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 Michael Bunn

 Motivation and Connection:Teaching Reading
 (and Writing) in the Composition Classroom

 Drawing on qualitative research conducted at the University of Michigan, this article

 examines the extent to which composition instructors theorize and teach reading-

 writing connections and argues that explicitly teaching reading-writing connections

 may increase student motivation to complete assigned reading. The article also discusses

 using model texts as an effective means of teaching those connections.

 JN^any college students see writing courses as a chore - a hurdle on the
 track toward graduation. At the same time, many of these students recognize

 the value of writing and learning to write. In extensive interviews conducted
 with Harvard students in the 1990s, Richard Light found that "[o]f all skills
 students say they want to strengthen, writing is mentioned three times more

 than any other. Most know they will be asked to write an enormous amount
 at college. Most expect this to continue after they graduate" (54). Around the
 same time, Thomas Hilgers and his colleagues interviewed students enrolled
 in upper-division writing-intensive classes in their majors at a large state uni-

 versity and discovered that these students valued assigned writing tasks for
 various reasons, most notably as an opportunity to "pursue personal goals'
 such as "satisfying a burning curiosity about a particular topic" or as a form

 CCC 64:3 / FEBRUARY 2013
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 BUNN / MOTIVATION AND CONNECTION

 of "preparation for postcollege employment" (Hilgers, Hussey, and Stitt-Bergh
 330-32).

 In her 2009 book, The College Fear Factory Rebecca D. Cox draws on five

 years of interviews and observations at community colleges to demonstrate
 that many of the students she observed value writing and writing classes even

 if they dont enjoy them. Cox writes that "the distinction between getting an

 education and enjoying it emerged as a basic theme for the vast majority of

 students," and among the evidence she offers is the following passage from

 Joy, who Cox claims "drew an explicit distinction between learning from the

 class and enjoying it":

 This class, I would say, is an excellent class. I think it's a necessary class that all
 students should have as a freshman, because it prepares you for writing papers
 in all different classes ... It is a necessary evil, pretty much, because I don't know
 anybody who likes this class, but it is necessary if you want to be successful in
 your other classes with the papers that you have to write. So I like the class on a
 learning standpoint.

 On a fun standpoint, I hate it. (53).

 The students Cox followed placed a high value on writing and learning to write,

 even though at times they may have hated it from a "fun standpoint "

 In a 2007 study of composition courses conducted at Purdue University

 aimed at better understanding the extent to which students transfer knowledge

 from one context to another, Dana Driscoll found that many students - includ-

 ing "students who are not in humanities-based majors but instead from majors

 across the curriculum" - not only value writing but also may "share some of

 our most basic philosophies about writing- that is, that writing is a lifelong
 skill and that practice with writing is the best way to improve" (89). Driscoll

 found that many students entered their composition courses already "positive

 about the value of their writing course," particularly in terms of how the work

 of those courses might be useful beyond college.

 Whether writing is perceived as the opportunity to investigate a topic of
 personal interest or viewed primarily as a "necessary evil" to help with future

 coursework and career aspirations, there is little doubt that many students -
 whether enrolled in prestigious liberal arts institutions, large state universities,

 or community colleges - value writing and learning to write.

 But what about reading?

 While many students enrolled in composition courses seem to recognize
 the value of learning to write, it's unclear whether students experience this
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 While many students enrolled in composi-

 tion courses seem to recognize the value

 of learning to write, iťs unclear whether

 students experience this same level of mo-

 tivation toward assigned course reading.

 same level of motivation toward assigned course reading. As Jeanne Henry
 notes of her own experiences of teaching reading at the collegiate level, "My
 freshmen were very much able to read; they were simply disinclined to read"

 (64, emphasis in original). David Jolliffe and Allison Harl make a similar point

 regarding their research on student reading at

 the University of Arkansas: "In short, we dis-

 covered students who were extremely engaged

 with their reading, but not with the reading

 their classes required" (600). Thus a pressing
 question for writing instructors is, how can we

 teach reading in ways that motivate students to

 engage with assigned course reading? Further, how can we draw upon students'

 own recognition of the importance of writing as a way to motivate them to
 read in our classes?

 Over the past two decades, a handful of scholar-practitioners have explored

 the role that reading plays in both collegiate writing courses and composition
 scholarship.1 Particularly useful are the ways that these scholars present ratio-

 nales for including reading instruction in writing courses (Helmers; Horning;
 Salvatori), suggest reasons that reading isn t being adequately addressed within

 the field (Harkin; Morrow), articulate challenges that instructors - including

 graduate instructors - might face when trying to teach reading in the writing

 classroom (Adler-Kassner and Estrem; Carillo; Ettari and Easterling; Tetreault
 and Center), explore approaches to reading promoted in composition textbooks

 (Huffman), and provide an example of how researchers might utilize qualitative

 methods to explore the issue of reading (Jolliffe and Harl).

 What this article adds to this growing body of research is attention to

 some of the ways that instructors theorize and teach reading-writing con-
 nections in composition courses and how such theorization and teaching
 practices may affect students' motivation to complete assigned reading. As
 Linda Adler-Kassner and Heidi Estrem note, "Studies that focus on the contexts

 that instructors create for students reading . . . are few and far between" (36,

 emphasis in original). This article is intended to help fill that gap. Examining
 the ways that writing instructors think about and teach reading - how they
 perceive connections between the processes of reading and writing and attempt
 to teach those connections to students - provides a more complete picture of

 what is happening in composition classrooms. These findings can also inform

 498
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 This article puts instructor survey and inter-

 view responses in conversation with student

 survey responses to shed some light on how
 both instructors and students think about

 reading as it operates in the writing classroom.

 the important discussions we need to be having about which approaches to

 teaching reading will motivate students to engage with assigned texts and help
 them to read and write better.

 I recently conducted qualitative research at the University of Michigan in

 order to examine some of the ways that instructors theorize and teach read-

 ing in composition courses and to better understand how students perceive
 and respond to assigned course reading. An online survey (Appendix A) was
 sent to instructors who were teaching, or had taught, first-year writing at the

 university, presenting them with a range of questions about the ways they

 theorize and teach reading. In total, 114
 instructors were invited to complete the

 online survey; these instructors were all

 graduate students or lecturers teaching for

 the English Department Writing Program

 (EDWP) during the semester of data col-
 lection, and each of these instructors had

 taught at least one section of first-year writing in the past or were doing so at

 the time of the survey. The response rate was exactly 50 percent - 57 of the 114

 instructors invited to complete the online survey did so.

 Next, interviews were conducted with 8 instructors who were teaching
 first-year writing at the time of our interview and who indicated on their sur-

 vey that they would be willing to speak with me. Five of the interviewees were

 graduate student instructors (2 studying literature, 2 studying English and
 education, and 1 studying linguistics), and 2 were full-time faculty lecturers

 (who had all earned M.F.A. degrees in creative writing from the university).
 After holding these interviews, I observed 4 of these interviewed instruc-

 tors classrooms during two different class sessions. In each of these four courses

 a four-question survey (Appendix B) was distributed to students asking for their

 views on the reading that they were doing for the course. In total, I received

 survey responses from all 66 students present during the four class sessions - 17

 students each in three of the courses and 15 students in the other. Though
 students were given the option to decline the survey, none did so.

 This article puts instructor survey and interview responses in conversation

 with student survey responses to shed some light on how both instructors and

 students think about reading as it operates in the writing classroom. Specifi-
 cally, the article addresses four related questions:
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 1. To what extent do instructors theorize reading and writing as con-
 nected activities?

 2. To what extent are instructors explicitly teaching reading-writing con-
 nections in their composition courses?

 3. What effect (if any) does students understanding of reading-writing
 connections have on their motivation to complete assigned reading?

 4. For instructors who are explicitly teaching reading-writing connec-

 tions, what are some of the specific ways they are doing it?

 More fully understanding the ways that instructors theorize and teach reading-

 writing connections is important because, as my findings suggest, explicitly
 teaching such connections can influence the extent to which students find
 course reading valuable and can affect their motivation to complete assigned

 reading.
 In the remainder of this article I discuss a few lessons we can learn and con-

 clusions we might draw about teaching reading based on my research findings.

 I begin by proposing a definition of reading that emphasizes the cooperation
 between readers and writers and stresses the importance of conceptualizing

 reading and writing as connected processes. I then examine the extent to which

 participating instructors at the University of Michigan theorize reading and

 writing as connected activities and document the ways they do (and dont)
 teach such connections to students. I supplement this section with responses

 from the student surveys to reveal whether teaching reading-writing connec-

 tions explicitly seems to have any effect on student motivation to read. Next,
 I present and discuss the method of teaching reading-writing connections
 mentioned most often by instructors at Michigan: assigning model texts with

 the hope that students will read to identify particular techniques to try out in

 their own writing or read to recognize genre conventions. I conclude the article

 by offering a few suggestions for ways instructors might teach reading- writing

 connections effectively in composition courses.

 Reading Defined as "Negotiation"
 Readers construct meaning (at least in part) by drawing on their own personal
 experiences (Stein; Lindberg) and by drawing on other types of prior knowledge

 (Hayes; Lemke). As Deborah Brandt puts it, "readers bring to a text stores of
 prior knowledge about the world and about the nature of discourse that allow

 500
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 them to fill in the inferences and make the predictions necessary for comprehen-

 sion" (119). Such interaction between reader and text suggests that the process

 of reading is a negotiation between the knowledge and purposes of the writer

 and the knowledge and purposes of the reader. In "A Social-Interactive Model

 of Writing," Martin Nystrand describes this type of negotiation: "when the

 respective purposes of the writer and the reader intersect as they must when

 the reader comprehends the writer s text, the meaning that the reader gives to

 the text is a unique result- a distinctive convergence or interaction- of reader

 and writer purpose (74).2 The understanding and meaning derived from texts
 are based not only on the characteristics of the text itself and on the reader s

 recognition and understanding of those characteristics, but also by a con-
 nection between writers and readers that links the knowledge and purposes

 of the author with the knowledge and purposes of the reader (as well as the

 properties of the text itself) together into a broader meaning-making activity.

 This negotiated meaning of texts illuminates crucial connections between
 the activities of reading and writing. As Nystrand puts it, "meaning is between

 writer and reader" (78, emphasis in original).

 In response to this understanding of reading and writing as connected
 activities, a key focus of my research was to discern whether instructors con-

 ceive of reading and writing as connected activities, and the degree to which
 they are (or aren't) teaching reading and writing as connected processes in
 the classroom.

 Reading-Writing Connections: Instructor Perceptions and
 Assumptions
 Nearly 100 percent of instructors who completed the online survey (56 of 57)

 report that they conceptualize reading and writing as connected activities (one

 instructor didn't respond to the related question). Not all of those instructors

 explain or teach those connections to students, however. This creates a potential

 disconnect between instructor theorization (recognizing important connec-
 tions between the processes of reading and writing) and instructor pedagogy
 (not teaching those same connections to students).

 In reply to the open-ended survey question Do you believe that reading
 and writing are connected activities? all 56 instructors who answered the ques-

 tion express the belief that reading and writing are connected. Their answers
 distribute as follows:
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 While all 56 of the participating instructors

 express the belief that reading and writing

 are connected activities (with 5 offering

 some form of qualification), this belief

 doesn't always translate into pedagogy.

 Yes 25

 Absolutely 15

 Of course 6

 Yes (or absolutely ), but ... 4

 Definitely 2

 Certainly 1

 It is a fact , not a belief 1

 They are fundamentally the same act 1

 Often , but not always 1

 As this distribution indicates, only 5 instructors express any form of reserva-

 tion or qualify their answer in any way. For example, 2 of those instructors
 make a point to note that its not always the case that good readers are good
 writers, and vice versa:

 Yes. But I have also seen struggling readers write wonderful things and

 struggling writers read and interpret challenging text.

 Yes. They influence each other recursively. However, in my personal life,

 there are people who challenge this belief for me . . . people I know who

 write very well, but don't read much . . .

 This type of qualification doesn't really challenge the idea that reading and

 writing are connected, but offers a useful reminder that, in the words of 1 of
 these 5 instructors, it s not always an exact
 "one-to-one ratio."

 While all 56 of the participating instruc-

 tors express the belief that reading and writ-

 ing are connected activities (with 5 offering
 some form of qualification), this belief doesn't

 always translate into pedagogy. In response
 to the question How (if at all) do you teach a connection between reading and
 writing to students in first-year writing? 10 instructors report that they don't

 explicitly teach those connections to students. This survey question elicited
 responses such as the following:
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 Good question. I don't think I have addressed this connection explicitly.

 I don't draw connections explicitly, but I constantly tell them that the best way to
 improve their writing in a given genre is to read a lot in that genre.

 I'm not sure I teach that connection explicitly, though I believe the connection is
 made obvious by writing assignments and studies of texts.

 I'm not sure that it's something I teach directly. This may be a fault on my part.
 Instead of telling them the connection is important, I assume they already know
 or they'll see the connection as we work toward reading texts objectively.

 A sentiment expressed in these responses is that instructors don t need to teach

 reading-writing connections explicitly or that such connections are already
 clear to students. As one instructor claims:

 This connection is not something necessary to parse. First of all, the students
 realize that by reading and questioning texts, they will better engage in analysis
 which will directly translate into their own writing.

 This instructor s response not only assumes that students will automatically

 recognize how certain reading practices influence their writing, but also that

 such reading practices "directly translate" to student writing - both without
 any intervention on the part of instructors.

 Another instructor discusses the assumption that students will automati-

 cally recognize connections between course reading assignments and course

 writing assignments. During our interview, Sally, a graduate student studying

 English and education, elaborated on this assumption: "I assumed today,
 since were talking about narrative and they're going to be writing narratives,

 I assumed that [a connection between the course reading and course writing
 assignments] was evident. But I think we assume a lot of things, and shouldn't."3

 The Benefit of Explicitly Teaching Reading-Writing Connections
 In our interview, Sally went on to say a bit more about why its important for

 instructors to make connections between reading and writing assignments
 explicit to students. As she makes clear in the following excerpt, Sally believes

 that if instructors explicitly teach reading and writing as connected activities,

 students are more likely to complete assigned reading because they recognize
 its value in relation to the rest of the course.

 503
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 Sally: The reading, I believe, should always tie into what we're doing.

 MB: And when you say "what we're doing" you mean the writing assign-
 ments?

 Sally: The writing assignments. I don't think that I always make that
 explicit to the students? ... I think earlier on I made it more explicit, but I

 think that that's something that I should continue to make explicit.

 MB: Why? Why do you think that's worth doing or important?

 Sally: .. . Well, one: Buy in ... I mean student motivation, and in terms of

 doing the reading, they can understand why it's valuable because I've made
 that explicit to them. It's not valuable just because I've told them to do it. It's

 valuable because its going to be applied.

 In other words, students don't have to settle for the instructors suggestion

 that reading is worthwhile. When reading- writing connections are made clear,

 students see that the reading they do will "be applied" in their writing; this

 helps them "buy in" to the work of the course.

 Sally s view that students may be more motivated to complete assigned

 reading if they recognize how that reading relates to their writing is supported

 by the survey responses of several students. In response to the question Are

 you motivated to read for this course? Why or why not? 5 students specifically

 mentioned being motivated to read because the reading helped them with
 their writing assignments, while 9 other students mentioned that they weren't
 motivated to read because the texts seemed unrelated to the rest of the course.

 The following excerpts convey the range of those responses:

 Yes, I am motivated [to read] because all of the readings relate very

 directly to the essays that we are assigned.

 Yes, because I believe the readings really help me with writing my own

 paper . . .

 Yes, but only to help my writing . . .

 I am not motivated to read for the course because I feel the reading
 does not relate to what we talk about in class. It does not help me im-

 prove my writing so I am not interested in it.

 I sometimes know that the reading will not connect to the class, which
 makes it harder for me to focus and concentrate on the reading.
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 If instructors explicitly teach reading and

 writing as connected activities rather than

 assuming that students will identify such

 connections on their own, students stand

 a far better chance of recognizing how

 assigned course reading relates to and can

 help them with their writing tasks.

 I am not motivated to read for this course because the readings are

 unrelated to what we are writing about.

 These responses suggest that the degree to which students are motivated to

 read assigned texts is influenced by whether or not they perceive connections

 between that reading and other aspects of the course, especially their writing

 assignments. Such motivation is crucial, for as Jill Fitzgerald, professor of lit-

 eracy at the University of North Carolina, explains, "People must feel some urge,

 some motivation, some reason to read or write. If there is no urge, there is no

 reading and writing" (84). John Guthrie and Allan Wigfield, faculty members at

 the University of Maryland College of Educa-
 tion whose research focuses on motivation,

 make a similar point, that "a person reads a

 word or comprehends a text not only because
 she can do it, but because she is motivated to

 do it" (404).

 Instructors appear to have a genuine
 opportunity to motivate students to complete

 assigned course reading. What this requires,
 however, is that students believe the assigned readings directly relate to, or
 will help them to produce, their writing assignments. If instructors explicitly

 teach reading and writing as connected activities rather than assuming that
 students will identify such connections on their own, students stand a far bet-

 ter chance of recognizing how assigned course reading relates to and can help
 them with their writing tasks.

 The Use of Model Texts

 An important strategy for teaching reading-writing connections surfaced
 again and again as instructors answered a range of survey questions, and most

 notably in responses to the question How (if at all) do you teach a connection
 between reading and writing to students in first-year writing? Assigning model
 texts is discussed by 17 different instructors and referred to a total of 27 times

 throughout the surveys.4 These model texts - mostly published pieces, though

 sample student papers are occasionally mentioned as well - are primarily dis-
 cussed in two different ways: as displays of writing techniques and strategies
 that students can identify and then try in their own writing, or as examples
 of the specific genre that students will eventually be assigned to write.5 What
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 distinguishes these two types of reading- which both utilize model texts se-
 lected and assigned by the instructor- from many other approaches is that

 they emphasize reading as a means to learn about writing , not as a means to
 better understand a topic, issue, or worldview. These two uses of model texts

 call on students to study the text with an eye toward their own eventual writ-

 ing, to read in a way that greatly resembles what I have described elsewhere as

 reading like a writer ("How").
 Several survey respondents mention the first of these two purposes for

 assigning model texts: wanting students to identify specific writerly techniques

 or writing strategies that they can try out in their own writing. Here is a sam-

 pling of those responses:

 I ask students to pay attention to various techniques utilized by the
 authors and "steal" the ones they find helpful for their own writing.

 I ask them to engage with the texts they read by responding to them in

 writing (challenging them, asking questions, etc.) and then to pull out

 strategies to use in their own writing.

 We ask a lot of questions of texts that are relevant to the essay they

 are in the process of writing to help them ask questions from which

 they can write. I also focus heavily on the structure and rhetorical ap-

 proaches used in the published essays we read, pointing out that these
 are models for them to use in their own essays.

 We 11 examine the strategies used in introductions and conclusions in

 the published texts to get students thinking about what strategies they

 may want to use in their essay. Students should use the published read-

 ings as models, essentially looking for things they appreciate and want
 to use in their own work.

 In each of these responses the instructor describes using model texts to dem-
 onstrate strategies and structural techniques that students can adopt in their
 own writing. The idea is that students will recognize elements to which they
 responded as a reader and use these elements in their own assigned writings.

 Sally presents a specific classroom activity intended to encourage students

 to read for what they can use in their own writing:

 [W]e've been sort of informally keeping a personal style journal where after we
 read a text and we've examined it for structure and we've looked at the argument,
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 we also talk about the aesthetic piece. What did they notice that they like, and
 what can they take from that text to try out in their own writing?

 So, if we found a really good example of a parallel sentence, if they have never
 tried that before, then they make a note of it and they've got it in the text so that
 they can refer back to it.

 This exercise prompts students to read with an eye toward their own writ-

 ing by locating specific strategies and techniques that they intend to use and
 reinforces the idea that both texts and reading serve purposes beyond the
 transmission of content.

 Another instructor describes in a survey response how he or she encour-

 ages students to reflect upon the specific ways that they imitate assigned texts:

 I have students analyze claims, evidence, organization, metaphors, and language
 in articles we read. I encourage them to adopt one or two strategies in their papers
 using imitation in their writing. I ask them to try to make it seamless (to not let
 me see it). However, I ask them to write a submission note about their writing
 process, and in this, they are invited to explain how they mimicked a writer we
 have read and what the experience felt like as well as if they believe the result is
 rhetorically effective.

 By requiring students to reflect on their adoption of techniques and strategies

 they locate in the model text and compose a submission note in which they

 assess the effectiveness of this borrowing, this instructor prompts students

 to identify and consider direct connections between their course reading and
 writing.6 The submission note and student paper serve as tangible proof that

 the reading done for the course has influenced the student s writing.

 The other primary reason that instructors offer for assigning model texts

 is that they want to provide students with an example of a genre in which the

 students will eventually be asked to write.7 This use of model texts asks students
 to look at the overall structure of the text or the conventions associated with

 a particular genre, rather than focus on individual writerly techniques and
 strategies that they can adopt, as we see in the following two examples from
 the instructors' surveys:

 We read examples of the kinds of essays they would be writing - descriptive nar-
 ratives, researched arguments, etc. I subscribe to the theory that students should
 read models of the genre in which they will be writing.
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 If I'm teaching prosody, it makes sense to use metered poetry. If I'm teaching the
 personal essay, it makes sense to use other personal essays as models. The same
 can be said for the teaching of other genres.

 Instructors assign these texts intending for students to read them as models of

 genre, but it remains unclear whether instructors are actually teaching students

 how to do this. While the majority of instructors who report assigning model
 texts so that students can adopt techniques and strategies mention taking time
 in class to show students how to read for them, this is not the case for most of

 the instructors who reported assigning model texts as examples of genre. This

 is a potential disconnect in the course: instructors want students to read for

 genre conventions but fail to explain this to students or teach them how to do it.

 During our interview, Don, a full-time lecturer, noted that this is a poten-

 tial problem because students don t necessarily know how to read for genre
 conventions or how to use the texts to improve their own writing:

 It can t be like whoa, look at these four models. Let s just do what they're doing.

 They can't really- can t really see what's happening in those pieces. I think they see
 an analytical essay and like - I use the word analytical essay because you know it
 is a kind of genre. You know but to them it's totally not a genre, and I think they're
 kind of blind to most of what is happening.

 Don suggests that students are ill-equipped to use model texts effectively on
 their own. This view is confirmed by at least one student who explained in a

 survey response, "I am not very motivated to read for this course because I never

 really know what to look for in the reading." If instructors can teach students
 how to read and use model texts, they may be able to combat this sort of lack
 of motivation on the part of students. It s not enough to merely assign certain

 kinds of texts. After conducting his own study of student writers using model

 texts, Peter Smagorinsky reached a similar conclusion, warning, "Simply read-
 ing a model piece of writing ... is insufficient to teach young writers how to
 produce compositions . . . most novices need more direct instruction" (174).

 Teaching Model Texts Effectively: An Example
 One of the instructors I interviewed and observed, Tawnya, a graduate student

 studying literature, attempts to provide the kind of "direct instruction" that
 Smagorinsky recommends by being very explicit with students about potential
 connections between their assigned reading and their writing assignments:

 508
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 By encouraging students to use these texts

 as models and read with an eye toward

 their own eventual writing - to read

 them as examples of the specific genre in

 which they will be writing - Tawnya helps

 students to connect the assigned reading to

 their writing tasks.

 Tawnya: For both of the papers they've done so far, IVe given them readings that

 do what I'm asking them to do, with the hopes that when they sit down . . . they

 can re-read it and say "Okay, how can I use this as a template for my writing?"

 MB: And when you say "ask them to do," you mean readings that are demon-

 strating a genre or something?

 Tawnya: Right, so the first one was a descriptive analysis, and the second one
 was the review, due tomorrow. And then for the third one as well, which is

 more of a standard argumentative paper, I will do the same, so that they can

 use it as a template . . .

 By encouraging students to use these texts as models and read with an eye
 toward their own eventual writing- to read them as examples of the specific

 genre in which they will be writing- Tawnya

 helps students to connect the assigned read-

 ing to their writing tasks.

 Her belief that reading in this way helps

 students improve their writing is a belief
 shared by many of her students. In response

 to the question Do you find the reading that

 you do for this course helpful in improving

 your writing? Tawnya had the highest total
 number (14) and percentage (82 percent) of students who said yes. The follow-

 ing three responses represent how nearly every student in her class mentioned

 the benefit of reading texts that serve as models for their writing assignments:

 The readings are useful because they typically display the style of writing that
 needs to be utilized in the upcoming paper. For example: in preparation for writ-
 ing a critique of a live performance, we will read different styles of critiques from
 various periodicals.

 The reading done for this class is helpful because it usually relates to a paper
 we are going to write. This makes the process of writing papers easier by giving
 students a reference.

 Yes, I do because the readings we do are often the same as the paper we are writ-
 ing. When we discuss the readings we look at things they have done well and we
 might want to do in our papers.

 This third comment suggests that at least some of the students in Tawnyas
 course are developing their understanding of specific writerly strategies and
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 techniques in addition to understanding genre conventions: they are locating
 things in the assigned texts that the author has "done well" and that they "might

 want to do" in their papers.

 A key to Tawnyas success is that beyond simply assigning models of
 specific genres, she talks with students about how they should be reading the
 model texts. Tawnyas students get direct instruction in how to read model

 texts for both writerly strategies they can adopt and for genre conventions.8
 While observing Tawnyas course, I witnessed this kind of explicit instruction

 firsthand. Tawnya initiated discussion of the assigned essay by telling students,

 "I thought maybe we could go through this part-by-part and talk about . . .
 [how] he is doing an analysis and his use of detail, his ability to state his thesis

 and what hes thinking. It should hopefully help you." She then directed the

 students to reread the first paragraph. When they were finished, she asked the

 class, "What did you think of this introduction? Why was it either effective or

 ineffective at pulling you in as a reader?"

 Throughout the discussion that ensued, Tawnya pushed the students to

 explain in specific detail why they did or didn't find the introduction effective.

 She also led students to examine some of the specific choices the author had

 made. For example, she asked the class to consider the pros and cons of only
 discussing two areas of the country in an essay dealing with the polarization
 of America. Two students offered responses to her question:

 I thought the pros were because he only focused on two places he could go into
 more in-depth analysis of the places, but because he only focused on two places,
 while maybe fundamentally red and blue states are still there, there are still differ-
 ences everywhere. So if he wanted to make a more specific essay he should focus
 on those two, but if he wanted to get a really good grasp of the difference between
 red and blue he should have covered more ground.

 I think it works for his purposes because these places are so polar opposite.

 Both of these students responded insightfully to the author s strategy of only

 covering two locations in the essay, particularly the first student who offered an

 alternative strategy that the author might have used (as well as a rationale for

 that alternative). In proposing an alternative strategy for composing the essay,

 this student displays the kind of understanding about writing strategy that can

 develop when instructors take the time to teach students to read in this way.
 A bit later in the same discussion, Tawnya asked the students to look at a

 specific metaphor operating in the text and told them that they too could use a
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 "Let's say we were going to bring you to cam-

 pus and arrange for you to speak with all of

 our writing instructors. What would you tell

 them? What would you say that could help us

 improve the ways we teach reading?"

 metaphor to help structure their next paper: "This is another kind of strategy

 you can use in papers is coming up with a metaphor that describes what you're

 trying to say. So you analyze your performance, and then you come up with a

 clever way of expressing it to your audience." With this move, Tawnya directs

 students attention to a specific technique operating in the model text and
 tells them explicitly that they can make a similar move in their own writing.

 It s difficult to imagine a more straightforward way of connecting the reading

 and writing that students do.

 I present Tawnyas approach as a successful example of teaching reading
 through the use of model texts for a couple of important reasons. First, she

 assigns students to read model texts with the dual purpose of reading for indi-

 vidual writing techniques and strategies that they can try out, and of reading

 the text as an example of the genre that they will be working in themselves. She

 prompts students to use the model texts in

 both ways simultaneously; this means that

 students get direct instruction in how to
 use the model texts for both purposes, each

 of which can be helpful as they think about

 their own writing. Second, she demonstrates
 for her students how she would like them to

 read, and while doing so she emphasizes connections between the reading they

 are doing and their writing assignments. She has carefully considered how her

 reading and writing assignments connect and makes an effort to help students

 recognize those connections.

 Conclusion

 A few weeks after I finished analyzing my data, I had the opportunity talk about

 my research with the director of writing from another midwestern university

 and one of his faculty colleagues. As I told them about my findings and about the

 apparent need for instructors to teach reading- writing connections explicitly,

 his colleague looked over at me and asked, "Let s say we were going to bring
 you to campus and arrange for you to speak with all of our writing instructors.

 What would you tell them? What would you say that could help us improve
 the ways we teach reading?"

 There are several suggestions I would like to make to a room full of writing

 instructors about how to teach reading. Here is where I might start:
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 • Ici think about the extent to which and the ways in which I perceive

 reading and writing to be connected activities. This pedagogical aware-

 ness can help me to design a course in which the reading and writing
 assignments build upon and reinforce each other. Its clear from the

 interviews with instructors at Michigan and from several years of
 working with new writing instructors at three different institutions

 that many instructors begin designing their course by first selecting the
 texts to be read, often with little consideration for how those texts con-

 nect to course writing assignments.

 Selecting the readings first - independent of the course writing

 tasks- makes it far harder for us to conceive of how the reading and
 writing tasks connect and increases the likelihood that they won t

 connect. If instead we select readings and design writing prompts

 simultaneously, there is a far greater chance that we will be aware of
 connections between the two and be able to articulate those connec-

 tions to students.

 • I'd talk with students during class about the connections between as-

 signments. Students indicated in their survey responses that they were

 more or less motivated to read assigned texts depending upon whether
 they viewed that reading as relevant to their writing assignments. This

 simple step to explain the scaffolding we've done can help generate

 motivation on the part of students to complete assigned reading and

 can help them to understand that reading and writing are connected
 activities.

 • Assigning students to read model texts isn't enough; students usually
 don t know how to read for writerly techniques or for genre conven-
 tions on their own. We must teach students how to read model texts in

 ways that will inform the eventual writing that they will do and teach

 them to read in ways that help them to develop their understanding of
 writerly strategies and techniques and that help them to identify genre

 conventions so that they are better prepared to write in those genres.

 Teaching reading in terms of its connections to writing can motivate students
 to read and increase the likelihood that they find success in both activities. It
 can lead students to value reading as an integral aspect of learning to write.
 It can help students develop their understanding of writerly strategies and
 techniques. Most of us firmly believe that reading improves writing. Let s make

 sure that we are teaching reading in ways that make this happen for students.

 512
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 Appendix A: Instructor Survey

 1. How many semesters of first-year writing have you taught, including this one?

 2. How many total writing courses have you taught, including this one?

 3. Do students arrive (at the university) prepared to read at the college level?

 4. What kinds of reading do students do for your first-year writing course?

 5. Do you teach students to read visual images or nonwritten texts? If so, what do
 you do?

 6. What is the reading skill, or particular reading approach, that is most important
 or beneficial for students to learn in first-year writing?

 7. Do you teach students to do a particular kind of reading or adopt a particular
 reading approach?

 8. Do you believe that reading and writing are connected activities?

 9. How (if at all) do you teach a connection between reading and writing to stu-
 dents in first-year writing?

 10. Are there any differences between the ways that you ask students to read the
 writing produced by their classmates and the ways you ask them to read pub-
 lished texts? If so, what are the differences?

 11. Are there any classroom activities or assignments that are better suited to use
 one type of text as opposed to the other- either published writing or student-
 produced writing? Please explain your answer.

 12. Please discuss a few of the factors that have most influenced your ideas about
 how to teach, or not to teach, reading in first-year writing.

 Appendix B: Student Survey

 1. Do you find the reading that you do for this course helpful in improving your
 writing? Why or why not?

 2. Do you have a preference between reading published writing or the writing pro-
 duced by your classmates? Please explain your answer.

 3. Are you motivated to read for this course? Why or why not?

 4. Have you learned about possible connection(s) between reading and writing in
 this course? If yes, what have you learned?

 Notes

 1. The topic of reading has received increased attention in the past few years. In
 2009, the journal Open Words: Access and English Studies devoted its entire spring
 issue to articles exploring college-level reading- including some discussion of
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 reading s place within collegiate writing courses. In 2010, the journal Reader : Es-
 says in Reader-Oriented Theory, Criticism , and Pedagogy devoted its fall issue to
 exploring disciplinary ways of teaching reading, including attention to some of the
 ways that reading is taught in composition. Most recently, at the 2012 Conference

 on College Composition and Communication in St. Louis, a new annual Special
 Interest Group dedicated to exploring "The Role of Reading in Composition Stud-
 ies" met for the first time.

 2. Kathleen McCormick prefers an "interactive" model of reading that she believes
 stresses that "first, both readers and texts contribute to the reading process and
 second, that both texts and readers are themselves ideologically situated" (69).
 However, I prefer Nystrand s description of reading as a "negotiation" over other
 conceptions of reading, including Louise Rosenblatts notion of "transaction," be-
 cause negotiation - more than any other term - implies the degree of cooperation
 and even compromise needed for writers and readers to make meaning effectively

 from a text. Negotiation implies that two parties- in this case the writer and
 reader - are approaching the enterprise with the mutual goal of creating meaning.

 3. All instructor and student names are pseudonyms.

 4. This emphasis on model texts maybe common at other institutions as well. While

 conducting a comprehensive study of writing in the undergraduate curriculum at
 the University of Pittsburgh, David Bartholomae and Beth Matway found a similar
 use of model texts among faculty from a variety of disciplines: "Many of those
 interviewed use models in their teaching- either examples of student papers or
 examples of professional writing - in order to give students a point of reference
 for genre, format, and style."

 5. Although they don t specifically mention the use of model texts, Linda Adler-
 Kassner and Heidi Estrem found that writing instructors at Eastern Michigan
 University had "three relatively clear purposes for reading within the program.
 Content-based reading . . . asks students to summarize and interpret, to consider
 connections between ideas, and to use reading to develop ideas. Process-based
 reading focuses on the work of the writer/researcher, scrutinizing the text to look
 at the decisions made by the writer in the process of textual production as a pos-
 sible model for students' own writing/ research work. Structure-based reading asks
 students to focus on the conventions reflected in and used to shape content; the
 emphasis is on developing genre awareness so that student writers can make con-
 scious decisions about how to use different genres and conventions, and can make
 conscious choices about how, when, or whether to use them" (40-41). The second

 two of these purposes - process-based and structure-based reading - seem nearly
 identical to the two primary ways that instructors participating in my research
 describe wanting students to read in conjunction with model texts.
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 6. These submission notes are similar to Jeffrey Sommers s "student-teacher memos'

 in that they are each "intended to take both student and teacher behind the paper,
 into the composing process which produced the draft" (77). Sommers asks students

 to submit a memo with each writing assignment aimed at helping students to "de-

 scribe and comment on their composing processes" (78). This surveyed instructors

 "submission note" may actually do more, however, to help students connect the
 process of reading with the process of writing, since Sommerss questions focus
 almost exclusively on writing and the students written text.

 7. Throughout this article I use the term genre to indicate a category or type of text

 (e.g., a review, an opinion column, an argumentative essay) in the traditional liter-
 ary sense. While I'm aware that other conceptions of genre transcend this limited
 conception and construct genre as a way to define various situations and social
 actions, its clear that instructor participants (such as Don) were using the term
 exclusively to indicate forms and types of writing.

 8. Although Tawnya shows that these two uses of model texts - as providing tech-

 niques to adopt and as examples of genre- aren t mutually exclusive, nearly every
 instructor who mentions using model texts refers to either one use or the other,
 but not both.
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