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English teachers across the country, practices which we recog-
-.nize as everyday, carefully determined responses to our students’

Preface

‘ / ,

The topic for this year's Classroom Practices was inescapable. In
Novémber 1976, in Chicago.' the participants at the annual open
meeting of the Committee on Classroom Practices in the Teaching
of English debated the merits of several topics. but invariably the
discussion returned to a stdnd on the “basics.” This issue of
Classroom Practices, we felt, must showcase the practices of

need to use language effectively and easily. .
During the fall.-winter, and into the spring, the call for manu- .
scripts-appeared in Language Arts, English dournal, and College T
English, as well as in newsletters and ‘journals of many NCTE
affiliates and in various subject-related publications. Seventy-one - |
manuscripts from twenty-four states arrived for the Committee’s |
consideration. Committee members Jeffrey Golub, Sandra Seale. .
Gene Stanford, an({ Raymond Rodrigues assisted the editor in -
reading and evaluating the material submutted by chssroom -
te,ac‘}fers. of English, speech, and reading; curriculum coordina- :
tors{ and supervisors; department chairs; program directors; a
librarian: an elementary school principal; and a college dean.
The book, given its name-by the participants at the November -
meeting, is organized in six sections, each tevoted to a language _
skill Not surprisingly, in view of the fact that the NCTE Secon- -
dary Section declared this a “Year of Composition,” a large
number of the articles address that topic.
Phis issue. like its predecessors. is an interesting reflection of |

* the collective mind and temperament of outstanding teachers of

English. The committee believes that Teaching the Basics—Really'
will be a valuable source of ideas for language arts instruction.
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" Introduction .

; .

“Teaching the Basics—Really!” is exactly what we're doing, and -
doing better now than ever before! This is the assertion made by
. this issiie of Classroom Practices in the Teaching of English.
‘Qileachers of Enflish language arts know what “the basics” are
and, contrary to some well-intentioned but uninformed gritics,
have not failed to give the basics an appropriate plag and
emphasis in the English language arts curriculum. Reading,
writing, speaking, understanding and appreciating language are
central-to our discipline. And with a constantly developing com-
mand of these basic skills, our students will be able to proceed
with confidence to discover amd communicate éheir views on
subjects important to them: These students, will acquire a ‘mini-
mum competence, to use currently popular! jargon, in the skills
that a literate society requires of those who would be fully
participating members. 7
+ The often strident demand to “return to the basics” arises
'generally from a feeling that we as a society aresfailing to cope
with our problems. It represents a simplistic solution that is
neither novel nor, in view of the attraction nostalgia holds, sur-
prising. For many adults, the world of their youth was a happier
time and place. Problems existed in those days, but they were not
overwhelqung. What memories remain of elementary and second-
_ary schoot days are largely pleasant. From their language arts
instruction, adults remember Tom Sawyer, Silas Marner, and the
Headless Horseman. Some can still recite the opgning lines of a
Hamlet soliloquy and will do so at the slightest provocation. They
remember the spelling tests and the drills on nouns, verbs, adjec-
tives, and adverbs. The parts of speech were undoubtedly of
major importance because teachers taught them over and over
year after year. Not so well remembered is the time spent writing
letters, poems, and compositions. As a consequence of their less-
_ than-complete memories, many adults are persuaded that their
writing skills stem from the time they spent learning agreement .
of subject and verb and in practivc{ng ‘sentence diagramming.

Xi
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Such reCollections notwithstanding, the fact i1s that whatever
mastery in writing was achieved came about as a result of the
student’s “languaging” often, and in the process learning to recog-

~ nize the power of languageand to respect its system and order.

Experience has shown that the greater the activity with lan-
guage, the better and more lasting the results. The classroom
practices submitted for this publication clearly show lariguage
arts teachers hold this conviction, which can be buttressed with
the findings of some 'thirty years of linguistic scholarship and
+ with the wealth of receqgt research about composition. Under-

standing the writing process more fully enables us_ to teach basic .

skills with gredter success.

The teaching of English transcends the penmanship, spelling, —

and grammar emphasized in arguments about the basics. Those
are important skills whith should be and dre being taught. But
they are not enougﬁ and must not be taught in isolation. Aleng
with listening, speaking, reading, writing, and appreciating lit- .
erature, they must be taught in contexts that guarantee a con-
tinuous reinforcement of each skill by the others. English teach-
ers have not lost faith or abandoned instruction in the basic
-communication skills. Rather, they-have drawn strength from the
knowledge that “language is a communjcation process, and that
the whole of communication is much greater than the siim of its
parts,” as the SLATE Steering Committee explained in its Aug-
ust 1976 bulletin, What Are the Basics in English?

The purpose of this book is not $ put.English teachers on t
road back to the basics, for that road has always been well
traveled. But we hope that this collection will provide some fresh
approaches, and new insights to make that road less bumpy.

L * Quida H. Clappl

Foy
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"0 “three Rs,” reading may be the most basic of.all. But basnc

certainly doesn’t‘mean simple. Reading is a hjghly camplex pro- -

cess involving innumerable skills. Helpful classroom - eas, Yor »
strengthening some of these skills in our students-are oﬂfered in*
this chapter. Articles endorsmg early emphasis on critical read-
ing skills, developing an abilitysto pick out key words, using a
cloze procedure to encourape use of context cues, and présenting
exercises to clarify transitional language all work to develop
necessary skills in reading. Finally, an assessment- prescnptnve
.modé¢l for use with college students is provided.

The busine&s of teach.mg' reading is as complex as the reading
process itself. These ideas are meant to make that teachmg more

effective. . v .
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_ Three Ejle.m‘é‘n{:s of.Critical S

" Reading, .,

»

~
~

- . N

Arthur E: Smith, State Univérsity College at Brockportl-:

] ' .

Critical geading is often placed at the upper-énd of reading sk,!ﬂlﬁi

hierarchies. This suggests that the skills of eritical reading ‘can"pe
mastered only after a reader is fully proficient at several levgls
of preceding skils.-However, instruction in.critical reading r;éed

not be delayed ‘unfil a student_shows complete mastgry of “ear-*

lier” reading skills. In fact, it is not only-possible to tgach critical
readihg ‘at an early level, it is 4bsolutely imperative. The akility
to read critically is of paramount importance in a democratic
society where there is open competition, for people’s opiniéns and
peliefs. Indeed, critical reading is basic to.survival in our society.
* Critieal reading broadly refers to.those aspects of comprehen:
sion which involve the reader in an assessment of -the author’s

intent and a recognition of the devices used by writers’to in- "
fluence the reader. The following suggestions are intended to

introduce critical reading skills at the intermediate/middle school

level. Critical analysis of the-printed word in advertising is

- - emphasized.

P

Wbrq Selection s

" One simple technique which can help readers to look at advertise-
1fents ‘more critically is to omit .modffiers while reading adver-
tising copy. Phrases such as “race-car precision” and “luxurious

e"ggmfort" appear’ less impressive‘and‘ more realistic when the’
atjectives are deleted. A variation of the advertisement is the
festaurant menu. A class might examine several menus from -

local *restaurants and -then create th'gir qwn menu which would
“garnish” the offerings from the sghbg] cafeteria. .
Readers also need to be aware’ th#t- advertisers frequently
capitalize on the connotative meanings 'of wordg to influence the
public. does the real estate ad refer to a “home” rather than

I

‘ .

;" ‘i -

.
]
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Three Elements of Critical Reading e 3

a “house”? How do pairs such as “slender/thin” or “vagabond/

P tramp differ In theif suggested meanmgs" Most youngsters are

. familiar with the names of automobile models; students could be
asked to examme the reasons that Detroit spends hundreds of ~-

thousands of dollars to oomée up with names like Cobra, Cougar,

Monte Carlo, or Aspen. What other animal or place names éan

students list which might suggest those qualities that an auto
manufacturer would want to project? - -

'Use of Statistics . © @

While statistics ca‘ studied to an advanced l(%l there are also
some basic considerations with which the developmg réader ean -
- begin. One of these is the difference between “median” and
“mean” as types of averages. An- eager young schoolchlld re-
- sponding to-a magazine ad 8 door-to-door sales work, might be
impressed by'the statement that “Last summer, the average
student salesperson earned $500.” This could -be a misleading
“average” including the one exeeptional person who earned $4,000
and all the others who earnéd eloser to $50 each.
Angther method of manipulating statistics is to present figured
on a graph which looks favorable to the.advertiser’s position. For,
“instance, ani advertisement for a pain relief remedy may display a
graph suggesting a dramatic drop in the pumber of headaches
within hours of taking the medicine. The 1mp11cat10n is that the
. medicine effects the relief. Not shown would be a graph plotting
headache relief among people’taking no medication. This.graph
~ might be angembarrassment to the advertiser if it closely paral-
s leled -the graph, suggesting that no treatment at all
appeared tp as effective as~medication in* reducing pain.
For the teacher of a self-tdntained class, this element of critical
reading offers an opportunity to integrate the studies of langruage
and math. Students can q'mckly se€-how these d}scmlmes can help
- them in the “real world.” Sets of data and hypothetical situations -
can be given to students who then decide the fa1regst way to
- — present the information an’@ ‘how that same information mlght
appear in an advertlsemenb .

Fact/Gpi_nion Distinetion .
Another major skill of critical reading is distinguishing fact from
opinien. The consumer must decide which of the many “state-

-
- -

- t
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4 ’ About Teachmg Reading.

ments of fact” appearing in advemsmg copy are truly factual and
which reflect the opinions of the advertiser. The teacher might
display a full-page color ad from a national magazine which
proclalms a particular auto to be “the quietest riding car in
America.” How do we know? Because the manufacturer sdys so?

- Because Kevin’s father drives one and he says so? A discussion

’

will easily ‘develop about sources of jnformation and objectivity.
The investigation ‘might be contipued as!students write to the
marnufacturer for supporting evidence. Government agencies and
independent consumer groups might also be contacted and their
replies compared. *

At other times, students may do their own research to test the

. .gtatements made in advertisements. Brands X and Y of paper

towels can be carefully checked for their “wet strength.” Parallel
patches of linsleum tile can be treated with two different brands
of floor wax and observed for deterioration of the shine. A cluster
of other skills, including planning, observation, and record keep-
ing, would be involved in such activities.

Even valid studies are often used to suggest conclusions which
do net necessarily follow from the research results. Consider the
statement, “Our cigarette has been shown to be lowest in tar and
nicotine of any cigarette on the market today.” Assuming for the
moment the truth of that statement, the reademust be taught to
look beyond it and ask, “What does this ad imply?” The manu-
facturer hopes the ad will convince the readersthat the cigarette
is not harmful to their health. Certainly such an ext’rapolatlon
from the facts ¢ould not be justified.

There are other elements to be considered 1(1 critical'reading,
but word selection, use of statistics, and fact/ominion distinction
are thr&e that can be easily used to introduce stu(ﬁrts to-methods
of manipulation employed by advertisers. Such an ntroduction
actively involves students in their own learning as they seek out
advertisements which exemplify tertain techniqugs. These exam-
ples can- be labeled and displayed in the classroom. As a further
step toward active involvement, students can create their own ads
using the manipulation techniques they have been s ing. These
ads could then be shared ‘w.ith classmates who woul to identify
the technique used. These activities should help to develop some of
the basxc <skills critical to an informed consumer.

A
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. Structuring Cbmpr‘ehénsibnrwith
Key Words ‘_ :

Thomas P. Fitzgerald. State Education Department, Albany,
New York -

Philip M. Connors, John F. hennedy Junior High School
Enfield, Connecticut .

We have all encountered students.who are able to read words but «

+» do not seem to understand the content of what they read. We ask
ourselves what techniques we might use to improve the reading -
comprehension of these students .
One basic element in the comprehension process is the attend-
*ing behavior of the reader. A student may be skilled in decoding
but,still be unable to process the flow of language. Language arts
teachers can translate these concerns jhto instructional questions.
Are the students aware of the available cue sys¢ems in language:
orthographic, syntactic, and sémantic? Are they using thése eues
to assist their processing of information? What techniques might
be employed to help develop these skills?
Comprehending information is an active process in which the
reader decodes a message and then encodes it into me

Usually the printed message and-the encoded message do not = :

have a one-to-one reladonship” Rather, the reader identifies the
semantic intent of printed message and stores that infor-
mation. One strategy which has encouraged students to process
actively while reading is to have them recast the printed message
into a second form. Outlining, surg%l\zmg identifying key Words,
and structuring ovérviews are exampﬁ% of recasting.

This article focuses on the recasting techniques of key words
and structured overviews. Students are asked to idemtify what
they perceive to be the essential words in a message h/ft ‘whether
a sentence, paragraph, or selection from literatur Thls tech-
nique encourages the reader to proces$ actively, tecast the
information, and to utilize the language cues inh fnt in the

, mesSsage unit.

L]



Stfucturihg Comprghension with Key Words ‘ 7

’ Students may be introduced to this procedure through a dis-
cussion of the core sentence related to both syntax and sémantics.
The selection of words; the order of sentences for emphasis, and
the redundancy of language should be analyzed. Students may
thep generate a list of criteria defining key words at the sentence
level, such as: (1) critigal to the meaning of the sentence, (2)
related to.sentence core.-and (3) difficult to predict from context. ~
At the paragraph level, one additional criterion may be stipu-
lated: that the key words, when linked, 1nd1cate the paragraph v

" development.

This explication of the key word techmque should be followed
by-an introduction to structured overviews emphasizing the rela-
stionship existing among the key words. Each student should
ractice both of these techniques, and then (1) tabplate selected
key words, (2) discuss what words are “key” to the meaning of the
message, and (3) analyze relationships through the use of struec-
tured overviews. e,
The versatility of these techniques is highlighted if we review
their use at different levels. Selecting key words is directly -

i affected by the compleyity of the sentence. Examine the following

two sentences and select those words'you feel represent key words -

according to the three-part definition prevnousl» dyscussed '

)

AN

1. My 1mm1grant {ather moved to Brookl)n in eearch of a JOb

2. Maryann endured a long, painful recovery. and she [feared-
the day she would~have to report back to work. * -

-

- Based on the parameters set by the definition, students might
select as keys such structural words as fdther, mored, and-Mary- - -7
ann, endured, feared. They might recognize as key words the -
agent and results (i.e., father, Brockiyn, Job and .Maryrmn recor- o '
ery, feared) indicating the embeddéd-thoughts i these sentences.
Obviously no answer is wrong but each selection has a degree of
" “rightriéss™ some reveal a highendevelopment of language aware- '
ness. Choosing words such ag my, moved, and search {rom the first .
.sentence reveals a mnsreadmg of its core message. - ’

= The discussion following ‘the' selection process provides an ex- | .

. change of ideas as to.why certain words “key” the central mean- s
ing of the sentence. Here, the teacher draws attention to the
‘syntactic and semantic cues: eore parts, clauses, and words selected -

. and sentence order arranged by the writer. By rearranging the
first sentence, the ergphasis or meaning of the sentence is altered.
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-8 ‘ ] Abott Teaching Reading

In search of a job, my immigrant father moved to Brooklyn.

As an immigrant, my father moved to Brooklyn in search of
a job.

" Moving to Brooklyn. my immigrant father searched for a
job. ’ ’ '

’

°

At the pamgraph level. students are asked to select the key
words and arrange them in a structured overview to-demonstrate -
the relationship among them. Students may design their own
structure to match the organization and-development of the
selectionf read or may employ one of the four formats provided.
Students using key words in-a st ured overview are actively
processing the message and atte:ﬁmgju language cues.

detail " detail

detai}

Fig. 1. Sample formats for analyzmg ‘paragraph structure.

The flexibility of this basic technique allows the teacher to
focus on selecting key words related to such language arts skills

" as: (1) character development. (2) story development (plot. setting.

tone). (3) author’s purpose in writing. (4) specific organization
(main idea. focus, detail), and (5) embedded thought in sentences.

_Here, the teacher directs the students to select those words which
key the meaning or development in one of these areas. rather than
the entire selection. :

' 19 .
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Structurmg Comprehensxon with Key Words ‘ 9

Al

The techniques of key words and structured overviews, by
setting a purpose for reading, prompting the’ use of language
cues, and recognmng re1atlonshxps between words and sentences,
help students to more actively procegs and understand what they
read. £electmg key words and recasting them in a structured
overview permits wide apphcatlon by teac-hers, while requiring
little initial training for ‘students. "

-
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Flll ng in the Blanks : :
" Usil g the Cloze Procedure for
Te chmg Basic Skills . .

Dougllas A. Tomas, University of Houston _ .

" Thotpas Newkirk,- University’ of New Hampshire

A New Yprker cartoon shows a man sitting in a downtown plaza
staring at the talljpuilding across from him. At first glance there
appears fo be nothing special about this scene, but a second look

Is 4 huge gorilla trapped inside the building. In a sense, we _

complet¢ the picturt of the building based on our expectations
and a fe blqhof visual information only to find out a split second
later that we have been fooled. The act of reconstructing a who

on the asis of parts and expectations is a natural human activity, ~2

one tha} is crucial in the reading process. F-r -x-mpl-, - th-nk y--
w-il h-§- I-ttl- d-ff-c-It- r—-d-ng th-s -v-n th--gh th-r- -r- n- v-w-Is.
The' ploze technique has been well validated as a means of

assessipg reading level (Rankin 1969). Briefly, studeénts are given,~

a passage in which every nth (5th, 10th, 20th, etc.) word is deleted

" until there is a total of about fifty-five blanks. Students then fill

in the| blanks with the words they “guess” were deleted. In
scoring, the teacher counts only exact replacements. Synonyms

, are not counted because the percentages allow for even the good

reader to make a number ‘of inexact replacements. Also, scoring
is made easier since the teacher does not have to determine the

- _____adequacy of a synonym. Students who fill in 61% or more of the

blankd are reading at the “independent” level; they can read the
material without teacher assistance. Students replacing 41-60%
correctly are reading at the “instructional” level; they can read
the passage, but may need some prereading assistdnce in areas
such as vocabulary. Those students scoring less than 40% are

; reading at the “frustrational” level; the material is sxmply too
difficult for them. . .

This means of assessment has been*shown to correlate highly
with standardized reading tests. The cloze tests can be easily

constructed and scored by the classroom teacher. The techpiqué is ~ ’

\ ’
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wfar less time-consuming than administering either standardized
tests or individual oral reading inventories. Most importantly, #
is flexible; the teacher can use this technique on different days
using different types of reading material.

Considerably less emphasis has been plac%e(gn using the cloze
procedure for purely instructional purposes. earch has shown
that simply having students fill in cloze blagks does not improve
reading comprehension, and it is not difficilt to imagine how
tedious this could become after a while. But there are other
classroom uses for the cloze procedure; some suggestions follow.

Closure and Word Attack

One implication of the work with cloze is that teachers should

" encourage students to use context clues to attack unknown words.
Methods of word attack are: (1) context—using the l_gnguage
around 3 word to determine meaning; (2) structural analysis—
breaking a word into parts (prefixes, root words, suffixe’s)‘and
dividing compound #ords; (3)-configuration clues—clues derived
from word.shape’ (4) phonic analysis—transforming the written
symbols into sounds and combining the sounds into recognizable
words; and (5) dictionary use—looking up unknown words. There
is little point in taking a dogmatic position and claiming that one__
of these is totally sufficient, However, it can be argued that
context clues, which draw upon students’ oral-aural language.
ability, should be the first mieans of word attack. Patterns of
language use that students have heard and spoken may help them
guess at an unknown word. On a more basic level, after the age of
five, children have mastered most of the syntactic rules of the
language; this gives them a tremendous tool for word attack. For
example, “I scpogged Bill in the mouth.” The student already has a
pretty good ?ea of what scrogged means. It is a verb, something
that “I” did. Not only is it a verb but it is an active verb implying
physical contact. The next sentence might give Bill’s reaction to
being scrogged and narrow this meaning down even further. In
this case, to go on to other means of word attack would probably
be pointless.

When.students have trouble with a word, instead of asking
them to sound it out or to look for smaller words in the larger
word, the teacher. mjght ask “What do you think it ‘means?” Have
them finish the sentence and come back to the word. If this is &

22
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no help, either encourage students, to go on to other means of word
attack or to give the word a tentative meaning and then go on.
This process has been called the “psycholinguistic guessing game.”
a term which perhaps overemphasizes the element of imprétision.
A more apt metaphor might be the “reader as gambler.” The
gambler must determine when it is worthwhile to take a risk and
when it would be better to play it safe. The sedsoned gambler will
argue that to play it safe is to take a risk of sorts. The reader can
choose to play it safe by not leaving a word until it has been
mastered, or to take a risk by giving a word a tentative meaning
and then going on. The danger in playing it safe is that repeated
interruptions can cause the sense of a passage to be lost; the danger
of the second approach is that too many important words may be
. imprecisely determined. So the student must gambie. How can he
become a good gambler? How can she be taught to be confident
her own inherent powers of wilhd attack? How o teachers cd
an atmosphere in which readers are willing to take risks? The

_answer to each of these questions is through instructional use of the .

cloze procedure.

In this connecﬁ:)n it is appropriate to say a few words about,
dictionary skills. Th many English classes, students are encouraged
to look, up in the dictionary any word in their reading which they
do not know. There is a rigor i this method that satisfies the

* puritan in ajhof us. But back to the odds. Virtually all formulas for
word recog?ion assume that a feader can miss three to five words
per one hundred and still read without a teacher’s assistance. What
is the price to be paid for sending students to the dictionary to try
to fit one of several general meanings into a specific context. a
process more difficult than often assumed? What does this do to
reading enjoyfnent? What price in reading comprehension is paid

. for these periodic interruptions? .

The great French essayist Montaigne. writing 400 years ago.
said of his reading habits:

When I meet with difficulties in my reading. I do not bite
my nails over them: after making one or two attempts [ give

-+ them up. If I were to sit down to them, [ should be wasting
myself and my time: my mind works at the first leap. What 1
do not see immediately. | see even less by persisting. Without
lightness I achieve nothing: application and overserious of-
fort “confuse. depress. and weary my brain

This approach to reading, although certaxﬁly not new, is sup-

.
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ported by recent research in psycholinguistics.

Different Types of Conte:gt Clues

Not only should students be encouraged to use context clues in the
cloze procedure, but they should be encouraged to try to explain
_ what clues they are using. Researchers have identified thirteen to
fifteen different types of context clues that are helpful in wotd
attack. While it would be cumbersome to deal with,all of these,
students should be aware of the more important types. One recent
study (Tomas 1977) found that 50% of the corréct cloze replace-
ments relied on three types of context clues. Instruction might
focus on these:

The first type is clues derived from language expenence and
familiar expressions” and can be illustrated by: “No one would
“thinkhe'd ______ sucha beautiful corpse.” Here the student
might “guess” the word make because it completes a familiar
expression.

The second type is tefmed * clues provnded through repetition of
words or the use of synonyms.” Obviously there is little difficulty
in’ identifying a word that has been identified béfore, but often
there are synonyms or near synoriyms.tha} can provide clues to an
unknown word: “He wasint by a lucerakng blow to the cheek. A
cut opgened and began to -drip blood.” Here it is clear that a
lacera*i:g blow is one that could open a cut. The student-might
assume that lacerating means cutting. Note that heré the signifi-
cant clue came in the next sentence. This underlines the need for
students not to stop dead when they come to an unknown word.

The third type of context clue is called “association clues.” Here
the mention of one object or concept calls forth an associated
object or concept: “The AMA journal states that brutal punish-
ment by parents is likely to be a ‘more frequent cause of death
- than such well recognized dxseases 4s leukemias, cystic fibrosis,
and __ dystrophy.”” Here one naturally associates' the
adjective muscular with dystrophy. -

It is important to have students verbalize their reasons for
certain choices. They should be consciously aware of closure
strategies. Unlike the cloze assessment test where inexfct re-
placements are counted wrong, both exact and approxxmaw sub-
stitutions should be discussed. The why of substitution is more
important than the what. “

- A
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Closure and an Exammatlon of Writing Style

Imagine, if you will, a passage in which every fifth word is
deleted for a cloze test, and imagine that you can replace cor-
rectly every deleted word. Stylistically, the passage would surely
be the dullest imaginable. In style, as in friends, absolute pre-
dictability is deadly. While readers rely on prediction, or context
clues, in all types of reading, expectatlons occaswnaﬂy need to be
violated. In some types of writing this “surprise” element is more
important than in others. Novelist Ford Maddox Ford has writ-
ten that “carefully exaiined, a good—an interesting—style will
. consist_of a constant succession of tiny, unobservable surprises.”
Mark Twain, in-a similar vein, has commented on the importance
of the author’s choice of the “right word” as opposed to the

“almost right” or expected word. “The difference between the:
. almost right word and the right word is really a large matter—.

'tis the difference between the lightning bug and the lightning.”
Tomas (1977), in a study-of thé& use of closure in literary dis-
. course, has shown that while closure was helpful in reading

discourse, the percentage of correct replacements was below that |

expected. Gradugte students in English were asked to replace
words in complete literary selections, many of which were drawn
from high school litetature texts. The normal figure for successful

replacements at the independent level (and one would expect the .

subjects to read this material at that level) is 61%. On only two of
the five prose passages were the percentages above this figure;
the average was 53.5%. But on the poetry selections, the average
was 32%. The evidence suggests that it might be possible to use
closure to study the'surprise element in literary style. .

An author can violate expectations in two major ways: by’

shifting syntax, or by choosing a particular word that would not
- be expected. We will foeus on the second type of surprise here.
Closure can be used to examine diction. One way.in which this
might be done is for the teacher to délete a particularly surprising
word choice in a piece of prose or poetry and have the students
guess the word. Invariably they will guess “the almost right
word,” which could lead to a discussion of the difference between
the author’s choice and the students’ substitutions. Two possibili-
ties are: “There is no deodorant like success.” (Elizabeth Taylor)

*1. An especially good chapter on literary style can be found in John Trimble’s
Writing with Style (Englewood Cliffs, N.J - Prentice-Hall, 1975).

[
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and “Many American parent’ have voiced the opiniep that today’s
colleges are veritable breeding grounds for premarital sex. Non-
sense. Each year literally tens of students graduate with their
virtue intact.” A third example might be Emily Dickinson’s poem

“A narrow fellow in the grass,” which contains what, may be ohe
of the most electric word choices in American literature (1tahcs
mme) Y

“

Several of Nature's People

Ty MTmTATe -
. RICTI e
p

Activities of this typg can have two effects. They can give the
student an insight into what distinguishes literary language from
commonplace language, and they can encourage the student to
transfer this 1n51ght into his or -her own writing. Each year -
literally thousands of students enter college without the sense that
a human beihg is on the other side of the writing exchange, :
~human being who needs an occasSional jolt.

Closure and the Concept of “Out of Context” .,
Thus far, the arguiment has been that context is the essential clue
in determining word meaning. If this line of reasoning is ac-
cepted, it can be further argued that words or phrases taken out
of context can be misleading. Recently, the Texas Monthly award- |
ed a “bum steer” award (given to Texas public officials who have
made the most outrageous statements) to Dallas Police Chief Don
Byrd Byrd was quoted as saying, “If you put two women together
in a squad car, they fnght If you put a man and a woman
together, they fornicate.”-He was also quoted as saying, “The
. mgg‘ers have to wear badges to keep them from killing each
other.” Byrd claimed he was quoted out of context. -

While it is doubtful that Mr. Byrd’s comménts woﬂ( have
looked any better in context, the tendency of newscasters and
g%lge to take words and phrases out of context is a process that

ents should understand. Recall the Jimmy Carter interview
. in Playboy, in /which he accused former President.Johnson of

.
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ei;l'ng and cheating. The news medla selzed this quote with feroe-
yet the interview as a whole ggve a much different impres-
gign. Carter glowingly praised Johnson’s work for ciwil rlghts
he told of the abuse he sdiffered for supporting Jolmson in
1954. The purpose of tis is not to exonerate President Carler—he
hardly needs that npw—but to suggest that as we come to rely

’ moi'e .and more on +television for news, we inevitably face ‘the

problem of statements being distorted by taking words and phrases
Qut (ff xt. Media obviously cannot quote entire “speeches.
Repo ' must excerpt and the process of dxstortlon, deliberate
or not; begins.

This process is not limited to newscasters Politicians- them

selves do it; advertisers do it; and even academic scholars do it. - -

This form of deceptiomis especially insidious because of the
seeming truthfulness of quoting the actual words someone.spoke
When one sees the word dazzling excerpted from a review, it

- ... eduld mean tHat the entire show was dazzling (this woudd surely .

be the intent of the advertise®, or the quotation eould have been
taken from a sentence such &s: “Although the costumes were
dazzling, the acting, direction, and script were simply terrible.”.
So what does dazzling mean? It depends on the congﬁ

Hgre are two activities which might help sensitize students to
the inherent gangers of taking words or phrases out of context: (1)

- Have students tafk& a book or movie advertisement which quotes a

word; phrase, or sentehce from a review, and then find the review
and detefmine whether the quotation gives an accurate impres-
gion of the review as a whole. (2) Have students locate a moderate
to negative review of a movie or book, and by taking.words or -

'phrases out of gmt.ext des1gn an advertisement whlch distorts the

revnew rd
These are only a few p0551b111t1es for teachmg basm skills using
the cloze procedure in the classroom. you tan think of

others.
N .
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Despite universal agreement that learning to reason is an impor-

tant part of education, many students can neither follow nor

construct a logical argument, since they have not ma§tered the

transitional phrases essential to mature reading and writigg.-
*  Indeed, many college “freshmen would not understand the y

mjous sentence because of its interplay of ideas and transitions.

Examining the larger implications of this inability is too great

a digression, but one fact is easy to isolate: while students cor-

rectly use connectives such as but, though and because in speech, .

they Have considerable difficulty with transitions in reading and

writing. In reatling, they often cannot comprehend unfamiliar

connectives or follow an argument. In wrjting, they ¢annot flSd

the connective that is both logically and grammatically required

for their purpose. What follows is a series of analytical exercises

used-in our developmental reading and writing courses that has

provéd successful in teaching one basnc element of written lan-,

guage: transitional phrases.

The meanings of the connectives themselves ane a major ¢bsta-

cle to masterful use of transitional phrases. Since normal speech .

uses only a small number of transitional phrases, the others must

be learned as part of one’s reading vocabulary.. Most'téxtbooks list

the connectives and their “definitions,” but transitional phrases

do not haye meanings in the sense of synonyms, the sense that
y students ‘associategwith definitions. Rather, they are structural = .
signals that refer &ontextual relationships. Thus, the best way i+
for students to learn the meanings of conneetives is for them to
first understafid the logical relations that connectives signal and
then to become familiar with the phrases in context.
. One effective classroem technique is to have students'analyze

» 'pairs of sentences and determine whether their implications are

A
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* similar, different, sequential, cause and result, or generalization
and particular. For example, in the pair

?

) There is no arguing with taste.
» Everyone is entitled to his or her own opinion.

both sayings have the same implication: some disagreements
cannot be resolved in térms of right and wrong. In contrast, the
pair
. . What 1s sauce for the goose is sauce for the gander. -
One man’s meat is another man’s poison. ’

is contradictory: the first sentence implies that if something was

g)..

good enough for one person it is good enougf for another the .

second denies this.
- Of course, not all relationships are self-evident. The pair _

_ Blessed be" the name of the Lord.
The Lord gives and the Lord takes away.

has caused several heated theological confrontations between stu-
dents who agcept the biblical because relationship and students
who insist on an even though interpretation. Such valid differences
of opinion emphasize the need for authors to explicitly signal
their' intended meanings, and this neatly introduces the next
exercise.

When students can consistently analyze logical relationships,
they then examine pairs with explicit transitional phrases and try
to infer the use of the less common, but more sophisticated,
connectives. A typical exercise is:

-

1. What is sauce for the goose is sauce for the gander; neverthe-
less, one man’s meaf is arpther man’s poison. }
. 2. There is no arguing wisth taste; moreover, everyone is entitled
B . -to his or her own opipien. .
- 3. Insofar as there is no argumg with taste that’s what makes
: a horse race. - -
4. Despite the fact that fifty million Frenchmen can’t be wrong,
~# - one person and, the truth make a nﬁgrlty

5. Strike while the iron is hot; therefore, ;ion t, put off to tomog-

row what can be done today. - gy

) Dl.lring the class’ discussion, students vereggb their analyses,
saying of sentence 1, for example: “If thefTirst part is true, I

., 1'29-
Q ’ o

.
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.would not expect the second part to be true atso. This relatlonshlp ;
is signaled by the word nevertheless.”

Choosing " proper conneé¢tives inwwwriting is eSpeclally compli-
cated because the writer needs to satisfy ngt only’ logic, but
grammatical convention as well. Specifically, students have diffi-
culty with the distinction between subordinating eonjunétions
and conjunctive adverbs, which signal similar relationships hut
di in punctuation and placement. Using the sdme sentences

lyzed in the previous exercise, students are shown that never-
theless and despite the fact that of sentences 1 and 4, and insofar as
and therefore of sentences 3 and 5;have the same meaning but are
used differently. At this point, $hrough these and other examples,
students are led to induce that two groups of connectives exist.
One, cohtaining ‘such connectives as therefore, nevertheless, and
moreover, always appears in the second clause, moves around
within that clause, and requires either a semicolon or period
between the clauses. The other, containing such connectives as
because, insofar as, and despite the fact that, may appear in either -
- the first or second clause, always stands first in' that clause, and
requires a comma between the clauses. .

Since, unfortunately, there is'no way of predicting which con: '

nectives belong to which_group, a chart like the following is

. distributed for reference. -

i R d
Showing Logical Connection =~
e~ Group 1 - Group II

(confunctive adverbs) (subardinating conjunctions)
1. Require semicolon or 1. Require comma.
period. . o .
2. Move withilt their clause. 2. Must begin their clause.
3. Clause stands second. 3. Clause stands flrst or
‘ ‘second.

Contrast ,
nevertheless, nonetheless, though, while,-deSpité the
howe)Ver, till fact that, whereas

. .. Cause and Result .. .- . K
- -* therefore, consequently, * because, .since, msofar as,
thus, accordingly, hence inasmuch’,as, whereas, , m
: - : that

Sequetce !

e afterwards then, earlier, after, before, since, when,
later . , C# X wtlwileﬂ 88 800N a4 .
i

. '
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’ Similarity ,‘
likewise, moreover, so too, just as, in the same way
similarly that ¢ )
Examples _

1. It is edsy-to despxse what you can t;have therefore the fox
"aid the grapes- were sour.

2. It is easy to depise what you can’t have; the fox, therefore,
said that the grapes were sour.

3. Inasmuch as it is easy to depise what you can’t have, the fox
said that the grapes were sour.

easy to despise what you can’t have. -

- ) Armed with this reference chart, the class then works on,a
. mastery exercise.that requires them to analyze a ;elatnonshxp,
- determine the presence or absence of grammatical subordination
‘on the basis of punctuation. and choose an appropriate connective,
avoiding the old standbys like because and though if possible. The
following mastery exercise is consxstently successful and popular:

- 1. Fools rush in where angels fear t tread. - - he who
. hesitates is lost. ' )
. 2. Pride goes before a fall; a haughty spirit goes
L /,.,,* . before destruction.
® 3. . the mind grows old-as well as the body, judges
should not hold office for life.
4. man must work from sun to sun, woman’s work is
- . never done. ,
5. Take no thought of tomorrow, ________ sufficient unto the
day is the trouble thereqf. : ) )
6. The early bird catches the: worm. - it is the early
. worm.that, gets caught - S s
. 7. 1t is no shame for a persorf to live and learn, one
is old and wise. B
. 8. Confucius said, “I do not instruct the unifiterested; -
% I do not help those who fail to try.” L
9. He makes me lie down ih green pastures. ____ heleads

me beside the still waters.
the spirit is wnllmg, the flesh is weak. _

Q M 31

4. The fox said that the grapes were sour,-inasmuch as it is
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Obviously; we are dealing With the skill of reasoning, amd— __ ¥
— _ reasoning cannot be learned by rote. Using the approach outlined \g\
in this essay, students master the logic of transitional phrases ina |
linguistically hatural way. First they understand "the context;
- o then they learn the vocabulary; next they recognize the structure;
{ 5, and finally they produce mature prose. . |
H ’
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Reading and\Study Skllls
An Assessn:gﬁ-Prescmptwe Model

Alice M. Scales, University of Pittsburgh
Shirley A. Biggs, University of Pittsburgh N

" Many colleges and universities- have begun to offer courses in
reading and study skills to students with deficiencies in these
areas. An approach designed to enhance the development of read-
ing and study skills for_all college and university students is the
hassessment prescnptlve model. This article will explore the role
of the instructor and teaching strategies in the context of this
model

- ln
. ¥
.

Role of the Instructor T v

The role of the instructor is crucial to the operation of a college
reading program (Scales and Biggs 1976). Instructors’ key con-
cerns are: (1) ongoing assessment of students’ strengths, needs,
and interests; (2) productive learning experiences that include
instructor-student, small group, and whole class interaction; (3)
appropriate methods, materials, and management strategies which
facilitate growth and development of reading and study skilis;
) evaluation. of the effectiveness of the class management

(3
|

college reading/study skills programs do provide
for &dequate initial assessment of the individual student’s needs.
Paradoxically, as the student’s needs, change with exposure to
appropriate methods and materials, the initial prescriptions are
likely to become ineffective. Perhaps this phenomenon accounts
for students’ initial enthusiasm and subsequent boredom in some
college reading programs.

One way of alleviating boredom is by carefully checking the
students’ progress after each work session. This check will pro-
vide clues for needed change. Students should be urged to com-

_municate regularly with thé instructor by writing br;nef notes

*
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deseribing their feelings about their performance on a particular
assignment in their prescription. For example, a student may
repoft, “This was easy; I think I can find main ideas anywhere in
a paragraph, now,” or “l keep getting the conclusion questions
wrong even though I think I have a good reason for choosing my
answer.” These communications can indicate either a positive
change in skill acquisition or some difficulty that signals the need
for a conference to clarify approaches to drawing logical conclu-
sions.

Some students prefer-to cammunicate orally about their per-
formance on assignments in their prescription; these students
should be met with often in brief sessions to discuss progress or
lack of progress in specific skills. A quick visual check of assign-
ment results can indicdte difficulty or progress. For example, a
pattern of indorregt responses on vocabulary assignments in a
particular book may indicate a need to review printed directions,
a need to provide more oral practice with the instructor or peers,
or a need to take another approach in a different book. Of course,
consistent perfect scores may signal a need to move on to more
challenging material. Whatever the case, the brief instructor-
student interaction is crucial in the process of noting changing
needs, preventing loss of interest, and promoting growth in need-
ed reading compétencies.

. 4
TeacHMg Strategies

Teaching strategies must always be based on prior assessment.
The following description of a college student’s attempt to im-
- prove his reading will illustrate the working assessmient-pre-
scriptive model. The model demonstrates how tle=instructor (1)
assesses the student with appropriate measures, (2) develops a
%rmnptlon based on the assessment, (3) guides the student
through prescribed learning activities, (4) provides an oppor-
tunify for record-keeping and review, and (5) continues the as-
sessment-prescriptive process*until many weak areas are strength-
ened tp satisfaction.

The first step in the assessment process for this college fresh-
man (known hereafter as Jim) was to analyze his perception of his
fndependent reading activities, habits, and abilitiesq The analysis
revealed the following information about Jim's reading activities.
He read approximately three hours per day; two hours were for
course requirements. Other reading included Time, Newsiveek,

34
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Reader’s Digest, and other nonfiction literature. Concerning Jim’s

o ing habits, he stated that he did not hear words or move his

lips and throat muscles while reading. Further, he noted that he
did skip some words and phrases and reread others. Even though
he had little difficulty: in remembering what he had read, #im
questioned the appropriateness of skipping wofds and phrases
and rereading. In reference to his reading abilities, Jim noted
that he could summarize, outline, locate main -ideas and details,
make inferences, answer literal questions, handle unfamiliar vo-
cabulary and use information gained from the text in a logical
manner. Finally, the one. problem area Jim identified was his.
inability to vary his reading rate. . o
Formal and informal assessment measures were administered
to determine the nature of Jim’s reading behavior. First, a survey
test was used to gather formal data: vocabulary, 14.0; compre-
hension, 13.8; and rate, 319 wpm. Second, informal instruments
(such as the ones in the Appendix) were used to assess vocabu-
lary elements: suffixes, 10 out of 10 correct responses; antonyms,
6 out of 10 correct responses: and synonyms, 9 out of 10 dorrect
responses. Third, an assessment of Jim's note-taking skills showed
that he had some skill in identifying significant details but could
profit from a coding system to increase note-taking speed. Fingl-
ly, comprehension categories were informally assessed by having
Jim read a minimum of six 175-word selections and respond to

"3 s Auestiggs. Results were: main ideas, no errors; supporting details,

.sno errors; .conclusions, repeated errors; context clues, no errors; .
vqcaW%a specific pattern of errors; and know-
"ledg¢ of conten errors. This assessment determined

that Jim shoild work on varying his reading rate, developing
specific vocabulary elements, learning a coding system for note-
taking, and developing his comprehension in identified categories.

The second step was to develop a prescription for Jim. It
follows. ’

Varying Reading Rate .
1. Participate in the whole class lecture-discussion on strategies
for déyeloping reading flexibility. - .
2. Complete exercises from Developing Efficient-Reading (1959),
pages 31-37~ :
. 8.Complete exercises from Developing Reading Versatility
(1973), chapter 2, “Scanning Skills”; chapter 3, “Skimming '
Skills.” . S .

.
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4. Do the exercise sheets which have been placed in your
folder.

o8

Developing Vocabulary

1. Partlcgiate in small group ind whole class listening, discus-
siffg,.4hd writing”3f basic college-level vocabulary using
How to Develop a College Level Vocabulary ( 1968) Study ten
words each class session.

2. Comp te vocabulary in context exercisés from Voca,bulam
in Conlext: Getting the Precise Meaning (1975). First, study
pages 5-12; next, discuss directions w1th instructor; then,
complete exercises 1-10. —~

3. Complete vocabulary exercise number ane in Developing
© [ Efficient Reading (1959). ~

Developir;g Comprehension . - =«

Drawing conclusions:

1. Participate in small group instructor-designed listening com-
prehension activities. .

2. Do exercise in Drawing a Conclusion (1974) from the “Com-
.prehension Skills Series.” First, study the directions; next,
discuss directions with instructor; then, complege exertises
1-3.

Utilizing knowledge of content: ' -

1. Participate in small group or whole class lecture-discussion
entitled “Tactics for Reading and Studying in the S8cial
Sciences.”

2¢ In How to Read the Social Sciences (1968), do exercises under__

step 3, “Analyze for Comprehension”; complete chapter 6,

then confer with instructor.

The third step was designed to explain the purpese of the
prescrlptnon to Jim and to guide him through some of the learn-*
ing activities. For the initial class session it was suggested that
Jim complete the first item under each problem area. Subse-
quently, Jim decided which problem area he wanted to work on
during class sessions and for how long. However, the instructor
did encourage him to work on several problem areas during each
class session; pointié)g out the importance of working on a number
of problem areas #imultaneously.
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The fourth step in the model afforded Jim the opportunity to
review and keep abreast of his progress. In order to do this, a
form for Jim’s reading and study skills, as well as a form for
qrganizing weekly activities, was provided by the instructor. The

¥

orm for organizing weekly activities was simply a listing of the - -

» hours for each day of the week. The study skills form is pictured\ )
-in Figure 1. - * '
) Type of ‘ .
Datei Skill Book® ~..| Pages| Exercise | Results/Comments
9-15 [reading | exercise sheet rate- 150 wpm and it
- rate builder had a lot of new
words, too. I think
- . | T try this when
< B - 1 fead 80ci-
- . | ology gnment
- tonight. | -
'9-15 | vocabulary] How fo 89 |word 9/10 conrect
. a College) Level parts responges. Words
. Ty . were very“easy to
figure out once I,
. learned to pick out
N ) the important
4 parts.
9-15{ compre- listening | Took some notgs,
hension . ’ compre- | not good....
hension s
© “"_‘-\h

Fig. 1. Sample of 'study skills record form.

% At the end of each class session, Jim checked his weekly
activities form in order to keep abreast of his activities and filled
out his study skills form. This form served as J im’s record of his
class performance as well as a record of his personal responses to
his performance on the exercises. Also, at the beginning of the
following class session, the information recorded on the form
provided the opportunity for a brief review" of Jim’s achieve-
ments. This information then provided the basis on which the
instructor designed activities for the next step in the prescription.

The final step in applying this model was to continue the
assessment-prescriptive process until problem areas were suf-
ficiently ameliorated. As areas of weakness were strengthened -
and needs changed, the prescription changed correspondingly to

¢
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meet Jim’s new needs. For example, once Jim had developed the

skill of analyzing words by dividing them into meaningful com- .

ponents, he was urged to practice by comparing the meanings

&ered by a study of the context with the meanings he generated

using word analyis. The prescription thus'moved from a word

andlysis emph?is to one of contextual analysis. , ¢
e above discussion has followed the progress of a single

student'through the assessment-prescriptive procedure. However,

the modél can be tailored to.meet thie needs of any student with

deficiencies in reading and.study skills. E

- e

Appendix - 1

‘Exan_ap}es of instructor-devised informal measures for analyzing
word identification and vocabulary difficulties follow. ¥

Sampl;: Informal Measure%%_ Word Identification

Directions: Whenever possible, divide the following nonsense
words into syllables, mark the short vowels with an “s,"™mark the .
long vowels with an “l,” and circlé the prefizes and suffizes.

treaphilp . hagloid

apipveel ’ klurpaephlick

mav — fku ‘ ‘
diacomstiration .- premuncke

Zamup combloigle

Sample: Informal Measure for Vocabulary

B " Directions:
1. Examine each word.

2. Identify the elements, i.e., prefix, root, suffix, inflections.

3. Write the prefix, root element, suffix, and inflection(s) in
the word. ,

4. Write a meaning for the word.

Inseparable
Biology »
Ungracious

Completely

Disrespectful
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2 About Teaching Writing:
Prewriting Pragtices

- ’ . -
. [l
The development of writing skills is a multi-step process; atten- ™\

*tion to development of pre-writing stage skills facilitates subse-
«qaent instruction in writing. The nine articles in,this chapter

the importance of the pre-writing stage. They present ways
¢t introduce basic composition skills such as the analysis, sum-
mary, evaluation, outlining and documentation of ideas.
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F.ollowmg a Shorf Narratlve .
through the Composmg Process

s
2 . -

> o \ )

Walt.er}hgmberg, University of Texas at Austin

h Y

Basic composmg skxIls can be introduced to students through
‘practice in writing the shorf, autoblographlcal narrative. The
skils inwolve Iearning to use questions to direct one’s writing, so

__that the compasition has sufficient m expansion. Auto-
one of the easiest;

.biography was chosen because it see
typﬁ of writing for students to do. The protedures were developed
by mfie, refined by Danfel Wolter, and tested under experimental
.condmons in classroordy with’ secondary and elementary stu-
dents.! !

The Assignment. Varlous Yersions of the directions ware tested
to determine the most effective wordmg The following version
‘proved- to- be helpful: - %

Write a narrative or story about one interesting fncident that .
happened, to you. Cheose ap incident that happened in less  *
*-- than one day. Include all the imbortant details that answer
these questions: What was it about? What happened? Who did
it .happen to? Who elses was involved? Why did it Happen? °
When did it happen? Where did.it happen? Try to write as .
much as you can, at least one page

The dlrectlons ‘were very elaborate because most students seemed
bo need ‘the expectations for their performance spélled out very
specmcally The inclusion of the questlons and the suggestion for
length were dictated by the’ finding that most students tended to

<

-

write a very short, incomplete summary of, the incident rather -

tharra complete, detailed account. “Though hpzhly stryctured, ‘the
assignment allowed: for a'wxde range of intérest, experighce,and
‘ability. - - :

1. Damel R. Wolter, “Effect of Feedback on erformance on'a Creative Wf;tlng i

., “Design and Valid#ton of Instruction in Q
‘veloped Through Discrimination Programmg,” in ERIC/EQBS 097 689; ab-
stracted in Resources in Fducation (Mareh, 1975y, p. 41.

. »' B

.Task” (Ph.D. diss. M he University of MiCh]Qn’ 1975);-and Walter J. Lamberg,

-ditected Narrative Writing, De-

W

.”’_




f‘ . narratwe are the set of seven questions listed in thesdirections to

¢

o Follt;wing a Nai‘iative through Composing 31

P ae “The Tt 1mlys1f The first step in (fevelopmg the assignment

w3s to analyze the‘task of narrative writing. Smith describes task
analysis as a process of first identifying the key units- of the
content .to be learned, then identifying the responses students
must learn to make to those units of content,2 The key units for a

this agsignment. The students’ responses are the written answers
to each of these questlons )

“.  Speecifying questions is, of course, an old idea used in jcﬁr-
nalism; the good news sfory answers the six interrogatives. The
idea-is also indebted to inistructional procedures in reading. Re-
search in r&ﬁing has demonstrated tha{ students comprehend
‘and remember better when presented with questions prior to
reading or during reading than do students who do not see the
questiongyuntil after reading.? The research supports the practice
of giving studénts “study-guide questions” and of teaching them
! to ask their own questions before and during their reading.
Similarly, students can be taught to direct their writing w1th,

.. questions.

A Criteria. Some students were able to write good narrat;ves
once the questions. were .spec;fled most needed more specnflc‘
performance criteria. Moffett, in his dlscusswn of narrative writ- -
ing, identifies two key qualltles “focus and expansion. Students
must learn to focus gheir narratives on a key incident, the size of
which is appropriate for the length and type of composition.
Moffett sugdested that fhe incident be one of less than twenty-
four hours duration. (Macrorie has a similar idea of focus.f)
* Having narrowed down their “topic,” students then must learn to
expand or elaborate their account of thé incident through specific

) _detail. - _ A

i
=

* 2.DonaldE. P mnth TA Terhnology ofReadmg and Wrztmg vol 1, Lea'mmgw :
~ Read and Write A Tusk Analyns (New York: Academic Press, 1996), pp. 3-47

. ,.’— 3. Richard C. Anderson and W Barry Biddle, “On Asking People Questions®
& About Whalk.They Are Reading,” in Psychology of Learning and Motivation, vol. 9,
‘ed. Gord Bower (New York: Academic Bress, 1975), pp. 91-93.

\

*

7 4.'Fral P. Robinson, “Study Skills-for Superior Students in Secondary
Seh I,” The Reading Teacher, 15 (Sepqamber 1961): 29-33, Richgrd Ballard and -,
W J. Lamberg, Teaching the Prctuze and Text Survey (Ann Rrbor: Office of - _
I ional Services, the University 5 Michigan, 1974) :
’ 5. ‘Mqffett:~A Student- Centered Language Arts Currwculum, Grades K-6
A Ha k for Teachers (Boston: Houghton- Mifflin, 1973), pp 213-229.
-z, - - 6. Ken Macrorie, Writing o be Read (New-York. Hayden, 1968), pp. 5-15; 99-
111, ~ - : . .
. A‘:, . > )
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“Thése two “lessons” ¥re critical. Inexperienced and u céss-
ful writers tend to say too little about too much, e.g., whgl'J did
. last summer, what happened to me in elementary school. There are -
‘cognitive and affective, as well as skill obJectlves here. The
student learns to understand and appreciate that a pieca of goodf
" .writing tends to say‘a good deal about ¥ lit}e. Often, the major
part of a story (or even the entire story) is an elaboratlon of an
incident that lasted only a few minutes (see Updike’s A&P, and
other stories in J. Mbffett's Points of View)? * ‘

Self-provided Feedback. How can the need for , specifié¢
details bt explained to students? One way. wo&gﬁ to have
students write a narrative, then return it Wlth enough good
specific detail” noted in red ink: An alternatWe is to have students
provide themselves with information: about their current per-
formance which will affect future performance. Wolter and 1
experimented with different graphs and charts, such as the
“Feedback Chart for Narrative Writing.” A student evaluates
personal performance in a consistent, objgctive way, and plots the
total points on a progress graph. Each time the student writes, he
or she can se¢ progress.

i

N ! -

» : g: > - —F
Feedback Chart for Narrative Writing

N e ; Nl
Narrative # ‘w Name
Read your narrative a.nd figure your pomts for each question.
Goal _Your points
1. W'hat Was ft About" ” >
’ a ‘One 1&cldent 1.
an twenty-four hours 1
c Happened to you . 1 —_
Count esch detail that answers at least ,
2. What happened? - 2 10 .
3. Who did it-happen to? 5
4. Who else was involved? 5 &
5. When did it happen? 5
. 6. Where did it happen? < 5
i 7. Why did it happen? ) - 57
/ : Total )
. . v ’

~

7. James Moffett and Kenneth R. McElheny, eds . Points of View: Anﬁtlwlogy
of Short Stories (New York: New Ameripan'lerarYfG). )

N
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* Appropriate Models. To learn to use the feedbaclg_system,
_students analyzed- sample narratives. In doing that;they were
~ presented ‘with models of good writing appropriate for them. For
inexperienced writers, the best models may, not be literary short -
storieg or narratives written.by professional journalists, but good
,narrztxves written by their peers, ones. similar in l.ang’uage,
length, and subject'to their own writing.: The students read the
models critically to see how another writer answered the ques-

tions they were going to answer.

" A Process-Approach: A few years ago, some of our co]Ieagues
- got the notion that the reason students wrote poorly was that they
had nothing to say. I never met such students. Howé\ﬂér, I have
mét students who could tell good stories,”but much was lost in the
translation into wriffng. What they-needed, I think, was a process
or series of steps for-getting what they could say onto paper. And,
having done that, they needed an audience for what they said (not
just how they said it). ‘ j

Moffett's Memory Writing exercnse, whxch has such & process, |
was explicitly related to the set of seven questions?® First, stu- \
dents addressed “What was it about?” They wrote a list of inci-
dents, finally picking the best subject from a number of possible
ones. Next, they addressed “What happened?” by writing affirst
dra.ft Then ‘they expanded upon the draft by addmg detalls in
answer to the other questions. .

Repeated Practice. Students were not limited to one narratwe, ,

* they practlced by -writing several, receiving feedback,on each N

before going on to the next. Giving studerits only one opportunity °

to do a type of writing is testing, not. teachmg This one-chance .

approach is terribly common and terribly unforgunate. It denies

the majority the opportunity to learn: It-results irunproductive, s

incorrect assumptions about the student’s capacity to léarn. It ,

leads to unproductive, iricorrect assumptions on the student’s part o

about the nature of learning to write and the nature of composing. s
The Basics of Composing. Though ‘the immediate conce%ere

N

is with narrative writing, my ultimate concern was to in uce -

students to the process of composing.#One key “ledsson” %o be -
.learned was the use of questions to direct the process. I beljeve *® S
any assignment can be trapslated into a set of questions; several - " e
examples are listed below. The last example illustrates the ffiost ~ # .

sophisticated performance:-the student must identify his or her - o
own questions to address m an exposxtory or persuasxve essay /. )

8. James Moffett, 4 Student- Cmtercd MWArLs Currwulum Grades K 8 \
A Handbook for Teachers (Boston: Houghton- foﬂm 1973), pp. 213-299 - }! .
! , ¢ T K

! .
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1. Explication of a Peem

‘What is thé theme? How is the theéme revealed through the, ,

literal situation? (What, happened?) The persona? (Who is
. speaking?) Imagery? Metaphor? Symbol" Form?

: 2 Discussion of Character
Who is the character" What is his or her role? -~
What does the author say "that tells about hirh ‘or her?
What does the author show about him or her?

atdoés _ _____ do? Say?.What do other characters do °

“orsay to 7 What do other characters say about
) I

3. Essay inDefinition _
What class does ——-__ belong to? How does

differ from members of its class? What are examples of'

? How does _______ function?
Persuasive Essay (Student-Selected SubJect and Topic)

How ghould the school respond to student rights (topic)?
—, What rights should students have? Why?
How are they not respected?
ow. should they be respected? Why?

The second “lesson” involves the criteria of focus and expan-
sion. In examining ys and research papers written by second-
ary and college studgiits, I concluded that the same qualities were
neglected in those tyPes of writing. Commonly, students tried to
write abouta whole subject, instead of achieving a focus narrow

¢ enough to be handled effectively in the length of the paper. Even
when the topic was clear ezrly in the paper, it was often not
adequately expanded upon. Key questions were either not ad-

.| dressed.in sufficient detail or were neglected altogether:® And,

typxcally, students had no means of evaluating themselves as they
\‘were going through the process. A set of questlons serves as a

+ * guide, not only in writing a first draft but also in rewriting. The
. student asks him/herself: Have I answered my questions? No?
Then I need to writé more.-Have I answered other questions I did

not plan to address? Yes? ‘Are they relevant? Should I cut them?

', Or, go back and rewrite my “introduction so that the reader will

be ‘prepared for them?” )

- 9. For a discussion of problems in academic writing. seeWalter J. Lamberg.

“Major Problems in Deing Academic Writing,” College Composition and Com-
- munication 28 (1977). pp..26-29. .

L 4
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) S . . . , .
The basics of our own ,schoo?’days—'—tﬁe superficialities which

become important when you want tqmake yourself understood—
may have been neglected in recent’ years, but it is. the funda-
mental basics, the basics at the level of “deep structure,” that
werl neglected before. I mean: selecting a topic that was appro-
priate because (1) it's important to you, (2) you wish to share it
with others, and (3).yeu are able to say enough about it; includjng
details so that the incident is shown, not just told; learning that
different types of writing differ in thi key questlons thef answer;
learning the differences and similarities between speﬁ(mg stories
and writing them and between writing them and reading them;
and, finally, learning that what you had to say and write could be,
at times, as alike and unlike, as intepagting and uninteresting,

t

and ‘as important and unimportant as anything anyone else could -

say or write. Forward to those basncs

7

L2




Teaching Composition
through Outlining

Karla F.C. Holloway, Michigan State Ur{iversity
. [y F3 M

.
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In the ac'adgmic program of the beginning college student one -

thing is certain: Freshman Composition. This course is a major ~_a

challenge to students and teachers alike. The student must endure

a barrage of themes and assignments with classmates whose

academie interests and abilities runr the gamut to be found in the

college or university. The teacher must sustain the interest and

performance of students who feel they have been funneled into a

class simply to fulfill the university requirement of English 101.
None of us in the profession doubts that English 101 is essential

far' the increasing numbers of college freshmen who enter the

ersity with serious gaps'in their language skills. What is
disturbing’ is that these gaps are not énly found in such areas as
- creative writing or advanced literature, but in the most basic of =

the communication skills, reading and expository writing.

One of the most successful methods I have used in teaching
English 101 is reintroducing the studént to the value of outlining. I
find that teaching the use of the outline, beginning with a basic
lesson taught to most students in-elementary school, adds signifi-
cahtly to the-success of the course. One of my first questions toa ™ -
class of not-so-eager English 101 students is “Who remembers
the five Ws and one H?” I get prompt responses from all sides of
the classroom—*“Who!” “What!” “When!” “Why!” “How!”"—followed \
by smug smiles (“Aba! I knew the answer to the first question -
this pref asked!”), then quisg ks (“Why would she want to

“call up those old ghosts™): $tied that 1 have:have sparked

their curiosity and interest, I explain some “facts” of higher
education: (1) The students in this classroom may represent as
many as ten different departments in the institution. (2) Each
_student will be forced to analyze quickly and accurately a wide
variety of reference and textual material in the next four years. (3) »
Students in both this and other classrooms aviHl be €xpected to T
express themselves in clear and concise writing. These “facts” -
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represent potential problems for both student and teacher. But |
have found that reliance on the outline (directed by the five Ws and\
one H) as a formal prelude to writing the final draft, is a
remarkable solution to the problems. I wxll address each of the
three “facts” with specific reference to “the outline as a solution.

Variety of Needs

Although each student has different needs, the fact tifat prac-
ticality demands«a collective endeavor is a compelling reason t0
turn to the outline- This form of skill training adapts as easily to
the accounting major as to t)he zoology major. After learning thé_ -
students’ interests and program plans from their “Who Am I” file
cards, I discuss with each of them the requirements of their
particular major, using the five Ws and one H. I ask questions such
as:

Who would be intgrested in this program? ‘¢

Whkat does it require? .

L When did the student’s interest develop?
Where can the student put his or her skills to work?
Why did the student choose this program?

How can the student explore the extent of his or her mterest
in the program?

In this way, the first days of Freshman Composition establish for e
that subject an important relationship with the student’s academic
goals. And because each student must give individual attention’to
this collective task, the classroom begins to become a writing- «
laboratory in a very real sense. -
In addition, the students begin to develop an ability which will
serve them well in future Freshman Cemposition writing projects,
for outlining is a valuable skifl whether used for writing argu-
mentation or description. I found that if required far enough in
advance of the due date for the finished product, the outline helped
students in discussing, during weekly teacher-student conferences,
plans for and problems with the assignment. This resolved some
difficulties before the revision phase of the writing process began.

{ . -
Skill of Analysis N

Comprehension of a great amount of texttal material is often
necessary for the composition student preparing to write. Using
. . \

- - T .
- - .
LA

7%
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_~~.the outline i8 a good way to improve reading comprehension. -
Sample stories from a variety of texts, including a rhetoric
selected for classroom use, provide the raw material for sharpen-
ing this skift. Carefully planned questions guide the student to
abstract the main ided, its subsidiary ideas, and the development
and conclusion of those ideas from a selected text. Outlining these
stories in a standard form (for example, the method suggested in
Harbrace College Handbook, Tth edition) gives the student an
overview of the subject. I encourage my students to bring to class
texts from other subjects. to use the same plan for sections or
chapters from those texts, and to study the resulting abstracts.
Many students feel that a new way to study has been made
available to them and they are gl@ to adopt outlmmg as a reliable
study method.

When students outline a piece of professxonal writing, they learn.
the four necessary elements for their own themes. I have taught
these relatively simple, but for most student writers, elusive ideas
using musical terminology. The sonata allegro form (SAF) in
musical composition comprises an introduction to the theme, the
development of that theme, a recapitulation of the original theme, .
and a coda or concluston. In outlines which students have abstract- /’
ed from given readings, these elements are usually apparent. Of
course, it is necessary for the instructor to guide the students to
selections which will best exhibit the desired end. At this point,
students-understand more clearly what is expected of them in the
outline and in the finished product. The four elements must also
be apparent in the student’s own written theme.

Py

. 5

Clarity and Direction

Muddled prose is a common characteristic of student writing.
What students actually write seldem emerges a8 clearly on paper
"as in;esided, or as they thought it resided, in their minds. Style,
vocabulary, and structure can be problems for the writer. Ob-
viously an outline cannot solve all these problems, but it can
pinpoint problem areas. After students have “written out” every-
thing on their minds pertaining to the subject, giving little
attention to form and every effort to getting a lot said, I often ask
them to try to “talk through” each ‘part of the outline. In this way
students have an opportunity- to organize their thoughts orally,
one of the surest metheds of helping them discover for themselves

J
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where the problem lies. For some reason, hearing oneself stumble
through a muddled thought makes the problem as well as the
solution easier to approach. ‘

The controlling form of an outline encourages clarity in the

—- theme. When students see their ideas organized in outline form,

they are almost forced to select carefully and organize effectively

. the ideas from their rough draft as they begin to write their final
theme. The concepts of introduction, development, recapitulation,
and conclusion are alsp easy to illustrate within the outline’s
controlling framework.

The W and H questions introducing the methogology of an

outline serve as additional reassurance for skeptical students.
Because they are often afraid they haven't enough to say or have
said everything they can think of, I remind them to keep this list
handy. Answering these Questions in an assignment, often ex-
pands a poorly developed idea into a complete and informative
discussion. Fortunately, the ample prewriting notes and freely
written drafts supply raw material for students who would other-
wise have “nothing to say.”
. Returning to the very basic principle of writing from an
outline may seem to be a simplistic solution to the many problems
encountered by student and teacher in English 101. Rather than
being a final solution to all these problems, the outline and six
questions Aead the student to identify in an organized fashion
some of the problems of fornt and style in composition. In addition
to functioning as a dependable tool for the student who has
always viewed composition with trepidation, the method replaces
haphazard forays into composition, with solid and thoughtful
approaches at the logical point in-the writing. process.

e
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A Workable Approach
to Teaching Composition

" N

»
-

Susan Belasco Smith, McEennan Commumty College, Waco,
Texas

A fear or two-ago, I observed on an English teacher’s bulletin

board «a poster, entitled “How to Write a Composition.” Hoping for

some helpful instructions to use in my own classroom, I read the

chart carefully, and was dismayed to read the following rules.
1. Use ink and leave margins on either side of ‘the page.

2. Begm each sentence with a capital letter and end each
sentence with a period.

3. Spell each word correctly. ~
4. Ifident each paragraph.

—~ 5. Do not use “and” to connect sentences.

These superficial guidelines are indicative of the _problem faced
by the composition teacher at any_grdde level. We know what a
composition should look like, but we are oftéen unprepared and ill-
equipped to teach our students how to construct the paragraphs
they are supposed to indent. Teaching composition, for most of us,
is perplexing because our teacher education has provided us with
little guidance in this area. While most of us can prepare sound

- lessons on the chardcteristics of an epic, few of us feel on such

firny ground when the time comes for a lessonn composition. The
very thought of grading seventy-five to one hundred papers is
enough to overwhelm even the most enthusiastic first-year teach-
er. Perhaps because my initial teaching experience was ir teach-
ing compositiog'as a graduate teaching assistant, I was forced to
develop some methwds for teaching composition that I believe can
make writing. more stimulating and»’le)z(\)rsen enjoyable for both
teachers and students. First, I had to decide that te hing compo-
sition is far more than coercing reluctant studen rite papers
on characterization, Kttjng, point (3{ view, st re, theme, or
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symbollzathn in novels. Composition should be an experience in
which students learn to organize their thoughts, think through a
problem, employ realistic detail, and express themselves in under-
standable, eoherent language. A simple but workable method for
beginning a composition unit can accomplish this.

At the beginning of the course, I introduce composition with an
.assignment involving the preparation and execution of a paragraph
relating some process. Everyone has some experience in giving ~
directiofis or instructions or in showing others how to perform some
task, and I build my lesson around this experience. I leegin by
asking volunteers to explain how to do something. “Typically, re-
sponse is slow at first, but, with encouragement, the students soon
become involved in telling the class how to make a terrarium, bake
a cake, change a tire, start a car, make a friend, drive a tractor,
waste time; and even, as on one occasion, how to annoy a teacher.
Then I explain to the students that they have already mastered
the first essential step in ‘writing: choosing gn idea and thinking-it
through. At this point, no student can protest that hie or she has
nothing to write about. The commitment to a toplc has been made
before the class.

From this discussion I move to an explanatlon of organizing
information. I ask each student to write his or her topic choice, the
process he or she described earlier, at the top of a sheet of paper,
which I call the planning paper. Then each student lists the steps
involved in his or her particular process. After giving the students
some time to work this out, I walk around the room, checkiyihe
lists. Many;students tend to make lengthy lists of detailed steps.
For example, if the process is about baking a cake, the student
might list all the ingredients (flour, sugar, eggs, and shortemng) as |
well as all the necessary utensils (bowls measuring cups, mixer,
and pans). At this pomt, I feel that it is important to explain to the
students that the major steps in a process must be emphasized by
grouping parts of the process into specific areas. Returning to the
example of baking a cake, I might suggest that all of the small
steps involving the ingredients and utensils be grouped under the
general heading of “assembling ingredients and utensils.” The
details can be used to explain this heading within the body of the
paragraph. Each student should proceed until he or she has two or
three major steps with supporting details listed for each separate "
one.

The students are now ready to write their topic sentences. In an
effort to promote clear, organized thinking, I ask the students to

d
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wr‘fE a single sentence-which incorporates their two or three major
steps. Some typical examples -follow.

- Cleaning the surface, applying the pohsh and buffing are the ~
three main steps in polishing a pair of boots.

The process of sacking groceries is done by gathering the
grocenes, arranging them according to weight, and placmg
“them in the sack.

After I have checked the topic sentence, I instruct the students to
use er sheet of paper and write their paragraphs, using them ‘
plan papers as guidelines.
eeeeeer. = Generally, I have found ghat this method produces excellent ’ -~
raults The papers are udually well organized, thanks to the plan- -
ning papers, and the students feel a senge of accomphshment from
having planned and written a paper which directly concefns an
-+§dea they know intimately.
F s 7‘

-
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" ‘Basies in Composition:
Fluency First

'R Bau‘d Shuman, Umvers1ty of Illinois at Urbana-
Champalgn ~ B w -

ot -

A universal complaint amonk composition students at nearly
. every level is that they havé nothing to write about, that they just
cannot get started that they are mtxm1dated by the prospect of
trying to filjas blank page. The’'ebnversion of thoughts to words,
phrases, an8®ntences-atrikes terror in the hearts of even some
professional writers, so it is not difficult to sympathize with .
" students who feel the same sort of terror when they are called
upon to engage in that highly creative exercise known as compos-
ing. From nothing they must make something; from peint zdro
they must achieve 500 or 700 or 1,000 words. 7

In order to help my students overcome their difficulty, I ask
them early on to make something from another something which ™
I provide. I ask that, rather than starting at point zero, they begin
at point five or seven or ten. Also, I do not require a specific
number of words, bu¢ rather suggest continuous writing for a
given length of time, ranging from three to fifteen or twenty
minutés, depending on the type of approach I am using.

Specifically, I attempt to use initial writing exercises, such as
_ the two that follow, to provide impetus for writing and to estqb-
lish in the minds of students the confidence that they can indeed
write in considerable quantity. WhlleJ am working to help
students achieve fluency, I pay little attention to mechanieal -
correctness, standard usage, and ofher such matters. I Cdnsider
them of great importance, but I am wholly convinced that in the
naturgl order of things fluency must-come before correctness.

I find that-dozens of means can be used to help students achieve
* fluency.~The two which I am about to describe have werked
extremely well with youngsters who have come into classes and
workshops that I have conducted asking for more writing assign-.
ments like these two.
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T}ié first exercxse isa sxmple one. Nake sure that each student
. ‘and°that you, the teachér kave blank&heets of papér and pens
_pencils. Say,. o, the class, “When }' say ‘Go,’ began writing abouf
anything” you like. If you hgve nothing to wrlte th just wrlte \
"~ over and over again a word like phantgm or call’
d'ny ‘word that strikes your faricy.But, afld his ig Y
~ nb mditer what, do pot stop writing until the timer Fyjoss off.
" usually set the tlmef for three Minutes apd we sl write fu .
When the bell, sourids, we $top- evep if-we are in the,middle of 4
‘word. I then collect-the ﬁapef‘s, redistribute them, and say, “Read
what 'you have g the paper you havesust received. Take up
where the first writer, 1eftloff. Write until thg bell sounds. Gb.”
*' 1usually allow three or four'exchanges, asking at the end of. the
fina} ‘exchange that the students take & minute after the bell
+ "gounds W finish the pape?, Then w# read some of the papers -
aloud, which is a veyy popular aetf . It is not unusual for both /
sides of the-paper to be full fram tdp to hottom and margifi to
. margin, indicating: thaf fluency has been ach ad1s0, the
stu who begifis with 75'or 100”repetitions o e word
gventnally beging-writingy if not before the first exc ; surely
" ‘beforesthe second. And a student who-receives a paper on which
X phantom or mosquzto'has been written 75 or 100 tlmes has never -
in"my ekperience contmued the repetition, . A
Another flueney exercise that I use with particular success
- when- I work with students who are disabled ih both readmg and-
writing” is what I call- the “Even-Steven Swap Game " glve ‘5
studerts ten words and ask‘tﬁem, working singly, in pairs,orin ~
larger- groups,, to &/(p e a storgfor the temr words. The story_
' must use eacH word at_leasgt once. My words are, the ten most N
difficult or the ten Jongest %‘
. sensational-one. A typical includes dethe'ratwns homicide, -
investigation, manslaughter, negligent, pe'rpetually, supérmarket,”
testimony, 38-caliber, amd verdict.. Any story generated- from this
‘combination of words would prebably mvolwve‘ a crime and sub:
sequit trial, The students imaginations provide the detal]s dnd
they 0 80 rather easﬂy because they are workmg ,from pomt ten,

not poi ~ .
Whe&apers have been compIeted I usually distribute™the

. story éromt which J took my list of, words, so that students can.

eoinpare their, ?tcomes with the spuu‘ce from which theif words

'(;ame This exercme ertcourages fluéncy by“prowdmg a minirhal

context It also encourages dlctlonary work because students do
. ]

ds in a news story, usually a rather : . ,

e
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not always know the words they are given. When students work

in groups,‘usually all but one or.two of the words can be defined
by somebne in the group, and this is to the good. I also provide

-definitions when I feel it is appropriate to do so, particularly with

students who recognize only three or four of the words. Some-
times all I have to do is pronounce the word and a student
recognizes it v

The written work that results from these ezg_;;clseé‘hsually i
peppered with errors in mechanics and usage, but quantMatively
it is impressive. Also, the students’ writing usually provides a
nucleus from which to work first on proofreading="“Go thro%
and catch all the spelling serrors you cam; change anythmg 4
don’t like or that sounds wrong to you; make sure your punctua-
tion is the way you want it”—and them on-revision.

I prefer that proofreading and revision exercises be group

activities because, no qnater how many deficiencies the indi-
idual st®®ents‘in a class migM have in written expression, they
1l have some strengths as well. The collective grammatical
knowled any five people is quite impressiveewen though each

of the five may bs feceiving Ds ahd Fsin Englnsh Students tearn

" much more from engaging‘in_ proofreading and revision collec-

tively than they do from“ha\nng a teacher red-pencil their papers.
Also, they pt criticism much better in a nonthreatening
grgup situation than sorne of them can from an authority figure ,-
like a teacher. Students who are engaged in task-oriented activi-
ties learn moré and, in’the long rum; are much less disguptive
than students who are lectured to by a teacher from the front of
the elassroom.

Once the proofreading has been done and mechanical 1mper-
fections corrected, students should be encouraged to do the sort of
real revnsnon‘whnch is often neglected. This is the revigion that
requires students to_experiment with new ways of saying things.
They might be made aware of such matters as sentence variety:
“Do ypu have mostly short sentences or long sentehces? Can you
combine (or divide) some of your sentences? What happens when
you do this? Which veérsj
their wrltmg at a specific audience: “Can yoy rewrite this as a
newspaper report? As a polncé report? As a letter from the victim
meone he/she lo
oth ng is more bgs to effective wrmng than revision. Revi-
on should, be preceded and followed by proofréadmg to catch
earelesgrors @ Proofreading should not be confused with -
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révision. The two processes, while complementary, are not iden-
tical. Also basic to effective writing is the ability to achieve
fluency, for the physical task of puttmg ideas on pa'pex‘ must
precede both proofreading and revision. Students who {concen-
trate too much on correctness while they are involvéd in the

process of translating their ideas into words will not achidve,

ﬂuency unfess they hawve an unusually good command of the

mechanics of expression, and many students have not yet achieved -

this command. Therefore, teachérs will gchieve the best results in
writing <classes if they work on &uency first and then, through
group actmﬁ' on proofreading and revision. |
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The Great Americhn _ o
One-Sentence Summary - .. ..

BEX S s .

Silver Stanfill, Anchorage Commumty College of the
University of Alaska .

Summarizing is a basic skill needed in many academlc a.nd job
situatidns, a skill to be presented and practiced at just about
every educational level, from early childhood language develop-
- ment activities (“What did Marcus bout his picture?”)
. graduate school (“What'’s the“most important word in ‘Jonathgn
'Swift’'s Examiner essaylof November 23 1710?” [The answer [is
mgratitude.]). ‘ ¥
When students can survey material to determine its. pur
main idea(s), and major divisions, they’re ready for lessons an
practice in summarizing. With my community college students,
I've had some good results and super sjde effects from a simple
formula for a-one-senfence summary:

1. Identify the thing being summarized;

T 2. tell whateit begins with;

3.-tell- what’s in the midgle (or what it’s mostly about; helpful-
with wording are covers, dzscusses presents, and develops the
idea that.. ) - .

-4..tell what 1t ‘ends with.

I begin w1th the formula wrltten on the board (or pverhead)~ .
* and work with groups to fill in the wording for .each part of the -

formula. Then we add the @onnections to turn the list of details -

into a sentence. To smooth out the sentence, sometimes it helps to
reorder the details. When the students begin using the formula on
their own, they understand that merely. listing the four partsin a
column'on their papers provides them wnth the meat of their
summary sentences. ?

It's best to start using the formula with materials lready
famlllar t.o the students—chronolbglcally-ordered narratives like 2

“‘P ° v
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_ fairy tales (not news stories!) are ideal. After in-class practice on
“Goldilocks,” “Little Red Ridinf Hood,” and “Snow White;” my
composntlon students went on to out-of-class one-sentqnce sum-
maries of autobxographles like The Diary pf Anne Frank and
Nigger.

Loglcally-ordered exercises would come next. Try the formula

- in summarizing a text chapter; then try summarizing the sum-
mary of a text chapter. Later work with materials demandmg the
use of critical reading skills; first, in judging the relative empha-
sis,an author gives-various subtopicsy mext, in establishing a
personal idea of the relative importance of subtopics; and still
later, in recogmzmg and explaining the significance of repeated
images or related imagery. Students successful at these Tevels are
ready for précis-writing. (For students \ylth college-level skills, I
recommend Lincoln’s “Gettysburg Address” for the three kinds of
critical reading/summarizing practice suggested here.)

When students are comfortable with the formula and its de-
mands, I begin in-class exercises with a time limit. Here’s where
the super side effects come in.

“In my Study Skills micro-courses I set ésnde the lhst flve
mihutes of each sessionfor students téh write a one-sentence
summary of that day’s class on a 3 x 5 card. On their ¥ay out of
class, they drop the cards in an envelope by the door.*

Usually it takes me less than half an hour to go through a set of
cardg—taking attendanée from them as I go. I mark and make
comments (I insist that the back be left free for my use) or just

~ put a check on each card to indicate I have no particular com-
ments. Th-each set I mark at least one (and sometimes several)
with ‘a star that means “Please write this on the board right

_ away.” I try neve® to embarrass a s zden't so good or best
examples are the ones starred (and if ‘hecessary, marked with

coprected spelling). As students enter the classroom, t'hey pick up
their cards from last time, and the starred ones are written on the
board as class begins.
We spend the first few minutes of ‘class On those sentencess
. helpful for returning absentees: Early in the course I choose
sentences to help the class understand accuracy in summarmng

.

- Is this what the class WAS about? ,’J o
* A 'note about the a.dvantzgeq ‘of ‘3 x 5 cards' stiff stock asd small size. 'L;mmng )

students to one side helps both to allay fears of not having enough to say and to

forestall verbosnty and a set of cards 1s easier to handle than a pxle o(-»pape’rs s,




The Great American One-Senteﬁce Summary ..

3 Is anythmg important left out?* )
: Are thes¢ deta;ls in the right- order? . R i
. * Are ﬂlex an accurate reflection of relative emphasis?

Later we work with sentence structure and style:

.

. - How easy is this to read? v : ..
*. " How can we change it to read more smoothly? ;
- Any ineffective repeti’oions" ‘Any needless words?

v

I askithe students to compare theiréentences wnth the onesonthe
"board, and, if they like, to revise and resubmit their cards. Since

. the course is pass/withdraw, neither dismal attempts nar. pla-
giarized revisiong affect a student’s grade; but students do revise'
They say they like the one-sentence summary formula; they say it
helps them in thinking, reading, and, writing.

I think the formula works—if used on materials students are
ready for. Moreover, a set of summaries of the class I've just’®
taught is invaluable immediate feedback. I find out right away —
ho’s missing main points, and who’s having a hard time sayimng, =
what he or she thinks. Most important, I learn how my perception
what-went-on-in-there differs from- the class’s.

-~~~ -The summaries are especially useful for sessiong involving

- -  guest speakers. Knowing what’s coming up at the end of the hour,
speakers are a little more careful about preparation and a little
less apt to digress; students have a chance to practice being more
alert ahd/or tactful than usual, and I get a chance to practice— -
from scratch—the formula that I preach. After a guest speaker, I
usually find in each set of cards at least one student summary
that’s better than mine, entirely or partly. This is one basic skill
strategy that’s _got mmethnng for everybody.

'Begmmng with a brief explanatlon of the significance of -
ary-writing skill, “The Great American One-Sentence
Sum ary” presents a 4-part formula for developing that ,
skill, discusses methods and benefits of usimg the formula, - - ..
and ends with a summary of the article itself.
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Human Values in Farmer
MecGregor’s Garden

[ 4 . Te
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Juné B. Evans, L.W. Higgins High School, Marrero, Louisiana

{

The Tle of Peter Rabbit in a plain brown wrapper? Such was the
initial response by an eleventh-grade honors section to a recent'
research assignment in English literature.

Did they dare sandwich The Wind in the Willows between
copies of Chemistry and Advanced Mathematics?

Could they keep straight faces as ghey signed charge sllps for.
Charlotte’s Web and Johnny Crow’d Garden?

Happily, by the end of the two and one-half week unit sched-
uled between Christmas vacation and mid-year examinations,

-they had, indeed, dared. And the results were rewarding: they

now viewed “kiddie lit” as functional literature for children in its
revelation of “cultural/social mores, interpersonal relationships,

* ideals, and models to pattern after.

As part of a sequenge in skills-building for writing research
papers, this is a unit which would appear, at first glance, to be

_relatively simple; at this point the students are alréady writing

five-paragraph essays with outlines, footrigtes, and bibliography.

- The next objective is to-ilfustrate to the how different papets

can be produced while utilizing identical source material. This
requires an original search through primary sources, followed by
a synthesis of the accumulated data. - !

The unit is based on the use of anthropomorphism of animals in
children’s literature. Groups of five or six students work collec-
tively on researching and discussing the organization of an as-
signed topic; each student then wr:tes a documented essay based
on the reading and research.

Prefaced by Samuel Johnson's comment that “what is written
without effort is in general read without pleasure, the sgven
blocks of information about the assignment are arranged ran-
domly on a duplicated sheet and distributed to each student at the
end of a class period. Students are 1nstructegj to locate copies of
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Human Values in Earmer McGregor’s Garden " Bl
the books.listed, sincé the project is scheduled to begin the next

. day. Usually, a twenty-four-hour delay before a.discussion of

project directions results in fewer distracting comments and will
elicit more constructive and perceptive questions about procedure

‘and objectives.

To foster a relaxed informality i in this discussion, the informa-
tion on the sheet does not adhere to'the conventions of outlmmg,
but is presented as seven unnumber boxes of data connected by,
eye-dgrechng arrows.

Literary Terms to Review:
. tone .
P imagery

! structure . - )
point of view . :
satire ' k- . ¢

Subject Headings for Parallel Reading

in Psychology and Sociglogy: -
gnthropomorphism

. learning

self-discovery

personality

behavior

-~ .| metivation

individual differences -«

7

\

Box 'C. s Elements:

title page
“outline

essay .
bibliography .
end sheet

Time Table (Day 1-Day 13); g
-time to read (individually)

- -time to research (individually)

-time to disctss (with group)

-time to write (individually),

Box. D.

62 S

emation =,

footnotes -
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P - Box E

Read as Many as Possible:

- The Wind in the Willows (K= Grahame)
. Animal Farm (G. Orwell)
Tale of Peter Rabbit (B. Potter)
Charlotte’s Web, (E.B. White)
The Story of Dr. Dolittle (H. Lofting)
Alice’s Adventureg_in Wonderland (L. Carroff)
Through -the Lookind Glass (L. Carroll)
Johnny Crow'’s Garden (L. Brooke)
;. Rabbit ‘Hill (R. Lawson) -

Box F.| Discuss Your Group's Assignéd "I‘opic:

1. Anthropomorphism of Animals in Children’s

" Reading as a Revelation of Interpersonal
Relationships |

2. Anthropomorphism of Animals in Children’s

. " Reading as a Revelation of Ideals and Models
to Pattern After '

~ 3. Anthropomorphism of Animals in Children’s
Reading as a Revelation of Cultural/Social _

~ Mores, Conventions, and Institutions

Coe 4. Anthropomorphism of Animals in Children’s
Reading: Satirical, Realistic, Sentimental

5. Anthropomorphism of Animals in Children’s
Reading: A Chronologic Progression to More

L Realistic and Objective Treatment

G

-

Box G.rSample Form for Weekly Log Kept Daily and
Turned in Each Friday: |

Date  Subjects or Titles Read  No. of Pages Hours

oo s
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The list of authots’ works constitutes the minimum number of

selections to be regd;-however, the more enterprising students do

-search for similaf books by other authors and for parallel reading
in psychology and sociology.

A high-school library most probably will not include all of the
specified titles in its collection, but that is no deterrent to 3 class
of industrious and competitive students. By going to different
branches of the public library and to neighbo friends, they
soon locate multiple copies of eachsitle, and the project com-
mences—with much }ight-hearéed banter about the réading level

_.of their assigned material.

One week and six or seven“books later, the banter will have
changed to serious considératign of what their younger brothers
and sisters are (or are not) gaining by reading sugh literary
classics. Students puzzle over_ the authors’ use of complex sen-
tences, the polysyllabi¢ word choices, the subtle nuances of illus- -
trations; they see real people—people they recognize—in Toad of
Toad Hall, ifi Wilbur, in Peter Rabbit’s mother: and they identify
with Alice’s attempts at self-discovery. Once they begin to sense -
this serious realm of ideas and ideals, their problem becomes
what to do with the material. This is where the groupprocess is
extrgnely effective with students who are capable of discussing
and organizing objectively without feeling threatened by peer
criticism. _ . -

- Having settled on a teritative outline for the treatment of the
group’s assigned topie, each student begins accumulating data on,
the perennial 3 x 5 cards, source number at upper right, page

 reference at lower right, and working outline section-at upper

left. (I suggest use of a penciled notation for the outline designa-
tions to facilithte future rearrangement of items.)

Eachclass period now is used as the group prefers. Since the
students are working against a specific end-of-semester deadline,
they determine their priorities for the reading, compiling notes,
discussing, and writing. Thus, inste y discussing indi-
vidual plans of organizatian with £ach of twe?ty-eight students,
minor problems are resolved withip each*of the five discussion
groups. I am consulted as final arbitrator of the occasional impasse.

The practicality of note-taking on 3 x 5 cards rather than on
st.andardisiz‘e notebook papelis now reluctantly accepted as use-
ful and nécesfary instead of cumbersome, as they decide (some
g-rc')ups more than once) to rearrange their components in a more
workable order. ' - . "

A
’
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(At two fi ve-day 1mervals, each student submits a daily log of .
time spent iy’ reading; admittedly, this is merely a device to
discourage grocrastination. Since the last week involves the actu-
al writing,tno other reading log is required.

- Most of the'students begin their rough drafts, aftera final
-group discussion about statement of thesis and structure of out-
line, within five days of the due date. The final draft is handwrit-

~ ten, double-spaced, on unlined paper, with footnotes positionedin
the lower portion of each appropriate pag‘e Some critical writing’
problems surface when a final version is evolving from a rough
draft. Allowing students class time for some of this final writing
gives an opportunity for lmmedlate teacher conferences. Questions
on the myriad details inherent in this type of writing are ob-
viously much more likely when you are readily available. After
all, a pride in accuracy is often encouraged by access to mforma-
tion., ~

The resulting papers, well-orgamzed easy to evaluate, re-

markably perceptive, yet with individual interpretati n
within each grdup, will have remained in the stude(r:“t:’\ec‘MI\~

control from start to finish. And, consequently, the students will
have supported each other in their insecurity on beginning the
. projécts shared in their frustrations of organization, and solved
probléms held in common. Thus, the demands placed on each
student by the dynamics of the group process serve as impetus to
achievement. -
Paradoxically, the class writing project becomes in itself a
significantly real example of that productive cooperation depicted
by the anthropomorphic creatures in the literature for children.
The students move forward in acquisition of research skills. And
Peter Rabbit emerges from that plain brown wrapper as a pur-

" veyor of human values.

- +
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Investigative Reporting
in the Journalism Class

"Riqhard G. Hause, Kansas State Universit}y

Many secondary school students enroll in journalism because it's
a good ‘elective; it's a break from the routine of the normal
English class; it's a chance to do a different type of writing; it's a

chance to get out of the classroom and off the campus; it’s a

possible career choice. The effective journalism Teacher can plan
activities to fill all of these student expectations. The journalism
classroom can be a beehive of meaningful activities every day, not
just the day before the paper goes to press.

The utmost concern is, of course, putting out the school news-
paper on a regular basis or putting together the school yearbook
for distribution sometime during the year. The effective:jour-
nalism teachgg-will want to acquaint the students with the fascin-
ating heritdge of the newspaper in America and its roots in the
growth of the mass media. In order to cover this important aspect
and to make journalism fun flexible, and functional, try the.
following suggestions.

Begin a unit on investigative writing. The study of this sklll
affords high school journalism students the opportunity to read,
study, analyze, and evaluate resource materials on the history,
distant and recent, of the newspaper industry. It is an oppqr-

tunity to learn about the newspaper while they are using one of

the most productive skills in the field of journalism.

Arrange the room to resemble a press room, if possible. Divide
studerfts into pairs (a la Bernstein and Woodward of The\Washing-
ton Post). Assign each pair the job of investigating one of the
important segments of journalistic history. One pair will investi-
gate the lives of famous personages like Bonfils and Tammen of
The Dem-qr Post (two fascinating books have been_wmten about
their era: Thunder in the Kockies by<Bill Hosokawa and Timber-
line by Gene Fowler), Willlam Allen White and his work with The

»
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Emporia Gazette, and William Randolph Hearst and his jour-
nalistic empire. -

Another pair will study some of the better newspapers (The
New York Times, The Washington Post, The Miami Herald, St.
Louis Post-Disputch, and The Christian Science Monitor) to dis-
cover their histories ®and determine why they are fine news-
papefs. Don't forget excellent smaller newspapers, perhaps from
the local area. .

An investigation by one pair into outstanding photojournal-
ists such as Margaret Bourke-White, Alfred Eisenstadt, and
Gordon Parks will reveal various contributions to the.field and
give the students a sense of that heritage. A study of famous
columnists such.as Erma Bombeck, Ernie Pyle, Ann Landers,
Hal Boyle, James Reston, Art Buchwhld, and William F. Buckley
will help another .pair of students gain respect for the daily
demands placed on these writers and the impdct their writings
have made on the newspaper industry. Famous cartoonists such
as Chic Young, Al Capp, Mort Walker and Dik Browne, Charles
Schultz, Milton Caniff, and more recently Gary Trudeau offer a
wide variety of jourfra}listic talents for students’ investigations.
(Some of these persons might respond to a personal letter or
person-to-person telephone call from an enterprising student!)
The study of these contributors will add to the fun and perhaps
encourage a budding -cartoonist. By themsame token but in_a
slightly different vein, the political cartoonists such as Bill Maul-
. din, Thomas Nast, Walt Kelly, Oliphant, and Herblock will afford
two other students a fine taste of political satire and its impor-
.tance to the media. (Copies of some of their drawings can be
obtained by writing directly to the syndicate for whom the car-
toonist- works.) . ’

Investigation into the filming of newspaper-oriented movies
such as Citizen Kane, Front Page (both versions for comparison),.
ang All the President’s Men as well as television shows such as the
late Mary Tyler Moore Show and an older one entitled The Doris
Day Show will offer another view of the field.

The basics of journalism will be reviewed through student
investigation of the methods used to distribute newspapers world-
wide and the emergence of the teletype and other rapid forms of
communication. A closer Yook at the role of the newspaper during
war time will give further evidence of its growing importance in
society.

|

{
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Investigative Reporting in the Journalism Class _

The freedom of ghe press in thegpast and today as seen in
- connection with famous trials such as the Charles Manson case,
the Watergate case, the case of Daniel Ellsberg, and more recently
Daniel Schorr will give one team of students a timely look at
newspersons and their resmnsmlhtles to their papers and to the
public.
Two of the students will surely be mterested in the competition
that exists bétween newspapers in getting “the story first, getting
the big story, taking the rare or only photograph, or solving
crimes against the state. An investigatiom will reveal several
historic examples of the stiff competition that has existed in the.
past and continues today.
During the investigation period, the teacher will act as the
editor-in-chief, offering suggestions for resource mater’;als
sons to consult, and investigative techniques used to unfger
evidence. Draw the class or staff together every other day to hold
a briefing on what important leads are being uncovered, what’
areas still remain a mystery, what resources can be shared, and
how to progress from that point. Stress the importance of holding
one’s judgment until all the facts are in and evaluated for accuracy.
. The closing session of the unit will resemble a staff meeting in
a newspaper office. The editor will call on each investigating
" team to present an oral summary of its findings. The staff will
critique each grouph findings in light of their accuracy, objec-
" tivity, significance in journalistic history, educational value, and

reader appeal. The-staff will then decide which groups will be
~ encouraged to revise their findings and present them as a feature
" article-in the school newspaper some time during the school year.

When the articles are published, the journalistic investigators
will have experienced-a full cycle of investigative news reporting
from eonception to fruition. The students will surely come awa¥
from this experience with a greater appreciation of journalism
and its roots. They will have shared their work with students
outside the journaMsin class, and these students may, in turn,
become better {hformed consumers of the media. _
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The RéMrch_PjBer: S
Getting Started " ‘

Al-.r‘ﬁa S. Freeman, Alabama State Univeré.'ity

*

-

Tea.chmg conventlonal research techniques is a stand,ard require- -

ment in many freshman English courses. Traditionally, two a
proaches have been used: .the “free” approach, which allowsa

'student to select and limit a topic, read about it in books agd
- periodicals, take notes, and write a long, documented paper; or
the “controlled” approad1 which requires each student fo use
materials pre-Ssembled in a {gxt and permits an entire class to
work within the. same field of subject matter—selecting and
limiting a topic within the prescribed fleld, reading essays from
king notes, and, writing and documentmg the final
paper® With both approaches, the instructor usually hands the
students preconcelved topics for research and then structures the
clags sessions-around t'he steps in one'of the many research paper
manuals currently on the market. Little, if anything, is done to
tap the students"ewn interests, experiences, and ideas.
Innovafive English teachers, seeking to teachtthe basic §k111s

- &more effectively, want more interesting and chatlenging ways of .

teachéng tMg research paper, and especially, for initiating re-
_seéarch proj . Because I believe that teaching/learning begm-s“
witf¥ the students with thglr own interests and experiences, 1

suggest ¢ sequence of student-centered activities that may aid
* teachers and stulents in getting started with the researeh-paper.
These activit!®s are aes1gned to establish an appr/i)nate climate

‘

and spmt for research, tor motivate students and get them in-

volved in their own,kearnmg and %o assist students in exploring
their own resources bdore they bggm to research those of other
people.

Peter Elbow author of Writing Wzthout Teachers (London:
Oxford University Press, 1973), poses an interesting and, I think,
warkable theory for handling writing activities. The writing
prooess. Elbow believes, cons1sts of fwo pdrts producmg and

- v »
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b

composing. H’e also behevés that teachers must tell students

- exactly what is required of them, and construct aetivities to help

.

Co- Selecvmg “and leltmg tK‘SubJect/Dlscovermg Direction

them achieve that goal. I have adopted Elbow’s theories ih pro-
viding a format for the following ‘outline of actlvmes Emphasis
here is on producing. .

& S

Preliminary Distussion / .

‘Pu%pbse: Toztell students exactly what is required‘for‘: the
v finished product.

‘1 Engagé the class fn adigeussion of the nature of research
and of the research paper.

2. Summarize the traditional steps in writing the f‘esearch -

. _paper.
=3, 1Prov1de a sample of what the fmlshed product shpuld look
ike . N N

4, Explain that the activities which follow will aid the students -
in carrying sut the steps Pecessar} for writing the final
pRper.- v,

Firding Subjeqts of Interest , =~ &
Kl Gen%ral sub_}ects may evolve from the students through a
freewmtmg exerc1se . -

T Ny, General subJects mav evolve from the students through a
brainstorming session. .

. The instructor may- provide a list of general subjects and,
through discussion, have students expand the list.

1. Fréewntmg Exercrse
" ¢ a. Goals of Freewntmg

-« To relax whlbltlons and initiate thoughyj
To find ‘awubject and a direction for research

’

X
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4 L "“ To aiti the students in getting at thejr own experience
. with the subject . .
O « b. Guides for Ereewriting '

’ After a brief review of the subjects, each student selects
. one and writes freely about it for approximately 15 to 20
T \ minutes. The students are instructed to write as fast as

- - concern for spelling, grammar, punctuation, or sentence
. .- \structure The important thing-is to keep the pen moving
T and get ideas down on the page. They are to writé what-
ever.fomes to mind about the subject. If nothing comes,
~they are instructed.to write “Nothing comes to my mind”
.or “I can't think of anything to write” until the thoughts
*begin to ﬂow Thevkly requirement is that they nevér stop

« writing.

2. gramstormmg Session -~

-» groups of three to read and distuss each others’ freewriting.
_&Goals of the, Brainstorming Session

- .. "_To further rela.x inhibitions and generate ldeas .
: o To identify and state specifie topics suitable for research
" To formulate .research questions for the topic .
To identify and state clearly key thoughts about the topic
\ o To identify and state clearly ideas whlch support and °
clarify key thoughts
To identify resources to stirvey - N -

* b. Guides for the Brainstorming Session -

Each student reads his or her freewriting aloud to the
group. Group members may ask such questions.as the
s following. about each piece:

_ ~.» What specific aspect ,of the subject does the plece address”
-~ - _(limits the, subjects) »
. \ What words and passages séem strongest and most impor-
v - Y "‘.; ! tant') "
: * Do they hint at eneral ‘thoughts about the subject? (lden
- tifies main p&nts)
*Are there words or passages which fturther explain and
clarify the general thought" (identifies- supportmg pomts)
- . What majn g}éstwn or questlons does-the plece raise in
yeour mmd - = .

»
s

- L]
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they can without stopping:to pendeg a thought, without -

ollowing,the freewriting activity, the students divide into
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Can you think of specific cases, incidents, or events that

" will support the general thoughts or provide answers to
"the questions? (ideptifies additional supports)

Key thoughts and questions which emerge from this and the
following activity may suggest a thesis, and main and sup-
portifig points for the outline which will be written later.
Questions may be turged into declarative statements for the
outlme .

3. Creatmg a Visual Aid
This activity follows the brainstorming session.
“a. Goals of the Vlsual Aid ¢ a

, -+ To provide a, al aid that*éomes dIrectly from student

intéraction”and that is cPeated by the students
“To give the students an opportunity foy the oral expreésmn
of thought before™ larger group
To. prov1de experlence in organizing, clanfymg, and ex-
. ‘pressing - ideas in oral delivery -
To stimulate additional thought on the topic and generate
“‘more tdeas from the class as a group s
To-provide a means for evaluating the stddents’ under-
) Btandmg of the first stage of research

‘l; Guides- for the Visual Aid
Using various colored felt markers and white market

.., paper, each group of students “writes and illustrates the

.topics, questions, and general and particular statements
formulated for each subject These may be mounted on tl}q
. chalk board or on a wall in the classroom. Each group
. explains the’ ist.of its discission and the content of its
pdsber The-class as a group engages in a discussion of
each poster. The teacher encourages the class to ask ques-
tlonsﬁlge ‘the following which lead to the principles of
limitikg a »subject, . formulatmg research fuestions, and
" " jdenfifying sources:
"Is the subject sufficiently litnited? .
_. Does the. tepic lend itself to research? W.hy" Why not?~ -
thre can the researcher go for answers to the questions?
Do you‘haye other suggestions:for the researcher?
. This activity helps the students to define 'more precisely
and clearly the direction their research can l:ake and the
"method or approach they may usé, From the class a

) k3



N T . . . M
— 2 h +
: - . v , .
i s - " - -

62 About Teaéhing_Writing‘ Prewriting‘ Pra.ctic}asi

stydent may learn of additional sources or research tac-
\ tics. For example perhape sorreone in the class knows of -
* a person m the community whp( faces or has: faced the
* problem or ‘has special -experience or knowledge of the |
t problem that a student desires to research. The studqant 4
may be guided to schedule an interview with this person.”™
~ Cr.eatmg a visual aid further stimulates imagination and .. - '
i creativity, and encourages students'to write clear, cerrect
sefitences and to formulate precise questlons 1t also com- -~
bines the written and oral expressiofi of idead and,rein”
forcw pomts that can be made about the subject

»

o’

4. The Plan Sheet . oo '7,”
At-the'end of the foregoing attivities, the students handina -
plan sheet for theirs subjects. Thls sheet may consist_of the
- following items: . % ‘
' Research {I‘oplc‘_‘__ (limited) - L
Research Questions _____ ‘ B
3 Main Thoug‘nt,ﬁ.}g Consider e i
Supporting Ideas to Consider s ’
* Resources to Use ____~___* (books, magazine artleles let-
ters, interviews, equestxonnalres etc) -

The plan sheet provides a final means of eyaluation for thls
. . stage of r@earch It may also be used for conferences with
-~ o students. who requlre individual assistance at this stage. -

5. The Research Jourmal’ s "

The students should be encouraged to keep a r&eearch Jour- .
nal in which they recdrd their ide and do daily freewrltmg vt
IR ~.exercises about their topics. 100 15 minutes of-some class =~ -
%mr\s may be allotted for freewriting in the Journals From
. v\ tilne fo tinte, foumal pieces may be read and dlscussed in
- class. These should be read to share ideas, not to correct
writterf- expression or “to discover w]llc,l’l is the best paper.

= S a

. The foregoing activities should stimiulate thought andp (produca v ]
quantity of ideas. Once, studgpts focus on one ided, they can brmg
their own/| perspedlvevnd exXper enee to bear-. This is the founda-

' . -tion* fox research other fac , ideas, and theories, using a  _ .-
variety of sol %%he composzng process can begin only when

. stddegts own-€nergy, voice, and ¢ creativjty arecombmed w1th the -

» . ideas, experlenCes and resources of others" .
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A Path through the Maze

A Sequential Approach to Wiﬁtmg
Do(:umented Papers o

»

.
- - o~ - -

Ellen Aﬂdrews Knodt Pennsylvan,]a State University,
Ogontz Campds I

come_away. from readmg 3({or 60 or 90y final copies realizing
M:y%]g which could have gone w rong had: the papers were

almost’ alwayg “cut and paste jobs” showing the writers’ lack_ of

understanding gk the subject: quotations were len and had )
~. not been selected to support the thesis (if indeed the r had a
, clear thesis); the wrlters ewn sentences were sketchy‘ consisting’
lir& “And néxt Mr. Brown said.” After my students-and I _

8
that*what they really lacked was practice in the indjvidual skills
. demanded by the very complex research paper assignment. I had
been particularly frustrated by the student who had.done all the
= research work and had copious notes on innumerable 3 x 5 cards
but whose .paper was mcomprehenSIble The problem is that
wntmg a research paper or any paper needing-decumentation
requmes rather sophisticated techniques of integrating quoted
material from several sources.with the writer’'s own words. Po
complete such an assignment successfully, student§ must be able
tq understand their source matenal see its relevance to.the point
they wish to.make; extract the quotatlons whjch will support
their point, introduce or otherwise weave the quotations into their
text, and. properly punctuate and document the quotation.
To give students practice with each of these skills, I develqped
a three-step sequence of shorter ass&’nments {500-700 words),
buﬂdmg from The simplest to the most complidated tasks involved
in writing a documented paper. All of these assignments concern
thg writing of a paper—rot the library work involved-nor the
__ reading and taklhg of notes. We are concerned only thh what a
student can do‘onee he or she has completed the necessary
reseatch. The assignments in this sequence do not have to be on

throfigh the research papet several-tifes, I discovered-

e
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the same topic as a research paper, nor, for#hat matter, does an
insttuctor have to assign a fulk-fledged research paper.
The first assignment requires the use of quoted material taken
from a single source to support a thesis. To provitle a link between® .
the students’ previous writing about personal experience-in their,
irst composition course and their new task of using another’s
' rds, I ask them to mt,ervlgw a person and to use notes,or tapes
of conversation as the basis for the paper. (Many students I

teach own cassette recorders:; those who do not have a recorder - .-

take mbtes as accurately as they can.) Since I have been teaching a’
thematically organized secend term English composition ¢ourse

on the American character. my students igterview a person at
least temyears older than they are on the topic of the democratic
ideal. In class, we discuss some questions to ask’(dgawn from ous
rea.dmgs in an anthology and from previous class dlscumons) and
some hints on how to follow up an ifiteresting answer We. are

= interested in how the interviewed person. perceives concepts of
- democracy such as equality of opportumty, the right to dissent, or,
the “melting pot.”” Once students have done their.in WS, We
discuss how to extract a thesis statement’which will lize the

“interviewee’s” atntud% teward the democratic ideal, how to

- select quotations which will’support the thesis, zmd how to pune-
" tuate direct quotatlons and use paraphrages. We alse work with
the form of the essay, discussing the purpose of an introduction
leading to the thesis, she yse of three or four subpoints to develop
_the thesis, and fmallil‘ ﬁbss]ble formhs a’conclusion.could take.
Students seerm to*lqé the interview assignment, and it tan-be
modified to. fit the therie or subject majter being taught. Other

.

L mstructors have. assigned students to interview someoéne in an

ion"that the student intends to pursue, and then to write
/ ak ,essay analyzing the advantages ‘and’ disadvantages of that
upation. Or students could choose a controversial issue like the
- ddath penalty, gun control leglslatnon or the legalization of mari-
a, interview someoneson his views, and then -write an essay’
#ining that person’s pesition on the issue. '
tever the topic, students seem to learn some very impor-
basic research writing skills from this interview assignment. ,
Fder to writg the paper. students must be able to sift through-
‘the person's eonversatmn&to find quotations to support-a thesis, .
and t it the quotation into the téxt of the paper by providipg
introductions to or ‘comments on them. They fnust also know the
mechanics of punctuating quotations_correctly. Becayse the source




_A Path through the Maze 65

is another person rather than a pubhsﬁed ‘work, stadents can-

concentrate on the task of hesis and support without the added
difficulties of reading, amd understanding published ,matenal

. And because students are using only oné source, the “inter- ..

viewee,” they avoid the problem of interweaving quotations from

several different sources and, of footnotmg and” documentmg
them.™ -

The second assxg’nment in the sequence requires students to
support a thesis by using material frém two published primary
* sources. In addition to the previous tasks, this assignment re-
quires that the students read and understand published material,
develop a thesis from that material, and select quotations from
both sources to support the thesis. At this poipt, too, the students
learn how to footnote quotations taken from our. text (the source of
the material for, this assignment). This second step, then, moves

the students from using a first-hand account ¢the interview) to the -

more complex task of using two published sources.

Topies for this paper pre 2 about success in America and usually
take the form of a comparison or contrast like “Compare blue-
collar attitudes toward work with white-collar attitudes toward
‘work as seen in two essays in our text” or.“Analyze the values
held by the main charadters in the staries by John Cheever and
Harvey Swados.”™ An instructor could assign a topic requiring
library work for this paper, but_ the number of sources used
should be limited to reduce the ¢omplexity ‘of the task. For
example, the instructor might ask the students to read two

magazine articles o water pollution and do an analysis or evalu-.

ation of the articles, using direct quotations for support. Or
students could be assigned to read two short stories by an author,
derive a thesis based on their reading and write a paper sup-
.porting their thesls with relevant duotations.

The last assignment in the'three-step sequence is the most
* difficult. For this paper students must use at least three sources,
at least gne-of which must be from literary critigjsm. Since
criticism 1s usually the most difficult miterial for students to

read and interpret and since students must use a greater number _

of sources in this paper, this assignment poses the greatest com-
plex1ty In.addition to continuing their work'on footnoting, stu-
dents also learn tp do a bibljography for this assignment. I
usually control the source of critical material by mirgeographing

passages from several texts, but one could also use a’ casebook '\

.eontaining critical cog?mentary or assign library w~ork for thls
’ " J . .

I
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assignment. Topics for these papers are derived from some ¢6n-
cept found in the critical material and then verified or disproven
by material taken from the primary works. For example. a
critical comment on Hemingway's style of writing might be
supported by reference to a novel and short story or several short
stories.

Students feel more confident about beginning a full-scale re-
search project after completing this seMes of shorter assignments.
To be sure. they have to cope with the frustrations of finding the
information and the task of taking notes on what they read, but
the job-of sifting the important information from the unimpor-
tant, arranging quotations to support a thesis, fitting:quotes into
the texts of their papers (without dominating the texts). and
documenting the quotations properly has beer simplified because

——

they have practiced all these skills on shorter, more manageable .

assignments. For students who have never done a documented

paper. or who have been left to flounder without instruction on

how to proceed. this three-step sequence may provide a path -
through the maze. ‘

L]
[}
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'3 About Teaching Writing: .
Revising and Editing

Céreful revising and editing are essential but often overlooked
steps in writing.-Students who become proficient at proofreading
and revising their work save teachers time and effort. The au-
thors df the articles in this chapter, realizing the necessity for
teaching students how to revise and edit, suggest color coding to
. help students establish organization, advise use of groups for

revising and proofreading actiwties, and preyide guidelines for
- instructing students in proofrghiog\ailj&r:?hn.

'r)



. Color Coding and Other Devices
for Teaching Organization
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Helen Thompson, South Newton Jiinior High School, -
Kentland, Indiana - -

“Lo' thy dread empire, Chaos! is restor'd; . o
Light dies before-thy uncreating word; -
Thy hand, great Anarch' lets the curtain fall,
And universal darkness buries all.” -

Alexander Pope, The Dunciad,
Bk. iv. 1. 653

®

".) Anyone endeavoring to teach, theme writing wiil most likely
recognize the truth of the above quotation. Chaos has extended to
the writing of themes at the secondary level. Organization of
thought, and to an even greater extent organization of these ideas
on paper, often seem to be a lost art. I have devised a method for
teaching theme organization and for promoting careful copy-
reading and rewrite that might prove helpful to others teaching
these basic skills.

* Former students of my structured writing class who have
“attended colleges and universities bave reported most favorably
on the results of the method. For the first time in six years of teach-
ing I feel that I have progressed in teaching students to write ac-
curately and in an organized manmwer. :

The method? Really quite simple—but different: I begin with a
very arbitrafy structure requirement for outlining the theme and
?r writimg the opening paragraph of the theme. I prepare and

istribute a list of the essential items on an outline form; they are:
infroductory material, thesis statement, main points, supporting
points, and conclusion. Essential items for the opening paragraph
are: attention-getting sentence or sentences, background material,
topic sentences, and thesis statement. -

I'm sure that the reader is thinking at’ this point that there is
nothing new or different about this. The difference comes, powever,
as | begin showing the student how to determine if all Jecessary

- 79 —-
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Color'Coding .
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comenents of the—qm_nmg paragraph are included and if the
theme is organized correctly. I use color coding to establish organi- . -

on and relationships. The, student is instructed to make an o
tlineson a form which' I provide and w\w;ite an opening para- -
grl}ph folloging speclflc directions. These !

\ sentence, some background material, ati&%

. senténces (which ‘must correspond with the main peints speci -

outline) and a thesis statement as the concluding sentence of

yst be an attention-

tbe opening paragraph. Students usually progress this far rela-

ask them to take color'markers and do a bit of underlmmg The

“attenti

topic sentences in yellow, the thesis statemen

show a relationship with topic sentences, main poits on the outline

are underhned in yellow.

As'the underlining begins, probtems and questlons arise: “I don’t
underline in yellow in my opening para-

ing to underline in black—what is a
t correspond to my topic
? 1 can’t find anything to

seem to have anything
graph...I gan’t fnd an
thesis statement?.:.
sentences . . . What B‘background materi

underline in

ponents of the opem.ng paragraph, dete
“ahd corresponding mai

topic sentenc

y mgin points don't

-getter is to be underlined in red. (Aﬂ coding ‘is open to
teacher’s choice. ) The background material is uiglerlined in

black, and,

” Students must find | \for themselves the com-

ine that they have both
points underlined in

'matchinglyello , and must underline a fitm thesis statement in

black at the

d of the opening para

ph; the necessity of

pinpointing-specifics in color soon shows efher the presence or

absence of these items.
After completing the underlining, showing me both the outline

and the color-coded opening paragtaph, and making any neces-

sary changes, the student proceeds with the writing of the first

draft of the theme. Again, using the same color-code system, the

markers are used to underline the attention-getting sentence, the !

ces%s the thesis statement | . ‘
; where these appearin .

the body of the theme. The themes, with autlines stapled at the
back, are collected and I attach a critique sheet to the frofit. The

critique sheet has a section
organization and a section at th
punctuation, spelling, and grammar

recording vocabulary errors, such

mearning intended, but I do not use thi

critiquing.

/

ed for scoring

dcoring errors in

1so provision for
roper word for

rhen students are



v

70 About Teachmg Writing: qulslng‘and Editing

L ’ The class is "divided into groups of three &nd each group is
given three thefnes with instructions e read each theme aloud, fill
in the top (orgamzatxon) part of the score sheet as'a joint effort,
and then work individually withrthe ‘themes to score the bottom
.portion of the sheet. Each student scores a different section for
each theme, i.e. one student cdpyreads for spelling errors on one
theme, punctuation errors on a second, 4nd grammatical errops’
T " on-the third. Errors are marked in red, apd the total number of
errors of a particular type is entered in the appropriate blank on .
the critique sheet, along with the recording students’ s1gnature .
. After this Score card is completed the themes are refurned to
. student8 for rewrite. Then the complete assembly is turned in—
outline, rough draft, critique score card, and rewritten theme. As
I grade the final effort I check any error I find against the
[———-——.__gritique sheet and the rough draft; if the student copyreader has
\ missed this e:ror.‘ he"or she is penalized as well as the author of
“~the theme.
. * When using this teaching method W1th students who have a
, great deal of trouble.recognizing the topic sentence-main point
.. ‘relatlonshlp, I use a skit to demonstraté the connection. After
choosing a ¥leme whick.has a’clear representatlon of ‘the cor-
respondence f the topic-sentences in the opening paragraph and
the main_points in the theme, I make placards which read: Mr.
Attention-Getter,-Miss Background, Mrs. Topic Sentence One,
| Mrs. Tppic Sentence Two, Mr. Thesis Statement, Miss Main Point
. One and Miss Main Point Two. These are arbitrary designations.
The specific requirement is that the topic sentence-main point
‘character relationship-must be direct: parent-child, aunt or uncle-
niece or nephew. Each 'charactér reads certain lines from the”
theme and the other students listen to determjne if the writer of
the theme has given the characters the proper’lines to say, listen-
ing especially for that relationship between the topic sentence in
the opening paragraphand its main point. Even advanced stu-
dents participate in this activity enthusiastically, and it does pro-
vide "a slight diversion from everyday teaching tactics.

The teaching process described has proved to be a most effec-
tive way of directing students toward good organization and
careful observation of proper mechanics in theme writing. I feel,
also, that better content in the theme occurs as a result of tfis
demand for orgarization, since the student must put into the
theme the ideas which the organization has dictated and must
omit extraneous material which careful organization shows to be
unnecessary.
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Richard E. Barbieri, Milton Academy, Milton, Massachusetts -

'

*
3

“But sir, you can’t keep us from grade-grubbing. That’s the
American way.” I guess it is, especially in a high-powered college
prep school like'the one where I teach. Through the years I had
seen enough of the conflict and animosity generated by the quest
for grades. Competition had been bred into these students from
early childhood, by sports, by parents’ career models, and by
constant pressure for admission to the “best” schools at every
rung up the ladder. Therefore, cooperation was a basi¢ skill as
necessary to them as literacy, or more so. But was it possible to
promote both simultaneously, to instill cooptration ,amxd the nec:
esary individualism of composition?

. The plan jelled slowly. nurtured by reading Charity J.ames
comparing students’ teamwork in sports and activities with'their
egocentrlcnty in English class, hearing offcooperative techniques
used in Chinese education, and most of all by attending an NCTE
workshop on “Human Values in the English Classroong’ At last I
felt ready to try the experiment.

I had two major ‘dims: to improve the students’ ability to work
together, and to apply these improved cooperative skills to the task
of revising tompositions. Evaluatiofi would be both personai.‘in
the form of frequent discussions and written critiques by the
class, and academic. in my grading of the papers. -~ ~

" The first step was to*find a suitable writing topic. Too narrow.an
assignment would blur the distinction between cooperation and
plagiarism; to open a subject risked legving no room [or mutual
comprehension and cooperatxon Therefore, I based the composi-

, tion on a story we were readif, Graham Greenes “The Destruc-
tors,” so that everyone would begin on a'common footing, but I
tried to avoid the traditional critical essay, which would reinforce
familiar hierarchies of “good” and “bad” students. The topic was:
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. Toward the end of “The Destructors” Biackie and Trevor- (the
story’s two main‘characters] are sitting together. Blackie sug-
gests that Trevor must really hate Mr. Thomas [the old man
“. « - .whose house thé boys are wrecking], but Trevor replies “All
o this hate and love, it's soft, it's hooey: There's orlg.things,
v. - Blackie." s . -
_Refpond-to Trevor’s statement, u may explain why you- ~
‘. . think he feels-that way. or you talk about wghether you ,’
. think what he says is true. or what you think jt means.Theonly -
jamping-off point
for your own reflections on the story or orr life as you see ji-

S After collecting the gsignment I set it aside until the next phase

& . of tlie sequence was¥pompleted. - o 4
. " To make the class aware bf the heed for coof)'era_.tiq\, and to Jet
them practice it in a nonthreatening environmert, 1 used a

num of group exercises, most of them from Stanford and

. " Stanfod’s Learning Discussion Skills Through-Games (Citation

* Press,*1969). Amohg the more exciting of these are. the,“Lost on
the Moon” game angd the “Bank Robbery Mystery.’pIn the former, -
students are asked to rank fifteen items in order of usefujness to'a

: -lunar landing party stranded 200 miles{rom its base camp. First -

each “person makes an@djvidual written choice, then the cis

& . ° discusses the list and arrives af a eonsensus. I theory, and almost

always in_practice, th& conensus list is moré accurate (hy com- .
\ parison with NASA’s ranking) than that of any orle in&vidualt
worked out that way for us in all but org jnstance, where a
. student knew.a crucial fact but.didn¥, tely it?o the group, thus
-~ lowering their scorg and showing tn revgrse g value of team-.
~ ®work.)In the “Ba bbery ‘Mysgery,” students are each given
’ 6n@r more clues, (@pending on class size) to a grime, and must
agree on the eriminal, th gthod, and the 'motive by discgjng

N

s . the evidence, withbut col®ting or otl@-wise physically passing

the clues, A time clock and sub'sega'er?t diseussion show he /@ell o

-~

the group work\ed.togethe‘ag\ R ;
, fore the exercises began I-explajned that w:i)&ould’ be
. .working for $veral day¥on coopery'i techniques,

- ~ After dich eXwrcise we tafked at length,about what’had helped ory

. ” himdered the group and who had magdt the greatest contributions,

?e class quickly realized that cgoperation préduced. more sue-
Tess for everyone tian indivgdwmalistic wrangling, and%hey showed

" great ‘perception in- cheosing—usually urganimo'usg&j—t.he most

?

-

’

’ -}}elpf_'ul members of the g;roup. These did not ;lways tirn out to be
. ¢ . "
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- °the ustial “stars” o‘g the class, a fact’that beca
. 3s the sequence conQnued
' After ‘seweral

ore sig‘nificant

devoted to” such exercises and dis-
ssions, we mov, the compositions. Having made 'three
opies of each pa divided the class into groups of four. Each ’
¥member of the g'roup rece e}ed a copy of the four papers written
,, y his or her group. Thesé papers had no marks; I kept all my
\g'rades and comments in a separate notebook. I then outlined the
&  procedure to be followed.

- Each growp was to hdve twaaslass days p}us assng'nment time,
to work together revising and.editing the papers. I would then
.assign a grade to efch g'roup—the same for every membere.—based
not on how g‘ood the papers were, but on how much each had

* improved from the firsg version. I madesit clear that I would be
Jooking for general roventept in the group, so that®light
progress. i all four papers wolld' count for-more than great
improvement in orie &r two and no change in the others. I
suggested three prmcnples for revisiop

1. Find out “what the othe; students{want te say and hﬂp them
_ say it more (ﬁfeetlvely .
2. Don't’ agk &em to change what they were trymg to say
unless it seems absolutely necessary amm%s you can per-
suade therh of the necessity. .
- 3. Help each other correct mechanical errors, but maka this
PR only one asgfist of the revihon not tie whole thing..

Over the next two days L,moved areund the room, listening to
the’grodps work. Each had its gdistinctive tone. Some approached
the jab ruthlesgly. In others one®r more membefs were defen-
sive, unwilling to a advicé or to criticize. Fgpequently the
proportion of praise riticism was, to my eargtoo low. Yet they
m rogress. Some students groped tentatively for the kind -

" «waJ¥0 phrase a suggestion: “I don’t know, but I think it would be

better this way.” Others learned to begin with the cempliment

- that disarms defensiveness and makes constructive criticism ac-

d ‘ceptable. Many were frank in suggesting that a paper read as if it .

- . had been rushed, and elicited ad@hissions teachers never hear. As

, one person said in the Ttal critique, “When yé@ur friends tell you
.« something is wrong it's different than hearing it from the teacher.”
. Two patterns. particularly stood out. The stronger the students,

" " the less well the groups worked. Successful writers clashed, and

by their assé'rtlveness often dragged-others in | wrong directions. "
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On the other hand, weaker students grasped at the chance for
improvement, listened-to each other closely, sought times to work
after class, and Were more sensitive to each other’s feelings and .
quicker to leap to someone’s defense. s »
Second, some groups focused almost entirely on inatter‘s,oi«”‘”‘
edltmg, improving the papers’ mechanics but _igmering larger
issues of style, organization, of approacb Major change, it seemed,
was too threatening for gmee%n to suggest. In one gréup, on-the
other hand, a-studefit had taken what to me was an originaland  ,
exciting approach to the topic, but two other group members, not
really understanding.what he was up to, attacked him vigorously,
producing first strong resistance, then sullen capitulation. I was
sorely tempted to intervene, but forcefl myself to keep- clear,
watching the group fall apart through 1ssphsion and hoping that
» the experience would prove valuable
" in retrospeet.
g Gradipg the papers (grades Tanged from A to C) 1 formd
v.*". significalit iniprdvement in a little over half, a better proportion
than I had usually found when students worked independently.
—--Fu.[§her there was a clear,gorrelation between cooperation in a
. ° group during the classes and progress on the papers. Those who
had struck off in their .own directions accomplished little corm-
pared to those who had Vyogked together.
e - After returning the papers and discussing them, I asked every-
¥ “pe to submit a detailed anonymous evaluation of theJwhole -
3 project. The responses were gratifyi gly. positive, making me feel
e »W gore”had probably been. gained in personal than academic
. Rating th¥ whole sequence, 26% described their. féelings
. as Very Good 68% as Good, 5% as Fair, and none as Poor or Very
Poor. On the writing component the scores weére 5% Very Gogd, ™™
67% Good, and 28% Fair. Asked “Ho»{:ch*dld this exercise help

hem if not now, at least

' your w’rﬁmg"" 67% replied A Fair AMount and 33% A Little (no
" one chose either Very. Much or Not ARAIl). Finally, 60% thought -
. 'their group had.worked together V\éﬁ or Very Well, 18% de-
scribed their group’s®ehavior as Okay, and only 12% thought
they had worked Rather Badly, d
Replies to the open-ended questlons mteresbed me even more.
To the questfon “What changes, if any, hgve you noticed in |
* yourself as a result of the sequencé?” students made such replies
as: “I think that now I will nofiliyg give'my ideas, but will listen
to others " “] am more able to adJust my opinions to those of
someone else whose reasoning seems more logical than mme "In
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response to the same question asked about the class as'a whole,

students cited such ehanges as “better organization,” more listen-_

" oA ” W

ing and consideration,” “more unity as a group,” “mdre opinions
coming from many more people,” and “We don’t yell as much.
We've learned it won't help the discussion.” But there’s.a pes-
simist in every crowd: “We are openly startmg to hate each
other,” suggesbed one critic. . ‘

Other questions also showed people recognizing the benefits of
cooperation. Asked what changes should be made in the class’s
behavior, almost-half hoped for less arguing and stubbornness,
and sﬁgg%bed the need for- more open-mindedness, cooperation,
concentration, organization, and acceptance of others’ opinions.

"The pervasiveness of the effect was shown by answers to the

question “Who helped you the most in revising?” Here almost two-

.-thirds ‘of the students in the class were mentioned on at least one

questignnaire. .

The good effects of the sequence lasted,”by my own obserya-
tions, well aftar the conclusion of the expenment and in one case
proved especially durable and important. One boy—T'll call him
Jim—had a record of mild dyslexia and attendant emotional
problems, In class Jim was hypersensitive and totally lacking in
confidence, facts that he tried to conceal behind a facade of
humorous put-downs of his own work and abilities. But during
the €xercise it became apparent both to.him and to the class that
despite his problems with spelling and mechanics he had a great
facility for problem-solving and for leadership. In the games he
was gain and again cited as “most helpful,” and of all the groups

" his had the best reeord of improvement. From then on his confi-

dence lmproved rgarkedly, and’so did his work, culminating in
his gel major sportswriter and editor on the school
paper Setting aside the general benefits of the experiment, the
change in-Jim alone wotlld have made the program a worthwhile
innovation. -
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Dialogue
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Thomas D. Gillett, East Junior-Senior High School,
Rochester, New York - )

.
-t 1 [

It has always ar&zed me how a fairly competent high school

- jumior can mas}fr usage exercises, correctly spell and use dif-
ficult words, arld punctuate a wide variety of sentence structures
when these challenges arise in their pwn contexts (grammar exer-
cises, spelling quizzes), but will fail miserably when applying exact- .
ly the same exercises to the-writing of his or her ow compositions. I
had never realized the size of the gap between wrltmg theéory and
practice until a budding E.B. WRite timorously approached my
desk clutching his latest effort which had been red-pen “cor-
rected” so copiously that it™tepked as if it had seen duty as a
pressure bandage for a serioug abrasion. He peinted to the two-

" inch high letters “PROOFREAD!” which bannered his paper; “I
don’t know how to do this,” he confessed.

This epiphahic episode led me to devélop astrategy for'te;%b—'_\,_
ing proofreading as a basic skill in a composition class./The
student menmtioned above was not atypical; few students, in fact,
can evaluate their own work for clarity, coherenee; and mechani-
cal accuracy. But self-evaluation and self-correction form the
foundation of good writing. If the writer carinot -accomplish a
cogent analysis of a piecg writing is likely to be a hit or miss
proposition at best. The process I now use incorporates peer
evaluation, comprehensive proofreading. class participation, and
attention to the individual student. '

I presently” Qrgamze my composition’ course*(of tent.h fhrough,
twelfth graders) to encourage the development of seMevalugtion -

- and proofreading skills. In_many ways, it is hke composition
courses have .always been: s\fUdents write one essay ea.ch week,
usually of 300-600 words; each week's pissignment focuses dn a
particular technique for developing an idea (e.g:, examples, com-
par‘e/contrast, giefinitiorl. process analysis); exz}mples of each week's

-
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-

technique are distributed and discuésed;‘nume;ous &hort assign- - _

ments—reading “and writing—supplemefit tlse- weekly assign-

ments. - x ' :

! “The variation in the traditional writig course comes in_the

’ way stud_gnt essays are used to rejnforce principles of good it -

ing. First, I make sabundant corrections, criticisms, and com-

‘ mendations on eacH paper. I then extract a sentence or two from

“ _ each paper to share with the class via the overhead projector. O .
‘or two class periods dre devoted to the gﬁ)up’s analyzing the"s:\.
“gems”—anonymously, of course. For example, an essay assign- | _—
ment using the technique.of comparison/eontrast yielded these:

When you get to high school. you find that kids there are
divided into two groups. the honor students and the athletes.

.« - -The honor student and the athlete,’one is a book finatic. the A
. other is a sport finatic. "
In life, people genrally find thagt with every person they meet. .
they have cornmon and conflicting interests. The Honor Stu-. ™ - Q

dent and the Athlete, atthough different.n many ways. also )
shar« some similarities.. ' . p

A .

. -Both the honor student and the ete have one thing in R

coymn.'and that 1s reaching a I, )
. For“some sfra;‘e. unexplainable reason. students are betters :
_ gble to criticizein@kvidual séntences when the overhead flicks on ’

-and the sentence glows on the projection screen. In the first twe -

" examples above, students easiy identified the problents Vafter
unanimously agreeing that thedirst was clearer and moré coher- -
ent): both generalize and need qualification; the second is a run- . :
on with misspellings. The third sentence was universally ac-

.claimed as a lucid, expressive opener for a composition. The final
example was scored for being vague and unnécessarily restric- -
tive. The analysis of these four sentences involved lengthy discus- -
sion and took most of a class period.’ ‘ . ’

Many sentences I select for viewing are evaluated and cor-
rected- by students saying, “It doesn’t make sense {ow “sound v
right”); it would be better if it said....” And in most cases, the
correction offered is a valid improvement over the projected

- example. Some sentences fromwe the same assignment as abdve

-~

-..which fell into the “doesn't;sound-gopﬂ”'class: © ~ ) LT
. Films édme;' in black and white and color. Many fancy tricks
] can hé accomphshed with a movie camera. | ", ',
- This, composition Wil}, show ‘thie likeness and difference of .
stage acting and ﬁlm acting’ N SR *
~ - ‘ .
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1In the Yealm of
o . + forms, the. st

A'.stage play requires human time’and effort. - .

sual entertainthent, the two most profminent
play and the film, are bitter rivals.-
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Abfut Teaching Writing” Revisifig and Editing

A |

Fear and courage are related to each other because thdy are Y

both facing up to reality. :

It is %sentnal that thts.exercise not be directed toward identi-
fying and labeling incorrect or awkward constructions. If the aim
is to teach writing. the emphasis must be on the skill of rewriting
theyunclear sentence or restatmg the poorly worded phrase. As

stu

nts become comfortable with this process, it begins to be a
natural: part of their own -writing procedure LR

Students do provide examples i in their writing of a the major,

.recurring composition errors. From.a semester’s wo

k, Ihave

selected somg of the more frequent “afflictions:

wrong word:

o clichés:

fragment:

. convoluted
™) sentences:

unclear pronouns-
»”"”
Lewe "distracting
repetition:

faulty logic:

ny kids forget their hunger and
late their vegetables .over to *
the next table.’

You'ver just |got tokeep your eyes

Something whjch not everyone else
has, patience! -

Another example of another coun-
try’s way of greeting is the oountry
Steponfeete’s.

To, start off in my opinion as a fe-
male and who is for Women's Lib-
eration to an extent. both sexes have
their weaker points-

Ridiculous as 1t may sound, it can be
thought of as a n\ove in the right
direction.

One thing that they all have incom-
-mon which is more commo, than the

common cglé T8 bor = -
She is machme that never tires. -
But gHe tires now.

If vou walk down the corridor of a
school, 1t is plain to see that males
try to show off their rhuscles. This
only goes to show that girls are
stronger.

* Sometimes the concerned parent is

just too much.

.




Managmg a Proo&;eadmg Dialogue - 79 .
unwarranted use ‘of When I step on that bus, I know
- choppy sentences: what I am going to see. | am gomg
to see the,typical bus driver. =
* parallel structure: They don’t know. whether it will be

warmer or will 1t stay cold?

The collection of weekly “hlgﬁlight” sentences has*been labeled
“The Good, the Bad, and the Ugly” by my ctass, and."though.they - -
- Q feel I emphasize the “bad” and the “ugly.” T consciously include

* sentences which are examples of good writing: clear topic state-

- ments; coherent, complex sentences; particularly-appropriate word

choices.

- Among the benefits of this procedure is a higher level of in-

."volvement by individual students. Because er¢ryone is represented,
students seem more willing to be attentive, watching for their
own' “good" or “ugly.” Because all the examples are drawn from
re@ponses to the same assignment, class members have a general

familiarity with what each writer was attempting: all examples 1,

have a common context. ThIS familiarity’invites self-evaluation byy

comparing and contrasting: "My paragraph»vu ould have been
clearer had I organized it like that.” Because the selections are
offertd .without “credit” to the author. students are less threat-
ened by the peer criticism In fact, when { ask the class what
could be imipreéved in a sentence. the “author” is often the first to
offer "a reconstructjort. Because only a sentence or two is taken
from each essay. no student need feel oppressed by the criticism.

An added benefit of this practice is that students begin to develop

the habit of looking at their own work sentence by sentence.

Generally, students seem to enjoy the cla.sses defoted to their own

triumphs and errors. '

For the teacher. the procedure engenders cfass discussion-in a- — — -
class where discussions are sometimes difficult to mandge. The

. short samples to be considet®d allow immediate analysis. The

group sessions pronde the teacher with one more source of
information for determining whef,.ber or not the students are
learning anything.

Student reactior to the practxce g'fers a fxttmg conclusion. On
léavigg the class last semester. a young writer, in typical téenage
fashiom; gave praise in.the form of faint damnation: “I used to-be

.able to really shovel it on essay testé—now I feel uncomfartable

[ when I write sométiing that sdys nothing, ®ven if it sounds

- great.” I like to think that meant he legrned something in my .
course. ) .
’ 3
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S. Kenneth Benson, Raéifiq Union College, Angwin, California
‘ ) ; / . _‘_ -

) When thoughts tumble forward faster than pen or typewriter can

2 handle, errors invariably . creep in during the early stages of

: _ writing. Even the most experienced wrilers need to proofread

theéir final-drafts for careless errors. If you can get these concepts

-aeross to your students, proofreading becowes an accepted part of

* _ the writing process. I sometimes tell students, “When you writg,

forget about punctuation, spelling, sentences, and the like if they

hinder your thinking process. Get down on paper what you want

to communicate. After you have your thoughts down on paper and

corrected for basic content, then worry about the mechanics. Now

- read it several times. If you are a poor.speller, read every word

carefully for'spelling. Then proofread for fragments. run-ons. and

- the like. Don’t’ be satisfied with one or two ‘teadings; you mjay
* _ have to proofread six or more times!” .

When the, students come to,class with what they think is the
finished composition, I ask thzﬁ{tﬁ proofread the theme at least -
twice more before turning it in/1 reserve about thirty minutes of-
class time to answer questions on proofreading. I will spell words,
read individual sentences for eempleteness and punctuation; how-_

ever, the student must have a particular point in mind. Some
¢ teachers might object to this help, but I am so elated to have
students question spelling and other problems in mechahics that I
give as gauch help as possible. After all, what is the goal in
proofreading? Don’t we want them to read thgir own themesggith
a critical eye? - ) .
Before the first theme, we go over the cerrection symbols I use.
Usually we also do one or two werksheets on\common préof-

/?%?g errors and major sentence problems. The interest in

rodfreading is understandably minimal at this point.
en the themes are returned, torrection symbols have been
. placed on the left side of the page. The right side is reserved for

’ Yo ]
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’ problems in content. A one-page grading sealé is.attached to the
end of .the paper that evaluates both rechanics and content. If a
theme receives a grade lower than_a C. it should be revised
completely. However, everyone revises proofreading errors, not to
change the grade of the theme, but as an exercise in proof-

« reading. -

The method I developed to make students pay attention to
proof-reading symbols was an act of desperation. For years I
tried correcting the mechanical error$ on the papers and perhaps
having the student 'recopy the theme. This procedure seldom
helped the mechanics on the fext theme. Next. I-tried using
correction symbols on the left margin of each line and asking
students to read them when the themes were returned. This'did
not improve mechanics or get students interested in proofreading.

. In both methods. the teacher learns about the students’ problems,
but students do net. Finally, ‘T struck upon this idea.

. On a prescribed day, all students are to bring their last themes
to class. On-the board I write these directions:

1. On the left margin of your original theme, number the first
ten correction symbols jconsecutively, 1 through 10. (This

* sounds simple. but vou soon find that students do not listen
and follow directions very well.)

2 Take a new piece of paper and put your name on 1t. Using the
- same numbers as you Just placed on the left margins of your
i theme. you are now to torrect the first ten errors

3. If the error 1s spelling, ,wrlte SP after the number on your
correction page and spell the word correctly.

4. For all other errors. study the probiem carefully. Copy the
entire sentence that had an error. but make the needed cor-
rection. After this, explain in your own words why a correc-
tion symbol was placed on the left margin of that line.

From then on, my time ig spent-aniswering individual students on

- errors they do not understand. i circulate around the room, or-

they.come to mw desk. {Suggest they correct the errors they do

. understand first, then they can ask several questions at once.) It

may be hectic at first, and a teacher-aide can be very helpful at

this ‘time. Perhaps some of your better students can help. The

main value is-to have students correcting their own errors and
learning the specific reasons for the corrections.

On the following page-is the tntle and one paragraph of a°

et\n‘ned theme. ~
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Student Theme

Trying to get acquaintea with a new roompartner can be
frustrating - -

It can be difficult to assert yourself when your new

roompartner does not realize what he does that.annoys you.

As the two of you progress in orgapizing the rodm, your
roompartner may make a few decfsions of his own. For

example, my roompartner and I talked about our floor being

cold when we get up in the morning and how nice it would
be to have a rug. After class one day, I walked into our roomy

and there was this carpet; old, moist, and had the smell of

mildew. Jim, my roompartner, was still trimming the edges

of ‘the carpet. He explained to me that he found it behind

Dean Smiths house. It was difficult for me to try to tell him

that 1 would not tolerate it. As I did try to tell him this, I

failed in getting my point across. Many times I would try to

tell him, “We will dispose of it when we get tired of it.” He

“got the wrong impression and said, “How could we ever get

tired of it? Remember how cold the floor was!” Jim bothers

me i other ways too. Many times Jim cleaned up the room.

As he did he misplaced my belongings, so that I could not

find them, and this would annoy me. Everytime I tried to
talk about the new arrangement of my belongings, he would ’

ask‘what I thought about the cleanliness of the room. I said,

“It 1s fine.” But in my mind I would. try to forget about it.

My politeness and sensitivity toward his feelings kept me

from getting my point across. Just the chance of breaking a

Awk _ friendship bothered me and this is why people do not speak
10 exactly what they mean, sfor_fear it would hurt the mew

Pro. Ante. acquaintance. And this is the frustrating part about it.

The student correction page(s) are stapled to the front of the
theme. If the corrections are well done, they can be corrected
quickly. Oecasionally you Way have to look at the theme to

' straighten out some special difficulty. For example, sometimes
* the student changes the wrong word for a spelling error.

[N

Student Corrections

1,2,3. Getting Acquainted ,With asNew Roommate

Capitalize all major words in a title. Do not capitalize short prepo-
sitions and articles unless they: arg the first word. Do not underline

_. original titles. Underline only names of W ete,

The title was too long and awkward. “Robmmate” 48 more common

than “roompartner”




Profitable Proofreadi‘ \%3

4. It can be difficult to assert yourself when your roommate does not
realize that He annoys you.

The sentence had too many words like “when,” “what,” and “that;” 1
simplified the sentence. ¢

5, 6. After class one,day, I walked into our room, and there was this
carpet—old, moist, and smelly with mildew

~ There should have been a comma after “room” Betause it 1s a com-
pound sentence. ) -
I should not have used a seml-co~ after “carpet” because what comes
after it is not a-sentence. A colon or a dash introduces these adjectives
.coming after the noun; "had the smell of mildew” is not parallel with the
" two adjectives. *
7. He explained to ane that he found 1t behind Dean Smith's house.
“Smith’s” is singular possessive. '

8. Hg anhoyed me when he misplaced my belongings where I could not
find them.

The sentence was too long and mvolved. I simplified it.

9. The chance of breaking our friendship bothered me. I suppose this 1s
why many people do not speak frankly with a new friend.

The onginal sentence was too long and involved.

10. Being unable to speak openly with my new roommate is frustrating.
The sentence was vague: the antecedent for “it” is vague also.

The students may have trouble with the corrections. For exam-
ple, they may not quite remember the rules for the possessive.
You can either teach on the spot,.or yow can refer them to the
handlgook. I prefer to teach or.review th%m with the students if
they are concerned enough to ask. Usual®¥ if you remind them of
the- rules,gthey understand, especially if you.have done ‘some
groundwork before the first theme. However, you may have to
reteach some points several times for some students. I handle this
exercise as a separate daily grade, not as part of the theme grade.
If twenty points are given for the exercise, then each item is
worth two points. Unless the student gives reasons for the errors
{except for spelling), no credit, is gi\fzn, If the correction is not
clear, no credit is given for that item either. If the students get
more than one or two wWong, they can redo the paper. On the
second eorrection, they write on the same paper by adding rules
or making changes. The most common error is failing™to give the
reason for the correction, . .

The goal of this method is to have students proofread their
‘themes before they pass them in. From my experience, mogt

sgdents read much more carefully after they have corrected one’

“
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or two themes. This may be due to a genuine intefest in proof-
reading or a distaste for carrecting the theme. Whatever the
reason, students tend to proofread more carefully before submit-
ting thémes. This method- also gives the teacher an opportunity to
do a lot of-individualized teaching on proofteading material that
is relevant to the student. { - .

’

»




+

-

I's

ERIC: &« &~

Revision: A Basic Skill
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v Marylyn ﬁ,(lala_brese, Tre&yffrin/ Easttown School District,
Berwyn, Pennsylvania

"‘Do I have to do it over?”

Most students in writing classes hate to revise. Some see it as
frustratmg busywork; others view it as painstaking drudgery
* Most do not understand why or how their writing needs redoing.
“- Actually, revising should be exciting, -challenging work. -1t can
even be fun. Finding the right word, cutting four paragraphs into
two, rearranging the order of a sentence to give more emphasis,
editing, proofreading, and recopying—all’ ese activities should
be an‘integral.part of every writing pro m, with 3pecial strat-
egies and lessons des1gne}i to make them productive and reward:
ing to the learner

Teaching revision increases verbal competency and helps to,
bring about conscientious work habits; it may evep foster in
students a faseination with the dynamlcs of language. It also .
means teaching pride in one's work, in excellence of verbal
expression, and aboye all, in the expectation of7and cemmitment’
to. doing one’s best. In my classroom, I often compare it to the

preparatlons necessary in giving a speech t g part in.a play, #

or competing on a sports team. Revising is&form of practice. It i is
rare that we are satisfied with our first attempts.

A writing .prograyp with a serious commitment to revision
should include a consideration of these basic questmns

~ 1. Who dec1des what needs to be revised? . ./
2. Are the crxtlca} comments and suggest}ons for‘ revision clear,

- ific, and thorough" )
3. ﬁ choicés in methods of revision does the student have
able? . -

4. Is suffici nt t e allottedA in conferences so that students can
ask questlons about, their revisions? . ,

Ly e

LY
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5. What followup meaéures are provided so that teacher and
student ‘can keep a~record of the progress of the originals
and revmons" .
P

T. Wha Decides What Needs to Be Rerised?

.~ In addition to the teacher-critic. the use of the student-critic can

enlarge the range of critical feedback. Students often respond

fatorably to critical comments from their peers if done in a

positive and constructive atmosphere. One method i is to have each

. - composition critiqued separately by several students, each one”

L 4

other critiques, the:teacher reviews the compositions and adds
additional suggestions. Usually there is considerable overlap in
the kinds of comments, offered and the student feels part of a
group endeavor, rather than the target of a teacher/student one-
way- dialogue. .

R @

2. Are the Critical Comments and Suggestions for Revision Clear.

Specific, and Thorowgh? 4
.
«  “Third paragraph unclear—revise.” “Neteds further develop-
+ ment—rewrite.” ’

Receiving a' paper with these kinds of incomplete commelts

situation, can be just as discouraging—a paper overwhelmed with
red marks and notations. A balanced approach will include enough
specifics without confusing the student. ‘A good way to judge the
suitability of the comments is by the kinds of questions students

" ask. Are they able to revise on the basis of the comments or do
they need additional éxamples" Very often, a student learns by.
having very detailed commentson a few papers in the béginning
of the course, and then just simple directjons on the remaining-
compositions. It is important to rémember that the quality of the
.revision may . be only as good as the quality of the critical com-

expects_a thorough rewrite (where it is necessary) will need to
take the time to do a thorough critique of the paper, If nothing
else, this kind of attention will convey to the student the impor-
_tance of ¥a thoroygh revision.

What is a thorough revision? Does every paper need m be
totally redone?

can be very frustrating to the student writer. And the reverse -

- - ments and. <uggest10m on the orlgmal paper. Any teacher who -

.making notes on a separate sheet of paper. Without looking at the -

t
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3. What Choices in Methods of Revision Does the Student Have
Available?

Redoing every part of every paper can be a deadly exercise in
overkill. On the other hand, the total revision of a few com-
positions with complete instructions and guidance can be in-
valuable lessons in'writing. Depending on the nature of the
writing problem, a part of the paper can be redone, perhaps
several key paragrerdhs. A«Mldent can use a numbering system
to indicate the errors on the original composition along with the -
corresponding corrections on a separate sheet. This approach
works well with a combination of spelling, punctuation, and
usage errors in a paper where the basic organization and sub-
stance are sound. These kinds of shortcuts to revision aid both -
students and teachers so that time can be spent reworking dif- °
ficult passages rather than recopying entire papers for only a few
mihor errors.
4, Is Suffwwnt Time Allotted in C’m%_(erences for Students to Ask
Questions about Their Revisions? ,

LY

I dents are to do an efficient job of revising, there must be
me Ig conferences with the teacher. Scheduling copferences
ith each student is difficult for teackers with large classes and a

fall teaching schedule. bat it is essential if students are expected
to nd considerable time in efficient revision. Extensive indi-
vidyal conferences during’ class time after the first few assign-
mefits can provide the .necessary groundwork for shorter future
conferences.

Individdal student-teacher conferences are not the only way to
deal with questions pertaining to revision. One time-saving alter-
native is to have studente assist each other in answering questions
and starting on revision. This reduces their dependency on the
teacher, and increases their understanding of the writing of their
peers. When paired with those of different writing abilities, stu-
dents are often surprised to find that in helping others revise
their Dapers, they have gained a new perspective.on approaching
their ‘own. ’ .

~
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5. What Followeup Measures are Promdéd SoThat Teacher and
Student Can Keep a Record ¥ thé Progress of the Originals and
Revisions? " ’

What happens to the completed revisions” This is a key guestion,
Revision_ can best be accomplished n a structured writing pro-
gram thaf includes individual needs assessrﬁe.n‘t. the setting of
objectives for the individual and for the total ‘.g\ , and the
+  monitoring and evaluation of these efforts. An }ndividual prog™
ress chart might include writing needs and problem areas, a
hecklist to record common writing errors, and a.structure to
bonitor the progress of thefevised paperss Asking students to go
back and periodically read over their writing folders, including
both originals and revisions, helps them to view their writing
progress as a whole Students need to see that their revisions are
an integral part of their entire writing program.

One final note.

The more involvement and purpose students feel in their writ-
ing, the more lLikely they,are to expend the extPa energy it takes,
to revise. refine, and polish the final drafts. Topics drawn from
experience rather than from textbooks lend themselves to this
kind of effort: for example, 1f the final product is something that
the students will actually use or send. then the need for revision is
built 1n. Letters to the editors of local newspapers, letters of
.introduction to school guidance counselors. autobiographical es-
says that form part of a student’s application for college admis-

. sion all obviously need to be revised until “publishable.” Other
“real” audiences for student work include high school news-
papers, students in other schools, and also classroom newspapers. '
In short, writing for publication gives students an excellent
Incentive to make their writing as good as it possibly can be.

In summary, the teaching of revision as a basic skill is as
intggral a part of a writing program as is paragraph organiza-
tion. sentence structure. and word usage. The student who is _
expeeted to revise, taight how to do 1t with clear and specific -
directions, and given classroom time fof writing conferences, will

‘  complain less' about “doing 1t-over” and 1s more likely to request
another opportunity of getting 1t “just right.” Some may even find
a great improvement in their basic writing- skills.

-
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4 About Teachmg Punctuatlon
Grammar and Spelling

<
There are those who would assert that the mechanics of writing
are superficial, that it's what you say that’s important. Yes, what
you say is the most important aspect of writing, but mechanics
are far from superficial if they are the means of getting what you
say across to the reader. Some of the finer points of punctua-
tion, spedling, and grammar (specifically, sentence combining and
sentence modeling) are approached here with the student, not the
textbook, in mind. Hints for individualizing instruction and mak-
%ing learning fun ease the task of teaching these necessary skills.
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Build a Skill, Stepby Step

Doris Master, Board of Cooperative Educational Services,
Nassau County, New York .

-
5

_ Readers of a publication such as this need not be convinced of the

need for providing elementary school children with the requisite
skills for the fluent and accurate recording of their ideas. These
skills must include enough knowledge of punctuation to make
students comfortable with its use. Effective writing means mak- -
ing the reader feel and understand what the writir feels and
understands. Punctuatjon is essential to this process. [ would like
to describe a technique I used to teach'my fourth graders the use
of quotation marks in writing dialogiae. The treatment-of the
particular skill demonstrates the sequence I followed; it could
easily be adapted to-teach other’ §kills as well.

I selected a number of children who -had attempted to use

. quotation marks in their writing, and who no longer needed help

in writing simple, complete sentences. By limiting the group to

‘those who wrote sentenges freely and correctly, 1 was able to limit

my instruction to the one specific skill: a skill which the children »
recognized had given them difficulty. I reminded the children

. that théy had had«trouble reading their own and each other’s

work because they could not determine which character said
what. I then “invited” them to join the “Quotation Mark Sem-
inar.” Of course, 'these highly motivated writers enthusijastically

‘remajned in the small group with me.

Our first lesson in the Seminar consisted of a discussion of
comic strips“and how the author and artist indicated the exact
words of a character. I drew a figure on the board and enclosed -
exciting phrases in balloons emanating from the mouths of the
cartoon characters. We discussed the feasibility. of doing this in
our written work. and the, children agreed that it would not work.
I then explained very carefully how puncfuation marks were used
in direct quotations. We made up funny or exciting statements for
the cartoon characters on the board and punctuated them to-

gether. The students’ firgt assignment was to find a three-frame . g
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scomijc strip, paste it on paper, and rewrite the conversation in the
balloons using quotation marks. The chlldren completed this
easily and shared their work with each *other. The next day I
assigned some pages from an English textbook dealing with
. direct and indirect quotations. We discussed them and completed
and corregted the exercises. The following assignment sent the
children to their writing folders for some of their own work to
’correct They were told to look through their papers to find some
writing which contained conversation and to rewrite it correctly.
If their,own writing did not contain dialogue, they were encour-
aged to use dialogue from their classmates’ writing. The children
found “this a little more difficult to do, but after discussing what
 they were trying to communicate, and after consulting with their
small group and me, most of them wrote a few limeg of conversa-
tion and punctuated them correctly. -
"~ For the next step, I displayed pictures which showed two or
. more people in varied circumstances. One picture showed a man
* and a young boy looking into a hospital nursery at a nurse
displaying three newborn babies. Another pjcture showed two
stuffed animals hugging each other. Yet another showed boys
with hot dogs and baseball equipment. Several other pictures
were alsp available. The children wereftold to choose one picture
which appealed to them and to decide fhat the characters were
safymg to each other. I urged them make the conversation
gevealing enough to explain what hadf happened before and pos-
. sibly 'what might happen next. The children wrote authentic,
realistic dialogue. and all but one of the eight children used the
punctuation marks correctly. I spoke with the child having diffi-
culty, and.gave her a few dittos to help her recognize direct and
indirect quotations. Then she too wrote the dialogue for her
picture, ’

Thg next opportunity to practlce the skill came in a writing
assignment which was suggested during the “Right to Write”
workshop given by NCTE at Cherry Hill, New Jersey in 1977. 1
made -up a Progress Report (instead of a report card) for a
fictional ciaracter, Marvin Termite, which contained poor grades
and comments, and I instructed the children to write the conver-
sation between Marvin and his mother about his progress report.
These were read, enjoyed, and discussed by and with the children:
Those-who still needed more practice were asked to write the
"conversation between Marvin's mother and teacher, as well as the
conversation between Marvin's mother and father about the re-
port. I did not have children read each other's work, but this
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1d also be done to demonstrate the clarity or lack of it ap
_a result of punctuationg .

I hope that after the completion of this series of structured
exercises, the children’s writing will contain more examples of
dialogue correctly paragraphed and punctuated. Evaluation of
the efficiency of the ihstruction will be thade by the presence ard
use of punctuation marks in the children’s free writing. Should
some children still demonstrate the need for further instructien,
additional exercises could be designed. Perhaps some selections of _
conversation from their reading material could be put on-tape,
and children who require practice could puhctuate the selection
and check it with the printed version. At all times, children were
instructed to notice the use of the conventions in the printed
material théy were reading.

In designing these instructional strategies I tried 'to follow.
certajn principles. First of all, there must be a great deal of
wrijting in a free atmosphere s that the children can stretch
themselves beyond the skills which they have already been taught.
The children themselves must become aware of the need for

- instruction in a particular skill. The skill must be introduced to-
children who have the necessary knowledge on which t6 build the
new skill. rather than to the éntire class at one time. Practice
exercises should be appealing, utilize differing approaches, and
allow for variety of interpretation. Follow-up work for students

who require it should be designed, and those who have mastered
the s&ill should be encouraged to use the new or perfected skill in

“ their own writing. Although our major concern rengins with the
expression -of ideas, we also promote fluency when we equip
children with the conventions of written composition with which
to express themselves clearly and ‘Precisely.
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" Let’s Hear It for the Preposition!

.
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Mildred D. Berkowitz, Dartmouth Middle School.
New Bedford, Massachusetts ‘
a, ‘

“Over the river

And through the woods,
To Grandmother’s house
We go.”

“Qkay,” says the teacher (of language arts) brightly, “what’s the
subject (of the sentence)?”--

(In the class), ten hands shoot up positively, four hands flutter
undecidedly. the other sixteen do not have- an opinion when

“polled. -

“David?” quern‘&s the teacher (in breathless anticipation).

“River,” flashes David{with understandable self-satisfaction).

“Can ‘anyone improve (on David’s answer)?” asks this same
educational paragon (in the approved style)(of Haim Ginott).

“Gver” shouts one (of our more creative grammar students),
hardly waiting (for the teacher’s nod)(in his eagerness)(for appro-
bation). .

The final scene (of this recurrent and all-too-famiiar bitter.
classroom tragedy) is written when (at the urging) (of the teacher)
(for still more “imprevement”), one student offers “the” (as the
subject). et )

This tragic vignette is not so far-fetched considering that
textbook wtiters and teachers of English consistently overlook the
relative importance of the humble preposition in our language.
We treat it like a poor relation. It is either given a grudging page
or two in the textbooks or, where its functional usefulness re-
ceives proper acknowledgement, it is accorded low priority in the

- hierarchy of what is to be taught. Granted, there are not too many
of us leaping out of bathtubs and running down the street shout-
ing, “Eureka!” Still,éWr contemplation of the knotty problem of |
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sequence for teaching of parts of speech (if we decide that gram-
mer should be taught at all), sqme of us might have discovered
that we are missing not only thé,bathtyb, but the whole boat, by
not teaching the preposition early and often.
R . Fairly sound reasons can be offered for the teaching of the
noun and the verb as a first priority. We know that English is a
languag® of word order:/: subject-predicate language; a noun-
verb language. Current textbooks and teaching techniques as-.
syme that we agree with the linguiets that, minimally, there are -
four basic sentence patterns N-V (noun-verb); N-V-N (noun-
verb-noun); N-LV-N (noun-linking verb-noun); and N-LV- Ad3
(noun-linking verb- adJectwe) So if we want to get “back to basics,”
‘we had jolly .well better know a noun and a verb wher we see
. one.
Yet even with all the teaching techniques at hand, even with all
“the information on form, function, markers, patterning, and (ex-
cuse the expression) diagramming, why is it students still can
identify the simple -subject and the main vérb in a sentence?
Perhaps it is because we tend to ignore the fact that most English
sentences consist of a series of phrases strung together. If thg
_ “bare bones” of the skeleton is the sentence pattern, then the meat
on the bones is the ubiquitous preposition and the company it
keeps the elements of the prepositional phrase.
As a matter of purity, the preposition is not a preposition at all
unless it is a part of .a prepositional phrase—and at the very
. ’ beginning of the phrase, at that. In a language riddled with
{ * exceptions, here is one of the steadfast verities which can be
taught with confidence: A prepositional phrase always begins
* with a preposition and ends with a noun or noun substitute. For
the transitional or structural linguists, it can be represented as
(Prép + {Det-or Adj] + Ni.
" From a random choice of language arts textbooks and work-
books at the elementary, junior high, and senior high school
« =+ levels, we can find a sehtence to illustrate the work to be per-
formed by underlm.mg the SImpLe subject once and the main verb
twice:
1, The-mayor of the city ordered the parade for Saturday.
Or, a sentence like this to show how to label sentence patterns:
2. The vicious tiger lurked in the deep jungle.
Every working classroom teacher will immediately see the pit-,
falls. It would be safe to wager that in” the first instance, the
teacher could find the students underlining any two words in the

-
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eentence, and in the second example, the N-V-N pattern would be
chosen incorrectly more often tham not. Now, in Example 1, if the
words of thee\city and for Saturday are isolated by parentheses
immediately, what is left to work with is: The mayor ordered the
parade. There is much less chance for error and the meaning and
‘infent show up cleanly and clearly. Again, in Example 2, if the
words in the deep Jungle are set apart with parentheses first, to
look like this: The mu’s tiger lurked (in the deep jungle), it would
be difficult to maka an error in 1dent1fymg the sentence pattern
with what is left-to label.

We err, it would seem, when we do not con51der the prepo-
sitional phrase as a functioning unit at all times. As soon as we
allow the phrase to be presented in a fluid, or unstable stgte, we are
creating an artificial representation of the structure 0f our lan-
guage. Addltlonally, we do violence to the form of the whole by
breaking it into its parts before its total form and function can be
clearly ulk‘erstood and absorbed.

Imr several current workbooks, the preposition is presented as a
noun markey, which, of course, it is. But hgw much more effi-
ciently it wotlld perform this task if it were first set apart as a
preposmonalkrase unit. The final noug in the'phrage would net
so easily be taken, and the margin for errar would decrease.
Under a headmg like, “Identifying Nouns by Their Signals,” and
with instructions to “draw a straight line under the determiners.
a wavy line under the prepositions, then circle all the nouns,” a
typical passage such as this appears in a workbook:

Ina few@ the emerged from the “house) and

.. sat_down pear the Chorsé> The old hD licked the black
‘,houn@)«wnh his rough(fongu@and was affectionately pawed

on_the (5s® in Geturm

If, instead of dissolving each prepositional phrase into the body of
the text, it is isolated as a unit and as a first task preceding the
other ;instructions, it would appear that the nouns and their
determiner markers would be much more easdy and surely iden-
tified. It would look like this:

(In a few -) the.emerged (from the.) and
sat_down (negr the(horssy) The old (Hors®y hcked the black
w1th his rough.) and was affectionately pawed
"(on (1n-) r
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Eve’r{ the newer texts with transformatiopal grammar orienta-
tion succump to the trap. The prepositional phrase is presented in
this fashion in the branching diagrams: .

’ ®  PLACE

PREP NP
over  + the river

The visual representation again breaks the unit of the phrase into
its deepest structurg before its surface structure can be under-
stood as a whole. )

Recognized for all of its virtues, the preposition, that handy
little speech part. as it combines with other words to form a
prepositional phrase, is central to our language, The preposition
offers direction mn analvzing.the structure of English sentences,
adds variety and spice ta the syntax in its role as phrase modifier
and sentence expander, and is largely, responsible for the lilt and
rhythm which distinguishes the intonatien of the English lan-
guage from other languages. Se ubiquitous are the prepositional
phrases in our sentences. we are often hot consciously aware of
‘them, but like the poot relations spoken of earlier, they are -
always with us. ] .

[N
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Periods Are Basic:
A ﬁtrat for Eliminating .

‘Comma Faults and Run- On . “ e

Se/ntences - AP

\
$ . s

‘Betfty Bamberg University of Southern Cahforma LT

| c * Y
. ‘

» 9
In an /ffort to, help students completely eradicate run-ons and’
comma faults, I have devised an instructionat strategy which

" relies mpon students’ m{tltnve:knowledge of grammar—compe-

tence in the Chqmskyan sense—rather than upon their Knowledge
of formal grammar. | am convinced that students are better able
to avoid run-on sentences and comma faults #f they see that
pun¢tuatlon ‘marks are related to the basic structure of language.
This approach doesn’t really teach a student anything new; in-,
stead it increases awareness «of the infonation signals used in
spéebh shows the-relationship between these signals and certam
punctuation marks, and helps transfer this information to the )
student’s own writing. That stulents can make use of intonation
signals to punctuate. their writing is hardly. a new or original
idea. However, instruction in learning to use one’s intuftive knowl-

.edge of infonation appears to be. neither systematic nor wide- -

spread. Those students who do use intonagion signals to punctuate
their writing seem to have learned this strategy=em- their own.

Others can profit from some kind of assistance in learning to
transfer their knowledge, of intonation patterns to punctuate their
writing. For these students, the lab has developed a five-stage
procedure. The laboratory situation lends itself to individual
work, using zﬂépe recorder dnd a set of earphones. However, this
sfrategy can easily be adapted for use w1th either a small group”

or an’‘entire clads. . . /

During the first three stages, the student tens to recorded |
and is gradually led\to -rely exelusively on intonatlon signals to
place perlods and commas. In the final two stages, the stude
examines her own punctuation, first by listéning to a recorde
version of her writing :)Knd checking the pungtuation marks-used.
then by checking as ’she reads her wrltmg aJ{:)ud Correct answers

{;“
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. folldw each segment of Stages 13 so a student can determine y.

. whether she is ready. to move to the next stage or wHether shea
should ask for a back-up tape which provides additiongd practice.
In Stages 4 and 5, a writing tutor checks the student’s work to
ensure that all run-ons and ¢bmma faults have been eliminated.
“The following outline describes each stage. and 1llustrates the ,
materials used at‘€ach. ievel <

Stage I .

The intonation patterns assqcxated with the pernod and comma ’
are explained to the student. She’is shown the netations which
will be used in the text to symbolize the pauses (junctures) and
changes.in pitch. The fade-fall pitch and terminal pause, Which i 15‘
punctuated in* writing by a period, is shown as ™~ , while the

* slightly raised.or level pitch followed by a briefer pause (punc-
tuated by a comma).is shown as—*, or —. a’Ifen the student
listens to several paragrapbs simultaneously reading a text which
contains both punctuation marks and lingyistic_symbols illus-
trating the ‘pitch and juncture pattems

My' profession as a journalist has often allowed me to attend

. trials.¥ The Brentwood murder was,”* however,-*one of the
most curious affairs that [ had ever experienced in my
life.™ ApparentlyJ‘ 1t was a clear case, -’ open and shit with -
no doubt about,it.*™

.

" Once ti@e student is able to hear the differences in intonation
pattern between the comma and the penod she moves to the
., second sta‘ge -

Stage I1

The student continues to listen fo a tape and to read an accem-
; panying text. However, commas and periods have been removed,
with a cue (an underline) rndxcatmg each place where one is
needed .

The accused was a.short and heavily-built man____ there in .
the deck with two pdlicemen standing guard__-_he looked
like a wild animal with terrible strength____ his eyes were
dark and fieree. . . ,

- . . .’

The student must put either a period or a comma where each

%
‘fhnal) Edwards. “A Cfear (ase * Multh-Read (Chlcag'o SRA 1973)
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underline .appeatrs, basing her choice on the intonation signal she’
hears. When she has no difficulty punctuating a cued paragraph
correctly, she is-ready to move to the third stage, punctuatmg a
text w;th no -visual- eves. . |

a.wl. ‘
Sf,age 111 . '

‘At this level, the student must rely entirely en intonational
. _signals. As she listens to the tape recording. she punctuates a text
" like the foflownhg - v i

He was the sort of!hamcu r vou didn’t forget «f vou had seen
- him only’ the counsel for the prosecytion dressed 10 his
. . black ro ad several witnesses who Sﬁnembermi seeing
Jones comimg out of the red hou:e a hittle after twow'clock in
the marning. .o

.
N I3

5

Stages IV and V

The student is now ready to appl\ thls inereased awareness of
mtonatlon signals to her own writing. (ood oral readers encoun-
ter little difficulty with this task. but poor readers frequently
. need help in reading with'the rhythms, emphd,ses and phrasing
. of their everyday speech. Students who have difficulty reading
aloud are coached by writing tuters who instruct them to preread
their work silently before attempting to read it orally. and to work
with one paragraph units. In Stage I, the qudent ree nr(l% her
writing, then replays the tape to check the punctuation, particu-
larly listening for places where the intonation <ignals mduate
M\ that a period should be wused. Once <he can idéentify _run-ons or
commaﬁults in-this recorded vers.on. she moves to Stage V,

% ’ * -

where reads her essay aloud and ¢hecks the punetuation
,¢ without We assistance of & recorder < -
This technique does not help students learn the correet place
ment of all punctuation marks. but'it has been very succesful in
teachmg them to use periods correctly. thereby eliminating com-
;na, faults and run-on sentences. Encouraging students to- read
their writing aloud gs 4 regular step in the final editing of an
. essay has several otherviesirable outcomes az well® As they rewd,

- ~students frequently discover other errors tespecially omstted words
or word endings. and awkward or unclear phrasing) whieh they
correct at-the.same time they are checking their punctuation
Equally important, the student gains a senwe of confidence about
her knowledge of language and her abihty to use that knowledye
t;:) -‘master a basic skill. .

i
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Anne Ruggles Gere, University of Washington, Seattle

Spelling ranks high and often takes first place on lists of basic
skills. Misspelled words are relatively easy to spot: any layperson
" with a modicum of education-can locate orthographic errors.
Although English has.some variant spellings (traveled, travelled),
orthography is rarely contreversial or’ subject to individual inter-
pretation as are_many issues of usage. It is not surprising, then,
that business people, legislators, the media, and the general
" public are united on the primacy of correct spelling in “basic
education.”

_Uniformity of opinion on the importance of spelling is matched .,
by uniformity in teaching it. Generations of students throughout
the 1and have been assigned weekly wotrd lists and quizzed on
Fridays. Yet we cannot claim that this method has produced a
nation of accurate spellers. And student testimony reveals the
negative attitudes we have fostered: junior high students look
forward to high school “because we won't have any more spelling
. tests.” True, but the red “sp” will sérve as replacement. I propose
alternatives to weekly word lists and red marks.

® Individualized word lists are much more effective than arbi-
trary selections. Students can create their own lists from words
they have to look up in the dictionary, words misspelled in their
written work, words suggeésted by/traded with friends, and un-
familiar words discussed by the teacher. Teachers can answer the
reflexive “how dé you spel .-..” with appropriate letters and an
admonition to add the word to the individgalized list. Alpha-
"betical®, divisions ‘iP.'ag notebook form a m%ctionary where
students’ personal word lists are kept; as an ditional ch@ﬂenge
stydents can be asked to put a check beside a word each time they
need to look it up. Weekly assessment of progress in spellirzg;can
likewise be individualized. Each student submits ten words from
his or her personal list and is quizzed on them by the teacher, an

{ 1]
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| ‘aide, or another student. Success with a word"on two or three
: tests entitles the student to retire the word from the active list. ~ _
the time which would be spent mtroaucmg week]y word
. hsts coridycting pretests, or C1rc]mg ‘alot” on student papers, the .
teacher can offer strategles for improving spelling. Classroom
games can ensure that students become active users of diction- .
‘arfes. For example, timed contests to find correct spellings of ’
difficult words provide fun and opportunities for learning with,  *
not about, a dictionary. Difficult or cha]]engmg words will, of
course, vary with class ability, but general categories of mmpel-‘
lings include: vowels in unaccented syllables (discribe-desdribe,
instramental-instrumental, *prevelen evalent, re]evence—ﬁe]ef
_ varice, poisen-peison); unnecessary letters“(assett-asset, cunousnty
curiosity, “deriogatory-derogatory, symbo]hc—symbo%hc, barbari-
ous-barbarous, arguement-argument, tryelystruly); omitted letters .
(minature-miniature, mvo]vment—mvo]vement embarass-embar-
rass, supressed;suppressed impetous-impetuous); confusion of two
words (its-it's, loose-lose, too-to, course-coarse, they're-tM4&¢, board-
er-border, desert-dessert, whethersweather); trans Ieﬁ,ers
(sieze-seize, prespiration-perspiratlon, wierd-weird): and’ substl-
tuted letters (surprize-surprise, recognise-recognize, inconcider-
ate-inconsiderate). Teachers can select words of approprlate‘dlffl-
culty, dividg the class into teams of 2-5, distribute dictibnaries to - -
leveryone or every team, read the words in context and challenge
‘teams to use dictionaries to find correct spellings. Declareas
witmer the first team to submit a list with all words spelled
correctly. Hearing words in contextland using the dictionary as a
resource approximates the actual spelling tasks students perform
as they write—they “hear” a word they wish to use dnd then try to
spell it.

The ’ﬁtlhty of commonly taught spelling “rules” is lnmted% The
most w1de]y known, I before E e.rcept after C or when z‘ounded as
[E] as in neighbor and ireigh, can be helpful only to students who
are relatively accurate spellers. In order to apply the rule one
must know that the word to be spelled involves the sound [i]
spelled either IE or EI; Ji] is spelled IE in on)y 2.2% of all -
English words and £ in Tess than one percent of its occerences
in English. One would need to know that the sound efo¥s the [i]
in question is spelled C not S; S is the more common repreSenta-
tion for [s]. And one would need to know that the word injguestien -
was not one of the exceptions to the rule such as neither and 3eize.

An alternative to teaching spelling “rules” is te teacﬁnbrlef
lessons on phoneme-grapheme correspondences to show students -,
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] . that English lacks one sound to one letter corr pondence. The
L sound [k], for example, is produced by C (cattle), K (kettle), and *
. CK (jack). The letter S, on the other hand, can be pronounced [%]
(decision), [z] (busy), and [s] (sue). English vowels are partlcularly

" difficult for spellers bécause one symbol produces a variety of

sounds. For example, for 69.49% of occurrences of the sound [a] in

English, the sound is spelled O. The work of Paul R. Hanna, Jean™

- *S. Hanna, Richard E. Hodges. and Edwin H. Rudorf, Phoneme-
Grapheme Correspondences as Cues to Spelling Improvement.(Wash-

ington D.C.: U.S: Depagtarent of Health, Education and Welfare,

1966. OE 32008) offers extensive information on sound-symbol
rélationships and prov1des materials for many brief lessons on

- . spelling.

o Another alternatwe to teaching spelling “rules” is to make
students aware of morpheme consistency in English. For exam-
ple, the past tense mompheme is always spelled -ED whether it is
pronounced [t] (hoped), [d] (beamed), or [ad] (wanted). The mor-
pheme bomb remains consistent when it appears in_the longer
bombard: photo appears consistently in phofography and photo-
graplzzc Noam Chomsky and Morris Halle’s The Sound Pattern of*
English (New York: Harper and Row, 1968) offers many exam-
plés™of morphemnte consnstencv‘and attempts to state the rules
which determine the correspondence bet®een underlying phono-
logical form' and spelling. Both grapherfle-phonerfié tdrrespond-
ences and morpheme consistency can bé taught in frequent short
interactive sessions where class atfention is focused on a particu-
lar issue—how many ways can ®e represent the sound [f}—and
underlying principles- can be deduced.

Ability to d1v1de words into syllables can be a powerful tool’ in
improving spellie because many orthographic errors result from
transcribing the blurred forms of spoken English. Students who
can separate words into component parts are more likely to notice
the omitted syllable in clercal (clerical) or surban (suburban). In
Spelling: Structures and Strategies (Boston: Houghton Mifflin,

a 1971), authors Paul R. Hanna, Richard Hodges, and Jean S.
. Hanna suggest that students, can induce principles of syllabi-
N cafion by .examining word lists that illustrate the most useful
~3 principles of syllabication. Their recommendations (p. 229) pro-
"vide ready-made fessons. )

", Teaching spelling in secondary school does not end in the '

classroom, hawever. The currght national preoccupation with

. standardized tests has the potentlal to undermme even the most
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effective spelling instruction, In 1977 nearly half the state legisla-
tures in the United States considered bills mandating standard-
ized tests for various grade levels. We know that spelling is
encoding,-representing sounds in graphic form, yet the spelling
- {ests on eommonly used standardized tests are decoding, reading
tasks where students indicate whether or not words are spelled
correctly. The majority of these “spelling” sections have a large

number of words misspelled, often more than 70%. Thus, students
are having visual encounters with many mlsspelled words and

are likely to store this maccurate opthography

Effective teaching of spelling involves, then, activity outside

_ the classroom as well as within it. Within the classroom we can .
individualize spelling instruction so that it has a direct relation to
other aspects of students’ work with language and so that stu-
dents become m®e responsible for their own learning rather than
depending upon external -stimuli. Beyond the c¢lassroom we can
inform _the public of the difference between encoding and decod-
ing, show the weaknesses of spelling sections on most standard-
ized tests and insist that state-mandated tests-offer true measures

"~ of orthog‘raphy ‘When we do both -we-will be teaching spelling— . -

really.
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Muriel Harris, Purdue University
v L \ .

For college freshmen who find that they must work on spelling.
the few pages in the textbook are inadequate, a programmed
spelling book is too lengthy. and weekly tests derived either frome
- lists of commonly misspelled words or from the mistakes in other
students’ papers give no insight into their own spelling habits.
What students about to approach the task of studying spelling
really need is someé motivation to expend their time and effdrt on
the rather pedestrian business of learning where to put the e's
double !'s. and elusive syvilables. Students also need to become
?m ‘are of their own habitual errors and not evéryone else’s. and
“ finally. they need to discriminate between the everyday work-
horse words that they must often have at. their fingertips and
the more difficult or less frequently used words for which they
need djctionary skills. The classroom strategy-that I have used for
this'isn’t infallible. but the results are usually quite good because
it‘does allow spelling work to become individualized. even in the
classroom. - r&n
What 1s needed. before beginnipg our work. 1s a fajrly ldogthy
dample of the students’ spelling habits. Since, 1In my classes, the
students immerse themselves for the first few weeks in free writ-
ing. Journal writing. structured essay writing. etc.. we have, by
the third or fourth week of the semester. a rather representatne
~sample of each student’s w riting. The misspellings in this writing’
are considered the raw data which we will analyze. To help the
students collect this data. I indicate which words were misspelled
on all papers written during the. first few weeks, and I ask only
that the students list somewhere their misspelled wordd exactly
as they have originally written them and then put the correct |
spelling next to their version of the word. I don't expect much
1mprovement from this technique. and there is usually only a
minimal gain. .

104 . *
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Before I make any formgl annotncement-that we will do some’
intensive work on spe]]mg, I bring to class séveral short letters to
the editor from the student hewspaper, a local newspaper, or a
natnonal news magazine: In several, but not all of those letters, I’
mnsspe]] some of the mor*e gomimon words on the cop:es given to
the students. As we discuss the points these writers aretrying to
) make and compare the degree to which- they adequately support
- - their arguments, our attention begins to focus on the writers
themselves. As we weigh our perceptions of these writers, mem-
_bers of the class usually begin to look’askance at the writers.
whose letters have the misspellings. Sometimes a student will,
== snicker that someorie who misspells ‘ actua]]y" is hardly likely to
be 3 deep thinker; at other times thé cause of the dlsparagmg
-~.comments are not pinred down quite so overtly. However, we
normally wind up less impressed with those writers who have /
seemingly misspelled’ many words. v eens
That such results can be expected was recent]y confnrmed ina
study done at Arizona State University, in which freshmen were
-asked to rate prose under several conditions (with all words
correctly spelled, with every ninth word misspelled, and with all
content words misspelled). 'ﬁf this study, the student raters con-
sidered the writers of the mlsspe]]ed versions as f‘being less
 educated, less neat, less intelligent and more masculine than the
’ good spellers.”-I could cite this study to my class (ad perhaps
discuss why women are considered to be better spellers than
men), but I believe that it is more effective for students to become” ]
aware of their own reactions toward poor spelling, and that is, )
8imply, that we are more likely (either consciqusly or unconsciously)
to consider a poor speller as more careless or less intelligent than
an accurate speller. And there are times when such an attitude
toward our misspellings can cost us dearly, as, for example, when a
prospective employer reads a job application. »
Having reached a consensus that some attention to spelling is '

. worthwhile, we are ready to proceed. What we do s intended to
result in a more careful analysis by each student “of some of the
ways in which he or she tends to be led astray by certajn vowels,”
consonants, and syllables in the more commonly used words, I )
begm by listing five categories ]1ke1y,=-to causethe writer prob- '
lems with frequently used wards (the category names havmg
been suggested by s{udents)

-, L Hmrwphone Hang-ups. In this category.are-all those trouble- ' o
T some sound-alikes that eah plague us, e.g., )

’

[

B
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S, " their/there/they’re
- \ your/you're ‘ :
) then/than ' T, .
its/if’s L~
. toofto/two T ;
here/hear
past/passed . - .
While I try to explain the diferent meanings of each word,
: the emphasis of the discussion is that it is easy to confuse
similar-sounding words. )

2, Probe Your Pronunciation. In this category are those words
- which can be misspelled because the writer is trying toa — ]
.~ reproduce his own elided or iraccurate pronuneiation of.3 ..
N , word. Bjis produces miisspellings such as “probley,” “pre-
form” for “perform”), “represenative,” “promply,” “gov-
/meﬁ't," “practicly,” etc. The students are not asked to change ,
> their speaking habits, only to become aware that the written ,
/ J.;’fm' for some common words is different from the spoken
wo;& and that speech cues cannot be relied on for the
spelling of such words.
3. To Double or Not to_Bouble the'Consonant. The purpose of
' this very useful category is to point out that we don't usually
double a consgnant unless: )
a. The “-ly” suffix is added to a word which aiready has a
final “L.” This covers the common misspellings such as .,
“realy,” “mentaly,” “actualy,” “finaly,” etc. -
b. A suffix beginning with a vowel (“ing” or “ed”) is
being added to a single-syllable word with one short
vowel.and then a consonant or to a2 word with the accent
on the last syllable. This group covers frequently writ-
ten errors such as “begining,” “runing,” “writting,”
“developped,” “sweatted.” etc. Thus, unless there is a
{ good reason to double the consonant, such as with a
prefix (e.g., “interrupt,” “dissolve,” “appoint,” etc.), don't.
Students can then include in this category misspellings
-~/ such as “bussiness,” “immage,” or “errase.”
. 4. Getting tg the Root of the Problem. When students write forms
. such as “discription,” “humerous,” or “unexeptional,” they
— ] can sometimes correctly spell the root or base words but lose
"7 gight -of the knowh base as the additions are includeg
5. Guesi the.Schwa ( 3 ). Once studentd become aware of/how
often the schwassqund occurs and why it offers no cluefto the

s |
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vowel needed, they can see the diffidulties which result in
misspellings such as “grammer, ” “independance,” “atten-
dence,” “seperate,” and “benifit.”

.

Onee we have discussed these five categories and the class is
fairly familiar with what should be included in each, the students -
are ready to begin analyzing their own particular spelling diffi-
culties. The class is divided into small groups consisting of no
more than four or five students. The initial task of each student is
to look at his or her list of misspellings and then place under each

" of our categories those misspellings which are appropriate to the
cate . Members of the groups are encouraged to help each’
other, and I roam around the room acting as a consultant. Those

— ~"students who have no misspellings or only a very few are asked to

. assxst me as additional roving consultants. As the students look at
their misspellings, dlscus§ tHem, analyze them, and try to fit as
many as possible under each heading, they very often find errors

_ which cannot be classified—underthe ries I have eset up. If

““these words are the less often used or more difficult ones, -
Xabeled “See Dictionary.” For other words that defy classification,
we resort to the heading “Other” because,-as I warn the class, we
are not_after all their misspellings, only a reasonable-chunk of

et Occasxonally, a student can create a new category, but none
have yet matured into a generally applicable category.

_ . One final step remains. When students have classified as
many of theif spelling errors as they can, they are ready to draw
up their own profiles by rank ordering the categories; category #1
is the group with the most entries, and so on. When the students
are finished, they not only have a working knowledge of some
ways in which they are likely to misspell commonly used words,

-they also have a profile of which groups most frequently cause
them problems. When this process is complete, ¥udents are
better ahde to define and identify their own speHing weaknesses,
and simultaneously volve better methods of attacking the spell- .-
ing of a word. .

-
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Mary E. Commers, meoln Southeast Hngh School, Lincoln,
Nebraska ) P
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_“Be not J'xe first by whom the new 1s'tried, B
Nor yet the last to put the old aside.” - N

d

These lines of AIexamgx’ Pope guided some successful action
research in both my sophomore and senior English classes, in-
spired by an NCTE convention where I had heard Frank O’Hare

. explain and illustrate the principles of 'sentence combining and’

where I hadipurchased a copy of William Strong’s book, Sentence
Combining. In my action research, the principles-of sentence
combining constituted the “new,” and a review of prepesitional
phrases, verbal phrases, nominative absolutes, apposxtxves, sub-

- ordinatjiiclauses, and pagallel structures, such as items in series,
constit the “ofd.”

Inh my sophomore class, I used the following two groups of —
sentences to introduce some biographical facts on both William,
Shakespeare and Julius Caesar before our study of Shakespeare s

- dramra. Students rewrote the two groups of sentences into two
coherent sentences using, if possible, a variety of sentence stru¢-
fures. -

Shakespeare was born at Stratford-on-Avon.
Shakespeare was a dramatist.
He was an English dramatist. ,
- He was a great dramatist.
. He was born in-the year .1564.
K He was bom during the reign of Queen Elizabeth.

Julius Caesar was a Roman statesman.

- . He was a general.

He was an excellent politician. - -

He was an outstanding statesman.

He was a skillful writer.

He was forceful in oratory. .

108 ' . -
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The Best of Two Worlds

- He is a controversial figure in history.
. Some consider him a brilliant ruler.
: Others think hinr a power-hungry dictator. "

In intreducing the modern prose style of Jonathan Swifts
Gulliver’s Travels, I gave my seniors copies of the following
groups of sentences and directed.them to combine each group into
a logical sentence. Later I provided the page numbers of the
Gulliver’s Travels text and asked students to compare thejr re-

vised sentences with those of Swift. - 1
About three years ago Mr. Gulliver, growing weary of the
v+~ - eoncourse of curious people coming to him at his ‘house in

_Redriff, made-a small purchase of land, with a convenient
house, near-Newark in Nettinghamshire, his native country.

Mr. Gulliver made a small purchase of land-:

The purchase was made a‘bout three years ago.

Mr. Guiliver had grown wgary of the concourse of curious

: .+ - people. )

- « _The.curious people came to him at his house in Redriff, .
The land had a convenient house.

It was locatéd near Newark in “Nottinghamshire.
Nottinghamshire’ was his native country. .

~+ When I came back, I resolved to settle in Lopdon, to which
Mr. Bates,'my master, encouraged me, apd by him I was
recommended to several patients.
-1 came back. *
] resolved to settie in London
.My master encouraged me to settle n 1.ondon '
B My master was Mr. Bates. -
Mr. Bates recommended me to several patients

After three years’ expectatign that things would mend, I
accepted an advantageous offer from Captain William Prich-
. ard, master of the Antelope, who was makmg a voyage to the
|~ *" South Seas.

For three years I had expectations.

My expectations were that things would mend.

I accepted an advantageous offer from Captamn Wllham
Prichard.

Willhiam Prichard was master of the Antelope. i

He was making a voyage to the South Seas.-

On the fifth of Navember which was the beginning of sum-
mer in those parts, the weather being very hazy. the sedman
spied- a rock. within half a cable’s length of the ship.

It was the fifth of November.

The fifth of November was the beginning of gummer in those
parts.

The weather was hazy
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The” seaman spiéd a rock. o .
The rock was thhm half a cable’s leng‘th of the shlp

The sempstresses took my measure as I lay on the g'round one
standing at my neck, and another at my midleg, with a strong -
cord extended that each held by the end, while the third
measured the length of the cord with a rule of an inch long.

The semptresses toof my measure.

They took my measure as [ 'lay on the ground
One stood a} my neck
Another stood at my mdleg.
They extended a strong cord.
Each sempstress held the cord by the end

A third sempstress measured the length of the, cord.
,Thex measured with a rule of an inch long -

. ’

His features are strong and masculine. wrth an Austrian lip

- and arched nose. his-complexion olive. his cauntenance erect,
his body and limbs welt proportioned. all his motions grace-
ful, and his deportment majestic

.

His features are strong ~_ _ —
His features are masculine.

He has an Austrian hip and arched nose
His complexion is olive..

His countenance is erect.

His body and limbs are well proportioned
His motions are graceful.

His deportment 1s majestic.

In the action research ‘conducted with my sophomore and
senior classes, my students profited from the best of two worlds:
the “old” .with the review of basic sentence structures. and the
“new” with the sentence-combining theories of Mr. O’'Hare and
Mr. Strong. Sentence-combining exercises lend themselves well
to many works of literature: the students have practice in im-
proving their own style while studying that of a master. and the

- teacher is*ingeniously -approaching a study of basics in sentence
‘structure. Truly the teacher can combine Pope’s “new” and “old.”

~
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Raymond J. Rodrigues, University of Utah, Salt Lake City

-~ '

Sentence modeimg s a technique to develop students’ abxht1es~
manipulate syntax structures according'to the studeats’ purposes,
their intended audiences, and the occasions for writing. For those
who demand a return to basics, it is a technique which rhetoric
classes employed long before Reed and Kellogg dissected the
sentence and left it pinped down in the tray of prescriptivism.
The rationale for sentence modeling is based upon several
related observations. First, a number of established aiithors have
maintained that, in their apprentice years, they tried copying the

- styles of their favorite authors. Second, after observing the natur-_

al language development of children, linguists concluded that
~~~ young children model their lang'uage production upon adult speech.
For some children, the process is overt; they practice new syntax
patterns over and over in private. And third, many writing
teachers argue that they can-determine which of their students
read widely by ‘selecting those students who, write best. These
students have somehow subconsciously absorbed models of good
writing a’nd are able to select from those- models when they

-

themselves are writing. The common denominator in all these

instances appears to be the modelmg process, whether consciously
Hperformed or not. o

Certain syntax stFuctures-are noficeably absent in léss mature -

writers. In some instances, entire classeS may never employ a
partieuarly syntax structure in their writing. As a process, sen-
tence modeling forces students to use syntax structures they may
occasionally use in speaking, but seldom; if ever, in writing. It is a
technique which applies at any grade level. If, for e ple, an
elementary%eacher wamnts students to use a structure as simple as
_ three adjectives in a series, the teacher can create sentences to be
" modeled: i

“The dog was big. fat, and brown.” ]
“The big, fat, brown dog is mine.” _

. : ’ 111
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112 . About Teaching Punctuatiou Grammar, and épelling

, "Or the teacher can find. examples in student readers, examples
. ‘which are o,ften surprisingly imature:

" “Although Jlm didn’t seehlm 4n old white male wolf was
lying on the shadowy l'edge

y - ;” N Wllllam S. Briscoe
. 4
<, = - If students need help with a particular syntax’structure, the

teacher can offér a model sentence and ask students for original
sentences based on that-model. For example, if 2 junior high

"\ * school class does not employ nouns in series modified by parallel
preposltwnal phrases, the teacher, could reguire that the follow-
ing sentence be mgdeled: . e .

k]

“I am an American by, birth, a Nazi by reputatlon and a |
nationless person-by inclination.”

. . Kurt Vonneg’ut Jr.

-

- : Based upon that a student might write: o

. “He was a teacher at’ schoek “a father at home, and'a dlsmal
’ failure at both.” /. ) v

Less mature writers seldom employ prepositional phrases or
. subordinate clauses at the beginnings of their semtences. In" that
oo case, the teacher would want td select sentences which do, such
As. - .
“Im the pockets under the red earth banks. where the wind

was eut off, the spring sun was hot as summer, and the air
}was full of a hot. melting pine smell.”

- . Walter Van Tllburg Clark

i Note howeyer, that maturity in syntactic flexibility. does ot
- imply that sentences/must be_long and convoluted. So, more *
. capable students could model short but -mature structurés:
' “The only touch of green we could see was far gway. beyond
the tracks, over where the white folks lived.’
- fi o . Rlchard"anht

. The building of prep{ ltiorﬁl"ﬁh‘d‘se upon prepositional phraie is
a delight in the hands of such-a capable writer.
For variety, studentg need ability in creating the occaswnal

r)

long senterice:* - - . .
: “Leaving the car near the little church within its low mud
£ ‘wall, they walked into the corona of filth and acrid odor of
~ . urine and ordure that edged the pueblg, past the lanes opén-
« mg between rows of squat flat- mpped houses.”
. . . Frank Waters
3 b 4 ‘~ - -
4 - ‘ ~ -
. B .
- L
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Sentence Modeling to Develop Syntactic Fluency : 113
‘ .

The sentenées can be selected from the literature the students are
reading or from actual productions of student writing.

So that students are not inundated with sentence modeling
exercises, potentially diminishing the technique’s effectiveness, a

teacher can elect to have.students model only ore good sentence

each week. Then, to énsure that students employ the model, the
teacher can require thata sentence modeled upon the original be

. included somewhere in a writing adignment for the week. It will

be an easy matter for the teacher to identify the modeled sentence.
. A variation upon this technique is to have students fill in the
blanks in sentence models: .

“If you’ré not part of the solution, you're part of the problem.”
. Eldridge Cleaver °

.

The students then complete .the “following:
If yowre ot =___. __gyouwre __ * ®

By projecting” the variations with an overhead projector, the
teather may lead the class in discussing the syntactic accuracy of
the student sentences, the effectiveness of the new invéntions, and
the importance or impact of what each student has written, thus
rewarding students not only for their ability to model syntax
structurés, but also for developing meaningful ideas. Particularly
effective sentences produced by students, sentences which\move
students emotionally and intellectually, may become the founda-
tions fot future writing assignments. Thus, what began as a
relatively simple modeling’ assignment will have expanded to
encompass the major thinking, speaking, and writing efforts of ,
the class* . ‘ ‘

As a class masters the sentence modeling technique,‘;he teach-
er can advance to whole paragraph modeling. Paragraph model-
ing is a more difficult task, but students will soon realize that
paragraph syntax mugh correlate with ‘the subject or purpose of
the paragraph;not. alfaragrapﬁ’patterns are approptiate for all
subjects. Students mdy have to experiment with different sub-
jectsbefore figding ode which lends itself to the exact structures
employed in model paragraph. A descriptive passage filled

"with embeddéd adjectival phrases may not.suit an argumentative

purpose. But a paragraph such as the one with which Poe opens
his “Fall of the House of Usher¥ may well serve as a model for a
student to describe-her first impressions of school or’his first day
at high school football practice. .

S 12
- - 8§ ) '

M .




hh

)

114 . About Teaching Punctuation, Grammar, and Spell_ing

The teachmg techmques essentially remain the same for ra-
graph modeling as for sentence modeling: Students might have to
begin by substituting single words, rather than by trying to
model ‘the entire paragraph from first word to last period. From
replacing single words, they might move to substituting phrases
and then entire clauses. Moreover, in modeling entire paragraphs,
students learn to perceive the interrelation of syntax structures
between sentences. Transitions and pronourr references take on
new meaning. Generalities clearly must be related to specifics.
The unity of the paragraph must be maintained. And the syntax
thereby supports the meam'é rather than being sometfung taught .

in isolation from linguistic creativity.

Modeling of sentences ‘and paragrabhs is not an artgflmal
technique; it 48 natural to the language learning process. Igalso,.
justifjes our teaching literature when critics are calling for a
return to grammar and writing exercises. Sentence modeling is a
reflection of the natural processes of language development, is _
relatively painless in its application, is adjustable to the linguistic
abilities of students at all levels of syntactic fluency, and, happily,
does not require students to 1dent1fy one syntax structure by
name.* —

L,
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5 About Téaching Listening,
" Creative Th’lnkmg, and .
“Discussion

/ “One of the challenges in teaching English is that it encompasses
- such a wide variety of subjects and skills. Here, one teacher offers
an exercise designed to teach elementary students how to listen—
really listen. Another reminds us that although convergent think-
ing deserves an lmportant place in the secondary curricilum, we
must also éncourage dwergent thmkmg" the creative thinking
‘process is the basis for writing, yet it is so often, neglected. Finally,
students are exposed to a three-rmg discussion procedure which
lets them discover what works in a discussion situation, and how
to focus on specifics in a written evaluatlon

’

"
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John D. Stammer, University of Toledo, Ohio

Listening is a skill requiring’a clear message and a receptive
listener. Neither of these factors can be taken for granted,in a
classroom. It may seem that a good deal of what the-teacher has

. to say is distorted or misinterpreted by children, but when stu-

dents-fail to, foiiow a teacher’s directions accuratelfy the teacher's
assumption that the directions are misinterpreted may not be

; correct. What more likely has occurred is that the children have

indeed interpreted the message, rather than followed it literally.
These children need activities which focus on procéssing and
responding to a message requiring literal or factual compre-
hension.

Ta help children improve their skills in followmg%du‘egtlons“ )

and literal listening, the process of assimilating directions and
then constructmg a map has a high degree of application at

.almost any level of elementary school. To accomplish this task

children need only a sheet of paper and a pen, pencil, or crayon.
They listen to directions and construct a map.

" It is the responsibility of the teacher to establish the best
listening en¥ironment possible, but directions for the task com-
pletion may vary. Since this task-should be 4 nonthreatening one,
teachers may prefer not to warn children about deing only what
they are explicitly told to do..Omitting such a warning will
increase the probahility of error, and provide an opportunity to
demonstrate- graphically to the children points where listening
was careless. v

Primary . Direction Set .

This set is designed for early.first-grade children but can be
modified and adapted as the children become more facn]e in their
skill. -~ ] S

116
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Listening Skill: Tﬁs\c Basic :' 117

* ~ L Drawa line ac the middle of your paper. i
“ -

3‘ There is a line tirough the middle of the papeér from top to
. bottom also.

8. There is an ‘)(’ near' the top of the paper.
4. Put the :76 YES near the bottomn right corner of the

vy,

L3

paper.

. 5. Draw a square in the lower left corner of the paper.
6. Put a?‘cle in the middie of the paper.
1. re {s a small triangle in t\hg/circle.

.
' -l

O ves | |3 . | yes

Explicit Completion Implicit Completion

Fig. 1. Implicit and explicit task completion for primary grade students. .
» R L +
£

Figure 1 indicates there may be a discrepancy between the
teacher’s directions and those lines the children have drawn.
Directions two, three, and seven do not ask the children to include
(draw ..., place..., put...) them on the map. It seems pre-
dictable that the task will be interpreted and therefore will be
wrong. The errors will be apparent to the children after dis-
cussion and they will-have a better understanding of the need to
listen to and follow directions carefully. Future exercises can
. provide opportunities for the children to function in a thinking
mode and permit correct conipletion. The imaginative teacher
can construct almest infinite-direction sets, simplifying-or sophis-
ticating them as required.
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Abou't Teachmg Listening, Thinking, and Discussion

,Intermedlate D}"rectlon Set

- y
At the mtomeélate level chlldren may br may not be familiar
with compass points. Figure 2 includes such points, and assumes
about a third grade level of ability. As with the primary activity,*”
directions may vary but the listening mode needs to be estab-
hshed prior to giving the direction set. -

1. Main St. runs east-west through the center of town Put it
on your map and label it.

2 Center St. runs north-south th;ough the center of town.
-- Put it on_your map.. o —_——
3. A railroad runs north-south along the eastern edge of
town. Put it on your map.
-4. Jones High School is on the southwest corner of town. Put
it on your map. )
5. South St. runs parallel to Main St., and just north of the
. school from the edge of town to Center St.
6. City Hall is on the northeast corner of Main and Center.
7. School St. runs north-south along the east side of Jones
High-to Main St. Put it on your map and label it.

8. The train depot is on the northw est corner where Main St.
and the tracks Cross.

—

T

School 5t
| Center st

0
7

Schogl St

AR RARRAAEEREAREEI ARERERREA N EREREELE

.

aibliitizit it eiRId it e sty

LA SRR REREAL IRRRRAREEBRERRAR Y

fptedda il il ikttt aaldel)

[

Expl'icit Completion Implicit Completion

Fig. 2. Implicit and explicit task completion for intermediate grade students.

+




Listening Skill: The Basic Basic 119

In viewing Figure 2, note the contrast between the implied or
implicit directions and the explicit directions. Agam unless the
dudent Tistens with care, assumptions are made and the map is
incorrectly drawn. With this particular direction set, we do not
label Center St., and we do not inclhide South St., City Hall, or the
train depot at all. As with the primary map task, the directions

“for, this activity can be varied to meet the abilities and progress of

the children.
The process of followmg directions through literal listening can
be the foundation for increasingly complex listening encounters.

" The task for the children in completing the activities in this

article is simplistic on the surface, but is an important aspect of
the total process.

»
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Helping Students
"’ to Think Creatively

"+ Jeffrey N. Golub, Kent Junior High School, Seattle,
. Washington ’

Traditional classroom instruction. at the secondary level is char-
acterized by an emphasis upon the development of students’ abili-
- ) ty to engage in “convergent” thinking, and a consequent neglect
of students’ potential for creative thought and production. In the
preface to thenr workboak, New Directions in Creativity (Harper
& Row, 1973), Joseph S. Renzulli and Carolyn M. Callahan de-
.+ scribe teachers’ current practice of encouraging convergent think- {
ing in the classroom: P
In most traditional teaching-learning situations, major em-
phasis is placed on locating or converging upon eorrect an-
swers. Teachers raise questions and present problems with a
~ predetermined response in mind. and student performance is
_ usually evaluated in terms of the correctness of a particular
answer and the speed and accuracy with which youngsters
respond to vexbal or written exercises. Thus the types of
s rai by the teacher or textbook and the system of
rewards u evaluate student progress cause most young-
sters to develop a learning style that is oriented toward zero-
. . ing in on the “right” answer as quxckly and as efficiently as
= - possxble (p. 3)

The development of convergent thinking can be a valuable asset
to students, and certainly deserves a place in the secondary
curriculum. Mathematics and science courses; for instance, each
have elaborate and precise methods for deriving a correct solu-
tion or ahswer to a variety of problems and in a varietysgf— -
contexts. A problem arises, however, when English teachers,
failing to see the uniqueness of their discipline, also attempt to
structure their classroom content and activities'to promote con-
vergent thinking. A traditional approach to the teaching of gram-
mar and an undue concentration upon the teaching and learning
.- of literary terms are two examples of activities that require
students to exercise their convergent thinking ability.

120 . !
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Helping Students to Think Creatively S 121

What is neededin secondary lang'uage arts cldssrooms is the -
development of students’ potential for engaging in\what is vari-
ously called “divergent,” “lateral,” or “creative” thinking. This
process is a basic skill that permits students to geperate many
alternatives, and encourages the brainstorming of i%as. Renzulli
and Callahan'have identified four major components Yof creative
thought: ?

. v

1. Fluency—the ability to generate a ready flow of ideas, pos-
sibilities, consequences, and objects. 3

2, Fleanbdzty—the ability to use many different aﬁproaches or
—- strategies in solving a problem: the wﬂlmgnes$ to change
dxrectlon and modify given information.
3. Onmnalzty——the ability to produce clever, unifue, and un-
usual responses.

4, Elaboratwn—-the ability to expand, develop, particularize,
and embellish one’s ideas, stories, and illustrations. (p. 4)

“The development\and utilization of one or more of these four
processes involved in creative thinking are ideally suited to the
language arts classroom. Generating topics for compositions,
working with sentence-combining exercises, or discussing afl is-
sue, a film, a project. in class, can all be facilitated by a unit
devoted to the development of creative thinking. Students will

- begin to entertain and take advantage of ideas #hd possibilities
that they would have previously rejected immediately as being
impractical or silly. In addition, students will find themselves
listening more intently to other students’ responses, seeking to
clarify rather than to evaluate contributions. A classroom=elimate
of trust and acceptance is established as a result of a unit on
creative thinking because of the de-emphasis of that potent‘ially_
destructive element, evaluation.

Training students to brainstorm for 1deas is a g‘ood way to
promote fluency in generating alternatives, one of the components
of creative thinking. Have the students arrange themselves into
groups of 4-5 members, each group appointing a member’ to
record the ideas generated. Announce that the following rules .
apply to the bramstormmg sessions:

. 1 The more zdeasathat-are -generated, the better. Quantity is
- desired at this. pomt not quality.

2. The wilder the ideas that are generated, the better. This rule

encourages students to" ¢onsider outlandish possibilities which

can later be, modified into warkable ideas. -

o ' 132




122 Ak;out Teaching Listening, Thinking, and Discussion

3. No evaluation of ideas is allowed. This rule frees students
from the fear of being criticized for their idgas and thus
creates a climate conducive to the practice of divergent
thinking. - )

Allow 3-5 minutes for the brainstorming of each topic. Mild
_ intergroup competition may be introduced by listing on the bldek-
board the total number of ideas gefferated by each group after
each session, ) .

Suitable ‘topics.f'or initial brainstorming sessions might include:

1. List as many ways‘ﬂ you can think of to come to school in
the morning. . ‘
Examples: donkey. pogo-stick. rocket, parachute, etc.

. Assuming you could change your size and shape, how could
you come to school? '
Example: change into a drop of water and come tg school
in the drinking fountain, ete:- * °
(from New Lﬁ:ctzmzs in Creatimty)

. List possible fames for cats. -
Examples: Chéster, Sybil, Grice, Lissadel, Asttid, &tc.

. List possible names for elephants.
Examples: Ormond, Bruce, Wilbur, Bendigo, Duff, Wen-
dell Tubb, etc )
(from Language of Man) .

. Make a list of things that come in or are associated with
the number three. y L .’
Examples: three blind mice, three sides of a triangle,
triple-decker gsandwjch, ete.

_ Make a list of 100 ways to have fun_with an alligator.
Examples: put dry ice in his moath and cdll the fire
department. use his mouth as an’ ashtray, buy him a big
red balloon at the fair, etc. :

(from 100 Ways to Have Fun with dn Allgator...)

. List everything you can think of that 1s both soft and blue.
Example: a fish that is dipped.in blue paint. ete.
(from New Dnrections in Creativity) o

_ Think of as many uses as you can for tHe following 1tems:
a)old razor blades
b)a door K
¢) a button,

- - -«d)a newspaper .

Other idéas can be found in the resources listed at the end of

this article.
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You should find that each successive brainstorming session
ylelds a gredter quantity of-ideas than did the last one, as students
gain confidence and skill in the practice of divergent thinking.

== After having conducted several initial brainstorming sessions.
-~ . ¥pU can introduce more complex topics -and begin to utilize the
%dents’ creative thinking skill as a tool to work on other lag-
age arts &Rills. For instance, consider thxs next series of topics

‘_‘_f and ~sug'g‘ested follow-up activities.

9. You have just bought 65800 old bricks fof 2¢ each. The
bricks were part of an old school building that has Just
been torn down to make room for a parking lot. You have

T the three summer months during which you plan to sell

. the 65,000 old bricks for 50¢ each, thereby making a profit
. of $31,200. Explain how you are going to manage to sell

. the bricks for 50¢ each. Assume that no one will buy the .

bricks im order to build a building.

10. Propose a solution to the_traffic problem that involves
. “ending all private ownership of automobiles. Propose that
- automobiles be supplied like shopping carts.’left on streets
for anyone to use. Explain®this system in detail and work .
out possible problems.
{(from Creativity Kit)

After the initial brainst;)r:ming of problems involved with the
above idea, students might prepare an oral-expiatiation and
presentation of their “system” for the regpof the class- . ¢

11. Make a list of possible improvements for the common
student desk. Then, pick one improvement from your list
and convince the class that the improvement is (a) practi-
cal, (b) desirable, and (c) necessary.

- 12. a. Design a new eating implement that has as importanta -
) function as the knife, fork. and spoon.

- -~

b. Write a letter to a potential manufacturer of your new
invention, convincing him or her that your idea is prac-
tical, necessary, and desirable, and persuading him or
her to begin to make this product for sale to the world.

. ¢. Design an ad for this eating implement.

Another aspect of creative thinking is‘the ability to see or to
create connections between two or more apparently dissigilar
objects, elements, or concepts. The ability to ereate similes and
metaphors, for instance, is dependent upon the development and
utilization of this skill. The following experiences, each of which
allows students to “play with language.” can serve as an exciting
introduction or,accompaniment to 8 unit on poetry and tHe de-
vices of language manipulation employed by poets. '
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1. Charles Schultz, creator of the “Peanuts” cartoon strip, has

’

_written a book, Happiness I Warm Puppy, in which he
gw&s concrete illustrations Of the abstract quality “happi-

” through fword-pictures.” A few examples written on -

the blackboard will encourage students to begin creating
their own word-pictures for theit own abstract qualities.

Examples:.
Loneliness is...an empty mailbox.
Peace is...soft snow.
Sadness is...your best friend moving away.
(from Write Now) .

Encourage students to generate several word-pictures for

%

. each abstraction they choose, instead of settling for their

first response only. A possible follow-up activity is to have
students clip pictures from magazines that graphically illus-
trate an abstract concept, or to go out and photograph their
own picture to illustrate a concept they have in mind.

- 2. Make a list of words that “sound” like what they mean

(onomatopoeiaj. Examples: plump, clink, plop, tap, buzz.
Make up a list of words that describe the sounds of each of
the following (and feel free to create your own words):

the sound of wind blowing through trees
the sound of glass -breaking
~the sound of a typewriter in action .
the sound of a person walking through mud
the sound of a thunderstorm
(from New Directions in Creativity)

3. Complete the phrases below with a “word-picture” that

' 4

makes an original and appropriate response:

as funny as... .
as quick+as... .
as frightened as. ..

as nervous as...

as tired as...

4. What cplors do you see when you think of the following: each

~day of the week, each month of the year, the seasons?

What do the following colors make you think of: red, blue,

. brown, yellow, black, greem, white, orange, pink?
5. Answer each of the following questions and give a reason for

your response.

/

At

‘ ’
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What does laughter taste like?

Which is_itchier, a wool sweater or curiosity?
What color is noise?

Which is slower, K or Z?’

(from Write Now)

aSeveral more examples of the above kinds of \questions can be
found in many of the resources, listed at the end of this article.
Encourage students to make up their own questions, and to try
. them out on their classmates.

The ability to engage in creative thinking is a vital part of the
early stages of any writing effert. Ideas must e generated,
modified, and shaped to suit one’s purpose and audience, and this
process, moreover, should be.done.in ar atmosphere free of
premature evaluation, either from oneself or from others: The
skills and attitude involved in creative thinking, once developed,
will serve students welt as a tool to bring about mastery of; and
satisfaction with, the basic communication skills that they will
" encdunter in future lnguage arts classes.
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Talkers—Coéches—Observers

A Group Dlscussmn Procedure
i . . . 4‘

o
(4

. - T N i 'A l - - ( \ . .
»'Jokneley, State University of New York at Buffalo®

- . "
Talkers-Coaches-Observers, a widely used discussion format, is a,
three-ring procedure. It £an be used to structure classroom dis- -

. cussmns for maximal use of class time and for tofal engagement

of all class members. Each of the rings has a different role in the
discussion group; each provides a ent type of involvement in
“the process. The Talker's role is to discuss the topic in a panel
4qformat, speaking freely and reporting m a written statement
. personal reactions to the discussion group experience. The Coach’s
“role is to observe a Talker and to:describe in writing what that
Talker contributed te the discussiom and how he or she interacted
with the*othar Talkers. By offering helpful suggestions, the
Coaches attempt to help the.Talkers to improge as discussants
and to clarify the effects of théir behavior on othérs in the talkmg
group. The Observer's role is to focus on the interaction ‘in a
written statement..All three groups are given worksheets ‘which
explain the function of their roles. (See “Description of the Func- -
~tions of Talkers-Coaches- Observers at the end of this artlcle)

Structurmg Groups for Talkers-Coaches-Observers

I used Talkers-Coaches-Observers in a class of 30 students, w1th
the class divided into {wo groups. Group size varied from 10to 15
students, degending on the number of students present. Each
student listed ten_ topics. These werg compiled into one .list,
~ ordered front the most suggasted to thelleast suggested topic. The

the topic for dlscussmrgﬁ.(
interested and enthusiastye’

. a membsy of the Observers Occasionally, when asked by t

group, I cted as a consulta specific information. Since t
procedure is quite well-defined” for all merrbers of the group, I
usuallx tried fp observe, not partmpate

1260 . '

* - . ~e
. R - oL 3
N =
~_ . . ‘ .
.

e




ATalkers-Coaehes—Observers > o 127

Two sew of wﬁwn responses to two topics discussed during the
six-week sumther program follow. The topics are “Abortion: A
One or Tmearty Decision” and “Cigarette Smoking: Its Effects.”

Student Wntten Statements for. Talkers—Coaches Qbservers

Toplc, Abortlon—A One or Two Party Dec151on ’

The Talkmg Group 1
». ¢ Wayne: -1 did not like the way the topic was talked abdut. -

Dennis: Abortion deals with a woman either having a child
“ . or’not; it’s her decision.

" (ggthleen: I wish we had more time to talk: I enjoyed it. If you
p have the sex, suffer the pain. It is up to whoever is
involved. You should make sure that you know what
it is before you are involved.

® . Kandee: Abortion depends on the situation and who is in-

v *yolved. It's 4 matter of being ready for it and the
relationship. of the two people.

' The Coaching Group [ S N , .

Terri: Cathleen has very good points; somewhat® quiet.

(eoached Cathleen) When she did talk, it was pretty good. She only

talked when she was asked a question by dnother

talker.

(group reaction: The group seemed to look over Cathleen because she
to Cathleenl had little to say.

Sonya: Kandee gave helpful answers, gave good points, an'd
(coached*Kandee) showed good support with the grapp-

tgroup reaction: Kandee seemed to be like a leader it the g'roup She
to Kandee); spoke up a lot.

. Calvin: Dennis joined the dlscussmn and showed good sup--
(coached Der}nls) port.
(group reaction:, benms was good at one time. Other times, he was
to Dennis) Just llstenmg to what was being said.

. Michelle: My observee handled the discussion well,"I thigk he
. (cdached Dwayne) had some good arguments. He brought out all the
points of the matter that I thought were intporfant.

% redction: He helped the group as a whole by adding some
¥ Dwayne) comments that mhde the conversation more inter-
estmg

The Obserz ing Group 1

Bienda: The men thought it should be a two-party decision
ot and the ladies thought it should be a ome party
. . decision. The people in the grbup spoke about the-
N same. They looRed at both sides of the issue..

Faxry: The person who spoke the most was Dwayne and the

-
oyt
.. .

-

4 ..

.
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Edward:,

Topic: Cigarette Smoking—Its Effects

B Calvin:

»

James:

S(ﬁya:

»
’ Tetri:
(coached Brenda)

(group reaction:
- - - to Brenda)
] .Loretta:
(coached Calving-
{
(group reaction:
tp Calvin)
:'_ -« Dwayné:
tcoached James)

the greup developed into an

] - ) ‘ « @ ’
- *—- -
About Teaching Listening, Thinking, and Discussion.

one who spoke the least was Dennis. The behavior of
gum&Wor disagree-
ment. I was only satisfied w the group came to
an agreement that a two party {decision) mattered.
The behavior that blocked the was when the
group was shouting instead of Wfking. -
Dawyne was taking tha paft of a leader and the rest
are responding.-They are getting deeper into the
discussion.

Dennis and Dwayne are having a rap sesslon about
abortion, )

Dwayne is asking the questions around the group
about if a girl got pregnant at the age of 16? Cathy
is speaking on abortion taking the child’s life.
Then the teacher ‘takes a part in the discussion.
Dwayne and the teacher are rapping on it now. The
two females in the discussion are-going agairnst each
other. At tl',e ending they did not have much to say.

~

™~
¢

«The Talking G’(mp 2, . .
I feel that the discussion’ we have with the group
was true about smoking. People smoke because they
want to feel secure. )

I feel there was no't/, enough participation in the ¢

group. o TN

The group discussion was not too bad. I think it

could have been better. .

The group was o0.k., but it could be better. Some
embers in the group’talked more than others..
hers in the group acted shy and didn't speak as

chl‘i’. oo
The Coaching Group' 2 o

Brende did ‘very good talking at times. She had. -

very good points. and defended herself very well.

She could have said a little more.,

The reaction of the others toward Brenda was li

.looking over her. Jameg asked her a lot of questions

and I think that is the only reason she spoke.
What my=opinion is on what was contributed from -
Calvin was that he was a non-smoker. He didn’t
hang around smokers too long. :
¢ wasn't asked much. "’ N
He was helpful and very direct a the 8moker
and non-smoker. He was just about ¥he whole panel.

N
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He was grvmg facts afbout why and%g_w people start
. -+ smoking. I liked the way he flashed over to some- -
' ! ' thing else, but it still pertained to smoking.
(group reactlon Everyone answered his questioris.
to James) o
S ’ The Obsmvmg G.roup 2 -

Michelle: The group handled ‘the topic well Everxone had
. their individual ideas. They all made good points. I
think there should have been 23 few more pomt§
. discussed.
. Dennis: * Well to get a better view from thls toplc I feel that
* there is a need for more.smokers on the panel.
Ruth: . I feel that each’ person ‘in the tdlking group was very
. interesting. Each”of them said something_ that I
® didn't know- about- cigarettes whjch I have been
. smoking for about five years. I think that each per-
* son in the talkinggroup said sométhing that every-
one should have been listening to. No one in the
- . front of the 'class acted in a very shy way. A lot of
people would get up there and not say anything.
Kandee: The group is not organized; it seerns to be blocked
by the matter of non-smokers and smokers. James
' . - seems to be the leader of the group or a dictator and .
. not workirg as a member of a group. There is not
v much discussion _among the members of the group.
James expresses himself well with' the group or
adopts to the group. He recognizes everyone's poirit i
of view. Brenda seemed to be with-the group and _ .
Sonya.seemed not to-be with it. - .

The discussion of the topic “Abortion: A ‘One or Two Party
Decision” was productive in revealing the discerd on the issue. -
The group tended to polarize, with the femalés fayoring a one
party decision and th€ males aﬁtWo party decision. The major part
of the sessien reflected the Newman Oliver discussion objectives .
of Transmisting Information and’ *Social Opining or Unloading.
One of the Talke‘"\domfnated'the session (as teller) until he voiced
«a ‘personal opinion that conflicted with another Talker’s opinion.
Then the discussion would focus, on. the .conflict of opnmons
Coaches’ comments about the par&is reaction to-their Tal
and Observers’ comments on groip mteracemn pointed up 8
cific problem areas. » , .-

The topic “Cigéarette Smok It.s Effects” presented a dlS' o
cussion covering three obje : Transferring ‘Ififormation,: ~~
Social Opining, and Problem-Solvmg and Clarification. ‘Again/a ¢
dominant Talker emerged, but hc stated factual mformatwn
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about the effects of smoking and some statements of Social Opin-
ing.- Other *Talkers affirmed the dominant Talker’s statements
and offered their opinions on smoking: Within the group, general
. opinions contrasted nonsmokers’ attitudes about smdkers and the
- rights of nonsmokers in the public domain. For periods in the
talk, Problem-Solving and Clarification was shown in the group’s
effort to delineate the clashy of smokers’ and nonsmokers’ public
rights. . @
- \ With the shift of discussion objectives from Transferring Infor-
; mation to Social Opining to Problem-Solving and Clarification,
. some of the Observers did not perceive the discussion as effective
or productive. One Observer felt the discussion needed more
sthokers 'on the panel. Another Observer stated the smoker and
nonsmoker issue was a block in the discussion process and the
process itself was unorganized. However, other Observers found
the discussion effective. The shifts of objectives and the Observers’ .
responses presented a good profile of how unsettled the public L
iisgj of cigarette smoking still is and how discussions of the issue

falter. . :
b With use of the Talkers-Coaches-Observers procedure, my
class came to understand how a discussion group can interact .
productively or unproductively. The availability of the writtem
statements composed during and immediately after the talk al-
lowed us to review closely the blocks to effective discussion, as
well as specific-strong ateas. Talkers were able fo benefit from
the comments of their Coaches; Coaches and Observers learned to
use both a critical eye and ear to analyze and to articulate the-
¢ . interactionofa discussion group. In addition, the students worked
-on a basie aspect of writing, simple ebserving and reporting, ﬂd

they learned a way to sharpen and improve the focus of wrifften
s statements. “ . . y
. Appendix

Desc;m'ption of the Furictions of Talkers-Coaches-Observers*.
Group A: .Thé Tali('in'g Group

- Neu will be given a discussion task o, topic by your teacher and -
you will .then spend a short periéd of time talking to others in

*Adapted from Alfred H. Gorman. Teachers'and Learners. Boston: Allyn and
Bacon. Inc.: 1969. - .
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" your g'roué‘ Listen attensively. Talk when you feel like it. Don’t be
shy about speaking up. Try to do your part to ma'.e it a good
discussion.

The teacher will not join in the discussion. There is no group
discussion leader.

“Your name ]

. Your reactions to the discussion experience with your group:

b

Group B: The'Coaching Groui) k s’

Your name

The person you observed ¢

- During the discussion you will pemsbserving a member of the
discussion group. After the discussion you will deseribe for him
what he did and offer him kelpful suggestions about improying
himself as a discussant. .

Your-task is to help the discussant see for himself what kind of
contribution he made to the group discussion. -

Attempt, below, to describe your observee’s behavior in the
group. Was he quiet, domineering, helpful to pthers? Didghe
support and/or clarify the contributions of others? Did he help the
group to fofmulate its goals? [Leave space]

Attempt, below, to report, as you saw it, the effects of your
observee’s behavior on the other members of the gfoup. Did they

-react, and if so, what were the reactions?

Group C: The Observing Group '

Your name

You will focus on the interaction of the whole group rather
than on the behavior of a specifi¢ participant. Following the
interaction session, you will have opportumty to contpare your
findings with those qf others in your group.” - )(D

You will want to note who speaks most and least, whotthe

< leaders of the group appear to be, what behaviors seem to -
produce group action and satisfaction, what behaviors seem to
. block the group in getting at its task, and whether the group acts
ag an entire group, as a collection of subgroups, or as an assort-
ment of individuals.

Make your notes below. Specific quotes of 51gmf1cant speeches
are helpful. ‘
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When we begin a unit or course on literature, there is so much.we
want to teach and share with our students. But one teacher
discovered that in order to teach the most about poetry, he had to~—"
share literary disasters. Analyzing poems of questionable merit
sharpened students’ skills in criticism and promoted an apprecia-
tion of great literature. Another teacher uses The Odyssey to
illustrate the three levels of literature: the author’s literal, the
universal, and the reader’s experiential. Film is also a form of
literature, as students discover when they learn to study charac-
terization by paying attention to detail, with the help of the Ego
States Checklist. ‘

_ Teaching literature can be very satisfying when you see stu-
d&tfs begin to analyze, criticize, and appreciate works of art. The
i offered here have helped-students discaver literature—and
maybe something about themselves.

-
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Uncloistered Is Beautiful

t
:

. Fred Gilliard, Idaho State Univer:sity -
. | -

Rare is the compiler who chooses to featuré a bad ‘poem in an
anthology; publishers normally desire significant works in_their
publications. The resounding principle appears to be that stu-
dents clearly learn more from masterplecgs than from lesser,
works. Unfortunately, continuous reading of and wrltmg about
established poems may hamper students’ development in that
their dritical responses become devoid of origimality and con-
creteness—two qualities basic to successful writing.

To promote fresh responses to readings and to emphaswe the
importance of concreteness in writing, I have designed assign-
ments that require students to grapple with literary disasters, My
departure from the virtuous study of cloistered literature is
founded on the premise that students can develop critical skills as

- readily by negative experlences\qth lltemture as by positive
«

4 A

ones. e

I've often—used the f(ﬁl?wmg poem* as part of 8 comparison-
contrast essay that asks students te evaluate particularly the
poem’s ideas and images. Usually I juxtapose this poem 2gainst
one of better quality but on the same general toplc

Pray in May
Today thecblrds.are singing, and -

- -==TETIONS

R -
-
Ll

P

{

*Both poems cited in this article appear 1n Laurence Perrine’s Literature
St'rudure. Sound, and Sense, 1970
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Some students do admlre the skating rhythm of the lines as well
as ‘the obvious rhyme scheme, and the suggestion to pray 1m-
presses them as fit matter for poetry. Others question the ’s
value. They object to-its-vagueness and bromidic message that
neither intellectually nor artistically satisfies them; such write
deplore the triteness of veneer images such ,as,“/“tn irds are
ginging and The grass'and IMeen,” or “the merry
month of May.”

My students are not previously informed of the dubious worth [ .
of “Pray in May.” They make that discovery through an encounter -
with the poem. Any sweeping critical phrases they have acquired

1 by studying great literature have limited application during their
analysis. I require that they substantiate observations with spe-
= -cific. illustrations, and if no acceptable correlations exist between
« generalizations and evidence, they must complete remedial ac-
*  tivities. Sometimes I diréct-them to find a poem (from a series I
have collected) with a challenging idea in it. Other times, they
may have to revise several images from the poem. As a resultyof
the original assignment and consequent remedial activity, std-"""""
dents have an opportunity for an unusual and stimulating class- :
, ‘room experience.
But students are clever. Should the pairing of a weak “and
strong poem be dene frequently, they would soon begin to antici-
pate my strategy. To offset that anticipation:I have occasionally
devised writing assignments that utilize “Pray in May” and the Y
following poem. Again, my- intent is usually to determine if {
students can ascertain by comparison and contrast the freshness z'
_ «of the expetience recorded in the poem and the concreteness of
- expressions relating that experience:

o

-
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- The Most Vital Thing in Life ’ )
When you feel like saying séomething

-

N

¥ students have learned anything, they should be able to recog- ’

nize that both these pieces are literary disasters. Some of them
prefer “The Most Vital Thing in Life” because.it’s not as prayer-
like as “Pray in May”; the “advice from a poet” motif also
impresses them. But perceptive students question whether or not
the pedestrian suggestions about keeping “mental balance” is
really the most vital thing in life. When examining the imagery
in tbé/poe,m. other students respond positively to the idea of a
battle as a focusing device, and those who can recognize allitera-
tion delight’in “maintain a mental,” “defrauded or defied,” etc.
But others point out that the poem is vigually hazier than “Pray in
May,” and that the alliteration is gratuitous rather than gen-
uinely effective.

Students often become defensive about “The Most Vital Thing
in Life.” Its rhyme, rhythm, and message pursuade them the
poem has merit. When my initjal assignment fails to demonstrate
the shortcomings of the selection, I try another tactic. [ insert
lines or verse paragraphs from it into another poeni. By requiring

_ students to ferret out what doesn’t belong in the revised work, I

«
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-. afford them-another opportunity to reevaluate the effectiveness of
the ideas amHmages in “The Most Vital Thing in Life.” This
strategy usually succeeds, and-not just because the lines or pas-

. sages are obviously oyt of place because I make an honest effort-to -

’ match the inserted lines with an approprnate piece.

“ Hinumerable wa)s exist for utilizing literary disasters as part
of the-teaching-learning process. And the basie skills that can be —
realized from such classroom exercises are not confinedto what -
has been suggested here. No daubt the use of literary disasters
will not, and should not, replace the study of mastérpieces. Yet an
acquaintance with lesser works-cannot help but stimulate an °
appaeclatlon of what is great literature—thereby giving students

_ yardsticks ‘with which to measure their cultural herltage and

their own work

8




Teaching Literature
Experientially

-

i

John H. Gottcent; Indiana State University at Evansville

One of the biggest advantages to the current reaction against

. New Criticism is a renewed interest in what I believe has always

been the ultimate value of literature: its reflection of the human
experience. Without forgetting the best of Formalism, we are
now ready to rediscover the message of literature, to see i it
those timeless experiences which both concern and transcend
individuals and bind .the race together. Moreover, I think this
approach can and should be taught without reducing classes to
formless encounter sessions. I should like to present the basic
theory implicit in this “experiential” view of literature, and a
pedagogical plan based on it. .o
The theory is simple: a literary experience involves three ley-
els, the author’s literal, the universal, and the reader’s experieri-
tial. On the literal level we find the language and conventions of

- the author’s time, and the images, details, and hard facts of the

werld he or she creates. Usually, two things are true. First, this
lewel contains material familiar to the auther: Shakespeare’s
English, Aeschylus’ Chorus, Willy Leéman’s Chevrefet, Second,
thése same details are aften not familiar to modern readers. Even
in the case of the most obvious exception—contemporary litera-.
ture—complete reader familiagity may not exist; for example, -
few admirers of. Slaughterhouse Five have experienced World
War II German bomb shelters. Most of the time a reader, who
must begin with the author’s literal level, is treading unfamiliar

ground.

Thg universal level of a literary work contains those ideas,
experiences, and insights suggested by the literal details, yet not

bound, aé the latter always are, to 4 particular time or place.

Intangible, these universals are harder to describe, and we usu-
ally resort.to vague terms suggesting general categories instead
of specifically defining them. Thus, in Sophocles’ play, Oedipus’
‘ b )
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detectxve-llf(e mquu'y and 1ts tragic consequences on the literal
level suggest some’ universal insjghts about self-awareness; and
George and Martha’s aleohol, verbal battles,"and imagined child
in Virgimia Woolf suggest our universal penchant to avmd facing
ourselves. .

The universal level, of course, often contams a series of sublevels,
for a work may suggest several ihsights simultaneoysly. But over
and above the myriad aspects of this level, two things are always
true about it. First, it contains abstractions which have no tangible
existence in themselves and therefore are unfamiliar to both
author and reader (i.e., neither Sophocles nor ourselves can be
said to know self-awareness as a thing in itself). Second the

_universals are illustrated in=-indeed, have an ambient relationship

with—two ‘sets of details: tixose the author has selected for the
literal level, and those-familiar to the reader from persanal
experience. The reader’s job. then, is to discover the universals
suggested by the literal details of the work, and to re-illustrate
them in terms of a personal experiential level. A student may find
in Oedipus’ self-realization, for example, an agonizing parallel to
her own growing awareness that she is in school for the wrong
reasons (to’ please- parents, perhaps) and has embarked on a
career without really knowing herself—in fact, Oedipus’ story
may direct her to this personal insight.

TUNIVERSALS
-Intangible ideas, experiences. insights suggested by author's
literal details; may contain several sublevels.
—=—XAbstractions not really known by either aut‘hor oF

reader - .
_Amb1e7sh1p with fwo sets of I details
AUTHOR'S LITERAL - READER'S EXPERIENTIAL

—Contains scenes, actions. . —Expgriences in reader’s -
language, conventions . world th*become defined,
familiar % author —— — - clarifted;~evaluated by
—Those details often not reader’s perceptlon of
famllvlar to readers - universals

Fig. 1. The three levels of lterature. '

-
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»

Being aware of these three levels of;literary experience and ‘
learning to understand them are the goals of a three-stage class- |
room proce®: Backgrounds (comprehending the details compris- |
ing the author’s literal level); Reading (perceiving the universals, -
but realizing one cannot know them), and Response (seeing the
connection between the universals and personal experience). I'm

\ going to illustrate this process—and, by implication, the’ theory
. ‘qnderlying it—using The Odyssey a$ an example. Obviously a
- work_this vast’ is multi-faceted, so I will focus on one question:

. what can this poem tell ws about images of masculinity? We begin
with Backgrounds.|There is argument over how much back-
ground is really essary to an understanding of this work—
some would precede the poem with a mini-course in Greek his-
tory; others would beﬂn in medias res with ne background atall.”
How much material is necessary can best be answered by remem-
bering the point of all this: to give the student the requisite
ingation for. understanding the author’s literal level.

- -
R - .

1

Ty UNIVERSALS

3) Response helps reader--

2) Reading helps reader :
make this connection

make this cohnection

AUTHOR'S LITERAL . READER'S EXPERIENTIAL

1) Backgrounds assists reader
in dealing with this level

Fig. 2. The three stages of the Experiential Method.
. via

‘ <

The-translator has begun this process by “explaining” Homer’s
language; an editor may have supplied additional information
through an introduction and ndtes. The teacher begins from here.
Students should be made aware of Odysseus’ placé in Greek
mythology and of the Trojan War legends which provide the
poem’s context. Also, since we plan to deal specifically with
Odysseus as man, it might be interesting—though not essential—
to discuss the- possible historicity of the character. I have found

’
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;’ "% the.fiim “Search for Ulysses,,, basg'on Ernle Bradfoerd’s at-
. s terpts to retrace the jouemey, of Od¥sseus across.the Mediters |
*  ranean, a<dgscinating speculation which helps generate student
interest and” also skows them the physicdl worldyof Homer’s
‘-drama. After seeing it, they are better ‘p;'eparéd'to realize th

I

. irmpact.of the story Homer tells, ~ * '« =

* - In;stage two, Reading, I try to get my students te reco
+ ~ some of the ways wefcan read character ip litergture. In so gping,
they begin to'see how the details of Homer's literal l¢Vel suggest

‘ the univefsals of Odysseds’ himan ‘personality. One method that
hgs worked parti’cularl'y-w Il is compagison: we ‘investigate a
literary figure by compatinghim or her to aggther person—redl

L or imagin@ry—-whom we already know. In the case of Odysseus I
begin by asking what it means, in our so_ciety& to be a man. We

: then forMulate a tentative Yescriptioy bf the modern American
concept of manhood: %)urage, toug s cleverness, an interest in
sports and cars, the ability to hide emdtionsj,espgcially not to cry),
ts (the

_. the ability to rem}ifl aldof fromeemotiongl en
,“gets

p 2Pla image of/the man Wwho enjbys-women
involved”). ” ~ T

. Having tonstructed this imaginary eomposite, we next turn fo

<&

~n

. cheracterize Odysseus. To no one’s surprise, we find the Greek .
-+ hero'possesses courage, toughn¥ss, and cleverness (the account of,

his outwitting the Cyclops through the name “Nobody” is particu- -

stumbling block: clearly Odl}?séus has nothing to do with cars or
.+ foutball~but he is Bgbt &€ the Spogts of his day-(note his prowess
‘in the bow-stringing: contest),and at warfare. In short, his inter-

. bégin to see that they canno®stop at the &bsence of twentieth-

7 and sée behind’ them an image of mascwlinity illustrated by
. different details in our day. . . N

*  Thelast two traits are especially reveal}g. -Students'a'r‘é al-
ways%mazed to find that the-gbviously masculine Odysseus has

no 'sh“amﬁut erying. In fact, in big very first appearange’(Beok”

9 V) v_ve_fi m bawling on thé rocks of Calypso’s istand prisen,
. yearniag for home. Later, he will cry openly when reunited with _

.+ hjs*son, and thgmhis wife. Also, we{ﬁpd, that while hie’doe§ some

* N sleeping aroundat least with Circe dnd Calyfso), Odysseustis ho
e pla_ybqy. His relafionsbjp with.P,enelope is ol?' iously" of .prime

. . . .
N / - . :
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L .- The Qdyssey to see how many of the traits we have listed also -

/ century sports ih the poem; they must accept Homer’s own details -

/

larly applicable here). The next trait, however, imay provide a gy

© 4@ ests are traditional r)‘aanly's‘s_u ts. In discovering this the students .

e
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lmportance to him (he struggles for ten years to return to her)
ahd he is not afraid to show his emotional involvement; their
'ré\lmon in Book XXIII is one of the most touching scenes in
litérature. In, these two instances, students see marked differ-
ences between Odysseus and contemporary images of maleness.

Having gone ‘through Background and Reading, the students

-
L v

/

are, now ready 10t ihe TU0St Challenging Stage, Response. Oiti=
mately,-this must be a personal expeg@ce,?ften gong through
QutS1de the cLassroom—perhaps long 4fter the cdurse is over. But

some thmgs ¢an be done in class to help. Discussion of. the® -

‘c0ntrastmg images of masculinity, or some pointed ments by
_the instructor, ara good. One device I've found parti ilarly help-
ful is the journal. I ask my students to write freely, for ten
minutes, about their responses to the reading or class discussion.
Their comments 4re never graded, though I do read them and

. *aswnally w\rltéreactlons The only requirement is that they
ite contmuously fo®he ten minutes, usually filling close to one

sidé of a. page Here are samples: .

Lt ’ Bem%‘a man—a challenge now as in ansseus day. The need

ve oneself—it can be frightening. Poor Telemachos: not
only having to Be a “man” himself but having to live in the

) shadgw of a fameuM father—the children of the well-known
: # bear a double- burde Yet Odysseus could cry—he had

at outlet at least. 'The wind dark sea—it’s kind of eerie to
think about it—3.000 years ago the man may have been real,
apd we can still feel his-presence through the book -today.,

The passage rambles. Nothing is even close to profound.” Yet there
is at least one new insight, about Telemachos, that never came out-
in class. And more 1mportant “the student is beginning to realize
- that the fright one-feels in trying to live up to a sexual code is
something peope have felt for thousands of years., ,
Ofher entries show, similar insights. The J’ournal forces the
student to respond personally to the literature, to begin to see that
crying is not necessarily .unmasculine, that therg can be other
dimensions to maleness. She begins, slowly “and haltingly, to
reevaluate her gwn, half-conscious definition of rhanhood, to
define her rel®ionships to males. She is starting to mafl(e the =
connection between her own experience—the reagder’s level—and
the universals suggested by Homer's literal level. She is learnmg
™ to read liter#ture..
None of the stages in this process— Baékgrounds Readmg, Re-

&nse-— ,ew. What is important in this back-to-basics era 1s -

t we member thelr purpose. . -~
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N The Ego Stat® Checkli;st:l SN
A+Basic Approagch' Y
to F'ilm Characterization
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Thomas G. MacLennan, Stat,e Umversxty of New York at .
Buffalo . -«
Darleefl Mlchalak State Un?versxty of New York at Byffalo -

e

Xent response to the marked increase in characteriaation in
nt feature films. A crucial problem facing any teache’r deal-
mg with a discussion of characters in a film is the lack of a7
- characterization vocabulary that can be shared by an entire class.
E: M. Forster's (1927) “round” and “flat” characterization scheme
is helpful: however, student response. even to the more fully
“round” film characters, may often be limited by the nature of
that media. In another article thiat dealt with short fiction
(Michalak/MacLennan, 1976), we made a°distinction between
what a character says apd does (exterior characteristics) and
what a character thinks and feels (inferior characteristics). A
- gkillful shorj story writer develops a character by employing both
of these ts of Qbaracterlzatlon The majority of filmi3 seem
much mare dependent upon developmg a chara.ctlar primarily
through exterior characteriggcs. We may see.a film'character
thinking, but, unless a technique such as voice-over- -soundtrack
narration is employed, we cannot_ghare in that character’s think-
mg processe'ln most recenf feature films we are left to infer
interior characteristics from a' character’s overt behavior. It seems
. to ug that 4 major problem in establishing a film characteriza- -
«fion vocabulary is in introducing a frame of reference.that, while
\ being llmlted primarily to overt character behavior, is still dy- (9
namic eneugh to reflect change

We_ find that when we are viewing a film rich in characteri-
_zation, rather than following with a general, open-ended “class -
discussion, an intermediary step is neagssary. We have students
complete a dichotomous checklist that-enumerates a wide range
‘of character traits, and is designed to reflect the kinds of overt
“change a character might undergo during the course oi a film.

' U .
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About Teaching Response totherature and Film
The Egd tates Concept\ o

R PR - P e el

The checklist is based on the concept of ego stat.es eloped f)y
Eric Berne (1964) and elaborated upon by Harris 9), James
aqd Jongeward (1971), and others. The basic idea is that the
behavior of individuals in dealing with other individuais can bé
caitegorized as Parent ‘behavior, Adult behavior, and Child beha-

. gor In other articles We have shown how the ego states\concept
n be employea in thé reading and dlsqusswn of a short piece of
ﬁetlon (Mlchalak/MacLennan, 1976) and in reading and discus-
sing dramatic llterature(MacLennan/Mlchalak 1976). Since buth

p.rtxcl&s contain ways oftintroducing the concept in the classroom,
we will not elaborate here. Briefly sthted, the ‘concept proposes
“, khat the Parent ego state contains the' attitudes and -behavior
mcorporated fromh external sources, primarily parents. The Adult -

f ego state is oriented to cun%gity and the dbjective gathering
"y of data. The Chil®egb state contains-all the impulses that come
naturally tosan infant. The checklist is designed so that what

, Transactional Analys,ls (TA)- proponents would call Parent ego
state behavior is represented in questions 1- 10, Adult ego state
behavior in questions 11-20, and Child ego sta}behavior in

quwtlons 21-30.

-

The Ego States Checkhst

Directions: Place a check in the column labelled YES if you think

the questions approprlately describe __(insert character’s namel

Place a check in the column labelled NO if you think it is not
— appropriate, or doesp’t adequately describe the character. We

_have included several YES/NO columns in case you want to

" examine change or lack of change in éne character at dlfferent

pomts in the film. N

Point in ‘

Q»Ammmsk\ ) . . )
. \ R @ fx‘lm.’ i .

. YES NQ YES NO YES NO

*% " 1, Does the character put words in
other character’s mouths?' .,

2. Does (s)he do the thmkmg for
other characters? -

3. Does the character act hke (s)he
- thas.all the answers?

.
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The Ego, States Checklist

4. Does the character frequentlyrt;f-
fer assistance to others?

5. Does'the character try to influ-
ence other characters’ actions?

6. Does the character frequently
protect others?

7. Would the character comne to the
reseue of others?

8. Is the character’s conversatlon
 filled with words like “should,”
“ought,” or “must”? .

9. Does (s)he treat other charac-
ters as inferiors?

10. Is the character’s conversation
filled with clichés?

11. Is the character a joyless indi-
vidual?

12. Does the character tend to be
like a computer just grinding

" « eut information and decisions’
13 Dges the character always con-,

sider work before pleasure’

14. Is (s)he always rational rather
than impulsive in most interac-
tions with others?

15. Proes the character always try to
reasonably justify his/her beha-
vior?

16. Does the character consider dif-
ferent options be‘ore faking ac-
tion?

17. Does the character appear to be
a cgreful thinker? .,

18, Would the character refrain
from emotional involvement?

19. Would the character’s conversa-
tion include phrases such as,
“Let’s be objective” or “What are
my options?”

20. Would the character be org‘an-
ized?

21. Does the character sun-ender
authorlty to others?

~ ‘ “ -
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. 22. Does. the charactcr enjoy bemg ) ) . 7
“Playful” _ 1 -
28. Is “the ‘character the type vou > ’ .

% would be able to have fun with?.

24. Does (s)he depend too much on .
~ others’ advice before-arriting at ) ’ !
a decision? o :

25. Does (s)he tend to look to vthers

for constant ap;)roval'.’: .

26.4Does (s)he tend to look to others . Ll
‘fot»suppor‘t"

4L Does (s)he have trouble bemg
- self-critical?

28.-Would you describe this charac-
ter as being creative’

* 29. Does the character enjoy being

_ pampered? .

‘30. Would the character’s conversa- -«
"~ tion ineclude such phrases as, *[
can't,” "Help me.” "l won't.” or - -

“I don't want to”? o
v

Implications for Instruction

Our concern with the lack of an adequate film characterization

. vocabulary 1s quite similar to a concern expressed about student

writing by Edward B Jenkinson and Donald A. Sevbold in
Writing as a Process of Discorery.(1970). They point out that
“The verb 1n the instruction is always the same—uwrite, . .. If he
does not understand the process and if he is not certain what
writing is. how can he be expected to write?” All tob often we
assume students have a characterization frame of reference, that
we can apply a similar instructional verb—2talk, and that fruitful
class discussion will automatically follow. It has been our experi-
ence that the checklist provides #n important and necessary
intermediary step that serves as a catalyst for class discussion.
For, that reason, each one of the thirty statements in our checklist
is a very general character trait. Definition refinement will occur
during=elass discussion.

A _littl€ earlier, we spoke about the problems of stereotyping.

_ the tri-partite division (Parent, 1-10; Adult, 11-20; Child, 21=30)

1s an advantage, since a majority of checks in any one subdivisien

]
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would suggest a stereotyped character. For example, if the check-
list were used to elicit student respenses to television series
characters, most_YES responses to’Archie Bunker would occur
in the first ten questions. If it were used with Mr. SpoeK (“Star
Trek”) the majority of YES responses would appear in the middle
ten questlons Finally, if it were used to describe Gilligan (“Gilli-
gan’s Island”) the majority of YES responses would occur in the
final ten questions. These general observations can easily lead
into class discussion of how and why a character becomes stereo-
typed.

The checklist’s major advantage is that it illubtrates change in a

"~ -eharacter’s overt behavior during a film, as well as a lack of
change. For that reason, we have designed it so that students are

able to make a side-by-side general comparison of one character’s
behavior at different points inthesfilm. A recent film character
that undergoes a major transformation is Adrian, the girlfriend

in Rocky. Each section of the checkl jt helps direct ‘class discus- .

sion toward overt changes in Adrial’s behavior at two points in
the film: prior to dating Rocky and after dating Rocky.

She seems less prone to think for other characters (#2), and less
anxious to influence the actions of her brother, Paulie (#5), after
she begins dating Rocky. These general observations could easily
lead to class discussion concerning the change in her relationship
with Paulie during the course of the film. e

“The checklist responges might also indicate that she was a
Joyless individual prior to dating Rocky (#11). Aftgr dating Rocky
she begins to indulge in emotional involvement and impulsiveness
(#18). .Her_tendency to reject all emotion in her dealings with
others (#14) is curbed. Class discussion, stifiulateyl by the general
terminology, would refine these general observations and elicit
other viewpoints.

The final ten questions could promote studént discussion of
what may-be the most dramatic overt changes)n Adrian. She is
less likely to surrender authority to others (#2]), most noticeably
her brother, Paulie. Adrian seems much more assertive and less
prone toy seek approval and depend on othery’ -advice (#24-27).
Once again, class discussion might challenge‘any of these per-
ceived changes, or lead to some broader questipns. What kind of

credibility problems does the radical transformation Adrian un--

dergoes during the film cause a viewer? What might be some
objections of the charactenzatmns of Adrian from a feminist’s

viewpoint? : A
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.~Since the fime factor isimportant,’wé ask students to complete
the checklist as soon as possible after viewing a film. A major
‘pufpose of the checklist is to- aid students™in organizing their
general responses to a character prior to” class discussion. We

*._ havealso found the checklist helpful when texts are not available,
3 __.since the general nature of the checklist may remind a student of
v a key scene or an important fransitional scene in a film. ™

We see the checklist as being valuable in the same way Young,
“ Becker & Pike (1970) claim a heuristic procedure is helpful; it = -
may help a student remember what (s)he already kngws about &
. character, it may draw student attention tofaspects of a character s
- that may have been initially overlook d—when supplement-
ed by class discussion—it can be helpfyl in organizing a student’s
‘ + general response to a film character by supplying a dynamic
g frame of reference. )
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