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. @ continuum, and deprofessionalization represents movement on that
continuwm. : :
Evaluating the professional status of an occupation depends on the
criteria used. For Maxine Hairston, in her 1985 Chair's Address to the
CCCC, the existence of graduate programs in composition and rhetoric,
pew courses and journals, burgeoning attendance at writing conferences,
and a thriving job market for composition and rhetoric faculty were all
evidence of composition’s professional stature. Carol Berkenkotter, who
finds indications of professionalism in the increasing specialization within
composition studies, points to changes in the categories on the CCCC
Program Proposal Form as evidence of “the proliferation of specialized
areas of interest" (155). The 1980 form had eleven categories; by 1990 that
number had increased to thirty-two.
Occupational sociologists have their own measures of
professionalization. According to George Ritzer, two approaches have
ominated. One, the structural-functional, emphasizes the character-
istics of a given profession. Among the structural-functional characteris-
tics that Ritzer discusses, three are especially relevant for composition
studies: 1) abody of general systematic knowledge thatis the professional's
exclusive possession; 2) anorm of authority over clients; and 3) a distinctive
occupational culture (48-55).
Regarding the body of systematicknowiedge, Ritzer questions whether
there are any "inherent qualitative differences between professions and
nonprofessions in terms of knowledge" and surmises that “where qualita-
tive differences exist, they have been artificially created by professionals’
denial of access of their knowledge to others” (49). In the case of compo-
sition, access to knowledge has not been explicitly denied, but for many
years composition teachers, by ghettoizing writing instruction in the
English department, perpetuated the notion that only they could and
should teach writing. The writing-across-the-curriculum movement, how-
ever, with its assumption that all disciplines share the responsibility for
Eqdmﬁc literacy, potentially undermines the exclusivity of composition’s
claim on a body of systematic knowledge and thus can be seen as evidence
of deprofessionalization.

Ritzer's second structural-functional characteristic, the so-called "norm
of authority,” is an interesting one for teachers of writing. The traditional
mage of the red-pencil-wielding English teacher is authoritarian to the
€xtreme, and the easy association in the popular mind between writing
Competence and grammatical correctness, together with the often myste-
TIous aura surrounding the act of composition, has made it easy and natural
o author-ize the position of writing teacher. Even among our colleagues
across the disciplines, those of us in composition often arouse discomfort
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and a reluctance to let us see any piece of writing that is not sufficien|y,
"finished.” )

Today's composition teacher, however, is conflicted about the notion
of authority. Browsing through the 1991 CCCC Convention Program, for
example, reveals such titles as: "Responding to Student Writing: Is There
an Expert in the House?"; "Involving Students in Assessment”; "Empower-
ment/Being All That You Can Be: Negotiating the Costs of Critical
Pedagogy"; "Giving Up Authority Just When They've Got It: New TAs and
Student-Centered Writing”; "Learning from Students: Surrendering Ex-
pectation and Adapting to Realities.” The mantle of authority traditionally
bequeathed to composition teachers is increasingly one they are reluctant
to don. But to the extent that composition instructors seek ways to
empower their students, to help students recognize and develop their own
authority as writers, they alter their own professional image, at least
according to structural-functionalists.

Ritzer's other structural-functional characteristic, a distinctive occu-
pational culture, is readily documented for composition. The emergence
of CCCC as a viable subset of NCTE, the numerous national and regional
writing conferences now in existence, the number of journals focusing on
writing and the teaching of writing--all of these have contributed to a
culture, or at least a subculture, that reinforces among its members the
feeling that what they do is vocationally distinctive. Itis possible, though,
that the academic specialization noted by Berkenkotter might lessen the
commonality of purpose felt by those within the field of composition.
Professional unity is also compromised by composition’s persistent depen-
dence on part-time instructors, many of whom do not feel a sense of
professional identity (Wallace).

The other main approach to professionalization within occupational
sociology is the power approach. Ritzer defines power as "the ability of an
occupation (really its leaders) to obtain (and retain) a set of rights and
privileges (and obligations) from societal groups that otherwise might not
grant them" (56). In addressing the question, "Where does profcsaional
power come from?” Ritzer points to two key sources: a margin of
indetermination and a level of uncertainty. The first has to do with "the
degree to which an occupation’s task(s) cannot be routinized, that is, made
available to masses of people” (57). Human physiology and psychology ar®
so complicated, we have become convinced, that only a professional, the
physician or the therapist, can be trusted to prescribe treatment for illness.
The law, too, has become a domain into which lay people venture at their
peril. The wise citizen--whether contemplating marriage or dissolution,

whether buying or selling, whether conferring or claiming, consults &
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& [awyer.
v Closely related to a margin of indetermination is a level of uncer-

tainty. Aslong as professionals deal with their clients' areas of uncertainty
their professional wisdom js valued and their professional status secure. Ié
makes sense, therefore, for the professional "to protect as well as to expand
this area of uncertainty and thereby increase his power" (Ritzer 58). The
_ ever-increasing complexity of getting a divorce or filing one's income tax
! is in the best interests of lawyers and accountants, assuring them a ready

in supply of clients.
fu How does composit_ion fare when analyzed in terms of the power
3‘\; approach to professionalization? Does the teaching of writing enjoy a

~  margin of indetermination? Some recent trends in composition appear to
narrow that margin. A process approach to writing, for example, stresses
the steps or stages or components of the act of composing, thereby
rendering it less esoteric, more accessible, and more manageable. Peer
feedback groups in the composition class are based on the assumption that
stu‘d'enls, not just teachers, are qualified respondents to each other's
writing. The writing-across-the-curriculum movement, with its assump-
tl}m'thgt the responsibility for teaching writing should be shared among all
disciplines, democratizes the teaching of writing. Finally, the proliferation
of computer software designed to aid not only in checking spelling and
grammar bl}t also invention, organization and style suggests that much of
the writing instructor's "esoteric” knowled ge may be encoded in computer
programs. As Marie Haug, writing about trends in the professions as a
Wh'ole, has noted, “To the extent that scientific professional knowledge can
be ‘codified,’ it can be broken into bits, stored in a computer memory, and
ll::;a;.lii z;ls; n!fedfsd. No longer need it be preserved in the professional’s
P 00 }aI.one. A great deal of the learning transmitted to
pro EstnaI-m-trémm.g can be made accessible in this way" (201).
the leAsl the margin of indetermination surrounding composition shrinks,
bends‘t’e of uncertainty also decreases. While the study of literature often
foth 000 k?sy:if{ t}(;e act of wﬁ ting, many composition teachers and current
are gifted it ¢ }? emystify it. From llteratljlre we get the idea that writers
oneney ,nOt A ey wc_)rk alone, that thgy write when they are inspired. But
at b € a serious student of literature to have distorted notions
e exts ?1: prolduced. As Mt{rfay has observed, most students
Py wﬁﬁnpol)vgns ed view of how_ writing is created. They "have never
. magicato t}% telf'ug made. They believe ‘that teachers and writers know a
. mab at places words on the page in an order that is full of grace and
3 aning thg first time, that each work arrives correctly spelled, each piece
Pmcmahon appears at the moment it is needed, and that 'all rulzs of
Tic, grammar, and mechanics fall into place on their own" (105),
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Murray, of course, isinterested in demythologizi.ng.and‘dcmysnjfy,'n
the writing process for students. Lisa Ede shows a snmtlar interest in her
recent freshman writing text, where she attacks hgad-oq th? romantici zjod
image of the writer struggling alone until inspiration strikes" (15). Ede, ljke
many other composition teachers, wants her students to fgel part (.)f a
community of writers and to see writing as a process of mak.n?g meaning,
not a gift imparted to the fortunate few. To the extent that writing tCﬂChcrs
attempt to level the playing field, they reduce the level of uncertainty
surrounding the act of writing, indeed, most tgacl\ers probably fecl that
reducing uncertainty is part of their job. According to the power approa.ch
to professionalization, however, they may be ma@g th.elr job security
more uncertain. Perhaps the ultimate uncertepnty %s the dlsappga rance of
the teacher altogether, a state of affairs described in some detail in Peter
Elbow's Writing Without Teachers. B

The word "power," like "authority,” makes many modern composi-
tion theoristsand teachers nervous. When a Peter Elbow talks about.power,
for instance, it is not something to be guarded by membersA of the elite, that
is, teachers, but rather a power available to everyone. HLS book, Writing
with Power, says Elbow, is based on "an assumption that virtually ex-'er‘yc.n.\e
has available great skill with words. That is, everyone can, under certain
conditions, speak with clarity and power" K7). o .

If a major component of professionalization is power, t fer;
deprofessionalization is primarily the loss of power. One explanatlgrl _(;q
professionals’ perceived loss of power that has achle\.’ed some notorie yll;
the "revoltof the client,” a tendency for clients to question the prof:essxona :
authority. Client revolt is fueled, among ot.he.:r things, by mcrefstf1 !
knowledge; the more clients know, the less willing they a1"e to tnf'tin
judgment and authority of the professional. Haug and .Sussman, wri _OS
at the end of the 1960s, saw in the student demonstra'nons of the pefl <
evidence for a challenge to the professional expertise of } cgllelge; a:ee
university teachers. Two decades later, though, it is more'dlfﬁcu ;ar(:\ént
college students as clients in revolt. Most teachers are as likely :cot s
student passivity as they are to complain of excessive challenﬁes «re -
authority. The gripe against today's stuc.lentsbg, usually that ; ey a1 e e
extrinsically oriented and motivated to risk biting the hand td at Wcollege
day pass them on to the hand that will feed them. Also, mo err(;l R
sﬁidents, according to most faculty, are less kno.“'/ledgeable an ! :Sg ot
than their predecessors, especially in the area of writing, ar‘ld her;\ce r:v a
and likely to mount an effective challenge to the teachef s ?u;\ ct)rl ;e.ate R

Composition has, however, adopted some practices that ¢ hers
climate in which "client revolt” could ﬂouris}?: By stressing that as Feat't o
they are not the only audience for student writing and by encouraging
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i gtudents to get feedback from other readers, whether classmates, friends,
A tutors, or others, composition teachers both systematize and sanction what
k' Bloor and Horobin, writing about physicians and their patients, call "lay
consultants.” Bloor and Horobin hypothesize that "the proto-patient who
B hasnegotiated a diagnosis with his lay consultants is likely to present to his
W doctor a relatively well developed set of requests . . . [and] to be less
B compliantin hisinteraction with the doctor than is the patient whose proto-
patient career has been foreshortened” (278-79).
, While physicians donot encourage prospective patients to consult lay
K people before making office visits, they may, in an effort to minimize trivial
" consultations, subtly encourage patients to assess their own condition in
. order to decide whether an office visit is really necessary. Such behavior
' may make patients more capable of and more likely to engage in self-
_, diagnosis, which in turn may make them more likely to question the
| physician's judgments. Because doctors dislike both trivial office visits and

+1) challenges to their authority, Bloor and Horobin accuse them of placing
patients in a "double bind";

The sick person is expected to anal yze his condition
in terms--is it serious or non-serious, does it require
medical treatment or some other alleviative action,
etc.—-which imply diagnostic and prognostic evalua-
tion, but on presentation to the doctor the sick person
isexpected to "forget"his own priorassessment of the
condition and defer to the doctor's; the sick persorn is

first encouraged to participate in and then excluded
from the therapeutic process. (277)

Do writing teachers do the same thing? Certain

student self-diagnosisis a hallmark of much current wri
R is consisten

g Dot solely res
¥ self-diagnosi

ly an emphasis on
ting instruction, for
t with the conviction that, as Hawkins puts it, "the teacher is
ponsible for what goes on in the classroom" (11). But when
s leads students either to question authority (and as long as
" $eachers give grades, they will be perceived to have authority) or to resist
‘l'eatment (Elbow, Contraries 81-82), how do teachers respond? It may be
Fimpossibe (o generalize about teachers’ behavior in such situations, but
€arly both the challenges and the responses do much to shape our
g Volving professional image.

y Any attemptto anal yze the professionalization or deprofessionalization
Occupation assumes a certain amount of internal Occupational consis-
- Whether composition evidences that consistency is certainly argu-
as is the question of whether it should be internally consistent.

." an
le.
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Bartholomae, in his 1988 Chair's Address to CCCC: conlcludes Wi,t,h an
appeal to resist calls for "a disciplined, ordered field,” stating fla tl_‘;; i am
suspicious of calls for coherence. I suspect that most_of Fhe problems in
Semjc life--problems of teaching, problems of thinking--come from
discipl i isciplinary habits” (49). To the extent that
disciplinary boundaries and disciplinary 0 1 o
Bartholomae's characterization of and hopes :for composition studies are
tative, to the extent that we are "fractious, prone to argument .
multivocal, dislogical” lyze the profession as a profession
multivocal, dialogical,” attempts to analyze the p
i1l be complicated. .
” While};t may be difficult to say exactly what the new paradlgm of
composition instruction looks like or just where we are in the paradigm
shift (Hairston, "Winds"), it seems clear that a dlf‘ferent role h.a:s emerged
for the writinglteacher. The new writing teacher is more a facilitator than
a dispenser of truth, a referee rather than a judge (Hawkins), a FollaboTaFor
rathg than an evaluator (Jacobs and Karliner), a coach andldlag”nostman
d counselor (Harris). These roles all narrow
(Murray), a commentator an o icoall narrow
d students. They also redefine, as
the gap between teacher an : ‘ be secn ap baning
f professional authority and may be ast
B ted 1o et izat Whether deprofessionalization, as
i i . professio ,
ntributed to deprofessionalization Whether -
ngined by occupational sociologists, is a negative phenomenon for com
ition, however, is debatable. ' _ ]
P As Ritzer notes, professionals have never er\]oyeld unre:istrlti)tresd aa:d
i i i h professionals as doc :
hority over clients. Especially for suc ' n
fawygs whose livelihoods depend on a constalnfnt ﬂowtpf ﬁa'hgg Stlsr, et:e(nl'zi >
ider date oneself to patients
considerable pressure to accommo T s e
iti t have to compete for clients
165). Most writing teachers do no ave to co e
i ], since in most departmen
that other professionals do. Still, : er b
ZIZ}{uaﬁons figtlljre in promotion, advancement, and merit d;c:su;;l\; :625\! -
i ion to students’ wishes and to
ers are obliged to pay attention e o the
i ' iti t strangers, ,
standing in students’ eyes. Writing teachers are ng_ ! (gi o the presoure
demands of what Ritzer calls “client-centered conﬂilct an
i i ith that conflict. }
omise as a way of coping with t _ s
° conélz);\promise with clients does not, however, necessarily c;)tr}x‘\frt:ofes“
the quality of the professional's performanc_e or the outcomfe Osionall)-clienf
sional-client consultation. Rosenthal, in his Stﬁd}.] tohfei’::d?:i o L the
relations among lawyers, observed two approaches: e O d the
articipatory. The traditional model holfis ﬂ\?t clien e aminant
gublic interest are bestserved by the professln;l)nal ] e;cgrcglsg ;Jle;; e o him
ibility for the problem-solvin )
control over and responsibility ler B e othe
i ient" (2). The participatory madel, o
rather passively by the c'llent ( . o O reontr
hand, holds that "both client and consultant gain from‘a s lii in g( o After
over many of the decisions arising out of the relationship
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k. thenorm, asithas alwaysbeen in the writing center. In this res

$ style, in which students "are treated

3 Writing tutors, describes three

. .ﬁrst two models, the doctor is a

f_ "lgnorant. In the third model, th

[ - . . .
¢ € Practice of medicine has changed and wi
-Aysician‘s role, mutyal participation, says Morrow

studying the lawyer-client relationship in 59 personal injury claims,
Rosenthal found that partici pating clients tended to receive better settle-
ments than did traditional clients, Rosenthal concludes that “neither
lawyer nor client should be in charge, but that professional service should
be a matter of shared responsibility” (2).

Increasingly in the composition classroom, the participatory model is

pect, writing
teachers are allied with psychothera pists, most of whom adopt a participa-
tory model of therapist-patient relations. Indecd, Rogerian psychology has
, significantly influenced conceptualizations of writing conference d ynam-

ies (Duke, Murphy, Reigstad and McAndrew, Taylor). To the extent that
writing teachers see their task in Rogerian terms, providing clients with
"the opportunity of making responsible choices” (Rogers 51), they will

adoptwhat Rei gstadand McAndrew call 2 "student-centered" confercncing

as conversational equals and fellow
writers" (30) who determine “the direction of the session, initiating move-

menttoeach new phase of the conference”(29). Some research suggests that
this approach is more effective than a directive, teacher-centered style.

Studies by Beaumont and Jacobs and Karliner note a clear relationship
between instructional style and students’ revision of their w riting, finding
that directive, Prescriptive instructional roles promoted student passivity
and minimal revision, while a collaborative, student-centered approach
Produced more substantial revisions in students' drafts,

Despite the effectiveness and appeal of collaborative approaches to
teaching writing, there are factors militating against their widespread
2doption, and these factors have to do with the roles with which teachers
and students fee| comfortable. Diane Stelzer Morrow, a former doctor

ed tutor who explores possible connections between physicians and
models of doctor-patient relationships:
peration, and mutual participation. In the
ssumed to be knowledgeable, the patient

e physician does not claim to know what
best for the patient; instead, determining the best course of treatment

Omes ashared goal of the intera ctionbetween doctor and patient. While
th it the conception of the
,"isnot, by any means,

Activity-passivi ty, guidance-coo

itudes. Patients do expecttheirdoctor to be an ex
€y do, to diagnose, to give specific advice--in short, to fulfill a tradition-
Y professional role. Physicians, for their part, recognize that a patients

tin the doctor can be instru mental in the patient taking action that wi(]

pert, toknow more than
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promote healing and health. Thus, the doctor may well be reluctant to say,
"I don't know." . o
Within composition circles, it is fashn_o_nable to espouse “dialogic"
approaches to writing and teaching,. Th_e polmca]l'y correct writing teacher
is expected to agree with the Freirean dictum that kn?wledge O.f. the ob!ect
to be known is not the sole possession of the teache.r and that the ?b]ect
to be known is put on the table between the two subjects of knowl.ng (14).
Especially for the composition instructor, as opposed to the sub]ect-area
faculty member, the teacher is expected to concefle the authority of the
writer, recognizing, as Donald Murray asse1_‘t§, that "as much as ﬂ\e teacher-
-the experienced writer--knows about writing, the comlposmon teacher
does not--and should not--know the subject of the student's draft as well ag
t writer” (129). .
e St?‘g::e co:cessi(ons zare, from the standpoint of professiona) authority,
just that: concessions. Writing teachers who believe that thel.r role as
authority and expert inhibits their students’ empowerment as writers, and
whodeliberately shun thatrole, are in the process §1gn1f1cantly affectlr;/glg the
way they are perceived professionally, bo?h by clients and l?y peers. » any
composition teachers, still chary about their tenuous statusin the actia’1 emy,
would appreciate the irony felt by a colleague of mine, who, on the wz:y
home from a CCCC convention, observed, "Everybody keeps telling me to
i wer. What power?"
B l'JTF;\:ns,};}i?\, is the postrIrJ\odem writing teacher's dilemma: The expertsl
in the field tell her to actively resist being cast in the role of expert. Helrl gg::-
should be to empower student writers. Her classroom s.hogld b;rfo aS \;lt
rative, dialogic, her pedagogy liberatory and nonguthorltarlan. There i
of these attitudes and behaviors, she is assured, will be better writing, i e;
more importantly, better writers, but another r(.esul.t, one that fio;s nf(l)1 n%re
talked about nearly as much, is deprofessionahz.anf)n. What is t e}\‘ g
of a deprofessionalized segment of the academy_m times of r.et‘rentc g
From the perspective of occupational soc1ology., participa (?ef‘(ée o
laborative, liberatory, or student-centered pedago’gles. are evi e
deprofessionalization because they weaken teacl'_\ers cla'lm to an efzssional
body of knowledge, lessen their authority o_ver_chents, dlffusg proASI hve
power, and narrow the margin ofindetermmap on teachers enjoy. * carily
suggested, deprofessionalization, by this Qefmhon, does_ t-?Ot r;‘le:sserm
compromise the quality of what goes on in the composi 0;_1 e ore,
Indeed, it may result in more effective teaching and lfeammg. ud'scovere
as [ have noted, composition is not the only profession to‘have ]ltionS- at
the effectiveness of "deprofessionalized" approaches to cl‘lgnt rela o
the same time, deprofessionalization does affect composition's 1m;‘::‘gi oed
standing in the academy. For a discipline that has worked long a
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U to achieve professional status in the university, what I have called
5 d

eprofessionalization is a dynamic that composition teachers would do
& well to pay attention to and be self-conscious about.

Emerson wrote, "Nature arms each man with some faculty which
' enables him to do easily some feat impossible to any other, and thus makes
k him necessary to society." Peter Elbow has said, "I think teachers learn to
B be more useful when it is clearer that they are not necessary" (Teachers x).

[ Between these two poles, teachers of writing live and move and have their
| professional being.
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