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With winter break and the holidays so
close, we are alil in a countdown stage
ficking off the days until vacation. One
way to get a perspective on these last few
hectic months s 1o poll sveryone in the lab
and select your greatest successes and your
most difficult cases. Kho tops the list of
students you've helped? Is it the indiffer-
ent writer whe vowsd be was there only
hecause his teacher forced him to come and
then teft with ideas for a paper he genyine-
ly wanted to write? Or the writer of frag-
ments who seemed doomed to write fragments
forever--until that magic day she appeared
at the door of the 1ab with a huge grin and
g Bt on her last paper? And who was your
greatest problem writer? Was 1t that stu-
dent who kept strolling in twenty-five
minutes or move after fhe beginning of her
appeintment with neither a paper to work on
ngr any idez of her nexi assignment? Was it
the quiet foreign student who smilted and
smiled--and smiled--and agreed with every-
thing you said {even when you explained that
your pet ferret just died)? Or did you try
to work with a car addict who turned every
writing assignment into another discussi
of his 81 Mustang?

And what are your Tavorite iteacher com-
ments scrawled on student papers that come
to the Tab? My nomination for the "Most
Informative® award goes to the following:
"Your writing has problems. Try the Writing
Lab.” And the "Practice-What~ Thou-
Freacheth™ award was ciearly won by the
teacher who noted that "the passive iz not
to be used.”

Let us hear from you i you're willing o
share vour successes, problem cases, and
favorite grading comments. And, of cazrses
keep sending your announcements, article
reviews, names of new members, and yeﬁr=g ?%
donations {in checks made payable to Purdue
University} to R2e Muriel Harris, editor
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RE-EVALUATEION OF THE QUESTICH
AS A TEACHING TOOL

When a student arrives at & tﬂ*arérg
session, she brings a mass of confusing
information plus 2 lack of, or loss of,
strategies for problem soiving. When she
presents this information to the tutor, the
focys of attention Tooks somewhal iike this:

%

Tutor Student

_ Probiem
X

with hoth tutor and student Tocysed on the
probies.

After a few momenis of questioning by the
tutor, the model changes fo this:
Probiem

Tutnr - Student

becauss the tulor has becoms engaged with

the problem by becoming aware of the point
af error and has then begdr to untangie the
oroblem while the student’s attention is now
facused on the tultor and his problem solvin
strategy.

'.-Q

it iF the studes
strategies, the mo
shape:

?r&bieﬁéw&
Tutor - Student

with the student addressing the problem and
the tutor listening to the student.

These thres modeis of g tutoring con-
forence deserve our attention because thay
show the position of a necessary component
in the progess of a learning experience. We
often refer g it zs having 2 quesiioning
attitude. Jean Piaget in mors ¢linical
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terms ¢alled it dissonances, an imbalance
that needs to be set right. HNo matier what
our semantic choices are, we can see in the
Tirst model the presence of dissonance more
in the tutor than the student., At this
point the tutor gsnuinely feels a need o
know. The student, on the other hand, has
given up on her own guestioning strategies,
Thus the reason for her visit fo the lah.

In the second medel, the tutor has Found the
sodrce of the dissonance and is totally en-
gaged with her need to correct the imbalamce
by using her problem solving strategies.
Unfortunately, the student is also engaged
in the tutor’s strategies. The third mode!
is reversed, with the student engaged with
the source of dissonance, thus developing
her own problem solving strategies, and the
tutor is ghserving the student,

Psychologists such as L. 5. Vygotsky,
Jean Piaget, Carl Rodgers and Jerome Bruner
nave brought into sharper focus a key
concept of cognition that is of maior
importance to our understanding of the
relationship between the question and
learning. By various paths of approach,
each of the above psychologists has linked
the conception of lsarning involvement with
an awareness of dissonance, or & need that
takes iis shape in a puzziement or question
within the individual. It is an accepiad
principle that the degrae of jearning is
directly related o the degree of the
tearner’s involvement; however, we find that
creating that involvement in another person
is difficult, if not perhaps impossibie.
Lince we are zware that the learner must
quastion herself, we as tutors try o create
3 guestioning attitude by asking quesiiong--
which we should not do.

In The University of Akron Writing Lab-
gratory, it has been cur praciice io use the
gquesiion not only as a measuring device to
determine the student's level of knowledge
but as a means of encouraging the student fo
verbaiize or elaborate on the perceived
strengths and weaknessess of her work. In
an attempt to evaluate the success of our
practice, 2z small study was planped,

An analysis of randomly taped sessinng at
the Writing Lab proved enlightening; certain
patterns began to appear. For instance, a
shart answer pattern was established in 2
First meeting when, in an attempt to create
some measure of rapport, a tutor asked getf-
aoquainted questions about the student’s
hometown, course of study, future goals, and

the ke, And though these guestions wers
intermingled with relaxed personatl reflec-
tions from the tutor, they received only
shart, specific answers from the student,
The iab tapes alssy revealed that the type of
questions most used in relation to the stuy-
dent's work were those reguesting short
answars. Out of fhis sampile of 237 ques-
tions, £4% were reguesis for factual infor-
mation and 23% were reguests for some type
of analysis or evaluation; the remaining 13%
were requests for paraphrazing or re-reading
or were answersd in haste by the tutor. IF
the infermation was known by the student,
the answer came guickly but was Himited. At
ather times no answer was given and the re.
sulting tension remained high until the
S$iience was broken, Significantly, it was
the tutor who most often hroke the silence,
and very often with another guestion.

Disappointed with the large per
fact-requesting questions, I made
tion the next target of study. I

technigue of questioning the learner in an
attempt o ¢reate learning is not a valid
tood for two reasens: {1} the power within
the structure of a guestion and the restric-
tions of its responsae can be inkibiting, and
{2] the nscessary felt need for learning in-
volvement i3 misplaced. T found that gques-
tions have an inhibiting power through the
nature of their structuyrs, They reguire, if
not demand, a respense for closure: sther-
wise, the fension ¢reated by the guestion
remaing high and usresoived.  An additional
tension 1§ crealed simply by responding to
the guastion, for responses have limitations
or boundaries. The guestion reguiring fact-
al answers is iimited to a response known
only by the guestioner, the responder, or
possibly by bDoth questioner and responder.
An analysis or evaluation response s limit-
gd through the available informatiocn from
which to work, and until the responder re-
ceives some signal from the questioner that
she has given a satisfactory response, the
danger of error remzins high. Consequently,
the inhibiting power of the guestion plus
the boundary iimitations of the response
restrict thinking rather than release it,

In an articie "dsing fuestions to Depress
Student Thought,™ 3. T. Dillon cites sleven
studies that show question responses are
typicatiy brief, a single word or phrase,
and ag further ausstions are posed, re-
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sponses tend fo become shorter {p. 56},
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Some types of questiong, it seems, have
more inhibiting nature than oihers because
decoding carries an amotional as well as
informalional message. For instapce, the
“Why" auestion often receives 2 hesitant
answer or an 1 don'i Know, ' possibly
hecause it seems to imply error before an
anatysis has begun. In The Helping inter-
view, Alfred Benjamin gives an interesting
theory for this phenomencon. It appears this
is generally the first guestion asked of &
child when he has done something wrong, re-
minding us of tha *he@ry that memory appa-
rently travels along affective paths, with
“feeling generating memory and memory gen-
grating feeling.” We are all top familiar
with the overriding power of the emotional
message as opposad to the informational mes-
sage of a teacher's marginal notes or ques-
tions on a returned paper, which students
assums are harshly crifical even without
reading them. Fa?thermore, gnderstanding
what the guestion means is sometimes dif-
Ficult for the studeni, After all, there
are innumerable decoding possibilities Dased
an what the student brings to the confer-
ence, and the inhibiting power of a quasticn
can be intensified by the student’s reason-
ing at that moment. She may decode the
guestion with another guestion composed
around a concern for the reason for the
tutor's question. A chained seguence of
gdecodings, such as, ““hy is he asking that
guestion?” or "Why is he asking me that
question®® is an intrusien inte any problem
Sa?vfﬂg ctr "tmg?es the student may have had,
arel the tutor’®s guestion now has become
“Threatening, paralyzing, embary aSQ¥Q§ or
EVEn may be considered an attack® {Diltlon,
1982 p. 138}, Janst Morsund @er+3 egz that
the student whe hears the guesstion "is not
passive machine, carrying on & running
translation of sound. Listening i3 an
active process in which every message
fragment is screened and either accepied or
rejected {possibly highlighted) so a3 to fit
whatever else i3 going on in the lisiener's
thoughts and feelings® [p. 83}, The tulor
has no way of knowing at what emotional
tevel the student is atiending the gquestion.

I

The Writing Lab tapes also revealed 2
separate yet related arez of inhibition, the
amaunt of wait-time permitted by the gues-
tioner between guestion and response. En
1974, Mary Budd Rowe published the resuits
of a six year investigation into the in-
fluence of ifeacher/pupil wait-time., A group
of teachers were frainaed io progressively
increase wait-time from 0.9 seconds o 3 %o
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5 seconds. Then, recorded classroonm
sessions were analyvzed and revealed that
student response changed in ten variables,
gight of which apg?y directly o the
conferencing sesston,  She found that with
increased wait-time: (1) the length of
response increased:; {2} unsolicited hut ap-
proprizie responses increassd; {3} failure
to respond decreased; {4) confidence, as
refiected in response, increased; {5} specu-
Tative responses increased; {6) svidence
inferences increased; {7) student guestions
increased; and {8) responses from students
rated as siow imcreased. Rowe also found
that as wait-time increased, the length of
student response increazed concurrently with
inferences connected to evidence, She
stated, "It is as *haag? the mapping of &x-
perience and thought into language procesds
tn pigces.  Intrusion between the bursis by
ancther person prevenis the expression of
a complete sequence” {p, 87)., <{lsarly,
then, giving students encugh time to rospond
is an important part ot teaching, and we
shouid stretch that time as much as we can,
to give our SLU@&QLS aspoportunity to think.
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There are many ways of cutling off wait
time, but I believe the guestion, by its
very nature, i1s extremesly infrusive., It
places an exira decoding burden on the stu-
dent, resulting in variocus degrees of cogni-
tive strain. When the f&ﬂenL iz slow io
respond, often the tuior eﬁ?;g? the ztu-
dent's cognitive aci?v%ty with further gues-
tioning in an atiempt 1o c?arz?%? or gues-
tions are interjected in anticipation of
?espsﬂtwwc;ase, intensifying the cognitiy
strain by layering decading on top of enbudw
ing processes.  If the concepts within the

riginal guestion are new to the student,
his decoding processes are somewhat slower,
and the encoding into a syntactically ac-
ceptable vrasponsse will need more time,
Intrusive questions simply add exira message
sets to be decoded before the student has
completad the first., It seems reasonable %o
assume then, that unsolicited interfarence
tn the staéert*s cognitive activity is
counter-productive to the intended goal of
studeni cognitive involvement, and that
Tonger wait-time has a positive measurable
influence on student response:; therefore, we
should not interrupt our student's thinking
with further questions.

1,
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The second major reason the gusstion i
not a valid tool for creating diss ;

the Tearpsr is the needs Tocation. Whe
tutor composes a guestion for the student,
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it is hased on the tulor’s perception of
need within the student; consequentiy, the
attention of both student and futor are
focysed on what the tuter chooses as need.
1T, on the nther hand, the student composes
the guestion, it is based on what she
chonses ag need. For instance, iF the tulor
asks, "why did you put a comma here?" it
draws attention to error, or it reguesis an
answer that is rule bound, If however, the
student asks, "o I need 3 comma here?® sha
has chosen the point of discussion that is
zt that moment her felt need.

Moat literature dealing with the question
as a teaching tocl, concsntrates on the cog-~
nitive level of expected response, claiming
that gquestions structured a given way will
g1icit responses on a desired lsvei; how-
gypr, in his very informative articie, "The
Effects of Questions in Education and Other
Enterprises,” Diilon sheds doubt on the
question as & catalysi for predetermined
cognitive activity in anyone other than the
guestioner. He notes that most study re-
sulks are given in total averages and ths
results of paired guestion/responses are not
considered,  Students often respond on 2
different level than expected, giving &
short answer when a long evaiuation is de-
sired, so there is no quarantee that a ques-
tion will cause 3 predetermined level of
response,

O ilon points cut that education ig the
only profession that considers the guestion
a stimulant for higher levels of thinking
fp. 129}, Professionals such as pollsiers
or court room attorneys use the gquestion to
contrel or iphibit thisking. In contrast,
professionals such as the personal inter-
viewsr or psychotherapists, who have 3
similar purpose 38 educators to free expres-
sion of thought, tacticaliy avoid the ques-
Tion bepause it inphibits thought and re-
sponses,

Since there are so many negative quali-
ties to the question, it would seem logical
toe avolid T, as much ag possible, in a tu-
toring session. But how? Oiilon and others
found that the statement created longer,
morg reflective responses. At Akron Uni-
varsity we find paraphrasing by the tutor is
excelient because it forces the student to
consider deep structures, highlighting the
sutcess or Tailure of various sections of z
written piece. However, the imperative

structure is the most productive for & writ-
ing conference. If a student is told to
gxplain the assigrment made hy the teacher,
reac a section aloud, point to the places
thal are creating discomfort or experiment
by writing an idea in different structura!
styles, then she will be dealing with her
needs Dy elaborating, manipulating and
developing strategies for the identification
and solving of her writing problems, and
that is the goal of 3 writing conference.
Asking questions has been a major portion of
our teaching strategies; however, if the
student is to become involved with the
tearning experience in a productive manner,
the questions must come from her.

Joarmm B, Johnson
The University of Akron
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JOB OPERING

JQueen’s University at Kingston invites
appiications and nominabions for the
position of Director of the UWriting Program.
the Director will be responsible for
establishing and administering & Writing
Program and Centre, and for coordinating
with the Queen's Hriting Committee the
instruction of writing skitis across the
curriculum.

The successful candidate must be sbie to
provide ?eadﬁrshfﬁ in the development af an
pffective writing program across the Univer-
sity. Responsibiiities wiil dinciude:
developing the Lentre's program of activi-
ties; hiring and training professional
tutors; managing resources (budget};
deveioping instructional services for stu-
dent writing in all disciplines; developing
“sgrcaﬂh&s tg the feaching of writing in all
discipiines, and angistéﬁg the teaching of
writing throughout the University.

The Director will be & member of an
academic department such as tngiish but with
pwsmafg responsibilities in Writing Lentre
administration and secondary responsibiii-

tse\ in teac%xwg and resesarc The possi-
hitity exists of a tenure- twack appointment
“ﬁ& a3 suitably qualified candidate.

Applicants’ preparation should Include:
sxperience in academic administration
{praferably in ralation to curriculum);
demonstirated success in feaching or futoring
writing at the undergraduate level or beyond
{oreferably in more contexts than English
departmental courses); significant scholariy
publications {or other significant experi-
ence as a writer). Appiicanis shouid be
familiar with recent theory and practice in
the field of writing across the curriculum.
Most important, candidates must have & clear
vision of a writing program that signifi-
cantly benefits writers and teachers of
writing, along with a coherent approach io
developing a writing centre.

In accordance with Lanadian immigration
requirements, this advertisement is
particulariy directed to Canadian citizens
and permanent residents. (andidates of both
sexes gre equally encouraged to applyv.

Each application should include z

curriculum vitae and the names of three
referess, 1t should be sent by February 1,
1985 o the Chalrman of the Ssarch Commiites

tn adyvise the Principal:

Oy, R.3. Fraser, Jean
Facuity of Arts and
Science
Queen's University
Kingston, Ontario
7L 3Ne

CALL FOR PROGRAM PROPOSALS
LA ——
S* th Annual
VELOPMENT %R??fﬁﬁ CORFERENRCE
Gid Uam;n ion University
Horfolk, Virginia 23508
Aprit 4. 1986

Faculty and admini
opmental writing

strators who work with
deyvel are imnvited to submit
grc;csa?z. The theme for this year's con-
ference is Writing Across the Curriculum.
Progosals on this theme will be given
priority; however, all proposals dealing
with any aspect of developmental writing
will be considered.

The deadline for receiving proposals is
December 20, 1985, Please address inguiries
ta:

J. Steven Fletgher, Coordinztor
&eve]epﬁental Writing Conference
wWriting Center
314 Sominion Univers Ty
1501 West 49th Street
Norfolk, Virginia 23508

Telephone {804} 440G-4117

The astrongest drive is not

sex or greed. It is one person’s

siced toehang _anmh{:f’s copy.

AAD B Mjsrﬁf{

from
Simply Stated 55




"OG YOU OBJECT TO TUTORS ASSISTING YOUR
STSGE?_S WITH THEIR WRITING?®

It has always come as & surprise to me
when any of my roE?eagaes do not share my
enthusiasm and convictions about our Writing
Centar. I have also been somewhal in-
trigued. The benefits seem so seif-evident.
Any response to our Center other than vig-
orous adoration puzzied me. So I decided to
survey the faculty to find out just what my
cans?xtuarcy was thinking and feeling. I

ased thig questzo% tg themn: Do you object
to tutors assisting your students with their
writing?® I was asking, in effect, "Do you
object to the Writing lenter?® I expeated
to find a generally homogeneous attitude. I
found, instead, a remarkable diversity of
opinion.,

Here s a representative sampling of ihe
rESpONSes:

"1 don't object because my philosophy
is that we should try to teach stu-
dents writing, not nunish them for
their past laziness or poor training.”

"My own tutoring of students almost
inevitably involves correciing their
papers even though I fry o kesp wy
advice genera S¢ tong as I am
warned that tutoring has besn given, |
am nrepared to take it inio account.
Most studenis probably get some Kind
of help from other studenis anyway.
In either s%+a§+§aﬁ, s@%e kind of
learning is taking place.”

“1 don't approve of theilr editing
final drafts.”®

*y¥es, The students don't always
clearly understand what they're sup-
posed to do--they can't, then, tell
the tutor, 1 would prefey fg have
troubled students talk fo me. Also,
tutors often raise the ta g of a
student's paper in identifiable spols
by use of terminology and phrasing
which the student can't use on his or
her own and doesn't elsswherg in The
paper,”

B don't obisct 1F 1 am mads aware of
the nature of the help.®

,......e
]
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“1 do object, My Vielnamese student
who came in to see you recetved much
too much help with his composition—-
even suggestions for ideas to be in-
corporated into the paper.  In cases
where a student has serious gram-
matical and organizational problems, I
wat1d aven prefer he or she not take a
draft of the papsr Io the lenter ai
ati, but rather get help through the
yse of verh sxercises, sic. @ reslize
it's a problem because the students
themseives haven'i the time or motie
vation to devote to learning what they
should have lesrned years ago. 5ul it
they simpily come fo you with draftis
and ask you to "G.K." them, then they
aren't learning anything.”

"Ho. I zssume the tuu
grofessienal atiitude.
work with students eon pl
revision TyaeTf When st
to accept the Su§§€$ii@d5 {ha
them %ﬁ&ia it seems to me the
ing of discrimination, and the
step towards being able io ori
and imprave Lheir own work.
dentis who passively acgept g
tion® without s*ruﬁg ng in
*be reasons behingd ¢+ SG0n
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temporary grade advanbag g
Tﬂ sncourage students o improy
Lime~~which 15 why *hﬁ Resours
1% needsad.”

Some of this variety can be atiribuled
pﬂ”50ﬁ33 teaching philosophies., But thisg
variety also can bhe attributed to varying
degrees of awareness about whal the Center
does ang doesn't do. Thers was a direct
relationship in my survey between knowledge
about the Centar and resgrvations abnut iic
‘seﬁuinass, The reservations about the

enter came zlmost exciusively from insiruc-
tors who 1 Knew were less informed about the
Center than many of the others., As a genera]



rulte, I found that the more a faculty member
knew ahout the Center, the more he or she
appreciated i,

The most significant finding of the survey
is that the faculty which the writing ceater
serves needs to be informed in detail aboutl
what a particular writing center does and
doesn't do. We must alsc recognize thal some
aof the faculty needs to be convinced about
the efficacy of writing centers. Hriting
centers are a new phenomenon in the academic
comunity. And to some instruciors writing
centers are an untrustworthy enigma. Some
instructors helieve that writing centers ars
grievance depots staffed by unskilled and
untrained sophomores. We camnotl just assume,
as many of us I think do, that ali %astruf»
tors share our enthusiasm and convictions
ahout the tutoring process.  We need o
advartise, exp’aén, and demonsirate the value
of the services we pragaﬁe. Ta builc ?ruu%
we need to demonstrate (not Just assume} our
value.

This is, however, no easy fask. And the
problems are compounded for those of us who
work at large universities. The logistics
ran seem intimidating., The faculty can sesm
infinitely diverse, Usually, we have 1o
setile for distributing ¥. E. brocthures
{which traditionally give only bhasic informa-
tioni. This strategy. however, seems 1ike
such 2 meager vesponse to such an imporiant
task. There is, happily, more ithat we Can
do.

A11 writing centers should estabiish 2
policy statement in which the modus operandi
of the center is set forth in detail., A
palicy statement should address gasséé? or
freqguently encountered misconceptions and

rnp'ﬁ&ti%ﬁs about the writing certe“, A
pﬁtﬂcy statement should also establish th
center’s credentials. We éwsﬁusg aﬁw tutors
are selected {wriling 33¢D le, two recommends-
tions, academic record, personal interyiew)
and how tutors are trained. A policy state-
ment should alse inciude a statement of
surpose,  We inform instructors that our
DUYRGSSE, 35 wWe éeféne it, is to give studenis
a sense of what a good paper should he. He
suggest that aﬁyﬁzwe a student sits down with
a tutor, growth will {in some form or mea-
SUre resait.  We describe ocurselves as &
support service. We reassure professors that
we don’t discuss grades and that we don't
*orocfread® {that is, we don't offer correc-
tion without Jmstruciionl. A policy state-
ment shou'ld include a description of a typic-
al tutoring session. & policy stalement
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should also include a brief review of ”erent
schalarshis on the i%ﬂghg of LGF?@“? inn.
The statement should be a persuasive document
and should be as informative as potsibis.
And it should be distributed fo the entire
fatulty.

Every faculty member won't read the poiicy
statement, of course. But many wili. And
rest assured: those faculty mesbers whe don't
read it are usually apprised of its contents
ang way or another. I have found that after
a statement like this s distributed to tne
faculty, there i3 usually a week of genersal
discussion and acknowledgement of the docu-
ment among different departments and faculty
members, It is surprising how guickly and
thoroughly information like this becomes part

T the general consciousness of a facuity.

A1V writing center directors should main-
tain an active and %magfaa ive adveriising
program. The most convincing endorsament for
a writing center is 3 student whose writing
has Tmproved. The more students we help, ihe
mowe the good word preadsn Advertising also
helps ys reach a greater variety of students
And gince most wriling centers are run b;
English departments, advertising can heip.
dispel the uéu“1 notion that a writing center
i3 a piace to get help with English papers
only. Students, like professors, also need
o irow how 2 n,zixwg ceater can halp them.
Advertising f&ﬁ accomp iish this. It 9s
important io advertise &

Heve are a few of the ways in which we
advertise:
1. He receiyed pe“méss‘sﬂ Fran the

g?&ve wrltiﬂg LEﬂ ter “rac S% ets
1

{folded one page anncuncemants) in
student text hooxs. Since a?? frasfi-
men are required io take Epgiish 185,
we only stuff these bopks and stiil
raach every freshman.  Last year 1
stuffed all the hooks mysaelf {some

200G, 1t tock me shout 3 hours.
This year the bookstore offered to do
the S*ng‘ﬂq far me This i3 8 very
effective form of ﬁi erbising.

2. We had a Writing Lenter T-shirt mads
up.  MWe kesp them on sale during the
schioel year. We seld about 100 of
these to students and faculty last

year.
3. We yse the standard glass display
cases ysually found In well-travelied



nlaces such as the student union and
the Tibrary.

4. We pul popsters in the shutile busas
which run reguisr routes around
CATPUS.

h.  We advertise i the daily campus
ngwspaper. We try o make our adver-
tizements entertaining. HMe've used
testimonials from students and pro-
fessors, comic sirips, and “Dear
Abbey® buriesgues. Students enjov
these ads becauss they are fumiy.
This was our most effective form of
advertising last year. 100 new
students came 10 the center hecause
of these ads.

f. We have a radic station on campus,
and our advertisement about the
center has been placed in the sta-
tion's public service announcement
file, fur advertisement ig read
about every two weeks.

e

. Every i?ﬁﬁﬁ}rg freshman is given an
orientation packet of materizls., e
drop off about 2000 copies of oaur
"Fact Sheet" and the cg-ordinator of
the grogram ingludes them in the
packets. Every incoming freshman
receives one. Helwsen stuffing 105
books and including the "Fact Sheet”
in the orientation packet, we are

relatively sure that svery freshman
will encounter our flyer.

A

2. We reguiarly place posters and an-
nouncements in strategic positions
arcurd campus like the pub, the
Tibrary, and the student union.

prie

9, We have had self-adhering stickers
made up which are siributed fo
avery gniversity instructor. The
stickers contain the following mes-
saae: "1 recommend that you consuit

ith a tylor at the Writing Resourc
LEﬁter before you write your next
paper.”™  The stickers faciiitate
referal of students io the lenter.

10, We also have a Writing Center bBro-
ﬁth L

This kind of advertising does not requirs
x large budget. We purchased the stickers,
For example, from a mail order firm for $5.
dvertising in the campus newspaper cost us
approximately $30 a month last year. Money

spent on advertising is money well spent.
Sur advertising srogram is directly and
demonstirably responsibie for our growth as a
center,

it

should aiso be noted that writing
center directors need a market ressarch
tool. It s important that we know what
advertising technigues are working best. A
tutor report sheet can fulfill this func-
tion. We have stydenis 117 in most of the
logistic information on our sheels after the
tutoring session.  One of the guestions wa
ask the student io respond o s Y"How did
you Find out about the ceniter?’  As the
sheets accumulate over the weeks, we get a
good idea of which aéamrtéq€ng channels are
most effective. This is very good informa-
tion to have.

[l

Every writing coenter dirvector should
develop a mechanism whereby instructors ars
informed about any help their studenis
receive gt the Writing lenter. Each time a
student works with ene of pur tutors, the
tutor completes a report sheet which will be
forwarded at the end of the day to the

student's instructor. Such 3 procedure has
z number of benefits., Thig aracedu?e @y -
hancas wae student-instry
Frofessors Find that reg
tignal Jat‘“ {aﬁ one ing £y on
students ts, in itgelf, helpful. Professors
zlisg liks tc seg £k 13t i
enough zbout their
help. Most instrucion
gfforts fto improve, s thera
respond  in s&me segreg more favorab
students who have vist writi
and made an exira eff m
grocedure alse builds rapport
facuity., These forms are an
coanteris gﬁ@@ will amd of 3z
ment fn funciion as an access
instructor. A professional rpgﬁa.anahsa is
cstabiished. Without the report she
writing centar funciions in 2 vacuum
atly divorced from the rest of the
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My primary argument ds that writ
center directors must recognize the n
sity of zemﬁun;Catzqg with the facuity.
Assuymptions and wmisconcaptions o
hinder our effectiveness. If we communicate
effectively, there will be few %rs ructors
who witl object o our tutors assisting
students with their writing.

Patrick Sullivan
University of
Connerticut




Book Beviow

Beverly Lyon Clark, Talking About Writing:
A tuide for Tutor and Teacher

Lonferences. Ann Arbor: Univ. of

Michigan Press

1985, §9,95.

TS SACEE

“Good advice,” one of my best students
noted last semester, "is never from spmeone
to anyone.™ Beverly Lvon Clark s Direcltor
of the Peer Tutering Program and ¥riting
Room at Wheaton College, and in her oxcel-
fent Talking about Writing she offers good
advice to those of us who teach writing one-
to-gne, whether in a tutorial center, a
faculty office, or 3 classroom. Based on
her own experience and that of the many peer
tutors quoted in the text, this highly
readable book is 3 storehouse of practical
wisdom for tutors, teschers, and students
themselves.

Liark d $ ner book into thres parts:
What to Tu How to Tutor, and Beyond
Tutoring. In the first section, she urges
tutors and teachers to begin with giohal
matters-~generating ideas and organizing
ﬁater1a§~—aat0re moving to local errors in
grammar, mechanics, usage, and style. She
preseﬂtc a hast of strategies for getting
students to expliore ideas, from ursurgczar g
Tisting, freswriting, and freedrawing (it
works} to the rigors of Burke's pentad.
Moreover, we see theory put into practice
wnen (lark quotes pser futors who have ysad
each technigue. Following Mina Shaughnessy,
Clark argues that "errors are not signs of 2
student’s stupidity but gaiﬂes tn her
aitempts to lfearn.” As suych, even ﬁarﬂeﬁ—
variety mistakes yield opportunities for
exploration, she and her colleagues demon-
strate. Whal's more, her chapter on mech-
anics containg a3 handy its/it's test {(n. 60}
that beaty any other 1 Know.

Clark's advice is no less good in Part 11
when she turns from doing fo being. “How to
Tutor® opens with two paradigmatic versions
of a single conference {"Coach or Dicta-
tor?".  In this and Subsequﬂﬁt chanters on
"Getting Started”™ and "Down to Business™
Clark's experience as a writing center
administrator serves her readers well. Like
3 good tulor/teacher, she is authorifative
without being authoritarian. She knows the
yaiue of asking the right questions--and of
keeping silent 50 that a shy or pensive
wr%ﬁer can think before answering. The

LI

you' and "I in her text are authentic, as

are the tutors whose Journals she liberally
guotes. "1 have said many times in the
past, ‘I can't write, I can’'t spell, and
want to go to sisep,’™ Beth Brown writes.
"Maybe that's why I enjoy tutoring; I've
beer there.”

Those who've been thera, side by s%ég at
the wr1tzﬁg table as tutor or tutee, wil
Tind that Llark confirms their instincis aﬁé
understands the constraints they face, Time
s 3iways short; the tutor who i3 2156 the
teacher must play umpirs as well as coach.
She candidly discusses problems not coversd
in standard handbooks: ar*bzng anxiety,
atoofness, hostility, and prejudice. Her
forthright and f;ex?ble approach to thes
matiers makes even the worst of them seg
mandgeabie. The section Closes with a
chapter on "fvailuating Tuloring® that does
Justice to a complex fask in ways that grade
checks and Dody counts do not.  In addition
1o 2 provocative zeif-ovaluyation checkiist
for tutors, Clark offers tips on using
interviews and videotapes to assess one-fow
one Instruction.

What lies "Bevond Tutoring?® In her

third section, (lark takes up tutors'

fournails {nﬁﬁ‘y illustrated?, the perils of
*&zcring {including that dread condition

tutor's block;, and wavs by which ane-to-one

teachers ¢an reach a broader audience:
Q?z¢”§ﬁg wsrfa%egsg posting flyvers, publiche
ing articies in kri*aﬂg Lab Mew»ietter The
book closes with appendixes keyed to the
exercises and a judicicus annotated biblioe
graphy.

"1 made z point fo caution her that it
was her J:DPPSGE and that she should only
accept the advice which szemed most aooro-
priate,” Terry Wood recalls of 2 futorial
session.  Thapks ts Baveriy Lyon Qlark’s
understanding of her 5LJéPﬂt% and her craft,
Talking Abgout Wrzi;ﬂq requires no such

waraing. Her good advice will speak worlds
¢ the tutor, teacher, or writer willing and
able fo iisten.




*1 know how to write--l gei an A on my
Tast poli-sci paper. T wrote Just like
my English teacher said to back in high
school: five paragraphs with an intro-
duction, & body and a conclusion.”™ This
student iz following a formula, not learn-
tng! High school was for memorizing these
writing commandments: college is for under-
standing and expanding on them.

A simple exampie illustrates the differ-
ence betwesn rules and understanding.
Suppose 1 measured the timss it took 2 bal
to drop from various heights. 1 could then
gt to my desk and find a mathematical
equation which very accurately fits this
data. I could write this equation on 2
chalkboard and el you that it described
the mation of a falling body. I could even
show you a few examples of how io apply this
equation successtully. But do you know why
this particular eguation Tits and others
don't? OF course not. AT] vou know is that
it works.

Even foday, the ultimate reason that this
equation works s still not krnown., But the
point of this story is that physicists are

not content to simply Know an equation
fits~-they want to know why. They see ruyles
as only a starting point. Why should we
Tack at writing any differently?

Getting others to see that writing has a
rational structure is my most important job
at the Writing Center., How can I do this?

I have the author read his paper aloud, and
when I have trouble understanding it, I
speak up and we try to identify the problem.
Perhaps the writer assumed hig readsr knew
ton much, or he forgoel to include pari of
his argument. 1 rarely mention inverted
syramids or introductions, bodies and con-
clusions. I want the writer io see why his
paper is not getting iis point across, not
sive the problem a name and a rule for how
to avoid it. I teach the writer Lo read his
paper--not Ic preefrmah it--but to be sure
it makes sense to the reader. EFach time g
persen regiizes that making Seﬂs& is the
oniy "rule? of writip g
Job.
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Jon Stewart
Bucknell University

WHAT DO WY

Among their countless other tasks,
responsibilities, and activities, writing
Tab directors obviously write texis.
Jdeanetie Harris, the é%recta“ of the writing
center at Texas Tech University, and Ann
Moseley, the director of the bast Texas
State University writing center, have
veﬁeni%y Lompieted Contexts: Writing and
Reading {published by QOUthﬂn Mifflin, a
text that integrates writing and reading
instruction. Patrick Bizzara, the dirvector
of the fast Larolina University writing lab,
along with his colisagues at Bast Larolina,
James Kirkland and Collett B. Delworth, Jr.,
have written Writing and Revising: A Modern
College Workbook (published by 5.C. Heath},
3 workbook that can be used independently
and as z companion volume to the Concise
tnglish Handbook. And Practice for a
Purpose (pubiished by Houghton Miffiin],
written by Muriel Harris, director of the
writing 1ab at Purdue University, is a book
of writing exercises that can be gsed inde-

iy or as 3 companion volume 1o
immon s Writing with & Purpose.
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teachers t
directar of the
Coliege, has v
About Writing: A

sonaib

Conferences {publi -
Michigan Fress), a book which i
this issue of the Writing Lab HNey
Irena L. Clark, director of the w
at the iniversity of Southern Lalifornia,
has written k“}t;nq in the Center: JTeaching
in a ¥riting Center Setting (published by
Kendall/Hunt}, to be reviewed in a fubure
issue of the a&ws:etﬁer Argd Muriel Harreis
director of Purdue University’'s writing lab,
has wkcenu;e Mawa‘ftﬂi Teaching Wr 1térﬁ
One~to~One [to be published by NCTo), 2 boaok
on the conference method of teaching wr

for teachers and tutors.
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PEER TUTORS Iﬁ ?55 2?§3Lﬁf?? b% LEGE

In the June 1985 issue of the Writing
Lab Hewslsiter, after describing accuralely
the student population of fwop-ysar colleges,
their open door policy, and the resulting
skepticism of instructors, Betity Neumann
questions the feasibility of peer futors in
two-year colieges, [ answer Neumann's query
With a resounding YES! Community colleges
should empioy peer tutors. We at Allan
Hancock College, a community college on the
central coast of Catifornia, have used peer
tutors successfully since our writing center
apened its doors in 1976,

Identification

Our means of fdentification, then and
now, s very si@pie: recommendation from an
instructor. HWe fo 1?0‘ the procedure £sta-
blished by our tutorial center.

Fxperience

Because 0% of our new students place
into the pre-college co m5031t10n course,
mest of our Lutors have compieted this
preveguisite to English 101, the typical
freshman composition course.  After com-
pleting the pre-coilege course, our tulors
enrgll in 101 and tutor in the center,
Thus, our tutors have successfully completed
the courses for which they are tutors. In
fact, these tutors are usvally our most
effective tuytors: they know well the courss
thetr tulees are struggling through. How-
ever, we ¢o employ Lutors who score direcily
into freshman composition, who have AR or BA
degrees, or who have professional wré**ng
experience. Within the community college
tigs & wealth of student potential, espe-
cially the re-sniry student who has returned
to school after rearing a family or who is
making 3 career changs or who has refired
from a successtul career,

Compensation

Our tutors are patd cut of the tutorial
center budget since all students seeking
nelp with their writing assigmments must
come to the wr‘ting center for assistance.
In other words, a student who needs help in
psychology reports fo the tutorial centfer
for a tutor assignment; 2 student who neads
help with ﬁrit?rg comes Lo the writing
center. Three “nrofessionals” [two center
staff members and one full-time instructov}
and one tutor work ip the center each hour,

aum. to 3:30 puom., Monday through
ay, and two nighis weekly, 5:00 p.m. 1o
D Tt Eafb tutor is Himited fo Twenty

Jur tutors prefer money over credits,
especially credits that will not transfer.
They attend college on Himited funds, so
they are interested in money to pay rent,
cover tuition, or buy books. HMost hold
ather jobs and attend class 12-15 hours per
WEEK .

Training

We do very little training. Most tuis
know how the centaer operates. They were
tutees just the semester before. HMost
tutors know what is required for successtut
completion of specific courses within the
compesition program. They have taken the
plasses. For example, one tutor, Judy, was
my student for two semesters, taking a pre-
101 course and then 101. As a 101 student,
she became our centsr clerk, recording
attendance, Tiling folders, etc. Then 3% a
07 Sﬁédeﬁh, she became my classroom tutor
and 3 writing center futor. She frained on
the Job, Jjust as I did my first year teath-
inc composition.

i
-4

Working from a 1ist o
mended to her by instruc
director hives the tulor
their scheduls.  Sh
room tutors if we hav ¥
Spme futors iike Judy work in
and in the center. The directo
arocedure with them and administers &
test developed by savera; English ins
tors. Tais test includes a short sec
Su§1eh ~yarh Jdentification and pwnct

..
ter

L e [

o
w
i s

LS (IR el T T
o
s T
B T R R

S
1N [

]
e A

ot TV ek s
i
T et §3

¥
s m oy
e

and a longer section on grtwr; ing 3
gies and revision problems. Qur cen
director handles ail futor pronilem
Instructors with complaints taks %
her, ot 1o the tutor. ?Jbsrs, to
gt the center director with their
though many feel comfortable asking
from instructors.
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Several years ago we trisd fular meetings
weekly, then bi-weekly, and finally monthly.
Though the tutors and the center ﬁ*aff found
ther helpful, sharing problem
plzints and learning new technig ues, we
encountered difficulty finding 2 time when
most tutors Could attend.
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Tutoring

OQur futors assist in all areaz. They
work with students on prewriting, writing,
and revising. They locate specific skiil
exercises and assign them o students. They
answer questions about WANDAH, a2 computer-
assisted writing program. Because we have
insiructors in the center with them, our
tutors do not hesitate to seek help if they
areé unsure or don't know. We have certain
“checkpoints,” steps in the writing process
of each assignment, which only the classroom
instructor may check. Though the futors
assist students with these points, they do
not sign off on them., Instead they reming
students that they must see their instructor

this point.  This system assuves that
students in the center do not avoid their
instructors until the final draft. HMors
important, these checkpoints ssrve as a
check on tutors. Misinformation can be
caught, and the tutor helped.

Tyn-Year® Misnnmer

Two-year® really s a2 misnomer for our
institution and for many similar colisges
throughout the naticen. Students who work
3+ hours per week, studenis with familigs,
and students with skitl éef%sée&cies are
with us for several years, woti twp, ihe
terps freshman apd sophomore fend to bilur.
Qur best tutor begins her third yvear with us
this fall {and with an additiona?l role, a
new bride!d.  Ancther tutor, a student in
the Learning Assistance Program, beging her
fourth year at the ca%éege-w?WG yaars bréngm
ing her skills up, another with personal
LﬁﬂﬁétﬁeﬁLS§ and now on track and almost
ready to transfer. She will be a new tulor
for ys this fall., 5211l another tutor, 2
woman with a family and 1itile interest in
transferring, has been with us for several
¥ears,  Sne enrolls in enclgh uniis each
semester to gualify as a tulor, And, yves,
w2 have excellent futors move on after a
year or two, but we have ailways Found
gxzellent renlacements.

Credibility?

Quatified tutors are rveadily accepted by
the students. They enjoy working with thega
tutors who Just Jast semester or year were
sitting in their seats asking for help with
their writing problems. Tutors are grest
Histeners, sympathizers. They understand;

they have been through it.

Skentical Instruclors

My instructors are noi skepiical about
peer tutors. 1 do have instructors who do
Aot reqqeat tuters for their classes; they

just ke to "go it on their own.® However
these same instructors gladiy welcome hw,grb

inte the writing center, They know, as we
211 know at Hancock, that our writing center
coild not serve our student population
untess we emploved peer tutors.

Judy Markline
Allan Hancock [niiegs

m

THE ETERNAL ROUGH DRAFT: A METAPHOR FOR
TRAINING PEER TUT

As professional tsachers and tutors of
W é“iﬁf one of our biggest obstactes g our
proficiency in writing. We may or may not
pubiished poet s, short siory wit-
or Critics, but we are at ease with
itten Eaﬂ”ﬁagﬂ‘ we move toward it natyr-
we are so accustomed o th?g aase
we have no memory of learning io
The rungs on our developmental
are broken behind us; we stand at
Sﬁcu“e and capable byt unabie to go
d ause af this ease, many of us
E a clear process model when wa
wréﬁug ﬁa? gr@ ﬂrziiﬁg may take place
uncensciously or through dialogue with col-
Teagues. 5S¢ we don't know whal struggiing
students are going through.
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This is why peer tutors can be so effac-
tTive. Their “peerness,™ at least ags-wise,
is not as important as their peerness de-

e?sﬁmeﬁtaé‘y as writars: a good peer futor
should be cognizant of h v izarning pro-
cess; this process should be taking place
now with many of the steps stil] caught in
the rarun section of recent mamary. There-
fore a good peer tutor dees not have o he
an axceilent, nolished writer. Indeed,
clear adVﬁPLaqec exist in her not h&1wg an
excellent, polished writer. {Much of the



growing literature about peer tutor selec
tion and training proposes academic excel-
lence in composition courses as a major
criterion for tutors., At the University of
Akron Mviting Lab we look far tutors who
are not necessarily natural writers but who
have had to Tearn io write. Qur prefarence
is gsually for successful basic writing
students.

I base much of my geer tutor fraining
nrogram on this assumption: that my Lu-
tors know effective learning strategies;
they know tham without reading Elbow,
Shaughnessy, Macrorie, et al. {In fact,
ruading the experts, at least in the be-
ginning of training, can be dangerous since
it introduces tuyters to teacher falk and
obscures their natural expression of lsarn-
ing strategies;. And tutors Know these
strategies in a languags, often un¥avred&
that is much closer io the ;arguaau of tu-
tees than are the sirategies of the experis.

So we Degin our training program by
writing., {1 am using "we™ here Lo siress
that | write with the tutorsi. First we
write with the goal of generating ideas and
oroducing clear, focused paragraphs. Ofien
we use the same topics that our tutees {all
of whom are basic writing students) will be
writing about that semester. Then, whan we
have produced finished paragraphs, we wrile
about and discuss how we got o whers we
got: what processes and strategies did we
iyse? Which were dead ends, which were en-
trance ramps? Which sirategies were easy
and which were Jdifficuit? The tutors are
encouragad to write about and discuss These
strategies in their own language, not frying
to fit them into alrsady existing academic
madels.

Tdeas and strategies {raw heuristics)
are pientiful with every group of tulors.
Mast of their ideas with stight variations
do fit into academic modsls, but it is eg-
sential that tutors hear the strategies
discussed in their language first. Alse
important is the sense of discovery they
feel in finding strategies. Everyone uses
some form of pre-writing, most of it being
semi~fres writing: some use dialogus natur-
atly at first, some do Tists, some tell
stories, some use a modified cubing process.
This discovery--that eyeryong uses
sgme form of pre-writing--leads to an ex-
celient discussion of why pre-writing is
necessary. 1his is also 3 good beginning
for a discussion of writing as process,
something all good tutors know intuitively

jéxgﬁeiFEE;::?mmwiuﬂﬂaﬁUWESL

but need to discuss again and again.

At this peint %r training {the first

CGdﬁle af sessions) I ask tulors to stari
enpgﬂg a 1ist or =&urﬁa* of strategies for
getting started or unblockec, prob hably the
two biggest problems our tutees face. I
ask them to think zbout thelr writing pro-
cess in everything they write for the next
few weaks. At each meeting we share dis-
coveries, and each tutor begins a iist of
strategies to experiment with. WUe also
write about ways to introduce a specific
strategy to a specific tulee. We write
about what Xinds of tuteses rxg%z benatii
from different strategies and why. 1 en-
courage them to show how they would or do
use these s;rauegie this often leads Io
written dialogues or scrsgts, aa* onty o
expository witing. And from any script or
dialogue the group is easiiy Pf‘ g a8 gis
cussion of tutor-tutee interaction ant ap-
proaches for get ting sessions started,
something all tutors need help with.

e

‘2

Another interesting sxercise we do very
garly in training is th%s: I have everyone
write about “nothing." We start with the
word "nothing® on our blank papers, and we
write for ten minutes. Then we read and
analyze the writings. Everyone ends up

with something ﬁnteresiing——mayhe an ifdea or
nossible focus: somelimes 3 whole page or
paragraph emergas., We talk aboul now we got
thers: how we transformed nothing into a
topic or focus. {Transforming ie¢Cﬁer§
topics is one of the biggest probiems futees
have. Somehow successful students
make a tsacher's 2ep1u their own)., We
cyss how it's natural to move toward som
thing, to focus, fto give examples, o m
sense. 1his exercise shows them that w
ing is thinking, that itfs an o ueré*g :
cess, that the human mind =zgh 5 boredom,
abhors 2 vacuum., Eventually we write a
paragraph or paper that came from this fen
pinute freewriting.,  The finished wrilings
are ziways interesting.

.

141
¥

s

~
T ey (‘E.} e
f;"l" (Tx

3
i

i

=

What emerges from all %
mode ] of tutoring and writ :
Both reguirs end 1059 refocusing and
tess new beginnings; both need constan
vision and editing: and both tutoring and
Wr;hzgg are enhanced by frequent peer dis-
cussion and cgllabaration. S0 our fraining
program becomes 3 model
gages in to become a be

, 3 Drocess one an-
ottey tutor,

After the first six or ssven meelings,
a1l of which ideally ars at lsast two hours



long, our meetings usually ssttle at about
ong hour per week. We start these meetings
oy discussing problems tutors are having
either with sgacgfjb studants or in general.
Une tutor presents a problem to the
group. After a couple of minutes of in-
formal discussion, [ ask the group to write
responses 1o the problem situation. What
would you do if the student was your tutee?
How have you overcome a similar barrier?
Wnat might be the cause of this problem? By
now tutors know that they need fo show solu~
tions, not just tell them, having discovered
that tutoring is a skill rarely
learned by simple telling. Each member of
the group reads her response, and we discuss
which solution or approach is best for a
specific futes or situation. Again, tu-
toring is being reinforced as a3 revision
process. A metaphor emerges: tubtoring is an
gternal rough draft--iike any good writing,
it is never Tinished.

Often the responses tutors make to these
problem situations set an agenda for the
mﬁetaﬁg or raveal trouble spots requiring
specific infor ma*1oﬁ or exercises for later
meetings. From these respanses I often
tearn what types of articles might help the
group at a particular point in tra?azﬂg
So mich of the ?3terature on tutoring and

compasition theory s only helpful when
read at a moment when we are ripe to learn,
whan our frusiration is high or 3 problem
has firnally reached articuiation.

I do not mean to imply here that all we
do in our iraining program is write, He do
role plays, have department professors jec-
ture on sentence-corbining and revising,
and we read articles on composition theory,
sut at the core of gur preogram is writing.

& write about everything. 1 want tuiors
to see writing as a problem-soiving
tool, as an inventive process, as a way o
think about and see the worid., Articles ur
jectures that say this to them are not as
effective as an inductive appropach of writ-
ing and discussion. I want tutors to do
writing. [ want the tuior training program
to be z model of writing as fearning. We
who work in writing Jlabs know, if anyone
can know, that writing isn't faught--if{‘s
pract%ced Good tulors like good teachers
raraly learn anything that makes them belter
at their iob jobs; ?%ey take sirategies,
tdeas and processes, and they practice,
pracitce, practice....

Jamas H. Sﬁ%?fgcr
University of Aky
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Muriel Harris, editor
Jepartment of English
Purdue University

West Lafayette, IN 47507




