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days because my university’s Curriculum and Academic Policies Council
suddenly proposed the cancellation of half the writing program, to coincide
neatly with my 14-month-old daughter’s resumption of teething: the writers
in George’s book would understand perfectly what such an episode means
in the life of the WPA as parent, theorist, teacher, and administrator. It’s the
George book, even as its stories leave questions as well as answers, that
speaks to me most completely.

Finally, what will make ali of these books important and useful in the
history of our discipline (whether we call it Composition, Written Rhetoric,
Writing Program Administration, English Language Arts, or English Studies)
is that they redefine our work in ways far more integrated—more
recognizant and real—than the ever-narrowing visions of academic life
represented in the traditional image of the institution. These books all, in
differing ways, connect living and teaching, thinking and acting,
epistemology and praxis, public and private life. As Patricia Bizzell says in
the foreword to Kitchen Cooks, “In theory, | admire writing that does serious
intellectual work by combining the personal, the professional, and the
political....But in practice, | often find it hard to read, and even harder to
write” (vii). Or, to return to observations Louise Wetherbee Phelps made a
dozen years ago in Composition as a Human Science,

We're working, all of us in theoretical discourse from
anthropology and psychology to composition and literary
theory, toward new genres with the expressive power to
represent in their very form what we now believe and feel
about the personal nature of knowledge. Meantime we are
seeing hybrid, tortured, mixed, and often unsuccessful
discourse forms....But theory is autobiography. (viii)

Our professional lives as WPAs will be richer for the hybrid, mixed,
but finally not unsuccessful autobiographical theorizing the writers of the
stories in these three books share. These books must be recognized as
serious intellectual works, continuing to define the special disciplinary
epistemology of composition and writing program administration as a
creative dialectic of knowing, in which the personal and the intellectual
earn equal authority.
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Notes

1. See, for instance, besides Phelps, more recent books by Wendy
Bishop, Teaching Lives: Essays and Stories (Utah State UP, 1997);
H. Thomas McCracken, et al., Teaching College English and English
Education: Reflective Stories (NCTE, 1998); Duane Roen, et al.,
Living Rhetoric and Composition: Stories of the Discipline
(Erlbaum, 1999); Joseph F. Trimmer, Narration as Knowledge: Tales
of the Teaching Life (Boynton/Cook, 1997). A large number of
articles also explore the intersection of the personal, the
professional, and the political; see, for instance, Wendy Bishop and
Gay Lynn Crossley, “How to Tell a Story of Stopping: The
Complexities of Narrating a WPA's Experience,” WPA: Writing
Program Administration 19.3 (Spring 1996); and Laurel Black, et
al., “Writing Like a Woman and Being Rewarded for It: Gender,
Assessment, and Reflective Letters from Miami University’s Student
Portfolios,” New Directions in Portfolio Assessment: Reflective
Practice, Critical Theory, and Large-Scale Scoring, Laurel Black, et
al., eds. (Boynton/Cook, 1994).
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Nancy Maloney Grimm. Good Intentions:
Writing Center Work for Postmodern Times.
Portsmouth, New Hampshire: Boynton/Cook,
1999. 140 pages. $26.00.

Linda Myers-Breslin, ed. Administrative
Problem Solving for Writing Programs and
Writing Centers: Scenarios in Effective Program
Management. Urbana, lllinois: National
Council of Teachers of English. 1999. 278
pages. $29.95.

We are maturing. And as we mature,
we experience bittersweet moments
when we are treated to glimpses of our
past and possibilities for our future. Now,
instead of positing our assumptions in
strong statements that promise unlimited
success, we articulate tentative scenarios,
fragments of differing realities shaped by
emerging institutional and social forces.
As we describe our struggle to work with
these forces, we qualify our imperfect
solutions with voices that encourage
readers to use fragments of our fragments
when the need arises. Our efforts reflect
our need to understand the widely
recognized indeterminacy, decanoni-
zation, and hybridization of the academic
culture and support our disciplinary
struggle to find a favorable position in the
changing university. Two books which
contribute to this process are Ad-
ministrative Problem-Solving for Writing
Programs and Writing Centers: Scenarios in
Effective Program Management (NCTE),
and Good Intentions: Writing Center Work
for Postmodern Times (Boynton/Cook).
Both books advance discussions
about two common disciplinary
concerns: how we define our discipline
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and how we define WPA work. Both books enrich our collective position
while maintaining a healthy respect for the forces that define, support, or
inhibit our development. The texts differ in that Myers-Breslin’s offers a
practical approach to writing program administration while Grimm’s
presents a reflexive and theoretical approach, but rather than detract from
the reading, these differences attest to the complexity of our discipline. In
presenting solutions to multiple problems in multiple settings, Myers-
Breslin, et al. offer future WPAs ample material for analysis, discussion, and
evaluation. In questioning what she terms simple views of writing and
Writing Center work, Grimm opens the way for probing reflection. In
referencing the authority that guides their thinking, Myers-Breslin and
Grimm provide ample connections between WPA concerns and the forces
that shape these concerns. In this sense, both accomplish what they set out
to achieve. Yet, in spite of their success, both authors reveal an underlying
sense of discomfort, a sense of being held in place by what is left unsaid. it
is the latter sense that currently concerns our profession.

To begin, Grimm and the collective authors of Myers-Breslin’s
Administrative Problem-Solving project very strong images of WPAs. Myers-
Breslin accomplishes this task by featuring solutions to common WPA
problems in three areas: the selection and training of Teaching Assistants,
program development and curriculum pedagogy, and departmental
authority and professional development. The book contains 19 scenarios
written by 24 authors. Each scenario is accompanied by an institutional
overview, a program overview, a definition of the WPAs charge, a
summation of challenges, and an author’s commentary on the solutions.
Although meant to generate discussion in graduate courses, the text also
articulates the breadth, complexity, and disparate realities that shape the
work of a Writing Program Administrator and in doing so, creates an image
of WPAs as efficient, flexible, talented individuals capable of addressing the
most difficult administrative problems. As we read through the details of the
WPA's charges, we see that WPAs manage a plethora of assignments and a
number of different positions in a variety of programs and departments,
doing everything from monitoring budgets, scheduling courses, training and
supervising personnel, and advocating for students and colleagues, to,
among other things, mediating among multiple disciplinary discourse
communities, obtaining the goodwill of those who allocate finances,
supervising WAC initiatives, and promoting the image of the university. We
are a versatile lot, capable of fulfilling the most difficult charge. What is left
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unsaid, however, is that we do not always receive recognition and support
for this work.

Grimm takes the WPA image in another direction by questioning the
ways in which literacy teaching replicates the social structure. Working from
a postmodern perspective, Grimm sees the postmodern forces of
fragmentation and complexity as conflicting with the modernist imperative
for correctness and coherence; accordingly, she views the WPA's task as
threefold—to promote identity construction, to understand how literacy
both dominates and liberates, and to see beyond the needy individual to a
less than perfect social structure. As we read Grimm’s book, we realize that
WPAs are not only engaged in mapping their individual and collective
subject positions within the university, but that they are passing this
mapping ability along to their students as they encourage writers to question
the very standards by which their writing is being evaluated. Grimm claims
that by engaging in this questioning, WPAs are in a unique position to help
the academy adjust to the postmodern world.

Both Myers-Breslin and Grimm present an inspiring, insightful
articulation of WPA concerns. Anyone reading these books will see
themselves in them. We have all been there. We have tutored students,
admiring the beauty and complexity of their thinking while at the same time
guiding them towards a coherence that simplifies and perhaps even
sabotages original thought. We have also all found ways to subvert the
modernist mandate, thereby problematizing our own positions. Similarly, as
program directors we have lost our way in administrative mazes of
conflicting charges and loyalties and like our colleagues in the Myers-
Breslin text, we have forged innovative pathways home. We are a versatile
group. We perform many roles and we are well accustomed to rapid shifts
in the forces that affect our decisions. Most of us love what we do, yet for
every program administrator that has found a rewarding position as a
program or Writing Center director, another has succumbed to the
frustration of a heavy workload and very little support. It is the plight of latter
that we must address.

We need to refine the grammar and geometry of our discipline.
Perhaps the best place to begin is the notion of service. Most WPAs are
evaluated in the traditional faculty categories of teaching, professional
activity, and service. This is understandable. Many of us began our careers
teaching what is commonly perceived as labor-intensive “service” courses,
thereby linking service to teaching. As we created the new programs, built
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the Writing Centers, and revised the curriculum described in Myers-Breslin,
we settled for ill-defined administrative positions with limited release time
and vague promotion standards. Rather than separate service from
administration or administration from teaching, we reconceptualized these
categories as we argued that service equals administration, administration
equals teaching, and teaching equals professional activity (Council of
Writing Program Administrators; Cain and Kalamaras) In doing so, we
unwittingly made it difficult for some to negotiate viable contracts and/or
obtain tenure and promotion.

Perhaps it is time to redefine the role we play in higher education. If
as the essays in Myers-Breslin suggest, WPAs routinely perform difficult and
time consuming assignments that involve establishing, monitoring,
promoting and revising programs, then perhaps we need to admit that we
are administrators and ask for partial or full administrative appointments,
appointments that will be evaluated by other administrators according to
administrative criteria. Perhaps tenured faculty and well-established
administrators could assist those entering field by defining their duties and
posting these definitions to a WPA website, thus providing some specifics
for the “it” in the phrase “get it in writing.” In addition, in keeping with the
effort to help others gain appropriate recognition for their work, perhaps we
could document how much time we spend in tasks similar to those outlined
in Myers-Breslin, thereby providing data for the evaluation of the average .4
release time also suggested in Myers-Breslin. In addition, as most of us do
not want to give up teaching and scholarship, perhaps we could suggest
possible rotation models that would allow WPAs to devote uninterrupted
segments of time to scholarly and teaching duties. Finally, perhaps we could
take current WPA courses in budgeting, problem solving, negotiation, and
politics one step further by requiring a course in higher education
administration as offered by Schools of Education (Ebest). This would
encourage future WPAs, Deans, and Provosts to share their emerging
knowledge and better understand each other’s concerns.

We also need to continue to work on our scholarship. In spite of our
efforts, most outsiders have very little sense of what future WPAs, those who
specialize in composition and rhetoric, study and practice. To most
outsiders, we are the caretakers of the comma, the magicians of style and
form, the tireless readers of countless drafts, the classical or medieval
scholars. Few realize that we are in a unique position to record changing
agencies and subject positions that occur within the academy. Few realize
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that our discipline has a rich body of theory that both supports and draws
from many other disciplines and in doing so, reaches into the very heart of
contemporary language, culture, and academia. Grimm’s work eloquently
explores some of the ways in which we work with the conflicting forces of
authority, originality, cohesiveness, and coherence. Additional scholarship
suggests ways in which revising, generating, working with style, storytelling,
theorizing, and administrating shimmer in the light of postmodern theory.
The efforts of contemporary scholars have resulted in multi-level interactive
teaching models. As books and articles suggesting similar possibilities for
program models continue to be published, we will be well on our way to
creating a context that will account for the elasticity of our discipline as well
as elucidate the underlying structure of the knowledge that supports and
emerges from what we do.

We are now working on exploring the postmodern nature of our
discipline by positing ephemeral but nevertheless promising connections
between rhetoric and composition and its various theoretical, administrative
and pedagogical subdivisions. As we work on continual
reconceptualization, we are generalizing and concentrating in such a way
as to privilege both the practical and the theoretical. In this context,
problem solving is just as important as problematizing. Recognition and
support are just as important as reflection and understanding. Contracts and
evaluation criteria are just as important as pedagogy and theory. We have
yet to produce a comprehensive schema for contemporary scholarship, as
Stephen North did in The Making of Knowledge in Composition, nor have
we published many pieces that challenge the concept of postmodernism.
Yet, as we continue to discover what has been left unsaid, we are
transforming our image from a jack-of-all-trades, service-oriented facuity to
scholars and upper-level administrators who not only understand the larger
forces shaping the university but whose discipline makes them unusually
suited to assist in identifying, and coordinating these forces. We need to
continue mapping our positions and we need to continue encouraging
insightful connections to work in other disciplines. Otherwise our case
studies will remain isolated incidents, our theories will be alphabetized and
forgotten, our administration will be lost in a monoscape of service, and we
will be overcome by a collective sense of déja vu.
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David Bleich. Know and Tell: A Writing
Pedagogy of Disclosure, Genre, and
Membership. Portsmouth, NH: Heinemann-
Boynton/Cook, 1998. 248 pp. $28.00

Darsie Bowden. The Mythology of Voice.
Portsmouth, NH: Heinemann-Boynton/Cook,
1998. 149 pp. $21.00

%ese two books address the
teaching of writing as a form of care for
the self. Darsie Bowden offers a stinging
critique of teachers who mystify the task
of writing by demanding that students
somehow forge “voices” that are uniquely
their own; David Bleich describes an
alternative practice in which he asks
students to examine how their
memberships in various communities
help shape what they have to say as
writers. Both books are published as part
of Boynton-Cook’s CrossCurrents series,
edited by Charles Schuster, and both are
composed in the clear, slightly informal,
teacher-oriented prose that has long
served as that publisher’s house style,
while also showing a theoretical and
scholarly edge that Boynton texts have
often lacked. They are impressive
books—pointed,  well-versed, and
sensible. But they are also limited in a
way which the task of reviewing them for
WPA makes apparent, as both offer good
advice about teaching but little sense of
why such advice is so routinely ignored,
or of how one might work at a
programmatic (rather than classroom)
level to improve writing instruction.

In his great, originary set of essays
in cultural criticism, Mythologies, Roland
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Barthes argues that myth is a “second-order semiological system” (114) in
which the first, historically-situated meaning of a text is displaced so that it
can then function in service of an ideology—his key example being the way
in which the image of black soldier offering a military salute is transformed
into a benign symbol of the French empire (116). “The fundamental
character of the mythical concept,” Barthes argues, “is to be appropriated”
(117). While Darsie Bowden does not invoke Barthes, she presents voice as
a myth in terms very similar to his, arguing that the concept as now used
refers less to the actual tone or register of a text than to the felt “presence”
of its author in its phrasings. Voice thus becomes a key term in a mythology
of writing as the expression of self—and more invidiously, of a certain kind
of self: controlled, unified, authentic, idiosyncratic, sincere. Bowden
believes that the foregrounding of voice obscures key questions about how
writers locate themselves in relation to other thinkers, texts, and issues—that
such a focus in effect depoliticizes the activity of writing.

This is by now a familiar line of thought in composition studies;
indeed, the famous debate between Peter Elbow and David Bartholomae,
staged at the 1989 and 1991 CCCCs and reprinted in CCC in 1995, centers
in large part on questions of voice, with Bartholomae arguing for much the
sort of contextual, Bakhtinian approach that Bowden advocates. What
Bowden adds to this discussion is a useful tracing of notions of voice from
classical rhetoric to our time, showing how the concept ironically grew in
importance as the actual role of the human voice in delivering a speech or
reciting a text declined. Perhaps her most interesting chapter surveys
psycholinguistic research which suggests that readers must mentally revoice
the words of a text in order to “chunk” and parse its syntax, and that the
more complex or unfamiliar a text is, the more such “acoustic imaging” may
be required (88-95). But what is most intriguing about this literal view of
revoicing as comprehension is how little it connects up with the metaphor
of voice as self. The proponents of voice, Bowden makes clear, are not
concerned with how readers make use of internal speech rhythms to decode
texts, or with how writers use the same to help their readers understand
what they have to say, but rather with how authors imprint ownership on
their work, identify their texts as uniquely as their own. In the market of
ideas, voice thus functions not only as index of expression, but as a form of
copyright.

| enjoyed reading Bowden’s book and agreed with much of what she
had to say, but in the end had some problems in figuring out what use to
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make of it. | suspect that she had something of the same problem, as she
closes her text with the hope that in re-examining voice and other common
metaphors for writing, we might “come to understand thereby a bit more
about ourselves” (140)—a goal that oddly echoes the sort of therapeutic
teaching she has spent her book in criticizing. Early on her book, Bowden
briefly describes a style of teaching that asks students not to be “authentic”
but to be “interesting”—that is, that tries to value writing not in terms of how
expressive, dramatic, or honest it may be, but rather for how well a writer
incorporates other views and texts and locates what she has to say in
relation to them, that defines her “interest” in the discussion (13-19). | wish
that Bowden had sacrificed some of her critique of voice to further
articulating this program for a different sort of teaching, especially since it
seems so well-attuned to the kind of work with texts that students are asked
to do when they enter college.

David Bleich’s work on the uses that students make of language dates
back to the 1970s with his landmark studies of reader-response to literature,
Readings and feelings (1975) and Subjective Criticism (1978). Since then, in
The Double Perspective (1988) and now in Know and Tell, Bleich has grown
progressively more interested in situating individuals within a social context
that accounts for how their work as readers and writers is shaped by gender,
ethnicity, and—especially—schooling. For the constant in Bleich’s career
has been his interest in teaching—as shown in the respectful attention he
pays to the writings of students and the care with which he analyzes how
the dynamics of the classroom can shape their encounters with texts. “I
thought the academy was school,” he muses at the start of Know and Tell,
before quickly asserting that he now realizes that “teaching is not valued”
(1)>—and much of his book can be read as an account of how Bleich has
struggled to retain a sense of mission as a teacher in an academy which
values research over work with students. Know and Tell contests this
hierarchy relentlessly, returning time and again to the classrooms that Bleich
has worked in and to his efforts to engage students in collaborative projects
and dialogue.

it's good stuff. Bleich comes across as a provocative teacher who
seems to have never tired over a long career of his rethinking his theoretical
positions, inventing new courses, and responding vigorously to the ideas
and writings of students. The specific examples in Know and Tell illustrate
his growing interest over the past decade with modes of collaboration and
the need for individuals to disclose themselves as members of intellectual
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communities and traditions But Bleich seems far less interested in forms of
collective work beyond the classroom; rather, he offers a view of the teacher
as a heroic individual bucking the system, holding out against the corporate
down-sizing of faculties, attacks on tenure, large-scale placement efforts,
the reduction of complex intellectual work to a single letter-grade, and other
“military, corporate, and bureaucratic interests” in education (173). What
this leaves Bleich with, it seems to me, is a pedagogy and politics of
charisma, in which change is almost always pictured as taking place at the
level of interaction between teacher and student, or between students under
the guidance of a teacher. How faculty and administrators might work to
revise programs and curricula, or to reform their institutions to support
teaching as well as scholarship, only gets hinted at in Know and Tell—with
a brief early discussion of the efforts of the Syracuse University Writing
Program to define a range of sites beyond the classroom where teaching can
be said to take place (9-11).

I don’t mean to fault Bleich for what he did not write. But it is useful,
I think, to read Know and Tell against another recent study, As If Learning
Mattered, in which Richard Miller urges compositionists to admit to our
roles as middle-managers in a highly bureaucratized system of education as
a first step in trying use those positions to reform the institutions in which
we work. Bleich and Miller offer two competing modes of resistance to the
corporate university: the rebel and the critical insider. Know and Tell shows,
| think, both the appeal and the limits of the rebel, the dissident intellectual,
as an agent of reform. I'd jump at the chance to have an energetic and
innovative teacher like David Bleich on my faculty, but there is a somewhat
nostalgic tone to his book, a sense that he is one of a dying breed, a last
hold-out against big-money researchers and disciplinary careerists. We need
books that will help us create programs that will allow teachers to imagine
themselves not only as alien intellectuals but as members of a collective
project, a new sort of faculty. At the end The Mythology of Voice, Darsie
Bowden urges us to attend to the work of scholars in Women'’s Studies as
offering new perspectives on authorship and collaboration. | would make a
slightly different proposal, that we look carefully at how programs in
Women'’s Studies (as well as Africana Studies, Latino/a Studies, Urban
Studies, and others) have altered business-as-usual in many universities,
changing the paths that many undergraduates take toward their degrees and
putting pressure on the sorts of courses that traditional departments offer—
and that we then try to imagine how writing programs might play a similarly
disruptive role.
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George Hillocks, |r. Ways of Thinking, Ways of
Teaching. New York: Teachers College Press,
1999. 168 pages. $22.95 paper/ $47.00 cloth.

In a speech delivered in
December of 1854, Louis Pasteur noted,
“In the field of observation, chance favors
the prepared mind.” Pasteur, a renowned
empiricist, apparently believed that the
observer who is open to data and their
interpretation will grasp implications and
insight thanks to intellectual preparation
for discovery. Pasteur’s aphorism pertains
to the thesis of George Hillocks, Jr.’s new
book: teachers come to their classrooms
with prepared minds that profoundly
influence their teaching. Hillocks’ data
establish that composition teachers
operate out of knowledge that is variously
defined and displayed; however, their
beliefs about how knowledge works and
whether their students are capable of
learning affect their teaching styles in
specific ways. Hillocks classifies four
“ways of thinking” that, in this study
population, connect predictably with
“ways of teaching.”

The four ways of thinking are
derived from two epistemological
stances, the objectivist—knowledge is
“out there” to be apprehended and
understood—and the constructivist—
knowledge is constructed actively by
learners as they interact with the world.
These positions are modified by the
teacher’s attitude toward students. The
pessimist views students as defective
creatures unable to learn without close
supervision, whereas the optimist views
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students as capable and eager to learn. The four possible ways of thinking
become: 1) the objectivist pessimist, who believes that knowledge is readily
available in the world, but students lack the tools to apprehend it; 2) the
objectivist optimist, who believes that, with careful guidance, students can
eventually apply what they are taught; 3) the constructivist pessimist, who
believes that students lack the ability to construct knowledge; and 4) the
constructivist optimist, who believes that knowledge is mediated and
constructed, and that students are capable of working toward knowledge-
making. In Hillocks” sample, no teacher was found to be a constructivist
pessimist, and all pessimistic teachers were also objectivists. Optimistic
teachers displayed both objectivist and constructivist stances.

The study involves observations and interviews of nineteen
community college teachers of first-year composition and one high school
teacher over a period of two years. The observations and interviews were
transcribed, and all of the activities were coded according to an elaborate
scheme that allocated time to various kinds of knowledge, methods of
instruction, student questions and responses, discussion, procedural
activities, demonstrations, and other classroom “episodes.”

Hillocks differentiates among several kinds of knowledge at work in
the classroom, particularly “declarative” knowledge, which corresponds to
a transmission mode, and “procedural” knowledge, which is more attuned
to discovery—or preparation for discovery. The pessimistic teachers—
particularly with an objectivist stance—use a larger proportion of
declarative knowledge to correct their students’ deficits, while the optimistic
teachers tend to allow students to explore and arrive at their own
conclusions.

Three chapters of the book are devoted to extended case studies
that include transcripts from classroom observations and interviews that
demonstrate the ways of thinking enacted as ways of teaching. One key
observation is that the objectivist-pessimistic teachers tend to employ the
modes of teaching (lecture, recitation) that purport to provide structure to
students who need the discipline of learning rules and applying them
through practice. As we all remember, Hillocks’ 1986 meta-analysis of
effective methods of teaching writing demonstrated that these modes were
among the least successful. In contrast, the constructivist-optimistic teachers
employ modes of teaching that allow students to reflect on their learning as
it happens through group projects, discussion, writing to learn, and other
activities that Hillocks” meta-analysis found to be more successful.
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Hillocks emphasizes that the most telling implication of this study is
the likely resistance to change on the part of teachers with pessimistic
attitudes about students and an objectivist epistemology. As his case studies
show, such teachers often despair of poor student performance in spite of
teaching that, in their view, is correctly planned and delivered. Students do
not do their part, thanks to inability, lack of effort, or other deficits. Better
exercises, more discipline, and more accountability are attractive to such
teachers. Taking the kind of risks common to constructivist-optimistic
teachers, such as open-ended activities, group work, and collaborative
instruction, amounts to inviting anarchy into a situation already loaded with
problems. On the other hand, constructivist-optimistic teachers are more
likely to reflect on the learning their students display and constantly refine
their approaches to enhance a climate of knowledge construction.
Reflection, a familiar theme in Hillocks” work, becomes a touchstone for the
kind of teaching that succeeds on many levels, and he worries about the
college-level teachers who arrive in the classroom without the benefit of
coursework on pedagogy. For those who operate from an objectivist position
and also view students as inexperienced beings incapable of serious,
scholarly work, problems in the classroom tend to be located exclusively
with students rather than with epistemology and pedagogy.

Had Hillocks interviewed students as well as teachers, his case for the
effects of reflective practice within an optimistic, constructivist pedagogy
would likely become even stronger. In the current study, student voices are
present only in classroom transcripts, and their observations on the
classroom, their performance, and their teacher’s pedagogy could add
valuable data. In my experience, teachers and students read one another
well; | predict that Hillocks would find that students would name their
teachers’ pedagogical styles accurately. They would also have opinions
about pedagogy that would be worth knowing.

Hillocks’ study invites a reflective return to Pasteur’s aphorism: Does
teaching require a “prepared mind?” Can teaching attitudes be themselves
taught? Does current genetics research that seems to provide evidence of
genetic bases for many behaviors extend to the complex activities of
thinking, knowing, demonstrating, telling, and asking that we call teaching?
If so, Hillocks would have yet another reason for us to consider whether our
ways of thinking impede development of reflective teaching practices. The
challenge for all of us is to susface our underlying—and often tacit—beliefs
about knowledge, students, and education itself to prepare our minds for
discovery.
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Announcements
and Calls for Papers

JAC (A Journal of Composition Theory) invites submissions of articles on a
variety of topics related to writing, rhetoric, multiple literacies, and culture.
JAC seeks to support intellectual work in composition studies by publishing
scholarship that finds in contemporary theory the language to ask new
questions, to reframe existing problems, and to move beyond current
impasses in thought and action. We therefore invite articles that explore
intersections of composition theory with theoretical work in other
disciplines and fields of study, and we invite theoretical articles on the
politics of difference. Also of interest are articles that make available a
theoretical understanding of important professional issues in composition
studies, English studies, and higher education. Although JAC does not
typically accept articles describing classroom techniques, we do invite
submissions on pedagogical theory. Please use current MLA style and send
three copies, stripped of any identifying information, for blind review. Direct
submissions and inquiries to: Professor Lynn Worsham, Editor, JAC;
Department of English, University of South Florida, Tampa, FL 33620-5550,
(813) 974-9536. <Lworsham@chumat.cas.usf.edu>.

Essay Proposals are invited for a volume entitled Reconciling Feminism and
Catholicism: Witnesses for Change. We are soliciting pieces that
demonstrate the possibility of synthesizing faith with feminism. We invite
writers to draw on personal experience, feminist theory or feminist theology,
history, literature, sociology, cultural studies, or American studies, to
describe and illustrate the unification of politics and religion. Is the
American feminist experience unique, or can parallels be found in other
countries? What experiences prompted this reunification? Does feminist
Catholicism differ from the traditional conceptions (or misconceptions) of
feminism? If not, how are issues such as divorce, birth control, and abortion-
that is, the expectation that women subordinate their personal desires for
the sacred obligation of motherhood-reconciled? And how does this
unification thus broaden the definition of feminism? Language should be
accessible to readers inside and outside the academy. Send, by July 1, 2000,
two copies of letter-quality manuscript, MLA style, approximately 15-20
pages including Works Cited to: Sally Barr Ebest, co-editor, Department of
English, University of Missouri-St. Louis, 8001 Natural Bridge Road, St.
Louis, MO 63121 <sebest@umsl.edu>.
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WPA Consultant-Fvaluator Service for Writing Programs. The WPA
consultant-evaluator service helps colleges and universities develop and
assess their writing programs. Operating on a method similar to regional
accreditation agencies, WPA evaluations have several stages. WPA requests
a written program self-study, sends a team of two trained consultant-
evaluators to campus for interviews and on-site evaluation, and then
compiles a final report. A six-month follow-up report from the campus
completes the process. WPA consultant-evaluators are leaders in the field of
composition. They come from four-year colleges, community colleges, and
universities. All are experienced writing program administrators with a
national perspective on composition teaching and program administering.
As evaluators, their primary goal is to determine a program’s unique
strengths and weaknesses, not to transform all writing programs into clones
of their own. They recognize that every program must retain its individual
character, serve a particular community, and solve special problems.
Institutions pay the travel and accommodations cost for the consultant-
evaluator team, plus an honorarium. While WPA suggest a $1,500
honorarium to each consultant-evaluator, client institutions agree on a
honorarium with the consultant-evaluator. Applications for the service
should be initiated three months before consultant-evaluators visit a
campus. WPAs, department chairs, or college administrators may apply to:
Deborah H. Holdstein, Professor of English and Rhetoric, Governors State
University, University Park, lllinois 60466 <gas54r0@ecom3> (708) 534-
4586; or Edward White, California State University at San Bernardino
<ewhite@wiley.csusb.edu>.

The WPA Summer Workshop will be held from July 9-july 13, 2000 at the
University of North Carolina, Charlotte. The workshop is an intensive
session for new and renewing WPAs, co-lead by Martha Townsend and
David Schwalm. The workshop will be held on the UNC-Charlotte campus,
beginning with a reception the evening of July 9. Sessions continue through
noon July 13. The complete registration fee will include all registration
materials and fees, most meals, and campus housing. For details, contact
Marty Townsend <townsendm@missouri.edu>.
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Contributors to WPA 23.3

Thomas Amorose is Associate Professor of English and Director of Campus Writing
at Seattle Pacific University, where he teaches composition and literature, and
oversees writing programs. He maintains the <smallcomp@spu.edu> listserv, co-
coordinates the NCTE Special Interest Group on composition at the small
college/university, and publishes in language polfitics and rhetoric in the public
sphere. He is currently at work co-editing, with Paul Hanstedt, a book on
composition at the small school.

Lauren Sewell Coulter is Director of Composition and Assistant Professor of English
at the University of Tennessee-Chattanooga, where she teaches courses in freelance
writing, proposal writing, business writing, the theory and practice of teaching
writing, and first-year composition. Her recent essays have appeared in Composition
Studies and The Ethics of Writing Instruction, and her current research focuses on
administrative ethics and the relationship between English departments and writing
programs. She wishes to thank a number of people whose generous responses have
improved the essay that appears here, including Debra Journet, Brian Huot, Beth
Boehm, Richard Miller, and the editors and anonymous reviewers of WPA.

Emily Golson is an Associate Professor of English at the University of Northern
Colorado where she founded the University Writing Center. She currently trains
Teaching Assistants and teaches graduate and upper-division courses in the History
and Theory of Rhetoric, Composition Theory, Advanced Expository Writing, The
Personal Essay, and Introduction to Composition online. She has authored or co-
authored articles in The Journal of Advanced Composition, Computers and
Composition, Theorizing Composition, Kairos, Comp Tales, Weaving a Virtual Web,
and Intertexts and Hypertexts, as well as other journals and essay collections. In her
spare time, she enjoys lurking on rhetoric and composition lists.

Joseph Harris directs the Center for Teaching, Learning, and Writing at Duke
University. He is the author of A Teaching Subject: Composition Since 1966
(Prentice, 1997) and Media Journal: Reading and Writing about Popular Culture
{Allyn and Bacon, 1999). From 1994-99, Harris also edited College Composition and
Communication.

Jane E. Hindman is a member of the Department of Rhetoric and Writing Studies at
San Diego State University. Her wide range of topics of publication—from
evaluating teaching and students’ writing to rhetorically analyzing Toni Morrison’s
use of quiltmaking as metaphor in Beloved to authorizing anger in a woman’s
reading of Plato’s Gorgias to theorizing and embodying the personal in academic
discourse—all come together under the rubric of feminist epistemology and
pedagogy. Her work appears in Pre/Text, journal of Basic Writing, Rhetoric Review,
JAC, and others. She is currently at work on a book tentatively titled /nside Out:
Regendering Academic [Life] Writing.

william B. Lalicker is Director of the Composition Program at West Chester
University of Pennsylvania, where he has taught basic writing, introductory

composition, and composition theory courses since 1995. His publications include
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articles in Writing on the Edge, Composition Chronicle, BWe: basic writing e-journal.
He currently serves on the board of the Conference on Basic Writing, and on the
editorial boards of BWe and (as a composition gadfly) College Literature. He is in his
fifteenth year of directing composition and writing emphasis programs.

Joyce Kinkead is Professor of English and Associate Dean of Humanities, Arts, and
Social Sciences at Utah State University, where she directed the writing program and
the writing center. In 1999-2000, she is an American Council on Education Fellow,
working in the Office of the Chancellor and the Provost at University of California,
Davis.

Keith Rhodes is the Director of Developmental Writing and Placement in the
Department of English, Foreign Languages, and Journalism at Missouri Western State
College. He has worked on the Outcomes Statement since the initial forum session
at the 1997 Conference on College Composition and Communication. Currently, he
serves on the Outcomes Statement Steering Committee and maintains the Outcomes
Statement website (http://www.mwsc.edu/~outcomes). His publications, often
somewhat off-beat, have considered ethnographic inquiry, critical pedagogy, the
preparation of composition administrators, and the psychodynamics of rhetoric. His
teaching focuses exclusively on writing and the teaching of writing.

Carol Rutz is Director of the College Writing Program and adjunct lecturer in English
at Carleton College in Northfield, Minnesota. She has presented at CCCC, NCTE,
MLA, WPA, and several regional conferences. Her publications (WPA, Rhetoric
Review) center on writing pedagogy, program management, and faculty
development. With Chris Anson and two

others, she co-edited a collection titled, Dilemmas in Teaching: Cases for
Collaborative Faculty Reflection.

Jeanne Simpson recently retired to Colorado after nine years as Assistant Vice
President for Academic Affairs at Eastern lilinois University, where she was also
professor of English. She established and then directed the writing center at Eastern
from 1981 to 1990. Her publications include The Elements of Invention, co-editing
The Writing Center: New Directions, and articles in Writing Center Journal, Writing
Lab Newsletter, and other journals. She continues to have a training and consulting
practice in negotiation and conflict resolution.
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’Extending an invitation fo join the

Council of
Writing Program Administrators

The Council of Writing Program Administrators offers a
national network of scholarship and support for leaders of
college and university writing programs.

Memebership Benefits include:

* A subscription to WPA: Writing Program
Administration, a semi-annual refereed journal

¢ Invitations to the annual WPA Summer Workshops
and Conferences

* Invitations to submit papers for.sessions that WPA
sponsors at MLA and CCCC

» Participation in the WPA Research Grant Program,
which distributes several $1000 to $2000 awards

e [nvitations to the ahn‘ual WPA breakfast at CCCC
-and the annual WPA party at MLA

* Information about the WPA Consultant-Evaluator
program i '

Annual Dues
Members: $30

Graduate Students: $10
Libraries: $40

To Join
Send your name, address, institutional affiliation and dues

to:
John Heyda, Treasurer, WPA

Department of English
Miami University-Middletown
4200 E. University Blvd.
Middletown, OH 45042
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— New for 2000 — Available Now! —

A POCKET STYLE MANUAL
Third Edition

Diana Hacker, Prince George’s Community College

2000/sPIRAL-BOUND/240 PAGES
COMPANION WEB SITE: www.bedfordstmartins.com/hacker/pocket

Adopted at more than 1,300 schools across the country in
more than 20 different academic departments, A Pocket Style
Manual is an inexpensive, quick reference to the essentials
of research and writing in print and online — now revised
and updated to be even more useful for students in all disci-
plines. Examples drawn from a variety of disciplines help
students apply their writing skills to all types of assignments.

RULES FOR WRITERS

Fourth Edition

Diana Hacker, Prince George’s Community College
2000/sPIRAL-BOUND/560 PAGES

ComPANION WEB SITE: www.bedfordstmartins.com/hacker/rules
Carefully revised to give students more help with working
on computers and more research and writing advice, Rules
for Writers, Fourth Edition, offers comprehensive Diana
Hacker handbook coverage at a low price.

ONLINE!

A Reference Guide to Using Internet Sources
2000 Edition

Andrew Harnack and Eugene Kleppinger,

both of Eastern Kentucky University

2000/SPIRAL-BOUND/240 PAGES
ComPANION WEB SITE: www.bedfordstmartins.com/online

The best-selling pocket guide to using Intermnet sources — now
in a new edition — includes FAQs from students about using
the Internet, a new chapter on distance learning, a new chap-
ter on troubleshooting common Internet research problems,
and more on evaluating electronic sources than is found in
any other book.

email: facultyservices@bfwpub.com BEDFORD
visit: www.bedfordstmartins.com o ————
| ST. MARTIN’S
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Composition @
Bedford/St.Martin’s

D 2 @ 4 I &G
et e S S W

Our growing Web site
offers practical resources
that make it simple for
you to integrate technolo-
fa stz - gy into your course, so

L that you can focus on
your students.

BOOX COMPANION SITES

Highlights:

Exercise Central — the largest available collection of online grammar
exercises — offers multiple exercise sets at a variety of levels to give
students practice with basic skills. The feedback, tracking, and reporting
options make it simple and convenient for both instructors and students.

Research Aids
The English Research Room — lessons and interactive tutorials
Toplinks — a searchable database of the best links available on
the most commonly chosen writing topics (Spring 2000)
Research and Documentation Online — current documentation
advice and models, in a variety of styles

Instructor Support
The Bedford Bibliography — an invaluable introduction to the
study of composition and rhetoric
Voices from the Field — insights into what programs and instructors
around the country are doing (Spring 2000)
TechNotes — ideas for integrating technology into the composition
course (Spring 2000)

Book Companion Web sites extend the content and pedagogy of your text.

| B S|
For il: ices@ :
i el el'n.aﬂ facultyservicesc bfvt/pub com BEDFORD
Copies | visit: www.bedfordstmartins.com —
. ST. MARTIN’S
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