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ABSTRACT

This study was intended to answer the question, "ls it possi-
ble to portray and defend to a critical audience the foundatlons of a
sequanzial composition program, utilizing rhetorical modes, at a com--
prehensive community college, meeting the various needs of students
who accept {ts open-door rolicy? Entalled in this problem was an
explanation of various national trends leading to the description of
the six segnential composition courses at Illinols Central Collepe
in East Peoria, Tllinois, which range from highly remediating courses
to creative writing. Also, the varying modes of delivery developed
at the College were portrayed as well as some of the ancillary mater-
ials which were created for supporting those delivery systens.

The second major portion of the paper is the development of
an evaluation model desiyned to serve as a base for adaptation to
local needs of community colleges everywhere. Included in the evalua-
tion techniques are criterion referencing of the course objectives,
the logical consistency of the program, a student questionnaire, com-
parison of enrollments figures, persoual interviews of students who
dropped the course, an instructor attitude survey, an annual report
statement by the Chairman of the Division, and miscellaneous docu-
ments,

These evaluation techniques are applied to the program at

I1linois Central College, East Peoria, Illinois, to analyze the degree



of sat fufaction of that propram and to illustrate o praceical. appli-
cation of the techniques.  An analysis of the seven ovaluation tocl-
nigues displayed rather positlve Iju‘,i,‘.("’p.[,;lxu‘u ar the composition propran
at [lingis Central College.  An analysis of the objectives reveal o
that the coucept of objectives is an extremely advantapeons course of
action. ‘The English Compositlon Student Questiomnaire rovealed o very
positive response to the composition program usually above 90 per
cent, with the least favarable response shown toward the practiciality
of the program. A comparable positive resporse wias displayed on the
Composition Instructor Artitude Survey with only two items falling

-

boelow the midpoint of 3.0 bolween degrovs of 1 and G-

‘placement pro-
cadures and the objectives for English 105. The report to the Dean
of Instruction relates a number of accomplishments and concerns which
represents basically a strong, desirable position. The logical con-
sistency measures demonstrated that the philosophies of the Collepe
and the Division are strongly supported hy the composition progran
exeepl for its practicallicty problems. ‘The greatest concern revealed
by the evaluation process rests in the inadequacy of the composit Lon
enrollments compared to those of the College. A final evaluation
technique was to interview full-time students who dropped English
during the fall semester, 1975, revealing that the number of situa-
tions which were caused by reasons controllable by the Division were
quite negligible.

This study lias demonstrated that:

tlv zubstantive rasearch has been performed in the

rr

L. Li

arcie of composition, and much ls needed.
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JooAltbouph eva it ion 1o ponsible as well as dwporvtant to
Aoviab e progrow, alsost no digcernable ovalaarive tocls exiar o
coampos i lon .

oo A systewal e teehnigne needs to e devedoped aed ot i) i od
lie aalyaiag coralTment Urends,

Ao Altheuph stadents and fustructors Yoth fwdicated hat o

benercial composit ion porepran coists ar L1 inois Cent-al o) Pesge
dabd FCTomal et bt ot 1o i s Uengdedd Loy fnres D0t et 1 5 R RTEAS
tical ond the o Lssroon presontat fons more Talesess o

b More specitic o enlbry profiles of the students inke e
conrses and more carefual o placement cvoeodures are pooded Lo nnure
groeater sSuccess o Lhie cogrses.,

sire tho de-

6. Follow-up studies need to be promoted to me:
grov of satisfaction with the courses one year after the stuadents
have completed them.

7. The sequential composition program at lllinois Central
College has presented itself as an extremely sophisticated, care-
fully constructed, creatively deslgned sequence of compositional
activities which Is sensitive to student needs and the philosophies
of the Collepe and the Division. It is based upon a logical frame-

work, pursued with innovative techniques, esvaluated with concern
for improvement, and designed by a highly professional, energetic,
and justifiably proud faculty.

8. The cvaluation techuiques presented here can be adapted

to local community college needs acrtoss the country as a basic model

ition.

i

to upgrade the quality of learnding generated in compo

m
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Chapter 1

INTRODUCTLON

Engllsh inﬁtténtian is In a state of chaos, No one has
developed the Instructional expertize or Lufluence to exert real
directlon to the subject matter. Consequently, inétruct[un fluc-
tuates with the whims of the times from open classes to film making,
to journals, to sensltivity, to language structure, to do-your-own-
thing. Nelther have English {nstructors been able to wWwithstand the
justifiable criticisms of students, administrators, lustructors in
other disciplines, or the public. I[n many places the requirements
have been curtailed or eliminated. '"Bonehead IEngl Ish' was thrown out
of many schools during the rapld érgwth years of the fiftles and
sixtles but Is occasloning a renalssance in the seventles.

Statement of the Problem

3

Upon the appointment of the author as Divislon Chalrman of the

Cummunicatiané Division of Illinois Centval College, East Peorla,
I1linois, in 1969, several significant queations were asked of him

by both the President and Dean of Instruction of the Call&gé:

(1) How are you golng to prove that you are actually teaching anything
to your students? (2) How can you justify retaining a six-credit-hour
requirement in English at Tllinols Central College? Wouldn't we be
just am well off by dropping English entirely from the currlculum?
Although the questlions were asked somewhat facetiously, they were just

as logical and Justiflable as they wera frﬁstraﬁing and embarrassing.

1

12
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Thus, a considerable and cont ingdig attention has been given
to develop a program which can answer these kinds of concerns in the
following basic statement of the problem of ehis paper:

Is it possible to portray and defend to a critical audience

the foundations of a sequential compaslt Lon program, utilizieg
rhetorical modes, at a comprehens ive community college, meeting

the various needs of students who accept its vpens dvor peliecy?

Statement of Purposge

The purposes of this study, then , wereto desovibe and evaluate
the composition program as it exiscs al 3linels Central Collepge. En-
tailed was the portraval of the six sequenti:al courses in composition
which range from highly remediating coursis tocreative writing. In
addition, the varying modes of delivexy ceve L oped at t he College have
been described as well as some of the melillary mater ials vhich the
Division has created for supporting those del ivery systems,

To evaluate the program as it now exiats at the College re—
quired a critical approach utilizing warfous sources:

1. lt dinvestigated the criterlorreEerencing of the course
objectives.

2. It challenged the loglcal cormlst ency of the program
structure.

3. 1t pursued the extent of studmt sitisfact ion with the
program through an analysis of the resulesof a student questionnaire
administered in December, 1974.

4. 1t surveyed the growth of the: composition program through
a dilsploy of Lhe comparat fve enrollment flures during the fall semes=

ters of 1973, 1974, aad 1975,

' 13



5. It considered the amount of teacher satisfaction with
the program through the development and administration of an informal
opinionnaire during the August, 1975, orlentation.

6. It presented evidence from a personal opinion poll of a
sample of students presently enrolled in classes but who had dropped
their English courses before October 14, 1975.

7. lt contained a critical statement regarding the compo-
sition program by the Chairman which will be included In the 1974-75

annual report to the Dean of Instruction.

The varlous purposes of this dissertation were successfully
achleved when the writer demonstrated that he was able to:

1. Lise and describe major examples of the wide variety of
English compositlon courses throughout the nation. (knowledge--
Chapter 2, pages 14 to 29.)

2. Interpret the enrollment patterns in composition at I1lli-
noeis Central College fvom fall, 1973 to fall, 1975. (comprehension--
Chapter 4, pages 168 to 171.)

3. Apply a loglcal framevork to the sequential composition
program at I1llinodis Central College. (application--Chapter 3, psgés
142 to l44; Chapter 4, pages 171 to 177.)

4. Analyze the amount of satisfaction among students, faculty,
admindstration and the publie In the courses 1n composition at [11i=
nols Central Collepe, (annlyvsis-=Chapter 4.)

5, Create questimmaires utilized to evaluate student and
faculey satlafaction in composition courses at [1llinois Central

College. (synthesla--Appendixea B and D))




6. Design a system of criterion feferéncing which can be
accommodated by a composition program. (synthesis--Chapter 2, pages
29 to 33; Chapter 3, page 142; Chapter 4, pages 148 to 150.)

7. Write a philosophy of composition statement to delineate
the priorities for the composition pfagfam at Illinois Central College.
(synthesis--Chapter 3, pages 52 to 54.)

8. Criticize the composition program at Illinois Central
College utilizing the various evaluative materials included in this
Statement of Purpose. (evaluation--Chapter 4.)

9. Identify the wide selection of course types in college
English across the nation. (receiving--Chapter 2, pages 14 to 29.)

10. Answer the quescions originally asked by the President
and the Dean of Instruction of Illinods Central College regarding the
value of English instruction at that institution. (responding--
Chapter 4, pages 54 to 130 and 142.)

11. Demonstrate a concern for individual differences by por-
traying delivery systems suited to various student learning styles.
(responding=-Chapter 3, pages 131 to 141.)

12, Initiate information-seeking devices to ascertain the
satisfaction of students and teachers with the composition program at
[1linois Central College. (organization--Chapter 4, pages 150 to 168
and 177 to 181 and Appendixes B and D.) |

13. Discriminate areas of strength and weakness in the com-
position program at Illinoils Central College. (characterization--
Chapter 4.)

4. Formulate a statement of philosophy of ccmpasitisn whieh
provides the frimework of the compositlon program at [1linoils Central

College. Ceharacterlzatlon-=Chapter 3, pages 52 to 54.)

15



15. Draw a comparison chart to demonstrate the percentage of
positive responses to udttitudinal question cn the English Composi-

tion Student Questionnaire. (psycho-motor--Appendix C.)

Definition of Terms

The following terms comprise a list of definitions required:

1. Criterion referenred testing--A term referring to the use
of performance objectives as the standard level of achievement rather
than a normed level of achievement of the entire population of stu-
dents. Thus, it is aimed at a level of mastery of achievement with a
time variable primarily, rather than a score within a range of scores
which provide standard deviations from the mééﬁ,

2. Rhetorical modes--A term whiéﬁ;depigts the structuring of
a composition course around the concept of organizational patterns
for papers which cprrespond to the problenm generating the writiﬁg,
such as summary,.comparison/contrast, cause/effect, and classifica-
tion.

3. English 100--This is the title of the first course in-
cluded im the composition sequence at Illinois Central Ccllege. It
is a highly remedial course which attempts to integrate reading and
English into a blend which promotes basic learning skills. It tests
students for primary motor, perceptual, and conceptual abilities be-
fore it attempts to iemediate the learning problems of students. ;t
is a course with very unique objectives at the community-college
level.

4. English 101--This course is a continuation of English 100
but may be the entry level of some students with fewer learning prob-

lems or with less pronounced difficultles.

16
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5. English 105-~This course is the first of the three major
composition courses at I1llinois Central College. It is normally not
accepted for transfer to senior Imstitutions nor is it intended for
that purpose. It is utilized with an occupationally-oriented English
to fulfill the six-semester—hour requirement in many Associate of
Applied Science degrees. But it also functions as a preparatory
course for transfer-level composition. It enrolls approximately 800
students each year.

6. English 110--This course is by far the most popular Eng—
lish course at the College in terms of numge:s of students, nearly
2200 each year. It is mandated by law to be the equivalent of the
first semester of English at the four-year colleges and universities
in Illinois. Because it involves so many students and so much in-
structional time, it occupies caﬁsidérable attention by the Division,
being the motivator to develop new modes of delivery, utillze objec-—
tives, and provide creative materials,

7. English 111--This 1s the second composition course in the
natural sequence to fulfill the QDllEgEEtfaﬁSféf English requirement.
It builds upon the sequence of writing skills developed in English 110
and concentrates upon argumentatlon, persuasion, and rESEarcﬁ. It
attracts approximately 1600 students each year.

8. English 112--This course 1s creative writing. It is purely
elective and supports only one section each semester with an enroll-
ment of about twenty-two students. It is intended for students who
have zomﬁleted the equivalent of English 111 and wish to develop

writing skills with the intent of publishing their works.

17



9. Perfcfmance objectives~-The author makes no distinctions
’amang the terms performance objectives, behavioral objectives, termin-
al objectives, or learning objectives; and he uses them interchangeably
to indicate the learning outcomes of instruction.

10. Terminal objective--This term is also equivalent to the
other synonyms for performance objectives, but it 1s uysed in a special
manner as associated with and contrasted to enabling objectives.

11. Enabling objective--This term is designed to indicate an
intermediate objective whose attainment 1s required before the accom-
plishment of the terminal objective is possible.

12, Individualized instruction--This term specifies a learning
technique which alicws the student the choice of objectives for the
course, the learning activities which he will perform, and ordinarily
the evaluation techniques if he decides he wishes to be evaluated. It
is differentiated from independent study, which is much more restricted.

13. Independent study--This concept differs from individual- |
ized instruction primarily by having the activities prescribed by a
pfgfessian51; but the actual study to accomplish the course objectives
is done independently by the student with é minimum of supervision.

14. CLEP--This acronym stands for the College-Level Examina-
tlon Program which is controlled by Educational Téstiﬁg Service, It
contains a serles of tests which are belng used across the country to
award proficiency credit in various courses.

15. Journal-wrlting-—-This is a series of writing experiences
in which the student writes freely for his own satisfaction, often nét
seen or read by the teacher. Although sometimes the student merely
coples other authors' works, he is expected to mgﬂé into writing about

whatever moves him in a personal journal.

18



16. Free writing--This concept holds that if the student is
allowed to write whatever he wants in whatever form he chooses when-
ever he is ready for whomever he wants, he will do a better job. It
is built upon the assumption that motivated writing is strong writing
and will overcome naturally many of the mechanical and structural
problems which ordinarily plague student writing.

17. Contractual Composition--This is a delivery system for
composition which allows the student to work independently to meet
specified objectives for each paper at Illinois Ceutral College. The
student writes each paper in proper sequence, turns it in to his in-
structor for grading, and proceeds to the next paper as soon as the
one is judgeﬁ Satiséactafy, working as fast as he desires within the
time limit. He works under a contingency contract for his credit and
grade.

18. Contingency contract—-This term refers to a system of
managing classroom activity which stipulates that the reward for hav-
ing completed work is dependent upon the student's having met partic-
ular criteria. The reward may take various forms, depending upon the
nature of the students in a particular locale and their ages.

19. learning Laboratory-—~Thils 1s a location at Illinoils Central
College under profeasional directorship in which any adult may come
for tutorial help in English, reading, or mathematics. Most individ-
uals who seek this help are studenfrs, but others who seek these ser-
vices also are given them without cost.

20, TIllinoils Valley Library System=--This label refers to a
group of public 1ibraria§ in QEﬁpral Tilinois who have joined to-

gether in an attempt to provide improved services to their patrons.

19



21. Grading instructor--This is a designation applied to in-
structors in delivery systems in which the student does not meet with
the instructor in the classroom in the normal fashion. The instruc—
tor's primary function in addition to assisting the student with his
course problems is to evaluate his vork.

22. Developmental Program--This term is a somewhat inadequate
title for a cross-disciplined group of courses for remedial students
in English, reading, and social science. Special testing and diag-
nosis are utilized to prescribe the instruction which will provide the
most remediation over a one-or two-semester time span.

23. Mini-mester—-This is the name applied to a course which
is o.fered at Illinois Central College in an extremely abbreviated

and concentrated fashion. Three hours of credit are provided in

24, Entry profile~-This term applies to the scholastic prepa—
ration which a student brings to a class at its beginning. It should
indicate the student's readiness to perform the work of the course.

25. Exit profile--The skills which the student is able to
exhibit at the conclusion of a class is the student's exit profile.
Theoretically, the exit profile minus the entry profile should indi-
cate the amount of learning which took place within th: class.

26, ICC Writer--This is the title of a student literary maga-
2lne written hy students and published yearly by Illinois Central

College. . Lt 1s used as a required textbook in English 105, 110, and

111.
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27. Transfer-level-~This is a designation which is given to
comnunity-college courses which indicates that they are taught at a
level of difficulty which would equate them with equivalent courses
at the senior college or university level, whether or not they are
actually taught there.

28. Expository writing--This tern generally signifies a pur-
pose for writing which is primarily to explain or to inform. At
Illinois Central College it also includes descriptive forms of com-
position.

29. Argumentation--This term applies at Illinois Central
College to the forms of composition which are grounded in logic and
reasoning, rather then emotion. It emphasizes clear thinking as its
basic objective.

30. Persuasion--In composition at Illinois Central College,
this term applies to vafiaué writings which intend to convince an
audience through therapplicatisﬂ of primarily emotional techniques

rather than logical or rational techniques.

Limitations and Delimitations

Several of the limitations of this study are associated with
the composition questionnaire which is discussed in Chapter 4. 1In
order to assure answers which are based upcn'complete information, it
1s necessary to administer the questionnalre during the last week or
two of class. However, by dciﬁé.Sc, those students who withdraw for
any number of reasons during the semester do not have an Qppcrtuﬁity

to complete the form. The number of withdrawals is often significant,

frequently as many as 20 per cent. Studies at [1linois Central Coliege

have indicated that ‘students who withdraw have stated reasons other
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than instructicnal dissatisfaction in over 90 per cent of the cases,
but that fact does not eliminate the possibility of skewed findings
on the questionnaire.

Another aspect of the problem of interpreting the results of
the questionnaire is that many students' responses regarding English,
a required course in college, have been colored positively or, more
probably, negatively by the years of English in their previous educa-
tion. Although the present course might have some effect upon those
predispositions, it can not hope to always alter them significantly.

The composition questionnaire has been administered three
times in cﬁe past. 0Only the recent findings are discussed, however,
because only it was issued in anticipation of this study. However,
the summary and report of the findings of the August 1972, survey
presented to chief administrators will be included in Appendix E.
Reasons for differences between the two will not be entertained, and
the only reason for its inclusion is to portray a levei of continu-
ing satlsfaction with the program.

Only English 105, 110, and 111 have been evaluaéad by means
of this questionnaife because (1) the enrollment in the other three
courses have been severely limited in composition, (2) the nature of
the courses is rather different and changes samewhét each semester
with the needs of the students, and (3) each instructor in the other
courses has been left to his own devices to evaluate the worth of

his eclasses,

11

Although all teachers were requested to give the questionnaires

to thelr students, no precautlons were made to see that they were ad-

ministered fairly. Nelther were efforts made to sce that all did
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actually administer them. Nor was any éttémpt made to control the
questionnaires returned by specific teachers. The whole concern was
to secure as much usable information as possible under the least
threatening circumstances. Consequently, the results might be skewed
somewhat if certain teachers purposely did not administer the ques-
tionnaires to their students, .

The composition program described here is found in Illinois
Central College in East Peoria, Illinois. This is an open-door com-
prehensive community college of unearly 13,000 students. It is situated
in a location which allows it to serve a rich variety of urban, sub-
urban, and rural students, about 55 per cent of whom are in technical
and occupational programs. Students come from basically Peoria,
Woodford, and Tazewell counties, although minor portions of several
other counties are included within the district. The average age of
the student body is 27.5, 55 per cent of whom are evening students.
The population is primarily conservative, and éhe area has been some-
times included—ini%:ribbcﬁ of land across the nation known as the
"Bible Belt." The student population is primarily white and protes-
tant, 5 per cent being black with unmeasured but insignificant numbers
of other minorities.

One of the primary generalities ordinmarily accepted about
English departments is that no agreement exists among them as to the
desirable nature of freshman composition. Therefore, an arbitrary
limitatimn of only ten baslc descriptions of composition programs will
be dlgcussed. Although many more minor or peripheral types are availl-

ublé} an arbltrary limit finally had to be set to make a discussion

ey
RY RN

i

reagonable. Ln addition, the determination as to which types should

W

ERIC 2
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13
be considered more important than others is purely the writer's
determination. The kinds have not been decided on the basis of popu-
larity so much as by their very natures as distinctive and thereby
illustrative of the fact that little commonality exists across the
country.

A limitation of 50 per cent of the full-time student with=-
drawals from ccmpasiti&ﬂrcaurses will be chosen as a sample to be
interviewed by phone for their réascns for withdrawing from the
course, These persons will consist of the second and third quarters
of an alphabetical list of students who have dropped Engiish during
the first month of class ending October 14, 1975.

The questionnaire which was administered to instructional
staff in the August, 1975, orientation of instructors was not étgﬂ
sented to the part-time staff., It is felt that they have not been
enough involved in the formulation of the program to evaluate it.
They have been more involved in enacting the program, and as such
their roles are imporcant; but their positions as part-time instruc-
tors does not, in most cases, allow them to see the complete picture

in the immersed viewpoints provided a full-time imstructor.
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Chapter 2
BEVIEW OF THE LITERATURE

Searches of the literature were ccﬁductad to locate information
regarding several aspects of the subject. (1) Since a variety of
techniques are advocated for teaching composition at the college level,
sources were searched to pinpoint those techniques. (2) Another area
of concern which was researched relates to the establishment, specifi-
cation, and justification of behavioral objectives an: criterion
fefefeﬁcingi (3) A further concern which was iﬁvestigated is the area
of remedial education, particularly as it relates to adults. (4) A
final researched area was the evaluation of compositional Sk}lls.

As one scans the ligEfathe relating to the freshman English
course, he early encounters a question which pesters him before he can
confront the question of "how to" conduct the course--"whether to."
$o much pesseniistic talk exists that it confroats him everyvwhere. It
is directly euéauntgred in articles auch as "Taps for Freshman

Englishj”l "English Up Against the Wall”2 and a reply,3 "The People

lRegina M. Hoover, "Taps for Freshman English?" College
Composition and Communication, XXV (May, 1974), 149-154.

2Leon E. Lewis, "English Up Against the Wall: A Departmental
Narrative,' College English, XXXVI (December, 1974), 458-465.

3Elizabeth Wooten, "English Up Against the Wall: An Alterna-
tive Ending," College English, XXXVI (December, 1974), 466-469.
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Vs, Englishf"z‘i "Delete English Courses from the Eurriculum,”s and
"Will There Always Be an English?“é Happily, most of these pieces
finally conclude that through the negative talk which has become a
kind of "wailing wall" for English, promise exists for the continuation
of the course if new patterns of change are allowed to develop. The
literature d@és sober instfuctaté; as it should, by reflecting the
disturbing decreases in students in English over the past ten years.
The surveys performed by Ron Smith’ provide the statistics to relate
that deflating status of the course. Such gloomy articles as '"The
Drift of College English in the Last Three Years: Reflections from a
Member of the Loyal Non-Phalanx,"® "Either Way Will Huft,"g or

"Abolish English!"10 are counterbalanced by articles such as "Notes

“Roger Rosenblatt, "The People vs. English," ADE Bulletin,
XLIL (September, 1974), 1-5.

SMary H. Beaven, "Delete English Courses from the Curriculum,"
English Journal, LIX (September, 1970), 800-802.

GGeorge H. Henry, '"Will There Always Be an English?" College
English, XXXIIT (January, 1972), 407-417.

7Ron Smith, "The Composition Requirement Today: A Report on
a Nation~Wide Survey of Four-Year Colleges and Universities," College
Composition and Communication, XXV (May, 1974), 138-148.

BRrichard Ohmann, ed., "Notes from Kalamazoo," College English,
XXXV (April, 1974), 838-844.

M. c. Kehl, "An Argument Against Abolishing Freshman Compo-

sitlon," College English, XXXII (October, 1970), 60-65.

10Mlltgn Birnbaum, "The Drift of College English in the Last
Three Years: Reflections from a Member of the Loyal Non-Phalanx,"
College Lnglish, XXXV (January, 1974), 457-467.
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f rom Ka]ﬂmaggu”ll and "An Argumcai Agalngt Abollsahing Froeshman

Englishi”lé gupported by most of the previously clted statements.

Course Modes

Accepting the premise that English s still a primary aspect
of the college curriculum in spite of lts slight decrease in status,
the next step 1s to determine the nature of it. One of the more¢ cou-
mode for freshman Lnglish to take. Therefore, a tremendous volume of
articles is avallable in the professional publlcations which arpue the
variety of options. However, relatively few volumes have been pub-
lished which promote a single mode, probably indicating that publishing
houses are interested in reaching the widest possible audlence.

Each mode included has its particular champlous, and the

references cited here are repredentative.

Free Writing. With little doubt, the most aggressive movement in fresh-

man English circles presently is the free-writing concept. The current
emphasis was promoted primarily by the publication of Ken Macrorie's

Uptaught in 1970. A timely appearauce of this volume in the wake of

the student protest activities following the Kent State and Berkeley
conflicts inflamed highly vocal instructors across the country to pro-
test authority and freedom limitations in all academic areas. Accom-

panying the student boycotts of classes was the rejection of traditional

llRobert F. Hogan, "Either Way Will Hurt,' ADE Bulletin, XLII
(September, 1974), 11-16. RS

12pygust Franza, "Abolish English," English Journal, LIX
(September, 1970), 798-799.
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or "standard" levels of usage, the standard 500-word theme, the
organizational frameworks, the concern for audlence, and sty llstle
prerequisives. "Students con and will write {f they are plven the
asgurance that they can, [{ they are encouraged to =hare thelr
thoughts and feelings instead of belng forced to meet the demands of
a particular asgignment, and Lf they are convineed of the worth of
thoetr léffﬁi‘,ﬁ..—"l 3

Thils movement to free the student from all restrictions has
been proposed by many voices since the creation of Engfish in Uptaught.

Didn't belfeve I had disdyked my students all those

years, but 1 bhad Indeed tumbled them Into a glass cvery

day and fright preached Engfish at them. This girl

(originator) had given me a name for the bloated, pra-

tentious language I saw everywhere around me, in the

students' themes, In the textbook on writing, in the

professors' and administrators' communications to each

other. A feel-nothing, say nothing language, dead like

Latin, devold of the rhiythms of conventional speeuh.l'
Others took up his bastlon to do away with restrictions. 1In Baden's
class, he says, "There was no text, no assigned writings, no regular
deadliines, no demand for certain kinds of writings, etc. Students
wrote what they wanted to, when they wanted to, in whatever way they
hose, "1? Evidently, he agreed with Moyer that almost everything he

said in his teachlng was [rrelevant, obvious, or falseilﬁ Others

tnvolved in the same openness include Berg, who uses it for

gobert €. Baden, "College Freshmen Can't (?) Write," College
Composition and Communication, XXV (December, 1974), 431.

Lagen Macrorie, Uptaught (New York: Hayden Book Co., 1970),
I]é LB-

Dpaden, p. 431,

I0Charles R. Moyer, "Why I Gave Up Teaching Freshman English,"

College English, XXXI (November, 1969), 171.
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ruvllullzatiun;l7 Lebner In democratic, Iudividuallszed urtiviticﬁ;lH
Flood, who advocates tmprovisatlonal ﬂraaglvlty;lg Friedrich and
Kuester, striving to reach students' forceful language;?U Pumphrey,
reaching for free-wheeling generation of form out of cantent;zl

Putz, who tried to (but didn't) prove that non-directive teaching iy
more effective than tradltional teghniquesgzz Putz, agaln, who applied
a transact lonal analysis approach to j.t;;?3 Baker, who uses it to dis-
cover the thinking pr@uussgs;zﬂ and Lou Kelly, who moves from openness
in self-expression to structure in dialugugs.gs’zﬁ

The most desirable aspect of the free-writing movement lies

in the attempt to unlock the private 11fe of the student to a communion

pavid w. Berg, ''Independent Study: Transfusion for Anemic
English Programs," English Journal, LIX (February, 1970), 258.

8pndreas P. Lehner, 'The Laissez-faire Curriculum in the Demo-
cratic School," English Journal, LIX (September, 1970), 803-~810.

lgRalph Flood, "Reports of the Death of Student-Centered Teach-
ing Have Been Grossly Exaggerated (further comment)," College English,
XXXV (January, 1974), 476.

20pjick Friedrich and David Kuester, Ft's Mine and I'll Write
It That Way (New York: Random House, 1972), p. 231. i

21 jean Pumphrey, "Teaching English Composition as a Creative
Art," College English, XXXIV (February, 1973), 670.

2230an M. Putz, "When the Teacher Stops Teaching--An Experiment
with Freshman English," College English, XXXII (October, 1970), 57.

23j0an M. Putz, "Permission + Protection = Potency: ATA
Approach to knglish 101," College English, XXXVI (January, 1974),
571-576,

24gheridan’ Baker, "Writing as Discovery," ADE Bulletin, XLIII
(November, 1974), 34.

25100 Kelly, From Dialogue to Discourse: An Open Approach
(Glenview, 111.: Scott, Foresman and Co., 1972), p. 353.

2016u Kelly, "foward Competence and Creativity in an Open Class,"
College English, XXXIV (February, 1973), 647.
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of language--an activity @f.twm or more. Somectimes thls privateness
begins with writing a journal, even just Qgpying’an article to get
reluctant writers to become fluid in writing. As they put down their
personal activities and reactions in a non restrictive environment,
they gradually become freer iIn Eheifmiénguage usage. With this uew
frecedom comes power, and as thelr language becomes more powerful, it
takes on naturally more structure and competency.2’/ Delaney and Hurst
present the most meaningful perspective on the entire free writing
movement in their analysis of how learning to write is a movement from
internality to gxzéfnality.zg Although it is this writer's opinion
that some of the internalized or self-awareness writing should come
before the freshman course or in remedial courses, it is assumed to be
the entire activity for some, such as Peter Elbawzg and BEEEBBD for
others it is the prominent function, such as Macrorie, 3t Rellegg and
Friedrigh;BB for even others such as Martia3% it is only an assignment
or two. These latter types are proposed by Burling in his contrasts

f the mechanics fallacy and freedom fallacyizs

27Richard Friedrich and Elizabeth McPherson, "English at Forest
Park Community College," College English, XXXV (May, 1974), 886-890.

283rian Delaney and Darrell Hurst, "Moving Out: From Subjective
to Objective Composition," Freshman English News, II (Spring, 1973), 1.

29peter Elbow, Writing Without Teachers (New York: Oxford
University Press, 1973).

3DBetg, p. 258. 3lMacrorie. 32Ke11y;
33friedrich and Kuester.

34pominic F. Martia, "Modified 'Free Writing' in a Program of
In-Class Writing,' Illinois English Bulletin, LXII (May, 1975), 14.

35Robbins Burling, "An Anthropologist Among the English
Teachers," College Composition and Communication, XXV (October, 1974),
237.
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Creative Writing. Although mauy of the authors just clted could be

classified as advocating creative writing, their dominant ewphasis Is
on the freedom concept. Other authors advocate as thelr dominant
theme creative writing, the freedom issue remaining a peripheral con-
cern. Pumphrey utilizes a Sﬂriés of rewritings of fiction techniques
to develop creative compositions.30 Putz explains how she motivates
creative writing experiences by sendiug the results to publishers and
periodically seelng them published.37 Alvin Alley demonstrates his
belief that "All significant writing is creative writingi”BS More

specifically, he traces rhetoric from expressive forms to productive

and innovative to what he calls creative rhetoric, "the ultimate goal

1

of all wfiting!njg

Linguistics. Several authors have promoted composition through spe-
cific pattern drills with sentences. Weaver discusses the use of
40 Sentence patterns

42

gsyntactical patterns by the Nebraska Curriculum.

are the bases of texts by the LEfEVtES;41 Jones and Faulkuer,™* and

36pumphrey, p. 668. 37putz, "Permission...," p. 575.

38p1vin D. Alley, "Guiding Principles for the Teaching of
Rhetoric,"” College Composition and Communication, XXV (December, 1974),
374.

39 11ey, p. 377.

40Frances Ellen Weaver, "The Composing Processes of English
Teachers Candidates: Responding to Freedom and Constraint." (Unpub=
lished PhD dissertation, University of Illinois, 1973).

4ljelen E. Lefevre and Carl A. Lefevre, Writing by Patterns
(New York: Alfred A. Knopf, 1966).

42Alexander E. Jones and Claude W. Faulkner, Writing Good Prose:
A Structural Approach to Writing Paragraphs and Themes (New York:
Charles Scribner's Sons, 1961).
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Ghristenseniqj Less confining and atomized Is the practice at Staten
Island Community Colliege, where the native language as spoken is

- 113 &1 § .. H . - g e 44 A — - Vb,.ﬁ—: ,3\1, F i,i
transferred inte written form. A mucn more abstract techniqus is

employed in Montage: ngyestig;;igqs_L97Langg§gg,45 The language

awareness and sensitivity taught are recorded in journalistic entries
which are exﬁacted to grow into more complex and abstract observations.
However, although these advocates believe that knowledge of linguis-
tics promotes better writing, Stade reminds onme that "To this day,
there are few good writers who can tell ap_allamcrph from a murmur-
vowel; and linguists who write well do pot write well because they are

linguigtg_ ii&b

!

Clear Thinking. Another fundamental mode utilized in freshman English

is the development of the thought processes. This position has been
retained throughout history with greater or lesser emphasis because
few can disagree that "good writing can be separated from good think-

ing."%7 Few would extend the concept as far as Baker when he states

43Francis Christensen, "A Generative Rhetoric of the Sentence,"
Teaching Basic English Courses: Readings and Comments, ed. Richard
M. Bossone (New York: Van Nostrand Reinhold Co., 1971), pp. 375-384.

441ra Shor, ed., "Reading and Writing at Staten Island
Community College," College English, XXXV (May, 1974), 950-951.

43yilliam Sparke and Clark McKowen, Montage: Investigations
in Language (New York: Macmillan Cou., 1970).

46Gegrge Stade, '"Hydrants into Elephants: The Theory and Prac-
tice of College Composition," College English, XXXI (November, 1969),
148.

47albert R. Kitzhaber, Themes, Theories, and Therapy: The
Teaching of Writing in College (New York: MeGraw-Hill Book Co., Inc.,
1963),.p. 111.
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that "The process of writing, in fact, expands our capacity to think

A
as nothing else can.“*g He goes evern farther to stress its capacily

) ) ) X
to cause the phvsical size of the braln to increaseg%) However, many
would agree with a more moderate significance of clear headedness in

writing. Hans Guth has proposed such 4 concept through three editions

E
nf wgrds,and,ldggs.gu Major iections of his books are devoted to

logic and faulty reasoning. .ne Northwestern Curriculum is based on
the concepts that good thinking is preparation for good writing and
that logic 1is the foundarion of good feasuning.51 This format, that
students ". . . have to learn to think before they can write," is
investigated as the classical method of teaching writing by Warnauk!5g
Stade also recognizes this formal as one of the frequent modes for the
composition course.?3  On the other hand, Kraft argues that argument

[ o4

4 . ; . ;
Y'olle modifles hils glamorous title somewhat in the article””

.
: i
is dead.-

much stronger form of inducement than traditional logical techniques.

48 ak;f, p- 36. égBakér, pp. 36-37.

[we]
Pl

50yans P. Guth, Words _and Ideas (3rd ed.; Belmont, Cal.:
Wadsworth Publishing Co., Inc., 1972).

[=1h
“iWeaver, p. 5.

52 30hn Warnock, ''The Relation of Critical Perspectives to
Teaching Methods in Composition,' College English, XAXIV (February,
1973), 692.

53stade, pp. 148-149.

XXXVI (January, 1975), 548-551.

BSKEafL, p. 551.
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Literature. In fact, what Kraft finally is saying Is that "ALl this
explains why the teaching of rhetorle properly belongs in departments
of ]iEEfutuf&."SG Since neariv all English teachers are products of
graduate schools in which literature is practically the sum and sub-
stance of the program, it is only natural that composition teachers
would use literature as the base for teaching composition. Meckel
cites a National Council of Teachers of English study in 1961 which
found that almost 60 per cent of graduate schools require no composi-
tion heyond the freshman course for students preparing for sccondary
Euglish teaching,57 A survey performed by Sangamon State University

in 1974 indicated that a significant number of English courses in
[1linois community colleges are listed as introduction to literature,%s
A representative model of a writing program based in literature is the
Carnegie 8. or High School Curriculum in English for the Able College-
Bound Studenc (1965)i59 Modern complaints by Stadeéo and cthersiﬁl‘ﬁg

have pointed out that literature in a composition class becomes teach-

ing literature and writing about literature rather than teaching

Sﬁﬁraft, p. 550.

S7Henry C. Meckel, "Research on Teaching Composition and Litera-
ture,' Handbook of Research on Teaching, ed. Nathaniel L. Gage
(Chicago: Rand McNally and Co., 1363), p. 989.

58Jahn Lennon, ''Survey of English Courses in Illinois Commun-
ity Colleges," (Springfield, T1l.: Sangamon State University, 1974).
(Mimeographed. )
SQWEaver, p. 5. EDStada, p. 1l47.

61Pred Kfﬂegéf, "Boak Rev1ew %taﬁgs in erclng by Karl

6zﬂcyer, p. 169.
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composition and writing composition. The composition class should not
become, as the writer's former chalrman contended, an advertisement

for literature courses.

Rhetoric. One of the most common modes for freshman English is rhe-
toric, what Tibbetts defines as ". . . the art of finding the truth
and convincing others of that truth."EB Although it has taken consid-
erable criticism from various modern authors, such as Sl:aﬂ:;z,g"4 it

still has a wide following. Probably the most representative example

of this frame of mind is Corbett's Classical Rhetoric for Modern

Students. Modern rhetorics attempt to teach composition primarily by
analyzing the problems involved with various writing purposes, such as

classifying, comparing, contrasting, demonstrating causation, process-—

ing, etc. The English 110 Student Models Baqk65 and the English 111

Book®® are concise examples of the varilous rhetorical modes covered.
Rhetoric textbooks are somewhat misleading in their titles, just as
English courses labeled 'rhetoric" are often misleading. Often they

are merely substitute terms for writing texts (such as A Contemporary

Rhe;pfic,67 which is really a handbook, grammar, rhetoric combined)

63s. M. Tibbetts, The Strategies of Rhetoric (Glenview, Ill.:
Scott, Foresman and Co., 1969), p. xi.

b4grade, pp. 147-148.

65communications Division, Illinois Central College, English
110 Student Models Book (Dubuque, Ia.: Kendall/Hunt Publishing Co.,
1974). '

66Communications Division, Illinois Central College, English
111 Book (Dubuque, Ia,: Kendall/Hunt Publishing Co., 1975).

) 07Robert W. Daniel, A Contemporary Rhetoric (Boston; Little,
Brown and Co., 1967).
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and any variety of teaching modes. More favorable examples of texts
cre thoge of Tibbetts08 and Rorahachar?? and a reader as the 1CC
are thode of Tibbetts and Rorabacher and a reader as the 1CC

0 ) , - .
7 Full explanations of a specific program are to be

71 ny

Writer, 1975.
found in Finch's and Slaughter's article, A' Community College
Composition Prggfam,"7z “"A Handbook for Internsg”73 or "Illinois
Central College Composition Pragtam,”7é Since this program will be
discussed at considerable detail in the next chapter, it will not be
described further here.

Such programs do have their weaknesses. Other than those
already mentioned and the criticisms that they are demeani: »ly prag-
N 75

matic and little concerned with what one has to say, a justifiable

complaint is lodged by Coe.’® His concern is that the rhetorical

681ipbotts.

69 ouise &. Rorabacher, Assignments in Exposition (5th ed.;
New York: Harper and Row, 1974).

7Ocomnunications Division, The ICC Writer (East Peoria, Ill.
Illinois Central College, 1975).

7ljames D. Finch and Michael A. Slaughter, "An Experiment in
Contractual Composition,"” Illinois English Bulletin, LX (January, 1973),
1-9.

72 james Finch and others, "'A' Community College Composition
Program,'" (East Peoria, Ill.: Illinois Central College, 1975).
(Mimeographed.)

73 1van Sparling, ''Handbook for Interns,'" (East Peoria, Ill.:
Illinois Central College, 1973). (Mimeographed.)

7dyilliam M. McNett, "Illinois Central College Cowposition
Program,'" (East Peoria, I1l.: Illinois Central College, 1973).
(Mimeographed.)

7Syarnock, p. 695.

76Richard M. Coe, "Rhetoric 2001," Freshman English News, III
(Spring, 1975), 1-13.
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modes, for instance cause/effect, do not take into account the recent
findings of computér technology:

Computer speclalists, in order to solve concrete problems,
have worked out laws (such as overdetermination) for their
information-oriented computers. These laws have demon-
strably broader applications; the thought-pattern im-
plicit in these laws are commensurable with the general
direction of modern science. They have implications

even for that very common information-oriented system,
expository writing;77

Imitation. "Even the most original and exceptional styles are ulti-

mately but variations on common locutions, structures, and désignsi”?s
In the words of D'Angelo, "Imitation exists for the sake of variation.
The student writer will become more original as he engages in creative
imitatiﬁn,"79 Tourney records the historical base for imitation,
pointing to Virgil as a prime exampleigo "If we conceive of imitation
as the process whereby the writer participates not in stereotypes,
but in archetypal forms and ideas, then the notion of imitation takes
on a whole new meaning.'"81

Weathers and Winchester specify the process as beginning with
copying "the model exactly--with every comma, every dash, and every

peri@d."gz "Then, after practice copying the exact passage, students

T¢oe, p. 3.

78yinston Weathers and Otis Winchester, Copy and Compose: A
Guide to Prose Style (Englewood Cliffs, N. J.: Prentice-Hall, Inc.,
1969), p. 2.

79Frank J. D'Angelo, "Imitation and Style," College Composi-
g C ] mp

tion and Communication, XXIV (October, 1973), 283.

80Lconard D. Tourney, "Imitation: Creative Possibilities of
an Unfashionable Doctrine," Imitation: Comprehension and Excellence
in Writing (Springfield, I11.: Illinois Office of Education, .n.d.},
p- 1. o

8—1D'Angéloj p. 283. 82yeathers and Winchester, p.3.
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write thelr own passagé, keeping in mind the original syntax, diction,
phrasing, and any special characteristics of the model."83 Pastiches
such as these are alsc recommended by Yoder, who suggests close para-
phrasing as desirable gxercisesiaé Such techniques suppose that ''The
student who imitates, in fact, becomes free from the obligation to
laboriously follow the wasteful processes of slow evolutionary develop-

ment.”85

Grammar and Mechanics. One of the most harried concepts in contemp-

orary publications 1s the matter of language conventions and descrip-
tions. Handbooks filled with these concerns, such as the Harbrace

Handbook, and workbooks such as Scott Foresman's Functional English

for Writers, still represent large profits although the grammar con-

5’86

tained in them has been shown through research since Hoyt, 190
to indlcate that ""There 1s no rescarch evidence that grammar as
traditionally taught in the schools has any appreclable effect on the
improvement of writing skills."3’ Mechanics, such as spelling and
punctuation are social amenities; and to teach them as such is a very
different concern than as deterrents to thinking. It is important to
avoid being stereacyped és illiterate or lacking in social gr3255;88

It does not indicate poor reasoning--just poor conveyance of reasoning.

The basic contemporary struggle is the standard vs. minority dialects.

SBWEathers and Winchester, p. 3.

84A1bert €. Yoder, "In Praise of Paraphrase,' College Compo-
sition and Communication, XXIV (October, 1973), 300-301.

H!’I)'Angvlui p- 283. SéMgukgl, pe 975.

87Muukel, p. 981. SSGuth, p. 426,
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One of the greatest champions of minority dialects is It's Mine and

111 Write Ichhat7W§y589 Many other supportive particulars could be

cited, especially the specific resolutions passed by professional
organizations such as the National Council Teachers of English,ga
"The Students' Right to Their Own Language: Its Legal Basis,”QI
or "On the Crisis in Composition."?2 These, of course, are only

representative of a constant stream of articles currently appearing.

A few brave individuals have argued along with Morse, quoted in "The

Question of Standard English, a limited vocabulary and a limited
command of syntax limit the possibilities of thought; and that an
inaccurate vocabulary and an unreliable command of syntax often ship-
wreck thoughtg"g3 Eskey pleads that all English teachers promote the
standard language so that it retains its "standard" position--'"to
keep the language, despite its many dialects, universally intelldi-

gible;”gé No way would such a standard be utilized, however, for the

89Friedrich and Kuester.

90pegolutions Passed at NCTE Convention," College English,
XXXVl (February, 1975), 733=734.

9ljawrence D. Freeman, '"The Students' Right to Their Own

Language: The Legal Basis,' College Composition and Communicationm,
XXVI (February, 1975), 25-29.

92yallace Douglas, "On the Crisis in Composition,” ADE Bulletin,
XL {(March, .1974), 3-11.

9William H. Pixton, "A Contemporary Dilemma: The Question of
Standard English," College Composition and Communication, XXV
(October, 1974), 248.

9%pavid £. Eskey, '"The Case for the Standard Language,"
College English, XXV (April, 1974), 773.
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purpose of making a minority student ". . . feel so inadequate about

5 [

his own language-"g

Behavioral Objectives

A second major area researched was intended to justify the
establishment of behavioral objectives, which maintain such a promi-
nent position in the composition program at Illinois Central College.

Several early sources convinced the writer of the advantages of

learning objectives. Originally, Leon Lessinger in Every Kid a Winner:

Accountability inﬁEdycatigngﬁ presented the concept that, given enough

time, all but the physically impaired student can learn what the school
intends to teach. He proposes that ability is not a limit of learning
achievement; rather it 1s a measure of the amount of time required to
learn a task. Since all tasks are learnable, it is the responsibility
of the school to explain exactly which tasks are required and to

determine when each is learned adequately. 1In quick succession, other

97

influential sources encountered were Bloom's educatlional taxonomies,

Block's Mastery Learning: Theory and Practice,’® Lanny E. Morreau's

95Mary Vaiana Taylor, "The Folklore of Usage," College English,
XXXV (April, 1974), 768.

961,c0n M. Lessinger, Every Kid a Winner: Accountability in

Education (New York: Simon and Schuster, 1970).

97BEﬁjamin Bloom and others, Taxonomy of Educational Objec-
tives: The Classification of Educational Goals, Cognitive and

Affective Domains (New York: David McKay Co., Inc., 1971).

98james H. Block, ed., Mastery Learning: Theory and Practice
(New York: Holt, Rinehart and Winston, Inc., 1971).
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Accountability and the Teaching of Eggl}sh,gg and instruction by

Dr. Michael Lorber in a course at Illinois State University in 1973.
Bloom's taxonomies have since become by-words in the pro-
fession. His attempts at systematic grouping and scaling behaviors
according to types aﬁd complexity have been basic to the sequencing of
learning function. Block's book develops a design for implementing
objectives in such a fashion that skills are sequential and cumulative,
designing learning so that each.child will be required to move through
preliminary tasks with acceptable mastery before he moves on to more
complex tasks which will endanger or militate against success. Of
course, such a design is fundamental to the concepts of ncngradednéss
and continuous progress. Mr. Morreau was the first nationally reput-
able figure to evaluate the composition objectives at Tllinois Central
College. He offered some valuable suggestions and even more valuable
compliments and encouragement; Dr. Léréér proved to be an extremely
valuable critic of those objectives and was instrumental in reworking
the entire set of objectives to make them more practical. |
These early encounters provided considerable support at a time
when the controversy over objectives was raging nationwide. The
funﬁamental purpose was to specify before the teaching and évaluaging
more reasonably the outcomes of the learning. Insgfuctiﬁn, then, is
merely a tool in the creation of the proper environment and leadership

to facilitate théﬂlgarning; Other authors supporting the concept of

99.anny E. Morreau, "Behavioral Objectives: Analysis and
Appllcation,” Accountability and the Teaching of English, ed. Henry
B. Maloney (Urbana, I11.: National Council of Teachers of English,
1972), pp. 15-52.
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of behavioral cbjectives in English include Arthur Cohen who boldly
proclaims, "Each instructor owes accéuntabilit{ to his students, pre-
dicting and accepting responsibility for the direction and extent of
learning. He agreed to teach them; let him deliver on his contract
with them."}00 Alan C. Purvis in "Of Behaviors, Objectives, and Eng-
lish'" has presented the many advantages derived from writing object-

tives,lel although he does not ciassify himself as a behaviorist, an
obvious conclusion from reading "The Robot in the Open Classroom. "10%
There he describes a student as a trivial robot féllaﬁing the indoc-
trination by educational objectives, that short-range product being
followed by an atrophied super-structure which will finally be sub-
verted by the teaching staff. Another, more moderate, positive state-
ment by Purvis, 'Competencies in Teaching English,"lo3 discusses the
kinds of objectives which should be included in a competency-based
ﬁfggram. Gebhardt encourages a line of constructive activity by
making them appear to be self-protection. Not only should teachers
write them, but should also use them as part of their self-defense

mechanism.19% The one best source for gaining an understanding of

100pr thur M. Cohen, '"Objectives, Accountability, and Other
Unpleasantries," English Journal, LXI (April, 1972), 570.

101p7an C; Purves, "Of Behaviors, Objectives, and English,"
English Journal, LIX (September, 1970), 793-797.

102p3an C. Purves, "The Robot in the Open Classroom," Accounta-
bility and the Teaching of English, ed. Henry B. Maloney (Urbana, Ill.:
National Council of Teachers of English, 1972), pp. 53-62.

103p1an C. Purves, "Competencies in Teaching English," Illinois
English Bulletin, LXII (January, 1975), 1-11.

104Richard C. Gebhardt, "Behavioral Objectives: A Strategy for
Constructive Self-Defense," ADE Bulletin, IXL (December, 1973), 23.
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what objectives are, how mastery learning relates to them, how teo
utilize objectives, and how to particularize the concept to various

areas of instruction is Handbook on Formative and Summative Evalua-—

105

tion of Student Learning.

Various authors have attempted to discuss the whole contro-
versy for instructors in an effort to inform them fairly about both
sides. Representative samples of such works include "Behavioral

Objectives and the Teaching of English,”106 which probably is more

positive than neutral, and two exceptionally fine explanations by
Stranglo? and Kirkton.198 The Kirkton article first discusses both

camps' arguments and then annotates various bibliographic aids. A
very different instructional device is employed by Strong in the fable
between the systematic (behavioral) ant and the open education
(humanistic) grasshopper.

On the other hand, a variety of sources were also encountered
who argued against the use of objectives. Some called merely for
caution in éhe créationsand utilization of them; however, others were
most vehement in their reactions aginst them. The National Council

of Teachers of English called their use ". . . possibly educationally

l05Benjamin 5. Bloom, J. Thomas Hastings, and George F. Madaus,
Handbook on Formative and Summative Evaluation of Student Learning

(New York: McGraw-Hill Book Co., 1971).

106pgter w, Aerasian, "Behavioral Objectives and the Teaching
of Lnglish," English Journal, LX (April, 1971), 495-499.

107yi11iam Strong, ""The Ant and the Grasshopper: A Didactic
'"(and Somewhat Moral) Fable,' Media and Methods, XI (March, 1975),
27-50.

108carole M. Kirkton, "A Reference Shelf for Curriculum Planning,
Part III: Behavioral Objectives,'" English Journal, LX (January, 1971),
142-150.

43



dangerous aEEiViEy;"lOg That language was somewhat modified in 1970

into a series of questions, which created a defensive stance with the
concluding question, ''In short, do we help students grow or shape them
to a moid?"110 Then in 1971, they cast responsibility back upon the

national organization to determine teachers' responsibilities "

as well as teachers' expectations about the responsibilities .that stu-

dents, parents, administrators, and the general public have to the
educational program of the communityg"lll The general attitude of a
wide segment of english teachers is adequately represented in articles

by Leo Ruth,112 James Hoffet(;,ll3 and Robert Zoellner.l14

Remedial Education in Adults
Another area of concern which was searched is the remediation
of skills for adult learners, shamefully one of the least researched

areas in education. The material is extremely thin and has not been

109vReso0lutions Passed by the National Council of Teachers of
English at the Fifty-Ninth Annual Meeting, 1969," Ccllege English,
LIX (April, 1970), 529.

110"Regolutions Passed by the National Council of Teachers of
English at the Sixtieth Annual Meeting, 1970," College English, LX
(February, 1971), 623. :

1llvs Resolution Passed by the National Council of Teachers of
English at the Sixty-First Annual Meeting, 1971," English Journal,
LXI (April, 1972), 574.

) 112160 Ruth, "Dangers of Systemthink in Education,"”" Accounta-
biliﬁy and the Teaching of English, ed. Henry B. Maloney (Urbana,
I11. National CDuﬂEll of Teachers of English, 1972), pp. 63-102.

llBrame ,’ffett;'"Who Counts?" English Journal, LXI (April,

Lldgobert Zoellner, "Behavioral Objectives for English,"
Collepe taplish, XXXULID (January, 1972), 418-432.
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made very available. One of the best books available, Edwin H.

o o , 115 , .
Smith's Lite;acywﬁqucationrfgfﬁAdglesggqgs and Adults, was placed

on the market by a rather insignificant publisher because a more
prominent one could not be found who felt that the work was valuable
enough to invest in it. The fact is that a great new emphasis has
been called for in adult education since the open-door policy has be-
come accepted in community colleges. However, very little is known
about the area.

The need for vigor in pursuing this remediation is confirmed
by a variety of authors. One who has voiced a strong demand for
remedial concentration in higher education is John E. Roueche, who
points out the nature of the students in the contemporary community-
college movément. He states that "Universal postsecondary-school
education is a great experiment in public educatiaﬁ,"llﬁ and is really
the great avenue of social mobility for two-thirds of the publie
beyond high school in Californiaill? He also points out that the non-
traditional student is sacrificed by instructional practices and,
therefore, does not persist léngills Smith indicates that onme basic
ingredient in that problem is that '"Often the real designer of the
adult literacy curriculum has been the book salesman, rather than
nll9

well-trained literacy educators., In Catching Up: Remedial

115Edwin H. Smith, Literacy Education for Adolescents and
Adults: A Teacher's Resaurce Book (San Francisco: Boyd & Frazer
Publishing Co., 1970).

1163chn E. Roueche, A Modest Proposal: Students Can Learn
(San Francisco: Jassey—Eass Publishers, 1972), o 1.

117Rauech23 Modest Proposal, p. 3.

118R@ueche, Modest Proposal, p. 6. 1195mith, p. 2.
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iducation, Roueche has pointed out that until 1970 remedial education

has been merely "watered-down versions' of what was being offered in
the traditional prﬁgrams.lzo Karl K. Taylor has gathered evidence to
conclude that instruction in English concentrates upon the superficial

121 This misappropriation of effort is

122

rather than critical elements.
a consequence of not knowing what else to teach.
Various specific authors have contributed to the direction of

this portion of the paper. The new demands for remediation accounta-

. bility of Roueche's A Modest Proposal: Students Can Lgagn;ZB have been

supported by Every Kid a Winmer: Accountability in_EQgcatipn124 by

Leon Lessinger. Two general works on curriculum have made major im-
Pacts on the direction of the paper. Smith's volume previously men-
tioned had provided a significant groundwork for adult basic educa-

icn,lzs whereas Catching Up: Remedial Education has more specific

e

recommendations to make regarding particular directions of instruction
to fit the unique characteristics of the students.126

Specific program aspects which have made major contributions

i

to the remedial courses at Illinois Central College should be recog-

nized. Bruner's Toward a Theory of Instruction has been instrumental

in focusing most of the activities into a cohesive unitp127 Mechel's

12030hn E. Roueche and R. Wade Kirk, Catching Up: Remedial

Education (San Francisco: Jossey-Bass Publishers, 19,.), p. 11.

121gar] K. Taylor, "If Not Grammar, What?" (Unpublished paper
conmissioned by Little-Brown Co., 1975, p. 1), (Mimeographed.)

122pay10r, "Not Grammar," p. 4. 123goueche, Modest Proposal.

LzaLuﬁslnger. 125gm1th. 126poueche and Kirk.

L27 jerome . Bruner, Toward a Theory of Instructlon (New York:
Norton & Company, 1968).
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article on research in compusition had considerable initial impact on
the negation of grammar as a point of emphasis.lzs An important con-
tribution to the thinking on research has been the two volumes by
~ Helmer R. Myklebust on 1anguag§ aﬁquésiéion_lzg

By far the most valuaﬁle'cantributian to the research for this
paper has been made by Karl K. Taylor, an instructor in the Communica-
tions Division at Illinais Central College. He has researcheé the

problems of adult literacy in meticulous detail. His major. assistance

36

has been to draw together all the previous research in order to develop

new instructional emphases. He is performing a function which is
attracting national acclaim for its uniqueness. However, most of his
work is unpublished since he has been performing it in connection with
a doctoral program and with only minimal grapt money. Three published

items which advocate various aspects of his work are: Stages in

Writing, which is a composition text for students who need some minimal

remediation and reinféfcemént;lBD "Percog: A Progress Report," which

first reported his intentions to research perceptual and cognitional

problems in highly remediable Students;lgl and "Percog: A Second

132

Report," which up-dated the research of the earlier report.

128MEckel.

129%e1mer R. Myklebust, Development and Disorders of Written
Language: Vol. I, Picture Story Language Test (New York: Grune and
Stracton, 1965), and Vol. II, Studies of Normal and Exceptional
Children (New York: Grune and Stratton, 1973).

130gar1 k. Taylor, Stages in Writing (New York: McGraw-Hill
Book Ceo., 1973).

3lgar1 k. Taylor, "Percog: A Progress Report," Community
College Frontfers, T (Fall, 1972), 5-10.

132k5r1 k. Taylor, "Percog: A Second Report," Community College
Frontlers, Il (Fall, 1973), 8-12.
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A variety of unpublished articles has been written by Mr.
Taylor which are of significant interest. "If Not Grammar, What 7133
was commissioned b? Lictle Brown to discuss the desirable direction
for remedial English instruction. A more detailed statement, delinea-
ting more carefully the specific courses of action and supporting
research is "If Not Grammar and Vocabulary Drill, what?"134 One
aspect of this program is éxpandedriq his article, "Sentence Compre=-
hension: The Neglected Element?"lBS&xThe extended record of his
activities with highly remedial students, and especially the extensive
testing program in vision, hearing, vgcabulary, perception, motor
control, dominance, abstract reasoning, verﬁal rEQSBning, clerical
skills, and reading are provided in another unpublished work.136 o
other author has been encountered who has performed such unique evalu-
ations of adult learning problems and then has created the prescriptive
activities to remediate them. He is performing in a nonresearch-
oriented community college (a teaching institution) the kinds of re-
search functions which senior institutions and graduate schools should

‘be undertaking, rather than concentrating their efforts so myopically

1337aylor, "Not Grammar.'

134kar1 k. Taylor, "If Not Grammar and Vocabulary Drilil, What?"
(East Peoria, I1l.: Illinois Central College, 1975). (Mimeographed.)

135kar1 K. Taylor, "Sentence Comprehension: The Neglected
Element?" (East Peoria, I11.: Illinois Central College, 1975).
(Mimeographed. )

136gar1 K. Taylor, "A Study of Two Disadvantages Groups at
Illinois Central College: The Developmental Student and the CETA
Student," (East Peoria, Il1l.: Illinois Central College, 1975).
(Mimvographed.)
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in literary minutiae. A brief description of his course designs is

recorded in an article to be published in 1975 in Community College
137

Frontiers.
Much additional contributory research is included in Mr.
Taylor's materials, particularly in "If Not Grammar or Vocabulary

Drill, What? w138

Evaluation

Evaluation is a constant process: it is a part of the normal
thinking function of all rational beings. The normal activity is
informal in nature, responding to stimuli in ﬁatutal, gratificational
reactions. On a more sophisticated, conscientious level, we develop
formal evaluation techniques, the kinés utilized in this paper. Al-
though both in- and out-of-class informal evaluations can affect for-
mal evaluations in ways which can not be ccmplete;y recounted, the
more immediate problem is to focus upon formal evaluation in a system-
atic manneril39 Formal avaluaticn concerns in this paper relate to
techniques of analyzing the-adequacy of the composition program and

the techniques of evaluating compositions. Therefore, these two

aspects will be studied individﬁsllyi

Of Compositions. The highest level of language discourse and the last

to be formalized is one's acquisitions in the written form. There=
fore, that is the point of concentration in English courses in higher

education; and because it follows listening, speaking, and reading, it

137 neh aud others. lBBTaylcr, "Not Grammar or.Vacabulary."

lBgThéadare W. Hipple, Teaching English in Secondary Schools
(New York: The Macmillan Co., 1973), pp. 280-281.
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is complicated by those other skill acquisitions as well as thinking
aﬁilities_ In addition, many authorities (for instance, Friedrich and
Kuester,lﬁg Graber,lél and others) do not feel that compositions
should be Eyslgated, although thay still speak of clarity, coherence,
power, personality, rhythm, and other such desirable elements. Many
more, such as Macroriel4? and Lou Kelly143 feel that initial freedom
will create the openness which will welcome later criticism. Much

of the free-writing movement holds this frame of thinking.

Another method of evaluation, one which is more expected or
demanded is the development of standards which all compositions are
expected to exhibit. The writer experienced this system at Washington
Community High School in Washington, Illinois, an approach which
began with 100 per cent expectancy, then counted off so many points
for each error, doubling the minus points during the second semesters.
Other systems pive separate grades for the process of writing and the
content of the paper. Another option is to apply an holistic tech-
nilque, allowing the overall impression, the Gestalt, to dictate the
gfade.lﬁé Still another approach is to utilize criterion referencing.’
In this process one sets up his criteria for a particulér paper before
he begins evaluating and then he sets about measuring the paper

against those specific criteria,

1ADFriedrich and Kﬁéster. 141€raber and others.
142uacrorie, p. 179.  143kelly, Dialogue, pp. 116-117.

144Richard Braddock, Richard Lloyd-Jones, and Lowell Schoer,
Research In Written Composition (Urbana, I1l.: National Council of
Teachery of bngllsh, 1963), pp. 12-13.

145genjamin Bloom, "Mastery Learning," Mastery Learning: Theory-
and Practice, ed. James H. Block (New York: Holt, Rinehart and
Winston, Ine., 1971), p. 56. :
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The holistic approach is advocated by several authors. One
of the most notable is Paul B. Diederich, who is probably the foremost

researcher in the area of English composition. In Measuring Growth

in En

;1ish, he advocates a system whereby a student writes two themes,
one in the morning and the other in ghe afternoon. Each paper is
given a score of 1 to 5 hy two separate graders. In the.lC per cent
of the cases when they vary mofe than two points, a third party is
called in to break the deadlock. This whole process averages only
nine minutes per EEUdEﬁt,146 He achieves over .80 reliability using
this method when attaching it to an objective test. ''The essay and
objective parts of the examination on English language arts are vir-
tually guaranteed to yield the desired reliability in just one day of
testing,"lé7 His suggestion is to grade @nly one time--at the end of
the semester--not during the semester. 148 Edward M. White, who has
been so involved in the CLEP testing praéfam in English controversy
in California, also récgmménds abggmbinaticn of essays agd objective
tests to evaluate one's compositional skills. '"We would, in fact,
argue strongly against any equivalency testing in freshman English
that did not include both."149 However, one must be careful that the

test construction does not intercede with the results desired. '"As

146p4u1 B. Diederich, Measuring Growth in English (Urbana, Ill.:
National Council of Tegchers of English, 1974), p. 4.

147pjederich, p. 2. 148piederich, p. 3.

149p4yard M. White, "Equivalency Testing in College Freshman
English: A Report and a Proposal," Equivalency Testing: A Major
Issue for College English, eds. Forrest D. Burt and Sylvia King
(Urbana, [11.: National Council of Teachers of English, 1974), p. 33.
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one reads through test after test, he becomes convinced that the prin-
cipal skill tested repeatedly, is ghe ability to take tests. 1130
Such a technique is fine for determining general writiﬁg
ability, but if one is concerned about evaluating.a particular com—~
position, that process won't do. One then needs to utilize specific
criteria (goals or objectives) which particularize what should be
evidenced on that paper to display the expected learning. -Several
valuable sources of information support the criterion-referenced con-
cept. The most prominent is Benjamin Bloom, who has advocated various
levels of objectives in three domains--cognitive, affective, and psycho-
matar;lﬁl He has further pursued the concept of mastery learning as
it employs those objectives as criteria in a variety of writings, the

most prominent of which are Handbook on Formative and Summative Evalu-

ation of Studen;,ngrg;pgl52 and his article in Mastery Learning:

Theory and_Praccice.lSB Another valuable source for criterion refer-

encing in general is by Baker and Schutz, fﬂstgpctignal Product

Develo gent,154 The best source dealing specifically with writing

is the article by Joseph Foley, "Evaluation of Learning in Writing.' nla5

Other sources of information on the behavioral approach and its

lEDWhitE, p- 33. ISlBlacm, ed., Taxonomy.
152p100m and others, Handbook.

1538100m, "Mastery Learning," pp. 47-63.

154Rgbert L. Baker and Richard E. Schutz, Instructional Product

Development (New York: Van Nostrand Reinhold Co., 1971)

book on FDrmative and Summatlve Evaluatien Gf Student Learning, eds.
Benjamin S. Bloom, J. Thomas Hastings, and Geerge F. Madaus (New
York: McGraw-Hill Book Co., 1971), pp. 767-813.
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relation to accountability include Lessinger's Every Kid a Winner:

AcccuntabiliFXV;nmEdggg;ion,156 Roueche's A Modest Proposal: Students

Can Lgarn,157 Hoetker's Systems, Systems Approaches, and the

Te;ghgr,lSS and Homme's How To Use Contingency Contracting in the

Classroom. 159 A good general reference for testing in language arts

is Measures for Research and Evaluation in the English Language

é;ts;ég since it provides various test descriptions and specifica-

tions.

Of Writing Programs. Very little has been written relative to complete

writing programs. The cause for this seems to be very obvious.
Colleges don't have writing programs, generally. Ordinarily, they
have two English courses, the first in compcsitiﬂn and the second in
either introduction to literature with Same:;ricing or a composition
course which is predominantly writing about literature. The "fresh-
man English program" at Miami University (Ohio), for example, proved
to be éhrae quarters of (1) non-fiction, (2) fiction, and (3) poetry
and drama.lél Many community colleges have primarily the same courses

with a remedial course tied to the front. Thus, freshman English

simply means one or two courses, not a full program. A "program" in

lSELessinger. lS?Roueche Modest Proposal.

lssjames Hnetker, Systems, Systems Approaches, and the Teacher
(Urbana, I111. National Council of Teachers of English 1972).

l59L1ﬁyd Homme, How to Use Contingency Contracting in the Clasg-~
room (Champaign, Ill.: Research Press, 1970).

lﬁDWilliam T. Fagan, Charles R. Cmaper and Julie M. Jensen,
Measures for Research and Evaluation in the English Language Arts
(Urbana, Ill. National Council of Teachers of Engllsh, 1975)

lGIWilliam J. Gracie, 'Evaluatiﬂg Freshman English Programs,"
College Composition and Communication, XXVI (February, 1973), 34.
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other instances refers to several options (modules) for the freshman
English course such as those at Belleville Community College and
Dupage Community College. No schools having the kind of sequential
program of six courses is known to the writer. Therefore, a writing
program is unusual; evaluation of a writing program 1is almost non-
existent.

The only specific article which related directly to the value
of evaluating a program was the Gracie article cited above.l62 Ko
information covering the adequacy of a composition program or the
techniques for deté:miniﬁg the suitability of a program with its
weaknesses was found. Therefore, the model developed in this paper
should serve the profession as a starting point in developing devices

%

and techniques with which to perform such a desirable function.

Summary of Research

The review of the literature has revealed considerable diver-
gence in many of the areas to be covered in this paper. In some
aspects considerable information is available whereas in others a
paucity exists. A great amount of writing exists to promote a wide
variety of course modes with the major divergence of opinion existing
between free-writing proponents on one hand and rhetorical advocates
on the other, the problem of freedom versus structure. Considerable

information is now available regarding behavioral objectives, most of

struggle between the behaviorists and humanists. A grievous lag

exists in research in the area of adult remediation in light of the

162Gracie, pp. 34-36.
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demand for open-door admissions into commura ity eolleges and many four-
year institutions. Karl K. Taylor of Illinols Central College has
crystallized most of the available material In the area of skills for
adult learners. Although information is almost non-existent regardiung
composition program evaluations, some valuable research has been
ieveloped by Paul Diederich in evaluat ing composi tions using an holis-
garding criterion-referenced testing. Much mre work needs to be
performed in developing adequately specified and quantified objectives
for both composition and affective behaviors ywhile the lack of re=
search into adult skill learning remeddiation is creating dead end

corridors beyond the open door.
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Chapter 3
METHODOLOGY

One of the striking generalities that a chairman in English
s$oon understands as he travels from one school to another and to the
variouw conferences around the country and examines the multitude of
Eragldsh text books 1s that no concensus exists for freshman composition
tolrsts. In fact, there is no agreement upon even several directions
whlclhia course might take. The major figures in the field seem not
even o be Individually consistent in presenting scquences of activi-
ties or philosophies of instruction. Such constant fluctuating of
ef fort and delversity of opinion has appeared to weaken the teacher
preparation in English and has fostered the aiml essness which seems
to typify the instruction in all areas of English, including the podint
of corncentration of éhis’ study--college freshman composition.

In order to attempt to exert some influence upon this dis-
solut lon, this chapter will recognize two major subdivisions: a
deser iption of the composition sequence at Illinols Central College
ag ctomprred and contrasted with other modes of presentation documented
in Chapter 2, pages 14 to 29, and (2) then a model technique for

evaluating a composition program.
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DESCRIPTION OF ICC PROGRAM

Background

The introductory composition program was designed by the
original Division Chairman in the pre-opening period of summer 1967,
It consisted of five writiug courses: COMM 100--Rasic Communications,
COMM 105—--Basic Communications, COMM L10--Communications, COMM 111--
Conmunications, and COMM 112--Communications. The prefixes COMM were
changed to ENGL in 1968. Very little information is conveyed by these
titles other than the fact that the first two are basic (remedial).
The course descriptions reveal little more, except that the remedia=
tion builds through the sentence and paragraph, scopping short of the
theme. The remaining three descriptions seem to have almost no logi-
cal, sequential framework, any one being substitutable for the others
exeept for the word "continued" in COMM 112.

COMM 100--This course 1s speclfically designed for students

who have serious deficlencies in vocabulary, spelling,

grammar, and the mechanics of composition.

COMM 105--Extensive practice in oral and written analyses

will be required. Particular emphasis will be placed upon

the construction of the sentence and the paragraph.

COMM 110--Study and practice are undertaken in common forms

of theme and report organization, in logical and persuasive

development and presentation of content, and in logical and
exact style. Extensive analytical reading will be done in
contemporary and traditional exposition and argument.

COMM 111--An accelerated review of spelling, grammar,

mechanics, and syntax is designed for the perfection of

acceptable usage. Extensive reading will be done in con-
temporary and traditlonal:exposition and argument.

COMM 112--Continued practice in the writing of themes and

reports is provided in this course. Extensive practice in
oral and written analysis will be expected. Particular

o7



enphasis is placed upon the significance of form and style
to the communication of meaning.

Courses in the area of writing were also listed in the Agri-
culture Division (AGRI 106--Agricultural Communications), the Business
Division (BUS 110-~Business Communications), and the Technical and
Industrial Division (GEN TECH 201--Technical Writing). The faculty
of the Communications Divislon had had no voice in this organization
or disbursement, although concern was voiced during the first year

,
over the arrangement. As a result of this difference of opinion, the
various Division Chairmen were contacted during the spring of 1968
about thedir convictions regarding retaining those courses or trans-
ferring them to the Communications Division. Although most of them
were basically interested in retaining them, they said they would not
violently éppase the transfer. However, the members of the Division
did not strongly support the transfers; therefore, the matter was
settled by default: they stayed in their various locations.,

During that same period, the composition staff discussed the
relationship between literature and composition. Several instructors
and the Chairman were interested in including literature as part of
the composition program to (1) bring more students into contact with
great minds, (2) provide examples of great styles, and (3) advertise
the literature survey courses. The majority of the faculty voted,
however, to keep the courses 'pure.'" Thus, the teaching of literature
was restricted to a single paper in one course, COMM 111, =waving the
Division from the same course design found in many other colleges and
universities,

Vil linols Central Collepe, 1967-=1968 Bulletin (Last Peoria,
ftl.: [1linols Central College, 1967), p. 73.
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This decision was achleved by redesignating the final composi=-
tion course as "I'wentieth Century Topics," a course which could be
utilized to reflect flexible, altering, relevant concerns. Through

i

the years, such varied titles as "I'hree Illinois Poets,'" "Black Litera-—

ture,” and "Creative Writing'' have been applied to the course. Since
1971, the course has been continually repeated with the emphasis upon
writing for publication. One reason for this longevity is that the
more unique literary emphases have not received very sagisfactmry
enrollments. A second reason is that state restrictions upon new
courses have precluded creatlve writing from the regular course offer-
ings; thus, the use of the umbrella title allows the Division to meet
a sustained neced among students.

During the summer of 1969, the present Chairman cooperated
with Mr. Richard Bales, Chairman of the Social Scilence Division, and
Mr. Samuel Jones, psychology instructor, to design and initiare the
Developmental Program. This program (which interlaces English, read-
ing, and social science) will be discussed at greater length later in
this chapter,

Over the years members of the Division have come into contact
with the various options available for teaching composition which have
been voiced through the professional journals and conferences. Chap-
ter 2, pages 14 to 29, has specified and documented a wide variety of
these emphases. Further Spééifiﬂaﬁiﬁﬂ of them would serve little pur-
pose at this point except to add emphasis to the fact that the Division
has discussed periodically the advantages and disadvantages of each
and has chosen to retaln jts rheteorical design,  Not only has that de-

slpn been retained; It has beoen strengthened over Lhe years by common

vonsent.
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Since 1969 the composition program organization has altered
very little. The advent of the Developmental Program created a need
for ENGL 101, another remedial course which filled a vacancy between
ENGL 100 and ENGL 105. Otherwise, the major changes and additiens
have been course designs and delivery systems, significant as those

have been.

Philosophy of Illinois Central College

Several aspects of the philosophy of the College are signifi-
cant to the designing of a program in composition, since it must be
an extension of that philosophy. Fundamental to the direction of the
college are the basic tenets that

- « the purpose of education is to improve man, and that
socicety is improved by the improvement of the individuals

who compose it. The individual has worth and dignity in

his own right and should be cducated to the fullest extent

of his abilities and motivation. Thus, every citizen must

have the opportunity to acquire the education that is

appropriate for free men.?
In keeping with this rather universal concept of the availability of
education to all citizens, the community college has an obligation to
provide (1) transfer programs, (2) occupational and career programs,
(3) general education programs and courses, (4) community interest
courses, and (5) developmental or remedial courses. All facets of
the community should have courses and programs available to meet their
various needs.

"The student is at the center of all that is done at Illinois

Central CGllége;”z This basic guide should be the touchstone which

2I11inois Central College, 1974-75, 1975-76 Catalog (East Peoria,
I11.: 1Illinois Central College, 1974), p. 4.

31cC Catalog, p. 4.
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forces the compositional program to fulfill the needs of the students
or accept the justifiable criticism of being irresponsible.

The complete text of the Philosophy of Illinois Central College

is provided in Appendlx A, pages 213 tao 215.

Division Philosophy

The Communications Division provides an assortment of diverse
functions to serve the variety of purposes of the ICC student popu-
lation. The open-door policy requires that the community colleges in
I1linois maintain a flexible program to meet their obligations.
Basically, however, one can categorize the Division functions into two
groups: credit and non-credit. Whereas non-credit courses serve
basically as a community service, the credit courses can be primarily
divided into service and discipline courses. This subdivision is
really synthetic, however; for the separation between composition and
literature which is often a matter of seniority and prestige on four-
year campuses is minimized here. No one is hired to teach literature;
all are hired to teach composition, and except in very unusual circum-

stances, everyone teaches at least nine hours of composition

In addition to the reading courses, which are also basically
service designed, journalism, film, humanities, philosophy, and foreign
languages are taught more as autonomous bodies of knowledge.

The.C@mmunicatians Division is primarily a service unit. Its
bread and butter is composition, which serves the stﬁdent by giving
him the writing skills which will support his performance in other

college courses and on the job. The practicality of the composition
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courses seems so necessary that there appears little need for expan—
sion. However, since the community colleges in Illinois pride them-
selves on stuﬁent—cenceredness, some additional comment seems in
order.

Complaints by students who have attended senior colleges and
universities and the staff's own experiences have made thenm avare of
the lack of practicality and personableness which exists in many
English departments. The Chairman's goal is to make both the subject
matter and atritude in the Division aé down~to-earth as possible.
Because the staff belleves in the teachability of composition, the
goals of the syllabuses are behavioristic. Therefore, the staff
assumes that the results of their work are measurable. It follows
that they assume that practical help is possible and desirable and
that this attitude will prevail not only in composition but in all
courses. Papers should not have merely grades posted on them with
streamlined, cryptie, general comments only; they need pointed, speci-
fic refere ces.

Profiles which have been periodically circulated show that
despite a significant number of exceptionally capable students, the
1CC student population norms are somewhat below the four-year insti-
tutions in both ACT results énd high school rank. 1ts students need
the kind of personal attention which the Division professes to offer,
In many cases they require additional practice or additiénal advice
or instruction. When such needs ariée, it is the desire of each in-
structor to be available to proffer those essentials. The instruc-

tors try to negate the gsoteric, cool, sophisticated image of many
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university instructors, who are so Frequently unavoidably absent or
the teaching assistants who are basically preoccupied with their own
studies. Indeed, the faculty attempt in all cases to reflect their
deep respect for individuals by their personal understanding and

attention,

Composition Philosophy

The composition program at Illinois Central College is based
upon several key concepts and assumptions which have deyalapad from
experience with our students but which may not fit any other situa-
tion. These assumptions are presented here without additional defense
because the purpose at this point is not to defend or convince, but to
explain,

(1) Because students have done very little guided (as con-
trasted with graded) writing previously in high school, the emphasis
in composlition courses is on writing--not on literature.

(2) Composition is both a skill and an art; therefore, it is
bulieved that the skill portion of the writing act can be taught.

(3) Because all available research indicates little correla-
tion between a student's knowledge of grammar and his ability to write,

O grammar.
(4) Because tihe Division does not believe that the student °

has the knowledge or experience to kﬁnw witat his complete composi-~

tional needs are, it places students according to ACT scores, maturity,

cluss rank, high school grades, and sample writings early in the

course. However, it believes a student should and can be moved if his
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‘performance in class warrants 1t and/or if the placement was faulty.
In those situations in which a student demands to take a particular
course or refuses to move, he is advised of his chances of success--
but is allowed his choice under the assumption that the student also
has the right to [ail.

(5) The Division does not feel that the classroom is a
democracy where the teacher is a "buddy" to students; the teacher is
a leader--something more than a student--who has obligations to the
course and to the College as well as to the student.

(6) Because the staff believes there is a definite sequence
of skills in composition, striect adherence to the texts and sylla-
buses chosen or written by the teaching staff is required.

(7) Since the student body contains only a small number of
minority groups (less than 5 per cent), the faculty teach standard
English to their students, who are primarily white and Anglo-Saxon
and come from the lower middle class.

(8) A composition sequence should move framasubjactive to
objective, as suggested by Delaney and Hurst.4 It should also tend
from short to long, simple to complex, the concrete to abstract when-
ever possible,

(9) In short, the Communications Division views itself as a
service unit, 1Its bread and butter is composition, which serves the
student by giving him the writing skills which wili support his per-

formance in other college courses and on the job. Although it is

4Brian Delaney and Darrell Hurst, "Moving Out: From Sub-
jective to Objective Composition," Freshman English News, II
(Spring, 1973), 1.
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understood that composition can be self-actualizing and self-fulfilling,
the assumption is that a concentration upon the conveyance and commun-
ion of thoughts between the reader and writer will produce a develop=
ment of self.

The purpose of our composition courses 1s to allow students to
make sense out of any chaotic writing situation. In immediate terms,
that means being able to answer questions on an essay test like, '"Dis-
cuss the effects of the Corn Laws on rural England," "Compare and con-
trast the desirability of a planted lawn to a sodded ore," or "Discuss
the ‘major steps in the development of the Articles of Confederation."
These same kinds of writing problems also exist in both short or long
papers, along with the added complexities of both trying to convince
the reader with either rational or emotional devices and also provid-
ing documented evidence. In the longer run, special employees in all
fields have the same kinds of problems, no matter whether they are
trying to mollify a disgruntled plow purchaser at the Lehman Implement
Company or to report the present phase of an experiment on a fuel in-

jection system to a new vice-president of Caterpillar Tractor Company.

Courses Sequence

Most community colleges in the experience of the staff offer
maybe only one remedial course, and usually then probably not more
than a few sections of 1t. Tllinois Central Ccilege, on the other
hand, offers three sequential remedial courses, involving nearly six

hundred students each semester.

ENGL 100. This course is an extremely remedial course, suited espec-

ially for students in the lowest 5 per cent of full-time students.
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DESCRIPTION
1. ENGL 100-3 Basic Communications
2. Prerequisite: None
3. This course is designed to improve the student's writing
ability with special attention on improving his self-
concept, hls verbalization skills, his mechanical skills,
and his spelling skills.
4. Three lecture hours per week
5. Credit: Three semester hours
Because of the nature of the students within this class, the
objectives arnd the learnliug experiences must necessarily change from
semester éa semester, but in general terms, the general objectives of
the course are:
1. To experience success.
2. To vvercome the hesitancy te verbalize in speaking and
writing.
3o To write specifically and completely,
4. To hecome familiar with the most common grammatical
problems: fragments, subject/verb disagreements, davgling parti-  ¥
ciples, and run-on sentences.

5. To reduce spelling problems with common words.

These objectives are particularized in rhe classroom through s
the use of the following kinds of objectives, depending upon the needs
of the class: .

(1) To perform adequately in the greas of sensory observa-
tions, memory, pre-comprehension skills, visual discrimination and
problem solving without having to read or to write.

(2) To avoid the major grammatical problems mentioned in the

general objectives in the writing of his themes.

ERIC.
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(3) To write seven themes in which the basic intentions are
to improve the students' self-concepts.

(4) To increase the volume of prose through expansion of
theme and fluidity.

(5) To describe three positive cxperiences in his life in
his themes.

(6) EP include in the seven themes one goal-setting paper.

(7) To include in the seven papers his personal set of
values in one paper.

(8) To increase his vocabulary through practice in confront-
ing the most frequently used words.

(9) 7To increase reading comprehension through sentence and
paragraph readings rather than long articles.

(10) To reduce the problems of egocenrric language common in
remedial adults through the descriptive use of diagrams.

(11) To improve his visual observation skills through the use
of pictures, puzzles, mazes, and other pictorial images.

The students are placed initially in courses on the basis of
the following criteria, personal interviews by a counselor and the
director of the program, and a writing sample:

(1) English ACT standard score of 7 or below

(2) or, D+ or below for English grades in high school

(3) or, a converted high school rank of 7 or below

(4) or, 3 units or less of Englirh in high school

(5) or, reading at 6th grade level or below
These individuals will have received very little success in the past
and their self-concepts will be very low. These aren't weak writers:

they are very bad or non~wrlters. They don't know the difference
O 67
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between a comma and a semlicolon, between a fragment and a coumplete
thought, between a topic sentence and supporting evidence. Although
many average students have these problems Iin writing, the develop-
mental students have more of them, and their errors are more illit-
erate than 1llogical. Another characteristic ic that they cannot
‘extend a thought into a series of sentences; thus, their papers are
extremely short, In addition, many of them have rather severe
learning disabilities, including vision, hearing, speech articula-
tion, psycho-motor, visual perception, auditory discrimipation, and
memory .

One of the very unique aspects of both the English 100 and

English 101 courses is the testing program which is undertaken. Since

it 1s obvious that unless a student 1s physically adequate he can't
learn normally, all students are given a battery of tests as they
enter the course, including:
A, Diagnostic tests:
1. Vision tests
2. Auditory tests
3. Peabody Picture Vorabulary
4., Purdue Perceptuel Motor Survey
5. Visual perception
6. Auditory perception
7. Dominance testing
B. Instructional testing: v
1. DAT Abstract Reasoning
2. DAT Clerical Speed and Accuracy

3. DAT Verbal Reasoning
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4, GEEESMBHSCGihitiE Reading Tests

a. Vocabulary tests |

b. Comprehension tests

c. Speed and ‘ac;uracy tests
Experience in having given these tests for several vyears has shown
that a majority of the students have all of these problems except for
hearing and speech articulation. Many of the ati<vities in class are
designed to remediate the weaknesses displayed on these tests, not
including those activities which require referral or medical correc—
tion. Even motor problems are confronted by aprogram of physical
exercise through the physical education instruwtors. Exercise in
perceptual and visual motor skills and memory skil1ls, verbal and ab-
stract reasoning, and other thinking skills are presented: Since the
c:@urée is taught in tandem with a reading course, Reading 100, an
interrelationship of skills in the two areas ismaintained. Thinking
skills of generalization and specification, aswell as those mentioned
in objective 12, and following directions are wertly taught in simple
patterns, moving from seeing and touching to hearing, speaking, read-
ing, and writing siﬁuatigns.‘i

Most of the nmaterial is taught f£rom hsndaui; such as comies, .

puzzles, plctures, dlagrams, charts, maps, and other separate items,

but the textbook, Steps in Can_i'pg{sitian,ﬁ is adso used. Another unique

5karl K. Taylor, "1f Not Grammar and VoesbulLary Drill, What?"
(Unpublished paper comrissioned by Little-Brown Co. , 1975). (Mimeo-
grarhed.)

ELynn Quitman Troyka and Jerrold Needelnan, Steps in Composi-

tion (Alt. ed.; Englewood Cliffs, N. J.: Prentice—Hall, Inc., 1972).
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aspect of the course is the inclusion of instruction in human poten-

ti sl situations, which are designed to promiie more positive self-

concepts.’

This course is usually t‘aught jdiﬁﬁly with English 101 classes
becawzse the problems are so similar. For the most part, the differ-
encés are the depth of remediatiom required and the time né:’eé‘safy to
Oovercome them. Since ordinarily no more than ten to twelve students
are emrolled in each, the difficulties in combining the courses have
been minimal. Evaluation is ordinarily derdived through quizzes,
writizgs, and recommendations of the teacher toward the next English
course, Individual assignments are désigngd and evaluated to promote
suctess. The teacher can give a better grade and recommend the next
level course, English 101, give extra Exeréises and recommend a leap
in courses to English 105, glve extra exercises and recommend English
101 credit for the course, or give a student a satisfactory grade if

he has done poor work but will repeat it. Evaluation is expected to

-be very flexible to meet the best interests of the students' ﬁsrtiu:ula’r

sitvacions, but grades frim A to F are required by school policy.

ENGL 10l. This course is the second course in the remedial, non-
tragisfer level sequence.

DESCRIPTION

1. EHGL_, 101-3% Basdc Communications

!. Prerequisite: ENGL 100 or equivalent

3. This course 1s designed to improve the student's ﬁr:iting

abiltiy wich special attention on improving his specifi-
city, and mechanical, organizational, and spelling skills.

James D. McHolland, Human Potent ial Seminars: }Eadefﬂ'ﬁ Manual
(Evansto, I11.: Kendall College, 1972).
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4, Three lecture hours per week

5. Credit: Three semester hours

As with the Englisﬁ 100 course, the nature of the students
within this class regpifes the objectives and the learning experiences
to change from semester to semester, but the general objectives of the
course are:

1. To experience success.
2. To write specifically and completely.

3. To become familiar with elementary aspects of organiza-

L. To become familiar with the most common grammatical
rtublems: fragments, subject/verb disagreements, dangling participles,
and run-on sentences.

5. To reduce spelling problems with common words.

The specific objectives for the course are equivalent to those
alfeaﬂy specified for English 100. The Pfﬁblemerf EngLish 101 are
similar to English 100 students; therefore, the difference between the
two courses is mainly in emphasis, both in quality and the amount of
time spent in the various activities.

Students are placed in this course primarily on the basis of
the following criteria, a personal interview‘by the cootrdinator of
the program and a counselor, and a writing sample:

(1) Acr Qngiish standard score of 8 to 13

(2) or, converted high school rank

(3) or, rcading at the 7th through 9th grade level

Testing has shown that these students still display many of

the same physical and instructional impedinents evidenced in the
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English 100 studénts, although not so exaggerated. They still have
had little success in school and have poor self%éanceptsi They still
exhibit-extreme brevity in their Qriting attempﬁsj which is character-
ized as significant egocentricity, since they seem to be unable to
grasp the needs of readers.® They seem not to be able to provide
specifics to make their generalizations clear to readefs{»qar do they
provide the details to eliminate vagueness. Their understanding of
grammar and their ability to capitalize, punctuate, and spell is ex-
tremely limited.

As discussed on page 57, students in Furlish 101 also undergo
the testing »f basic physical and instruction skills. Although basic-
ally the same concepts are taught, they arc given in greater depth
and with more of a writing emphasis. Greater clarity and exactness
and coherence are expected. This course is taught in randem witi
Reading 101 and Social Science 101, with the content of social science
providing the substance for reading and writing. Again, a great deal
of emphasis is placed on the thinking skills discussed on page 58,
utilizing simple social sclence concepts as the basis for illustra-

tion. Steps in Composition is again utilized as che basic English

text since 1t contains enough material that students taking both
kEnglish 100 and English 101 do not have to purchase an additional
book.

Ordinarily a section of English 101 is taught which is dis-
assoclated with Reading 101 anu Social Science 101 for marginal stu-
dents, part—gimelsgudents, or those who cannot take the full complement

of three courses.  In such cases, it Is {mpossible to utillze all the

Braylor, p. 60.
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techniques and devices involved in the regular Developmental Program.
Individualized mapping is utilized more extensively, invélﬁing more
traditional vocabulary, usage, spelling, and simple compositional
skills bgt in gcntradjcianal delivery systems. Much of this is
accomplished through the use of audio-visual materials, programmed
instruction, and particularly individualized learning packages. Much
of this instructi@n:is accomplished through the Learning Laboratory,
which will be deséribed later.

Again, a highly individualized evaluation system is followed.
It continues to be based upon the needs of the student and.his plans
for pursuing additional English courses with the grading flexibilities
described on page 59. This flexibility is permitted partly by the
small numbers, ten to twenty, in the Developmental Program and ten to

twenty in the traditional classroom format.

ENGL 105. This course, the first of the Division's bread-and-butter
courses, enrolls approximately 850 students per vear. It is not
advertised as transfer-level, although it has been accepted as trans-
fer in a number of cases,
DESCRIPTIOK
1. LENGL 105-3 Basic Composition
2. Prerequisite: None
3. Through extensive reading and writing and the analysis of
sentences, paragraphs, and their assemblage, the student
is taught to construct written compositions basically
descriptive and narrative in nature.
4. Three lecture hours per week

5. Credit: Three semester hours
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The general objectives as they are contained in the syllabus
for the course are 1isted below:

1. To draw reasonable inferences from the observation of
sensory detail.

2. To write reports and develop essays that are coherently
organized around a relatively simple main idea.

3. To be able.ﬁa write a neat, readable essay Ehat\is coher~
ently organized around a relatively simple main idea. B

4. To gain skill in choosing a subject appfcptiazédfaf the
assignment, .

5. To write a unified, restricted, and precise topic sentence
for an expository paragraph.

6. To write a specifically and concretely developed paragraph.

7. To choose the satisfactory methods of paragraph development
appropriate for each assignment.

8. To write a unified, coherent paragraph outline for an
essay: a thesis and topic sentences for each paragraph in the body of
the essay.

9. To develop skills in rewriting.

10. To develop skills in editing.

11. To develop the habit of precise spelling.

12. To eliminate serious deviations from standard mechanics

and usage.

13. To write logical sentences, eliminating dangling and mis~
placed modifiers and iaulty co-ordination and subordination.

Ld. To write varied and structurally interesting sentences,
employing actlve verbs, verbals, and effective co-ordination and

subord huitlion.
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Specific objectives have been constructed for each of the
assignments designed for the course., Instructors are expected to

follow the assignments in the order specified because they are con-

structed to promote the logical architecture of the course, from

‘simple to complex, from short to long, and from concrete to abstract.

Flexibility in applying certain objectives in altering order is allowed

instructors so long as all are taught within the course.

Theme #1--Description of a Small Object (200 words)

Objectives: The student should be able to:

1. Select an appropriate object to describe.

2. Narrow and organize the subject so that he can cover the
material in 250 words.

3. Use the five senses to observe closely and write speci-
fically and concretely about his observations.

4. Write a one-sentence generalization about the object he
has chosen; this sentence to serve asvzhé thesis or topic sentence of
his paper.

5. Use simple comparisons (metaphors and similes).

Theme #2--Description of a Place (200-300 words)

Objectives: The student should be able to:

1. Select a place that he can describe concretely in no more
than 500 words.

2. Use the five senses to observe closely and write speci-
fically and concretely about his observation.

3. Write a one-sentence thesis statement which clearly states

the dominant impression or mood he wishes to convey about that ipot
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4. Select vivid verbs and verbals to convey his meaning.
5. Recognize and correct sentence fragments in his writing.
6. Be aware of ways to organize his paper: spatially, chrono-

logically, inductively, deductively.

Theme #3--Physical Description of a Person (300-450 words)

Objectives: 7The student should be able to:

1. Select an interesting subject he can describe in no more
than 500 words.

2. Draw a generalization about the subject from observation
of physicél characteristics.

3. Distinguish between fact and inference.

4. Use effective transitions.

Theme ff4-—Characterizing a Person (400-500 words) -

Objectives: The student should be able to:

1. Select an appropriate subject he can observe and probably
interview.

2, Effectively characterize the subject through physical des- -
cription, dialegue, mannérismsi statements of others.

3. Recognize and correct comma splices (run-on or fused
sentences) in his writing.

4, Punctuate dialogue &gfféczly‘

5. Write a thesis étatement clearly stating the major charac-

ter trait or traits of the subject.
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Theme #5--Examining a Desire (400-500 words)
| Objectives: The student ShDuld.bé able to:
1. Choose a real and prestical desire that he hopes to realize
in the future.
2. Analyze this desire into major topics and subtopics.
3. Construct an Dugiine fzgm his analysis.
4, Organize his paper to follow his outline.
5. Write a thesis statement that reflects thé major points
of his paper.
6. Vary the openings of his sentences through introductory

participal phrases.

Theme fﬁjﬁAﬂ&lygiﬂgiEQ,IﬁS?;ﬁu;iﬂﬂ (500 words)

Objectives: The student should be able to:

1. BSelect a suitable institution for anmalysis—-one he is
familiar with and limited in scope.

2. Analyze the institution, determining its purpose, goals,
strengths, and weaknesses.

3. Construct an outline based on this aéal?éis..

4. Learn to use subordination effectively.

Lheme #7--Personal Experience in Narration (400-600 words)
Objectives: The student should be gble to: |
1. Seléét an appropriate experience.
2. Distinguish between ''showing' and '"telling."
3. Employ some of the devices of effective narrative: use

of Internal and external dlalogue, point of view, climax and denoue-

ment .
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4. Vary the length of his sentences, using long sentences

for detail and short sentences for emphasis.

Theme #8--Summary (Length Appropriate to the Material Being Summarized)

Objectives: The student should be able to:

1. Read the original material carefully and accurately, keap-

~ing notes on the main ideas and essential details, before writing the

summary.
2. State the essential or main ideas of the original material
in his own words, using effective diction and syntax.

3. Avoid writing a paraphrase (a technique used mostly in

literature courses), for the purpose of a summary is to condense--a
briefer as well as simpler form of the original material--not to exjr
pand the meaning and understanding.

4. Write the summary from the author's point of view, not from
that of an outsider looking on, thereby keeping the tone of the origi-
nal material.

5. Avoid any personal opinions of the original material, for
a summary 1s a condensation of the facts and opinions of the author.

6. Know when to use direct quotes from the original material--
primarily when the author's words é;éﬁﬁlify a point being made.

7. Avoid expressions such as ''the author says."

8. Use an ellipsis when needed to eliminate unnecessary words
ir a quotation.

9. Use quotation marks cafrect}y.

The objectives above are assumed to be basically sequential

and cumulatlve. The student is expected to continue to exhibit pre-

viously learned skllls in subsequent writings whencver applicable and
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appropriate. The teacher is expected to reinforce and extend pre-
viously learned objectives whenever appropriate.

The initial placement criteria for ENGL 105 are listed below:

English 105 ACT English Standard score 14 - 18

- or, converted high school rank of 14 - 18
or, reading at the 10th or llth grade level

The writing samples which all English students take during
either the first or second class session is gradéd by the instructor
in whose class the student is enrolled. If the teacher believes that
the student has little chance for success within that class, the stu-
dent is advised of his weaknesses and encouraged to drep back to the
previous course (ENGL 101). Specifically, the teacher looks for ex—
pected writing fluency (length), and logical rather than illiterate

grammatical and mechanical problems such as an occasional comma fault,

.a logical fragment following a quisrion, a few common misspellings,

T

weak transitions, and the like. If a person appears to be placed below
his ability, he is encouraged to transfer to the next higher course
(ENGL 110). Some individuals prefer to stay in the class in spite of
their superior abilities because they are insecure abaut.their perfor~
mance (especially persons who have been away from sch@al for a numbef
of years). However, if the person does not intend to proceed into
English 110 following the completion of the course, he is given more
direct counseling to take the higher course so that he will be chall-
enged éppraériaiely to his ability to perform. These placement
criteria will be diécussed further later on, when it will be seen that
the students are not generally placed by criteria other than the
writing sample because of the great number who do not receive counsel-
iné before they register because they register by telephone or they

wialk onto campus Lo ragister at the last minute.
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As this course is presently consiituted, it points in two

widely divergent direccions. ¢~ % ane hand, it fulfills half the

i

English requwirermz» for tho® .. - ¢ £s wuo are pursuing an Associate

Pl

in Applied Sci»nces. As such, it must be & respectable course without
the following transfer-level course (ENGL 110) because a great many of
these students will never enroll in it. .Instead, they will take busi-
ness cammuﬂicaﬁiqnsp technical writing, or agricultural communications.
Therefore, the course must be looked upon as achieving objectives whiéh
will not be advanced in a future English course. On the other hand,
many of the students enrolled in the course plan to remediate deficien~
cies so that they may azhiéve succese in the transfer-level program.

It is safe to assume that the skille developed in this course can and
will be reinforced at a later time; therefore, some of the skills now
taught in this course could be postponed if Ehis were the only diree-
tion in which the course pointed.

In teaching these assignments, the in;tfuctat spends approxi-
matély two weeks on each. Ordinarily, the first m © . ar two) is
spent in more or less formal discussions on the nature of the assign-
ment, analyzing model papers, pinpointing problem areas, and suggest-
ing organizational scrategies. Then the class time gets more and more
informal as the time df;ws closer to the writing of the students' own
themes until the classroom ordinarily looks more like a elinic or
laboratory than a traditional class, with a great deal of individual-
ized help being provided by the teacher. The focus during thisiperigd

is upon the specific paper under construction, with the information

and delivery being as concrete and specific as possible. The attention
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of the student is restricted to only a few concepts at a time so
that as little confusion and disbursement of effort as possible will
occur,

"The evaluation of the papers in this course is built upon a
ﬁcdified level-of-mastery concept. The student is expected to finally
secure a passing mark on EQéfy paper unless he is unwilling to pursue
it.  Teachers offer every available service to help him reaéh that
objective. They allow a student to rewrite unsatisfactory papers.

They refer him to the Learning Laboratory, where a professional teacher
will help the student to overcome his deficiencies at no additional
cost to him. The teacher can even'require the student to have the
director of the Lab examine his papers for particular deficiencies
before the paper is handed in if that course of action appears approp-
riate. The student can set up mini-courses for himself in the Learn-
ing Lab with the help of the Director to overcome his problems. The
instructor is required to keep specific office hours and to advertise
them to the students. The syllabus requifes that each instructor

meet each student in conference twice during each semester so that the
studen; will be assured af gome private time with the instructor.

In addition, the objectives for the course are placed in the
hands of the students before the assignments are given and the papers
are evaluated so that they will know just what is expected of them.
Papers are not to be evaluated for skills Whicﬁrthe students were not
expected to have when they entered the course or which have not yet
been taught to them. It is expected that this type of focused grad-
ing will speed up the process of grading for the instructors as well

as create reasonable expectancies. Thus, it has been the Division's

81



72
experience that most students who are motivated and-have proper entty
profiles will finally-achieva a satisfactory grade for the course.
Those who receive less than a C grade are permitted by College policy
to retake the course to wipe out the undesirable grade by impv ing
their scores. Again it should be mentioned that A to T grades are
mandatory at the College. A teacher who feels that a student has been
singularly exceptional in the course by midsemester time can by
arrangement with the Chairman and agreement by the student be given
permission to provide special English 110 assignments during the last
half of the semester and award English 110 credit instead of Fnglish
105 by special petition to the Chairman and the Dean of Instructian_

It is interesting to note that the required textbooks for the
course both originated at Illinois Central College. The IEC,Wtiterg
is a bouk of student models representing the best examples of student
writing from our campus during the previous year. The!faculty submit
papers which appear to be of exceptional quality. Then one or two
of each of the assignments in our major English courses are chosen, so
that a répresen%ative sample ﬁill be provided and so that the book
will be a significant teaching tool., The GEth)quuirEd.téxtbﬂGk is

Karl K. Taylor's Stages in Wﬁitiﬂgglo Mr. Taylor has been with the

College since its inception in 1967, and has tested his materials
within the Division. He has helped to shape the course through his

thinking, and I am sure that the staff has influenced his thought and

ommunications Division, The ICC Writer, 1975 (East Peoria,
I11.: 1Il1lim%i% Central College, 1975).

10kar] K. Taylor, Stages in Writing (New York: McGraw-Hill
Book Co., 1973). -

82




his materials rather considerably. At any rate, the course syllabus,
which is decided upon by the teaching faculty, and the objectives

stated ir the text are almost vhe zame,

ENGL 110. This 1s the basic English course at the College. It holds
this position for several reasons. First, it attracts the most stu-
dents--well over 2000 per year. Second, it is the first transfer-
level course in the compositional sequence, required by law to be
commensurate with the first semester course at state universities in
illinois. It is the most structured of L.~ "aglish courses; thus, it
provides a solid starting ground for any c! inges or lnnovatious.
Most faculty feel most se¢cure teaching the course.
DESCRIPTION
1. ENGL 110-3 Composition
2. Prerequisite: ENGL 105=3 or equivalent
3. Writing assignments include basic types of composition
which are evaluated and rewritten. Reading and discussing
the various types clarify uses and purposes as exemplifiad
by established authors. Writing problems are dealt with
through discussion, exercises, special reading and/or
writing assignment, and personal conferences.
4. Three lecture hours per week

Credit: Three semester hours

[V,

1t will shortly become ecvident that this course is very highly
structured and that the objectives are enumerated in considerable
detail. However, the general objectives for the course are the
following:

1. To write a precise, unified thesis statement.

2. To write an introduction which presents the central idea

and plan of the essay.

33
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3. To write an essay wlth well-developed parapraphs.

74

4. To use concrete and specific detalls to develop and support

a central ida.

5. To write a conclusion which shows the implication of the
vssay and its importance to the reader.

6. To show precise relationships between the parts of the

QhLgdy .

7. T write

4 clear, conclise,

forceful style which 12 co

sistent with both the content and the purpose of the essay.

8. To be able to recognize, analyze,

above in other literary works.

9. To use effectively the organizational ps cern appropriate

it
<
3
j=n
T
ey
o
=
-
[y
e
[

10. To build vocabulary.

The formulation of the specific objectives for the course was
initiated in 1971.
Dean of Instruction to insti: .
gency contracting for the English 110 course.
tﬁe only reasonable method of achieving the goals of the course and
the consistency among instructors which were desirable was to formu-

late specific objectives for each of the nine papers rzquired in the

course. Therefore, eleven concerned instructors began to meet during

the spring of 1971 to develop them and were ready to recommend by

Permissic

fall to the full complement of

the objectives,

1 been granted to the Chk

experimental prograr

and appreciate the

It was determined that

‘omposition instructors that they adopt

Although not everyone agreed upon every objective

in specific detnil, they voted unanirpusly te accept them during
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the summer of 1971.  Sinee that time. cousiderable revision has been
periciic iily undertaken to achiwve the present form.

They appear in the beok which has been compfled by the Communi-
cations Division and published by Kendall/Hunt publishing CDmpany.lJ
They are presented completely because they describe the course coatont

In very specific terms.

OBJECTIVES FUR PROCESS

GENDAAL OBJECTIVE:  The student will demonstrate is understanding of
the rhetorical Lype process by writing an essay approximately 500
words long in which he (a) explains an informational or directicnal
process, (b) includes at least three general stops, and (o) adheres

to the objectives and checklist lisred below.

LNABLING OBJECTIVES: In this cvusay you will:

[

Write:

A. the chosen topic in the citle and/or opening para-
praph

B. the intended audience, Sufficientlyunafrawed, below
the title

L. & thesis statement, placed bolow the audience, which
tw a4 single declarative sentuence wiich lists the gen-
eral steps, with each step loading to the topic

sentence of each piragraph.

Meommunications Division, ITllinois Central College, English 1

Student Models Book (bubuque, ivwa. Kendall/Hunt Publishing CQ.,

HH
[l
o

1974) .
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2. Write an outline that lists clearly the steps of the pro-

cess which:

A. uses one of the following methods of organization:
1. step-by-step order

chronological order

T

3. from least important to most important
4. snatinl order.

3. Use one of the following points of view--narrvative or
objective-—-by establishing it in t . opening paragraph and continuing
to use it throughout thc essay.

4. Write paragraphs of minima! length of 75-125 words in
which: !

A. the topic sentenrce, rather than the ordnr of the pro-
2, centrols the unity and Qfganigati@ﬁ of the para-
goaph

B. sentence structure is varied through the use 'of intro-
ductory adverb, adjective, and prepositional phrascs
and clauses, and abave at least three of the partici-~
plal phrases tue word "participle' is written

a variety of effective transitions is used within and

[ 9]

between paragraphs, and at least three are underlined
D. these introductory phrases, clausec, and transitions
are¢ punctuated correctly with the comma.
5. Write t.ae purpose of the essay in the introduction, or in
the conclusion, or have it clearly implied.
6. Retain and usc those applicable specific objectives of

carl ler rhetorleal Lypes.
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CHECKLILST

checklist

ot

e

Fjé

FOR PROCESS: Before you hand in your paper, 0 over the
for Process. Have you:
Yes  No
Chosen o subject with which you have famili-

arity and knowledge?

Selected a limited subject which can be

developed into o 500-word paper? e
e a theuis sentence in statament

L — -
Written an outline that clearly lists the

steps for the procoss? —
Written paragraphs of /5=125 words? —
Written paragraphs with topic sentences? -
Underlined 3 transitions? ‘ o
Underlined 3 participles and written

"participle' over each? —

OBJECTIVES FOR_DESCRIPTION

GENERAL OBJECTIVE: Write an essay 400-600 words long in which you use

description to convey your impression of the subject to the intended

audience.

ENABLING OBJECT- : + this essay you will:

IT.

cgsay by

ERIC
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Indic.. - the purpose of the essay in the thesis.

Select sensory details relevan: to the purpose of your

Ao uslng the flve senses In selecting details to avoid

limiting the essay to the visual sense

37



78
B. using only those details which convey your purpose,
eliminating those which detract from it, and those
experiences which are irrelevant to the purpose of the
essay.
L1l. Organize the essay by using one of the following methods

of organization:

c

A, order of placu
B. order of outstanding feature
C. order of relative importance.
V. Write paragraphs of minimal length of 75-125 words in which
you avoid writing non-observable inferences by:
A, using s ry details relevént to the purpose of the
paragraph/casay
B. using concrete and specific nouns and modifiers, avoid-
ing non-modified nouns which are abstract and general
C. using vivid verbs, especially by avoiding the weak
“to be'" v -bs
D. using and labeling five fresh figures of speect from
among th~ following: simile, metaphor, a.alog,, and
personification.
V. Retain and use thosc applicable specific objectives of

earlier rhetorical types.

CHECKLIST FOR DESCRIPTION: Before you hand in vour paper, go over the
chiecklist for Description. Have you:
Yes No

L. Tadicated the pareoce of the essay in the

thegis:
8Y
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4,

6.

Yos  No

A. Used the five senses in selecting detail?

B. Used only those details which convey
your purpog? —_
Used: A. Order of place? or .
B. Order of outstanding feature? or L
C. Order of relative importance? L .
Use concrete and specific nouns and modifiers? . .
Used vivid verbs? —
Used and labeled five fresh figures «. .peech? o

OBJECTIVES FOR DEFINTTION

GENERAL OBJECTIVES: ‘The student will demonstrate his understanding of

words long in which he (a) defines a subject that iy -ither abstract

or concrete, (b) develops the composition fully using any combination

of methods appropriate to the subject, and (c¢) adheres to the objec=

tives and checklist below.

ENABLING OBJECTIVES: I. this essay you will:

1.

Write:

A. the chosen topic in the title and/or opening paragraph

B. the intended audience, sufficiently narrowed, beiow
the title

C. a thesis statement, piaced below the audience which 1s
a slugle declarative sentence which lists the specific
arcas that will be covered in the paper on which topic

sentences wlll be based.

39
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2. Write an outline that lists clearly the areas to be devel -
oped by using any combination of the following methods of parag aph
organization:

A. descriptive details
B. examples or incidents (exemplificacion)
C. comparison and contrast
. egation
an:lysis
F. wrigins or causes
G. results or effects
H. process
I. classification
and vt ilizing where suitable:
A. dictionary definition
B. etymology of the term.

3. Indicate with the diction an attitude which is consistent
to your point of view and proper for your audience and an understand-
ing of denotation and connotation by underlining a specified number of
connotative words.

4. Write paragraphs of minimal length of 75-125 words in
which:

A. the topic sentence controls the unity and organization
of the paragraph

B. you demonstrate correct use of the colon to indicate
restatement or clarification, the correct use of the
semicolon in punctnating to give variety tarsentenge
types, and the correct use of the comma when punctua-

¥

ting 1tems in a series.

9o



5. Write an introduction that attracts the reader by using
one or more than one of the following attention getters:
A. rhetorical question
B. startling statement
C. narrative opening
D. quoted remarks

L. quotation

[
=3
n

history or background of subject

G. direct references to the subject.
6. Write a counclusion that:

A. summarizes the content

B. announces the main point if paper has been indugtivelj
developed

C. comes to conclusions or suggests results and signifi-

fury

cance

D. «closes with an apt quotation.

[

7. etain and use those applicable specific objer:ives of
P .

earlier r’ .. ic-1 types.

CHECKLIST FOR DiFIMITION: Before you hand in ycur paper, go over the

-uecklist for Definition. Have you:

Yes No
1. Chosen a subjeét wvith which you have famili-
arity or about which you wish to gain
knowledge? —
2. Selected a ..aited subject which can be
developed into a 500 word paper! —_—
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Yes No

3. Written a thesis sentence in statement form? -
4. Considered the conventional pattern suggested

on the Assignment Sheet as a possible method

of organization? —_— e
5. ‘WfittEﬂ an outline that clearly lists the

development of ideas in the theme? —
6. Written paragraphs with topic sentences? .
7. Avoided defining with "is when' and "is

where'? .

NBJECTIVES FOR CLASSIFICATION

GENERAL OBJECTIVE: The student will demonstrate his understanding of
the rhetorical type-classification by writing an essay approximately
500-700 words long in which he (1) classifies a limited subject into
at least threec ~ategories or classes, (2) uses a controlling principle
to help analyze the subjegt and to make the classification consistent,

and (3) adheres to the objectives and checklist below.

ENABLING OBJECTIVES: In this essay you will:
I. Organize the classification b&:

A. selecting a single ruling priunciple (divisor)

B. selecting more than one ruling principle (divisor),
if rocessary

€. cover all reasonable subclasse~ £ the subject

D. 1include the subclasses "other" for rare items, where
and if necessary

E. separate all cla.ses clearly with transitions.

92
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II.

IIT.

which you:

V.

In the thesis, introduction and/or conclusion indicate:
A. the subject to be clagsified, which i

1) can be covered adequately in the assignment

2) has not already been classified naturally, arti-

ficially, <t popularly

3) can be dii.ded into at least three subgroups

B. the single - rineiple (divisor) or rulineg prin-
ciples (- +sors) uood

C. the impo.tani igniiicant results of the classgifica-
tion.

Write paragraphs of minimal length of 75-125 vwords in

A. usc specific supporting details, concrete worde, and
figures of speech to avoid constructing faulcy gener-—
alizatians

B. explain the significance of the details, where
necegsary, to avoid inadequately developed paragraphs

C. rary sentence structure and leagth by using anposi-

.ves and partic.ples.

Write an introduction in which vou:

A. attract the reader's attention

B. state the subject of your essay

C. outline generally the organization of your essay.

Retair and use those applicable spocific objectives o1

earlier rhetorical types.

ERIC
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CHECKLIST FOR CLASSTiICATION:

the checklist for Classification. Have you:

10.

ERIC
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Organized the classification by selecting

a single ruling principle or, if necessary, more
than one ruling principle?

Covered all reasconable subclasses of the
subject?

Included the subclass "other" for rare items,
vhere and if necessary?

Separated all classes clearly with trans-
itions?

Selected a subject which van be coverod

adequately in 500-700 words?

Selected a subject which has not already bgén
classified naturally, 4?1}ficially; or popu-
larly?

Indicated in the thes:s. ii-voduction. and/or
conclusion the single rut - ; inci, v or
ruling principles used?

Indicated in the thesis, introduction, aml/or
conclusion the important sig.lticant results
of the classification?

Written paragraphs »of minimal length of
/53=125 words: |

Used specific supporting details, concrete

words, aad figures of speech to aveid con-

struction faulty generalizations?

94

Yes

Before you hand in your paper, go over

No
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Yes Ho

11. Explained the significance of e details,

where necessary, to avold inadequately devel:-

oped paragraphs? -
12. Varied sentence structure and length by using

appositives and participles? » -
13. Written an introduction in which you attract

the reader's attention? o
14, Written an introduction in which you state

the subject of your essay? o
1%. Written an introduction in which you outline

generally the organization of your eassay? —_—

0BJECTLIVES FOR_COMPARISON AND CONTRAST

GENERAL OBJECTIVE: The student will demonstrate hiz understanding of
tiie rhetorical type comparison-contzast by writing an essay at least
600 words long in which he
a) uses comparison and contrast to develop his gxpianatién of
his chosen subject
b) organizes his essay by using either the opposing or alter=-
hating pattern of development

¢) adheres to tlie enabling obj..ctives listed below.

ENABLING OBJECTIVES: 1In this essay you will:
I. Indicate the chosen limited subject in the title.

IT. Write an outline that clearly indicates the plan of .he

essay by:

©
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which:

I1I.

1v.

A. using either the opposing or the alcern;cing pattern
of development as the basic means of organjzation

3 indicating the specific soquenne o illustrations/
examples to be used in the body of the essay

C. includiung both an introduction and a closing.

Write paragraphs of minimal length of 75-125 words in

A. the toplc sentences indicate the subjects being com-
pared/contrasted in the pardagraphs

B. effective parallel sentences are used to stress simi-
larity of ideas in a balanced sentence, to stress con-
trasting ideas in an anti-thesis

C. at .east two analogies are used throughout the essay

D. restatement’ is used for clarification

L. the colon is used correctly in restatement

F.  refecence to one aspect of one subject is followed by

reference to the same aspect of the other subject

fective transitions are used within and between

1=,

G. e
paragraphs.

Write an introduction that

A. attracts the reader by using at least two of the fol-
lowing attention getters.
1) rhetorical éuestian
2) startling statement
3) narracive opening
4)  quoted remarks

3) quotation
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) b detb hilgtory or backpround ol the sabject
) dirvet yefeorence to Lhe subject

e dodleates the purpose of the composition fn one of or
a ecombloatlon of the followlng
Iy to vxplain
7)) Lo i,!np]",' O preterones
1) to vonvinee

L Prdloates the subjooes to Le bodiced, which are enough
aflie to be getually comparable and cnongh Jdfs similar
Lov amalbe Che discusgion sigulticant through contrast

I fndicares the reader ot whom the essay s direeted.

Vo Write a cone bl lon thiat

A suhmar Lres thu content

B dndicates the main point, which the student has devel-
oped Induct bvely through the essav

G ends the essay by sugpesting results or gignificance

1D, euds the essay with an appropriate quotation,

Vi, RKetadn and use the applleable enabling objuctives of pre-

viously taught rhoetorfeal tvpes,

CHEGELIST FOR COMPARIBUN AND CONTRASTY  HBetore you hand In your paper,
po over the checkliast tor Comparison and Concrast.  Have youl
Yes  No

1. Iondieated the chwsen, olted subject in the

tiele? S
2. Written an outline that clearly indlcates
the plan of the essay? _ _

Q )7
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i,

10.

12Z.

13.

Yus
Indleatvd wirhio the out Iine thoe agpacifle
gequence of D hastrat fons/examples to be osed
in the body ot the essay? o
Iy duded do e out Tine an introduct ion and
A closfng? ~
Use clther the oppostoye or the alternating
pattern of devclopment as the basie means
of organizatian?
Wrltten parapraphs of miolmal Length of
/5-1L25 wordsy L
dieared io the topie sentences the subjects
boing compared/contrasted in the paragraphs? .
Used of fective parallel sentences!? .
Used at teast two analegies throughout the
w5y ? o
Used restatement for classification? o
Made referenco to one aspect of one subject,
followed by roference to the same aspect of
the other subjce? o
Used effecrive transitions within and between
paragraphs? .
Wrirten an introduction that atrracts the
reader »y using at least two of the fellowing: .

1) rhetorical question
2)  startling statement

3) narrative opeunlog

98
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b)Y yuoted remarks
B0 quat ation
h) brict hiistory or backpround ob the snbject
1) direet refercnce to the soaliject
tac Indicated o the intradoction the purpose o
the composition?
e hadiecated in the Introdoction the subjeets
to be bhandled, which are enough alike Lo be
actually comparable and enouph dissimilar to
weakeer the discussion sipnificant through
vonbrast? .
e Indicated in the introdact ion the reader at
whiom the vssay Ls directed? o
17. Written a conclusion that summarizes the
content? —
18, Written a conclusion that ir:d.i,cfjtes;; the main
point of the essay? L
19. Written a conclusion that ends t;hfg CETHRY
by suggesting results or significance? A
20, E Written o conclusioun thatl vods the vssay
with an appropriate quotation? —
OBJECTIVES OF_SUMMARY
GENERAL OBJECTIVES: The studunt will demonstrate his understanding

of the rhetorical type Summary by writing a summary of a nen-fiction

article which

a) 1is no longer than 1/4 the length of the original

o 09
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by fuviudes Tow quotan fons, o moee flhian /10 the boast b oof
thoe sammary

1) didhetes; to Uhe s Ji i ()h] TEE RRVIRTSIN BN O I B SYR RETH

SPECTYIC OBJECTEVES:  In this essay you will:
I. state the ecoseatial or main ideads ol the ofipinal In o vonp
own words by
N v podjree theo o iy fna bbb e o SNTITURTE I BUN BT A SR
et onky on thes mady ddeas and vresential ddetai e
. using Jdivect quotvs from the ovigiosal, primarily vihen
the author's words vxeaplily o key point beinpg made
o avoiding the uso o1 the paraphrase
U, orgdanizing the essay using the awthor's emphasis as
the wodel.
I1. Write the summary from the author's point of view by:
A. avoiding such phrases as "the author says"
B, avolding apy personal comments about the origlpal
C. avoiding the point of view of an outsider looking on.
[T1. Write paragraphs of a minimal length of 75-125 words in
which:
A. Lhe topic sentence Indicates the subject(s) being
treated in thar paragraph
B. an ellipsis is used correctly to ecliminate unnecessary
words In a guotation
;. quotation marks are used correctly
. effective transitions are used within and between
piragraphs.
1V. Retailn and use appllcable specific objectives of previously
taught rhetorical types.
O
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Yo
ead the origiaal mateviag carefaliy aal
acenrately . Feeping notes on the poda Lo
aind o snenlaal e qi]:%?(

Stated the cdrent fal orv g dn fdeas o fine

ot ipbinil material in vonr owun vardo, uaing

effvet ive Jdict oo and syt as? i
Avoldoed writ iy o naraphras?

Orpaaniced che eonn by msoay the same empho

sifo s the mode 1Y .
Writioen the summary from the author's point

ut view? e

Avoided any personanl eplnions of the origi-
nal material?

Quot ed accurately portions of the original
material?

Used the ellipsis correctly?

Used quotation marks correctly? ZE
Turned fo the original article with the
sumiary?  (uoress the article is in the
ENGL 110 text) —_
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ORIRCTIVES FOR CAUSE AND FFFECT

GENERAL OBJECTIVE:  The student will demonstrate an atderstand ing ot
causal analysis by writing an enday ab least 700 words long o which
e
a) indicates specifically and logically the relationships
betweon cause and efforg

b udheros to the spocifie objeclive Lintoed Lo low,

v

ENABLING OBJECTIVES:  In this essay you will:

L. Indicate in che title, speniog and/or closing the Limited
subjuect and the major arca of cansal relat fonships which will be ex-
platoed In the space allotted for the essay.

L. Write an outline that includes
A.  an introduction
B. at least one section in which the situation involving
causal relationships to be explained is presented
C. at least thrce sections in which the causal relation—
ships are presented, illustrated, and explained
D. a conclusion.
LIL.  kxplain the causal relationships by developing the para-
graphs emphasizing either causes or ef fects.
V. Wrlte paragraphs of a minimal length, 75-125 words, in
which
A. valid generalizations are developed and supported by
1) avoiding logical contradictions and fallacies
) including as many known and relevant facts about
the sabject as possible wlthin the space allotted

for the explanation
® . 102
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3) wrressing some Facts ab expense of other facels onlv
if tested and validated cxplanations for cach
welghing are given In the essay

B effective transfitions arc used within and between
paragraphs

Co facts used te Lllustrate or support tople sentences
are ionterpreted,

V. Retain and use applicable specific objectives of previously

taught rhetorical types,

CHECKLIST FOR CAU5£ AND BEFFECT:  Before you hand in your paper, go
over the checklist for Cause and Effeet.  Have you:
Yes No
L. Written a thesis statement stating the major
areas of causal relationships to be explained

in the egsay?

2., Written an outline containing
a) at least one section indicating that a sit-
uvation involving causal relationships is
presented? o
b) at least three sections indicating presen~
tation, illustration, and explanation of
causal relationshipsg? . o
3. Developed an explanation of causal rela-~
tionships according to one of the following: —
a) origin or causes? —_—
b) results or effects? —
4. Avoided logical contradictions and fallacies? o

103
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QBJECTLIVES FOR NARRATION

GENERAL OBJECTTVE:  The student will demonstrate his understanding of
the rhetofical type-narration by wrlting an essay approximately 500
words long in which hue
a) uses a osingle sipgoificdnt personal expericnce, or
b) uses scveral personal expoeriences vo develop a single
focal point, and

<) adheres to the objectives and checklist Jisted below,

ENABLING OBJECTIVES:  In this essay you will:
1. Statwe:
A.  the chosen topic in the title and/or opening para-
graph
B. a thesis statement, which is a single declaratlive
sontence, which includes the effect the event (8) had
poen you.
IL, Write an effective introduction selecting from one of the
following methods: indirccet, direct, delayed
A.  begin with the climax of the experience and then have
a flashback (inqirggt)
H. move from a general discussion of your experience and
then to your specific situation (indirect)
C. beglin with background material, relating what happened
prior to the incident, and end with your experience
(direct)
D. begin with a similar incident from a movie, book, TV

show, etc., and relate it to your own (delayed)

104
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. begdn with a conversatton or interior monologuo
{(dulayed).
PHE. Write paragraplis of 50-12% words in whicvh vou miake yvour
vrpuerlence vivid by:

"I point of view

A. using the [irst person
B. using detalled description of people, places and events
C. using gpecific names of people and places
Do using direct dialogue instead of fadirectly reported
speech
E. uging precise image-forming nouns and verbs
Foostarting a new paragraph fors
I. a new phase of action
2. a change of speaker
3. a shift in scene
G. selecting only those details relevant to your purpose

H. avoiding apologies, unnecessary explanation, or tacked-

on morals.

]

IV, Be consistent in tense and point of wview.

V. Retain and use applicable specific objectives of carlier

rhetorical types.

CHECKLIST FOR NARRATION: fefore you hand in your paper, go over the

checklist for Narration. Have you:

Yes No
1. Chosen an experience of significance, or
series of experiences that have a single
focal point? .
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You  No
2. Written a thedsls sentence in statewment form

which includes the effeet the cvent{s) had

.o Wreitten an introduction that is efther in-
dircct, dirvect, or delayed?
4. Written correct paragraphs that iondicate
a oshift of seone, apeaker, and/or action?
5. Made the expericnces vivid by using one
or more of Lhu following?
1) First person point of view?
b) detailed description of persou, pldaces,
evants?
c) used specific names of people and places?
d) used precise image-forming unouns and verbs?
¢)  used direct dialopgue?.
f) selected only those detalls relevant to

your purpose?

6. Been consistent In tense? —
7. Been consistent in point of view? o

OBJECTLVES FOR PROBLEM-SOLUTION ASSIGNMENT

RHETOR1CAIL, TYPE-~PROBLEM~SOLUTION: In reality this assignment is a
final examination tlat tests your ability to use your knowledge of
rhetorical types to write a complete essay. It also tests your im-
provement In style devices that were prescribed in the objectives for
cach of the papers. You will also be checked for correct mechanics,

ca

grammar, and usage.
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BASLG OBRJUCTIVES . Speciffeally, you will be able to:

L. Realize that anlike the rhegorical modes yvou have so i
congidered, problen-solut ton les o one tochnique ol orpanizing ane
analyzIng material; rather it ig the ulgimate wae to whilch all or
some of the rhetorical wedes can be put into practice,

2.0 Use one or more of the previously presented rhetorieal
types in solving a complete casay problem by following the five
principal steps: ,

) becone aware ot the many problems suppested in a
glven slide

h) pather juformit ion and talke netes as voo view the aslide
vou luve selected and use one or a variety of rhe-
torical types in welving the problem in the slide

¢} identl

y the solat ions
d) write the paper.
4. Retaln and utilize an understanding of behavioral objuc—
tives of earlicr rhetorical types by giving special attentlon to a
review of the following objectives:

Rhetorical Type

4)  thesis statements 1-10

b} Introductions and conclusions Z~1b and 17
¢) translitions : 1-7

d) fully developed parapgraphs 3-12

¢) carciul attention to diction 2-11

f) syntaz varlety. 1-13
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No one Ls kept cut of English 110 1 e fnslsts on entering the
course,  This procedare {4 consistent with the concept that students
have the right to Lakl so long as they are adviged of the nature of
the course, the objectives by whilch they will be evaluated, the normal
eintry-=level profiles, and bis particalar chances of succuss. Lf the
teacher soeeg that a student has only minimal opportunitics for success,

coneoerted efforts will be made to advise him out of the conrgse,  Qr—
divarily, fow inat il criorta are made to advise students into
classed, bocause many stodents walk wnto the campus at late dates and
they are not refused entry.  In addition, many students reglster by
telephone, disallowing much opportunity for advisement. Consequently,
most of the placement Ls in the form of shifting after the student

has entered the classroom and the writing sample has been checked,
However, the initial placement criteria utilized in those instances
where initial advisement can be carried out are listed below:

English 110 ACT English standard score 19 - 24
or, converted high school rank of 19 - 24

Other than those students who are skimmed off to be placed
either below or above English 110, the students are a c¢ross sectlon of
humanity. A few are quite young, still in high school by special
arrangement; a few are quite old, even in the eighties. Some have
physical difficulties: they arce bliind, deaf, or paraplegic. Some are
as bright as the brightest attending the universities. Some are
apathetic, whereas others arce extremely aggressive. Some are shy or
quict, while others are gregarious and talkative, Most are students
just out of high school, holding part-time jobs, supporting cars, and

Interested in the practical results which they have heard comes from
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attending college. They have neither the time nor the interest to
get involved In extra-class activities. They are on campus only so
long as their class schedules keep them there: so the teacher can ex-
pect only minimal library work from them. Although many of them are
merely trying out college to find out whether they can succeed, many
others know that they could succeed anywhere.

When the behavioral objectives were first introduced into the
Division, many instructors were concerned that their creativity would
be curtailed, as they had read in professional journals. [t will be-
come apparent later that that result has never been realized. In-
stead, thelr creative talents have been focused upon the instructional
techniques and materials utilized in the course rather than attempts
Lo ruedesipgn various individual course structures.. The consequence of
that act lon is the rich agquigitian ol a2 host of methods and devices
for teaching the objectives which have been established.” These will
be discussed more particularly in following paragraphs. Lt 1la enough
at this point to state that the content of the course 1s much the
richer for those ¢fforts., The initial le. tures and discussions whieh
introduce each paper are extremely varied. Then, as more informal
discusslons occur, the teacher has a wide assortment of individualized
materials, instructional help, and particularlzed models to help stu-
dents with their apecial problems., Finally, the teacher often meets
privately with any students who necd or want special help.

Three textbooks are required for the course. Louise E.

Rorabacher 's Assignments in lkxposition, chosen by the staff, is

109
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required in all sﬁgtlnns.lz Although 1t does not fit entirely the

structure of the course, it fulflills the requirements better than a
myriad other textbooks on the market. Since references to it exist
in a varlety of instructlional materials, it will probably be retained
for some tlme. To change tape/slide materials, TV productions,; the

English 110 Student Models Book, and a series of individualized in-

structional materials would be both costly and time consuming. After
searching for years and trying a variety of rather unsatisfactory

bas lc textbooks, the NDivislon decided that the only way to get what

{t wanced was to publish its own test. Such a wove was quite feasi-
ble since the dovelopment of the objectives for the course had already
been agreed upon by the staff. Therefore, In 1973 a textbook was
formalized, duplicated ou cawpus, and sold to the students as a re-
quired text for the course., The following year, Kendall/Hunt Publish-
ing Company published and printed the book under the title of The

Eaglish 1190 Sﬁgdgn;Lﬁoggggfgggk.lj The third texr is also locally

prepared , Thurlpﬁwwrgtgg.lé This is a yearly publication of the best

writing products of lllinois Central College students, and just
recently has olfered co-sponsorshlp by the Creative Arts Divi-

gion, which contributes various art productlons to dccompany the
writing, Obvlously, cvery cffort has been exerted to assure that the

[nseructional materlals are conslstent with the course design,

L2 outse k. Rorabacher, Assipnments in Exposlition (Sth ed.;
New York: Harper and Row, 1974),

Viconmun teat tons Division, ICC, 110 Book.

FACommun feat tons DLvision, ICC, The 1CC Writer.
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Evaluation of the course is based upon the same kind of medi-
fied mastery learning format as outlined for English 105. [t is ex-
pected that nearly all students who are nmotivated to do the work and
who had the proper entry profile will do satisfactory work. The bell-
shaped curve ls inapplicable under this philosophy. All teachers
allow students to rewrite unsatisfactory papers. In fact, most re-
quire them to do it. Most will also allow students with satisfactory
papers to rewrite them for a better grade. The intent of the assign-
ments is to provide the learaing envirounment for students to gain the
optimum from the course; Lherefore, rewriting is considered a desir-
able learning technique. Since the objectives are designed to be
cumulative, the evaluation involves primarily those skills which have
been tanght Lo the course to that point. If a student continually
fails to exhibit those skills which aiz Included in the entry profile
of the course (the exit skills of knglish 105), rather than continu-
ally failiong him for those deficiencies, he is required to alleviate
them by utllizing the Learning Laboratory. The teacher is expected
not to teach those skills and not to grade them. The paper is refused
unless the entry level expectancies are met. Thus, the student does
not perpetually fail because of the same difficulties, which are not
part of the learning objectives ot the course. The grading demands
upon the teacher are reduced, also, since she can concentrate upon the
object lves which she has taught.  Some flexibility in ordering the
gpeeific papers and objectlves is allowed when a full-time teacher

progents a rationale for doing so. Most instructors, however, follow

the preserlbed order,
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This grading technique haé allowed the Chairman to provide
more adequate support for the faculty when students complain about
the grade received for the course. A series of questions is isked
of the studenc:

1. Did you have 1 written ccu:rse svllabus?

2. Did you have the specifie, written objectives for each

welting?
3. Did you have written assignments for each ﬁaper?

4., Did the teacher teach the objectives for each paper?

5. Did the teacher grade those objectives?

6, If so, what complaint can you have about the fairness of
the grade? You might not like the nature of the course,
but that is a different matter entirely.

If the student answers ''ves' to each of the guestions, then the teacher
has unquestloned, obvious support. If the student answers "no" to
any of them, then the teacher needs-to provide some input into the

gltuation, Since the advent of objectives, every teacher has been de-

fendable when a question has been raised.

ENGL 111. This is the second semester of transfer English which is
taken primarily by students to meet the requirements for the Associate
in Arts and Science degree. It continues to be labeled 'Composition"
because chélemphasis is upon writing rather than an introduction to
literature, as is so frequently the case in four-year colleges and
universities. Every attempt has been taken to keep the two areas
scparate since 1968, when that decision was agreed upon after consid-

erahle debate,
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DESCRIPTION
1. ENGL 111-3 Composition
2. Prerequisite: ENGL 110-3 or equivalent
3. This course concentrates upon advanced composition. It
places particular emphasis upon writing which reflects
definition, analytic procedures, argument, persuasion
and research activities. Instruction will also include
the analysis of student compositions and the use of
examples from literary sources. Instruction will con-
tinue on the polishing of style and mechanics undertaken
in ENGL 110-3.
4. Credit: Three semester hours
5. Three lecture hours per week
Following in the footsteps of Eunglish 110, this course has taken
on more and more structure with passing semesters. Although several
options are available, the general objectives for the course are the
following:
1. To improve further the objectives as stated in the
ENGL 110-3 syllabus.
2. To arrange material clearly and logically.
3. To analyze critically assigned problems.
4. To evaluate and develop logical-persuasive viewpoints,
5. To dcmonstrate the form and techniques necessary for
research.
The development of this course has ordinarily followed a year
behind English 110. Experimental designs have usually originated

with the earlier course. Then, after the major problems have been

overcome, the ideas have been adapted to English 111, usually with _
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much smoother transition. The final revisica of the course require-

ments and the following specific objectives were accomplished in pre-
- 15

paration for the publication of the LEnglish 111 Book in 1975.
Original Research Paper--Required of all students

GENERAL OBJECTIVE: You shall write a 500-800 word paper in which you
come to a conclusion about a locai problem or situation from infor-

mation you have gathered by doing original research.

ENABLING OBIJECTIVES: To accomplish the generai objective, you shall
do each of the following:

1. Formulate a hypothesis {(or téntative‘thESis) or pose a
question concerning a local problem or situatiom.

a. Choose a hypothesis or question Lhat is limited
enough to be fully investigated within the time and
resources available to you.

b. Choose a hypothesis that has not already been estab-
lished or a question that has not already been
answered.

2. CGather the information necessary to answering your ques-
tion or to testing your hypothesis by using primary and, if applicable,
secondary sources.

3. Evaluate the information you have gathered by applying
the tests of evidence.

4. Generalize from the evidence you have gathered to formu-.

late the final thesis of your paper.

15¢ommunicat Lons Division, Illinois Central College, English

111 Book (Dubuque, Iowa: Kendall/Hunt Publishiug Co., 1973).
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5. Support your thesis with the most valid evidence available.
6. Correctly and completely document (footnote and list in

bibliography) all researched material used in your paper.

CHECKLIST FOR THE ORIGINAL RESEARCH PAPER

Before submitting vour paper, check it aginst this list to
ensure that it fulfills the objectives for the assignment. Then sign

the completed checklist and submit it with your paper.

Write your hypothesig or original question here:

Write your final thesis here:

1
1. 1Is your hypothesis or question limited enough? Yes_ No___
2. Is it an original one? Yes__No___
3. Have you used primary sources of information? Yes_ No__

4. Have you footnoted and cited in the bilbliography all
research material, whether it is primary or secondary
and whether it is directly quoted or paraphrased? Yes__No___
Not Applicable*
*Questionnaires, polls, and experiments of your own do not have to be

footnoted nor cited in the bibliography. Any research material that
you read and interviews do need to be footnoted and cited in the bibli-

ography.

h»&
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5. If you have used such primary sources as ques—
tionnaires of tests, have you attached a copy

to your paper? ~ N/A_Yes__No___
6. Does your thesis fit the bulk of the evidence? Yes_ No___

7. 1s the evidence in support of your thesis stronger

than that which contradicts your thesis? Yes__No___

oo

Have you tried to minimize the evidence that con-

tradicts your thesis? Yes No___
Inductive Argument--Required of all students

GENERAL OBJECTIVE: You shall write a 600-800 word argument which is

supported by a correct use of evidence and/ot inductive reasoning.

ENABLING OBJECTIVES: To accomplish the general objective, you shall
do each of the following:

1. C;nstfuct a thesis (major proposition) that is clearly
arguable and limited enough to be fully developed within SDQ—SQD
words.

2. Use this thesis as the conclusion of your theme.

3. Analyze the issues involved in your argument and take
stands on each of these issues (minor propositions) that will lead to
your thesils.

4. Develop and arrange these lssues (mlnor propositions) in

a logleal order so that your paper possesses completeness, unity and

coheroence.
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5. Support at least three minor propositions with valid in-
ductions and/or valid evidence. (See Original Research section.)
6. Document all borrowed material by correctly footnoting and
citing sources in a bibliography. (See Research Paper section.)
7. Avoid the following fallacies in your paper (see Logic
section):
a. Post hoc
b. False analogy
¢. Faulty generalization
d. Arguing in a circle

e. Shifting the point.

CHECKLIST FOR THE INDUCTIVE ARGUMENT
Write your thesis here:

Indicate your audience here:

1. Does your thesis state a judgment which your readers

would doubt or not believe before they read your

paper? Yes__No___

2. Is your thesis limited and specific enough to be

argued with 600-800 words? Yes__No___

3. Does your conclusion contain your thesis? Yes_ No___
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4. Between your introduction and conclusion does each of
your paragraphs develop a minor proposition that

leads to your thesis? Yes_ No__

5. Are the paragraphs arranged in a logical order so
that the minor proposition of one leads into the

minor proposition of the next? Yes_ No___

6. Have you supported at least three different minor

propositions with valid evidence and/or inductions? Yes No___

7. Have you correctly footnoted and indicated in a
bibliography all borrowed material, whether that

material was directly quoted or paraphrased? Yes__No__

8. Have you avoided the fallacies of inductive

writing (objective 7)7 Yes_ No_

Logic-=-Study required of all students but not terminating
in a paper

GENERAL OBJECTIVE: You should be able to analyze and evaluate the

reasoning and evidence typically involved in arguments.

ENABLING OBJECTIVES: To achieve the general objective, you shall do
each of the following:

1. Detect the conclusion of an argument, whether it i1a stated
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2. Distinguish conclusions that are supported (by induction,
deduction, or with evidence) from conclusions that are merely un-
supported assertions.

3. Detect the assumptions of an argument, whether they are‘.
stated or implied.

| 4. Recognize which assumptions require further support.

5. Distinguish strong evidence from weak evidence by applying
the rules of evidence.

6. Determine the validity of an induction by applying ;hé
appropriate tests of induction.

7. Determine the validity of a deduction by testing the
reasoning from its assumptions to its conclusion.

8. Detect in arguments the following fallacies:

a. Post hoc

b. False analogy

c. Ad hominem

d. Faulty generalization
e. GShifting the paint-
f. Arguing in a circle
g. Either/or thinking

h. Non sequitur

1. Eguivocatioen.
Deductive Argument—-Required of all students

GENERAL OBJECTIVE: You should develop and organize a 600-800 word
argument by using a valld syllogism or any combination of valid

sylloglsms,
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ENABLING DBJECfIVES: To accomplish the general objective, you should
do each of the following:

1. Construct a valid syllogism (or combination gf syllo-
gisms), the conclusion of which is the thesis of your paper.

2, Above the title of your paper, write this syllogism (or
syllogisms) in the traditional three-statement form: major premise,
minor premise and conclusion.

3. Use the syllogism to organize your paper:

I. Major Premise
I1. Minor Premise
I1I. Conclusion of Syllogism
(In some instances, I and [l may be reversed in order.)

4. Develop the premises, which are the two main sections of
the paper, by supporting each with sound inductions, valid evidence,
and/or logical deduction.

5. Apply the appropriate tests to ensure that the deductions
are valid.

6. Correctly and completely document any borrowed material

- - »used in this paper,

CHECKLIST FOR THE DEDUCTIVE ARGUMENT

Write your thesis here:

Indicate your audience herel
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1. Above vour title have you written the syllogism in
the traditional three-statement form?* Yes_ No___

*You may also use a series of valid syllogisms or any
combination of valid syllogisms.

2. Is the conclusion of the syllogism also the thesis

of your paper? Yes_ No
3. Is your syllogism valid? Yes No__

. »
4. With the addition of an introductory paragraph or

two, is your paper a development of this syllogism:

the first section of the paper developing one

agssumption, the second developing the other

assumptions? Yes_ No_
5. Do you support each assumption with inductions,

evfaengc, and/or deductions that arce both saflfielenl

and valid? Yes__No__
6. Have.you correctly footnoted and listed in your

bibliography all borrowed material? Yes__No__

No borrowed material
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Persuasion—--Required of all students

GENERAL OBJECTIVE: You will write a 600-800 word essay in which you
influence the reader by using the persuasive methods listed in the

following enabling objectives.

LENABLING OBJECTIVES: To accomplish the general objective, you shall
do each of the following:

1. Choose a limited topic which can be developed persuasively
for a particular audience.

2. State that specific audience just below the title.

3. Choose effective persuasive devices and techniques for
that audliviace by

1. Using at least oune appropriate cmotional appeal from
the following list: acquisition and saving, adven=
ture, companionship, desire to create, desire to des-
troy, curiosity, fear, figh@ing, humor, imitation,
independence, loyalty, patriotism, personal enjoy-
ment and comfort, pity, prestige, power, reverence,
revolution, sexual attraction;

b. Employing at least two persuasive techniques from the
following list: narration, vivid description, start-
ling statdistiecs, quotation, strong contrast, clever
comparison, dramatic causes-effects, exemplification;

¢. Creatlng persuasive tégé by at least two of the
following stylistie devices: vivid word cholce, con-
notative language, balanced phrasing, rhythm, repeti-
tion for emphasis, figures of speech, rhetorical

questlon, slogan;
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d. Ualng propriate propapanda devices such as gllitter-
Ing penerality, bandwagon, plainfolk, teat{monial,
trangfer;

e, FEmploylug, 1f appropriate; humorous devices sueh an
irony, exaggeration, and parody to develop your per~
suaglve Lhoeslis,

CHECKLIST FOR PERSUASION

Write your thedis here:

[ndicate your audlence here:

1. Have you chosen and limited a persuasisz: eopic? Yes_ No

2. Have you stated your specific audlence just below

the title? Yes__ No___

3. Have you employed at least one approprilate emotional

appeal? Yes__ No_

4. Have you cmployed at least two different persuasive

technlques? Yes  No

5. Have you udged at least two persuasive stylistic

devices? Yes_ No__
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o Have you uned propaganda deviees 1f appropriate

to your audicence!? N/A Yed  No o
Refutatfon==Required of all studenty

GENERAL OBJECTIVE:  In a 500-800 word essay, you shall refute a 500~

1200 word argument,

ENABLING OBJECTIVES: To accomplish the gencral objective, you shall
do cach of the following:

1. Present the ldeas of the original argument accurately and
without distortion of thelr meaning.

2. Expose the weaknesses ion the luple of the original argu-
ment by doing as many of the following as are appropriate to the
original argument and to the purpose of your paper:

a. Find and challenge any of its assumptions that are
questionable or Inadequately supported;
b. Identify invaiid inductive and deductive reasoning
used in it;
¢. Lxpose any fallacles in Lt
d. Research evidence clited by the orlginal argument, and
determine its accuracy, valldity, completeness and
relevance;
e. Identify {its propaganda devices and abuses of language.

3. Correctly document any borrowings used in your paper.

4, 1LIf the original argument {8 a clalm of fact, demonstrate
the lalslty of that clalm by uslng one or more of the following

methods:
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4, Quustion the adequacy, val ldivy, and/or relevance of
the evidence provided by the original in gupport of
Pty clalmg

bo Rxpose the contradictlons in the support usced by the
originatl;

¢+ Research and use evidence to support a counter-clalm;

d.  Use the effects which should fnvariably occur 1f the
fact were true to didaprove the existence of the fact.

5o I the orlginal argument is proposing an action, refute
that proposal by using one or more of the following methods:

ae Demonstrate how the suggested action is unnecessary
aud/or unworkable:

b. Demonstrate the impracticality of the propesal--that
the advantages produced by the proposal are not worth
the time, money, effort, etc., It requires;

¢. Demonstrate how the proposal ls undesirable in its
effects, producing problems greater than the advant-
ages it promlses;

d. Show how another course of action would be better.

6. Bupport your own assumptions, use valid evidence and rea-

soning, and aveid fallacies 1o your paper.

CHECKLIST FOR_REFUTATION

Write your thesis here:

Indleate your auadieneso here:
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I, Have you made sure that your instructor has a
copy of the original article which you are

refuting? (If your instructor does not alrecady

have a copy, include one with your paper.) Yes__ No___
2. Ls the original article between 500 and 1200
words? Yes__No__
»
3. le it definitely an argument? Yes__No_
4. Dues your thesis contradict In some mamier the
thesis of the original? Yes__No___
5. Does your refutation present the ideas of the
original accurately and without distortion of
their meanings? Yes_No___
6. Does at least half your paper expose the weaknesses
in the logic of the original? Yes  No_
7. Arc the mechods you have used to expose the weak-
nesses of logie (#2 objectlve) appropriate to the
origlnal materlal and to your purpose!? Yes_ No
8. Does your refutation use at least one of the
methods indicated in objective #4 or #5 to
counter the original argument? Yes_ No__
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9. Is your refutation logical and well-supported? Yes_ No

10. Have you indicated the source of the original

argument by a footnote? Yes_ No

1l. Have you correctly documented all borrowed

material? N/A_Yes__No__

Longer Research Paper--An option which completes the
requirements for ENGL 111

GENERAL OBJECTIVE:  You will write a 1000-2000 word research paper
which demonstrates your ability to select a topic or use an assigned
topic, find and use sources of information, correctly document borrowed
material, and arrange researched material to fulfill the thesis of

your- paper.

ENABLING OBJECTIVES: To accomplish the general objective, you should
be able to do each of the following according to a schedule agreed
upon by you and your instructor.

1. Use a toplc of your cholce acceptable to the instructor,

which is limited eoough to be fully developed in a 1000-2000 word

2. Select and locate in the library an approved number of
printed sources; and, if applicable, find field sources pertinent

to the topic.
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3. Prepare a bibliography card tor each potential source,
following the MLA form found in the assigned reading.

4. Select appropriate sources for note~taking from the pre-
liminary bibliocgraphy cards by evaluating the authority and evidence
of the sources.

5. Take all notes on note cards.

a, Use the form found in the assigned reading.
b. Write an approved number of note cards per source.

6. Generalize on your findings to phrase a thesis.

7. From the thesis, organize your thoughts and notes into an
outline of the paper.

8. Correctly document all borrowed material in the final
paper.

9. Integrate your own ideas and all borrowed material into i
coherent, unified essay, using not more than 10 per cent directly

quoted material.

CHECKLIST FOR LONGER RESEARCH PATER

Write your thesis here:
Indicate your audience here:
1. Have you used a topic of your choice, acceptable

to the instructor, which is limited enough to be

developed fully in a 1000-2000 word research
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paper? Yes No_
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Have vou selected a designated number of

printed and, if applicable, ficld sources perti-

nent to the topic?

Have you given your instructor a correct bhiblio-

graphy card, foll wing the MLA form, for each

source you considered?

On the back of

evalusted the authority and evidence of your

cach bibliography card, have you

sources of information?

Have you correctly taken notes on note cards

using the assigned form?

Have you

for each

Have vou

from it?

Have you

Have you documented all borrowed materjal in the

final paper, using the correct footnote and biblio~

written an approved number of note cards

source?

phrased a thesis and organized material

attache

graphical form?

d your outline?
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Yes_ No_

Yes__ No

Yes__No

Yes_ No__

Yes_ No_
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10. Have you correctly summarized, paraphrased, or

quoted borrowed material? Yes  No__

11. Have you integrated your own ideas and all

borrowed material into a coherent, unified essay? Yes__ No___

12. Have you directl;, quoted no more than 10 per cent

of your material? Yes__No

Thesis of Action--An option which completes half the final
requirement for ENGL 111
GENERAL OBJECTIVE: You will write a 600-800 word argument in which

you justify your proposal of a specific action.

ENABLING OBJECTIVES: To accomplish the general objective, you will do
each of the following:

1. Construct a debatable thesis that proposes a specific
action.

2. Justify your proposal by showing that a need for it exists
or tha§ it is desirable.

3. Show how you wil; put your proposed action into operation.

4. Support the practicality of your proposed action.

5. 8how why your proposal is better than other proposals, if
others exist.

6. Support your argument with reliable eGidenge and valid
reasoning.

7.. Use research if appropriate and document correctly.
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CHECKLIST FOR THESIS OF ACTION

Write your thesis here:

Indicate your audience here:

1. Does your thesis propose an actlon which your

before reading your paper? Yes__No__
2. Have you presented your proposal in clear enough
detail that your reader can understand how you

would put it into operation? Yes_ No___

Have you shown that your proposal is practical? Yes_ No__

(%]

4. Have you shown that your proposal is either

necessary or beneficial? Yes__ No___
5. If other proposals exist, have you shown that

yours is guperior? Yes__No___

Not applicable

6. Have you presented sufficient evidence, sound

reasoning, and avoided logical fallacies? Yes_ No___

131




122

7. Have you correctly documented researched material
by using both correct footnotes and bibliography
forms? Yes__ No___

Not applicable__

ditorial-—-An option which completes half the final
requirement for ENGL 111
GENERAL OBJECTIVE: You will write a 600-700 word editorial in which
you convince the readership of a specified publication of your opinion

on a controversial topic.

ENABLING OBJECTIVES: To accomplish the general ohjective, you shall
do cach of the following:
1. In a preliminary analysis of 200-300 words:
a. Name a specific publication for which the editorial
is intended;
b. Analyzé and generalize on the social, pclitical,
ethnic, and teligiaué makeup of your audience;
€. Analyze and generalize on the soclo-political-financial

bias of the publication as revealed by visible in-

dicators (e.g., leaé editorials, masthead, advertising,
cost of subscription, ownership);

d. Evaluate the relative usefulness of emotional and in-
tellectual appeals for your inéended audience and
pﬁbligation,

2. State a thesis:

a, Which 1is specific and arguable, and
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b. Which is consistent with the editorial viewpoint
usually expressed by the publication.

3. Use the results of research only when necessary to
verify information which is not supported from your personal exper-
tise.

4. Credit all borrowed material by internal documentation
instead of by footnotes.

5. Lffectively employ the most appropriate devices of argu-
ment and persuasion as dictated by your audlence analysis, choosing
from among the following devices:

a. Emotional appeals
b. Persuasive techniques

Inductive evidence

[

d. Deductive reasoning.

6. Maintaln consistency of tone throughout the paper.

CHECKLIST FOR EDLTORIAL

Write your thesis here:

Indicate your audience and publication here:

1. Have you written a preliminary audience and
publication analysis (200-300 words long) which
includes:

a. A specific publication for the editorial? Yes_ No___
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b. A generalization on the social, politleal,

124

economic, ethnic and religious makeup of your

audience?

4

A generalization on the socio-political-

|9

Yes  No

financial bias of the publication by analyzing

information from lead editorials, masthead,

advertising (amount, type), subscription cost,

ownership.

d. An evaluation of the usefulness of emotional

and intellectual appeals for your audience and

publication?

Is your thesis on a limited controversial topic?

Yes_ No___

Yes  No

Is your thesis consistent with the editorial view-

point usually expressed by the publication?
Have you used the results of research ONLY when

necessary to bolster your personal expertise?

Have you credited all borrowed material (see
4 above) by internal documentation (naming in

the paper) rather than by footnotes?
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Yes__No

Yes_ No_

Not applicable

Yes_ No___

Not applicable
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6. DBased on your preliminary analysis, have you
amployed the most appropriate devices of argument
and persuasion, choosing from among the follow~-
ing? Yes__No
Circle the devices you used.
a. Emotional appeals
b. Persuasive techniques
¢, Inductive evidence

d. Deductive reasoning.

7. Have you maintained a consistent tone approp-

riate to your audience? Yes No___

Argument/Persuasion Essay Based on Audience Analysis--An
option which completes half the final requirement
GENERAL OBJECTIVE: You will wrice a 600-700 word essay in which you
convince a specified audience of a controversial thesis using the most

effective devices of argument and/or persuasion for that audience.

ENABLING OBJECTIVES: To accomplish the general objective you will do
each of the following:
For the preliminary audience analysis:
1. 1In a preliminary analysis of 200-300 words, analyze éhe
chogen audience:
a. DBy sex, age, occupation or interest,
b. By the existing attitudes of the audience to your
chosen subject,

¢. And by other factors applicable to your chosen situa-

tion. 135 _ e
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2. Also within this preliminary analysis, state your purpose
for writing, the response you desire from the audience, and your
rationale for using the particular devices of argument and per=
suasion,

For the argument/persuasion essay:

1. Organize your 600-700 word essay around a coatroversial
thesis, either stated or implied.

2. Effectively employ the most appropriate devices of argu-
ment and persuasion as dictated by your audience analysis, choosing
from among the following:

4. LEmotional appeals

b. Persuasive techniques
¢. Inductive evidence

d. Deductive reasoning.

3. Apply the tests of validity to inductive and deductive
reasoning used and avoid logical fallacies.

4. Maintain consistency of tone throughout thevpaperi

5. Document all rescarched material.

i

AUDIENCE ANALYSIS

Write your thesis here:

Indicate your audience here:

O
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Have you written a separate preliminary audience
analysis (200-300 words long) which includes:
a. A statement of the makeup of your audience by

age, sex, and occupation or interest?

b. Your understanding of the existing attitudes

of that audience toward your subject?

c. Analysis of other factors relating to that
audience which have a direct bearing on their

relationship to your subject?

d. A statement of your purpose for writing to

this audience about the particular subject?
e. The response you desire from your audience?

f. Your purpose for choosing the particular de-
vices of argument and persuasion as a result

of analyzing your audience?

In addition to your audience analysis, have you
written an essay of 600-700 words based on a deba-
table thesis used to control your essay, having
ei;her stated it or implied the thesis in the

essay?

137
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Yes

_No___

Yes_ No

Yes_ No_



3. Have you used the devices of persuasion and/or
ar guicent that are most appropriate to your
audience, choosing at least one approach or an
appropriate combination of devices from the follow-
ing 1list? Circle the appeals you have used. Yes_ No___
a. Emotional appeals
b. Persuasive techniques
¢. Inductive evidence

d. Deductive reasoning.
4. Have you avoided logical fallacies? Yes_ No___
5. Have you maintained a consistent tone? Yes No___

6. Have you correctly documented all researched
material, both with footnotes and correct

bibliography forms? Yes__ No___

Students ordinarily enter the course after having completed
English 110, but they may enter directly under certain circumstances.
They may have had a course equivalent to English 110 on another cam-
pus. They may have taken the English 110 Proficiency Examinaﬁion on
this campus. Another alternative is that they may have met the
following criteria for initial placement:

English 111 ACT English Standard score of 25 or higher

and ACT total composite score in the 90 per=-
centile range

and in the upper 107 of the high school class
and excellent English grades in high school.
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The basic element in this course 1s to utilize thé organiza-
tional powers developed in English 110 to convince an audience to a
particular viewpoint. The three basic techniques for convincing are
through logic (argumentation), emotion (persuasion), and the authori-
thy of research. Therefore, thése three classifications make up the
trilogy of the course. Specifically, inductive and deductive logic,
analytical techniques, and fallacious reasoning are impartaﬂt‘ta |
argument. Analyzing the psychological impact of various composi-
tional devices upon a specified audience are central to persuasion.
Finally,-gtilizing the skills of library searching, integrating

source materials, and following the MLA Stylesheet for acceptable

documentation are taught in the réseatch aspect of the course. In
addition to improving his ability to arrange material clearly and
logically and developing logical=pe¥suésive viewpoints, the student
writer continues to receive instruction én the polishing of style
and mechanics undertaken in the previous composition courses.

Three specifically required textbooks are designated for the
English 111 course. The first is a manual fgf writing term papers.

James D. Lester's Writing Research Eaggrsla was chosen for the re-

search aspects of the course for several reasons, one of which was
the fact that it is based upon the MLA Stylesheet, which is the
gfficiallf adopted form for the College. The other two texts have

both been mentioned previously. The Egglighﬁ;ll,ﬁgpk;7

was written

and published by the Division because no other text could be found

16james D. Lester, Writing Research Papers, A Complete Guide
(Glenview, 111.: Scott Foresman and Co., 1971).

17communications Division, ICC, 111 Book.
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which followed the design of the English 111 course. The third text

is The I1CC Writer,18 which contains exceptional student models of the

writings required in the course.

The evaluation of the papers is based upon the same primary
premises as the previous two courses., The étudent is expected to
exhibit the skills involved in the entry profile (the exit profile
skills of English 116);,therefcfa, those skills are not taught in the
course except for reinforcement. If a student continually demon-
strates that he cannot perform them, he ié sent to the Learning Lab-
oratory for extra help, and the teachar has every right to demand that
the student have his paper examined for those skills before he pre=
sents it to be evaluated in English 111. Since the primary purpose of
the course is to see that students demonstrate the objectives, they
are allowed to rewrite unsatisfactory papers, and usually they will be
allowed to rewrite for grade improvement even for satisfactafy papers.
Since the required papers are arranged sequentially, they must be com=

pleted in the order found in the English 111 Book: Original Research,

Inductive Argument, Deductive Argument, Persuasion, and Refutation.
The optional papers may be performed in any order, either following
the required papers or distributed among them. The options, by the
way, are the teachers', not the studegts', options in the traditional
classroom setting. In some non-traditional instructional delivery
systems, Ehe student has the freedom to choose the desired options

with the consent and advice of the instructor.

18Communications Division, ICC, The ICC Writer.
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Delivery Systems for Composition

Once the instructional staff has asserted its professional

havioral terms, it is able to focus its attention upon the techniqués
and materials for eliciting the most efficient and effective learn-
ing. The teachers' creative efforts can be devoted to instruction
rather than philosophy. However, since very little effort is devoted
to this aspect, the crucial one, of teaching in teacher-training in-
stitutions, the faculties must teach ﬁhemée;ves how to design the
various options. A very strong, aggressive, and knowledgeable faculty
can ‘gain the skills to accomplish these ends in spite of the general
lack of leadership at the universities. The composition instructors
began their creations and frustrations during the same time gériod
when the professional leadership was standing off in the conference
wings warning teachers to be wary of the use of objectives (see
Chapter 2, pages 32 and 33). Without them, the Illinois Central
College staff could not have had the direction for its courses to per-
form most of the following creative efforts.

U e mErm ok -

Proficiency Examinations. One of the obligations of an institution

of higher education is to function as a certifying agent. Aé such,

1t is attesting to some kind of end product for the variety of courses
which it 1ists on its transcripts. In most cases, one must read the
course descriptions contained in the céli&ge catalogs for any sem-
blance of meaning to attach to the course titles. To make the problem
even more enigmatic, the descriptions are generally so vague, jargon-

1sh, and non-descript as to be nearly meaningless to an analyst. What

the English transcript means in general terms 1s that the student has
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sat in a classroom with a teacher for a specific period of time, in
which some dialogue was probably encountered, some readings discussed,
and a certain amount of writing performed. The amount of actual dia-
logue or its meaningfulness to the actual writing-précéss will vary B
considerable from one classroom to amother. The kinds of ﬁeadiﬁgs
will vary from annotated student models of the required forms of
writing to simple and practical professional models of the forms to
various forms of drama, poetry, and fiction, about which the students
will write. The kind of writing required or requested or privately
hoped for will vary from copied styles to personal diaries and re-
actions to varilous genre to Stfeam*of;COﬁSQiouShESS to structured
rhetorical modes. They may be graded or not, criticized or not, read
or not, collected or not. The point is that no naéicnal standards of
writing can be assumed by the entry on the transcript.

Therefore, when the CLEP test was instituted in California inr

1971, English teachers across the country became threatened, a situa-

L

tion recorded in Burt and King's volume.1? Upon the basis of an analy-

sis by the Division Chairman, the Deaﬁ of Instruction consented to the
designing and instituting of an alternative test to be utilized in the
meaéurement of English prgficieﬁéy at Illinois Central College. Since
the faculty had already specified the final profile of composition
students at the termination of English 110, the_ﬂecision wag made to
design the test around those objectives. The result would be a mea-

sure of a student's ability to handle the material in the one course,

porrest D. Burt and Sylvia King, eds., Equivalency Testing:
A Major Issue for College English (Urbana, I1l.: National Council
of Teachers of English, 1974).
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rather than general language proficiency, but it was argued that the
transcript grade was &asigned to state only what the student did in
a course on the ICC campus. Thus, since the faculty felt that it was
acting prudently and consistently with the purpose of the transfer of
credit, it did in fact create a Proficiency examination in English 110
which was instituted in 1972. It was followed by an examination in
English 111 in 1974,

Although a number of the faculty feared that the advent of
the tests might result in the loss of students taking the courses and
a subsequent curtailment of personnel, the numbers of’requests for
the option have been relatively insignificant, Apprcxima;ely sixty
students had taken the two tests through the summer of 1975, and about
one-third of them passed. Since anyone who chooses has the right to
request the tests without qualifying criteria, some students who had
inadequate backgrounds took the tests and failed. Others did not seek
adequate advice about the contents of the test before they encountered
it, although every effort is always taken to explain exactly what is
expected of them in the é#am and instructors are availlable to confer

with them about the tests.

Time Options. Another result of knowing what the terminal objectives

for each of the composition courses sgculd be is that a variety of
time frames can be utilized for offering the courses. Generally,

each semester a student can determine the amount of time he has avail-
able for completing his composition course, and then he ecan choose. the

most suitable time frame for his purposes,
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English 110, for instance, generally is offered in a mini-
mester between each semester. Using this time frame, the student
attends class for six hours each day for eleven consecutive days.
Since this will be discussed, as a separate option, further detalls
will be postponed. It is enough to add that nearly thirty students
choose to take this option during each time period-=-at Christmas time,
after fhe spring Sémésceriﬂaﬂd after the summer session.

The same course for the same amount of ﬂrediﬁ can be taken
during a three-week block of time during the semester in conjunetion
with other subjects in the same time frames to receive a full semester
of work while carrying only one subject at a time. This option is
chosen by very few students because so few other courses on campus
can be taken in the same manner that the student has little flexibil-
ity in his schedule. Five-week blocks are offered during the summer
session to accommodate Caterpillar Tractor Company employees who must
all take their vacations at the same time, when the cémpany cl@Ses;
down for inventory in July. They can thus complete their course work
before their VacatiDnsgbggin. The major composition courses are also
offered duriﬁg the last half of the semester for those students who
feel the need to drop a course in which they are enrolled but still
want to complete course work during the semester or who are unable to
enroll at the beginning of the semester. In addition to the regular
semester enrollments, students may choose to spend a calendar year
completing the course by taking it through correspondence, an option
to be discussed shortly. Thus, a student can complete the course in
11 days, 3 weeks, 5 weeks, 8 weeks, one gsemester, or one calendar
year.
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Mini-mester. The proficiency examination is a way of receiving a

full semester of work for one day of testing which is designed to

demonstrate the student's capacity to perform the skills in the course.

Some limited preparation is available to him to prepare him for that
test. Extending that same éoncepc through eleven days, the sﬁudent
demonstrates that he is able to write the required themes within a
limited time frame. He obviously has more demonstrations required of
him, more preparation time for each assignment, and more instruction
provided.

During the first hour of class each day, the teacher presents
a somewhat formalized lecture-discussion describing the objectives
for that day's paper. That is followed by time for the student to
work individually in the Learning Laboratory, utilizing a variety of
commercially and locally prepared materials to demonstrate the skills
required by the assignment and ror the determining of the subject of
that day's theme. Meanwhile, the teacher is grading the papers turned
in that morning. After lunch the teacher turns back the paper; the
stuéent profits from the mistakes made on it to begin to put together
the rough draft of the theme for that day. The teacher has individual
conferences and group meetings as necessary to illustrate common prob-
lems or faults. By the time the student leaves the classroom at the
end of the day, he is expected to have the rough draft of his paper
completed at least. In addition, he probably has the timé to complete
the final draft or to rewrite the paper from the previous day if that
has been deemed desirable or necessary.

Obviously, not just any student could complete the course in

this manner; but those who attempt it generally finish, and those who
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finish are almost to a person extremely pleased with the course. Some
feel that a great variety of courses should be offered utilizing the
same technique because the focus of concentration is so penetrating
that they learn more. Others are glad to be able to get English out
of the way in such a short time. In any case, it hés proved to be a
viable delivery system for the courses and has attracted some students

who would not otherwise have been reached by the College.

Contractual Composition. Because some potential students' work sched-

ules did not permit them to come to classes on a regular basis, they
either did not enroll at all or their attendance was so spotty as to
prove detrimental to their grades and the teachers' peace of mind.
Therefore, a proposal was made to the Dean of Instruction in 1971,
Dr. Andreas A. Paloumpis, to offer the course on a contractual basis
which would provide optional classroom attendance.

One of the necessary conditions of thét proposal was that such
a delivery system would require a very careful specification of the
course objectives so that the contract could be met within a variable
time frame. Obviously, the student had to know exactly what was ex-
pected of him in order to perform the necessary tasks adequately with-
out close supervision. Therefore, as soon as the Dean gave his
blessing to the proposal in early 1971, eleven faculty membérs‘began
to meet to formulate the performance criteria. They met for about
nine n@nthsybefare they presented their recommendations to the full
Division composition instructors, who unanimously accepted their work.

Deciding that student learning is the focal point of education

leads to some rather significant conclusion, one of which is that the

146 e




157
teacher is merely a tool of learning, although obviously a most
prominent one. Contractual composition has recognized the instruc-
tional value of the teacher as an option available to the student like
many other options available to him. Others include Learning Lab
tutors, reading help in the Reading Lab, tape/slide presentations,
programmed instruction, TV cassette tape presentations, the text-
books, the utility of materials placed in seven community outreach
libraries, optional visits to a variety of classrooms, and confer-
ences with one's appointed instructor. That individual is designated
as one's grading instructor, since his primary function is to eval-
uate all of one's papers and to certify that the student has completed
the required objectives in a satisfactory manner.

The student can move as rapidly through the material as he is
able or inclined to move. Originally, he was given two semesters to
complete the course, but that limit was curtailed to one semester
when 1t was found that procrastination wasscausing many students to
forego competing thaicaurse and others were using it as a shield to
:Gl;ect government subsidies without completing the work. On the
other hand, many students move through the cgu%8e5 very rapidly. Tweo
students completed both English 110 and 111 before Thanksgiving in
the fall semester of 1974. Each student meets with his grading in-
structor during the first two days of the semester to map out the
options which the student feels will be most advantageous to his
learning patterns and also to develop some mutually agreeable due
dates for the student to use as guidelines for his work.

The student then signs a contract which states that he will

-complete each of the assignments in sequential order, fulfilling the
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requirements of each satisfactorily before completing the sﬁbsequent
assignment. The student cannot, therefore, receive a D in the course.
Any unsatisfactory papers must be rewritten until they complete the
objectives minimally. The student may choose to rewrite satisfactory
papers for an improved grade, as well. The only way a student can
gain an F in the course is not to complete the required papers in the
semester's time limit.

This delivery system is obviously meeting the needs of a wide
group of students. Through the spring of 1§75, 1278 students had
chosen to take the English 110 course in this manner; and although
English 111 was not instituted until a fear after the 110 course, it
has already attracted 957 students. Again, this option is not a de-
sirable one for a great many étudencs who need the daily centact,
interaction, and motivation of the traditional classroom situation;

but it has proved to be a viable alternative for many students.

Correspondence. A natural extension of the contractual composition

delivery system is the offering of courses through correspondence.
Since the objectives for courses had already been determined, and a
wide variety of learning options had been created and even disbursed
to éévgn community outreach libraries, it seemed only natural to allow
students to complete the course without having to appear in pérsgn to
confer with the instructor about his evaluated papers. The student
and instructor could just as easlly make Specifig arrangements to
develop some acceptable alternative for discussing the papers. They
could correspond in writing; they could achieve the same thing by
telephone; they could utilize audio cassettes; they could combine any

number of those or other alternatives.
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Thue, beginning with the midterm of spring of 1974, students
were allowed to enroll in English 110 by correspondence. Correspond-
ence Enélish 111 was allowed during the summer of 1974 (and two 1iterés
ture courses were offered in the fall). 1In the first year of offering
this alternative, 358 English students elected to utilize this de-

livery system. Many of them were the kinds of students who might

ridden, bound to the home by children or other obligations, or they
have no transportation to the campus., Surely, this technique is another

method of fulfilling the "community" obligation of the community

college philosophy.

TV English, A pilot project is nearing completion at the present time

which will hopefully allow the Division to present Epnglish 110 on
commercial television in the near future. Several other courses in
English have been prepared and utilized on television in the past, but
the unanimous feeling voiced by the instructors on this campus 1s

that they are of extremely poor quality, lacking in every aspect, and
not maetiﬂg-the ;bjectives of any courses within the Division's com-
position program. The instructor usually sits behind a desk or 1eca
tures at the blackboard, and the whole atmosphere is absolutely sterile
and stifling. The project ‘in mind at I1linoils Central College is to
utilize commercials, locally developed films, locally prepared tape/
slide presentations, overheads, and cartoons to monopolize upon the
unigue qualities of television to teach the objectives of the courses.
Obviously, such a project is extremely demanding for a college which
is teaching oriented rather than research oriented. Such projects

could much more appropriately have been undertaken by other
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institutions, but the same thing could be said about many of the
other creative effcrtsléf the Division. To have waited for others
to create them would have proved disastrous. At any rate, it is
anticipated that English 110 will be ready for public viewing in the

fall of 1976.

A Potpourri of Materials. Because the staff has developed objectives

tive efforts to the development of techniques and materials. As a
result, a very diverse and significant number of materials have been
prepared. The TV pilot has been mentioned. In addition, Mr. Michael
Slaughter videotaped during a mini-mester course an initial lecture
for eaéh paper required in English 110. These are available for any
student on campus, ag? intern teaching in the Division, or other in-
structors looking for variety; but they are especially suitable for
contractual students who need that kind of direction. Tape/slide pre-
sentations concerning the techniques for completing Eaéﬁ of the assign-
ments in English 110, as well as some of the objectives in E;'lglish 105
and English 111, are available to all students on campus in the Learn-
ing Laboratory. In addition, they are distributed among seven commun-
ity libraries within the coilege district. The Illinois Valley Library
System has cooperated with the project by purchasing the audio-visual
machinery to utilize Eﬁis goftwear within those libraries. Geographi-
..cally dispersed among the three basic counties within the district,
.they allow students to continue their work without driving all the way
to the campus.
Spearheadéd_bg:thé work of two faculty members interested in

N "f"?-‘l.:,_
visual communication techniques, Mr, James LeFebvre and Mr. Robert
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Moulton, the audio=-visual creativity has been extended to include
varlous films, slides, and overhead transparencles. Most of them

have been locally prepared, although interest in these techniques hasg
brought to the attention of the Division materials from a wide variety
of sources.

Another extremely viable service has been offered to composi-
tion students by the Division. Originally created as a writing clinic
manned by full-time faculty and student volunteers, the Learning
Laboratory has developed into one of the most attractive centers of
learning in the state. Most of the audio-visual programmed materials
and independent learning packages on campus are available in this
location. In addition, professional tutorial help is available free
of charge to anyone who goes there. Nearly 250 English students are
glven individual help weekly, either by instructor referrals or stu-—
dent walk-ins. Additional help is available in other areas as well:"
mathematics, reading, foreign language, literature, medical termin-

ology, C.E.D., and developmental learning.
EVALUATION OF THE ICC COMPOSITION PROGRAM

met as:

]

In this program, such various purposes must b
(1) the professional standards and expectations of the courses,
(2) the philosophical obligations of the College and Division, (3) the
needs and expectations of the students, (4) the satisfaction of the
concerns and needs of the faculty, (5) the administrative obligatiens
of the Chairman, and (6) the d;mands of the administration and public,
Obviously, in a sltuation where such diverse needs and purposes are

attempting to be met, a varlety of measuring procedures should be

expected in the evaluation processes.
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A chief concern of this study and its original impetus has
been to determine whether students really do learn in composition
courses, and if so, how much. One has two basic choices in trying to
delineate growth in composition: the first is to measure one's skills
against the normal achlevement of others, a seemingly sophisticated
Gordian Knot. The other is to develop one's objectives before he be-
gins, another kind of significant difficulty., As one completes those
goals satisfactorily, he has displayed a growth factor in skills un-
related to comparative bases in other students. The second of these,
criterlon-referenced techniques, has been applied to the composition
program in its evaluation of skills.

The full complement of objectives for each of the courses h;g
been presented on pages 54 to 130. These are the criteria to which
students' learning is referenced. One must measure the students'
skills upon entering a course againét the entry level of skills to
detetmine if he has been placed properly. If he has, one can measure
the amount of growth by the students in relation to the completion of
the objectives of the course. In this manner, all students could
possibly receive A's, but almost all students are expected to receive
at least C's 1if they é@mpléte the course.

In Chapter 4, an examination of actual practices will be under-

taken to see if practices consistent with chis formula actually occur,

Lagiéai Consistency

Another test of the adequacy of a composition program is

whether it is consistent with the philosophies of the College and the
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Division, and then whether it displays an internal logical organiza-
tional framework. To be fulfilling its obligations to the philosophies
stated on pages 49 to 54, the program must exhibit the following
characteristics:

1. It must be student centered. It must have as its core of
concern the students' interests and needs.

2. It must be an extensive program which will allow success
for students at all levels of performance through the lower division
of college work.

3. It must regard the needs of all students to be regarded
with dignity to build strong self-concepts.

4. It must provide courses in the basic areas of concern
mentioned on page 49: transfer, occupational, general education,
community interest, and remediation.

5. The emphasis is upon writing rather than literature.

6. Grammar study should be limited to isolated situations
which require a grammatical explanation to illustrate faults in the
compositional process.

7. Student-centeredness does not equate to catering to stu—
gent, mature, and competent citizen requires needs within the students
which are at odds with the fulfillment of more immediate, short term
desires. It also means letting the student specifically know what
is expected of him and how his work will be evaluated.

8. The study of Caﬁpasitian should be accamﬁlished through
it dequence of skllls whilch move from a subjective to objective view-

polot, silmple to complex, short to long, and concrete Lo abstract.
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9. In keeping with that sequence of skills, a series of ob-
jectives should be developed which will ascertain that the student has

progressed through those stages.

Student Satisfaction

If the community=-college movement is student-centered, as its
leaders have claimed, then it should pay conslderable heed to assuring
itself periodically that it 1s meeting the desires and needs of stu-
dents. This study has attempted to assess student satisfaction using
student questionnaires, comparative enrollment figures, and personal

interviews.

Student Questionnaires. A composition questionnaire developed by the

Chairman has been administered three times since 1972, The latest
results, secured for this study in December 1974, will be utilized to

assess the degree of student acceptance of the course work in English
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105, 110 and 111 (see Appendix B, pages 216 to 220). The developmental

courses and creative writing were not evaluated with this instrument
because of the nature of the courses, the minimal students involved,
and the continual change of the courses to meet student needs. This
instrument utilizes numerical rating scales for a series of 28 ques-—
tions. The students were requested to fill out the questionnaires

sometime during the final week of class. Teachers administered the
questionnaires in their own classes because they felt that students

would not feel threatened or intimidated, especially since machine-

scored, standard answer sheets were used.

Comparative Enrollments. Another measure of the success of the

courses should lie in continued increases in enrollments in them.
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Therefore, a comparison between both initial enrollments and with-
drawals in 1973-74 and 1974-75 will be made. The enrollment increases
should at least compare favorably to the enrollments for the College
as a whole. In fact, since so many innovations through alternative
delivery systems and time options are available to students, the
figures for the composition classes should be somewhat higher than

for the College in general.

Personal Interviews. Because the attitude assessment must be admin-

istered during the waning days of the semester, the students who

drop out of the courses before that time are not included in the re-
sults. Therefore, personal interviews or telephone interviews were
conducted to assess the attitudes of students who withdrew from the
courses within the first moanth of school dufiﬁgAthE fall 1975,
semester. Half of the 104 full-time students who dropped English but
retained at least 12 semester hours were interviewed by telephone.
Obviously, many more students had dropped English. However, in many
cases the course was replaced with another English course, the students
dropped all courses, or they were only part-time students to begin
with. If the student dropped one English course only to add another,
he evidently was not displaying an objection to the entire subject.

On the other hand, if he dropped all his courses, he was not singling
out English as the object of his objection. Neither were part—time
students interviewed because it was felt that to undefsﬁand the rea-
sons for full-time students would provide more infgrmatian than other~-

wise.
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Teg;her,&;ciﬁudgrsu:vgy

Since no document existed previously which would assess the
degree of satisfaction of instructors involved in this instructional
program, a nev instrument was created and administered to all com-
position instructors during the annual week of orientation in August
prior to the b2ginning of classes. (See Appendix C, page 221.) Like
the student questionnaire, it utilizes numerical ratlng scales by
which the ceagherg can rate their degrees of satisfaction with vari-

ous aspects of the composition program at the College.

Chairman's Statement

Each year the Chairman is required to include in his annual
report to the Dean of Instruction an assessment SE each department
under his supervision. Since that statement is'an official evaluation
of the adequacy of the program, it 1s a valild assessment instrument.

As such, it is included in this paper.

Other Documentation

Such additional outside assessments of the program such as
letters, recommendatiovns, telephone conversations, or other statements
should also be included as further citations of satisfaction or dis-
enchantment in a model evaluation of a composition program. They are
not included in this paper, however, because it is felt that they are
of such a personal nature as to be confidential. They are of little
consequence in this particular case, because only four specific items
were presented this year, and they are so informal as to be rather

inadequate as evidence.
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Summary of Methodology

This chapter was divided into two main sections. The first
was a description of the sequential composition program at Illinois
Central College, East Peoria, Illinois. The second was a model for
evaluating a composition program at any college by applying the model
to that same particular school. The descriptive portion of the chap-
ter was introduced by a brief history of the development of the
present program at the Co.lege. That was followed by an interpreta-
tion of the philosophy of the College and a statement of the philosophy
of the Division. That segment was concluded by the various delivery
systems and the wide assortment of techniques and materials available
to the students and staff,

The second portion of the chapter discussed the various cri-
teria which should be utilized in evaluatiné a composition program.

A wide variety of techniques employing those criteria included
QritériDﬁstfE;EﬂEEd evaluation, logical internal and external con-
sistency, student satisfaction, a teacher attitude survey, and a
statement by the Chairman. Those techniques were employed in an eval-
uatlon of the program at Illinois Central College, and the findings

of those techniques will comprise Chapter 4.
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Chapter 4

PRESENTATION AND ANALYSES OF RESULTS

Introduction

This chapter discusses seven different techniques which can be
utilized in the evaluation of compunity college composition progranms
with certain local aduptations. These tools are related in this chap-
ter to the sequential composition program at Illinois Central College
to display the various particulars which are obtainable by such a
model. Each of the techniques will be analyzed in turn to demonstrate
the processes involved as well as the adequacy of the program at a

particular institution,

Analysig of Objectives

At the heart of the sequential composition program at Illinois
Central College are the performance objectives. They give the sense
of direction which makes all tﬁe other work purposeful. As the origi-
nal work on objectives was begun, a very real dilemma developed with
the attempt to find mathematical measurements for compositional skills.
The conclusion was finally reached that to stzeﬁpé such precise evalu-
atlon was undesirable, if not impossible. Therefore, attention was
devoted to determining with greater precision what was entailed in the
objectives. Careful definition became a substitute for mathematical

criteria. o
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Aruitoxt provided by Eic:

As a history of the use of objectives began to grow, an ob-
jection to the manner of stating the objectives occurred. A number
of objectives for each assignment had been enumerated, but students
had no understanding of which had greater importance than others.
Thus, another revision of them was under taken, specifying a terminal
objective, which was the basic purpose of the assignment, and enab-
ling objectives, which contribute to the accomplishment of the ter-—
minal objective. In addition, checklists function as further speci-
fications for the objectives. Thus, the precision for evaluating
more carefully a student's vork was made possible without the mathe-
matically measurable criteria which are So threatening to faculty
members.

The Composition Instructors Attitude Survey (see page 178)
demonstrated somewhat varying opinions regarding the objectives for
the three courses. Most instructors feel more generally satisfied
with the English 111 objectives than the other two. This fact is
probably prompted by the fact that those ebjectives had just been
completely revised, making them most acceptable. On the other hand,
over half the faculty are unhappy with the English 105 objectives.
Three problems would seem to account for this basic unhappiness. One
is that the full complewent of composition faculty has not met to
determine or approve that course's objectives. Another is that many

have felt that the sequences in English 105 are lnadequate because

149

the course goes too rapidly from the simple and concrete to the complex

and abstract without enough intermediate steps. A third concern is a
result of the unfortunate nature of the course which was discussed in
Chapter 3 on pages 68 to 73. The variety of needs of those students

makes the development of agreeable objectives very difficult. 1In
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English 110, on the other hand, teachers have been using the objectives
for nearly two years now since the last revision, a long enough time
period to find areas of difficulty.

It is iwportant in light of these concerns to recognize that
although instructors are not always satisfied with the present objec-
tives, they are extremely supportive of the concept of objectives as
exemplified in the I. C. C. program (90 per cent are satisfied at
least, according to item #13, page 178). Again, 90 per cent (see
item #10) felt that the courses are adequated organized, although some
ambivalence seems evident when these figures are compared to the 45 per
cent who stated in item #15, that they felt that they are overly or-
ganized. However, only 15 per cent felt the sequencing is not prac-
tically oriented (item #2) and 85 per cent are satisfied at least with
the overall sequencing of the full composition program (item #5). The
obvious conclusion Ls that although not everything related to the se-
quencing and statement of the composition objectives is deemed adequate
by all the faculty, rather strong support exists for the program as it

now exists.

English Composition Student Questionnaire

One of the major accountability criteria in a community college
program should be the degree of student satisfaction in the program if
the institution is intending to be student-centered. To accept the
mission of the College's philosophy that the student is its center of
focus requires the Divislon to pay more than lip service to student
needs and desires.

bnglish Is one of the most difficult areas in which to en-

counter appreclation in college because so little enthusiasm for the
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subject 1s fostered by the nation's schools. It appears obvious, too,
that those students who would regard English most favorably would be
enrolled in greater proportions at senior institutions than in commun-
1ty colleges. Most students in most institutions of higher education
take English because they have to rather than they want to. Therefore,
to survey their attitudes toward composition may appear to be a threat-
ening activity. It was surely considered that way in 1972 when the
first composition questionnaire was administered ég Illivels Central
College. However, the results of each administering of the survey have
proved a source of satisfaction to the faculty and have raised the
level of security of the Division in spite of the relatively low rating
given themselves on the Composition Instructor Attitude Survey (Table
3, page 180) on which they ranked themselves seventh regarding their
individual abilities and fourteenth vegarding the reputation of the
compogition program. The results of this atudent questionnaire con-
tinue to present a positive attitude toward the program and the in-
fluence it has had upon student learning.

Sowe ¢f the questions asked on this instrument were not de-
signed so much to inventory students' feelings as to determine whether
they were utilizing the services of the Division and whether instruc-

tors were carrying out the mandates of the syllabuses.

Thus{ questions

1@,.13, 14, 15, 17, 21, 25, and 26 are more reportorial Ehaﬂi§ttitud‘

inal in design; they provide factual information rather Ehanxgpinigﬂp
It was felt that a five-option answer to each question on an

attlitude survey 1ls a weakness in the instrument since the middle item

tended to be a bland area which would attract all but strong emotions.
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To achileve the desired results, a six~itenm option which would provide
a balance of positive and negative cholces was ariginally developed.
However, the computational machinery on the Illinois Central College
campus was unable to handle more than five options. Therefore, the
choice was made to require a committed answer, either positive or
negative, rather than to dccept an uncommitted one. In those cases
where_a six—apgign answer was built into the document, the answers
had to be tabulated by hand, a tedious process of questionable value.

The questionnaire w : administered during the final two weeks
of the fall semester in December of 1974 in anticipation of this disser=
tation project. No attempt was undertaken to make the document unique=-
ly suitable for this special purpose, however, since its use was to
survey the students to evaluare the program for the improvement of
instruction. Not every instructor administered the questionnaire al-
though the request was framed in such a way that they should do it if
it were feasible. Nor was any attempt made to see who did or did not
administer it or in which sections or courses they had been adminis-
tered. An adequate sampling was attained from the 868 students who
completed the document representing a proportional balance of English
105, 110, and 111 students. I'he results on a course-by-course hasis
would ordinarily be very useful in a specific situyation, but for the
purposes of this study and to retain a meaningful balance amnng the
evaluative tools presented here, only the combined totals are pre-
sented.

An item-by-item analysis of those results follows:
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The results of question 1 follow:

1. This course was beneficial.
(1) Very strongly agree 151 17.4%

(2) Strongly agree 204 23.57%
(3) Agree 379 43.8% 84.8% positive responses
(4) Somewhat disagree 106 12,2%
(5) Strongly disagree _26 3,04 15.2% negative responses

Total 866 99,9%

In light of the fact that many students enter the college com-
position program with negative attitudes, a nearly 85 per cent positive
response 1s consldered by the College staff as being very satisfying.
This student response might be colored by the facts that the question
was asked at the end of the course, after the work was over, and that
students who had been performing unsatisfactorily had probably already
withdrawn from the course. In spite of that, the positive reaction
shows significant approval. This question was designed to elicit
from the students a type of overall impression of their atritudes to-

ward the courses.

Question #2. The results of question 2 follow:

2. Do you feel that you received adequate individual help from
your laostructor?
(1) Always 469  54.41%
(2) Usually 253 29.4%
(3) Sometimes 100 11.6% 95.4% positive responses
(4) Seldom 36 4.2%
(5) Never 4 25k __4.7% negative responses
Total 862 100.1%

" This question was obviously deslgned to avalﬁaﬁa the students'
perceptions related to studéntﬁcenteredness as demonstrated by the
faculty. Since so many complaints h.ve been voiced since Berkeley
and Kent State about the impersonality an%llaék éﬁ humanity found in
colleges und unlversities, It has been the concern of the Communi-
cations Division that they avold such accusations. The results of

this question would indicate that most students feel that they receive
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adequate help on an individual basis. Only 4.5 per cent had negative
comments regarding the question, whereas 54.4 per cent felt that they

always received adequate individual help.

The results of question 3 were as follows:

3. Were you able to see your instructor either during his
office hours or by special arrangement when you needed help?
(1) Always 597  69.4%
(2) Usually 200 23.3%
(3, Sometimes 50 _5.8% 98.5% positive responses

(4) Seldom 5 .67%
(5) Never B ___.8% 1.5% negative responses

Total 859 100.0%

This question is closely related to question 2 and was designed
to replicate it., It would appear to do more than that, however, since
nearly 70 per cent say that individual help was always readily avail-
able if they chose to accept it. One reason this question is of
special significance is that the Chairman recommends more office hours
(8~12 per week) than the Faculty Handbook dces for the facully in
general (6 per week). It would appear that those additional recommen-
dations contribute to a very positive reaction from students. Since
most students attempt to schedule all their ciassecs eithe. ou Monday,
Wednesday, and Friday betweer 8:00 and noon or on Tuesday and Thursday
mornings, it 'is rather surprising that the faculty appear .o be so

readily available.

juestion #4. The results of question 4 follow:

4. Did you have ample time to discuss your writing during con-
ferences without feeling pressured by the instructor to conclude the
meeting?

(1) Alwaye 581 67.2%
(2) Usually 180 20.8%
(3) Sometimes 56 _6.5% 94.6% positive responses

(4) Seldom 25 2.9%
(5) Never 22 2.5% 5.4% negative responses

Total 864 99,9%
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In addition to being able to gain access to an instructor for
individual help, one'must be able to spend the time with him unhurr-
ledly to get his questions answered. Therefore, this question was
added to the previous two to gain complete information about individ-
ual help. Since 67.2 per cent always had adequate time with the
instructor and another 20.8 Qfdinarilyjdid, little question as to the

validity of the conference remains in doubt.

Question #5. The results of question 5 follow:

5. Do you feel that the course was well organized?
(1) Very well organized 241 27.8%
(2) Well organized 234 38.6%
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(3) Adequately organized 238 27.5% 93.9% positive responses:

(4) Not well organized 46  5.3%2

(5) No organization 7 -8% 6.1% negative responses

Total 866 100.0%

This is the first of a number of questions throughout which are

concerned about the design of the course. The Division had applied a
great deal of time, energy, and devotion to the development of a
sequence of activities and objectives when such concerns were out of

fashion, if not considered with disdain by a vocal majority at pro-

fessional conferences, Thus, 1t is quite satisfying to see that nearly

94 per cent of the students feel the course is adequately organized.
In fact, over two-thirds find the courses better organlized than merely
adequate. The surprising aspect about this figure is that the faculty
found considerable dissatisfaction with the objectives for English 105
(page 178). 1In spite of tﬁat fnadequaey, the students volced strong

approval for the organization.
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Question #6. The following are the results of question 6:

6. Do you feel that you were adequately informed concerning
the course requirements:
(1) Very well informed 337 39.0%
(2) Well informed 325 37.6%
(3) Adequately informed 151 17.5% 94.1% positive responses
(4) Somewhat inadequately :
informed 42 4.97
(5) Inadequately informed 10 _1.2% 6.1% negative responses
Total 865 100.2%

The 94.1 per cent who felt that they were informed about the re-
quirements of the course do not represent a surprising statistic because
the Dbﬁeztives for the two transfer-level courses are included in the
models books, which are required texts. In addition, the objectives
for English 105 are somewhat included in the text for that course, ard
almost all the instructors for that course hand out written assignments

and objectives.

Question #7. The results of question 7 follow:

7. Did you find discrepancies between the instruction and the
grading?

(1) Quite often 47 5.5%

(2) Usually 39 4, 5% :

(3) Sometimes 147 17.1%2 27.17% negative responses
(4) Seldom 277 32.3%

(5) Never 348  40.6%Z 72.9% positive responses

Total 858  100.0%

Since some question could arise as to whether reply (3) above
should be positive or negative, it is not included in the positive
vesponses. This series of responses is especially satisfying in
light of the discrepancies which usually exist in the grading practices
in so many classroom situations. The fact that the objectives are not
mathematlcally measurable makes them somewhat suspicious. Constant

vigilanee. is necessary to assure students and faculty alike that they
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remain a positive influence. That students do not feel a capricious
or prejudicial aspect to the grading is an important evaluation con-

cern.

Question #8. The responses to question 8 follow:

8. Were the classroom presentations interesting?
(1) Very 136 14.7%
(2) Mostly 293 33.9%
(3) Partly 251 29.1% 78.7% positive responses
(4) Seldom 142 16.4%72 o o
(5) Never 42 4.9% 21.3% negative responses
- Total 864  100.0%

Considerable efforts of the staff at Illinois Central College
have bEEﬂ‘dEVGtEd to create as many interesting and satisfying options
as possible to improve the program in composition. Discussions on
pages 121 to 140 of Chapter 3 presented details of these inncvations
created by members of the Division. It would appear, however, that
additional work needs to be applied to this problem to make the intér=

est match the benefit derived from the courses.

uestion #9. The following are the results of question 9:

9. Did they prove practical?
(1) Very practical 207 23.8%
(2) Mostly practical 318 36.6%

(3) Somewhat practical 237" 27.3% 87.7% positive responses

(4) Not very practical 94 10.87

(5) Never practical 12 1.4% Vlz.zzrpegat;yé responses

Total 863 99.97
Some consolation isvtg be derived from the fact that even
though students were not extremely excited about the glaséra@ﬁ pre-
sentations' being interesting, they proved to be nearly 88 per cent
practical. One of the guidelines of the Divisién's philosophy was to
pursue a practical program to meet the needs of studeﬁés, Evidently,

" the courses do that.
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Qgesﬁiéﬁ(#;Qi The next three questions all concern the students' use

of the Learning Laboratory. The results of question 10 follow:

~10. How often did you use the Learning Lab?
(1) Very frequently 13 1.5%

(2) Frequently 36 4.2% _
(3) Sometimes 80 9.3% 15.0% positive responses
(4) Seldom 141  16.3% ' o
(5) Never 294 68.8% 85.17% negative responses

Total 864 100.1%

Some discrepancy exists between the number of posgitive responses ?
reported on question 10 and the reported figures from the Diréctar D£ |
the Learning Lab. Week after week over 200 studerrcs sign into the Lab,
requesting special help in writing. Yet, only 129 stuydents reported
Fhaﬁ they have frequented the facility with any degree of regularity,
and 69 per cent reported that they had never been there. Yet, ques-
tion 17 (page 161) will iﬁdicate that nearly 46 per cent were referred

to special options for individual help.

Question #11. Continulng the concerns for the Learning Lab, question

11 produced the following results:

~11. Did the help you received in the Learning Lab prove to be
beneficial?
(1) Not applicable 351  44.5% 44.5% not applicable

(2) Always 106 13.5%

(3) Usually 75 9.5%

(4) Sometimes 48 6.1% 29.1% positive responses
(5) Seldom 208 26.4% '

(6) Never 0 0.0% 26.4% negative responses

Total 788 100.0%
This question proved to be inadequate for several reasons.
Only the pasitive regpﬂndEﬂzs to questivn 10 should have been asked
to respond to this question. in addition, many who answered question
!
10 did not respond to this question at all. Of those %h@ did, 437

stated that the help received was beneficial to some e-tent; yet, only

270 students stated in question 10 that they had ever been to the Lab.
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The fact that 26.4 per cent replied that the help was seldom bene-
ficial does not seem to follow the percentages who benefit from the

service there.

Question #12. Related to question 11, the results of question 12

follow: s

12, Did you experience difficulty in getting to see the instruc-
tor in the Learning Lab?
(1) Not applicable 467 58.7%_58.7% not applicable

(2) Never 197 24.8Y%

(3) Seldom 36 4.5% 29.3% positive responses
(4) Sometimes 34 4.3% i

(5) often 61 7.7%

(6) Always - = 12.0% negative responses

Total 795  100.0%
For some of the same reasons that question 11 was shown to be

inadequate, queesticn 12 1s also accepted as being distorted.

Question #13. The results of question 13 follow:

13. How many themes did you write in this class?

(1) Six themes %44 5.2%
(2) Seven themes 84 9.9%
(3) Eight themes 157 18.4%
(4) Nine themes - 514 60.4%
(5) More than nine themes 52 6.1%

Total 851  100.0%
This question has little significance when all courses are com-
bined this way. It has considerable relevance when relating to spe-
cific courses because it assures that students are performing the
required number of papers in each course. Since a heavy percentage
of the students answering the questionnaire were English 110 students,
iﬁ is not surprising that over 60 per cent reported having written

nine themes, the required number of that course.
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Question #14. The following results were secured from question 14:

14. Were you required to rewrite or revise your themes?

(1) Very often 193 22.4%
(2) Often 86 10.0%
(3) Sometimes 177 20.5%
(4) Seldom 147 17.0%
(5) Never 260  30.1%

Total 863  100.0%

The above question has little positive or negative connotation.
It does provide information about the imstructiomal load for composi-
tion teachers. One should not assume that a great many papers should
or should not be rewritten. An exceptional teacher should probably
be creating an optimum learning environment in which studentse should
be recelving the kind of help which would require less reyriting,
although those students who don't exhibit adequate skills the first
time should be expected to rewrite. It would be undesirable for a
teacher not to allow every student who has not learned the skills ;a
rewrite if the purpose of education is learning rather than grading.
Thus, a weak teacher might be required to evaluate more papers to

accomplish satisfactory goals.

uestion #15. The following are the results of question 15:

15. How many of your themes were you required to revise or
rewrite?

(1) None 294 34.37
(2) 1-2 244 28.5%
(3) 3-4 108 12.6%
(4) 5-6 84 9.8%
(5) 7 or more 127  14.8%

Total 857  100.0%
Again, the results from two questions asking the same thing
don't match. Ir question 14, 30.1 per cent reported never rewriting a
theme, whereas in this question 34.3 per cent reported the same thing.

Otherwise, the proportions between the questions appear fairly
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consistent. The connotations involved in this question are insignif-
icant. The question does serve, however, to set up the one which

i

follows.

Question #16. The results of question 16 follow:

16. Do you believe that students should be required to rewrite
unsatisfactory papers?

(1) Very strongly agree 248 28.7%

(2) Strongly agree 162 18.8%

(3) Agree . .305 35.3% 82.8% positive responses

(4) Disagree =104 12.1%

(5) Strongly disagree 44 5.1% 5.1% negative responses
Total 863 100.0% ) '

Rather strong support appears corexist for the concept of re-
quiring students to rewrite unsatisfactory themes. One would be more
willing to prediect this result if the question has suggeéted that re~
writing be optional. It 18 rather surprising, however, that so many
students felt this strongly about the issue. Such results seem to
reaffirm the concepr of mastery learning, which requires that one se-

quential step be understood before going on to the next.

Question #17. The results of question 17 follow:

17. Were you referred to specific options for special help
(e.g., the Learning Lab, audio-visual materials, etc.)?
(1) Quite frequently 73 8.57%

(2) Frequently 116  13.5%
(3) Sometimes . 204 23.7% 45.7% positive responses
(4) Seldom 115 13.4%
(5) Never 353 41.0% 54.4% negative responses

Total 861~ 100.1%

A great many optional learning helps have been developed within
the Division over the years, and the little use of them is somewhat
disappointing. Efforts have been extended to utilize various learning
styles as models for the materials. Therefore, one would hope that
students who have those styles would be pressured toward them. Al-.

though students say that they were not referred to these aids,- they
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were informed of their existence and locations because the Learning
Lab Director visited all classes at the beginning of the semester to
discuss the services of the Lab and to mention the 1éarning options,
most of which are housed in the Learuing Lab. The word referred could
very possibly be reserved in students' minds to indicate those situa-

tions which involved the teachers' creating actual referral slips.

Question #18. The design of the course is reintroduced beginning with

this question. 1Its results follow:

18. Was a sequence of writing skills evident in the organization
of the course? :
(1) Very frequently
evident 264 30,9%
(2) Frequently evident 337 39.5%
(3) Sometimes evident 201 23.6% 94.0% positive responses

(4) Sometimes absent 26 3.0%
(5) Absent 25 _2.9% 5.9% negative responses
Total 853 99,97 '

The composition program at Illinois Central College is graundad
in the téﬂeé that the skills taught are sequential, moving from the
subjective to the objective, short to long, simple to complex, and con-
crete to abstract. It is satisfying to know that students are gener-
ally able to see that sequential plotting. Increasing the satisfaction
is the understanding that the individual skills are not always sequen-
tial in nature, although students can detect the overall sequences of
activities. That fact tends to replicaté the strong positive results

in questions relating to organization.

Question #19. The following responses were given to question 19:

19. Were your papers graded promptly?
(1) Always very promptly 420 48.6%

(2) Usually promptly 275 31.8%

(3) Sufficiently promptly 102 11.8% 93.2% positive responses
(4) Sometimes late 50 5.8% -

(5) Frequently late 17 __2.0% 7.8% negative responses

Total 864 100.0%2
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Frequent agitation is voiced elsewhere among college students
because their papers are not graded promptly. Over 93 per cent, how-
ever, have recorded here their satisfaction with the prompt returning
of their papers. These results are also an irdication of the con-
scientious attitudes of the instructors since they attempt to provide
immediate feedback to students regarding their learning progress., This
aspect of the program seems very healthy, in spite of the concerns in-
dicatéd by faculty relating to iﬁstruggigﬂal loads on the Composition
Instructor Attitude Survey on page 173; Correlations may be impeded
by the fact that the student questionnaire was administered in Decem-

ber 1974, whereas the faculty survey was taken in August of 1975,

B
3

Question #20. The results of question 20, which relate to question 19

follow:

20. Did your instructor provide you with suggestions for im-
proving your themes?

(1) Always 525 60.87
(2) Usually 213 24.77%
(3) Sometimes 96 11.1% 96.6% positive responses
(4) Seldom 23 2.7%
(5) Never 6 J% __3.4% negative responses

Total 863  100.0%

Another practice which the Division attempts to avoid is the
placement of a grade on a paper without criticisms sometimes and at
other times without any positive and constructive advice on how to
improve the paper. Instructors attempt tc remeove the mystery of
some grading practices and to introduce as much of the practical kind
of advice into the compositional process as possible. The very grat-
: ifying results on ﬁhis question exhibit 2 high degree of professional
integrity and conscientiousness on the part of the instructors in

these courses.
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Question #21. The following are the results of questian 21:

21. How were these suggestions presented to you?

(1) In writing 99 11.87%
(2) Verbally in conference 142 16.9%
(3) Both 297 71.2%

Total 838 99.9%

This question is somewhat difficult teo interpret because to
answer with elther of the two earlier responses would seem to negate
the third. The question should be rephrased to ask how they were
mainly presented. The responses included here do, however, indica.s

a rather frequent use of conferences, a gratifying fact.

Question #22. The results of question 22 follow:

22. VWere the instructions and requirements for each paper
clear?

(1) Always clear 352 40.7%

(2) Usually clear 387 44.7%

(3) Sometimes clear 105 12.1% 97.5% positive responses

(4) Seldom clear 16 1.8%

(5) Never clear 2 .6% 2.4% nepative responses
Total 865 99.9%

One can question whether sometimes clear is a positive or neg-
ative response, because clarity éhauld be a prime requisite for the
objectives and assignments for each paper. One of the difficulties
in grading correlations is the ambiguitieg which result when writing
requirements are specified. It would appear that students discern
less incansistenéy in the specifications than the professionals seem
to find. Over 85 per cent very positive responses. is a desirable

figure, although additional improvement should be sought .

Question #23. The following results were reglstered for question 23:

. 23. Did the instructor explain the instructions and require~-
ments when questioned about them?
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(1) Always 660  76.5%

(2) Usually 151 17.5%

(3) Sometimes 42 4.9% 98.95% positive respousés

(4) Seldom 7 . 8%

(5) Never 3 3% 1.1% negatlve responses
Total 863 100.0% )

Thisrquestian was designed to portray general satigfaction
with the instruction as well as an indication of attempts to clarify
instructions and objectives. One would assume that instructors would
always attempt to answer questions when peosed to them. Therefore, a
negative response to the question would indicate unhappy relationships
with the instructor. On that basis, students can be assumed to have
been basically pleased with the instruction. An even stronger indi-
cation could have been deri;ed 1f. the wording were changed to read,

it

"Did the instructor (attempt to) explain.

Question #24. The rasults of question 24 are as follows:

24. Did you find that your grade was based upon stated instruc~
tions and requirements?

(1) Always 395 45.6% _ -

(2) Usually 329 37.9%

(3) Sometimes 109 12.6% 96.1% positive responses

(4) seldom 25 2.9%

(3) Never 3 1.0% 3.9% nepative responses

Total 867 100.0% | .

The positive reactions to this question are extremely satis-
fying. They represent an overall acceptance of the grading practices

which, when combined with questions 19-23, is wholesomely affirmative.

uestion #25. Two more questions regarding student-teacher confer-—

ences are introduced with the results of the first as follows:
25. How many times did the instructor schedule private confer-

ences for the entire class either in his (her) office or in the class-
room? o
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(L) o 128 14.9%
() 1 252 29. 4%
(3) 2 ol 3¢ 30. 6%
(4) 3 SN 17.7%
5Y 4

or v .. A3 7.4%
el 857 100. 0%

This qu.stion was introduced primarily to determine whether
instructors were actually providing the two individual conferences
per semeéter which are pfészribzd by the Division. The findings of
this question indicate that 44.3 per cent of the students did not re-
ceive two individﬁalized conferences. One of the basic purposes of
such conferences is to help overcome negative feelings which are
sometimes derived from estrangement, and some policing of this con-

cept is indicated by the response registered here.

Question f#26. The following answers were derived from question 26:

26. How many additional times did you confer with the instruc-
tor outside the formal class period?

(1) 0 272 31.7%
(2) 1 215 25.0%
(3) 2 168 19.6%
(4) 3 (114 13.3%
(5) 4 or more 90 10.5%

Total 859  100.1%

In spite of the care taken to see that this question was stated
unambiguously, it 1s uncertain whether it was Eleat; Some students
may have believed that it was ééking for even scheduled conferences
outside the classroom. Others may have accepted it to mean only the
conferences in addition to the formally scheduled ones. Others may
have interpreted it to mean other than when the teacher requested the
meetings. As it is stated, the question offers little information
other than that some students spent considerable time individually

with the teacher.
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Question #27. The last two questions have to do with overall reac-

tions to the course again. Responses to the first Ffollow:
27. Do you feel that your writing skills have improved during
the course?
(1) Very much improved 225 26,3%
(2) Much improved 212 24.8%7
(3) Improved 375 43.9% 95.0% positive responses
(4) Somewhat deter- i ' -

iorated
(5) Considerably
deteriorated

34 4,0%

~

g .3:.1% nepative responses

<3
Py
T

| Total 855 100.

| This question is probably the most gratifying of the entire
questionnaire. The primary function of tﬁe complete program is to im-
prove writing skills. Therefore, if 95 per cent feel that their skills
have improved and over 50 per cent feel that they are at least much
improved, the basic objective of gha program has been very satisfac-
torily met. Obviously, critics can say that feeling that ome's skills
have been improved is something very different from their actually
having been improved. However, when one uses mastery sequences, it

would be extremely difficult to fool oneself.

uestion #28.. The results of question 28 follow:

28. To what extent have you been able to use the communica-
tion skills learned in this course in other courses in which you are
enrolled?

(1) Quite frequently 95 11.2%

(2) Frequently 239 28,2%

(3) Sometimes 290 34,27 73.6% positive responses

(4) Seldom 132 15.57

(5) Never 93 11.0% 26.5% nepative responses
Total 849 100.1%

Somewhat more disappointing than the previous question are the
responses to the final question, relating to the utility of the
courses.  Obviously, not a great deal of opportunity for using the

sklllg has been avallable since the courses were just being completed.

However, the learnings should have been relatable to the other courses
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168
the students were taking ar the time, particularly the end of semes-
ter papers and essay tests, Maybe the students just didn't recognize
how much they actually were able to apply them; on the other hand, the
students felt that they could not utilize the skills and '+ .s their
perceptions which are being sought in the questiormaire, not ration-

alizations,

Summary of Questionnaire Results. The results of the questionnaire

composition program has accomplished its primary
functions. First, the students feel that they have learned a great
deal. Second, they believe that the teachers had provided the learn-
ing environment which allowed them to learn the material. They were
provided conferences; they rewrote unsatisfactory themes; they could
utilize the Learning Lab and other options; and the grading was con-
trolled by the objectives. Third, the courses were well Gfganized

and the students knew what was expected of them. Fourth, the in-
Struccors were student-centered and conscientious. Finally, alté@ugh
not as utilitarian as desired, the students felt the courses are bene-

ii:ial.

Enrollment Comparisons

Another evaluative tool for determining the adequacy of a pro-
gram is an analysis of the enrollment patterns over the years. Gen-
erally speaking, enrcllments in English courses éheuld correspond
with the College enrollment patterns, especially at Illinois Central
College, where two semesters of English are required in most programs.
Sloce, however, many other factors Qén enter into the considerations,

more than mere enrollment f{ipures must be examined.
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Table 1 indicates the changes in enrollments in the major,
English clusses during fall enrollments in 1973, 1974, and 1975 ag
well as the College as a whole during the same time. All the figures
are from equivalent times during the semester, having been derived
from computer printouts on the "Actual 10th Day'" seat listings, which
are taken on the tenth day into the semester. From 1973 to 1975, Eng-
lish enrollments increased 6.30 per cent compared to a 30.02 per cent
increase in College enfollments, English 105 increased 22.14 per cent
in the same period while English 110 increased by only 2.47 per cent
and English 111 by 2.48 per cent.

Even more troublesome were the comparative increases between
1973 and 1974, when the College enrollments rose 5.56 per cent while
the English total enrollments deteriorated by =5.31 per cent.

No final conclusions have been reached which would explain
the lack of correlation among chese figures. To compound the frus-
tration of the situation, during this same time period many of the
instructional options in composition described on pages 131 to 140
were developed or improved, which should have made the courses more
attractive.

Several factors should be mentioned which might help to ex=~
plain this disparagement. First, 74 per cent of the student body con-
sists of part-time students, over 52 per cent of the student body com-
ing to the campus in the evening. Obviously, they would not be
#xpected to enroll in as mauy English classes as full*tima students.
Second, many full-time students do not graduate from the Tollege;
rather, they transfer to four-year schools after cnerof two semesters.
For cxample, 11.2 per cent of the fall full-time students in 1973

transferred after that semester. Many transfer students will not
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Changes fn Fall Bnrollnents {n English Classes
at Tllinois Central College
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complete the six-hour English requirement unless they plan to gradu-
ate from Illinois Mentral Coliege because several of the favorite
transfer institutions (Illinois State University, University of 111i~
nois, and Bradley University) do not require six hours of English of
lower-division students. Also, English is not a naturally attractive
course. After twelve years of it, most students would much préfur to
spend their time on fresheyr material, Therefore, rhey will postpone
taking English if they can. A furthe pogsibility is the lack of
strong academlc advisement or t' presence of the kind of advisement
which will suggest 15 hours of ita processing or !3 hours of bhusiness

or 14 hours of police scieace as the student's class load.

o

On the other hand, since the composition courses have not kept
pace with Lhe enrollment increases of the College, they must be con-
sidered less f!n adequ :te somehow. In spite of the efforts to make
them attra = - i’ the evidence from the students who complete them
is that they are beneficial, students ..e nct eagerly seeking out
those courses. Until adequate justification is available to explain

otherwilse, the program mus: be held accountable for the lack of

enrollment.

Internal, Logical Cousistency

One of the tests which any composition program should be able

to withstand is whether it is logically consistent with its own prin-

ciples. The philosophy of the institution is the foundation of every

program, and although not every program is designed to teach all the
goals of the institution, it should contribute as much as possible

wlithout deterering any.  The Divisional phiiasaphy should support the
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College philosophy, and the program functions should contribute to
the Divisional philosophy.

The fundamental concept in the composition program is that the
program should prosuce on the part of the student a change in behavior
which can be measured. This basic prine:yle is a major justification
of the student-centeredness of the program. The determination of ob-
Jectives for cach course and cach paper within the course demonstratcos
the concer-. “ne stunent as the center of the courses and verifies
the contribu. .. toward the College's commitment. Additional evidence
toward the prominence of the student in the program is provided by the

results of the English Composition Student Questionnaire and the Com-

- position Instructor Attitude Survey. The overall positive responses

of students on the first document (Appendix C, page 221) is convincing
evidence to studenr <atisfaction, especially questica #1 fegardiﬁg the
benefit of the course (page 153) and question #27 recording their im-
proved writing skills (page 167). The instructors' responses indicated
that they perceived their rapport with stuaents to be extremely posi-
tive (question 1Z, page 178) and that an adequate learning environment
exists to allow students to achieve their expectancies and demands
(question 17, page 178).

A second requirement for the program to show intermal consis-—

tency is the av .. Lty of courses which will allow students with
all levels of ’ to succeed. Chapter 3, pages 54 to 130 has des-

criled courses designed for students with serious learning disabili-
ties as well as those who are able to move through extremely sophis-
ticated writing exercises. The Division even works with adults who

are mentally handicapped at the Pekin, Illinois, Community Workshop,
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trying to make them employable by teaching them to read silple instruc-
tions and write their names and other brief responses. At the other
end of the spectrum, students are provided the opportunity to pro-
ficiency transfer-level courses and pursue creative writing for publi-
cation. This full range of courses gurely enable all levels of
abilities to succeed.

One of the techniques utilized to promote the respect and
dignity of the students is the telecasting to them before they begin
their work what 1s expeccted of them. Thus, the inadeyuacy of an assign-
ment is specifically related to the material presented rather than the
personal worth of the writer. In addition, the various delivery
systems described on [ -es 131 to 140 were designed to meet the needs of
students at consid@rahLé extra expense in time, effort and creativity
on the indtructors' parts. The Divisional office hou requirement of
8 to 12 hours per week is also an attempt to demonstrate the importance
of the student. To make the objectives worthwhile and attalnable has
provided the kind of success which builds and rei-..ices strong self-
concepts ir srudents.

& broad spectrum of courses is maintained to serve - variety
of program objeci ‘ves which students are pursuing. The English 110
and 111 courses are designed ior students planning io transfer with
an Assoclate of Arts and Scicnce Degree or Associate in Ceneral Educa- .
tion Degree. English 112 is primarily a community interest course
because it iéﬁardinarily classified as an upper divisional course and
1s, consequently, not transferrable to a senior jinstitution. Thus,
it is provided’for the benefit of those persons who seek specialized
course work as a communilty intcrest activity. English 105 serves as
somcething of ar occupaiionally oriented course and to some others it
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functions as remediation. The other courses on campus which promote
the occupational aspects of the program are Agricultural Communica-
tlons, Business Communications, and Technical Writing. Thus, a full
complement of occupationally oriented courses ls avallable. English
100 and 101 are highly remedial courses. Such an array of courses
seems most adequate to fulfill the obligation toward a diverse variety
of community interests.

Another aspect of logical consistency 1s the intention of the
prograwm to emphasize writing and to minimize literature. To insure
that the proper emphasis is realized, the text. ks have |eecn care-
fully selected to avoid éhatt stories, poetry, and other clearly lit-
erary types. Most of the inclusione ' the texts are student es55ays,
avolding even the professional writers' sophistications. The sylla-
buses allow for only one literary analysis theme as an optional
assignment in Engiish 111; Qﬁherwiéé, literature 1+ rererved for
literature classes, not composition. -

In the discussions in Chapter 2 relating to grammatical em-
phasis (pages 27 to 29), attention was called to studies which showed
little correlation betwe=n conventional grammar courses and improved
writing skills. Thevefore, the syllabuses and objectives minimize
instruction in tradlticnal concepts, instead focusiug upon the com-
position functions while referring to grammatical terminology and
exerclses only when advantagéausito the writing process.

The objectires for the courses are determined by the faculty

I

on the basis of writing demands of other college courses and citizen
expectations. Students do not decide which objectives should be es-

tablished for their classes. Neither do individual instructors decide
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which objectives should apply in their classes. Rather, teachers
decide together which objectives they will all be required to pyr. s,
These objectives, then, are announced to the students before e
enter t o classroom as part of tiieir composition textheowlhe s, uhe
teachers retain their responsibility as academic leaders and accouni
able professionals.

An napect of internal consistency which needs considerable in-
vestig t ica is the matter of the practicality of the classroom work.
The fir<t ; vlem which needs to be satisfied concerns the definition

of what is meant by practical. If it relates to assignments, the sub-

ject matter of each assignment is left open to the students' discre~

tion. The assi ites to the process of writing rather than

the content of it. TIf the concern relates to the applicabhility of the
skills to other ﬁgufseg, then follow=up studies should be developed to
determine the cxtent of the material's utility in £ - situations.
Such studies have not been performed on this campus because they are
extremely expensive in time and effort; however, they might be ex-
tremely beneficial., If the word practical applies to relevant appli-
cation tc the social, political, psychological, or religious activi-
ties which have been the content of the English courses on some
campuses; then the course will not be made practical. Those activist
concerns are the subject watter of other courses, whereas the subject
matter of compositlon is the writing process. In any event, the Divi=
sion needs to develop the analytical techniques to seek out the
solutien to this problem. :

Another facet of the program's internal consistency is the

sequence of skills designed. First, they move from subjective to
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objective. 1In the remedial courscs, Lhe primiry ~oncern Is to got
information ento the paper. Personal reactlons, desceriptions, onc's
goals, one's own nerceptions are utilized. In Lopitsu 110 the concern
is on exposition, the transmission of information ntillzing rhetorical
principles. Thus, che attention moves outside one's own concerns to
the more objective principles of writing. In English 111 the emphasis
is . poun argument, persuasion, and research to evaluate and monopoulize
devices which will couvince the reader. The writer must get far
enough outside himself to wee the reader as the benchmark for the
writing. One's own préferences must be suppressed in favor of others'

responses. Therefore, the program does move from subjective to objec-

tive.
'n order to a.complish thal movement in viewpolnt, the courses
have been designed to move from simple to complex, short to long, and

concrete to abstract. The compositions are sentences and paragraphs

in the remedial courses, leading into themes during English 105. The -

papers °.,eiage about 500 words in English 110 and avereg2 between 600
and 8 s in English Il1, culminating in a longer research nap.r.
subjects move from a description of a simple object in Engiich 105 to
logical and emntional resctions in knglish 111, obviously growing in
complexity and abstractness.

These various principles are all delineated in the objectives
specified on pages 54 to 130, and the Chairman is responsible to see

that they are followed. The certification of a student's completion

of a course can be , pted as a reliable measure of his skills at
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The specifics in these paragraphs should be convincing evidence
that the sequence of courses has the internal, logical consistency re-

quired of an accountable program.

Lomposition Instructor Attitude Survey

Another instrument utilized to evaluate the composition program
at Illinois Central College was designed by the Chairman and adminis-
tered in August of 1975 (Appendix D). Instructors were asked orally
to fill Ehéir own out without consulting with other instructors so
that personal rather than group perceptions would be obtained. . .
they were allowed to take two days before returning them, the o v
tunity did exisi for theilr interaction; but ne indications of such
joint agreement was evident,

The purposes of the questlonnaire were to determine the
attitudes of the faculty regarding their present perceptions of the
Division and their status within it as well 45 to develcp a formal
profile which can be periodically evaluated to ascertain change. Such
perceptions are vital to the evaluation of any composition program,
and this survey document will standardize such responses.

Each answer on the survey was weighed from 1 to 5 (See Table 2)

orresponding with the least to most positive responses. A mean was

bl

found for each question as was its standard deviation. The standard
deviation was derived from raw scores using the grouped frequency

distribution feorm.ia which follows:
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In order to graphically illUSEZd:G the degree oy positive
reaction, the questions were placed in rank order by e means of the
responses (Table 3, page 180). This listing indicates onat the
English 105 objectives deserve some priority attention. Although that
concern was expected, the extent of its negativism is somewhat sur-

prising. The rvesponses regarding the placement procedures were pre-

dictable, too, because the placement crite%ia o the campus are seldom
applied. Telephone registration and the heavy walk-in registrations
tend to dictate against the enforcement of such restrictions.

The other two low items relate to the instructional load el
the practicality of the program, although even they are above t. . -
point of 3.0. Several Divisional members huave spoken with considerable
concern about the number of students for whom each teacher is respon-
sible when such heavy writing requirements are involved inbeach coursa.
On the other hand, the administration has required hard data to prove
that the load is too heavy. Since such data is unavailable in the lit-
erature, the matter is oresently stalemated. Concerning the second
item, students ranked the practicality of the courses rather low on .
the student questionnaire (page 161), evidently agreeing with the
faculty that the courses need more practicality. Such a move needs
the attention of the faculty, relating classroom activities to other
course work and job-related activiti:s and expecting more practical
applications from szuéengg.

On tlie other end of the spectrum, the Learning Lab recei-ed
the most positive response of the group. The faculty evidently feel

very convirced about the worth of the services performed there. Tied

for next poslition in rank order were the value of creating the models
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- TABLE 3

Besuits of Composition Instructor Avtitvde survey
Ranked in Order by Meau

Question # Question Content

18 Learning Lab Helpful 4.3
11 Book Development 4.2
12 Personal Rapport 4.2
17 Ingtructional Environment 4.2
20 Business Communications 4.2
1 English Requirements 4.1 i
9 Strong Teacher 4.1
21 . Self-fulfillment 4.0
13 Concept of Objectives 3.9
22 Feculty Interaction 3.8
10 Adequate Organization 3.7
2 Ad2quate Sequences 3.7
8 English 111 Objectives 3.7
4 English Reputation 3.6
3 | Grading Flexib;lity 3.6
7 English 110 Objectives 3.5
L4 Creativity Opportunities 3.5
15 Overly Organized 3.5
5 Practical Program 3.2
18 Instructional Load 3.1
19 Placement Procedures 2.7
6 English 105 Dbjecéives _ 2.4
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hooks o the rapport Ceachers have with otadents, e ooy ooy S
ment aved babbe Lo atudent s in the Ilhinois Contral Col lege PECFPE, T,
A the dectrabl ity of teachilog consmdtant cont @y Fhivongshor e
DEvision, TC fs Iateresting te o note that those qoest fons 1 ope ege il
the creat fve Pam Uions o the stalt ==t he Sell-omteem o f i st ue -

todse, the overali walue ot the progocrs, aid the Plexibilate or g).e

ol b vers cataal be rr it i oy taealy,
The open-eindod et fons o the Lt pogee ot Lee Locueont W 1]

et b et Bov e thes cabddbined o concuensus, ol ey we re -

redated toocomposdtian, wr o were too feapthy and persongl Lo be s elosde.

in ity stwdy . Thoey were, Jwwevier, valushle Lo Divislonel pus e sy,
hie renul e of this survieey are, tor the most part, sl f yieag,
Assunmlng that thes: questions relate to sipgnificant concerns, Che
altloudes display o very positive outloek b Ve gastthactorss. Al =
though these question. were developed for local use, the teohn iqu e
catt serve et o mode ] for oany composition program to ascertain faewlty

attltueey.

Amnual Report Statement to the Dean of Iastructlon

Duviogy the past year, a number of accomplishments have been
expericnecd fro the area of composit lon.  Oue ot the strongest ateas
of activity this year has been the preparation of materials, as con-
trasted with course desleng in the past.  The creative talents of the
faculty is evidenced by a wide arvay of materials, one of the signid-
foant achievements way the completior of the publicatlon of the

koglish 110 Student Models Book in August 1974 and the English 111

e

Book Toddaly 19750 The TLE text followed an extenslve re—-evaludation

annd reviglon ol the obiectives aud asslgnments for Lhat course as we il
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i sardsfac tory golutton to the copyrluht concerng of the dadividag
Paculty membe s, I the area of video tapes, My, Slauphiter recorded
Che Jecture sosaiond Yor cach paper durlop he Vg i LI mial -
mester of May—=June so that they could be utiibteed Tater, and Mr.
Spariing was veleaged one=halt time to develap a plint tape Tor Fope-
Lish 110, In anothier directlon, tep Independent Tearain packages
were developed in basie skilla, primarily to be utfiized in the
Learntuy Laboratry, the Developmental classesy and the L 0, D,
classes,  Seven outreach Pbhraries oo he T ineis 4 aliey Lihrary so-
civty purchased the machlnery so that thev could utl!ize the Lipe-
Gllede proesentations we provided {or them for Engltish 110, Foplish 111
presentatfons will follow next vear. A tape-slide presentation of our
programs was prepared for showiag at the open house o the spring of
1975, Finally, revisfons of the Fnglish 110 Proficiancy Test were
utidertaken and Lmplemented.

Although much energy was expended in materials preparation, the
Dlvision did not stand stlll in the development of special activities
nd delivery systems. A speclal Englisa 110 option for police recruits
was developed through Lt. Cooley of the Peoria Police Department which
will allow several assignment options specitically for them., A special
English 100 class was deslgned for mentally retarded adults through the
Pekin Community Werkshop, a populatfon which T have never heard served
through a community college. Another Adult Basic Education group which
recelved special planning (although the class still 1s to be offered)
was the clients at the Institute for Physical Medicine In Peoria. An
even additional group of the same baslc kind, the students in the Pre-

Employment Program was taught its English and reading skills through
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the Dlvigion, but Lt could not gain continued fanding thromgh pove roe-
ment apencied. Farther, a laboratory situat lon was devised oy ot
crpbllary Tractor Company ' NSST program, but (0 never reached fraflion
hecause Llaternal problems at the company fotertered with the gsecurlog
of studeats. Floally, an open Liboratory situation which would al low
students to enroll at any time during the semester (o work on an -
dividualized basts was developed at the Peorda Service Conter.

Other sty ltieant activicier were wnde vt aken which very direer -
Ly aftected the qualley of instruction,  For Instance, In=gervice
sessfons wore conducted in the Inseraction of logical argument for
compos{tlon Lnstructors. Others were provided in grading techn fques

ta achleve greater co-ordination among instructors' techniques and

cuphases Worklng wlth couwposition interns from Ililnols State Uni-
verslty on an In-service basls is good for the entire staff by requir-
Lng continued analvsis and evaluation of our actlivities, Classroom
evaluations and the evaluation of graded papers, both perfarmed by
the Chairman, indicate consclentious attempts on the part of the staff
to upgrade thelr Instructional activities. In addition, the English
Composition Student Questionnalre was adminlstered in December to se=
cure data both for a dissertation and additional evaluation of the
program, The results confirmed the positive responses which have been
n@teé In the past. Another action directly relating to Iinstruction
was the decision to rescrict the time 1limit for contractual composi-
tion classes from two semesters to one after considerable discussion
to attempt to forestall procrastination.

A number of additional activities were undertaken which had less

direct relation to instructlon. One was the funding of Mr. Taylor's
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5

testiog ol dewvelopmental and Co Fe T A studencs by the 0 KL T A,
arpantzat lon.  An adulsory councll of woll deanwn speclalb=stg was
formed to promors Che functfons of the Bevelopmenoal Program and be o
pan mect log In Augudgt 1974, The Chalremian wans Tovolved ta severad
discusalony reparding o Doctor of Arts proposal at TiHioors State
Mmiversiey, designed basleally under {t:s new format to serve already
employaed communitly colfege {nstrvuctors,  Twoe replacements as Coordini-
tor o} Composicion hatd to b named daring the voar ro 11D vacaneies
of seaft named to adnlolat e fbve poslcions. A soarvey of Dnstructionnl
loads 1 composition wvas conductod by [:hi} Chalrman amone communi Ly
Colleges in [lliouis for discassion at the Unlversicy of Tlinols
Commenity College Art lculation Conference at Allerton in April. Ar
least weekly resgarch reports from Mr. Taylor were recelved regarding
learning disabilities in language skills as well as discussions to
devise Instructional prescriptions to overcome those various defic-
lencles., A varlety of articulation actlvities wlth area high school
instructors on the one hand and unlversity professors on the other was
carried out plus the attempts to host the Lllinnis Fngl Llsh Teachers
Assoclation meeting In the Fall,

Several concerns of the Dlvisioon need attention in the near
future. One is the development of technlques to place students in
English who transfer to the campus witﬁ English hours earned else-
where., Since manv of those students have difficultlies in the trans-
ition, some speclal supportive activities need to be developed for
them. An articulation conference with high school teachers on our
campug needs to be completed during‘tha fall semester as a second

tem. In additlon, the reasons for the reduction In composition

-
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enrol Iments pesds concentrated] action. Thi s conccrn wag not com-

Pli’lf‘d Lavst vear and ddvvsorvern atteng divn goniy,

Inteyvlews with stadent WEthd rawa s

A obvious crlterion for measuring the wvalue of any compod |-
tlon propram (= the pooher of stadeats who withdraw Vrom g oarse
afeer they ive repdstered tor (00 10 they have dropped 1t because
abspeots ol b cotninae hirve ddpiven Chew away rather than oonennerealfoed,
crternal sesons, Lhe program should be aeld aceowit.ble for tiem,
Therofore, a compuler printout wid reguested from the 00fice of In-
stitut lopa] Kescarch which reflected deape from Bo ol Lah undccomoan | od
by addit fons of other Eoglish courses,l These data would then net
reflect those students who balanced the drop of English with an al -
ternat lve finglish course and would, therefore, properly reflect the
total number who started the semester in English but did not c¢ontlinue
In 1t.

A total of 561 students comprised that group. However, 314
of them, about 56 per cent, dropped all their courses; therefore,

they should not be reflected in the numbers of those who were dis-

satisfied with English. The remaining 247 students, 44 per cent, still

were enrol led In some classes, although they sometimes dropped classes
in addition to composition. Only full-time students (those taking 12
or more semester hours) were finally contacted because of the many
additional reasons, such as work plans or a lack of educational plans,

which might be more likely to intrude in the matter with the others.

7 JComputer Printout, Illinois Central College, Job #SRSM 4900,
"Service Center Student Information," October 14, 1975,
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UF e 104 students who cematned, TdoS per cont of the orfglh-
nal namber, the gsecopnd aned thivd gquarters oy the alphaber Teal Tt oy
compriacd the 0 per cont ecoutacted,  They were auslaed thiee hanle
questlons:  why they dropped the course, whether they planped (o
praduate, and why they chose to drop Eaglish rather than other courses
in which they were envolled,

OF the 52 students In the groap Lo be contacted, 28 could not
he reachoed even after three attempes at different tlmes of the day.
Thin fact was ant surprising since U is penerally necepted that most
communitv=collope students waork elcher full or part btime., Thos, 24
students were actually Interviewed as to thelr reasons for dropplng
the course,  Of that group, 20 sald that they plan to graduate; one
sadd that he did not plan to graduate; two dld not know: and one said
thac he had already graduated.

The reasons for dropping the course were categorizoed into
those which might be related to negative classroom experlences and
those over which the Division would have had little or no concrol.
Three felt that the course was too hard; one could not harille it con-
tractually; one did not like the teacher's ways; and two said thelr
loads were too heavy (probably also negative responses). Thus, a
total of seven gave reasons which appear to have been controllable by
the Division. A variety of other reasons was also presented; inter-
fered with work, 6; .changed several classes, 3; already had had it
elgawhare, 3; class was cancelled, 1; found he diun't need it to
graduate, 1; transferred by counselor, l; enrolled mistakenly, 1;
proficiencied by examination, 1; had it overseas (a foreign student),
1. Over 70 per cent, thus, gave uncontrolled reasons for dropping

English.
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Av oo veplicatisn poestion Tor e vcasons tor droppluy the
comrge, thoe students were e asbesd whiy Thev dropped Eoedioh rather

weral o omore nepab lve

than ethetv courses. Thio guestion ol iolred
responses. Nine felt thoe the course wel Totder (han the ones they
now take; one had a poor o grade in it aped o one did nor Like the tencher,

Fven with the addaed vgumbers, lous (han 90 et vt b Choee conlane bl
left the course for reasons preventable by e Division.  The majority
pave the dollowing o reo s conldn't a0 v naont Liine after
changlng oovaricty on courses, 40 fonuyd 10w in ot 1 qulred, 3: the
class was cancelled, Ty g cocnselor svppested 1, 2y had already had
P, by wanted math cliine s onley To bl g doniad dn, 1y anel was

advilsed to take only b lae o coursen, L.
. ]

[t is cvident that sowe responsibilicy for students' leaving

Foglish classes {s traccable to the Divicion, but that number is ex-
tremely small. It is sofe to assume thal Fewer than 10 per cent of

all students who dropped bPoglish vithour yeolaclng it were caused by
Divisionally located reasons. Over 90 per cent of the reasons could

not have been prevented hv th  staff, another positive reflection upon

the program.

summary of Resulrs

In £his chapter, the results of seven evaluation techniques
wvere displayed. These aualvses provided a hasically positive accep-
tance of the composition program at Tllinois Central College. An
analysis of the objectives revealed that the concept of objectives is
an extremely advantageous course of action. The English Composition

Student Questionnaire revealed a very positlive response shown toward
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the beneflty of the program and the locrease In writing skllls prompred
by the courses with the least [avorable response shown toward the
practicalley of the program.

A very positive response was displayed also on the Composition
[nstructor Attitude Survey with only two items falling below the mid-
point of 3.0 between degrees of 1 to 5, placement procedures and the
objectives for English 105. The report to the Dean of Instruction
related a number of accomplishuents and concerns which represent
basically a stroug, deslrable position. The logical consistency demon=
strated that the philosophles of the College and Division are pro-
moted by the composltion program except for ity practicality problems.
The greatest concern revealed by the evaluations rests in the enroll-
ment deteriorations In composition, A final evaluatlon technique was
to interview full-time students who dropped English, which revealed
that the number of students was extremely small whose reasons for
dropping could be traced to situations controllable by the Communica-
tions Division,

This utilization of various analytical tools at Illinois
Central College has as ity greatest aaset the utility of serving as a
model composltion program evaluation technique. Tt can be applied to
communlty cnlleges all across the country with minor alterations to

fit local conditions.
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Chapter 5

L Y

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS

The fundamental purpose of this study was to describe and
evaluate a sequential composition propram as {t exists in one apoen-
door community college, 11linois Central College at Past Peoria,
Illinols., Since il was assumed that the audience of English profes-
sionals would not be necessarlly sympathetle to a concept utilizing
rhetorical modes and performince ohjectives, the attempt was made to
analyze the degrec of satisfaction with which the program meets the
needs and expectations Df open-doar students, faculty, administration,

and the program philesophy.

Summary

A review of the literature revealed that a great deal of in-
formation has been writteq about individual course designs in English,
mostly covering the ageless dispute regarding the amount of freedom
versus restralnt which should be provided the student. Most of the
voices are advocating that fewer and fewer restrictions should be
placed upon the students, that they should find their own voices in
their own ways In their own times without the critical interference of
teachers, A kaleidoscope of course designs is presented in the licer-
ature without much agreement profesglonally on any one. The articles
have been skeptical about, to contemptible toward, the use of behav-
loral objevtives. Most of this professional writing has been opinion,
unsupported by resecarched data, which would provide substantive

201
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evidence to support those persoual conviet{ons.,  Otrher authors have
advocated the less popular concepts of structure in the olissroom
and performance objectives as a more meaninéful frawework.  The in-
structional make-up, especially the leadership, In the Communications
Division at Illinois Central College has accepted the less popular
instructional artitudes, that classes should be structurcd around
rhetorical designs in a sequential program from extremely remedial to
creative writing. It has also adopted the coneept of boehavioral ob-
jeetives because of the logic of the concept racher than the advice
of the professionals. Library searches have also shown hat although
some research is being conducted in the area of children's learning
disabilities, very little is being done to relate those findings to
adult education or to localize learning impediments unique to adult
learners. Lven less {s being done to develop prescriptive activities
to remediate those difficulties. Mr. Karl Taylor has probably done as
much as anyone to attempt to synthesize that information. Finally,
very few community colleges have sequential programs in composition,
and no literatyre is available to provide models for evaluating them.
A description of the sequential composition program at Illinois
Central College was developed in Chapter 3, pages 54 to 130, to pre-
sent its system in relation to the various course designs found in the
literature. Each of the six sequential courses was described in detail,
including its official description and the objectives designated for
its students. The philosophies of the College and the Division were
included to make the courses more meaningful, and the wide assortment
ol locally prepared materlals and delivery systems gave them gfgater-

spec i fcatlon.  The latter part of the chapter explained the various
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191
techulques utllized to ev#lunLu the program,  Critorion-rolepreneed
evaluation, logleal consistency within the proprom gad wich the phll-
vsophles of Lthe Collepe and Division, various measures of soudent

satlsfaction, a survey of instructor attitudes, aund a statement by

‘- 3

the Chainnan to the Dean of Instruction were all explainod LgffuéLify
thelr woreh as evaluative technlques,

The application of thoese svven techniques and an iaterpretation
of those results oceupy Chapter 4, The utdlizatlon of performance
objectives as the criteria by which composition prowth is measured
has proved extremely advantageous, by providing both a more logical
approach to ecvaluation as well as a foundatlon for creative delivery

cvitews and Instructional materials.  Among the three tochniques

uLingQd‘LQ measure student satisfaction wits. the program, the most
prominent is the lLnglish Composition Student Questionnaire. Although
faculty may feel somewhat threatened at first, they should generally
find added security in the results if a responsible job is being per-
formed. Very positive responses were recorded by administering the
questionnaire at Illinois Central College in December 1974. The final
computations illustrated that students' attitudes are supportive of
the program with from 85 to 99 per cent positive responses. Compara-
tive enrollments in the composition courses from fall 1973, to fall
1975, are not so affirmative. It seems predictlve that a positive
correlation should exlst between college-wlde enrollments and compo-=
sltion enroliments. However, at [1linois Central College the com—
position enrollments increased by only 6.3 per cent, whereas the total
registratlon at the College increased by 30.02 per cent. Reasons for

such an inconsistency were not finaldzed, although some suggestions
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wure presdented for cony Lh:ml.%um A Turther measure of ot udent ot §s-
faction Is to locate the reasons lor students ' withdrowlng From the
courses durfug Lhe gemester. 0f the 104 full-time students who withe
drew from fall semester composltion courses at the Collepe before
October L%; 1975, a sample group was contacted providing evidence to
indicate that fewer than 10 per cent had withdrawn for reasons controll-
iable by the bivision,

Other techniques for cvaluatdng were utilived, also. A ool
sequential program should prove consistent with its own principles
after the initjal assumptions have been accepted.  An anidlysis of the
INlinois Central College program demonstrated that the phllosophical
precepts of the College have been upheld, and the Division's axioms
are also verified in practice although the courses are not as strongly
practical as either the students or faculty would wish them to be.

The Composition Instructor Attitude Survey ls intended to evaluate
another very slgnificant aspect of ﬂn§ composltion program--the
perceptions of Instructors. As applied to the sequential program at
the College, the results proved to be quite positive, cxeept in those
arcids which had reasonable explanations. Even the acceptance of the
classroem load proved to be above the midpoint of 3.0 on a scale of

1 to 5. Finally, a statement was included which is to be included as

part of the Annual Report, 1974-75 to the Dean of Instruction as a

valid evaluation instrument. That document recounts many valuable
actlvities undertaken by the staff during the year along with the con-

cerns which need attention in the near Ffuture.
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forclusions

One of the most obvious and earliest conclusions reached was
that very little substantive research has been performed in composi~
tion. A great deal of opinion is available, but evidently most re-
search activities in college Fnglish are reserved for literature,
Mgggravating the problem is the fact that the community college, vhich
Is so engrossed in teaching composition, is a teaching institution
rather than a research or publishing institution. No strong lecadership
in the profession has produced the rationale or respect to create any
major following. Consequently, the profession follows the fads and
vhins of opinlon rather thanp reason supported by cvidence. Only action
research can produce the sequence of learning skills which will pro-
mote a strong profession.

Anéther' obvious conclusion is that evaluation is possible as
well as Important to the improvement of Instruction and the sustalning
of avviable program.  Yet, almost no evaluatlon instruments exist for
analyzing compositions, composition courses, or composition programs.
No series of criteria other than those presented here have been made
available to a wide audience. The availability of such information
should help to create a more rational analysis of composition pro-
grams, In fact, it might help to create programs where only courges
now exist,

Another conclusion reached was that a more systemitle approach
to emrollment analyses and controls is needed. The present techuiques
tell only what {s happening=-not why. The first is Important to know,
bat the wecomd Es necessary to control sltuatlons and rectify prob-

Lams o Relivted to that diffleulty 1y the present lack of techniques
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o for llow—up on studeraes who withdraw from composition classes without
Allin g otkaers.  The information involved In that action can provide
wvory mean L ngful clues concerning the weaknesses {n the progeam.

Stoulents and instructors were extremely positive about the
ovra Al wvorrth of the courses. Question #1 on the student question—
nalre (page153), for instance, demonstrated strong satisfaction in
the beznefi ts 0f rhe courses. However, thev felt that the courses were
nat 8o practical, nor were the classroom presentations very Interest-—
i:'\g. i &-dlltlon, the faculty were rather dissatisfied with the per-
fomarace objectives for English 105. Such concerns for the courses
may heave cantributed somewhat to the weak enrollments and the with~
drawal s freoncl asses. Another contrlbuting factor to such problems
may 1{ ¢ in the placement procedures which are now belng practiced.
Only after students enroll in the courses do most of them get the
aculerwele acdice which Fforecasts thelr chances For success. Such
manipw latlon af ter they have pald their fees and bought thelr books
cal be llsapolnt ing and exasperating and could contribnte to a de-
cislon to withiraw. The entry profiles which presently exist are still
sonwh At vaage and poorly advertised. Sound, hard data as to thelr
prodlc gl X Ity of success have not been suf flelently procured and
ut Hzed ar this time,

Fleaally, follow--up studles to neasure the degree of student
femstet v oie yeoar after the ;:gmp].gtign of the course., Longltudinal
st wlless are (iffLcult and expenslve to perform, and such research
projeceh ary4 frequently discouraged at the community-college leval.
feg, tkwt enntlre program 1is designed o have lasting value to students,

ancl it o Leport ant to determine whether it actually does,
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To conclude on such a negative note would be an injustice to
a program which has withstood the test of such critical attemtion., A
program which has done so many things right should not have only 1z ega-
tive reflectdons cast upon it. In each evaluative technique, with the
possible qugsticn‘af enrollments, the sequential program at Illdinp ds
Central College has presented itself as an extremely sophisticated ,
carefully constructed, creatively designed sequence of compositional
activities, which is senslitive to student needs and the philosoplies
of the College and the Division. 1t iy bhased upon a logical franework,
pursued with innovative techniques, evaluated with concern for iwprove-
ment , and designed by a highly professional, cnergetic, and just iffably

proud faculty.

Reconmendat ious

Hard data regarding composition is necessary to bring the
level of ﬁiagusaiun about the subject above that of opinion. There-
fore, it is sgréﬁglymrggnmménded that senlor institutions begin to
divert some of thelr uttenﬁiaﬁ away from literary resestch and towaxd
investigat jons into the composition process:: ;gfurmatian 18 needed
tegarding the skills which can and should be Sequégééa, sk}%ls which
should be correlated with maturation levels, learning stylesgninstkgee
tiovnal styles, delivery systems, and the measurcment of compositional
skills. 7The whole field of composition is wide open to research.
Sknce community colleges will probably continue to have only extremely
Fimited research capablilities, the responsibility for most of what L8
done will fall upon the senfor 1nstitutions and external grant funds,

Anather recommendat fon 1s that a more systematlc technique

tor necurlng Tulormat lon regardiog enrollments be deve loped. 1f
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enrollments in compositicn do not keep pace with total college enroll-
ments, one needs to know why. Such information may prove extremely
important to, if‘ﬂQE absolutely essential for, developing and main-
taining a strong program. It is further recommended that, for the
sane redasons, a more systematic tabulation be sccured and maintained
of the reasons for students' withdrawing from a composition course
vithout adding another. !
Since students and faculty criticized the practicality of
their composition courses,-it is recommended that an in—-depth study
be enacted to locate more accurately the bases of those criticisms
so that corrective actions can be devised. Further attention is also
recommended to the lack of luster in the classroom presentations.
Surely, after locating the dull and uninteresting aspects of the
courses, the creative efforts which have éesigned so many other in-
structional materials can be utilized to make classes more interesting.
So long as the content of the courses is the process of writing, it
will remain somewhat less than enthralling. Likewise, the revising
of Lhe performance objectives for English 105 is a-readily attainable
goal, one which is recommended (and presently under way). An addi-
tional deterrent which is recommended to avoid unnecessary dissatis-
faction with courses is the development of more adequate placement
criteria and procedures. So long as the community colleges in
Illinois retain their open-door policies and the state bases its re-
imbursement funds to local districts upon earned credit hours, students
’ will not be impeded in their attempts to enter college or to enter

part icular uﬂUfséé'whiah‘have advisable rather than mandatory entry

o p ()ES
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requirements. Therefore, it is recommended that more predictsble
standards of initial placement through entry profiles be devised and
advertised to enrolling students.

Follow-up studies are recommended which will measure the degree
of satisfaction of courses for students who completed them one year
earlier. This lapse of time will give the students more opportunity
to test the adequacy of the courses which are presently evaluated
before the students leave the class. A determination of the more
lasting value of the course would be secured by such a tactic, and
corrective action could be applied in areas of inadequacy.

Finally, it is recommended that community-college faculties
utilize this dissertation as a model for developing their own compo-
sition programs and evaluation systems. It is recognized as a be-
ginning, not an end. The program at Illinois Central College 1s based
upon a set of assumptions which may not be acceptable to particular
situations. In such cases, the model can still prove valuable in ex-=
emplifying how a full program is derived from one's assertioms. The
evaluative techniques presented here.caﬁ also function as a model to
illustrate the kinds of questions asked to investigate concerns related
to local situations. Surely, the seven basic evaluative techniques
should prove serviceable to community colleges everywhere to upgrade

the quallty of learning generated in composition courses,
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APPINDIX A
Philosophy of Illinois Central College

Recognizing that the udvancement of man's knowledge, the need
for new skills and the updating of old ones, and the existence of mani-
fold human problems have created the need for expanded educational
opporctunities, the Qi;izens of Illinois Junior College District 514
formed Illinois Central Cellege in 1966. It was recognized that educa-
tion in addition to that provided by area coumon schools and rour-year
colleges was needed in order to provide the people of District 514 with
the chance to develop their potential fully. During the 1950's and
1960's, the community college had become an essential agency in the
Illinois Master Plan for Higher Education. Illinois Central College
was founded in order to bring to this area the promise of the community
college movement.

One of the first ac! . of the Board of Trustees was to discuss
and decide upon the basic philosophical tenets on which the College
was to be based. From these discussions evolved the fundamental idea
that the purpose of education is to improve man, and that society is
improved by the improvement of the individuals who compose it. The
individual has worth and dignity in his own right and should be educa-
ted to the fullest extent of his abilities and motivation. Thus, every
citizen must have the opportinity to acquire the educatlion that is

approprlate for freze men.
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Next, the members of the Board applied these tenets specifi-
cally to the kinds of proyrams and courses which the College would
provide. Accordingly, Illinois Central College was conceived as offer-
ing a variety of courses, programs, and activities.

In addition to the academic courses and curricula designed to
meet the lower-division requirements of four-vear colleges and univer=-
sities (i.e., transfer programs), the College provides Occupational
or career programs of varying length, but complete in themselves, to
prepare the individual to move directly intc the life of the community
in semi-professional occupations and positic s in business and industry.
ln order to prepare students for intelligent, well-ro.unded living,
[1linois Central College offers general education courses. It is also
committed to meet the necds of all cir..ens of the District by offering
programs of personal, occupational, and cultural development. Recog-
nizing, furthermore, that a number of students seeking a“mission to the
institution have deficiencies in some areas of preparation., the College
provides opportunity programs to give such students a meaningful chance
to succeed.

The student is at the center of all that is done at Illinois
Central College. [Its efforts are directed toward the development of
his communicational skills and his understanding of the culture in which
he lives. For all students, the College strives to prcvidé a. body of
knowledge and information needed for intelligent participation in a
free, democaratic society, and the skills and knowledge required for a
successful and satisfying career. It is an cbjective of the College not

only to augment the student's powers of understanding, original thought,
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and independent judgment, but also to help him develop a higher sepse
of values and make him desirous of continuing to éduéate himgelf
throughout life.

Since Illinois Central College exists to serve the community,
its resources and services are available to the community at large as

a contribution to its welfare and betterment.

Reprinted from 1974-75, 1975-76 Illinois Central College Catalog
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APPENDIX B

English Cm@ppsitiﬂnrS;gdegtrgues;icnngigg

THIS COURSE NUMBER IS ENGL
1. This course was heneficial.

(1) Very strongly agree

__;g;s(z) Strongly agree
e (3) Agree
_ (4) Somewhat disagree

_ (5) Strongly disagree

2. Do you feel that you received adequate individual help from vour
instructor?

N _ (1) Always

(2) Usually
(3) Sometimes
(4) Seldom
(5) Never

3. Were you able to see your instructor either during his office
hours or by special arrangement when you needed help?

(1) Always

B (2) Usually
_ (3) Sometimes
___(4) Seldom
_(5) HNever

4. Did you have ample time to discuss your writing during conferences
without feeling pressured by the instructor to conclude the meet-

ing?

— (1) Alvays
. (2) Usually
_____(3) Sonetimes
. (4) seldom
______(5) Never
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Do you feel that the course was well organized?

@)
(2)

(3)
(4)
(5)
. (6)

Very well organized
Well organized
Adequately organized
Not well organized
No organlzation
Overly organized

Do you feel that you were adequately informed concerning the
course requirements?

(1)
(2

(3)
(4)
(5)

Very well informed

Well informed

Adequately informed

Somewhat inadequately informed
Inadequately informed

Did you find discrepancies between the instruction and the grading?

(1)
(2

_(3)
I ()
__(5)

Quite often
Usually
Sometimes
Seldom
Never

Were the classroom presentations interesting?

(1)

(2)

. (3)
— (&)
(5)

Very

Mostly

Partly

Seldom .
Never

Did they prove practical?

W
(2)
(3)
(4)
(5)

i

Very practical
Mostly practical
Somewhat practical
Not very practical
Never practical

How often did you use the Learning Lab?

N ¢ )
()
(3
(&)
— (5)

Very frequently
Frequently
Sometimes
Seldom

Never
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Did the help you received in the Learning Lab prove to be bene-

ficial?

— )
—_— (2)

R )

—— (9
— (9
- (6)

Not applicable
Always

Usually
Sometimes
Seldom

Never

Did you experience difficulty in getting to see the instructor in
the Learning Lab?

—
IR Y)
— (3)
(W

—_— ()

NG

Not applicable
Never

Seldom
Sometimes
Often

Always

How many themes did you write in this class?

(1)
(2)
(3)
(4)
(5)

S5ix themes

Seven themes

BEight themes

Nine themes

More than nine themes

Were you required to rewrite or revise your themes?

(1)
(2)
(3)
%)
(5)

Very often
Often
Sometimes
Seldom
Never

How many of your themes were you required to revise or rewrite?

(1)
(2)
(3)
— (8)
- (5)

e

.

—

None

1-2

34

5-6

7 or more

Do you believe that students should be required to rewrite unsat-
isfactory papers?

— 1)

(2)
(3)
(4)

P —

e,

——— -

(5)

ot

Very strongly agree
Strongly agree
Agree

Disagree

Strongly disagree
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29@

21.

22.
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Were you referred to specific options for speclal help (e.g., the
Learning Lab, audio-visual materials, etc.)?

(1) Quite frequently
(2) Frequently

(3) Sometimes

. (4) Seldom

~(5) Never

Was a sequence of writing skills evident in the organization of
the course?

(1) Very frequently evident
(2) Frequently evident

(3) Sometimes evident

(4) Sometimes absent

(5) Absent

Were your papers graded promptly?

(1) Always very promptly
(2) Usually promptly

(3) Sufficiently proamptly
(4) Sometimes late

(5) Frequently late

Did your instructor provide you with suggestions for improving
your themes?

(1) Always
(2) Usually .
(3) Sometimes
(4) Seldom
(5) Never

B ——

How were these suggestions presented to you?

_ (1) 1In writing
__(2) Verbally in conference
____(3) Both

Were the instructions and requirements for each paper clear?

(1) Always clear
—_ (2) uUsually clear
_____(3) sSsometimes clear
______(4) sSeldom clear
_____(5) Never clear
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Did the instructor explain the instructions and requirements when
questioned about them?

e (1) Always l
(2) Usually '
(3) Sometimes

(4) Seldom

(5) Never

[ ——

Did you find that your grade was based upon stated instructions and
requirements?

(1) Always
(2) Usually
__(3) Sometimes
. (4) seldonm

, (5) Never

How many times did the instructor schedule private conferences for
the entire class either in his(her) office or in the classroom?

M1 o
I ) R |
3 2
) 3

(5) 4 or more

How many 'additional times did you confer with the instructor out-
side the formal class period?

) o
— 2) 1
— 3) 2
e (B) 3

(5) 4 or more

Do you feel that your writing skills have improved during the

course?

(1) Very much improved

(2) Much improved

(3) Improved

(4) Somewhat deteriorated

(5) Considerably deteriorated

il

To what extent have you been able to use the communication skills
learned in this course in other courses in which you are enrolled?

(1) Quite frequently
_(2) Trequently
(3) Sometimes
(4) Seldom
(5) Never
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TABLE 4

% of Positive Responses to Attitudinal Questions
on English Composition Student Questionnaire
December, 1974
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APPENDIX D
Composition Instructor Attitude Survey

Would you please fill out the following survey as conscientiously as
you can. We have in a number of situations evaluated the students'
perceptions and attitudes, but this is the first time that a system~
atic evaluation of your feelings have been requested. They have often
been requested and often freely given without request, thankfully;=’
but those experiences have never been formalized enough to develop a
Divisional profile which could be periodically reviewed to ascertain
our stability and growth.

I prefer that you do not sign your name or identify yourself in any way
on the form. If you would like to make personal remarks or discuss any
of the items later, I would be most happy to spend time with you.

Thank you. ' .

1. Are you convinced of the adequacy of the present six-hour English
requircement for graduation with an associate degree?

A, Very firmly convinced
. B. Firmly convinced
 C. Convinced
_____D. Somewhat question

E. Strongly question

2, Are you satisfied with the sequence of the overall composition
courses from Engl 100 to Engl 112 (realizing that nothing is per-

fect)?
__A. Very well satisfied
_B. Well satisfied
€. Satisfied
_____D. Somewhat dissatisfied
_ E. Very dissatisfied

3. Do you feel that enough flexibility exists in grading compositions?

A. Very firmly agree

“—: __ B. Firmly agree
—C. Agree
.. D. Bomewhat disagree
- E. Strongly disagree
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10. Do you feel that the composition courses are adequately organized?

e A. Very strongly agree
- B. Strongly agree
____C. Agree ‘
—— D. Somewhat disagree
E. Strongly disagree

11. Do you feel that constructing the two student models books has
proved to be a good investment in time and energy?

A. Very strongly agree
B. Strongly agree

C. Agree

D. Somewhat disagree

_E. Strongly disagree

1]

12. Do you feel that you have rapport with most compesition students?

____A. Very pronounced rapport

— B. Pronounced rapport

— . C. BSatisfactory rapport

. Do Somewhat less than satisfying rapport
E. Unhappy rapport

‘ - - P - .
13. Do you feel that the concept of objectives as exemplified in our
composition courses is advantageous?

Very strongly agree
Strongly agree
Agree .

. Somewhat disagree
Strongly disagree

11l

RN

14. Do you feel that you have ample opportunity for creative activity
within the Communlications Division?

A. Very strongly agree

B. Strongly agree

C. Agree v
D. Somewhat. disagree

E. Strongly disagree

15. Do you feel that the composition courses are over organized?

__ A, Very strongly agree
__ B. Strongly agree
C. Agree
D. Somewhat disagree
E. Strongly disagree
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Do you feel that the general reputation of the composition program

and staff
tors, and

*
——

e B < I

is a positive one among Students, faculty, administra-
community?

Very strongly agree
Strongly agree
Agree

Somewhat disagree
Strongly disagree

Do you feel that the composition sequence is orientated toward
practicality?

=IO O W

1]

7., and 8.

courses?

Very strongly agree
Strongly agree
Agree

Somewhat disagree
Strongly disagree -

Are you satisfied with the objectives for the following

6. Engl 1057

A. Very strongly satisfied
B. Strongly satisfied

C. Satisfied

bD. Somewhat dissatisfied
L. Very dissatisfied

A. Very strongly satisfied
B. Strongly satisfied

C. Satisfied

D. Somewhat dissatisfied

E Very dissatisfied

A. Very strongly satisfied
B. Strongly satisfied

C. Satisfied

D Somewhat dissatisfied

E. Very dissatisfied

Do you feel that you are a strong composition teacher?

Very strongly agree
Strongly agree
Agrec

Somewhat disagree
Strongly disagree
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16. Do you feel that the instructional load in composition (# of stu-
dents, # of sections, and # of papers per course) is realistic?

A, Very strongly agree

_____B. Strongly agree

_____C. Agree

_____D. Somewhat disagree
E. Strongly disagree

17. Are you convinced that enough opportunities exist in the composi-
tion sequence for a student to learn how to write competently if
he desires to learn? (This does not assume to negate necessarily
any additional future learning optionms.)

Very strongly agree
. Strongly agree
Agree

. Somewhat disagree
Strongly disagree

=00

|

18. Do you feel that the concept of the Learning Laboratory attempted
here is a viable force in a composition program?

A. Very strongly agree
B. Strongly agree

C. Agree _

D. GSomewhat disagree
L. Strongly disagree

19. Are you satlsfled with the present placement procedures in compo-
gitfon classes?

A. Very strongly-agree
'B. Strongly agree

C. Agree

D. Somewhat disagree
_E. Strongly disagree

11

20. Are you satisfied that such courses as Business Communications
should be taught within the Communications Division?

A. Very strongly agree
B. Strongly agree

€. Agree

D. Somewhat disagree
E. Strongly disagree

21. Do you feel that teaching composition in the Cammunicacians Divi-
slon at 1CC 1s self-fulfilling? ~ :

A. Very strongly agree
.B.. .Strongly agree. .

C. Agree

D. Somewhat disagree
E. Strongly disagree
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Do you feel that the interactions of all the members of the
Division provide a constructive force in which to work?

A. Very strongly agree
B. Strongly agree

C. Agree

D. Somewhat disagree
_E. Strongly disagree

11

Would ygu‘bfiefly state which, in your opinion, is the greatest
weakness of the composition sequence. (Don't just name a course,
please.)

Briefly .state which, in your opinion, is the greatest asset of the
composition sequence. (Again, please don't just cite a course.)

Briefly mention suggestions and recommendations which you would
like to see considered for improving the composition program.

Ai

]
]
[«



APPENDIX E

COMPOSITIONAL QUESTIONNAIRE

A Summary of Results

Prepared by
William M. McNett, Chairman
Communications Division

August, 1972
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Over the past three years since I have been Division Chairman,
several recurring statements have been directed toward me concerning
the quality of instruction of composition at Illinois Central College-~
statements such as: "Are you sure you're teaching something to the

students in composition?' 'Are you sure you're teaching anything to

them?" Those are rather barbed questions te which I think there are
obvious answers. But a more important question which seems to underlie
these questions and which has been stated several times by people in
Administration is, "How much have you taught students in composition?
If you have taught them something, how much have you taught them?"

That problem is much more important as far as I am concerned. The kind
of research required to give adequate ‘evidence to it is rather diffi~
cult to accomplish for a number of reasons. The first and most obvious
is that very few people have ever really tried to guage the amount of
improvement in composition. I think that the National Council of
Teachers of English, the Association of DeparémEﬂts of English and the
National Council of English Educators have all been remiss in nét
attempting to answer this kind of question. However, there is a good
deal of sophistry in the English departments which states that English
composition is an art, is too subjective, and cannot be measured by
arithmetic techniques. This attitude has been evident at the National
Council of Teachers of Engliéh in the resolutions adopted by that body
which say that formal testing procedures are absolutely invalid and
behavioral objectives should be aE'Besg weighed very conscientiously
ngorg being adopted and that teachers should reject all attempts to
ijchLff the attaloments In English, both in 1iﬁerapufe and composi-

tion. Consequently, we deserve some of the criticism which has been
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geared in our direction. Also, it is understood why some English de~
partments would drop compositional programs, since éhéy were unable to
prove the actual improvement in writing ability by students. However,
I feel that much of this attitude is aicapéout and that we have not
done nearly as much as we could to substantiate the amount of good in-
struction which goes on in composition classes.

Consequently, the I.C.C. Communications Division is attempting
to put together information which will provide substantial evidence to
the fact that we are teaching students something, and not only that:
we're going to try to establish how much we havéutaugﬁt. This portion
of the report will center its attention primarily upon the student
questionnaire which has been administered twice now té campgsi;;énal
classes, once té students in the composition Engl 111 course in Febru-
ary to students who had been in Engl 110 during the first sémester.
The second administering of the questionnaire was at the end of second
semester for students who were then in Engl 105, 110, and 111. The
reason for including all composition courses is that we were interested
in finding a cross-section of all compasiti;n student responses to
their compositional instruction rather than aiming our efforts at only
Engl 110,

The questionnaire administered during February hasla draw-~back
which could be interpreted as an attempt to control results, that the
questionnaire was administered only to those people who had gone from
Engl 110 to Eﬂgl 111. The fact that we were administering the ques-
tionnaire to that body was not at all that we wanted to control results
but that we were being required to attempt to justify that composition
course and instructional loads after the semester was already at an

end. The most advantageous way, therefore, to question those students
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who had been in Engl 110 was to locate a graup in one spot, and that
group was located in the Engl 111 class. The questionnaire which was
delivered in May, I feel, is a much more honest questignnaire in that
it was administered in all three of our bread-and~butter compositional
courses-—to students who were just finishing the course and to many
students who were not planning obviously to continue in sequential
composition courses. We felt, therefore, that we were getting a better
cross-section of those who might have been unhappy with the course
than we got during the first questionnaire administration. The per-
centages specified in this report are taken from the questionnaire
administered in May, 1972.

The one criticism of the May questionnaire is that it was
given-at the option of thé instructor. Therefore, certain instructors
who may have chosen for one reason or another not to administer the
questionnaire did not do so. However, I really feel that there is
enough of a cross-section of the population in student composition
enrollment to overcome those kinds of objections. The total number
of studenté who took the questionpaire in February was about 520, The
total number of students who took the second questionnaire, the one
offered in the spring, was approximately 285, Of those taking the
questionnaire in the gpring, appfaximately 70 were iﬁ Engl lDS;
approximately 60 were in Engl 110, and 163 were in Engl 111. I feel
that this is a pretty good cross-section of our second semester com-

_‘pﬂsitian makeup!

What this questionnaire shows is that the composition program

at 1.C.C, Is a pood sequence, well received. The students who con-

tracted with us to purchase one of our services were not only satisfied
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with our product; they were pleased with it. I think that is signifi=-
cant. Many of our students were weak high-school English students.

~-- They were forced to take it, and they resented it. Considerable bad
instruction which occurs frequently in the high schools helps to
solidify the students' resentments and their lack of success. We have
been able to overcome many of those negative attitudes which students
often exhibit toward English in the high schools. When 88.8% of our
students state on the questionnaire that they have benefitted from our
courses, we Know that we have more than earned our keep. That figure
does not tell us how much they actually learned, but it does tell us
the degree of satisfaction which they have derived from their courses
and that is one important ingredient, I feel, in justifying the course
and the amount of good, quality instruction which has gone on.

J' An even greater percentage, 98.5%, felt that the course was
well organized; whereas only 9.8%7 felt that the course was not practi-
cal. The questionnaire iﬁdicated 73.6% said that they felt that "fre-
quently" to 'very frequently” they could see a sequential arrangement
of writing skills being taughﬁ, while 70.1% felt Eﬁat their skills had
reen "considerably impravéd“ in the caurse‘%hich they had just finish-
ed. In additdon, 95.7% felt their skills had been "adequately im~
proved." This overwhelming percentage is a significant numbérgf

But in additioﬂ to such general comments, we asked more partic-
ular evaluations by the students. Concerning the instruction, we found
that 55.7% of the students had\had two or more formal private confer~
ences with their instructor whereas 33.5% had had four or more total
opportunities to discuss compositions in ccnferenées out of the class-
room. They surely have received ample private criticism both positive

and negative from their instructors, who have in turn demonstrated
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interest in their students' progress. Interesting classroom presen-
tations were indicated by 85.8%. That is, I think, a very exceptional
percentage because English composition is very difficult to make in-
teresting without lowering it to the point of empty faddism.

Eighty-two and nine-tenths per cent felt that their grading had
been adequately performed, that it was based upon the objectives, that
students had been told what they were expected to do in their composi-
tions, and that the grading was actually based upon what they were told
they were supposed to do. Ninety-three and one-tenth per cent said
that objectives were clear and precise, and 92.5% said that their grad-
ing was actually based on those specified objectives. Continuing,

B9.97% said that they had received pcsitivé éaﬁments about how thelr
papers could be improved, and 95.5% said that their papers had been
graded promptly. 1In spite of the fact that the teacher might have been
a hard grader, at least the students knew what the teacher was demanding
of them; They were satisfied with that; |

Another aspect of the composition program which we were attempt-
ing to clarify in this questionnaire was the amount of writing which
actually goes on in the course. It is an adequately known fact that in
many institutions students are not required to write very man§ themes |
(sometimes none); and both the assignments and the grades are deter-
mined by the student himself. Since we here openly declare that we
really do teach composition rather than give 1lip servic§ to it, we
were interested in establishing:the amount of writing tﬁat goes on.

In Engl 105, only 7.9% said that they wrote fewer than 9 themes; 817%
said they wrote 9 themes; and 11.1% said they wrote more than 9 themes,

Consequently, 92.1% said that they wrote 9 or more themes in Engl 105.
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That is an avetéga of more than 1 theme every 2 weeks, and it becomes
obvious that those ‘students write a good deal in Engl 105. The sylla-
bus in Engl 110 says that students will write 9 themes. However, 5.2%

said they wrote fewer than 8 while 6.9% said they wrote 8. That is

12.1% who said they wrote fewer themes than the syllabus has actually

stated. That number is small enough, however, to assume that the same
thing happened on the spring questionnaire as occurred on the February
questionnaire--the studeﬂt'pfgbably merely forgot in some cases how
many writiﬁgs he had actually performed. The actual number of students
reporting wauid indicate this percentage is really quite small. At
any rate, 82.8% said that they wrote the 9 themes required by the
syllabus and 5.2% said that they wrote more than 9 themes. The 5.2%
group probably were also in error. The overwhelming number who wrote
the 9 themes indicates that the teachers are performing the requirements
as;éiaged in the syllabus. The Engl 111 students had greater variations
in their responses than either of the other two. For instance, 60.1%
sald they wrote more than what the syllabus suggested. Nineteen per
cané said that they wrote 8 or more themes, iﬁdicac;ng that some teach-
ers were requiring rather more writing in the Engl»iiiigéﬁﬁge than was
specified in the syllabus. f

In additlon to these basic themes which were turned in, however,
a number of rewrites were demanded by instruétgrs- Only 33% of the

students did not do any rewriting in these courses, and 12.2% said

_that they rewrote from 5 to 8 of those themes. ‘Obviously, a good deal

of additional writing and grading had to be performed in the process
of rewriting of those themes. And less this be assumed to be a nega-

tive aspect of the compositional program, 87.9% of the students
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questioned '"agreed' o "strongly agreed” that unsatisfactory papérs
should be rewritten by the students . Comsecuently, the teachers were
performing in a manner thatwas not oly accotable to the students
but recommenided by them.

Asother aspect of our writing programm vhich we were concerned
about inh the design of the qes tionraire vas the Writing Clinic. The
Writihg Clinic 15 a supportive servdce tothe compositional progran,
and thetefore, it is constantly wder su wei llance because the program
is retalned actually as an expenge ftem with ot income. since there
are g0 stydent credit hours accunlated throwgh the Writ ing Clinic and
since pTofessional help is used In the Writiag Clinie, it is an expen=
sive sexvite which we perforn. If itis not functioning adequately,
then it is not only within our preroptiwe toclose the Writing Cliniec,
but it As our duty to do so.

We kmew that response during the spriing semester had been better
than In previous spring semesters. Hwewer, w found that 80.6% of the
studeits seldom or never used i, We leamed also that 65.5% of the
students said that they were newver referred toit. However, 68.6%
found it usually or alvays helpful when they took advantage of it. The
¢bvious corpiclusion is that it is a valuabrle service when the teachers
Tequite Or request the students to agtend {t. Although we have posted
rotices about the Writing Clinic, althoughwve lave placed posters about
it, although we have put notices in the hands of instructors which were
£o be redd in all compesition classes, stwdents still say that they
really have not been informed about the Writimg Clinic. Neither were
they required to go there, ror were they xefemxred to it. Obviously,
we must strengthen this advertisdng progran imorder to achieve the
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best results from the Writing Clinic. Misgs Bertha Berman and Mrs.
Mary Jordan, who together worked in the Writing Clinic as part—time
help during the spring semester, commented frequently that the number
of students attending the Writing Clinic was much greater during the
spring semester than had been the case in previous semesters. The
full-tipe instructors who were also working in the Writing Clinlc at
the time discussed the fact that there was a much greater clientele
i the spring than in previous times. A Full report is still in the
of fing from Mrs. Jordon and Miss Berman.

In conclusion, I would like to emphasize that the responses
which students made on the questionnaire exhibit a high degree of re-
spect for the Eﬂmpcsitinn program at I1.C.C. It also reflects the high
degree of competency and conscientiousness with which the instructional
staff has performed its professional abligatigéé; they should be highly
commended for the quality of their work. I would hope that student
evaluations could indicate the same degree of competency throughout
the canpus. )

If we assume the credibility of students' opinions, and the
student-centeredness of the College would suggest that we do believe
in it, then we have to say that the student body which has enrolled in
the compositional program has been sufficiently satisfied, in fact,
very well pleased, with the kind of instruction which they have re-
ceived here. I feel that this is one significant ﬁeasure of the worth
of our program, and I think it answers at least in one way that stu-
dents have learned sovw thing in our compositivu program. It is also
some Ind feation of how . ch they have learned. The very extent of
thelr satlsfaction as indicated by the questionnaire is an indicator

of the extent of thedr learning. But that will, hopefully, be
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reflected more adequately in mathematical terms in a report which will
be developed in the fall semester of 1972-73, In the neantime, the
Communications Division of Illinois Central College has given good
satisfaction to the students who have come to us for service and each
of Illi-

of those satisfied customers represents a vote in the future

nois Central College.
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