhmtthe activity system of AP
English | observed are really quite similar. Tlaenenunity represents those people or groups
whose “knowledge, interests, stakes, and goalsesthepactivity,” while division of labor refers
to the hierarchy of the system or how the workivsdgéd among the participants in the activity
(Kain and Wardle 120). Both parts include the stiid, whom | will discuss further in the next
section, and their parents, the teachers, admatoss, and those within the College Board and
AP Program’s system. Traditionally, students dr&c¢hed” or “tracked” in high school. Thus,
students are placed into various learning trackedan their academic ability, placement on
certain standardized tests, teacher evaluationgpaa combination of those factors. At my
research site, the county, another community merabeistakeholder, does not “enthusiastically
support the AP curriculum because we [the schodlcaunty] have the IB program,” stated Ms.
Roper. She went on to say that “we spend ovel0§80every year on IB tests and costs of
having the program ... We have only four AP courdgsw@ school] while some schools have
thirty” (Roper, interview).

While the College Board’s administrators within #ié Program are one set of
gatekeepers that schools and teachers must pasglhithere are others within this hierarchy.
As evidenced by Ms. Roper’s statement on the inapog the county places on IB, the county
offices are also a sort of gatekeeper. On sewveasions, | observed censorship in action.
While reading thé>oisonwood Biblgfor example, students became interested in thieakf

army ants mentioned in the novel. When Ms. Roped to locate an image of them online, all

62



access was denied due to the school’s Internebcsnip settings (Observation, February 7,
2013). On another occasion, Ms. Roper wasn't tthbéecess her own course website, a site that
had already been pre-approved by “central offié¥gervation, February 21, 2013). What Ms.
Roper could and could not do in the classroom iggrusing the Internet for supplemental
instruction was greatly hindered on several oceasdue to censorship.

Lastly, the community of learners and the atmosplkegated in the classroom was vastly
different from that in the college first year wniy classroom. Just as the room as bright and
cheery, the overall vibe in the class was, too.elé$tudents began to fall asleep, Ms. Roper
would have them stand up and hula hoop. The wergfasomeone hula hooping in the corner
often got the entire class off subject for sevaralutes, but nonetheless it created what Ms.
Roper called “commercial breaks” in the learninggass. On one particular day in January, as |
observed the class, the room smelled delicioususecthey were celebrating a student’s birthday
with cookies, cake, fruit, etc. The class wasmmidst of studying Shakespearklacbeth
and the following notes were written on the frooaid:

Paradox

Theme of deceitful appearances

Inversion... “look like the innocent flower But beetlserpent under it”

Blank verse> unrhymed iambic pentameter

Soliquy

“solo” assonance _“semach freaking
aside aubade _ epatthre
dramatic dialogue __omey paches”
clothing, blood imagery, water metaphysical
internal conflict conceit

comic relief unusual comp.
sleep~> innocence, peace

apostrophe — lit. technique in which someone adgésesomething nonhuman, dead, or
absent
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blood — guilt
water — purifying agent

(Act 3) climax
(Act 2) rising action falling action (Act 4)

(Act 1) exposition resolution (Act 5)

Students were assigned various parts in the seatithe play they were reading and they began
reading the play out loud. Every now and then Rigper broke in and added analysis. She also
asked guestions to probe more information fromsthdents. When they would get off track,
she remarked they were having a “commercial bre&k'this particular case, the class got off
track discussing the food smell that was cominghfdownstairs where the home economics
class is located. Ms. Roper then went on to intcedthe term “night terror” and her past
experience with having a child with them. Overtidgre appears to be good interaction within
the group. Students took turns reading and athseeactively engaged in the activity
(Observation, January 10, 2013).

Additionally, another aspect of the community setved was the number of
interruptions Ms. Roper received on an almost dadlgis. The class always began with
announcements over the PA system, the saying d?lddge of Allegiance, and a moment of
silence. On a weekly basis, the classroom phongdyong and students would be asked to go
to the front office, counselor’s office, etc., farious reasons. Additionally, other teachers or

administrators would also knock on the door andeamto talk to Ms. Roper in the middle of a

lecture. At least once or more a week, | woulchests a variety of these interruptions.

AP English Literature and Composition: Subjects:

Though it is more than likely clear who the “sudtg in this particular study are, let's

take a closer look at whom the CollegeBoard ands#iRe to indoctrinate and who actually
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signs up. At the onset of this study, on the fii@y | observed in mid November of 2012, th
were sixteen students the class. Thirteen were ferrs and three were male Additionally,
there were a total of six African American studgffitee females and one maland ter
Caucasian students (See Table 4). As the couogegssed into the spring semester, the «
demographics shifted a bit due to scheduling coistli In the spring semester there were a
of sixteen students, consisting of elefemales and five malesThere were four Africa

American females, nine Caucasian females, anddaugcasiaimales.

Table 4: Fall Demographics

Fall Demographics

w Caucasian Females
i African American Females
. Caucasian Males

w African American Males




Table 5: Spring Demographic:

Spring Demographics

w Caucasian Females
i African American Females
Caucasian Males

w African American Males

A quick look at the chart shows that students éedah this particular courswere, on bott
occasions, half female and approximately t-quarter Caucasian. This statistic is really
surprise since traditionally the program has hagh leinroliments for both Caucasian and fen
students. This trend, however, is something thllege Board and AP program claim to
working to change, as signified by their anrReport to the Natiornwhich began in 200

As part of signifying the approaching fiftieth aneisary of the AP Program, the Colle
Board began publishing té” Repot to the Nation Although the Program regularly colle:
data and has online, searchable archived datangtémom the year 1997, this report “provic
another means of evaluating student performanaa[ise it] uses a combination of st:
national ancdAP Program data to provide each U.S. state witlttimeext it can use to celebr:

its successes, understand its unique challengéseameaningful, de-driven goals to prepal
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more students for success in college” (“AP Data&®&ts” 1). As | analyzed these reports, it
became clear how much the program has changed200%annual Report highlights the first
major change.

In the 2005 annual Report, the document opensamitimtroduction to the report—detailing its
specifics—and information regarding what AP is, hexams are scored, and what the grading scale
means (1). The report then presents new informa&garding a reoccurring theme seen throughout all
Six reports—measuring “equity and excellence” (Rue to the request of educators around the nation,
old ways of measuring equity and excellence wereedawvay with. First, the old way of measuring the
percentage of AP students scoring 3 or higher eaised because educators believed it was easy to
inflate this number. Specifically, the Report et

A school could only allow its two ‘best’ studentstake [for example] AP Calculus, and
could then attain a metric of ‘100 percent scoringBigher,” while another school,
committed to equitable access, could encouragd &S students to take the exam; if half
of those students scored 3 or higher on the exaasdhool would have ‘only’ a metric
of '50 percent scoring 3 or higher,” when in fduéy provided many more students with
successful AP experiences than the school thatadloiwed two to participate. {1
Annual Report 2)
Here we see the first shift in how the Programraefiits students. According to Jones and other
scholars, the Program was clearly begun in ordeater to the “best,” most academically gifted stud
because those were who the then-current educasygstam were supposedly failing. Now we see a
clear distinction start to form as to who was armbws a part of the Program now.
Additionally, the Report’s use of “successful” tesgribe the fictional “half of students” who
didn’t make a 3 or higher is contradictory to #ad standing assertion on what it means to be sseftde
in AP. As the text in the most recent Report stdf€Ehroughout thé\P Report to th&lation, ‘success’

on an AP exam is defined as an exam score of 8§beh which represents the score point that resear
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finds predictive of college success and collegelgagion” (6" Annual Report 3). According to this
definition, those students in the fictional exampkrenot successful.

The second major change in measuring the Progrequity and excellence concerns how the
Program represents the percentage participatidd?inThis percentage did not originally take into
account the scores; the program felt that was lesspiece of data because it was unable to shusw tr
equitable access to courses that “truly [were]refieat the level of quality demonstrated by exaatgs
of 3 or higher (2). Thus, the scores are imporazat should be represented.

Finally, the new measure takes into account “threqgreage of students in a total population (a
school, a district, a state, or the nation) who &idéast one AP experience resulting in an exaresaf
3 or higher” (2). The'Bannual Report to the Nation states this new mdos not allow for inflation
of the percentage “by restricting access to ARjestts who earn 1s and 2s on AP Exams neither
increase or reduce the percentage” (4). This netienthen, allows for a somewhat fuller numeric
representation of how the Program is doing, buthissanalysis will show, this metric ultimatelyiléato
tell the whole story related to AP students’ faglgwr

The next “Theme” evident in this Report is labela® and College Readiness.” This section

opens with a statistic about the percentage oesiisd40%) entering four-year colleges and unitiessi
who need some sort of remedial education. Theepéage rises to 63% for those entering two-year
institutions. The Report notes that this needdonediation is a “significant concern” because it
“negatively influences the likelihood that a stutetil obtain a bachelor’s degree” (6). This nimt#tion

of a need for remediation seems odd to mentioninhisis way. Originally, the concern was thatdstnts
were made to “repeat” courses because the higtolschnd colleges were not on the same page; hence,
the last two years of high school and the first ywars of college were too similar with collegergeioo
easy. Now it seems as though students are nottehigh school fully prepared to handle the rigbr
college courses.

Based on its historical foundation, however, onglddargue that it was not and is not the AP

Program'’s job to strengthen the entire educatipragram. The Program originally was only concerned
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with the most academically gifted students. Ase3gooints out, the original founders of the Fundiena
clear the program was “not intended for most sttgteand there was no intent to “reform...the whole
American educational system...” (gtd. in Jones 483s, that can be construed as elitist in nature.
According to Jones, in the 1950s progressivismattasked because of its “tendency to privilege
pedagogy over subject-matter content. Moreoves fbritics] faulted the reluctance in most pultiigh
schools to differentiate among student abilities7)( It seems as if the AP Program could be fdutbe
similar reasons. A rapid move by the College Baarddemocratize the program, announcing ambitious
goals such as ‘offering AP in every school in téion, with 10 courses in each school by 2010
(Hansen 17) means they will no longer acknowledgh estudent’s individual abilities and will instead
commence in a call to encourage one and all t@akartWhat becomes even clearer throughout the
analysis of the Reports is that as the program gjrivis also flat lining, losing its prestige amgality.

The third section in th&™ Annual Report to the Natids one labeled “Closing the Equity Gaps.”
Though the full policy is not stated in the actgalde, the focus on diversity in the classroom &l
clear in the Report. The Program’s official “EquiRolicy Statement,” found in an outside document,
states:

The College Board and the Advanced Placement Rrogrecourages teachers, AP
Coordinators, and school administrators to makétaije access a guiding principle for
their AP programs. The College Board is committethe principle that all students
deserve and opportunity to participate in rigoracgdemically challenging course and
programs. All students who are willing to accédya thallenge of a rigorous academic
curriculum should be considered for admission tocABrses. The Board encourages the
elimination of barriers that restrict access for @&firses to students from ethnic, racial,
and socioeconomic groups that have been traditionatlerrepresented in the AP
Program. Schools should make every effort to enthat their AP classes reflect the

diversity of their student population. (gtd. in Meand Slate 57)
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The last line that calls for “schools to make ewvefifprt to ensure that their AP classes reflect the
diversity of their student population” (also fouod page 8 of the Report) reproduces issues sitoilar
those made apparent in the discussion of the sdbente earlier in this text. This third themelsoa
reminiscent of issues related to Title IX, whichu&es high schools to provide equal opportunities
men’s and women'’s sports based on proportionatestienrollment (“Title IX”). The issue with both
Title IX and the AP Program is that schools canmake girls participate in sports in order to medeT
IX requirements any more than schools can make niie®students participate in AP Programs.
However, AP programs and schools are finding wayget more and more students to participate with
incentives. For example, in t6&8 Annual Report to the Natipschools are “guaranteeing” students an
extra “grade point for their effort” and some ssatee offering supplemental college scholarship$oie-
income students based on their performance (2 further analysis will reveal, these incentivésym
major role in the shift the AP Program as taken.

The next theme discussed in tieAnnual Report to the Naticzoncerns “Closing the Equity
Gap.” Here again we see the shift in languagerdaggwho is now taking (or who the Program would
like to be taking) the AP courses and subsequeamex The Report states the information presented i
this section should “...guide educators and policyenakn continued efforts to ensure that tradititynal
underservedtudents not yet fully represented in AP classi®tmreceive preparation for, and access to,
AP courses” (I Annual AP Report 8, emphasis added). As statedqusly, Jones remarks that AP was
started because of concerns that gifted and talesttelents were being “underserved.” Clearlyiti sh
who is being “underserved” has taken place. Tha tenderserved” is also used in the Reports fer th
years 2007 and 2008 and will be highlighted later.

The2™ Annual Report to the Natidn the year 2006 big changes are reported instefm
number of students who took AP Exams. Under tis¢ theme “Excellence and Equity in College-Level
Achievement” the following points were made:

e “Over the past five years, the size of the U.Slipigzhool population has increased by

more than 100,000 students”
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e Overall high school population increased by 104 dd@ents
¢ Number of students succeeding on an AP Exam in$ggbol increased by 118,036
students. (¥ Annual Report 4)

Specifically, the total number of exams taken lpsthidentifying as Black/African Americans jumped
from 80,444 in 2005 to 94,556 in 2006. The numidfarxams taken by Asians, Asian-Americans or
Pacific Islanders increased from 213,828 in 20084tb,692 in 2006. Additionally, the number of exxam
taken by Whites rose from 984,405 in 2005 to 1,9d®,in 2006 (Cech and Holovach 7). The interesting
fact to note about these increases is that asgradip increased its numbers, the average test Bmore
each ethnicity, except the American Indian or Abaskative, decreased. Cech and Holovach repdrt tha
the average number of test takers for each recatihmicity rose again in 2007, but the averageescor
reached an all-time low for Report years 2004-2(H8).

Because of the shift in academic eligibility innterof who can now take AP, the third theme in
2006’s Report focuses on “Closing Equity Gaps."e Blection states that “despite the strides tha hav
been made by educators to provide traditionallyearggpresented students with AP courses, poor AP
Exam results indicate that often these teacherstnignts are not receiving adequate preparatraéo
rigors of an AP course” (10). The guide goes oertcourage “major initiatives” to ensure adequate
preparation of students in middle school afié8d 18' grades. Those initiatives become major focal
points for the remaining Reports.

In the 2007 Report, under the first theme of “Staigatives that Foster Student Success,” the
focus is on funding and incentives, but the analghows once again the Program’s shift in defimihg
is “underserved.” The report highlights Arkansdtsdmark legislation [that] requires all public
schools in the state to make AP courses availablthéir students, and to support this requiremntést,
state has allocated funding...” (6). Other schootspaoviding incentives for teachers and administsa
“willing to put in the extra work needed to helpditionallyunderservedtudents succeed on AP Exams”
(6, emphasis added). Additionally in the 2007 Repoder the theme labeled “Closing Equity Gaps” a

section titted “WORDS of CAUTION and CONCERN” statthat moreinderservedtudents are taking
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the test, but those students are only achievirapil2s, so those students and teachers are nar@dep
for the academic rigor necessary for these AP Exams

In the final Reports a shift in focus can clearydeen both visually and textually. In the 2ab8
Annual Report to the Natigart | is labeled “Themes of Equity and Excelkrand the entire section is
devoted to two different facets of that theme. Titg highlights several states that lead theamaiin
their AP students’ performance and participatiorceetages, while the other theme focuses on “The
Work Ahead—Closing Equity and Excellence Gaps” )7-8he original heading of “Some Words of
Caution and Concetnhas been deleted and the information originallytaimed within that section has
simply been blocked into paragraphs. Clearly tiestill concern over the gaps in what the Program
calls “equity and excellence”, but perhaps the laichkheasureable increase over the last three yemads
the writers decide not to include the heading, Whicaws more attention to the matter.

Additionally, money and incentives are discussedneset off in bold typeface. The Report states
that the newly created Advanced Placement Inceiregram “provides grants to state and local
educational agencies working toward increasing@pation of low-income students in both Pre-AP and
AP course work and exams™{4nnual Report 8). The Report then highlights salvimcentives
“designed to support traditionallynderservedtudents” (8, emphasis added). Here again wehsderm
“underserved” being used to describe an entirdfemint kind of student compared to the term’s ioag
use in the Program’s founding documents.

The 2009 and the 2010 Reports both emphasize nesigrdchanges. These Reports include a
“Highlights” section that previews some of the imjamt information in the Report like the percentafe
students in the graduating class with a scoreafl8gher, the numbers of minority students pgrtiting
but also the disparity in their numbers overall #éme statistics for low-income students partigiatn
AP and experiencing success (2).

These two reports are also not broken down intotsPalnstead, the entire report is devoted to
“Themes of Equity and Excellence.” Like in the 8@eport, the information is all in a paragraphytw

column format. Attention is no longer drawn to ttegative information, but a list of bullets seffstbe
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positive information%™ Annual Report-5). The decision to focus the entire Reportesjuity and
excellence” really marks a decided shift in thegPam’s history. While the reports try to place tbeus
on increases and closings of “equity and excellgyaqes,” readers can clearly see not much progsess i
being made. Likewise, as the gaps do begin taeshdor some ethnic groups’ representation in AB, t
numbers for students receiving scores of threegbreln, the mark of “success” on an AP Exam,

diminishes as the numbers receiving scores of d2anviden.

To put these reports in perspective and compara t the observations, according to
Ms. Roper, the enrollment for AP courses at heh Isichool is “open to any students because our
county wants a more diverse population in our upeel classes” (Roper, interview).
Additionally, the open enrollment policy has leddoger class sizes and more diversity. Ms.
Roper stated, “One year at [another school] | haldss of all white students...and only one
boy. [...] It was not very diverse. Now | usuallyeawo sections of the class, which is
awesome when you consider the fact the first yéandht the course there were only three
students enrolled!” (Roper, interview). Also, aaiag to self-reported scores, no one who
responded to the email query regarding their ARregseores was able to or planned to exempt
first year writing in college. Of those who resgded, two received a two on the exam, and three
earned a three but all three still planned to fakeyear writing in college. Through further
correspondence with Ms. Roper, | learned that reoreneived a 5 and only one student received
a 4. She ended her email with the following: “plkdhat even though my AP students did not
get college credit, they will still feel well preqeal for their college English courses” (Roper,
email, 08/06/13). Ms. Roper's comment is interegtas it shows she is concerned not that any
of her students “earned” college credit via a stadided AP test, but that she prepared them for
their college English courses, an expectation tRePAogram is not and was not originally

designed for.
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The analysis of AP’s program materials and obsematof the AP English class result in
several key findings that will be fully developetthe final chapter; however, those findings
correspond to the motives of the program and tlese the views on writing and writing
assignments, and the expectations of studentshencburse. First, the motives or goals of the
AP system are fairly clear. The creators of thePxBgram have designed it to appeal to
students and parents as a way to save money arctileige expenses. This point is made clear
by the analysis of not only the program’s websitd Annual Report to the Natipbut also in
the students’ responses asmioy they enrolled in the course in the first placee#on college
credit. The course, then, is designed to teaatestis how to analyze literature, write about
literature, and pass the corresponding AP Enghsimeabout literature. The focus on literature
and preparing to pass a test also shapes studenisof writing. Often times research has
indicated that students who matriculate from th&Becourses often have this sense of “I've
learned everything there is to know about writingtien in fact they've learned a smidge.
Finally, the idea of AP English as being a commpuitheightened when we look at the
increasing numbers of students enrolling in thes®and their expectations of the course as
preparation for writing in college. To provideidlér picture of the course AP English seeks to
emulate, Chapter 4 will take a closer look thewatgtisystem of a college first year writing

course.
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Chapter 4: Activity System of First Year Compositian
As noted in Chapter 1, the introductory college position course is a course of many

names (“freshman English,” “first-year writing,"ifét-year composition”), and it has been
required of most students who entered Americandrigducation since the late nineteenth
century (Crowley 1). Because of the growing stugb@pulation in our nation’s colleges and
universities and perceivedheed to teach people how to write well, the freshe@mposition
course was designed, and each year these coueskesl @f incoming students, who are by no
surprise mostly freshmen (1). According to Crowley

In the academic year 1994-95, there were 12,262)608rgraduates enrolled in

American colleges and universities. If a quarfahose students were

freshman—which is likely, since freshman classesd te be larger than more

advanced classes—nationally there were at leashfidlion students enrolled in

the freshman composition course during that ydar. (
Additionally, the National Center for Education t8ttacs reported that approximately, 21.6
million students were expected to attend collegesumiversities in 2012 (1), but at the growing
rate that students are beginning to take collegeses while still in high school, it's uncertain
exactly how many of those 21.6 million students lddae considered freshman and enrolled in a
first year writing course. Because both AP Engégams seek to offer students exemption and
advanced standing for credit-bearing first-year position courses in college, this chapter
analyzes the activity system of a first-year wgttourse in a small, private four-year institution
in eastern, NC, in part to ascertain how this systeay differ from that of a high school AP
system and how that difference may impact leartnagsfer. Unlike AP’s beginnings, first-year

composition courses have had a tumultuous histdhe course has been faced with several



attempts to abolish it completely. In their pi¢itied “Activity Theory: An Introduction to the
Writing Classroom” Kain and Wardle break down DaRidssell’s definition of an activity
system into discrete parts and posit that “actigytgtems come into being because of practices
that have a history. At any point that we can begistudy how a system works, we need to
consider how it came to function in a particulayivg). This chapter begins with an analysis
of first-year composition’s sociocultural and histal background, followed by a discussion of
the nationally recognized CWPA Outcomes StatenmriEirst-Year Composition, and then a
discussion of the observation and survey matewah fthe first-year composition class |
observed at a small private liberal arts collegeastern North Carolina. This material is
important to this dissertation project becauseat/ales a look into what a first-year composition

course “looks” like and addresses how it functiontday’s time.

First-Year Composition: A Historical Look at its dls, Rules, Community, and Division of

Labor
At the beginning of his article “Romantics on Whg: Liberal Culture and the Abolition
of Composition Courses” published in 198&hetoric ReviewDavid Russell began with the
following quotations:
“On no one subject of education has so great aruatad effort been put forth as
on the teaching of English Composition, with stidisatisfactory to show for it.”

-- Thomas R. Lounsbury, 1911

“I believe that the standard college course in ke composition has done

much more harm than good, and the greatest sehateollege teachers of
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English could render to their profession and tdegphte education in general
would be to urge the immediate abolition of therseweverywhere.” -- Oscar

James Campbell, 1937

These are harsh words spoken by two well-knownrelitee professors, yet they offer a first
glimpse at the turbulent history of the first-yeamposition course. Russell writes that “though
English departments were founded at the closeeohitheteenth century largely to teach writing,
and freshman composition has been the most consandf a shifting elective curriculum ever
since, composition courses have rarely been gé#&utlof the university” (132). This statement is
largely made because the course was so often seemadial, was more than likely taught by
adjunct or graduate students, yet was a “necessdiybecause English departments came to
rely on it for numbers (133).

Over the years the content of this course hasggthas well, and it often varies from
university to university and class to class in s@ages. Traditionally, these first year writing
courses have been housed in English departmerntsawiide range of tenure-stream faculty,
adjuncts, and graduate students teaching the coise, there is much talk about the
disciplinarity of writing studies and where collegamposition falls within that landscape. In
the Retrospective piece Gomposition Forum’'Spring 2013 journal, Elizabeth Wardle and
Doug Downs wrote, “We do continue to maintain thating studies has a problem that most
other fields don’t: lack of recognition that \aee a field and that people who teach writing
courses can't necessarily do so well with onlykhewledge about writing they've developed in
earning other college degrees” (par 14). DownsWaddle point out two keys issues within the

field: who teaches within it, which we will be dissed later in the chapter, and wisaaught in
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the field. Additionally, many scholars and educsatoave begun to ask, given the complexity of
the different types of first-year composition o#drand no set national standard, how could
either AP English course/exam possibly “stand in"replace” first-year composition.

Likewise, in “Reimagining the Nature of FYC: TrendsWriting-about-Writing
Pedagogies,” Downs and Wardle write that the coitipadield is clearly one tied to both the
study of writing and the teaching of writing, arslafield, Composition Studies is
approximately fifty years old (124). As part oéthintroduction to the field, they cite the
guestions it typically seeks to answer:

Like other academic fields, it [composition studlieas a loosely defined (and
continually redefined) set of central questiond traate an area of research-and-
theory-based study. These questions include: Hmeg avriting work? How did a
text get to be the way it is? How do writers geting done? How is writing a
rhetorical activity, and how are texts rhetoricslcdurse? How is writing
technological? How is writing learned, and what better and worse ways of
teaching it? (124).
For Downs and Wardle, these questions are parhaf keeps the field of composition studies in
such flux. In other words, those in the field a¢oually re-evaluate what works and what doesn’t
in order to construct the best approach(es) toeaehing of writing. Questions like these also
prompted the Council of Writing Program Administnat to craft the “Outcomes Statement for
First Year Composition,” which was adopted in A@@100 and amended in July 2008. The
purpose of this document is not necessarily todstathzed what each institution and instructor
does regarding teaching composition, but it isftera set of nationally recognized outcomes

that students can expect to achieve after one@seguences of first-year composition. How

78



each institution approaches the document, howeserains a very individualized action. Table

6 lists the “Outcomes”.
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Table 6: CWPA Outcomes Statement for First-Year Corposition

CWPA Outcomes Statement for First-Year Composition

Rhetorical Knowledge
By the end of first year composition, students shdd

Focus on a purpose

Respond to the needs of different audiences

Respond appropriately to different kinds of rhetakisituations

Use conventions of format and structure appropti@tie rhetorical situation
Adopt appropriate voice, tone, and level of forityali

Understand how genres shape reading and writing

Write in several genres

Critical Thinking, Reading, and Writing
By the end of first year composition, students shdd

Use writing and reading for inquiry, learning, tkiimg, and communicating
Understand a writing assignment as a series o tasduding finding, evaluating,
analyzing, and synthesizing appropriate primary sswbndary sources

Integrate their own ideas with those of others

Understand the relationship among language, knayeleand power

Processes
By the end of first year composition, students shdd

Be aware that it usually takes multiple draftsreate and complete a successful text
Develop flexible strategies for generating, rewgsiediting, and proof-reading
Understand writing as an open process that pewmitsrs to use later invention and
rethinking to revise their work

Understand the collaborative and social aspectgithg processes

Learn to critique their own and others’ works

Learn to balance the advantages of relying on stivéh responsibility of doing their
part

Use a variety of technologies to address a rangeidiences

Knowledge Conventions
By the end of first year composition, students shad

Learn common formats for different kinds of texts

Develop knowledge of genre conventions ranging fsbmcture and paragraphing to
tone and mechanics

Practice appropriate means of documenting theikwor

Control such surface features as syntax, gramroactpation, and spelling

Composing in Electronic Environments
By the end of first year composition, students shdd

Use electronic environments for drafting, reviewiaditing, and sharing texts
Locate, evaluate, organize, and use re88arch milateliected from electronic sources,
including scholarly library databases; other officdatabases (e.g., federal government



databases); and informal electronic networks atetniet sources
e Understand and exploit the differences in the nedbstrategies and in the affordances
available for both print and electronic composingggsses and texts

Again, because either AP English course can repiesteyear composition by virtue of a
score on a standardized test, it is important te titat these outcomes are not, in many ways,
similar to the outcomes stated or produced by eflreEnglish course. Granted, the AP English
Language and Literature course has its own setitcbmes that somewhat mirrors those
provided by the CWPA for first-year composition,easdenced in the previous chapter, some
essential elements were not addressed. Additiptiaibugh observations of the AP English
Literature and Composition class, it was cleardtux of writing done in that course had only
two purposes: 1) writing to analyze literature horclear audience or purpose and 2) practice
writing to pass a standardized test. Very littlgphasis was placed on rhetorical knowledge,
including the conventions of rhetoric and the rhietd situation, or the processes of writing, like
pre-writing, drafting, and proofreading.

The questions outlined by Downs and Wardle andDihieomes crafted by the CWPA
have both done a lot to characterize where thd fiak been and is going. Downs and Wardle
took time to revisit the field’s previous focal pts by noting,

Like other academic fields, composition studiescharacterized by
paradigmatic waves of thought shifting one to thetneach a strong reaction to
(and usually against) the preceding paradigm. Abythese paradigms of
thought about writing are expressed foremost imp#aagogies that accompany
them. Current-traditionalrhetoric, with its modernist emphasis on formsaoigl
in, writing, was accompanied by writing instructitivat focused on formal

correctness and theme-based writing. preeesgparadigm, beginning in the
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early 1970s, focused on writing as an activityesfursive invention of ideas
through prewriting, drafting, and revising, and sawiting instruction turn to
emphasize ‘process over product’ and strong exioress writers’ own points of
view. With the advent ahe social turnin the late 1980s and early 1990s,
researchers and theorists brought greater empioatsie contexts in which
writing takes place, reunderstanding writing nosiasply emerging from a
writer’s thoughts, but as a response to partiontaing situations and audience
needs and expectations. Writing instruction indbeial turn has been
characterized by a focus on textuality, the sawalire of language, and the
analysis of how texts are culturally constructed #rus constrain writers and
readers. (124)
Clearly, over the years there has been much diseuabout what this course is supposed to
teach about writing or if there should even be@s® at all. This “questioning of the field”,
however, has not typically been part of the AP paiog Alas, the strongest change that has
taken place within the field of AP is one worksstde education as commodity, as referenced in
Chapter 3. However as some educators and schioltdrs field of composition have studied and
as the opening quotations to this section staté, bounsbury and Campbell firmly believed
such a course should not exist because “it [comipaginot only wastes time, [but also] it
corrupts the English department by introducing lenghilosophy which is antithetical to the
department’s true mission” (Russell 136). Essdgtithe two, among a smattering of others
over the years, believed “good” writing simply cdwlt be taught. The dilemma has also existed

in regards to what is classified as “college-levetiting?
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Defining what is “college-level” writing is a morecent task that Patrick Sullivan and
Howard Tinberg, as well as many others, embarkeia tiee mid 2000s. Patrick Sullivan’s “An
Essential Question: What is ‘College-Level’ Writitigreflected on the importance of defining
college-level writing. Sullivan participated irseatewide meeting sponsored by the Connecticut
Coalition of English Teachers “to continue workapilot study begun a few years ago to
examine what various English teachers at commuwoitgges around the state do when they
teach composition” (347). Their goal was to defivfeat “college-level” writing was, and it
proved to be a daunting task. Sullivan stateg;duild like to argue in this essay that as teaching
professionals we must, at the very least, cleartjeustand the full variety of factors that help
shape this debate, and respect the imposing comptethat make determining a shared
definition of something like ‘college-level’ writqiproblematic” (375). He believes we must
first acknowledge all the intricacies related te tbsue in order to engage in a productive
dialogue. One of those complexities is the ided What one institution may consider college
level work, in fact, may not be college level waookanother. For instance, some universities cite
college-level work as the next step in writing eahiom, while others see writing in high school
as completely different from writing in collegeul®van ends his quest with a proposed solution
to what he believes “college-level” writing is sinouldbe:

To begin this dialogue, | would like to suggestttlva change the term “college-
level writer” to “college level reader, writer, atiiinker.” | believe these three
skills must be linked when we evaluate student#ten work, especially as it
relates to their relative level of preparednedsecuccessful college-level
students in mainstream courses. Good writing céy lwe the direct result of

good reading and thinking, and thus, it seems toisnene of the foundational

83



principles of college-level work. Furthermore, Higlity to discuss and evaluate

abstract ideas is, for me, the single most impostanable in considering

whether a student is capable of doing college-lexmek. (384)

Patrick Sullivan engaged in this conversation alwchat college-level writing is and to further

his point he came to the following criteria or stards for defining college-level work:

1.

A student should write in response to an articdsag, or reading selection
that contains at least some abstract content agltrie chosen based on
its appropriateness for a college-level coursee Jdiection shouldot be

a narrative and should not simply recount perserpérience.

Reading level or “readability for this material mtde determined by the
approximate grade level it tests at on, say, tlyeReadability Graph,
MacLaughlin’'s SMOB Readability Formula, or the Rayéeadability
Estimate. Some critics argue that the variousakedity tests can’t
accurately measure complexity of content (or “cgdead”) very well
(see Nelson; Hittleman). My experience using thests for work | assign
in my own classes seems to indicate that sentemggH, sophistication of
vocabulary, and length of sentences is a good gemeglicator for
determining what is appropriate for a college-leesder.

The writer's essay in response to this reading lshdemonstrate the

following:

. A willingness to evaluate ideas and issues casefull
. Some skill at analysis and higher-level thinking

. Some ability to shape and organize material effebti
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. The ability to integrate some of the material frhma reading
skillfully
. The ability to follow the standard rules of gramimaunctuation,

and spelling. (385)

Because the question of what college-level writsrgontinues to be such a pressing issue, this
article was the first chapter in Patrick SullivardaHoward Tinberg's booWhat is “College
Level” Writing. The book is comprised of selected essays dewiitiigthe topic of college-level
writing. Published in 2006, after the CWPA'’s Outees Statement for First-Year Composition,
Sullivan lists several attributes of the WPA'’s staent, though not all of them. Most notably, to
me, would be Sullivan’s omission of criteria rethte rhetorical knowledge, for example writing
for a purpose and an audience.

But what else is or is supposed to be includedrst-year composition? Some see the
college composition course as a course that pesctempty forms,” including patterns such as
compare/contrast essays, personal narratives,taedrbetorical modes. A hot topic at recent
College Composition and Communication Conferenlgelsl most recently in Las Vegas, is the
value of teaching a “writing-about-writing” currileum in first-year composition classrooms
because many believe this method best influenaesfir, a topic covered in Chapter 5.
However in his excerpt above, Sullivan providesyanie example of what “college-level”

writing is.

First-Year Composition: A Four-Year Liberal Arts {&ge’'s Perspective

At an institutional level, what is taught in thdlege composition classroom is often

decided within the department that houses the eouls the institution where this research was
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conducted, the first-year writing course is delegm two semesters, unless one places into
ENG 100: Fundamentals of Writing, the developmeadairse, or directly into ENG 102. At the
ENG 100 level, a student will take three semesiEc®mposition instruction, or, if a student
places into ENG 102 or ENG 103: Honors, he or sitieomly be required to take and pass either
of those courses with a C- and then he or shereative placement credit for ENG 101. For
ENG 101: Composition I, the first course in the feaurse sequence, classwork counts for 80%
of the grade and the final exam makes up the ranga0% of the final grade. Additionally, the
document the department uses as the basis fanidslmes states,

e Students should write at least six papers, withaifriee six being a major revision of one
of the other five papers.

o At least two of the six papers should be writteglass (hand-written).

¢ Minimum length of papers: 550 words.

¢ Rhetorical modes may include observation, illugtrgtdefinition, investigation,
narrative (remembering), causal analysis, compaféemtrast, evaluation, but not
argumentation. The six papers should cover at fe@sdifferent modes.

e One of the six papers, preferably near the entletourse, should require MLA
documentation of a source, perhaps an essay frerotlrse textbook.

e A maximum of 20% of the entire course grade canectnom non-writing activities.

Even with just a quick glance at these action itesng can tell the course as a whole has a
heavy focus on learning certain “patterns” of vagtj and it has a strong focus on function and
form. There is little required in regards to u$éeghnology, as three essays (two in class and

then the final) are written by hand in the classna®tting.
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The second course in the two-course sequence® HIR: Composition Il. This course

is focused more on argumentation, whereas arguwasihot an approach typically taught in the

ENG 101 course. The guidelines for this courseesta

Students should write at least three papers pRisethearch paper.

At least one of the three papers should be writterass.

Minimum length of the three papers: 550 words.

Minimum length of the research paper: 6 pagescoonting Works Cited.

Number of sources used in research paper: mininfubr(varied, scholarly sources).
The main rhetorical mode for papers is argumentabat early papers may engage
students in exploration of topic, sharpen their swamzing skills, or otherwise prepare
them to think argumentatively.

The instructor must have a conference with eadtesiiuto discuss the rough draft of the
research paper.

A maximum of 20% of the entire course grade canectham non-writing activities.

ENG 102 shares some similarities with ENG 101, tik@required in-class written essay, but the

real focus of ENG 102 is on argumentative writifi@epending on the professor, a class may

learn straight position argument or a variety gfraaches to argumentation, like rhetorical

analysis, causal analysis, argument by definittwrproposal arguments to name a few. Through

analysis of just the learning outcomes, the twatdfyrear composition classes do not share many

similarities with those of the AP English class @h®d, nor is either composition course up to

par exactly with the WPA Outcomes Statement fostFftrear Composition. Again, it seems one

of the number one outcomes missing is related INP&'s section regarding Rhetorical

Knowledge. While the first-year composition cowrse take into consideration the entire

writing process from initial idea and draft to r&ein and editing, a sense of writing foreal
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purpose and eeal audience is missing. Additionally, while studeats learning several
patterns of writing, like comparison-contrast, dggmn, or argumentation, there is not any
indication of the learning genres beyond thoseadlyespecified knowledge conventions.

In addition to these requirements, there are gisciBc “Examination Guidelines” that
must be followed as well. Not only do studentseheovwrite one or two hand-written essays in
class, but each class also requires a hand-writteriass final essay exam. At the beginning of
the semester, all students turn in a specific nurabtlue books,” which are simply pieces of
notebook paper that have been wrapped in a bluer and stapled together. On the last day of
class, students receive the final exam handoulitathe five possible essay exam topics.
Students prepare thesis statements and outlingisrés of the five topics on the back of the
exam sheet and bring the sheet with them to classenday of the exam. Then, on exam day
the instructor will randomly select three of theefitopics, and the student selects one to write on.
Interestingly, this practice somewhat mirrors thiathe both the SAT’s and AP’s exam writing
sections since all three instances include writing draft in a timed setting. For ENG 100, the
Fundamentals of Writing course, and ENG 101, stisdgmpically only need thesis statements
and outlines; however, for ENG 102, students vidbaneed to include any quotations and works
cited information on the outline(s) too. Finalllge exams are then exchanged with two other
professors in the department who grade them hadibgi The instructor then takes the average
of the two grades as the final essay exam gradehvdounts for twenty percent of the overall
course grade.

The composition program’s faculty, in essence thgligh Department, decides on the
majority of these requirements. They are revisaedually and revised as needed. In addition to

these requirements the two sequenced compositimse® also fall under the purview of the
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college’s General Education requirements and the (QRuality Enhancement Plan). These two
groups require all Writing Intensive (WI) courseause a specific college-wide rubric to grade at
least one paper (two in ENG 101), to write a mimmof fifteen to twenty pages, and to assign
at least fifty percent or more of the course giaased on writing assignments.

The course observed during the Spring 2013 semeateDr. F's ENG 102E:
Composition Il course. The syllabus for this ceussa very thorough and detailed thirteen-page
document (See Appendix C). In addition to theaylis, Dr. F also gives students a two-page,
two-column, single-spaced document titled “Courderimation for ENG 102" (See Appendix
C). This sheet lists various college wide policiasluding ones on attendance, electronic
devices, academic dishonesty, and disruptive behavithe classroom. In the left-hand column
under the “Continuous Enrollment and Course Grauley” the course’s objectives include the
following:

1. To learn to write effective argumentative essays.

2. To learn to think and write logically.

3. Tolearn to analyze and evaluate complex reading signmentsand improve test-
taking skills.

4. To learn effective research techniques and apply #m in the writing of an
argumentative research paper.

5. To learn to use Microsoft Word for all English 18&pers, including the research paper.
(1, emphasis added)

Some of these course objectives are an addititietone’s already established by the
department (see those in bold). Dr. F has chaséighlight other areas he believes ENG 102
students need more proficiency with, and he workghose areas throughout the course of the

semester. Directly below the course objectivesalso includes a note that states, “Please do
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not think that you can improve your writing skillg only turning in your papers and not
attending class. This is not a correspondenceseoufhere is a lot that is learned in class that
cannot be learned simply by writing your papersiolgt of class” (1). Class attendance is
crucial, not only in this ENG 102 course, but edsooss campus as a whole. Because this is a
small, private, liberal arts institution, a greattiof value is placed on being present and
participating in classes. A quick comparison of IRsper’s course objectives to Dr. F’'s will
show the first major difference between the courd®tile Ms. Roper’s course has a heavy
emphasis on reading literature, Dr. F's course omytions reading as it relates to analyzing
and reading research related to their essays.Rbfger’'s syllabus goes on to discuss timed
essays and reader-response journals; Dr. F's cowgisles none of the sort.

Over the course of the observation period duregspring 2013 semester, | observed Dr.
F work with students on a series of small assignatnat lead to their big research paper; | also
observed students develop Paper 3, which was desmatsion of the larger research paper. A
typical observation of this course would involve Bis speaking to the class about the
assignment they are presently working on and offeaidvice or pointing out format
requirements, and then the class would have thaineng class time (anywhere from forty to
twenty-five minutes) to work on that assignmentlogir on at their computer.

To illustrate a typical day in Dr. F's class, osbiFuary 20, 2013, | observed as Dr. F met
his students in the computer lab in order to dis¢he format for their research paper. At the
beginning of class, he handed back graded paragtaphthey had completed the previous class
period. Dr. F then went over the correct formaiagdor the first argument paragraph. He
discussed the simplicity of having a “master coggti emphasized the form, as in MLA style

header, contact information, and title and paragedjgnment. He announced the worksheet for
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Paper 3 and the next argument paragraph were dtrelgnd of the class period. Dr. F then
provided a mini lesson on how to set up a one-papdgargument and to include quotations. He
broke down the example sentence by sentence. iHléhedfirst sentence is the argument or
claim that is being made, and the next sentenc&satorprove the first sentence is true or
correct. He then stated that the rest of the papdgis also developed to prove the first sentence
(claim) is true, and he cited the use of an indiggote (“gtd. in” format) in the example
paragraph. Thus, he discussed the content (régearthe paragraph to show how the writer
processes it. He then proceeded to tell a stavytatow one can tell someone is gay by looking
at the eyes. His example made some students gigdlethers squirm in their seat. He
proceeded to offer information from a scientifiadf and then pulled it all together by saying
his claim about “gay” eyes was verbalized in thmasdormat as the paragraph they are writing.
After he finished explaining his verbal examplettinaitated the format of the paragraph
they were writing, he reminded them they would Isewssing how to revise next class period
and to bring back marked paragraphs he’'d gradé&x. F reiterated that they should be able to
complete most of their work in class if they stapedtask. He also stated that Paper 3 is a short
version of the larger research paper, so each rtagvill eventually be expanded into a page
(one page introduction, one page body paragrapbn}oln total, he spent about twenty-five
minutes discussing the format of the paragraph te@dtudents, then, had the remaining class
time (another twenty-five minutes) to work on theidividual paragraphs at their computers.
Only on four occasions did the class meet upsiitiseir normal classroom, not in the
computer lab, to discuss other items related tdatger research paper. The first non-lab class
session included a discussion of grammar and mevisDr. F discussed his revision symbols and

what they mean during this class session. Foamtst, on February 22, 2013, the class met in
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their normal classroom on the second floor of PHak. He instructed students to take out their
first argument paragraph (short assignment #3)alBi@ told the class that he has six more
papers to grade. He then began to break downategraphs of Paper 3, which were really a
mini version of the argument research paper (ARR).instructed students that he wants them to
revise argument paragraph #3 but to do so on tlualgearagraph, not on another sheet of paper.
He then mentioned some writing problems that hesicens to be “major”: comma splice, fused
sentence, subject-verb agreement, major awkwarstreaions, and fragments. Thus far, on
every occasion Dr. F took great detail to explamwriting assignment students were working
on as well as his expectations of that assignmintas also clear that the main audience for the
student’s work was Dr. F and not a made up soufte assignments did not have a purpose
guided by a specific situation or exigency. Inesttvords, students were writing to write.

During the remainder of the observation on Felyr@&; 2013, | listened as Dr. F
discussed the students’ assignment in more ddtaldiscussed first sentence of the paragraph,
focusing on if the topic sentence makes senssholtld be the claim, and he suggested they
follow a format ofclaim—because—argumenthus, he wants students to inclimeEause
clauses to connect their claim with their firstiargentative point. Dr. F then stated that some
students were already putting refutation in theg$sit that it was NOT allowed yet. He made
up an example while holding a remote. He said|lifiggme what it's not is not the same as
arguing for what it is. You still must argue yqoint.” Dr. F then continued to go over the
revision guide stating, “Stars are bad.” He u$edexample of someone having holes in his
jacket. He stated that one hole is fine; someoiggtmot catch it, but half a dozen holes are
distracting. To him, poor grammar and syntaxke having too many holes in one’s clothing.

After going over the grammar revision guide, hevada his students how to use the “Revision
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Tabulation Grid,” which is the grammar revision dgiwithout all the definitions. This guide
allows students to make “tick” marks of their esrgp they can see what kind of errors they
continually make. Finally, he went over the “Graarf®roblems To Watch Out For” guide.

Essentially, Dr. F meticulously breaks down assignts for students. They work on
writing pieces of the essay, paragraph by paragtéen, he gives them feedback, an option to
revise, and grades the whole essay again. Thddwsgrades are “homework” grades but the
final grade is the “paper” grade. He tells thesslhe is not making revisions for them but
teaching them how to do it themselves, yet theegsitegdare not always paying attention. A large
majority of students played on their phones, andyrthdn’t even take notes. This lack of
engagement is very different from the level of egegaent in Ms. Roper’s class. Students often
hung on every word Ms. Roper spoke and rarely wisteacted by their phones. Part of this
difference seems to be due to the two instructcety different personalities and possibly the
design of the classroom.

Unlike the bubbly and inviting atmosphere of Ms pRs classroom spaciines Hall
204 is a blank slate. Pines Hall is the academicdf the campus. First-year students spend a
majority of their time in Pines Hall as it houseany departments and majors on campus,
especially those also connected to the general¢idaccurriculum. The Pines Hall classroom
204 is just off the back stair well centered betwaéhistory” classroom and a “business”
classroom.

The classroom has a blue-ish speckled carpet grd@amately twenty-five desks with
twenty-five chairs pulled up, one to each deskthinfront of the room is a long table and a

chair for the professor. To the right of the talfiéacing outwards to the classroom, is a wooden

2 Pines Hall is also a pseudonym used to protect the identity of the institution observed.
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lectern and a long coiled up set of cords for tteggetion unit, making it possible to connect a
professor’s laptop for various lessons. The fdf afahe classroom is lined with large windows
facing a street, and the remaining walls are aumexof brick, white boards, and bulletin boards.
In total, the room has three large whiteboardsthrek large bulletin boards. Other than various
advertisements for student jobs, the room is Mistiaclean slate. Unlike Ms. Roper’s bright,
student-inspired classroom, Dr. F's classroomss guroom. It does nothing to facilitate

learning other than to provide a place for studémtseet, discuss, and work. Unlike the AP
setting, however, Dr. F's students split their tibetween a computer lab and the actual
classroom. The two settings are in stark contcastich other and the kinds of learning that take
place within them.

On the second in-class session, Dr. F discusséigptbgether the research paper,
including exactly what to turn in, how to placenig in the folder, and when the final project was
due. The final two in class sessions included dpeg given by the students on their research
project to gain extra credit points and a discussiatopics related to the final in class written
essay exam. Dr. F seems to take a great deaheftt plan his course and assignments so that
students can do the work on their own. He expbets to read the syllabus and the directions
for each assignment and to complete the taskimelyt manner. The responsibility resides
within the student to stay on task. This poirfuigher illustrated when on one particular
occasion, Dr. F refused to grade several studerdsk because they did not follow directions.
He announced that he had handed back several pdoké&aper 3 the previous class period
because they were incomplete and only four pecgdetinrned them back in. He emphasized
that students must follow directions and turn tipaickets back in if they expect a grade

(Observation, March 20, 2013). On another occaseprovided a word of caution regarding
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students who were not working through their rewigiaragraphs. He noted he had been
marking the same errors repeatedly, so he insthgttedents to look back over their previous
work and learn from their mistakes so he doesnielta mark the same errors again
(Observation, March 22, 2013). Dr. F made sinmdgmarks regarding student’s responsibility
on several other occasions, including ones aboutthdurn in the ARP assignment and how to
proceed with their in class speeches (Observatiymsl, 17, 2013).

Overall, this first-year composition course is vdifferent from the structure and
demands of the AP English course. The first-yeanmosition course is also somewhat at odds
with the WPA Outcomes statement as well. It appeaither course, as each stands, does much
to aid writing transfer. However, in regards te therarchical structure of the AP program, the
first-year composition course holds less rigidityr@égards to college demands and instructor’s
preferences. The system as a whole is much “tbase more flexible than that of the high
school AP English classroom. However, the subjelctsstudents and instructors, share some

similarities.

First-Year Composition: Subjects and Motives

In the early part of the twentieth century, teaghtime first-year composition course fell
mainly on probationary faculty, primarily “becausd-time faculty realized that there was no
professional future in teaching a course that prteduno research” (Crowley 4). By the 1940s,
graduate students had taken over the bulk of tegahe course. During the 1950s and 60s,
part-time teachers began teaching the course attntiee graduate students because of the large
influx of post-war students entering college (4And today, for the most part, and depending on

whether the institution is public or private, gratkistudents, adjunct faculty, and lecturers make
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up the majority of composition instructors in onstitutions of higher learning, which is as much
a part of the grand issues surrounding first-yeanmosition as is what is taught.

At the college where | observed English 102E, hawesix of the seven instructors are
full-time and hold a Professor, Assistant ProfesspWisiting Assistant Professor rank. Four of
those six are tenured, and one is tenure-trackregularly teach in the program, usually
covering one to three composition classes a semeatklitionally, the department also keeps at
least one adjunct, typically the same person eagtester, on hand to cover any additional
traditional composition courses or APP, Acceler®eafessional Programs, courses that may
need to be staffed. As a whole, this departmenéike-up and teaching practices are not the
norm for most college and university’s freshman position programs.

For the particular ENG 102 course under observati@instructor holds the rank of
Professor, has tenure, and has been at the céliegpproximately forty years. There were
seventeen students enrolled in the course, eighdlés and nine males. Of the eight females,
six were Caucasian and two were African Americaa fiilme males included four Caucasians
and five African Americans (see Table 7).

Table 7: ENG 102 Demographics
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Demographics

w Caucasian Males
i African American Males
Caucasian Females

w African American Females

Of the seventeen students in the cotthirteen participated in a survey that as
guestions about their previous high school expedasrand what they hoped to gain from tal
the freshman composition course. Only one ouhethirteen students surveyed took an
English course in highchool. This student took the AP English Languagg @ompositior
course and exam, but she received a two on the ardmaould not use the score to place ol
ENG 101 or ENG 102. The chart below shows whatiBimgourses the remaining twel

students took in high school.

Table 8: High School English Course
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The two who marked “other” further explained thedhaken “Regular English” and “Stand:
English.”

Additionally, students were taking the course beeatiis the required second couof
the twocourse sequence at this particular college. Tiesits entered the course throug
variety of means, including transferring to thetitmsion and being placed into the cour
matriculating from ENG 101, or repeating the colrseause of failed prior attempt. Whe
asked what students hoped to gain upon finishiag NG 102 course, the answers were f¢

close and they seemed to match the learning ousdéoné¢he cours

Table 9: What Students Hope to Gain from ENG 10

98



14

12

10

RN
|1
IR

0 T T T —

Improve Writing Skills  Improve Critical =~ Prepare me for writing Other
Thinking Skills in other college
courses

Becauséhe respondents could mark all that apply, thelteswe fairly even. The one wil
marked other added he hoped the course would “prepa for the English major and all t
writing that’s required.” Though the relationstiptween those who stated course will
improve their writing skills is only slightly highehan the number who also stated they hc
the course would prepare them for writing in otbeltege courses is minimum, it is somew
concerning to see studemtst think the course will repare them for their other writir
endeavors, and it is equally interesting to complaigestatistic with the overwhelming numt
of students who believed the AP English cowwouldprepare them for writing in college
Somewhere there is a disconnbetweerandwithin both systemsThis topic directly relates t
the issue of transfer, which will be taken up ia tlext chapter, but first let's summarize w
we’ve learned from this chapter.

First, while the activity system of this fi-year composibn classroom varies great
from the activity system of the AP English Litena@and Composition classroom, it also d

not directly meet many of the outcomes listed B @WPA Outcomes Statement. Althot
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neither course directly relates to the CWPA Outco®statement and is a concerning similarity, it
further proves the difficulty of gauging and promgtthe effectiveness of passing off one course
for another. It has been made clear that notrattyear composition courses are designed or
administered with the CWPA statement in mind, soadbsumption that an AP course taught in

high school would transfer across a space with sashdifferences is shaky.
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Ch. 5: Conclusions and Implications

When writing about her deep interest in the conoaestbetween writing in high school
and writing in college, Yancey offers three reastms previous teaching experience both in
college and in middle and high school, her workhwitrginia Beach City Schools’ teachers, and
her recent research on transfer theory. Sheahblesy “Put simply, what is it that students learn
in our classes about how to write that they caoryward with them in other sites of writing?”
(Yancey, “Responding” 300). Yancey’s questiongsful when applied to the overall analysis
of this study. What is it that was learned abbetdctivity systems of both high school AP
English classes and first-year writing in colleged what, if anything, transfers? Some of the
differences between the two systems relate to thieves or underlying goals of the two
systems, the views on writing and writing assignteeand the expectations of students and
courses themselves.

As referenced earlier, the most popular courségiis repertoire are those in the AP
English program. Both courses allow for the pabgitof advanced placement or exemption
from first-year composition in college. The AP Hsly Language and Composition course and
corresponding exam has become more popular redestiuse more and more colleges and
universities are offering credit for first-year cpasition to students with successful AP exam
scores. The newly adopted “Statement on Pre-Golrgdit for Writing,” authored by select
members of the Council of Writing Program Admirastrs, found that “since 2010 more
students have taken the language exam than treglite exam, probably because more
institutions are now permitting exemptions from FYWkst Year Writing] for the language
exam” (5). Though AP revised the Language and Gmtipn course to align it more closely to

the goals and objectives of first-year compositionollege (see Ch. 3 for more details), some



major differences remain. First, American Literatis often the required subject of junior year
high school English because of state mandatespiaiglate means the typical AP Language and
Composition course is most often not comparabkeftost-year composition course in college
(“CWPA Statement” 5-6). The same can be saidHferAP English Literature and Composition
course. State mandates often require that thisseaover British Literature, so much of the
course revolves around the reading and analyditeadture. This study of literature may
increase the critical thinking capacity of studeartsl help begin to mold their views of the

world, yet in most instances, literature like tidtich is studied heavily in this AP course is not
the kind of reading done in a first-year compositiourse.

Largely, the way literature was analyzed in theodRrse | observed often resulted in
claims or conclusions regarding the author’s tanstylistic choices. Granted, there are other
ways of analyzing literature that really get to teart of rhetorical analysis and claims that a
first-year writer may make, like asking studentsaie into the socio-culture climate or political
leanings of the time period the writing was creatad this particular course was not designed to
achieve those sorts of claims or discussions. duniscular choice, | believe, is largely due to
the nature of the AP exam the course was designprepare students for. For this exam, there
is but one answer and one interpretation to eaatepof literature and any “outside” or
contextual information is not necessary to deteimgjthe correct answer.

Likewise, the writing is very different, too. most instances, AP English courses
include a variety of writing assignments relate@malyzing and responding to the literature
read. On numerous occasions in Ms. Roper’s ciaisdents were instructed to pull out sections
of a particular novel, re-write the section on aetlof construction paper, and illustrate it in

order to create something called “found poems.hother assignment may include cutting up a
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poem and gluing it into their journals to critiquging the literary analysis techniques they've
learned thus far. Still other assignments, mathdger to the time the exam loomed, were
directly related to the AP exam and emphasizedmngriimed essays in accordance with an
official, yet out-of-date, AP essay prompt. Studesften practiced the five-paragraph theme
and were encouraged to utilize the words from iherds to Use in Analytical Essays” poster

on the wall of the classroom. None of these assagis were part of the first-year composition
class | observed, nor are they like any of thegassents described in the outcomes of either the
ENG 101 course or ENG 102 courses at that collétfavever, a close examination of the two
courses will show that even though the physicabassents were not the same, there were
similarities in the mechanics and the frameworkihelthose assignments. For example,
although Dr. F never required students to writeve-paragraph essay or select certain analytical
buzz words, his discussion of how to write argunparagraphs and because-clauses are
regimented, formulaic ways of understanding writamgl/or communication.

In some ways, the activities engaged in the AP iEhglourse work against some of the
outcomes of the first-year composition course. fiimed-essays and practice multiple-choice
exams are two such examples of activities thatalgroduce the same outcomes as those in the
first-year composition course. Focusing on howvtibe a five-paragraph timed essay full of
“tone” or “analytical” buzzwords does not teachdstnts the recursivity of the writing process.
Learning that there is only one correct answemntgerpretation of a piece of writing also does
little to foster students’ critical thinking skillespecially those related to rhetorical analysis.

The only assignment the two systems shared waseaneh paper. However, there were
vast differences between those two assignments,Acmilarity between both instructors,

though, is that both worked to take their studémtsugh the entire writing process, from initial
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idea to final draft. | observed the middle portmfrMs. Roper’s process, which included the use
of notecards to organize ideas, an instructor vestkdraft, and a final paper. Dr. F's process
was similar but students wrote their final resegraper in sections, which were then first
reviewed and graded as Paper 3, and then portidhatgpaper were pulled out, further
developed, and reviewed again by Dr. F before lfjriadcoming part of the final ARP

(Argument Research Paper). Some of the differebetseen the two projects included items
such as page requirement and the number of regeim@des. The sources themselves were very
different, too. Ms. Roper allowed a wide variefyoaline sources. There were, essentially, no
restrictions. The paper that received a perfemtesused Internet sites such as Guy Harvey's
website and About.com. Additionally, there was aoéquirement to use scholarly journal
articles or any particular type of traditional “@gaptexts. On the other hand, Dr. F had strict
requirements regarding the kinds of sources allowelde paper, including a certain number of
book sources, scholarly journal sources, and magamwspaper sources. In the singular use of
the required research paper, the AP English stadestte getting their first taste of writing in
college, but it could be viewed as a very wealnsufficient preview of such writing tasks
because the standards were not set as high asith@s$gpical college course nor were there
discussions related purpose, audience, conterther rhetorical conventions when writing was
produced.

Another major difference between these two actisitgtems is the expectations within
them, concerning those related to both pedagogyespbnsibility. As it stands, AP English
Language and Composition is typically taught injtireor year of high school. This placement
means the typical age of the student enrollederctiurse is anywhere from fifteen to sixteen

years old. As the CWPA's statement posits, théntinof the course creates issues:
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They [these juniors] are, in fact, younger at theetthey take the language test,
the exam which more colleges now allow as a suwlstfor FYW. This fact
raises these significant questions: Should FYWittezlgiven for short,
formulaic timed writing the student did two yeargopto matriculating at
college? If a student bypasses FYW on the streofgsich a small amount of
writing—even if it was rated highly by test scorensight they be missing out on
the developmental and socializing effects of moriéirg and of writing
assignments that are designed for the curriculanemd when they matriculate at
college. (6)
Simply put, the answers are No and Yes. Beyondetttehat it doesn’t make logical sense to
give credit for a course that requires very littheting that matches the course it is supposed to
be a substitute for, but there also seems to ligcamthect regarding a major goal of what FYC
does implicitly for the freshman student.

Many colleges and universities use FYC as a madrqf their general education
requirements. It indoctrinates students into tisealirse community and introduces students
into the ways in which we want them to write at ffagticular college or university they
matriculate at. In his foundational essay “Invegtihe University,” David Bartholomae
articulates the first-year writer as someone whatfearn our language, meaning the language
of the university. He states,

Every time a student sits down to write for us legé/university professors], he
has to invent the university for the occasion—irtviae university, that is, or a
branch of it, like History or Anthropology or Ecamas or English. He has to

learn to speak our language, to speak as we diy, tm particular ways of
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knowing, selecting, evaluating, reporting, conchgliand arguing that define the
discourse of our community. (4)
To be quite frank, the discourseamfr community is quite different from the discoursdloéir
community, the high school AP English classroomt d\dy are college systems and the
hierarchies within their governing structure diéfet, but the approaches to writing are vastly
different, too.

The continual argument that students can bypastsyar composition with a
“successful” score on a standardized AP Exam fufkexds the idea that the student has learned
everything he or she needs to know about writingfEnglish. This false sense of knowledge
can lead to what Jeanne Gunner calls “writing ds@mbodied skill” (qtd in Thalheimer 121).
Gunner says this kind of writing “serves merelyuoction as a credential that can be
impersonally produced. Students in turn can bel&bashavesandhave notsaccording to this
commodified notion of writing, their worth deterneith by their use value: do they have good
writing skills” (121). Thalheimer, author of “FroAdvanced Placement Student to Concurrent
Enroliment Teacher,” experienced this phenomensh fiand as he was someone who did well
in high school, including AP English, but was credlemotionally by his first college writing
course. He states, “I thought | had what it tamké a successful writer in college, partially
because of the grades | had received in high schabmore so because AP had deemed me
worthy” (121).

As evidenced in Chapter 3, AP eagerly plants #&el $n prospective parents’ and
students’ minds that many introductory college searare a commodity. As Thalheimer states,
“when | determined college writing was a ‘thindhad obtained, even had mastered, in a high

school setting, | personified Gunner’s fear thatlshts see college writing as merely a

106



commodity” (121-122). In his tell-all bodWaking the Grades: My Misadventures in the
Standardized Testing Industrijodd Farley discusses his years spent workinghtr
standardized testing industry. Farley writes,
We are fast approaching a point where the graduafidnigh school seniors or
the promotion of any students will result not ofiym their classroom work or
the opinion of the teachers who spend every day thim but will also hinge on
their performance of a singitandardizedest ... We are nearing a point where
teacher pay and teacher hiring/firing will not bééd to an educator’s skill or
experience as much as it will be tied to his ordtedents’standardized test
scores... We are facing a world of education where diséremd states are
awarded federal funds based not on population ed bet instead on regional
standardized test scoreg$x)
The AP Program is in theusines®f education through the use of its standardized te
Education, then, is a commodity. When somethingawed as a commodity, it can be bought
and sold, and we can earn equity. If we boughtéthave full ownership, rights, and privileges,
but we don’t always get exactly what we pay fors AP has quickly grown in size over the
years, the value of its commodity has shrunk, ef/#re publicity around it and the credit it
earns for students hasn’t necessarily decreased.

With the rapid expansion of AP, there has beeragked shift in not only the
value/quality of the education provided, but alseré has been a shift in whom the program
markets. The reason for this shift is capital.e ilore students become involved in the program,
the more “equity” it has. In this sense, the pmefeé definition of “equity” as it relates to the

Program’s popular theme of “Equity and Excellenadérs to money. As most are aware, one
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of the definitions of the term “equity” means “th@netary value of a property or business ...”
(“equity”). As Jones notes, “The size of AP...haamyed. Five hundrdeand-pickedstudents
took a first version of the exams; [now] more tlaamalf-million take one of the two AP English
exams each May” (Jones 43, emphasis added). apiakt growth and inclusion has left the AP
Program with a lot of “equity”. Hansen took thledrty of calculating just how much money the
nonprofit organization grossed in 2008:

In 2008, the College Board sold a total of 2,736,AP exams worldwide to 1,580,821

students for $84 each, thus taking in nearly $28omin 2008 just from AP tests.

From a financial standpoint, AP tests are cleadyecessful product in the education

market, since the cost of the tests is within trach of many students. (18)
The same calculation for the year 2010 shows t/&51006 students took 3,213,225 exams at an
increased price of $87 per exam, which means tbgr®m grossed close to $280 million just from AP
exam fees that year. Exam fees, however, arerdiif depending on who the student is and wheoe he
she is from. The fee for those at schools outsidee United States, U.S. territories and
commonwealths, and Canada is $117 per exam. Addity, the fee for taking the exam at a College
Board-authorized testing center outside of the éthtates is $143 (“Fees”). To be fair, there is a
reduction of $22 that can be taken by students tfiitancial need” (“Fees”). Another little know
moneymaker for the group is also the test givestudents before they even enroll in AP courseghén
9™ Annual AP Report to the Nation, under the sediibed “A Right to Rigor: Fulfilling Student
Potential,” it is noted that the Preliminary SATtaal Merit Scholarship Qualifying Test
(PSAT/NMSQT) can be given to students to gauge teeidiness for AP courses (2). This product $00 i
sold by ETS, the parent company of the College &oar

However, these exam fees are not the only expetested to the AP Program. It also costs

money to obtain score reports beyond the initi&@. oThe fees vary according to how one would tile

information, for example by phone, rushed, etceg¥”). It seems evident that the amount of mohmsy t
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program produces each year is astounding, but at edst to the students’ education does it come?
Jones writes that “the rapid growth of AP, far frbeing cause for celebration, has caused its datjoad
as a valid measure for college credit. That ishasCollege Board has concentrated on increabimg t
number of participants, the quality of student parfance has actually declined, despite College @Boar
claims to the contrary” (Lichten gtd. in Jones 62).

In 2008, Cech and Holovach made Lichten’s assediear at the conclusion of their article
outlining “AP Trends” a chart included the followgimevelation: “Mean AP scores on AP exams taken at
U.S. public schools has declined in the past feary for students in all racial and ethnic categgori

except those in the Asian categories” (6). Thetahg chart depicts the issue graphically.

Table 10: Mean AP Scores with Demographics
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BIaFk or Asian/As. Mexi/Mex| Puerto Other |American .
Afican . . . . . White
. Amer. i-Amer. Rican Hispanic | Indian
American @2004
02004 2.03 3.04 2.51 2.54 2.8 2.45 2.99 @ 2005
2005 1.99 3.04 2.44 2.52 2.72 241 2.98 02006
02006 1.96 3.04 2.42 25 2.57 2.42 2.96
02007
02007 1.91 3.05 2.39 2.47 2.48 2.39 2.95

(data compiled from Cech and Holovach 7-8)
According to this data and AP’s definition of suggeeach ethnic category with the exception of the
Asian/Asian-American ethnicity has a failing averadn fact none of the other six ethnic groupséaes
had a passing average according to Cech and Hdl@vaombers from the years 2004-2007. Afe
Reports to the Natiomentioned already in Chapter 3 do not includedhis. Instead these reports
include only the percentage of a graduating clesgrgy a three or higher on an AP Exam at sometpoin
during high school. The College Board appeardmatant to emphasize the specific data mentioned
here and emphasized by Cech and Holovach. Whydabely? The numbers show a decline in quality
as Lichten asserts.
Hansen, again, sums up the issue well and offénslacompelling thought:

As AP has expanded its market share by recruigaghers and students in inner-city and

rural schools that formerly did not participates ttumber of students receiving the low

scores of 1 and 2 on the tests has also incregssithg the question of whether it makes

sense to invite students to participate in a progia which they are ill-prepared and to

spend personal or public funds for tests they Madlly fail. (18)
Her point is valid. Over the last several yeassaia educator in higher education teaching firat-ye

composition, I've encountered numerous former ABIEh students in my “regular” and developmental
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(not Honors or Advanced) composition classes. ddllege where | currently teach accepts AP English
scores of 3 for both exams as course credit fotiEn@01, the first course in a series of two. cArg of

4 or 5 on the AP Literature and Composition Exathgiwe a student credit for English 101 and Englis
201, the introduction to Literature course (“CrdalitExamination” 83). Notably, though, a student
cannot completely place out of composition courdgke Kathleen M. Puhr, the college believes
learning to write does not stop with “successfuP Exam scores (84), so all students must take the
English 102 Composition Il course or the honorséded English 103 section. From an educator’'s
standpoint, the quality of the AP Program has dishied. A program that once stood to motivate and t
help theunderservegcademic elite has shifted objectives and expatweduickly, creating a
monetarily equitable yet academically weakened janog largely in part because very little, if anyidpi

can be justifiably assumed to transfer from onéesygo the next.

Transfer between AP English, FYC, and Beyond

The field of transfer as it relates to writingiige for analysis. Several studies regarding
what actually transfers from first-year compositinto other writing situations are currently
underway, and researchers are working to uncovanimgful ways to foster transfer in the
writing classroom. So what do we know about wgtiransfer? In her chapter that concludes
Sullivan, Tinberg, and Blau’s second volumé/dfat is “College-Level” Writing’ Yancey
states,

We want our students’ learning to have both imntedsdfect and enduring value.
At the same time, we know...we have very differerttures of writing in high
school and in college. | hasten to point out, heevethat even ainglehigh

school or college has withinmultiple cultures of writing, and, given that writing
is rhetorical—designed for a given purpose andenagi—that’s a good think in

my view. The ‘problem,’ if there is one, isn’t tdeversity of cultures, but rather
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how those cultures connecir put somewhat differenthipow we might better

connect them(300)
She goes on to mention a longitudinal study coretlibly educational assessment researchers
and reported in the University of Washington’s $tofl Undergraduate Learning (UW SOUL)
where the study was “designed to discover what igndduates learned, how they learned it,
what obstacles or challenges they faced along te &and how they assessed their own learning
in six areas,” including writing (304). The two stdifficult areas for them were in regards to
math and writing: “The problems in writing weredviold: (1) students bring with them to
college a conception of writing misshaped by testand (2) students don’t understand writing
as disciplinary” (304). As Thalheimer posited, matudents are often perplexed as to why their
high school AP English course didn’t prepare thesacdly for the rigors of college writing.
Likewise, many college professors outside of thglish department often wonder what those
compositionists over in the English department tatigeir majors about writing in college and
beyond. In many ways the set up of both actiwstems explored here do much to hinder the
transfer of writing “skills” from one to the othand beyond.

In another study conducted jointly between the ©rsity of Washington and the
University of Tennessee (Bawarshi and Reiff), thnars found that “students brought limited
genre knowledge into college with them and dids# that knowledge when writing...In other
words, in spite of all the time these studentsdpht learning a set of genres in literature, they
didn’t have the category of genre as one that méat their writing” (gtd. in Yancey
“Responding” 304-305). Yancey’s final point is dnem a third study conducted by Nancy
Sommers and Laura Saltz in a report on the Har8tudy of Writing. Sommers and Saltz found

that students who approached writing in collegdnthie idea of being a novice, a new writer,
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were more successful (305). The finding here iy ekear. If we can teach our students to
approach writing as a lifelong skill, one that regs an open mind and the idea that there is
always something to learn, then our students wilifore successful.
In “Transfer, Portability, and Generalization,” @tiane Donoghue accurately states,
“The transfer of writing knowledge can (and doeswgong...What we do as teachers, what
institutions shape, and what we define as writiag all obstruct successful transfer of writing
ability” (156). In recent CCCC presentations and-ent journals, lik€€omposition Foum,
there has been much talk about the Writing aboutigrmovement and Writing for Transfer.
The overall call is to teach students a vocabuiaryvriting and writing instruction with an eye
towards developing literacy that will move from aystem to the next. Donoghue found that
In an activity theory model, students who trans¥ating ability successfully
apparently begin ‘seeing texts as accomplishingabactions’ and develop a
‘complex of activities’ (Carroll, gtd. in Rogers Jl8ather than a set of
generalizable skills. In addition, writers areaclg influenced by motivational
factors in their likeliness to transfer. They sBar when they are ‘supported to
participate in an activity system that encouragaloration, discussion, and
some form of ‘risk taking’ and when they ‘have oppaities to share and be
inspired by a common motive for undertaking a dpet@arning task™ (Guile
and Young 64). (154)
In order for writing ability to transfer, studentsist be vested in it for the right reasons. In the
case of AP, wanting to take an advanced writingsclzecause haysave money for the
students or parents isn’t a satisfactory indictdotransfer. Likewise, some first-year

composition programs must make changes too in dodeally impart writing transfer. The
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students must be vested in the task and see hiagsng part of the greater good, both personally,
socially, and beyond.
Both systems could benefit greatly from utilizimgtacies related to knowledge transfer,

especially as it relates to writing.

Writing is one of the most important cultural piaes in the age we live in, a

practice that can be central in developing manyedsions of students’ life —

academic, personal, interpersonal, civic, ethiwalral, spiritual, as well as

professional. Accordingly, choosing the optimunarse in writing instruction

for a given student should not be a matter of deteng how to earn a few

required credits in the cheapest and quickest wagiple, but a matter of how to

gain the most value at the right time and pladghéstudent’s education.

(“CWPA Position” 5)
The truth is no matter how many attempts are madeandardized students’ learning today,
there is nothing standardized about the world thewter post high school and post college. In
College Writing and Beyond: A New Framework fortilg Instruction Anne Beaufort
discusses her two ethnographic research projeatgtided her conclusions regarding the
teaching of writing, mainly in a first-year compii@n course, and the transfer of writing related
skills and knowledge to other settings. In a feHop article published in the fall of 2012,
Beaufort acknowledged some weaknesses in her dppanad proposed several “course
corrections” (2). Essentially, the student, Titme ®bserved struggled with writing he
encountered after his first-year composition couasehe tried to apply what Beaufort would call
“expressivist’'s” goals to his other courses, inahgchistory and engineering. As Beaufort

explains, he often experienced “negative transfégarning” (3). His instructor, Carla, did not
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relay the underlying assumptions related to théngithey were doing or the work of the
discourse community they were reading, nor diddgsgn the course in such a way that would
help facilitate the principles of transfer. It seethe College Board has set AP English on a
similar trajectory.

As it stands, | see three major failures of aléitan across these two spaces (and
beyond). First, writing is truly a life long skilllt is not something we perfect solely in one
course and never have to “work at” again. Toorofieidents in AP English courses come away
feeling as though they've learned everything thete know about writing, and thus are set for
the rest of their academic and post-academic carder example, AP students might think that
the writing they do in order to pass the AP exagmifies they've “made it” and are done
learning about writing. I've experienced this safrelation from my own composition students
as they begin a new year and introduce themseb;éslg my name is so-and-so. | took AP
English in high school, so | pretty much know &kite is about writing, and this course should
be a breeze,” all while shaking my hand.

A second failure is how differently the two systeapproach academic discourse. As
already mentioned, a large part of what first-y@anposition does is acclimate new students to
the discourse community, which as Bartholomae nag#s, is very different from other language
communities they've recently been a part of. Takexample the communities represented in
this research. The AP English classroom at thal leigh school is a stark contrast to the first-
year composition course at the small, private gelleln the college course, there are no brightly
doodled construction paper assignments hanging Wvalis, literary terms written on white
boards, or hula hoops in the corner. The “80&t “20/80” rules can be applied here.

According to Leonard Geddes, in his article “Whyo@d&tudents Do Bad in College: Impactful
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Insights,” he’s found that in high school studeats practically given 80 percent of the material
they have to learn. The teacher bestows all oh#wessary information in class, follows up that
information with related homework assignments, eneh offers or reviews study guides in
class. The other 20 percent of information is vihatstudent has to do in order to fill the
knowledge gap. Conversely, in college studentsgiven” only 20 percent of the information
they need via class lecture and are therefore medjto “find” the other 80 percent on their own
by reading their text book, looking at online leetmotes, and so on (Geddes). These two
classroom spaces mirror these two rules. In tiseyear composition course, not only were
students introduced to the language of the commumitt they were also introduced to the inner
workings of learning within that community and iratl quickly that college learning is vastly
different, and it requires a more self-guided apploto learning than high school.

Finally, a third failure of articulation across#e spaces is the understanding that writing
is contextual, rhetorical. Writing should haveexigency, a purpose, an audience, a form, and
so on. Inthe AP English class, students oftecugised various genres of literature and they
were introduced to the research paper, but the p@s never made to take these notions further.
Never once was an audience mentioned or a purghsetban “x must be done to prepare for
the test” given. Yes, students were introduceithécacademic research paper, but the perimeters
of the AP English research paper differed greatiynfexpectations of the Dr. F's research
paper. As Beaufort suggests, we need writing sptoad will connect writing goals to transfer
goals. We need to show students that writing iadivity, which is rhetorically situated, and to
offer frameworks for how writing works in other derts (5).

As long as the AP Program continues to peddle Aglieim and other AP courses, as a

commodity, it will remain a barrier to knowledgansfer. Instead of selling AP English as a
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“‘commodity” to replace a first-year writing courseg might re-think the ways the two programs
can work together as sites where students collttvalevelop more sophisticated ideas about
writing and rhetoric. Both courses need to workdaaods generating a meta-awareness of writing

that will empower students.

Limitations and Future Research

As with most research projects, there are limitegjand this project is no exception.
Because activity theory is such a complex theamktrame, this project technically only utilized
the top portion of the activity triangle, focusinginly on the subjects, tools, and motives of the
two systems. Although this project did discussiefthistory of both the AP Program and first-
year composition, a larger analysis of the fullisamiltural and historical analysis is beyond the
scope of this research project. Additionally, ghisject also included observations of only two
sites. In order for the results to be more germsiale, a more thorough undertaking of
observations involving several sites should be @xepul.

Future research projects could not only look attiplel course in both the AP English
program and first-year composition courses, buuteof activity theory in this project also
illustrated the limits of transfer. Both systems so complex that it is difficult to identify

transfer. Additional studies are needed in ordenéke viable claims about transfer.
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Research Participation Permission Form

for Students Under 18 Years of Age
Title of Study: AP English and First-Year Composition = Date: 8/23/12

Principal Investigator: Mrs. Liz Dennis Faculty/Staff Sponsor (if PI is not): Dr. Will Banks

| would like to invite your son or daughter to peigiate in a research study that will examine
differences in contexts, activities, and motivessiudents taking either AP English Language
and Composition in high school, AP English Literatand Composition in high school, or first-
year composition in college.

Guidelines established by the U.S. Department of Health and Human Services prohibit the
use of children who are under the age of 18 as participants in research unless permission is
granted by their parents or guardians.

Your son or daughter will be asked to attend class and participate as he or she normally
would. During certain class sessions, I will be there to observe the activities and to take
notes on what students are asked to do. Additionally, he or she will be asked to submit a
copy of certain assignments to me that he/she is assigned by the instructor. 1 will be
comparing assignments across three classrooms (AP English Literature and Composition,
AP English Language and Composition, and a first-year composition class in college) but
confidentiality will be maintained. Finally, at some point during this research project, your
son or daughter may be asked to meet with some of his/her fellow students for a focus
group interview lead by me.

The research study involves little to no risks. In order to protect the confidentiality of all
students involved, I will remove the names from the assignments and use pseudonyms
when necessary in the writing process. Additionally, all information recorded during the
interviews will be kept confidential.

The research study will not provide any direct benefits to your son or daughter as a
participant, but knowledge may be gained that will help create better practices for creating
and administering AP English courses in the future and for working with student
placement in first-year composition courses based on previous AP experience.

This study has been reviewed by the Institutional Review Board at East Carolina University
and Barton College, a committee of researchers and faculty/staff from different
departments, whose job it is to protect the safety of research participants. The committee
follows guidelines established by the U. S. Department of Health and Human Services and
the American Psychological Association.

Prior to participation, your son or daughter will be informed about aspects of the study that
could reasonably be expected to affect his or her decision to participate in the study, and
will sign a statement indicating (or verbally agree) that he or she has received this
information. In addition, she or he may drop out of any study at any time if he or she finds
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that it is objectionable for any reason. Your son or daughter may refuse to answer any
questions they wish, without fear of embarrassment or coercion. The names of the all
participants serving in this study and the answers they give are treated as confidential
information to the fullest extent possible. The names of the research participants are not
associated with their responses in any published document.

If further information is desired about this research project, please contact:

Liz Dennis

Principle Researcher
Barton College

Box 5000

Wilson, NC 27893
(252) 399-6453
epdennis@barton.edu

Signing the form below gives me permission to ask your son or daughter if they would like
to participate in this study. On the day of the study, [ will ask him or her if he or she would
like to participate. Only if he or she agrees, will we continue.

has my permission to participate in the project as
described above, which has been approved by the Institutional Review Board of Barton
College.

Date Signature of Parent or Legal Guardian

Please print your name here.

Mailing Address:

E-Mail Address

Phone Number
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East Carolina Informed Consent to Participate in Research
Information to consider before taking part in research that has no
more than minimal risk.

University

Title of Research Study: AP English and College Writing: Take Two
Principal Investigator: Liz Dennis

Institution/Department or Division: ECU, Dept. of English
Address: Rocky Mount, NC

Telephone #: 252-450-5446

Researchers at East Carolina University (ECU) aaddd College study problems in society, he
problems, environmental problems, behavior problams the human condition. Our goal is to tr
find ways to improve the lives of you aiothers. To do this, we need the help of voluntedre ar
willing to take part in research.

Why is this research being done?

The purpose of this research is to The purpose of this research study is to determine the similarities
and differences in the contexts, motives, and activities of an Advanced Placement (AP) English
Language and Composition classroom in high school, an AP Literature and Composition classroom
in high school, and a first-year writing classroom in college. The research is necessary because
students who receive a 3, 4, or 5 on either the AP English Language and Composition exam or the
AP English Literature and Composition exam are able to exempt a first-year composition class.
Therefore, this study seeks to determine whether or not the three academic settings are similar
enough to justify an exemption from a first-year writing course in college. The decision to take part
in this research is yours to make.

Why am | being invited to take part in this resear®?

You are being invited to take part in this resedrebause you are currently enrolled in either ABIliBh
Literature and Composition, AP English Literaturel@ompaosition, or a fir-year composition class.
you volunteer to take part in this res¢h, you will be one of about 90 people to do so.

What other choices do I have if I do not take part in this research?
You can choose not to participate.

Where is the research going to take place and how long will it last?

The research procedures will be conducted in your English classroom. Over the course of this
research project, you may be asked to participate in a focus group interview with your peers.
If/when that happens, I will provide more information about when, where and how long those
interviews will last.

What will I be asked to do?
You are being asked to do the following: If you agree to participate in this study, you will be asked
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to attend class as you normally would. I will be there to observe the activities and to take notes on
what students are asked to do. Additionally, you will be asked to submit a copy of certain
assignments to me that is assigned by the instructor. I will be comparing assignments across three
classrooms (AP English Literature and Composition, AP English Language and Composition, and a
first-year composition class in college) but confidentiality will be maintained. Finally, at some point
during this research project, you may be asked to meet with some of your fellow students for a
focus group interview lead by me. The only time outside of class required of you would be for the
focus group interview, which will last approximately 30 minutes to an hour.

What possible harms or discomforts might I experience if I take part in the research?
It has been determined that the risks associated with this research are no more than what you
would experience in everyday life.

What are the possible benefits | may experience fro taking part in this research?

We do not know if you will get any benefits by taking part in this study. There may be no personal
benefit from your participation but the information gained by doing this research may help others
in the future.

What will it cost me to take part in this research?
[t will not cost you any money to be part of the research.

Who will know that | took part in this research and learn personal information about me?

To do this research, ECU and the people and organizations listed below may know that you took par
in this research and may see information about you that is normally kept private. With your
permission, these people may use your private information to do this research:

e Any agency of the federal, state, or local government that regulates human research. This
includes the Department of Health and Human Services (DHHS), the North Carolina
Department of Health, and the Office for Human Research Protections

o Barton College’s Institutional Review Board, the University & Medical Center Institutional
Review Board (UMCIRB) and its staff, who have responsibility for overseeing your welfare
during this research, and other ECU staff who oversee this research

How will you keep the information you collect about me secure? How long will you
keep it?

Data for observations will be taken via a pen and paper method and will NOT be video recorded.
Data for the interviews (instructor and student focus group) will be audio recorded, transcribed,
and then deleted from the recording device. The transcribed material will then be password
protected on a computer not connected to the internet. Data collected from the instructor (syllabi)
and students (assignments) will be kept under lock and key in my office and will be destroyed
(shredded) 5 years after the complete of the dissertation project. Additionally, pseudonyms will be
used in the final written product, so no names or identifying information will be used.

What if | decide | do not want to continue in thisresearch?

If you decide you no longer want to be in this research after it has already started, you may stop at
any time. You will not be penalized or criticized for stopping. You will not lose any benefits that
you should normally receive.

Who should | contact if | have questions?

The people conducting this study will be available to answer any questions concerning this
research, now or in the future. You may contact the Principal Investigator at 252-450-5446 (days,
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between 2:00 p.m. and 8:00 p.m.).

If you have questions about your rights as someone taking part in research, you may call the Office
for Human Research Integrity (OHRI) at phone number 252-744-2914 (days, 8:00 am-5:00 pm). If
you would like to report a complaint or concern about this research study, you may call the Director
of the OHRI, at 252-744-1971

I have decided I want to take part in this research. What should I do now?
The person obtaining informed consent will ask you to read the following and if you agree, you
should sign this form:

e [haveread (or had read to me) all of the above information.

e [ have had an opportunity to ask questions about things in this research I did not
understand and have received satisfactory answers.

o [ know thatI can stop taking part in this study at any time.

e By signing this informed consent form, [ am not giving up any of my rights.

e [have been given a copy of this consent document, and it is mine to keep.

Participant's Name (PRINT) Signature Date

Person Obtaining Informed Consent: [ have conducted the initial informed consent process. |
have orally reviewed the contents of the consent document with the person who has signed above,
and answered all of the person’s questions about the research.

Person Obtaining Consent (PRINT) Signature Date
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XX College
INFORMED CONSENT FORM for RESEARCH

Title of Study: AP English and First-Year Composition Date: 8/23/12
Principal Investigator: Liz Dennis Faculty/Staff Sponsor (if Pl is not): Dr. Will Banks

What are some general things you should know about research studies?

You are being asked to take part in a research study. Your participation in this study is voluntary. You have the right to be a part
of this study, to choose not to participate or to stop participating at any time. The purpose of research studies is to gain a better
understanding of a certain topic or issue. You are not guaranteed any personal benefits from being in a study. Research studies
also may pose risks to those that participate. In this consent form you will find specific details about the research in which you
are being asked to participate. If you do not understand something in this form it is your right to ask the researcher for
clarification or more information. A copy of this consent form will be provided to you. If at any time you have questions about your
participation, do not hesitate to contact the researcher(s) named above.

What is the purpose of this study?

The purpose of this research study is to determine the similarities and differences in the contexts, motives, and activities of an
Advanced Placement (AP) English Language and Composition classroom in high school, an AP Literature and Composition
classroom in high school, and a first-year writing classroom in college. The research is necessary because students who receive
a 3, 4, or 5 on either the AP English Language and Composition exam or the AP English Literature and Composition exam are
able to exempt a first-year composition class. Therefore, this study seeks to determine whether or not the three academic
settings are similar enough to justify an exemption from a first-year writing course in college.

What will happen if you take part in the study?

If you agree to participate in this study, you will be asked to attend class as you normally would. | will be there to observe the
activities and to take notes on what students are asked to do. Additionally, you will be asked to submit a copy of certain
assignments to me that is assigned by the instructor. | will be comparing assignments across three classrooms (AP English
Literature and Composition, AP English Language and Composition, and a first-year composition class in college) but
confidentiality will be maintained. Finally, at some point during this research project, you may be asked to meet with some of
your fellow students for a focus group interview lead by me. The only time outside of class required of you would be for the focus
group interview, which will last approximately 30 minutes to an hour.

Risks

The research study involves little to no risks. In order to protect the confidentiality of all students involved, | will remove the
names from the assignments and use pseudonyms when necessary in the writing process. Additionally, all information recorded
during the interviews will be kept confidential.

Benefits

The research study will not provide any direct benefits to your son or daughter as a participant, but knowledge may be gained
that will help create better practices for creating and administering AP English courses in the future and for working with student
placement in first-year composition courses based on previous AP experience.

Confidentiality
The information in the study records will be kept strictly confidential. Data will be stored securely by password in a computer not

connected to the internet. Additionally, no reference will be made in oral or written which could link you to the study.

Compensation
You will not receive anything for participating in this research study.

What if you have questions about this study?
If you have questions at any time about the study or the procedures, you may contact the researcher, Liz Dennis, at
epdennis @barton.edu or at 252-399-6453.

What if you have questions about your rights as a research participant?
If you feel you have not been treated according to the descriptions in this form, or your rights as a participant in research have
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been violated during the course of this project, you may contact Rob Hudson, Director of the Barton College IRB for the Use of
Human Subjects in Research, at 252-399-6345 or at rdhudson@barton.edu or at Barton College, Box 5000, Wilson, NC 27893-
7000.

Consent To Participate
“| have read and understand the above information. | have received a copy of this form. | agree to participate in this study with
the understanding that | may withdraw at any time.”

Subject's signature Date

Investigator's signature Date

IRB# 20120019
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1)

2)

3)

4)

5)

AP English Initial Survey
Which course are you currently enrolled in. Please place an X in the corresponding

blank.
a. AP English Literature and Composition ___
b. AP English Language and Composition ____

Why did you enroll in this course? Please rank your top three choices with 1 being
your top reason why.
a. TheardI can get college credit ___
My parents encouraged me ____
My parents made me ____
My friends are taking it ___
A teacher encouraged me ____
Other (please specify)

™o a0 o

How did you hear about this course? Please place an X by the BEST answer.
a. My parents told me aboutit_____

[ saw a flyer in school ___

A teacher told me aboutit

A friend told me aboutit____

[ saw it on a website If so, what website:

™o a0 o

Other (please specify)

Have you taken other AP classes before?
a. Yes___
i. Ifyes, please list the AP courses you've taken

b. No

What do you think this class will do for you? Please rank your top three choices with
1 being the greatest impact.

a. Improve my writing skills ____

b. Improve my critical thinking skills ___

c. Prepare me for writing in college ____

d. Other (please specify) ____
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1)

First-Year Composition Initial Survey
Did you take AP English in high school?

a. Yes
b. No_

If you answered YES to number 1, please proceed to question #2.
If you answered NO to number 1, please proceed to question # 5

2)

3)

4)

5)

6)

What AP English class did you take in high school? Place an X by the AP class(es)
you took.

a. AP English Literature and Composition ___

b. AP English Language and Composition ____

Did you take the AP English exam for the corresponding course?
a. AP English Language and Composition: Yes ___ No
b. AP English Literature and Composition:  Yes No

If yes, what score did you make on the exam:
c. AP English Language and Composition Exam

d. AP English Literature and Composition Exam

Why are you enrolled in this first-year writing course?
a. My AP score didn’t exempt me from the class ____
b. Ididn’t take the AP exam
c. Itookthe exam, but I wanted to take the course anyway ____
d. Other (please specify):

What do you think this first-year composition class will do for you? Please place an
X by all that apply.

a. Improve my writing skills ____

b. Improve my analysis skills ____

c. Prepare me for writing in other college classes ____

d. Other (please specify) ____

If you did not take AP English in high school, what English course did you take in
high school?

a. Honors_

b. College Prep

c. Other (please specify)
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**Listed here are a sample of the questions I will ask in the interviews and focus groups,
but I will need to leave room for follow up questions that arise out of the observations and
sample assignments I collect.

Instructor Questions:
1) Are you familiar with the outcomes statement for the AP English Language and

Composition course?
2) Why are you teaching this course?
a. How does one become able to teach this course?
3) How did you decide on the kinds of assignments to create and assign?
4) How do you perceive these assignments will help students later in college?
5) How is AP English advertised in the school?
6) How would you describe your AP English course?

AP English Student Questions:
1) Why are you taking this course?

2) How is AP advertised in the school?

3) How would you describe your AP English class?

4) How would you describe your AP English course?

5) How do you think the assignments in AP will help you later in college?

FYC Student Questions:
1) What kind of English did you take in high school? Why?

2) Why did you take this course?
3) How did your high school English class prepare you for writing in college?
4) How will this class (FYC) prepare you for writing in your other college classes?
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APPENDIX B: AP ENGLISH LITERATURE AND COMPQOSITION
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English Literature and Composition Course Syllabus
Kathy Proctor
2012 - 2013

Brief Description of Course: The AP College Bodakcribes this course as " a year-long course that
engages students in the careful analysis of imaéigiméterature. Through the close reading of
selected texts, students will deepen their unded#tg of the ways writers use language to provide
both meaning and pleasure for readers."” Simply gtutdents will have two important goals
throughout the school year: 1. Notice words.U&e words. My hope is that every activity, every
discussion, every book, and every paper will hélglents achieve these two goals in ways they have
never experienced before. Although | realize ttatavery student enrolled in the course notices
words the way | do (like seeing the "Blind Drivevgayoad sign and thinking, "What a great name
that would be for a band!"), | hope that the litgravorks and our discussions of them will inspire
students to think about words a bit more than tidybefore taking this course. To go beyond the
mere identification of literary techniques like dies and metaphors, we will apply a simple "How?

So what?" strategy when analyzing authors’ rheabevices. Students will learn to consider not jus
the technique itself but also the effect of thenteque both within the text and on the reader.

The reading requirements in the course are rigorasi®\P English is meant to emulate college-level
courses. Thus, students must be prepared to heeagang assignment every night. My expectation
is that every student can devote one hour per nighgad the assignments; however, there will be
some nights that more time is required for longarats. AP English also requires students to write
reflectively, analytically, and persuasively. Wi instruction will include attention to developing
and organizing ideas in clear, coherent, and psrgaidanguage. Students will learn how to develop
a "voice" in writing and how to develop stylisticamrity by using sophisticated vocabulary, a
variety of sentence structures, specific illustatletails, and effective tone. We will also preeti

how to write timed essays both for the SAT andtier AP exam. Students are required to keep a
reader-response journal to accompany the assigraetings. These journals will include reflections
about the reading assignments. Usually, | wiligrss topic or two per literary work. Often,
students will be expected to respond to a quotdtimm a work and argue its relevance and validity.
| will take up the journals each grading periodn&mlly speaking, students must have ten journal
entries per grading period.

Students in AP English must also submit a Seniojeet during their second semester. You will
submit the research papers for the Senior Projaingl the first semester and then begin the mentor/
project part of the Senior Project during secondeser. After the AP exam in May, students will
begin presenting their projects.

Semester One: Advanced Composition/British Literatue

Reading List (While the AP College Board does not dictate which selections we read,
teachers are encouraged to include an intensive study of both American and British works in
several genres from the sixteenth century to contemporary times. The works selected for the
entire year require careful, deliberate reading that yields multiple meanings. I try to include
classic works as well as more contemporary pieces. Occasionally, I change a selection, and I
like to add one new work eachyear.)

Unit One: When Love Goes Wrong (approx. six weeks)
Wuthering Height®y Emily Bronte
Jane Eyreby Charlotte Bronte
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All the Pretty Horseby Cormac McCarthy
Wide Sargasso Séxy Jean Rhys

Unit Two: Monsters, Madmen, and Machos

Lord of the Fliesy William Golding (Sometimes | have substitufe@eparate Peadeere if
students have already rdaord of the Flie¥

Dr. Jekyll and Mr. Hyddy Robert Louis Stevenson

A Lesson Before Dyirtgy Ernest Gaines

Unit Three: Tragic Heroes and the Humpty Dumpty Syndrome

Macbethby William Shakespeare
Hamlet by William Shakespeare
Frankensteirby Mary Shelley

Cyrano de Bergeralbby Edmund Rostand

Assessments and Activities:

Seminar of Summer Reading: Wuthering Heightand Jane Eyre-We will spend the first
two weeks of school discussing the books from the assigned summer reading. I
frequently change the selections for summer reading but have found that assigning the
two Bronte novels has worked well in recent years to acclimate students to the level of
reading for this course and to provide experience with canonical texts that are often
referencedin subsequent works. Itis often interesting (and fun) to compare these
literary classics with more contemporary novels during their literary seminars. For
example, one year we compared Heathcliff and Rochester to Edward and Jacob in the
Twilight series, which also helped me introduce and solidify the use of allusion, as
Twilight has many allusions to the Brontes. (I'm wondering about the possibilities for
this year with the recent craze about Fifty Shades of Grey The formal literary
seminars give students an opportunity to respond personally to literary works and to
argue viewpoints intelligently and convincingly. I grade your participation in the
seminars, and you will receive bonus points for being able to cite specific passages
(and page numbers) to substantiate your claims.

Test and literary essay on each work - Tests always include quotations requiring you to
identify the speaker, situation, and significance as well as an essay question that
resembles question #3 on the free-response section of the AP exam.

Quick quizzes and reading checks - In order to encourage students to read nightly, we
will

have reading quizzes periodically. Students must be prepared to identify characters
and speakers described in quotations in addition to plot detail questions.

Journal writing - You will bring your journal to class every day because we usually
begin the class with “quick writes,” timed responses to quotations or evocative
questions from the assigned reading. We will sometimes begin class by reading a poem
from the poetry180 website, writing a response, and sharing students’ interpretations.

Timed essays - We will have at least one timed essay per week to prepare you for both
the SAT essay writing and the AP exam. Often you will write these essays in your
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journal, and I will write responses about your writing. Many of the timed writings
are formative assessments; thatis, they do not “count” against you if you do not do
well. They are meant to help you think and organize faster than you may have done in
your prior English class.

It is my hope that by the end of the year, you will be able to compose an intelligent,
well- organized, sufficiently developed literary essay in 40 minutes. During the first
week of class, you will complete one prose passage analysis from a released AP
exam in order to introduce you to the rhetorical devices we will discuss all year.
Typically, this interpretive essay will be on a passage from a novel other than the ones
you have already read. (I often use a passage from McCarthy’s The Crossing) One
of the timed essays you write this semester will be an analysis of one of the novels
studied considering the work’s historical context. (A Lesson Before Dyingould work
especially well for this assignment.) Early in the first semester you will also practice
writing poetry analyses, as many students do not have much experience with analyzing
poetry. By the end of the year, you will have written several poetry analyses; some of
the poems I have used for practice in the past are “Siren Song,” “Helen,” “To Helen,”
and several sonnets.

SAT practice (weekly vocabulary instruction and quizzes; weekly "quick writes") - While
students at this level are expected to have better-than-average knowledge of grammar, |
realize that is not always the case. We will have grammar mini-lessons each day to help
with any lapses in your prior grammar instruction. We will also have daily vocabulary
instruction, especially before October when you take the SAT, in hopes of increasing
your SAT score and in improving your ownership of words you may not have used in
your own writing before. With a small group, you will present a short video illustrating
the meaning of an SAT word and upload the video to our class website.

Literary terms instruction - For poetry and prose analysis, you will need to realize there
are certain tools that contribute to the meaning of literary works. We will use many fun
activities to learn over 100 literary terms and techniques (yes, there are more techniques
than simile and metaphor!). While [ will use formative assessments for learning these
terms initially, by the end of the year, you will have daily quizzes on the literary terms.
And always, when you write literary essays, you will need to incorporate not just the
techniques you notice but also the effect of these techniques.
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How to write a college application essay (as topics and applications become
available) -We will analyze several models of effective college application essays,
and you will write at least one formal college essay for me to grade. These
essays will incorporate various modes of writing - personal, anecdotal,
narrative, reflective, descriptive - as required by the individual prompts.

"Bucket List" essay (personal essay) -We may not get to this essay until mid-
semester, but you will complete this at some time during the second semester
because it is an excellent activity for setting goals for your senior year. We will
watch the movie The Bucket Lisind follow up with an essay of your own
“bucket list” of five goals to accomplish before graduating. This 3-5 page
essay will be personal in nature, obviously, but will encapsulate much of the
lessons about effective writing - organization, main ideas, supporting details
including personal anecdotes and examples, etc.

Introduction to the Senior Project - We will spend several days early in the
semester brainstorming about topics for the Senior Project, choosing topics,
securing a mentor, and formulating an essential question for the research
component of the project. You will write a proposal letter for the projectand a
resume of your high school activities to be included in your Senior Project
portfolio. You will submit your drafts of these business-style documents to
me sometime during the first six weeks, and [ will edit them and store them in
your writing folder until it is time for you to put your Senior Project
portfolio together. Your final drafts in your portfolio must be error-free.

Senior Project Research Paper - Throughout the semester we will work on
conducting research for the Senior Project. Students will write an
argumentative essay proving your thesis about the topic of choice. You will
have some time in class to work on research, and I will read all rough drafts
and have writing conferences with each student before you submit final
drafts.

How to "mark up" texts in order to read actively and notice literary techniques
like figurative language,imagery, symbolism, and tone how to "mark up" texts
in order to read actively

Major Assignments and/or
Assessments:

Wuthering Heights by
Emily Bronte

Jane Eyre by Charlotte
Bronte

All the Pretty Horses by Cormac
McCarthy

Wide Sargasso Sea by Jean Rhys

Diagnostic writing during first week - prose and poetry analysis (interpretation
of a piece of literature not seen before)
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Most class days will consist of literary discussions that are relatively
informal (but brilliant, nevertheless). We will also have formal literary
seminars on novels at least once per grading period.

Writing portfolios and response journals will be due at the end of each grading
period and will count as a test grade. Portfolios must include rough drafts of
writing pieces and must show evidence of revision. Final drafts chosen for the
portfolio must reflect students’ "best" writing. Students must also include an
introduction to the portfolio each time, justifying their selections and reflecting
on strengths and weaknesses of each piece.

Tests/Essays/Portfolios/Journals/Projects - 60%

Homework/classwork/quizzes --40%

Assessments:

literary seminars tests on novels

response journals - Response journals must include the topic, date, and atleasta
one-page reflection about the topic.

quizzes - In order to encourage students to read nightly, we will have reading
quizzes periodically. Students mustbe prepared to identify speakers and
characters described in quotations. Students should

"mark up" texts while reading and highlight important comments while reading
and be able to explain

the significance to the entire work.

Interpretive essay passage by Cormac McCarthy (from The Crossing)

Unit Name or Timeframe:

2nd six weeks: Monsters, Madmen,
and Machos Content and/or Skills
Taught:

prose and poetry analysis (ongoing)-Students waltfice writing 'med essays like
those required on the AP exam. We will often gtheocomputer lab or use
laptops to type these; students will ysgeudonyms so classmates will not guess
identities when editing and scoring the essays.

"marking up" literature (ongoing)

Journal writing-- responses to literature

Writing a research paper for Senior Projeet-Much of the writing focus this grading
period will be onwriting the research paper how to document sources, how to
write an arguable thesis, and how to sirces to support a thesis. We will spend
one weekconductingresearch and taking notes. Studewii write rough drafts on
their own. We will have two-three days of writing conferences about routyiafts.
After these conferences, students will revise rodgifts and complete final drafts
of researchpapers.
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+ Submitting college application essays
o Writing a literary essay with a thregeeint thesis (considering the work’s structure,
style, and themes

Major Assignments and/or Assessments:

Beowulf

Lord of the Flies or A Separate

PeaceDr. Jekyll and Mr.

Hyde

A Lesson Before Dying

vocabulary and literary terms

quizzes college application

essays (as needed) tests on

novels

literary seminars

Journals

Continue writing literary essays showing abilityuse the text féectively,
incorporating quotations smoothly, providing commaey to substantiate claims.
Prose analysis 'med essay on one of the noveledtadnsidering the novel’s historical
context (A Lesson Before Dying would work especially well tbis assignment.)
Research Paper Final Draft (two test

grades) Unit Name or Timeframe:
3rd six weeks: Tragic Heroes and the Humpty Dumpty
SyndromeContent and/or Skills Taught:

We will continue prose and poetry analysis, vocatyutlevelopment, and journal
writing.

Listen to lecture about William Shakespeare anckments of a tragic hero. Apply these
elements to characters in the works read this gggoleriod.

memorization of Macbeth’s "Out, out" speech

Major Assignments and/or Assessments:

Macbeth by William

Shakespearklamlet by

William Shakespeare

Frankenstein by Mary Shelley

Cyrano de Bergerac by Edmund Rostand

Interpretive essay "Crumbling Is Not an Instant’'s Act" (how the poeravdlops one of the

themes ofthe tragedies studied)
literary seminars

Timed essay (openended question 3 on AP exam) Unit Name or Timeframe
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Second Semester: In Search of Family, In Search of
Self Content and/or Skills Taught:

Students will read a variety of texts about chansdin search of family and in search of
self. Students will learn to compare and identiiyhars’ styles by analyzing subject,
tone, and diction.

Students will continue writing timed essays forrmaxaractice and will study sample
essays and discuss strengths and weaknesses.

As we discuss the various novels, students withgaze the cultural and historical
values evident in literary works.

Students will compare the family relationshipsewesral literary works and discuss how
parents reacto tragic events.

Students will continue studying authors’ rhetoraeNices with an emphasis on plot
developmentdiction, imagery, details, tone, characterizataorg point of view.

We will continue applying the "How? So what?" stgyt when analyzing prose and
poetry. Students will continue to read and writetppon our designated "Dead Poets’
Society" days.

In preparation for the exam, students will practadeng ‘'med multiple choice tests on
literature.Students will learn how to create a professiongfpiao, how to write an
effective speech, and how tweate a visual product for their Senior Projeespntations.

Major Assignments and/or
Assessments: We Were the

Mulvaneys

The Lovely

Bones Push

The

Handmaid’s

Tale Song of

Solomon

The

Poisonwood

Bible

Senior Project (last six weeks after AP
exam)Writing portfolios
Journals

Tests and quizzes
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Paintinng a picture of an author’s description geguzing
imagery) Literary seminars

Senior Project portfolio, presentation, final praduc
Textbooks

Title: The Prentice

Hall Reader

Publisher: Prentice

Hall Published Date:

2004 Author: George

Miller Description:

WebsitesURL:

www.poetryl180.org

Description:

This website includes many of the poems we willyarey discuss, and write about in class.
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AP English Syllabus
Kathy Proctor

The Course

A Rather Daunting Course Description from AP College Board: “Advanced Placement
English Literature and Composition engages students in the careful reading and
critical analysis of imaginative literature. Through the close reading of selected texts,
students will deepen their understanding of the ways writers use language to
provide both meaning and pleasure for their readers. As students read, they will
consider a work’s structure, style, and themes, as well as smaller-scale elements such
as the use of figurative language, imagery, symbolism, and tone. The course includes
intensive study of representative works from various genres and periods,
concentrating on works of recognized literary merit. Students will read works from
the sixteenth to the twenty-first century. They will read deliberately and thoroughly,
taking time to consider a work’s complexity, to absorb its richness of meaning, and to
analyze how that meaning is embedded in literary form. In addition to considering a
work’s literary artistry, students will consider the social and historical values it
reflects and embodies.”

A Less Intimidating Course Description from me: Students in AP English have three
major academic goals throughout the school year: 1) Read. 2) Write. 3) Discuss.
Simple enough? My hope is that every activity, discussion, book, and paper will help
you notice both the beauty and complexity of language and will motivate you to
articulate your appreciation of language in both written and spoken form. Although I
realize that not every student will notice words as [ do (like seeing the road sign
“Blind Driveways” and thinking, “What a great name that would be for a band!”), I
hope that the literary works and discussions will inspire you to think about language
and literature a bit more openly, creatively, and enthusiastically than you did before
you began the course.

Expectations

AP English is a college-level course. As such, the expectations are high. Students
should enter the class with a sincere desire to improve their ability to analyze and
create texts, along with an understanding of the dedication this work requires.

Students are also expected to have a strong foundation in grammatical conventions
and an ability to analyze and discuss texts with a level of sophistication
commensurate with that of a college freshman.

Students in AP English must read every night. In general, thirty minutes per night
should suffice, but occasionally, you may have to read more. Please don’t whine. If
you are not willing to do the work, you should take an honest look at your motives for
choosing such a demanding course. If you think you can fake your way through by
using online resources like sparknotes.com, you should seriously consider a
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schedule change. I cannot prepare you for a rigorous national exam if you are not
willing to do your part. As another AP English teacher stated on her website...

“To not read is to not be part of the group, and to not be part of the group
would be a tragedy. We read and think and write, not just because it sharpens our
minds, but because it helps us understand who we are and why we are here and
how we ought to live. We read some great stuff in this class and talk about really
cool ideas...So, if that’s not interesting to you, you should find a different class.

Because if you are just sitting there all year while the rest of us ‘get it,’ you're going to
be awfully bored, and you won’t be much fun to have around.”

Supplies

Every day: blue or black pen, loose leaf notebook paper, large 3-ring binder or
composition book with sections

Nice to have: highlighters, glue sticks, markers

We always need hand sanitizer, tissue, paper towels, copy paper, and old magazines.

Behavioral Expectations

Students are expected to behave as professionals who are here to learn. I will notice
your level of professionalism every day and will remember your actions when a
situation like a six-weeks average of 84.4... The highest level of professionalism
requires that you consistently do the following: bring all materials to class, be in
your seat and ready for class when the bell rings, have your notebook and text on
your desk during class, raise your hand before speaking, contribute to class
discussions, use class time wisely, stay on task during group work.

Other pointers:

o Don’t have side conversations - they’re distracting.

* Don’t talk when your classmates are working quietly - again, distracting.
o Don’tever, ever, ever put your head on your desk.

o Always raise your hand to speak when I am talking. Always.

o Make this room a place where we are all comfortable taking academic risks.

Cheating

Intellectual dishonesty will not be tolerated. All of the following are examples of
cheating:

* Copying someone else’s work. This includes copying from books, the
internet, magazines, newspapers, or classmates.

o Allowing someone to copy work.

¢ Giving answers to a classmate.

o Receiving answers from a classmate.

o Texting during class.

o Using sparknotes (or something similar) in lieu of the primary text.
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Consequences of cheating:
* 0 on the assignment
o Conference with parent
o Referral to administrator

GradingScale Homework/Classwork/Quizzes/Daily
grades =40%

Tests/Essays/Projects/Class participation/Major Grades = 60%

The following is a tentative, admittedly ambitious schedule of the activities and
readings for the first semester:

st .
1°" nine weeks

Literary Theme: When Love Goes Wrong

Summer reading selections:Wuthering Heightsand Jane Eyre
All the Pretty Horses
Shakespearean sonnets

Movie: TheBucket List (and accompanying essay)
SAT preparation
Literary terms

Grammar review as needed

In-class timed essays (ongoing with emphasis on SAT “quick writes” before SAT)
College application essays (as topics become available)

Senior Project —~choosing topic and mentor, writing resume, writing proposal letter,
beginning research

nd _.
2_ " nine weeks

Literary theme: Monsters, Madmen, and Machos

Beowulf
Lord of the Flies (or A Separate Peaceif most people have read LOF)
Dr. Jekyll and Mr. Hyde
A Lesson Before Dying
Vocabulary and literary terms (ongoing) College
application essays

Senior Project - submitting research paper, begin meeting with mentor
Literary theme: Tragic Heroes and the Humpty Dumpty Syndrome Macbeth

Hamlet
Frankenstein
Weekly vocabulary and literary terms quizzes
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Sneak peak of second semester:

Cyrano de Bergerac
Pygmalion

We Were the Mulvaneys
Song of Solomon

The Poisonwood Bible
Push

A Prayer for Owen Mean
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APPENDIX C: FIRST-YEAR COMPOSTION MATERIALS
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ENG 102B Composition II ENG 102E Composition II

MWF 9:00-9:50 in Hines 202 MWF 12:00-12:50 in Hines 204

Dr. Michael Fukuchi Dr. Michael Fukuchi

Spring 2013 Spring 2013
Syllabus

Required Material:

1.

N

Jan.

Good Reasons with Contemporary Arguments by Lester Faigley and Jack Selzer. 5t ed.
New York: Longman, 2012. (GR)

Harbrace Essentials by Cheryl Glenn and Loretta Gray. Boston: Wadsworth, 2012. (HE)
Three (3) blue exam booklets (available at the Barton Bookstore) - due Monday, Jan. 14.
$8 for additional paper on your printing quota account

7 M  Introduction to the Course (in our classroom)
Using Campus Connect for ENG 102 (in the computer lab, H-103)

9 W  Peer Interviews - in class
For homework, write (don’t type) a 100-word paragraph on each person
you interviewed. Due Friday, Jan. 11.
Also, start thinking about a good, argumentative, narrowed-down topic for
your research paper - to be discussed on Monday, Jan. 14. Refer 4a -
Research Paper Propositions - Spring 2013.

11 F Peer Introductions - in class
Handwritten (not typed) interviews to be turned in today after peer
introductions.
Last Day for Adding Courses

14 M  Turnin three (3) blue exam booklets today.
Deciding on Research Paper Propositions - in class.

(1) Review the research paper topics found on Campus Connect
(4a - Research Paper Propositions -Spring 2013).
(2) You may choose one of the approved propositions from the list.
(3) Or, if you want a different proposition of your own choosing, it
must be approved by the instructor.
(4) After the propositions are chosen, you must write in class a
minimum 100-word paragraph on what you know about your topic.
Due at the end of class. (SA#1)

16 W  Searching for Books online and in Hackney Library - Meet in Computer Lab.

(1) Do the self-paced exercise 6a — Hackney Library - How to Do
Research - Books
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(2) After you finish the exercise, find two good books on your
research paper topic using the Hackney Library online catalog.

Note: Make sure that the books have good information from which you can
quote or paraphrase in your research paper. You must have at least
one quotation or paraphrase from each of these two books that you
find. Choose wisely, or you may have to go back and do more research
later on.

(3) Copy and paste the book information into a Word document.

(4) Print out the book information list.

(4) Then go to the library to find the books.

(5) Evaluate the books and photocopy the title pages and pages with
good information.

(6) Read and annotate the photocopied pages. Review the
document on Campus Connect (7a - How to Annotate Your Sources).
(7) Bring the book information list that you copied and pasted and
your annotated photocopies to the next class.

18 F MLA Bibliography and Citation for Books - Bring your book information

list printout and your annotated photocopies to class.
(1) How to do the MLA bibliographic entry for your books
(2) How to do the MLA citation for your books
(3) Go down to the computer lab and type up in alphabetical order
the bibliographic entries for your two books and the citations for your
two books.
(4) The following are part of your portfolio that will be turned in at
the end of today’s class: (SA#2 and SA#3)

(a) the printout of your Word book information list,

(b) your annotated photocopies from your books, and

(c) the typed alphabetical bibliographic entries and the citations.

Jan. 21 M  Martin Luther King Jr. Birthday - College closed.

23 W  Searching for Journals online - Meet in Computer Lab.
(1) Do the self-paced exercise 6b - Hackney Library - How to Do
Research - Journals
(2) After you finish the exercise, find two good peer-reviewed journal
articles on your research paper topic using the Hackney Library
online databases.
(3) Look at the end of the article to make sure they have references,
bibliography sources, footnotes, or endnotes in order to qualify as a
peer-reviewed journal article. Note: Abstracts and book reviews of
journal articles are unacceptable and should not be used in your
research paper.
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Note:

25 F

Jan. 28 M

Note:

Make sure that the journal articles have good information which you
can quote or paraphrase in your research paper. You must have at
least one quotation or paraphrase from each of these two journal
articles that you find. Choose wisely, or you may have to go back and
do more research later on.

(4) Copy and paste the journal information into a Word document.
(5) Print out the journal information and the complete article.
(6) Read and annotate the articles. Review the document on
Campus Connect (7a - How to Annotate Your Sources).

(7) Bring the journal information printout and your complete,
annotated journal articles to the next class.

MLA Bibliography and Citation for Journals - Bring your journal list and

your complete, annotated journal articles to class.
(1) How to do the MLA bibliographic entry for your journal articles
(2) How to do the MLA citation for your journal articles
(3) Go down to the computer lab and type up in alphabetical order
the bibliographic entries for your two journal articles and the
citations for your two journal articles.
(4) The following are part of your portfolio that will be turned in at
the end of today’s class: (SA#4 and SA#5)
(a) the printout of your Word list of journal articles,
(b) your complete, annotated photocopies of your two journal
articles, and
(c) the typed alphabetical bibliographic entries and the citations.

Searching for Magazines online - Meet in Computer Lab.

(1) Do the self-paced exercise 6¢ - Hackney Library - How to Do
Research - Magazines

(2) After you finish the exercise, find two good magazine articles on
your research paper topic using the Hackney Library online
databases.

(3) Check the magazine articles to make sure that they are NOT book
reviews, commentaries, letters to the editor, or abstracts; they are
unacceptable and should not be used in your research paper.

Make sure that the magazine articles have good information which
you can quote or paraphrase in your research paper. You must have at
least one quotation or paraphrase from each of these two magazine
articles that you find. Choose wisely, or you may have to go back and
do more research later on.

(3) Copy and paste the magazine information into a Word document.
(4) Print out the magazine information and the complete article.
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(5) Read and annotate the articles. Review the document on
Campus Connect (7a - How to Annotate Your Sources).

(6) Bring the magazine information printout and your complete,
annotated magazine articles to the next class.

30 W  MLA Format for Magazines - Bring your magazine list and your
complete, annotated magazine articles to class.
(1) How to do the MLA bibliographic entry for your magazine articles
(2) How to do the MLA citation for your magazine articles
(3) Go down to the computer lab and type up the bibliographic
entries for your two magazine articles and the citations for your two
magazine articles.
(4) The following are part of your portfolio that will be turned in at
the end of today’s class: (SA#6 and SA#7)
(a) the printout of your Word list of magazine articles,
(b) your complete, annotated photocopies of your two
magazine articles, and
(c) the typed alphabetical bibliographic entries and the citations.

Feb. 1 F Formatting Your Papers and Converting your MLA bibliographic material
into a properly formatted, alphabetized Works Cited page - Bring all
your research material with you and meet in the Computer Lab.
Refer to Documents 8a-8d.

Feb. 4 M  I-Search Paper #1 - to be written in class in one of the blue exam
booklets you turned in - 550 words minimum
Print out and bring to class 9a - How to Write Your I-Search Paper #1.

NOTE: Bring to every class (until you turn in your research paper) all your
research paper material - (1) your articles, (2) your book
photocopies, and (3) your typed MLA material.

5 T Last Day for Dropping Courses by 5 p.m.

6 W  Formatting Paper and Typing Paper #1 - Meet in Computer Lab.
Due at the end of class (in this order): (SA#8 and SA#9)
(1) 9b - Evaluation Form for I-Search Paper #1
(2) Cleanly typed and properly formatted Paper #1
(3) Works Cited page - consecutively numbered, in proper MLA
format and style, in alphabetical order. (Do NOT turn in the book
photocopies, the journal articles, and the magazine articles.)
(4) Insert the first three items into your Paper #1 blue exam booklet.

8 F Print out and bring to class 11a - How to Write Your Critical Analysis
Paper #2 and 11b - Work Sheet for Your Critical Analysis Paper #2.
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Feb. 11 M

13 W

15 F

We will work on this in class. Completed form due at the end of
class.

Critical Analysis of Research Paper Topic (Paper #2) - to be written in

class in a blue exam booklet. You must turn it in at the end of class,
but you will have 25 minutes at the beginning of the next class to
finish your paper.

Print out and bring to class:

(1) 11a- How to Write Your Critical Analysis Paper #2
(2) 11b- Work Sheet for Your Critical Analysis Paper #2
(2) 11c- Evaluation Form for Critical Analysis Paper #2

Meet in the computer lab. You will have 25 minutes to finish writing your

paper. For the other 25 minutes, you will use the time to type up your
Paper #2 - properly formatted. You must also attach a corrected
version of your Works Cited page that includes all of your sources for
your research paper in alphabetical order.

To be turned in at the end of class (in this order):

The STAPLED packet:

(1) 11c - Evaluation Form for Critical Analysis Paper #2

(2) Your How to Write Your Critical Analysis Paper #2
instructions

(3) Your Work Sheet

(4) Your cleanly typed and properly formatted paper.

(5) Your corrected version of your Works Cited page consecutively
numbered after your paper with sources in alphabetical order.

(6) All five of these items should be inserted - in order - into your
blue exam booklet.

Meet in class. Start work on Paper #3, which is a two-page version of your

research paper. Later, this will be expanded into a six-page version of
your research paper. Each paragraph you write for Paper #3 will later
be expanded into a full page each.

(1) Printand bring 12a - How to Write Your Position Paper #3

(2) Printand bring 12b - Format for Typed Paragraphs (Paper #3)
(3) Review Document 12c - Introductory Paragraphs (Paper #3)

(3) After we finish, we will go down to the computer lab to type up
your paragraph.

(4) Write a 100-word minimum Introduction for Paper #3.

Due at the end of class: (SA#10)

(1) handwritten version of your paragraph and
(2) cleanly typed and properly formatted introductory paragraph.
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Feb. 18 M  Using Quotations, Paraphrases, and Citations - Meet in class.

We will go over the following:
(1) how to setup your arguments with a required quotation or a
required paraphrase for each argument,
(2) how to document them in your paragraphs, and
(3) what to watch out for in writing your arguments.

Print out and bring to class 12e - Work Sheet for Your Argument
Paragraphs (Paper #3). Also bring Document 11b - Work Sheet for
Critical Analysis Paper #2

Note: Make sure you bring your casebook articles every day in your folder
with at least two books, two journals, and two magazines. You will
need them so you can quote from them in your argument paragraphs.
Transfer your three arguments and support for your research paper
from your 11b - Work Sheet for Your Critical Analysis Paper #2 to 12e
- Work Sheet for Your Argument Paragraphs (Paper #3). Make any
necessary revisions.

Find a quotation or paraphrase for each argument from three different
sources in your portfolio (which should contain at least two books,
two journal articles, and two magazine articles).

(1) Highlight them in your photocopies or articles.

(2) Write your quotations/paraphrases onto 12e - Work Sheet for
Your Argument Paragraphs (Paper #3).

(3) Be sure to include the parenthetical citation/documentation.

This work sheet is due at the end of class.

20 W  Writing Your First One-Paragraph Argument - Meet in the computer
lab.

Using the information from 12e -Work Sheet for Your Argument
Paragraphs (Paper #3), write a 100-word minimum paragraph that
incorporates your quotation or paraphrase. Be sure to include your
parenthetical citation/documentation.

Type the paragraph (double spaced) with the header, but exclude the
course information. Due at the end of class. (SA#11)

22 F How to Revise Your Work - Meet in our classroom.
Print out and bring to class the following:
(1) 10a - Revision Guide
(2) 10b - Revision Guide Tabulation Grid - ENG 102
(3) Your graded Papers #1 and #2.
Introduction for Paper #3 will be returned
Do the tabulations for Paper #1 and Paper #2.
Work on the revision of your Introduction for Paper #3.
(1) Write the corrections directly onto the graded paragraph.
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Feb. 25 M

27 W

Mar. 1 F

Mar. 11 M

(2) Later, on your own time, type the revisions into your
Introduction.

(3) You may recoup some of the lost points for your Introduction
grade, depending upon the quality of your revisions, but they
must be written directly onto the typed, graded paragraph.

Writing Your Second One-Paragraph Argument - Meet in the computer
lab.

Review material on transitions.

Using the information from 12e - Work Sheet for Your Argument
Paragraphs (Paper #3), write a 100-word minimum paragraph that
incorporates your quotation or paraphrase. Be sure to include your
parenthetical citation/documentation.

Type the paragraph (double spaced) with the header, but exclude the
course information. Due at the end of class. (SA#12)

For the remainder of the class time, work on the revisions for your
Argument One paragraph. Be sure to make the revisions directly onto
the graded paragraph, and then, after that, type the revisions into
your Argument One paragraph.

Writing Your Third One-Paragraph Argument - Meet in the computer
lab.

Using the information from 12e - Work Sheet for Your Argument
Paragraphs (Paper #3), write a 100-word minimum paragraph that
incorporates your quotation or paraphrase. Be sure to include your
parenthetical citation/documentation.

Type the paragraph (double spaced) with the header, but exclude the
course information. Due at the end of class. (SA#13)

For the remainder of the class time, work on the revisions for your
Argument Two paragraph. Be sure to make the revisions directly onto
the graded paragraph, and then, after that, type the revisions into
your Argument Two paragraph.

Spring Break (through Sunday, Mar. 10)

Writing Your Opposition Paragraph - Meet in the computer lab.

Review 12f - Opposition Paragraph (Paper #3)

Using the information from 11b - Work Sheet for Your Critical Analysis
Paper #2, write a 100-word minimum paragraph that incorporates
your three opposition arguments.

Type the paragraph (double spaced) with the header, but exclude the
course information. Due at the end of class. (SA#14)

For the remainder of the class time, work on the revisions for your
Argument Three paragraph. Be sure to make the revisions directly
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12 T

Mar. 13 W

15 F

onto the graded paragraph, and then, after that, type the revisions into
your Argument Three paragraph.

Advisor/Advisee Meeting at 11 a.m.
Advanced Registration Period - Tuesday, Mar. 12 through Friday, Mar.
22

Writing Your One-Paragraph (100 word minimum) Conclusion for Paper
#3 - Review 12g - a Concluding Paragraphs (Paper #3) - Meet in
comp. lab.

Using the information from 11b - Work Sheet for Your Critical Analysis
Paper #2, write a 100-word minimum paragraph that concludes your
paper.

Type the paragraph (double spaced) with the header, but exclude the
course information. Due at the end of class. (SA#15)

For the remainder of the class time, work on the revisions for your
Opposition paragraph. Be sure to make the revisions directly onto the
graded paragraph, and then, after that, type the revisions into your
Opposition paragraph.

Short Version of Research Paper (Paper #3) due at end of class - 9:00
meets in Computer Lab H-103; 12:00 class meets in Hines 102.

(1) Revise your marked and graded Conclusion paragraph that was
returned to you. Write your revisions directly onto the graded
paragraph.

(2) Then incorporate your written revisions into your computer version.

(3) Combine your six revised paragraphs into one properly formatted
essay by cutting and pasting your previously revised paragraphs into
one new document. Save the file as Paper #3. Refer to 13b -
Instructions for Paper #3 and Uploading.

(4) Write good transitional sentences to tie your paragraphs from one to
the next so that they flow smoothly. Refer to 13a - Transitions (Paper
#3).

(5) Make sure the paper is properly formatted.

(6) Upload Paper #3 to your QEP Cohort Archive. Refer to the Document
13b - Instructions for Paper #3 and Uploading (second half).

(6) Turn in the following at the end of class - this order:

(a) The evaluation form for Paper #3 (13c - Rubric for Grading ENG

102 Paper#3)

(b) Your cleanly typed, properly formatted Paper #3

(c) Your latest, corrected Works Cited page, consecutively numbered,
with sources in alphabetical order.

(d) Your six revised paragraphs that show your handwritten

revisions. Put them in order - Introduction, Opposition,

Arguments 1-3, and Conclusion (SA#10-SA#15).
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Mar. 18 M  Writing Your Research Paper - Meet in class.

(1) Print out and bring to class 14b - Sentence Outline Work Sheet
(Research Paper).

(2) Bring all your research paper material, including 11b - Work Sheet for
Your Critical Analysis Paper #2 that you did earlier.

(3) Review the Structure of Your Research Paper in the Research Paper
Guide.

(4) Write and fill out your Sentence Outline Work Sheet, using the
information from 11b - Work Sheet for Your Critical Analysis Paper
#2 that you did earlier.

(5) Your completed Sentence Outline Work Sheet is due at the end of
class. (LA#1)

Note: Ofthe three expanded arguments, make sure at least one of
them includes one block quotation.

20 W  Meetin the computer lab. Expand First Argument to One Page. Due at

the end of class. (LA#2)

(1) You must use one or more quotations or paraphrases from your
books, journals, or magazines.

(2) Type in your parenthetical citations/documentations.

(3) Make sure the quotations or paraphrases are highlighted in the
articles or book photocopies.

(4) Setup the quotation or paraphrase with some introductory
comments.

21 Th LastDay to Withdraw from a Course by 5 p.m. (except for English
composition courses)

22 F Meet in the computer lab. Revision of First Argument page
(1) Write the revisions directly onto the graded page.
(2) Then type the revisions into your typed document.
(3) Write an opening transition sentence that connects this page to your
opposition arguments.

Mar. 25 M  9:00 class meets in Computer Lab H-103; 12:00 class meets in Hines
102. Expand Second Argument to One Page. Due at the end of
class. (LA#3)

(1) You must expand your one paragraph First Argument into a full page.

(2) You must use one or more quotations or paraphrases from your
books, journals, or magazines. Use different sources from those used
in your first argument so that eventually you will be using all six of
your sources.

(3) Write in your parenthetical citations/documentations.

(4) Make sure the quotations or paraphrases are highlighted in the
articles or book photocopies.
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Mar. 27 W

29

Apr. 1

M

(5)

Set up the quotation or paraphrase with some introductory
comments.

9:00 class meets in Computer Lab H-103; 12:00 class meets in Hines

102. Revision of Second Argument page

(1) Write the revisions directly onto the graded page.
(2) Then type the revisions into your typed document.
(3) Write an opening transition sentence that connects this page to your

first argument.

Good Friday - College closed

Meet in the computer lab. Expand Third Argument to One Page. Due at

(1)
(2)

(3)
(4)

(5)

the end of class. (LA#4)

You must expand your one paragraph Second Argument into a full
page.

You must use one or more quotations or paraphrases from your
books, journals, or magazines. Use different sources from those used
in your first and second arguments so that eventually you will be
using all six of your sources.

Write in your parenthetical citations/documentations.

Make sure the quotations or paraphrases are highlighted in the
articles or book photocopies.

Set up the quotation or paraphrase with some introductory
comments.

Meet in the computer lab. Revision of Third Argument page

(1) Write the revisions directly onto the graded page.

(2) Then type the revisions into your typed document.

(3) Write an opening transition sentence that connects this page to your

second argument.

Meet in the computer lab. Expand Opposition Arguments to One Page.

Due at the end of class. (LA#5)

(1) You must expand your one paragraph Opposition Arguments into a

full page.

(2) You should have three paragraphs, approximately 200 words in

(3)

(4)

length each, for each of your three opposition arguments to give you
one full page.

If you used five quotations and one paraphrase in your three
argument pages, then you do not need to quote or paraphrase in your
opposition page.

Tone is very important so that you do not sound as though you are
siding with the opposition.
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Apr. 8 M  Meetin the computer lab. Revision of Third Argument page
(1) Write the revisions directly onto the graded page.
(2) Then type the revisions into your typed document.
(3) Write an opening transition sentence that connects this page to your
second argument.

Sign the Sign-up Sheet for a meeting time this week with Dr. Fukuchi

Meeting with Instructor
This Week ONLY - Apr. 8 (M) - 12 (F)

I will not accept a research paper from you if you do not meet with me.

For your Meeting with Instructor, you must bring:

1. atyped, completed Sentence Outline of your research paper (use the form found on
Campus Connect),

2. your three graded, argument pages showing handwritten revisions directly on the

graded pages,

3. your printed articles, your book photocopies, and your latest, revised Works Cited

page, and

4. Document #15 - How to Prepare for Your Meeting with Dr. Fukuchi

10 W  Meetin the computer lab. Expand Introduction to One Page - due at the
end of class. (LA#6)
(1) You must expand your one paragraph Introduction into a full page.
(2) Do not write summaries.
(3) Review Campus Connect material 12¢ - Introductory Paragraphs

12 F Meet in the computer lab. Revision of Opposition page
(1) Write the revisions directly onto the graded page.
(2) Then type the revisions into your typed document.
(3) Write an opening transition sentence that connects this page to your
introduction.

Apr. 15 M Meet in the computer lab. Expand Conclusion to One Page - due at the
end

of class. (LA#7)

(1) You must expand your one paragraph Conclusion into a full page.
(2) Do not write summaries.
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17

19

Apr. 22

24
25

26

Apr. 29

May 1

May 6

Th

==

(3) Review Campus Connect material 12g - Concluding Paragraphs

9:00 class meets in Computer Lab H-103; 12:00 class meets in Hines
102. Revision of Introduction and Conclusion pages
(1) Write the revisions directly onto the graded page.
(2) Then type the revisions into your typed document.
(3) Write an opening transition sentence that connects your conclusion to
your third argument.

9:00 class meets in Computer Lab H-103; 12:00 class meets in Hines
102. Putting Together Your Research Paper Packet - Bring all your
articles and printouts to class. Include finished research paper, Works
Cited page, and articles/photocopies in alphabetical order of Works
Cited.

Research Paper due at the end of class. See page 5 of the Research
Paper Guide for specifics on what to do and what to turn in.

Oral presentation of research papers

Last Day for Requesting Changes in Final Examination Schedule

Oral presentation of research papers

Academic Recognition Luncheon at 11 a.m.

Oral presentation of research papers

Review of Final Exam Topics

Course evaluation

Last day of class for this course

Reading Day

ENG 102E (12:00 class) - Final Exam at 3:30 p.m. in Hines 204
ENG 102B (9:00 class) - Final Exam at 8:00 a.m. in Hines 202
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10.

11.

12.

13.

Rules of Common Courtesy

Don't chew gum in class. [ really hate it, and it makes
me think less of you. Learn to be polite.

Don't eat or drink in class (including water), including
nibbling and sipping under cover.

Don't wear a baseball cap or any other head gear or
head covering, including earphones and sunglasses,
in class. You don't need to hide behind such barriers to
openness.

Don't bring beepers, cell phones, or concealed weapons into class. Be considerate
toward

your classmates. Also, cell phones, iPods, etc. are now considered as cheating
devices.

Don't sleep in class. If you do, the instructor will wake you and send you out of class.
Learn to manage your nap time better.

Don't come late to class. If you do come late, don't disturb or disrupt the class as you
take your seat. After class, let the instructor know that you came in late so you won't
be marked absent. Be prompt.

Don't get up and leave while class is going on. Always ask for permission. Learn to be
polite.

Don't talk or chitchat while the instructor is talking or while your classmate is talking
with the instructor. Be considerate.

Don't disturb or disrupt the class or your classmates. Show some respect for other
people.

Don't do homework or other assignments in class if they are not part of the class
activity.
You hurt yourself when you do that.

Don't cheat in class. Keep your eyes on your own work, and keep your work covered to
avoid being suspected of cheating. It is your moral responsibility to report any
cheating.

Don't depend on or refer to papers, tests, or quizzes kept on file by students,
fraternities, or

sororities. When you do so, you are guilty of plagiarism and cheating. Do your own
work for this class.

When the class is watching a video or slide presentation or when the instructor is
using overhead transparencies, that is not a time to chat, sleep, or do your own thing.
Pay attention and take notes.



I will not lie and I will not act in any dishonest way in dealing with you,
so I expect you to do the same in this class and in dealing with me.
What you do in college will have serious consequences after college.
You create your own karma and your own future.

You determine what people will think of you and what I will think of you.
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