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ture that the entire massive apparatus of pop music, the rock biz, the star-
making machinery of the popular song, exists to keep the story of FYC well-
hidden. The CBB will not allow this to continue. We will seek out the lost
original lyrics of the rhet/comp canon wherever the search takes us, and we
will continue to bring the lyrics to the rhet/comp community, as we have in
presentations at CCCC, WPA, and other venues.

It’s a commonplace that great art comes from great pain, and what’s more
painful than a life in composition? That’s why so many songwriters first
found their voice in FYC, as students. What’s more surprising, and shame-
fully unknown, is how many of these artists followed their tsouris, extending
their relationship with rhet/comp as writing teachers, scholars, and even as
WPAs. We offer an overview of our archival work below.

A NotE oN THE Cosa NosTRADAMUS EFrFECT

Early in our archival work, we noticed the astonishing prescience of the
songwriters whose work we uncovered, a phenomenon that we came to call
the Cosa Nostradamus Effect. 'This translates as, “It’s our thing, and we
know exactly what’s going to happen.” How else to account for the Big
Bopper foreseeing the political correctness controversy in “Sex, Class, and
Race” or Elvis Costello anticipating the abolitionist movement in “Writing’s
an Elective.” The Effect is particularly evident in the tech-savvy predictions
of The Eagles in “Wiki Woman” and Cat Stevens in “Wired World.” As
our work evolved, we accepted that everything about the field was “always
already” in play.

CrassicaL RHETORIC FOR THE MODERN RockEr: Toror!

The renewed interest in classical rhetoric that flowered in Edward Corbett’s
Classical Rhetoric for the Modern Student and such canonized articles as
Wayne Booth’s “The Rhetorical Stance” was anticipated in the rhet/comp
rock of the fifties. The rhetorical turn got off to a duck-walking start when
Chuck Berry simultaneously reinvented the blues and retold the story of
rhetoric’s spread to a new generation in “Rhetor B. Goode,” a project for his
classical rhetoric survey course.

Before the modern era, five hundred B.C.

They overthrew a tyrant down in Sicily

The people there contested every point they could

Taught by a sophist boy called Rhetor B. Goode

He never ever learned to read or write so well

But he could argue both sides as persuasive as hell
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Go, go,

Go, Rhetor, go, go, go
Go, Rhetor, go, go, go
Go, Rhetor, go, go, go
Go, Rhetor, go, go, go
Rhetor B. Goode

When Rhetor got no tenure down at Syracuse

He went peripatetic, yeah, he got real loose

Wearin’ out his sandals ramblin’ Athens way

The Greeks all gathered ‘round to hear that Rhetor play
He said, “I bring you practical philosophy,

and the thing about the truth is its contingency”

Go, go...

Rhetor was a speaker of such wizardry

Made the best appear the worser for a modest fee
His potent words had power close to absolute
Don’t ask about his ethics, boy, that point is moot
When Plato had a problem with the oversight
Begged him, “Rhetor be good tonight”

Elvis Presley was given the syllabus and reading list from the course
Berry took by his manager, Colonel Tom Parker, an act that many
still characterize as an unjust appropriation, and some more bluntly
as an act of theft. Berry’s influence can be observed clearly in Presley’s
“Rhetoric Hotel,” in which Presley struggles to find a home within
contingency, bereft of the certainty offered by Plato’s stern metaphys-
ics.

Ever since my Plato left me

I found a new place to dwell
Among doubts and probabilities
In the Rhetoric Hotel

I'm so uncertain

I’'m so uncertain, baby
I’'m so uncertain I could cry
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I said to Aristotle

Please get me back on track

He handed me some lecture notes
Read these and you’ll get the knack

It’s just a techné
It’s just a techné, baby
It’s just a techné, don’t you cry

A guy dressed in a toga

Said his name was Cicero
“Everything about everything
is all you need to know”

Along came old Quintilian
Instituting oratory

He said, “Be a good guy all your life,
then you can be hortatory”

Knowledge and virtue
Knowledge and virtue, sonny
Knowledge and virtue show the way

The path wasn’t without obstacles for “The King of Rhet ‘n” Comp.” His
plan to teach at the university level never came to fruition, leading him to
celebrated but bittersweet appearances on 7he Steve Allen Show and later 7he
Ed Sullivan Show. The rockabilly poignancy of “Adjunct Blues” documents
the painful failure that led Elvis to a life in the spotlight and an untimely
end. When he was singing to a basset hound on national television, or on
Sullivan with the camera aimed high to avoid showing his hands at work on
a prospectus for a book growing out of his dissertation, he was dreaming of
a 2-2 load and generous research funding.

One was my B.A.

Masters made two

Finally got past ABD

My Ph.D. is through

Now don’t you

give me those adjunct blues
Cause I did everything

Lay off of those adjunct blues
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Took all the classes

Read all the books

Listed the sources

Cited the schnooks

Wrote a dissertation
insightful and true

Then I wrote it all again
when you said to make it new

Now don’t you...

Got me a vita

long as my arm

Letters testifyin’

to my scholarly charm
Sent out my vita

from Quebec to Peru

No one wants to hire me
My loans are coming due

Now don’t you...

I’d work in the city

Breathe in the smog

Wouldn’t mind the country
Sleep in a log

I'd serve on committees

plus a heavy teaching load

I'd swallow all my theory
Heck, I'd even teach the modes

Now don’t you...

Not everyone embraced the rhetorical turn or the wild newfangled music
that served as its vehicle. Current-traditionalist Peggy Lee spoke out breath-
ily for focus in “Thesis,” a reductive though seductive view of the relationship
between writer and reader, with exigency and purpose mere afterthoughts.

Some folks justify exploration
Think the journey’s really the key
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Let’s just say I don’t have the patience

That’s just navel-gazing to me

I want some thesis to assist me

Thesis gotta be in plain sight

Thesis in the opening, thesis to shine like a light

Everybody’s gotta have thesis, that is something you all know
Thesis isn’t such a new thing, thesis started long ago

Romeo loved Juliet

With a feeling that he couldn’t name

Stood there under the balcony

Julie didn’t know why he came

He had no thesis, to assist her

Thesis to focus the tropes

Thesis to inspire, with no thesis Romeo’s on the ropes

Now I've finished reading your essay

Crystal clear the point that you made

Thesis there to guide my reading

Original or readymade

You gave me thesis to assist me

Thesis there at every turn

Thesis till the ending, it’s the only way to learn
It’s the only way to learn

Buddy Holly answered by putting forward the importance of invention
strategies in “Topoi.”

All of my trying

All of my squinting

I need to know

How to do some thinking
Topoi, so orderly

Topoi, they help me see
They do invent for me

All of my time
Staring and waiting
For the available
Means of persuasion
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Topoi, so orderly
Topoi, they help me see
They do invent for me

TaE DAy THE Music Diep: Bubpbpy, RiTcHIE,
AND THE Bic Borprer R.I.P.

Aided by rhet/comp rock’s common and special topics, Buddy Holly gener-
ated dozens of key works, but his career was tragically cut short as he was
flying out of Clear Lake, Iowa after performing at a meeting of the Iowa
English Teachers Association, en route to another NCTE affiliate in Fargo,
North Dakota, part of a whirlwind tour of Midwestern pedagogical gather-
ings. Traveling with Buddy was Ritchie Valens, who had been discovered
as a high school student in Pacoima, California, delivering his bilingual
tongue-in-cheek take on the rules he was learning in 10th grade English, “La
Comma.”

Para usar la comma

Para usar la comma

se necessita coordinating conjunction
coordinating conjunction

si no tiene, si no tiene semi-colon

Yo no soy comma splicer

Yo no soy comma splicer

Soy capitan punctuation

Soy capitan

Comma, Comma
Comma, Comma
Comma, Comma
Comma, ay

Para poner un punto

Para poner un punto

se necesita una sentence completa
una sentence completa

con subject y verba se hace completa
Yo no soy fragment maker

Yo no soy fragment maker

Soy capitan punctuation

Soy capitan
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Comma, comma...

Nunca usa first person

Nunca usa first person

no necesita opinion subjectiva

es opinion subjectiva

si no tiene, si no tiene los facts todos
Yo no soy ego hombre

Yo no soy ego hombre

Soy rational, no digo “yo”

Soy rational

Comma, comma...

Also on the flight was the Big Bopper, JP Richardson, a North Central
Texas State English department head who had hit it big with “Sex, Class,
and Race,” an eerie but boisterous anticipation of the political correctness
debates that would follow decades later.

Sex, class, and race are in my face
They pin my tale to the ground
They’re crippling up my walk
and tripping up my talk
Classroom spinnin’ ‘round and ‘round
Ain’t nothing I observe

that don’t strike a nerve

They say it’s all malarkey

from the patriarchy

I was always boss

Paradise is lost

I've been tossed

Oh, baby, my goose is cooked

Spoken:

Hello, Baby

I mean Ms. Baby

You say be there by eight

And don’t pontificate

You say don’t be such a shmendrick
Don’t be phallogocentric

Oh, Baby,
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M:s. Baby,
I don’t know what you want

Sex, class, and race don’t know their place
Turn my tale upside down
They just cannot forgive

my master narrative

My masculine pronouns

I can’t say a word

they can’t make absurd

They heap condemnation

on my strong foundation
They say I'm obtuse

‘bout my privileged roost

I've been plucked

Oh, baby, my goose is cooked

The music may have died that snowy night, but the universal requirement
has far more than nine lives, and countless thousands continued to enroll in
classes, compose essays, and ultimately turn the experience into song.

RANTS Across THE WATER: THE BriTisH INvasioN

The roiling rhet/comp rock scene in the States couldn’t help but snag the
attention of British wannabe rockers. Driven by insecurity about their lack
of standardized writing courses (grousing that the term “universal require-
ment” carried with it the same xenophobic arrogance as baseball’s blithe stag-
ing of the “World Series”), the Rolling Stones, struggling through assign-
ments at the London School of Economics, wrote “Three to Five Sources.”
The song dramatizes both their raiding of American rhet/comp rock and
their parallel anxiety about poaching intellectual property.

Research assignment
One-third of the grade
Teacher’s intention

to see of what I'm made
Now it’s the last minute
And the library’s closed
My internet connection

is kind of indisposed

Three to five sources
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That’s what the guidelines say
Three to five sources
I will find them some day

My choice of topic,

which the teacher must approve
Should be in the public interest

So there’s opinion to move

So I started with abortion

‘Cause it worked back in high school
Teacher said that was off limits

So I switched to welfare rules

Three to five sources...

Evaluate assertions

Build an argument sublime
Try some academic journals
Not just Newsweek and Time
Documentation

Proper form for every cite

It is called plagiarism

when you come off too erudite

Three to five sources
MLA or APA

Three to five sources

I will cite them some day

The Kinks, blessed with a sunny irreverence, didn’t worry about attribution
or influences when they cheerfully aligned themselves with their Greenwich
Village friends, the TA staff at NYU, generating the anthemic “Oy Vey, I
Wish They Could Write” out of a sense of the solidarity of rhet/comp rock-
ers everywhere.

I’d be content to read their work in the daytime
Seems I have to read their work all of the time
The only time I sleep at night is by desk side
Seems I have to read their work all of the time
Oy veh, I wish they could write

Oy veh, I'll be up all night
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Oy veh, I wish they could write

I believe that every theme lasts forever

Out of a thousand million words, ten are clever
The only time I sleep at night is by desk side
Seems I have to read their work all of the time
Oy veh, I wish they could write

Oy veh, I'll be up all night

Oy veh, I wish they could write

The sixties didn’t end the synergy of the U.S. and U.K. scenes. While he
was still Declan McManus, son of a bandleader/teacher in Paddington, Elvis
Costello pledged allegiance to a father of the rhetorical turn in “Rhetorical
Stance,” a banner heralding the new wave of interest in rhet/comp.

Romeo was desperate, he had pages to fill

Crossed out every sentence ‘cause his purpose was nil
Wayne Booth he was waitin’ with a classical net

He said, “Listen to me and we’ll save your ass yet”

You gotta know about rhetorical stance

You gotta know about rhetorical stance

You gotta know it

Cause you've tried and you've tried

But you're decontextualized

Yes, your subject is unfocused, your audience too wide

You gotta have a character sincere but not uptight
Cater to their feelings while you instruct and delight
Writing in a vacuum is just not gonna do it

It’s a fluid situation and you gotta adapt to it

You gotta know about rhetorical stance...

Romeo denied that Wayne could help him out

If everything’s rhetorical, there’ll always be doubt
You can learn the lingo from any TA geek

What's the use of learnin’ if it’s certainty you seek

You gotta know about rhetorical stance...
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BaBY, I’LL SHARE My CRAFT: STUDENT LORE

Ritchie Valens’ “Comma” was by no means the last word on student lore
devoted to negotiating the first-year requirement. Bob Dylan spoke for his
generation on every important classroom issue, though he insisted he was
“just a writer,” not a messiah. He addressed the ubiquity of the dominant
essay forms of the time in “Everybody Must Use Modes.”

It’s Narration when you have to tell a tale
Description when you must have more detail
Exposition when your facts are on parade
Persuasion when your aim is to persuade
Old man Montaigne just hit the road
Everybody must use modes

They’ll mode you when it’s causes you assess
They’ll mode you when you discern more from less
They’ll mode you when you draw a clear contrast
They’ll mode you when you compare first and last
How can you tell the tadpoles from the toads
Everybody must use modes

They’ll mode you when you must define your terms
They’ll mode you when you classify earthworms
They’ll mode you when the sets must be discrete
They’ll mode you when your sets must be complete
How can you tell the line’s been toed

Everybody must use modes

They’ll mode you when you want to find an answer
They’ll mode you when you divide dance from dancer
They’ll mode you when you want to ponder why
They’ll mode you when you want to sit and cry

Let’s break Ma Nature’s secret codes

Everybody must use modes

The Bard of Hibbing articulated the exasperation of students dealing with
the pedagogical flavor of the month, whether it be the early stirrings of
expressivist techniques or cultural critique in “All I Really Want to Do.”

I don’t want to express myself
Coalesce or confess myself
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Address myself, outguess myself
Underess, assess, or duress myself
All T really want to do

is get a good grade from you

I ain’t lookin’ to write too well
Cite, delight, or recite too well
Extemporize well, categorize well
Apprise, surprise, or analyze well
All T really want to do

is get a good grade from you

I don’t want to describe my kin
Explore my sin or delve within
Be selective or reflective

Be directive or be effective

All T really want to do

is get a good grade from you

I don’t want to explore the world
Abhor, deplore, or implore the world
Valorize, problematize

Theorize, contextualize

All T really want to do

is get a good grade from you

A decade or so later and some hundreds of miles to the east, Bruce Spring-
steen brought his ironic insouciance to a rousing celebration of perhaps
the most durable staple of old-fashioned rhet/comp ‘n’ roll in “Five Para-

graphs.”

Well, now I've had my share of schoolin’

So I know just what to do

Ain’t no matter what topic I'm doin’

Got a plan and it’s clearly foolproof

Well, baby, I got the secret

It’s such a simple thing that you'll laugh
Though the teacher don’t want me to leak it
Baby, I'll share my craft

It don’t take a whole lot of thinkin’

It comes down to basic math
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You gotta have your five paragraphs

Thesis in the front, thesis in the back

Between there are three chunks

Thesis fore and aft, then you got it right

Gotta have three reasons and you’ll sleep sound at night

Honey, don’t you worry if you got them you're on track with those
five paragraphs, five paragraphs

Well, now, way back in the Bible

Eve and Adam had a writing class

And the Lord he was the teacher

He wanted them to do well and pass

So he assigned a personal essay

about what Eden meant to them

He wanted them to be authentic

Tell the truth and then say amen

But the serpent, he had a method

that would make that assignment a snap

He told them ‘bout the five paragraphs

Eden in the front, Eden in the back

Between there are three chunks

Eden fore and aft, ain’t this garden nice

Eve, just list three reasons and you'll stay in paradise
Adam, don’t you worry, God will pat you on the back
for those five paragraphs, five paragraphs

Now, some folks say it’s scary

That I never use less or more

Some say it’s arbitrary

It could even be six or four

But I love how they’re always stable

I count on how they’re always true

Just one number to remember

And the fingers of one hand will do

I can do it with my eyes closed

‘Cause I'm always walkin’ down the same path
I gotta have my five paragraphs

Thesis in the front, thesis in the back

Between there are three chunks

Thesis fore and aft, then you got it right

Gotta have three reasons and you’ll sleep sound at night
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Honey, don’t you worry, if you got them, you're on track
with those five paragraphs, five paragraphs

MEeeT THE NEw Boss: THE WPA BLuEs

Even though his life was short, Buddy Holly’s love affair with all things rhe-
torical led him to see the future allure (and trap) of WPA work, as detailed
in the earliest song about writing program administration that we've recov-

ered, “WPA.”

WPA

Why do I comply
WPA

I can’t tell you why
I say 'm gonna leave

I know that’s a lie
‘Cause WPA’s never die

Well, they’re fundin’ all my sections

Give me some discretion

An office, an assistant, a reduced load too
They say they love me dearly

and then they cut severely

Come next year Comp may be through

Oh, WPA...

Well, they give me some release time

Some planning and police time

The budget and the schedule and the complaints too
They say they need me sweetly

But as for tenure, we’ll see

Your publications are too few

Oh, WPA...

WPA (Cuckoo)
WPA (Cuckoo)
WPA (Cuckoo)
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Bob Dylan, with his ability to occupy all subject positions in the national
myth, saw the same bleak future for WPAs, voicing his warning with the
world-weariness he brought to so many of his early songs in “Writing
Czar.”

I ain’t gonna be the writing czar no more
I ain’t gonna be the writing czar no more
I can’t sleep at night ‘cause I overuse TAs
They’re enriched by the training if not by the pay
A few years down the road they’ll be out the door
I ain’t gonna be the writing czar no more

I ain’t gonna be the writing czar no more (2)

I sponsor program parties at least two times a year

I put out beer and pretzels and say “Glad you're here”
Between bites they want to know when I can pay them more
I ain’t gonna be the writing czar no more

I ain’t gonna be the writing czar no more (2)

One hundred writing teachers writing comments till they drop
The teachers may turn over but the comments never stop

And still the students’ writing is fair to poor

I ain’t gonna be the writing czar no more

I ain’t gonna be the writing czar no more (2)

I go to every conference regardless of the cost
Jim Sledd hurts my feelings by calling me a boss
when all I do is mind the company store

I ain’t gonna be the writing czar no more

Elvis Costello weighed in on the counterpoint to dissatisfaction with WPA
work with his imagining of a future without the universal requirement in
“Writing’s an Elective.”

Nice plan, just one little defect
Selling a course they must elect
No more ensured enrollment

No more first-year requirement

Now that writing’s an elective
There’s no loot
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Now that writing’s an elective

We’re so moot, moot, moot, moot

We acted up and then we got too smart

Now we've been booted, yeah, we've got no part

Back then we should have seen the signs

Critiques and quibbles up and down the line

All so disgusted by the status quo

Eminent voices saying “We got to close”

They said “We can no longer aid or abet it”

Now that abolition’s here, we may soon regret it

We don’t know how much more of this they will take
We're scheduling sections but they’re not going to make

Now that writing’s an elective...

We're alone now and we realize we're finished

We still staff the standard courses but the staff will be diminished
They call it market logic when we’re below enrollment limits
Someone’s laughing at our problems cause we screwed up our business
We don’t know what to say to the TAs and adjuncts

Who are ready to hear the worst about their sections’ disappearance
It took a lot of history to make things this way

It only took our middle finger to blow it away

Tue SAp WoOMEN (AND MEN) IN THE BASEMENT:
Just FoLks, NEw WAVE, AND GRUNGE

They will always be with us? Perhaps. It’s certainly true that renderings of
adjunct and part-timer experience have always been with us. An early exam-
ple is folk rocker John Prine’s tender account of his teacher, a freeway flyer
with sections at three colleges, “Adjunct from Montgomery.”

I am an old teacher

Can’t be none other

My manner is mild

I’'m not one to be bold

The outlook is frightening
No one wants to hire

From Little Rock to Atlanta
The answer is no
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Make me an adjunct

I’ll drive from Montgomery
Give me the rosters

Show me where to go

Don’t need an office

Just a class I can go to

The wages ain’t livin’

And there’s no parking, I know

I once was a young turk

I knew me the topoi

I was something to look at
Rhet/Comp theory man
But that was a long time
And no matter how I try
The quarters just fly by

Like a screen full of spam
Make me an adjunct...

The students are bitchin’

I can hear them buzzing

Don’t want to do nothing

But they all want an A

I am that poor person

Drive to work in the morning
Drive home in the evening

And still have mountains to grade

Make me an adjunct...

Every generation has to rewrite its key narratives, just as students need to
rewrite essays about family crises and alternative energy sources. Chris-
sie Hynde had done her share of adjunct work in and around Akron, Ohio
before she became the front woman for The Pretenders, as evidenced in “Big

Old Teaching Load.”

Got a big old teaching load

It’s starting to grind me

I’'m standing in the middle of life with my dreams behind me
Go the extra mile for every one I teach
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As long as they don’t try showing up late
Or using the Web just to cheat

Now come on baby
I’'m in crisis mode
Come on now

Got a big old teaching load, yeah

With a big old teaching load you see the darnedest things
Sleepy eyes drooping down and sneers without pity
Staring at your bloodshot eyes and old shoes

Give you outdated research loaded with fibs

Oh, I don’t see a line I want to read

When you teach a big chunk of the writing third world
The typos just come with the scenery

Now come on baby...

A big old teaching load is like anvils in a sack
I can’t get from the desk to the car

Without stopping to straighten my pack

All their words are readymade

When I get home, I have to grade

No ivory tower Ph.D.

I tend the kids, all ninety-three

Got a big old teaching load

Come on now

From Alabama to Ohio to Seattle and its grunge scene, the plight of adjuncts
wouldn’t leave a sensitive soul alone. Kurt Cobain vented his rage in Nirva-
na’s “Smells Like Adjunct Spirit.”

It’s adjunct fun

It never ends

You get to choose

We get to bend

No long accord
Nothing assured

I know, I know

You're quite concerned
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Hell, no (16 times)

Got no rights now
We're not dangerous
Here we are now
Underpay us

We do good work
For low wages
Here we are now
Underpay us

We ain’t got no
Nowhere to go
We can’t get no
No quid pro quo
Yeah

We're cursed for what we do best

Like knock off jeans we’ve been distressed
This adjunct group has always been

We'll be right here until the end

Got no rights now...

CANARIES IN THE CoAL MINE: PROFESSIONAL CHALLENGES

Just as Russian writers in the 19 century were said to all have come out
from Gogol’s overcoat, many songwriters can be said to have come out of
Elvis Presley’s adjunct blues as they dealt with a range of professional disap-
pointments and challenges, beginning even before they got their first jobs.
Tom Petty, for instance, stalled at the dissertation stage at the University of
Florida before, heartbroken, he led his band to California to find stand-in
fame and fortune. He recounts his situation in “ABD.”

I passed quals, I passed comps

I don’t talk too much about it

TA stipend has run out

There’s no way I can revive it
Everybody likes to tell me

“Enough already with the anomie

Hey, you don’t have to live like an ABD

»
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Somewhere, some time

Somehow I gotta make it happen

Do the research, draft the draft

Find a way to hold my angst in

Don’t like people tellin’ me

“You're in thrall to your lethargy

Hey, you don’t have to live like an ABD”

Adjunct work is the worst

Freeway flying, like the Dutchman I'm cursed
It wasn’t supposed to be this way

I was supposed to be a star at MLA (A!)

Somewhere, some time

Some mentor must have approved my proposal
Checked the oil, kicked the tires

of my bibliographic U-Haul

Now that mentor’s surly and mean

He’s disgusted by my time-to-degree

Hey, I don’t want to live like an ABD

Finishing the dissertation doesn’t solve every problem, though, as the job
search has pitfalls of its own, as chronicled by Neil Young in “Four Jobs in
Ohio.” (Bandmate David Crosby covered similar ground in “Almost Cut
My Hair,” as did Stephen Stills in “Fellow Ships.”)

October—the job list coming
Two chapters down, three to go
My dossier’s out there drumming
Four jobs in Ohio

Gotta get down to it
Interviews coming around
Trim the hair or let it grow?
What if they ask me

To be both glib and profound
Can I pretend like I know?

Four jobs in Ohio
Three jobs in Ohio
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Two jobs in Ohio
One job in Ohio
No jobs in Ohio

Finding the grail of a tenure-track position does not guarantee an untrou-
bled future either. For all his fame as an international ambassador of reggae
music and Rastafarian philosophy, Bob Marley never escaped the judgments
of his peers at the University of Kingston, as recorded in “Publish or Per-

ish.”

Publish or perish, and the journals must be refereed
Publish or perish, and the books must come out steadily

All around my department

They're trying to break me down

They say they can’t bring me through safely
If my articles are less than three

If the new work is less than three

They say

Publish or perish, with decorum and deference
Publish or perish, write nothing that will give offense

Senior colleagues always baited me
For what I don’t know

It seems that they are all agreed
They say, “Your vita is just so-so

You can’t make it here on just so-so.”
They say

Publish or perish, and the presses must have pedigrees
Publish or perish, no fly-by-nights or vanities

Review came my way one day

And the rumors were flyin’

All of a sudden I see Chairman Top Down
Aiming to shoot me down

And he shot, he shot me down

And he say,

Publish or perish, no reward for mediocrities

Publish or perish, you talk too much, like Socrates
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It’s not only that you publish, but what you publish, as Bruce Springsteen
learned when he joined the Rutgers faculty, with testimony in “Born in the
MLA”>

Went to school for my Ph.D.
Great books were my pedigree
I planned to make it on the theory scene

Gonna tell the grad students what the theory mean
Born in the MLA (4)

Woke up from those elitist dreams

Lost my taste for universal themes

In my profession now I'm just a slob

Cause I teach composition to the human mob
Scorned by the MLA (4)

Scorned by the MLA

In my department I'm a mystery

Colleagues call my work a travesty

Don’t teach the best that’s been thought and said
Don’t spend my time with white guys long dead
Scorned by the MLA (4)

Up for tenure, case was strong
Publications were all wrong
Taught too much, same old song

Couldn’t list any MLA panel
They wanted tweed but I come in flannel

Still tryin’ to re-make history

Want to find a site that’s right for me
MLA’s got the biggest show

But 4¢’s is the place I want to go
Born in good old 4c’s (4)

BornN TOo BE WirED: LivinGg IN NEw TeEcH CrTy

The profession has been transformed by technology, but there are persistent
truths related to the travails of the human heart, as Cat Stevens, in an exam-
ple of the Cosa Nostradamus Effect, noted in “Wired World.”
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Now that I've made a website for you

You say that youre a Webmaster too

And it’s breakin’ my heart, youre surfin’
Baby, I'm lurkin’

But if you want to link, take good care
Hope you make a lot of nice links out there
But then a lot of nice links go dead out there

Oh, baby, baby, it’s a wired world
It’s hard to get by on a cyber-smile
Oh, baby, baby, it’s a wired world
I'll always recall you like a file, girl

I've seen a lot of what the web can do

Need the latest downloads just to make it through
And I never want to see you crash, girl

A virus can thrash you

So if you want to chat, take good care

Hope you cruise a lot of nice MOOs out there
Just remember that MOOs can turn bad out there

Oh, baby, baby, it’s a wired world
It’s hard to get by on a cyber-smile
Oh, baby, baby, it’s a wired world
I'll always recall you like a file, girl

Lalalalalalala dot.com
Lalalalalalala dot.com
Lalalalalalala dot.com

Oh, baby, baby, it’s a wired world...

Also ahead of their time, the Eagles predicted the rise of open information
banks in “Wiki Woman.”

Maven fair, in she digs

Really loves that wysiwyg

Quick loads changes into the night
She’s a restless writer on an endless site

Woo hoo, wiki woman
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See her wise replies
Woo hoo, wiki woman
She got a jones to revise

She runs the spell check into the night
Don’t use CamelCase, cause it don’t look right
Sketchy content from that same buffoon

She blocks that IP address

No more blithering loon
Woo hoo, wiki woman...

Well, you know she wants to cover

This, that, and the other

She don’t have no time for nested tags
And for every stub she’s found

She adds something more profound

She can write straight through to morning

Till her eyes have bags
Woo hoo, wiki woman...

In an example of disciplinary crossover (as well as the Cosa Nostradamus
Effect), the Sons of the Pioneers saw clearly the temptations that technology
would bring in “Ghost Writers on the Web.”

As each semester lumbers on, the last assignment looms
Explore an issue of your choice, let innate genius bloom
But the teacher is a puzzle, each lecture sounds like Greek
Just set your browser roamin’....give free enterprise a peek

Htep (heep)
“W” three (“W” three)

Ghost writers on the web

We've got ten thousand papers here, each one is tailor-made
to satisfy the keenest eye if scrutiny is paid

Proper documentation, each assertion circumspect

Don’t even have to proofread....the spelling is correct
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Htep (heep)
Term papers free (term papers free)
Ghost writers on the web

They say the process movement will make us obsolete

Some teachers only give a grade when process is complete

We have outlines to prove inquiry, journal entries for each day
We even have some early drafts, evolving straight to “A”

Http (heep)
Process pain-free (process pain-free)
Ghost writers on the web

THE SoNG REMAINS THE SAME: DIRECTIONS FOR FUTURE RESEARCH

The canon is vast. As Burke notes in his originary narrative, the “hour grows
late,” and ultimately all of us must depart. The Composition Blues Band
will do what it can before last call to restore as many songs as possible to the
rhet/comp songbook.

NoTES

The lyrics for “Rhetor B. Goode,” “Rhetoric Hotel,” and “Adjunct Blues”
first appeared in Making and Unmaking the Prospects for Rhetoric: Selected
Papers from the 1996 Rhetoric Society of America Conference, ed. Theresa Enos
and Richard McNabb, Mahwah, NJ; Lawrence Erlbaum, 1997. This RSA
gathering marked the first report on the archival work of the Composition
Blues Band.

EpitoriaL Post ScriprT:
While we acknowledge Diogenes’ remarkable contribution, we must wonder

how he managed to ignore Bob Seger’s immortal:

Here I am, marking red again
Here I am, full of rage

There I go, grading hard again
There I go, turn the page.

Finis
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University Writing Program. Westport, CT: Ablex Publishing, 2001. 234
pages. $39.95 (paper); $118.95 (cloth).

Russel K. Durst

“It’s a floor wax!”
“It’s a dessert topping!”

“Calm down, you two. ‘New Shimmer’ is a floor wax and a des-
sert topping!”

This classic parody of a commercial from year one of Saturday Night Live
features Dan Ackroyd and Gilda Radner as a couple squabbling over a spray
can in a bright suburban kitchen. But the real star here is Chevy Chase as
the oleaginous announcer who appears out of nowhere and shows the bick-
ering husband and wife that, in fact, they’re both right. The sketch ends as
Ackroyd downs spoonfuls of Shimmer with a bowl of butterscotch pudding
and nods his head in satisfaction, while Radner mops vigorously, then beams
with joy as she peruses her now gleaming kitchen floor. In the final frame,
Chevy Chase urges viewers to buy Shimmer “for the greatest shine you ever
tasted.”

Like floor wax and dessert topping, teaching and testing may seem
utterly distinct in purpose, even contradictory. Many in education decry
the increasing emphasis on high-stakes assessment and the resulting neces-
sity for embattled instructors to “teach to the test”—or else. Opponents
of large-scale assessment question whether such tests can measure student
knowledge with sufficient accuracy to justify the tests’ power to determine
the fate of students, teachers, schools, and even entire districts. Moreover,
critics argue that test-driven instruction curtails teachers’ most creative and
productive pedagogical approaches, alienates many of the best teachers from
the profession, and limits student learning. Many composition specialists
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echo these views as they apply to large-scale writing assessments. In recent
years, some colleges have tried to limit or eliminate such program-wide
assessments, replacing them, for example, with directed self-placement pro-
grams in which entering students, after consultation with faculty, decide for
themselves which level of composition they’ll enroll in. Into this debate steps
Richard Haswell, the architect of a comprehensive, multifaceted, and inno-
vative program combining writing instruction and assessment at Washing-
ton State University (WSU), and editor of the volume under review, Beyond
Outcomes: Assessment and Instruction within a University Writing Program.

This volume discusses the evolution of WSU’s program from its late-
1980s beginnings in response to a faculty senate initiative caused by wide-
spread concern about poor student writing. At the time, the faculty seemed
interested mainly in finding and isolating student writers judged not mini-
mally competent and then whipping them into shape with some remedial
instruction. But Haswell and his colleagues saw in this initiative an oppor-
tunity to develop not just the testing but also the teaching and learning of
writing throughout students’ undergraduate years. As the testing program
grew, so did the instructional component, with the two becoming inextri-
cably linked and building upon one another. The title’s prominent term,
“beyond outcomes,” refers to Haswell’s contention that “a narrow focus on
assessment or educational outcomes, as if they were an end in themselves,
trivializes both the outcomes and the endeavor of improving student writ-
ing” (38). Haswell envisions instead an assessment program that pushes and
enriches instruction and learning and that engages in consistent self-scrutiny
to advance the role of writing within the entire institution.

In examining the program’s history, Beyond Outcomes details the vari-
ous functions that the assessment and instructional components have come
to serve, with chapters contributed by many of the faculty who have been
responsible for this work over the years, including Haswell, William Con-
don, Susan McLeod, Jennie Nelson, Susan Wyche, and others. Authors’ atti-
tudes, goals, roles, and understanding of developments sometimes conflict,
making for an internal discussion that is largely implied but nonetheless
lively. Yet there are also major points of convergence and, finally, the overrid-
ing sense of a large and disparate group of composition faculty and adminis-
trators working together—if not toward a common goal, then at least toward
a similar set of aims—prevails. And for these nine authors representing such
varied constituencies as the writing center, several writing programs (basic,
“regular” composition, writing across the curriculum), the writing assess-
ment office, the coordinator of all writing programs, the university general
education committee, the dean’s office, and adjunct faculty, even a relatively
shared sense of mission is pretty impressive. On the whole, despite, or per-
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haps because of, its varied cast of characters and positions, Beyond Outcomes
offers a powerful argument in support of the view that an intelligently con-
ceived, large-scale assessment program that is sensitive to stakeholders’ con-
cerns and closely tied to curriculum can improve instruction and learning.

The book is divided into five sections on various aspects of writing assess-
ment and instruction at the university, plus a set of appendices that includes
a timeline of programmatic developments, essay prompts, and rating sheets.
It is revealing to consider that throughout the volume the authors go over
the same historical terrain in ways that highlight their varying roles and
perspectives. The first section, for example, contains three narratives of pro-
gram development. The first is by a longtime administrative advocate of the
program, someone who helped to shape it; the second is jointly written by
the faculty member primarily responsible for creation, maintenance, and
expansion of the assessment program and the original program’s basic writ-
ing director; and the third is coauthored by the same “basic writing” direc-
tor and the current writing center coordinator, who started out as a WSU
graduate student. Perhaps not surprisingly, the program and its history look
quite different, depending upon who tells the story.

Richard Law, English professor turned associate dean and founding chair
of the university’s general education program and its writing committee,
looks back proudly on a series of successes, including implementation of a
timed placement exam for entering students, a junior-level portfolio assess-
ment of all undergraduates, tutorial and basic writing programs, a general-
education writing requirement as well as required writing courses within
each major, plus the establishment of the writing program’s dedicated and
continuing budget line to pay for all these programs. While one might pre-
fer a more critical and less celebratory examination, this grudging reader
was genuinely impressed with the long list of programmatic accomplish-
ments. The next chapter’s lead author, editor Haswell, devoted more than a
decade to developing finely grained ways of testing student writers and did
so expertly enough to convince the administration to increase program size
and the amount of funding. Haswell and coauthor Susan Wyche argue that
writing tests should be developed locally, that testers must be aware of but
willing to go against received wisdom from published work on fashioning
assessments, and that self-scrutiny and change based on stakeholder con-
cerns keep a program vibrant. They also point out that they had to finesse
their administrative superiors’ desire for timed, impromptu essay exams so
faculty could develop the more sensitive, less punitive portfolio assessment
they preferred. The third chapter, by writing center director Lisa Johnson-
Shull, and Susan Wyche, narrates the difficult birth of the university’s writ-
ing assessment office. Originally housed in the writing center, the center
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director neither wanted the assessment office nor was adequately prepared to
administer it. The new, mixed responsibilities of testing and tutoring broke
down what had been a smoothly functioning, student-oriented operation.
To their credit, the administrators eventually recognized their mistake and
set out to right it, providing an assessment office nearby, and the testing and
tutoring bodies became, in the authors” words, “amicable neighbors™ (34).
This narrative, in presenting a less seamless view of development, offers a
cautionary tale that registers the potential for disaster when decisions are
made from on high.

The three chapters in the book’s second section are based on the idea
that what leads up to an assessment outcome is just as important as where
it leads. First, Haswell explains the two-tier method he developed for rating
placement essays and portfolios, in which the vast majority of samples are
rated by just one reader. Haswell argues vigorously for this approach, which
is somewhat quicker and less expensive than the customary holistic method.
Yet he does not fully convince me that his method provides adequate pro-
tection against idiosyncratic individual ratings, which under this system can
go largely unchecked. In the following chapter, Haswell employs a catego-
rization theory taken from cognitive psychology to explain ways that raters
using his system classify student writing. Next, Galen Leonhardy, a former
graduate student now a community activist teaching incarcerated juveniles,
and William Condon, director of the university’s writing programs, exam-
ine how the assessment system deals with the most difficult and trickiest
cases, often centering on transfers from other universities and on nonnative
English speakers. Admirably, after finding that a large number of students
in these groups were receiving low scores or not submitting their portfolios,
the program administration took steps to open up the process, provide addi-
tional help, and greatly improve communication about the writing require-
ments. This section argues for consistent examination of test results and
regular tinkering with the system to improve delivery for all.

Section three consists of four chapters comprising the book’s major argu-
ment: that instruction and assessment should inform and shape one another.
Lisa Johnson-Shull and writing assessment director Diane Kelly-Riley, both
of whom began at WSU as graduate students, lay out a framework based on
cybernetics and the notion of liminality to argue that teaching and testing
work together to form “a cyclic rite of passage for students, tutors, teachers,
and academic units” (82). More interesting than this framework are the data
the authors provide showing that the junior portfolio assessment, which is
linked with the writing requirement in the undergraduate major as well as
the general education writing requirement, has led students to turn in for
evaluation specific works of extended writing from more than eight hundred
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classes spanning all disciplines. The chapter suggests that undergraduates do
an impressive amount of writing in many classes and that faculty strongly
support this emphasis. The last chapter in this section, again by editor Has-
well, discusses the results of interviews and questionnaires with faculty, stu-
dents, and administrators, further supporting this notion of “a whole lotta
writing going on” at WSU. An additional chapter by Haswell in this section
details studies he conducted in which he compared the placement essays by
entering first-year students with the essays submitted for the junior portfolio
by the same students, showing, for the most part, clear improvement in stu-
dent writing over the two years. Susan Wyche’s contribution to this section
details the curious life, death, and rebirth of basic writing at WSU. After
successfully creating a basic-writer program, the composition administrators
found that a substantial number of students who were deemed basic writers
would, in fact, have passed the regular composition course. As a result, they
did away with the “basic writer” label and replaced it with an optional tuto-
rial component for students in the regular course who wrote weak placement
essays. According to Wyche, the program functioned effectively until she left
WSU, when a new writing director more sympathetic to basic writing was
hired and the remedial course re-established, enlivening again the adage,
“the more things change, the more they stay the same.”

The book’s penultimate section investigates the effects of the junior
portfolio assessment on its primary stakeholders. Jennie Nelson and Diane
Kelly-Riley profile undergraduates whose portfolios did not pass muster and
who were then required to take an additional writing course. They found
that these students mainly considered themselves strong writers and had
good grades to back up that view, but they also found that these students
had put together weak portfolios, largely out of a lack of understanding
of the process. As a result of the authors’ inquiry, the program clarified its
submission guidelines; it also improved communication between students
and program administrators and instituted more studentfriendly appeal
procedures. In a study of the faculty understanding of the junior portfolio,
Fiona Glade, Diane Kelly-Riley, Susan McLeod, and William Condon find
a wide disparity in faculty attitudes and awareness, from deep engagement
to complete ignorance, but these four authors also find an overall willing-
ness to assign writing and have students submit that writing for assessment
by other faculty—no small achievement. And in a valuable “how-to” chap-
ter that is written as a dialogue, Haswell and Susan McLeod discuss ways to
work effectively with higher administration. They recommend figuring out
the administrative mindset, examining model proposals and reports, sub-
mitting action-oriented and concise texts (bullets are good), and knowing
one’s institutional budget cycle. I believe one of the biggest advantages the
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writing people at WSU had was the presence of former English colleagues
(Law and McLeod) who had moved into influential administrative posi-
tions and who supported and mentored writing faculty. The book’s conclud-
ing chapter, which is divided into question-and-answer sections, with each
written by one of nine contributors, considers the future development of
assessment-instruction writing programs such as WSU’s. The authors point
to their assessments as valuable credibility-builders, helping to solidify the
status of writing.

In sum, Beyond Outcomes demonstrates the need for strong, steady, very
industrious long-term leadership to foster the success of a large and ambi-
tious writing program. Haswell and his contributors spent more than a
decade working intensively to shape and support writing instruction and
assessment at the university while also establishing national reputations for
their own published work, much of which directly concerned and came out
of the WSU program. They clearly won the respect of faculty and admin-
istration as writing expanded from one first-year English course to a range
of offerings at all levels of undergraduate instruction throughout the uni-
versity, buttressed by several school-wide assessments, ultimately becoming
a valued part of the university’s landscape. Beyond Outcomes also suggests
the power of assessment to drive instruction in positive ways. Pushed along
in large part by the program’s upper-level portfolio requirement, WSU asks
all academic departments to include writing-intensive major courses, while
the general education program insists that the distribution of studies courses
involve substantial written work. Thus Beyond Outcomes reveals a kind of
blueprint for effective program development in a large state university, but it
also shows the challenges inherent in such an effort.
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“The history, the identity, the ethos, and the legacy of the writing center mil-
itate against any easy categorization of ideas” (xvi), Christina Murphy and
Byron Stay suggest in the introduction to their text, a collection of thirty-
nine articles designed to guide writing center administrators. The inability to
categorize and simplify can present a problem for new writing center direc-
tors struggling for guidance not only in the daily operation of their centers,
but also in the articulation of their professional identities. Murphy and Stay’s
collection mirrors the multiplicity of approaches among which directors, as
inevitable Jacks and Jills of all trades, can choose.

It is a comfort to have such an assembly of writing center luminaries’
voices in one’s ears as one faces the challenges that accompany assuming
a director’s role for the first time. However, the wealth of contributors and
topics also make Murphy and Stay’s volume a difficult work to summarize
or review. There is as great a range of approach in these chapters as exists in
writing-center scholarship. Some chapters place writing-center issues in his-
torical context, while others—such as Rebecca Moore Howard and Tracy
Hamler Carrick’s piece on the ways writing centers might help lead current
conversations on plagiarism and authorship—consider writing-center ques-
tions in relation to contemporary trends in academia. Many chapters, such
as Albert DeCiccio’s strategies for integrating writing-center services into
core-curriculum requirements by using a writing fellows programs, describe
hands-on approaches to recurring issues in the writing-center world. Still
others, such as Carl Glover’s consideration of the ramifications of kairos for
directors and tutors, make more reflective connections between theory and
practice.

While Murphy and Stay do not privilege one perspective over another,
they have structured the text by dividing the chapters into two broad catego-
ries: writing centers and institutional change, and writing centers and praxis.
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In the first section, the chapters move from providing some historical con-
text for writing-center practice to considerations of writing-center manage-
ment, the ways writing centers can respond to their respective institutional
settings, and the relationship between writing centers and administration.
Within each of these subsections, however, a range of methods and perspec-
tives are offered, so that a beginning-to-end reading of the book may not
be the most productive approach. The occasional disconnects between these
offerings are not necessarily flaws, however, since the text works best if read
as the resource manual it is, diving in and out to retrieve the appropriate
topic for any given situation. The thorough and interesting chapter by Helen
Snively, Traci Freeman, and Cheryl Prentice on the challenges of starting a
graduate writing center, for example, might be read if one is starting a proj-
ect to work with graduate students, followed by Pamela Childers’ chapter on
building a strategic plan to help implement the ideas.

Whatever reading approach one chooses, I, as a new director, would
recommend certain chapters as starting points. These chapters provide per-
spective on some of the early decisions that must be made and also give
particularly focused insight into the current concerns of the profession,
both informing and inspiring action. Neal Lerner’s “Time Warp: Historical
Representations of Writing Center Directors” and Ray Wallace and Susan
Lewis Wallace’s “Growing Our Own: Writing Centers as Historically Fertile
Fields for Professional Development” are fruitful contextual starting places;
Lerner’s especially provides a lineage that new directors will find useful in
articulating professional identities both for themselves and their colleagues.
Pamela Childers’s chapter “Designing a Strategic Plan for a Writing Center”
walks readers through the process of articulating goals and objectives for the
center and aligning these with the goals of the institution; it even suggests
how and when to make the process a collaborative one and considers which
resources might be worth consulting. Childers provides examples from her
own documents throughout each stage in the process. Childers’s chapter is
followed, logically enough, by Kelly Lowe’s “If You Fail to Plan, You Plan
to Fail’: Strategic Planning and Management for Writing Center Directors,”
a useful addition and contrast. Lowe highlights the relationship between
writing-center mission statements and strategic plans, while presenting ques-
tions for directors to ask in developing a mission statement and a plan that
matches their institution’s goals.

“As directors operating within different institutional contexts, our writ-
ing centers’ effectiveness depends not just on our scholarly knowledge, but
also on our administrative ability to read shifting academic priorities” opens
Joan Mullin, Peter Carino, Jane Nelson and Kathy Evertz’s “Administra-
tive (Chaos) Theory: The Politics and Practices of Writing Center Location”
(225). This chapter considers not the physical location of writing centers but
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their location within the funding structure of a university, whether within
an English department, a college of arts and sciences, a center for teaching
and learning, or somewhere in between. The four authors spell out clearly
the costs and benefits of each situation and the effects these elements may
have on a director’s position in regard to tenure or position on campus in
relation to administration and other faculty, as well as the effect on fund-
ing possibilities and the sustainability of the center and its staff. Continuing
this collection’s thread of finding new metaphors through which to read our
work, the authors turn to chaos theory as a way of articulating the patterns
that directors can see illustrated in even the smallest actions. The authors
pose useful questions to consider, especially if one is faced with choices or
changes in the structure of a center. If new directors take their words to
heart—and the survival of their careers and centers may well depend on it—
then special attention should be devoted to the chapters by Jeanne Simpson,
Joan Hawthorne, Lauren Fitzgerald and Denise Stephenson, Brad Peters,
David Sheridan, and Margaret Weaver.

I begin with Jeanne Simpson’s “Managing Encounters with Central
Administration,” because of its exhaustive translation of the language and
terminology of central administration, from FTEs to use rates. Simpson
walks directors through their major job duties, including staff evaluations,
budgeting, policy statements, and annual reports, explaining the adminis-
trative rationale and decoding the necessary and useful terminology, all with
an understanding eye and ear to the needs of both directors and administra-
tion. This chapter and Joan Hawthorne’s “Approaching Assessment as if It
Matters,” which focuses more specifically on assessment areas, help directors
determine how to communicate strategic plans most effectively to univer-
sity decision-makers. The central administration is not our only audience,
however, and Lauren Fitzgerald and Denise Stephenson remind us of that in
their analysis of relationships with tutors, support staff, faculty, and admin-
istration. By using real-life stories drawn from their own experiences as writ-
ing center directors at a variety of institutions, Fitzgerald and Stephenson
tease out the complexities of negotiating these interactions and discuss direc-
tors’ potential contribution to the development of their institutions. Achiev-
ing the relationships, however, may depend on a solid understanding of the
stakeholders involved, as Brad Peters suggests in “Documentation Strategies
and the Institutional Socialization of Writing Centers.” Here he applies nar-
ratological principles to a study of individual writing-center histories, argu-
ing compellingly that new directors of existing centers may find it useful to
investigate the history of their centers.

The connections between our audiences and the ways the structure of our
centers may help or hinder our efforts to reach those audiences are addressed
both thoughtfully and pragmatically in chapters by Margaret Weaver and
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David Sheridan. Weaver’s “A Call for Racial Diversity in the Writing Cen-
ter” interrogates the inherent assumptions concerning race built into some
writing-center practices that many of us perform unquestioningly, such as
training our tutors to strive for objectivity or neutrality in tutoring or track-
ing the number of visits by minority students. She leaves us with a strong
call to examine our practices in managing or encouraging diversity in our
centers. David Sheridan’s “Words, Images, Sounds: Writing Centers as Mul-
tiliteracy Centers” asks us to examine our focus on written literacy and sug-
gests the need to expand our definitions of the texts with which we work.
“To support new media composing effectively,” Sheridan argues, “multilit-
eracy centers need to move away from models that see the written word as
the exclusive or even the privileged mode of communication” (341). Sheri-
dan supports his proposal with a thoughtful exploration of ways writing
centers can recruit and train multiliteracy consultants, how and when a cen-
ter should lead institutional initiatives toward multiliteracy in pedagogical
practices, and what a multiliteracy tutorial looks like in practice. Sheridan
makes a topic that many writing center directors might find daunting seem
not only necessary but implementable.

Aside from Sheridan’s chapter, I have devoted little of my attention in this
review to the chapters in the section of the book regarding writing centers
and praxis, not because those chapters are any less useful, but because I sus-
pect that writing center directors, especially new ones, are likely to consult
that section first, without prodding. It is the section that I filled with sticky
notes and enthusiastic marginalia to “include this in consultant training
manual” or “read this for tutor-training class.” Some of these notes appear in
Steven Strang’s “Stafhing a Writing Center with Professional Tutors,” a use-
ful chapter for anyone hiring or considering hiring professional tutors and
useful to everyone because of its clear and concise list of guidelines to give to
tutoring staff. Other enthusiastic notes are scattered throughout Carol Peter-
son Haviland and Marcy Trianosky’s “Tutors Speak: “What Do We Want
from Our Writing Center Directors?””; it gives some much-needed insight
into a tutor’s perspective regarding the director’s role. I find many notes on
rereading the case studies by Childers, Abels, Pemberton, and Schreiber,
studies that present concrete examples of problems and solutions tried by
four directors in five very different writing-center situations. In addition to
Sheridan’s chapter, the praxis chapter to which I would direct all new direc-
tors first is Muriel Harris’s “Using Tutorial Principles to Train Tutors: Prac-
ticing Our Praxis.” She argues for a tutor-training program modeled on the
principles we use in tutorials themselves. The program she describes is flex-
ible and collaborative, one in which the director has a say in agenda-setting
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but the tutors have an equal, if not greater say; it is one in which we all, new
directors especially, are reminded that not only do we not need to have all
the answers, it’s even better if we don’t.

If the chapters described above are those to dive into first, an equally
rich pool for a second foray exists, including, among others, Bruce Speck’s
“Managing Up: Philosophical and Financial Perspectives for Administra-
tive Success,” which furthers Simpson’s and Hawthorne’s conversations and
moves toward a financial understanding of central administration. They also
include Christina Murphy’s “On Not ‘Bowling Alone’ in the Writing Cen-
ter, or Why Peer Tutoring Is an Essential Community for Writers and for
Higher Education,” which argues convincingly for writing centers as sites of
civic engagement that can contribute to the communities formed across the
university. And, depending on the specific community in which a director
finds him- or herself, Murphy and Stay provide excellent chapters on writing
centers in small colleges, community colleges, and in multicampus universi-
ties, as well as writing centers’ relationship to remedial learning programs.

Several consistent threads wind through the disparate chapters of this
text. Many authors contribute to the ongoing search for illuminating meta-
phors for writing-center work, including Childers’s and Lowe’s integration
of the language of business and management into our descriptions of our
work, perhaps an indication that writing centers are feeling sufficiently
secure to enter the “grown-up” world of the university’s revenue-generating
elements, Michael Mattison’s suggestion that we borrow from another area
of academic life—athletics—with his exploration of the director-as-coach
analogy, and Harris’s suggestion that we look more closely at our own exist-
ing metaphors and apply the techniques of a writing consultation to our
tutor training, among others. Responsiveness to specific situations is another
thread that recurs, not surprisingly, throughout many chapters. In addition
to Mullin et al., discussed above, Howard and Carrick’s statement that “the
sort of power described above is derived primarily through the writing cen-
ter directors’ ability to identify, understand, and respond to the urgently felt
needs of their communities, students, and faculty” (256) is a case in point.
While Howard and Carrick spoke specifically about plagiarism concerns, it
is a sentiment echoed repeatedly throughout the entire volume.

I have mentioned chapters that I found striking or useful, and several
more fell into this category, though, for reasons of space, I was not able to
include them here. Other chapters I did not find particularly applicable to
my concerns as a new director, and these, I suspect, may not engage me even
when [ return to them in a year or two. With the importance of local situa-
tions in mind, however, I have great confidence that in the varied collection
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of circumstances in which writing-center directors find themselves, each
chapter in this collection will speak to someone. In that respect Murphy and
Stay’s text is a widely useful resource.
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McGee, Sharon James and Carolyn Handa, eds. Discord and Direction: The
Postmodern Writing Program Administrator. Logan, Utah: Utah State UP,
2005. 222 pages. $22.95 (paperback).

Rita Malenczyk

One of the truisms of WPA work is that all writing program politics, to
paraphrase the late Massachusetts congressman Tip O’Neill, is local. While
disciplinary knowledge is essential for guiding course development as well as
for managing and administering programs, nevertheless WPAs—when try-
ing to determine what courses of action to take for their programs—inevita-
bly ground their answers to administrative questions in large part on specific
institutional circumstances. Can we increase our number of tenure-track lines
in rhetoric and composition? (Depends on where those lines would come from.)
How should I start a WAC initiative? (Depends on whos receptive to it. ) How
much reassigned time can I expect to get for the new first-year comp coordi-
nator? (How much do your faculty with similar jobs usually get?) Where should
the writing center be? (Depends on what kind of space is likely to become avail-
able—but never, oh never, in the basement.)

In other words, writing program administration is a field premised on
contingency, a situation that some might find maddeningly chaotic but which
WPAs have learned to accept and which—happily—Sharon James McGee
and Carolyn Handa have, with their collection Discord and Direction: The
Postmodern Writing Program Administrator, found a way to celebrate. Other
edited collections, notably Linda Myers-Breslin’s Administrative Problem-
Solving for Writing Programs and Writing Centers and Joseph Janangelo and
Kristine Hansen’s Resituating Writing, have shown WPAs how to adminis-
ter programs within the constraints of local circumstances and—in Janan-
gelo and Hansen’s case—have theorized the WPA position as postmodern.
Handa and McGee’s book, however, absorbs this theorizing statement and
takes it a step further. Drawing on Thab Hassan’s discussion of the terms
“postmodern” and “postmodernism,” the editors contend in their introduc-
tion that while composition studies tends to be, as Lester Faigley claims,
modernist in its values and its striving for grand narratives, “the WPA's job in
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reality must grapple with postmodern habits of thought and ways of being”
(2). Hassan identifies postmodern qualities as “antiform (disjunctive, open),
chance, anarchy, exhaustion/silence, process, participation, dispersal, rheto-
ric, parataxis, metonymy, anti-narrative;” this list, McGee and Handa argue,
“aptly characterizes the world in which WPAs must function everyday” (2).
It’s a world in which, the editors point out, students come from a variety of
high schools, countries, social classes, generations (antiform); in which the
teaching staff may consist of tenured faculty whose syllabi the WPA cannot
mandate, overworked adjuncts who teach at a variety of schools, graduate
students from different disciplines, or a combination of all three (anarchy).
It is also a world in which the administrators to whom the WPA reports
come and go, and in which legislative demands require WPAs to make
seemingly arbitrary changes in their programs (chance) (McGee and Handa
3-8). Rather than resisting these facts of daily WPA life, this book provides
examples that, in effect, argue that the most effective programs embrace
them—albeit in varying ways—and, by so doing, move the field forward.

The strongest essays in the collection at hand are those that make the
most radical, counterintuitive arguments—arguments that read writing pro-
grams, richly and descriptively, against the grain: Fred Kemp’s “Computers,
Innovation, and Resistance in First-Year Composition Programs,” Richard
E. Miller and Michael J. Cripps’s “Minimum Qualifications: Who Should
Teach First-Year Writing?” and, on a slightly different note, Jeanne Gunner’s
“Cold Pastoral: The Moral Order of an Idealized Form.” Gunner’s essay,
which appears early in the collection, underscores and validates McGee and
Handa’s whole enterprise, even while calling into question the value of the
scholarship on which that enterprise is, in part, based. Using Raymond Wil-
liams’ analysis of pastoral as a conservative genre, Gunner claims that col-
lections such as Myers-Breslin’s, which offer descriptions of—and solutions
to—local problems, in fact reinforce the inherently conservative structure
of writing programs and prevent systemic change. Much “how-to” WPA
literature with its problem-solution structure, Gunner argues, reaches for a
prelapsarian universe that has been effectively deconstructed and that—in
the absence of critique—erases cultural and material conflict. “Like the pas-
toral,” Gunner writes,

the writing program points to an idealized social realm that
validates not the tension of competing linguistic and cultural
communities but a golden age of past and potential linguistic
purity, where language and culture were and will once again
be natural and simple, in a seamlessly pristine interrelation-
ship. Modern writing programs evoke this Arcadian landscape
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through their generic operations . . . schooling and evaluating
[students] in relation to the mythical past which their essays—
their written and corrected productions—then help to memo-
rialize, charging them with its (re)propagation. (33)

Kemp’s and Miller’s essays, while not explicitly addressing the particular
political issues that Gunner foregrounds, begin to show what things might
really look like for WPAs in a postlapsarian universe. Describing the writ-
ing program at Texas Tech University, which “implemented [in 2002] what
could well prove to be the closest thing to a genuine paradigm shift in com-
position at the university level in over a hundred years” (107), Kemp claims
that while composition scholars have recommended a shift to teaching prac-
tices based in rhetoric, such a shift has not taken place because administra-
tive practices have not changed. Kemp suggests that most WPAs refuse to
accept any teaching paradigm other than that of one teacher in one class-
room, with that solo teacher also responding to, and grading, student writ-
ing. At Texas Tech, Kemp and his colleagues restructured the entire first-year
writing program so that its students receive not only classroom instruction
but also what he calls “document instruction”—that is, Texas Tech’s stu-
dent writing is distributed, through a Web application called ICON, among
instructors in the writing program, where it is read and graded anonymously
and through which students also receive assignments, peer critiques, and
other necessary course communication. The program is centrally adminis-
tered so that expectations are consistent from course to course. Not only has
the approach made effective use of computer technology, it has also chal-
lenged the conventional—and conservative—wisdom that students need a
classroom teacher to learn to write: “We are moving the center of gravity of
teaching from what happens between teacher and students in a classroom to
what happens between teacher and students in a piece of writing” (109).

Similarly, Miller and Cripps’s essay challenges the notion that students
are best served by learning to write from faculty with degrees in composi-
tion and rhetoric. McGee and Handa’s introduction uses Hassan’s formula-
tion “anarchy” to describe the staffing dilemma many of us face in writing
programs, that is, where are all the teachers going to come from? Miller and
Cripps use that problem as a segue into an instance in which some Rut-
gers WPAs exploited a graduate school’s need to place its TAs in order to
solve the Rutgers WPASs’s problem of who was going to teach the first-year
writing courses. The result was a composition program staffed by graduate
students in disciplines ranging from English to history to anthropology to
political science. While such a solution isn’t exactly new to this reviewer—I
attended New York University, where in the 1980s and early 1990s the pro-
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gram was similarly structured—what is particularly interesting in Miller
and Cripps’s essay is their reflection on what they call the “unintended con-
sequences” of this staffing: it forced them to rethink their program’s texts
to make them more interdisciplinary, helped spread writing throughout the
curriculum, and allowed graduate students from a variety of disciplines to
take on administrative roles. To reflect the faculty’s discomfort with grand
narratives—as well as with the notion that their program has been a com-
plete success—the authors provide a number of different perspectives from
which to interpret what happened in their program, thereby enabling critical
reflection about the changes they describe.

Also compelling is Christy Desmet’s “Beyond Accommodation: Individ-
ual and Collective in a Large Writing Program.” In what is possibly the most
fascinating essay in the book, Desmet invokes Nancy Welch’s 1993 College
English essay “Resisting the Faith,” with its evocation of the tension between
a particular individual and a writing program (or, as she aptly suggests in
an Althusserian moment, between the individual’s needs and the repressive
state apparatus). Desmet argues that composition studies has, perhaps despite
itself, “created the myth of the composition teacher as heroic individual” and
argues that we should “get beyond” that particular narrative by finding new
ways of discussing the problem of what happens when an instructor’s and a
program’s philosophies conflict (44). The rest of the chapter analyzes the ten-
sion between individual and collective through the lens of Drucilla Cornell’s
work on jurisprudence, offering as it does ways of resolving that tension by
redefining the relationship between the one and the many.

Other essays in the collection take on—and examine through a
postmodern lens—a variety of issues with which WPAs are routinely faced:
“remediation” (Edgington ez /., Rhodes), program evaluation and assessment
(Holdstein, Harrington), program identity (McGee, Handa), WAC/CAC
(Billings ez al.), and the role of technology in writing programs (Palmquist).
All are worth reading. The only downside to this book is described well, if
unintentionally, by Kemp in his chapter. In discussing why faculty resisted
the changes he made to the program at Texas Tech, Kemp outlines what he
calls “the psychology of loss™

When confronted with the advantages to undergraduate stu-
dents in terms of consistent and coherent across-the-board writ-
ing criteria, active learning (writing-based, not listening-based),
objective assessment, distributed work load, and so forth, the
usual response is agreement, but with the additional comment:
“But this is not why I became an English teacher.” (113 —114)
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One could imagine a similar response from a WPA who is reading some of
these essays: If everything I've been taught to believe is being called into
question, why am I here? To which one might answer: maybe we don’t really
need to be doing some of the work we’re doing. Maybe 7oz doing it would
free us up for other kinds of activity: political work, rhetorical work, work
that might make a bigger difference. Isn’t that what revolutions are supposed
to be abourt?
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Lynne, Patricia. Coming to Terms: Theorizing Writing Assessment in Composi-
tion Studies. Logan: Utah State UP, 2004. 193 pages. $21.95 (paper).

Deb Martin

Patricia Lynne’s discussion of writing assessment adds an important voice
to the conversation between perspectives published in the past few years by
Utah State University Press and reviewed here in recent issues of WPA: Writ-
ing Program Administration.! This text joins Brian Huot’s (Re)Articulating
Writing Assessment (2002) and Bob Broad’s Whar We Really Value (2003) as
another compelling choice for graduate courses in composition and rheto-
ric; it would even serve as a useful text for undergraduate courses in teacher
education because of the frank and comprehensive way that Professor Lynne
frames the writing assessment debate.

Throughout the text, Lynne, herself a compositionist, situates her discus-
sion of evaluation within the established framework of ideas put forth by
Huot, Broad, Edward White, and Kathleen Blake Yancey. Beyond the dis-
cipline, Lynne demonstrates a familiarity with scholars in educational test-
ing—most notably Roberta Camp and Pamela Moss—and she also draws on
the works of scholars in contemporary literacy theory. Using a narrative style,
Lynne provides an interesting historical overview of assessment while mak-
ing a strong case for her premise: We need new words and related concepts
on which to build a new theory for writing assessment.

Lynne argues for a radically new vision for writing assessment, one that
unequivocally severs its roots from educational measurement theory. Lynne’s
argument makes sense: if writing, as defined by current theories, is context-
dependent, dialogic, and dynamic, why then do the tools designed to mea-
sure writing reflect a competing reality, one rooted in an understanding of
writing as universal, objective, and ideally uncontestable?

Coming to Terms: Theorizing Writing Assessment in Composition Studies is
largely a declaration of an elephant in the room, the incongruence of and
incompatibility between educational measurement theory used in large-scale
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assessment of writing and contemporary writing theories, as Lynne describes,
“a clash between the objectivist paradigm dominant in educational measure-
ment theory and the social constructionist paradigm of composition studies”
(6). Neither conceding large-scale testing to the likes of ETS nor co-opt-
ing concepts such as reliability and validity within assessment models more
sensitive to postmodern theories of writing will work. According to Lynne,
because testing drives curriculum and pedagogy, the ways we assess writing
and the ways writing assessment is theorized are fundamental to the way
writing skills and strategies are taught and understood.

As the title might suggest, the text is concerned mainly with the lexicon
of assessment. The terms indirect assessment, objective, subjective, validity and
reliability, among others, are examined in various contexts. Lynne’s method-
ology, influenced by Michel Foucaults study of discourse, 7he Archacology of
Knowledge and the Discourse on Language, uses painstaking means to define,
trace, categorize, and complicate these terms and their various uses in order
to come to a new understanding of writing assessment, one that ultimately
tries to reconcile theory, pedagogy, and assessment practices.

Helpful to students and to others new to composition studies is this vol-
ume’s historical sketch of American writing assessment from its beginnings
in oral disputation, to the first written exams at Harvard in the 1840s, and
on through to the present. Central to this narrative is the pivotal relationship
logical positivism has had with education in general and with writing in par-
ticular. Lynne points out the interlocking connection between shifting cul-
tural values in shaping and reshaping evaluation modalities. In turn, Lynne
demonstrates how cultural shifts reflect and indicate some larger paradig-
matic shifts in American instructional thinking, shifts that have reframed
our notions about writing away from thinking of writing as a medium of
expression toward it as an object to be measured. Through a careful weav-
ing of history’s major players and paradigms of thought, Lynne explains the
processes by which the discipline of composition studies has come to be so
wedded to objective, psychometric examination principles—even when such
a marriage does not make sense.

According to Lynne, contemporary literacy theory, as defined by scholars
such as Shirley Brice Heath, Deborah Brandt, and Mary Trachsel, has much
to add to a burgeoning theory of assessment for compositionists because it
is focused on rhetorical and social contexts. In the chapter “Contemporary
Literacy Scholarship and the Value of Context,” Lynne summarizes related
works and concepts. By making a clear distinction between the competing
aims of /iteracy and assessment from the past to the present, Lynne examines
three related intellectual paradigms—classical, technocratic, and contex-
tual—to demonstrate the history of thought that brings teachers and other
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writing assessment professionals to where we are. Discussions of conceptual
differences in the seemingly similar terms /izerate and literacy and a provoca-
tive discussion about the changing perceptions of what it means to be edu-
cated are where Lynne is at her best. Her analyst’s careful attention to the
way words and ideas shift with and shape perception is clear and interesting.
Her multilayered discussions of terms germane to assessment makes this text
a good choice for anyone seeking a better understanding of the complex,
socially-influenced environment of writing assessment.

Depending on the professional orientation, the terms validity and reli-
ability have specific meanings in different scholarly venues. In individual
research articles the pair of terms is always defined for clarity and under-
standing. Psychometricians and compositionists, for example, use the terms,
but the disciplines and the authors within these disciplines attach drastically
different meanings to the two measurement terms. Lynne draws on Broad’s
and Huot’s perplexing definitions and applications of the terms validity, reli-
ability, and validity theory to demonstrate that the few compositionists who
claim a working understanding of these concepts cannot articulate them
easily to writing professionals, and even if compositionists could articulate
their individual understandings, the application of these concepts to writing
within the social-constructivist realm would be suspect.

Lynne wants to replace composition’s often unexamined devotion to and
use of the psychometric terms validity and reliability with more theoretically
compatible and perhaps more comprehensible counterparts. Her offering of
meaningfulness and ethics as conceptual substitutes is presented in the chap-
ter titled “Theorizing Writing Assessment.” Freeing writing assessment of
the counterproductive accretion of meanings that are wrapped up in psy-
chometric terminology and taking on new language, claims Lynne, offer “a
variety of ways to develop [assessment] alternatives more in keeping with our
expertise, our disciplinary knowledge, and our values” (161).

The call for theory, however, is pitched exclusively to postsecondary
researchers, presumably because we have the time and the inclination to
engage it. After a thorough explanation of the synergy and interrelatedness
of theory and practice earlier in the text, it is surprising and a bit disjointed
to suggest that theory-making be removed from the classroom or anywhere
else that authentic writing and assessment practices may take place. By way
of explanation, Lynne takes issue with White’s insistence that stakehold-
ers, including teachers, politicians, and administrators, come together as
equal partners at a time when “we are seeing plenty of inappropriate deci-
sions made by those without appropriate expertise” (135). Lynne seems to be
suggesting that writing assessment theory should be developed by theorists
rather than practitioners, at least initially.
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One example of a problem inherent in removing theory-building from
the classroom is reconciling assessment theory to practice. Although Lynne
concedes the larger problem in large-scale writing assessment is politi-
cal (166)—and, as White before her acknowledges, the power differential
between composition and educational testing- mania is not strictly the
domain of politicians. Proclaiming the superiority of one first-grader over
another is accepted bumper-sticker fare. If writing assessment looks more
like description and self-improvement, how are we to rank and compete?
Moving beyond the desire for quantification means we have to do battle
with our deeply seated need for hierarchy.

Lynne’s work here is not, as the front cover title suggests, “a theory of
writing assessment” as much as it is a start in a profitable new direction—a
call for theory with an indication of what such a theory might look like.

NOTES

1 See WPA 28.3 and 29.1-2, Spring 2005 and Fall 2005, respectively.
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tury, tentatively titled Afro-Irish Rhetoric: Race, Affect and the Invention of
the Color Line.
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Announcements

BEDFORD/ST. MARTIN’S

A film by teachers, for teachers

" New bvor |
take 20

Teaching Writing

Todd Taylor, University of Teaching Writing
North Carolina — Chapel Hill

2008/DVD

bedfordstmartins.com/take20 Keiimiby
Available now! Todd Taylor

Take 20 questions. Ask 22 writing instructors. The result is Take 20, an hour-

long film that captures a corner of an ongoing conversation about current practices,

changing conditions, and emerging ideas around the teaching of writing. Part tool for
r— professional development, part documentary, Take 20 is a new kind of professional

resource produced by Bedford/St. Martin’s and directed by Todd Taylor.

66 . ..
To me, Take 20 reveals the humanity of the writing
class — of students and teachers — the classroom
not as an institutional space but as an essentially

| human location.
—Todd Taylor

For more information: bedfordstmartins.com
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