Teaching With

Exploring Literacy
Overview
This instructor's manual is intended to guide you through some ways of working with the curriculum represented in Exploring Literacy. It draws from our own experiences, those of our friends and colleagues, and those of our students, in the five years that we've been using these materials in various college settings, with different populations of students. Those of us who have worked with these materials and contributed to the development of this curriculum represent different levels of teaching experience (long-timers like Ellie, new teachers like Denise). We've worked with different groups of students (in mainstream freshman writing courses and ESL writing courses), and at different sorts of two- and four-year institutions. But we've shared similar goals for and similar understandings about the enterprise of helping first-year college writers to develop their writing skills, adapt these skills to their new setting, and move successfully through their courses across the curriculum.  

In this introductory section, we'll describe the approach to teaching writing that's represented in this book and lay out some of its underpinnings in composition and literacy theory and practice.  We'll explain the book's focus on discourse and discourse communities and the sequence represented by its three parts.  And we'll discuss some of the general practices we've found to be effective ways of teaching this curriculum.  

Following the introduction, we'll move chapter by chapter through the various inquiries that provide the structure for the courses we've been teaching.  We'll discuss 
· the key understandings that we want students to develop, 
· the prompts in the text that guide students' work and the purposes these prompts serve, 
· the ways in which we've introduced those prompts and drawn on them in the classroom, and 
· the ways in which we've responded to students’ prompted writing. 
Based on our own experience, we'll comment on approaches we've tried and what we've found, and we'll make suggestions for additional activities you may want to try.  In the model of teaching we propose, much of the emphasis is on what students bring to the classroom through their ongoing inquiries. As the teacher, you'll serve as both a guide to the work they'll be doing and a participant in the classroom community, as all work together to achieve deeper understandings by examining everyone’s discoveries.  

In all of this, we've tried to address the particular concerns of beginning teachers.  More experienced teachers will have their own proven ways of working, and are more likely to use the book itself as a resource for their own enterprise and to use this manual primarily to confirm and extend their own ideas about how to use that resource.  We've tried to structure what follows, then, in a way that will let teachers read the chapters of this manual against the chapters of the text, so that some readers might move deliberately through both, while others can dip in and out quickly, to mine what's there that may be of use to them without taking up more of their time than necessary.

We've also commented on our own attempts to respond to the concerns of beginning college students, who may fear their own incompetence as writers in a new setting.  Such students may have reduced writing for English classes to a familiar set of moves and formulas that make it “safe.”  The challenge for the freshman writing teacher/course/text is to build students’ confidence and sense of their own competence while getting them to open up their own thinking and expand their usual repertoire. One way of addressing that challenge is to engage students in work that draws on what they’ve learned in other contexts, but that’s sufficiently different from that of conventional English courses to ensure they’re not already positioned in familiar student roles as they approach it.  Another way is to focus the course so that students can discover, through the work they do, the multiple aspects of their own competence as language users, even as they use and build on that competence.  The work we describe here attempts to do both.

 1.  Background—Understandings from Composition Research, Theory and Practice about How the Work of the Composition Classroom Should be Carried Out, and Why.

The recent history of the field of composition has offered various perspectives on what the purposes of composition instruction should be and on how to prepare competent writers.  Some of these focus on the writers/learners, some on the texts they need to produce, some on the contexts in which they're writing. The practices of most composition classrooms tend to draw something from each of these perspectives, and each has influenced the practices represented in this book. (A brief bibliography at the end of this manual includes some key works representing each of these perspectives.)

Writers/learners
Beginning in the mid-1960's, the field of composition turned its attention to individual writers and learners—to the ways in which they composed, to the expansion of their thinking and their discovery of ideas, to their development of a strong and clear voice. Researchers looked at how experienced and student writers composed, planned, and generated new ideas, examining as well what blocked them.  Because much of the focus was on students’ expressive purposes, on the ideas they wanted to represent and the language they used, this direction in composition is most often referred to as expressivist (or sometimes romantic) theory. Expressivists emphasized teaching practices that would help students develop ideas and work creatively with language and form.   Practices in this book that draw from expressivist tradition include:

· emphasizing informal writing that helps students generate and develop ideas before worrying about final form;

· paying attention to the composing process—to the idea that writers move through cycles of inventing ideas, planning, drafting, and revision, that the process isn't linear, that new discoveries may be made at any moments in this process, even during revision, and that editing is a separate process that should not be confused with composing;

· working in writing groups with readers who can respond to the ideas a writer is expressing and the ways in which the writer is expressing them (creating a small community of writers, much like the writing workshops that are common for creative writers);

· suggesting teacher response that focuses first on helping students extend and elaborate their ideas and become more fluent writers.  

Contexts 
Another recent perspective in composition theory focuses on the social contexts in which writing goes on and knowledge is generated.  Often referred to as social-epistemic or social-constructionist, this perspective emphasizes the ways in which communities function and the ways in which individuals use the resources available to them within a community to make sense of the world through language.  Representatives of this theoretical perspective tend to emphasize the various contexts in which students speak and write, helping students to identify and analyze those contexts, to see what's valued in them, and to see how such contexts shape their own thinking and writing.  A related interdisciplinary theoretical perspective, one that arose outside the field of composition, is that of New Literacy Studies, which studies literacy practices in many different contexts and cultures and emphasizes the idea that there's no one ideal literacy, but many literacies that have evolved to fit the needs and purposes of particular settings and situations. This book draws strongly from a social-constuctionist and situated literacies perspective, as seen in the following practices:

· emphasizing the notion of discourse communities and inviting students to look at the shared ways of talking, thinking and valuing in these communities;

· considering the different ways in which writing is used and shaped in different academic communities across the disciplines;

· paying attention to the sort of community that is created within the writing classroom itself;

· responding to student writing in terms of questions and choices related to the writer's goals and purposes within a particular community, rather than with directives about what to do.

Texts  

The traditional, pre-1960's emphasis in most writing instruction was on the features of texts themselves.  As that emphasis has continued in current practice, it's been labeled "Current-Traditionalist."  Drawing heavily on principles of rhetoric, current-traditionalist thinking is represented in the teaching of rhetorical modes, such as persuasion and argumentation, and, more reductively, in an emphasis on the five paragraph essay.  Its teaching practices tend to be teacher-centered and focused on form, on giving students instruction about how they should write to achieve a particular form, and on telling students what to do as they revise or make corrections.   

More recently, there has been new attention to the features of texts—this time from genre theorists who try to understand the ways in which the forms of texts take shape over time, as certain forms prove to be useful ways to achieve desired ends in particular social contexts. Much genre theory draws on a theory of language (systemic-functional grammar) that focuses on how people use the resources of language to express their ideas and meanings in order to accomplish interpersonal aims in particular situations  Genre theorists and those who apply such theory to the composition classroom focus on helping students identify the forms that are used for particular purposes in defined settings.  Students learn to use those forms, not just because they've been taught their features and rules, but because they understand why the forms are appropriate to their purposes and contexts.  This book draws from this more contextualized notion of texts in the following practices:

· looking at classroom and community genres and identifying some of their key features;

· seeing how such features arise from the shared purposes and assumptions of particular communities of people;

· focusing students' attention not only on what is being said, but on why and how it is said in the texts they read and the texts they write;

· developing rubrics and templates that represent the shared purposes and assumptions of members of the classroom community about classroom genres while discovering and naming the assumptions behind the genres that predominate in various academic discourse communities; 

· using such rubrics in writing response groups as well as for teacher response.

Of course, all writing involves individual writers shaping particular sorts of texts within specific contexts, and our classroom practices need to take into account each of these perspectives.  But your students' past writing instruction may have drawn most strongly from just one of these perspectives in its most limited version—most commonly either a current-traditionalist, text-oriented perspective that has emphasized the rules for writing five paragraph essays (as if this is the only form that matters in academic writing) or an expressivist, expression-oriented perspective that says "anything goes as long as you write."  You'll want to learn as much as possible about the understandings and assumptions about writing that your students are bringing to your classroom from their past experience, and to help them, through the work of this text, to affirm, but also complicate and expand on, those understandings.  There's a lot of emphasis in this book on prior knowledge—on validating students' prior knowledge and helping them expand and build on it and adapt it to new settings.  Getting some of that prior knowledge out to be shared and explored in the classroom community is integral to the social-constructionist approach of this book.

Outcomes for First-Year Composition

Within the field of composition, there are commonly shared goals for freshman writing courses.  The Council of Writing Program Administrators has set forth a set of objectives that represent current shared understandings field about what we hope to achieve in our first-year writing classes.  The following chart shows how Exploring Literacy works towards those objectives. (The Writing Skills Chart in Part 4 of the text translates these objectives into skills that students are expected to develop through their work with this book.)
Objective 1:  Rhetorical Knowledge

	According to the WPA guidelines, by the end of first year composition, students should

· Focus on a purpose 

· Respond to the needs of different audiences 
· Respond appropriately to different kinds of rhetorical situations 

· Use conventions of format and structure appropriate to the rhetorical situation 

· Adopt appropriate voice, tone, and level of formality 

· Understand how genres shape reading and writing 

· Write in several genres 

Faculty in all programs and departments can build on this preparation by helping students learn

· The main features of writing in their fields 

· The main uses of writing in their fields 

· The expectations of readers in their fields 
	Exploring Literacy is built around a rich and ongoing exploration of the rhetorical situations in which all conversation, spoken as well as written, takes place.  It guides students in discovering how the content (the what), the purpose (the why), and the style and structure (how) of spoken and written texts are shaped by the expectations of the discourse communities that produce them and how genres arise from those expectations.  

Prompts throughout the text guide students in addressing rhetorical issues in their own writing, as they write in a variety of academic genres.  Part 4, Strategies  for Reading, Writing, and Research offers specific strategies for writing within typical conventions of format and structure for academic settings, as well as strategies for editing for a style that’s appropriate to those settings.
Part 3, Participating in Academic Conversations, focuses on inquiry into the discourse of the academic fields represented by students’ other courses, and helps students see how the features, uses, and expectations of writing in those fields arise out of shared understandings and purposes within a community.



Objective 2: Critical Thinking, Reading, and Writing
	By the end of first year composition, students should

· Use writing and reading for inquiry, learning, thinking, and communicating 

· Understand a writing assignment as a series of tasks, including finding, evaluating, analyzing, and synthesizing appropriate primary and secondary sources 

· Integrate their own ideas with those of others 

· Understand the relationships among language, knowledge, and power 

Faculty in all programs and departments can build on this preparation by helping students learn

· The uses of writing as a critical thinking method 

· The interactions among critical thinking, critical reading, and writing 

· The relationships among language, knowledge, and power in their fields 
	Exploring Literacy is structured around three larger inquiries into students’ experiences with spoken and written conversations in different settings.  Reading and writing are central tools in these inquiries, as students write informally and formally about what they are discovering and read texts from both established writers/researchers and from students that present the results of similar inquiries in various genres.

Part 2 guides students through an extended primary research project as they undertake ethnographic studies of their everyday discourse communities.  Part 3 furthers that primary research with the study of academic communities, while incorporating secondary research.  The prompts throughout the text explicitly build students’ analytical, evaluative, and critical skills as readers and writers.

Chapter 8 focuses on the question of what it means to take a critical perspective, and to question the workings of language, knowledge and power in any area, while readings show how others have raised such issues.


Objective 3:  Processes
	By the end of first year composition, students should

· Be aware that it usually takes multiple drafts to create and complete a successful text 

· Develop flexible strategies for generating, revising, editing, and proof-reading 

· Understand writing as an open process that permits writers to use later invention and re-thinking to revise their work 
· Understand the collaborative and social aspects of writing processes 

· Learn to critique their own and others' works 

· Learn to balance the advantages of relying on others with the responsibility of doing their part 

· Use a variety of technologies to address a range of audiences 

Faculty in all programs and departments can build on this preparation by helping students learn

· To build final results in stages 

· To review work-in-progress in collaborative peer groups for purposes other than editing 

· To save extensive editing for later parts of the writing process 

· To apply the technologies commonly used to research and communicate within their fields 
	Exploring Literacy, through the sequencing of activities and prompts, gives students experience in working from informal to formal texts, and in building from smaller inquiries to larger essays and reports.  Chapter 2 asks students to review their own writing processes, while Part 4 offers specific strategies that writers might use at different stages of the writing process (strategies that include suggestions for generating ideas, drafting, revising, editing, and proofreading).  

In Part 2 students explore the effects of technologies on their everyday conversations.  Part 2 readings contain a student’s ethnographic report on his on-line community.

With a focus on community, the book emphasizes collaborative work throughout, with prompts for peer review activities and strategies for carrying out peer response processes and for preparing group presentations. 




Objective 4:  Conventions

	By the end of first year composition, students should

· Learn common formats for different kinds of texts 
· Develop knowledge of genre conventions ranging from structure and paragraphing to tone and mechanics 

· Practice appropriate means of documenting their work 

· Control such surface features as syntax, grammar, punctuation, and spelling. 

Faculty in all programs and departments can build on this preparation by helping students learn

· The conventions of usage, specialized vocabulary, format, and documentation in their fields 

· Strategies through which better control of conventions can be achieved 


	Exploring Literacy approaches writing conventions as arising from the shared communicative expectations of communities, and links such conventions with the implicit and unstated ones that govern spoken conversations in different settings.  Each chapter prompts a discussion of genre conventions for different academic genres. Conventions for written texts are introduced and reviewed in the context of the reading and writing activities that students are engaging in.  

Part 4, in Editing Strategies,  offers specific strategies for such conventions as introducing and punctuating quotations, using student examples that connect to the readings students are doing and the writing activities they are undertaking.  Conventions for citation and documentation are included in Part 4, Documenting Sources, and both MLA and APA conventions are reviewed.


2. The Focus and Structure of this Book—Locating the Work of Student Writers within the Conversations of Communities.  
As the title suggests, this book guides students in researching their own worlds of language and literacy, in carrying out their own explorations of the conversations that take place, in talk and in writing, in the various communities they’ve been and continue to be part of, both outside and inside academic settings.  It assumes that all of us are competent communicators in our most comfortable and familiar settings; that we can carry over much of that competence and apply it to the new settings we enter; and that we can do so most effectively if we’re conscious of both what’s involved in our existing competence as insiders and what’s expected of insiders in the new settings.  The book is oriented toward beginning freshman writers, though it can also be used with writers at the intermediate level who are extending their research capabilities while beginning study in their majors. 

Freshmen, in particular, are at a critical moment in their own experience, as they move outside of the familiar worlds of family and friends and into new settings, both social and academic, with new insider expectations.  Students, as they enter college (or enter their majors), need to be able to negotiate a variety of literacy practices and forms and the social identities that go with them.  They need to imagine the various ways in which one might be a college student, an art major, a future medical technician or veterinarian, even as they learn to write in the ways appropriate to these roles.  This book pays particular attention to the relationship between the ways people use language as they talk and write, and the social identities that go along with those ways.  It focuses on learners’ processes of negotiating the new social identity of college student and the new discourses of their college settings—discourses that will not replace but be added to their existing repertoire.
The book works to build students' skills as writers and readers in ways that are appropriate to their new academic setting as it engages them in representative sorts of academic inquiry—including reflective inquiry, field research, and library research.  It focuses that inquiry on the communicative approaches of their familiar and new settings in order to help students build their metalevel understandings of how they function in each.  In the process, it builds the repertoire of tools and strategies they can use to situate themselves in other new settings, including the courses they will take across the curriculum.  One such tool is the understanding of a number of key concepts that can help them to understand and analyze the demands that new situations will place on them as writers and readers.  These are introduced throughout the text, but we want to highlight the most important ones here.

Key concepts:

Reading and writing as conversation.  Students often think of reading and writing, especially for school purposes, as fundamentally different from the spoken conversations they take part in all of the time.  Yet written texts facilitate an interaction between writer and reader that is much like the interaction between speaker and listener.  When writers imagine that underlying conversation, they are better able to consider the needs and expectations of their readers.  When readers imagine that underlying conversation, they are better able to engage with it actively.  In both instances, seeing literate conversations as an extension of spoken ones allows students to draw on what they already know do well as active speakers and listeners in any familiar setting.

Writing and discourse communities.  Students often think of written texts as existing independently of particular contexts—as having rules, for example, that apply in all places for all purposes.  Yet writing, like speaking, goes on within communities of people who have similar assumptions and expectations for what makes a conversation good and effective for a particular purpose.  We’ve been using the concept of discourse community generatively, to focus our attention on the contexts where speakers and listeners and/or readers and writers communicate with each other in repeated ways, with a sense of shared interests and values, whether that community is as small as a pair of siblings or as large as a group of scholars who write for and read a particular journal.  By studying the ways in which conversations work in a variety of settings, students gain a rich sense of how both spoken and written conversations work in context-specific ways.

Discourse competence.  Students most often measure their own competence as readers and writers by their prior experience in English courses.  If they've been successful in these courses, they may expect that what has worked for them in prior contexts will work in all new ones.  If not, they may be reluctant readers and even more reluctant writers who feel they have little ability to bring to new settings. Recalling and studying conversations in familiar discourse communities lets students see what goes into their most effective and comfortable acts of communication, and how the competence they've acquired in any communicative situation—in any typical conversation—contains elements that they can draw on in new situations. We've found that, when we extend the notion of competence to include all of their experience in different discourse communities, we make space for students to approach the work they do as readers and writers in new and more open ways. Seeing reading and writing as participating in a new conversation in a new setting allows writers to draw effectively on all of the discourse competence they bring from prior conversations.  (Chapter 2 explores the concept of discourse competence in detail.)

What, why and how: shared knowledge, shared purpose, shared ways.  In all conversations, spoken or written, people talk about particular topics and ideas.  They do so for particular purposes in relationship to their audience of listeners or readers, and they do so in ways that are typical in that setting.  In each communicative act, speakers and writers must draw on and build on what they think others already know about the things they're talking about (creating shared knowledge), they must negotiate shared purposes that will keep both parties involved in the conversation, and they must carry on the conversation in ways that make sense to their listeners/readers.  This curriculum guides students to look at what is talked about, why, and how, and at how these elements of communication are shaped by the particular context in which a conversation takes place.  The questions give students an easy tool that they can use for the analysis of any conversation, in any context, so that they can discover how shared knowledge is evoked and created, how shared purposes are developed, how shared ways are maintained. 

Student writers tend to focus on the what, on the ideas they want to set forth, and sometimes on the how, in the form of rules for writing like "Begin with a thesis statement," or "Each paragraph needs a topic sentence."  Our students have told us that attention to these elements has helped them, as writers, to think about why—about the purposes they want to achieve in their writing and in its effect on their audiences, while the notion of creating and building on a shared what, why, and how, has furthered their sense of what their readers need.  These terms also provide a clear way for students to step back from the reading and writing they do and to analyze the texts they encounter and produce.  They have been so useful that we've used them consistently as a starting point for analysis throughout the curriculum.  (The schema is a simplified representation of the three functions that systemic-functional theory tells us are built into the grammar of the language and realized with every act of speech or writing—an ideational function, presenting ideas, information and propositions; an interpersonal function, representing speakers’ intentions; and a textual function, making each particular contribution fit within an ongoing stretch of discourse. The theory itself is introduced briefly in Chapter 8 of the text.)

Using this book with different student audiences. This curriculum is intended to encompass the needs and interests of a range of students. 

For all writers.  People acquire new discourses by being full participants in the settings that use those discourses. The curriculum allows all students the opportunity to participate in some of the authentic literacy practices associated with academic work, to be immersed in the authentic communicative practices of their new settings.  It helps students to feel confident about what they bring and what they can offer by positioning them as experts in relationship to the worlds they study.  This curriculum also allows them, while undertaking common types of study and writing in common academic genres, to choose, as the objects of their inquiry, settings and issues that most interest them. 

For advanced writers. This curriculum offers skilled writers a chance to name the understandings and strategies they already draw on and to acquire new ones while undertaking authentic research of the sort that is carried out by scholars who study discourse practices in various settings.  Our most advanced students have found this work engaging and we've encouraged them to extend it by working through some of the further activities that we describe in the chapter-by-chapter discussion below.

For less accomplished readers and writers. With its focus on discourse competence in familiar settings and building on prior knowledge, this curriculum provides, for less accomplished writers, an accessible way into talking and thinking about the written conversations associated with academic literacy.  Such work can push their acquisition of new forms and styles.  Several of the student texts that are included in the book were produced by writers who entered our classes with limited writing experience and accomplishment, but who have nevertheless produced interesting and effective memoirs, ethnographic reports, and research studies by following the book's guided inquiries.

For ESL and second dialect students.  Students who are acquiring English as a second language or standard English as a second dialect are supported by the explicit attention to language and discourse in this curriculum.  ESL students often see any problems they might have with reading and writing as language-learning problems, attacking them with language learning strategies such as looking up words in a dictionary or using a thesaurus.  But it's more often discourse concerns—knowing when to say what and how—that affect their ability to communicate in ways that their professors will find effective.  (Foreign scholars who share the discourse of a discipline are rarely perceived as unknowing by others in that discipline, even if they are still in the process of acquiring the language in which their scholarly discussions are being carried out.)  Students who begin to perceive and address the expectations of the discourse communities they are writing for will use more effective strategies as readers and writers and are likely to find their competence recognized by their professors, even in moments where language interferes with some aspect of their communication. 

This curriculum offers many occasions for students from diverse linguistic backgrounds to study and draw on their own experience.  Second language/second dialect students often choose to tape-record and study conversations that go on in their first language or dialect.  In doing so, they begin to identify the sorts of discourse competence that they already possess and to see how it carries across different language/dialect settings. Gaining a sense of their discourse competence, in any language or dialect and in any sort of conversation, whether spoken or written, can give writers some of the confidence and the strategies they need to participate in the new written conversations that take place in academic settings.  At the same time, the acquisition of new languages, dialects, or discourses is fueled by immersion in the authentic communicative practices of new contexts (such as the academy, its courses, and its disciplines).
One of our concerns has been to make space for a conversation about language that allows all students to grasp the fundamental understanding from linguistics that no one language or dialect (or discourse) is inherently superior to another, that each has equivalent grammatical resources, and that each is appropriate to the contexts in which it is used.  In particular, speakers of Ebonics/African-American Vernacular English (AAVE) have seen their most comfortable language stigmatized and may themselves have come to see it from a deficit perspective, as "broken English."  At the same time, AAVE has contributed to an urban dialect or "slang" that is spoken by many adolescents, and is often the first, familiar dialect of English acquired by immigrants from various language groups.

To begin to shape a society that appreciates the diversity of its members' linguistic resources, we have to invite all of our students, including those for whom English is a first language and a mainstream, standardized form of English is a first dialect, into one common conversation about the rich comparability of those resources.  We've found that the best way to frame that conversation is by focusing on discourse—seeing how we all move out from the primary discourse we acquire from our homes, families, first communities and into the secondary discourses that we acquire in other settings. 

For all students. The book's focus on language-in-use offers an alternative to traditional grammar instruction. Gathering and analyzing real conversational data from real discourse communities gives students the opportunity to discover relationships between usage, style and context, while transcribing speech data foregrounds aspects of orthography most often associated with sentence level errors.  Again, the goal is to provide a curricular context in which students can discover and name these understandings for themselves.

Here are some afterthoughts about the value of this work from a freshman writer, James, whose first language was Haitian Creole and first dialect of English was the common urban dialect that he and his friends refer to as "slang."  (His memoir, "Memoirs of an Indivisible Man," is included in the readings at the end of Part 1.)

The biggest thing that I can say that I received from English 101 came from reading selections from fellow students.  Seeing the analysis of their works and thoughts in the course book helped shape my writing. Seeing the works of fellow classmates was a blow away at all the different approaches and languages and "flow" that each of their pieces held. I think that helped us all in widening our use of language because we were so used to that more-or-less rigid, closed-box, 'procedural' style of writing from earlier education. Actually studying how we write and why and the choices we made in writing was definitely an eye opener in what personally for me, before Eng 101, was but an autonomous process. The exercise in which we recorded a story, transcribed it, and then rewrote it in a different fashion was very helpful in really bringing into juxtaposition the written and spoken word. The exercises were great because they were real life examples and seeing and doing gave me a different level of understanding than reading by itself (email communication, June 20, 2002).
The book's structure.  We come to our richest new understandings not by being told, but by making our own discoveries.  If we want our students to discover and to be excited about the very sorts of things that we've discovered, we need to invite them to make their own inquiries into the linguistic worlds they inhabit.  Therefore the book is structured as an extended inquiry, with several smaller inquiries comprising the work of each chapter, and the inquiries of several chapters building to larger essays and reports. The inquiries of each chapter suggest ways of participating as a reader, writer, and member of a classroom discourse community in the work that goes on there.  They are intended to guide students, as well, in a process of reflecting, sharing, and taking on other perspectives that will contribute to their development of meta-level understandings about the nature of these activities.  In addition, they offer some practical strategies that students can draw on as they think about the ways in which they participate, as a reader and a member of the classroom community, in the work of any of their courses.

The book is organized in three main parts, each of which can be used alone or in conjunction with the other parts. The sequence is designed to help students bring significant aspects of their prior experience as language-users into the present, so that they can reflect and build on it in their current work as college writers, see what's involved in their current insider competence, and apply those understandings to the new academic settings in which they are gradually becoming insiders. A fourth part offers strategies for reading, writing, researching and participating that students can use in many settings.

The Introduction provides a preliminary view of the key understandings on which the rest of the book is built and an overview of the whole.  It is an essential starting point for work with any of the book's parts, since each will draw on key concepts that are introduced there.

Part 1 (Chapters 1-3) asks students to recall past experiences in a discourse community, to respond to and write about readings that focus on others’ memories of such experiences (including selections from Richard Rodriguez, Amy Tan, bell hooks, Mike Rose, Dave Eggers and others, as well as student writers), and to write their own memoirs. Students focus their attention on moments that are salient in their own language and literacy experience, reseeing those moments from a present perspective. Part 1 introduces ways of reading and writing that are appropriate to academic settings, and guides students to see the discourse competence they bring from their past experience to the present moment.

Part 2 (Chapters 4-6)  asks students to engage in extended inquiry as field researchers, studying the communicative ways of familiar discourse communities—communities in which they are insiders—analyzing the data they gather, and using the ethnographic writing of others as models and as a research base for their own writing in the genre of the ethnographic report. The work enables students to gain a deeper understanding of the ways in which language is shaped by social context, and to see the ways in which the values and beliefs of a particular discourse community are represented in and give shape to its texts (spoken and written).  It also helps them to understand the subtle nature of their own competence as insiders in familiar settings.

Part 3 (Chapters 7-9) asks students to focus their attention on the academic discourse community created in one of their courses across the disciplines, in relationship to the larger academic, technical, or professional field that course most closely represents.  It focuses on the shared knowledge, purposes and ways of academic settings, and guides students through a process of inquiry that includes library research.  You can use the work of Part 3 to help students locate, within the work of one of their courses, an area of interest for a full library research paper.  Or you can have students carry out a field study of an academic discourse community in which they extend their understanding of the shared knowledge, purposes, and ways of the discipline by looking at some of its published scholarship.  

Within Parts 1, 2, and 3, each chapter includes three ways of approaching inquiry into the issues the chapter raises: through reading; through observation and analysis; and through reflection. A reading is embedded within most chapters, to introduce key themes and to provide a model of the sort of work each chapter focuses on.  Additional readings within a genre (memoirs, ethnograhic writing, studies of literacy and/or the literacy practices of academic settings) are included at the end of each part, and those readings include texts written by students who have used this curriculum.  

Part 4 offers a compendium of strategies that are relevant to the work of this book and to other academic work in a format that can provide a quick reference for students to draw on at any time.  The section includes strategies for reading, writing, participating in classroom conversations, carrying out field and library or on-line research, and providing citation and reference information within the shared conventions of English and other humanities (MLA) or those of the social sciences (APA).  Prompts within the other parts point to this strategies section at relevant moments, and in our chapter-by-chapter discussions in this manual, we'll discuss when we introduce specific strategies and how.

Specific suggestions for planning your teaching of these materials appear in Part 7 of this introduction, and in the chapter by chapter discussion that follows.  First, however, we'd like to address some common teaching concerns in the writing classroom: how to create community and guide effective classroom conversations how to work with reading in the writing classroom;  how to work with writing and respond to writers;  how to foster thinking and guide shared and collaborative inquiry; how to use technology to enhance the work of this curriculum;  and how to plan for the work of a semester

3. CLASSROOM CONVERSATION

An important starting point for teaching with a curriculum that focuses on the conversations that take place in talk and writing is to consider the conversations that will take place within your own writing classroom.  During the semester, you’ll want to use class time to create rich and interesting conversations, both through both writing and speaking.  You’ll want to invite students to become insiders to academic settings by providing them with an opportunity to participate in such a setting, to write and contribute and listen in the ways that college students are expected to.  To foster this kind of environment, you’ll want to use various approaches and strategies that will engage students, and to provide them with an opportunity to comment and reflect on their observations and the materials they are working with in ways that contribute to the shared knowledge of the classroom community.  That is, you’ll want to provide them with the space to develop new understandings and new shared knowledge actively and collaboratively.

Creating a classroom community. Communities are created when people regularly engage in conversations through which they share interests, purposes, and ways of thinking, talking and/or writing.  In order for many students to take chances in the classroom, to volunteer their opinions and thoughts, to read pieces of their writing aloud, and to comment on materials, they have to feel like insiders to a setting—like members of a community where they can assess the value of their own contributions and determine how likely others are to want to hear what they have to say.  Several elements contribute to creating such a community:
· Getting to know one another. One important way to empower students and make them feel like true members of the classroom community is to help them get to know the other participants. To begin to create a community in the first week of class, we learn each others' names, most often working with Cisneros's "My Name" and the prompt that follows in the Introduction. Then, as students move into small groups, we ask them to keep restating their names, and to use the names of group members in reporting back to the class.  

Over time, the curriculum will give students many opportunities to learn about each others' life experiences and current communities and interests.  Creating many opportunities for students to share their writing in the classroom allows all participants to keep getting to know each other better. Higher education research shows that finding friends and community is one of the most significant factors in determining whether students stay in college and complete their degrees. You can begin to create the conditions for their academic success as you build community in your classroom.
· Arranging the classroom.  The physical structure of the classroom is also important for shaping the community created there.  We recommend having students sit in a configuration that allows them all to see one another.  When students sit in rows, they can easily see their professor, but have to twist and turn in their seats to see their classmates when they contribute (and most students don’t do this).  Having students sit in a circle for whole class discussion allows them to see everyone who is speaking, helps them get to know their classmates, and helps you stress the idea that all participants contribute to this community and that students’ thoughts and comments are just as important as your own.  
Working in groups.  Having students work in smaller groups also helps to build a strong community in the classroom. Groups are particularly important in the writing classroom because speaking about one's ideas offers important rehearsal for writing.  Even comfortable whole class settings allow too few opportunities for all students to talk about their ideas in extended ways.  Groups of three to five students usually work well, as they provide a variety of voices but not so many that some participants do not get heard.  Groups work most effectively when 

· they have concrete tasks to complete.  Giving groups questions to respond to, a chart to complete, or topics to report back on will help students stay focused and engaged.  

· they help to define the goals of their work.  Asking groups to take a minute at the beginning to be sure that they all agree about what they'll be doing, why, and how, can help them to use their time together effectively.

· Each member has a clear role.  You might also want to have students negotiate roles in explicit ways as they work in groups, deciding from the start who will take notes, who will keep the conversations moving and make sure every one is participating, and who will be in charge of reporting back to the rest of the class.  Rotate these roles over time. 

· they are accountable to the whole group for the work they have done. Having groups report back to the larger class is a good way to foster such accountability and to stimulate whole class discussion. And reporting for a group offers quiet students who hesitate to speak as individuals a way to bring their own voices into the larger conversation. 
You are likely to use groups in several ways in your writing classroom:

· as general working groups for sharing responses and working together on specific activities or in response to particular prompts; 

·  as peer response groups for responding to each others' writing;  and 

· as research groups, where participants share the data they're gathering and contribute to each others' analyses.  

You can choose to create the same groups for each of these activities or to have different groups for different purposes, or at different times in the semester. 

We tried the following strategies for forming groups:

· Having students self-select their groups.  Here the advantage is that students create small communities more quickly, but some students may be left out, and you'll need to intervene.  Also friends may be distracted by other common interests and get off track.

· Assigning students randomly for each new task (by asking them to count off or having them draw a card with a group number from a container at the start of class). With this method, students get to know most of their classmates.  Their strongest shared purpose is more likely to be getting the work done, and they don't get stuck in an unproductive group.  But it can be harder for students to build up the trust that allows them to accept suggestions for drafts of their writing when they shift groups each day.

· Assigning groups by characteristics of individuals as writers and readers and by how people work together. This method makes it possible to balance stronger and weaker writers/readers within a group, and prevents the creation of groups in which too many members undercut the work of the whole.  But setting up such groups can be time-consuming and requires some trial and error to establish groups that work well.

· Assigning groups by areas of interest.  For the research activities of Parts 2 and 3, groups of researchers who are focused on similar settings (workplaces, science courses) may reinforce each others' findings, extend each others' understandings.

We've tried all of these strategies with different classes, at different points in the semester and for different activities, often beginning with randomly assigned groups early in the semester while students are getting to know one another, and then assigning groups as we get to know students better, or for writing response work, or as students' research interests develop.  
We have used the following prompt to guide group work, making group members responsible for ensuring that they work effectively

Small groups provide opportunities to build shared knowledge to which every class member can contribute.  Effective small groups work by 

· generating guidelines for how the group should work,

· reviewing and reflecting on the groups's conversations, and

· revising group guidelines as problems or new ideas arise. 

Generate guidelines for your group’s work. Consider participants and roles:  Who will participate in group conversations? What different roles are needed in the group? How long will the group work together? Groups of three to five people generally allow balanced involvement and contributions from all members. Effective working groups are more formal than conversations in other settings. Most groups find that having structured roles, especially while the group is getting used to working together, can be important, as is rotating those roles regularly. Roles might include
· A facilitator who guides the conversation, makes sure everyone participates, and monitors the group’s progress towards the completion of the activity in the time available,

· A recorder who takes notes on the group’s conversation (notes that may be collected and compiled in a larger list of class responses on a particular question), 

· A reporter who reports back to the rest of the class. Sometimes you may also want to have 

· An observer who doesn’t take part in the conversation directly but makes notes about how the conversation works—how participants take turns and how they contribute to creating shared knowledge.
Consider the what, why, and how.
· Consider the purpose—why the group is to have this conversation and what its goals are.  Having a clear sense of the purpose of each group working time will help you keep your conversations on track.

· Consider the task—what you’re going to be doing.  Often the what will be spelled out in the suggested activities in this book.  But it’s important to be sure that all members of the group are clear about what you’ll be discussing, sharing, or analyzing.

· Consider the ways in which you’ll proceed—how you’ll carry out the task or activity.  Even with guidelines, it’s important to review them together and to translate them into what you’ll actually try to do and when at the beginning of your conversation.

If you take a minute or two at the beginning of any small group conversation to review together the what, why, and how of the work you'll do, it will contribute significantly to making your group work productive.  

Review and reflect on your group's conversations.  After a group has completed a working session, take a few minutes to review the work the group has done--both what it has accomplished and how the work has been carried out.  (The notes of an observer or a tape-recording of the group's conversation can be particularly useful here.)  Look at the contributions individual group members have made, and see what they've contributed to a larger whole, to the common purposes of the task.  Consider also whether all participants have been equally involved and, if not, what could create greater involvement.  In addition, consider the parameters of the task itself, what in the task allowed you to work effectively with it or not, and whether there are aspects of your experience that you'll want to report back to the whole class to help shape future group activities.
Revise your group’s guidelines.  Draw on what you've dis-covered about what has enabled your group to work effectively, and incorporate those elements as you plan future working sessions.

Bringing all students' voices into the conversation.  As the semester continues, you’ll want to make sure all students are becoming insiders to your classroom community. The weight of the conversation should not be carried by only a few students.  We have all been in classes (either as students or as teachers) where a few students dominate, regularly contributing and shaping the conversations.  While these students generally make valid and interesting points, their increasing levels of comfort in the class can work to silence other students who come to rely on the more outspoken students to carry discussions.  To avoid this type of dynamic, you’ll want to encourage all students to contribute to in-class conversations.  Here are some ways to make sure all students’ voices are heard:
· Structure conversations around glossings students have made in a specific text (either a course reading or chapter).  Give students some time at the beginning of class to choose one section of text to discuss, then have them read that section and comment on it. 

· Invite all students to read sections from their written texts.  You can have students read freewrites, journal entries they are turning in, or assignments you are passing back to them.  It is useful to have students reread the texts they have written and choose a section to read, as this invites them to begin reflecting on and evaluating their writing. You might begin class with a “read around” by marking interesting passages as you read students' informal responses. Pass these back as students enter the classroom, have review them and then read aloud a few sentences or a paragraph from their responses.  This gives students time to reread their written texts and your comments on them, and allows them to share their ideas and reactions. 

· Have different students take responsibility for reporting back from group work, as suggested above.

Having meaningful class discussions.  As you think about the classroom community you create, you’ll want to see that you have meaningful conversations that revolve around real questions and concerns.  When you consider the rich conversations that take place in any context, you may notice that:

· most participants are active;

· most participants address and respond to one another;

· real and meaningful questions are considered;

· meaning is created and built upon as understandings are shared.

In order to foster this kind of communication in your classroom, you’ll want to move away from IRE (initiation, response, evaluation) exchanges.  IRE occurs when a teacher initiates a response by asking a question, a student answers the question, and the teacher then evaluates it. For example, 

T: "What did Rodriguez lose when his family stopped speaking Spanish?"  

S: "Intimacy."

T: "Yes, good."

While this kind of interaction is common in classrooms, it is constraining and prevents students from claiming ownership of conversations and building upon one another’s contributions. 

To more away from the IRE format, you’ll want to 

· ask open-ended questions, questions that have many possible answers and that invite students to speculate, make connections, and hypothesize. (For example: "How would you characterize the changes that took place in Rodriguez's family after he started school?"  "How might his experience have been different if. . . ?")   

· open up the discussion to many perspectives, asking students to comment on what others have said and to add their own understandings. 

· ask questions that help students explore.
· encourage participatory responses, focusing on students’ understanding of what's going on and the various sorts of connections they make to and among texts,  "What connections do you see between Rodriguez's experience and Mellix's?"

· encourage analysis ways, asking students to stepp back to see how texts or situations work:  "Mellix, like Rodriguez, begins her memoir with a moment of her experience.  What does her beginning suggest about her purposes?"

· encourage evaluation and critical analysis, where students examine a text or situation against some criteria:  "How well does Mellix's beginning work in accomplishing her apparent purposes?  How else might she have started this memoir?”
· turn students back to the texts they're reading or the data they're analyzing to have them share not only an answer, but the thinking that led to it.  (The teacher in the example above might extend the student's response by refraining from an immediate evaluation, saying something like "That's interesting.  What does Rodriguez say that shows this?"  and having the student point back to a specific place in the text and read it aloud for the whole class to think about, interpret, and evaluate.)   

· continue to pose questions that allow students to extend and/or rethink their ideas, and to question the implications of their contributions.
· give students themselves many opportunities to ask questions that go beyond the simple seeking of information—to ask why and how questions of you and of each other.

If a class is especially quiet during large class discussions, you'll want to draw on strategies that invite students to contribute in ways that they are more comfortable with.  You could have students:

· work frequently in small groups, and then report back to the larger class.
· read from texts they have written when they contribute.
· freewrite in response to questions that they will later discuss so they have more time to develop and think through their ideas.
· freewrite in response to a specific question that they're not responding to aloud.  If you take a break in the discussion and have students write for a few minutes and then read-around quickly what they've written, you'll get a variety of responses, and hear all voices, while taking the spotlight off of hesitant individuals.
Guiding students’ participation in whole class discussions.  We find that students don’t always know how to participate effectively in larger discussions.  We encourage them to draw on the key concepts of the course to consider what will help them do so effectively, in all of their courses, as in the following prompt: 

The strategies you draw on as a reader and writer can also support your participation in the larger conversations of the classroom.  

At the beginning of class, do a quick mental review of the last class and the assignment for this one: 

· capture the prior shared knowledge you're bringing to the day's discussion by jotting down a few notes of key points that you think are significant;  

· predict what you think might follow in this class session;  and  

· note any questions you have or ideas you hope this class session will address.

During class, keep notes for yourself as the conversation unfolds: 

· use a double-entry format, with key points in one column and your own questions, reflections, connections in the other;

· mark points (perhaps with an asterisk*) that you might want to respond to or ask about at an appropriate moment in the class session, or to follow up on in a small group discussion or in your own writing (you'll find it easier to contribute to class discussions if you've jotted down a few words about the point you want to make or the question you want to ask);

· record whatever gets written on the blackboard. It represents some of the growing, official shared knowledge that's being built in the classroom. 
At the end of the class, 

· make a note of the most important things you learned, and of one or two questions that have arisen for you;  

· review your notes from the day's class, highlighting new concepts, ideas, and examples that have appeared, and noting any further examples that have occurred to you or new questions that arise for you;

· keep a glossary of new terms and concepts with your own sense of their meaning and/or examples of them.
Using the board.  To stress the connection between thinking and writing, you’ll also want to draw on texts (and create texts) during in class conversations and discussions.  As students make points, come to conclusions, and ask questions in class, you can use the blackboard, whiteboard, or display pad as a place to record these contributions and to create shared knowledge.  

One interesting way to utilize the board is to hand the chalk over to your students.  Have them write down key points they come to during group discussions, sign up for groups to work in, or list interesting questions.  Having students writing in this public space helps shift the dynamics of the class, and, we have found, raises the energy level as students claim ownership and authority over the work that is being done.

You’ll also want to use the board yourself, pulling out key points made during discussions, and writing them out.  Be sure to record points students come to, and push them to expand on these points, as they’ll become the shared understanding of the class.  Recording key points from a conversation allows all participants to step back periodically, review what was said, and see what larger understandings are being created.
4. Working with Reading in the Writing Classroom

Students' prior writing instruction may have derived from different elements of the text-focused, writer-focused, and/or (less often)  context-focused approaches described in section 1.  As a result, writers bring different experiences and assumptions to your classroom.  Likewise, their prior reading instruction may have been strongly text-focused (drawing from New Criticism in locating meaning exclusively in the text), reader-focused (drawing from Reader-Response criticism in considering what the reader brings to the text and how meaning is made through the interaction of text and reader), and/or context-focused (drawing from the many critical traditions such as feminist criticism or Marxist criticism, that consider how social understandings and values affect both texts and their writers and readers). If your students' prior work with reading has been narrowly text-focused, they may know how to summarize, find main points, and pick out images, but not how to use these in shaping their own complex understandings.  If it has been reader-focused in a limited way, much of their prior writing about texts may have consisted of making loose associations with texts without considering the evidence of the text itself or of the influence of context on their reading of it. To help your students engage with texts in complex ways as readers and writers, you'll want to help them develop multiple ways of interacting with texts and learn to be conscious of the strategies they're bringing to them.  (For further discussion of how theories have shaped approaches to reading, see Kathleen McCormick's The Culture of Reading and the Teaching of English, and,  to see how Reader-Response theories can be applied in teaching, see Louise Rosenblatt's Literature as Exploration.)

This book invites students to think about the sorts of conversations that writers initiate and the ways in which they participate in these conversations as readers. Because much of the writing students will do in academic settings draws on conversations that are carried on in written texts, it's important to make a place in the writing classroom for working explicitly with different ways of reading.  Each chapter includes a reading that addresses some of the themes being explored in that part of the curriculum. Early chapters use readings to suggest some explicit reading strategies.  These reading strategies are drawn together in the Strategies section, and you'll want to point students to that section periodically.

Three ways of reading are introduced in Chapter 1 and then expanded on throughout the book:  

Participatory reading is the way we often read for pleasure, stepping into a conversation the writer has initiated, and making a variety of connections to what the writer has said.  The prompts and discussion suggest some specific ways of connecting: recalling, representing, relating, and reframing. You can ask students to discuss moments when they've connected in these ways in one of their early responses. They may notice that they have other ways of connecting that haven't been named here. Part 1 focuses primarily on such participatory reading, and students will have multiple opportunities to consider and extend the sorts of connections they are making to texts and among texts. 

Analytical reading involves stepping out of a text and analyzing what's said there and how it is said. Part 2 emphasizes analytical reading; at that point, students are guided to read analytically as they work with other texts—their transcripts of conversations, their observation notes—in addition to the book.  The what, why, and how questions that are introduced along with the sample conversation in the Introduction involve students in analysis from the start, preparing them for the more extended analytical work of Part 2.

Evaluative reading involves stepping out of the conversation not only to analyze what it says and how it works, but also to evaluate how well the argument or the form works in relation to the writers' purposes and/or the shared assumptions of the community about this sort of text.  Evaluative reading always goes on against the background of the shared ways of a community.  Much of the work of academic communities involves a combination of analytical and evaluative reading—generally referred to as critical reading.  In part 3, students are guided to work in more evaluative ways, and Chapter 8 explores the various ways in which critical analysis and taking a larger critical perspective can work.  

There are other ways of reading, and other ways of naming the sorts of reading that people do.  Louise Rosenblatt writes of efferent reading (reading for information) and aesthetic reading (reading for the pleasure of the text).  Bartholomae and Petrosky describe reading with and against the grain of what's written.  At the end of Chapter 5, students are invited to record instances of literacy use in the communities they are studying and to consider the functions that each of these uses serves.  As they turn their attention to academic communities in Part 3, you might want to explore with them the different uses of literacy they find in their academic settings, including your own class, the functions that those uses serve, and some ways of naming the ways of reading associated with each function and use that add to or complicate the types of reading named here. 

While different types of reading are more heavily emphasized in the different parts of the book, once they've been introduced in Chapter 2, you'll want to guide students to draw on all of them for the work they do.  You'll find it particularly useful to apply these terms to students' work in writing response groups, to have them respond to each others' work first in participatory but gradually in analytical and evaluative ways, so that they begin to name what they find in each others' work, see how it's structured and how it works, and then to see how well it works against assumptions and expectations that you and the class will have started to identify and name.

Effective reading in academic settings has several other characteristics.

· Reading is active.  As students begin to work with reading in the ways valued by academic communities, they will find that they need to be more active as writers as well.  They'll need to gloss and mark up the texts they read, to write comments and questions in the margins, to mark portions of the text that they want to bring up in a written response or in a class discussion.  The Strategies section introduces some specific ways of interacting actively with texts, giving suggestions for previewing, for glossing, and for using a double-entry notebook (also called a dialogue journal).  You'll want to point to this section. (We’ve noted in the chapter discussions particular places where we introduce such strategies).  It's important that students begin to develop a meta-level understanding of the strategies they can use as they read for different purposes, and making such strategies a topic of conversation in the writing classroom will help them to develop such understanding.

The double-entry notebook/dialogue journal is one of the most effective tools we've found for helping students to make the texts they read their own.  The format of recording quotations in one column and reflections and comments in the other allows students to see their own thinking developing in relation to a text, while giving them easy access to quotations that they may want to draw into their own more extended writing.  We typically introduce this format in Chapter 2, and more discussion of it appears there.

· Reading draws on and creates shared knowledge.  Readers bring at least some prior knowledge—knowledge about the topic under discussion, about the writer, about the genre—to any text they read, and helping them bring forth that prior knowledge and make it active gives them an important strategy to use in any setting. As they read, students develop new shared knowledge that's created in the conversation between writer and reader.  Naming that evolving shared knowledge can, again, support their work as readers and as writers.  Writers, in turn, need to anticipate the prior knowledge of readers, and guiding students to name some of their prior knowledge as readers can help them to anticipate as writers what their readers might bring to the text and to create the shared knowledge their readers will need. Several strategies help students to draw on prior knowledge and build new shared knowledge:

· Previewing a text—reading the title, looking quickly at the opening and closing paragraph, skimming through the rest, looking for headings—can help students consider what knowledge and assumptions they bring to it and what that prior knowledge leads them to anticipate.  

· Creating a glossary is a strategy that can help students become more aware of the ways in which their own shared knowledge evolves as they read.  We recommend that students go beyond the familiar strategy of looking up words that are new to them and emphasize instead that they look for the words that seem to be significant to the particular conversation that a specific text creates, whether those words are familiar to them or not.  We want students to think about the terms and concepts that are central to this book, whether they are familiar with them or not, and to develop a working sense of their meanings in this context.  We typically begin this process with Chapter 1 of the book, which introduces a number of terms and concepts that may or may not be familiar to students.  Also, we ask students to keep a running list of key terms and their own working definitions as they read, and to review those lists together, periodically, to see how their own understandings are evolving and to get a sense of the new shared knowledge being generated in this classroom discourse community.

· Another way for students to see how their own shared knowledge of a topic is evolving is to take an unfamiliar text and mark the terms and concepts they're sure of and those that they're uncertain of.  Chapter 9 asks students to do this with a journal article from an academic field they're exploring in conjunction with their academic discourse community studies.  Students can see how much "insiderness" they’ve gained to the conversations of a given field through their introductory courses, and they can anticipate that they'll continue on that trajectory as they study more.  They're less likely to be thrown off by unfamiliar terms or to see themselves as permanent outsiders to the sort of conversation that the article represents.

· Reading typically links both writing and reading.  Whatever students become aware of as readers, they also get to use as writers.  And what they know as writers, they can draw on as readers. We try to make these links explicit throughout our courses.  Looking at the how of the openings of different memoirs or ethnographies offers writers a variety of models for writing their own, and we often take time after reading a portion of a text to have students not only reflect on what they've found there and on how it works, but try out something similar for the extended text they're creating.

As students write about what they've read, you'll want to note and encourage the level of their engagement with texts, particularly as you respond to their informal writing and their classroom contributions, pushing them to bring those texts into dialogue with their own and to make rich and complex connections.  Because one of the shared assumptions of academic communities is that much of the important conversation will go on in writing, referring frequently to what others have said and building on it is an important part of the how of speaking and writing in this setting, and that how depends on engaged and active reading.

You'll also want to help students think deeply about the connections among the things they read. The point behind this curriculum is to position students as thinkers, learners, and doers—to show them that it is important for them to make meaning of their worlds, and that this is the basis of all intellectual inquiry. We want to push students to further the academic conversations they embark on while writing, reading, and discussing.  One way to do this is to encourage them to make complex connections, to consider the relationships that exist between things, and to then try to push themselves to see more complex and less obvious connections.  We try to do this particularly with texts—to move students beyond simple connections ("Like Cisneros, I had five brothers.”) to richer, more complex ones  ("Like Rodriguez' family, Mellix also cherished her home language by making fun of the outside foreign language of more distant communities.  They are rigid in their communication in "proper" English like Rodriguez' parents were in speaking English, and feel free and comfortable communicating in their private language, whether it's Spanish or ‘black English’.")  Here's a strategy for making complex connections a part of the classroom conversation:
· Write three words on the board, such as bike, car, and horse.  Then put students in groups and have them make connections among these objects, saying how any two of them are unlike the third object.  Explain to them that their goal, as a group, is to come up with connections that no other group makes.

· Follow this activity by naming three texts or writers or genres and having students brainstorm the connections that can be made among them.  This allows students to think about course materials in complex ways and may shape the way they think about the conversations they are participating in.

 5. Teaching Writing as Conversation 

The writing prompts in this book guide students through a lot of informal writing.  Such writing gives them a place to explore their own thinking about the questions and issues of the course while developing the preliminary texts that they will draw on and reshape in their more formal writing.  Part 4 offers specific strategies for working within various aspects of the writing process—generating ideas, drafting, shaping, revising—and you'll want to point students to that section at relevant moments.  (In the chapter discussions below, we'll note points at which we introduce these strategies.)  Because we want our students to see writing, not as an isolated school task, but as a contribution to a conversation with a community of interested readers, we ask them to share much of what they write. We also emphasize the contribution that students' writing, both informal and formal, makes to building the knowledge that we'll all share in the classroom, so we often draw on that writing to begin classroom conversations.

As students write and you read and respond to their writing, you’ll want to envision this as a part of the ongoing conversation of the class.  You’ll want to pick up on the themes running through student texts, comment on them, draw on them during class discussions, and allow them to feed back into student writing.  As you think about the way that you’ll use writing in this course, as you think about the ways in which you’ll ask students to write, you’ll want to envision it as an extension but an integral part of the conversations that shape in-class discussions.  

Responding to student texts. For students to use writing as a way of generating ideas and contributing to a classroom conversation, they have to see that as its primary purpose.  We separate our responses to informal writing and early drafts of formal writing from the assessment process (which we'll discuss below), except for the requirement that students complete such writing and do so seriously.
Here are some things to keep in mind as you respond to students' texts: 
· Informal journal responses and drafts represent particular moments in a larger conversation. When responding to informal and preliminary student texts, you’ll want to see a piece of writing as a step in a process, as a piece of the bigger picture, and not as an isolated text.  Therefore, while you’ll want to give students some feedback regarding the strength of their texts. You’ll also want to pose comments and questions that will help students take their responses further during class discussions, in a later response, or in a more formal piece of writing.  Asking questions will be one of the most effective ways to comment.  Two of our most common questions are why ("Why do you think Rodriguez has included this example?"; "Why do you think people in this community have developed this style of talking?")  and so what ("What's important/significant in what you've observed?";  "What difference does it make?")


As you respond to student texts, you’ll also want to reflect on your own questions about what, why, and how: what kinds of work do you want students to be doing, why do you want them to work through these kinds of inquiries; how can they best complete and/or extend this kind of reflection?

· The writing a student produces at any moment is only a small part of the student's participation in the larger conversation that your course creates.  As you comment on texts, you’ll also want to keep the bigger picture of the writer in mind: how would you characterize this student?  His/her writing?  The contributions he/she makes in class?  What does this student most need to focus on throughout the semester?  What do you hope for him/her to get out of this course?  Sometimes you’ll want to write comments that will help students take stock, to see where they are in the context of their goals for the semester, what their strengths are, and where they need to do the most work in order to participate effectively in the sorts of written conversations that go on in academic settings.

· All writers need real readers.  Since you are a reader who is already an insider to the community whose conversations the student is trying to enter, you can respond in ways that reflect both your participation in the conversation the writer has started and your role as a guide to the ways of this larger community. You'll always want to engage with the ideas the writer is presenting—making connections, asking genuine questions, even as you gently prompt the writer towards the sorts of thinking that are valued in academic settings.  Some of those ways include:

· connecting their generalizations with supporting evidence;

· elaborating (giving background, descriptions, details, examples);

· characterizing what they observe and stating the significance of what they see;

· finding relationships and making complex connections;

· naming and defining.  

· It's most useful to students if you focus your responses, gradually adding new topics to the shared conversation about writing that you're guiding. (It's not helpful for writers to get responses that take their attention to too many places at once.)

· As you set priorities for the focus of your responses, you'll want to keep in mind the larger set of skills that you want students to develop over the semester. The Writing Skills Checklist in Writing Strategies represents the larger picture of the writing skills we want our students to demonstrate in their first semester of college writing.  (We typically introduce the checklist at the end of Part 1, when students have already begun to observe their own development of many of the skills, and revisit it at the end of Parts 2 and 3.) As we respond, we keep key issues (such as providing examples and evidence to support generalizations and explaining the significance of what's being discussed) in mind for all responses, while focusing students' attention on particular skills, such as working with quotations effectively, at specific moments.

In Part 1, our focus for students' informal writing, reflected in our responses, is on 

fluency—helping students discover that their ideas are worth developing and guiding them to extend and elaborate on their first ideas and responses.  To support this, we introduce freewriting and other invention strategies in Part 4.

textual engagement—encouraging students to interact in substantial ways with the texts they read,  to make connections, and to bring texts into dialogue with one another.  We also help them bring such dialogue into their conversations with their own readers, as they create appropriate shared knowledge about the texts, discuss examples from them, and quote them. In this context we introduce various conventions for quotations and citations, reviewing the information in Writing Strategies, but we never make editing a requirement for informal journal writing. 

forming—guiding students in drawing from the materials they've generated without particular attention to form in journal responses as they draft and shape within formal genres such as the memoir.  

In Part 2, we add more focus on 

explicitness and elaboration—helping students recognize the knowledge that readers can and cannot be assumed to share, with the aim of making both background information and the thread of their own reasoning explicit;

characterization and generalization—helping students move from the details of what they observe in a text or in the world to naming the larger picture these details point to;

organizing and structuring—helping students move from the material generated in informal research reports to the formal structures of academic report genres.  

In Part 3, we add more focus on

academic styles—helping students recognize some of the typical characteristics of writing in academic settings and see where their style approximates those chararacteristics;

conventions—helping students attend to the surface details associated with academic research writing, including working carefully and appropriately with citations and references.

As students move from informal writing and early drafts to later versions of formal essays, memoirs, and reports, we advise them on the avoidance of surface forms that violate the conventions for Standard Written English and elucidating the expectations that academic communities share about these conventions. Because we don't want students to shut down their thinking in informal writing with a concern for correctness, we don't generally mark surface errors in informal writing (except when the class has discussed a particular concern), but we do respond to the concerns and requests of individual students.  After we've created some dialogue through our responses to their first few informal journals (typically as we turn to Chapter 2 and its discussion of language variation), we ask whether students want any surface-level feedback on informal writing, and if so, what sorts of things they'd like us to look for.  We explain that "mixed forms" and "unconventional forms" tend to fall into patterns, and that it's most useful to identify and attend to one pattern at a time, rather than marking every "error" in a text.  Then, we mark examples of a recurring pattern that's likely to be most disturbing to other readers or that the student is most concerned about.  We explain its features, and ask the student to put it on an editing checklist and to watch for it in later drafts of formal writing. 

We indicate strong moments in students' writing, as well: moments where they've phrased something in an interesting way, had a useful insight, given a powerful example, used and adapted their voice in effective ways for the community they're writing for.  Such moments are often ones that they can draw into their final texts.

We sometimes use a response template that names ways of working that we're trying to foster, as in the following example:

Response Template

Orienting readers: When responding under this heading, look to see if students are using introductions, conclusions, and paragraph breaks to move their readers through their texts.  Look to see if their papers are set up in logical and easy to understand ways.  If not, pose questions like, “I got a little confused about where you were taking this paper in your third paragraph.  How could you restructure this piece to move your readers through it in a more straightforward way?” 

Moving between generalizations and specifics: Under this heading, make sure students are making generalizations (larger claims or points) and that they are backing them up with details, examples or quotations from the texts they work with.  An example response under this heading may be something like, “You make an interesting point when you bring up the fact that Rodriguez’s brothers and sisters did not seem to struggle as he did, but you need to back this up with an example from this text.  Where do we get evidence that shows that they do not seem to struggle as he did?”

Showing significance. You’ll want to see that students are explicitly saying why the points they make are significant when responding under this heading.  Here you will want to push students to address the “so-what?” by telling readers what is important about what they are saying.  One way of doing this is to say something like:  “You make some good connections here, but you never come out and say why they are significant.  One way of making this explicit is by saying what you have gotten from considering them.  What have you learned by considering these connections?  What have you learned by writing this paper?”   

Revising: This heading becomes useful when students have revised their texts. You may want to comment on the revisions students make in their papers in this section, naming those that seem most successful.  For students who don’t make significant revisions, even having a section like this on a response sheet will show them that revising is a significant part of the writing process. 

Editing: Under this heading, you may want to name some of the struggles students may be having with surface level issues.  Under this heading, you can name the conventions students have trouble with, say something about how to address this or request a conference, and encourage students to add this to their writer’s checklist. (We typically move to a focus on editing only after students have begun both to develop their fluency and to work with larger shapes and forms.  The underpinnings for such editing are discussed in Chapter 2 of this manual. )
You may want to establish your own headings or build upon these (either on your own or with students during a discussion of strong essay writing), but having this kind of template can be useful to both you and your students.

We also give students some guidelines on how to read the responses we give them.  For example,

· a check in the margin might mean "I'm with you,"  "I hear you." (like a nod or a "yes" in a conversation);

· questions are intended as guides to further thinking, looking towards later journal responses;

· terms like "characterize" are likely to reappear in our responses, indicating patterns of thinking and working that we're encouraging students to develop.
We try to watch our own patterns of responding to see what we're commenting on and how, and to bring those observations back to the classroom conversation.  And we ask students to do so as well.  We might, for example, ask students, in small groups, to compare comments on of their informal journal responses and identify the types of comments we've been making, to speculate about why certain patterns of comments recur (in relationship to the purposes of the occur), and to ask questions about the meaning of such comments.

We typically ask students to produce a great deal of writing over the course of the semester, asking for about two typed pages of informal writing in response to prompts for each meeting of classes that meet three times a week, except when students are turning in a formal assignment.  We don't respond to all of that writing in detail.  Rather, we focus our comments on a few questions and issues that are of current concern, considering the priorities listed above, the themes and ideas that are being developed in the classroom at the moment and that are relevant to the larger inquiry, and/or some aspect of how that we've been discussing (such as introducing quotations effectively).  We give students credit for completing their daily assignments, with an extra notation for particularly serious and thoughtful work.  And we may rotate the stack of papers each time we respond, beginning at different places in the alphabet, giving more extended comments on the first five or so, and briefer comments on others, so that everyone receives some extended comments regularly.

You'll find specific suggestions for responding to students' writing for particular prompts and assignments in the chapter discussions of this manual.

Drawing on Student Writing in the Classroom.  For the ideas that students generate in their writing to contribute to the classroom conversation, they have to be drawn on in regular and inclusive ways.  Here are some possibilities: 

· read-arounds, in which all students, or perhaps five or six students, read selections from the responses they have written as a starting point for class discussion;

· group-sharing, in which students, in groups, read from their responses and come up with common points or representative ideas to contribute to the whole class;

· response samples (or shared knowledge sheets) in which the instructor draws key points that students have made from a number of papers, pulling them together to provide a representative sample of student reactions, experiences, or opinions. These can then serve as a starting point for another, in-class student response or for a more general discussion. Cumulatively they can provide another common classroom text.

In the chapter discussions, we point to moments when we use these and other strategies.  Examples of response samples, which we sometimes refer to as shared knowledge sheets, are included at the end of the discussion of the book's introductory chapter.

Peer review. To have a sense of how writing functions as a conversation with readers, how it's shaped by audience and purpose, and the sorts of background knowledge readers bring and what needs to be created in the text, writers need  to have more than one thoughtful, critical reader. Peer writing response groups and a peer review process place the conversation about writing itself within a community of writers.  Writers receive feedback from others who are working on the same task in similar ways while getting to see how others have approached the task.  They get to see possibilities other than the ones they found for themselves, to discuss why different writers have made different choices, and to open up new options and strategies that they can draw into their own writing.

We might have students respond informally to each others' writing at any moment—as they read and share journal responses, a research memo, an early draft of or plan for a paper.  We almost always have students engage in more structured peer review of each others' fuller drafts of final papers, but we have varied the approach with different classes and for different tasks.  We have experimented with small group peer review (of three to five students), anonymous peer review, peer review read-arounds (where students read their responses to as many of their classmates papers as they can in a given amount of time and then exchange their responses and discuss them at the end of class), and "bunny-hop" responses in the computer lab (where each writer loads a draft text file and readers hop from computer to computer, reading the file that's on the screen and inserting suggestions and comments with the editing toolbar and/or track changes functions). Having peer readers discuss their responses with writers provides them with an opportunity to elaborate on their reactions to their classmates’ texts.

Becoming good peer readers of each other's writing is something that students need to learn.  “It’s good. Just fix the grammar” is a typical response to a writer from a beginning peer reviewer.  You’ll want to move your students beyond this superficial response and have them really engage with, analyze, and critique their classmates’ texts.  This is no easy task, and at times it takes the entire semester to get students working in critical ways with peer review.  Here are some suggestions:

· Model a thoughtful peer review process by working with the student texts that are included in the book. Or have students work with an anonymous student text before they do peer review work in groups.  This way, you can guide this conversation and push students to make the kinds of comments that will help their classmates revise their work.

· Discuss the process that they should follow in responding to each other's work. Tell students explicitly how you want them to work with their classmates’ texts: Should they read their papers aloud as their classmates follow along?  Should they read each paper silently?  Should they read in a participatory, analytical or evaluative way?  You should make it clear that they should be reading for content and meaning.  Their main attention should be focused on helping their classmates build upon their ideas, not on addressing grammatical issues, unless you've set that as a particular task for a peer editing session. 

· Create peer review sheets, giving students concrete questions to respond to or a specific task to accomplish. Useful questions will offer students a way into their classmates’ texts. You'll want to urge students to elaborate on and fully explain their responses to them. Experiment with different kinds of peer review sheets: Use broad and specific questions, and look to see which ones your students respond to in the most  depth.

· Bring in a sample paper and peer review sheet, having students underline the reviewers' comments that they would find most useful and effective. Ask what they would revise based on this peer review feedback so they can see what kinds of comments are likely to be most helpful to a writer.

· Have students create their own peer review questions.

· Try having students write response letters to one another instead of filling out a peer response sheet.  Addressing their classmates directly might help them to better see the purpose behind this activity, and help them work through it in a meaningful way.

· Talk with students about what they've found helpful in the process and in their readers' comments.  Use their feedback to keep refining the process.

· Involve students in discussions about genre expectations for different sorts of writing.  Use their sense of what's expected as a starting point for developing peer response questions that can then take the shape of rubrics. 

· Have students reflect (through conversation or through writing) on the peer review process, naming what was effective or useful about it and what wasn’t, using their feedback to keep refining the process.  Ask students, for instance, to comment on what they observed about the way the peer review process for their group worked, the feedback they got, and how they will go about revising their texts as a result.  Having students share these responses in class will be a way for them to hear how other people are proceeding and will give them more ideas about how to revise their own texts.  Many students see revision as no more than correcting grammar, so it is useful to have them consider and discuss the larger, more global changes they might make in their texts.

· Type up examples of some especially useful comments from readers' peer review sheets to provide students with rich examples of ways of responding.

Following peer review, we might

· Have students respond to their peer readers on the back of peer review sheets, share these comments with reviewers and then pass them in with their final papers;

· Have students write a brief response to the peer review process on their final papers, naming what they took away from that work;

· Work a discussion of the peer review process into student-teacher conferences.  Have students explain the feedback they received, and reason through the changes they made in light of it.

We ask that peer review sheets be turned in with the draft we'll read, so we can comment on our own sense of the usefulness of particular suggestions, see how students are working individually as readers of each others' texts, and see how the peer reading process itself is going.

Revising.  Students learn some of their most important lessons about writing when they return to their own texts to undertake serious revision.  But students don't typically make major changes in their drafts when they first revise, so we've tried to encourage such revision in several ways:

· We ask writers to reflect on the peer review sheets they've received, discussing the changes they anticipate making in a revision, and explaining why they won't make changes in response to particular comments. 

· When students pass in final drafts we have them review them one final time, and write us notes on them.  In their notes, students might take some time to describe the revisions they have made, write an introduction of sorts, or tell us (or their readers in general) what they’d like readers to especially notice about this text.  In these notes, students can also tell us what chances they took in their texts, which parts they are especially satisfied with, and what sections they feel need more work.  (Asking students what they want you to notice as you read their texts gives them an opportunity to take stock of their writing and to see where they are as writers. This, in turn, allows you, in your responses, to address both the writers and their papers as you see what their concerns and interests are.)

· We sometimes ask students to try recreating an essay using a significantly different structure.  (The memoir readings include two versions of a memoir from a student writer, Dina, that reflect such an experiment, modeled on the different structures she found in the memoirs she read.)
Conferences. Student-teacher conferences allow you to build upon the conversations you have begun with students about their writing.  Meeting with each student individually provides you with an opportunity to talk with each student.  During this time, you can address their questions, have them set concrete goals for themselves, or work closely with their writing. We donate at least twenty minutes to each conference and we meet with everyone at least twice a semester.  We ask students to prepare for this meeting by writing their reflections on the semester, writing a plan for what they’d like to discuss, or  listing those elements of their writing that they’d like to address.  

These conferences will give you a chance to help students take stock, to let them know where they stand in the class, to elaborate on the comments you make on their writing, and to get some feedback.  Together you can develop a plan for other ways to support their writing—identifying areas of concern, deciding on what's most useful as you respond to further writing, or creating a plan for additional support through work with you or a tutor if needed.  When meeting with students, you’ll want to encourage them to talk about their writing by asking them open-ended questions.  Don't begin these conferences by talking about what you think they need to do as writers and learners;  instead, provide them with the space to reflect on their own work and writing/thinking/reading processes.   

Assessment and Evaluation, While assessment and evaluation are important aspects of a class, focusing on grades can hinder students' development as writers.  To keep your students' focus on their writing, you may want to approach the question of assessment in different ways at different points of the semester.  At the beginning of the semester, you can provide students with a lot of feedback through your written comments, letting them know how you'll finally assess their work, and what you'll do to give them an idea of where they stand.  You'll want to place your classroom writing assessment in a larger context: in relation to department or college criteria for proficient college writing, that is, in relation to the shared assumptions and expectations of the academic discourse communities that students are participating in or entering.  And you'll want to discuss and negotiate some of the how of assessment in your classroom—how you'll use assessment to mediate students' own development as writers and institutional expectations—with the students themselves. 

We generally assess (and ultimately grade) students' work in the course from three perspectives: students' ongoing participation and preparation;  students' development of key writing skills as represented in a portfolio of all of their writing;  and students' performance on final, graded essays, often using templates and rubric that set criteria in relationship to institutional norms for such work at the freshman (or other) level.
· Participation and preparation.  Here we take into account the reading and writing that students do for each class and their presence for, preparedness for, and participation in classroom activities (such as group discussions of a reading or peer response to writing). For informal writing and required drafts, we focus on whether the writer has completed the task in a serious and substantial way and we indicate that not only through our comments but through a marking system of checks or points.  (We have sometimes used checks, check plusses, and check minuses: a check lets students know that they are doing fine, that their work is satisfactory; a check plus tells students that they are working in rich ways, and doing especially strong work; a check minus lets students know that they might want to revise a response, that they need to push themselves to reconsider those things they are commenting on or extend the work that they've done. Sometimes we have created a point system created using Gradekeeper, available at www. gradekeeper.com, assigning a number of points for a successfully completed response.) Although we may add points or a plus to recognize especially thoughtful and extended work or subtract points or use a minus for limited work, we want most students to be receiving full credit for the assignments they complete.  We don't want students to approach informal writing with a concern about how it will be graded. Our written comments focus, therefore, on extending the conversation the assignment has begun in ways we discussed above, although they also indicate, briefly, our sense of the quality of the response (and why it received something other than the normal credit if it was too limited or particularly rich and extended).

· Portfolio.  The writing portfolio, which we collect at the end of each unit of work (defined by each part of the book if we're using two or three parts in a semester), offers us a means of seeing how students are developing as writers in relation to the purposes we've set for the course and the purposes that students have set for themselves.  We look, in particular, for evidence of students' development of the writing skills that appear on the checklist in Writing Strategies to point out where students are doing the things suggested there effectively and what areas they should focus on as the semester goes on.  Portfolios also allow students to go back, reread what they have written, and observe what they've been doing as writers, and we ask students to do some sort of writing self-assessment (such as the one included in Writing Strategies), as well.  In other words, portfolios allow both teacher and student to take stock of the work being done and to have conversations (in conferences as well as in the classroom) that draw on a sharing of perspectives. 

As students construct their portfolios for each part of this text, you may want to ask them to reread all of the work they have done, organize it in some way, and write a reflection on it.   You might have students:

· Write a broad reflection on the work they have done for this unit, naming what they have built on, what they still aim to work on, and what they have learned;

· Write a more focused reflection by choosing their strongest text and one that needs more work, and discuss these. 
As you respond to students’ portfolios, you'll want to look back quickly through all of the written work they have included to get a sense of where they are at this point in the semester.  Your comments on portfolios should take a holistic approach, and should provide students with some guidance as to where they stand, where they should be moving, and how they need to get where they want to be.  (You'll find further discussion of portfolios in this manual at the end of Chapters 3 and 6.)  We base the portfolio portion of our students' grades on their demonstration of development in the skill areas we've focused on during that segment of the course (in addition to those that have come earlier).  The Writing Skills Checklist represents an end goal for the course.  Our students aren't expected to have all of those skills firmly in place to earn an A or B in earlier parts of the semester, but their portfolios should show development in these areas.

· Graded essays: templates and scoring rubrics.  At some point, whether separately or in conjunction with portfolio assessment, you'll probably need to grade students' finished work and give students feedback on how such work would be graded in the world beyond your classroom.  We begin our own grading discussions with students in a tentative way:  

· We work out, in classroom discussions, typical expectations for writing in particular genres in academic contexts. We've asked students "What makes a good journal response?" or "What are the elements that go into an effective essay of this sort?" 

· We develop templates that reflect those expectations, working with their responses to come up with a template that they can use for revision and that will also provide the basis for assessment
· We use those templates (such as a list of key elements to be included in a memoir or an ethnographic report) for peer response and teacher response.  

· We also translate those templates into evaluative scoring rubrics that show what level of performance for each element will contribute to what overall grade.  
Examples of such templates and scoring rubrics are included at the ends of Chapters 1 to 3 of this manual as well as in later chapters.
We also consider with our students the question of when to begin grading.  While we prefer not to focus on grading before the end of our first unit of work in the course, we sometimes provide letter grades for earlier exploratory essays if students request them, although we treat such grades as tentative, not final.   At other times, we've tried an intermediary step of using 1, 2, and R.  A 1 shows that a text is strong, a 2 shows that more work could have been done, and an R means that students must revise a given text.  While these sorts of evaluative marks give students a sense of the work they are producing, they allow students to focus on their thoughts, rather than on the specific grades they are getting.  We start giving students letter grades when they pass in their larger, more developed portfolios.  

Part 6—Engaging in Inquiry

The book itself is structured around extended inquiry and involves ongoing, informal inquiry through reading or reflection as well as more formal research.  Many suggestions of how to work with such inquiry appear in the chapter discussions that follow in this manual.  Throughout this work, you'll want to highlight several elements that contribute to shared and extended inquiry:
· Developing and applying working concepts.  The introduction to the book also introduces a number of concepts that are central to the work that follows, including the notion of a working concept. As they study their worlds, you'll want to invite students to try out the concepts that the book introduces flexibly, seeing what those concepts help them to perceive about the settings they are exploring and how their perceptions can help them to refine and make sense of the concept.  Because this is very different from the familiar practice of memorizing and applying definitions, students can be uneasy with the process at first.  But part of any inquiry involves naming what you find: trying out names (such as discourse community) that connect what you see with what others have seen, and developing ways of naming things that others might not have highlighted or named.
You'll want to invite your students to participate in both parts of this process.  For example, when Kristen (a student quoted in the Introduction) suggests that she is versatile in being able to move across different discourse communities, her naming of her own experience introduces a new working concept that other students can try out.  You'll want to be watchful for such namings on the part of students and for the opportunities they afford to highlight students’ own concept-formation as part of the knowledge being created and shared in your classroom.  The book includes a glossary that students can turn to for reference, and each of the chapters in this manual identifies the key concepts that are introduced in the corresponding chapters of the book.  But we prefer to have students develop their own glossaries of key concepts from the work they are doing, and we introduce the book's glossary only later in the semester, as a tool.  It is then that students may be returning to, and want quick reminders of, terms they used earlier. 
· Evoking prior knowledge and creating new shared knowledge.  The book makes both of these elements of ongoing inquiry (both of these working concepts) explicit for students, as readers, writers and researchers.  Each new understanding they develop builds on what they've known before and brought actively into the present; as participants in classroom and written conversations, they'll be continually creating new understandings (and new ways of naming those understandings), as well as gaining the knowledge those understandings rest on, in their new communities.  Pointing to these processes can heighten students' awareness of what's involved in their shared inquiry in your course, while emphasizing how such an inquiry works in any of their courses across the curriculum (and in informal settings as well).
· Summing up (and naming) what you know, and posing new questions.   Another important aspect of the inquiry process involves taking stock of what you know and seeing what you want to discover next.  Doing this in writing, as well as through group conversations and class discussions, allows students to name and hold onto what they've found, and to build on it in identifiable ways. The research memos of Part 2 and Part 3 make such work a defined part of the research process. You can invite students to sum up and generate new questions frequently—at the end of class discussions, in their reporting out of group work.  You may also want to invite your students to review their informal writing periodically (as when they're preparing a portfolio) to summarize the understandings they've gained through their larger inquiry into how their various worlds contribute to their current work as writers and the ways writing (and all communication) works in academic settings.
Core inquiries into memories of past discourse communities and the workings of current ones outside and inside academic settings are developed throughout the text.  But there are several things we do to enhance this inquiry perspective: 
· Making everything an object of inquiry. All of the practices of discourse communities, including those of writing courses and of our own classrooms, are implicitly understood and shared by insiders.  Asking what, how and why from the perspective of all of the participants can open up any activity and make space for new understandings, adaptations, or revisions.  In this way, you can explore the workings of peer response groups, the ways in which students have responded to a particular writing assignment, the exchanges that take place in whole class discussions, or any other aspect of the work of your classroom and your course, creating shared understandings and shared purposes, and seeing together how and how well particular practices might be working to achieve those purposes.  You can also extend such inquiries beyond the classroom, to the campus and the larger world.

· Engaging in inquiry as a teacher.  We are always in the process of learning more about writing and the teaching of writing, and about the ways in which particular practices may enhance such work with particular groups of students.  We try ourselves to keep asking why and to use the data of the classroom and our students' work to help us discover more possible answers.  For example, when working with a placement essay that's required in all writing sections on the first day of class, we go beyond just reading the responses students have written for placement purposes and ask students to reflect on how they approached that task—information that gives us richer understandings of the prior knowledge they're bringing to the class and the ways in which this task is (or is not) eliciting it.  We invite students to participate in these inquiries with us, compiling their responses, asking them to interpret them with us, to help us summarize what these responses show, and to suggest further questions to follow up with and ways of approaching those questions. We also try to create communities of inquiry with other teachers, outside of our classrooms, to pose questions and think about how we can get answers to those questions, and to look together at transcripts of classes we've recorded or student texts we've gathered, to see what we can learn.  We try to keep our focus not on rating our performance as individual teachers, but on asking why a particular moment or activity worked as it did, getting other perspectives—those of students and peers—and testing alternative strategies. 

· Making inquiry collaborative.  As we share our own inquiries with our students and work with them to frame new ones, we make space for new conversations about writing and the work of our classrooms—a space where all can pose questions, where all can explore ways to discover answers, and where the old assumptions ("That paper didn't turn out well.  I am (or she is) a bad writer."  "That class didn't turn out well.  I am (or he is) a terrible teacher") can give way to discovering why and how something works in relation to our common understandings and purposes.  Such shared inquiry helps to build a classroom community, while giving all of us practice in seeing that our own competence is developed through ongoing learning and is shaped within the communities we become part of.

7. Using Technology and Media to Support the Work of this Book 

At the start of the twenty-first century, almost all conversations, whether private, semi-public, or public, are impacted by technology and media.  This is likely to be true for the conversations that go on in your classroom, as well as those that students bring to it.  Most, if not all, of your students utilize technology for many of their daily conversations through email, chat rooms, and instant messaging, even with friends who are on the same dorm floor or even in the same room.  They move fluidly among media, listening to MP3’s, calling up video clips, while instant messaging a friend about what they're hearing or seeing.  You'll want to make a place for them to consider and sometimes use these resources, as they would any other communicative resource, in your classroom. You'll want to consider how you can use technology and media to shape and enhance your classroom conversations, study how they shape the conversations that students have in other settings, and determine ways of making connections across these settings.
· Shaping the how of classroom.  Increasingly, classroom conversations are extending beyond the classroom walls, so that the classroom itself is redefined as a virtual space whose work may be carried out on-line. You may decide to do a portion of your own conferencing with students through email, have students use email to extend classroom conversations, have them send draft files of papers to peer reviewers before a review session or have them exchange review comments on-line. You may develop a course web site.  If your school supports an instructional system such as Blackboard or Prometheus (and if your students all have adequate access to the necessary equipment), you may create a hybrid (or even a fully on-line) course, one in which you post assignments and other files for students to read and download, students carry out threaded discussions, and you all use the chat function to carry out real-time on-line conversations.  Within the classroom, you may use computer projection to display and mark up sample texts for discussion or sample peer review, or you may meet your class in a lab where students can do some of their writing, revising, and peer reviewing (ideally collaboratively) at a computer while you observe and interact with them.   You may also decide to have students use Powerpoint presentation software to prepare presentations of individual group or group reports on research projects.  You'll certainly guide students in using on-line library resources if you work with Part 3.

Whatever uses you make of technology in relation to the workings of your class, you'll want to make that, too, a part of your ongoing collaborative inquiry with students, observing how it, like any aspect of context, affects the conversations of your classroom and the ways in which shared knowledge, purposes and methods are negotiated there.
· Studying the how and the what of conversations in other communities.  Since on-line communication now makes up a significant part of many students' interaction with their friends and families, it's likely that at least some students will want to analyze conversations that use this mode of communication as part of their studies of familiar discourse communities for Part 2.  Our students have looked at how their high school friendships are maintained through on-line communication when friends are at different colleges, and sometimes in different countries.  They've looked at the effects of instant messaging on their interactions with friends with whom they have daily face-to-face conversations.  They've looked at the shared knowledge, purposes, and ways of communities created through on-line  games (as in the student study in the readings for Part 2, "Dragon Court World"). And they've looked at the effects of on-line extensions to classroom interaction in the academic settings they study in Part 3.   We are just beginning to explore the ways in which our literacies and our ways of creating and maintaining community are altered as we adapt to a new medium, and our students, as researchers, can contribute greatly to our evolving understandings.
· Bridging the shared knowledge and ways of everyday and classroom communities.  Our students are completely immersed in worlds shaped by various media as they move through their everyday lives.  The music they listen to, the movies and television programs they watch, as well as the sites they visit while surfing the web, provide much of the shared knowledge that is assumed in many of their conversations and the prior knowledge that they bring to new ones.  The classroom you create can be a place for bringing the worlds of popular culture that have become a constant part of students' lives through new media into their academic world, to be studied and analyzed as well as lived.  The chapters of this manual will suggest places to bring popular culture into your curriculum—by analyzing sitcoms for example—and some of the prompts in the book point to questions of popular culture as well.  You can invite students to bring in examples of the shared knowledge that participants in the communities they're studying have acquired through various media, and to explore their significance.  You can bring in examples yourself.  Many movies offer examples of people moving between discourse communities (such as "Educating Rita") or miscommunication that occurs when members of one community don't understand another community's ways ("Mr. Deeds"). You and your class can brainstorm many possibilities and find scenes to analyze.  All of this work will help students discover how local communities, through the media, may be shaped and defined in relation to a wider public culture.

8. Planning Your Course

As you plan your semester, you'll want to take into account the learners who will inhabit your classroom and the institutional context in which your course operates, as well as the immediate goals of your course and the materials (like Exploring Literacy) that will help you and your students reach those goals.  You'll also want to consider your own interests and strengths—what you bring to the classroom as a teacher of writing and a guide to the ways of the academic world.  The learners in our classes have typically been very diverse in cultural and linguistic background, age, and academic experience, sometimes with some very sophisticated and mature writers sitting alongside young and uncertain ones.  The curriculum represented in this book has worked well to engage a range of learners, but what we've accomplished in a semester has depended on the make-up of a particular class.  While we generally work with all three parts of the book, we've sometimes focused more attention on one part or another.  To guide our semester's work, we generally create three sorts of plans: a semester plan, a weekly plan (or chapter plan), and a daily plan.  These plans correspond to the syllabus, a document that presents an overview of the course and its requirements to students and to the larger institution. 

Syllabus. When you begin thinking about writing a syllabus, you’ll want to think of it as a contract between you and your students.  In this syllabus, you’ll want to give your students an idea of the what, why, and how of this course: what it is about, why you’ll study these things, and how you’ll approach them, what you'll expect of them, and how their work will be evaluated.  
You’ll want to include:
· Your name;

· Office hours and office location;

· The course title and number;

· All required texts;

· A course overview explaining what will be studied and providing a broad layout of the semester;  

· The principles the course is based on; you can return to these later in the semester as they will help ground the work students do;  

· A description of the course structure, so students will know what is coming;  

· Course requirements, so students will know up front what is expected of them;

· A discussion of assessment, detailing how students will be evaluated.
You might also want to provide any important dates for the class, and information about students’ services available on campus.
Here's a sample syllabus:
Denise Paster, Instructor

Office Hours: W 9:30-10:30, 

Office Phone: (617) 287-7857


F 9:30-10:30 + appt

dpmumb@yahoo.com



Office: W-6-43


English 101








Required Texts: 
Exploring Literacy, Eleanor Kutz 
The Longman Writer’s Companion (If you already own a quick-reference writer’s handbook, you don’t have to buy this one.)
Both texts are available at the bookstore.

Overview:

This section of Freshman Writing I is designed to introduce you to the sorts of reading/writing/ thinking that you will be doing in the academic setting of the university. It will help you build on the competence you bring from the rest of your experiences as a reader, writer, learner, language -user and extend that competence to new contexts.  The goal of the course is to support your development as a writer as you move into a university setting and to give you a way of analyzing what you need to do as a writer whenever you begin to write in a new setting.

The work of this course is built around the concept of a discourse community— a place where people share a common language and common ways of thinking and talking about the world. Different discourse communities (different families, workplaces, professions, churches, or academic fields like biology or literary studies) have their own styles of speaking and writing, and people entering those communities have to learn those styles in order to be seen as insiders.  In this course, we will investigate some of the language styles and literacy practices of the other communities you’ve participated in, and those of your university courses.  

People best acquire the language of a new discourse community by participating in it—by engaging in the conversations that go on there, reading what others read, writing the sorts of texts others write.  Freshman writing tries to speed up your entry into the academic discourse communities of the university by explicitly connecting what you’ve learned about the ways of other communities to the ways of these academic communities.  It focuses particularly on ways of presenting ideas in writing and gives you a lot of practice in the sorts of writing your university courses will require. 

Principles:
Underlying the work of this course are several principles or understandings about language, learning, and literacy:

· People learn best through their own active investigation and participation, rather than through readings or lectures alone.  Therefore this course is organized around an ongoing series of investigations in which you will make observations and collect data about these issues.

· Learning is a social as well as individual activity.  In this classroom we’ll try to create a community of learners that we’re all a part of, as we explore together the ways of academic discourse communities.

· Writing is a process that helps people discover their ideas and understandings as well as convey them to others.  All aspects of that process—from brainstorming and making quick jottings of ideas and associations to preparing final, edited papers—will be important elements of your work for this course, and in fact, many shorter pieces of writing will be reframed later into longer ones.  Your ongoing responses, observations, data-collection, analyses, and reports will give you practice in the sorts of research and writing that will be called for in many of your classes.

· Writing, reading, speaking, and listening are complimentary activities and to write effectively within a particular discourse community, you need to read, speak and listen in the ways of that discourse community as well.  All will be important in this course.

Course Structure:

This course will be split into three equally weighted units of work. For each unit you will be given a variety of relatively short reading assignments with opportunities to reflect and respond through writing.

Unit One

This unit will focus on your experiences of discourse communities in and outside of the classroom. We’ll discuss some key concepts for examining spoken and written conversations in different discourse communities. You will read several memoirs and ultimately write your own. 

Unit Two
In this unit, we will study the ways in which conversations are carried out and language and literacy are used in informal discourse communities outside of the university—at home, at church, at workplaces, with friends. You will read two anthropological studies of different discourse communities, and then you will analyze a discourse community of your own choosing and report your findings to the class.

Unit Three
In this final unit, you’ll look at the discourse communities formed in some of your other classes at the university. Working in groups, you will study a classroom setting— such as a class in Intro Psychology or Intro Sociology— and will examine the ways in which language and literacy are used in these academic disciplines.

Course Requirements:

In addition to course readings, your work for this course will involve several sorts of activities:

—Informal Journal Entries.  Frequent informal writing tasks will ask you to reflect on your own experiences, make observations about language and literacy in various settings that you participate in, or respond to readings or class discussions.  These short assignments will build on each other and on what was learned from previous assignments.  Most of these will be done at home for the next class (and these should be typed), but some might be done in class, as a starting or ending point for class discussion.  Most of the time you’ll be passing in these informal writings and observations.  You’ll need to have a folder or binder for keeping them together in sequence when they’re returned to you. 

—Essays.  Longer essays of 3-5 typed pages will be built on the shorter reflections and observations.  You’ll have an opportunity to revise essays after receiving comments and suggestions from classmates and me.  You’ll need to proofread and edit these formal essays before you turn them in.

—Group and Class Participation.  Much of the work for this course will be done in research/response groups.  For each unit, you’ll be assigned to work with a group of other students.  With other members of your group, you’ll carry out specific daily discussions and tasks, respond to each other’s writing, and analyze what you’re finding in your ongoing research.

—Reading Your Writing.  Each class will begin with a few students reading a section of a text they have written.  It is important for you to hear what your fellow classmates are working on, and by sharing our thoughts and reactions, we will form an active learning community.  These readings will begin many class discussions, and will help you consider other perspectives on the issues we will be discussing.   

Assessment will be based on:

Preparation- Keeping up with assignments will count for 30% of your grade. It will not be useful for you to come to class and not participate, so I will expect that you complete all reading and writing assignments on time. I understand, however, that emergencies do occur, so I will accept three late assignments from you during the semester. Any more than three late assignments will significantly lower your grade. 

Participation- Being in class (on time), working constructively with your group, and taking a role in recording, facilitating, and reporting on group discussions will count for another 30% of your grade. In order to participate, you must be in class. If you miss 5 or more classes you should not expect to pass this course. I also expect you to be on time for class. Each time you arrive late to class will count as 1/3 of an absence. In other words, if you are late three times, it will count as an absence. 

Portfolio- Your portfolio will contain all journal entries, all longer essays, and a reflective piece you will have written during each unit. When grading your portfolio, I will be charting the progress that you will be making throughout the semester. I encourage you to revise your work throughout the semester (in fact, I will require revisions at some points). Revision gives you an opportunity to rethink the thinking you have already done, and it will help you continue to revisit and reflect upon your learning process. This portfolio will be worth 40% of your grade.

With all that said and done, I would like to let you know that I am looking forward to working with you this semester. Please feel free to ask any questions that you may have. You can pose questions in class or contact me through email, or by stopping by during my office hours. I will try to provide you with as much supportive feedback as possible throughout the semester, and encourage you to provide me with feedback also. 

Other information: Section 504 and the Americans with Disabilities Act of 1990 offer guidelines for curriculum modification and adaptations for students with documented disabilities.  If applicable, students may obtain adaptation recommendations from the Ross Center (287-7430).  The student must present and recommendations to and discuss them with each professor within a reasonable period of time, preferably by the end of the Drop/Add period.

You’ll want to format your syllabus in a straightforward way so students can access information from it easily. You may want to bring your own voice to it, as Denise does in the next-to-last paragraph; this is the beginning of the conversation you will foster with your students all semester.

The semester plan: Writing courses often require a flexible overall plan, one that keeps the class moving towards defined goals while leaving room for responding to the actual progress of students' reading and writing.  Since it's not possible to teach everything at once, semester planning requires some principles of sequencing.  This book is organized to sequence three larger inquiries, with each related to the one before but designed to take students into a new area of exploration. While it introduces several ways of reading—participatory, analytical, and evaluative—in Chapter 1, it focuses on developing one of these ways more fully in each part (as described above under Working with Reading in the Writing Classroom).  While it introduces a number of key issues for writers in Chapter 2, it sequences movement from informal to formal writing, from more personal writing to a research report, from early development of fluency to a concern with shaping and structuring within genres, to attention to the conventions of academic writing, and it supports the sort of sequencing of focus areas for responding that's described above under Teaching Writing as Conversation. 
While the book builds on such principles of overall sequencing, it allows many avenues of exploration and development, and it is not necessary or even desirable that you try to cover it all.  Rather, you'll want to plan course sequences that will fit your own teaching context.  You'll first want to decide which parts and chapters you'll work with—whether you'll focus on one or two parts, cover all three (since each contains enough material for a semester long course), and whether there are chapters and readings you might pay more or less attention to.  It's possible, for example, to focus the work of Part 2 primarily on Chapter 5, skipping the work with "The River" in Chapter 4 that introduces ways of identifying discourse communities. In a two semester sequence, it's possible to move Chapter 4's work with "The River" into Part 1, extending the work with memoirs of writers' experiences in discourse communities to looking at how a writer creates such communities in fiction, and focusing on the two research sequences in the second semester. In Part 3, you can move directly to the introduction to library research in Chapter 9 (perhaps incorporating a few activities from Chapters 7 and 8) or, if a research paper is not required for the course you are teaching, you can end a semester with Chapter 8.  Your first objective is to create an overall plan, deciding what to emphasize, what you might assign but leave in the background, and what you might omit.  

When we plan to use all three parts of the book in a fifteen-week semester, we typically plan to focus on a chapter each week, with extra weeks at the beginning and at the end of the first and second parts.  We create a map that details each day of the semester, saying what will happen in class and what students will be assigned after class.  We then build off of the this overall plan as we get to know our students, their interests and their needs, with the larger plan providing a reference point for the semester's work. As you work through your own semester plan or map, you’ll want to focus on the larger picture, coming to an idea of what kinds of topics you will focus on and why: you can spend more time coming up with the how (how students will complete activities and assignments) later. 

Here is a sample full-semester (fifteen week) plan for a class meeting twice a week for periods of 1 hour and 15 minutes each. (HW indicates out of class/homework assignments.)  Sample plans for teaching on a three meeting per week schedule are included with each chapter in this manual, and a sample unit plan for Part 3 is included at the end of Chapter 9.
 Week 1

	Day 1
	Day 2

	In class, give a brief introduction to the course. Have students read and respond to “Ghosts and Voices” by Sandra Cisneros.
	Go over the course in general, drawing on the “Looking Ahead” section of the Introduction. Do class introductions using the reflective inquiry on "My Name."

	HW: Out of class, students look through Exploring Literacy and the class syllabus, writing down any questions they might have.
	HW: Students read through the Introduction, and respond to the reflective inquiry on what they bring from their past experience with conversations. 


Week 2

	Day 3
	Day 4

	Students read from their responses and discuss how they responded to this prompt in small groups.

Discuss the idea of reading and writing as conversation. Have students read aloud the kitchen table conversation and respond to it by considering the what, why, and how of this conversation (first in writing and then through discussion).
	Come to working definitions of some of the terms introduced in the Introduction by having students work through the second observation account on discourse communities in groups.

List as many examples of discourse communities that you can on the board.

Discuss glossing as a reading strategy.

Have students preview Chapter 1, naming their expectations for this chapter. 

	HW: Students complete the first observation account in the Introduction, looking closely at a conversation they observe.
	HW: Students read and gloss “Aria” and complete the first reading response in  Chapter 1.


Week 3

	Day 5
	Day 6

	Have students talk about how they read “Aria” and read selections from their reading responses.

Discuss analytical and evaluative reading, and have students work in pairs to look at the “how” of this text.

Turn students’ attention to the example college classroom conversation. Read this conversation aloud, and look, as a class, at its what, why and how.
	Discuss students’ observations about classroom conversations, naming the shared purposes and ways of this discourse community.

Look at the exploratory essay assignment towards the back of Chapter 1.  Students will work through this assignment in an exploratory way, writing a draft of this essay and then moving on.

Have students work in groups (looking at the classroom conversation strategy section of the strategies section) to generate ideas for this assignment.

	HW: Students look closely at some notes from this class, working through the observation account  on classroom conversation in Chapter 1.
	HW: Students write an exploratory essay on "Aria."


Week 4

	Day 7
	Day 8

	Begin class by discussing how students worked through this essay, listing their assumptions about and expectations for essays on the board.

Have students consider their own reading processes by working with the reflective inquiry in Chapter 1.

Move into Chapter 2 by briefly previewing the work students will do in this chapter, explaining that they will work with story telling and Mellix’s memoir “From Outside, In.”
	Begin class by having students write either a response to or questions about “From Outside, In.”

Build a discussion around these comments and concerns by having students read them.

Look closely at the aspects of discourse competence, and have students generate ideas for the stories they will tell and transcribe

Look at Dana’s stories and at their what, why, and how as a class.

	HW: Have students read and gloss “From Outside, In” and complete the related reading response. 
	HW: Students read through Spoken and Written Storytelling (Chapter 2) and complete the first observation account by telling, taping and transcribing a story, writing a written version of it, and then describing the setting in which they told this story 


Week 5

	Day 9
	Day 10

	Students work in groups on the third observation account, to analyze the stories they have told and written.

Students report back to the class on these stories, providing examples that illustrate their discourse competence.

Discuss the four elements of language discussed in the third section of Chapter 2 (language, style, voice, and process)

Have students discuss the voices they are developing by working through the reflective inquiry on voice.
	List the discourse communities students have named in their responses on the board.

Begin moving towards the memoirs assignment by having students come up with the characteristics of strong memoirs in small groups and then list these on the board.

Have students generate ideas for this assignment by mapping, freewriting, and listing their ideas.

Discuss portfolios.

	HW: Students read through chapter 3, completing the first reflective inquiry. 
	HW: students draft their memoirs, referring to the “Drafting a memoir” prompt.


Week 6

	Day 11
	Day 12

	Students peer respond to their memoirs.
Introduce the memoirs collected at the end of Part 1.

Have students select a memoir to read, looking closely at the how of this text.
	Students write an anonymous course evaluation, a cover sheet (or introduction) to their portfolio and pass it in to complete their work for Part 1.

	HW: Students read a new memoir in light of the reading response on how memoirs are constructed, and revise their own memoirs.

Students construct their portfolios,
	HW: Students read the introduction to Part 2 and the opening section of Chapter 4 and write a response to the preliminary reflection on choosing a discourse community to study.


Week 7  

	Day 13
	Day 14

	Discuss the work of Part 2 and have students name the discourse communities they might study.  Have students list communities on the board, and begin writing about them.

Look at “The River” having students read the first few pages in class.
	Discuss “The River” working with students comments and questions.

Compare the two communities presented in this text, discuss the implications of their differences.
Discuss the elements of literature that shape this story.

	HW: Students read “The River” and complete the first reading response.
	HW: Students read Chapter 5.




Week 8

	Day 15
	Day 16

	Discuss the conversation included in Chapter 5 and work with a sample conversation, analyzing it by looking closely at the what, why and how.

Students look at the excerpts included from “Oral Traditions” and discuss what they expect to find in this text.
	Do comparative work with Roadville and Trackton based on prompts in Chapter 5
Students do some compare/contrast writing towards the end of class

	HW: Students read and respond to both sections of  “Oral Traditions” and complete reading responses on these sections.
	HW: Students tape and transcribe conversations following the observation account: collecting conversational data


Week 9

	Day 17
	Day 18

	Students work in class on analyzing their transcripts and look again at Heath's analysis of texts from Roadville and Trackton. 
	Students look at genre in discourse communities, following Research Memo 5.2

Students make comparison charts and write a brief response about their community in light of one of those Heath has studied

	HW: Students write an analysis of their transcripts, following Research Memo 5.1.
	HW: Students write about the literary practices in their discourse communities (Research Memo 5.5), and discuss how the community relates to the wider culture (Research Memo 5.6). 

Students read the opening section of Chapter 6 "How to Ask for a Drink" 


Week 10

	Day 19
	Day 20

	Students work with the setting and speech acts used in the discourse communities they are studying, drawing on Research Memos 6.1, 6.2, and 6.3.


	Students look analytically at “How to Ask for a Drink” and “Oral Traditions” as they think about how they will write their own studies

Students look at values in the communities they are studying. (Research Memo 6.5).

	HW: Students read all of “How to Ask for a Drink” and the rest of Chapter 6 and look at the how of this study
	HW: Students write an ethnographic report on the community they've been studying.


Week 11

	Day 21
	Day 21DDay 22

	Students work in peer review groups on their ethnographic reports.
	Students report back on their ethnographic studies.
Begin talking about Academic Discourse Communities.
Students work with transcripts of classroom conversations, and think about what class it is that they will study.

	HW: Students read Chapter 7 as they revise their studies.

Students write a reflection on the work they have done in Unit II and organize their portfolios
	HW: Students complete a reflective inquiry on the experiences they bring to their new study.

Students read “The Eric Experiment.”




Week 12

	Day 23
	Day 24

	Students pass in Part 2 Portfolio.

Discuss “The Eric Experiment” and have students use Research Memo 7.2 to generate possible research questions for this study

Look at written course materials in groups to begin analyzing academic discourse communities.
	Students look again at “The Eric Experiment” and discuss how he is positioned as a student.
Students report back on what they are finding in the academic communities they are studying. 

	HW: Students work through another piece of written course material, analyzing the community they are studying. (Research Memo 7.3)
	Students complete Expanded Research Memo 7.4 and read through Chapter 8.


Week 13

	Day 25
	Day 26

	Students reflect on the setting of the class they are studying.

Students report back on the assignments they have analyzed and written about.
	Students work in groups looking at the students described in Rose’s text.

Students do some writing about their own experiences as outsiders moving in to academic communities.

	HW: Students read “Politics of Remediation” glossing the text.
	HW: Students work through Research Memo 8.2, recording and analyzing a moment of classroom conversation.


Week 14

	Day 27
	Day 28

	Students work in groups looking at the key terms, shared values and theories in an academic discipline (Research Memo 8.3).
Discuss what it means to take a critical perspective in class
	Students go to the library and find an article from the field they are studying, and identify what the article shows about the fields they are studying (drawing on Research Memo 9.6).

	HW: Students take a critical stance towards their academic discourse communities, working through Research Memo 8.7, and read the first section of Chapter 9.
	HW: Students draft their academic discourse community studies


Week 15

	Day 29
	Day 30

	Students work in peer review groups on their studies.
	Students report back on the work they have been doing throughout this unit.

	HW: Students revise their essays and organize their portfolios .
	


Keep in mind that a plan like this provides you with a rough idea of what you will do as you move through this class.  Be flexible, and revisit it frequently, making changes to suit and keep up with your students’ needs.

The Weekly Plan. While in the syllabus you will provide students with a broad overview of the class, you’ll want to supplement this overview with detailed assignment sheets so students will have a clear idea of what is expected of them for each and every class meeting. Our second level of planning involves a weekly (or chapter) plan that provides the details of the work we'll do in the classroom together and the work that students will do outside of it.  We always create weekly (and often daily) sheets for our students that reflect these plans, perhaps discussing on a Friday the work for the following week.  Our weekly sheets allow us the flexibility to make alterations in our semester plan while letting students make plans for the week ahead. They provide an opportunity to consider weekly expectations together (and sometimes negotiate them).  

There are a lot of activities and assignments included in the book and in this manual, so you’ll want to pick and choose among them, using some as a basis for class discussion and others as out of class writing assignments; others, you’ll disregard completely so you can develop a pace and rhythm for the class.  To decide which activities you will complete and which ones you will not, you’ll want to continuously ask yourself to name the goals you are setting for your students for this section of their work and utilize prompts that will help them achieve those goals.   All of the suggested activities in the book and in this manual are ones that we and/or our colleagues have used successfully in the classroom, but they represent the teaching of many instructors over many semesters, and we too must pick and choose from many favorites as we plan what we will do with our students week-by-week in a particular semester.

There are examples of chapter plans for instructors at the start of each chapter in this manual.  Here are three examples of weekly plans to be shared with students, one from Denise that introduces and sets a pattern for the work of the course, a second, from Ellie that includes both classroom activities and assignments a few weeks into the semester, and a third, by an instructor Keith Halladay, that focuses on assignments for the same period.  Note how Keith uses the occasion of the weekly assignment sheet to create his own conversation with his students and to recreate his own voice within this course genre, a voice quite different from Denise's or Ellie's.
Denise's weekly plan

Week 1

Day 1

In Class: 

Hand out syllabus and the essay "Ghosts and Visions."

Read the Cisneros essay and respond to essay prompt.

Homework:

Please write an informal journal entry in which you note any questions that you may have about the course, the syllabus, or about what we will be doing this semester.  Also, please take a few minutes to consider how you responded to the Cisneros essay in class.  How did you decide what you would write about?  How did you get started?  What were your goals?  What did you do first?  What did you do second?  We will discuss your answers to these questions during the next class.  

Day 2  

In Class: 

Today in class, we will discuss this course in detail.  At the beginning of class, I will go through the syllabus with you, answering any questions you may have.  After that, I will tell you more specific things about what you can expect this semester, and about what I expect from you.  

We will also work in groups in class today, introducing ourselves and discussing our approaches to the Cisneros piece.  After that, we will come back to a larger group to introduce ourselves by considering and talking about our names.

Homework:

Read the introductory chapter in Exploring Literacy and think about what it is you want to get out of this class: what do you want to accomplish this semester?   


Ellie's weekly plan

101 Plan for Monday, 9/23 to Friday, 9/27

Friday, 9/20

We'll discuss Mellix's memoir, drawing on your double-entry responses.  


Handout on Mellix essay.

For Monday, 9/23
Write a full draft of an essay on Mellix's memoir, based on options 1 or 2 of the essay prompt at the end of Chapter 2. There is a separate handout with more details about this essay and suggestions based on the Rodriguez essays.  Read through this handout carefully. 

Monday, 9/23
You'll share your essays in peer response groups and make note of effective strategies for essays of this type. 

We'll look at some strategies for generating ideas about stories.

For Wednesday, 9/25
Draw on the responses you received to prepare a second draft of your essay on Mellix.

Read Chapter 2 pages  46-47 (the rest of Inquiry 1)  and  pages 47-50 (beginning of Inquiry 2).  Read also through the writing strategies for generating ideas (Strategies section, pp. 261-263).  

Brainstorm possibilities for a story to tell, using one or more of the suggested strategies,  and decide on a story—a story of some experience in your life that you might tell to a group of new friends—to tell to a small group in class on Wednesday.  Next week you'll begin writing a memoir that focuses on some aspect of your experience in a discourse community. You can use this storytelling activity to begin focusing on such an experience (but you don't have to).

**Get an audiotape to bring to class on Wednesday.  You'll tape your storytelling.

Wednesday, 9/25

You'll work in groups, telling and taping your stories.  

For Friday, 9/27

Write a version of your story for readers (versus listeners).  Then transcribe your spoken story.  (Observation account on p. 48).   Read Chapter 2, Inquiry 2

Friday, 9/27
We'll work with glossing the example of Dana's story in the text and then you'll gloss your transcripts and the written versions of your story in class.  

For Monday 9/30
Write up your observations of the differences in your two story versions (Observation Accounts 2, p. 50 and 3, p. ).  Read Chapter 2, inquiry 3 and write a brief, informal reflection on some aspect of your own language, voice, style,  or process in writing.

Keith's weekly plan:
Assignments for 10/1-3.

For 10/1:
Read Chapter 2, Inquiries 2 and 3 in EL.  Notice the “Observation Account” on page 48.  It asks you to think of “a moment in your experience,” then to tell it “to classmates or to a friend or family member outside of class.”  Well, we’re going to tell our stories to each other in class.

So, when you’ve finished reading these sections, rifle through your memory banks and choose a story.  Any story that you feel comfortable telling to your classmates will do.  It can be about almost anything.  Then, on 10/1 in class, we’ll tell each other our stories and tape them.

That’s right: we’ll tape them.  This means, as you might have already guessed, that you’ll need to bring in some sort of cassette tape, and, if you have one, a tape-recording device.  Whatever you own or can borrow that can record the sound of the human voice.

Note: don’t attempt to write out your story yet...

For 10/3:

…because that’s what you’ll need to do for Thursday, 10/3!  So go back to the “Observation Accounts” on pages 48, 50, and 56, and follow the instructions.  These can be summarized thusly:

1. “When you’ve finished telling and recording your story, transcribe it…” (p. 48)

2. Gloss your transcription!

3. Then look at differences as described on page 56.

4. Type up your account of this exercise!

Man-o-man, that’s a ton of writing.  Unfortunately, it’s not going to get any better.  This is a writing class, after all.

A note on preparation: part of my purpose in giving you these weekly assignment sheets is so that you might plan your own schedule around the assignments.  In other words, if you have other homework, in other classes, due on Thursday, you might get it done ahead of time, so you can work on the assignment for this class on Wednesday.  Or vice-versa.  The point is this: being a good student often involves nothing more than good time management.  Like the Boy Scouts say: “Be prepared.”

The Daily Plan.  Beyond your larger weekly plan, you'll also want to create a plan for each day's class that sets out in detail the work that you'll want to accomplish that day.  While teachers in K-12 settings are expected to prepare full, formal lesson plans for each class that could guide the work of substitute teachers, such formal plans are rarely expected at the college level.  But no matter how informal your plan, you'll want it to spell out not only what you'll do, but why, and how, and even what you need to bring to class to accomplish the activities you've planned.  Some instructors share these daily plans, too, with their students, using a daily sheet to continue a conversation from a prior meeting and to carry it forward.  Here are two examples, one addressed to students and formatted to emphasize the what, why, and how of the days activities from Ellie's class and a more formal teacher's plan from writing instructor Brenda D'Alotto.

Ellie's daily plan

101 Friday, 9/10

Handouts:  Chart of glossing strategies and examples.

	Topic (What)
	Activity (How)
	Purpose (Why)

	1.  Glossing "Aria"
	You'll work in groups to find examples of each of the ten strategies you were going to try out in your reading. 

· Complete the chart that lists these strategies and asks you to fill in examples of places where readers used each one. 
· Write down the reader's name and a page # for the passage in "Aria" that a reader glossed using that strategy. Did readers use other strategies that aren't on the list?  If so, add them.

· Discuss: What strategies did members of your group use most?  Least?  Were there differences among you in the strategies you preferred?  Why do you think there were (or weren't) these differences?

You'll report back on the strategies your group preferred and why.  We'll look together at one example from the class for each strategy.
	To have everyone think about the full repertoire of glossing strategies (and to add new possibilities to the list). To see which strategies seemed most useful in reading this text.

	2. Choosing an interesting passage.
	I'll ask you to point to a passage you marked, to read it to us, and to say something about what it tells you about Rodriguez and his concerns, and how you connected to it or what you found interesting.
	We'll see what we can make of Rodriguez's essay from your different responses.




Assignment for Monday, 9/13/

Continue reading Chapter 1, Exploring the Reader's Role (pp. 26-33).  This section names several ways in which readers can participate in conversations with writers—reflecting, representing, relating, and reframing—and gives examples where other students have participated in these ways.   The Reading response on p. 29 asks you to look back at your own glossing of "Aria" and to see what ways predominated in your own reading, and the prompt on p. 30 asks you to write about "Aria" using one of these ways of connecting to what Rodriguez has written.  As you make your connections, be sure to show those connection by including some of Rodriguez's own words (in quotations, with page numbers), in your own response.


Read the rest of Ch.2 for discussion on Monday.

Brenda's daily plan
Lesson Plan #6

Date:  Mon., September 16, 2002

Topic:  “Aria” and glossing

Text Pages:  Chapter 2 through Inquiry 1 and “Aria” (21-31)

Homework: Please follow this sequence for tonight’s assignment

1) Skim/read Chapter 2, Inquiry 2 to the end (31-37)

2) Write a letter to Rodriguez regarding “Aria,” use some part of your glossing as a starting point for this journal entry.  Be sure to directly refer to the passage, using a brief quote from it.

3) Review Chapter 2, Inquiry 1 (25-30)

4) NOW, write about which of the methods you used in connecting with text (recalling, representing, relating, reframing)

Lesson Objectives:  Gain greater proficiency with glossing

Content Outline:

I. Glossing – check how glossing went on conversation

A. Discoveries?  Difficulties?  Questions?

II. Groups – Go over glossing of “Aria”

A. Share with other members

B. Please point out the section you glossed heavily

C. What was the process like?

D. How did it work for you?

III. Discussion of reading/glossing whole class

IV. Impressions of “Aria”  

A. How did glossing affect your reading?

B. Do you agree/disagree with Rodriguez?  Why?

V. Tonight you will look at how Rodriguez persuades the reader

Review/Assessment:

Glossing process as described in text: recalling, representing, relating, reframing

Supplies Needed:  “Aria,” essay, text, daily sheet
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