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The cross-disciplinary writing program at West

Chester University (WCU), Pennsylvania is a long-range, three-part
program designed to increase the amount, variety, and quality of
writing done by undergraduates at WCU. It focuses on enhancement
rather than remediacion and preovides for: writing emphasis courses
each semester in traditional liberal studies ané in professicnal
studies; a general requirement that all students take three of thaese
writing emphasis courses; and in-house lectures, semihars, and
workshops on writing for faculty members xn all disciplines. A
supporting service called "The Writing Consultancy" was developed for
students. Faculty in all aepartments regularly assign writing tasks
of various k.nds to attain course objectives. Program outcome
measures indicate: WCU students write often and iR more various
modes; WCU faculty regularly include writing instruction in their
courses; and many faculty implement teaching practices in which
writing is used as a means ot learning the acacd=mic é.scipline. Among
specific recommendations for implementing such a program are thac: it
be designed to include components of faculty development, curricualum
dev. .opment, student services, and effective administration; it
publish newsletters, handb.oks, and aids for students and faculty;
and on-goinc ass2ssment be conducted for qual-ty control. The facuity
handbock for the writing program, comprising over two-thirds of the

document, i1s appended. (SM)
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AASCU/ERIC Model Programs Inventory Project

The AASCU/ERIC Model Programs Inventory is a two-year project seeking
to establish and test a model system for collecting and disseminating
information on model programs at AASCU-member institutions--375 of the
putiic four-year colleges and universities in the United States.

The four objectives of the project are:

0 To increase the information on model programs availuble to
all institutions through the ERIC system

0 To encourage the use of the ERIC system by AASCU
institutions

0 To improve AASCU’s ability to krow about, and share
information on, activities at member institutions, and

o To test a model for collaboration with ERIC that o.ner naticnal
organizations might adopt.

The AASCU/ERIC Model Programs Inventory Project is ‘unded with a grant
from the Furd for the Improvement of Postsecondary Education to the
American Association of State Colleges and Universities, in collaboration
with the ERIC Clearinghouse on Higher Education at The George
Washington University.




ABSTRACT
To increase the amount, variety and quality of writing done
.Y undergraduates at West Chester University, a long-range,
three-part program was designed and implemented. Faculty were
provided with workshops and seminars in the philosophy and method
of "writing across the curriculum"; the Uaiversity curriculum was
modified to require at least three writing-in:ensive courses
beyond the freshman composition sequence; and a support service
called "The Writing Consultancy" was developed for students.
Program outcome measuréments indicate that WCU students write
often and in more various modes, that WCU faculty regularly
include writing instruction in their courses, that related
faculty development activities have continued successfully since
1978, and that many faculty implement teaching practices in which
writing is used as a means of learning the academic discipline,

not just being tested on the discipline.
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West Chester Uriversity’s cross-disciplinary Writing Program
was begun in 1978 as a pilot project funded by the National
Endowment for the Humanities &¢nd the Pennsylvania State College
Educational Trust Fund. Building on the skills developed in
English composition courses, the program was based on the
assumption that writing is integral to all academic le~rning in
liberal and professional studies. The program’s focus is
therefore not on remediation but on enhan:ement; the University
regards writing as mdch more than a set of basic languages
skills. Tiie program provides tor:

(1) Writing Emphasis Courses each semester in
traditional liber.. studies (for example, English
literature, history, anthropology, sociology,
chemistry, and physics) and in professional studies (for
example, criminal justice, early childhood education,
nursing and public health).

(2) A general requirement that all students must
take three of these writing-emphasis courses, in
addition to English composition, before their
senior year.

(3) In-house lectures, seminars, and workshops on
writing for faculty members in all disciplines.

The WCU Writing Program has bean recognized for its scope and
achievement by the Association of American Colleges. The Writing
Program is administered by a director and a comumittee of eight
faculty members representing different fields of study.

L
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All students who enter with fewer than 40 credits must take

at least three approved writing-emphasis courses at West Chester.
Transfer students who enter with 40-70 credits must take two
writing emphasis courses. Students who transfer more than 70
credits must take one writing emphasis course. Each writing
emphasis course may simultanouely fulfill another degree
requirement.

Pertinent literature about writing-across-the-curriculum

(WAC) programs in general is collected in Teaching Writing in all

Disciplinzs, ed. C. Williams Griffin (Jossey-Bass, 1982) which

cites the WCU program, and in Robert H. Weiss, "Writing in the
Total Curriculuam: A Program for Cross-Disciplinary Cooperation,"

in Eight Approaches to Teaching Composition, ed. Timothy R.

Donovan and Ben W. McClelland (NCTE, '908). Further discussion
of the WCU program appears in Robert H. Weiss, "The Humanity of

Writing," Improving College and University Teaching, March 1979;

for the WCU faculty workshop as a blend of writing strategies
suitable for all areas of the curriculum, not just liberal arts,
see Rokert Weiss ard Michael pPeich, "Faculty Attitude Change in a
Cross—-Disciplinary Writing Workshop," CCC, Feb. 1980. Sowmewhat
similar programs for multi-purpose institutions were also funded
by NEH and FIPSE (for example, at San Bernardino State College
and Vermont State College); these programs differed siginificantly
from the more "liberal arts" oriented programs at small private
colleges (Beaver, Lycoming) or large universities (Michigan,
Maryland, Texas).

The WCU Writing Program des.gn is to =~ducate regular faculty

£y
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"in all departments to rvays they can use writing tasks of various
kinds to help attain course objectives (that is, to help students
engage in and learn the material, as well as to communicate
effectivel; what they have learned). Approved in 1979, the
Program mandated three writing-emphasis courses for all
undergraduates beginning in 1980 (the class of 1984). Some
aspects of this program brought managerial concerns and slight
program snifts over the years to accommodate transfer students
and to provide sufficient inventory of writing-emphasis courses
to meet the needs of 8,000+ undergraduates.

The program pubiishes a newsletter 4-5 times a year, has

published a 33-page Faculty Handbook for the WCU writing Program,

conducts free-lunch-for-faculty sessions where writing-emphasis
teaching strategies are shared, and provides a 3-day intensive
workshop in May just after the end of the Spring semester. The
free-lunch sessions and the 3-day workshop enjoy a good
reputation among faculty and administration and are seen as a
valuable "faculty development" activity. At least 10 WCU faculty
have published or present professional papers on WAC. The
Writing Program has been funded over the past 4 vears Lty smal}
grants from the WCU Faculty Development Committee and for two
years by grants irom the state university system’s Faculty
Development Council (SSHE), the latter providing for the
inclusion in the May workshop of faculty from 13 institutions.
Among other visible results, WCU has an inventory of over
275 courses revised to emphasize writing. Past evaluatior.s were
published by the Program Director and included in the final

report to NEH. Later evaluations gathered data or program
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effects on students and faculty. Evaluation at present concists
of surveying students to determine their p« rceptions of program
content and usefulness.

The WCU Writing P:r.gram succeeded in its objectives because
(1) its philosophy responded effectively to faculty and stuaent
needs in writing and learning, (2) it was pragmatic and down-to-
earth rather than theoretical, (3) it was effectively
administered, and (4) it was diverse and flexible enough to
embrace many different conceptions of writing and teazhing. The
program is now concerned with quality control, on-going

assessment, and leadership succession.
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West Chester University’s cross-disciplinary Writing Program
was begun in 1978 as a pilot project furded by the National
Endowment for the Humanities and the Pennsylvania State College
Educat.onal Trust Fund. It now serves all of the University'’s
more than 8,000 undergraduates. The WCU Writing Program is
L .sed on the assumption that writing is importantly related to
thinking and is intedgral to academic learning in liberal and
professional studies. its focus is not on remediation but on
enhancement. The Program provides for:

1. Approximately 140 Writing-Emphasis courses each
semester.

2. A General Requirement that all students must take three
(3) of these Writing-Emphasis couses each semester.

3. In-house lectures, seminars, and workshops on writinqg.

4. An in-nouse newsletter.

5. Special activities involving students.

Like many other colleges and universities, WCU has been
dismayed at the marked decline in the litera<y skills of its
entering studcnts. Frequent complaints were heard from
professors in the humanities, social sciences, and sciences about
the writing abilities of their students. Whereas from 1962 to
1973 the mean SAT Verbal aptitude scores of entering freshmen
ranged from 485 to 507, in 1977 the mean was 546, with two-thirds
of the scores ranging between 380 and 54C. Overall, the total
writing abitity of students entering WCU showed weakness on all

levels: the organization and development of ideas. the form.cion




of effective paragraphs and sentences, vocabulary, and use of the
conventions of standard grammar, mechanics, and punctuation.

This is especially significant if considered in light of the
college’s tradition of educating future teachers for Pennsylvania
schools. The tested verbal abilities of students entering WcCU
and going chrough freshmen composition programs suggested two
major needs: for more instruction in and reinforcement of basic
skills, and for writing experiences *o help them learn a
discipline and within it to exercise thei:r knowledge comfortably.

In the late 1970’s, WCU was ripe for a program for writing
in all disciplines. Because of the efforts of the program
director, the University piloted a program for Writing Across the
curriculum (WAC). At the time, WAC was a nationwide
reconsideration of the role that writing plays in the learning of
all subjects. Synthesizing research in cognitive development and
writing theory, WAC programs aimed to increase the quantity and
quality of writing done in academic courses and thereby to
improve both student writing and comprehension of subject matter.
To do this, WAC progran: offered faculty a forum for discussina
writing and teaching anf. provided specific training in the use of
writing as a learning device.

Fesearch indicated that communicating the importancz of
writing to students in the classroom helped improve their
writing. Cther research indicated that the effective nee cf
writing in teaching can substantially improve learning.

Across the nation, instructors indicated three major reesons

for their interest in WAC. First, they found measurable

improvement in *he quality of learring when WAC techniques were




used system-=tically. Since their primary interest was in such
learning improvements, they saw WAC as something to help them do
a better job of teaching.

Second, the effectiveness of basic skills instruction, that
is, composition courses, was consistently reinforced across the
University in WAC programs. Faculty increased the amount of
writing students did in various clases, which in turn improved
general student literacy. Graduating students who had this
superior training helped give the University a good reputation,
thus helping to attract more talented and well-prepared students.

Third, faculty who participated in WAC seminars and
workshnps reported that as a result they thiemselves felt more
comfortable writing, wrote more, and believed they w=re writing
better. Ultimately, not only were student writing and learning
improved, so also were the quantity and qualiity of faculty

writing.
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DESCRIPTION OF THE WCU WRITING PROGRAM

The Writing Program at West Chester University was
established to guarantee studerts continued practice in writing
beyond freshman composition courses and to provide students with
a variety of writing tasks throughout their academic careers.
The long-range goal of the program is to improve student writing
and learning. Specific goals are:

1. To enchurage and assist faculty in developing
writing-intensive courses in all disciplines.

2. To help create enough writing-emphasis courses so0 that

students are guaranteed a reasonable selection in fulfilling

their 3-course requirement.

3. To approve courses for the "W" designation and to
monitor the quality of the program.

Building on the skills developed in English composition
courses, the program is based on the assumption that writing is
integral to all academic learning in liberal and professional
studies. The program’s focus is therefore not on remediation but
on enhancement; the University regards writing as much more than
a set of basic language skills.

West Chester students’ scores on the SAT-Verbal test have
declined about 50 points since 1970. Over 40% of all West
Chester University stuuent place into remedial composition. If
students complete their composition requirement, they would
ordinarily get onl' occasional--and inadequate--attention to

their writing. With the aid of tunds from the National Endowment

for the Humanities, the Writing Program was begun in 1978 to




remedy this inadequacy. The program aimed to make ail

departments respensible for son writing
instruction or reinforcing writing skills. The Writiny ©mphasis
requirement became operationat with the revised General Education
requirements.

The original proposal for the Writing Program and the
Writing Ewphasis requirement contained a mandated faculty
development component that was eliminated by the Curriculurn and
Academic Folicies Committee (CAFC) when they approved the final
plan ia 1980. 1In Fall 1983 the Writing Program Committee
evalua*ted the programland submitted a status report to the Dean
of Arts and Sciences. 1In March 1984 the Executive Committee of
Arts and Sciences scrutinized the writing-emphasis requirement,
and their concerns were answered through a ~ritten response by
the Writing Program Committee and an informational meeting for
aepartment chairpersons and deans. Cne change in the program did
occur: CAPC reviewed th - 3-course Writi -Emphasis requirements
in 1984 and altered it so that a student could take all thire "W"
courses in one subject.

To encourage and assist faculty in designing Writing-
Emphasis ("W") courses in all disciplines, the Writing Program
hosts 1 cr 2 afternoon seminars and a 2-day summer workshop in
May, publishes at least 4 newsletters a year, and developed a
bound handpook.

Tc help create an adequate number of "W" courses, the
Writing Program director holds occasional information sessions

for department heads and deans, monitors the Master Scheduling

process, and reminds faculty members and department heads about



using the "W" notatiomn.

To apprcve courses for the "W" desigration, the Writing
Program Committee has developed a standard form to be completed
by an interested faculty member; holds meetings to evaluate and
vote on the courses; upcn approval, contacts the faculty member,
department head, Registrar, and Management Information Systems;
and upon disapproval, works with faculty members to improve their
materials. The Committee also surveys students and faculty as a
check on program etfectivaness.

The Writing Consultancy cupport service was divested in May
1985 to nut tutoring services under one roof; the function was
assumed by the Center for Academic Excellence.

All faculty receive the Writing Program newsletters and have
received the longer publication. At least 200 faculty members
have pa—ticipated in one or more afternoon seminars or summer
workshops; faculty from all departments have participated, many
by being featured as speakers. Since there now exist 262
different Writing Emphasis courses taught by as many or more
faculty, at least this number of faculty have thought about and
gon2 through the process of course approval for the "W"
designation. From 3000 to 3500 WCU students take "W" courses
each semester. The Consultancy was used by ahout 45 students a
semester for a total use of about 150 hours per academic year.

Five changes have occurred in the Writing Program since
1981. Suimmer faculty workshops, which had been part of the
original program, were restored in 1984 after an absence of 2

Years. The 3-course requirement for all students was modified in




1984 so that a student is now able to take all three in one
subject. The Writing Consultancy function was given to the
Center for academic Excellence in 1985. In 1983 the Program
began to report to the FAS Dean instead of the Pruvost. In 1985
the Faculty Deveiopment Committee began to support some Writing
Program activities.

The Director publishes the Newsletter; arranges, staffs, and
conducts the faculty seminars and workshops; calls and ~ondicts
meetings of the Writing Program Committee; keeps records of
minutes and course inventories; monitors Writing-Emphasis
offerings on each Nas£er Schedule; seeks funds to support
program activities; communicates with university units; and has
overall administrative responsibility for the program. The
Committee approves courses for the "W" designation, recommends to
CAPC on policy matters and to university administration on
procedural matters, and advises the director on faculty
development and student activities.

No FTE faculty a.e assigned to the Writing Program except as
part of regular assignments. The director’s time on the Program
is 5-10% FTE, including summer. The half-time graduate assistant
aids in writing and publishing the newsletter and in other
program activities, and the secretary duplicates, distributes,
and files program materials.

The Program Director has a nationai reputation for having
developed the WCU program in 1978, has helped other universities
establish similar programs, and has published articles on writing
across the curriculum.

The Writiny Program has little real cost: an estimate 10% of

1
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RESULTS
Of the externally funded original years:

Qualitative:

1. A full complement of 25 faculty signed up for the
first week-long faculty WAC seminar; there were no empty places,
and there was a waiting list. 1In 1979, 11 faculty participated
even without funding for nominal stipends.

2. Faculty participants wrote testimonials to the WCU
administration and project staff praising the workshop for its
philosophy and usefulness.

3. The 40-person WCU Curriculum Council approved in
1979 the new graduation requirement for 3 writing courses. This
major academic requirement has changed only slightly since then.

4. A survey of participating faculty (N =16) in 1983
indicated satisfaction with the program.

5. The program proposal was selected as a model by the
American Association ot Colleges.

6. The original evaluation of the faculty workshop was
done by Robert P. Parker (Rutgers U ) and the program director.
Parker favored a more theoretical approach, while Weiss favored the
practical blended with the theoretical.

Quantatitive:

1. The - .ogram generated 7 published papers and over
10 presentations at academic conferences by 10 faculty. Several
of these continue to be cited in the professional literature
(Griffin, Parker, Hillocks).

2. Subsequent quasi-experimental research undertaken




by the program director and colleagues investigated

relationships amung writing tasks, writing apprehensic~. conicnt
learning, and writing improvement. See:

Robert H. Weiss, "A Recent Project on Writing to Learn,"

paper delivered at NCTE conference, November 1979

(ED 191 073).

Robert H. Weiss and S.A. Walters, "Writing Apprehension:

Implications for Teaching Writiny and Concept Clarity,"

paper delivered at Conference on College Composition arA

Communication, March 1980 (ED 189 619).

Robert H. Weiss and S.A. Walters, "Writing to Learn," paper

delivered at American Educational Research Association,

March 1980 (ED 191 056).

Subsequent Evaluation:

1. Two components of the Writing Program have been
evaluated over the past several years: Writing Emphasis courses,
and faculty development activities. Assessment of Writing
Emphasis courses has consisted of tallying their number and
variety over a 6-year period, of two surveys of student opinion
regarding those courses and the entire program, and a sampling of
anonymous faculty opinion on the same. Assessment of Writing
Program faculty development activities has consisted of tallying
the number of events annually and the number of participants in
those events, and surveying participants.

Since beginning in 1980, the Writing Emphasis Course
requirement has affected all students and all departments. The
number of "W" courses offered each semester has stabilized at a
comfortable range of 3300-3800, all departments now cooperate by

offering at least one "W" course, and the number of student

complaints or requests for exemption has dwirdled to a trickle.

Students were surveyed in Fall 83 (N=262) and Fall 86




(N=215). In Fall 83, 23.7% of students said they were not well
informed about the Writing Emphasis course requiremen., this
percentage was 23.4% in Fall 86. 1In 1983, 51.9% of students
said that their faculty advisor informed them of the "W"
requirement, while in 1986 only 33.5% so claimed. The
percentage of students experiencing difficulty in finding courses
to fulfill the "W" requirement decreased from 38.5% in Fall 83 to
25.1% in Fall 86. Whereas in 1983 as many as 52.7% of students
noted that their "W" courses had been greatly or moderately
effective in giving them practice as writers and improving their
writing, in 1986 this percent was 42.3 (the question being
phrased differently,. Sixty-seven students (31%) disagreed in
1986 that their "W" courses had improved their writing.
Nonetheless, 67% of the students in Fall 86 (1983 students were
not asked) agreed that the Writing Emphasis requiremeint should be
increased or retained as is.

From 1978 to 1986, the Writing Program held the following

faculty development activities:

Date Activity # of Participants
June 19-23, 1978 Writing Emphasis Workshop 29
June 20-24 1979 Writing Workshop 9
April 11-12, 1080 Faculty Writing Seminar/Workshop 10
May 19-20, 1980 Writing Workshop 43
November 14, 1980 Holistic Assessment of Writing 10
March 20, 1981 Writing Workshop/Seminar 21
May 8, 1981 Writing Program Workshop 19
October 23, 1981 Writing Your Own Textbooks 48
December 2, 1982 Three Kinds of Writing-Emphasis Courses 7
October 13, 1983 Reunion and Discussion 13
April 25, 1984 Review of Writing Emphasis Program 31
May 28-29, 1984 Writing Across the Curriculun 15
October 17, 1985 Critical Thinking, Problem-Solving and 10
Writing
December 5, 1985 Collaborative Learning Workshop 18
March 20, 1986 Fechnical Writing 8

15
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May 28-29, 1586 Writing Across the ~urriculum 8
November 4, 1986 Essay Lxam Panel Dis ~ussion 21
December 1, 1986 Remedial Writers 12

Faculty participarts in the 1987 and 188 summer workshops
have been surveyed regarding the quality and u.ility of those
programs. Of 14 persons responding toc the overall a.-~~<smer* oi
the workshops, 10 stated that they were excellent, 4 that they
were good. For improving their effectiveness as teachers, 10
said excellent, 4 said good. For practical ideas for designing
writing assignments, 11 said excellent, 3 said good. All 14
would recommend this workshop tc their coileagues and would
attend a similar worxkshop with new information and ideas.

2. In Fall 1988, over 450 students were surveyed on

program content and delivery. The data have not yet been

reported.




CONCLUSIONS AND RECOMMENDATIONS

Because the WCU Writing rogram has endured well berycnd the
original period of external funding, recommendations regarding
overall outcomes are current. WCU is satisfied with the program
as it has evolved: it is especially pleased with the program’s
faculty development activities and their results in the
undergraduate cuv.riculum. Specific rocommendations are:

1. That any WAC program embrace a wide-ranging and
practical philosophy rather than a narrow and idealistic
philosophy of writing‘instruction, no matter how theoretically
appealing. Include traditional writing tasks such as term
papers, book reprrts, and essay exams, but also teach faculty the
use of short learning centered writing tasks and rhetorical
variety in writing assignments.

2. That the program be designed to include componen's of
faculty development, curriculum development, student services,
and effective administration.

3. That faculty development be part of a long-range plan
and that the specific hourly activities of faculty development
activities be carefully planned by knowledgeable workshop
aclivities and program directors -- if necessary from other
campuses.

4. That intensive faculty development activities be
conductec¢ in a retreat-like environment over 3-10 days and that
faculty participants be paid a stipend.

5. That curriculum development for writing emphasis or

writing intensive courses be contingent on (3.) and be planned also

17
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to avoid pitfalls. For example, participation shoul? be reaquired

of all departments, and policy must be written for transfer
students.

6. That provisions of student services be guaranteed by an
internal funding committment c¢r the University administration co
an English Department, a Writing Center, a Tutoring center, or
some similar s~rvice; and that appropriate training be provided
for helpers of students.

7. That program participants at all levels =-- faculty,
adminiscrative, student peer tutors, and students -- be
encouraged or required to write about their participation in the
program.

8. That the program publish rewsletters, handbooks, and
aids for students and faculty.

9. That an awareness of activities and appropriatr
publicity be plarned to inform the various audiences of the
program’s goal and accomplishments.

10. That program administration derive its support and
direction from a broad campus constituency, and that ii:s =unylish
Department not dominate.

11. That progrum management include attention to important
details such as how writing-emphasis courses will be tracked on
the computer, how they will be noted on a transcript, and
how many seats and how many courses are needed in a semester.

12. That on-going assessment be conducted and that quality
control be a real issue for program administrators, but that

evaluation of writing proficiency not necessarily be part of this

18
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assessment. because it is costly and difficult to administer.
13. That external consultants to a campus writing program
not be theoreticians but should include managers of similar
programs and non-english faculty from diverse institutions.
A writing program such as WCU’s is viable elsewhere. The
program director has consulted with a number of faculties and
assisted them in developing similar or even superior program

designs, most recently at Kean College of New Jersey.
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I. Why Write?

Writing, it is gerarally said, is connected with learning
and thinking. If so, writing must be useful in every coilege
classroom. As an instructor, you may accept this position as
generally true, but y>u may have some reservations about using
writing in your classes. How much of a burden will writing add?
How much time will writing steal from your coverage of course
material? Are you expected to teach "English"? How will
students react to writing tasks? This guidebook explores each
of these concerns.

Rodin's "Thinker" may be one of the few thinkers who auc.n .
have a pencil in his hand. Most typical thinkers at some point
have pen or pencil puised to jot down the numbers, schemes,
designs or wurds that capture their thoughts and allow them to
build and extend them. Writing pins down an elusive idea and
allows the thinker to explore it, see its implications and pos-
sibilities, test its truth and worth, and use it as a stepping
stone to other thoughts or as the cornerstone to a concept or
structure.

The connection between thinking and writing is so close that
what are sometimes called writing modes are really ways of
tuinking. Students who take in lectures passively, as i< watch-
ing T.V., are learning less effectively than if they were
actively involved and engaged with the course material. 1If they
write, they are no longer passive receivers: they will be origi-
nators, synthesizers, and producers of thought. The act of

writing imprints learning on the mind and in memory. The use of

o
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SO0 many senses--kinesthetic in the physical act of writing,
auditory as the students listen to their inner voices, and
visual as they create a graphic record before their own eyes--
all reinforces the concepts being learned. The written re-ord
they produce is then visible, permanent, and available for
instant review both by themselves and others.

Writing is also connected to learning in that it gives
students unique access to their previous knowledge and experien-
ces. Writing reveals to students what they already kncw and
what they still have to learn about the subject. Writing
facilitates the learning of complex material. Like a digestive
enzyme, writing can break down new, difficult concepts into
absorbable components. Students make unfamiliar information
their own by putting it in their own words and connecting it to
what they already know.

Finally, writing can improve reading comprehension by
demanding close reading of the text and by familiarizing
students witn certain modes--for example, explaining a process
or comparing. If they practice these modes in their wr.ting
they may better recognize them ir their reading.

S0 how much writing are we taiking about? As much as satis-
fies your goal for improving student thinking and learning. As
a miminum, we recommend that you have students do some informal
writing which does not require correction, write one or two

short papers connected to a major course ohjective, and answer

an essay question in each exam.
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As an inscructor you may be wondering if this will mean more
work for you. 1t will, but 1t is manageable work and it will
also make you a “etter teacher. You will be doing something to
solve real proklems your students have in learning and communi-
cating. VYes, it will take longer to evaluate essay exams than
to score an Op-Scan test form. But the results of using writing
throughout the semester will make it worth it. vYou will be
encouraged and excited about seeing what your students can
achizve.

Can you be expected to teach Englisn? Not at all. No one
expects you to use your cl~ss time to teach syntax, grammar, or
prose style. When you read a piece of student writing, your
concern will be with the student's grasp of course co"itent,
astuteness of thinking, and clear communication of ideas.

What about correctness? You may be bothered by your
studern. =' incorrect usage, but you probably don't remember many
of the rules yourself, you probably acquired your sense of |
correctness through extensive reading, and you prohably can
write adequately or well without much recourse to rules. You
can help yo.r students learn correctness by demanding a reason-
able degree of it. For example, you can take off points if your
students can't spell key terms specific to your course, ones
that you have been working on all semester. You can demand that
your students write in complete sentences and observe c.,nven-
tions of standard English needed to understand the message. in

other words, you can reinforce the importance of correctness by

)
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having some eleuwent of it count on certain writing assignments.
You can make one general comment on these aspects, but you do
no: have to mark each error.

Suppose you have students who can't write well but can get
an "A" on an objective test? Won't this penalize them? Yes, it
will, but in order to maintain the "A" they should be forced to
learn to articulate concepts, to spell key terms and to make
sense in complete sentences. Their employers will expect this
much and may demand retraining on the job to achieve it; their
senior professors on thesis committees also have a right to
expect genuine literacy.

What if your students object and say, "This is not an
English course, so why should on: knowledge of English be
counted as well as our knowledge of the course content?" Just
remind your students that the separation of English from other
disciplines does not occur in the outside world. The ability to
write a simple report or summary, to keep a chart or log, to
write a memo, letter, or proposal, and to set forth a position
and back it up are an integral part of a college student's
future, wnether that future is in trade, technoloyy, busincss or
a profession. This "public" kind of writing is part of the
equipment necessary to function well in the world. The real-
life situations about. which your students will have to commun-
icate in the future will never present themselves on Op-Scan

forms.

while English is a separate discipline on campus, use of the
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English language is also an essential component of virtually
every class. The English word, whether heard, read, or written,
is the medium through which the class is conducted. The task of
communicating clearly and in writing what was learned is an
expected part of every Writing-Emphasis course and could be a

part of almost every other class.

II. wWhat is Writing Across the curriculum (WAC)?

What is Writing Across the Curriculum (WAC)? WAC is a
nationwide reconsideration of the role that writing plays in the
learning of all subjects. Synthesizing research in cognitive
development and writing theory, WAC programs aim to increase the
quantity and quality of writing done in academic courses and
thereby to improve both student writing and comprehension of
subject matter. To do this, WAC programs offer faculty a forum
for discussing writing and teaching and provide specific
training in the use of writing as a learning device.

Research has indicated that communicating the importance cf
writing to students in the classroom has helped improve their
writing. oOther research has indicated that the effective use of
writing in teaching can substantially improve learning. Univer-

sity faculty have contributed in both areas: learning to write,

52
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and writing to learn

Across the nation, instructors indicate three major reasons
for their interest in WAC. First, they have found measurable
improvement in the quality of learning when WAC techniques are
used systematically. Since their primary interest has been in
such learning improvements, they see WAC as something that helps
them do a better job of teaching.

Second, the effectiveness of basic skills instruction, that
is, compositien courses, is consistently reinforced across the
University in WAC Programs. Faculty increase the amount of
writing students do in various classes, which in turn improves
general student literacy. Graduating students who have this
superior training help give the University a good reputation,
thus helping to attract more students who are talented and well-
prepared.

Third, faculty who have particived in WAC seminars and work-
shops report that as a result they themselves feel more comfort-
able writing, write more, and believe they are writing better.
Ultimately, nut only are student writing and learning improved,
SO also are the quantity and quality of faculty writing.

How can you support WAC? There are a variety of ways
faculty can participate in WAC. These can range f:om merely
stressing the importance of writing well in all your teaching,
to participating in a faculty seminar and reconsidering the role
writing plays in your teaching. To participate most effect-
ively, you should know about the West Chester University

« 7
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program, which is one of the oldest and most respected in ihe

United States.

III. What is West Chester University's Program for Writing
Across the Curriculum?

West Chester University's cross-disciplinary Writing Program
was begun in 1978 as a pilot project funded by the National
Endowment for the Humanities and the Pennsylvania State Colle e
Educational Trust Fund. It now serves all of the University's
more than 10,060 undergraduates. The WCU Writing Program is
based on the assumptions that writing is importantly related to
thinking and is integral to academic learning in liberal and
professional studies. Its focus is not on remediation but on
enhancement. The Program provides for:

1. Approximately 140 Writing-Emphasis courses each

semester.

2. A General Requirement that all students must take

three (3) of these Writing-Emphasis courses.
3. In-house lectures, seminars, and workshops on writing.
4. An in-house newsletter.

5. Special activities involving students.

¢H
YN
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This section of the Writing Program Faculty Handbook will tell
Yyou about these major aspects of the University program and
about three important procedures for faculty:

6. How to get a course approved as Writing-Emphasis.

7. How to get the "W" course into the Master Schedule.

8. How else to get involved in WAC.

1. Approximately 135 Writing Emphasis Courses each semester.

According to the policy adopted in 1980, each student will take
at least three Writing-Emphasis courses at West Chester. (The
requirement is reduced to two for transfer students with 40-70
credits, and to ore for students transferring 71 or more
credits.) Courses with the Writing-Emphasis designation are not
additional requirements but regular subject-matter courses that
by themselves can fulfill other general education, cognate, or
major requirements. These courses are offered in almost all
departments. They differ from other courses only in that their
syllabi and assignments call for a significant amount of writing
and their instructors provide significant attention to improving
student writing.

Writing-Emphasis courses are not English composition courses
but are courses that reinforce the competencies established in
then. Also, Writing-Emphasis courses are not intended to be
senior seminars in which extensive written work is ordinarily
required; rather, as envisioned for tbh‘s reguirement, they are

£
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less advanced courses, many of which may be suitable for general
education on the freshman, sophomore, and junior levels. One of
their main purposes is to prepare students to attain some of the
competencies that are called for in senior seminars.

2. A General Requirement that ail students must take three

13)_of these Writing--Emphasis courses. The three Writing-

Emphasis courses, in addition to English Composition, are
preferably to be taken before the senicr year.

In evaluations of the Writing-Emphasis policy c¢onducted in
1983 and 1986, it was found that students were well informed of
this Writing Emphasis requirement. Most student respondents
agreed that they had had no trouble in finding a Writing-
Emphasis courses, and that the Writing-Emphasis courses had
helped them improve their writing.

3. In-hcuse lectures, seminars, and workshops on writing for

taculty members in all disciplines. Some are in the summer,
some a series in Fall and Snring. WCU faculty members as well
as outside experts are often invited to pa icipate in or lzad
these. 1In tea years, over 250 members of the WCU faculty have
participated in one or more Writing Program events.

In 1986 and 1987, for example, workshops were led both by
WCU faculty and professors from around the country. Judith
Scheffler of WCU conducted a seminar on "Technical Writing," and
Ruth sabol of WCU conducted a seminar on "Remedial Writers: What
to do in the Classroom." Among the outside faculty participa-
ting were Cynthia L. Caywood from the University of San Diego,

£y

w0

9




Faculty Handbook/Writing Program 10

whose topic was "Female Students in tne Writing Classroom," and
Gail Hearn, Biology Department Chairperson at Reaver Collene,
whose topic was "Why Writing is so Difficult."

Other WCU faculty members participating in recent workshops
were: Georde Maxim of Early childnood and Reading, IlLeigh Shaffer
of Sociology/Anthropology, and Walter Fox of the English
Department.

Other visiting workshop leaders were: Stephen Conrad of Bard
College and Community College of Philadelphia; Barbara Nodire
(Psychology), Beaver College; Leon Markowitz (English), Lebanon
Valley College; John Trimbur (English), Boston University; and
Christopher Thaiss (General Education Prcs.oam), George Mason

University.

4. An_in-house newsletter by and for faculty. over twenty

newsletters have appeared in the history of the Program, most
recently three or four during each academic year. These are
distributed to all WCU faculty members here and have been
requested by faculty across the country.

A typical newsletter will have information on what the wacC
Program at wcCU is doing or has done, or news about writing-
emphasis programs around the country. Occasionally the news-
letter will have features on what WCU faculty members are doing
in their Writing-Emphasis courses. Some specifically useful
pPast newsletters have been written by Susan Slaninka of the

Nursing Department and John Turner of the History Department.
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5. Special activities involving students: These have

included a Writing Day, a Writing Month, and a humer contest.
Students have also participated, in panel discussions and
received awards for good writing.

6. How to get a course approved as Writing-Emphasis. In

order to get a course listed with the "W" symbol a faculty

member must fill out a Criteria and Checklist for Writing-

Emphasis Designation (see Attachment B). The form lists the
four requirements fcr a course to receive the "W" designation.
These include a "writing summary" approved ky the chairperson of
the department, and the Writirg Program Committee's approval
before the course can be listed as a "W" on the Master Schedule.

7. How to get_the "W" course into the Master Schedule. When

the course has been approved, the "W" notation can be added by
the Department Chairperson to the printed Master Schedule for
the coming semester. Sometimes the Department Chairperson has
to be reminded to add this comment ("W") on the Master Schedule.

8. How else to get involved.

- Talk up writing ameng your colleaques.

- Offer one or more Writing-Emphasis courses.

- Make sure your students know that writing is
important.

- Reward good student writing in your courses and in
your departmental major.

- Write an article and share it with your students,
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- Participate in a Writing Program seminar.

- Ask to serve on the Writing Program Committee.

- Write another article.

- Volunteer for Writing Program activities.

- Find articles on writing in your field and share
them with your colleagues and the Committee.

- Conduct research on the effect of writing on your
students.

- Develop a means of publishing your students'

writing.

IV. How Are WCU Writing-Emphasis Courses Taught?

In practical terms, what do individual West ~hester Univer-
sity instructors do in teaching their Writing-Emphasis courses?
From an inventory of over 250 Writing-Emphasis courses, ranging
from general education requirements to advar.ced offerings in a
major, we have selected a variety of approaches to writing
emphasis,

Rather than restrict the way an instructor sets up writing
tasks in such a course, the committee's criteria and checklist
both allow for considerable individualization. The checklist

(Attachment B) includes four criteria for the syllabus:

LKA
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?. There must be a "writing summary" which shows how
the writing assignments will be used in class.

2. There must be a commitrent to use scme of the
writing-emphasis ideas recommended by the Wr.ting
Program.

3. There must be a commitment to use examples of
student writing to explain writing techniques
applicable to the course.

4. There must be a commitment by the instructor to
provide constructive comments to encourage
improvement.

These four criteria are worth some explanation. The first,
which calls for a writing summary, is primarily intended to
enable an instructor to think through the writing objectives and
writing tasks for a course with the same thoroughness usually
afforded lectures on course content. Why, after all, are we
assigning research papers, aessay exam-inations, learning logs,
etc.? Each instructor formulates an individual rationale in
his/her writing summary, which may then be examined for approval
by the Writing Program Committee. The task of composing these
summaries calls for instructors to examine the rationale for
using writing in a given course, encourages improvement in
managing currently assigned writing tasks, ard promotes
innovation in forms of written expression.

To assist instructors in developing their writing summaries,

the Writing Program Committee has issued a separate list of

recommended writing activit.les (Attachment C: Some Recommended

Writing Activities). These suggested activities fall into three

categories: those requicing evaluation by the instructor; those

that may or may not be evaluated by the iastructor; and "other."

4dJ
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For the most p. . those activities requir.nc evaluation are
improved versions of fami)iar academic assignments. The Commlt-
tee wishe 1 to discourage such practices as simply assigning a
term paper with only a few minutes of talk and letting the
students go on their own, or giving essay exams without
explaining what is being sought in the answers. from the
perspnctive of the Writing Program Committee, the most likely
end ot such assignment-raking would be scudent fajilure.

For writing to be used effectively in traditional ways, the
Committee has concluded after reviewing current literature on
the subject that you must take time to explain to your students
what you are looking Jor in their tests and papers. It is also
helpful to have brief conferences with Jsour students to assess
their progress on paper:. With your constructive criticism the
students will be able to make adjustments and improvements in
their papers before the'' hand them in to be graded. More

attention to earlv drafts mears less work on later drafts, and

it usually means better final products. Some instructors prefer
to look not at sloppy ’rst drafts but at waat they call "first
readable ‘rafts," cleane: vcrsions which can be read and re-
sponded to quickly. Ancther suggestion is to have your student
write rough drafts before the assigrment is due and to have a
conference with the students zbout one of these; this practice
eliminates the problem of trying to rewr.te the ] 'per after it
is gradecd.

The same principle applies for essay exans. By distributing
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a sample essay or diagramming on the chalkboard what an "A"
essay should include, you can help improve your students' essay
exams before they are written. If the students know what you
are looking for, chances are better that you will get it.

“ e "other" kinds of writing activities r.commended by the
Writing Committee have been developed as "writig to learn"
e.ercises and do not require evaluation. Here instructors may
deal extensivel: with "affective" issues. For example, students
may be shown hov the thought-process works in writing to help
them see that writing 1s not as difficult as it looks. Further,
by .aving students work among themselves by critiquing each
others' writing, they will begin to see different ideas of
writing about the same topic, and they may begin to notice
mistakes. They may offer ideas to each other on style, and be
able to improve not only their peer's pap r, but their own as
well.

Other innovative writing exercises that may aid in learning
are: *»aving your students write a letter to a named audience,
analyzirg and summariz.ng articles, keeping a subject-matter
journal, editi.g poorly written pieces, peer group editing, and
writing :heir own essay questions. We call writing exercises
like these "writing to learn". Research has shown that the
result ~rf using "writing to learn" in university teaching is an
increasc in student learning, better grades, and, as important,
better writers.

An instructcr may assign any combination of traditional or
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writing-to-learn activities, but will at the least provide the

students with guidesheets and samples of the type of writing
desired. This way the students are not alone with what they do
but are helped through example. In addition, instructors may
help through conferences, and peers may help in group editing
exercises.

Following the recommended guidelines, nineteen of the West
Chester University Writing-Emphasis Courses are .(escribed in the

next pages as examples of the program's diversity:

Title Instructor Phone
ARH 102 Art Histcry Survey G. Sermas 2381
ECE 405 Administration and Supervision C. Zimmerman 3323

of Early Chilchood Programs

ENG 400 Women Writing E. Larsen 2898
FIM 200 Introduction to Film J. Kelly 2425
GEO 210 Population Problems A. Rengert 2824
HIS 150 The merican Experience T. Heston 3522
HIS 100 Mainstreams in History R. Young 2654
MAT 350 Foundations of Mathematics W. Seybold 2817
Education
MGT 402 Organization Theory and Staff 2304
Behavior
MGT 405 Business Policy and Strategy Staff 2304
MGT 408 Business and Society Staff 2304
MHL 340 Medieval Music S. Murray 2563
NSG 311/312 Adaptation II 5. Slaninka 2331
PED 100 Foundations of Physical M. Greenwood 2424

Education
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PHI 130 Ethics L. Meiswinkel 2550

PSC 359 The American Presidency J. G. Smith 2562

‘0C 200 Introduction to Sociology P. Luck 2400

SPA 322 Latin American Culture and E. Braidotti 2372
Civilization

SPP 107 Communicative Disorders Staff 3401

We are grateful to the faculty members teaching these courses
for allowing us to print the following descriptions and for
updating them as needed. Additional descriptions will be
requested for future editions of this booklet.

When reading these descrinstions of Writing-Emphasis courses,
please keep in mind that they are not a ccmplete list of all
that the WCU faculty offer. They are a representative sampling
of the methods used by WCU faculty for Writing-Emphasis, whether
those methods are inrovative or traditional. There are many
more that, due to limi.ed srace, could not be reviewed in this

guidebook.

Gus Sermas in his Art History Survey class (ARH 102) re-
quires his students to do five very different kinds of writing:
summarizing class lectures, answering exam essays, free-writing,
peer critiquing, and true-to-life assignments. Students nust
2lso turn in their notebooks for a grade. Failure to do any of
the above lowers a grade. All of these assignments are averaged
together for the students final grade.

With this writing regimen, Sermas attenmpts to actively

%4
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involve his students in learning. Having them keep a notebhook
that will be graded causes them to pay more attention to class
lectures and helps them take better notes. Sermas hopes that
their note-taking ability improves in other classes as well.

Sermas also has students do free-writing, which allows them
to express opinions without hindrance. The free-writings are
collected and graded for content. Peer critiquing is also used
to allow the students to talk among themselves and help each

other in their writing about art.

ECE 405, Administration & Supervision of Early childhood
Programs, 1 class for seniors majoring in Early childhood
Development, teaches the students to communicate with varicus
audiences in the profession. 1In this course, Connie Zimmermann
teaches her students how to develop a report for regulatory
agencies. Students are taught how to write several different
types of letters according to their administrative needs such
as: a letter of request, letters to parents, and letters of
acceptance or rejection of job applications. These letters will
be exchanged and critiqued in peer groups, and if necessary
rewritten.

Students are taught how to write brochures, flyers and
advertisements; how to write survey forms; and how to write a
handbooi: for paren':s. These are also exchanged in peer groups
for evaluation.

All of these exercises are to be combined into one final

(AN
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document to be submitted as a request for licensing to the
appropriate state agency. 1In this case it will be submitted for

a grade based on the state's requirements.

A Women's Studies class called Womea Writing, listed as ENG

400 and taught by Elizabeth Larsen, offers o= altogether differ-
ent method of teaching a "writing to learn" class. This class
deals with the problems that womer writers have and offers solu-
tions tc those problens.

In addition to producing six written projects and other acti-
vities, the class does free writing ir a few minutes at the
beginning of each session. The purpose of this freewriting is
to limber up the intellectual musclec*® it's a form of practice.
Students are also expected to keep notes on their readings and
their own writing to be submitted as a journal and as a series
ot reaction articles. Students also comment on other authors'

wr.ting and on each other's writing.

In a basic film class (FLM 260) taught by John Kelly, stu-
dents do three writing assignments each week. The first 1s a
summary of the movie they saw the previous week, the second a
critical review of the same movie, and the third a summary of a
critical review by a reputable critic

The purpose of having the students do tl.ese three assign-

ments each week is to help them learn hov to differentiato

between plot summary and critical commentary and to provide thenm

19
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with practice in applying the insights learned about viewing
films to a particular film.

The idea behind having the students summarize a reputable
critic's review is to convey insichts into how a critic criti-
cally views a movie. 1In turn, the students should begin to
learn how to incorporate these types of views into their own

reviews of the movie seen in class.

In GEO 210, Population Problems, taught by Arlene Rengert,
students are required to take two essay tests, do a major census
analy.is project, and 2~ two smaller writing assignments such as
article summaries or business letters. Some of these activities
involve oral presentation as well.

Before each essay test, Rengert gives students an under-
standing of what what she looks for in an answer. After the
exam, when it is beinyg reviewed, selected students are chosen to
read their essay answers aloud.

The census project puts students in groups of two or three
to report orally and in writing on some aspect of population
study. According to Rengert, this exercise teaches the students
how to work collaboratively with one another as well as to
understand more abcut the different methods of taking a census
ard the aifferent types of census. Verw..ons of the report are
prepared for bc’ 1 technical and popular audiences.

At specified times during the semester, Rengert's students

are required to hand in summaries of articles that relate to

;
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current course material and to present their summariss orallv.
This task keeps students involved in the literature of the
field.

An additional requirement is a letter, to be drafted and
sent to an approrriate audience, carefully expressing a signi-
ficant opinion on a particular rroblem regarding population.
These letters get sent to Congressmen, government agencies and
conmissions, or newspapers. Along the way, students hand in
rough drafts on which F sngert will comment. The final drai is
commented on by the class as well. The letter js graded on its
grammar, form, and effective uve of information t. support the

argument or request made by the student.

Tom Heston mixes informal with traditional academic writing
tasks when teaching his advanced history Writing-Emphac-is

course, The American Experience (HIS 150). His students keep a

daily journal on inaex cards, which he collects at the end of
each class. Each student is expected to summarize the theme of
each class session on a card. He reviews these cards but does
not grade them. However, students failing to submit cards will
he penalized.

Heston also requires students to read and summarize four
journai articles related to the course material. These articles
are chosen for their literary as well as historical merit.
Students are to read each article and draft a rough summary that

is reviewed in class by a peer group for clarity and expression.

.
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For the most part, those activities requiring evaluation are
improved versions of familiar academic assignments. The Commit-
tee wished to discourage such practices as s.mply assigning a
tern paper with only a few minutes of talk and letting the
students go on their own, or giving essay exams without
explaining what is being sought in the answers. From the
perspective of the Writing Program Committee, the most likely
end of such assignment-making would be student failure.

For writing to be used effectively in traditional ways, the
Committee has concluded after reviewing current literature on
the subject that you must take time to explain to your students
what you are looking for in their tests and papers. It is also
helpful to have brief conferences with your students to asses-
their progress on papers. With your constructive criticism the
students will be able to make adjustments and improvements in
their papers before they hand them in to be graded. More
attention to early drafts means less work on later drafts, and
it usually means better final products. Some instructors prefer
to look not at sloppy first drafts but at what they call "first
readable drafts," cleaner versions /hich can be read and re-
sponded to quickly. Another suggestion is to have vour students
write rough drafts before the assignment is due and to have a

conference with the students about one of these- this practice

is graded.

The same principle applies for essay exams. By distributi..y

N
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a sample '‘ay or diagramming on ‘he chalkboard what an "A"
essay . 4l1d include, you can help improve your students® essay
exams before they are written. If the students know what you
are looking for, chances are better that you will get it.

The "other" kinds of writing activities recommended by the
Writing Committee have been developed as "writing to learn"
exercises and do not require evaluation. Here instructors may
deal extensively with "affective" issues. For example, students
may be shown how the thought-process works in writing to help
them see that writing is not as difficult as it looks. Furcher,
by having students work among themselves by critiquing each
otuers' writing, they will begin to see different ideas of
writing about the same topic, and they may begin to notice
mistakes. They may offer ideas to each other on style, and be
akle to improve 1.0t only their peer's paper, but their own as
well.

Other innovative writing exercises that may aid i.. learning
are: having your students write a letter to a named audience,
analyzing and summarizing articles, keeping a subject-matter

journal, editing poorly written pieces, peer group editing, and

writing their own essay questions. We call writing exercises

like these "writing to learn". Research has shown that the

result of using "writing to learn" in university teaching is an

increase in student learning, better grades, and, as important,

better writers.

An instructor may assign any combination of traditional or




writing-to-learn activities, but will at the least provide
students with guidesheets and samples of the type of writing
desired.

but are helped through example.
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In addition,

he

This way the students are not alone with what they do,

instructors may

help through conferences, and eers may help in group editing

exercises.

Following the recommended guidelines, nineteen of the West

Chester University Writing-Emphasis Cources are described in the

next pages as examples of the program's diversity:

ARH

KCE

ENG

FIM

GEO

HIS

HIS

MAT

MGT

MGT

MGT

MHL

NSG

PED

102

405

400
200
210
150
100

350

402

405
408
340
311/312

100

Title

Art History Survey

Administration and Supervision
of Early Childhood Programs

Women Writing
Introduction to Film
Population Problems

The American Experience
Mainstreams in History

Foundations of Mathematics
Education

Organization Theory and
Behavior

Business Policy and Strategy
Business and Society
Medieval Music

Adaptation II

Foundations of Physical
Education

|
p—a

Instructor
G. Sermas

C. Zimmerman

E. Larsen

J. Kelly
A. Renge.t
T. Heston
R. Young
W. Seybold
Staff
Staff
Staff

S. Murray

S. Slaninka

M. Greenwood

2304

16
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PHI 180 Ethics L. Meiswinkel 2550
PSC 359 The American Presidency J. G. Smith 2562
SOC 2¢0 Introduction to Sociology P. Luck 2400
SPA 322 Latin American Culture and E. Braidotti 2372

Civilization

SPP 107 Communicative Disorders Staff 3401

We are grateful to the faculty members teaching these courses
for allowing us to print the following descriptions and for
updating them as needed. Additional descriptions will be
requested for future editions of this booklet.

When reading these descriptions of Writing-Emphasis courses,
please Xeep in . ind that they are not a complete list of all
that the WCU faculty offer. They are a representative sampling
of the methods used by WCU faculty for Writing-Emphasis, whether
those methods are innovative or traditional. There arec nany
more that, due to limited space, could not be reviewed in this

guidebcok.

Gus Sermas in his Art History Survey class (ARH 102) re-
quires his students to do five very different kinds of writing:
summarizing class lectures, answering exam essays, free-writing,
peer critiquing, and true-to-life assignments. Students must
aiso turn in thcir notebooks for a grade. Failure to do any of
the above lowers a grade. All of these assignments are averaged
together for the students final grade.

With this writing regimen, Sermas attempts to actively

=
U
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involve his students in learning. Having them keep a notebook
that will be graded causes them to pay more attention to class
lectures and helps them 1ake better notes. Sermas hopes that
their note-taking ability improves in other classes as well.

Sermas also has students do frec-writing, which allows them
to express opinions without hindrance. The free-writings are
collected and graded for content. Peer critiquing is also used
to allow the students to talk among themselves and help each

other in their writing about art.

ECE 405, Administration & Supervision of Early Childhood
Progrems, a class for seniors majoring in Early Childhood
Development, teaches the students to communicate with various
audiences in the profession. 1n this course, Connie Zimmermann
teaches her students how to develop a report for regulatory
agencies. Students are taught how to write several different
types of letters according to their adminis*rative need such
as: a letter of request, letters to parents, and letters of
acceptance or rejection of job applications. These letters will
be exchanged and critiqued in peer groups, and if necessary
rewritten.

Students are taught how to write brochures, flyers and
advertisements; how to write survey forms; and how to write a
handbook for parents. These are also exchanged in peer groups

for evaluation.

All of these exercises are to be combined 1into one final

r' N
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document to be submitted as a reguest for licensing to the
appropriate state agency. 1In this case it will be submitted for

a grade based on the state's requirements.

A Women's Studies class called Women Writing, listed as ENG

400 and taught by Elizabeth Larsen, offers an altogether differ-
ent method of teaching a "writing to learn" class. This class
deals with the problems that wcmen writers have and offers solu-
tions to those problens.

In addition to producing six written projects and other acti-
vities, the class dces free writing in a few minutes at the
beginning of each sessisn. The purpose of this freewriting is
to limber up the intellectual muscles; it's a form of practice.
Students are aiso expected to keep notes on their readings and
their own writirg to be submitted as a journal and as a series
of reaction articles. Studznts also comment on other au-hors'

writing and on each cther's writing.

In a basic film class (FLM 200) taught by John Kelly, stu-
dents do three wricing assignments each week. The first is a

summary of the movie they saw the previous week, the second a

critical review of the same movie, and the third a summary of a

critical review by a reputable critic.
The purpose of having the students do these three assign-
ments each week is to help them learn how to differentiate

between plot summary and critical commentary and to provide them
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with practice in applying the insights Yearncd about viewing
films to 2 particular f:ilm.

The 'dea hehind having the students sumrarize a reputable
critic's review is to convey insights into how . critic criti-
cally viaws a movie. In turn, the students should begin to
learn now to incorporate these types of views into their own

reviews of the rovie seen in class.

In GEO 210, Population Prob” 2ms, taught ky Arlene Rengert,
students are required to take two essay tests, do a major census
analysis project, and dv two smaller writing assignments such .s
article summaries or business letters. Some of these activities
involve oral presentation as well.

Before each essay test, Rengert gives studerts an under-
standing of what what she looks for in an answer. After the
exam, when it is being reviewed, selected students are chosen to
read their essay answers aloud.

The census project puts students in groups of two or three
to report orally and in writing on some aspect of population
study. According to Rengert, this exercise teaches the students
how to work collaboratively with one another as well as to
understand more about the different methods of taking a ¢ ,sus
and the different types of census. Versions of the report are
prepared for both technical and popular auadiences.

At specified times during the semester, Rengert's students

are required to hand in surmaries of articles that relate to
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current course mcterial and to present their summaries orally.
This task keeps students involved in the literature of the
field.

An additional requirement is a letter, to be dr ifted and
sent to an appropriate audience, carefully expressirng a signi-
ficant opinion on a particular problem regarding population.
These letters get sent to Congressmen, government agenc’»:s and
commissions, or newspapers. Along the way, students hand in
rough draf“s on which Rengert wi'l comment. The final draft is
commented on by the class as well. The letter is graded on its
grammar, form, and eflective use of information to support the

argument or request made bv the student.

Tom Heston mixes informal with traditional academic writing
tasks wher teaching his advanced history Writing-Emphasis

course, The American Experience {HIS 150) . His students keep a

daily journal on index cards, which he collects at tie end of
each class. Each student is expected to summarize the theme of
each class sescion on a card. He reviews these cards but does
not crade th.::m. However, students failing to submit cards wiil
be penalized.

Heston also requires students to read and summarize fou.
journal articles related to the -.urse material. These articles
are chosen for their literary as well as historical merit.
Students are to read each article and draft a rough summary that

is reviewed in class by a peer group for clarity and expression.
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Heston moves from group to group to joia in the reviews. After
the review, students are expected to revise their drafts anc
submit tnem at the next class. Students are also encouraged to
further rewrite "completed" papers through Heston's policy that
the initial grade assigned may be replaced with a higher grade
if the revision merits it.

All of the writing and rewriting hLas a purpose, according to
Heston, which is to concentrat: on clear, logical, effective
communication as a means of understanding history. Student work
is constructive.y critiqued throughout the course and students

are shown the benefits of multiple revisions.

In teaching a basic history class (HIS 160) as a Writing-
Emphasis course, Robert Young uses three kinds of "writing to
learn” assignments combined with progressively more difficult
formal assignments. Young believes in the necessity of
emphasizing writing in introductory courses. As he puts it,
"Virtually all students taking HIS 100 are freshmen. Of these,
approximately half are simultaneously enrolled in English 000.
Therefore, we expect our efforts to reinforce, albeit within a
discipline, essantially the skills dealt with in ENG 000 and ENG
120. Our particular emphasis relates to enhancing wricing
skills in note taking and essay writing in the context of
examination skills."

Young's syllabus cails for weekly writing drills, which are

writing-to-learn activi.ies that become more difficult as the

<
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semester moves along. Tnese drills support his more formal
writing tasks and his course objectives. The first dr.ll is to
have his students familiarize themselves with note taking; they
choose a "notebook partner" to share notes and enhance note-
taking skills for the first two weeks. Later, the notehbooks
will be collected and eva.uated.

In weeks three and four, Young's students take sample
quizzes to help them develop clear and concise sentence struc-
tures. These quizzes are collected but not graded. They are
ajzo evaluated in peer groups and discussed in ciass.

By week fiie, when the first of three graded quizzes will be
given, students are expected to write in clear, coherent senten-
ces because of the preliminary drills. The quizzes are dis-
cussed in class after the, are graded and returned.

Beginning with weex 3ix, the writing assignments becone
longer and more frequert. Students must now write in complete
and coherent paragraphs. Week six also marks the peginning of
weekly writing assignments about >urse readings, and these
wrritings require a personal critique at «. offic . appointment
These writing tasks and conferences will continue 'intil the end
of the semester.

Young feels comfcrtable with the idea of "writing to learr"
and with gradually increasing the difficulty of writing taslks.
In adapting assignments to the level of his students, in this
case freshman who are taking ENGC 000 or ENG 120, Young can

incorporate writing with his course material without the

]
e )
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disadvantages (for instructor and students) of requiring longer

papers.

In MAT 350, Foundations of Mathematics Education, which
presents methods of teaching math in schools, William Seybold
has his students involved in four different writing activities,
all related to the teaching of mathematics. 1In writing, they
plan and explain a math-lab exercise suitable for a secondary
school classroom. They read, summarize, and react to articles
from journals in mathematics fields, and _ome of the better
summaries are presented during class as examples of good
wri’ ng.

Students also do a large research paper which addresses a
particular trend, past or present, in mathematics education.
The paper must describe the trend precisely and present anthor-
itative information which explains the trend and reveals its
implications. Form as well as content is important here:
sentences and paragraphs must be well constructed and formatted
and all references b. documented by footnotes and a bibliogra-
phy. Poorly written papers may be resubm.tted, but the new
grade will be no higher than a "C". Seybold tries to eliminate
the resubmission of poorly written papers by providing papers
from previous semesters to serve as m-dels of acceptable form
and content. Also, he makes himself available to the students
for conferences and constructive criticism to help improve the

papers as they are being composed.

M
w
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Seybold's tests also emphasize writing in a novel and
productive way. The midterm and final exams take the form of a
controversial guestion in mathematics education which the
student is to argue either pro or con. Since this .ype of exam
is expected to take considerable thought and research, students
are assigned the question in advance and prepare a written
response. Then, during the exam hour, they debate the question,

after which the written responses are collected for evaluation.

A Business Administration major will do much writing in the
business and marketing classes taught by S. Reed Calhoun,
Richard Murray, and David Paden (MGT 402: Organization Theory
and Behavior:; MGT 4C5: Business Policy and Strateqgy: and MGT
408: Business and Society). Their students are responsible for
preparing several "case studies" of different companies,
products or services. Case studies require many hours of
research and writing, and in most classes an oral presentation
must be given along with the paper. The vpurpose of these long
assignments js to enhance a student's ability in writing such
reports in the world of business.

Some classes require three to five papers of 8-10 pages with
presentations for each, while other classes concentrate o.. one
long paper, usually over .0 piges, with presentations along the
way. Both kinds of classes have written tests throughout the
semester.

In most of the Business Administration classes, students

C: v
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work in groups of four to learn hcw teo share the work equall /
and also to bounce ideas off of each other to produce a better
paper. However, when a Business Major reaches the senior year,
he or she will be individually responsible for a paper and

presentation.

lredieval Music (MHL 340) as taught by Sterling Murray
requires two take-home essays and a research paper. Murray
assigns his essay questions in advance and expects his stude:is
to organize a carefully thought-out answer that addresses the
quest.ions accurately. He provides advance samples of acceptable
and unacceptable 2ssay answers. In addition to content, Murray
is also looking for correct use of spelling, grammar, and the
ability to construct -lear and coherent sentences and
paragraphs.

The research paper is pursued in stages, according to
Murray. First the student will select a major topic in con-
sultation with him and then give him a propectus. After he
approves the topic and permits the student to begin research and
note-taking, he reviews the notes in periodic conferences. Then
the student hands in a rough draft for formative evaluat ion.
which consists of helpful comments and suggestions for the firal
draft. To further assist his students, Murray places on reserve
at the Music Library a previously written research paper as a

model of correct format.
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The Nursing Department offers a ten-credit course,
Adaptation II (NSG 311 & 312), that runs over a full year and
has a heavy emphasis in writing. Half of the year is dedicated
to theory, and the other half to clinical work. Both halves
require a great deal of writing.

Several Nursing faculty teach the course collaboratively.
The clinical segment calls for students to submit a weekly
journal of their clinical experiences, to prepare a comprehen-
sive written evaluation every four weeks tha. describes and
assesses their clients and their future treatment plan:, and to
submit a term paper. While writing this paper, the students
must meet with their instructor for a conference. A rough draft
must e submitted for comment before the final draft is due.
Again, to assist the students in their writing, differeni: models

of writing are distributed.

The theory half of the class builds upon what was learned

and experienced during the clinical session. Here students

refer to the journal kept during their clinical experience and

clarify the events by adding their own feelings, 1deas, and

opinions. Students must come up with their own nursing care

plans to fit their patisnts, document what they are doing with

their patients each day so that others could follow, write a

term paper on a nursing treatment plan that they used on two of

their clients during the clinical part of the semester, and do a

variety of free-writing activities. The free-writing tasks are

assigned regularly by instructors to introduce a new topic,
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summarize an old one, or allow the students to react to a film
or lecture.

In Nursing 311-312, clear and coherent communication among
students, teachers, and clients is extremely important.
Effective writing is essential in the health care field, ana
through these classes students learn not only how to take care
of people, but also how to share that care with others through
writing. Twc Nursing faculty, Susan Slaninka and Xathlien
Devlin-Kelly, participated in the first Writing Program summer
seminar in 1978 and have been instrumental in emphasizing
writing in Nursing 311-312 as well as other departmenrtal
courses. Their article, "Writing Acroc<s the Curriculum, "
appeared in the February 1981 number of the the Journal of

Nursing Education.

PED 100, Foundations of Physical Education and Sport, taught
by Mildred Greenwooc. and other department members, is a general
education Writing-Emphasis course that stresses good writing.
Each class is introduced to tne professional organizations and
journals in the physical education field, and students write
article abstracts from three different journals that relate to
the material being taught in the class lectures. Students also
wiite a documentation of a field experience that could be an
interview, a professional conference, or a workshop. 1In
addition, students are required to write a short personal

philosophy of education. Another skill covered in this class is

bo
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how to draft a resume and cover-letter to a possible employer.

Lauren Meiswinkel takes another unique apprcach to wWriting
Emphasis in a general education Philosophy class (PHI 180),
where he mingles "writing to learn" techniques with more formal
writing tasks. Meiswinkel's students write a diagnostic paper
at the beginning of the course, which is used as a pretest to
evaluate each student's writing ability. Later in the course,
the students write a four or five page standard research paper
that in process is evaluated by peer groups. The students are
also required to answer essay question on tests.

Meiswinkel systematically applies the "writing to learn"
method to traditional academic writing. He provides the stu-
dents with examples of both good and poor writing, holds peer
group meetings, sets up conferences with each student, and
requires trat at least one rough draft be turned in with every
paper for e.aluation and helpful comments before a final draft.
By these methods, Meiswinkel believes, students improve their
writing. He works with them rather than just giving them the

assignment and letting them produce on their own.

In his course on The American Presidency (PSC 359), James G.
Smith makes writing a part of his teaching in several ways. As
a daily regimen, he has his students summarize class lectures

and discussions throughout the semester. These are collected.

Smith's students also write a term paper, which is critiqued
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throughout the semester by peer groups whn offer comments and
suggestions for revision. Smith provides examples and guide-
lines for the papers, evaluates and discusses thenm in class, and
if necessary asks for rewrites. Smith then assigns each student

to read another's final paper and write a reaction to it.

Patrick Luck uses five ¢ fferent kinds of writing in his
Introduction to Sociology (SOC 200). He gives five essay exams
which he grades for grammar and spelling as well as content.
But beforehand he provides examples of good, average and poor
essay answers and discusses the criteria that influenced their
evaluation.

All of the other assignments are related to either the text-
books or class lectures, so Luck feels that they do not require
excessive planning on his part. Students rewrite in paragraph
form their notes from his lectures on “Theoretical Perspectives
in Sociology." They read the textbook chapter on "Love and
Property" and then draft a letter to an imaginary friend who is
about to be married, in which they must explain how family
relations are relations of property. They then write a brief
essay analyzing some aspect of their own experience from a
sociological perspective.

Additionally they read and answer a journal article that
addresses a social problem. Their answers are written in essay

form and must criticize the article as a statement of sound

reasoning, noting the positive and negative aspects of the
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argument, it. definitions, evidence, cause-effect relationships,

value judgements, and its pr ‘rosed solurions or lack of them.

Latin American Culture and Civilization (SPA 322) tauaht by
Erminio Braidotti combines "writing to learn" with traditional
modes.

The syllabus calls for mandatory and optional writing tasks.
Mandaiory are a book report, a research paper, a reaction paper,
and a four-part letter done the first day of ciass. Additional-
1y, students are to choose four of a number of optional writing
tasks: Keeping a log of “he class; keeping and explaining a
cultural folder; interviewing a foreign person on matters agreed
to by the instructor; explaining a cartoon or a joke; analyzing
a Latin American country or comparing one to the U.S.:; doing a
critical observation of La culture; attending and reporting on a
LA cultural event; that is, pinpointing in literature some of
the pajor points discussed in class (culture through litera-
ture); and reviewing course (what the student learned). Rather
than select apparently easier tasks, students must spread out
their choices almost equally among the ten options.

Braidotti developed this syllabus after participating in a
Writing Program workshop ara is pleased to c“fer his students so
large a choice of items to write about. He believes that it is
easy to find some interesting writing to do in his class. To
help his students improve as writers, Braidotti offers samples

of good and bad writirqg and has conferences with them about

to

31




Faculty landbook/Writing Pragram

their papers. 1In all of these writing assignments he stresses
correct grammar, spelling, and punctuat on, as well as content.
Braidotti's final exam is related to what was done on the
first day of c.ass, when the students wrote as pen pals to
explain U.S. culture to a "foreign" person. On the same day,
they wrote what they knew about LA culture, and what they
expected to learn from the course. During the final exam, the
students are asked to write an organized essay about what they
indeed had learned. Braidotti finds that students generally
learn a considerable amount about the LA culture, and that in

most cases their writing ability also improves.

In a Communicative Disorders class (SPP 107) taught by
several members of the department, students learn how to do a
case study of a child with speech problens. They are required
to write two letters to an imaginary clinic one asking for
permission *o evaiuate a child, and the other thanking them
after the evaluation.

Once that is accowplished, each student is required to
deveiop a case history for their child, to research and develop
tests for that child, to select and evoaluate the materials
chosen, to prepare a transcript of the child's speech with the
abnormalities aefined, and to provide a dialogue to be employed
for parent interview. Each student must also make an oral

presentation te accompany the written report.

Students thus learn how to write a case histc y. how to
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develop their own tests or use already existing tests to help
their child, and how to talk with parents of a child with a
speech disorder.

They also learn how to listen carefully, because each
student also has to prepdre a transcript of the child's speech
that documents and explains the child's nroblem with articul.-
tion, phonation, and language. The student must stress etiology
as well.

A closely re.ated class, Clinical Principles (SPP 350)
furthers the ability to write clinical reports. 1In this class
students are required to observe ten clinical sessions and write
a summary report for eac These reports are critiqued and re-
turned. Students also learn how to wrile a clinical report,
which is vital for a student interested in working at a speech
or hearing clinic. Additionally, each student must take notes

to be used later in writing surmaries and for essay tests.

O ‘ 68




Att ichment A
Writing Program Committee Functions;
Current and Former Menmkers
The Comm*ttee screens course proposals i1c - the Writing-

Emphasis designat.on, sponsors faculty and other activitics n
support of writing, and acts as an advocate for the writing-
emphasis program. Members serve for two years. Meetings are
Peld at least twice a semester. In addition to student menbers,

urrent (*) ard former faculty members include:

Marshall Becketr (Anthropology)* Allen Johnson (Geology) *
Jay Browne (English) Breat Kaplapn (Phvsics)
Uel Combs (English) Elizabeth Logan (Psychology)
Kevin Dunleavy (Economics) John Lowe (Physical Education)
John Eberhart (Communicative William Overlease (Biology)
Disorduors) * Helen Rcid (Chemistry)
Maryanne Eleuterio (Bioloqgy) Mary-Anne Reiss (Foreign
Bonita Freeman-Witthoft Languages)
(Anthropology) Arlene Rengert (Geoyraphy)
Howard Freeman (Spec ~1 Educatio. \=* Rolert schick (keyboard Mus.c)
Phyllis Goetz (Health) Leigh Schafter (S~ciology)

Mildred Greenwc 1 (Physical Education) Susan Slaninka (Mursing)

James :abecker (Childhood Studies) Fredericx Struckmeyer
Robert Hawkes (Phvsics)* (Ph1losophy)

Thomas Heston (History) Shirley Walters (FEducation)
Walter Hirple (Philosophy) Stanley Yarosewicx (Physicy)
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i. bevelop a "writing summary' (samples on reverse of thia
sheet ) and have it approved by your department chalrperson.

1
|
!
|
|
2. Complete this form and send it With your "writine summary* to |
Lthe Writing Program Jtrfice, FPhilirs 210, c/0o Rubert Weiss. }

|

I

[

!

|

|

3. The: Writing Pregram Committee Will notify you and your
department chairperson of the approval.
4. ienerally, approvals within the tiret month of a semester

Will permit a course to be listed with the ‘W* designation for
Lthe tollow gemester, |

—— - - ..._________-..____-_._--..._.__—_—.—__-.____—_____.-—____..-_.__—_..___.....__ - ——

YOUR NANE CAMPUS PHUNE EXT.

T1ILE Ub COYRSE

FREFIX AND NUMBER OF COURSE .

PERTINENT INFOKMATIUON ABOUT THE COURSE (optional>d:

Please cneck all bracketas:

L J The "uriting summary”™ I have submittod w.t ., this checkijac

reflects how writing will be used to enhance the learning
vf the course content.

L 1l Hly course plan or €1labus incorporates Wrricing - taivities
recommended by the Writiag Program Committes.

{ ] [ wa1ll ACCOMpea.y course assignments with caretul instruetion
concernag ng technliques of composgition (e.g., lLugic, movement
trom one idea to ancther, use of evidence, tone).
HUTE: 1t is strongly recommended that students be paiven
examples of superior and inferior writing ot the particular
type 1 equested in an asglgnment,

L ] I 111l provide students with conatructive comments and
suggestions on their written moterlal to encourage subsequent

tinprovements in ex ression and organization.

I have revie.od this course: and approve

Departmenat 1} 1 son

| lhe Writing Program Fponsors workshops and gseminars to aid taculty |}
] members in developing a writing emphasis fo their coursaes., All ]
] faculty members are notr¢ied of these events. Im additson. Writing|
1
i

PFrogram Committee memoers Wwill provide individual assistance upon |
request,
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C. Tooucht Pearticn Pacers - Femured assigrne 1t

Smudents write two thougnt react:cn paers on the same sibject, cne
at e pejinning of tne sevester and a second as the erd.

3.  Ammcles - Required assigrment

a cood bosiness letter and
o Beicre the letters
caments ard

After navaing read ten professicnal per -:Xl.&l art:cl. s, students are
asxed to identafy and to explaln tne foin po:nts of each artacle,

E. l'z"gr Written Prolect - DRem cuired letter-gra’ g assigmment

for writing the grolect and
Tusent

[

tudents are providad with cuadelines
are given the opportunity o review cood and ex.ellent
capleted in previous semesters.

u
3
i

Svoles of campleted writing assicents are brouzhs b:::)' =0 class as a
recllar CoOUTSE FITIvity in wnich students are asked to reaa aioud passates
or answers thal are well written. On all written assigrments, student work
cted for spelling and grarmar errors, and carents are rade about
carestion,  When a stefons's Larer co—‘t:r:; numervss spelling errers,

e zogent 1s es<ed to sthmit a list ©f ‘ne same words me.led ccrrectlv,

Taoents W0 are wolle to enpress tnelr .oeas prcficiently are advised <o
elect LlZiticnal wTiting onarses,

~1
o




SOMY. RPECOMMENDFD WRITING ATTIVITIRS

Requiring evaluationr by the instructol

1. Assign a writing exercisc 1n which shidents address ne cr more
audiences. For exarple, students could write a let*er to a
congressioral rey entative on a topic discussed in class, or they could
corpese a paper for a professional audience with 2 Yriefor rorsien
for the pcpular press ©r a 4th grade ~'2 sroam.

2. Initizte a corraspondence, dialoguz, or Jehate cn g o ject by having
students exchange altermmate written s*atciynts aad LOBIONSOS

developed successively from a topie you assign.

3. Have students summarize a technics? riewc {article, ctaster) in iore
general and less formal terms.

4. Supervise and reviev the building of a research paper a2t each stage of
develc,rent. The final version will le ruch better--and less work to
reac--1{ vou have apprerd a prosyectus, n outlire, and a first draft.

5. Have stidents read sevnral literatume searches {or roviews of the
literatare) and then cergose one of thoir own from soaces you select.

6. Frphasize writing tasks *hat call for anal, s5is of a process or analysis
of causes or effects, and have students arply readanqe at each stage of
the analysis. Providas exarples beforchard.

May he accomplished with o: withizur adiiticnal evaluation by
the instructor — "

1. Ask students tc rourit heir notes an parsgrarh foim.
2. Ask students to writc parasrarh srwaries of their read:nn assigqrrents.

3. Discuss the charact-ristics of wr.otin, &= in ymur ficdidr abstracts,
reviess, research articles. ete. Expiadn the hows i i

:
to a profer Lonal avdiones,

u_.
5

Q0
=4
il
B

3

a

4. Guive an oditing myerioica, 2y oL ry L, aiter 2 ornrtored anstracting

I81quraant or readi g asciwrent hord ove o ~orly written report and
ask st.dents to Lygroow b,

5. Use peer review winrover 1t crems o fakle, e~y o1l ly for shorter
Writing assiagrevaats . Tioant o cieg on - swribirg tao ke ean be tallicd.

Other suggesticns

— et e

21 10 F A P \ s . . R
1. C}Ve brief and . . . Lowssin womre it qaciarment v osehich ok "what
did: I lezrn akev Pl
2. Appointf & atudent romr et e L 'o rocod v leg coen L L. Post a
eory of the log on vour ofriee . r

| 3. Inany writing ass.omont Speci iy car~fully what yod mran by cuch termg
’ as trace. disouus, explaun, cot e, and defane,
4. Beforé an essay tost, dicrribute somple answers o P5uy pxars and
explain what constituteg o foreoer, amrage, and inferios response-—
not just in content ar 1o clarity ard precision of evpression,
5. Assign a "mock" es3m

r 33aY qrestion 572 that students can practice responding
to it.

&. After an 28say tesh,
1 exam questions.
F TC read aloud in class,

Aruitoxt provided by Eic:

review the wry ang done on selocted actnal resay

For exanyla, you mav pick one or twn cood answers to

i
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WRITING PROGRAM NEWSLETTER

i SUPPORTED BY THE NATIONAL ENDOWMENT FOR THE HUMANITIES

NO.3: PEER CRITIQUING

Most faculty agree that writing
should be encouraged, but many avoid
giving the encouragement, After all,
someone has to grade all the papers
that are written. There 1is a method,
however, that allows an instructor to
encourage more writing but keep
evaluation at a tolerable level: peer
critiquing. Not only does this tech-
nique help reduce evaluative presgire
for the instructor, it also helps re-
duce the pre.sure many students feel
about their own writing.

Peer Critiquing In Operation

The method is a simple one,
You should request that a rough draft
of whatever has been assigned be
brought to class on a Particular day.
Emphasize that only the student writ-
ers will see the draft, that you are
not concerned with grammar and mech-
anics at this point in the paper's
development, and that the papers will
not be graded. The class should be
divided into groups of three; include
yourself in one of the 3droups to help
relax the atmosphere. Each student
should read his Paper aloud twice,
while the listepers answer two quesw
tions: What impressed you as inter-
esting? Where did you want more
information? Also emphagize that the
lis*eners are to make no value judge-
ments; they are to confine themselves
to answering only these two questions.
Rep -t this process for the other two
Students, so that all three will nave
read their rough drafts. The whole

exercise should take about thirty
ainutes, :

Follow-ug

This strategy has several advantages
but above all elge 1t 1llustrates for the
Student that writing 18 a process, one
that 1is as importat as the finished pro-
duct. To further emphasize this you might
ack your students to do arother cricique
of the same paper (in different groups) in
a few days. After the second critique, en
courage them to read their final drafts
to friends, asking these people 10 answer
the same two questions. This way it is
possible for a gtudent to have *!.ee crit-
iques of a Paper before it 1s submitted
for the instructor's evaluation.

Regults

Most students experience s shift in
attifude toward writing as a result of
peer critiquing. The fear of rejection
is lessened; ro value judgments are being
made, but the content and organizational
skills of writing papers are being re-
fined. 1In addition, by providing several
writing opportunities, the student's
writing confidence will increase. With
perseverance and encouragemert, you should
be able to measure an increase in writing
competency,

Michael Peich
English Departr nt

NOTE: The Writing Program office has
teen moved to the Library's old entrance-
way. Please remind your student. tc
cnter from the Quad.

PLEASE SHARE THIS NEWSLETTER WITH YOUR COLLEAGUES.
ANYONE WISHING TO RECEIVE COPIES SHOULD CALL BOB WEISS AT EXT. 2135

iy
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HO. 5: THE ESSAY EXAM:

Attachmert |,

LIGHI CANDLES, DON'T CURSE ThE PARKHEDS

Are you salisfied with student
perlformance on essay cxominalion.? Lt
not, here is an idea that might help you
to improve their work.

Geleel Lhree or four student cusuy
answers of varying quality--from excel-
lent to poor--frem a previous examination.
About three sessions before a scheduled
examination, reproduce the questlon and
the answ~rs, exactly as they were written,
for di'.cribution to Your students. Ask
the students to read and evaluate each
nnecer, "A" Lhrough "FL," and to be pre-
pared to state why they awecded a parti-
cular grade, 1In general discus..on,
arrive at a class consensus cii the
quulily of each enswer gnd the specific

attributes which separate excellent from
poorer responses,

Then assign the sludenls an essay
question to be completed at home and pre-
sented at the next clrag meetinp. At that
Lime, notc Lhe gludentls Lo exchungee -
swers with a c’assmate and to evaluate the
response arcording to the criteria on a
"Peer Critique Form” which asks questions
similar to those below.

1. Does the answer relate to the question?

2. Do you find any contradictio.s or
eirors which weaken the answer?

3. Are the main points stated clearty in

the answver?

Are the main points supported with im-

portant examples, 1acts, or references

from readings snd class discussion?

5. List the important ideas or pointe
cuitted from the answer.,

6. Does the answer contain'a conclusion

b,

that relates {he tesponce Lo the
slrniClennt pointe 1ajued by the
question?
7. Do the paragrapls begin with a topice
sentence that shntes - ma Yor
Do Lhe senbences mnee e
9. Has the author uced general words o
phrases wheres sne/he could use more
specific ones? (Underline those
wards or phreses; cuprrest, allernn-
tives).
Proofread the I'aper for the authot

end indicate spelling, punctuation,
and mechnnienl probiom:,

waint,?

(o=}

10.

Once the students have compieted the
critique, the papers and commenls are
Lo be returned and discusied willh Lhe
author by the peer evaluator.

Finally, you might want to collect
Lhis materinl and review il with o eye
to isolating one or two common failings

that should be discussed in subsequent
classes.

This exercise is
poor essay examinalion
to sey. But it should equip most stu-
dents with the ability to cvaluable Lheis
own work againstl generally accepted stan -
dards, and it really should stimulate
higher levels of achievement on subse-
quent essay examinations.

no cure-all f{m
performance, sad

John Turner (History Dept )

PLEASE SHARE THIS NEJWSLELIER WiTH YOUR COLLEAGURS.

ANYONE WISHING TO RECEIVE COP

LES SHOULD CALL BOB WEIES AT EXT. 0281




NO. 6: WRITING TO LEARN.

Whenever we have a need to explain a
complicated idea, or to help make an idea
¢leur, or Lo help remenmber, we comnsaly
reach for a pencil and paper. We assume
that writing an idea down is connected to
making it more clear, to organizing our
thinking, toc helpine us remember, to learn-
ing. This is such : common-sense assump-
*icn that much of sche ling 1s based on
it.

Hypotheses Trsted

One of the results of last summer's
writ ‘ng workshop is a series of studies
desipgned to collect empirical data to
measure and describe the relationships be-
tween writing and learning tha* are psart
of that assumption. These studies focus
on a set of specilically defined writing
"feedback" teacniig techniques and how
they affect the learning of college stu-
denly.  Welllng "fec bucek” 1n Lhese
studies consists of assignments, however
brief, in which students regularly re-
spond in writing to couise material. A
pilot study during Fall 1978 and simul-
tanecus replication studies during Spring
1979 (using a quasi-experimental non-
equiveent comparison group design and
analynes of covariance and chi squarc)
test tue 1ocilowing four hypotheses:

1. The more you write, the more
yYou learn;

2. Ideas written about will be
learned mcre clearly than ideas learned
without the help of writing;

3. The more you write, the better
you write; and

‘. The more you write, the more
you enjoy writing.

Attachment .3

LEARNING T0O WR ., T¥

Design of the Stuly

Fifteen professors teaching two
seclions of Lhe same cluss in o wide
variety of subject matter areas are
using one section as an experimental
group and the other as a cowparison
group. Both sections are taughl Lhe
same subject matter using the same teach-
ing techniques, except that in the ex-
perimental group si-nificant ideas to
be learned are being written about using
the designated writing feedback tech-
niques, while in the comparison group
they are not. All classes are being
pre- and post-tested on achievemenl in
subject natter, writing skills, and
attitudes toward writing. The students
in the experimental groups are being
asked which idess they learned mest
and least clearly. Chi square com-
parisons are being made betwe n ex-
pected frequencics und aclual Lic-
quencies among written, non-written,
most clear, and least clear ideas
learned. Analyses of the data for
the fall pilot study show that written
ideas were the most clearly learned
and that non-written ideas were learned
least clearly. The difference wa:
significunt beyond p = .0C1. The
studies were designed by R. Weiss, 3.
Walters, and L. Kurtas with help from
E. Peters, M. Higgins, and others.

Shirley Walters

(Secondary Education/
Professional Studies)
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-~ ALTERNATIVE WRITING ASSlGNMENI§ -

by Susan Slaniaka {(Nursing)

Writiag assignments in many college Case Studies . . . Using case study
courses have taken the traditional form of Presentations as a crstalyst for a writing
compositions, essay examination questions, assignment can be very effecti.c. Case ,
Or term paper assignments. West Chester studies that are relevant to the students' !
University faculty writing workshops have Program of study can enhance interest in
presented a varie.y of other cptions for the topic area and encourage writing.
incorporating writing into their courses. ,

Presented in this newsietter are a Egg;:ggjtiguing + « « Excluding the . .culty
number of alternative writing assignments member fron some assignments can have posi- )
that have been successfully used by West tive outcones. Students can be assigned a
Chester faculty. It is the liope of the written task and then divided into small .
Writing Program Committee that some ot groups for a peer critiquing exercise. This J
these ideas may be helpful to otheirs as can he particularl: effective for first

well. The committee also hopes that you
will assist us in our efforte by r aviding

additional suggestions that may be dis- True-tc-Life Assignments . . . One parti-
seminated via this newsletter.

drafts of term paper assignments.

cularly important ac:ect of a writing

assignment is making it practical and rele-
vant to the "real 1ife" situation. Finding
assignmen:s that meet this criteria in each }
discipline can be very exciting for students !

Summarizing Class Lectures . . , For stu-
dencs having difficulty with testing situ-
ations, summarizing daily class notes can

be very beneficial. The students are then and facuity al ke. *

forced to review the notes to clarify and ‘

then synthesize the material and make it i

more meaningful for studying. — -

Exam Question Writing . . . Several faculty Facuity members with additional suggestions \

have allowed students to write evamination about improving student writing may contact

questions. This role reversal is not only Frof. Slaninka or any member of the Writing

beneficial ag a writing assigr~eut, but also frogiam Coimittee;

increases the stundents' understanding of how Department

difficul: a task this is. Problems of level

of difficulty, ambiguitr, and content selec~ D. Charters Phys. Ed.

tion quickly become as apparent to students U. Conbs English ]

as they are to faculty. K. Dunleavy " Economics .
W. Dverlease Chemistry

Free Writing Exercises . . . This concept is A. Rengert Cov't./Planning ‘

a partEcularly useful tool for encouraging L. Shaffer Paychology

studerts' wrlting because it {is non-evalua- F. Struckmeyer Philosophy

tive. Students can be asked ro respend to B. T.umbore (Student)

a questi- 5, statement, or idea as ; irt of an R. Weoasg English

introduction to a topic or as a peer-sharing !

exercise. P — R

Journals . . ., ke emphagis in a journal Ve have rejuvenated the Writing Program {

assignment is to allow students to evpress Hewsletter to provide faculty «1ith .

their ideas, feel. gs, and thoughts in their additional assistance 1in helpne students

own style. Quantity rather than quality is to wvrite a9d learn. Ve Invite your

important in a journal assignwment. Faculty comments and your contritutiors for

should refrain from marking journals on ,pell- our future issues.
ing, mechanics, or punctuation.

-1
-~}

Aruitoxt provided by Eic:
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WRITING PROGRAM NEWSLETTER - no.”1]

Busain Slaninka (Nursing) has been
Invited to share with you some wri ting
activities that are required 1n her
depar tment You may fi1nd same ot these
activities useful tor or adaptable to
your content areas. Because of
lLirmited space, she has not 1ncluced
all ot the writing activities 1n the
Nur c1ng Department.

O

‘the nursing students publish each
semester a HS Newsletter for their
peers. Iwo seniaor students serve as
co-editors of the newsletter and
repor ters are selected from each
tlass. In this way, many students are
tnvolved 1n the process of writ.ng.
The newsletter has become a major
means of communication among the
n sing classes.

s an addition.. 1ncent:ve to
students, a Writing Award ‘as
established. ithe main objective of
this award 15 to recognize and
aclnowledyge outstanding achievement 1n
wrlting. Students are ashed to submit
bolh nursi1ng and non-nur S1Ng papers
fur conevderation by the Wri1ting Award
Lommitiee. All other exanples of
writing are also welconme.
are g1 ven each
aibd one to a

Two awards
year——ore to a junior
seni1our. The winners’
names are dicplayed un a per manent
playue 1n the “Nursing Depar tment.

lo emphasize writing as a process,

not o .t as a pr oduct, studen.s are
ashi 0 submit a first draft aloag
w1 th written self-evaluation af the

dr att n the due date. Peer evaluation

LRSS 5 are then scheduled so that
prers  ar. g1ve feedback to each other.
Studer.(s can also choose to meet wit
a faculty member faor additional
gnrdance. 1f this aption a1s taken, a
writing evaluati1on conference 1s
dl’l’élhl(__]e(]. laculty are discour aged { om
E TC«151vely "marking up" the papers.

Rather, they are encour aged to give a
cummary ot constructive criticism to
the student. This form of evaluatian
has been found to be a more

satisfactury method of
students’

evalue .1ng
wr s ting.

Nursing Lire Plans

A major responsibility of the
nursing students 15 ta utilize the
nursing process 1n a var ety of
clinical settings. For each client
assignment , a nursing history 1s
taken, a physical exam performed, and
nursing diragnouses develuped. Students
then collaborate with clients to plan
spec1f1c guals and
Evaluation of the plan 1s the last
stage 1n the prucess. At this time the
student analyzes the effectiveness of
the plan and makes necessary
revisions.

inter ventions.

the concept ot free-writing 1s
introduced during lectur es and 1n
climical setting.
two erample= of
techniqgues:

the
The follovwing are
this very useful

Beftore the first clinical day,
students wero asled Lo write for fave
minutes on "how they felt about qoing

1nto the clinical
of pre-conference time to share thear
feerlings with their peers proved to he
very benefti1cial. Students were guicl
tu discover that the amileties they
wer e enipes 1encing wer e not at oall
unigue.

ar ed. Uti1li1zat1on

One faculty member
class write about the changes they * ol
perceilved 1n themselves and changee
they expected tou aoccur over the et
semester . This inteqgrated the con-ept
0f change 1nto the lecture.

had students 1n

Susan C. Sltannla
Depar tomenlt of Nur sing

L8
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WRITING PROGRAM NEWSLETTER

NO. 12: DESIGNING ES5AY EXAMINATTONG

There

is more to taking essay exa'.s
than knowing the fa tg. Often, some
students do better than others not
because they know more but because
they express themsel ves betier.

Instructaors often complain that
students write their worst on essay
examinations. The pressure of an
examination discourages good style.
But the chief weakness of examination
answers 1s not that they are
unpolished or ungrammatical or
awlward; it 1s that they are not
composed at all. Many students do not
first plan what they want "0 say. Too
often they begin to write without a
clear purpose and assume that as long
as they are writing they are somehow
answering the question. The result is
oflen an answer that 1g irrelevant,
unclear, and even selfvcontradlctory.

* * * * *

The checklist below su.amaril1zes sgme

consi1derations 1n designing an essay
question:

CHOICE OF TASH

1. Does the guestion test the
students” under standing of s1gni ficant
cour se content”

2. 1s the guestian sufficrently
focused to allow students to say
something substantive 1 the ti1me
al lowed™

AN ESSAY

Flease announce tg all of

December 5 at 3:730 to 4:20 p.m.
to 12:00 a.m. Location

Hardee ' 's areal), secnnd floor.

EXAMINATION WOR SHOP FOR S1UD

your classes that a one-hour wor kshaop
on preparing for writing essay examinations

and repeated December & at 1i:00
w1ll be {_awrence Center, Koom 1095 (old

~
g

3. Is the question
a4 sequence

assi1gnmentg

the end point of
of previous wrating

ur other preparation”

4. Dues the question allow students
to synthesize ther learning, mate new

Connections, or see the material 1pn a
new way?

WORDING

1. Is the task clarified by exact
as trace, compare,

use of terms such trace,

explain, justify, etc.” (See the list
bel gw.)

<« Are any steps in

tha writing tast.
spelled out clearly?

3. "7 there enough
that students can imm
their answersg without

figuring gut the
qQuestion?

context given sg
ediately plan
spending time

demands of the

4. Would it be appropriate or
helpful to frame the question ag

a
si1mulated pProtessignal probl ea

EVALUA T ION CRITERLA

1. Do students
worth of var 10ug
quest:ons
time well”

know the relative
questions or parts of
50 that they can appor ti1on

ol
L

Do students kriow the crateria by
which

their ancwer g wi1ll be graded~
{over)

ENITS

will be held on




The words thace follow arz fregquently
used in essay examinations:

SUMHARIZE: Sum upj; give the main
points briefly. Summarize the ways in

VALUNTE: Give the good points and the
ad ones; appraisey give an opinian
egarding the value of; talk over the
dvantages and limitations. Evaluate

SUNTRAST: Bring out the points of
Pi{{erence. Cantrast the naovels of

EXFLAIN: Make clear; interpret; make
plain; tell "how to do"; tell the
meaning of.

DESCRIBE: Give an account afy
about; give a word picture of.

Giza.
DEFINE: Give the meaning of a word or
cancept; place it in the class to
which it belongs and set it ff from
other items in the sa.e class. Define

COMFARE: Bring out the points of
similtarity and points of difference.
Compare the legislative branches of

DISCUSS: Talk aver: consider from
varions points of view; present the

di fferent sides of. Discuss the use of
pesticides in controlling mosgquitoes.

A tachment 1.7

CRITICIZE: State your opinion of tha
correctness or merits af an item or
1ssuer criticism m.y apprave or

use of alcghol.

JUSTIFY: Show good r asons for; give
your evidence; present facts to
support your position. Justify

TRACE: Follow the course of: follaow
the trail of: give a description of
progress. Trace the development of

televisian in school instruction.

INTERFRET: Male plain; give the

meaning of; give your thinking about;
translate.

FROVE: Establish the truth of

samething by giving factual evidence
or logical reasons.

up an, ther praduct.

ILLUSTRATE: Use a word picture, a
diagran, a chart, or concrete exannle
to riarify a point. Illustrate the uce
£ cattnults

af wxander

» *

The Writing Frogram pffice aleo has
copies of Newcletter No. 5, by John
Turner (History Dept.), which pr esents
a useful way to teach essay
axamination shille in contint courses.
Call Ext. 2277 far a copy.
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What Happened in the Summer Workshop?

Provid.ng more emphasis on writing
and thinkfng skills in their courses is
the best way to help stucents become
CLetter writers and thinkers. Fourteen
Vest Chester University faculty con-
cluded this in a two-day faculty work-
shop in late May under the sponsorship
of the Faculty Development Committee
and the Dean of Arts and Sciences.
Based on learni:.J logs submitted by all
participants from the departments of
Physical Education, Art, Health, Psy-
chology, Communicative Disorders, Busi-
ness Administration, Chemistry, and
Childhood Studies and Feading, the
event was well worth the time invested.

"Why is writing so difficult?”" This
question began the workshop. Answers
included the difference hetween speech
and writing and the variety uf audien-
ces and writing styles. Gai' Hearn,
Riology Department Chairperson at
Beaver College and co-author of the
discussed the a licatlon of writing
assignments in her discipline and how
writing can be adapted to any field of
study. Hearn notwed that surface er-
rors, punctuation, and spelling are
students’ problems, not professors’.
Time should be spent on format, the
significance of the writing, and the
idea of audience (who the student in
writing for). Hearn encourages the use
of peer -eview an. self-evaluation in
lessening the burden on prnfessors.

Over the next day and a half, pre-
sentations by Bob Weiss and Leigh
Shaffer covered evaluation, creation of
specific writing assignuments, and lear-
ning-centered writing. Participants
discussed their purposes for writing,
designed specific writing assignments,
and considered new or revised writing
emphasis course summariec. As a re-
sult, they developed ider= they wanted
to try in classes and were thinking of
restructuring course requirements.

The learning logs done by the group

reveal much enthusiasm and many new
insights into writing across the curri-

culum. The participants seemed eager
to try new approaches utilizing more
writing tasks.

Al

For meveral participants, linlages
between writing and learning were new
and exciting. RBRefore the worlshop,
Darwood Taylor (Bus. Adm.) had focused
on "writing as a communication tool:"
now he sees it as "a learning tool,"
with the communication skill improving
"ag a by-product of better learning.*”
To Jack Lowe (FPhys. Ed v 'Frobably
the most . portant element is to under-
stand writing as a learning process .n
itsel f and consequently doubly valu-
able." Gus Sermas (Art) noted that
using writing to emphasize what ong
really knows ig the most important idea
for him. Rick Murray (Rus. Adm.), who
is reformatting his Business Management
course into a writing emphasis course,
and "will use many more learning cen-
tered writing tools in lectures. "

Cleavonne Stratton (Communicative
Disorders) was one of several partici-
pants who became “vividly awa-e of the
importance of identifying the audience
to whom you arae writing.” As an addi-
tional outcome, one participant saw in
the workshop "a chance to develop more
fpersonall career goals for mysel#f."

The consensus of opinion was that the
workshop was valuable. "Ore of the
most fascinating aspects of this worb -
shop has been the relevance of the
informatior. for the numerous disci-
plineg represented," said Dorothy
Now..ck (Health). "The suggestions have
b<en easily transferable--for the must
part--to my course assignmentg in Pub-
lic Health." Connie Zimmerman (Child-
hood Studies) feit that her "confic_ace
level” 1in helping -tudents tn improve
their writing had be. supported as
well as increased. Sam Moore (Psych.)
felt that the workshop was "an excel -
lent experience which generated a wide
variety of ideas €or integrating wri-
ting into the curriculum...." vudy Ray
observed, "The greatest contribution
was the practical application of a!l of
the information...."

The only negative comment was that
it wae too brief. Add. tional worl shops
fo:- fall and spring are currently in
the Planniry *age. Look for detailsg
in coming news atters,
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COLLABORATIVE

WHAT I3 LEARNING °

The collaborative learning movement
the U.hk. and the U.S5. 15 a response
to the difficulty many students have
1n adapting to college life. What
these students were found to need was
not an extension of traditional class-
room learning, nor tutoring and coun-
seling programs staffed by graduate
students and other professionals, hut
an altogether different means of lear-
ning: collaberation with each other.
In & major article describing the
reasons for and principles of collabo-
rative learning, henneth Bruffee urges
teachers to try to establish processes
whereby students learn from and with
one another ("Collaborative Learning
and the ‘Conversation of Mankind, "
1984) .,

1n

"COMVERSATION" AND THE NATURE OF
THOUGHT AND + MOWLEDGE
Bruffee defines thought as i1nterna-
lized, private conversation. Because
our life 1n a community gener. tos and
maintains public conversation, thought
requires us to understand the nature

of community conversation. To think
well 1ndividually, we must first learn
to thaink well collectively and we must
learn to converse well 1n our fields
uof i1nterest. We need to tall and
wite entensively 1n our ¢ 1iplines,
not as 1ndividual i1ntegers, but as

collaborative conversationalists.

Thus academic writing and writing
appropriate to work 1m business and
the professions are both written
within and addressed to a cominunity of
status equals: peers.

EDUCATIONAL IMFLICA IONS

Collaborative .earning provides a
cncral conteist 1n which students can
experience and jJractice the | i1nds of
conversation valued by college
teachers. Student peers, EBruffee
points out, lack th- I nowledge that
would enable them to constitute Fnow-
ledge cammunities. But all students
bring partial inowledge (e:xperience)
and car pool that knowledge, makling
access:ble the normal discourse of the
tnowledge community they together are
attempting to enter. "To learn 1s to
weri collaboratively to establish and
ERIC
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maintain | nowledge among a community
of inowledgeable peers...." The con-
tinued vatality of inowledge communi-
ties depends first on maintaiming
established | nowledge, then on
challenging and changing 1t.

Bruffee, however, cautions teachers
not to move abruptly 1nto collabora-
tive learning. Throwing students to-
gether with no guidance merely perpe-
tuates conformty, intimidation, and
leveling-down of guality. Facult:ies
must i1nstead create and maintain a
demanding academic environment that
makes collaboration--social engagement
in 1ntellectual pu-sults——a genulne
paer-t of students’ educational
development.

CRITICAL THIN} ING, FROBLEM-SOLVINMG
and WR1..inNG

On October 17, Chris Thaiss and
Randy Gabel of George Mason Univer-—
s1ty led a faculty seminar on critical
thinking and prouvlem-solwving. FEoth
are active 1n their university’'s Flan
for Alternative General Education
(FAGE): an 1nterdisciplirary series of
courses that help the student under-
stand the vital connections among many
areas of studv. Through FAGE, the
L versity strives to give sti lents
Lile breadth of | nowledae and those
habits of mind that wi1l lead to their
success as critical thinlters and prob-
lem solvers 1n their chosen fields.
Collaboration by some one hundred
faculty members produces these
required general education courses.
Students develor "literacics" 1n ana-
iytic thinling and 1r the computer.
Lourse assignments and teaching
methods emphasize the students’ prac-
tice and 1mprovemznt of their develop-
ment as writers, readers and spealers
1n  the forms appropriate to all the
fields of study they will encounter.
The program males a strong commi bment
to writing.

A REMIMDER:
December 3, 1985, John Trimbur pre-
sents a faculty seminar on "Collabara-
tive Learning” 1n Fhilips Memaor:al

Library. A lecture wi1ll tale
place from Z:00 to 4 OO followed by a
demonstration from 4 00 to S:00.




