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Supplemental Material

“Reflection as Relationality: Rhetorical Alliances and Teaching
Alternative Rhetorics”

V. Jo Hsu

Part I: Reflection on the Origins of the Article

I started graduate school studying creative writing, and like many MFA stu-
dents, I taught first-year composition. Most of the textbooks we used for
FYC situated the “personal essay” as the first assignment, describing it as an
“accessible” genre that students would find less challenging than the tradi-
tional research paper. I contrasted this understanding of the personal essay
with the difficult, vulnerable work of creative nonfiction workshops — how
terrifying it was to surrender our truths to peer criticism; how impossible it
felt to even carve that truth into a shape that others would recognize. My
research began with this incongruence. I wanted to know: What did first-
year students lose when we delivered them a reductive version of an otherwise
sophisticated and powerful genre? How can we better teach them to access
the potential of personal essays for cultural analysis and critique?

Part II: Description of Research Methods, Findings, and/or
Pedagogical Impact

I was fortunate in that this essay emerged organically from my work as a
teacher. I did not originally envision a publication. I wanted to design a
course that could explore how creative nonfiction can illuminate the inter-
dependence of the “personal” and the “public.” We would consider how in-
dividual experiences are conditioned by surrounding social and institutional
formations and how an individual’s life chances are affected by the ways they
align — or fail to align — with different categories of social belonging (e.g.
gender, race, sexual orientation, disability, class, etc.). To design the class,
I combined what I had learned from creative writing craft classes with my
background as a rhetorician, creating lesson plans that explored the rhetorical
impact of “creative” devices—for example, balancing action vs. reflection;
figurative language; scene vs. summary; and character and plot development.

Perhaps even more critical to the execution of the class, however, are the
actual relationships we form within the classroom. Meaningful discoveries
are high stakes; they require us to risk the stability of our worldview and to be
willing to discuss them with our peers and teachers. More, they require us to
respect our peers and teachers enough to allow them into those worldviews—
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to augment or expand what we think we know. I've taught this class three
times now, and it feels like a new (exhilarating, gratifying, difficult) experi-
ence every time. Because the students’ own workshop contributions compose
a significant part of the curriculum, the class is driven by the students. It
moves in the directions that they take it. I adapt throughout the semester so
we spend more time on topics that they find interesting; we detour into cre-
ative strategies and methods that they tend to use, and we modify our read-
ing schedule to find writers who touch on resonant ideas or narrative forms.

For any of these explorations to work, teachers have to establish and
model discursive practices conducive toward vulnerability and mutual care. I
see this as one of the greatest responsibilities and gifts of my job—that I get
to earn students’ trust every semester, or at least try. No matter what class
I'm teaching, I start with that foundation. While other courses might not be
as personalized (in that students are not writing directly from the personal),
I do keep an eye toward relationality—how do I highlight the ways we are
already in relation with the material and one another? How do I nurture
these relationships so that students are interested and invested in not only the
content but in one another’s engagement with the class? Like most teachers,
I imagine, I have varying success with each class, but I too am learning with
every step and misstep, and I hope to have the privilege of doing so for many
years to come.

Part I1I: Discussion Questions

1. In their exploration of rhetorical alliance, Del Hierro et al. write,
“The critical question is not ‘How do I avoid ever making a mistake?’
but rather “‘What do I need to do after I make a mistake?”” Consider
examples of public rhetoric following a “mistake”—be that a public
figure’s individual apology or a nation’s reckoning with its own vio-
lent histories. In what ways are these responses conducive toward alli-
ance? In what ways do they foreclose or inhibit relationality?

2. This essay focuses on an abstraction that writing teachers often dis-
cuss as if its meaning is self-evident: “reflection.” What are other
terms in writing instruction that could use clarification, complica-
tion, and/or deeper exploration? What does it mean to you? What do
you find confusing or challenging about it?

3. We often notice the oversights of social and structural norms when
our experiences come up against their limitations—for example, if
you use a wheelchair, you are probably more attuned to how many
entryways, walkways, and other spaces presume that everyone has
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walking privilege. Recall a moment when your own experience ex-
posed the exclusions of a shared norm. What histories have helped
entrench this assumption, policy, or practice? What institutions and/
or which people have the power to change these structures? What
arguments would be persuasive to these different constituencies?
What genres might suit those arguments? What are their strengths
and weaknesses?
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Supplemental Material

“Decolonizing Community Writing with Community Listening:
Story, Transrhetorical Resistance, and Indigenous Cultural
Literacy Activism”

Rachel C. Jackson with Dorothy Whitehorse DeLaune

Part I: Reflection on the Origins of the Article

The origin of this article begins with our longstanding and ongoing rela-
tionship, based in our collaboration as co-facilitators of the Kiowa Clemente
Course in the Humanities, the Indigenous humanities course detailed in the
essay. As friends, we share many personality traits as well as life commit-
ments. We are both open, easy, and curious with people, and we understand
ourselves as connected to long histories and vital communities of our respec-
tive peoples. In our time alone together, over the phone or during long car
rides through the Oklahoma countryside, we talk like sisters with each other,
sharing stories and struggles, and laughing like no one in the world can
hear us. This article originates, as it begins here, with our conversations on
our journey together building a community-based cultural literacy project
and adapting it to the assets, interests, and needs of the Kiowa community.
According to the course design, Kiowa cultural knowledge centers the course
in terms of pedagogy and content. Dorothy holds an honored role as an el-
der, a knowledge keeper, a storyteller, a first-language Kiowa speaker, and a
grandmother to many members of the community. She teaches as she speaks,
her words spirited with Kiowa culture and life, her observations and ideas an-
imated by Kiowa values and sensitivities, and her speech marked by cultural
practices and proclivities appearing in subtle patterns and rhythms as she
talks. One of these patterns is this: if you ask her a question, she tells a story.
Over our nearly ten years of collaboration and conversation, the same stories
continue to bear repeating, each time in a new context and (thus) in a new
way. The stories accumulate meaning with each telling, remaining alive and
without end, deepening connections for listeners as well as inscribing them-
selves in the community’s cultural memories. As an Indigenous cultural and
rhetorical practice, storytelling works in a wholly different way than Western
academic discourse. The challenge of sustaining Indigenous cultural knowl-
edge within an academic context (whether from within the university itself
or through an academic article) requires presenting that knowledge in and
against the language and discursive practices of an historically oppressive set-
tler-colonial institution. Our working relationship teaches us both new ways
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of meeting or, rather, managing this challenge while privileging Indigenous
practices such as reciprocity and collectivity. “Decolonizing Community
Writing with Community Listening” emerges as much from this challenge as
it does from our conversations, because in many ways this challenge occurs,
like the article itself, at the center of our relationship.

Part II: Description of Research Methods, Findings, and/or
Pedagogical Impact

The research process Rachel undertook as a doctoral candidate required in-
stitutional review board approval and formal research protocols. Field inter-
views, as a qualitative research method (used in ethnographic methodologies)
and informed consent, proved a flexible form for engaging cultural literacy
workers in an open discussion about activism and resistance. All field inter-
views were transcribed and coded for emergent rhetorical patterns, practices,
and themes. Rachel first formally interviewed Dorothy for this dissertation
research. That interview, conducted on May 14, 2014, is incorporated and
cited in the article along with subsequent interviews we conducted after com-
mitting to writing this piece together. In many ways, the connections we
draw in the article between Dorothy’s own cultural commitments and those
of her father, emerge newly for both of us as a result of sitting with these sto-
ries to discern what meaning they lend to our understanding of community
literacy activism, resistance and transrhetoricity, and the role stories play in
sustaining Indigenous knowledges. The article, we hope, demonstrates the
type of transrhetorical listening for which it argues, as we attempt to make
apparent in the text our process of making meaning together while occu-
pying and bridging different cultural/institutional spaces. We have found
transrhetorical listening an effective tool for sustaining a community-based
Indigenous cultural literacy project such as the Kiowa Clemente Course. As
the article establishes, our storywork informs our teaching, enabling us to
strengthen connections between course objectives and stories told and to in-
vent new ways of engaging students/listeners in the process of meaning mak-
ing during and between classes. This includes taking the time to ask what
connections arise for students/listeners between the stories Dorothy tells and
the stories they have been told by other elders and integrating the broader
matrix of meanings that emerge into class discussion as well as course plan-
ning. Engaging such a matrix highlights to us as well as course participants
the collective agency necessary for sustaining Indigenous cultural knowl-
edges in colonial contexts, while also building a broader community archive
of Kiowa stories.
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Part III: Discussion Questions

1.

In order to facilitate audience engagement with the article that repli-
cates listener engagement with Kiowa stories, the authors attempt to
resist drawing concrete conclusions and fixed interpretations as story
episodes appear in the article and instead draw connections. In your
experience as a reader, to what extent does their resistance of this
Western writing convention succeed and how? Was it frustrating or
liberating to encounter Dorothy’s stories in this way?

How does the author’s relationship, detailed early in the article, shape
the construction of community literacy and community listening for
which the stories advocate? In what ways does it complicate and/or
illuminate the role of the community-engaged scholar?

The article makes a subtle claim that in sharing Kiowa stories with
readers it also conscripts them in the process of sustaining Indigenous
cultural knowledge, a position that comes with the responsibility to
collaborate as a meaning maker. How does your encounter with these
stories shape your understanding of Indigenous cultural literacy ac-
tivism as well as your role in it?
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Supplemental Material

“Decolonial Potential in a Multilingual FYC”
Cruz Medina

Part I: Reflection on the Origins of the Article

The idea for this piece began in 2013 when I learned that my colleague at
Santa Clara University, Juan Velasco, was teaching a bilingual first-year writ-
ing class. I was interested in the course because of my experience teaching at
the University of Arizona in Tucson where I saw first-hand the impact of cul-
turally relevant courses in the Tucson Unified School District. Despite the
increases in state test scores and graduation rates (Cabrera et al.), the Ethnic
Studies program in Tucson came under attack from the State Superintendents
of Education, Tom Horne and John Huppenthal. Beliefs that the program
was attacked because the success of Latinx students in Arizona unsettled
beliefs about white supremacy seemed somewhat validated when it was dis-
covered that anonymous comments posted online about wiping out Jews
and Africans were written by Huppenthal (Roberts 2014). While the con-
cern about the outreach of white supremacy prior to the 2016 election was
out of the mainstream, white supremacists have since then marched with
tiki torches, attacked and killed counter protesters in Charlottesville, and

lynched joggers in Georgia (for a detailed explanation of lynching, see Ersula
Ore’s book Lynching).

Part II: Description of Research Methods, Findings, and/or
Pedagogical Impact

This article underwent several iterations through the process of submis-
sion. It was flat out desk-rejected by the editor of one National Council of
Teachers of English journal. The editor believed the journal had enough
submissions or forthcoming articles on the topic of translingualism (I had
seen only one such article). When the incoming editor of a different NCTE
journal announced that the journal would be accepting articles for a new
section on pedagogy emphasizing empirical methods, I emailed the editor
with a query, despite my discomfort at having to argue for decolonial meth-
ods as empirically valid. Still, I explained the topic, hoping perhaps for some
indication whether to submit. A short response from the editor said they
could not be sure without seeing the entire manuscript. Ignoring this non-
committal response, I revised the manuscript following knowledge conven-
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tions of empirical scholarship, doing my best to transform the voices of the
student writers into what could be more objectively called a data set. This
“empirical” version received a revise and resubmit, which I completed based
on the reviewer’s feedback. When the revised article was rejected, I submitted
this “empirical” version to Composition Studies somewhat self-deceived that
this “objective”™sounding version benefitted from the most revision.

I am extremely appreciative of Laura Miccichi’s editorial guidance with
this piece, helping me to re-center student voices and validate the decolonial
perspective that had been undermined in the pursuit of so-called empiri-
cism. Laura gave me an encouraging revise and resubmit that recommended
restructuring the article back to an organization that resembled the structure
of the pre-“empirical” version. When my revisions still clung to the pseu-
do-social science format, Laura connected me with Bob Mayberry, a former
Composition Studies editor, who offered generous and supportive feedback
that helped me restore my faith in my writing. Unfortunately, my experi-
ence had been with editors who undermine the research of scholars of color
through their adherence to exclusionary editorial philosophies or worse.
Since the publication of “Decolonial Potential in a Multilingual FYC,” 1
have conducted surveys and interviews with primarily Latinx scholars of
color on their experiences with publishing. Exclusionary editorial practices
are among the experiences of the scholars whose voices fill the pages in the
manuscript that will appear in the forthcoming Rbetoric Review article (Me-
dina and Luna 2020).

Pedagogically, when I teach genres of writing that include personal writ-
ing such as literacy narratives, autoethnography, or digital testimonio (Me-
dina 2018), I let students know that including languages other than English
is encouraged and worth consideration. These inclusions of languages other
than English can be important when students feel like what someone told
them can’t necessarily be translated exactly to English or what the person
said in another language was impactful, especially when encouraging or dis-
couraging education. The work of decolonial scholarship arguing for writ-
ing in languages other than English parallels, and in many ways follows,
scholarship advocating for Students” Rights to Their Own Language since
1974. Unfortunately, the statement by Geneva Smitherman and Victor Vil-
lanueva remains something of a dream deferred when it comes to the kinds
of outcomes that are standardized in institutional rubrics; in many ways, the
lack of action following policy statements underscore indigenous scholars
and writers’ skepticism of policies that follow traditions of broken treatise by
the U.S. and other settler forces (Deloria, Jr. 1969). This is not meant to be
an “I told you so” to any one journal but more context providing exigency
for decolonial work that problematizes an overreliance on “empirical” meth-
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ods that have been used, and continue to be used, to silence and marginalize
and how scholars of color and writers researching multilingualism struggle
for inclusion.

Part I1I: Discussion Questions

1. Other than multilingual writing, what kinds of decolonial practices
can be incorporated into the classroom and supported at the institu-
tional level?

2. In what ways can we encourage students to write in languages other

than Standard Academic English?

3. What ways can we create goals, rubrics, and outcomes that honor
multilingualism and values it beyond style or voice?
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Supplemental Material

“Powerful Marginality: Feminist Scholarship through Comics”
Rachel Rys

Part I: Reflection on the Origins of the Article

The earliest traces of this piece emerged in response to a frustrating class-
room discussion and impromptu exercise. While teaching a senior capstone
course on feminist theory, I found that my brilliant students often struggled
to grasp and apply the nuances of some of our most theoretical readings.
For example, many students narrowly interpreted the theory of intersection-
ality'—an expansive framework developed by Kimberlé Crenshaw which
argues that oppressive structures are inextricably linked—as an argument
about personal identities, rather than societal structures. Attempting to pivot
from an unproductive discussion, I asked my students to spend a few minutes
sketching out their understanding of the term “intersectionality.” The draw-
ings they created—which ranged from labeled Venn diagrams to chaotic
traffic intersections to self-portraits pierced with labelled arrows—provided
a concrete starting point for discussing the strengths and limits of each in-
terpretation relative to the original text. Beyond making visible my students’
specific struggles with this theory, this drawing exercise made me realize just
how prevalent visual metaphors are in our academic social theories—and
how profoundly these visual interpretations can facilitate or constrain our
ability to apply abstract ideas. Building on my students’ sketches, I began to
develop a series of teaching resources that used visual representations to help
students assess, clarify, and deepen their understanding of theory. These re-
sources underscored the potential that visual and multimodal forms held for
teaching academic theory in new and nuanced ways.

These realizations about the pedagogical potential of multimodality
collided with my growing theoretical interest in the discussions and (non)
traditions of alternative and emergent writing practices within the field of
feminist studies.? Inspired by this history, I sought to develop a project that
used visual and multimodal tools to interrogate and unsettle accepted con-
ventions of academic writing in both focus and form. These dual commit-
ments to pedagogy and form ultimately led me to the comics medium: As
I drew, arranged, and annotated my visual teaching resources, I began to

1. For early discussions of intersectionality, see Crenshaw (1989, 1991).
2. For an introduction to alternative (or “emergent”) feminist writing practices,
see Livholts (2012).
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recognize the early traces of a comic. More importantly, I began to recognize
how the relationship between text and image, and between one panel and the
next, facilitated a dynamic and layered narrative.

Although my early path to comics-based research® was primarily motivated
by pedagogical and pragmatic interests, I quickly realized that the comics
form was also theoretically aligned with feminist approaches to knowledge.
My research focus thus turned to the comics medium itself, exploring the
histories, conventions, and formal properties that make the comics medium
not only a possible alternative form for feminist scholarship, but an alterna-
tive form that is particularly well-suited for this work. I chose to present my
arguments through a mezacomic—a self-referential comic that uses the com-
ics form to talk about the comics form—in order to both discuss and dem-
onstrate these storytelling tools in practice.

Part II: Description of Research Methods, Findings, and/or
Pedagogical Impact

This piece was my very first experience writing in the comics form. Before I
started this project, I first spent countless hours observing and analyzing how
other comics creators had used the comics form to tell stories that engaged
either explicitly or thematically with theories of marginalization, power, and
social justice. I began by analyzing intentionally instructional comics, such
as the short webcomics on the website Everyday Feminism, which use comics
to explain concepts such as white privilege and asexuality. These comics use
clear and repeated patterns to instruct and persuade, including an embodied
narrator who speaks directly to the reader and who scaffolds their lessons by
combining familiar physical teaching tools (like books and blackboards) with
narrative teaching tools (like flashbacks and imagined or abstract sequences).
Additionally, I also read and analyzed many feminist autobiographical and
narrative comics, from 7he Complete Wimmen’s Comix, a collection of wom-
en-authored underground comix published between the 1970s and 1990s
(Robbins 2016), to Comics for Choice, a contemporary collection of short
comics that explore personal and political stories about abortion (Newlevant,
Taylor, and Fox 2017). These largely autobiographical comics use the cross-
discursive and nonlinear structure of comics to call attention to the subjec-
tive and contested nature of time and memory. The arguments I ultimately
present in this piece—that the comics medium encourages reflexive and situ-
ated writing, facilitates the circulation of contested narratives, and manipu-

3. Kuttner, Sousanis, and Weaver-Hightower (2018) define comics-based re-
search as “a broad set of practices that use the comics form to collect, analyze, and/or
disseminate scholarly research” (397).
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lates time and space to create new connections—grew directly from these
early observations.

While my piece argues for the many epistemological and pedagogical
benefits of comics-based research, this form of scholarship also presents
undeniable challenges—including the time-intensive process of planning,
scripting, thumbnailing, sketching, erasing, inking, scanning, lettering, and
coloring. Beyond the individual challenges of learning and executing schol-
arship in this form, comics-based research also presents material and proce-
dural challenges to standard academic practices, including citation practices,
peer review, and publication processes. This form of research also brings up
important questions about the longterm accessibility of multimodal scholar-
ship; the expansion of comics-based research will require urgent and creative
collaboration between scholars, editors, and publishers to ensure that com-
ics-based research is accessible to assistive technology devices and translation
services. Critical discussions about process and access are central to expand-
ing and deepening comics-based research methodologies.

Despite the challenges that come with this work, the enormous potential
of comics storytelling makes refining and reforming the processes of comics-
based research worthwhile. As I hope this piece demonstrates, comics offer
a theoretically, pedagogically, and rhetorically complex medium for creating
and sharing feminist academic work. For feminist scholars, comics-based
research offers an opportunity to not only question uninterrogated conven-
tions of academic writing, but also to create new works that center questions
of authorship, contested narrative, and temporality from the form up.

Part I1I: Discussion Questions

1. Did you respond to this piece of scholarship differently because it was
written in the comics medium? How did your reading, notetaking,
and discussion practices change when reading scholarship written in
comics form?

2. What new audiences might comics-based scholarship create? What
audiences might it discourage?

3. How did having an embodied narrator shape the argument of this
piece? How would the piece be different if the narrator did not appear?

4. How could you apply the comics storytelling tools discussed in this
piece to a different research topic?

4. For a discussion of some of the writing and editing challenges of comics
scholarship, see Salter, Whitson, and Helms (2018).
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Supplemental Material

“Making Citizens Behind Bars (and the Stories We Tell About It):
Queering Approaches to Prison Literacy Programs”

Alexandra Cavallaro

Part I: Reflection on the Origins of the Article

Like most ideas of mine, this article has its origins in a coffee shop, in a
moment of frustration, and required someone else to point out that what I
just said was the basis for my next research project. I had just finished my
dissertation on literacy and rhetorical education in the LGBTQ community,
and I was sick of it. I had no desire to look at it ever again. “What I really
want to do,” I told my friend, “is focus on prisons. I wish that people in
the field who work at the intersection of Rhet/Comp and queer studies also
studied prisons, but I'm not finding anything.” I had been volunteering for
the Education Justice Project, tutoring writing in a men’s prison and teach-
ing two upper-division college writing courses. This work was so much more
immediate to me, and I wanted to integrate it into my scholarship as I moved
into my first faculty position. I found that the concerns and stories of the in-
carcerated men I worked with would not leave me alone, and I had no desire
to set them aside. She looked at me in that way that only a good friend can
and gently pointed out that I had just articulated my next project. “Um, you
could do that work,” she said. Oh. I could, couldn’ I?

While this article came out of a desire to unite my research on queer lit-
eracies and prison education, without the often invisible labor of others—of
friends, colleagues, and incarcerated people—this article would not have be-
come what it is. From that first moment in a coffee shop to the final edits, I
benefitted enormously from the generosity of others, people who read drafts
in many forms, who listened while I talked through ideas, and who mod-
eled the kind of scholarship I wanted to do. And while it is important I
acknowledge all of these friends and colleagues, it is especially important to
acknowledge that the origins of this piece are also linked to my connections
with the many incarcerated people I have had the privilege of working with.
Their invisible labor is particularly important to acknowledge because they
are confined in a system that is designed to keep them silent and hidden and
steals their labor in multiple ways. This happens with their wage labor (they
generally make less than a dollar an hour) and in the restrictions on and theft
of their intellectual labor. I am grateful for the readership of this piece, but I
am saddened and angered that you will not get to read the work of so many
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others, like my former student, Rob, who responded to a call for journal en-
tries from the Anne Frank Foundation. Internal Affairs confiscated his work,
and he was given two choices: either destroy the journal or face additional
investigation and disciplinary action (most likely, time in segregation). Days
later, his journal was shredded. Such an experience is not an uncommon one
for incarcerated people. These are the people and stories that formed the
tapestry of this article, that prompted me to find ways that prison education
could resist, rather than support, a violent prison system.

Part II: Description of Research Methods, Findings, and/or
Pedagogical Impact

One of the challenges of studying prison education programs in any kind of
systemic or comprehensive way is the lack of publicly available information
and the wide variety in the type of programs offered. When I found Rebecca
Ginsburg and Victoria Bryan’s “Higher Education in Jails and Prison
Programming List,” it was a researcher’s dream. At the time, it contained in-
formation on 149 programs across the United States. From that list, I selected
54 programs across 25 states for analysis, choosing programs with publicly
available information and a literacy education component. My analysis was
guided by queer critiques of the prison industrial complex, and I examined
programs’ language for where they put their focus: individual responsibility
(through an emphasis on personal accountability and bootstraps narratives),
a systemic critique (usually through an emphasis on the systemic inequalities
that cause incarceration), or a combination of the two.

As 1 did this research, I found myself frustrated with the limited ways
that prison education programs articulated visions for their work. The vast
majority of programs focus on individual responsibility, rehabilitation, and
recidivism. When they do, it limits what I know to be the more radical po-
tential of prison education. Since taking on a new role as the director of a
center that supports research on prison education, facilitates programming in
prison, and hosts trainings for prison educators, I have used the findings that
emerged from this research project to build the list of values that appears in
the article and that have guided my work since.

Of course, applying these principles to educational programming in pris-
on has not been without its challenges. These values emphasize reflection
on power structures, agency for incarcerated people, and reciprocal/mutual
learning, all things that the operations of the prison industrial complex does
not value. For example, one of the values is that programming should be
open to all people, regardless of length of sentence. As it currently stands, the
facility we teach in does not allow those with a life sentence to participate.
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They simply will not allow them into our classes. These tensions highlight
my ultimate goal for prison education work—not to build better programs,
but to make the need for this work, to borrow from the great Angela Davis,
“obsolete” through prison abolition.

Part I1I: Discussion Questions

Many readers of this article may not work in prison contexts, but it is my

hope that this work may prompt you to think about how you can extend
this work into other contexts. The questions posed by this work need not be
limited to prison education.

1.

This article argues that the notion of citizenship is particularly
fraught for incarcerated people because they are denied many of the
things that we have come to associate with the privileges of citizen-
ship. Where else do we see notions of citizenship similarly compli-
cated outside of prison contexts?

The “Guiding Values” of the Community Writing Collective in pris-
on poses several key questions: what can we learn from each other?
Who are our audiences? What materials and methods best relate our
concerns and ideas? What can we hear from inside a prison? What
can we say from inside a prison? What conditions shape our writing
and thinking? Think about the contexts where you write (in class-
rooms, in communities, at home). What do these questions illumi-
nate for you?

Whose invisible labor shapes your own work? Why is that work invis-
ible and what are the consequences of that work remaining invisible?
What could and should we do to make it visible, and what would be
gained by doing so?
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Supplemental Material

“The Adaptive Cycle: Resilience in the History of First-
Year Composition”

Clancy Ratliff

Part I: Reflection on the Origins of the Article

Donald Murray has famously said that all writing is autobiography. I can see
his point in all the writing I have done, but most of all in my work about writ
ing program administration, which is thoroughly situated in time and place.
I started teaching at the University of Louisiana at Lafayette as a pre-tenure
WPA in fall 2007. The state’s universities were still reeling from the damage
caused by Hurricane Katrina and Hurricane Rita; the exodus of students in
New Otrleans’s universities (University of New Orleans, Southern University
New Orleans, Xavier University, Tulane University, Loyola University New
Otleans, Dillard University, University of Holy Cross, and Nunez and
Delgado Community Colleges) and sudden spike in enrollment at nearby
Louisiana State University, Baton Rouge Community College, University
of Louisiana at Lafayette, South Louisiana Community College, and other
institutions meant that, at least at UL Lafayette, first-year M.A. students
who hadn’t yet met the SACS requirement of eighteen hours of graduate
coursework in the discipline were enlisted to teach Basic Writing their first
semester in the program, and enrollment caps in FYW increased from 25 to
27 in Fall 2005: a “temporary,” “emergency” increase that was still in place in
Fall 2007. It took us years to get it reinstated to 25. In sum, we experienced
austerity early.

Then, that next semester--Spring 2008--the global market collapsed, and
Louisiana suffered the most drastic budget cuts to higher education in the
nation. The governor, state legislators, and administrators at the Universi-
ty of Louisiana system level and UL Lafayette university level were desper-
ate to cut costs by any means necessary. The legislature passed the GRAD
Act, which stood for “Granting Resources and Autonomy for Degrees,” and
it provided an opportunity for universities to replace the funding they lost
from the state by increasing tuition. Because they had to increase the gradu-
ation rate to qualify for permission to raise tuition, they had an incentive to
grant general education credit to more students so that they would be more
likely to complete a degree, and to do so faster. Naturally, six of those general
education credit hours were FY'W, so I was close to ground zero of the auster-
ity crisis of the last dozen years. I saw more and more students getting FY'W
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credit. I read the collection Composition in the Age of Austerity with great in-
terest, and when I saw a call for proposals for a special issue of Pedagogy on
the theme of resilience, edited by the same editors of Composition in the Age of
Austerity and seen as a next step from that collection, I believed I could con-
tribute. I talked to my good friend from graduate school, Amy Propen, about
theories of resilience from environmental studies, and she recommended an
edited collection titled 7he Post-Carbon Reader. 1 read it, and in William
Rees’s chapter on resilience, I encountered the idea of the adaptive cycle as
applied to both nature and economics, and I was struck by how plausibly it
could be mapped onto the history of FYW. I'd like to take this opportunity
to acknowledge the help of the reviewers and the editors, especially Chris
Gallagher, who really put me through the paces with regard to revision, but
who strengthened the essay immensely.

Part II: Description of Research Methods, Findings, and/or
Pedagogical Impact

The experience of writing “The Adaptive Cycle” has had a lot of influence
on my teaching and my thinking about FY'W and college writing in general.
In my reflections about FY'W and all the reading and thought experiments
and exercises I did while writing the article, it occurred to me that FY'W
classrooms are possibly the place with the most diverse group of students in
higher education. Yet, in graduate faculty meetings, we cast about for ways to
increase diversity in our M.A. and Ph.D. programs, in departments that have
them. (I had a one-year interim stint as Director of Graduate Studies recent-
ly. Again, all writing is autobiography.) In other words, in English studies,
we start out with the most diverse group of students in the university, FY'W,
and end up with one of the least diverse, graduate students. What we need
to be doing is keeping the diversity we already have in FYW by sufficiently
supporting and mentoring FY'W students. We need to have a critical view of
FYW’s perpetuation of writerly whiteness and turn to the practices of discur-
sive homeplacing and safe harboring, set forth by Karen Keaton Jackson, Hope
Jackson, and Dawn Hicks Tafari. Their article was published after “The
Adaptive Cycle,” but I strongly believe that in the time FY'W has left, we
must be as kind, supportive, encouraging, and empowering as possible while
we serve students. We must have full and radical faith, trust, and confidence
in them as writers and intellectuals. That means practices like grading con-
tracts, as well as thinking big about accessibility and inclusion for students
with disabilities. I don’t know if FY'W is really going out of higher education
or not, but in any case, we should learn from its successes and failures.
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Part III: Discussion Questions

1. Are rumors of First-Year Writing’s demise greatly exaggerated? What
might be some arguments that more students are taking FY'W?

2. If we are in the release phase, how much longer will it last? How
might another recession in the wake of COVID-19 affect FYW’s

place in higher education?

3. How will these developments change composition research and its
implications for pedagogy?

4. How has enrollment in Basic Writing and Second Language Writing
courses been affected, if at all?
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Supplemental Material

“Learning to Value Cultural Wealth Through Service Learning:
Farmworker Families’ and Latina/o University Students’ Mutual
Empowerment via Freirean and Feminist Chicana/o- Latina/o
Literature Reading Circles”

Georgina Guzmdn

Part I: Reflection on the Origins of the Article

This essay is the product of over 200 California State University Channel
Islands students’ service-learning efforts leading bilingual reading circles
with Latina/o farmworkers in Ventura County, CA. My roles in this service-
learning project were as planner, mediator, midwife, and scribe, and these
experiences changed my life and career forever. Indeed, as I sat in my folding
chair in the community room inside the farmworker family housing projects,
the words of Mark Twain rang in my head: “zhe two most important days in
your life are the day you are born and the day you find our why.” That day 1
found out what I was born to do--bridge the university and the community
and help empower students and farmworkers alike. This essay encapsulates
everything I hoped to achieve when I took this job as an English professor
at a Hispanic-Serving Institution (HSI) surrounded by agricultural fields
and workers. I wanted to be of service to the Latina/os working in the fields
(whom I witness laboring under the sun while on my way to my air-condi-
tioned office). And I wanted to be of service to my mostly Latina/o students
who must also navigate systemic racism despite having made their way into
the university.

As an English professor, I strive to use literature as a vehicle to enable peo-
ple to arrive at social consciousness and begin to imagine--begin to believe
in their agency-- to change the world. The very reason I wrote this essay was
precisely to document how literature and dialogue enabled my students and
our community members to attain profound awakenings into consciousness.
I wanted to capture their powerful stories and provide a model of service
learning that could be replicated in other parts of the country with the aim
of contributing to a larger social movement that seeks to interrogate systems
of oppression and dismantle social inequalities.

As a literary scholar, I had never written anything like this essay—1I had
never written about real-time teaching on the ground. But as I saw com-
munity members become activists and my students fired up and going on
to graduate school programs, the impact of our reading circles became so
glaringly powerful. We had attained something here and I realized that if I
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didn’t write these stories down, they would evaporate into forgotten history.
It was upon reaching this realization that the words came in torrents; it was
then that the writing came effortlessly and organically, as if my brain and
body just needed to let everything out-- to tell the whole world what we had
accomplished and how they could do it too. I strived to tell our story in ef-
forts of disseminating its power.

Re-reading this essay in June 2020, in the wake of the heinous murder
of George Floyd by Minneapolis PD and the communal uprisings against
systemic racism and police brutality against people of color everywhere that
it sparked--from Minneapolis to Oxnard, CA-- I believe it was small acts of
raising consciousness at the community level such as ours that enabled us to
arrive at this larger social movement today. And I am proud of that.

Part II: Description of Research Methods, Findings, and/or
Pedagogical Impact

In this essay, I draw from several critical frameworks in order to analyze
my students’ service-learning experiences: 1) Paulo Freire’s theorization of
developing non-hierarchical, “horizontal relationships” between teacher and
student, 2) Tara Yosso’s concept of “community cultural wealth,” which
counters notions of deficit-thinking about minority communities, and 3)
Latina Feminist pedagogical strategies of zestimonio to develop a safe space
in the classroom by modeling vulnerability and creating trust, kinship, reci-
procity, and commitment. My rigorous and sustained examination of these
three critical pedagogies in this essay led me to be more mindful and inten-
tional about implementing them within my classroom.

For me, writing this essay taught me the importance of listening to every
student’s story (in the classroom and in the community) and empowering
them to create, transmit, and facilitate knowledge-production that is socially
relevant to their lives. In class, I am more mindful now about modeling how
I would like my students to teach their future students, whether they be in
the community or an educational institution: I encourage them to lead book
discussions and prompt them to share their own stories. I ask students to
write their own questions and concerns about the readings on the whiteboard
during the first five minutes of class. I then let those questions guide our con-
versations. When we discuss class readings, I ask them, “how would you lead
a discussion of this text if you were teaching it to your 80-year-old Mexican
grandmother? What are some key themes or concepts you need to explain
and go over in order to discuss the readings with her?” This is also my subtle
way of helping bridge the classroom with the family living room and helping
my first-generation college students overcome the alienation that they can
sometimes feel at home and at school. Plus, placing the onus of pedagogy on
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the students helps them develop their own self-esteem and strength as peda-
gogues in their own right.

I have also found new meaning in the power of writing our stories. Lis-
tening to the farmworker women, we learned so many of their impactful life
stories. I wish we had the capacity to write them down in Spanish, but that is
a task in the works. However, what I have been able to do in my Chicana/o-
Latina/o Literature class is create a critical autoethnography writing assign-
ment for my students. They must tell their personal stories with a critical lens
in order to not just tell their life narrative, but also analyze the significance of
their formative life experiences. This writing assignment has been very fruit-
ful and cathartic for students. It oftentimes helps them value their lives, their
parents, and their communities. Or not. Sometimes in the process of writing,
students learn to critique the patriarchy, racism, colorism, mental coloniza-
tion, and homophobia that has afflicted them their whole lives.

By reading my students’ life stories, I have also grown to develop a peda-
gogy of compassion and empathy. Students today have overcome life obstacles
that I could not even imagine having to go through, and yet, they persevere
and shine bright; they inspire me to keep on going. With the COVID-19 pan-
demic, what has been hardest for me is not being able to be in the classroom
creating community with them. And the future of service-learning is uncer-
tain amidst the pandemic. But I find optimism in remembering that our com-
munities have survived many painful historical events and we will continue to
survive and thrive no matter what.

Part I1I: Discussion Questions

1. How can service-learning provide students unique opportunities for
meaningful writing, thinking, and reflection in a way that non ser-
vice-learning classes cannot?

2. Why wouldn’t Latina/o college students from farmworker or working-
class backgrounds necessarily jump at the opportunity of participating
in service-learning with the farmworker community? What does this
reflect about their ideas about college?

3. There are many excerpts from student reflection papers included in
this essay. Which reflections did you find most moving? Why? How
did students’ views of the farmworker women change and why?

4. How can service-learning practitioners ensure that service-learning is
reciprocal, non-hierarchical, and benefits both parties involved?

5. After reading this essay, what kinds of service-learning partnerships
can you envision creating? What community needs are you interested
in addressing? Why? Is there any institutional support you can tap into?
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Supplemental Material

“All Smell is Disease’s Miasma, Sensory Rhetoric, and the Sanitary-
Bacteriologic of Visceral Public Health”

Emily Winderman, Robert Mejia, and Brandon Rogers

Part I: Reflection on the Origins of the Article

We are delighted to reflect upon the origin of this piece because the serendipity
of its creation stands as a productive model for cross-disciplinary engagement
and co-authored scholarship. In November 2016, Emily Winderman and
Robert Mejia were participants in a National Communication Association
discussion panel grappling with the rhetoric and politics of the Zika virus.
Between 2015 and 2017, the Zika virus was dominating U.S. news, largely
because of pervasive images of infants born with microcephaly. After the
2016 discussion panel was positively received, plans for a 2017 reunion
emerged. For 2017, each panelist was randomly buddied up with another
panelist to complete a comparative historical analysis of Zika and another
epidemic. Emily and Robert were assigned a typhoid/Zika comparison and
immediately went to work.

Following our presentation that had many of the seedlings of the essay
in its current form, we applied for our paper to be considered for publica-
tion in the “Public Health” special issue of Rbetoric of Health ¢ Medicine.
At that point, Brandon Rogers was Emily’s graduate assistant and provided
such important contributions to the piece that we gladly invited him aboard
as a co-author.

Ultimately, this piece serves as a testament to the virtues of co-authorship
in the humanities. Passing the piece back and forth over several rounds of
revision made the essay stronger because we had to grapple with our diver-
gent theoretical equipment as we worked to fulfill the editorial guidance.
Ensuring that the essay read in a somewhat unified voice required frequent
conversations and trust in one another’s vision. We are so grateful that our
essay was selected for inclusion in this collection because writing it is now a
fond memory that marks the beginning of a friendship and, hopefully, future
essays.

Part II: Description of Research Methods, Findings, and/or
Pedagogical Impact

As a cross-disciplinary collaboration between media studies and rhetoric of
health and medicine, our methods were both critical and rhetorical. For a
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theoretical framework, we fused Jenell Johnson’s visceral publicity and David
S. Barnes’ sanitary-bacteriological synthesis in order to situate and explain
the circulation of public health related messages.

There were a number of methodological challenges that we faced in our
task of comparing typhoid with Zika. In order to productively compare two
disease epidemics separated by a century, we leaned on Debra Hawhee and
Christa Olson’s work on panhistoriography, which allows scholars to account
for phenomena separated by even several centuries. Furthermore, because
olfaction is difficult to capture in textual form, our analysis examined olfac-
tion through the visual print medium and attended to compositional ele-
ments of the frame and the avenues of the image circulation.

The connective logic between typhoid and Zika is the sanitary-bacterio-
logical synthesis, by which a certain sensation was the primary means for ob-
serving whether or not someone had a disease and were therefore dangerous.
The same kind of logic inheres in the way we continue to talk about people
affected with Zika. The sanitary-bacteriological synthesis functions within
the context of systemic racism in global health efforts and therefore traffics
in racist, classist, and gendered stereotypes, regardless of the time period we
were examining,

Writing this essay has impacted our pedagogy by allowing us to be more
creative with our comparative analyses. It is important that the comparison
be careful and apt, but we should also not shy away from juxtaposing phe-
nomena that are seemingly too divergent. This did not make for a more ho-
listic piece (as in an additive interpretation) which is perhaps how a scientist
or social scientist would perceive collaboration; rather, it made for a more
nuanced piece (as in a dialectic interpretation), which attempted to recognize
the similarities and differences between two epidemics.

For instance, the historical and geographic contexts surrounding Typhoid
and Zika affected the racial rhetorics that are evinced through the iconogra-
phy of Mary Mallon and Tianara Lourenco. Typhoid emerges in that histori-
cal moment when the Irish are becoming White. “Typhoid Mary” Mallon
is thus figured metonymically as a potential threat to this racial transforma-
tion. Tianara Lourenco is thus figured synecdochally as a representation of
the perceived medical threat of racial difference. What Mallon and Lou-
renco thus illustrated for us is that for matters of public health, poor, ethnic
women are figured as vectors of disease transmission, in contrast to wealthier
white women who are figured as victims of disease. These insights were made
stronger because of our collaborative scholarship and thus pedagogically have
taught us to think more purposefully about the benefits and processes of col-
laborative work.
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Part III: Discussion Questions

1.

How can smell be rhetorical? What role does smell play in rhetorical
processes of racialization?

The authors rely on visual rhetoric to trace olfactory rhetoric. Can
you think of some other rhetorical ways to analyze olfaction without
relying on the visual?

How does the claim that the social judgments made possible by mi-
asmatism (a historical disease rhetoric) was never fully abdicated, but
instead blended into germ theory (a contemporary disease rhetoric)
help us to understand why an understanding of history matters for
the analysis of contemporary social problems (p. 122)? What other
social problems (whether health or otherwise) would benefit from the
insight of historical knowledge?

As a disease that also spreads asymptomatically, what types of sensory

rhetoric are found in public discussions of COVID-19?
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Supplemental Material

“Building Sustainable WAC Programs: A Whole Systems Approach”
Michelle Cox, Jeffrey Galin, and Dan Melzer

Part I: Reflection on the Origins of the Article

This work began from two concerns by the authors: the need for a guide
for building WAC programs that addresses current and complex contexts in
higher education, and the concern that WAC programs fail at an alarming
rate. The authors originally intended to write a kind of “how to” book for
building WAC programs, but as we reviewed the literature we realized that
what was missing in WAC was a robust theory and methodology for devel-
oping programs. Much of the guidance for developing WAC programs was
based on lore, and there was a lot of wise and helpful advice, but it wasn’t nec-
essarily informed by a coherent theory or methodology, with the exception
of Barbara Walvoord’s article “The Future of WAC,” which draws on social
movement theory. We found inspiration for our theory and methodology
as we read various complexity theories. Each theory of complexity we inte-
grated provided a different affordance: systems theory helped us think about
the macro level of WAC work and ways to transform institutional cultures
of writing, social network theory provided methods for analyzing more mi-
cro relationships within systems, resilience theory helped us understand how
WAC programs can manage stress and function within sustainable ranges
over time, and sustainable development theory helped us conceive of a WAC
program as a series of projects that aim for sustainable growth. Sustainable
development theory also provided us with models for our “understand, plan,
development, lead” methodology, the concept of sustainability indicators,
and principles for sustainable growth that we revised and adopted for the
purposes of WAC program building. Our project evolved from a simple

“how to” guide to a complex process of theory-building and synthesis.

Part II: Description of Research Methods, Findings, and/or
Pedagogical Impact

Our research methods focused primarily on synthesis. The various theoreti-
cal and methodological approaches to complexity that we included are not
often explicitly in conversation with each other, so one goal was to make
connections among these various complexity theories as well as to show how
they can complement each other for the purposes of program development.
There was also a great deal of translation of these theories for WAC program
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development. Complexity theories grew out of engineering, computer sci-
ence, and environmental and social science, and although education scholars
have considered the relevance of complexity theories for educational institu-
tions, these theories had not been applied to WAC programs. Another aspect
of our research method was theory building. As we synthesized the various
complexity theories, we also consciously developed principles, strategies, and
a methodology for building sustainable WAC programs that we hope provide
a new theoretical approach, albeit one grounded in prior theories of complex-
ity. Despite all this emphasis on theory, we also wanted to make the connec-
tion between theory and practice, so we put out a national call for vignettes
from WAC directors and integrated these vignettes throughout our book
Sustainable WAC. Although there was not room to include WAC program
vignettes in this article, they inform our thinking about concrete strategies.

Our research has had a significant impact on our work as program di-
rectors. We have found ourselves acting more slowly and deliberately as we
develop our programs and consider new projects, dwelling on the “under-
standing” stage and trying to understand the full context before we act. We
have also become more deliberate about working across institutional stake-
holders and finding ways to gather stakeholders across the institution in our
programs and in our decision-making. We have become more strategic in our
approaches to program development, and we are more focused on develop-
ing projects that have both impact and potential for sustainability. We are
also more aware of how much time we are spending at the micro and macro
levels of institutions. And at least two of us have begun to analyze our own
programs for sustainability indicators.

We have also applied the WSA in positions as leaders in WAC as a field.
As co-chairs (with Anne Ellen Geller) of the International Network of Writ-
ing Across the Curriculum Programs, we instigated a discussion at CCCC
and IWAC of the potential of a national organization for WAC. Our primary
goal was to help WACs sustainability as the founders of the WAC movement
retire. We see a connection between our research for this article and our book
Sustainable WAC and the initial conversations that led to the formation of
the CCCC WAC Standing Group and the Association for Writing Across

the Curriculum.

Part I1I: Discussion Questions

1. How does the WSA differ from other approaches to writing program
development and administration?

2. What types of WAC initiatives would you prioritize at your current
institution for greatest impact and sustainability?
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How can the WSA principles be applied to other types of writing pro-
grams (FYC, writing centers, independent writing programs, gradu-
ate writing support programs, etc.)?

What is the main challenge confronting your WAC program? How
might you draw on the WSA methodology or strategies to address
this challenge?
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Supplemental Material

“The Role of New Media Expertise in Shaping Consultations”

Jessica Celements

Part I: Reflection on the Origins of the Article

Fresh out of graduate school, I was hell-bent on ensuring those around me
understood that writing no longer exclusively comprises word-based, print-
based genres, that effective twenty-first century communication, in fact, is
predicated on one’s facility with connecting to networked assemblages of
diverse audiences through adept multimodal composing choices. As a new
assistant professor I was given the opportunity to reinvent the writing center
at my small liberal arts college in the Pacific Northwest, and I, naively, as-
sumed the students would already be “with me” in this regard. They were
“with me” in the sense that they responded well to visual rhetoric education;
they could well articulate how compositional design choices worked through
visual hierarchy to communicate a rhetorical message to an audience. They
even qualified exploring multimodal forms of communication as a valuable,
eye-opening experience, one that created empathy for clients who might
struggle to engage with a particular type or kind of academic writing. What I
wasn’t prepared for, however, was the metaphorical backchannel of resistance
to multimodal consulting in practice. Consultants would engage with the
occasional writer who brought a PowerPoint presentation or InDesign poster
to the Commons, but I could see the fear in their eyes whenever I asked who
was ready to lead the next Composing with Adobe InDesign workshop. They
did not desire ownership of their roles as technology-rich writing experts. I
desired to explore this conundrum in a systematic way.

Blessed with a richly rigorous rhetorical education from Purdue Univer-
sity, I knew I would need to design research that was replicable, aggregable,
and data-driven if I wanted it to be taken seriously by the field as a whole.
Turning to Dinitz and Harrington’s “The Role of Disciplinary Expertise in
Shaping Writing Tutorials” was an easy choice given how neatly multimod-
al composing fits into the continua of generalist vs. specialist writing tutor
theory the authors were exploring; multimodal composing is, indeed, a “spe-
cial” form of composing. I enlisted the help of my consultants in the data
gathering and transcribing phases and am grateful for their open and honest
reflections along the way. When the theme of “confidence” arose through
careful data analysis, it was a lightbulb moment for me. I had found some-
thing specific to focus on when addressing this theory to practice disparity in
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future professionalization opportunities with my consultants. Finally, I have
always had a passion for pedagogy, so practical applications were a “must” for
fleshing out this article, which went through at least 7 rounds of revision. I
am proud to have the results published in not only the May/June 2019 special
issue of WLN but also the How We Teach Writing Tutors digital edited col-
lection, https://wlnjournal.org/digitaleditedcollection1/Clements.html, an
exceptional resource that all writing center practitioners should check out.

Part II: Description of Research Methods, Findings, and/or
Pedagogical Impact

Navigating this research project helped me to actualize a growing desire for
formalized ongoing professionalization opportunities for my writing center
consultants. EL 421: Writing Center II (a one-credit practicum required of
all currently employed writing tutors) now exists at my institution. I am
fortunate to have this opportunity to meet weekly with my consultants
to discuss pressing topics affecting their daily work in the Composition
Commons, such as working effectively with writers engaging in multimodal
composing. Since the Fall 2018 inception of EL 421, we have tackled the
“Visual Rhetoric in Practice” (VRP) project versions 2-5: VRP remix, Adobe
InDesign instruction set, writing center social media memes, and consultant
manual revision (well-designed edition).

Outside of directly impacting my praxis in this way, the project sparked a
string of scholarly projects focused directly on writing center pedagogy. My
colleague, librarian and Director of Instructional Services Marianne Stowell
Bracke, and I penned “It Takes a Village: Assembling Meaningful Access
to Information Literacy through Library-Writing Center Partnerships.” The
chapter, which is forthcoming in Advances in Library Practices in Higher Ed-
ucation: International Perspectives on Improving Student Engagement, details
our case study in which we jointly introduced writing center consultants to
the ACRL Information Literacy Framework, how information is created, and
strategies to help writing center clients with source evaluation; in this chap-
ter, we forward our theory that assembling meaningful access to information
literacy involves integrating the expertise of a wide variety of stakeholders,
each tasked with facilitating a more pointed look at a smaller piece of the in-
formation literacy puzzle to an audience with whom they can best relate. I
also recently finished final edits on “The Quest for Intersectional Awareness:
Educating Tutors through Gaming Ethnography,” a chapter which is forth-
coming in Unlimited Players: The Intersections of Writing Center and Game
Studies. In this chapter, I investigate the affordances of intersectional tutor
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education as effectively accomplished through game studies methodology: a
gamer’s autoethnography.

I, of course, have not completely solved the conundrum of waning confi-
dence in multimodal composition consultation. At the March 2019 IWCA
Collaborative in Pittsburgh, I presented a project-in-progress titled “Affective
Bridges: Emotional Overload and the Professionalization of the Undergrad-
uate Writing Tutor.” In this presentation, I explored how continued edu-
cation, writ large, was perceived by consultants to require too much—too
much time, energy, and intellectual/emotional investment—prompting the
following research questions: How/does the emotional labor of daily consult
ing affect undergraduate tutors’ willingness to engage in extra-consulting
endeavors? And, how should a director respond to such consultant exacer-
bation given emotionally dissonant feelings? I hope to continue to explore
these questions in future research as well as to dive into how interdisciplinary
approaches to documentation and assessment might reveal more productive
means to probing such writing center phenomena.

Part I1I: Discussion Questions

1. How can generalist and specialist writing consultants best support
multimodal composition in diverse writing center contexts, including
a/synchronous virtual consulting?

2. Whatare readily accessible resources for facilitating multimodal com-
position tutor education as technology, and technology-rich forms of
composing, continue to evolve?

3. How might writing center directors combat their own hesitancies
toward technology-rich composition or lack of confidence in multi-
modal composition expertise to facilitate writing center professional-
ization opportunities surrounding new media more efficiently?

4. What intersectional variables may be influencing consultant and cli-
ent engagement with multimodal composition in addition to exper-
tise and confidence?

5. How might documentation and assessment strategies be interrogated
in order to assist a writing center in productively moving forward
with multimodal composition support?





