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“Pedagogy”
1. A place of instruction; a school, a college; a university. Also fig. Now
hist. and rare.

2. Instruction, discipline, training; a system of introductory training; a
means of guidance, Obs.

3. The art, occupation, or practice of teaching. Also: the theory or prin-
ciples of education; a method of teaching based on such a theory.

—Oxford English Dictionary

2.” came to this subject, years ago, as graduate students sitting in a circle
with Gary Tate at Texas Christian University, questioning composition
pedagogy—what it is, how many ways there are to do it, and to what extent our
talldng about it matches our doing it. Tate pushed us, as relatively new writing
teachers, to play “doubting and believing games” with each pedagogical theory we
encountered (Elbow), encouraging us to consider our personal investrnents and
how those intersected with the theories. As we explored a variety of approaches,
each of us had moments of spark and moments of panic. For example, like Ann
George in this collection, each of us at one time or another discovered that critical
pedagogy is deeply important—but also deeply challenging to implement. Over
time, we made tentative allegiances and found focus and direction in approaches
that suited our understanding of writing and its role. Kurt leaned toward teaching
argument and aligning with writing centers while Amy started with community-
engagement and genres and Brooke gravitated toward community-engagement
and new media. As we reflect on Tate’s course over fifteen years later {(now ourselves
teachers of composition pedagogy), what we value most is the way its combination
of mentorship, focused reading, and critical self-reflection helped us understand
the complexity and wisdom of each pedagogical area. It helped us become more
comfortable with the fact that there is no single correct way to teach writing, nor
even one unified set of goals all writing teachers need to help students achieve,



2 What Is Composition Pedagogy? An Introduction

Italso helped us to see how pedagogical theories and approaches blend and interact.
We became more self-aware about our pedagogical choices.

It is that rich, exploratory, sometimes disorienting, but more often illuminat-
ing experience we hope to bring to readers of this collection. Each chapter presents
a different argument and body of knowledge for how and ‘why teachers should
draw from that particular pedagogy (oftefi in combination with others) as they
teach. While readers will find diverse approaches in the collection, they will also
find common touchstones and resonances across the chapters. To navigate the
variations, we first think some discussion of the overarching concept, composition
pedagogy, is warranted.

DEFINITIONS

Many of us come to understand the term pedagogy inductively. We remember the
teaching that impressed us as students and use those memories to visualize the
theories and methods discussed by peers and scholars. Over time, we develop a
general sense of what pedagogy means in the field of writing instruction. But that
inductive learning takes significant time that busy writing teachers may not afford
and that newcomers may find frustrating, We have become somewhat dissatisfied
with our field’s definitions of this term because they are either too indirect or too
brief, particularly when compared to other terms such as rhetoric, discourse, and
literacy, whose definjtions have been the subject of rich discussion and debate (see,
for instance, James Gees “Literacy, Discourse, and Linguistics: Introduction”).
The first edition of A Guide to Composition Pedagogies was no exception. We
began the book with the following: “Pedagogy is among the most commonly used,

yet least defined, terms in composition studies. In our professional discussions,”

the term variously refers to the practices of teaching, the theories underlying those
practices, and perhaps most often, as some combination of the two—as praxis”
(vi). We then promised newcomers to the field that “by surveying its many forms,”
our collection would provide enough information about the history, theory, and
practices of twelve diverse pedagogies that newcomers could somehow build their
own definitions.

Previous scholars take similar approaches, often defining pedagogy indirectly
by building systems for classifying and contrasting pedagogical approaches. James
Berlin's important overview in “Contemporary Composition: The Major Pedago-
gical Theories” categorizes various pedagogies by their epistemolo gical assuraptions—
their view of how language relates to and represents reality. He suggests that what
differentiates pedagogies from each other is their vision of the world, and specift-
cally the vision of the writing process that each pedagogy advances. The enfry on
pedagogy in the brief Keywords in Composition Studies mirrors Berlins classifying
and historical scheme as it traces three major movements: current-traditional,
process, and critical pedagogies (Fitts 168).

Another reference, the Encyclopedia of Rhetoric and Composition, provides a
more rhetorical orientation but also largely allows readers to understand rhetorical
pedagogy through its history. That entry, by Linda Ferreira-Buckley, provides this
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insight into the way pedagogy fits into a study of rhetoric: “Central to the study o:
thetoric, especially at the secondary and postsecondary level; concerned witt
teaching both the production and analysis of discourse® (495). We should note
that while composition pedagogy, too, deals with production and analysis of dis-
course, and for many the line between rhetorical and writing instruction is a fine
one, this entry is focused enough on the history of rhetoric that some compositior
pedagogies may not be captured by its discussion,

One of the more satisfying definitions we encountered comes from Nancy
Myers, in her article, “The Slave of Pedagogy™

Pedagogy suggests to me an ethical philosophy of teaching that accounts for the
complex matrix of people, knowledge, and practice within the immediacy of
each class period, each assignment, each confersnce, each grade. For me that is
pedagogy—the art of teaching—the regular, connected, and articulated choices
made from within a realm of possibilities and then acted on. Historicaliy, it ac-
counts for the goals of the institution and to some extent society; it manifests the
goals of the individual teacher, which may include an agenda to help students
learn to critique both the institution and society; and it makes room for the goals
of the individual students. (166)

Part of what makes Myers' definition seem more complete than the others is it
acknowledgment of the rhetorical situation of teaching—the people, the class, anc
the institution that shape pedagogy; even as teachers try to play their roles in tha
situation as agents attentive to teaching’s goals and practices and student needs.

In this introductory chapter, we build on these definitions to help newcomer:
understand the concept of composition pedagogy more completely before they
hear about varied permutations of it, and to highlight some of the roles pedagogi-
cal knowledge plays in composition studies. So we provide a working definition
but we also complicate and extend that definition with the discussion that follows

Drawing on the research cited in this collection, we offer the following defini-
tion: Composition pedagogy is 2 body of knowledge consisting of theories of anc
research on teaching, learning, literacy, writing, and rhetoric, and the related prac.
tices that emerge. It is the deliberate integration of theory, research, personal phi-
losophy, and rhetorical praxis into composition instruction at all levels from the
daily lesson plan to the writing program and the communities it serves. Composi.
tion pedagogy is an umbrella term like theory, rhetoric, or literacy; it contains muct
that is worthy of extensive scholarly and practitioner attention, and the mor
deeply we engage it, the more complex and diverse it becomes—which is why
composition pedagogy morphs into composition pedagogies just as lteracy becomey
literacies. The same holds true for the pedagogical subcategories discussed in thic
collection: While each chapter title denotes a body of knowledge, its variation:
are infinite.

PEDAGOGY IS THEORETICAL

Writing pedagogy is 2 body of knowledge that typically links writing theories tc
teaching theories and practices. Each writing pedagogy provides a theory o
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teaching and learning informed by a particular set of writing principles and
knowledge. The distinction between writing theory and writing pedagogy can be
confusing, in part because the difference is not simply that one is theoretical and
one practical, Writing theory deals with text production, circulation, and recep-
tion, while writing pedagogy explains the teaching and learning of writing. Pedagogy
draws attention to the underlying philosophies, theories, and goals of teaching
practices. Purther, there is a difference between teaching and pedagogy as functioning
terms. Teaching is the practice while pedagogy almost always also draws attention
to its underlying philesophies. As James Berlin explains:

To teach writing is to argue for a version of reality, and the best way of knowing
and communicating it—to deal, as Paul Kameen has pointed out, in the metarhe-
torical realm of epistemology. and linguistics. And all composition teachers are
incluctably operating in this realm, whether or not they consciously choose to do
$0. ("Contemporary Composition” 234)

It is in the conscious attention to worldview and goals that teaching becomes
pedagogy. Teachers ask themselves: What goals and principles inform my teaching
decisions each day and across the course, program, and curriculum?

To illustrate the relationship between theory and pedagogy, consider how
genre theory, a production and reception theory, suggests that types of writing
emerge out of social conditions to meet communicative riceds (see, e.g., Miller).
Those genres are then circulated by people who need to solve some communica-
tion problem, broadly conceived, and received by those who might participate in
solving the problem. So when a teacher needs to create a frame for her course and
communicate it to students, the teacher develops a syllabus. Genre theory helps us
to understand why and how such documents exist, as well as how to challenge and
question existing patterns and practices in textual use. If patterns and practices
around a genre have become orthodoxy, a genre theorist might identify the control
exerted over users and provide insights into changing social practices for the
better. What genre theory does not do is explain how to help students or novice
writers understand and write genres better. It is genre pedagogy that must fill in
that gap, drawing together the twin strands of learning theory and genre theory
and bringing them to inform classroom and extracurricular practice. Given the
close relationship between writing theories and the pedagogies that draw on them,
it is perhaps unsurprising that pedagogical categories wax and wane in response to
theoretical (and other research) trends in the field. Theory, research, and pedagogy
push and pull each other.

Though both writing theory and writing pedagogy have theoretical dimen-
sions, and though both are brought to practical applications, theory or “pure”
theory has historically been valued over the teaching and learning arm in higher
education generally and in English departments in particular (this belief is ad-
vanced by writing specialists at times, as well). We join Ernest Boyer in arguing
that theory, research, and pedagogy are complementary, not hierarchical, ways of
knowing. The chapters in this volume exemplify that complementarity.
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PEDAGOGY 1S RESEARCH BASED

‘Theories shape our thought and give it direction. Qur research tests those theories.
To differentiate the relative values of theories and practices, it is important to draw
on the data and tested knowledge of the field, and by tested knowledge we mean
a range of things, including the accumulation of classroom practice and teacher
research but also including more social-scientific approaches. In a 2008 article,
Chris Anson issued a clarion call explaining the deep importance of research to
good pedagogy: :
My point is this: if we continue to rely on belief in our pedagogies and adminis-
trative decisions, whether theorized or not, whether argued from logic or anecdote,
experience or conviction, we do no better to supporta case for those decisions than
what most detractors do to support cases against them. Instead, we need a more
robust plan for building on the strong base of existing research into our assump-
tions about how students best learn to write. In the process, we may discover that
some of our own beliefs fail to stand the test of inquiry, prompting further re-
search into the foundations of success in student learning and development and
further modifications of our dominent pedagogies. (11~-12)

Anson pushes against our tendency as humanists to rely on narratives of experience
and theoretical formulations, important knowledge to be sure, but incomplete if
we do not seek other kinds of data.

The cognitivists provided an early model of this kind of data-driven research
with their think-aloud protocols regarding writers’ processes (Flower and Hayes,
among others). Current researchers, such as the members of the Consortium for
the Study of Writing in College (2008-present), draw on large bodies of National
Survey of Student Engagement (NSSE) data to better understand how writing
instruction impacts students over the course of their undergraduate careers. To-
gether with myriad classroom studies and theoretical analyses, we build significant
pedagogical knowledge.

PEDAGOGY IS RHETORICAL

‘When teachers first attempt to teach two sections of the same course or to teach
the same course twice across semesters, they quickly discover that no two in-
stances of a class are the same. The lesson on analyzing advertisements that seems
to activate and enhance students’ knowledge of the rhetorical appeals so well at
11:00 am. falls like a rock at 1:00 p.m., not because the lesson has changed but
because the situation has. Such shifts happen at all levels, from class period to class
period, instructor to instructor, room to room, institution to institution, region to
region. Like other communicative situations, teaching is rhetorical, meaning that
it inevitably depends on the particulars of specific audiences, purposes, occasions,
and constraints.

As expert communicators, teachers detect patterns and ways to draw on pre-
vious experience in particular situations, but teachers need a range of theories,
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methods, and tools to use somewhat flexibly as they work. Hence, the evolution of
a wide range of pedagogies. Pedagogies are analogous to genres; they emerge out
of practice and need but also sometimes drive practice (take on a life of their own).
With a nod to Carolyn Miller, we observe that pedagogy is a kind of social action.
Hence, pedagogy never looks the same way twice, though we can recognize pat-
terns we cluster and name as such things as critical pedagogy, Writing Across the
Curriculum (WAC) pedagogy, and so on.

To say that pedagogies are varied and address differing goals and situations is
not to suggest that nothing at all is shared. To be a writing pedagogy, the instruc-
tional emphasis should be more heavily on text production, as compared with, for
instance, literature pedagogies, which typically emphasize text reception. Both
may teach reading and writing, but ag complementary curricula, writing classes
provide more guidance in creating texts while literature courses provide more sup-
port for reading and critiquing texts (there is some contention in the field about
whether writing classes always retain that emphasis). As we discuss later in this
chapter, we also believe most writing pedagogy now allows for process and re-
search as useful components of instruction, representing further shared territory
among diverse writing pedagogies.

PEDAGOGY IS PERSONAL

When choosing a pedagogy, instructional goals should be foremost. And goals
are partly set by programs, by departments, by student populations, and by
institutions in the form of expected learning outcomes such as general education
requirements. Yet teachers typically have much flexibility to interpret those
externally defined goals. It is in that layer of decision making that instructors
engage their personal philosophies: How can I teach this material in a way that
aligns with my view of what's important in education and the world?

An individual’s pedagogical choices also often link up with her scholarly
path. Semeone asking questions about the relationship between storytelling and
social activism in her research will likely bring some of that knowledge and exper-
tise to the writing classroom. The genres she assigns, the readings or models she
selects, will likely come from her pool of textual experience. That scholar might be
primarily a critical, feminist, or cornmunity-engagement pedagogue. A scholar of
digital literacies may gravitate toward online teaching and learning {OTL) or new
media pedagogies. While we often align with one (or two) more strongly than
others, rare is the teacher who does not blend the practices of many pedagogical
philosophies.

PEDAGOGY’S PURPOSES

We hope this collection will help readers to-cultivate a nuanced understanding of
how pedagogy functions beyond the teaching of a specific lesson or class. For that
reason, in this section we briefly discuss additional ways pedagogy influences the
teaching and learning experience. We suggest that pedagogy principally works to
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meet student needs, drives practice (as a heuristic for generating new practices),
refines practice (as an evaluative lens to test the validity of a practice}, and ensures
that practice is not arbitrary or unexamined. Because of its reflexive nature, peda-
gogy also encourages the development of new theories and new pedagogies. Thus,
it refines not just practice but thought. Finally, we want to acknowledge the ways
in which pedagogy can either push against or reinforce norms.

David Kolb's learning cycle can help illustrate the role of pedagogies and
their relationship to practice. Kolb suggests that experience is not useful for
building new knowledge and understanding unless combined with cycles of
reflection. In fact, that experience could “miseducate in John Dewey’s terms.
Each teaching experience (practice) may be examined and refined and each
future practice planned with an abstract conceptualization (pedagogical theory)
in mind. Theory and practice complement and refine each other, Like many cyclical
representations, learning is not as tidy and linear as this discussion suggests, but
these components happen in many good learning situations.

Concrete

Experience .
{doing/having an
experience)

Active Reflective
Experimentation Observation
(planning/trying out {reviewing/reflecting
what you have learned) on the experience)

, Abstract K

Conceptualization
(concluding/learning
from the experience)

Pedagogy as a Response to Student Needs

At its core, pedagogy exists to respond to student writers' needs. Composition
classes are typically smaller than those of other subjects—in part because of the
grading load, but mostly because smaller classes help us to differentiate instruc-
tion according to the needs of heterogeneous writers.

Student writers are a diverse lot. They arrive at college with thirteen years of
formal education, including literacy instruction that spans English, Social Studies,
Math, Science, and other courses. A high school graduate may have received
instruction from dozens of teachers who emploved disparate and sometimes
divergent strategies for teaching reading, writing, and critical and creative think-
ing. Moreover, many of our students read and write constantly online, while others
may not have access to technology or print materials in their homes. Their life
experiences and future goals differentiate their instructional needs.

Ultimately, composition programs and instructors must choose a blend of
pedagogies that they believe will meet the needs of their particular students within
their particular contexts. Each pedagogy enacts specific motives for teaching and
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embodies specific ways that we construct students—for example, as communica-
tors, as scholars, as disenfranchised citizens, or as future professionals (Tate).

Pedagogy as a Heuristic to Create New Practice

In our own classrooms, we have used pedagogical theory to create new practices,
often in those moments when something just didn’t seem to be working well
mso:mw.. For example, Kurt’s overlapping experiences as a composition teacher and
as a writing center consultant helped him begin to address a common teaching
challenge: engaging students earnestly and productively in peer review.

Students often hesitate to participate in classroom peer review because they
lack confidence to solicit and use constructive feedback and because, subsequently,
they dor't trust their peers’ advice. As Neal Lerner discusses in this volume, writ-
ing center pedagogy can help by emphasizing social writing skills. Tutors model
how to engage productively in the give and take of collaboration. Students can
begin to feel more empowered as they learn from writing tutors how to talk about
their writing with others, and how to solve problems for themselves by using edit-
ing and revision techniques that are commonly practiced in tutorials. As Kurt has
discovered, importing writing center pedagogies, either by sending students to the
center or by partnering with writing center faculty, can complement any of the
other approaches presented in this book,

Pedagogy as an Evaluative Tool to Check Practice
Genre pedagogy has helped Amy to check practice, reminding her of the impor-
tance of moving students through genre performance to genre critique, The writing
program Amy directed has been largely informed by genre pedagogy. For almosta
decade, teachers and program directors at North Dakota State University have
applied principles of genre pedagogy: using models for understanding and analy-
sis, exploring a range of genres with differing audiences and purposes, and so on.
Stmultaneously, they examine their practices through the lens of genre pedagogy.
Even upon reading Amy Devitt’s contribution to this edition, Amy was re-
minded of the importance of getting students to critique genres, a challenge in the
first-year classroom. Reading the pedagogy chapter allowed her to think again
about the role the vertica] writing program (general education courses at both the
first and third year) played at her institution and the ways she and the other pro-
gram director could think about explicitly emphasizing aspects of genre pedagogy
in the courses at the first-year and third-year levels. Emphasizing understanding
and analysis of genres in the first-year program, Amy and her colleagues feel they
should find ways to get students in the third-year courses to critique genres. Even
further, reflection on genre pedagogy and its goals can help shape lower- and
upper-division assessments. When NDSU instructors read portfolios for a “Com-
municating effectively in a variety of genres for a range of audiences, purposes,
and situations” goal, they might need to add a layer to the rubric for upper-division
assessment that more directly looks for evidence of genre critique. Thus, pedagogy

helps us to check practice at all levels: daily plans, units or assignments, courses
and programs. ‘
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Pedagogy as Critically Reflective Practice

Browsing composition scholarship, new teachers quickly find that reflection is
part of our culture; it's a component of writing and learning activities, assessments,
and research and teaching narratives. Much of this work exhibits the characteris-
ties of critically reflective practice, as described by Stephen Brookfield:

[R]eflection becomes critical when it has two distinctive purposes. The first is to
understand how considerations of power undergird, frame and distort so many
educational processes and interactions. The second is to question assemptions
and practices that seem to make our teaching lives easier but that actually end up
working against our own best long term interests . .. (8)

Community-engagement pedagogies typically emphasize the use of critically re-
flective writing to help students contextualize and personalize their learning expe-
riences. This commitment to critical reflection extends to the instructor as well.
For over a decade, much of Brooke’s teaching has centered on museum-based
service-learning projects involving the digital preservation of artifacts and oral
history. As Laura Julier, Kathleen Livingston, and Eli Goldblatt explain in their
chapter, sustainability is a key challenge for comumunity-engaged writing pedagogies.
So in the early years Brooke drew upon the insights of community literacy pio-
neers such as Linda Flower to pursue a handful of long-term, mutually beneficial
relationships. As these partnerships deepened over time, some unexpected chal~
lenges emerged. For example, at one musewn her partners are so personally com-
mitted to the project that they sometimes sacrifice too much of their own time,
streamlining work to accommodate the students in ways that protect students
from potentially frustrating but pedagogically valuable pitfalls. In a similar vein,
the students—and at times Brocke herself—are so deeply invested in the partner-
ship and in the museur’s mission that extra scaffolding is needed (such as weekly
debriefings, orally and in writing) to help them maintain a critical perspective on
the museunts complex role(s) in the community and on their own complex roles
as they both narrate and critique the museurn’s stories (Hessler, “Identification”).
Brooke and her students tap into the lore and scholarship of other community-
engaged writers to get a sense of how their experiences connect to larger issues of
civic identity and discourse.

Pedagogy as a Heuristic to Create New Writing Theory

Just as writing pedagogy is informed and complemented by writing theories, dis-
cussions of and experiments with pedagogy can influence our understanding of
how writing gets done, by whom, why, with which tools, and so on. Thinking about
how writing is learned can shed light into corners of our theories that are not suffi-
ciently explanatory. For example, in the 1960s, as Composition Studies was emerg-
ing as a field of study in the United States, we came to acknowledge that writers
had processes that were more complicated than our previous, broadly labeled,
current-traditional pedagogies had made apparent. For about two decades, as they
used process approaches in the classroom, scholars sought something like an ideal
process that could be taught and would ensure success. Think-aloud protocols and
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other research conducted with student writers revealed that processes are multi-
ple. flexible, and recursive {e.g, Flower and Hayes). In part because of the field’s
process pedagogy orientation at the time, our scholarship evolved to suggest that
writing is more social than we were even acknowledging, leading to the “social

turt” of thought in the field. The cross-pollination of theory and pedagogy is
mutually influential.

Pedagogy as a Normalizing and/or Revolutionary Social Force
Pedagogy is also enmeshed in social situations and is a medium (or set of media) for
delivering instruction and thereby is on some Jevel the message (@ la Marshall
McLuhan's notion that “the medijum is the message”}. McLuhan suggests that media
are extensions of people that change the “scale or pace or pattern” of hurnan life (24).
Pedagogy informs the scale, pace, and pattern of education, which means pedagogy
can disrupt or reinforce normative socialization. For example, institutionalized
grading of individuals reinforces the prominence of ideas of originality and indi-
vidual success, which may undermine efforts to train people to work together
collaboratively to solve large-scale problems (Rupiper Taggart). Therein lies the
dark side of pedagogy that we acknowledge, ways in which pedagogy is defined and
even co-opted by institutions, or at the very least ways in which there are unintended
consequences of pedagogy put into practice, Karen Fitts suggests that “[Pledagogy
is sometimes defined as vigilance against the coercion of pedagogy itself” (170).

USING THE BOOK

With this examination of the term composition pedagogy and its uses in mind, the
chapters that follow introduce the most important work in the field on each peda-
gogy, while attempting to offer readers a sense of the spirit of the approach, often
through personal teaching narratives. Each chapter is a bibliographic guide written
primarily for newcomers to the field, especially graduate students, but also for
scholars looking for an overview of pedagogical scholarship in key areas. The
pedagogies themselves are categories cornmonly recognized in the disciplinary
scholarship. We envision teacher Preparation, composition pedagogy, and even
composition theory courses, as well ag professional developrment reading groups,
as locations for exploring these chapters.

Each pedagogy is separated out as a category largely in terms of its emphasis
and often in terms of how it evolved historically. Choosing from among the ap-
proaches can seem daunting upon first glance. In wading through the many good
but sometimes conflicting choices among composition pedagogies, Gary Tate pro-
vides a simple approach: The pedagogy or pedagogies we choose must respond to
the goals we want to achieve in our courses, and those goals depend primarily on
“how we construct our students” and their needs. ‘

If we see students as mute or semiliterate, then we help them find their “voices”
so that they can speak out. If we view them as unthinking repositories of largely
conservative beliefs, then we might decide to help them learn to critique those
beliefs. If we see them as college students who need to be successful in their
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majoxs, then we will pzobably help them: learn to write academic discourse. And
50 on. (2}

Often an instructor will benefit from reading about and employing pedagogies in
combination. For instance, instructors employing a mmnamm-w.mm& m@mHom.nw .uwpm%
emphasize rhetorical genres as the key frame for their instruction, but E.n insights
of the researched writing chapter become important partners for teaching about
genres informed by research. Many feminist teacher-scholars WBEQ% nowm,uoﬂﬂ-
tive approaches, as Micchiche suggests in her .nrmw,mm.n noHQgHQ.mwmmmm Mwﬂo -
ers frequently find philosophical grounding in critical wm.&mmom%..émb v Bishop
describes her impulse to combine and test varied pedagogies in this way:

I do not believe I can have a smorgasbord pedagogy, but I do mwm_ mﬁﬁ& to Wﬂmﬂ
widely, as a teaching generalist, as a writing specialist. Then Pm obliged to p
systematically about my practice . . . I am obliged to mmmbmv refine, name, an
explain my practice and to build new knowledge mn.om“ which to mmn o;ﬁﬂ again.. F
Writing teachers who get up each day and do their work are doing eir gmnn
they do not have to apologize for having values and beliefs, mOH. coming from
one section of a field and for moving—perhaps—to B.EE.Q section—from ane
understanding of instruction to another understanding of it—as long as they are
willing to talk, to share, to travel on in company. (75-76)

Readers of this book will start fo see affinities among pedagogies and ways that
elements of more than one might be productively combined.

SELECTIONS: WHAT’S NEW TO THIS EDITION

As Kenneth Burke said, “[People] seek for vocabularies that will be EE ﬂ%mnawa
of reality. To this end, they must develop vocabularies that are mmwmnnoxm of Hma.ﬁw
And any selection of reality must, in certain nﬁnﬁbﬁ.@bnww. gnﬁoﬁ 252 m.&mMnsoM
of reality” {(Grammar 59). Any list of pedagogies will _um.hmnnmmmn&x rBMﬁm : an :
limiting; in bibliographic work, the best we can hope for is a Hmmmnco.b o nmw. mmm
ries that have come to prominence in this moment in our field. The o.ﬂmE& uide
contained twekve chapters reflecting what we felt were wnrm H.d.oﬁ prominent clusters
of pedagogical thought in Writing Studies af the time; this edition Emmmﬁm mwﬁwﬁmm.ﬂ..
The proliferation of thought regarding possible approaches to the teaching of wri :
ing might seem to signal a lack of agresment. However, we suggest that a range om
thought and approach allows us as a field to respond to a range of student an
contextual needs and to draw on a range of instractor strengths. Yet we encourage
readers to think as they read and conduct pedagogical research about what points
ere are underlying these conversations.
“ mmwwwwmwﬂ“wmmmbm the E_HMME@EQ to Hmﬁmmmmbﬁ. \&o last decades amﬁwﬁ-
ments, there were several areas we felt were either missing or ﬁuﬁmaﬂn@oﬁm in
that first edition. Perhaps most important, we took seriously a reviewer’s mﬁmmmﬂw.p
tion that issues related to diversity were not well enough represented. wﬂwnm.ﬁmm ea
of the pedagogies might be used to teach diverse students or to mnﬂHmmm Mmsmm. re-
lated to diversity in our culture, we asked all of the authors to consider diversity’s
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presence in the pedagogical literature. We also added a chapter on second lan-
guage wiiting, since non-native writers represent a relatively large population in
writing classes, with needs and strengths different from those of native writers,

As we rethought the chapter formerly titled “Technology and the Teaching of

Writing,” we concluded that in 2014 all pedagogies would likely be augmented and
enhanced by technologies other than just the computer, from online and database
research to content management course shels to new media delivery to collabora-
tive authoring tools. So, while we created a New Media Pedagogies chapter to
highlight the exciting work done by the technological specialists in our field and a
chapter on Fully Online and Hybrid Writing Instruction to address the particular
issues of going more fully online with courses, we also encouraged the authors to
consider any discussions scholars were having about the roles of technologies in
accomplishing the particular goals of the pedagogy.

A final new area of emphasis in this edition that crosscuts the chapters is the
question of assessment. While the assessment research is less connected to peda-
gogical subfields, the chapter authors were tasked with considering the particulars
of assessing writing in these pedagogical areas. If each pedagogy has at least a seg-
ment of unique goals, surely there would be implications for assessment. It seems
that there is more work to be done in this area.

While all chapters have been significantly updated, several chapters remain
the same in terms of title and general focus: Expressive Pedagogy, Collaborative
Writing, Cultural Studies and Composition, Critical Pedagogies, Feminist Pedago-
gies, Writing Across the Curriculum, Writing Center Pedagogy, and Basic Writing.
Most of these areas have vibrantly evolved in the ensuing ten-year period.

In his response to the Guide’s Rhetorical Pedagogy chapter in the fizst edition,

Richard Fulkerson suggested expanding the presentation of rhetoric from one
chapter to three—covering argument, genre, and procedural rhetoric (“Composi-
tion in the Twenty-first Century”). Rhetoric informs most chapters in this collec-
tion, but we reimagined the original chapter as Rhetoric and Argumentation and
added a new chapter on Genre Pedagogies. In his essay on Rhetoric and Argumen-
tation, David Fleming surveys theories and Ppractices of argumentation from clas-
sical times through the modern era, introducing major rhetorical frameworks
from Aristotle and Isocrates to Kenneth Burke, Stephen Toulmin, and Chaim
Perelman. Fleming’s chapter culminates with, practical suggestions for integrating
thetoric into writing instruction. Amy Devitt’s chapter on Genre Pedagogies takes
as its Jeaping-off point the types of writing in the world and how they are used to
get things done—genres as windows into the rhetorical situation. Genre-based
pedagogy is deeply rhetorical in nature and used increasingly in textbooks and
classrooms nationwide, as well as figuring prominently in the discourse of the
discipline, connected as it is to scholarship on discourse communities, activity
systems, and genre theory.

In the first edition, we included one chapter addressing students with unique
needs. In their chapter on Basic Writing Pedagogy, Deborah Mutnick and Steve Lamos
situate developmental writing instruction in its historical and social context, They
describe how pedagogical goals define the tajor approaches (“error-centered?”
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“ycademic initiation,” and “critical literacy™), then discuss exemplary programs
and address future concerns for teaching basic writers in higher education. .m..mEH
Kei Matsuda and Matthew J. Hammill's new chapter on Second Language Writing
Pedagogy adds a much needed discussion of the Emﬁmﬁn mam. cultural &Sbmum.mm
that second Janguage writers face, with particular attention to issues A.um Smn&.mﬁ.ﬁm
and source-based writing. The authors provide both strategies for differentiating
instruction and additional resources for learning more about how to support
veloprrient in the writing classroom.
Fﬁmﬂmwmwmw%?m Wa%mom% and Literature and OoEwOmEo.m Pedagogy are notewor-
thy because they are closely tied to ways many of us originally came to the wno@-
sion of composition—as passionate writers and Hmmnmnmlmh.m «ﬁ. both ﬁmmmmwmpm.w
have, over time, been contested in our field, as the chapters in a.:m collection indi-
cate. Qur professional scholarship distanced itself from expressivism and m.H.oE the
teaching of literature in composition classrooms. That underlying S.uﬂob was
manifested in Burnham’s bibliographic essay on expressivist wmammo@ in Ew” first
edition of our book, where he both explains and defends that wmmmmom.ﬂ& heritage.
Indeed, literature pedagogy was deliberately omitted from the first m&ﬁ.ﬁo.b because
a too-common practice in the preceding decades was to teach nogﬁﬁ.um.ﬁou classes
as literature classes, rather than using literature to teach noHEuomEn._E mﬁ.mumh
there was little scholarly literature that really spoke to using m..:umamanm in ﬁm writ-
ing classroom. Even now, this focus is less robust than we Epmrﬁ.ﬁ%nnﬂ given the
long relationship between literature and writing rooted E.mbmwmw m.mwmﬁﬂmm.n.m.
Both pedagogical approaches continued to be employed widely within composi-
tion classrooms despite these debates. N
Several chapters in the previous and current edition share a vision for ﬂ.bm
classtoom as a site for social action and change: critical wm&mmo.m& nE.nEH& %E.a.hwm
approaches, cormmunity-engagement, feminist, and even at times basic writing
pedagogies. The sociopolitical pedagogies tend to wbﬁﬁou writing and Fﬁ.pmcmmm
use as always socially enmeshed; therefore, according to Iany om. these ”Ebwnﬁwma
teaching writing without helping students understand the implications of what : mw
writing does for and to people, how it does it, and how to craft qumcmmw for saci
purposes (wide-ranging, not just activist) is central to teaching Eﬁbm. me..m
Micchiche suggests this hopeful, social-change-oriented outlook uﬁmﬁ @.w the pri-
mary factor uniting feminist pedagogies. Feminist m.mvno.mnvgu not uwmﬂ SoEmHm
issues” themed approaches, involve questioning, challenging, mbm.maﬁuwm the wor
differently; a feminist teacher may find himself or wmu.m&m exploring E.Saanwmﬁm
of power, norm, and privilege. Linked originally to social &mmm. oppression, critical
pedagogies value questioning and even a decentering om authority, and Ann mmonm
suggests that the tools of critique so powerful in a nﬂﬂn&. classroom may even be
turned on the teaching itself so it never becomes unquestioned or Eﬁcmmﬁo.nﬁm.
Community-engagement approaches often seek nﬁmmmm OF aWareness, J@M&.:\
through direct, local action. Laura Julier, Kathleen Eﬁbmw.ﬁo? and Bl moE.wmwﬁ
discuss ways university and community partners are working Smn?..mh as well as
issues that affect the sustainability of those partnerships, mm&p as Emﬁgnosmw.mﬁa
individual power relationships, material resources, the physical (and metaphorical)
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spaces for this work, as well as diverse perspectives on the purposes of community
service writing.

At first blush the New Media Pedagogy and Fully Online and Hybrid Writing
Instruction chapters are both about the use of technology to teach writing. In the
time between the first and second editions, technology has permeated Composi-
tion pedagogy to such an extent that a chapter about the use of technology has
become too instrumentalist, too reductive, These new chapters are about the
expanded contexts of writing brought about through technology, and also about
our expanded sense of what is possible, of what constitutes writing itself. We com-
missioned Collin Brooke’s New Media chapter because we recognized that writing
teachers employing new media were not only experimenting with digital tools
but also reconceiving the range of media and modalities needed for twenty-first-
century writers. To understand how we arrived at this pedagogical frontier, Beth
Hewett traces the technologizing of the word from Socratic skepticism to today’s
networked world in which online writing instruction (OWT) is a natural extension
of how we live and learn, Drawing upon her work with the Conference on College
Composition and Communicatior’s (CCCC) Committee for Effective Practicesin
Online Writing Instruction, Hewett explains the building blocks of OWT and

offers heuristics to help instructors determine how to begin assembling an OWT
pedagogy for their unique context, priorities, and students.
Process has become one of the unspoken foundations of teaching writing.
Even when one espouses a ferninist or argumentation approach, for instance, it is
typical to assign drafts, build in Iesponse, structure activities Jeading up to and
beyond a first draft, even engage peers. Thus, the Process Pedagogy and Jts Legacy
chapter serves a kind of anchoring function for this collection. Process presents
familiax, shared territory that we do not want to take for granted and newcomers
need o understand; it is the rare teacher today who teaches process without some
other operating theory or goal. Chris M. Ansors account of the revolutionary,
transformative effect of the process movement provides readers with an idea of
Just how much process has shaped our disciplinary world.
Because the processes envisioned at the beginnings of Composition Studies
largely were individual except for the feedback provided in writing groups, differ-
. ent processes and even theories inform collaboration. As culture shifts, even col-
_ laborative processes are moving targets. The shift Krista Kennedy and Rebecca
- Moore Howard account for in their chapter on collaborative writing pedagogies is
the one brought on by new technologies and new media. They suggest collabora-
tion is, to writing studies specialists, the norm for writing, from invention to team
writing to peer response, and that the pervasiveness of digital collaboration de-
mands that teachers consider collaborative pedagogies.

Like the writing process, research writing is nearly ubiquitous across compo-
sition pedagogies. Rebecca Moore Howard and Sandra Jamieson review scholar-
ship that makes the traditional library research paper seem as antiquated as the
five-paragraph essay. Synthesizing information literacy scholarship with what we
know about how students really use sources, Howard and Jamieson enable us to
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begin considering how inquiry-based writing can and should be taught in the
; . N |
:%oﬁ%%%mﬂmﬁm address writing instruction that Wﬁuw»& cutside the composi-
tion classroom. Writing centers and Writing Across the OzEnEE.ﬁ. programs often
work in tandem as a kind of writing co-curriculum to support writers and .ﬁ.nwnwmnm
of writing in all disciplines. Neal Lerner (Writing Center Pedagogy) aMEmMHm Joi
writing centers provide a unique, facilitative learning space for students to develop
as writers with the guidance of peer tutors and professional consultants. ﬁmnbma
describes tutoring pedagogy and explains how the writing center can be a site for
classroom faculty to learn more about how students really write mm.a how to w&.w
themn one-on-one. In their chapter on Writing Across Ennoﬁﬂn&gu Chris
Thaiss and Susan McLeod explain how “writing to learn” mhm “writing to SEHHMM-
nicate” pedagogies can support literacy development in writing Q.mmmmm mnHomM M
disciplines. Of special importance to composition teachers, meﬁmw. and Mcieo
examine intersections between first-year writing (FYW) and trends in technology.
internationalization, advanced writing courses, and writing beyond college.

DEFLECTIONS: WHAT’S NOT INCLUDED (YET)

What, then, got deflected in this edition? While there are En&.m many other things
that have fallen through the cracks of our schema in this m&ﬁcw., there are ﬁ.sqc
chapters we carefully considered, debated including, mbﬁ.w m.ﬁw& reviewers to Sﬂ.mr
ag possibilities that did not make the final cut in this edition: Writing about Writ-

ing (WaW) and multimodal pedagogies. We feel strongly about the importance of

&mnﬁmﬂobwbwo?o:w&mmE.mmwm.ﬁE&mﬁ&%mmnﬁm&boﬁomm<oﬁma>&&mn_umw-
them in this edition. L .
. Mﬂﬁmbm about Writing, advocated in Uomﬂm and Wardle's Oonﬁ article m.ba
follow-on textbook (Wardle and Downs), reconstitutes FYW as an ﬁqo&snﬁon
to writing studies” Writing about Writing is less a pedagogy than a nEDSMEQMH that
employs scholarship about writing as the subject matter n..m the course an e Te-
search methods of the field as ways to help issue students into the work of ﬁm..;.Em
Studies. Proponents argue that course readings prompt student ﬂoﬁmoowu%ou
about writing, with the added bonus of providing a means of waommmah.uw& dev aww-
ment for grad students or faculty with less background in OoBHuoﬂmob.mEEmm.
Though popular enough to prompt a CCCC Special Interest Group, émﬁw isst: s0
fresh that we lack enough scholarship on its success to devote a full bibliographic
chapter. Potentially, though, WaW offers one promising answer to post-pro nmmM
critiques, as Anson indicates in the Process Pedagogy mnm Its hmme nrm@ﬁm arl
may also provide a good model for core courses in a writing major. We anticipate
that if this book has a third edition, WaW will likely be a chapter. .
Likewise, we foresee a future stand-alone chapter on E:.anmm.p ﬁmammomﬁ.m.
Multimodal composition, in some regards, has existed as Hon.m as visual mﬁm\.ﬁmn
itself as a subject of rhetorical instruction; however, as an H.mmbﬂmmzm non.omﬂMM
w&mwom% around which scholarship clusters it is comparatively recent. Multimo
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pedagogies take as central to their purpose teaching students to produce “texts
that exceed the alphabetic and may include still and moving images, animations,
color, words, music and sound” (Takayoshi and Selfe 1). Although the use of digita]
media is not essential for the preduction of multimodal texts, many teachers ex-
perimenting with multimodality gravitate to digitally generated end products,
such as audiovisual essays and the various social media projects (e.g., blogs, YouTube
videos, digital activism) increasingly appearing in composition textbooks. The
popularity and visibility of such Projects are perhaps why the terms mudtimodal
and multimedia are sometimes conflated. Recent scholarship is working to clarify
multimodal composition as 2 matter of Pprocess (and cognition) as well as product,
of pedagogical perspective as well as praxis, and of media that are physical as
well as digital (see, e.g,, Fleckenstein: Lutkewitte; National Council of Teachers of
English; Palmeri). In the present edition, several authors discuss the evolving
Presence of multimodal composition in our field—in particular, Collin Brooke
(“New Media Pedagogy”) and Dijana George, Tim Lockridge, and John Trimbur
(“Cultural Studjes and Composition”). Readers will observe multimodal principles
and practices in many of the pedagogies featured in this collection,

t

CONCLUSIONS

Composition Studies distinctly emphasizes pedagogy, perhaps more than any
discipline outside of colleges of education, We publish about pedagogy, build ca-
reers around the pursuit of pedagogical knowledge, host conferences focused in
large part on issues of teaching and learning, and take up the work of training
futare generations of teacher-scholags In our graduate curricula. We have even
made arguments, through such organizations as the Council of Writing Program
Administrators, that program administration, curriculum reform, and assessment
should be considered as “intellectual labor” akin if not equivalent to conventional
scholarship. The hard sciences, social sciences, humanities, arts—even applied
disciplines such as engineering and business—focus on producing specialized
knowledge first, then teaching that knowledge to students. Though we all have
colleagues across the disciplines who are exceptional teachers, and though faculty
conduct scholarship of teaching and learning (SoTL) in other departments, we have
noted in our interactions with colleagues across campus and at SoTL conferences
that our pedagogical expertise is somewhat unusual and that knowledge about
teaching and learning we virtually take for granted seems Very new to others,

Our attention to pedagogy seems to come from a number of sourees, the first
of which is history. Worldwide, the teaching of writing and the scholarly special-
ization in Writing Studies remains concentrated in English-speaking countries,
mostly heavily in the United States. The process movement and the emergence of
the Conference on College Composition and Communication as a place for people
to talk about teaching shaped a distinctive historical trajectory. Further, the fiel &’
desire to become a legitimate scholarly field like others in higher education led to
the development of serious pedagogical scholarship involving theoretical and
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qualitative methods and even empirical research. H.r.m goals of our courses Mwﬁ
also influenced this unusual focus on pedagogy. While many m&mw convey OMW.
subject matter first before asking stadents to generate new knowledge, Hﬂ% o
tion classes typically aim for young scholars ,mo mnmmﬁm umé. understan mmm o
themselves by practicing writing and cxitical gmlboﬁ simply mw a BmmM Lo
them to do well in their majors (though that’s certainly part OM ﬁ&mﬁ ﬁwﬂwg i
as complex modes of making sense of the world and noggnmgwm a mmwwm o
others. Thus, though Writing Studies clearly teaches a body of knowle ge, m HM o
us agree that much learning about writing BEW nohwwm through experience, p

i ing that looks more like apprenticeship. .

o MM& Mmmﬁwwﬂpﬂwpmam pedagogy and give it a kind om. attention one EMmEHmNHuﬂn.Q
only from educational specialists, because we believe it must w.m .Hmmhwm at ﬁwwm in
part through practice and because we learn so H.Epnr about writing from s o Mwbﬁm
developing writers in action. We are not certain that pedagogy m_wﬁﬁ uwpu Lhes s
better teachers. But it helps us become more self-aware teachers, w. vmﬁo sif e ou
practices and understand what else exists, and why. We share mmnr..sm commitm i
to continuous improvement, because ,,ZAMM @o.Em ﬂwm man memm Mwwwqmwm wﬁwﬂwﬁ

i entarily confusing studen

MMMMH Mwﬁwpww%%mﬁwmﬁmﬁﬁm EmoH,MHmﬂous (234-235). Homnwﬁm. is rﬁmwgo”ww
with good role models and operating principles R.V inform Huw.mnnnmrwﬁ ommn o
chapters that follow will guide readers to rhetorically mﬁ.HmEﬁ& philosop y
grounded, experientially (and experimentally) tested practices.

SUMMARY OF CHANGES TO THE SECOND EDITION

» The new introduction to the collection defines the central term composition
pedagogy in depth to provide a disciplinary frame for mﬁ. rest of the chap-
ters and for readers new to the field of Composition mﬂd&.ﬁm. . »

+ Throughout the coliection, contributing authors have given increased a .m
tention to issues of diversity in the classroom and to the assessment o
teaching and learning, . . B

« All of ww.m original chapters retained in the collection ﬁwmm.pn Eﬁﬁbm
Pedagogy, Critical Pedagogies, Collaborative Writing, Oogwsn%.mummmm
Pedagogies, Cultural Studies and Composition, mmwwnm.ﬁ.ﬁ Pedagogy,
Feminist Pedagogies. Process Pedagogy and Its Legacy, S@&um Across Em
Curriculum, and Writing Center Pedagogy)} have been revised and their
bibliographies updated. .

. Hramnm%m&o% chapters (Feminist Pedagogies, Process Pedagogy .mnm Its
Legacy, and Writing Center Pedagogy) have been completely rewritten by
new authors. . N

» The original chapter on Technology and the Teaching of Writing has _um.mb
removed, and that subject has been distributed across all chapters, with
more in-depth coverage in the chapters on New Media Pedagogy and Fully

Online and Hybrid Writing Instruction.
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+ The original chapter on Rhetorical Pedagogy has been split into two new
- chapters, written by new authors: Genre Pedagogies and Rhetoric and
Argumentation.
+ New chapters on Literature and Composition, New Media Pedagogy, Fully
Online and Hybrid Writing Instruction, Researched Writing, and Second
Language Writing Pedagogy have been added.
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