10 0 2
LC_) i a2 ||||:||"2.2
= bPw =
'——_- w 14 J._L'.:-L.. = ""2—:9: .
=" jz
22 e e

*"iICROCOPY RESOLUTION TEST CHART
NATIONAL BUREAU OF STANDARDS-1963:A




DOCUMENT RESUME

ED 165 140 = - S | €S 204 490

'AUTHOR - Huse, Nancy Lyman ’
TITLE , Language Power: Getting, Spending, But Not Laying
_ Waste. '
PUB DATE " 0Oct 78
NOTE , - 30pa.s Paper presented at the annual Fall Conference

of the Illinois Association of Teachers of English
(71st, Chicago, Illinois, October 20-21, 1978) : HNot
available in hard copy due to marglnal leglblllty of

original
EDRS PRICE "MF-$0.83 Plus Postage. HC Not Available from EDRS.

DESCRIPTORS *Composition (Literary); Educational History:
: : *Educational Research; *Educational Trends; *English
Instruction; *Grammar; Higher Education; Language
Skills; Secondary Education; *Teaching Techniques;
. Writing Skills '
‘IDENTIFIERS Composition Process

ABSTRACT -
The first section of this pafper notes that, out of
the frustration they feel in lacking a coherent, definitive system
for sequencing language instruction, Engllsh teachers sometimes turn
-to the system of grammar teaching used in the past. It then suggests
that the English teaching profe551on is moving through a Romantic age
"toward a new Classical era and sketches three stages in current. .
writing theory and practice: the controversy about the effect of
grammar -instruction on writing (Romantic doubt), the freeing and
development of students'. ability (Romantic optimism), and combination
of an emphasis on individuality with an emphasis on system (Classic
emphasis). It then discusses research into Hrltnng as a process,
writing for audiences, the history of writing instruction, and the
relationship of writing to consciousness. The second section of the
paper describes 25 teaching technlques that permit an open-ch01ce,
experience-based format for writing while allowing for some Hgrammar
~interventions" during prevwriting, ed1t1ng, and proofreading. Four
appendixes provide sample materials; student worksheets; an outline
‘of competency levels in grammar and usage, sentence structure, and
. paragraph development; and a class-composed poem generated in the
‘erocess of teaching grammar. (GW) .

s et sl e sk B ok sk s ke sk ol stk s ol e e ok ok o o o oo ol o ke o o ook o s e i o ok ook ok ko ek e o ek e ok
* Reproductions supplied by EDRS are the best that can be made . *

* - from the original document. . %
*****************************************************#*****************




U.S.OGPARTMENT OF HEALTM, -
EOUCATION & WELFARE
NATIONAL INSTITUTE OF
" EOUCATION

THIS DOCUMENT HAS BEEN REPRO-
DUCED EXACTLY AS RECEIVED FROM
.t . © THE PERSON OR ORGANIZATION ORIGIN-
ATING IT POINTS OF VIEW OR OPINIONS

O STATED DO NOT NECESSARILY. REPRE-
SENT OFFICIAL NATIONAL INSTITUTE OF
- - EOUCATION POSITION OR POLICY
—
LM
O _ ]
H . . . . .
S LANGUAGE POWER: GETTING~ SPENDING. BUT NOT LAYING WASTE
s Nancy Lyman Huse
'5, ) - .

“PERMISSION TO REPRODUlCE THIS
'_’ MATERIAL HAS BEEN GRANTED BY

TO THE EDUCATIONAL RESOURCES - |y
" INFORMATION CENTER (ERIC) AND . -

USERS OF THE ERIC SYSTEM.”

T
A
[4¥)

Aruitoxt provided by Eic:




LANGUAGE PCUWER: GETTING,,S?ENDING, BUT NOT LAYING WASTE
rﬁi__ o Nancy Lyﬁan Huse ' |
"Gétting, Spending, but not Laying Waste" has, in 'w
@y mind, a'ggod deal of metaphoric‘poﬁer as the title'for
a workshop on the relationship of érammar to writiné{ it
1S;Ifirst of a11; an allusion tdmone'of'm&.favgrite poems ,
Wofdsworth's sbnnet which*begins:..
| The world is too much ﬁith us3 late and sbon,
Gettirg and spending, we lay waste our powers:
Little we see in Nature that is ours; '
The 1ines seeﬁ to me to suggesﬁ the‘weariness.Ehglish teachers
.may feel when we face stacksﬂof papers to be graded, wondering
whether our Best efforts are riot actﬁally wasted because
"bleeding’ail over the page"kills rather than cures student
writing. | |
Bé&ond their power'as-literary.alluéion, the lines
‘Work as a cdnvention to express a new meaning, one which
Wordswdrth did'nof have in ﬁind when he lamented that we
are separated from Néture, $hat |
We have given our heartsiaway, a sordid'bodﬁ!
The Sea that bares her bosom to the mooil}
The winds that will be howling at all hours

~ And are upgathered now like sleeping flowers;
For this, for everything,we are out of tunes

-

The lines are the lament of someone who is living and
_ workéﬁéuinﬂa_waywtha%—is-quite_different~from‘what"&as—expecté&‘_—“
| in youthy and I cuan hear the voice of the unive;sal English -
teacher in these 1ines--th; person}who longed to hear ahd\

see the beauties of 11ﬁeratu}e, but in mid-life reélizgs

‘that the formal order and structure. of masterpieces do not

e
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,constitute the true concern of the'profession;: Instead,.

.the Eng}ish teacher is charged with the tesk of develoning

in students the pover that reads and the power that writées:
the literary canon-—elvery different'task than.worshipping
ert, and one for which few-of us“bargain at the start of - e
our careersqi | ’ : -

The poet, -faced with the knowledge. that his senses
_no-longer reoponded to Nature because his age was left without
a 1iv1ng mythologyy crled out in complex grief that he wished

to 11ve in another age so that he could believe again in

the power and beauty of the natiural World. That cry seems
not'unlike the ffustration we feel because we 1ack a oohetent,
‘-deflnitlve system for sequenclng 1angLage 1nstruction. The
futile: w1sh to 1ive by the system of another age~=to sit

our students down and teach them grammar onoe and for all
- - . - . \.

S0 that,they-will~write-well—-Workswthrough»thewdramamlwhear~nwm~»-

in the poemn:
It moves us not.--Great God! I'd rather be
. A Pagan suckled in a creed outworn;
So might I, standing on this oleasant lea, |,
Have glimpses that would make me less forlorn;
Have sight of Proteus rising from. the seas
Or hear old Triton blow his wreathed horn.
;Kotdsug;th;gogld-not-reconclle the opposites of present
and past, but by calling upon the system of a past age,
he’ succeeded in making a great Romantic poem.
\\It is tempting to finish the analogy here, suggesting
that the English teacher can accomplith good work by a

.
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similar device, by calling upon the old system to &lve coherence
to the work of teaching people to read and to write.} But if
we do this, we will have to depart from the meaning of the
poem, for the poet is only 1mag1n1ng, only wishing something
rwhich he - Xknows very well can never be (and which, actually he_
'Edoes not really want at all)e . Though I have been audacious
enough to apply the. poem to our situation, I will not tu1st the
analogyeround so that it says simple and comforting things
like "Teach traditional grammar, and all manner of things
will be Well " or "Just get back to basics " or "1 have finally
. Tigured out how ‘to teach English." T anm also, I hope, a
perceptive enough reader of Wordsuorth to know that I cannot
pretend his poem means "It's useless. Writing can't be taught,“
or "Grammar is a waste of time " The Romantic poet longs for
the Classical age~-and rightly, since Romanticism depends on
Classicism in the way that adolescents depend on parents. If
poets live long enough, they sometimes see, an age of Romantic
agony take on the characteristics of - Classical*order. walt—“
Whitman becomes someone to imitate, not’ to laugh at.
' I am not advocating that we teach for a hundred—years~
apiece. But I am suggesting that we are like poets we must
know what has gone on in the past, we- must ‘know wheZXe we are
.taking the tradition of teaching English. Trying to teach'
apart from the rest of the profession 1s futile' we can draw
~-on our knowledge of literature to tell us that much. Donne's
sermon- "No man is n 1sland'" mliot s. essay "Tradition and

. the Individual Talent;“ London s short story "To Build a Fire%—-

Qo do we need convincing?
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I would 1like to suggest that as-a.profession we seem
‘to be moving, very slowly, through-a Rémahfiq age toward
a new Claséical era, We are riot theré'yet; however, and
we must not-pretend or efen seriéusly wiéh.to.be. We do'notf
yét have the new mythology which will enable us to operate
'securely in the wofldaoﬁ language teaching, but Wé are
starting to see how new knowledge is Beginning to blend with
whaé'remains of our old bertainty. _I refer to the way wrifing
theory ié beginning to work with classical fheﬁoric, With "
conventional 1anguage-forms, and with ﬁhe relationship of-'
thought to 1anguage, of thinking.tb_writing. I~am'going‘
to sketch ﬁhat I.see as three stages in.currént'reseérch,
and thén-give'some ekéﬁples of the wayskwriting ahd:grammér
seem”to be cdming.together at.lasﬁ. I hope I cén show that
6ur_new understanding of the composiﬁg.pfddessl(incomplete
as it is) may allow us to define stages where grammar, a

system- of language con#entions, can'help'the writer in a

n conscious search for meaningl__l_h@ye_heard-oﬁ_many and

tried some "grammar interventions" during_pre-writing,'

f. cg}tiqﬁing, and'edifing, and will foer a number of
suggéstions fbr'the:ﬁsexofigrammar;in the.éomposiﬁidn.
pléss# _.‘ o |

The first stage (these are not really chronological
dlvisions) is what I might call the grammar struggle. As
recently as Jhnuary, 1978, the English Journal prlnted

one of its mdny summaries of research on the teachnng of

wriE\i?g. In "Using Research in Preparing to Teach Writing,“.

a




-slizabeth Haynes reviews the summaries pf research dating
'from 1906, all of which conclude that grammar drills and

‘-diagramming do ‘not improve student Writing.; Though.trans- o
formational sentence-combinrng had seemed, in early'studies,
to imorove syntactic fluency, more recent work has qualified -
this optimism. We ‘have no long-range studies that indicate

‘permanent improvement in writing as an outgrowth of sentence-

com.bining.2
_ Most English teachers are familiar with *he grammar
controversy. Perhaps half believe the research, and half
do notf I am one of those who believe the researth in its~
"insistence that grammar instruction has no direct effect
'upon writing performance, I believe this less on the merits
of individual studies than because ‘of what we have been learning
from cognitive pdychology and sociolinguistics in the past

few years. Humanists, disdaining the invas1on of our l,fwﬂw,;%iﬁ

sanctuary by social science ‘methods in the form of tahles,

‘control groups, and rarified circumstances, may have to

concede that language study is revealing how right we have
~been to assign mystery and awe to the’ human condition. Language"
_ learning, like all that is human, is both tied to social
context and stages of growth, and yet as indivldual for. .m_-;_-;mfw~~~
each person gs a fingerprint. , ,
'Stage two, as I define’'it, is really the other side.
of the coin'rrom stage one. It represents the professionfts
reSponse, if you wiil, to stage one, and also the first wave

of . psycholinguistics to reach the classrooms It is familiar

wJ
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to us as ‘the work of Daniel Fader (Hooked on BOOko), James

Moffett (A Student~Centered Lanpuage Arts Curricu]um), Eliot

Wigginton (Foxfire), and Ken haororie(Ugtaught), Most “of
‘us have assimilated this: stage quite thoroughly. We want ——
to enoourage, we want to free, we want ‘to develop natural
human ability, we want o have stimulating, Inquiry-oriented
classes, It is quite possible that these people (especially
Mofiett, with his 1ogioa11y organized psyohological ourrioulum)
have\helped us to have them.’ The prevalence of journals
and'of group work are indications of how much we have '
wanted to develop students as'writers'and thinkers. If stage
one might be called Romantic doubt, then perhaps stage two
is Romantio optimism. Coupled, these stages are moving
us forward into a- new Classio emphasis on patterns and
conventions in the teaching of writing. an approaoh to ®
,the writer s oraft whioh oombines emphas1s on individuality
with emphas1s on system

We may hot.be ready to put stage three into eVery day
practice yet but there are signs of' its aporoa/n. No less
a theorist than Jerone Bruner, for example,'sees the-journal

fand other informal methods of notation: az powerful aids

-winwthe%learning“of”the“liﬁguistib systeﬁs-we'know of as
aoademiowdisoiplines——History, vhilosophy, and thne 1ike.?
Bruner is one of manj theoristswtoday who have observed

tnat writing allows us to makeﬁpowerful abstractions; it
not only reoords what we know, but helps us to know. In

the work of James Britton (Language and Learning and The

I8,
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Development of Writing Abilities, 11-18) we have close

observation of the way that children move {rom expressive
to transactional writing, acquiring as they develop a

ﬁ whole network“of conventionalized language to erpress

* concepts they have come t& share with other human beings.

Janet Emig (The Composing Process of Twelfth Graders) has,

“1ike Britton, belped us to understand writing as process
rather than product, something that occurs in stages rauher
than all at once and once and for all, much 1ike thought
itself. .

Britton and-Emig are process theorists; both are
treaned as EngliSh teachers—-Britton as a’ secondary teacher
in London--but hoth_are snrprisingly ciose'in spirit to
another group of Writiné'theorists, whom I call“"product"

theorists. As rhetoricians, they are primarily concerned

ﬂtw1th the shape nriting takes for varied audiences. This
concern with audience links the process theorists, who
stress thcdrfed:that different kinds of audiences have
upon_student writing, with the new rhetoricians (Kenneth
Pike, Richard Young, James Kinneavy), ﬁho,categorize
writing differenciy than by the ancient 1abe1s of narration,
exposition, description, and argumentation, in order to

| clarify our understanding of'and'practice of writing.

i_Many of the new systems of rhetoric emphasize the:stepS"
of the writing process,'Withlediting_for style as“the final,
highest work of the mind.




\ o ; o : .B
S\ ) . Writing, and the other communications skills, have
A not always been re]egated ‘to early school years as "basics!

| \\é‘\\to be learned fully during childhood. In the systems-of

'.Cicero and Quirtillian, attention to delivery marked the
fullness of intellect. Walter Ong, S. J., a scholar whose

primary interest: has been the study of oral ii,course,

traces the history of writing in his book'Ramus Method and

the Decay of Dialogue, From the Art of. Discourse to the

Art of Reason-(New York: Farrar,.Strauss,and Giroux, 1574},
: As_the'result of complex changes in European-culture,'
including"the availability of'visuhléor*ented print and
the dominance of scientific rhilosophy over humanism, Western
written discourse has suppressed attention to style in favor
of attention to content. The ingluence of Calvinism has-
also served to promote a so=called “plain" style avolding
personal - voice and bonding with audience in formal writing.
—m~~¥w;~wBecause of -Ong? s—work~~and commentaries on ‘American- prose-"—“““4*“““
| style and composition teaching such as that. of Richard Ay
Lanham, Styles An Anti-textbook (New Haven: Yale University

Press, 1973), We are beginning to understand the cultural
conditions which affect our teaching.; The dreary notion
that content can be separated from form is relatively new .
in the history of Writing. Aware of" the history of composition
. teaching, we - can be better advocates for an education which
supports ‘our students throughout their\deVelopment as
‘writers and which stresses conscious contro] of words to ' }

achieve Specific purposes: style




- of  cognitive growth (85) 4 According to VygotSky, instruction |

- can precede, or initiate development: This idea, Joined’

The elationship oT writing to cons01ousness has-

been stressed by a major theorist in cognitive psychology,

the Russian scholar Lev Vygots@i In Thought and Language

(available in translation since 1961 from. Hassqchusetts

- Institube of Technology Press), Vygotsky differed from

vPiaget about mental development, stating that system and

spontaneity are mutuallv dependent parts of a single process

}"

to his vehement assertion that his stuaies showed grammar

_to be."of paramount importance for the mental development

of the child, makes Vygotsky of particular importance in
our search for ways to foster writing and thinking abilities.
Although the evidenceithi grammar taught in isolation from
composition does not have a direct relationship to writing,

the work of Vygotsky, Bruner, and the process and product

""theorists seems to prov1de a cognitiVe base for what history

and intuition have insisted upon in the teaching of Englishe
Skilled writcrs have conscious control of language. Conscious

control is evidenced by style. To write with style, we

Aneed a repertoire of sentences. Ergo. like dancing teachers,’

we can sometimes demonstrate the steps, one by one, and
have - students practice them--provided we do not substitute
such lessons for the real work of dancing/writingd

In the past year, Mina Shaugnessy s Errors and

mxpectations ( New York: OiforiUniversity Press, 1977)

has argued forcefully toward some of the same practices

I am suggesting. She is‘one more na me among "stage three"

-,1.1 = L
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heralds, advooating intervention by teaohers'of basic

~writers~«students whose educations have not given them

the gift of literacy. Shaugnessy's emphasis on -error

_and relianoe on- grammar 1nstruotion do not overlook the
- role that motivation plays in 1earning to write; and she

.teaohes grammar. inductively, at the outset, so that 8

students discover for tnemselves the powers they have.fw
I think that her book is a courageous and useful one.

Perhaps her.carefulwanalysis of student Writing Will be

- the keynote of the Class1oa1 period --an approach which

differs significantly from reliance on polished models

‘tYpical of the ancients. With "stage two" as baokdrop“for

our concern with audience and form, we will _keep writiné
where it belongs. in the oonsoiousness of the writer,

*n the 1ndividua1 hands and eyes and minds of students,

but with Y"stage three" in the works, we will direct our:

players- in the conventions whioh bring'down the house.

=2
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Grammar-in the Writing,PrOcess: Some Suggestions, 01d ananew

g Our first goal would be to have a Moffett-Fader-

Foxfire climate for writing., In such a climate, the

experiences of the class--as individuals and as a group,
s y ~and including actual events as well as vicarious ones
v encountered in reading--woulq be the catalyst for student
Writing. When students are examining ideas and experience
from a number ofiperspectives and with genuine inveclvement -
l("interaction" is Moffett s term for this kind of 1earning),
any mode- of Writing and any possible English sentence might |
- be chosen as a natural form of expressions. In Foxfire,
-for example, students write narrativeo, explanations of-
processes,'comparisons; dialogue, and:a complex argument
for preserving the past.l .
| *Such classrooms are not impossible to emulate,
if we structure group work sufficiently. Fader has_argu.ed~
convincingly'that students can ana must help dach other
“to learn; and we know ourselves that the things.we teach
are’thelthings we learn bests Group work and student
‘ \involvement, the emphasis of the fruitful “stage‘two"
phase of English education reseéarch, are the underpinnings
of both process-oriented and rhetorical approaches to‘the
teaching of writing. Assuming- that a teacher might use
both an open-choice, experienced-based format for writing .
(with stuzcnts deciding what to write about, how, and’ .
o uhy) gﬁd some eXercises in'which these things are specified.

as carefully as they are in most other academic and

Q ' a S 13
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- professional writing) we might imagihe the Writing process’
~ drawing upon grammér and.gsage d&ring'the pre-writing,
editing, andlprdofreading steps in order to match linguistic
.con&entioné with the éognitive structures being attempted;.
A profile of such -teaching follows.s Because writiné is
a process before it becomes a product, we-cgnnot assume
that it will be the same: for all students and teachers;
‘nor tﬁe same each time it is attempted. All of the steps
outlaned:%ere may not be done inlschool eacﬁ.time stﬁdénﬁS'
writes 1ikeW1se,.ai1 of the gségs 11éted here do not make
up ‘a complete list of what could-ﬁeftriedi Writing is
'.probably recursive, like 1aﬁguag§;so we cénnot really

finish téaching or learning it

A, Students prepare to write after identifying

a subject they want to explain ®r find out abouts ' .
They yse pre-writing strategies - to generate words, -
phrases, or clauses about the subject. (8uch strategies-
include: meditation, association, freewriting, making
lists of ideas; looking at the topic as particle,

wave, or field, or group discussions.) Once they

have done this, they might be directed to generate

lists .of, concrete, sensory nounss action verbss

and co-ordinate elements which will help them

clarify things for their readers.

' BY' Students plan preliminary organization of their
writing. This varies, of course, with individuals
and with different tasks. At this stage, a list
of trahsitions might be provided as a way of triggering
thought about relationships.and patterns inherent
in the material and in what they want to do with
N 1t. A narrative may need transitions that express
: .the passage of time; argument depends on others.
A paragraph contrasting one object with snother
may be dependent on negative transitional devices
such as "on the contrary" or "alternativelz," or .
on negative affixes 1like "il-" or "~less." Sbedpp¢n&X.L.

v Cs Students write their papers. ' At some time

t -~ during the class, they descrive their composing
A ‘ processes and“whether they are ever conscious of

Q ", syntax or style as they write, o T

EBiq" f : . . 17 -
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D Students-(ideally) "let their papers sit."
Then they do any number of things to assess
them: read them silently or aloud to self or
others; give them to a peer and get response;
show them to the teacher, who might simply
ralse a_question for further thought or -
encourage the development of good features.

E. Students now edit their Bapers for organization,
development, and style. Here, I believe, some
attention to grammar might be very beneficial.
Always dependent on the student's own sense of
‘what is appropriate, some sentences might be
revised to improve the paper. Co=-ordination,
sub~=ordination, and modification could be '
systematically presented through model sentences
drawn from class readings and student writing.
This€ differs from the way grammar has usually
entered the composition class-~through the back
~door of. fragments and other errors.

Fo Students prepare final copies of their work,
‘proofreading for typos or errors they know they
have made frequently in the past. Dictionaries
_and handbooks are available. ' . :

Gs Papers are evaluated (usually by the teacher).
Some assignments or projects receive analytical \
evaluation, with all aspects commented upon and
errors pointed out for correction. Comments
stress strengths of the paper, but give suggestions
for improvement. _

Vhen applicable, teacher returns’ paper with
a worksheet attached. Worksheets lead students
toward understanding of grammatical conceptsthey
find difficult, and require practice 1€ ege fragment
revision, subject/verb agreement).z See Avpendix II.
' Some ‘papers receive holistic Scoring. Students-
can compare.their work with model papers and. .
- competency sheetses See Apvendix EIIs

'H Selected papers are duplicated for the classd
Techniques for evaluating written work are practiced.
Here, again, grammatical analysis may be of h p.“
In order to understand why a paragraoh is well
developed, for example, the class. could underline
subjects to see how the writer used terms to
reinforce and expand meaning in each sentence of
a paragraph.; If sentences are choppy, the class
could practce combining them in various ways. If
verb tense 1s inconsistent, ways of expressing time-

.in English verb forms could be elicited for review,

ana the writer s options made plain. Sentences can
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be edited for conciseness, using such tidy structures
as the absolute and verbals, - '

I Studento share writing with outside audiences;
Ideally, these were part of the planning,. but

sometimes the writing also develops into messages
for others: parents, younger or older students, a

class in another state, the letters column of the
local newspaper, a former teacher, a student

organization, an author, the members of the school
board.... .

‘Js The teacher shares some of hls/her ‘own writlng
- with the class. Problems of writing for a specific
audience, or of organizing large amounts of material,
or of writing on assigned topics, or of dealing
‘with crltlclsm are discusqed. :

K Stvlistlc modeling is practiced in Journals.
Students (and teacher)’ copy passages, sentences,
apt metaphdrs, and record sourcess.  From time to
time, they try to write in the style of admired
writers. Share and discuss results, noting the
necessity toimitate grammatical structures in
order to do the job.

© Journals are also used for pre-writing (concrete

observations and random questioning).

LJ.Given a group of sentences, students- in groups
generalize toward a rule they have not understood.
before (e.g. use of the semi~colon). Then they:
write paragraphs using the feature at 1east once.7

M. Writing poetry or stories using specific structures
" "has helped some students understand ‘concepts. Marty
Gliserman, who teaches at Rutgers in Livingston
College has generated interesting piecex of
writing while "teaching grammar" in this way.8
- See_Avpendix.IV.

- N. Short, in~class writings practice specifié skills.
Before stuwdents are assigned a descriptive paragraph,
for example, they describe an object in the room;
befdre they write -argumentative papers they Write P

.out the reasons a friend or sibling should or should -
not attend the same college they do, or Jjoin a
‘certain group, etc.

0c Students work in small groups on a cooperative
piece of writing (veelding just a few papers to
grade after it has been edited, copied, and .
"proofread.y This 1is especially effective for
controversial topics. which will generate discussion
and require evaluation of source material.

LS
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Py Students examine their folders of work, ‘
selecting the best papers Tor a portfolio or -
anthology.e Eo . -

Qs A previous paper is selscted as the basis of
another (preferably because the. student sees that
1t does not say what it could say). A narrative-
is condensed gs part of reseaych paper; a process
analysis is made partof an argumentative essay.

Chocolate Factoxy.)'-.

Bs A passage from a favorite beok is read aloud.
Stylistic devices, including sentence structure,
are discussed. (I once saw a delighted seventh
grade race to write .down all ‘of the adjectives
they heard in one sentence off Charlie and the

B Stutents criﬁique one another's papefs.using '
a gulde sheet drawing attention to stylistic-features,

I have had my students COpYy ©One or more examples

of parallelism or coordination (or other structures
we have practiced) onto the critique sheet as a-

~ way-of recognizing a writer's accomplishment and .
- practicing their ‘own skills. They have also noted

apt metaphors.and sentence rhythms, with increased .

‘attempts to use stylistic features in the next

papers they have dones

. T¢ Teacher requires.stﬁdents’to write, on demand,

a fragment, a run-on, a comma splice, an uncoordin-

-ated sentence. Class discusses WNn¥e

Uy Writing from other courses is brought in to be
" proofread and critiqued. ' :

V. Children's books are examihed for syntactic

‘maturity, using the Hunt and Christensen criteria.

Students write some infbrmational_prose.for.children;
keeping their sentence and clause lengths appropriate
for given ages. ) : ' '

We.Textbooks are examined for style, for attention

to audience, and for other features stressed in :
the writing class. Students note lingulistic structures
signalling transition, summary, evaluation, and .

- interpretation.

XJ Instructor from other subject area specifies
what is important for ¥riting in that class. Compare,
Discuss,’ . ) .

Yo English teachers share insights sbout the - ’
“writing process with colleagues in other fieldsy
Other teachers build pre~wrliting and ‘editing or
critiquing into their work. - ; ‘ .

Ze 7 |
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-APPENDIX I~

Hrom Writing as a Thinking Prodess,

-

. University of Michigan, 1977), pe 82

i Structure Vocabulary

similar to

by Mary S. Lawrence. (Ann Arbor:

r

Comparison: at the same rate as
similarly as* '
like, alike - just as.
likewise "in like manner
correspond to. - in the same way
. correspondingly - to have . in common
- resemble to be parallel in
resemblance A C
almost the same as
Contrast:  differ from unlike :
" " however - in contrast (%o)
. otherwise" in opposition . (to)
still ol the contrary
nevertheless om the orvosite side
. even so on the other hand .
dissimilarly a larger percentage than
different from. a smallér percentage than
less .than at a different rate from
more than _ although -
‘faster than, etc. while

-

Note: Lawrence. presents an approach to teaching English as a second. -

language.

Yet some native speakers cannot handle expository

writing because they lack the vocabulary and the concepts

which go with "linguistic cues" to ideas.’

Any list of cues

we could provide for variocus structures would always have to
‘be tentative and partial, and should probably be generated

in discussion before "given."
and Thought) instruction can predede development. . Shaugnessy -

According to Vygotsky ‘(Language

-(Errors and Expectations) holds that students must be initiated

into conventional language in order to do their academic papers

- an g learn their disciplines. "
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i'wbrksheets

in._A'sentence fragment is a group of words which will not stand alone

" because the full meaning. is not clear.  FoOX example, the following groups
of words are fragments: o ' : ' ' '

5 0 1. When he goes to the store. .
‘ 2~ Because he goes to the store.

‘3. After he goes to «he store.

4. Going to the store.

‘Some important information is missing f¥om each of these-sentences. In
the first three examples we want to know what happens "when," "because,"
‘and "after" he goes to the store. If we took away—the conjunctions

. (when, because, after), we would have a complete sentence--the state-
ment "he goes to the store." As soon as-we use a conjunctions, we need
to conjoin (that 1is, add) another group of words. .In the case of the

above examples we might add the fqllowing:

5. When he goes to the store, he buys milk and eggs.
-~ 6. Because he goes to the store, he can take a walk eyery. day.
.\*5\\\ 7. After he goe§ to the store, he visits his friends. |

If you use-a_conjunction (when, aftexr,-since, because,".if, etc.) to
_““bégin"a¥senﬂ€ﬁcarﬁcheckwtowseevii;ygpﬁhave‘added another sentence to

“it. You might think-of the problem in this. way: “you would not write

a sentence like the following:__- ' ' ' : o '

—
—

.. A . \ . . A
8. He goes to the store and. \\\\5\;\\\-

-]

You would not write- a sentence like that because.you knﬁﬁ\tha&\}f*you
write "and", something has to follow. .Conjunctions which come in—fxont
of sentences work in the same way; that is, conjunctions signal a-réi\\\\
lationship. " ) _ : . :

) Example number 4 is a different typw of fragment; there is a piece
of information missing ‘from it: we don't know who is going to the store.
We can make. this kind of fragment into a complete'seﬁtencé in two-wayss’

- -

9. He-was going to the store. T N
10. Going‘to'the*store, he met his -friend.

Sometimes in writing papers anfragmenf is placed right after or
right before a group of words which would make the fragnent into a
complete sentence. ' e o ¢

For example: ‘"He really messed up the scrambled eggs.: Because he
didn't know what to do." " RE-Write:  "He really messed up the scrambled
eggs because he didn't know :what to do." (ox, "Because he didn't

- know what to do, he really messed up ‘the scrambled egbs.") : .
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Instructions: Take the.sentences in your paper that are marked as frag-
ments and make them into complete sentences; check to see if the sentent
before or after the fragment belongs to it. ~If it does, the problem is
“one of punctuatlon, use the examplz akbove as a model. -Hand in the com-
plete sentence to your instructor. Finally, make up five sentences thai
are like the one you had difficulty with. ’ '

2. Run- on._ Somet imes two complete sentences are 301ned together, but
they arén’t. joined together in a strong enough way. For .example,
"My sister and I went to a movie, we had to go into New York to see

it." The comma isn't stroag enough;—we need 4d Semi-colon, or some
"joining" word. We could re-write the sentence in several different
ways: ' B ;

My sister and I went to a movie; we had to go into New York to see
My sister and I went to a movie which we had to go to New York to se¢

My sister and I went to a movie. We had.to go into New York' to see
My sister and I went to a movie, but we had tc go.into-N;Y. to see 1

Instructions: Take  the ‘run-on sentence(s) in your paper and punctuate
it “(them) adequately; try cut at least two different punctuation solu-
. tions. 1In addition, wrlte flve sentences that are like the one(s) that

you “had d1ff1cultY”w1th, B :

3. Past tense. Many'people have difficulties with the past tense form
. of verbs when they write.. The reason for thlS id: that the' signals .
‘used to tell somebody that we are talking- -about somethlng that hap-
pened in the past are slightly different in speaklng and in wr1t1ng
- In writing we usually signal the past tense more clearly and we make
the signal’ ‘on or in the verb.
¢ 1) Usually, the -past tense is marked with an "ed" at.the end of the
' verb; the sound .that "ed" makes is often dropped in conversatior
So, most verbs change like this: "I graduate today", but "I graé
uated yesterday~“ z .
- 2) However, there are many verbs-in our language that do not have
. ' the "ed" suffix. These other verbs signal the past tense by

. g making a- change inside the verb: "I run today," but "I ran
: yvyesterday. 3) There are a few_other venbs that do not change
\\\\\ ' +at all: ."Today I hurt my arm,™ and "Yesterday I hurt my leg."

\\\\‘If you are unsure about how to form the past tense 'of a verb, you
heck a dictionary. Look up the verb in the present form; if there
is nothing. after the present verb, it is formed by adding "ed"; if the
verb has\a past tense form that is different from a regular "ed" verb,
it will bethe first word in the list that follows 1mmed1ately. For
example, if we look up "hurt" we will see something Llike this: "Hurt v.
(verb), hurt, rting, n., adj." What this means is that "Hurt" is a
verb; the past tease is "hurt", the present participle is "hurting" and
"hurting" can be uSed as a noun or an adjective. : o :
3a. This verb'needz\a\past tense marker (ed):_ '
3b. This verb changes rn the past by an 1ns1de change: )
3c. This verb. does not c nge in the past: .
"Instructions: Write. vae: ntences in whlch you -use the past tense of €

of -the verbs wh:ch you had difficulties w1th Look 1t up in the d1ctlor
to check on how 1t is formed. :
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- 4. " 3rd Sinqular.“ This refers to the third person singular of the

present tense of a verb - Most verbs make only one change in ‘the
present tense ' o

singular’ plural : singular . plural

lst persoen I study . we study - I work ' Wwe work
2nd person you study ' you study ' .you- work you work
~ 3rd person he,she, it _ ‘they study he,she, it " they work
' studies _ : _ works
—Just_like the--le -o£~the—past—tense—'the—“s“—of*tﬁe‘tnlrd.person sing-

_ ular present tense is often n&t spoken in conversation, but in writing

" it is used. In addition to the pronouns (he, she, it), many regular
nouns and relative pronouns (who, which, that) are used in the third
person singular position. For example: My brother runs every day.

_-~Saul'runs every day. My brother, who runs every day, keeps himself up.
Instructions: Write five sentences in which you wuse the third person
51ngular bPresent tense of the verb(s) " you had dlfflculty with.

t

-5, Possessive; plural;;to'be—-"s" problems. - Because the "s® sound of

o many words is not pronounced, it is often deleted, but it needs. to
.be used in writing. There are three places where "s" is usad in
writing (where 1t might not be used in speaking) :

com a2

5a) Possessive ' "S." "he "s" here may slgnal a relatlonshlp of posse sion,
-as in "my brother's book is purple.
5b) Plural "s."" The_wg" here may 51gnal that a word is plural. books,
teachers, hands. . - . '
5¢) Is "s." The "g" may also 51gnal the 'third person 51ngular of the
- present tense.of the verb "to be." That- ‘is, we can often contract
.a@ phrase 1like "he is" to "he's." . .In- writing we would have elther
, "He is going to the store," or "He's going to the store." In speak-
ing, but not in wrltlng, we may hear people say, "He going to the
store." ' ¢ , :
Instructlons. erte five sentences using the word (s) you had difficulty
w-i-t-h-— _ ) EEE—

6. ‘Word confusfons. There are many pairs of words that sound alike
and peoplézget them confused sometimes shehn they are writing.
Instructions: Look up-the words that follow in a dlctlonary and

write five sentences using each word. ~ ) - .

[
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SMANAR AND -USAGE

SENTL g STRUGTURE'

— — S ) R

PARAGRAPY nzmum.m

bg~-many linging verbs
verbs '

oun reference

subject-verb diaagreenent'

nt tense - ’

—————

repetition of a sentence pattern
fragments and run-ons

few compound and complex sentences

Efew verbals

frepetitious sentence beginnings .

little or -no paragraphingn ’

no evidence of an essay form, e.g.,
main parts of topic, key ideas, etc

few sentence transitions

sticated verb usage is
1 :
of common verbs

e of linking verbs °
d verbs generally agree

e of pronouns

—

some repetition of same sentence pattern o

sofe attempt at verbals
o fragments'and run-ons

some‘oompoond'and complex sentences

repetitious sentence beginnings

_paragraphing attempted--not always
~successfully

| evidence of topic sentences

some evidence of an essay form., e.
introduction,. body, and conclusic

few kdy ideas are present; if they

are present, they re not develope
or are weak :

1+some sentence transition

few paragraph-transitions

e of linking verbs
| verbs ‘
ariety

of verb forms, tense, and

some variety in aenteﬁke patterns.

varfety in sentence types, e.g., simple,

compound and complex

F

-

few fragments and run-ons
some variety ‘in sentence beginnings

some verbals

Successful paragraphing

paragraph transitions are attemptéd
not always appropriate

generally successful _topic sentence
development .
-
evidence of essay form
key ideas are present and-developme
is attempted

adequate sentence transition

y.

erence problems with more
entences

ressiot

-pariety in sentence. types

¢'|.variety in sentence patterns

rare fragments and run-ons
variety in sentence'beginninga

effective use of verbals ‘

.‘effective sentence transitions =

successful paragraphing.

paragraph transitions generally
effective

‘ successful topic sentence developme

key ideas are not only present but

< are explained o

C 25
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| 1ges, suE 8 Hauwmnnc e b
| ek SPRLING (ovieatiols -
| rambles 'WMWSM%ML spelling is phonetic

tqpic is nisinterpreted",

dividual style

short sentences

yrYe b-v

.1deas are riot qualified,
| e.g., things are always
' true, ete. .

_;innited“chabulary

use of printing
| Little developnent of in‘ displays. little concern for.

appearance

L’
A '

, spelling.of conzon vords 18

‘generally accurate

misuse of. connas, apostrophes
periods, hyphens and
capital letters to the poini
of interfering with the
reading of the.paper

rambles occasionally
development is attempted but
: 1deas are riot qualified
lacks Spec1f1cs

L e TR Ty e

of individual style
little variation in sentence
. structure

e e e '

ed vocabulary--frequently

;' misused
Jrepetitious words &Aphrases

somé evidence of development

attempt at more sophisticat-

difficnlt to read

sone printing

aophisticated vocabulary is
. often misspelled '

Lh

little evidence of kndwledge of
" spelling rules, e.g. " lonly,
peice, etc.

spelling of common worde ig
generally aceurate

.
%, : .
) . .

L

aceuraté ‘use of periods--exce|
for, run-ons and fragments g

nisuse of .comnas, apostrophes.
hyphens,’ quotation marks anc§
'capital letters; however, ,
there Is little interferenc|
with the reading of the,

: paper ‘

T
1

imaginative ,
"lanalogies if appropriate are
| attempted

successful development
distinct beginning,. middle.
and ending-~ideas are in-.,
troduced explored and con-
cluded = .

qualifies’ ideas
‘ldiscernible” style

{more soghistlcated ‘votabular)
s¢ of fieurative lappuage’

e S § S

EEEART T 0 8=

©

h

rarely nisspells common words

;generally good use of

mechanics

¢

successful use of appropriate
analogies

creative and uniqué approagn

listinct beginning, middle
and end- .

interprets and analyzes for
the reader

- efinite understanding of :

topic

- s ¥y

=TT

1% ciffe language .

neat and clear cursive hand-

writing

Tattractive overall appeatance

f [:1257(3

accurate spelling

proper use of mechanical
conventions .
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-"Befqre_the position was the preposition." @ - L.Vln9 st (o//E/{ 07(: /?WL]ZVS lj/ﬂkﬁ"&oﬂé’

In the dark. . : . . (dh drbd” Oaﬂ%PWED

In utero '
. Into light.

Sub specie

Of death

By starvation,-
- In birth

" By accident = : »

On purpose - -

Of living
Of "‘public school education
In the hands , -
Of doctors.. - . = "

Prepositions

In adolescense ‘
With rebellion ° .
Against arguments : ')
Ad nauseum :
For the nece551ty , . .
Of unconsciousness. ' . : .
‘Between mother and father. . L o : -
~ Against shame. - y . T o ) y
Against curfews. ' '
Against family peace
Without honor.

In college
On the march
Against qruelty |
To students ° - . , _ .
Under the influence . , o : _ 5
Of Kierkegaard : ' '

. Of pot,

~To the nghthouse .
Cum Laude. : _ ' e ' .

+ Without mo?ey r ‘ : _
In lines _— o
For jobs
At pizzerias,
With disappointment, :
With" anchovies . . . : . L S .
. With extra cheese.: : ‘ ' ' ‘ : :

To the ‘left ' : - . T : o
To'the right. - . S : ' , . s .
About Turns. o ' S ' ' ' )
To the roadcrossing
In reverse >
Through the swamp
Across-the river ,
" Home . | ' ' L | S -

28
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. Upstairs
To bed '
‘Without supper."
At 5 -AM,
In underwear
To the bathroom
On the toilet
Under the shower
With toothpaste
With mouthwash -
Without breakfast
* To the pizzeria.
" After S5 P.M,
By the turnpike
Through the tollbooths
By mistake

"\\gnder the river

Into the swamp
_Home T
Through the door
With a sledgehammer
Downstairs .

To the dungeon !
With left- el
Over pizza

‘Sans cheese

For supper. :

,m1ad@e
With Maril:
For dinner and movies*
‘Wltbout.reservatlons
Sine qua-non
For you. '
At MacDonald's
From Here To Eternity
With Slnatra and Donna Reed
-In bed.
Out of practice
Contra ception
~ In the drawer.

In dreams
Of the saints
Degraded '

* To purgatory.
In an elevator
Without buttons

~ To levels :

- Of awareness.

25

On Sip Avenee o
In Jersey City

- To the dogs

With bad. company
With lust

With fire water
With - sloths

; lWlth sheep ' g
" With 6ne Wrong Move

With silence -
With hope. o

- On vacation
“Above eclouds

To Anocther's. monopoly
On paradise.

On social security .
With fond memories
Of the pizzeria

-Of oregano
Of Mozzarella

Of the red.and white dough
In ﬁhe ovéen
In the darkness.
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