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Based un the principle that writing and speaking
derive from a desire to bring others into agreement
with ourselves, this rhetoric teaches composition by
focusing on the purposes and strategies of writing for
different audiences. The book's organization first emphasizes understanding the writer's motivation and strategies,
then moves on to structure and mechanics as a means of
achieving that goal. Using diverse examples from across
the curriculum-from letters and essays to technical
reports and summaries-the authors emphasize understanding when and why to choose a particular rhetorical
form when writing for the humanities or the social or
physical sciences.
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WRITING FOR A READER
Robert M. Brown
Emphasizing the importance of audience, this text combines the essential elements of traditional rhetorical modes
with the best of the new process approach. Students learn
not only how to write an assignment, but also what rhetorical options arc available, when a particular option is
appropriate, and why one structure may be preferable
to another.
An entire unit on argument presents structural
strategies for arguing and psychological strategies for
persuading. Throughout, the author acquaints students
with examples of excellent prose from a wide variety of
subjects in all disciplines, using over 60 full essays and
many shorter readings by both professional and student
writers. The supportive pedagogy includes Chapter Summaries, a Punctuation Usage Guide, Chapter Questions,
and a complete Index.
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New in 1987 from St Martin's Press
Reading Critically, Writing Well
A READER AND GUIDE
RISE B. AXELROD, California State University, San Bernardino
CHARLES R. COOPER, University of California, San Diego
A composition reader and text that teaches critical thinking skills and then
provides strategies to help students apply these skills to their reading and
writing. This book offers 69 examples of dassie, professional, and academic
writing suitable for the college-level student. The readings are arranged
around kind of discourse, and each chapter features step~by~step guidance
lor reading and writing that kind 01 discourse, including one sample selection annotated to show the concerns a good critical reader might have.
Paperbound 640 pages (probable) Publication: January 1987
Inltructor'. Manual available
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READING, THINKING, WRITING
SARAH MORGAN, Rockhurst College
MICHAEL VIVION, University of Missouri, Kansas City
Solidly based on the most current theory and practice of teaching composition, this book takes students through all the important and recursive stages
of the writing process and also includes a substantial chapter on usage and
grammar. To encourage students in sell-evaluation and sell-criticism, the
authors provide many samples 01 actual student writing with annotations.
[n addition to chapters on argumentative and persuasive essay writing, this
book includes a unique proce5S'i>riented presentation of writing about literature.
Paperbound 384 pages Publication: January 1987
In,trucfor's Manual available
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A PROCESS APPROACH

Fields of Writing
READINGS ACROSS THE DISCIPUNES
Second EcUtlon
Edited by NANCY R. COMLEY, Queens College, CUNY
DAVID HAMILlDN, University of Iowa
CARL H. KLAUS, University of Iowa
ROBERT SCHOLES, Brown University
NANCY SOMMERS, Rutgers University
A cross<urricular composition reader containing 90 selections drawn equally
from the arts and humanities, the social sciences and public affairs, and the
sciences and technologies. The readings provide clear and effective models
of important writing techniques, and topical clusters of readings enable
students to read a variety of essays on the same topic written in different
disciplines. This new edition features 50 new readings, with a greater
emphasis on explanatory and argumentative writing.
Paperbound BOO pages (probable) Publication: January 1987
In.frudor', Manual available

Outlooks and Insights
A READER FOR COlLEGE WRITERS
Seeond Edition
Edited by PAUL ESCHHOLZ and ALFRED ROSA,
both of the University of Vermont
A thematically arranged reader containing 85 essays, 6 short stories, and 11
poems. The text first considers themes relating to personal experience and t:e1ationships and then moves on to examine such broader concerns as education,
work, society, and technology, with each thematic section containing focus.ed
subsections that highlight contemporary issues. A detailed introduction explams
how to read sensitively and analytically and shows students how to make use
of their reading in their writing. Seventy-two selections are new to this edition,
and two or more writing suggestions now accompany each selection.
Paperbound 784 pages (probable) Puhlication: January 1987
In.tructor', Manual available

QUENTIN L. GEHLE and DUNCAN J. ROLLO
A clear and concise guide to writing essays, organized according to the stages
of the writing process. Providing thorough coverage of all the stages of
writing, the text teaches students how to plan, draft, and revise their college
essays and discusses in detail how to construct effective paragraphs. Separate
chapters are devoted to narrative, descriptive. expository, and argumentative
essays, each with numerous examples of professional and student writing.
Paperbound 352 pages Publication: January 1987
In,tructor', Manual available

Passages
A WRlTER·S GUIDE
RICHARD NORDQUIST, Armstrong State College
A rhetoric for basic writers that combines an emphasis on prewriting, draf·
ting, revising, and proofreading with the kind of step-by-step structured progression basic writers need. The text consists of two parts: Part I is a detailed
guide to writing the paragraph and the essay, and Part II is a complete gram·
mar section that includes two outstanding chapters on sentence combining.
Useful appendices cover such practical topics as essay examinations, the
research paper, the resume, and diagnostic tests.
Paperbound 457 pages Publication: December 1986
Inltructor', Manual available
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Editorial
With this issue of Volume 10, the WPA moves its editorial home from
Utah State University to Virginia Commonwealth University. This
move, like all major moves, was not completed without unexpected
difficulties: lost boxes of mail and manuscripts delivered to the incorrect
addresses. But now after eight months, the residual chaos of moving a
journal has settled into familiar procrastination and the WPA is safely
relocated in its new home. Volume 11 will resume our former publishing
schedule: an issue before the MLA and an issue before the CCc.
Since 1983 Utah State University has generously offered its support
and assistance to the publication of the WPA. Both university faculty and
administrators gave approval and financial support for the journal.
Among those the WPA thanks are: William F. Lye, Vice-President for
University Relations, Bartell Jensen, Vice-President for Research, Robert
Hoover, Dean of the College of Humanities, Arts, and Social Sciences,
Richard C. Haycock, Associate Dean of the College of Humanities, Arts,
and Social Sciences, Kenneth B. Hunsaker, former Head of the Department of English, and Patricia Gardner, Head of the Department of
English.
We also acknowledge the help and patience of the staff of USU's
Printing Services, in particular Randy Gessel, Vikki Vitali, Bob Bissland,
and Kathy Birch-professional Griseldas who explained repeatedly with
equanimity the proper procedures for computerized publishing to an
uncomprehending editor. Our appreciation extends to my friends and
former colleagues who volunteered to read paste-ups and bluelines at a
moment's notice-Aden Ross, Ron Shook, and Ken Brewer-and Charlotte Wright, who typed three issues. And finally, my friend, Susan
Clark, who typed one issue of the journal and helped immensely with
the layout and design of the journal's new look. Without Susan's advice
and aesthetic sense the journal would be less readable than it is. The
WPA has been fortunate to have the friendship of such colleagues who
support writing instruction with such commitment and passion.
Our new home at Virginia Commonwealth University is proving to
be good soil for the WPA, too. Elske Smith, Dean of Humanities and
Sciences and Dorothy SCUTa, Chair of the English Department, are
responsive to the organization's needs and offer generous support for
the WPA.
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And with this move comes the announcement of a search for a new
WPA editor. My five-year editorship ends with the printing of Volume
11, and I want to devote my time to administrating VeD's large writing
program. Members of the National Council of Writing Program Administrators wishing to apply for the position of WPA Editor should send a
resume, a letter of application, a writing sample, and a letter of institutional support to Lynn Bloom, Editor's Search Committee, WPA, Department of English, Virginia Commonwealth University, Richmond,
VA 23284-2005 by November 30, 1987. The editorship will begin with
Volume 12, Fall-Winter, 1988.
Thanks for your patience with us during this move. I hope the
contents of this year's issues have made up for any inconvenience in our
printing schedule. And to all authors who have submitted manuscripts
to the WPA, you will receive word of your work by early June. If for
some reason, you are missing an issue of Volume 10, please write to
Arthur Dixon, J. Sargeant Reynolds Community College, Richmond, VA
23241.

Bill Smith
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The WPA's Progress: A SUlVey, Story
and Commentary on the Career Patterns
of Writing Program Administrators
Linda H. Peterson
How many years have you served as a WPA?
5.97 years (average) .5 to 25 years (range)
At what kind of institution do you serve?
31% four-year college 66% university
69% public 31 % private

3% two-year college

Do you have tenure?
17% no 7% NA

76% yes

During the past two years I have surveyed members of the Council of
Writing Program Administrators about their career patterns, asking
questions about academic training, job responsibilities, rank and tenure
patterns, and professional goals.! My motives for conducting this survey
were mixed: as an officer of WPA, I wanted to know more about the
membership I served; as a rank-and-file member, I wanted to contribute
to the research on program administration that our constitution lists as a
goal; as an untenured WPA, I wanted to know if all the horror stories
were true; and as a member of an English department, I wanted to know
if the much-debated split between English and composition as disciplines had any basis in the organization of colleges and universities.
What I present here are the results of that survey-formulated both
as statistical data and as an archetypal history, a kind of "WPA's
Progress" which, if not exactly like Bunyan's Pilgrim's Progress from the
Slough of Despond to the Celestial City, at least depicts a pattern of selfeducation and growth. With the statistics and archetypal history, I
include (a la Bunyan) an interpretive gloss that focuses on key episodes
and raises crucial questions about the relations of WPAs to English
departments. Throughout I use the pronoun "he" because the majority
of respondents (63%) were male.

I. The WPA's Career: Some Statistics and a Story
What degree do you hold? in what field(s)?
3% D.A. 3% Ed.D. 5% M.A.
80% English 8% Education 5% Compo Lit. 7% Other
89% Ph.D.

WPA: Writing Program Administration, Vol. 10, Number 3, Spring, 1987
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The typical WPA begins his academic career by taking a B.A. in
English and then proceeding on a more or less predictable ~ourse: M.A.
in English, Ph.D. in English, initial appointment as an mstr:uctor or
assistant professor of English. A few WPAs take Ph.D. s In other
disciplines--in education, rhetoric, linguistics, even history or psychology. But most WPAs trace their academ.ic .orig!ns to E~~lish departments. The typical WPA, moreover, speclahzes In a traditIonal field of
English or American literature, writing his dissertation on a subject (to
list only the most common) in medieval studies (20%), Victorian (15%),
or American literature (20%). Some of the newest WPAs list rhetoric as a
specialty (15%), but the typical WPA still concentrates in a field of
literature, perhaps combining it with studies in composition.
After (or sometimes while) completing the Ph.D., the WPA takes a
faculty position and begins a combination of administra~on and teaching that demands an expertise in both composition and lIterature. Fully
78% of the WPAs surveyed hold faculty positions in English and serve
within the regular ranks of assistant, associate, or full professor. ~n
other 12% hold faculty appointments in departments other than English
(communications, education, developmental studies, or simply "the
Writing Program"). Only 10% hold primarily administrative appointments attached to a dean's office or an independent writing program.
Predictably, then, the teaching assignment of the typical WPA follows
the curricular patterns of the English department:
In addition to administration, what classes do you teach?
86% freshman comp 46% advanced comp
69% literature 52% graduate course
After freshman composition, in other words, the most common teaching
assignment that the WPA assumes is a literature course. This pedagogical fact holds true even for former WPAs who no longer head writing
programs: 68% of ex-WPAs teach literature, though many have moved
into upper echelons of the administration.
While the WPA teaches his courses in composition and literature, he
also (as we all know) administers a writing program-a program that,
more often than not, includes responsibility for freshman English as
well as advanced composition, the writing center, writing across the
curriculum, and peer tutoring.
What are your responsibilities as an administrator?
Check all that apply.
83% freshman composition 64% writing center
46% advanced composition 46% peer tutoring
49% writing across the curriculum 54% other
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The typical WPA is, in effect, a writing programs administrator, the
"other" of his job description covering a multitude of serious responsibilities: directing creative, business, or technical writing; running the
graduate program; supervising TAs; and so on. Typically, the WPA
receives course reductions for these administrative tasks (one per semester), but typically, too, he works harder than his colleagues in English
who teach and publish only. Approximately half of the WPAs surveyed
said their workloads were comparable to those of faculty who were
teaching only. Another half, however, said they worked harder-much
harder, 50% harder.
How does your workload compare with that of your colleagues?
50% more 41 % same 9% less
"Frankly," said one respondent, my workload "is considerably heavier
and a 12-month commitment." Said another: "It's much heavier, more
varied, with more committee work and a greater variety of contacts with
people. I'm reasonably sure I write more than they [regular faculty] do
every week, but ... the written work is quite varied."
The issue of a WPA's workload involves not simply a time commitment, but the relation of that commitment to academic success. "My
workload is considerably heavier," one WPA pointed out, "but that's not
the real difference. My peers' teaching hours contribute more directly to
publication./I Another added: "[My] job [has] always entailed much
more service work-twice as much, if not more; yet I am expected to
publish or perish exactly as 'regular' faculty [are], and I have the
disadvantage that most of what [ publish is in rhetoric and composition
and therefore not as highly respected as literary criticism."
Having raised the spectre of publication, we now proceed to that
phase of the WPA's story that includes episodes of evaluation, promotion, and tenure. In the genre of spiritual autobiography, this might be
called the "dark night of the soul"; were I to sustain the comparison with
The Pilgrim's Progress, I might make it parallel to Christian's imprisonment in the Doubting Castle by the Giant Despair. (Christian and
Hopeful are told, you recall, that "since they were never like to come out
of that place, their only way would be forthwith to make an end of
themselves, either with knife, halter, or poison.")
In fact, many responses to my questions about evaluation included
accounts of injustice and despair.
How and by whom is your work as a WPA evaluated?
Is this procedure standard for (or similar to) that used for other faculty
and administrators at your institution?
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"The criteria used to decide my tenure," one wrote, "were those
standard for all faculty: teaching, service, and publication-except that
composition publications were tainted, and 1 had to argue forcibly for
their validity." Similarly, another WPA complained that, although the
criteria for tenure were identical, he "had to overcome prejudice against
composition [as a] specialty":
Teaching quality never mattered (unless it would have been bad).
Administrative talent, energy, innovation, quality . . . ultimately
didn't matter, and the only way these would have mattered would
have been if any had been bad (and "bad" could well have been only
as assessed by key powerful faculty, by whimsical criteria). What
mattered was publication, publication, and more publication.
Despite such accounts of injustice, the plot of the archetypal WPA is
not one of professional failure but of success, not one of resIstance from
English faculty but of support and fair play.
If you hold a faculty position, do you now have tenure?
82% yes 18% no
If "no," is tenure a possibility in the future?
80% yes 20% no

According to the survey, most WPAs now hold tenure or exp~ct. to
receive it soon. 2 Even if we exclude former WPAs from the stahshcs,
virtually all of whom have tenure, the percentage of tenured WPAs is
high: 73%. Moreover, for every episode of injustice reported ~y. one
WPA, another describes support from his colleagues and admInistration. "Being writing director at a 4-year college," one respondent noted,
"probably helped me get tenure, [although) it wouldn't ~ave helped so
much at the university where I directed E.O.P. Rhetonc." .Yet !rom
WPAs at major universities, the comments also suggest that dlrectmg a
writing program can be an asset:
Scholarship, service, and teaching were the are~s evaluat.ed; they are
the same for all faculty, but I believe that servIce was gIVen greater
weight in my case than it generally is for other faculty members.
My service helped, and the department considers publication in
composition as valuable as publication in literature.
[The promotion criteria are] publication and administrative abi~ity
and curricular design-the same as for other faculty. No: the pubh~a
tion requirement was lower for me. It is for the (department] chalf,
too.
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Such positive comments, taken with the negative, suggest that a WPA
may confront some difficulty in defining and agreeing upon tenure
criteria with the English department. But, in as many cases as not,
agreement is reached, and the WPA receives a fair evaluation of his
achievements.
It is admittedly difficult to construct a composite plot from these
crucial episodes in personal histories: although the results may be
similar (82% with a positive tenure vote), the ways and means are not.
Yet if newly-appointed WPAs can learn anything from their predecessors' careers, it is (1) that they should define criteria for tenure and
promotion before they come up for review and (2) that they should try to
publish in both composition and literature if they hold appointments in
English departments where they regularly teach literature courses. One
wise WPA explained, for instance, that although she Was judged by the
same tenure criteria as her colleagues and although her work as a WPA
counted as service, she had asked for a written job description when she
was hired; it stated that, "given her 'service' duties, she would not be
expected to produce a book for tenure." "All my articles but one," she
noted, "were in composition studies, and although some senior colleagues balked, the deparhnental majority voted me tenure. I might add
that I was and still am one of the most published members of the
department ."

One way to avoid departmental balking is to publish in both composition and Iiterature-as, indeed, many successful WPAs have done,
recognizing that "service to the entire college community is an advantage," but so is "publishing literary criticism." Publishing literary criticism may be defined by some as submitting to the enemy's terms, but
we should remember, in the words of Pogo, "we have met the enemy,
and they are us": 85% of the WPAs surveyed hold Ph.D. s in English or
Comparative Literature; 78% hold appoinhnents in departments of
English; 69% teach literature as part of their regular course assignments.
If WPAs publish in literary fields as well as in rhetoric and composition,
it may be that they do so to fulfill an oft-neglected ideal of the profession: to integrate teaching with scholarship and research. The problem
in the profession is not the WPA who publishes in both composition and
literary studies; the problem is the English faculty member who teaches
both, but ignores the scholarly writing in the former field.

If we can conclude anything, then, about the typical WPA's experience with tenure, it is that he survives, escapes the clutches of the Giant
Despair, and to his credit. 3 Tenure does not represent, however, the
conclusion to the WPA's story. We have not reached the Celestial City.
There are other episodes to record after service as a WPA.
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II. The (Ex)WPA's Story: Some Late Episodes

III. The WPA"s IIProgress

Over a third of the names on the 1981 membership list are now former
WPA's- "has beens," if you will.

What the career patterns of WPA members suggest, in sum, is that
program directors can succeed in traditional academic terms by doing
their jobs and that they can stay happily and productively in those jobs
Of, if they choose, move out of them into other academic ranks. What
this summary misses, however, are some other conclusions that might
be drawn from this archetypal WPA's history.

Are you now or were you formerly a WPA?
64% presently 36% formerly
How many years did you serve as a WPA?
6.6 years (average) 3-25 years (range)
What title do you now hold?
9% Assistant Professor 26% Professor
52% Associate Professor 13% Dean or Provost
The responses of former WPAs to questions about years of service,
changes in status, and professional goals suggest tha~ ~~t.aJl WPAs stay
in their jobs forever. Most move on to other responslblhtles: to ass~me
positions as deans and provosts, to chair Englis~ departments, to direct
graduate programs in writing, o~ (at least) to enJoy the rank of tenured
full professor. With one exception, all of the former WPA~ surve~ed
have tenure; many are full professors; over half divide their t~achll~g
between graduate courses in rhetoric and undergraduate semmars In
literature and composition.

'j

\

:

Some Conclusions

First (false) conclusion: By culling names from the 1981 membership
list, this survey represents professional WPAs who still hold academic
positions. It in no way represents those former writing directors who
have quit (or lost) their positions, nor does it account for thousands of
writing teacher~ who, too frequently, struggle for full-time employment. 4 The progress my story traces cannot thus be read as the pattern
of the writing profession as a whole.
Second (valid) conclusion: Although it is commonplace to narrate the
history of writing programs as a movement away from departments of
English, the facts given by WPAs do not support this view. We all know
writing programs that aTe independent of English, removed from any
departmental affiliation or control. Nevertheless, most WPAs and their
programs retain close ties with English: both are in English. This relation
seems to hold true whether the WPA is a long-established director or a
newly-appointed Ph.D.

This career pattern raises an important question:
Do you think writing programs are better served by WPAs who remain
in their jobs permanently or by WPAs who rotate in and out from other
faculty or staff positions?
Predictably, over half of the former WPAs preferre~ rot~tion, with the
rest equivocating or suggesting semi-permanence with time, away from
the job for research or full-time teach~ng. Current WPAs dlsa~reed on
this question, with equal numbers voting for perman~nce: s~ml-perma,~
nence and rotation. One common defense of rotation IS burn-out.
"Burn'-out is 5 years," wrote one ex-WPA; "6-10 years max," w~ote
another. Burnout is not, however, the most common reason ~or rotation.
The typical WPA rotates out of the directo,r's position and mfo another
position of academic service because he believes that younger colleagues
deserve a chance to take command of the writing program, or that
writing programs flourish with fresh infusions of ideas, or that the best
pattern for a WPA is "to develop assistants and learn to delegate
authority, to show the work ~ather th~n to try to do it}I1." ~o W.PA, past
or present, defended rotation for Its own sake: RotatIon IS better
assuming the availability of more. than one ~nowledg~~blefaculty member; rotation from knowledge to Ignorance IS no help.
16

In matters of academic training, for instance, there is little difference
between old and new WPAs: in the past, most WPAs received degrees in
English (81 %); today, most WPAs still take degrees in English (79%). In
departmental appointments, there is no difference: 84.2% of former
WPAs hold positions in English; 83.8% of current WPAs hold similar
positions. Only in matters of teaching does there seem to be a significant
change: 53% of former WPAs now teach graduate courses in rhetoric or
composition studies, a statistic beyond what most of us would have
hoped for a few years ago. When E. D. Hirsch published his nowfamous "Remarks on Composition to the Yale English Department" in
1979, very few of his readers expected graduate faculty to take seriously
his suggestion that "a good Ph.D. program in English ought to reflect
the composite character of our profession and turn out professors of
rhetoric and belles lettres."5 Yet many of Hirsch's readers have now
committed themselves and their graduate programs to that "composite
character," and we can gauge the seriousness of that commitment from
the graduate teaching assignments of older WPAs and from the training
of the newest WPAs who mention that, while they hold Ph.D. s in
English, they have specialized in both a literary field and composition
studies.

]7
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Third (indeterminate) conclusion: We currently find ourselves in a
debate over composition as a part of English studies versus composition
as a separate discipline. 6 The arguments for the latter rely on recent
professional trends: the creation of writing programs distinct from
English departments, the creation and growing respectability of journals in composition, the growth of professional conventions like ecce.
If we consider other professional trends, however, we will discover a
counterargument. In the past few years, English departments have not
only added WPAs to their ranks; they have also validated the WPAs
teaching and research in composition as tenurable contributions to the
profession, and they have added courSes in rhetoric and composition to
the graduate curriculum. English departments may no longer be widening the gap between literature and composition. As it turns out, they
may be incorporating composition into the larger discipline of English
studies, a discipline that includes not just literary history, but rhetorical
theory and composition research as well. Where we end up as WPAswithin English studies or someplace else-is a matter for time to tell.

Notes
IThese percentages represent the responses of 59 WPAs who completed a
1985 survey of career patterns and job responsibilities. The survey was mailed to
100 WPAs randomly selected from the 1981 membership list and distributed also
at the MLA and CCCC sessions sponsored by WPA. r wish to thank those WPAs
who completed the surveyor discussed its implications with me. "NA" means
"no answer"; for the third question, this response came from WPAs who either
held administrative positions for which tenure was not possible or who taught
at institutions where tenure was not granted to any faculty.
lIn a survey submitted to the Modern Language Association, Report on the
1983-84 Survey of u.s. English Programs, Bettina Huber similarly notes that
"three-<1uarters of the faculty heading Freshman Writing Programs have tenure.

1I

3Associate professors outnumber all other ranks and titles among WPA
members: 44%, compared to 20% for assistant professors, 20% for full professors, and 10% for deans, provosts, and vice-presidents combined.
4See Donald A. McQuade, "The Case of the Migrant Workers," WPA, 5 (Fall,
1981), 29-34.

5"Remarks on Composition to the Yale English Department:' ADE Bulletin,
No. 62 (1979), 65.

6See esp. Maxine Hairston's "Breaking Our Bonds and Reaffirming Our
Connections," CCc, 36 (1985), 272-82.
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Assessment Topics: The Importance of
the Rhetorical Frame
Christine A. HuH
The assignments used in writing assessment vary from those that
provide a reading sample and ask the writer to react, to those that
provide a list of suggested topics from which the writer can choose. 1
Each type of assignment, however, interposes a level of interpretation
between the writer and the response, making the topic itself an important component of the rhetorical event we call writing assessment. As
Leo Ruth and Sandra Murphy point out, "Before the writer even lifts his
pen, he leans forward to read and interpret the text of a topic provided in
the essay examination" (410). Writing assessment is a rhetorical event
dependent upon the test-maker's ability to communicate a rhetorical
frame to the writer and, simultaneously, the writer's ability to recognize
and respond appropriately to the rhetorical frame intended by the testmaker.
Researchers have investigated the effects on writing performance
produced by changes in assessment procedures and in assessment
instruments. 2 However, little research has been done to describe the
rhetorical structure of writing assignments and the effects on performance of changes in rhetorical frame: as Smith, et aI., point out, the way a
writing assignment is "framed or structured" has not been adequately
researched (74). I would like to report on a study conducted to describe
the rhetorical frame of a particular assessment model developed at the
University of Michigan and to compare versions of the test topics with
variations in rhetorical frame.'
Since assignments used in writing assessment are intended to stimulate and direct the writer toward an appropriate written response, the
assignment itself initiates a rhetorical event that is dynamic: the writer
must read and interpret the assignment and respond accordingly. I term
the structure of a particular assignment its "rhetorical frame" when it
provides for writers the rhetorical context: the subject, purpose, audience, and voice appropriate for a response, and the structure of development called for by the assessment. Brassell, in connection with the
Florida Certification Examination, studied the rhetorical specification of
assessment topics. 4 He found that full rhetorical specification (subject,
audience, and purpose) did not necessarily produce better writing.
However, unlike Brossell's topics, the Michigan topics not only provide

WPA: Writing Program Administrlltion, Vol. 10, Number 3, Spring, 1987

19

WPA: Writing Program Administration, Volume 10, Number, 3 Spring 1987
© Council of Writing Program Administrators

students with brief rhetorical·specification, but also provide a rhetorical
frame. For example, the context and subject are described in a few
opening sentences. Then the students are provided with a first sentence
and choice of second sentences, thus indicating a focus for the essay. In
other words, the subject and rhetorical context are established by the
assessment instrument, but, in addition, the direction of the argument
itself is indicated for the writer.
FIGURE 1. Sample Assessment Topic (#24)
The National Student Association is sponsoring an essay contest on "Contemporary Student Attitudes and Ethics." The Association has called upon
college students around the country to submit papers on problel!ls relevent to
the topic. Cheating is one of the problems most frequently exammed m essays
already received by the Association.
Begin your essay with the following sentence (which you could copy into
your bluebook):
A large number of students report that cheating is Widespread in
their colleges.
Select one of the following as your second sentence and copy it into your
bluebook:
A. Although most students believe that cheating is wrong, many do it
nevertheless.
B. This is not surprising, since cheating is part of the American Way of Life.
C. Most students refuse to cheat because they know that they are only
cheating themselves.
Now complete your essay developing the argument that follows from the
first two sentences. Do your best to make your argument convincing.
The Michigan assessment model has been adopted by many colleges
and universities since it was introduced in 1978. It has proven to be an
effective assessment instrument, eliciting the desired expository responses and distinguishing among writing abilities. 5 The five characteristics of a good assessment topic, as identified by Hoetker (1979): ~re
evident in the Michigan assessment instrument. These charactenstIcs
are 1) the topic is not overly complex or multi-facete~; 2) the topic is ?n.a
general subject matter accessible to the student wnters; 3) the tOpIC IS
clear and explicit in wording; 4) the topic has been pre-tested ~nd
critically appraised; and 5) the topic achieves a balance between bemg
open-ended and being highly-structured.
However, in the Michigan assessment, as in many other assessments
with large numbers of students, alternative topics are used and randomly assigned to students. As Troyka points out, in an effective
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assessment, all variations of the topics must be equivalent, though not
necessarily exactly alike (32). No student should be penalized for choosing a more difficult topic. I will first describe in detail the rhetorical
frame provided by the Michigan assessment model and then compare
versions of the test topics to discern their equivalency through an
analysis of student performance.

Description of the rhetorical frame. Adapting the model of expository
prose outlined by Jones, I analyzed nine assessment topics from the
Michigan assessment to discover whether or not the topics effectively
indicated the rhetorical frame to the writer. 6 In Jones' model, expository
discourse is comprised of four levels: performative interaction, expository script, point, and concept. When defining the rhetorical frame of an
assessment topic, the test-maker should indicate the two higher levels to
the writer, the performative interaction and expository script levels of
exposition: to define the performative interaction level of exposition, the
test-maker should indicate for the writer the subject, purpose, audience,
and voice needed for an appropriate response; to define the expository
script level of exposition, the test-maker should indicate for the writer
the structure of development solicited by the assessment topic.
All of the Michigan assessment topics specify the performative
interaction by providing the rhetorical context. For example, the sample
topic asks for an essay on the general subject "Contemporary Student
Attitudes and Ethics" to be submitted in an essay contest sponsored by
the National Student Association. Furthermore, the topic advises the
writer to "Do your best to make your argument convincing./I The writer
must translate this performative interaction information into a rhetorical
stance-that is the writer should write an essay that is convincing to an
audience of unknown contest judges. To complete the exam successfully, the writer must understand and produce an essay appropriate to
the rhetorical frame outlined by the assessment topic.
Several researchers have pointed to the need for the examination
context to be congruent with the rhetorical context specified by the
assessment topic. Brossell suggests that one reason full rhetorical specification may not have resulted in better writing was the lack of fit between
the real context of the test and the hypothetical context provided by the
topic ("Rhetorical" 172). Michael Clark points to a similar concern. Clark
describes shifts in tone and diction that appear to result from confusions
precipitated by the test instrument. "It is possible, though," says Clark
"to establish ostensible contexts that are familiar enough so as not to
threaten the students while, at the same time, being close enough to the
real context of the test so as to decrease the interference between the two
sets of contextual variables" ("Contests" 223).
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The ~ine Michigan assessment topics that I analyzed all specified an
approprIate context, with one exception: Topic #22 asked for a letter
rather than an essay, thus specifiying a context that demands a level of
~ormality incongruen~ with the assessment itself. The audience specified
m all asses,sment tOpiCS was appropriate for academic exposition, with
the exception of two topics that specified an audience of peers. The
purpose of persuasion was defined through admonishing the writers to
pe~suade ~r convince their audience using effective arguments. The
wnter's VOlce was suggested as well, through the advice to "sound
convincing" to the audience.
,

The expository script demanded by the Michigan assessment topics
what Jones calls ~n "informal proof script," When a piece of exposihan has a persuasIve purpose, the structure of informal proof is expected. Jones identifies the constituents of informal proofs as theorem,
background presuppositions, and arguments, Each of the assessment
topics provid~s the writer with information about the expository script,
through the mtroductory sentences and through the optional second
~entence~. Each first s~ntence attempts to give the kind of background
mformation on the subject needed by the writer, as well as an indication
of the formality expected in persuasive exposition, For example, Topic
#1 begins "Your local n.ewspaper .has invite~ readers to submit essays
abo~t the laws concermng the pnvacy of mmors, The newspaper will
pubhsh the best essays as guest editorials./I

l~

The optional sentences should provide writers with the theorem to
be ar,gued in the. in,formal proof essay. For the nine topics that I
exammed, the maJonty of the sentence options contained a theorem
sta~ement (21 out of 27 options), providing the writer with a position on
an lssl;'e that could be supported by appropriate arguments, structured
as an l?formal proof. For example, option A of Topic #1 reads, "These
la~s discourage young people from seeking information and help they
mIght need and should easily be able to get." If the writer selects this as
a second sentence, he or she has taken a position on the issue and must
argue as to why readers should share this position, thus convincing
readers of the theorem's validity,
The theorems themselves seemed to be of two kinds-narrowing
and expanding. The narrowing theorems, such as the one cited above
bring the writer to a clearer, more specific focus. The expanding theo~
rems, on the other hand, move the writer toward a more general topic.
F.or exampl~, o'?tion B of the sample topic states, "This is not surprising,
smce cheating IS part of the American Way of Life." This theorem has
moved the focus of the essay away from the specific topic of cheating in
schools, toward the far more general topic of cheating in life. I identified
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six examples of expanding theorems out of the twenty-one total theorems.
Of the 27 options, 21 were theorems; the remaining options seemed
to be of two kinds: 1) a statement of fact, or 2) a thesis statement. The
factual statements include more background information but do not
state a position that is arguable. An example is option A of topic #7:
"Many older smokers are giving up cigarettes, but they are being
replaced by thousands of young people who are beginning to smoke."
The statement is a verifiable fact-one could quantify the number of
older and younger smokers. It is the writers' task to formulate a
theorem persuading the reader that this trend is or is not desirable.
Thesis statements differ from theorems in that they call for evidence
rather than argument: the writer must state how he or she arrived at the
thesis through providing evidence; whereas for theorems, the writer
argues why the reader should think a certain way. An example of a thesis
statement ,is o~tion A ~f topic #16: ."Many Americans believe that they
have an hlstoncal and mallenable nght to own guns for self-protection
and pleasure." The key word is "believe." The thesis speculates about
public opinio~ and could be verif~ed through evidence explaining how
the wnter amved at the observation that many Americans believe this
way. Of course, it is possible to change a thesis statement into a
theorem, but this takes an extra step in thinking for the writer.

Analysis of the data. I obtained data from the Michigan assessment for
placement of students taking the assessment examination in the summer of 1981. ~here were 2,298 essays in my sample, with an average of
255 essays wntten on each of the nine assessment topics being investigated. By checking the placement of students writing on these nine
topics-that is, how many students were exempt from composition (£),
how many were required to take composition (C), and how many were
required to take remedial or tutorial instruction (T)-I hoped to discern
whether variations in the rhetorical frame influenced student success in
the assessment. Of course, there were many other variables in addition
to .structural changes over which I had no control. For example, the
wnters were randomly assigned different topics and the various subjects
being written about may have affected student responses. I intended my
investigation to be preliminary and speculative, raising what I hope are
some interesting questions in writing assessment,
In particular, I was interested in the placement of essays responding
to topics with potential problems in the rhetorical frame: both performative interaction and expository script. Topic #22 asked for a letter rather
than an essay. As Table 1 shows, this topic did not cause great difficulty
for writers: the percentage of exempt essays for this topic was above the
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mean and tutorials below the mean. It seems that the writers virtually
ignored the letter format in favor of an essay, which they know is
demanded by the real performative of the assessment itself. Two topics
had potential audience problems, asking writers to address an audience
of peers (#14 and #24). As Table 1 shows, these two topics did not
present unusual difficulty either. The percentage of exempt essays was
above the mean and tutorials near the mean for both topics. Again, the
writers seemed to ignore the specified audience in favor of the "real"
audience of exam readersJ
b~
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TABLE 2. Placement by Option Type

Tutllfloll

One topic was potentially confusing in its purpose. Topic #7 asked
the writer to "Write an essay explaining how serious you believe the
problem of smoking to be and how you think it can be solved." First,
this statement assumes that every writer will think there is a problem;
second, it asks for evidence to explain the seriousness of the problem;
third, it asks for solutions to the problem, thus calling for persuasion in
favor of a proposed solution. For many writers, this topic could be
confusing: should the writer explain the problem or persuade the
audience of suggested solutions, or both ? As Table 1 shows, this topic
may have indeed caused problems for the writers, since a smaller
percentage were exempt and a larger percentage were placed into
composition sections than for the other topiCS. The small percentage of
exempt essays suggests that this topic was more difficult for writers,
perhaps in part because of the confusion of purpose. However, the
percentage of tutorials was below the mean, so most students writing on
this topic were placed into the composition category.
Since the performative interaction specified by all topics in the
assessment is persuasion, it follows that the informal proof script should
be indicated by the exam as well. All of the topics provided background
and context on the subject, an opening sentence, and an optional second
sentence. However, some of the optional sentences seemed not to be
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In charting the placement of essays by topiC options (see Table 2), I
discovered that the factual statement may have been more difficult for
students than the other types of optional sentences: the lowest percentage of exempt essays and the highest percentage of tutorial essays were
found on the factual statements. As Table 2 also shows, however, the
thesis statements did not prove to be problematic for writers. Perhaps
this is because a thesis statement can be readily converted into a
theorem followed by arguments. The two types of theorems, expanding
and narrowing, produced placement results that were very close. However, fewer writers elected the optional sentences with expanding
theorems than any of the other options. Perhaps this is because the
expanding theorems demand additional knowledge and expertise from
the writer.
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theorems but rather factual statements or thesis statements. I wished to
examine the assessment data to determine whether or not different
types of options resulted in differences in placement.

Narrowing
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Expanding
Theorems

Factual
Statements

Thesis
Statements

14.9%

8.5%
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16.1%
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T
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11.8%

Total

33.2%

29.8%

31.0%

57.7%

%
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Expanding
Theorems

Elected
Factual
Statements

Elected
Thesis
Statements

Narrowing
Theorems

Conclusions and Implications. My primary conclusion from the study is
that rhetorical frame may affect student performance in writing assessments and consequently should be carefully defined as test-makers
design and construct assessment instruments. The assessment itself
should provide a clear indication of the rhetorical frame, both performative interaction and expository script, in order for writers to produce an
expository writing sample that will accurately and fairly differentiate
them for placement purposes. Though some research has suggested that
full rhetorical specification may confuse students (see Greenberg; Brossell and Ash), r found that providing a context congruent with the exam
structure and suggesting the pattern of development helped writers
respond appropriately to the assessment topics.
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Furthermore, though other researchers have helped to identify the
characteristics of good assessment instruments and good assessment
writing topics, they have not discussed sufficiently changes in structure
of topics themselves. r would like to suggest, based on my investigation,
that testmakers pretest topics to discern the influence that seemingly
minor variations in wording, particularly variations that affect the rhetorical frame, may have on student performance.

continuously since the first assessment (in 1978) and had undergone minimal
revision in four years of use. They had proven in general to be effective topics,
eliciting appropriate responses from the writers.
7In a recent WPA article, Karen Greenberg points to the research on audience
awareness in writing assignments that seems to indicate, as I found, that writers
will ignore the specified audience in favor of the ostensible exam audience (34).
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Another Look: Standardized Tests for
Placement in College Composition
Courses
Barbara L. Gordon
According to a recent survey conducted by the National Testing
Network in Writing, 84 percent of all colleges use a placement test to
exempt or place students in composition courses. The majority of
institutions decide placement using a single writing sample. 1 Though
the National Testing Network in Writing and the National Council of
Teachers of English recommend placing students using a writing sample, past research and the research I have recently completed, indicate
that standardized tests are more accurate than a single writing sample
for placing students. In fact, with regard to validity and reliability, a
single writing sample is among the most unacceptable means to place
students. There are compelling pedagogical reasons for using a writing
sample for placement; however, writing program administrators should
be aware of the inadequacies of using a single sample and, if persuaded
to use standardized test scores, administrators must know how to use
standardized test scores for the most accurate placement.

Standardized Tests vs. a Writing Sample
To conduct valid and reliable placement using a writing sample requires
a large investment of time, energy, and money. First, finding appropriate essay topics is, as Gertrude Conlan put it, like panning for gold. She
states, "The Writer of the essay question is at the mercy of not only the
vagaries of students' thinking (often better described as reasonableness,
imagination, and inability to read teachers' minds), but also of the
diversity of experiences, cultures and environments represented in a
large testing population." Conlan cites as one example how the essay
topic "Waste is a necessary part of the American way of life" had to be
changed to "Wastefulness is a part of the American way of life" after the
pilot study revealed students, pardon the upcoming pun, were regularly
writing about bodily functions. 2
Such an unexpected task misinterpretation is relatively harmless, but
not so harmless is a misinterpretation that immediately puts certain
groups of students at a disadvantage, a topic, for example, that unknow-
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ingly depends on white middle class values. Designing fair and appropriate writing tasks is a demanding endeavor. The pitfalls have been
discussed by many including Leo Ruth, Sandra Murphy, James Hoetker,
Gordon Brossell, Edward White, Barbara Ash, and Karen Greenberg.)
After designing the task, evaluating the resulting essays requires
equally careful and painstaking procedures. A minimum of care would
require that writers remain anonymous during the evaluation, and that
at least two raters rate each paper. Edward White points out further
criteria to reduce scoring variability such as controlling the circumstances under which the papers are scored, developing and familiarizing
raters with a scoring rubric, selecting sample papers to establish consistent ratings using rater consensus, checking ratings during the scoring,
using multiple independent scoring, and recording raters' scores. 4 Following these careful procedures is not merely advantageous but essential if a college is to claim a fair evaluation of student essays.
The research John Dick, Howard Scheiber, and I recently completed
confirms that a great amount of time is required to conscientiously
create tasks and evaluate essays. We carefully devised and piloted tasks
and followed White's criteria in assessing approximately 1,500 papers
for a large assessment at the University of Texas at EI Paso. A conservative estimate of the time we each spent is one hundred twenty hours.
This estimate does not take into account students' time, test givers' time,
and raters' time. But, even with this large investment of resources, using
a single sample of a student's writing is an inappropriate method to
place students. Over and above the time and cost necessary to devise
tasks and evaluate papers, the most important reason for not using a
single writing sample as a measure of a person's writing ability is that it
is not reliable or valid. The task may have been reliably rated, but
students' writing performance is not reliable; students' performance is
quite variable depending on the task and test circumstances. The writing
sample may be valid for assessing students' writing ability for that
task-but not for assessing students' overall writing ability. It is not
established just how many writing samples would be needed from each
student to accurately assess writing ability, but current research makes it
clear that one is not enough.
In our assessment approximately 700 students each responded to
two tasks in the Fall of 1983. The first task asked the students to pick a
good quality in themselves and relate an incident that displayed their
good quality. The second task was a comparison of the advertising
techniques in two cigarette ads. The students' papers were holistically
scored using ETS guidelines. In a similar manner these same papers
were scored with primary trait scoring guides. Using only cases where
students completed both tasks, I ran Pearson correlations to see if

30

students who had high or low ratings on one essay would score
similarly on their second essay (see Table 1). The correlation between the
holistic ratings on the two tasks was .35 and the correlation between the
primary trait ratings was .20. Statistics texts suggest that psychological
tests given within two-week intervals have test-retest reliabilities between .7 and .1.0. 5 The two tests of writing ability are not reliable by this
criterion. These weak correlations supported by the experience of assessment specialists such as Gertrude Conlan and Edward White confirm that writers' performance can vary substantially from task to task. 6
It is likely, therefore, that many students are misplaced as a result of
using a single writing sample.
TABLE 1. Correlations Between Holistic and Primary Trait Ratings on Two
Tasks

Holistic Rating
Task 1

Holistic
Rating
Task 1

Holistic
Rating
Task 2

Primary
Trait
Rating
Task 1

Primary
Trait
Rating
Task 2

1

.35

.60

.34

1

.21

.73

1

.20

Holistic Rating
Task 2
Primary Trait Rating
Task 1
Primary Trait Rating
Task 2

1

= 497
All correlations are significant at the 0.000 leveL

n

Though a single writing sample is not a valid placement measure,
many find it preferable to a standardized test because a sample has face
validity, meaning the measure being taken appears valid. If you want to
measure writing ability what better way than having someone write.
Face validity is the least sophisticated kind of validity and psychologists
are not satisfied with a measure if it meets this criterion alone.! Construct validity is the type of validity which best assures that the measure
being taken is a valid one. Construct validity has to do with how
accurately a measure reflects the attribute or ability at the theoretical
level. Multiple measures of a construct are used to determine if a
measure has construct validity. Construct validity is established when a
consistent pattern of relationships is found between a measure of a
construct and other measures for the same construct.8
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Writing ability, like intelligence, is a complex theoretical construct,
and like intelligence it is difficult to define. Does a single sample of a
person's writing rated holistically reveal enough of a person's overall
writing ability, enough that decisions concerning placement ca~ be
made? It appears not, given the likelihood that people perform dlfferently depending on the task. Although a standardized test does not face
validity, it is a more valid measure of a person's writing ability than a
single writing sample rated holistically. It somehow captures to a fuller
extent what constitutes writing ability.
Hunter Breland's findings substantiate this view. His correlational
analyses showed that objective measures correlated more highly when
multiple samples of a student's writing were used rather than a sing~e
writing sample. The objective measure captures the factors that underhe
writing ability better than a single rating of a single essay. It was found
that a student's score on an objective measure grows stronger as it is
related to more samples of his or her writing. Breland concludes that a
single brief writing sample is probably a less useful indicator of writing
ability than a brief objective measure. 9
Though standardized scores lack face validity, Breland's research
shows that standardized scores give a more accurate idea of a person's
writing ability since they have construct validity. In ~ddition, s~anda~d
iz.ed test scores are known to have strong and consIstent relatIonshlps
with various means to measure writing ability, such as essays and
success in composition courses. Numerous studies document the strong
relationship of standardized scores, particularly the English ACT and, to
a somewhat lesser degree, the TSWE (the Standardized Test of Written
English) with both writing samples and success in composition classes.
After completing a two-year study at Ferris State College, Jo~n
Alexander found that writing samples did not predict student success 10
composition courses more accurately than ACf scores. Using criterionreferenced analysis on writing samples of 1,200 incoming freshmen, he
found the standardized test scores correlated well with composition
grades and samples of writing, though there were some discrepancies at
the high end of the ACT scores. 1Q
In past issues of Education and Psychological Measurement J~ck S~~w
man et al. report the ACT accurately predicted grades 10 wnhng
courses, II and in other research, Bill Fowler and Dale Ross found a
correlation of .56 between ACT scores and students' composition
gradesY Recently in Research in the Teaching of English Don~a Go~re~1
reported the English ACT had correlations of .65 and .61 wlth hohstlcally rated essays.13
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The correlations derived from the assessment at UT EI Paso were
nearly identical. Writing ability was defined as a student's total score
compiled by adding together holistic and primary trait scores for the
student's two essays (see Table 2). The Pearson correlation between
writing ability and the English ACT was .61, between writing ability and
the TSWE it was .39. Though the TSWE correlation is less than stunning,
the English ACT is highly correlated with writing ability and confirms
that standardized tests can be devised to be strongly related to writing
ability.
Correlations Between Standardized Tests Scores and Writing
Ability-Defined as a Person's Cumulative Holistic and Primary Trait Scores on
Two Essays
TABLE 2.

ACT English

TSWE

Verbal SAT

Writing Ability

.61

N=

.39
296

.39

102

300

All correlations are significant at the 0.000 level.

Apparently, then, some standardized tests are better measures of
writing ability than others. Clearly, objective tests must be carefully
designed to assure they are reliable and valid measures of writing
ability. Some institutions operate under the uninformed assumption
that nearly any objective test with some face validity is an appropriate
measure. To devise a reliable and, at least to some degree, valid objective
test would necessitate piloting the test, conducting an item analysis,
collecting longitudinal data to determine test reliability, and correlating
the test results with writing samples and course grades. Unless this is
done the "in house" objective test is unscientific and unacceptable.
Designing a test takes considerable time, money, and most importantly,
it requires a great deal of expertise. Unless institutions are willing to
make a substantial investment, they should not consider an "in house"
objective test to place students.

Using Standardized Tests for Placement
Given the likelihood of misplacing many students using a single writing
sample or "in house" objective test, many colleges may consider placing
students with a standardized test. However, using standardized scores
for placement is not as easy as looking at scores and slotting students in
courses, initially anyway. The crucial decision is deciding appropriate
cutoff scores. Consider Russell Meyer's findings. Using 854 students
attending the University of Missouri-Columbia, Meyer examined

33

WPA: Writing Program Administration, Volume 10, Number, 3 Spring 1987
© Council of Writing Program Administrators

whether the exemption score on the University's objective writing test
matched well with the students' writing ability. Based on the University's established test cutoff, 57 percent of the incoming students exempted the freshman level writing course, while an examination of
students' writing indicated that only 18 percent should be exempt. 14 Any
college that decides to use standardized tests must check their cutoff
scores against writing samples to assure that they have selected an
appropriate score.
Our composition committee at UT EI Paso was pleased to discover
that our cutoff scores conformed with the committee's idea of the type of
writing that would be expected of students in our developmental and
freshman composition courses. To determine this, the students' essays
from the assessment were compared with students' standardized test
scores. As stated previously, each student in our assessment wrote two
essays and each essay was rated twice using holistic scoring, and twice
using primary trait scoring. The scoring ranged from a low of 1 to a high
of 4; therefore, the lowest possible score a student could receive was an
8, representing l's from all raters on both essays, and the highest
possible score a 32, representing 4's from all rates on both essays. After
examining numerous papers, including anchor papers, we determined
that any student who received a score of 24 (an equivalent of 3's from all
raters) was too advanced for our developmental class. The next step was
to see how many students with a total writing ability score of 24 or
higher had been misplaced into the developmental composition course
on the basis of our current English ACT and TSWE cutoff scores.

I followed the same procedure to see what percentage of students
was not advanced enough for our regular freshman level composition
class (see Table 4). An ACT score of 19 or higher or a TSWE score of 40 or
above is required for a student to enroll in the freshman composition
class. After reviewing papers from the writing sample, our committee
decided that any student who received a writing ability score of 16 or
less ( an equivalent of 2's from all raters) wrote too poorly to be enrolled
in the freshman composition course. After sorting out the incoming
students with English ACT scores of 19 or higher, we discovered that
approximately 4 percent of the students had writing scores of 16 or less.
In other words, about 4 percent of the students were misplaced by our
ACT cutoff. The TSWE was surprisingly more accurate. No students
were found to have writing scores of 16 or less who had a TSWE score of
40 or higher, or, in other words, no students in our sample were
misplaced.

TABLE 4. Percent of Misplaced Students (As Determined by Writing Ability

Score) in Regular Composition Courses at Selected Standardized Test Scores
ACT English Score
19 or Above

Writing Ability
Score 16 or
Lower
N=

At UT EI Paso any student who scores 18 or below on the English
ACT, or scores 39 or below on the TSWE, is placed in our developmental
course. I looked to see how many students with an ACT English score of
18 or below had received a writing ability score of 24 or higher. I found 6
percent of the students misplaced by the English ACT cutoff and 10
percent misplaced by the TSWE cutoff (see Table 3).
TABLE 3. Percent of Misplaced Students (As Determined by Writing Ability

Score) in Developmenal Composition Courses at Selected Standardized Test
Scores
ACT English Score

18 or Below

TSWE Score
39 or Below

Writing Ability
Score 24 or
Higher

N=

34

6%

68

10%

137

TSWE Score
40 or Above

4%
31

0%

118

Our placement could be more accurate. We now have an estimate of
the percentage of students misplaced by our current standardized cutoff
scores, What is needed, however, are frequency distributions of students' writing ability for scores on the English ACT and the TSWE. We
need to examine the frequency distribution of writing ability for students who scored, for example, a 20 on the English ACT so that we will
know the percentage of students who received a writing score of 8 (l's
from all raters) and 9's, up through scores of 32. By examining sample
papers that exemplify the writing ability score of 8 through the highest,
32, we can decide more accurately what our standardized cutoff scores
should be, and simultaneously approximate the percentage of misplaced
students. We are currently determining this.
H a college decides to collect its own writing sample, it should
understand that this procedure for determining cutoff scores is a large
undertaking, larger even than using more than one writing sample for
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placement---at least initially. To determine the cutoff scores, a minimum
of two writing samples must be collected using careful and painstaking
procedures in selecting topics and evaluating the papers. In addition,
frequency distributions must be obtained from the data, and lastly a
committee must decide cutoff scores using sample papers. However,
unlike placement with writing samples, establishing cutoffs need only
be conducted once, or perhaps infrequently. The shorHerm investment
had long-term gains.
It may be possible to dispense with the need for individual colleges
to collect writing samples and produce frequency distributions in order
to determine their cutoff scores. With the exception of certain ethnic and
socioeconomic groups, it is unlikely that the frequency distribution of
students' writing ability will vary greatly nationally. The exceptions are
writers from minority cultures, since these writers are known to produce
a different frequency distribution from "white" participants. Generally
the standardized tests render a more negative view of minority students'
writing ability than their writing samples indicate. 15 Nationally as colleges conduct their own assessments, share their frequency distributions, and characterize their student populations, a reliable database will
be founded. Colleges can then dispense with their own data collection
and form committees to determine local cutoff scores by examining
distributions and sample papers from colleges with similar student
populations.

Conclusion
The most valid and reliable means of assessing writing ability remains a
thorough examination of carefully obtained multiple samples of an
individual's writing. Since this is an unrealistic alternative for most
institutions, the majority have opted to use a single writing sample.
Perhaps many administrators are unaware that a single sample is not
very reliable or valid. Others, knowing this, may continue to use a
writing sample because they fear the message standardized tests send to
students and educators. The negative message some educators fear
students will receive is: "The university considers writing a collection of
editorial skills," since this is the emphasis of standardized tests. But
students who take standardized tests do so with college entrance in
mind, not composition placement, and the time between the test and
entrance to a university is generally long enough that students would
not think the content on standardized tests is the content of college
composition classes. A writing sample for placement sends out a negative message as well: "The university considers writing a way to assess
certain abilities to place you in a course. This composition is a test. What
you have to say will not be responded to, rather how you say it will be
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evaluated." Writing for the purpose of placement turns writing into a
vehicle for assessment rather than a means of communication.
What is cause for concern is the message sent to educators. In the
recent past the shift to placement by a writing sample helped usher in an
era of more reasoned composition instroction. Is it possible to keep the
public and educators from interpreting the use of standardized tests as a
call for instruction in editing skills? Until educators distinguish testing
from instruction there will remain compelling reasons to include a
writing sample in conjunction with standardized test scores. The standardized test is necessary for valid, reliable placement. A writing sample
is, for the time being, the costly and perhaps necessary insurance to
preserve the current strides in composition pedagogy.
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Writing Assessment: Issues and Strategies. (New York: Longman, Inc.,
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In their well-known Evaluating Writing (1977), Charles Cooper and
Lee Odell identified at least eleven reasons to assess students' writing,
reasons that range from diagnosing writing problems to evaluating
instructional methods. They noted that writing assessment must meet
the often incompatible requirements of administration, teaching, and
research. They emphasized that the term "evaluating" subsumed the
various tasks of "describing, measuring, and judging."
Ten years later, the term "assessment" reflects continuing attention
to the range of purposes for close examination of students' writing or
student writers. As WPAs, we are often preoccupied with writing tests
required by university officials, funding agencies, or legislatures, but we
are also writing teachers who want to measure our students' progress,
and we are writing researchers who need to describe written products
and writing processes.
Whatever our involvement in assessing writing, three recent books
will help WPAs to reconsider its purposes, to anticipate problems, and
to envision new possibilities. These books approach writing assessment
from differing perspectives and for different reasons, reminding us, as
Cooper and Odell did, that "it is critical for teachers, researchers, and
curriculum evaluators to know why they are evaluating before they
choose measures and procedures" (Evaluating Writing Ix).
The best-known purpose of writing assessment has been to establish
campus, system, state or even national standards of writing proficiency
that could control students' placement into writing courses, certify their
WPA: Writing Program Administration, Vol. 10, Number 3, Spring, 1987
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competence after instruction, or both. These institutional goals are
addressed by Karen Greenberg, Harvey Wiener, and Richard Donovan,
co-directors of the National Testing Network in Writing, a project
initiated at the City University of New York and supported by the Fund
for the Improvement of Postsecondary Education (FIPSE). Derived from
the work of that network, Writing Assessment: Issues and Strategies,
collects essays on topics that its editors believe "are the core of any
testing effort and, taken together, can help any institution formulate,
reformulate, refine, and implement a comprehensive program for assessing student writers" (xv).
These "core topics" include the history and context of writing
assessment, research on evaluating writing, the benefits and drawbacks
of testing programs, equity in evaluating the writing of black students
and those who speak English as a second language, procedures for
undertaking a large-scale assessment, comparisons of direct with indirect measures, and an annotated bibliography of some fifty items.
Contributors are well-known in the fields of teaching and assessing
writing and bring to this book considerable experience as WPAs and
researchers (Andrea Lunsford, Steven Witte, Kenneth Bruffee, Daniel
Fader, Edward White, Rosemary Hake), university administrators
(Marie Jean Lederman, Roscoe Brown), developers of state-wide and
national writing assessments (Gordon Brossell, William Lutz, Rexford
Brown), and ETS personnel (Sybil Carlson, Gertrude Conlan, Brent
Bridgeman).
While they are concretely aware of "pitfalls" in writing assessment,
contributors to this volume support its practice and urge refinements in
methods. The editors concede, however, that in today's institutions
testing will occur with or without the support of teachers, so they urge
that teachers become part of the process by asserting that "we know
what good writing is, how to describe it, and how to assess it" (xiv).
Contributors, nevertheless, undercut this claim as they elaborate upon
unanswered questions and unsolved problems in writing assessment.
Many caution that testing is valuable only insofar as test-makers and
test-users are well-informed about its limitations.
In addition to demonstrating a program's impact or its students'
proficiency, testing writing may improve the teaching of writing. Exploring this connection is Edward White's purpose in Teaching and
Assessing Writing, in which he concludes from his experience with largescale testing that "better understanding of how to test writing at any
level will improve classroom teaching at all levels" (4). White argues that
the process of developing and scoring an essay test is a powerful model
of faculty development (48), and he believes that this process may
usefully be imported into the writing classroom (Chapter 13). Although
he fears that "most testing of writing is poorly done, destructive to the
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goals of teaching, and improperly used" (2), White .favors the caref':llly
conducted holistic scoring of student essays. Offenng both theoretical
and pedagogical justification for the practice, White devotes se,:,eral
chapters to explaining how to develop, administer, and score a dIrect
assessment of students' writing using holistic evaluation procedures. In
comparison to Greenberg et a1., who identify the ingredients of a testing
program, White provides a recipe. Here WPAs will find pra.ctical advice
for managing all phases of writing assessment, from predicting the costs
to providing the coffee. Besides the "how-to" chapters, though, White
discusses the politics of testing, the limitations of measurement, and
how research in writing and reading impinges on assessment.
Both books reflect an uneasiness about what Brassell calls the "inchoate state of development" of research in writing assessment ("Current Research and Unanswered Questions in Writing Assessment,"
Writing Assessment 179). WPAs hopeful of finding a reliable writing test
to import into their programs will be advised by these authors to
develop their own, involving local faculty and clarifying local criteria.
Creating a test is something like crawling through a mine field, howeVer. In Writing Assessment. Brassell reviews research about t~e "mai.or
situational variables" of topiC, writer, and procedures, whlle White
warns of "pitfalls" (a position further elaborated in his own book). Th.eir
positions are supported by an article in Educational Measurement which
sets forth a list of "known sources of data contamination" that includes
every step in the assessment process from developing .the writi~g
assignment to generating and reporting test scores (Meredith and WIlliams). Its authors believe that "unless stability is brought to writing
assessment programs, the information provided to students and teachers will not have the accuracy needed for effective instructional planning" (35). Brossell concludes that at present "the whole enterprise is
not likely to serve any purpose higher than routine sorting and certifying" (Writing Assessment 179).
WPAS have purposes for writing assessment that go beyond sort!ng,
certifying, and faculty development, however, and we have questIOns
that holistically-scored essays cannot answer. As White points out
holistic scoring does not provide diagnostic information, does not
measure against an absolute standard, and is usually less reliable than
its practitioners report (Teaching and Assessing 28-29). From a broader
perspective, Witte, TrascheL and Walters conclude that "the critical. iss~e
facing educational evaluators both historically and at the current time IS
not the relative efficacy of indirect or direct methods of assessment but
rather the question of what is being measured in any purported assessment of writing abilities" ("Literacy and the Direct Assessment of
Writing," Writing Assessment 31). They observe that tests arise. f~om
conflicting assumptions about the nature of thought: whether It IS a
possession ("static") or a process ("dynamic).
41

WPA: Writing Program Administration, Volume 10, Number, 3 Spring 1987
© Council of Writing Program Administrators

Lester Faigley, Roger Cherry, David Jolliffe, and Anna Skinner
practice on ~oth grounds---that holistic scoring
IS an madequate method and that wntten products are an inappropriate
focus. Conducting research at the University of Texas at Austin (supported in part by FIPSE), they developed ways to find out what writers
know about composing and what they do as they compose. In Assessing
Writers' Knowledge and Processes of Composing, the authors assume that
" . . . if we recognize the diversity and complexity of writing in our
society by attempting to teach writing as a process, we must go beyond
the relative 'goodness' of students' texts to focus on their knowledge
and strategies" (xiv). From this premise they argue that "Understanding
what a writer knows is essential to understanding why the writer does
or does not make particular decisions and execute particular strategies
during composing" (68). As many researchers have discovered, compar~
ison of written products prior to and after writing instruction often fails
to demonstrate progress. WPAs, and those to whom we report, may be
unable to recognize salutory effects of instruction unless we "look for
evidence of awareness of composing strategies as well as textual indica~
tions that these strategies have been put to work" (191).

referenced versus norm-referenced measures, and observation of written texts holistically or analytically. For example, Faigley and his colleagues believe that WPAs need better ways to describe the features of
(i.e., analyze) students' texts and writing processes, while White argues
that "analytic scoring is uneconomicaL unreliable, pedagogically uncertain and theoretically bankrupt" (Teaching alld Assessing 124).

~hall~nge contemporary

Most contributors to these volumes are comfortable with writing
assessment only when its purpose is to place students into appropriate
classes and its method is some variety of holistic evaluation. For example, Dan Fader outlines a series of benefits to students, faculty, and
program as a result of the writing placement test at the University of
Michigan ("Writing Samples and Virtues" in Writing Assessment). White
reports that 'The nineteen-campus California State University established a system-wide placement test for entering freshmen in 1977,
but it did not do the same for its graduation proficiency requirement"
(Teaching and Assessing 40). Rather, most campuses instituted an advanced writing course or offered a proficiency test only as an alternative
to the course.

Part I of this book provides a comprehensive review of research in
which Faigley et al. classify "process" viewpoints of composing into
three categories called "literary," "cognitive," and "sociaL" Attending to
all three views, they describe and evaluate research on writers' processes (planning, producing text, revising) and writers' knowledgedefined as "tacit" (what writers know about composing strategies) and
"declarative" (what they know about subject matter, organization, and
rhetorical goals) (67).
Next the authors explain the instruments and procedures that they
developed to assess changes in writers' knowledge of composing (Part
II) and composing processes (Part III). They conclude by reiterating the
need for a theory of writing assessment and sketching its elements (Part
IV), supporting their research with a bibliography of more than 500
titles. The authors argue their position convincingly, providing frequent
introductions and summaries to guide readers through the theoretical
background and to demonstrate its relationship to the products of
research. Their methods for assessing change in writing and in writers
will be useful in the classroom, in student conferences, and in small
projects, as well as suggesting new approaches to large-scale assessment.
Although it has a long history, writing assessment remains full of
unsettled issues---from the practical (how to achieve reliable scoring) to
the profound (conflicting values of humanistic and scientific traditions).
Authors represented in all three texts disagree about such things as the
role of indirect measures in writing assessment, the uses of criterion42
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The more consequential the writing assessment becomes for the
students who are tested, the more tests are viewed with alarm. An
unreliable placement decision can be rectified by a teacher or WPA, but
an unreliable proficiency test can bar a student from the program of his
choice or stand in the way of her degree. Despite the seriousness of
these issues, WPAs involved in proficiency testing will not find in these
books answers to such questions as what happens to students who fail
proficiency tests or how writing tests have been challenged in the
courts. Ken Bruffee reports that the CUNY Writing Assessment Test
(WAT) was intended as a proficiency test but, for poltical reasons, was
administered to students upon matriculation ("Beginning a Testing
Program" in Writing Assessment). The WAT has spawned a series of
developmental writing courses at CUNY campuses, where students
must pass the test in order to continue past their sophomore year. When
participants at the 1984 NTNW conference asked about the consequences of failing the CUNY WAT, Marie Jean Lederman was reported
to have said that "usually the student is allowed to continue because of
the pressure for FTE" ("Writing Assessment in Universities" 7). White
points to the upper-level remedial English course as one outcome of
proficiency testing (42).
Many problems such as these cannot be resolved by WPAs and their
faculties alone. The difficulties of assessment on a large scale extend
beyond the design of a single writing test. Cooper and Odell warned in
1977 that "to achieve a comprehensive description of student performance or a reliable rank-ordering of a group of writers," especially to
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assess their performance for different purposes and in different modes,
"we need multiple pieces [of writing] on multiple occasions" (xi).
Among the authors in these books, however, only Faigley describes a
procedure in which multiple pieces of writing for each student were
included. The project was supported by outside funding and designed
to evaluate a program rather than the proficiency of a student. The limits
of time and money force most WPAs to accept a single writing sample as
the basis for assessment.
Writing assessment demands cooperation between the humanists
who teach writing and the sdentists who measure outcomes. In a poignant "Personal Statement on Writing Assessment and Education Policy,"
Rexford Brown explores the dissidence between the humanities and
sdences, reminding us that "evidence is construed and used differently;
beliefs are treated differently; warrants for beliefs in one tradition are not
warrants in the other" (Writing Assessment 46). Although he believes that
educational reform can come about through research in writing assessment, Brown observes that right now, writing tests best serve the
"managerial" emphasis in education. Because circumstances have made
testing a reality at most institutions, arguments about whether to test
and why often give way to the concerns of when and how. Testing is a
political act, these authors remind us; in Bruffee's words, "A test is a
bludgeon in a profession that advances, if it advances at all, only by
strokes and pats" (Writing Assessment 97).
Fully aware of the problems and pitfalls of writing assessment, the
authors represented in these books remind us that assessment is an
essential ingredient in instruction. They urge that writing teachers
become informed about and involved in the assessment of OUT students,
our courses, and our writing programs. The information and advice
they offer will help WPAs to clarify our purposes, to anticipate andoccasionally-avoid problems, and to discover new possibilities for the
testing and, more important, the teaching of writing.

Works Cited
Cooper, Charles, and Lee Odell. Evaluating Writing: Describing, Measuring,
Judging. Urbana, Illinois: National Council of Teachers of English, 1977.
Meredith, Vana Hutto, and Paul L. Williams. "Issues in Direct Writing Assessment: Problem Identification and Control." Educational Measurement 3
(1984):11-15 +.

"Writing Assessment in Universities." Notes from tlu> Nahonal Testing Network in
Writing (December 1984):7.
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Linkage Grant for the Improvement of
Composition Teaching
William K. Buckley
Introduction
In their essay "A National Survey on the Assessment and Improvement
of the Academic Skills of Entering Freshman" (WPA, 7,3, Spring, 1984),
Lederman, Ribaudo, and Ryzewic state that while "forming productive
working partnerships among elementary, secondary, and college teachers' is often a Herculean task, such partnerships should result in
developing collaborative curricula, assessment instruments, and more
effective teaching methodologies" (15). This report describes such a
"Herculean task." 1
To get a group of college teachers and high school teachers to sit
down in one room together for any length of time, in order to share
stories about mutual problems in teaching basic composition, is a very
rare event. Yet this is exactly what happened in August of 1983 at
Indiana University Northwest, in Gary, Indiana. Funded by the Lilly
Endowment Incorporated, and labeled a cooperative project for the
improvement of writing skills among high school students, the linkage
grant supported ten high school teachers and five college teachers to
meet on a regular basis in workshops and classrooms for one year.
Because public school writing teachers have tended to view the university as a consulting service, or as a place for continuing education, rather
than as a partner in planning writing projects, the relation between
college teachers and secondary school teachers has often been that of
coach and player, rather than that of professional colleagues sharing
similar interests and objectives. It was gratifying to see that more
cooperative attitudes developed between teachers involved in this project, and that surprising channels of communications were established
for future discussion on writing program administration.

Description
Indiana University Northwest and the Gary School Corporation have
had a number of cooperative efforts of the past 15 years, but this was the
first where composition teachers would meet and share problems and
techniques. 2 The project director was the Indiana University Northwest
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Chairman of Arts and Sciences, consultants were the Associate Dean for
Academic Affairs and the Chairman ot the English Department, and the
coordinators of the program itself were the Director of the Indiana
University Northwest Guided Studies Writing Program, the Director of
Freshman Writing at Indiana University Northwest, the Supervisor of
English and Language Arts of the Gary Community School Corporation, and the Gary School Supervisor of Gifted and Talented Programs.
Both high school teachers and college teachers exchanged information on their writing programs, and sought new ways to explore the
problem of large numbers of high school graduates needing college
remedial writing. During the initial planning sessions for the project,
high school officials and college administrators noted the lack of a
sequential writing program in Gary from kindergarten to high school.
Both also noted that the average secondary school teacher completed
less than one semester hour of work in the teaching of composition
before beginning their first assignments. Therefore the following objectives were to provide for serious in-service training. Chosen college
writing teachers planned and coordinated a two-part program: a) a
three-week period of half-day workshops during late summer; b) a twosemester period of formalized collaboration involving 12 two-hour sessions composed of group workshops, team classroom visitations, and
cooperative teaching plans.

Program Objectives
1. To increase the opportunity for verbal and written communication
between secondary school English teachers and writing instructors at
Indiana University Northwest.
2. To share recent research on theories of composition.
3. To review and develop new strategies and techniques to help students write more to the level expected of them in each grade.
4. To help grant participants become practIcmg writers as a way of
maintaining and increasing their dedication as writing teachers, and
as a way of improving teaching competence.
The specific responsibilities of the university staff were as follows: a)
to provide information on writing requirements for high school students
entering Indiana University Northwest; b) to organize and provide
leadership for in-service meetings which focused on improving the
writing skills of students with average or above average abilities; c) to
select new materials and provide innovative programs; d) to conduct inservice training at high school locations. The specific responsibilities of

-1-6

the high school staff were: a) to share information on high school writing
programs; b) to assist with in-service training; c) to evaluate and select
new materials and programs.
Designed to spark intense discussion and participation, the program
achieved its goal of creating time for free thinking, reading, and experimenting. By attending, for example, lectures on how the child thinks as
he writes, by trying out new ways of teaching the paragraph, and by
meeting as a group to discuss grading criteria, both high school teachers
and college teachers realized how much they had in common. Most of
the participants declared that as teachers they were dealing with the
same problem, no matter what the age of the student: how to get the
student to write a clear and intelligent essay. College teachers discovered that the program helped them bridge a gap in their minds between
the kind of writers sitting in their college classrooms after graduating
from high school, and the kind of writers who inhabit most of our high
schools.

Evaluation
Summative and qualitative data were collected in order to evaluate the
project. Pre-writing and post-writing samples, journals, creative writing
samples, and assigned essays were collected from students in order to
measure progress before, during, and after the program.
Written evaluation forms were requested of all groups. Examples of
the kind of information collected are as follows:
A) Student participants evaluated:
1. Self growth
2. Curriculum-as-planned
3. Curriculum-as-taught
4. Curriculum-as-learned
5. Personal writing samples
B) Instructional staff evaluated:
1. Performance of each student in detail
2. Curriculum-as-planned
3. Curriculum-as-taught
4. Curriculum-as-Iearned
5. Improvement in written work

C) Supervisors evaluated:
1. Overall effectiveness of total program
2. Objectives and outcomes realized
3. Curriculum-as-designed
4. Curriculum-as-implemented
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The "Questionnaire for Teachers," developed by the CCCC Commit~ee on Teaching and its Evaluation in Composition (see the May 1982
tssue of College CompositIOn and Communication), was administered twice
to ~oth high school and college teachers: once at the beginning of the
p~oJect, and once at the ~nd. The questionnaire helped both groups
discover mutual assumptIons, problems, and surprising similarities
about the teaching of writing.

secondary colleagues. The discovery of these kinds of similarities and
differences, discussed openly by alL remains the major strength of a
linkage program. Such information has impact not only on the formation of high school curricula by secondary administrators, but also on
what coJlege instructors may emphasize in their classrooms. Writing
program administrators contemplating such a linkage program may
want to begin their meeting using this questionnaire.

Secondary school participants were asked to give reports on the
instructional units they had designed for the project. The effectiveness
of each unit was assessed by both groups of teachers in discussion
sessions and reports were written to the project director.

The "Writing Anxiety Scale" showed that high school teachers were
more anxious about their writing skills, and about the act of writing
itself, than were college teachers. Statements which initiated the most
writing apprehension were: "1 feel confident in my ability to dearly
express my ideas in writing"; "discussing my writing with others is an
enjoyable experience"; and "I don't think I write as well as most other
people." These three statements not only characterize the worries students have about their writing, but they also characterize what most
teachers of writing in our project felt about their writing. All of us
admitted in our discussions with one another that we were hard on
ourselves when it came to believing that we were good writers. Clearly,
an experience such as this can benefit both high school and college
teachers, especially since all of us discovered that our anxiety about
writing was not as alienating as we thought it to be. Post-test scores
from the "Anxiety Scale" did show a slight reduction in our level of
anxiety.3

To assess changes in student writing, holistic ratings of student
writing samples from secondary school classes were undertaken. The
criterion was that established during the summer workshop by all the
participants: those cognitive and writing skills judged necessary for
success in college. Long and heated discussions over criteria to be used
eventually lead to an agreement between high school teachers and
college instructors as to what writing standards are required for certain
grade levels. Many participants noted, for example, that having a clear
main idea or thesis statement was more important than having perfect
spelling. Others noted that both high school and college teachers were
concerned about how well students developed their ideas with concrete
examples. Everyone agreed, however, that the essential skill necessary
for success in college is the one which can clearly state an issue, and
then use evidence to support it. All secondary teachers agreed that
knowledge of grading criteria used by college instructors of composition
would help them be more effective teachers.
One more tool of evaluation was used. In order to explore certain
personal attitudes which both grant participants and students had about
their writing, the Daly and Miller Writing Anxiety Scale was administer~~ twice to both groups before and after the project. Anxiety about
wntmg was found to be prevalent among teachers and students alike.

Results
The "Questionnaire for Teachers" failed to reveal any significant differences between what high school teachers expect in good writing, and
what college teachers expect. Both groups discovered that organization,
clarity of thought, paragraph structure, sentence variety, verb tense,
and punctuation were their concerns. However, college teachers placed
more emphasis on content than did high school teachers, and they
expected more originality and creativity in student writing than did their
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Overall reactions on the part of school administrators and teachers to
the linkage program were positive. Communication between university
writing teachers and area high school writing teachers came to be seen
as much more important and productive than administrators had realized. By discovering similar problems in the teaching and administrating
of writing programs, college and high school teachers no longer felt
isolated from one another as professionals. College writing program
administrators should note that in planning such a linkage program for
thetr own schools, emphasis should be placed on ways to encourage and
usc the camaraderie which will naturally develop between high school
and college teachers. Since popular conceptions about intellectual "barriers" and wide curriculum differences between secondary schools and·
universities were broken down, fruitful workshops and class visitations
were possible. As one college teacher put it "Whether or not I would
have consciously recognized it, 1 was thinking of this as missionary
work-not necessarily pleasant, but necessary. The linkage program
hasn't been like that. I have received more sense of renewal of purpose
and more specific, helpful teaching techniques than anywhere else in
my fourteen years of teaching. The high school teachers are giving much
to me."
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Weaknesses in the program revolved around appropriate follow-up.
Feeling pressured to meet the administrative demands of curriculum
deadlines, high school teachers who implemented new techniques
learned from workshop discussions did not have enough time to adequately test the results of their experiments. Follow-up discussions were
held, but samples of student writing performed before and after the
implementation of experimental units were found to be unreliable.
Secondary school administrators who want to plan linkage programs
with their area universities may want to insure that adequate methods
for reliable follow-up are defined and distributed before the program
begins, and that room for teachers to explore new ways of teaching
writing be built into the curriculum.
To close with a few remarks by both high school and college teachers
is, I think, appropriate. The following descriptions were submitted on
evaluation forms at the end of the project.
"One of my college team members and 1," said one high school
teacher, "are going to continue collaborating on a research project
investigating the composing process of ninth graders with the hope of
publishing our results."
"I plan to continue to use sentence combining exercises in all of my
English classes, as well as pre-writing exercises, which I have learned
about from the linkage program," said another high school teacher.
Said one college instructor: "Perhaps my strongest impression of
high school teaching, after the Lilly Linkage Grant, is of its difficulty, of
the physical and psychological demands it places on the teachers."

2"Project SEED" was a mathematics program for elementary school children
funded by the National Science Foundation (NSF). The "CLASS Program"
(Collegiate Level Advancement in Secondary School) had Indiana University
Northwest offer credit courses in local high schools for gifted students. The
"Health Science Summer Project" helped minority high school students of high
ability plan to pursue health careers.
JHere are the results of the "anxiety" profile for my two groups of high
school students: a) pre-test showed 94% anxiety for grades 9 + 12. b) Post-test
showed only 35"10 of 9th graders were anxious about writing, but it showed that
75% of 12th graders remained anxious. Research is needed to find out if writing
anxiety plays a role in poor writing entrance tests for incoming freshmen.

Appendix: Resources Used by Linkage Grant Participants
Donovan, T. R., and McClelland, B. W. Eight Approaches to Teaching Composition
(NCfE, 1980).
Cooper, C. R., and Odell, C. Evaluating Writing (NCTE, 1977).

- - , Research on Composing: Points of Departure (NCTE, 1978)
Lindemann, Erika. A Rhetoric for Writing Teachers (New York: Oxford Univ. Press,
1982).
Perrin, Robert. "With Reason and Less Pain: Preparing High School Students for
Freshman Composition." College English, 44 No.4 (1982), 405-412.
"Evaluating Instruction in Writing: Approaches and Instruments." College Composition and Communication, XXXIII (May, 1982), 213-229.

And finally, one of the high school teachers who had visited a college
composition class and had asked the students what they would tell
teachers and students in their high schools about writing, related this
message from the students:
"Take it more seriously. Make us do a lot more of it. It's a real pain to
take a remedial class after you get to college." These messages, she said,
"carried back to our schools, are the heart of what linkage programs are
all about."

Notes
IThe Yale-New Haven Teachers Institute has had an ongoing collaborative
project between university faculty and New Haven high school teachers since
1978; for a full account see Teaching in America: The Common Ground (New York:
College Entrance Examination Board, 1985).
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Coming of Age: The WPA Summer
Workshop and Conference
Lynn Z. Bloom and Richard C. Gebhardt

Writing program administrators love to organize. It's in their blood,
along with DNA and an abundance of red corpuscles. They can't help
themselves. So if an organization doesn't exist, they invent one to fill the
vac)lum. 1 In the first stage of development, members hold meetings to
discuss matters of common interest, to provide moral support, even to
lobby for the organization's newly-vested interests. 2 The second stage of
growth and development requires a journal to reach those who can't get
to the meetings.) In the third stage of organizational maturity the
members proselytize, recruit, and train new members to learn the
folkways of their forbears, the tricks of the trade, the state of the art;
they can do this with particular efficiency-and gusto-during a summer workshop and conference. 4
That is the current developmental stage of the Council of Writing
Program Administrators, which held its fifth Summer Workshop in the
summer of 1986 at Miami University of Ohio, in conjunction with the
first WPA Summer Conference. We report on both here.
Like any five-year-old, the Summer Workshop is still in its formative
stages. During these five years, WPA has been experimenting with the
Workshop's size, format, and content. After the fourth Workshop
(which shrank the earlier ten-day format into five), the WPA officers
decided to try instead an even shorter, more intensive Workshop of twoand-a-half days, followed by a Conference of equal length. So the
experimentation continues, as it probably will for the foreseeable future. s The following discussion identifies the general principles and
ways in which they are currently being applied.

Why. The Summer Workshop and Conference should enhance writing program administrators' professional development and promote
cooperation among writing programs in two- and four-year colleges
throughout the country. There are differences between the two-in size,
schedule, and leadership--but the unifying aim of both is to bring
writing program administrators together to exchange ideas in an intimate context, relaxed but purposeful.
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Who. The Workshop should be smalL not more than twenty-five
participants, preferably from a diversity of colleges and universities
throughout the country. The Conference can accommodate a larger
number, but it should be small enough (under 200) to be friendly and
cohesive. New directors of writing programs (up and down and across
the curriculum) and writing centers should attend. Indeed, a dozen
have attended each Workshop, and eighty participated in the first
Conference--ranging from new M.A. s or Ph.D s to more seasoned
scholars, some with new full-time jobs but many years of part-time
teaching. In addition, experienced administrators also came--deans,
division and department chairs, longer term WPAs-some with vintage
doctorates in literature, others with recent doctorates in rhetoric or
writing research.

This eclectic mixture might seem at the outset too diverse to be
mutually beneficial; what are the advantages for people who already
know how to do their jobs? A typical answer comes from a veteran
composition teacher, for nine years a department chair before becoming
writing director at another university: "I very much appreciated the
opportunity to spend a week with like-minded souls discussing what
we do with our lives. Like the rest of those who attended, 1 am
somewhat professionally isolated, and it helped me immensely to hear
what others are doing and to be able to submit my own program to the
judgment of others. I returned home with renewed confidence that I am
on the right track and that there is a place for me in this particular
professional world."
Who else. The success of the Summer Workshop and Conference also
depends on the efforts of the Conference Chair (the overall coordinator
of the week's activities), the Workshop Leader, Conference speakers and
discussants, and the Local Arrangements Committee, unobtrusive but
indispensable.
The Workshop leader should be a mover, a shaper, a survivor, and
an enabler. Past leaders have included Harvey Wiener (La Guardia
Community College), Tim Donovan (Northeastern University), Maxine
Hairston (University of Texas), Linda Peterson (Yale University), Lynn
Bloom (Virginia Commonwealth University). Leaders not only have to
know (and be known in) the field, and be experienced survivors of life in
the trenches and on the hot seat, they must be able to integrate the
group quickly, and willing to provide considerable professional information and support not only during the Workshop, but in the years that
follow. A paradigmatic paradox: The leaders must plan the Workshop
very thoroughly in advance, but be flexible enough to accommodate
topics and interests that develop during the Workshop sessions. Most
importantly, Workshop leaders must incorporate the expertise of the
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participants and draw on that at all times. No single person (perhaps
fortunately) has experienced everything a Writing Program Administrator needs to know, but the participants as a group possess enough
knowledge and strategic sense to engage the hearts and minds of
everyone present.
The Conference Chair needs to understand the big picture of writing
program administration in order to fit the key pieces into the conference
frame--focusing the conference on issues of general interest and concern, planning a lively and varied program that includes participants of
diverse types and amounts of experience, from experts to relative
newcomers. The chair is also responsible for the organizational matrix
into which these key pieces fit-handling publicity (WPA tries to reach
every writing program administrator or department chair in the country), registration, scheduling the program and lodging facilities, answering inquiries, working with the local arrangements committee to ensure
appropriate food, fun and facilities-the list is endless.
Featured speakers not only share their research at the Conference
itself, they provide focal points for the advance publicity designed to
attract paper proposals during the following winter and spring. The
1986 Conference, for instance, fea tured major addresses by Winifred
Horner (Texas Christian University) on illiteracy and the English Department," Edward P.J. Corbett (Ohio State University) on" A History of
Writing Program Administration," and Maxine Hairston (University of
Texas) on liThe Future(s) of Writing Program Administration." Just as
important are the individual or team presentations by conference participants (see next section, below).
What. The Workshop should provide a substantive overview of the
current issues in writing program administration, as well as some
practical sense of how particular writing programs can accommodate
these. Recent workshops have focused on some or all of the following
topics: the many roles of the writing program administrator; freshman
writing programs, models and sequences; grading and scoring; assessment and placement; writing centers; support services; faculty development (recruiting, training, and supervising new TAs and part-time
faculty; re-training and re-inspiring experienced faculty); computers and
writing programs; time management; program evaluation; budgeting
and grantsmanship; and-always of compelling interest-professional
survival and predictions about the future of the profession. Additional
topics arise from the participants' needs and interests, the ever changing
field, and the particular expertise of faculty from the host institution.
Participants and leaders share with everyone descriptions of the writing
programs in their own institutions, syllabi, writing assignments and test
topics, and bibliographies.
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Recent workshops have been praised for "sticking to an organized
agenda and presenting information based on research and experience,
rather than falling back on anecdote and group 'rapping' to support a
loosely planned program. 6 The quality and quantity of substantive
material was therefore very high. I also found the perspectives of
different composition programs valuable and illuminating, and have
already referred to the shared materials and bibliographies numerous
times."
The Conference extends and supplements the Workshop; in fact,
their programs cover similar topics, but often from different perspectives. The Conference's intimate size enables each featured speaker to
appear in a solo session that encourages considerable discussion after
the formal talk. During the rest of the time no more than two sessions
meet concurrently; in these, individual speakers or teams (again, with
substantial audience interaction) address such issues as: "The Role of
the Writing Lab within the Writing Program," "Budgets and Finances,"
"Evaluating Writing: Department-Wide Holistic Approaches," "Building
a Writing Across the Disciplines Program," "Administrative Challenges
of the Computerized Writing Program," "The Job of the Associate
Writing Director," and "Building a High-Yield, Low Budget ESL Program."
When. The Workshop and Conference must be offered in the summer
at a time when WPAs have a bit of breathing space. The only feasible
time is late July or early August, when summer session programs are
ending and before the ides of August have arrived. This time has two
further advantages: It does not conflict with the other summer conferences that have been mushrooming in June and July. It also enables
these events to become the life raft launched for people who have had
writing program administratorships thrust upon them at the last minute; there are more people trying to stay afloat in uncharted seas than
meet the eye.

How Long. The Workshop should be long enough to cover the
essentials expeditiously, and to provide time for informal interchange
among the participants. The optimum length isn't clear, although the
2112 day version supplemented by the Conference may do the job,
particularly if all Workshop participants attend the Conference. At the
Conference they will find, as one person observed, "not only reinforcement of what was said in the Workshop, but also an opportunity to see
how some of the ideas discussed in the Workshop have been put into
practice in various programs around the country." The new format
remains to be tested and refined. We are still in the process of coming of
age.

Notes
IWiener's First Law of Writing Program Administration.
2Wiener's Second Law of Writing Program Administration.
3Wiener's Third Law of Writing Program Administration.
4Wiener's Fourth Law of Writing Program Administration.
5The Writing Program Administrators' Creed. WPAs, incessant tinkerers, are
never satisfied with the status quo.
6Thereby overcoming earlier problems. See Stephen Zelnick, "A report on
the workshop on the administration of writing programs, summer, 1982," WPA,
6 (Spring 1983),11-14.

Where. The Workshop and Conference should be offered in a pleasant location, where they can be affiliated with a local university that will
provide meals, lodging, library and recreational facilities, xeroxing,
student assistants, and where faculty and graduate students can be
involved in the sessions. It should be possible for participants to bring
their families for vacations in the vicinity. In the interests of making the
proceedings accessible to participants throughout the nation, WPA
shifts the location among sites in the East, Midwest, and West, ranging
from Martha's Vineyard to the University of California at San Diego,
from the University of New Hampshire to Miami University at Ohio, to
the forthcoming 1987 Workshop at Utah State University in Logan.
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Bibliography of Writing Textbooks
Barbara T. VVeaver
WPA is pleased once again to offer a guide to new textbooks in writing to
aid WPAs and writing teachers in reviewing and selecting texts; this
edition includes texts published during the 1986-87 academic year.
Participating publishers have provided the information for annotations,
which have been edited to maintain objectivity. The terms "process"
and "product" in descriptive annotations refer to the publisher's representation of a text's orientation or methodology. Unless otherwise
noted, all texts are available as of this publication date; prices and
number of pages may be tentative.
Because of space limitations, I have excluded computer software
unless it supplements a listed textbook, and I have excluded anthologies
of literature from the category "Composition and Literature Texts"
unless they focus on writing about literature. Each text is listed only
once in one of the following categories:
Classification Outline
I. Developmental Writing Texts
A. Handbooks
B. Rhetorics
C. Readers
D. Workbooks
E. Special Texts
II. Freshman Writing Texts
A. Handbooks
B. Rhetorics
C. Readers
D. Workbooks
E. Special Texts
III. Advanced Writing Texts
A. Rhetorics
B. Readers
C. Composition and Literature Texts
D. Business and Technical Writing Texts
E. Special Texts
IV. Professional Texts
I. Developmental Writing Texts
A. Handbooks (None listed)
B. Rhetorics
WPA: Writing Program Administration, Vol.
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College Writing Basics, by Thomas Tyner (Wadsworth; 464 pages; $19.75;
1987). Presents grammatical material within the context of the writing
process. Appropriate for first course in a two-course basic writing
sequence. Includes examples, exercises, and introduction to essay writing. Instructor's Testing Manual.

Passages: A Writer's Guide, by Richard Nordquist (St. Martin's Press; 448
pages; 1987). Offers rewriting, drafting, and revising activities for different types of writing. Assignments move from simple to complex and
from subjective to objective. Includes sentence combining and grammar.
Instructor's Manual.

Composing with Confidence, by Alan Meyers (Scott, Foresman; 428 pages;
$14.95; 1987). Uses a process approach to paragraph and essay writing
as well as sentence-level grammar, mechanics, spelling, and style.
Numerous exercises. Instructor's manual.

Process and Structure in Composition, by Barbara Clouse (Macmillan; 1987;
448 pages). Combines process and product approaches to developmental writing instruction. Instructor's Manual.

Confidence in Writing: A Basic Text, by Ed Reynolds and Marcia Mixdorf
(Harcourt Brace Jovanovich, 224 pages; $11.95; 1987). Developmental
rhetoric, reader, and handbook that takes a process approach to basic
writing skills. Focuses on students' own writing, covering paragraphs,
reading skills, summaries, short essays, in- and out-of-class assignments.
Creating Compositions, Fifth Edition, by Harvey Wiener (McGraw-HilI;
576 pages; $17.95; 1987). Basic rhetoric that moves from paragraph to
essay. Includes vocabulary in each chapter, stresses value of talking
about writing, and includes new MLA documentation. Instructor's
Manual.
Developing Reading Skills, Second Edition, by Deanne K. Milan (Random
House; 480 pages; 1987). Developmental reading text that combines
elements of rhetoric with reading selections in a highly structured
format. Instructor's manual.
From Reading to Writing: A Rhetoric and Reader, by Judith Oster (Little,
Brown and Company; 389 pages; $13.95; 1987). Text for non-native
students of English designed to help students attain the language
proficiency necessary to perform academic writing at the college level.

Thinking/Writing, by Nancy Cavender and Leonard Weiss (Wadsworth;
240 pages; $18.25; January 1987). Basic writing text incorporates tenets of
good reasoning. Coverage includes grammar, paragraphing, and essay
organization with attention to selecting details and making conclusions.
Write-and Write Again: A Worktext With Readings, by Jane Paznik-Bondarin
and Milton Baxter (Macmillan; 512 pages; 1987). Process-oriented textworkbook intends to integrate reading, writing, critical thinking, grammar and vocabularly skills. Emphasizes revision; includes ten short
readings to illustrate modes of expression. Instructor's Manual.
Writing CLear Paragraphs, Second Edition, by Donald et al. (Prentice-Hall;
320 pages; $16.95; 1987). Guide to paragraph writing includes grammar,
punctuation, usage, and sentence structure within rhetorical frameworks. Emphasizes writing process; addresses technical writing and
writing across the curriculum within a structure of organization, sentences and words.
Writing to the Point, Fourth Edition, by William J. Kerrigan and Allan
Metcalf (Harcourt Brace Jovanovich; 192 pages; 1987). Brief, informal
rhetoric that presents writing principles in six steps.
C. Readers

Generating Prose: Relations, Patterns, Structures, by Will Pitkin (Macmillan;
1987) An alternative to traditional sentence combining texts based on the
"chunking" model of discourse structure. Emphasizes development of
ideas before dealing with grammar and punctuation. Instructor's Manual.

Breaking Through: College Reading, Second Edition, by Brenda D. Smith
(Scott, Foresman; 384 pages; $15.95; 1987). Uses selections from textbooks (reading levels 6-10) representing a variety of disciplines to
present basic skills needed to comprehend college reading assignments.
New chapter on reading to study. Instructor's Manual.

Keeping in Touch: Writing Clearly, by Susan Day, Elizabeth McMahan, and
Robert Funk (Macmillan; 1987). Offers essay assignments for all students followed by sets of exercises to meet individual needs; exercises
grouped by goals of fluency, eliminating errors, and logical development. Instructor's Manual and Computer Software.

The English Notebook: A Basic Guide to Reading and Writing, by Renata Polt
Schmitt (Scott, Foresman; 336 pages; $15.95; 1987). Links reading with
paragraph and short essay writing skills through essays drawn from
contemporary magazines and newspapers. Includes discussion questions, writing assignments, and grammar exercises. Oversized workbook format. Instructor's Manual.
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D. Workbooks

Connections: A CUI"de to the Basics of Writing, by Peter Adams (Little,
Brown; 448 pages; $17.95; 1987). Developmental writing worktext
presents basics of planning, writing, and revising as well as fundamentals of sentence structure. Alternate chapters on writing and grammar
include exercises. Instructor's Manual, Test Bank.
Correct Writing, Fourth Edition, by Eugenia Walker Butler, Mary Ann
Hickman, and Lalla Overby (D. C. Heath; 384 pages; $16.95; 1986). An
alternate text to the Third Edition for remedial and developmental
English courses; all exercises and tests are new. Includes chapters on
grammar and "Glossary of Faulty Diction." Answer Key.
Easy Writer II: Basic Sentence Combining and Comprehensive Skills, by
Dianna S. Campbell and Terry Ryan Meier (Harper & Row; 320 pages;
1986). Sentence combining workbook containing exercises drawn from
"trivia" facts about contemporary personalities, sports, popular music,
and other topics. Instructor's Manual with Answer Key and Tests.
English Fundamentals, Eighth Edition, Form C, by Donald W. Emery, (the
late) John M. Kierzek, and Peter Lindblom (Macmillan; 1987). Basic
writing skills workbook designed for use as a main text or supplement;
treats principles of grammar and usage. Tear-out exercises after each
chapter. Answer Key.
Essential College English, Second Edition, by Norwood Selby (Little,
Brown; 432 pages; $13.95; 1987). Step-by-step guide to English grammar
and punctuation that focuses on the basics and offers explanations of
rules and mechanics of grammar. Includes practice and review exercises. Instructor's Manual.
Reading and Study Skills, Third Edition, Form B, by John Langan (McGraw-Hill; 480 pages; $17.95; 1987). Text written for developmental
studies or basic reading and study skills course asks students to think
about why they are in school. Attends to writing and its relationship to
reading. Instructor's Manual and Ditto Masters.
Sentence Dynamics: An English Skills Workbook, Second Edition, by Constance Immel and Florence Sacks (Scott, Foresman; 448 pages; $15.95;
1987). Brief grammar worktext dealing with sentence construction.
Reviews sentence structure, parts of speech, punctuation, and usage.
New chapter on paragraph construction and new writing assignments.
Instructor's Manual and Diskette.
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Sentence Skills, Third Edition, Form B, by John Langan (McGraw-Hill;
512 pages; $16.95; 1987). Comprehensive worktext paying special attention to fragments, run-ons, sentence variety, and editing. Over 200
exercises. Instructor's Manual and Ditto Masters.
Simon and Schuster Workbook for Writers, by Emily Gordon and Lynn
Troyka (Prentice-Hall; $9.95; 1987). Includes treatment of writing process, constructing paragraphs, style, grammar, punctuation, spelling,
and mechanics. Features exercises keyed to explanations and presented
in connected discourse.
Starting Points: A Guide to Basic Writing Skills, Second Edition, by Richard
Swartz (Prentice-Hall; 384 pages; $16.96; 1987). Presents writing at
sentence through paragraph level. Editing exercises presented in paragraph form; writing assignment concludes each chapter.
Writing Clear Sentences, by Donald, et al. (Prentice-Hall; 320 pages;
$14.95; 1987). Student-centered textbook designed to emphasize writing
as a way of thinking. Composed of self-contained units for flexible
sequence. Includes both sentence and paragraph exercises.
E.

Special Texts

Exploring through Writing: A Process Approach to ESL Composition, by Ann
Raimes (St. Martin's Press; 336 pages; 1987). Treats invention, arrangement, drafting, revising, and editing; offers thematically grouped readings (28) and pictures (30) as resource material. "Twenty-One Troublespots" illustrates identification and correction of errors. Instructor's
Manual.
A Writer's Workbook: An Interactive Writing Text for ESL Students, by Trudy
Smoke (51. Martin's Press; 400 pages; 1987). Emphasizes relationships
among writing, reading, and grammar skills. Five thematic units include
a journalistic reading, a textbook selection, and a literary work as basis
for exercises and writing activities. Instructor's manual.
II. Freshman Writing Texts
A. Handbooks

Brief English Handbook, by Ed Dornan and Charles Dawe (Little, Brown;
434 pages; $11.95; 1987). Reference guide or classroom text treats conventions of written English and includes discussions on the paragraph,
essay, and research paper. Instructor's Annotated Edition.
Concise Process Handbook, by Dennis Clausen (McGraw-Hill; 256 pages;
$11.95; February 1987). Concise handbook which takes a process ap-
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proach to presentat~on of material; deals extensively with prewriting
problems. All exerClses are included in accompanying workbook. Instructor's Manual.

The Contemporary Stylist, by Bruce Bawer (Harcourt Brace Jovanovich;
304 pag~s; 1987). Very brief handbook addressing the composing process; designed as a personal expression of one writer's view of composition. Instructor's Manual.
The Little English Handbook: Choices and Conventions, Fifth Edition, by
Edward P.J. Corbett (Scott, Foresman; 288 pages, $9.95; 1987). Selected
coverage of grammar, style, paragraphing, punctuation, and mechanics;
includes models for research papers in new MLA and APA style,
manuscript format, business letters, and resumes. Supplementaryexercises available separately.

Plain English Please: A Rhetoric, Fifth Edition, by Elisabeth McPherson
and Gregory Cowan (Random House; 512 pages; 1987). Process-oriented rhetoric that intends to illustrate the premise that good writing
comes from good ideas carefully controlled and communicated. Appendix on writing a research paper in new MLA style. Instructor's Manual.
Processing Words: Writing and Revising on a Microcomputer, by Bruce
Edwards (Prentice-Hall; 400 pages; $16.95; February 1987). A guide for
freshman and advanced writers that presents writing as a recursive
process. Intends to integrate word processing skills and contemporary
composition theory with a focus on revision.

Read, Reason, Write, Second Edition, by Dorothy Seyler (Random House;
496 pages; 1987). Discussion of critical reading, analysis, argument, and
research supplemented by a collection of essays designed to stimulate
papers. Instructor's Manual.

The Macmillan College Handbook, by Gerald Levin (Macmillan; 690 pages;
1987) Illustrates two papers from prewriting to revision. Treats paragraph, sentence, punctuation, mechanics, common errors, diction, reasoning, and the documented paper. Instructor's Manual, Correction
Chart, Test Bank, Workbook (by Alice MacDonald), Software.

Rewriting Writing: A Rhetoric, by 10 Ray McCuen and Anthony Winkler

Simon and Schuster Handbook, by Lynn Troyka; (Prentice~Hall; 750 pages;
$13.95; 1987~. C0":lprehensive handbook beginning with the writing
process and mcludmg chapters on critical thinking; paraphrasing, summarizing, quoting; writing in other disciplines. Treats grammar, punctuation, mechanics, and style.

Rewriting Writing: A Rhetoric and Handbook, by Jo Ray McCuen and

B.

Rhetorics

The Bedford Guide for College Writers, by X. J. Kennedy and Dorothy M.

(Harcourt Brace Jovanovich; 384 pages; $14.95; 1987). Presents the
traditional rhetorical topics from the point of view that all good writing
has been rewritten. Paperback; annotated in second color; revision
checklist. Instructor's Manual.

Anthony Winkler (Harcourt Brace Jovanovich; 484 pages; $16.95; 1987).
Same as above with one-hundred page grammar and usage handbook,
including exercises, at the end. Instructor's Manual.

The Shape of Reason: Argumentative Writing in College, by John T. Gage

Kennedy (Bedford Books; 640 pages; 1987). Process-oriented rhetoric
centers on sixteen writing assignments. Provides professional and student essays for each; discusses stages of writing and applications for
other courses. Instructor's Manual.

(Macmillan; 250 pages; 1987) Treats argumentative writing combined
with critical reading, revision, style, and research writing. Stresses the
enthememe as central link between thinking about issues and writing a
reasoned response. Instructor's Manual.

Jr. (Random
House; 208 pages; 1987). Revision of concise text combining logic and
co,?position; emphasizes critical thinking as the foundation for good
wntmg.

Strategies of Rhetoric with Handbook, Fifth Edition, by A. M. Tibetts and
Charlene Tibbetts (Scott, Foresman; 640 pages; $16.95; 1987). New
edition offers expanded attention to the writing process and new chapters on prewriting, revision, sentence structure, and the research paper.
Instructor's Manual.

Clear Thinking for Composition, Fifth Edition, by Ray Kytle,

The Harper & Row Rhetoric: Writing as Thinking/Thinking as Writing, by
Wayne C. Booth and Marshall W. Gregory (Harper & Row; 368 pages;
December 1986). Rhetoric that intends to re-examine and challenge the
composition process. Includes logic, essay assignments for each chapter, and extensive coverage of the research paper. Instructor's Manual.
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Textfiles: A Rhetoric fOT Word Processing, by Ronald Sudol (Harcourt Brace
Jovanovich; 320 pages; $15.95; 1987). A freshman rhetoric for use with
any word processing software or system. Tutorials take students
through thinking and writing activities at the computer.
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When Writers Write, Second Edition, by Kathleen MacDonald (PrenticeHall; 300 pages; $16.95; 1987). New edition focuses on inter-relationships of audience, purpose, and writing process. Intends to serve both
recent high school graduates and older, returning students. New chapter on thinking and logic.

Crossing Cultures: Readings for Composition, Second Edition, by Henry
Knepler and Myrna Knepler (Macmillan; 480 pages; 1986). A thematic
anthology of 63 selections that vary in mode and level of difficulty. New
edition maintains cross-cultural approach to writing.

The Writer's Circle: Reading, Thinking, Writing, by Sarah Morgan and

Current Issues and Enduring Questions: Methods and Models from Plato to the
Present, by Sylvan Barnett and Hugo Bedau (Bedford Books; 608 pages;

Michael Vivion (St. Martin's Press; 416 pages; 1987). Presents stages of
writing, stressing the recursiveness of the process and the writer's
options. Many annotated student examples. Covers writing about literature and argument. Instructor's Manual.

1987). Argumentation text/reader that balances classic and contemporary topics and selections. Four chapters cover reading and writing
arguments. Eighty selections include six paired arguments and seven indepth units. Instructor's Edition.

Writing Essays: A Process Approach, by Quentin L. Gehle and Duncan J.
Rollo (St. Martin's Press; 400 pages; 1987). A rhetoric organized according to stages of the writing process. Discusses methods of paragraph
and essay development; reinforces principles and procedures for writing. Instructor's Manual.

Effective Writing for the Collexe Curriculum: Discourse and the Disciplines, by
Robert Atwan and William Vesterman (McGraw-Hill; 800 pages; $15.85;
February 1987). Rhetorically organized reader including 77 interdisciplinary readings. Includes quotes from writers, discussion questions, main
pomt summaries, analysis of writing methods, and writing assignments
keyed to topics and methods discussed. Instructor's Manual.

Writing in the Disciplines, by Diane Durkin (Random House; 512 pages;
February 1987). Offers process-oriented advice for approaching and
completing writing assignments in the humanities, social sciences, and
natural sciences; tailored to the demands of each discipline. Instructor's
Manual.
Writing with Authority: A Guide to the Research Process, by Delija Va-

Essay 2: Reading with the Writer's Eye, by Hans P. Guth and Renee
Hausmann-Shea (Wadsworth; 544 pages; $15.00; January 1987). Anthology of over 50 essays designed to encourage reading from a writer's
perspective. Student essays and interviews with professional writers in
every chapter. Instructor's Manual.

liukenas (Random House; 256 pages; January 1987). A step-by-step
guide to researching and writing a source paper. Includes exercises and
model essays to illustrate methods of organizing material and developing a thesis.

Essays for the Eighties, by William Vesterman (Random House; 544 pages;

Writing with HBJ Writer, by Lisa Gerrard (Harcourt Brace Jovanovich; 200

Explorations in Reading and Writing, by Tom Zaniello (Rando".'" House; ;!64
pages; January 1987). A cross-disciplinary conec~on of readmgs o~enn~

pages; $10.95; 1987). Rhetoric designed for use with HB] Writer software
includes assignments that ensure the use of all the program's features.

C. Readers

1987). Thematic collection of essays intended to stimulate interest
through topics of central importance to our times and of personal
concern to students.

multiple perspectives on six topics selected for Importance and timeliness. Instructor's Manual.

Fields of Writing: Readings Across the Disciplines, Second Edition, edited by
The Art of Reading, by Eric Gould, Robert DiYanni, and William Smith
(Random House; 832 pages; January 1987) A four-chapter introduction
to the process of reading followed by a thematically-organized collection
of 113 essays, poetry and fiction. Emphasizes developing responses to
reading into critical essays. Instructor's Manual.

The Compact Reader: Subjects, Styles, and Strategies, Second Edition, by
Jane E. Aaron (Bedford Books; 448 pages; 1987). A brief rhetorical reader
containing 36 essays (20 new) with extensive editorial apparatus. New
chapter demonstrates how writers combine rhetorical methods to serve
their purpose. Instructor's Manual.
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Nancy R. Comley, David Hamilton, Carl H. Klaus, Robert Scholes, and
Nancy Sommers (St. Martin's Press; 800 pages; January 1987). A crosscurricular composition reader containing 90 selections-50 of them
new-drawn equally from the arts and humanities, social sciences and
public affairs, sciences and technologies. Instructor's Manual.

Great Writing, by Harvey Wiener and Nora Eisenberg (McGraw-Hill; 480

pages; $13.95; 1987). Includes plays, poems, fiction, and nonfic:t~on
prose from great writers organized by rhetorical modes. Treats wfltmg
as process throughout; includes questioning strategies. Instructor's
Manual.
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The HBJ Reader, by Richard Haswell, John Ehrstin, and Robert Wilkinson
(Harcourt Brace Jovanovich; 640 pages; 1987). Fifty-four contrasting
essays from eighteen essayists of the 20th century. Instructor's Manual.
The Heath Reader, Second Edition, by Boyd Litzinger (D. C. Heath; 524
pages; $13.95; August 1986). A reader for freshman composition or
English courses organized by theme or rhetorical mode; includes over
100 selections, including poems and short stories. Appendix on Writing
the Essay. Instructor's Guide.
The Lexillgton Reader, by Lynn Z. Bloom (D. C. Heath; 896 pages; $14.95;
1986). Rhetorically organized reader with over 120 selections from a
variety of general sources and academic fields. Includes student essays,
material on the writing process, and extensive apparatus. Instructor's
Guide.
The Macmillan Reader, by Judith Nadell and John Langan (Macmillan; 640
pages; 1987) Rhetorically arranged reader that includes 56 contemporary
and classic readings; many selections never before anthologized. Introduction and student essay provided for each of nine rhetorical modes.
Instructor's Manual.
Modern American Prose: A Reader for Writers, Second Edition, by John
Clif~ord and Robert DiYanni (Random House; 576 pages; 1987). Essays
by fIfteen American writers introduce voice, style, and rhetorical modes.
New to this edition are authors Alice Walker, Barbara Tuchman, Richard
Selzer, and Stephen Jay Gould. Instructor's Manual.
Outlooks and Insights: A Reader for College Writers, Second Edition, edited
by Paul Eschholz and Alfred Rosa (St. Martin's Press; 784 pages; January
1987). Thematically arranged collection of 85 essays, 6 short stories, and
11 poems. Thematic subsections highlight contemporary issues. Expanded introduction and 72 new selections in second edition. Instructor's Manual.
Point Counterpoint: Eight Cases for Composition, by Thayle Anderson and
Kent Forrester (Harcourt Brace Jovanovich; 608 pages; 1987). A thematic
reader offering 92 selections organized around eight controversial topics. Includes a brief rhetoric and a handbook for the research paper.
Prose Models, Seventh Edition, by Gerald Levin (Harcourt Brace
Jovanovich; 540 pages; $13.95; 1987), Reader intmduces rhetoric and
logic of the essay through the analysis of 104 prose models of varying
lengths. New sections include essays on writing and short stories.
Instructor's Manual.
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The Prose Reader: Essays for College Writers, by Kim Flachmann and
Michael Flachmann (Prentice-Hall; 1987). Rhetorically arranged anthology of 50 essay selections with accompanying writing assignments; each
mode introduced by explanation and student writing examples. Designed to become progressively more complex.
Read and Write: A Guide to Effective Composition, by Charles W. Harwell
and James F. Dorrill (Harcourt Brace Jovanovich; 384 pages; 1987). A
rhetoric, reader, and handbook that intends to synthesize a traditional
emphasis on methods of development with exposition of the writing
process.
Reading and Writing Short Essays, Third Edition, by Morton A. Miller
(Random House; 432 pages; 1987). A rhetorical reader of short nonfiction prose; new edition places greater emphasis on the paragraph and
includes 22 new essays. Instructor's Manual.
Reading Critically, Writing Well: A Reader and Guide, by Rise B, Axelrod
and Charles R. Cooper (St. Martin's Press; 640 pages; January 1987). A
reader and text devoted to critical thinking skills and strategies for
applying these skills to reading and writing. Includes 67 selections;
extensive apparatus and annotated samples. Instructor's Manual.
Reading for College Writers, by Laurence Behrens and Leonard Rosen
(Little, Brown; 512 pages; $12.95; 1987). A reader presenting methods of
writing papers based on sources. Focuses on inference, summary, and
synthesis, lnstructor's Manual.
Reading, Responding, and Writing: Short Essays and Stories for Composition,
edited by Domenick Caruso and Stephen Weidenborner (St. Martin's
Press; 256 pages; February 1987). A thematically organized collection of
40 short readings. Features editorial apparatus, sample responses, and
instruction for peer editing. Instructor's Manual.
The Resourceful Writer: Readings to Accompany the Harbrace College Hand-

book. by Suzanne S. Webb (Harcourt Brace Jovanovich; 640 pages; 1~87).
A rhetorically organized anthology of 88 essays and other readmgs
published expressly to accompany and augment the Harbrace College
Handbook. Instructor's Manual.

Responsibilities: A College Reader, by Edward Quinn (Harper & Row; 396
pages; 1986). A thematically organized reader designed specifically for
working adults attending college. Writing topicS include raising families,
voting, and parenting. Instructor's Manual.
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75 Readings: A Fres~n:an Anthology (McGraw-Hill; 320 pages; $6.95; 1987).
Anthology of tradl?onal and conte~porary essays with no apparatus;
separate Instructor s .Manual and DItto Masters include apparatus for
each essay-author blOgraphy, vocabulary questions, content and strategy, and suggestions for writing.
Th,e Short Prose Rea~er, Fourth Edition, by Gilbert Muller and HalVey
Wle.ner (~cGraw-H"l~ .456 page~; 1987). Rhetorically organized reader
begms with. prose. ~ntmg techmques and progresses to analytical and
argumentatIve Writing. New chapter on the writing process' questions
follow all readings. Instructor's Manual.
'
Short Takes: Model Essays for Composition, Second Edition, by Elizabeth
Penfield (Scott, Foresman; 368 pages; $12.95; 1987). Contains 54 brief
essa):'s (24 new)" printed in their entirety. New edition rearranged to
proVIde sequentIal order of skill development; argument chapter expanded. Instructor's Manual.
Spectrum: A Reader, by Hans Ostrom, Mary T. Turnbull, and Robert F.
Garratt (Harcourt Brace Jovanovich; 544 pages; $13.95; 1987). A thematically arranged .collection ?f classi~ and contemporary essays, poems,
and short stones on tOpiCS rangmg across the curriculum. Includes
headno~es, questions on rhetoric and content, vocabulary, and writing
suggestIOns. Instructor's Manual.
Students Write: A Collection of Essays, by Leonora Woodman and C. Beth
Burch (Sco~t, Foresman; 336 pages; $15.95; 1987). An anthology of SO
s~dent-wntt~n essays and comments about writing, arranged by genre.
FIve essays 10 each chapter are followed by discussion questions.
Instructor's Manual.
The Way a Writer Reads: A College Reader, by Elizabeth Cowan Neeld
(Scott, Foresman; 608 pages; $13.95; January 1987). Aims to show
students how ~o ide~ti£y the characteristics of good writing and how to
pr~duce them 10 theIr own work. More than 70 selections, plus writing
assignments. Instructor's Manual and Comprehension Quizzes.
Ways of Reading: An Anthology for Writers, edited by David Bartholomae
and Antho~y Petrosky (Bedford Books; 640 pages; 1987). A collection of
~ challen~ll.lg, le~gt~y selections designed to integrate reading, writ109, and cntica~ thmkll~g. Includes apparatus to make readings accessible and offers elght assIgnment sequences for writing projects.
Words and the Writer: A LAnguage Reader, Second Edition, by Michael J.
Hogan (Scott: Foresman; 368 pages; $15.95; 1987). Thematically arranged collection of essays on language (22 new) offers varied topics for
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reading and discussion. New chapters on advertising and on humor;
new writing assignments. Instructor's Manual.

The World of Work: Readings for Writers, by John Presley and Norman
Prinsky (Prentice-Hall; 352 pages; $14.95; 1987). Thematically organized
selections relating to career or career choice from historical periods
andent to modern; apparatus points out rhetorical strategies, arrangements, and stylistic devices.
Writing Day by Day: 101 Complete Short Essays, by Robert Atwan and
William Vesterman (Harper & Row; 488 pages; December 1986).
Presents essays (500-2000 words) by contemporary journalists and essayists; most authors represented by multiple essays. Offers rhetorical
and thematic tables of contents. Instructor's Manual.
Writing in the Disciplines: A Reader for Writers, by Mary Kennedy et al.
(Prentice-Hall; 544 pages; $13.95; 1987). An anthology of readings from
the humanities, sciences and technology, and the social sciences that
emphasizes effective strategies to use before, during and after reading.
First chapter treats process of academic writing.
D. Workbooks

Brief English Workbook, by Ed Dornan and Charles Dawe (Little, Brown;
256 pages; $9.95; 1987). Offers practice in grammar, mechanics, and
writing for students in freshman composition courses. Answer Key.
Concise Process Workbook, by Dennis Clausen (McGraw-Hili; 250 pages;
$9.95; January 1987). Presents exercises to accompany the Concise Process
Handbook, arranged in parallel sequence.
GrammQrLAb Workbook, by Michael Southwell (Little, Brown; 192 pages;
$11.95; 1987). Provides exercises for additional practice and repetition to
accompany the GrammarLAb software--a series of five interactive computer disks that focus on fundamental problems.
Harbrace College Workbook, Form lOB, by Sheila Y. Graham and Larry G.
Mapp (Harcourt Brace Jovanovich; 350 pages; 1987)..Provides both text
and exercises arranged according to section numbenng of the Harbrace
College Handbook; may be used independently.
E.

Special Texts

The Bedford Guide to the Research Process, by Jean Johnson (~edford Boo~s;
380 pages; 1987). Step-by-step guide to research covenng f?Uf maJor
documentation styles, Annotated bibliography in over 25 subject areas;
appendix lists style manuals for 28 disciplines. Student examples,
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The Research Paper: A Common-Sense Approach, by Thomas Gaston and
Bret Smith (Prentice-Hall; $10.95; February 1987). Includes library research, writing and documenting a research report (MLA and APA
styles), and primary research for reports on the job. Stresses reasons for
research and accurate documentation.
Revisin~ Prose, Second Edition by Richard A. Lanham (Macmillan; 112
pages; 1987). Self-teaching guide to prose revision presents an eight-step
"Paramedic Method" for translating "Official Prose" into "Plain English." Interdisciplinary examples; discusses effect of computers on
revision. Self-Teaching Exercise Book.

Sentence Composin~: The Complete Course, by Don Killgallon (Boynton!
Cook; 176 pages; $9.50; 1987). Uses four sentence-manipulating ~ech
niques-scrambling, imitating, combining, and expanding-in conJunction with professionally written sentences for practice in using
absolutes, appositives, participle phrases, and various clausal structures.
Thinkin~ for Yourself: Developing Critical Thinking Skills through Writing, by
Marlys Mayfield (Wadsworth; 320 pages; $15.75; January 1987). Text for
freshman or developmental courses focuses on sharpening thinking
skills to improve writing. Includes exercises and writing assignments.

A Writer's Introduction to Word Processing. by Christine HuIt and Jeanette
Harris (Wadsworth; 144 pages; $8.25; January 1987). Introduces use of
word processing at stages of the writing process, including revising,
editing, and proofreading on a word processor. Offers writing activities,
exercises, and assignments.

Writing Fiction: A Guide to the Narrative Craft, by Janet Burroway (Little,
Brown; 416 pages; $15.95; 1987). An introductory guide that combines
discussion of narrative elements with guidelines for fiction writing.
Writing from Sources, Second Edition, by Brenda Spatt (St. Martin's Press;
512 pages; 1987). Presents series of skills involved in writing based on
sources. Second edition includes new readings, appendix on essay
exams, and new MLA documentation.
Writing Poems, by Robert Wallace (Little, Brown; 414 pages; ~1.4.95; 1987)
Treats both imaginative and technical aspects of poetry wntmg for the
beginning poet; includes an anthology.
Writing Research Papers: A Complete Guide, Fifth Edition, by James. D.
Lester (Scott, Foresman; 320 pages; $5.95; 1987). Step-by-step gmde;
new addition increases coverage of writing thesis statements, evaluating
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sources, and using minicomputers. Two new sample papers; list of
source materials by discipline. Instructor's Manual.
III. Advanced Writing Texts
A. Rhetorics (None listed)
B. Readers (None listed)
C. Composition and Literature Texts

Composition and Literature: Exploring Human Experience, ~y Jesse Jones,
Veva Vonler, and Janet Harris (Harcourt Brace Jovanovich; 800 pages;
1987). A collection of fiction, poetry, drama, and essays fo.r the one- or
two-term composition sequence with a strong focus on hterature. Instructor's Manual.
Fiction: An Introduction to Reading and Writing, Edgar Roberts and Henry
Jacobs (Prentice-Hall; $13.95; January 19~7). Emphasizes writing.a~out
literature; contains a collection of claSSIC and contemporary fIction.
Designed for freshman or sophomore level courses.
Writing about Literature: Aims and Process, by Joyce MacAllist~r, (Macmillan; 320 pages; 1987). Approaches writi~g in response to hter~t.ure by
combining principles of classical rhetonc a~d recen~ .compOSltion research. Treats reading the work, generatmg Ideas, wrItmg first through
final drafts. Instructor's Manual.
D. Business and Technical Writing Texts

Business CommunCLltions, by Ray Dumont an~. John Lanr~on (~ittle,
Brown; 640 pages; $27.95; 1987). Emphasizes wntmg process 10 busmess
and industrial communications; discusses computers and current technology throughout; provides applications, exercises, examples, ~nd
models. Instructor's Manual, Test Bank. Workbook, Computer DISk,
Transparencies.
The Business Writer's Handbook, Third Edition, by Charles T. Brusaw,
Walter E. Oliu, and Gerald J. Alred (St. Martin's Press; 832 pages;.March
1987). Combines standard handbook coverage with informatio~ on
topics important to business writers; all examples drawn from busmess
contexts. Four-way access system for flexible use.
Business Writing: Strategies and Samples, by Jeanne w. Halpern, Judith M.
Kilborn, and Agnes M. Lokke, (Macmillan; 480 pages; 1987).. Offers
models of letters, memos, proposals, reports, and resume.s whIle emphasizing principles of effective business w:tting.. Features ~lrst, second,
and final drafts by students, samples for diSCUSSIon, exerClses. Instructor's Manual.
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Communicating in Business Today, by Ruth G. Newman, Marie Danziger,
and Mark Cohen (D. C. Heath; 592 pages; $29.95; December 1986). Text
for courses in business or English departments covers traditional business writing topics and writing process. Includes transcriptions of
student discussions and twenty readings on business topics. Software
package, Instructor's Guide.
Communication on the Job: A Practical Approach, by John Comeau and
Gwen Diehn (Prentice-Hall; 400 pages; $17.95; February 1987). Comprehensive overview in two parts: correctness in writing (sentence structure, grammar, punctuation, style); main areas of business communication. Includes activities, problems, exercises.
Effective Professional Writing, by Michael L. Keene (D. C. Heath; 608 pages;
$21.95; December 1986). Text for writing courses in technical and scientific disciplines stresses context of audience, rhetorical situation, and
writing process. Treats international communication, automated office,
graphics, oral presentations. Software package, Instructor's Manual.

Essentials of Technical Writing, by William D. Conway, (Macmillan; 320
pages; 1987). Concentrates on rhetorical patterns as they are applied to
technical communications. Incorporates business and industrial examples and student models. Instructor's Manual.
Handbook of Technical Wriflng, Third Edition, by Charles T. Brusaw,
Walter E. Oliu, and Gerald J. Alred (Sf. Martin's Press; 832 pages; March
1987). Provides standard handbook coverage plus information on topics
important in technical communciation; all examples drawn from technical/industrial contexts. Four-way access system for flexible use.
Organizational Writing, by Larry Bielawski and A. Franklin Parks
(Wadsworth; 512 pages; $32.50; 1987). Text includes casebook, rhetoric,
and handbook in which each business form is introduced in the context
of a case from government, business, or industry. Software for IBM-PC;
Instructor's Manual.
Practical Business Writing, by Ann Tibbetts (Little, Brown; 544 pages;
$16.95; 1987). Presents the mechanics of business writing with examples
of clear business writing and "task-oriented" exercises designed to help
in the transition from classroom to work place. Instructor's Manual.
The Random House Guide to Technical and Scientific Communication, by
Donald E. Zimmerman and David G. Clark (Random House; 464 pages;
1987). Takes a process-oriented approach combining research in communication and composition with examples from professionals in techno logy and science. Instructor's Manual.
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Revising Business Prose, Second Edition by Richard A. Lanham (MactnilIan; 128 pages; 1987). Text for all levels o.f instru/~tion in ?':lsiness ~riting
offers "Paramedic Method" as a correctIve for the OffICIal Style. Se]fteaching Exercise Book.
Technical Writing: A Reader-Centered Approach, by Paul V. Anderson (Harcourt Brace Jovanovich; 660 pages, $20.95; 1987). An introductory process-oriented text that stresses analysis of and consideration for the
reader at every stage of developing documents. Includes chapters on
testing documents and on oral presentations. Instructor's Manual.
Untangling the Law: Strategies for Legal Writers, by Kristin Woolever
(Wadsworth; 192 pages; $9.50; January 1987). Text for law school students or attorneys focuses on the audiences that legal writers .address,
with coverage of document organization, style, and persuaSIVe techniques.
Writing: A Guide for Business Professionals, by C. w. Griff~n (Harc.o.urt
Brace Jovanovich; 320 pages; $17.95; February 1987). A busmess wntmg
text with a process, problem-solving approach to writing memos, short
and long reports, and manuals. Oral presentations, job search, style
guide included.
Writing for Business and Industry: Process and Product, by Kevin J. Harty
and John Keenan (Macmillan; 512 pages; 1987). Offers process and
product approaches to writing; treats diction, grammar, mechanics, .and
spelling. Suggests approaching ~riting assignments.thr?ugh analysls ~f
Purpose, Audience, Format, EVldence, and Orgamzation. Instructor s
Manual.
Writing for the Technical Professions, by Thomas N. Tryzna and Margaret
W. Batschelet (Wadsworth; 384 pages; $27.00; January 1987). Treats
technical writing process from audience analysis to formatting; illustrates techniques with cases. Includes group writing, technical research
methods, oral presentations, and environmental impact statements.
Instructor's Manual.
Writing in Organizations: Purposes, Strategies, and Organizations, by Peggy
Maki and Carol Schilling (McGraw-Hill; 448 pages; $16.95; 1987). Text on
organizational communication for courses in business writing emphasizes writing process and collaborative approach to writing. Instructor's
Manual.
E.

Special Texts

The Writing of Economics, by Donald N. McCloskey (Macmillan; 80 pages;
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1?87). ~ffers principles of clear and effective prose as they apply to the
dlsclplme. Addresses obstacles to composition from invention to convention; discusses clear tables, graphs, and equations.

IV. Professional Texts

Bibliography of Composition and Rhetoric, by Erika Lindemann (Longman;

400 I:'ages; $2~.95; Dece.mber 1986). Classified annotated listing of scholarsh~p on wntten Enghsh and its teaching. Includes over 4,000 entries

pubhshed during 1984 and 1985, indexed by author/editor and crossreferenced by subject. First of annual volumes.

Computer-Assisted Instruction in Composition: Create your Own! by Cynthia
L. Selfe (NCTE; 144 pa~es; $15.00; 1986). Explains how composition
teachers can pro.duce t.helT own CAL Covers designing an instructional
sequen~e, workmg wIth a computer programmer, field testing, and
marketmg.
The Consequences of Writing: Enhancing Learning in the Disciplines, by
Robert Parker a~d ~era Goodk~n (Boynton/Cook; 192 pages; $10.50;
1987). Presents, hlstoncal and phIlosophical background on the writingacross-the-curnculum movement and case studies of writing in both
academic and vocational classes. Many samples of student written
work.
Convergences: Transactions in Reading and Writing, edited by Bruce T.
Petersen (NCTE: 2?1 pages; $15.50; .1986). Collection of sixteen essays
b~sed on the premIse that a transactional model of reading and writing
~dllead to the convergences of these processes in literature, composition, and language classrooms.
The Journal Book, edited by .Toby Fulwi~~r (Boynton/Cook; 352 pages;
$12.25; March 1987). 39 articles by wnting teachers and researchers
e.xplore the use of stud.ent journals, detailing implications and applications, theory and practice. Examples from many grades and disciplines.

The Making of Knowledge in Composition: Portrait of an Emerging Field, by
Steph.en M. North (Boynton/Cook; 352 pages; $12.25; March 1987).
Exam~nes the ~rowth ~f the study of writing in the last two decades by
fo~s)J:,g on e~ght major groups of knowledge-makers: Practitioners,
Hlstonans, Philosophers, Critics, Experimentalists, Clinicians, Formalists, and Ethnographers.
Readers, Texts, Teachers, edited by Bill Corcoran and Emrys Evans (Boynton/Cook; 272 pages; $10.75; 1987). Twelve chapters by practicing teachers meant to help other teachers implement reader-response theory in
their classes. Detailed examples of how and why the theory works.
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Reclaiming the Classroom: Teacher Research as an Agency for Change, edited
by Dixie Goswami and Peter Stillman. (Boynton/Cook; 256 pages;
$10.75; 1987). Essays by leading teacher-researchers (AtwelL Berthoff,
Boomer, Britton, Emig, Heath, Macrorie, Martin, Mohr, OdelL et al.)
explaining how teachers can become effective researchers and arguing
that they should.
Research on Written Composition: New Directions for Teaching, by George
Hillocks, Jr. (ERIC/RCS and NCTE; 369 pages; $24.75; 1986). Reviews
composition research of the last two decades, including the composing
process, the writer's repertoire of syntactic and generic forms, and mode
and focus of instruction. The review is part narrative, part statistical
analysis.
Teaching One-to-One: The Writing Conference, by Muriel Harris (NCTE; 189
pages; $13.00j 1986). Covers the student-teacher conference in composition instruction, from general rationales and guidelines to practical
application and strategies. Includes actual conference transcripts, sample student papers, and typical student questions.
Teaching with Writing: An Interdisciplinary Workshop Approach, by Toby
Fulwiler (Boynton/Cook; 176 pages; $10.25; 1987). Detailed accounting of
how an interdisciplinary writing workshop works. Extensive sampling
of teacher and student writing to show what can be done to foster
writing in the disciplines.
Teaching Writing with a Word Processor, Grades 7-13, by Dawn Rodrigues
and Raymond J. Rodrigues (NCTE; 83 pages; $5.85; 1986). Discusses
using lesson files for the word processor and creating challenging files
from existing classroom-tested activities. Appendix provides sample
lesson files.

Directory of Participating Publishers
Bedford Books of St. Martin's Press
29 Commonwealth Avenue
Boston, MA 02116

617/266-0755
Boynton/Cook Publishers, Inc.
Box 860
52 Upper Montclair Plaza
Upper Montclair, NJ 07043
210/783-3310
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Harcourt Brace Jovanovich
1250 Sixth Avenue
San Diego, CA 92101
619/699-6222

National Council of Teachers of English
1111 Kenyon Road
Urbana, IL 61801
217/328-3870

Harper & Row Publishers, Inc.
10 East 53rd Street
New York, NY 10022
212/207-7000

Prentice-Hall, Inc.
Englewood Cliffs, NJ 07632
201/592-2228

D. C. Heath and Company
125 Spring Street
Lexington, MA 02173
617/862-6650

Random House, Inc.
201 East 50th Street
New York, NY 10022
2121751-2600

Little, Brown and Company
34 Beacon Street
Boston, MA 02106
617/227-0730

St. Martin's Press
175 Fifth Avenue
New York, NY 10010
2121674-5151

Longman, Inc.
The Longman BUilding
95 Church Street
White Plains, NY 10601
914/993-5000

Scott, Foresman and Company
1900 East Lake Avenue
Glenview, IL 60025
3121729-3000

Macmillan Publishing Company Wadsworth Publishing Company
866 Third Avenue
Ten Davis Drive
New York, NY 10022
Belmont, CA 94002
2121702--6753
415/595-2350
McGraw-Hill Book Company
1221 Avenue of the Americas
New York, NY 10020
2121512-2220
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Contributors
Lynn Z. Bloom, Professor of English at Virginia Commonwealth University, was
leader of the 1986 WPA Summer Workshop and with Winifred Horner wiIllead the
1987 Summer Workshop. She is Vice-President elect of WPA.
William K. Buckley received degrees in English from California State schools. He
has taught English at San Diego State University, at Miami University in Oxford,
Ohio, and is presently teaching at Indiana University, Northwest, where he directs a
writing program and functions as a consultant to local high schools. As co-editor
with G. J. Butler of Recovering Literature, and co-author with S. L. Luce of A Hal/Century of Celinl': 1932-1982 An Annotated Bibliography, he has published essays on
Celine, Lawrence, and Joyce. G. K. Hall will publish in 1988 a volume of essays on
Celine he is editing.
Barbara Gordon is Assistant Professor of English at the University of Texas, EI Paso.
She is an officer in the local NCTE affiliate and a frequent presenter at national
conferences. She is a frequent contributor to ERIC. Dr. Gordon's current research is
on evaluators' responses to student writing. Next year she will be Director of Writing
at Elon College in North Carolina.
Christine A. Hult is an Assistant Professor in the Department of English at Utah
State University and co-ordinator of the Research Writing classes. She was selected
as a finalist in the 1983 NCTE Promising Researcher Competition for her work on
rhetorical frames. The article describing that work is found in Barbara Couture (ed.)
Functional Approaches to Writing: Research PerspectIVes (London: Frances Pinter, 1986).
Dr. Hult's papers and publications include studies on discourse frames, writer
engagement with text, library research, writing in the disciplines, and writing with
word processors. She has recently published a textbook on research (Researchmx and
Writing: An Interdisciplinary Approach, 1986) and another on word processing (A
Writer's Introduction to Word PrOfessing, 1987, with Jeanette Harris), both available
from Wadsworth Publishing Company.
Rick Gebhardt is Professor of English and Associate Dean of the College at Finlav
College in Finlay, Ohio. Professor Gebhardt is editor of College Composition and
Communication and winner of the 1978 Braddock Award. His publications appear in
numerous journals in composition and literature.
Linda H. Peterson is co-director of the writing program at Yale University and
incoming president of WPA. She has published on both composition and literature
in such journals as CCC, ADE Bulletin, PMLA, and WPA, Her current research
involves the intersection of gender and autobiographical writing, particularly as it
relates to the assignments we give in composition courses.
Barbara Weaver is Assistant Professor of English and Writing Center Coordinator for
the University Learning Center at Ball State University. She is vice-president of the
Indiana Teachers of Writing. In addition to bibliographies for writing teachers, she
has published articles on teaching and testing writing and is a frequent conference
speaker and consultant. Dr. Weaver is also managing editor of WPA.
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Announcements
Search for WPA Editor
The Council of Writing'Program Administrators seeks applications from members of
the organization for the position of journal editor. The WPA editor serves a five-year
appointment. Applicants must be published current or former WPAs. A leiter of
application, resume, editorial policy statement, and a letter indicating the extent of
home institutional support should be sent by November 30,1987. (See editorial).

Call for Paper Proposals
Fourth Annual Conference on Peer Tutoring in Writing
The Fourth Annual Conference on Peer Tutoring in Writing will be held at l'urdue
University, West Lafayette, Indiana, on November 7-8, 1987. The featured speaker
will be Barry Kroll on "The Writingrrutoring Process." The conference invites peer
tutors, professional tutors, and faculty to join in discussions, workshops, and
presentations to share a common concern about tutoring wrIting, Proposals are
invited on all aspects of tutoring writing, emphasiZing topics which explore the
conference theme, how the writing and tutoring processes intersect and interact.
Peer tutors are particularly encouraged to attend and to participate.
For more information about the program, contact Phyllis Lassner; for general
information about the conference, contact Muriel Harris. To register for the conference, write to: Conference Division Registration, Stewart Center, Purdue University,
West Lafayette, IN 47907. Registration fees (include four meals and snacks): $25 per
student; $SO per faculty.

Membership in the Council of
Writing Program Administrators
M

bership in the Council of Writing Program Administrators includes a

su~~criplion to WPA. The membership fee is $15 a year in the United States and

$16.50 a year in other countries.'

To apply for membership, please fill out this form and return i~ ~ith a check or
money order payable to the Council of Writing Program AdmInistrators. Send
the form and fee to Arthur Dixon, Secretary-Treasurer, WPA J. Sargeant Reynolds Community College, Richmond, VA 23241
Date
Name -

_

-

_

Title

_

Institution
Address

---

_
_

Conference Co-Chairs:
Muriel Harris
Department of English
Board Purdue University
Hall West Lafayette, IN
(317) 494-3723

and

Phyllis Lassner
English Composition
1025 AngeJl
University of
Michigan
Ann Arbor, MI 48109
(313) 747-4531

3rd Annual Pacific Coast Writing Centers Association Conference
The Third Annual PaCific Coast Writing Centers Association Conference will be held
at the University of California, Davis, on October 10, 1987. The program committee
is seeking papers on issues relevant to Writing Centers and the teaching of writing:
writing across the curriculum, writing to learn, the writing process, research and
theoretical concerns of writing centers, use of computers, tutor training, the role of
writing centers, writer's block, faculty development, training teaching assistants to
assess writing, future trends.

Amount enclosed

$15

_ _ _ _$16.50

"Members who join during the period September 1 through January 15 will receive the faIL
winter, and spring issues of the current year's volume. Members who JOIn from January 15
through September 1 will receive the ~ast issue of the current year (spong) and the first two
issues of the next volume (fall and winter).

Change or revision of name and address. If the name or ad?ress printed on
your WPA mailing labels is incorrect or has changed, please pnnt the complete,
correct information below and send it to Arthur Dixon, Secretary-Treasurer,
WPA J. Sargeant Reynolds Community College, Richmond, VA 23241.

Interested participants should send 150 word abstracts to the Program Chair, Jane
Stanbrough, Campus Writing Center, TB 116, University of California, Davis, CA
95616. Proposal deadline is June 15, 1987,

so
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Council of
Writing Program
Administrators

Past members, WPA Executive Committee
David Bartholomae, 1980-82
Harry Crosby, 1976-81
Anne Ruggles Gere, 1983-85
Maxine Hairston, 1981-83
E. D. Hirsch, Jr., 1981-83
Lawrence Kasden (5), 1976-79
Elaine P. Maimon, 1976-81

Ben McClelland, 1981-83
Donald McQuade, 1976-79
FUchardRaspa, 1976-79
James Raymond, 1976-79
John Warnock, 1981-83
William F. Woods, 1983-85

Past members, WPA Editorial Board
Kenneth A. Bruffee
(editor, 1977-83)
John Bean, 1983-85
Lynn Z. Bloom, 1981-83
Enid Bogle, 1978-80
Alice G. Brand, 1982-84
Dee Brock, 1979-81
Barbara Cambridge, 1983-85
Charles R. Cooper, 1981-83
Timothy Donovan, 1978-80
Robert Farrell, 1976-77
Margaret Furcran, 1977-78
Maxine Hairston, 1980-82
John T. Harwood, 1981-83

Winifred Horner, 1978-79
Douglas Howard, 1982-84
Michael Joyce, 1977-78
Erika Lindemann, 1978-79
Richard Marius, 1980-82
Ellen Nold, 1978-79
Linda Peterson, 1983-85
John Presley, 1982-84
David Rankin, 1979-81
David Sloane, 1977-78
Nancy Sommers, 1979-81
Richard Sterling, 1979-80
Nathaniel Teich, 1978-80
Joseph F. Trimmer, 1978-79

