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Foreword

v - -

1t was in 1251, while talking shop with Christine Gibson {then assistant to
1. A. Richartls), that 1 first thought of founding a journal which would
enable teachers. of English to swap actual examplesf of their teaching
practices. She and [ agreed that, while discussions of pedagogical theory
might be of some value, a direct and simple exchange of exercises which
had proved successful might be of greater practical benefit to teachers. 1
was then a beginning teacher at.Bennington, determined to contrive fresh
and iptriguing exercises which would elicit the best efforts of my very
lively students. My models were three superb teaakcrs who had exercised
me at Amherst: Theodore Baird;, Reuben Brower, and G. Armour Craig.
1 often exchanged copies of wriling assignments with colleagues at
Bennington, and although we seldom used each other’s devices in our
classes, we found it stimulating to see just what eath of us was askmg of
our students. Why not extend this exchange by inaugurating a modest
publication which could be circulated-among Enghsh teachers th roughout
the nation?

1 first wrote 2 number of friends and acquaintances, askingsthem to
send me copies of their best exercises with a few words of explanation. By
1952 1 had acquired enough good material to fill twenty mimeographed
pages (the first page of the first issue contained a fine exercise on Adams

.and James by Professor Craig), and these 1 bound and sent fo every
English teacher 1 could think of. The response was heartening. Within a
few months 1 was able to publish my second issue and to persuade the
Carnegie and Lemberg Foundations to ‘underwrite the cost of printing
and distributing it to a much larger audience. Harcourt, Brace loaned me
their direct-mailing list in #xchange for advertising space, and 1 soon
began to receive exercises from all over the country.

Just as 1 was about to exhaust the Carnegie and Lemberg grant, Fred’

Cushing of Rinehart and Company wrote™o say that his firm would be
willing to publish the magazine if it were given the back page for adver-
tising purposes: The resulting amiable association lasted for over eight
years (during which period Rinchart merged with Holt and 1 edited the
journal for two years from the University of Alaska, where 1 was a
Visiting Professor). | moved to the _University of Connecticut in 1961,

- - *-v . -’ e

. o ix




X Foreword

Bhen-other duties prevented me from giving the magazine my full
@itigtion, Irving Cummings and Thomas Kober:s of the Unjversity of
&annecticut assumed joint editorship. The university supported the maga-
rthe for a number of years, until, in 1972, publication of Exercise
Exchange was transferred to the University of Vermont, There Paul
Eschholz and Alfred Rosa served as editors, preserving the original
concept and format of the magazine almost intact. Littleton Long of their
department selected some of the best exercises which had appeared in the
magazine, and his collection, entitled Writing Exercises from Exercise.
Exchange was published by the National Council of Teachers of English
in 1976. Now the magazine is under the capable dlrecuon of Charles
Duke at Utah State University,

1 have no idea how many exercises have appeared.in this journal .
during the twenty-seven-year history, but the three hundred mark must
have been passed long ago. It is pleasing to think that teachers from all
over the world have communicated through this medium (! recently met
an English teacher from Sri Lanka who asked me how Exercise Exchange
was doing) and that students of several generations may have benefited
from the collaboration it has effcctcd. . v

* Themas W. Wilcox
Founding Editor. Exercise Exchange
Univers&z,' of Connecticut, Storrs
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What we as teachers do in our classrooms often remains unrevealed,
providing us with the paradox of be¢ing surrounded by students and
colleagues engaged in a common endeavor and yet being quite alone in
our work. Although not everyone always can teach another person’s

. exercise well, we can benefit from sharing teaching ideas if only because it
permits ys to judge what we like and what we don’t like, what oppor-
tunities we may have missed or what we can gain.

The term “exercise” may suggest to some people the idea of “bu‘sy-
work,” but Exercise Exchange over its thirty years df pubhcauon has
demonstrated that weljconceived classroom exercises are anything but
busywork. After all, suth exercises provide the proof that researchers
and teachers need to support the implemematiq_n of new concepts and
approaches as well as to reaffirm olgtones. )

Exercise Exchange over the years has attempted to open lines of com-,
mumcatnonJQ lessen the sense of isolation amgng instructors at different
levels and in different aread of the world. Subscribers and contributors
come fro ¢h places as Australia, West Germany, South Africa, Japan,
England, I™land, Canada, and {rom throughout the United States. That
the “exchange” has been successful is documented in.the many notes and
letters sent to the editor indicating that authors have heard from other
teachers who have tried the ideas published in the magazine and found

- them useful,
" Exercise Exchange dogs not limit itself to" the publication of articles
about writing; in fact, the magazine publishes materials related to all’
aspects of teaching English. However, the collection in this volurhe
focuses on Wwriting, 1ts principal purposé to supplement a simildsand very
popular collection published in 1976 by the National Council of Teachers
of English. - '

Choosing pieces to appear in this new collection was not easy. Many
fine articles have been published in the eight years since the first collec~

‘gion’in one volume. In selecting the pieces, I have looked for ideas and
approaches which, for the most.part, reflect current practices in the teach=
ing of writing, although readers will not find the writers of these articles
spending considerable time discussing theory. These authors are first and

-
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foremost classroom teachers interested in sharing what works in their
classes. As a result, 1 have made no eﬂ'ort to turn the collection into a
texibook nor td present a comprchenmve theory of insfruction. What
readers will find instead is a variety of ideas, suggesting that.a multityde
of possibilities still exists for teaching writing effectively.

To assist readers in selection, | have divided the articles into six sec-
tions: sources for writing; prewriting; modes for writing; writing and
reading; language, mechanics. and style; and revising, responding, and

‘evaluating. The divisions are somewhat arbitrary, and some exercises

might well have appeared under more than one heading. simply because
the writers stress a sequential development of the activities. There is some
grouping within each category; for exampley a feader will find several

. articles with a common focus back to back. Otherwise, the pieces should-

reveal their purposes and levels of dlfﬁculty qulle easily. The majority of
the pieces have been wrilten for Ust in high schoot or college classrooms;
however, some of the authors come from junior high schools, and readers
of Exercise Exchange have mdlcated that"the majority of ideas can bé
adapted for different grade levels without difficulty. As f urther assistance
10 readers, each article is preceded by a brief headnote indicating its

Jfocus, and each author provides a short commentary to place the exercise

in a classroom context. But the most ¢common dencminaters found in
this collection will bylhe interest in effective teaching, and the record of
practical successes in the classroom. . - ~

Special thanks for the existence of Exeche-Exchange g0 to Thomas
Wilcox of the University of Connecticut, who fosinded the magazine 32

years ago to fulfill a need he found among colleagues. 1 am also gratefui

to Paul Eschholz and Alfred Rosa of the University of Vermant, who,
when no longer able to carry on the editorial duties of the magazine,
suggested that I assume those mponsnbllmes Without the supgort of
Kenneth Harrell, Dean of the College of Humanistic Studies at Murray
State University in Kentucky, and Deibert Wylder, former chair of the
English Department at Murray State University, and more recently, Oral
Ballam, Dean of the College of Education at Utah State University, the
continued publication of the magazine would have been impossible. Bul
most of all, I am indebted to the teachers around/theyworld who continue

- to send me quality articles describing their class}'oogzachlevcmehts and

to the loyal band of subscribers who keep renewing. The magazine, Exer-
cise Exchange, appears in the fall and spring of each academic year,
Those wishing to submlt manuscnpts orto subscnbe may write me at the
address below. . ’ .

s “Chatles R. Duke, Edilorl
Exercise Exchange

Department of Secondary Education’

Utah State University - a
Logan, UT 84322




In essence, a writing course by itself has no content other than what
becomes the source for written expression. If we can accept this idea, we
then should feel comfortable seeking as many different soufces as possible
o provide our studentshwath a variety of writing experiences. But in this
search for sources, we sometimes can overlook valuable ones which are
easily accessible. In this section, readers will find suggestions about where
to look and what might be used: people and places in the community,

-pen pals, archjves, magazine.columns, newspapers, and even tarot cards.
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For Writing Teachers Only!
- Suggestions for Student Writing
Assignments

Anthony 5. Magistrale 'l 5

- —~
More ofien than we might tike to admit, 1eachers run out of fresh
ideas for wriling assignmeniS. That is when suggestions like the
following may provide t.he catalyst fordevetoping a new Set of |
writing experiences for our students. Mr, Magistrale contributed
this assignment fmm the University of Vermont, Burlington.

Author’s C_ommem ]

I have never met an English professor who did not approach the teaching
of writing with the noblest of intentions. On the other hand, compgsition
is without a doubt the most difficult and frustrating course tq teach
in any English department. Moreover, I am nol‘convinced that we
. are producing better undergraduate writers. To some extent the recent
increase.in emphasis on college writing and the accompanying d%luge of
books, manuals, and ‘articles on the subject make the actual task of
teaching it all the more arduous. Composition instructors are inundated
with conﬂicting strategies on writing and rhetoric, and while I certainly
do not mean to imply that all these pedagogies are inadequate, most tend
0 place a gteater accent on the abstract and theoretical, at the expense
of the practical. Nowhere is this influence more proncunced than in the
construction of student writing assignments. I note a tendency on the part
of many of my colleagugs to compose exercises which reflect #h over-
absorption with sophisticated rhetorical strategy as if their assignments
are meant to be read and answered by otber teachers of writing rather
than eighteen-year-old freshmen.

1 am not, however, advocating a return to antediluvian themes such as
“How I Spent’ My Summer Vacation™ or a series of unstructured #free™
writing assignments—tbe latter emerging from the late Sixties and sull
popular among many composition teachers. Instead, 1 propose a series of
writing exefcises designed to avoid the constraints of complicated rhetoric
while providing sufficient direction for young writers.

The assignments which follow accomplish four primary Zoals: 1) Con-
vince writers that they have something to say. This iS established by

2 .
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Sources for i’rﬁring ) ) A3

e providing writing subjects or themes that are accessible and relaxed,
rather than convoluted and obsessed with pedagogy. 2) Produce work
that students actually emjoy writing. Perhaps the first obstacle faced by

v the instructor is the ability to convince students to make usg of thexr

imaginations, and in sé doing, help them to establish confidence in their

own writing abilities. This will not be .accomplished if undecgraduates are
consistently asked to Write about subjects which are uninteresting andfor
tedious. 3) Demonstrate that good wriling does not always have to sound

.dull or serious. 4) Help acquaint students with their own ablllty to use

various personae. Each of these activities Yequires the writer to compose

from a different voice and perspective, thereby enlarging the student's '
awareness of tone, style; and diction. )

-, These dssignments—whether used as in-class exercises or take-home—
are valuable only insofar.as they are followed by student/teacher dis-
cussion of the jdea behind the essay as well as the images expressed in the
actual writing. Furthermore, these exercises should be su pplemented with

. traditional assignments: opinion papers and/or research projects, for -
example. But in an activity as difficult as the jnstruction of writing, where
- fresh methods of teaching should be actively pursued, 1 would like to

. suggest than any English professor is capablé of incorporating some of
these suggestions jnto the syllabus. * -

Assignment One: What Seems t0 Be the Problefn Here?

For at least the past decade we have beemr hearing that “Johnny can't
write.” Robert L. Craig, an official of the American Society for Training
and Development, goes so {ar as to insist that poor writing is a significant
“factor in the whole drop in the growth of American productivity.” In a
brief and concise paragraph or two, spcculéle on what has gllae wrong in
the past, who is responsible for Johnny’s state of functi illiteracy.
Then; for the remainder of the paper, describe the uniqueness of your
own situation and needs. What, for example, do you hope to learn from
a course in writing? You have already had twelve years of formal educa- .
tion that included writing instruction. Why, then, do you feel the need to
take a course basically designed to improve your skills in writing? »

Asgignment Two: The Goldilocks Legend Revisited

Let’s assume that geniné started is the most difficult part—how does one

attempt to describe something_in writing and what is descriptive prose

anyway? There’s your first question for late night pondering. It would not _
- .

L : 16

FY

b




4 . . Writing Exercises
I -
do 1o claim that description starts by comemplaﬁng, your navel. That’s a
little 100 close to home. Besides, a roomful of studént navels is an awe-
., +some sight—although not, of course, anything so awesome as a roomful
. ‘offaculty navels. -
N Therefore, let us begin this course by running away $¢om home—in a
' storybook sort of way. Everyone in this roo oubt,; miliar with
’ the cryptic story of Goldilocks and the thre€ bears. So, in the interests of
your education, why ndt re-examine thaystory, with-its unyielding plot- s
- to-the-finish, and freeze it at a given moment in time in order (o provide
that jnstant some Kind of visible reality. {Notice how traditional fairytale
4 books usually leave this job 1o the illustrator.)
An adult bemg told the story would doubtless want a full descnpuork
<of thé emotional state of little Goldi when she pops awake in Baby Bear's
bed and sees three inquisitive bruins standing at the fogt. A linle Kid, on
the other hand, would take a savoring interest in her supposed—and 7/
deticious—terror, but that sounds a little too excmng 1o describe and
- after all we've only just been introduced. .

, - This"should help: Pretend that you're telling the stoty 10 ‘a child of
five—the kind of tyke who, in the interest of realism and putting off
bedtime -darkness, denfands details: who stops you dead just as our
breathless heroine is about 10 walk through the door of the bear house.
The little kid wants lo know, in just so many words what, the interior
looks like.

Ve See how you can aid the poor narrator. Skeich oul your description

- . all the while remembering that the brat, like your English teacher, won't
. sitstill for too long unless you make it interesting and maginative. The
better 10 compare results, let's agree on the scene: Goldilocks comes to

* the door of the Bear famdy abode and—S TOP—enters the house .

)

Assignment Three: To Construct the Perfect Crime

“I'd put up with her whining and bitching long enough It was Dtme
10 do something drastic, to take serious action. 'd tried the divorce
routine; she wanted azon of money and the Sony. She feft me little
choice, and what choice I had | was prepared to take: she had to
. _dig, t . weekend. But how to accomplish the deed, and how to get

. You Rave been eavesdropping on the, very private thoughts of Mr.
Bermard Pettibone, wealt hy executive and disgruntled husband. His prefs-
lem is identical to yours: in the next few days you are fo construct 2
murdes of your own without actually committing one.”
While noné of you have actually pesformed so foul a deed, it is possi-
s bIe 1o write as though you have. You have all read about mutders in

"
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Sources fo?‘ﬂ/mmg s
5 .

litcraturc-—Shakespearé, Dostoevski, Hitchcock are fine, grisly examples—
watched them take place on television, read abouyt them in newspapers and
magazines. Therefore, take your knowledge of murders-and murdering,
combine it with a vivid imagination and some careful writing? and go
construct &4 creative prose murdet. It might help to inform Your reader
about the circumstances leading up to the event itself, but stress 'object
-d'art: focus your major attention on the perpetratign of the homicide.
Also, be forewarned that your teacher has an adverse reaction to exces-
sive bloed, gore, and guts—thus, strive to keep yoaur murder as clean and
clever as possible. Remember too, the brilliant criminal lives on to"take
thhcr more wonderful English courses. (Special Reading Assignment for
the Week: Bernard Pettibone, Fifiy Years at Auika: Where It Al Went
Wrong. Penal Colony Press, 1981.)

.

. . *

Assignment Four: The Edge of Nausea

She: “Look, this is imporiant to me, can | trust you?”

He: “You tell me, . . am | worth your trust?”

She: “1 hope so, but if 1 tell you about it, will you still respect me?’
. " He “Is it really that imporiamt for you that 1 do?™

The a’bove is a verbatim account of one of the more articulate con-
versations between two main characters on “The Edge of Night,” a semi-

literate phenomenon offered every weekday afternoon for the stimulation

"Bf bored housewives, retired senior citizens, gigely coeds, stay-home-smk
career folk, and perverted teachers of composition. As an exercise in
comprehending Amerlcan culture, watch one of these serials (remember
that there are e\renmg shows such as “Dallas that also béloné to the
genre) for several days—three at least, more if you can stand it—and note
the following in a'critical analysis paper: .

1) Who are the main characters? What is their social posmon in the
world (i.e.,. banker, doctor, candlestick maker)? Do the actors in-your
program conform to certain stereotypes in the roles they play? To what
extent, if any, were you able to “identify” With the characters? -

2) In terms of the ocfupations portrayed,.are they a fair or unfair
representation? How are the sex roles managed? Do the men and women
play “traditional” roles? Why or why not? 1 .

3} While avoiding a_boring plot Summary, what are the major themes

of your program? Why are these themes stressed at the exclusion of
others?

4) Did your soap opera have any inranded elemefﬁs of humor i #? If /

.50, how did it come off? Laupghter is Usually avoided in traditional soap
* operas. Why? .

18
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5) Consider. the enormous popularity of the soap opera: Why do
Americans take this sudsy world so seriously? =,

+

A.ésignmenl Five: Do Not Remove under Penalty of Law

Consider please the following words:

High Heels ‘x L Waxed Papér . ’ /
Polyester Wombat ' -
Superman - Black Eycliner VT -
_ “. * Twinkie . ) _ Avocado Green ‘ )
» Crisco Centerfold ’
*@ .+ Tupperware Party Inflatable Doll

These words have absolutely nothing in common, really, except that
we share an understanding of what most of them mean today. They have
cultural §igniﬁcanoc which we,.as members of our *culture,” understand,
albeit they may give panse to a visitor from Peking or Mars. The idea of
this ‘writing assignment is to choose just ONE item from the list above
and write a short essay to explain its cultural significance.

You might begin by spending a few moments thinking about. what
each one of these words hgs come to represent for you ot a personal
Ievel. "But eventually provide the reader with necessary background infor-
mation: some related words and contexts and phenomena. How, for
exhmple, would you explain waxed, paper to a rural Chinese peasant,
high heels to a Bushman from Africa? . .

Crucial. Pojnts of Consideration: 1) Some readers know more than
others. Be careful to explain your cultural selection as vividly as possible,
using examples and illustrations. The basic identity of a Tupperware
party is there, but the attentive wriler seeks to remind readers of the
possible relauonshlp between pla% objects and the individvals who
attend these parties in order to’fo --And then there will be the
writer who remembers hearing fnghtenmg tales of Tupperware pames
suddenly going berserk. ‘»

. . 2) Be attentive to your reader. Thmk of yourse]f as a cul ral guide,
£ - about to provide a pleasant and good-natured explanation of some.of -
America’s most prized and cherished institutions. Avoid, then, like. the
plague, neuralgic complaints, easy sarcasm, apathetic dismissals,
3) Do not feel, on the other hand, that you have to approve of the
“ thing/person being described. Your job is not to banish from the earth
any of these words. Instead, describe one by accoummg for its signifi-

-
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cance. Your perceptions will certainly involve making judgments, but *
do so only through discriminating intellectual observatnont not mere
stibborn preference.

. 4) Context, context, context. What.ig the exact language you want to i
provide the readers to help'them see and compréhend'their way out of :
their cultural vacuum? Remember too that nothing in this world exists in

isolation; even black eyeliner has a pﬁ)pe'r place of its own, uses and
abuses, creates emphasis and misunderstandings, aqﬂ\-oc:jvigr‘lally clari-

fies.and Jlefines. .
. ) - ‘/

L 4 i

Assignment Six: A Visit to the Art Muséum

s

*This assignment calis for a visit to your local art musenm. In order to
allow time for a relaxed and appreciative journey, we will not have class
the day before this assignmént is due. You can choose to visit the gallery )
at this time or go anytime between now and the due date.

During the time spent at the museum, kecp in mind he followmg
quotation from Art and Visual Percepnon . , )

If an could dg nothing better than reproduce the things of nature,
either directly or by analogy; or 1o delight the senses, there would be
little justification for the honorable place reserved for it in every
known Society. Art’s reputation must be due 10 the fact that it helps
man 0 understand the world ‘and_himself, and presents to his eyes
what he has understood and belleves to be troe, -

What, if anything, about the art exhibited in the museum helps you to
understand the world and yourself? What are your own reasons fof visit-
ing the museum? Use, if you wish to do so, the above quolauon and _
questions to write a paper about the art museum,’ The subject of your
essay is entirely up to you: it may be a theoretical response to the quota- -
tion, a particular painting, or soime other work of art which particularly
intrigued you. On the other hand, perhaps the exhibited art interests you
less than some other aspect of the museum—the architecture, the decor,
the other visitors, the gallery guards, etc.”Eselfree to select a topic and I
an approach that will enablé you to give written form to some partof
your experience at the \gluseum

Assignment Severi: They Tried to Tell Us We Had Acne - o
It is often said that in heaven everyone will‘get to be Ann Landers at least
for an afterncon. But just in case some of you doh’t want to wait, here's
your chance. Below you will find a letter written to Ms. Thelma Gooch,

LY
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the Ann Landers of Buffalo, New York, dnd the’great upstate New York
region. Give this jetter yous best advice and consideration and write an
answer suitable for publication in an advice-column:

Dear Thelma Gooch, B

I am sixteen years of age and very mature in my outlook on life. 1
have been going steady with my childhood sweetheart since we were

' both in the same eighth grade compositien class. Now Gwendoline
and ! want to get married. We 10ve each other with an intensity that
would amaze you. We have saved ourselves all these years and are

= willing 1o make any sacrifice 10 become man and wife. | am willing \.J

10 quit school and do any kind of work 10 support us in matrimony
but mty parents and Gwendoline’s 100 refuse to give their consent.
What, then, should we do? Should we elope and consummate our
vows in a cheap hotei? That seems old-fashioned, but so does wait-
ing to become of legal age. We are confused and would greatly
apprecmle any advice yol can gwc us on solving this problem that
is leaving us .

-

S {sngned} Hot, Bothered, and lmpaucnl

+ Please remember that the advice columnist is privileged 1o tell the
whole truth, but must do it courteously, even if curtly.

-,
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Margaret Baker
Sam'L. Graham

Values.clarification exercises have been used for a variety of pur-
poses in classrooms. The authors suggest that they are excelient -
sources for writing activities. Ms. Baker and Mr. Grahamsubnmled
this exercise from Chapel Hill, North Carolina.

0

-+

Authors’ Comment ' . e .7
Values clarification exercises as developed for use in group li‘ainin‘gcan be ,
Mectively adapted for a composition course. This fall-out shelter exercise
is a very free adaptation of a problém in Values Clarification by Sidney,

: + B. Simon et al. (New York: Hart, 1972, ph. 281-286). It is particularly
well suited as anlintroduction to persuasive writing, but by changing the
situation or the steps involved, this exercise can be varied to meet otﬁcr
composition needs. Far example, 11 can be used to teach classﬂ' catlon or

.

students to be so mhusnasnc about class ) .

L

" The Approach ' &

The instructor begin$ by dividing the students into gl:oups with four to
six students in each group. Then the instructor glves each student a sheet
wnh the following information: ) .

Your group is part of the War Department. World War III has _ ] .
broken out, and ¢ight people have sought safety in a small fall-out . LT e
shelter. Then they discover that the sheiter has supplics for oniy -
four people for three months—the estimated time they will need 1o o
stay there. Thus, four people must leave the shelter and face almost 3~
certain death. Rather than fighting among themselves, they have
radioed the War Deparupcqt for help, and the matter has been




10 ) ’ - Writing Exercises
P . ' * ’
referred 1o your group. You will decide who will stay and who will™ . .
leave. Remember, very few people will survive the holocaust, so the
four survivors will be an essential part of any new civilization. Dis-
*t  cuss the matier among the- members of your group and reach a
consensus decision. You have fifieen minutes.
This is all you know about the-People:
an accountant, 25
his 22-year-old wife, who is six-months-pregnant
a U.S. Senator, 68
a high school football coach, 36 '
an unemployed waitress, 30 '
& Protestant minister, 50
& feinale college student majoring in psychology
a third-year medical student

- 4

!
-
tadie B U

When fifteen minutes have passed, a rgember ‘of each g\rQup will put
the findings on the board. A brief discussion about the results wilt *
emphasize thak certain issues can be effectively argued in more than one
. way. After the groups break up, the instructor will hand. out another
' paper which reads as follows: , _
- - .
More information on the people has just come in; this may lead
you {o revise your group's findings. The final decision now rests
with you alone. At the end of the class period, furn in a report for
your supervisor in the War Department which &xplains your deci-
sion and your reasons for it.
Here is the additional information:

1. The accountant has a brilliant mind, but ke ddes not work
well with others.
2. His wife has had two miscarriages, but they
. trimester of her pregnancy.
. 3. The Senator is an expert on foreign relations. HeNs in fair
! - : health and the father of five children. ' =
‘ 4. Thecoach is in ¢xcellent physical condition. Although single,
heloves children.

in the first

L
\ . & The waitress has no high school diploma and almost.no job
. skills, She and her cleven-year-old son are currenmtly oh
welfare, . .
6. The minister’s wife died last year and he has no chilqu. He
is the author of several famous religious books and is widely
respected all gver the world. .
. 7. The female student has self-dastructive tendencies and has
. \ used drugs heavily. However, she has been “dry™ for six
months and is in therapy. : .
8. The medical student is actively involved in a local Nazi
- organization. He has an excellent understanding of medicine. .

-
] . N
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Summation -
During the next class period, the instructor may want to read aloud some
of the betler reports. He or she certainly should follow up the lesson plan
with a brief discussion. When this exercise is used as an introduction to
persuasive writing, the instructor should ask the siidents what they have
learned about argumeﬁt. They should have learned that the mote infor-
mation a person has, the better the choices he or she can make; that many
1ssues can be solved in more than one way; and that a writer must defend
opinions with sound, rational thought. These points can be pursued
further by discussing specific issues faced in this problem. For example,
what is more imporfant—that the waitress has few skills to give a new
civilization or that she can bear children? Is the Senator too old to begin
life anew or wij] his expertise in foreign relations be needed to work with _°
surviving leaders from other countries? By getting students to think
critically about these issues, this lésson plan becomes an excellent spring-
board for teaching persuasive writing,

-

/
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Albert C. Yoder

Magazines and newspapers carry various columns which canb come
sdurces for student writing assignments. This exercise providet sup-
gestions for how a particular type of column can be used to generate .
a variety of writing possibilities. Mr. Yoder sent this from Southside
Yirginia Community College, Keysville, Virginia.

Author’s Comment

Students must often be provoked to write or discuss. And if your stu-
dents are unable to discover interesting topics themselves, you may have
to provide topics or situations sufficiently provocative to motivate them.
A subject most students find interesting is marriage, yet as a specific
topic, it is too broad. But even narrowing the sibject to something like
“The Qualities of an Ideal Mate™ or “The Financial Problems of Early
Marriage™ may fail to engage the enthusiasm of your students. 1 would
like to suggest that you use the column “Can This Marriage Be Saved?”
which has appeared every month for years in Ladies’ Home Journal,

Activity

The format for this column is simple. After a general introduction 1o a
particular couple’s problem, one member of the couple is interviewed and
then the other. Finally, the couple’s counsellor €xpresses his or her views
and explains what eventually happened in the marriage. The subject and
format are provocative for several reasgns. First, there is a specific “real-
life™ problem presented. Since many students will shortly, be married
themselves, they find marital problems potentially relevant and probably
more compelling than the general material found in many marriage
manuals.lSecond, two points of view are expressed and therg s often a
fair degree of right on each side. In other words, the issues involved are
not so black and white that it is obvious who is right and who is wrong,
It is this feature which makes the case histories controversial and debat- -
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able. Some students 'will sidc with one party, others with the second;
some will offer one selution, others another. The ambiguity of the prob-
lems is also close t0 what prevails around them, and students relate to

., this sort of realism as well. Because ‘both the subject and the format aré
provocalwe students.arc easily motivated to write or discuss the cases,
There is enough material in each column to support well-developed .~ -
essays or discussions. The format also forces students to consider both
sides of the problem, something they ofien fail to dé when lefl to their
own devices. ' _ .

Therc are several types of assignments which could come from these
columns. Since there is a good deal of dialogue.quoted, students can role-
play the husbgnd and wife, and having introduc?d the class to iHie prob-
lem in this wdy, you can ask the class to discuss or analyze it-in writing,
+ They could also write “mock” letters of advice.to the couple, attempting
to rcconcile them. In additiod, the men in the class might assume the-fole
- of the husband and the women, the wife (or vice versa). They could then

write back and forth among themselves in an attempt to resolde the'
probiem. Finally, since the column provides detail, incidents, physical
description, and €crtainly conﬂlct there are all the elements for a.shorl -

story or drama, -
1 have mentioned the column “Can This Marriage Be Saved?” anly
. becausc it i$ idoal and easily available to teachers and students; howevet,

-

~lherc are a number of books on marriage, divorce, marriage copn&ellmg, . ,
% and the like, that'also contain usablg case histogies. After you and your | -
* . class have read a sufficient number of histories; yol might even want to
create some fictitious ones of your own. . '
The activities described can also be related (o the content of English y

courses. With ‘the advent of the wonmien’s movement, many rhetoric
readers now contain essays on feminism, marriage and its altegnatives,
and male and fcmaleroles. And, cerlamly, much literature concer male
and {emale relauonshnps . :
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Composition and Newspapers:
Information, Illustration,
Stimulation, Evaluation

,/ Marjerie K aiser . -

Within a newspaper lies 2 multitude of sources for writing. Marjorie
Kaiser bf the University of Louisville, Kentucky, suggests how these
sources might be used effectively.

-

Author’s Comment

it has become mote and more common in the last several years to find
newspapers visible in secondary languags arts classrooms. Teachers have
discovered what an inexpensive and replaceable source of reading mate-~
rial the newspaper i and have realized the lmmedjacy of appeal a news-
paper has for reluctant readers. But in addition to its usefulness in the
reading program, the newspaper can also serve teachers in gther aspects
of language arts—especially in the composition program. '
In order to use the newspapeis in the teaching of composition, every
student need nat have a copy, nor is it essential to have fresh copies each
day. The only fmportant thing is that we have available several papers,
not all the saméd necessarily, perhaps one very gouod daily and two or
three weekly or small local papers, even school newspapers, fd that we
bave new issues occasmnaliy Once we have the newspapers®in the class-
“room, we can begin 10 use them for four different functions in_the teach-
- ing of composition: information, illustration, stimulation, and evaluation.,

Information

The newspaper is a nch and timely source of mformatwh particularly
during the prewriting phase of work in composition. Simply locating
~information in the newspaper on’the price of gold, on how to build a
picnic table, on the pros and gons of taking large doses of Vitamin C, on
election results, on a popular recording artist, on plans for next seasons
network television, on films and books, or on deaths, births, and
marriages in a community may be the first step in finding something to

14 ) :
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say and developing a point of view. Such information in the newspaper
can provide a focus for simple report-writing, for precise writing, for
comparison/contrast pgpeﬁ, for process papers, and other types of
expository writing. Perhaps the most elaborate scheme for using news-
papers for writing based on information is illustrated in the publication
Murder, Mischief, and Mayhem (Kraus, NCTE, 1978). In this book, the
author presents ten “creative research papers” and a guide for helping
students complete original research work almost entirely through the use
of newspapers.

”~

THustration

As a source of illustrations of our writjen language, thelpewspaper can-
not be beaten. Here teachers and students can find any co sition con-
cept or technique desiréd. We can locate examples of effective objective *
writing in the reporting of news, effective persuasive writing in editorials
and so on. We can illystrate effective methods of organization, para-
graphing, and support. ' .

In helping students grasp the meaning of style—that hard-to-define
quality of writing, we can pull a variety of styles from columns, editorials,
features, and even the news for examination. What are the stylistic dif-
ferences, for example, betweenr a Kilpatrick piece and one by Ellen
Goodman or between one local feature story and another? Through
comparisons of diction, use of anecdotes, degrees of abstractness, use of
figurative language, sentence length, point of view, and many other ele-
ments, students could begin to see what makes one style different from
another and—perhaps more imponant—see that decisions about style
derive from purpose and audience.

More effective in helping students learn that they can control their
own style to Suit their purpose and audience are exercises in which they
manipulate a familiar story such as a nursery rhyme or fairy tale in 2
variety of styles. For example, studems could be asked to read the
following nursery rhyme:

The Queen of Hearts,
She made some tarts,
CAll on a summer’s day.
The Knave of Hearts,
He stole the tarts - ~
And took them clean away. - -
The King of Hearts, )
Called for the tars, L ey
And beat the Knave full sore.
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* The Knave of Hearts,
* Brough back 1he 1ants,
And vowed be'd steal no more.

Then they could rewrite the rhyme in prose, first as a brief news story
using the five W’s, then as a feature st0ry emphasizing the psychological
background of the Knave, then as an editorial opposing young adult
" crime or child abuse, then as a personal letter from the Knave to Abby,
explaining his side of the story, then Abby’s answer, and so on.

In additicn to focusing on siyle, we can use the newspaper to llustrate
many other techniques or aspects of composition. Suppose we are trying
to help students develop fﬁb@‘;iety of diction. Some students tend to
rely on the same verbs over and over again and often not the most
colorful verbs at that. One section of the newspap#r, and one often read

by adolescents, consistently presents us with a wide range of alternate
verb choices for basic action verbs—the sports section. The actiens of win
and Jose are expressed in a multitude of ways on each sports page. From
one sports section alone, students discovered rips, thwarts, chops down,
wrecks, tromps, tops, flies high, and zips. But we needn't tusn oniy to the
sports scction to find this concept in‘action. Students could take a simple
verb like says or rells and look through all sections of the paper to come
up with a long list of alternatives, each With it§ own subtle variation 7 of
meaning. In cne issue of a newspaper, students found denies,” discloses,
conends, urges, claims, defends, proposes, staes, admis, assures, sug-
gests, warned, emphasize, and others, and all in headlines only. Creating
the list of alternatives anq discussing the concept and the individual
variations could lead students to a more conscious awareness of the
r1¢hnes§ of their language and how it can help them toward more pre-
cision and color in their composition.

Likewise, siudents can search for and find illustrations of various
forms of figurative language, puns, allusions, "and, of course, symbolism,
especially in cartoons. Many excellent newspapers are regularly filled
with plays on words, punning, and other clever uses of the language, in
headlines, 1n captions, and] within stortes. And in most papers we can
generally find inapp(oprifte uses of language as well as appropriate
ones. If we’re working™or clarity, for example, we. can almost daily find
an ambiguous headline or caption. Students delight in finding such illus-
trations: “Grandmother of Eight Makes Hole in One”; *Dealers Hear
CafTalk Friday”; “Many Antiques at DAR Meetmg and “Normal Girl
Weds Oblong Boy."

One final basic concept that newspapers illustrate is that because of
usage, our language changes from place to place and time to time.
As language changes, newspapers and magazines are the first printed
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documents to reflect the changes. If we want students to be aware of
this concept, of the ways in which we take new words into our lan-
guage and the word-making potential of the current language, the news-
paper, along with television .and magazines, provides excellent examples
of these prﬂoesses.

N
Stimulation

This third function js perhaps the most exciting; the #ewspaper provides
students with many types of items-which can setve as stimulation for
writing. According to an NCTE statement on standards for writing pro-
grams, one characteristic of an effective program is that students have -
practice and develop Sklll in many mote than one form of dlscoursefthe
expository or persuasive essay) Using various sections of the paper, stu-
dents can respond by writing poetry, drama, short stories, anecdotes,
reviews, interviews, letters of all kinds, character sketches, . technical
reports, descnptmns journal entries, and so on.

Photographs in newspapers can setve as excellent sumulatmn for a’
number of different kinds of writing. After removing the capuonfrom an
interesting photograph, a teacher can display the photo on an opaque
projector and ask students to create the story behind the picture, as a
short story or just 2 very short narrative or anecdote. They could write a
letter to a person in a photo requesting more information about the
pictured situation. Depending on how self-explanatory a photo is, stu-
dentd could use it for value clarification in a journal ¢ntry and perhaps,
too, as a topic for a letter to the editor. They could role-play an interview
with a person in the photo and then write up the’ interview. Photos of
rural or urban scen¢s, both black and white 3nd color shots from Sunday
magazine sections, can easily serve as stimulation for writing poetry or
for writing descriptive passages for tourist brochures og setting descrip-
tions for short narratives or plays. Concepts crucial to the composition
process such as the importance of audience and purpose can be learned
through the variety of writing exercises pogsible through the use of
photography in newspapers.

Brief news items, columns, features, classified ads, and comic strips
and cartoons can also stimulate a range of writing activities. News items
can be used as the basis of stories, poems, or satires. Features and regular
opinion columns or such columns as Dear Abby or those of medical
doctors or bridge experts can evoke letters, reports, journal entries, char-
acter-sketches, and so on. Even filler items can stimulate additional
research and written réports, while cartoons and comics can Provnde the
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context for the writing of dialogues, drama, stori¢s, and anecdotes.
Classified ads can serve to stimulate the writing of letters of all kinds as
well as the creation of poetry, stories, and phays.

In any edition of a major newspaper, a teacher can collect literally
hundreds of items appropriate for student response through writing. We
and our students &avc only to start looking; once we are aware of the
potential of the newspaper, it is difficult not to be carried away. And this
resource, like any other, can be over-used.

Evaluation . e
—

The fourth function a newspaper can serve is evaluation. Many composi-

tion teachers agree that one of the most difficult aspects of the composing

process for students at all levels is the self-evaluation phase. One thing we
can be sure of is that we do not learn to evaluate our own work or
anyone ¢lse’s without experience in evaluating. More and more in class-
rooms everywhere students are trying to respond to and evaluate each
other’s writing, *While this practice may help improve self-evaluation
skills, I am convinced that students rarcly feel comfortable in evaluating
honestly the work of their friends and classmates. )

Students seem to view material that appears in newspapers with a
very different attitude. Because the newspaper is so daily replaceable,

because it js printed on the cheapest possible paper, because the names of

newspaper writers, with some exceptions, are either gnlisted or unfamiliar,
because we eut the newspaper up to make collages and posters and
crumple it up-to stuff our packages for mailing, and because we wrap our
garbage init, it does not embarrass or intimidate students as evaluating a
friend’s writing may. Opportunities abound for evaluating the writing
found in newspapers. From a simple judgment of the accuracy of a small
" news item to a more substantial analysis of a significant feature, adver-
tising campaign, or editorial stance on Jocal issues, students can gain
experience in developing the skills essential te self-evaluation.

Certainly a prime advantage in-using the newspaper for all ¢hese
functions is that working with yhis particular medfum adds a dirgension
of reality to the writing experiences we have our students engage in,
not to be found through most texts or fitms. The morg real life we
can bring into the classroom the less hard all of us will have to struggle
to close that gap between the wntmgélur students do and the life beyond
the classroom. J

t ' \
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Using the Tarot in
Composition Classes - -

Donald C. Samsen

Using a deck of cards as a source for writing may not seem feasible,

but this exercise outlines a successful method for incorporating a . .+
tarot deck into the writing class. Mr. Samson contributed from
Meredith College, Raleigh, Notth Carolina,

Author’s Comment °

One of the most difficult tasks facing both the beginning and the more
advanced writer is developing the ability to know when he or she has
been sufficiently specific in a piece of writing,. especially in description.
" And how_do we know if we have communicated fully our information?
Too often there is a tendency to assume that if the description seems clear
* and thorough to us, it is so to our readets. Various gxercises haye been
“ devised to remedy this problem; nearly every rhetoric text has at least one
or two. But I would like, to suggest a new one, which confronts the
problem oféclarity and thoroughness in descriptions and at the same time
has-an added beneflt: it helps the students develop their ability te inter~
pret symbols, and see the connection between symbols and their context.
The exercise invelves the use of a tarot deck in composition classes, in a
series of steps which students find interesting and -which teachers have
foudd easy to conduct, even without any knowledge of the tarot.

The tarot deck, used in fortune-telling since at least the Middle Ages,
consists of 78 cards, divided into the Major Arcana (22 cards, presenting.
abstractions such as “Death” and allegorical figures or objects such as
“The Magician” and “The Tower”) and the Minor Arcana (56 cards, 14
each in the suits Cups, Wands, Swords, and Pentacles). A numbex of
tarot decks have been designed, but by far the best is that designed and
executed in color by Arthur Waite and Pamela Coleman Smithy pub-
lished by Umversity-Books, New Hyde Park, New York. Paperbacks en
the tarect, and Waite’s 4 Pz‘ctpn'al Key 10 the Tarot, cén provide instruc-
tions for using the cards in forfune-telling, but I have found it best to
avoid this use of the cards in classroom situations.
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The Tarot Exercise | et

The tarot exercise! consists.of 2 number of steps, outlined belo‘w. One of

the assets of the exercise is its flexibility; one need not do all the steps,

nor need one follow 1he sequence presented here. But whatever steps and

: sequence§ are used, the objectives of the exercise need to be kept in mind:

1. To lead students to recognize the need for clarity and thorough-
ness in writing descnptlons

2. To provide students with practice in achieving clarity and thor- |
oughness in descriptions. -

3. To provide students with practice in interpreting symbols. ‘

The “practice” referred to in Objectives 2 and 3 involves writing descrip-
tions and interpretations which are commented on_ by other students in
the class, and eventually by the instructor, in conference or in suggestions
written on the papers. With thése goals in mind, then, here are the steps:

Phase One .

1. Decide whether 1o devote one class period or parts of two (or
mere) class periods to the exercise.

2. Decide how clearly you want to state the objectives to the stu-
dents. Teachers wha have used the exercise tell me that it works
best when the objectives are not specifically stated by the instruc-
tor; the students come to recognize by themselves the necessity for
clarity and thomughness in description, and they are not muml-
dated"dy the word “symbol.” L

3 . Give =ach student a card, or let each select one from a face-down

K pile. ] o

4. Ask the students to each write & description of their card, pre-
tending that an artist will have to reproduce it exactly from the
description. Ask them to omit from the description any name or
number appearing on the card, as this would make a laier step in -
the exercise (9) too easy for the second student working with the
card. (This step takes longer for some students than others, and
some cards are fuller than others. When some students finish the
description, ] announce Step 5.) '

5. Ask the students to write, on a separate sheet of paper, a two or,
three sentence interpietation.of the cardy stating what the card as a

" whole means to them . {Many students will finish this first phase of
the exercise before others; consequently, I begin the exercis¢ with

»
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. Those who finish early 1
ould defeat, for slower

about 30 minutes lcft in the cl
allow to leave early. A time hmitation
workers, the purposes of this exercise.)
6. Collect the cards, descripliéns, and interpretati for use in the
next class (or, if you choose to do the exercise in one petiod, in
the redainder of the class period). '

L

»

Phase Two ’ .

V. Distribute the descriptions to students other than the original
writer. It is best if the first writer and the second, the “description-
checker,™ are not near enough to each other to be able to discuss
the card and/or description (this happens in Step 13).

8. Spfead out alt*78 cards, face up, on a desk in the front of the |,
l"OOl'n. L]

9. Ask the students to read the description each has, and underline

those parts of the description which they think are most impor-

-« tant, When each is finished with the description, he or she is to

leave the description at his or her desk, come up and pick out the

card which was described. The test of the descnpuon and of the

second student’sework with it in this step, is how easy it.is for the
second student to pick out the card from thé full deck.

10. Ask the students to compare the card to the description, making .
any changes which they feel would make the description each has
more thorough and accurate.

11. Ask each student to write, opwa separate piece of paper, an inter- !
pretation of the card. \ .
12. Hand out the first interpretations to their authors. -

. 13. Ask the students to return the description, card, and their inter-
pretation to the original author.

14. Allow some time for the students to examing the descriptions,
especially the suggesled clTnges, and to compare the jnterpreta-
tlons

5. _Ask if there are Quesuons about the interpretations. There always e .

are. Some instructors show the class the card in question by means L e

of an overhead projector, ask them to consider its sug_mf?eauée _,._- -

~ and then fead: 'the interpretations anq rcd'uaeSt Qt'hcr& ‘Comion”-~ =]
s eiements, in_the mterpre‘fanon; appear tlulck]y, and most of the
S weakéf interpretations are recognized by their writers as tdo literal

ol ".(thisSis the most common weakness).” The jostructor is’ usually
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askKed to interpret some cards, and this is easily done by anyoile
trained'in literature. :

16. From here, the class is easily led into a discussion of the neces-
sity for clarity and thoroughness in description, and into an
examination of particular symbols and of particular associations
which certain colors, figures, etc. give rise to. Here the jnstructor
might discuss particular cards, or refer to works the students
have recently read, in pointing out the umvemahly and prevalence
of symbols. ‘

In subsequent writing assignments, the students could build on this
exercise with paragraphs of careful description, or, in a course with an
emphasis on literature, they might be asked to read and interpret a par-
ticularly symbolic work, such as Poc’s “The Fall of the House of Ushcr“
or the Grass section of Whitman's “Song of Myself.” | !

Students at the high school, junior college, and collegc and university_
levels have enjoyed this exercise, and profited Tram it. Some instructors
doubt their ability to work with the cards, remembering that even Madame
Sosostris, the “famous clairvoyant,” couldn't find “The Hanged Man.”
But I believe jt is clear from what I'have sajd here that knowledge of the
tarot is not necessary. All that is needed to make the exercise a success is
an English major’s familiarity with symbols, a deck of tarot cards, a
group of students, and a desire ta, provide mstrucnon which is both.
profitable and pleasurable. ] s
Note - ,

1. A parallel exercise by T. J. Ray, based on purely geomctncai ﬁglIm can
be found in Exerr:lse Exchange, 17 (Fall 1972), 19-21.




Pen Pal Writing

Collett B. Dilworth

* We often assume that pen pal writing has 10 involve correspondence _
berween people scparated by considerable distance. This assignment
suggests, however, that pen pal writing can be used succsssfully
within a single classcoom to foster self-awareness and a sense of
apdience. Ms. Dilworih sabmitted this while at the Fayettcw]le City
Schools in North-Carolina. .

-

‘e

Author’s Comment . 4
. , - ‘

A primary offective of our language arts program is that “Students -
shouid be increasingly witling and able to make use of writing as a means
of realizing, ordering, and communicating their perceptions of themselves
and of life at large.” To this end we have worked to devise classroom
situations that foster writing as an act of personal significance. One useful
assumption in this undertaking, which seems validated by our experience,
is that students have things that they negd to say to each other. Other
assumpuons are that writing, while it limits commumcaubn in many
respects, is a medium providing unique opponunmes to realize and to
communicate, and that students can perceive this if given the chance to .
apply the medium to their most pressing concetns,

Pen Pal Activity

On® activity that has been a success in our efforts to exploit these
assumptions and to further our objective is “pen pal” writing. This
activity is based on the type of writing in which two strangers, taking .
advantage of specific prearrangements, correspond to find cut about each
_other and to share rd explofe experiences and ideas. To begin, each
student in all of a teachers.s classes is assigned @ “secret number,” and = ¢
~cach studerit submits a descrlpuon of breferenoes}oncemmg the type | .o 7
of person with whom he or she would like to espg_\nd Letters of ‘

il

-
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introduction are then composed, and the teacher matches pairs of cor- - “

respondents on the basis of student preferences and the teacher’s judg-
ment. Many students are afforded several introductory letters to choose
from, but no studént is permitted to correspond with a member of the class.
Anonymity, itseems, is the esseritial ingredient, and students are instructed
never.to identify themselves or to inquire after their correspondent’s iden- '
tity. Inevitably, of course, a few students do find out to whom they are
writing, and as their. interest flags, they are urged to find new pen pals.
Correspondents may ask for new partners if both consent, and students
do ask to write to more than one correspondent. So far there has been no
problem in finding and maintaining partners.

In any case, students write and “mail” at least one letter a week (more
if they wish). Mailing is accomplished by putting a letter in a special
folder and returning the folder to a box on the teachet’s desk. Thereis a
pocket in each side of this folder, one for each of the two correspondents,
and so all the letters for each pait of pen pals are kept in-a single folder
labeled with their secret numbers. Frequently they choose to substitute
fictianal names for their numbers. Whenever there is time the students
mgy obtain their correspondence from the teacher, and about thirty
minutes each week is reserved specially for reading and writing letters.

The teacher’s role is that of mail supervisor, privileged observer, and

*  diagnostician. Naturally the letters are not graded, but the teag:r does

read them with an eye to discovering the strengths and weaknesses of the
students’ writing. Over a semester the collectien of letters for each student
provides an invaluable record of the effect ot lack of effect of instruction
in usage. Furthermore, the letters are very revealing about students con- .
cerns, and they make fascinating reading. Below are given genuinely
typical exchanges of correspondence to illustrate the development of a
relationship from the introductory letters to a later exchange.

' : ’ 10/9/73
’ No. 3l
O, Yeh, . . \ .
What's happening? This first letter is gonna stink, but Il try to
- " make it worth bothof our time,

. My fictitious name is “Dimples.” I am 15 years old. I am a

Capricorn, January 14, 1958, In a way this is a good idea, but I feel

. stupid. | hope we have some things in comfion. As far as sports

! goes, 1 like football & basketball. I’'enjoy just being my natural

. . btack self. No offense if you're the apposite race, I get along with

. - everybody. I take myself as being a very mature sophomore. That
silly, siily shot should ges off. |

_Being a girl, I enjoy being around different kinds of dudes. Most

T've met are okay,for starts. Dig, friends it’s hard to write to some-

vl ) —
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one You don't even know, but I hopz you ¢njoy this as much as
possible. 1 hope this turns out to be more of what it is.
Are you going with Uone 1grthe homecoming? L hope someone
- asks me. Well, the bell’s almost ready to sound off, So, I plant you
. mow and dig you lata. Write soon. . -
“Dlmples
76

‘P.S. Hope it wasn't boring. If 0, Y'm sorry.
- ‘e ; - ‘!0.-"91?3.

Y @/ " NO. 23 ' L
- i . . . . ) *
This isnt how ¥ usually stagt a Jetier but once we gel {o know

each other, we will get down to the normal thing. - e
I guess 1 am just about an average guy who likes to go play
sporls and lots of games like chess. I like to go dut places and as .
soon as I turn I6 and get my license I'm gonna be driving my “some & -
what™ own car. AR
Well, I have togo but 1 would like 10 know you a 16t more !han .
1 dg now. < .
Yours truly, . . -
*J.T.”

11/20{73 ol .
No.23 YT -
Dear Dimples, ‘ ) L

I'm glad to hear that blues has left us and I hope it stays where ,
it is.

“1t’s too bad about Ross‘Sanford game but thase boys came down
here for nothing but victory, and they were more “fired up” than
Ross has ever been in all our-games put together, no jokel

e and poetry are like hat and coat and I have written plemy of
p ergs, though when my brother and sister read -them they just
gh. 1 think that your poem is beautiful and really together,
J ‘The finalists were “bad” and I could have done a better job than
" what they did'even though I think the winner looked alright.

i try and find the book 1 read it out of and show You or tell you
about Areatha, but she has been on it for a lofig ume, try 3 months.
I'm shor on time so hang jodse,

Yours with love,
“J.T.”
1 P.S. I like that last lin¢ f that poem the best. You have a very
special talent and that’s whal makes you special to me.

. 11/26/73 .
. No. 31

4 DearJ. T. ) :
* Thanks for letting me be special to you. I liked your P.S. better * - } .
than the whole letter. So much for that! Tell me what special talent
do I posseis?

-,

LY

s
o
-
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Right on Sanford was fired up and I think we were scared. Most v
of the guys still want to play Friday. 1 was at a party and some of.
the guys on the (eam were saying, “We're supposed 1o be playing
now. I felt so bad and sorry for them. I hope we do bener in
basketball. Do you think the girls are gonina do j(? This is the first
y2ar.Ross has had a girls team. Hope we start off good. 1 also hope
" L.V. does well, cause I dop’t want to cheer for a shrink team. (Dig?)
Hey. since your poeti¥ is so together, write me a few lines to .
expiess your feclings these days. Thank you for the éomphmem on
m} You know you can rap off some beautiful wqrds 1 just wish 1
could meet you. |
Next year ‘T'm gonna run for Miss RHS. 1 didnt have the
T “dinero™ for it this year. Plus a sophomore doesnt have much
' chance. Maybe your sister's and brother’s minds are not mature
enough 10 dig on what you are saying in your poems. Maybe lhey‘rc
too heavy for them. A together person like you can't help but write’
. some together lines.
‘ How was your holiday? ljammed all weekend. Now 1 can't siop.
Hope yours was 1ogether too. J. T., do you know whose initials you
. are using? Or, are these your inilials? These initals just drive me
crazy, because I used to dig on a dude with the same initials, but
he's a senior now. Stay Black and Beautiful and write Dimples.

Affccuon aely, “Dimples”

lf we look beyond the nonstandard usages and the shortcomings in

wriling conventions_in these letttrs, we can see that this activity has
sighificantly nurtured the development of these two students in the

- language arts. Their first letters indicate a rather pronounced urge to

~ communicate, and the rewards of their subsequent communications are -

manifest in the later letters. Specifically, they haxe established a genuine

dialogue based on muiual concern, respect, and affection. Also J. T. and

Dimples have become appreciative and supportive readers of each ather’s

poetry, and if he gets around to it, J. T, is liable 10 turn Dimpleson to a

book Indeed, the activity seems ultimately justified by the fat that writ-

"3 has become an important and effective part of these students’ lives.
z e

o o »
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Writing for a Real Audience T
( =
'y o
Shitley Nelson ) . . ~

Finding an audience and writing for it successfully are experiences
we would like all student writers 10 have. Shirley Nelson of South
Royalion High School, Vermont, Suggests using a soutce 10 which
almost every high school has réady access—the local elementary
school—as a means for developing audience apareness and"reinfore-
ing the entire composing process. i

Author’s Comment o Y

I have used the following exercises to help writing students develop

a stronger sense of audience. The sequence of activities is divided into -~

three phases—-prewnung, drafting, and rewriting—and a fourth phase

of publishing -activities is added. During the prewriting activities I ‘
make appointments for the writers to tead their drafts to the children

in grades K tp 3, the age of the audience for whom they are writing.

The writers then use the feedback from thg readings to make their final .
revisions, At least eight class penods are needed and there are also
homework assignments.

¢ 3

Prewn'ting
First class period. Whole class activity —analyze “Smashed Potatoes: A N
Kids Eye View of the Kitchen,” by Jane G. Martel. In these children’s ’
writings, find and discuss examples of repetition, simile, kinds of details, -~
rhyme, author’s attitude and mterests—such as personalizing things and
events, and faith in parents. Analyze one of Aesop’s Fables in the same
way, using school library books. . :
First homework assignment: Rewzte one of Acsop s Fables.

Changes to make:

Change setting to a definite time and plaoe. .
Change animal charicters to human charactets.

40
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Create a conflict appropriaie to Eharacters and setting.
Add details, dialogue, suspense. . .

Second class period. Small group to whole group activity—in groups
* of three, analyze rewritten fables for the above hist of changes. Each
group chooses one fable to share with the whole class. Successes are
noted by students and teacher. : .o

Drafting

Second assignment: Plan a story for children between the ages of five
and eight.
Guidelines:

Topic—should interest children in grades K-3, as noted in prewrit- *
ing activities.
Setting—either ordinary, or magical, or a combination.

Characters—not more than theee or four, either animal, or human,
or both. ) .

Plot—simple and repetitious.

Magic—animals and plants can talk.

Moral—intrinsic to the story, not at the end.

Style~—short sentences, simple and colorful words, dialogue.

Third class period. Editing workshop. Each student edits three peer
stories. Prepare in advance edit slips that list the guidelines, as well as a
checklist of mechanical skills, for the student eduors

LY

Rewriting ’ k4 i
Fourth ‘class period. Stories are retumcd to wnlers with the edit-slips of
peers and teacher attached. Rewriting begins in class.

Fourth homework assignment: Redraft the stories and add pictures.
Writers can either draw their own pictures or ask someone else to read
the storyand illustrate it. -

Fifth class period. Appointments have been made jn advance for the
writers to read their redrafts to children in grades K-3. Two writers go to
each classroom. The host teachers help their children offer suggestions
about story and pictures. Writers have béen prepared to ask questions
about what the children liked, disliked, and understood about both
stories and pictures. ) - -

i)
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Fifth homework assignment: Make a final, typed draft of the story. Try
to use suggestions made by the children. 1llustratjons should be added to
the manuscript as it is typed.

.
Publishing

Stxtk class period. Typed manuscripts with the illustrations inserted are
shared with the writing class and then submitted to the teacher for evalu-
ation. Last changes/correctidns are made.

Sixth homework assignment. Student volunteers photocopy all of the
stories. This takes several days.

Seventh class period. Students collect the stories into booklets and bind
them in file folders with large paper fasteners. An autographed copy of
the booklet is presented to each class by the writers who visited earlier.
Members of the writing class are given bcmk%tl;l for their own use, and

autographed copies are given to the school library and to members of the

school admimistration.

Feedback and reactions to the booklets are posted in the writing class-
room. On one occasion, the students were invited to an elementary school
in a neighboring town. There they were the guest-authors for an “I Love
to Read Day” celebration.

<




-

Utilizing Local ﬁesdurce% in Teaching
the Importance of Writing Skills

e David Hadley

[

Often resources outside the writing classtoom go unused simply
because we fail to recognize their availability. David Hadley of the
University of Texas at Austin suggests using personnel from an
employment office as & catalyst to promote writing for the real
world outside tHe classroom.

Author’s Comment

We hear a great deal about the importance of making writing assign- .

ments “real,” but we are rarcly provided with workable cxamples .

My freshmen camposition students suggested a pedagogically powerful.

assignment, one based on the ‘use of a readily available community

resource. The assignment uses studems’ practical desire to find jobsto

teach an important ¥sson in the power, practicality, and everyday ele- *

3 vance of writing skills. While leading students to understand the impor-

tance of the conventions of writing, it simultanedusly motivates them.to

*achieve results, not mere completion, from their writing. The ask itsélf is

3 commonplace. Students are asked to write a resumé and a létter of appli- T
cation. It is the approach that I believe important. .
The Approach

L

The secret ingredient in this lesson is the local employment director, a
resource available in nearly every community and on most college cam--
puses. I invited our campus director to talk to my classes about writing,
resumés and letters of application. Upon attival, he turned out to be a
- dynamic speaker, one who genuinely excited my Studems He brought.
. sample letters, resumés, and heuristic forms designed to help arder the
information required for writing resumés. He also included a discussion
“of interview skills. Because he recognized that studemts were likely to
‘ forget important high school and work experienices during their college

=
1 1
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years, he encou age‘d them o record and update such expetiences on an

“on-going | Basis. When they gradualed and faced an urgent need to get _|ob
applications out, needed information would be at hand.

The placement director provided students with some sound rhetorical
advice while discussing tone in their letters of dpplication. He “also
warned them that any errors in usage could frustrate their efforts to get
jobs, thereby helping tl"n'em come to understand that the conventions of
writing are like conventions of speech—essential to master jf one is trying
to realize an intention through the act of communicating. Furthermore,
by insisting that employers are too busy to look at resumés more than a
page long, the director encouraged students to work for precise thought
and concise expression.

- R .

The Follow-up Assigriment

Students were asked to write a resumé that was complete, factual, error-
free, and no longer than the one page recommended by the placement
director. They were also asked to write a letter of application. I told them
that the letter could be written to 2 potential summer employer, someone
they hoped to work for after graduatiqn, or to someone with the power
to give them the job they harbored in f2ntasy. Those students who had
suggested the assignment revealed their motivation by working diligently
to finish polishing their letters and resumés in time to take them home
over spring break. It is {hen that the scramble {or summer jobs becomes
more intense.

Discussion

This simple assignment teaches many lessons. It is easy to forget that too
many of our assignments ask students to practice fechnigue, but ignore
their need to recognize and fulfill purpose through writing. When their
writing has an actual purpose, both the conventions of usage and the
concept of the rhetorical situation suddenly take on real significance.

At the heart of the lesson was the experience of achieving a real
purpose through a piece of writing. Those who actually engaged the
assignment, and most did, learned the difference between the merely
_ adequate and the absolutely finished. Many students expenmen‘led with
syntax to make already error-free sentences sound better. Even those
students who did not have ymmediate plans for their resumés were suf-
ficiently involved to want to present themselves as effectivély as possible.

el
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In fact, much ofthe motivation students demonstrated on this assignment

may have resulted from the opportunity it presented to giscuss and write
about the subject they know best: themselves.

Resul}s

The assignment helped students see the importance of those writing skills
we normally gsk them to practice in isolation from any self-sponsored
purpose. it also provided them practice in listening and note-taking.
Although I made no formal attempt to follow up on the pragmatic
results of this assignment, three of my stbdents did return in subsequent
semesters and volunteered the inforMation fhat their letters and resumés
had helped them get summer jobs.

L2




- 'Writing and Career .])efelopment

&

Heidi Koring

By relating writing to the process of finding a job, Heidi Kt:lring

shows how studens draw from their own backgrounds to create
- writing that may assist them in focating suitable jobs. Ms. Koring
. teaches at Lincoln Memorial University, Harrogate, Tennessee.

Author’s Comment

Poor writing and speaking skills handicap today’s job seekers. Yet com-
position courses seldom address job-hunting skills directly. Resumé writ~
ing. letters of application, and interview Strategies are either taught by
persons outside the English department or given ‘cirsory treatment,
stressing format rather than content. As-a result, many students are
simply not aware Qf the importance of communication skills as career
development tools. Students who arg aware seldom make the connection

| between wrifing skills taught as caredr development and those taught as
part of the. English curriculum. They do not grasp the importance of the
Freshman English class, so do not apply themselves to learning skills
taught in one of the most important courses they may ever take.

It is possible for the instructor to imegrate job-seeking skills within'the
Freshman English curriculum without sacrificing the teaching of writing
and rhetoric. Teaching writing through job seeking using an approach
based on Bernard Haldane's S.1.M.S..method heightens student motiva-
tion, improves student wniting and job-seeking skills, and makes students
confident, well-prepared entrants into today's increasingly compctltive
job market. .

The System for Identlfying Motivated Skills

. Bernard Haldane, founder of Haldane Associates, a career counseling
v corporation, developed a self-analysis method called the System for Iden-
¢ . tifying Motivated Skills (S.LM.S.), which is the cornerstone of the

33
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Haldane program and the first phase of an English course focused on
career development. S.L.M.S. i§ equally effective with persons at all
carcer levels and works. well with small classroom groups funcuomng
as subgroups., .
Haldane clients begin their self-analysis by isolating and writing about
their greatest achuevempnts experiences when clients felt they accom-
plished something they ¢njoyed doing. Achievements need not be work or
school related; their impact on others may have been minor. The impor-
tant factor is the feeling of satisfaction and success that accompanied the
experience. Clients then examine their achievements, trymg to isolate
skills that were important to those achievements. As all the achievements
are analyzed, a pattern of motivated skills develops: skills a client {5 best
at and truly enjoys performing. The resulting list of motivated skills
forms the basis for an ideal job description and, ultimateiy, a resumé.

The Achievement Essay

This Haldane exercise is a wonderful Freshman English activity that.can
be the first step in teaching writing through job secking. Once the
rationale for the exercise as part of a career development process is
explained, students enjoy writing essays about their greatest achievements
and sharing them with subgroups of their peers, reading them aloud, or
passing out dittoed Sopies. To facilitate discussion, the instructor may use
check lists of motivated skills such as those in the books listed at the end
of this article. Or students may developtheir own list of categories under
headings such as Communication Ability [writing, speaking, persuasion]
and Personal Strengths [physical endurance, “stick-to-it-iveness,” atten-
tion to detail]. During discussion, students are encoumgcd to break down
skills to their lowest terms. “Sales ability,” for instance, mdscated by,a
successful studem club car wash campaign, could mdncate persuasmn,”
“record keeping,” “interpersonal skills,” and “management.”

A group attempt to jsolate motivated skills becomes a criticism of
student writing. As students and the instructor ask, “What exactly did
you do 10 make this happen?” they are asking for greater clarity and
more supporting details within the essay. In many cases students will find
it necessary to revise essays to make their achievements clearer. ﬁy doing
this, they not only improve their written organization; they learn thatthe
process of writing can be used as a technique to clarify one’s thoughts
and goals. The instructor should assign at least two achievement essays to
by analyzed so that students may see a pattern of motivated skills efierge. |
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Classificatibn Essays

When all the students have written and critigued their achicvements and,
as a group process, have delincated lists o motivated skills, they use
material from the achicvement essays to write a theme called “My
Greatest Strengths.” This will be a reworking of the achievement essays in
a classification mode. Students will write an introduction giving théir
strengths, then paragraphs devoted to cach strength, supporting their
asseriions with examples {rom the achievement essays, so they will have
the opportunity to rework material to fit a different format. This phase of
the course culminates in writing an ideal Job Description. The Ideal
Job Description is -an extension of the greatest strengths essay showing
how these strengths have practical application. Such a paper'would begin
like this. “My ideal job would be as a salesman in a farni machinery.
store. In such a position 1 could use my abilities to speak persuasively,
to explain things cleady, my knowledge of {farming, and my understand-
ing of machinery.” These essays, as well, should & discussed in small
groups. either the original groups or groups of students with similar
motivated skllls
AN

Research Essays .

Testing the ideal job description against career opportunitie; forms the
second phase of the course, calling for objective writing and some ele-
mentary research skills. Students should be intreduced to career hand-
books in the library like The Dictionary of Occupational Titles and The
Occupational Outlook Handbook, both U.S. Government publications, -
and Craig T. Norback's Careers Encyclopedia [H_gmewaod, Hinois: Dow
Jones-Irwin, 198‘0] These three volumes phis college-oriented magazines
like Black Collegian and professional journals give descriptions of many
career opportunities. Students enjoy tlipping career-related, articles from
magazines and slarting a career file for future researchers. Using these
sources, students may explore career opportunities directly through mini-
research papers, s‘ﬁowing how the careers they are considering will allow

.them 10 excrcise their motivated skills. They may also discover that a

career they were interested in pursuing (for instance, computer program-
ming) calls for skills they do not have (attention to detail).

If possible, students should be encouraged 1o interview professionals
within the community and write a second research paper combining hard
data concerning a given occupation gleaned from the above publications
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with personal insights obtained from the interview. Most professionals
are happy to devote half an hour or so to inierested students. Students
can make contacts through ’personal sources—neighﬁors, classmates,
community or church groups—or use the alumni or career development
office for heip. These research papers, like the achievement essays, can be
discussed in small groups. Each class period may begin with ten minutes
devoted to progress reports in which students tell whom they interviewed
and what was learned. Progress reports may be solely oral or read from
writlen essays. -

~—. ’

Job-Finding Formats

After 'students have defined career goals and researched appropriate
fields, they are ready to prépare resumés, letters, of application, and prac.
tice interview techniques. Haldane recommends a functional resumié, one
based on mojivated skills, rather than a chronological one. Functional
resumés are #\\dg;lzfnore effective with collége students who may not
have impressive’ work experience. Resumés and letters of application
should be discussed and critiqued in small groups and, if possible, by a
member of the institution’s business dedartment or the personnel mana-

ger. The personnel manager can also give hints about filling out job .

applications and interview techniques. .

The best way to practice interview strategy is to role play. The instruc-
tor can play the role of personnel manager, of course, but the students
who have by now done extensive research in different career fields can
also function as employtss-in role plays. Role-play interviewing, like the
other activities suggested here, works best in small groups with oné per-
son playing interviewer, one playipg interviewee, and the others observing
and writing critiques of the role play which can then be discussed in class.

a

- ¥

Course Procedur®

A course following the guidelines above will provide ample writing prac-
tice in personal, research, and critical writing. About two-thirds of class
time can be spent performing the activities above and discussing one of
the texts listed in the next section. One-third can be spent discussing and
practicing writing mechanics using any of the many excelient handbook-
workbook combinations or wiiter’s guides available and examples from
student writing. At the end tif the term, students have reached a*firm
decision about their career directions. They have ample information

about available careers and have spoken with at least one person active in-

-
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their chosen field. They have sample resumé's and letters of introduction
which they can use as job-hunting tools for 2 post-graduate career searcir.
or a hunt for summer employment, and they nave a thorough under-

4 standing of the mechanics of job hunting. Most important, they have
learned that writing and research skills are a necessity in any career
development plan. "~ ’ y '

.

Texts and Sources ‘ .

Bolles, Richard Nelson. What Color IS Your Parachute? Berkeley, California:
Ten Speed Press, 1977, -

An eclectic and therefore somewhat unstruétured guide to finding employment,
this book draws extensively from the work of Bernard Haldane and John
Crystal for its job-seeking approach. Tradifional college students find the book’s
format appealing. The instructor can generate many additional writing assign-
ments from the material. ' . .

Djeddah, Eli. Moving Up. Berkeley, California: Ten Speed Press, 1978,

An associate of Haldane for many years, Djeddah follows the Haldane approach,
geaning it to mid-life career changes. It piesents a detailed and effective intérview
strategy and¥works particularly jtvell with older students who have work or
miitary gxperience. Moving Up is a very effective text for continuing education
[ » -

courses.

Haldane, Bernard. How l-o Make a Habit of Suceess, revised edition. Washing-

ton, D.C.: Acropolis Books, Ltd., 1975.

Not recommended as a textbook for this course, How fo Make a Habit of
Success presents the clearest description of Haldane's S.1.M.S. approach so is
useful for instructors. The book i intended for persons seeking in-house mobility
and promotions and fo’r managers wishing to reorganize the staffing.

Haldane, Bernard, Jean Haldane and Lowell Martin. Job Powet Now! The
Young People’s, Job Finding Guide. Washington, D.C.: Acropolis Books,
Ltd., 1976. . o

As the subtitle suggests, thjs book is geared to senior high school and cpllege age
students. It is much more structured than Bolles’s approach. As asesult, under-
prepared and under-motivated students who might have difficulty dealing with
the wide array of malerial and strategies Bolles recommends will find dhis .
volume appealing, effective, and easy to understandd. , . - p F -

-
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Forces and Sources:
- Beyond the Bookroom Wall C .

Natalie White

Who knows what sources for writing may lie outside the bookroom
walls vmil we begin 1o search for them? That search led Natalie
Whitg to discover that archives can be sources of enjoyable writ.
ing aClivities. Ms. White submitied this exercise from Albuquerque,
New Mexico.

Author’s Comment
Every English teacher knows that there are forces. There are pressures.
Select frem “Back to the basics™or.the “minimal competency movement”
or “individualization of instruction for 35 students in a 55-minute period,
contained classroom” yet remember Titles I, VI, IX. Complying with all

* this at once, a teacher is headed for certain cultural shock.

~  Forces mounted and finally avalanched into my classroom one day
~when I was struggling to use one of those new textbooks designed to
“reach inner-city youth. You know the ones, they have many pictures, few
words, some rough and tumble teenagers who deal with drugs, depres- |
sion, isolation . . . the concrete jungle. It wasn't working. The students
had tuned out, bored. I was happy to leave that afternoon and made a
sudden change in plans in order to boost my spirits. I went to a library,
It’s an odd therapy, perhaps, but inexpensive,

It was that afternoon while I was going through archives that the force
became a source and I discovered the obvious. Teachers are supposed to
consider the student’s background and cultural diversity. Through some
strange twist of mind, though, we are ali taught to do it by using a
published text and adapting it to particular needs and situations. But
there are things out there waiting to be rodlscovered fred thmgs, wol~
derful things. They may be in your library, in archives, or even in a dusty
drawer your gteat aunt hasnt’gone through for years.

L

The Sources . . . '
/ )

-

That afternoon 1 found old photographs, lots of them. 1 had a few copied
by the library attendant at the cost of ten cents a page. The next mpnﬁpg
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I made several copies from the originals, using an inexpensive screen to
bring out the greys (many"‘ﬁf the less expensive copiers in the schools
print only blacks). What I was unknowingly beginning to develop was my
own innercity local, original, multicultural, Stop, Look and Write. 1
" had a picture of the Boss Saloon, the first automabile in the city, prim
students in white starched collars and frilly white aprons, stiff, respect-
able and bored. There was a turn-of-the-eiltury football team, all native
Americans, there was a funny little girl, her black shoes worn white at the
toes, wearing a ragged dress, smiling as though the world were hers alone.

- The next class, students were allowed to select a picture they wanted
and write about it, using descnptlon or creativity. The responses were
exceptwnal They were writing about thelr town; some of them, their

ancestors.
&

!

It became a hobby of mine, digging around for useful archiives. I finally
decided to see if any students wantéd to join tht hunt. Their enthusiasm

“ exceeded the size of my car, but I took four to the library with me that

afternoon. They laughed at me and I at them when we decided to get into
the ojd Albuquerque newspapers, preserved on microfilm. The second
time back the students referred to it as going to the silent movies and
asked me to sneak some popcorn in so that it would really be like going
to the movies. There are few things I fear like-the wrath of a librarian,
but this was a measure of my dedication. ]

The students found amaRrg other things, an ad for a liquid that oh
could drink for an internal ailment or put on an external one. A quick
cure was certain whether patient was a person or a horse. There was also
an article {rom the {890s on the mental differences between the scxes, as
- well as the story of the first Edison bulb bringing light into the darkness
of a Pennsylvania town. We copied these and began to devélop excreises
' with, them in small gfoup activities. Some groups. made cloze tests for
other studems to take; some chose to modernize the Ianguage of the
stories. Some worked on mles, others preferred to allow themselves more
imagination and discussed how electric lights'had changed the centur)',
how better off we would have been without them.

The students began to dlscover themselves, their town; and the past,
which was s0 unreal to them, became something they had seen and
experienced in a “down home” Wway. The variety of things available in

city, university or state archives is phenomenal. One “low-rider™ {I believe
.. they used to be called “hot rodders”) spent several days working with a

1913 driver’s manual. He set his own criterion for modernizing it, and did
some very good work. ) .
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Although these news stories and pictures could be grouped into a unit,
perhaps with’a reading of Our Town, [ liked using them occasionally. It
always made that 'day somewhat special and the day following it was, .
then, easier, =
The copyright taw has been tightened and texibook monies are
decreasing. Archival materials can be a positive and enjoyable force for
you and your students if you will just break through that bookroom wall,
examine available archives, and then do it yoursell in the characteristic
Amencan way, . .

~
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Activity-Based Writing

-

&

Jo Lundy Pevey . ..

Sources lor writing can come (rom activities which students engage
in outside the classroom. Jo Lundy Pevey of Southern Technical
Instivute, Marietta, Georgia, suggests several possibilitie; for such
activity-based writing.

- -

Author’s Comment .

. NI
To help students who have difficulty generating ideas for writing, I have
designed some assignments which avoid the necessity ,of the Students’
creating ideas directly from the mind alane; the assignments are activity-
based. The students participate in an experience, alone or with someone
else, and then write aboul the experience. In the beginning, fairly specific
instructions can be given and class discussions held. Early assignments
may be only to record the experience; laler assignments may request a
reaction to the experience. Finally, a generalization based on the experi-
ence or a principle formalized as the result of the experience is stated and
discussed by the student. Below is one such assignment..

- «
i

The Activity . . .
.- .

Within the next threc days, dine at a place where you have never eaten
before. This place may be a restaurant, 4 friend’s home, a picnic area, a
mayn street sidewalk. Pay close attention to details. :

A class discussien might result in a body of questions which the stu-
. dents would consider and would use to assist them in looking for details.
Such a list follows:

What is thé mood of the place?

How is the mood established?

Is there music? other noise? How do these help create of destroy the
desired mood? ’

What is the c'lqpor?lthe theme? .~ _—
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Is there congruency in architecture? in landscaping?
What type of flatware and dishes are ‘used?

What js on the floor?

-What kind of andyamount of lighting is used?

What is the age range of the clientele? N
How are they dressed?

How are they sn'mlar to your friends? different from your friends?
What do you infer from their appearance?

What are people doing besides eating?

" What do you notjce about the service? the food and drink? the
prices? -

How do you react to the place?

If you are eating with someone else, how does that person’s
presence affect you?

Is the dining experience sausfactory" Why or why not?

L : ol \
Assignment Optmns ) “i
Compare and or contrast this experience with your usual dlmng expe-'
nence

Wnte a letter of recommendation to someone who mlght be considering
dining at the same place.*

Write a letter of commendation or complaint to the manager, a letter of
appreciation to the hostess, or a letter to the local newspaper. i
Use the setting as a background in revealing any perso'ﬁal interaction -
you had with your dining partner—or what - you wish you had had.

Write a short story, using the scene of your dining experience in the
opening paragraph, in the conclusmn, of 1n the scene for the turmng .
point of the story. .

In detail, describe the behavior and appearance of some colorful char-
acter you saw while eating .-

Discuss some insight gained from the experience.

T
i
l

AdditionaFActivities

Visit a museum. ' —
Visit a clothing store for people of the sex opposite to your own,

/

e
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Visit a theatre, _
Visit a public park. . -
Ride public transportation. )

Take a walk through your neighborhood.

Take a walk or ride through a neighborhood occupled by people of a
socio-economic level different from your own.

Read an'article in a periodical which you do not usually read,
Attend a club meeting held for persons of the sex opposite to your own.

Study the advertisements.in a professional journal or a work-rtlated
periodical. : )

) .




_Hat Tricks for Teaching Writing

Barbara R. DuBois

Varying classroom routine helps to maintain student interest and
involvement in a class, The authersuggests some ways she has devel-
oped t0 encourage frequent Wwriting in her class using various sources,
Ms. DuBois teaches at the University of New Mexico-Los Alamos,

Author’s Comment

"Since our ‘English 102 has changed from Writing with Readings in Litera.
ture 10 Analytic Writing, we now emphasize writing and de-emphasize
literature J used to lead discussions about genres; now I need to change

ass activity from discussion to writing. I used to assign six papers per

“term, not even hall as many as in English 101; now I must assign ten or

welve to satisfy myself that I am teaching writing effectively. Obviously,
needed prewriting strategies. As a woman and an English instructor, 1
used to wearing many hats, so I decided to buy one more, a bright

Fed Lobo hat from the college bookstore because the lobo js the UNM
mascot. With my new hat, I perform several hat tricks to help my stu-
dents become accustomed t0 writing at the drop of a hat. ]

First Trick —

L]

The trick I use most often is to put in the hat small cards with authors
names. Each week 1 assign four or five readings from The Conscious
Reader: Readings Past and Present, 2d ed., by Caroline Shrodes, Harry
Finestone, and Michael Shugrue (New York: Macmillan, 1978). A class
of twenty-five gives me five groups for classwork. The groups have
twenty minutes to compose a theme statement and suppdrt in response to
a writing suggestion from the book’s appendix. For example, one group
may consist of five studenfs wi}h McLuhan cards: they may like the
books"suggestion “Take one or two curtent television commercials or
print ads and demonstrate wha{ they tell us about the values of our
society.” The group will agree ona theme statement to report to thie class.

44
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Of course 1 remind the students that writing is exploration and that
a theme statement may change during the writing, but 1 do find it
worthwhile for them to start with a hypothesis. After twenty minutes,
. I reassemble the class for groups to report. They always succeed in com-
posing theme statements, but they do not always have time to plan
support. The class as a whole then discusses vanous patterns, and
students recall such aids as examples, classification, comparison, and
causal analysis.

Second Trick . .
Some weeks have more time than others, and I use a trick that works
with individuals rather than groups. The text has study questions as well
as writing suggestions, so ! put numbers on the cards in the hat (o, not
67%), for example, “Huxley, #2." Each student works alone on a question
like *What details would you regard as contributing to the utopian
atmosphere?” After fifteen minutes, I call on students for individual
recitations of their written answers.

Third Trick

Another trick for an uncrowded week breaks the class into three groups
to edit a duplicated student essay that 1 have distributed several days
earlier. One group works on organization, one on support, and one on
style. When I reassemble the class, I call for rewriting of any ineffective
sentences. 1 hope that suggesting improvements for a peer's essay will
help them strengthen their own work.

Fourth Trick

My fourth trick applies when we have one of our frequent in-lass writ-
ings announced. On the two previous prewriting days, I put authors'
names in the hat, again dividing the students evenly among the readings.
But the assignment now is for each student to pretend to be the instructor
and invent an examination question; I yse in-class essays as practice
exams. A student may merely use one of the textbook's writing sugges-
tions, but since I seldom use one in its exact form, a wiser practice is for
the student to ascertain the reading’s subject and compose a question
about the subject, for example, a Thurber essay is about women’s libera-
tion, and 1 might ask a question that is about the topic but that has little
connection with the Thurber essay itself. .

o . - )
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46 Writing Exercises

\ -

After twenty minutes, the students sit in pairs and trade questions.
Now each student must pretend, to be taking the exam. A student must
compose a theme statement to answer the partner’s question and suggest
support if time permits. This has proved an excellent practice for the

in-class writing, helping students review content and consider strategies.
' .

Trick Variation

When the™students act as if they are bored with my hat tricks, I can use
this variatign on any trick: I place numbered cards in the hat, and each
student draws a different number. The #]1 now refers to nothing but
choide: the student has first choice in the current activity. I we are
composing theme statements, #| may choose the readmg, for which to
compose a thesis; if we are answering study questions, #1 may choose a
question; if we are practicing for a test, #1 may choose the reading {from
which to frame a question. .

&t

Results

2
.

Having tricks always ready reminds me to resist the temptation to lecturg,
which we do not believe teaches writing skills. Having students write
every day, even if they write only tentative theme statement® and sug-
gestions, establishes priorities for them and banishes the blank-paper
blues. We constantly emphasize organization and theme statement 50 that
students haive thought about every possible subject, theme, and approach
and have only to choose a favorite, whether at home or in class.

The students never know which trick they will have to play, but they
always know that they will write in class, with or without tricks, and they
know that practice builds confidence and skill.

23




11 Prewriting

The stage of preparation in writing which ave come to call “pre-
writing” is an important one. From this stage, Writers launch into their ’
drafts, seeking to express their ideas and present their information. The
term “prewriting” has come to mean many things, ranging from brain-
storming to [reewriting, jotting down lists of details to engaging in
wlaborate heuristic or invention strategies. It also may mean becoming
aware of audience needs, establishing a focus or thesis, dealing with
preliminary organizational problems, and’ deciding upon steps for meet-
\ ing the requirements of an assignment. In this section readers will find
a variety of ideas for helping students understand the different aspects
of prewriting.
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Donald M. Murray -

Many students do not have a clear perception ofwhat is involved in
the composing process. This sequential writing exercise introduces
students to each stage of the process in one class meeting. Mr,
Murray submitted this exercise from The University of New Hamp-
shire, \Purham.

-

Author’s fent

The purpose of this article is to introduce the writing process/response
method of teaching writing to students (or teachers) in the first hour of a
writing unit or in-service workshop. It is not to produce a polished picce
of wrllmg

The Writing Exercise

Distribute six 3 X 5 cards—salmon, blue, yellow green, red, and white—

toeach participant.

Tell each participant to take the salmon colpred card and brainstorm
specific details about an event, place, or person imp ortant to them. Do the .
same thing yourself. Share what you have written at the end of four
minutes, or when half the participants scem to have finished.

Have each participant choose a partner. Have one partner play the
role of teacher, the pther student. Have the teacher partner ask, “What
appeared on the card that you didn't expect?” and respond to the stu-
dent’s answer. In two minutes have the partners reverse roles and ask the
same question. Terminate that activity in two minutes. -

Tell each participant to take the blue card and start writing about the
specific which surprised them, or just to free write; Write Yourself and
share what yop have written with the group after three minutes, or when
half the group has stopped writing.

Tell the teacher partner to ask, *What do you intend to devclop in the
next draft?” and respond to the answer. After a minute and a half have
them reverse roles and after another minute and a half end this activity.

Ed
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Tell each participant to take the yellow card and develop a draft as
they had indicated in the conference, or to continue with the subject.
Write yourself and share what you have written after three minutes or
when half the group has stopped writing. .

Tell the teacher partner to ask, “What is the piece of writing telling
you?" and respond to the answer. After a minute and a half have them
reverse roles and after another minute and a half end this activity.

Take the green card and have the participants follow the piece of
writing wherever it is leading them, or switch the point of view and write
about the subject from a different perspective. Write yourself and share
what you have written after three minutes, or when half the group has
stopped writing. '

Tell the teacher partner to ask, “What do your readers need to know
that you haven't told them?” and respond to the answer. After a minute
and a half have them reverse roles, and after another minute and a half
end this activity. '

Take the red card and have the participants tell the readers what they
need to know. Write yourself and share what you have written after three
minutes, or when half the group has stopped writing.

Tell the teacher partner to ask, “What questions do you have of me?”
and respond to the answer. After a minute and a half have them reverse
roles, and after another minute and a half end this activity.

Take the white card and have the participants write a final draft,
making it as clear as possible. Write yourself and share what you have
written after th inutes, or when half the group has.stopped writing.

Ak each participant to read his or her white card, sharing the results
of the writing process as you have shared your process with them. When
everyone is through, comment upon the diversity of voices, and point out
the fact that everyone written six drafts andy passed through an
approximation of the/ process of prewriting, wiiting, and rewriting,
through which most writers pass most of the time. Also poitt out that
each participant has received and run five writing conferences designed to
help the writer produce increasingly effective drafts.

Author’s Additional Comments T
The exercise takes 35 minutes plus time for everyone to share th® final
card. Participants average about half a minute to read their white cards
50 a class d¥ thirty can complete the entire exercise in 50 minutes.

Many English and Language Arts teachers have not written recently
and have had little training in writing or teaching writing. Few teachers
or students have experienced the process of discovery when written Jan-

4 ‘ S '
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guage leads to meaning. This exercise was designed to allow teachers to
experience that writing pracess at the very beginning of an in-service
workshop. Teachers who foind the experience valuable to them beganto . .
use the exercise with their students.

It is vital that evgryone—the instructor mcluded—snmply plunge intp .
the writing process without preparation. The leader’s assumption should. . ..
be that everyone will write, and it is my experience that just about every~ ‘
one does. I've run the exercise with thousands of*students or teachers
from third graders to university faculties and only about half a dozen
have refused to write. The leader must, however, write and share each
draft in process so the participants can hear writing in process, see the
awkward and exciting process of language seeking meaning.

The purpose of the exercise is 1o expenenoc the wmmg process, not to
produce 4 finished piece of writing; but it is amazing how many parfci-
pants. under these artificial conditions, hear their own voices for the first
time, find loplcs worth explonng later, And even produce drafts which are
moving and effective. - '

.
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Robert Perrin -~

Students sometimes underestimate the imponance of specific details

in their writing. Robert Peerin of Indiana State Utiiversity at Terre

Haute shows how a prewriting activity can help students focus more
- clearly on the importance of detail in description.

_ Author’s Comment

When students describe people in their writing, everyone seems to be the
same. People have “feathered halr," “nice clothes,” and "athletic builds.”
These patterned .descriptions frustrate me and other writing teachers
because they are clichéd word groups that provide only the most general
impression of what people are like, and my students have never seemed l
to realize that they are writing descriptions that are interchangeable and
therefore ineffective. A partial solution tq.this problem is this series of
activities I developed for my writing students.

First Activity ) - L - ?

Lo -

I had my studems take out their driver's licenses and th¢n askcd them
questions which drew upon the information they included. They raised
their hands in response to the gitestions, and we kept an in formal tally of
the results. These were the kinds of questions I used:

1. How /many have blue eyes" Brown eyes? Green eyes? Black eyes?
. 2. How many have black hair? Brown hair? Blond hair? Red hair?
_3. How many are 5/-54"? 55"-59"7 510”62

"4, How many weigh 100-115 pounds? 120-130? 135- 1457

5. How many are‘male? Female?

_ This activity was entertaining because students gladly shared this

information—and I joined in, which made my reticent students more
comfortable. But more importantly, it allowed me to stress that these

n

-
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general ‘mcthods of description are not completely accurate or useful—
hence the photograph now required. In this way my students got a better

sense that description must be more pamculat.lf it is to be helpful.

-

f .
Second Aclivity - L
R . - P » -
I then discussed with my students the sorts ‘of distinctions that can be
made to make description more specific. We worked through some of the |
five items from the first activity to jnake the connections between the |, .

activities clearer. The students catne up with these features to describe: -

-

1. Eyes: Lash length? Make-up? Tinted: contacts or natural color? -
- 2 Hair: Texture? Style‘? JLepgth? Auention given? .
3 Helgheand Weight: Proportions? Slzes worn? Ways ofmovmg?

‘thn I asked my students what other feall.i'res could tell readers about,

people, they su ppl:ed answers like these: Their skin color and texture, the «
clothes they wear, the Jewelry they wear, their style of glasses, and lhelr
mannerisms. Most 1mponantly, my " students began discussing as many
qualrpes as possibie and jotted them on the board. (They wrote them

down for further reference.) pe .

L

~ Third Activity B -

" The third activity f6r my students. Was to select a person whom they s
often (even lhough they may or may not know him or her) and comple%
that person s description—for a driver's license, using approximate height
and weig n they were to make a jotted list of imponant features
which revealed more about the petson. With these Lists in hand, they did
some peer evaluation of the materials, helping each othes catch those
semi-specific (but clichéd) generalities like “good figdre™ agd “designer
clothes.” Then theyTevised the items on their lists.

‘

Fourth Aclivit;r

The final activity was to write a long paragraph (150-200 words) to
describe the people they had chosen. They were to include the basic
information from the “driver’s licenses,” the specific information from the
jotted lists, and any other information they thought us’ﬁful{_‘_ i .
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Summary - -
At~other times in the term, I have modified this activify to mclude
descriptions of places as weil, usmg the kinds of information realtors
prowde for houses and rooms in their multiple-listing books. That
activity also worked well, but I had to' familiarize my students with the
realtor’s pages first. I also tried a book descriplion using trade descrip-
tions as a startmg point. With all of thesé activities, I tried to lead my
studefits from & general and limited kind of descnpllomlo descriptive,
writing which provides more information. Of course, ati ‘activity like this
one does not make every paragraph or later essay carefully crafted and
insightful, but it goes a long way in helping students see—in terms they
can understand—that specific and mterestmg details are necessary for
descriptive wntmg m,be effective. - .
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Eilten G. F l'iec!mal'l

Whatehappens when writers are not precise enough in their use of
detail? This activity dramatizes the need for close observatiop and
reporting in writing. Ms. Fnedman lcaches at Trenton State Cot-
lege, New Jersey.

. * -

Author’s Comment

My mother, my Jewish mother, not only wanted us to eat boiled,
unspiced chicken, but she was hurt if we did not praise the tenderness of
every forkful. I guess I am like her in that;"only I push writing rather than
boiled chicken down the—I hate to admit it—unwilling throats of college
freshmen. At least I do not insist that it has to be spiceless. I am not pure.
I sometimes garnish classes with games to entice my students to swallow
coherent sentence structure, ~ s

: Writing the Details .

One Tuesday, early in the semester, I was talking about the imponanoe of
_ the significant detail in descriptive writing. The game [ organized to
teach this principle was.suggested by the text, The Wrmng Expenence
{Schoen, et. al., Newp York: Little, Brown, 1979). It is a variation of a
game | usuaily play to ease the discomfort of beginning-semester shyness.

In ‘this version, the class is divided into three groups.*Each group
writes, cooperatively, a description (excluding clothes) of someone not
in the group. This task accomplished, two groups stand up while a mem-
ber of the third group slowly reads the description of his or her group.
As tt}ey,hear characteristics (like long, brown hair) that they do not
possess, the standing students sit down. If the description is accurate,
only ope student is left standing at the end. This is the object of the
game. However, if there are several students standing at the end, [ have
a chance to do some verbal finger wagging abbut the consequences of
imprecise phrasing.

54 ~ '
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" At this particular session, the fifst two group descriptions left several
students standing, and I wagged tchumphantly. With the third group,
however, the game was working the way n was supposed to, Threé stu-
dents were left.

* «“Dark complexion,” said the reader. One student sat down.

“Short, curly hair,” he finished.

A second student sat down and one—the one—remained standing. I
glowed with as much satisfaction as my mother did at the moment—
faces smeared with forced smiles—our plates were cleaned of the color-
less meat. —_

But my years of literary study, have taught me an unhappy lesson: to
distrust the com{orting appearance and to hunt for the nasty reality. So I
took the leap and asked the group who had written the description
whether the person left sianding was indeed the’person described. Then
came the inevitable answer, “No.” *

“Who were you describing?” I asked.

After a rather long, puzzling silence came the meek answer, *You, do¢.”

The student left standing, a young black woman, vacillating between
embarrassment ahd amusement, said in a teasing, self-righteous tone,
“Well, you saxd cutly hair and dark complexion.” Indeed so, and we bothi
fit the bill—only my complexion hiad been’darkened by the sun.

+
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. Author’s Comment

Sense Exploration and
Descriptive Writing:
A Practical Exercise

Donovan R. Walling

Students often hear the directive “Write a description™ but fail
to understand the elements of effective descriptive writing. The
sequential approach presented here divides the task into manageable
segments while acquainting students with some basic writing strate-
gies, Mr. Walling sent this trom Farnsworth Junior High Sghool,
Sheboygan, Wisconsin. .

.

- -

Unless we specifically think.about them, most of us are only vaguely
aware " of our surroundings at ahy given moment. We may be peripherally
conscious of the warmth or toolness %[lhe room, or of a radio playing
somewhere in the distance. But unless Some element of our envitonment
thrusts itsel{ into prommence-—eg, a cold draft, a sudden noise—we

tend to ignore our surroundings.” . !

In the classroom our students, naturally, react in the same way to their
environment, Thus, an elementary-seeming assignment in descriptive
writing such ‘as “Describe our classroom,” presents young writers with a
whole set of difficulties unless they havc been systematically taught to
“tupe-in” the surroundings they “tune out” as a matter of course.

incé descriptive writing demands sensitive and accurate observation,
a prin k for the writing teacher is to develop students’ awargness.
This can best be accomplished through a series of exploratory activities
which direct the Students through the range of their senses, Sense explor-
ation reache's beyond simple, visual observation, it helps students exam-
ine stimuli in the areas of touch, sound, smell, and taste.”

N\

Descriptive Writing and the Senses

-
It is important to limit the writing exercise it the beginning, so that it -
does not become an unmanageable task. With this in mind, the outcome

- —
Ll
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of the exercise should be defined. For this example, the assignment is to
produce ultimately a description of the classroom. The description, like
the actual environment, must contain elements reflective of ¢acliof the
five senses. The procedures of the developmental writing exercise are
outlined in a series of stages. .

3

Stage One - .

Each student’sMask will be to write a deseription of the classroom. The
setting is chosen because it is infmediately at hand; it can be minutely
studied without inconvenience, and student observations can be readily
checked. .

To begin the task, students are asked to construct a chart in five
colomns, one per sense. Under each heading the students then list 2-5
items (“things™) which involve that particular sense. For example:

Sight Hearing Smell Touch . Taste
.people noise books desk finger
lights teacher gum walls - gum
desks radiator pencil

floor door

The items listed answer the question: Bhat makes up the environment?

’ L3

Stage Two

Next, students must explore how the items on the first chart affect the
senses under which they are listed.

At.this point, it is useful to involve stbdents in some kinds of “hands
on" activities. Texture rubbings, for instance, are very effective to this
end. Students are given sheets of unlined paper which they fold into eight -
sections. Each section is then used to collect a rubbing in soft pencil or

* crayon of some surface within-the room.

By making rubbings, students visually record tactile sensations. When
the scurrying activity ends, students are asked to describe each texture.
They must tell how it might feel, not what it is. No descriptive term may
be used more than once. 1n this way, students build a vocabulary of
descriptive words, mainly adjectives and adverbs—in this example, words
related to the sense of touch. .

70 -~
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A variety of similar types of activities can be conducted, for the other
senses. A sound-effects record, for example, can be used {gr the sense of
hearing; a student-produced tape recording can be used in this way. A
blindfolded taste test for the sense of taste; jars containing garlic, suﬂ'ur
or other pungent items for smell; and so on—all can provide cffc¢nvc
means of increasing student awareness of the five senses. &‘ - .

To complete the second stage, students construct a chart parallel o the
first chart. In this listing they must place a how word for each what (item)
of the earlier chart. Emphasis is on variety and accurate description. A

-

sample {ollows: .5

1
£ —
. -

Sight Hearing ~ Smell Touch . Taste
tall loud musty glassy sweet )
bright- howling powdery bumpy #ubbery
shiny banging , smooth '

. dul noisy

Using the mat&rial in both charts, students write descriptions of the class-
room. To get them started, they might begin with, "As 1 sit at my desk, I
can. . . ." Using'this approach launches them into the writing while allow-
ing them {reedomiof choice to begin with any of the five senses.

Stage Four

About midway through the writing process, it is useful to stop the stu-
dents for some “in progress™ evaluafion. Several students are asked l:o'1
share with the class what they have written. This procedure gives students |
an opportunity 10 evaluate their own writing and to make helpful sugges-
tions to their peers.

it can also be helpful to students at thls point to check their skill at
recognizing the senses used in a description. To this end, students may be
asked to list the five senses and check them off as they hear them used
while the teachér reads aloud some descriptive passage. (A selection Fve
found appropriate is the first four paragraphs of Chapter Five, "The
Wine Shop,” in the first book of Dickens’s 4 Tale of Two Cities. 1t
directly addresses every sense except smell.)

Afterwards, students can discuss how the senses weie used in develop-
ing the description and how the deséription could be changed by ¥sing
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some senses more, less, or differently. Students then resumg writing,
finally revising and finishing their descriptions.

Stage Five

Peer evalyation is utilized by asking students to exchange papers. The
student readers construct a check-off chart similar to the one mentioned
in the last stage. This chart is used to gauge the frequency of usage of the
various senses in the description. The readers also comment on the accu-
racy and effectiveness of the writing. Evaluation is accomplished through
student-student conferencing and, to a limited degree, through student- T
teacher discussion. When the writers’ works are returned, students have
the opportunity to revise and rewrite. .

To demonstrate the type of development this kind of writing exercise
promotes, it would be useful to provide a set of before and gfter exam-
ples. The passage below was written by a seventh grader in response to

»  the simple direction: describe our classroom.

It is large. It has five rows of desks. 1t is carpeted. In the front of .
the room are chalkboards, and on the side wall is a chalkboard. The .
room is very decorative; with pictures on the walls and drawings or L i
posters. In the back of the room is a desk and & filing cabinet. The
room is fun to bein,

Later, that same student wrote the {ollowing descri pdon: \

As T sit in my desk, I can see people bending over their desks
rushing to get their work done. I can see some people combing their *
hair and lots of people sharpening their pencils. As 1 look up from
my desk, 1 can see chalkboards with our work on them.

| can hear the pencil sharpener grinding away every two minutes:
{ can also hear the crackling of paper and my pencil scraping my
Owh paper.

‘ | can taste the horrible taste inside my mouth from my stale gum
which I just threw away. Because it is so close to lunch, 1 can almost
taste my lunch already.

1 touch the desk in front of me every time 1 move my legs. I can
feel the hard wood of the back of my chair whenever I lean back. 1
. can feel a breeze every time someone walks by me.
1 can smell chewing gum, and 1 can smell the perfume 1 am .
weanng

Although the writing is far from polished, it is clear that this student
has begun to make some real observations. And she has expressed them
in concrete terms, for the most part, as a result of exploring each of hcr
_senses systematically.

.
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Providing a structural framework {via the five stages) within which to
utilize these explorations epables students to record their ideas in a rela-
tively painless, peer-suppomve setting.

Sense exploration exercises, such as the one desctibed here can help
students build experimental foundations for future descriptive writing
experiences. Such exercisés also provide bases for examining sentence
structure and variety, word choice,,paragraphing, and other composition
skills. But beyond these fundamentals, the process of awakening students
to their surroundings through sense exploraian-nurtures a kind of insight
. which is the key to developing and expanding descriptive writing skills.




‘Teaching the Thesis Statement
through Description

Robert C. Rosen

According to writing textbooks, the focus of an essay resides in its
thesis statement. Students Who have difficulty understanding the
function of such a statement might benefit from the ‘exercise -
described by Robert €. Rosen ofWilllam Paterson College, Wayne,

New Jersey.

Author’s Comment

The following exercise is a useful and entertaining way to introduce the
importance of a thesis or main idea '(a piece of writing.

The Thesis Statement Exercise

I begin by choosing one student as a model and asking everyone in the
class (the model included) to write in ten or fifteen minutes a physical
description of him or her. The model should stand for a second, to reveal
height, and should sit clearly visible to all (i}’s easiest if chairs are in a
circle). Some students may think they are finished writing after two or
three perfunctory sentencds, so it may be necessary to prod them, remind-
ing them that there are-four billion people in the world and their descrip-
tions must single qut one.

You must, of lcourse, choose your model with care, preferably in
advance, and with a substitute or two jn mind in case your choice is
absent or unwilling to be volunteered. Your model shoujd be confident
and not unattractive, to avoid the risk of hurt feelings. You should also
be prepired for the possibility that students will suggest you as the’mode1.
From experience, I'd recommend against agreeing to that,

Ask several students to read théir descriptions aloud, and teil the
listeners to close their eyes and try to visualize a person as they hear each
description. They‘ll probably find it difficult, because most of the descrip-

tions will su‘nply be lists of facts—brown hair, glasses, white blouse,

. : . . -~ 61
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Jordache jeans, and so forth. Eventually, though, a judgment or generali-
zation will appear, and you will be able to discuss the difference between
objective and subjeclive description, between fact and opinion, and per-
haps also succeed in eliciting some suggestions aboul whal makes a
description effective,

Don darry this discussion too {ar, however. Instead, hand out a ditto
of the following two paragraphs (these are just samples): .

A. Sally Jones has blond hair, blue eyes, and stands about -
54" 1all. She wears wire-rimmed glasses and a thin gold
chain around her neck. Her ears are large, her nose small,
and her mouth about average. She is wearing a white blouse,
open at the neck, a large red belt, and designer ‘jeans. Her -
shoes have high, pointed heels, and no back. There is &
"high school ring on the fourth’finger of her right hand and
a large, ornate silver ring (it looks Mexican) on lhc middle
finger of her left hand. “w

B. Joe Smith looks tired. The medium- Ieng!.h brown hair that
only partly covers his head is lifeless and thinning. His gray
eyes are onty half open, and his iower lids sag down beside

o his large. pockmarked nose. His large mouth (which he

’ never opens) literally droops.at the corners. His face is quite

: pale. Joe js wearing scuffed brown loalers, baggy tan cordu-

. roy trousers, and as{aded blue flamnel shirt, Gnl_',r pastly
) lucked n. L . b el

Read these two paragraphs aloud and ask thé Sludems to close théir
éyes and try to visualize each person. Then ask how the descriptions
differ, which is better, and why. With little of no prompting, the class will
conclude that B has a main idea, a point to make, ahd that this helds it

together and enables the reader really to see ‘the individual deseribed. The .

reason, I'd guess, is that we cannot absorb a series of unrelated details, as
in A—it’s too much to remember at once: The thesis in B gives us
something to hang all its details on, something to organize them around
in'6ur mind. From he;e you can easily generalize to the virtue of a thesis
in all kinds of writing,

To make the point clearer and to give the class pfactice creating (dis-
covering?) and supporting a thesis, you should choose a second, model,
and tell your studcnts to study the model a few minutes in order to come
up with a main impression or the thesis before they start writing their

.descriptions. Tell them to announce their thesis in their, first sentence, a

topic sentence, and then to select .and shape their details as mueh. as
possible (wilhout distorfion) to support it. Remind thém that not every
detail need prove their point; their goal is still accuracy, not caricature.
Agam you should choose a $afe model, and also—if you want to try to
control the situation—one that suggests several clear theses.

-~
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When-these seco;d descriptions are read aloud, ask the students to .
listen for how well the details support the thesis. You might ask to
hear ‘all the first senterices befofe starting, and then select readers to
maximize variety. This round of descriptions wilt undoubtedly be better
than the first. . “

As a substitute for or additior} te this second step, you might simply
debate how to describe a particular member of the class. Encourage your
students to argue for the various theses they come up with. And for each
suggested thesis, challenge them to draft as many details as possiblé into
its service. You might also, at this point, mention the possibility of a
description with more than one thesis, a description of several paragraphs.

" The entire exercise can be done in one class period. And it can be an
opportunity to loosen up the class a bit. In any case, you should follow it
up with a homework assignment—to describe a friend, or perhaps to
describe a famous person, in which case you might read the descriptions

_ aloud next ttme and ask the class to guess who's being described.

)
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~ The Value of Small-Group Projects . .
in Composttion Classes

“

Donald Heidt -

Because students do pys have an opportunity to share
- their writing with classmates, Donald Heidt suggests using smail-
group activities that stkess collaborative thinking. planning, and
writing. Mr. Heidt teaches at the Coliege ol' the Canyons, Valencia,

California.

A P

Author’s Comment .

Recognizing that writing is often a lonely activity accompanied by
‘insecurity, I have been working on methods of alleviating both the loneli-
ness and the anxiety. To a certain extent, both “Aresinterrelated, since
individual students are not always awale how their work compares 10 the
work produced by other students or to the standards by which the

.*  instructor evaluates the writing of all students.
Although Ve always tried to make my objectives clear to the students,
*it has become evident that more needed to be done to sct the stufients at
" easg. To that ¢nd, I've started using small-group exercises, an appfoach
that. refieves the loneliness and anxiety while simultaneously allowing
the students to learn from each other. For these reasons, and for addi-
tional reasons to be treated later, there is ample justification for using
a variety of small-group exercises in composition courses. Certain types
of these exercises — for instance, inductive problem-solving and art/poetry
exercises —demand time for prewriting and incubation and therefore take
three or four class meetings to complete, but the following exercises have
been handled successfully during a ﬁftyvmmute period in wout the fifth

or sixth week of the semester.

Y

Exercise 1: The Party
1 8

*
Objectives: Organization, development, and support of a narrative/
descriptive essay; transitions; point of view; tone; verb tense,

-
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Instructions. Have the students arrange themselves in groups of three
or four for the purpose of writing an’in-class cooperative essay. As a
group they are to detide on poimt of view, tone, and verb tense.

Sutation. Tell the students they have been invited to a party cohosted
by Frankenstein and Dracula, to be held either at Count Dracula’s hill-
top castle in Transylvania or at Dr, Frankenstein’s castle along the Rhine
in‘Germany. The siudents in each group decide among themselves who
will describe each of any three or four of the following: the grounds and
facade of the castle, the grand hall, the tower room. the dungeon, the
kuchen, the dining room, the rumpus room, the secret room accessitle
only through the fireplace (or sliding panel or pivoting bookcase, etc.

Comment. Students have completed this task in thirty minutes with-
out diffiiculty, possibly because they have seen enough horror films and
horror film parodies on television and at movie theaters so that concrete

.detail comes readily to mind. Generally, there will be animated discussion |

for about five minutes or so at the beginning of the work period, the
sound of scratching pens for about twenty minutes, and then a few min-

utes of discussion concerned with transitions. For the last twenty minutes

of the period, the groups read their essays aloud.

Another small-group gercise—this time for groups of two—demands
greater analytical skills than does the narrativefdescriptive exercise
above. The “Situation” part of the following exercise in reasoning is
taken from Irving M. Copi, Introdaction 1o Logic. 5th edition (New
York: Macmillan, 1978), p. 49.

Exercise 2: The Engineer

Objecteves: Practice in problem solving, encourag,ﬂng the student to

analyze. reflect, and to develop.a critical attitude; practice in writing a
coherent, well-supported argument.

Instructtons. Group the students in palrs and tell them that the ohject
is not only te arrive at a correct answer, but also to trace clearly and
completely the process of step-by-step reasoning which leads to that
answer. As each pair completes thistask, those two students bring their
written argument to the instructor for verification.

Comment. This 15 an in-class assigniment meant for ‘one fifty-minute
period. Sincé some pairs are faster than others, I provide back-up tasks
for those who finish early. Those who need additional time, ork on the
task'outside6f class.

# T
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- . . .
Situarion: On a certain train, the crew consists of the brakeman, the

* fireman, and the engineer. Their names listed alphabetically are Jones,

Robinson, and Smith. On the train are also three passengers with cor-
responding names, Mr. Jones, Mr. Robinson, and M¢. Smith. The fol-
lowing facts are known: N

Mr. Robinson lives in Detroit.

The brakeman lives halfway between Detroit and Chicago.
Mr. Jones earns exactly $20,000 a year.

Smith once beat the fireman at billiards.

The brakeman’s next-door neighbor, one of the three passengers men-
tioned, earns eXactly three times as much as the brakeman.

The passenger living in Chicago has the same name as the brakeman.

What is the engineer’s name? Write out completely the process of
reasoning that leads to your answer.

Su n;mary

-—

When.I originally started using small-group exercises such as *The Party
and "The Engincer,” my motives were to provide a change of pace for the
course and to make students {eel more comfortable. During the semesters
that I've used this approach, the psychological or affective goals have
been at least partially attained. By participating in the small group. indi-
viduals feel that they are accepted, that their ideas matter 10 the others
because they need each other in order to accomplish the group’s goals.
Also, working in a small group provides an opportunity for individuals to
express themselves in a non-threatening atmosphere.

Finally, besides diminishing the individual's feelings of anxiety and
lonelingss in the writing situation, small-groeup activities have worthwhile
benefits on the cognitive and social levels. Since our minds are not
shaped by the same mold —individuals have their own experiences, their
own values—we see different things in the joint process of problem
solving. Shared ihsights within the group expand the understanding and
awareness Of each student. It is in a smail group that students have the
best opportunity to discuss an idea, to sharpen their opinions, to clarify
their own points of view. In addition to the cognitive value gained, the
students learn something of social value; as a group, they learn that they
must set clear goals, take collective responsibility for contributions, fearn
to listen carefully to each other, cooperate with each other, and arrive at
a consensus. For all the reasons cited, small-group projects have value for
students in composition classes.

+
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Who Gets the Kidney Machine?
‘Opening-Day Strategies ina -
Remedial Composition Course

‘ ’ '

Thomas Friedman

. Involving students immediately in developing assertions Of “propo-
swttons,” according to Thomas Friedman of Brookl}rn College, New

* York, is an excellent way 10 begin a wriling course because it
leads students to some of the fundamental principles in developing
an essay.

Author's Comment

My goals in a remedial composition course are no different from goals in
a regular course. I want to help inexperienced writers learn to formulate
an idea precisely and develop, explain, and defend that idea fully. While
the form of the essay comes by way of Sheridan Baker, the terminology is
Kenneth A. Bruffee's. The latter describes his purpose as teaching people
to “take a position (the ‘proposition'), and defend it (the ‘defense’).”

The process has to begin with gefting students to formulate meaning-
ful generalizations. The difficulty lies in getting students to generate ideas,
much less getting them to formulate propositions. Add the special prob-
lems of a remedial course, students with special problems. convinced of
their own inadequacy, instructors new to the field, trying too hard to be
encouraging and sympathetic, and the first day becomes all important. If
things do not get started the right way, they might never get started.

Some colleagues have developed various methods for coping with the
prublems of the first day in these remedial courses. One popular firgi-day °
activity has been the initiation of a “rap session™ where students discuss
both their fears of writing and. their previous experiences in Wwriting
classes. Helpful as these might be, they are limited in that they encourage
students to talk, not to write. A more effective way to “prime the pump”
would be getting students to write as soon as possible. Mr, Bruffee sug-
gests a number of exercises which ask students to begin writing by writ-
ing. My only complaint against “Reminiscence,” “Brainstorming,” and
the other begmmng exercises he suggests is that they take tod long to
get to the most 1mportant part of beginning—the formulation of a state-

ment that takes a position. My opening-day strategy thus consists not

67
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onl;, in bL".III}, studmtb started but in gettmg them started in formulating
«  “propositions.”

Stimulating Students to Write

y -A[t(:r the briefest of introductions which might include name, class, office
. hours (in essence, factual information about the course, not theory or pep
j talks), I hand out a shect! with the following information: o

-

1. John Williams—28 years old-professlonal basketball star
and TV personality—last year's MVP—$250,000 salary—
‘ married—26-year-old, attractive wife—d children. John WIl-
. liams is black. e
! 2. Archibald McFarland 11I—70 years old— former statesman
' and diplomat—awarded Nobel Peace Prize—former UN
representative, Secretary of State and Governor—many
children, grandchildren, ‘and great-grandchildren. Archibald -
McFarland is a WASP.
3. Rachel Goldberg—26 years dld—free-lance writer of some
- renown—married-——mother of 3 children—husband is a
. paraplegic from birth with a degree in chemistty who has
' been earning $20,000 per year as a research scientist. Rachel
Goldberg is Jewish.
4, Gloria Jones—4 years old—was able 1o walk and tatk af an
unusually early age—only child of physician-parents—white.
3. José Rodriguez—24 years old—high school dropout who
enlisted—sént to Viet Nam-—senéusly wounded—developed
heroin addiction while in army—kicked habit—has returtied
to school, received diploma, and won a Scholarship to
. college—18-year-old younger brother lives with him. José
Rodriguez is Hispanic.

A question appears at the bottom of the page. “Who should be allowed
10 use the kidney machine? - ”

Before dealing with the guestion, we discuss the biographical informa-
tion. The objective, at the moment, is not to evaluate but to understand.
Abbreviations (MVP, UN, WASP) are defined, along with unfamiliar
names (Nobel) and terminoldgy (paraplegic). When I am syre that all the
information on the page is clear, I am ready to pose the question.

I inforin the class§hat they are faced with &n unfortunate but real
snuauon Because of scarclty of kidney machines, men and women
mugt very often choose among a number of people the one to whom the”
machine will be made available. I ask them to try to make such a decision.

a
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. 1 should point out that very often there are many objections from

students. Some say they have to think about it. Others {a surprising

number) say they do not want 1 “play God.” 1 assure the former group

that our decision will not be hasty and the latier that they are to concen-

— trate on the one.they are saving, not the ones they are condemning. It

should be clear, however, that the individual teacher might choose

anothgf, less “lethal,” question to pose. The primary purpose, after all, is

. to get students to take positions. In fact, the objection itself should

be turned to advantage. After all, the objecting students have taken

the iniual step toward successful writing—they havg taken a position,

expressed an opinion, stated a proposition. In any case, if this particular

Scenario develops, the teacher has, in, a sense, beén successful in “getting

. things started,” without resorting to either irrelevant “rap sessions” or

over-long preliminary exercises.

As students begin to state their opinions, I ask them to write them

down, and 1 foliow suit on the blackboard. It is extremely important now

10 make sure students do not d¢ more than state opinions. The tendency

. for ' most will be to say, *I choose X to use the machine,” then continue

with “becausg.” This “because” should, for the moment, be.nipped in the

bud. Ask students to present their opinion, but explain you do not want
them to *defend” that opinion, not yet anyway. - .

When students have both statéd and written their choices, I explain to
them that they have already done.one-half of th¢ basic writing process.
They have taken a pogitjon {called a “proposition” from then on). 1 also
poiat out 1o them that most already know what the sccond half of the
basic argument consists of since most of their sentences tried to continue
with “because.” The “because” is, after all, nothing other than the defense
of the position, . ‘

‘. What 1 find exciting about the situation we have reached is that"stu-
A dents make their own discoveriesy The exercise shows that the wfitten
* argument they arc‘suppo;qd to learn in this course—proposition and

defense—is a process already familiar to them, The-key word is, of

N course, “§.héw" and rtot “tell.” That is what “rap sessions” do, after all.
They “tell” student<'the same things this lesson shows them.

The lesson is far frem over. While students have become aware of the

basic division, they might not be clear about the contents ol'ﬁ that second

* hal(, What goes into thedefense? * . R oo )

The form of the essay 4 use comes from Mr. Briffee again, with

. certaim important modifications. Mr. Bruffee diagrams the essay? the

) -?foliowin“g way., e . y )

.
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As the diagram indicates, the proposition is followed by two para-
°graphs of defense. Keeping in mind that this is not the only form in
which'to write an essay, 1 try to get students to use each paragraph to
develop one important reason in support of their propositioh.

“ 1 then ask them to offer one reason why they fee| the particular persen
they have chosen for the kidney machine merits their consideration. I
stress (hat they should offer one reason and one reason only. When two
students offer reasons in support of the same choice, we try to decide
whether the reatons being offered are fruly two different reasons or
*, whether they aré really similar to each other. Once“again each reason

ocs on the board and into ndtebooks, hut while the blackboard has Mr.

ruffee’s diagram which vlsually_xlluslrales the separation of proposition
and defense, their notebooks are using separate pages for the same  pur-
pose. In other words, the groposition goes to the bottom of a page and
the reason begins at the top—\gf a second sheét,

L
3 ...\‘;_‘ 2 €
- ~ '
' - ¢ -
' L
Ll . - -
- . . 2 \
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Not only does this form emphasize the separation of proposition and
defense, it also prepares the students for other aspects of the essay form.
Most obvious is the presence of that empty page. All students know that

Tthe page will eventually contain the introduction; few of them are aware,
however, that thejintroduction %1 be written later. Another advamage
of this "loose shget™ essay is that it _enables students to change the
order in which different reasons are presented. As they become more
sophisticated, later on'in the tetm, in the uses of Nestorian order or the
strawman defense, they will'find that shifting paragraphs enhances their
strategy. The loose sheets enable them to do this without rewriting the
entire essay. If the classroom is organized along collaborative lines where
students work with each other’s papers, the loose sheets will come in
handy again.

For the purposes of opening-day strategies, however, the one paragraph
per page form has more important benefits. After students have formu-
{ated one reason in support of their proposition, there is a discussion.
If, for example, someone suggestéd Gloria Jones Tor the kidney machine
because she is “young,” we woild discuss that argument. The teacher’s
role might be restricted 10 demands for articulation and explanation. I
am interested in having them develop their reason. After the discussion, I
ask students to write developing’ paragraphs, makidg sure that they do
nothing more than explain as fully. as they can the one reason they haye
chosen in defense. This is how a paragraph defines itself for them. By
resmcnng 1he efitire page for the use of just one paragraph, the student is
prevented from beginning a second paragraph under the mistaken notion
that the same reason was beifg developed. I tell them to stop writing
when they feel they have explained that one reason. There is no other
length requirement stated. Let them Ieave vast expanses of space. It helps
“them realize that perhaps more development is needed. And more impor-
tantly, I tell them, it indicates that to go on would mean starting
anew feason.

When they are done, I collect only the page with the reason. I Ieave
with them their.proposition and ask them to write one additional reason
at home. The loose sheets, of course, facilitate this assignment. More
impeortant, the loose sheets generate the second day’s work. When they-
come to class with that second reason, I ask them to read them out loud.
Most of the paragraphs I have gotteh lacked any kind of transitional
phrase, b some did have a phrase like “Another reasen why Gloria
Jones should get to use the kidney-machine is. . . .7 I then return to them
thewr first page and begin a lesson about connective phrases between
paragraphs. Because of the division of a paragraph per page, the need

Q N 8 *i
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for the transitional phrase becomes more obvious and, ‘of course, the
division made the separation of pages and hence the overnight assign-
ment possible,

The first day’s work ends with a recapltulanon of what the class has
accomplished. I point out to them that they have essentially written an
essay and that the termt’s work cpnsists ef gothing more than perfecting
the skills they have displayed on the very first day. At the least, if they
can formulate an idea precisely and defend and explain it fully, they have
learried the minimum they need for passing the remedial course,

This is not to say that such essentials as grammar and style are
ignored. They will be dealt with later. As far as the first day is concerned,
however, this lesson has accomplished its purpose. It stimulated students
to begin writing, informed them of the term’s goals, built up their con-
fidence, and prepared them for the second day.

Notes GL—" L | /\

1 The idea®3rdhe b raphical sketches and 2 Question was first suggested
at a seminar at Kingsborotgh Community College, during the summer. of 1971,
part of the EPDA Summer institute program. A form of it called “The Fallout
Shelter™ was ysed to generat g‘pinions and attitudes among students. A tape of .
that lesson is available. .

2 Kenneth A. Bruffee, A Short Course in Writing (Cambridge, . Massachy
setts: Winthrop, 1972), p. 26,




.Composition Wlth Adult Students
Getting Started

Terence G. Collins

* More and more people are returning 10 school to complete their
education, Classroom strategies designedl for younger students pnay
not work as successfully with these otder students. Terence Collins
of the University of Minnesota; Minneapolis, suggests a strategy
he has used successfully to involve adult students in finding subjects
for writing.

P
¢ . Author’s Com'n}m

\In the recent Academic Turmail (Anchor-Doubleday, 1980), Theodore L.
Gross claims that “the entire shape of higher education is changing
. dramatically. . . . In the last year alone, the student poputation entering
elementary school has diminished by 4 per cent; the projection for the.
next ten years is 25 per cent. At the same time, the population of people
between the ages of twenty and fifty will increase. These figures are
significant enough for educators {0 reconsider the scope and method of
their offerings” (p. 221). This is not news to those of us who teach in
urban colleges and unisersities. But what sorts of practical adaptations
~ can we make in our writing classrooms to better accommodate this grow-
ing adult college population? .

Until more research comes in, we'll have to Ieam with the seat of our
pants. One thing, though, is clear: classroom sprategies designed for
typically less self-directed 18-22- yearoold students are at best margmally
effective for more majgyre students who bring to the composition class-
toom a rich work history, extensive experience as heads of households,
and a cultisated impatience for teachers and tasks which too frequently
fail to leave room for differences.

L}

Approach -

-
Assignment design is especially important if adult students are to fegl that
.they can draw on their rich life history as a strength (how often such

1 -
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students see their age as a liabdity in the youth-cWlture of college!) and
at the same time be challenged in ways which foster growth in their
writing skills. Early assignments, given when student uficertainty about
educational re-entry compounds any weaknesses in writing ability, play a
key role in developing positive attitudes toward the business of writing—
* and, indeed, positive attitudes toward the self as a writer. Through trial
and error and through informal consultation with hundreds of adult
students, [’ve come to several conclusions about the sorts of early assign-
ments which work.

First, such assignments will not necessarily be the type of assignment
younger students or I might enjoy. However much I might fancy. myself
capable of responding enthusiastically in writing to E. Br White's prob-
lems with geriatric terriers, I run a great risk jn projecting into other
mature adults what is at best an acqgred taste. Likewise, old standbys
like comparison of dorm life and apartments wont have much meaning
for the adult student. Rather, I do better when I tap the rich life histories
of the students themselves for, ideas. Simply by asking for them the firgt
day or night of class, I get folders full of remarkably varied and effective
real-life situations which have demanded better writing skills than stu-
dents volunteering the problem had when they faced the situatibns. By
using such class-generated problems, | am able to assure the students
that the skills they are setting out to learn are not divorced from their
histories—or futures—and that their precollege experience is something on
which they can baild rather than something extraneous to higher education,

Assembling such a folder of workable class-generated writing prob- .
lems is easy. Like thf students, I function more or less gracefully in the
t responsibilities. Drawing on whatever “real-world”
ntly facing, I relate to them the demands and frustra-
tions I encounter as a practical writer; for example, an exchange of letters
with a magdzine’s business dffice which insists that the three-year sub-
scrlpnon for which I've paid has expired, while my cancelled check and I
argue that I have half a year to 20. With my anecdote before the class, I
ask them {0 include in a one-page self-sketch a description of a recent
writing task ihey've run into, preferably one which they feel defeated
them. With only a very few exceptions, adult students have no trouble
responding—a result which surprised me at first, since I had come to
accept the cliché that today’s student writes only to sign her or his name
to checks. Moreover, because 1 collect the skgtches and writing problems |
hal{way through tite first two-hour class and glance through them quickly
at the break, 1 can use one or two cases immediately.

An example which appears in the folder at nearly every first class
session will illustrate. Typicay, al{r least one student will report having

87
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been billed in error on a charge account or credit statement. Frustrated
by endless minutes on hold or by some other failure to resolve the prob-
lem by phone, the student will have been driven, reluctantly, to write.

Snmple at farst glance, the problem sponsors learning in most areas writ-
ing instructors see as central {0 student success and does so in the first
class session. Discussion and group cobmposing elicit an initial writer~
focused impulse to ventilate frustration. Gentle prodding, however, soon,
elicits from the group the need for audience definition before writing
begins. Audience definition (*some underpaig clerk™) leads to a descrip-
tion of the intended reader’s needs in the light of the writer's aim (a clear
and full, description of the error and afi equally utequivocal statement
of the desired adjustment). Strategies for achieving the desired reader
response (vocabulary level, desirable tone, organization of the facts, rele-
vant documentation of claims) follow logically from a discussion of
audience. Eventually, the group will reframe the problem as a writfng
problem. how to compose a message which' gets a harried high school
graduate to see the error of the mystifying computer's ways. And in first-
night revision of a group-composed message, fairly subtle issues which
have long eluded my “regular™ classes emerge spontaneously—how com-
plex can a sentence be and still succeed with 2 rushed reader whose
abilities are unknown? @w can connotation of words help me get the
adjustment [ seek?

-

Alsessnifént 9 ¥

Naturally, neither teacher nor student will want to work with such mate-
rials for more than a week or two. For good or ill, students need to get
on with the business of doing academic writing. But by starting with
student-generated tasks—have they had to attach an explanation to an
IRS 10407 Have they tried making a brief family history for their grand-
children? Have they served on a PTA committee? Have they struggled
with the personal statement on the college’s admission form?—we can
provide aduli students with a familiar and supportive transition into
college writing. And if the numbers are right, we'll need such transitions
more and more in the years to come.
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Free Writing That Counts

Carol L. Reinsberg

Much classroom writing is highly siructured; therefore,- students
welcome the opportumty to do their own writing. But teachers have
difliculty finding time not oaly to work such free writing into an

. already crowded curriculum but also to find ways to grade the
results> Carol L. Reinsberg of Springhrook High School, Silver
Spring, Maryland, suggests a method she uses successfully to solve
both problems.

Author’s Comment

Since the late sixties, writers have been preaching a message to English

* teachers: we must get out of our students® way if they are to develop their

writing skills. Free writing rather than structured composmon the amcles
and books tell us, is the way to unlock a young person’s inborn wr ng
talent. WItng without teachers will allow the authentic voice of
creator to emerge. Student v aluation of writing can be more helpful than
teacher comments. All of these statements are more or less true, of
course. But there is another truth seldom voiced in these sermons, and it
is that having produced a piece of interesting wriging, a student wants
credit for it—teacher credit—gzode credit. And ho® can 2 public school
English teacher, already stretched to the limits of time and energy by the
demands of a traditional curriculum, manage to sift through the creative
efforts of every student, choose the best, and allow the quality of these
pieces to be reflected in the final g:%‘

This question nagged at me/when I began teachmg English in
Montgomery County, Maryland, yix years ago. My juniors and seniors
often grumbled over the County’§ composition program with its twelve
structured —mostly expository —dpmpositions and recalled wistfully the
creative writing Yhey had been engouraged to do in elementary school. I
sympathized while at the, same time reviewing the old multiplication
problem 150 students times 12 structured ‘compositions equals 1,800
plcces of writing to correct and discuss, and 150 students times event a
minimum number of creative or “free™ writings addéd to the original

-

1,800 equdls teacher collapse. «
) .
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83 -




Prewriting .. . ’ 7

Impromptu Writing In the Classroom

In response to this problem, I have worked to develop a free writing
program that overcomes many of the practical difficulties and creates
respect and enthusiasm in students for the craft of writing. I call this
program the Impromptu Series, to suggest the spOntaneous nature of the
. writing experience. The success of the series is the result, first, of careful
shaping of students’ autitades at the beginning of each writing session,

nd second, of a method that places much of the burden of evaluation .

and revision on the student. .

The series consists of six to eight free writing sessions scheduled as
often as time permits, usyally in the second semester. During these
petiods, students write in any form—narrative, poetic, dramatic, descrip-
tive, expos;tory. impressionistic—although I limit them to two attempts
at poetry. They are free to take pieces homé to, work on them but
must bring them back to school, where they are kept in individual folders
in the classroom. -

On one day towatd the e‘nd of the school year, I ask each class to
review their creative writing folders, making ccrtam that every piece bears
at the top a clear statement of purpose, such as “a lyric poem expressing
joy at the discovery df love,” or “a short story revealing a young person’s
character as he or she is forced to make a decision,” or “a familiar essay
whose ironic tone points up the hypocrisy of the student government.” 1
ask each student to polish the best piece, place JPT rst in the collection,
and hand the entire collection in to me.

I skim the folder, choosing the impromptu that seems to be second best,
and then grade both.(Knowing that I will choose a second impromptu to
grade discourages students from using an occasional writing period as a
creative rest time.) | am careful to evaluate these free writings in the light
of, the student’s stated objectives, and when 1 average grades for the last
marking period, [ count these two grades as.an important part of lhe
final grade. - .

The logistics of .the program are meaningless, however, unless during
every impromptu session the students are sincerely trying to do the best
writing of which thcy are capable. Here, the readiness is all. On each
writing day I use the reliable ld device of the stimulus. One time it may
be a'few miffltes of taped music; on another occasion, a silent film
or series of evocative photagraphs. Sometimes I hand out a list of
“beginnings™—opening lines from poems, short stories, essays, descrip-
tions. While these stimuli are valuable in setting a mood and helpmg
students 10 break out of the mundane world of school, they are even

. more important in contributing to a special attitude, a sense of getting
ready for something important.~ - - .

N N 50
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Establishing this attitude may take ten of, even fifteen spinutes at first,,
1 begin by placing a sign on my classroom door that reads, ““Quiet, pleasc
Silent writing in progress.™ Next, we give careful consideration to ¢very.
one’s physical comfort. We decide on the best lighting and adjust the
blinds or turn out lights. We open or clode windows to adjust the tem-
perature. The basketball player is provided with an extra chair for a leg
rest, privacy seekers are encouraged to move to.rerpote corners of the
room, floor sitters are given something comfortable to sit on. We talk

about the need for everyone to feel alone during the time ahead. There-

fore, not only must there be no talking, but there must be no communica-
tion, by gesture or Jook, to break the spell, for everyone is to'be enclosed
within an imaginary bubble inside which ideas can germinate. To empha-
size this point Leven ask gum cheweIs to remove their gnm. We agree on
the time at which the silent period will end. Finally, they begin. .

Aside from the practical value of these preparations, this “countdown”
establishes the importance of the task ahead and creates a feeling .of
excitement —cven impatience—as the students wait for the opening notes
of the music.or first«glimpse of the picture, Rarely does a student disturb
the wmmg environment, and as a rule, most want técontinue w iting
beyond fhe time agreed upqit. However, in the first session or twq I Insist
that they stop well ahead of the bell so they can share their responses,
and because, like all party organizers, | know the best time toend a party
is at the moment when the guests are having A good time. -

Since introducing the Impromptu Series 1 have had more posmvc
results each year as I have leamed to devote more time to the establishing
of a freeing, quiet environment. I find that in the midst of a.six-period
day during which students must shuttle from math to gym to locker to
cafeteria, my prowd,mg them with an emotional space and time in which
they can look inward gives them sorrething of value, and thts'somethmg
is frequently expressed in memorabih Written expression™Most of my
students look forward t0 these opportunities and are disappointed when
our crowded schedule forces postponement of an impromptu sessmn

The Impromptu Serjes has advantages for me, too. By staggering the
due dates for my classes I can grade while stadents dre editing their
folders. Moreqver, I have found tRat the time required to grade two
impromptus: is usually. I&s than that need®d to evaluate one standard
composition. If the students’ purpose is to reveal character through a
short-short story, or to create 1 vivid porjrait of a strangsr through
description, their success, or lack of it, is quickly apparent More often
than not, they are at least partly successful, for’they have been free toset
up their own. ObjCCll\’CS and have had weeks to revise and rewdite. _

Some of the best imprdfnptus have appeared in the school literary
magazine ar® others have beén Proudly reprod uccd by parcnts Still

¥
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others have been reshaped and submitted to contests. One former student
came smiling into my classroom not too long ago bearing his college
literary magazine, in which his story, born in an impromptu scssnon the
year before, was one of the main features. » -

True, only a few of the impromptus see the light of publication. Never-
theless, every student who takes part in the Impromptu Series receives
recognition for creative effort, because a final grade in English represents
not only mastery of the County curriculum, but also the student’s special
vision, freely expressed.
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Awareness of Audience’s Needs:
A Charade

: Arfn D. Spector . ; . A

~1 . By wrumg for their peers, students can gam an understanding of
audience’s needs. This exercise outlines a series of shor wntlng
. actiyities that are designed 1o reinforce the importance of anticipat-
ing an audience’s nedds. Ms. Spector submiued this from Fairfield
University, Fairfield, Connecticut. -

k

Author’s Commient .
I:used this mipi-unit to stimulate the clayx working effectively as a
peer group. Moreover, the task demands thiat students develop an aware-
ness of their audlences needs by prowdmg an’immediate and concrete

ve eem e [ESPONSE. .. - -

The Approach .

I. One class§eriod, each of three groups was asked to choose a topic

« for a charade, and then to write its own process, or set of instructions

for performing it. The instructions were written in class. Sets of instruc-

tions were a single paragraph and took about twenty minutes to write.

It’s important to remind” students that instructions must be strictly

.. behavioral —metaphoric commands, e.g., “grin like a shark,” are ruled

* . out, This exercise presented us with Our f st rhetorical dilemmas; if our

charades were to be guessed, we obviously needed to define our audiench

and limit our choice of topics. We solved these problems by confining
ourselves to the titles of popular movies and television shows.

‘ Each group was asked to give itssset of instructions to a second group
to perform before (he third group. The second, or dcting, group had no
idea what the first group’s charade was about, all théy had were the

“  instructions for performing it: “lift your right foot,” “wave your hand,”

“grin and shake your head,” and so on, The students saw that if their .

writin s not effective, if their instructions were not clear and congise,
° if they were too diffuse, if they'd given their audience too much or to%

Fl
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hitle. sumething too complicated or 100 simple, then one group couldn't : -
act it, and the other group couldnt guess it. In other words, if they
hadn’t adequately communicated the information that was necessary for .
the other two groups lo act out and interpret the charade, the process
wouldn’t work. .

2. For the next class, the students were asked to write their own set of
instructions for 4 charade to read to their group. The group had (o guess
the tilde from these written instructions. Students were asked o observe
the group’s responses (o ascerlain the cause of whatever difficulties the
members had in interpreting the charade.

3. For the third class, students were asked 1o write rhetorical analyses
of their own instructions. Since the enlire rhetorical process had been -
very concrele, and apparent, these analyses were easy for a group of
fuvices o write. Moreover, when we discussed what we had ledrned from
the entire process, we were able to abstract a list of criteria which served
as the basis for annolalmg our next set of papers. e
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Unsérambii_ng Ofgahizg}ioﬁ .

Alan Price -

To familiarize students with some organizallional patterns in writ-

sing. Alan Price uses a classroom game that f’:allg. for cooperation

and discussion among swudents as they attempt Lo unscramble topic

: sentences related to an argumentative piece of writing. Mr. Price
. contributed this from Pennsylvania Staie University at Hazleton,

-

- .

3

+ Author's Comment L

»

N . Ll - N
Many of my composition students have a difficult time finding suitable
plans of organization for their themes. I know that organization is a
problem because students tell me so in conferences. Fyrther, I know that .
it is a problem because I read their essays, and frequently raw materlal is
" presented in very rough form. ) ,
Organizing the information in an argument (statistics, evidence {rom
sevondary sources, personal expeériences) is a very complicated process
for the best of writers. Students are ugually clearer about what blocks the
. effeciive_organization of an essiy than what contributes to it. Some
student writefs, for instance,.become 50 absorbed in the research effort
that they {ail to allow suifficient time for organizing, writing, and revising.
Many find it difficult to call a halt to a search which is new and exciting.
Even those who leave enough time often find that they have worked so,
. closely with their sﬁjects that they are unable to see what should follow.
Others_become tense when they realize that much of their hard-sought
"’mqterfal,w' “have to lﬁ.cxcluded. And a few are so sick of their subject
after the research that they skimp on steps in yhe writing process. ¥
Research or brainstorming-s fun for most.students. It is'an open and

« - Cxpansive step where all idcag_are fair game. Little emphasis, significantly,

" “is.plaeed on évaluating (or “grading™) the informatiod as it comes in. The .
impoktant thing is to keep an open mind, to let tht juices flow. ‘
. Organization creates a much differgnt psychological atmosphere. The
mood that pervades all of the barriers to successful organization’ is ten-
sion or anxiety. To outline is"a constricting proess where ideas are sprted
and arranged by priority. As the focus becomes tighter withiﬁ‘the‘pgper
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" and tghter still withig indivjdual *paragraphs; student writers begin to
lense up. Orgqniiing is a process of grading, or exCWding, of arranging
and rearranging—a process which takes enormous amounts of mental
and psychic energy for the sludent. Art students are taught in drawing
¢lass ‘1o squint at the objects before them to gef a clearer sense of their
form. Syvinting at a still-life setup 10 perceive an outline is hard wark
and so is squinting at the notes for an English composition.

‘ * An Organizing Exercise
o S . f

-

2 How can the composition leacher reduce the tension which seems (o be

. an inevitable. by -product of the organiﬁlion step? A strategy ‘I have

found successful in 1gathing orgamzalmn isto hsea classroom w@¥kshop

* game in which sludents work in small groups 10 discover the most effec-

«tive arranggmen! for 2 set Of scrambled topic sentences. The teacher

A should chouse lopic.sentences wWhieh are ahead of the pace of the class 50

v 7 that an immediate understanding of what each topic s,enlencc says and

] where it fits is beyond the quick gl’asp of most individuals in the class.

» These topic senlences may be drawn from an essay by aprofessmnal

writer or an oulslandmg thesiie by a student from# previous year; the

source is not i portant. What is 1mponanl is that the sentences. are

nuxed in such a way that their classroom presentation implies no original

‘order. They could be dictated 1o the class. I hand out mimeographed
exercises (see samplej' with sentences typed sideways or upside down.

- Once the students have the senterices, they should be divided into

small groups of three or fout 1o work as teams. [ find that lhg exercise is

. - most successful if the teacher selects the ,members of each teami. The

[l'ltl'ldbhlph and grou-;f that\pave already nalurally formed in the class do

nol usually provide the best Ygix for this pfojeci.’ The members of the

team are going lo benefit_if each contributes, after all, so ecarry,rmg for‘

ward established patterne of leadership is not very productiye.  *

‘Thé teams are instrucled Lo reagfange the wpu: sentences into an ovder
which will lead 1o the most effectivé development of an arghment. I allow
Ahe tearrd the rest of that class period to work on possible*arrangéments
with the clear understanding that each team mus! present its preferred
outline at the beginnmg of the next class perlod Many times the e%ercise
. .is informally carried over to discussions in the llbrary, dorm rooms, or
the student union. There is alwaysthe risk that the teams will cheat by
.Sharihg ideas, but I have found that compélmon between lcarns isa
stronger motivation than collaboration. - F . . -

. Som ms are marvelously invgntive in Their approaches.d this’
assigr}m' -~ have come ?pon ‘theth\drawing élaborale arrows,’ using

. ) . 4 . ' ; Co. >
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English C('lmposilion . .
®xercise in Organization ard Logic : ‘.

Directions: The following statistics and statements {(drawn from an article
on the advertising of pet foods) are presented in a randori {ashion. The
evidence needs to be arranged into a pattern which.shows a clear line of
reasoning leading 10 a logical conclusion. Working in groups of three or
four. you should rearrange these randomly displayed statistics and state-
mehts into the outline of an‘argument. N '
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. different colors of ink, even cutting apart the’ original exercise sheet and

pasting up a new order. (The manuscript pages of Edith Wharton's novels
were cut and pasied several times, and they frequently vary in length
because of this organizational technique.) Ong group has even gone off to
the computer center, punched in the topie sentences on ¢ards, and received
all the possible orders for. arrangement. The teacher should simply pro-
vide the materials for the exercise—even 13 the extent of bringing' in
scis>ors and paste and pens with different coldred inks —and avoid direct-
ing what evolves. The interaction within the teams produces some sur-
prving and creafive behavior. One mechanical engineering’ student, for
<xample, siddenly began drawing elaborate flow charts and diagramss
on the blackboard. He happened to sce ideas most clearly in spatial
arrangements. Ogee he discovered_ his personal scheme, hiskEnglish
themes became very tightly structuréd. The best practice is to keep hands
off unless the teams beeome disruptives

Attendance at the next class is excellent, Sédenls feel a personal
stahe in their le~am‘s efforte As each team’s outline is flashed up-on
a screen ua% overhead projector, the’ groups begm to argue. Some-
times there ‘are even gtacious concessions that one team, indeed, has

" found a 'better plan. The entire period is spent discubsing questions of
emphasis, order,’and approach"‘a}wa)s referring back 1o the Iop|c sene

tences from the ass:gnment ~

The next step is to have the students brmg their own research nexes
and téntative outlines for their papers. Dhce again they split into small
groups (usually chovsing members from the original team) and this time
work through organization problems of a more immediate and personal
significance, Is the anxicty gone? Not completely, However, they now feel
better prepared to attack the problems of organization with the experi-
ence of the scrambled sentence exercise behind them, and new [riends and
fellow wnlers besiddthem. .

4

Note : LT .

Food) The New Yorker (November-1, 1976), pp. 51-98 s
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. A Twenty-Minute Exercise
for In-Class Essays

Ronald E. Smith ~ .

* _ Students faced with the prospect of writing-in-Class essays ofien
express bewilderment abowt handling such a task. This exercise is
designed 0 show sitenis hegw 1o organize their time, topic, and

. writing 10 meet the requirements of in<Class writing. Mr. Smith
teaches al the-University of North Alabama in Florence.

Author's Comment

This exercise is designed for a community college compositiortclass, but |

it is adaptable to any class that involves graded, in-class writifig assign-
) ments. 1 first began working on the exercise several years ago to help my
students prepare for deépartment-required in-class, essays. The time limit
on the essays was two hours. For anyone who has never had to write in
such asituation, two hours may seem like a rather long time, but many of
my students complained that they had hardly begun before 1 announced
that it was time for them to move on to their conclusions. Some of the
students even failed to complete an essay in the two hours allotted. It did
not take many personal observations or student conferences to discover

vwhat the problem was. Many of the students were taking up to twenty -

minutes jus! to siare at the assignment sheet before beginning their essays,
and even then some of the stndents would experignce several false starts
before actually beginning to ‘write. In short, much of the class was spend-
ing one-fifth, or longer, of its wriflng time just trying to get started. It

7 whas clear, needless to say, that thesg students wer2 in need of somé form
. of guidance if they were to have a reasonable opportunity to complete
their assignments.” It was in an attempt td provide this guidance that I
developed the twenty-minute exercise for in-Class essays. I reasoned that

if a1 least twenty mjnutes of the students’ time for writing the essay was
being wasttd they had nothmg to lose by spending that amount of time

+ preparing for their assignment in class

86"
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The T‘went'rMinute Exereise .

! >

The basic outline of the exercise is really quite simple. The students are .

given a handout that has six timed steps and a list of topics to draw from.
There 3 nuthing m‘_igic about the topics and any number of, substitutions
can’be made. it is important, however, to have a variety of ‘topics to
choose from as this will give the students practice at selecting a single
topic from several choices. Although the topics are normally at-the
buttom of thé handous, for the sake of illustration I will put them at the
- beginning of my explanation (_:f the exercise.

cars dorm life ° music
cafeteria drugs - " Saturdays
coliege ’ houses . songs
bikes . hobbies  * sports
books +  hiking télevision
buses 'movies L trips

1. Se‘lq:l one of the topics Tisted above (2 minutes).
tis lmponant to styess that the two minute$ is a time hmlta-
, tion, and it is not necessary to spend the entire trme selecting a
topic. Students,move on to the next step as soon as they have
selecled a topic—any time saved is used in the next step.

t2. Wrne all that you can think of on that topic {(7.minutes).

The concern here should be with getting information gown on
paper, -not on grammir or punctuation. Also, while the seven
minutes is only another time limitation, students should be
encouraged to use the full amount of time on this step. For those
student$ who insist that they have all the information that they can
think of or that is needed, the instructor should Iook at their
papers before leltmg them move on to step three. It is helpful to
point out that this is not a race or a contest. .

3. From the material that you have, select thie points that you feel to
¥ be the mostimportant (3 minutes).
All that the students need do here is underlme or circle the
points that they feel are the most 1mp0rtant to the understanding
of their topigs. , ’ .

4. Develop a working thesis (3 min utes)
This is where the students have ‘the most problems, both on the
exercise and “while* wmmg in class generally. Thls is where the




: these points has shifted. .
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students reatly have To decide what to write about—what to focugp
on. For these students who really have a problem with develop-
ing a thesis, [ simply suggest that the first few timés they use a
pattern something like The purpose of this paperis . . . .

5. Select the points that can be used in developing and supporting
your thesis (2 minutes). '

This is done by numbering the selections.or by indicating them
in any manner that the student finds 10 be effective. It i§ a good
idea to suggest to the students that it may be a good idea t¢ take a
closer look at those points selected earlier as being important as

v well as those points passed over. They mayfind, m light of the
{vorking thesis that has been developgd, that the lmponance of
6. Write a thesm statement that accurately reflects the work already .
com pleled (3 minutes}.
This is rea]ly nothing more than a check and a possible revision
of the thesis developed in step foyr. -

. - § ’ ) .
Evaluation . . .
Some instructdrs may feel that students ate'losing valuable time if they
spend the first twenty minutes doing what I prescribe here. I would
disagree, however, for this form of prewriting is really putting the stu-
dents to work on their assignment, not keeping them from their writi
Instead of just sitting there and trying to think of something to say
where to begin, the students are actually starting on their papers during
the first few minutes of class. Although I have no hard statistics to
support this method, I do have personal observations that show my
students writing from the beginning of the class rétther than just staring at
the a;.'.lgnment sheet. ! also have student papers that show mcreasmg
improvement in drganization and development on assignments written in
class. There is also a good deal of positive feedback from the students
based on this assignment. I ‘do not treat this exercise as a panacea,
however, for all of the problems that are encountered while writing an
in-class essay, nor is it being presented as one. It will not work for every

student, but what will?
y ¢




How to Introduce Introductions’
and Outlines

Greg Larkin ' ' "

The, roles of outlines and introductions in writing are not always
readily apparent to student writers. This extrcise recommends a
method that shows students concretely the value and function of
both.”Mr. Larkin contributed this from Brigham Young University,
Hawaii Campus at Laie. . .

Author’s Comment * .

“Introductions and outlines are passé,” a student recently told me,

I can sympathize. Long ago, | remember my ninth grade teacher spent
the whole year on them. We didn"t write anything but introductions all
year long. Every day one introduction was due and that was all. Finally
after dozens of intréductions, we started deing intreductions and an
outline. But then the year ended. The introductions and outlines had
been literaily ends in themselves. Today the profession as a whole has
swung away from great stress on the absolute necessity of a formal intro-
duction for every occasion. The result is that for many students introduc-
tions and outlines are theotetical cargo, easily jettisoned if not functionally (

v relatg 1o the rest of the essay} )
Can the introduction and the outline be taught not in terms of rigid -
*“gules,” but in terms of function? Years ago, when 1 was student-teaching,
ﬁ‘:lpenrisor, VerDon. Ballantyne of Brigham Young University-Provo,
introduced me to a method of showing students concretely the value and
{ function of the introduction and outline in terms of the completed paper.
This method requires only about 3 minutes and a simple child's puzzle
like the one below which must be the kind wilh. a frame into which the .
pieces are set.

A Puzzling Actvity T

'a

- - _.Iu-3
.

. . . . :@
Befofe class I remove all the piécés froaj
pocket. Then I conceal the frame in among' m

,!ﬁ-- . -
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90 ~ Writthg Exercises
frame fourteen indixjdual !
puzzle pieces set inlo
N the frame
i [ )

] | 2 31_ 4 s [ )
N

{The key to the puzzlc‘s usefulness to illusirate introductions and outlines is that
the frame's ouler edge is perfectiy square, but the inner edge, which creates the
indentation intd which the pieces are fi, is very irregular. When the student first
atlempts to put the puzzle 1ogether, Lhe teacher has not iold him o her'that there
even is a frame. Hence without the fraine 10 establish the boundaries of the
puzzle, it is very-diffi cull 10 know how40 pul the pieces Logether.}

2 . - -

anywhere wherf the studams Won't notice it-as-l enter class. As class
begins, | depogft my ‘books/ briefcass (with the hidden 'frame) over to the
side of the roq and placc a table or.desk at the {ront of the class. Then I
call one stud t to come up to help with a “demonstration.” As the
student is comjing forward I explaid that what we are about to see is
related to wrifing, but that it will not be immediately clear how it is
related. T expldin that I will be asking for thc relationship as soon as the
demonstration]is over. ’

o then takd{the puzzle pieces out of my pockets and place them face

down on the fhble, The student’s “demonstration™ consists of putting the
& . - -
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puzzle together. I as the student to explain to us the sfeps taken as the
demonstration progresses. Almast invariably the student’s first Question

" is “Can I turn the pieces over?” T ask why anyone would want to turn the

pieces over. The answer is usually in terms of “seeing all the parts,
“secing the whole,” etc. I then ask the class what that answer has to do
with writing. I"mysell do not answer the question, except to tell the
student that <t aill help, the pieces may be tugﬁed over.

I have carefully selccted my puzzle so that the pieces the mselvesyw
put together form A very irregulat shape, which is only discoverabl lh
the help of the frame. In fact, although it is a very simple puzzle, with
only 14 pieces, it is virfually impossible to put together correctly without
the frame. The students begin struggling with the pieces, trying and retry-
ing various combinations and generally having a-very frustrating time. As
the student works, I ask why certain pieces are being put together. *The
answers are invariably in terms of some pattern, but the student tan’t see
the overall picture and winds up with parts but no whole.

As the time gets longer, the student becomes uncomfortable, At this
point I slip unnoticed over to my books and take out the frame. I hold it
up to.the class (not the student) and ask, “Will this help?” The student is
usually so desperate that I have to repeat myself several times before the
student ‘sees the frame and, with great rglief, takes it, rapidly assembles
the puzzle, and retires sheepishly but gratefully to his or her seat.

QOne variation that can be used effectively is to include an extra puzzle
piece among the original fourteen pieces (without of course telling the
student that 1t is extra). If the extra piece is.chosen to ook quite similar

"to-the correct piecesy without the frame the student has no way to tell

which piece is extra, og.even that there Is an extra piece at all. However,
with the aid of the frame, lhe student is able (o discover that the puzzle
contained an extta piece. *

This simple exercise has alwayq led to a good dlSCI.lSS!OI'I of introduc-
uons’ and outlining, with the sipd®ats themselves able to generate the
followmg obsewatld‘ns

i. As wuh turmng over lhe pieces first, it is a good idca to0 survey all
the parts of a paper before beginning 10 write.

. Like the frame, the outline provides a context or frame of reference
into which specific smaller pieces can be meaningfully placed. It
a}lso provides a meaps of rejecting unnecessary or irrelevant pieces.

. Without the frame no _basis ean be found to judge how “correctly”
thepuzzle is put {ogether. Similarly, the introduction establishes.
the rhetorical stance of the essay, which is the basis of most
specific chomes the writer makes throughout the essay.

[
-

-
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As the picces have definite relations to each other as well as to the
whole, so the parts of a paper have an internal logic of develop-
ment. This is seen by noticing various sub-parts within the puzzle’s
design. For instance, the puZzle that I use shows a car, some tall
buildings, and some short buildings, each placed into definite rela-
tionship with the others by the frame.

. As the frame guides the puzzle maker to put the pieces together,

so the oug'ne guides the author to write the paper, and the intro-

ductio‘ﬂs readers in their following of the paper.

not teach students how to outline or how to introduce

a paper, yet they do show them concretely how an outline and inﬂ-oduc-
tion are supposed to function in a paper. I always begin lessons on
outlining or introductions with this demonstration because I find it com-
bines a theory or rationale with a conctete example. Students seem much
more able to write their own outlines and introductions once they have
such a solid frame of reference.




: Animal, Vegetable, Mineral:
A Method for Introducing Heuristics

-

]
*
Thomas M. Rivers

Students in the classes of Thomas Rivers iearn how to develop their.
own heunstic procedures for writing. Mr. Rivers sent this exercise
from Indiana State University at Evansville.

Author’s Comment .

One of the problems [ encounter in introd ucing\tudent’sio the invention
stage of composing is that many students are unfamiliar with the com-
plete composing process. Most of their involvement with writing has been
with j‘writi’ng" in the narrower sense of organiza!ion. style, revision, and
editing. The role of invention has often been excluded from their coin-
praition courses. Another problem related to this, i.c., making students
aWare of the whole process of composition and not just. the disposition
stage; is that many of our studetts are overwhelmed by heuristic strate-
gies that are introduced in the prewriting or invention stage. This paper
hopes to offer a method for addressing these problems.

The Heuristic Exercise . . )
An ideal way to introduce students t0 heuristic procedures is to have
them develop one themselves. A technique tharl have found sudcessful is
having them develop a plan for playing “20 Questions.” The object of the
- game 1s to guess what somgone is thinking (the unknown} by asking them
. questions to which only the answer “yes™ or “ho” &frbe given. The object
' must be discovered within 20 questions. Typically, when we first play the
game they are unable to successfilly wncover the object—they need a
plan, a heuristic procedure for discovery. '
In order to successfully develop a plan they need to'become aware of
three basic processes fundamental to heuristic progedure. These three
processes are classifying, sequencing, and questioning. I introduce themto .
the means, motive, opportunity plan of a detective and show how certain
kinds of questions are: “contained™ within_each classification, how they

93
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w necessarily sequenced, and how a specialist in each area is capable of
eresking the best kind of question from the category (e.g., means for a med-

ical examiner). Previous attempts to immediately introduce elaborate heu-
ristic plans (Burke's Pentad or the Young, Becker, and Pike system in
Rheroric: Discovery and Change) were ptemature. It assumed an under-
standing of classifying, sequencing, and questioning. The value of devel-
oping a plan for “20 Questions” is that to successfully play the game
students must become aware of classifying, sequencmg, and questioning.

- - s

The Game .

1 begin the game of “20' Questions™ without giving my students any time
to prepare. I explain the object of the game, and we begin. Their ques-
tions for the most part are disjointed, random and imprecise—i.e., they do
not classify their questions, sequence them or clearly ask them. Either in
a given time period (20 minutes) or within twenty questions, they are
unable to gather enough information to “discover™ the object “hldden in
my mind. -

After a few attempts some ritles are added to the game. Groups of four
or five students are formed. Members suggest the kind of questions to ask
in each instance, and, in rotation. one of them decides the question. They
write it down, raise their hands, and aw my “yes™ or “no” answer to
their written question. TheY record each question for each game for
future reference. 1 should mention«now the kinds of unknown objects
that are permissible, They are not abstractions {colors, virtues, concepts),
and they are not unusual (duck-billed platypus), Sinc&the game demon-
strates only a discovery aspect (recall) of a heuristic procedure, an
unknown object would never be discovered. They can't T¥call what they
don't already know. Finally, they are not speuﬁc examples of the
object—razor, not Gillette, or Cartridge. / .

Benefits

"+20 Questions” introduces students to the objectives ef heuristic proce-

dures. The better.prepared they are to understand such procedures the
better they use them. An ability to effectively use the system in Young,
Becker, and Pike,” Rheroric; Discovery and Change (YBP) leads to a
valid objective of a complete composition course—full exploration and
understanding of the experience to be communicated.

A. Learning a System :
1. Classifying—The students keep a list of their questlns They
analyze them and note if they can classify certain types of ques-

- L]

107




I

Prewriting . : Q . 95

tions. For example, “Is it used in the kitchen?” or “Do students
use it in school?” Such questions can be classiﬁcq as use questions
and quite properly could be used as a c]a.ssiﬁca_iioh‘ for generating
certain kinds of questions. ;

. Sequencing—After the studehis have come up with four or five

categories, they are asked-to note whether their classifications
follow any sequenck (Gsually they have been random) and whether
there is a proper sequencing for them. Typically, they arrive at a
system made up of the following sequence:

Class

Location

Use -

Importance .. -

. Physical Characteristics

3) Questioning—At the very heart of any heuristic procedure is qués-
‘tioning. Students learn the importance of precision in stating

questions. Foz example, many times 1 am unable to answer yes or
no to their questions. Furthermore, they learn how their questions
often contain hidden assumptions (begging the questions}. They

" . may ask, for example, whether a certain object is found indoors

-

(e.g., umbrella). An umbElla can_be found indoors, but it is used
outdoors. The question assusmnes the object has a unique location,
which it does not>Whether it has aﬁlnique location needs to be
determined first (where it iy used is more germane than where it is
foftnd). By asking does it have a urique focation they would have
learned that it does not and they would move to the next category,
use. One of the sub-categories developed for use is where used and
it is from this that a more useful question will be generated.

They also learn that their overall knowledge allows them to ask
better questions. For example, students who have taken a.course
in biology will be able to learn more about an object (assume they

know it belongs to the class of things called animals) by asking *

whether it is.a mammal. Knowing the phylums, in @ther words,
allows for better questions. A heuristic procedure is not a substi-
tute for experience and knowledge, but allows for a better use
of knowledge.

After developing a system the students become more effective
and usually within the time allotted or within “20 Questions™ they
are able to zefo in on the “answer” to the *problem.”

Before continuing let me briefly note the kind of subtopics that ,

my students developed for some of the categories. The first cate-
gory entitled class % broken down irto living.or non-living and
depending upbn the answer -to the questions generated by this
subtopic they ask plant or animal if living and man-made or ele-

108
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_: mental if non-living, Assuming they learn it is an animal, a typical ,
. 4 set of subtopics under location is: below, on, or above land, in .

the water, or possibly domesti¢ or wild. I ask them to develop a
set of subtopics for each category, but since “20 Questions” .,
. involves much trial and error in getting a useful set of subtopics, |

_ supply them with one after they have made an initial atiempt.
< Remember the object of. “20 Questions” is not to become good at
playing “20 Questions.” Rather it is 10 introduce students To more
elabarate heuristic procedures like YBP or Burke's Pentad. Such

% , procedyres are an integral part of the composmg prOCess.

B. Promoting Problem Solving .
Besides the keeping of journals, I ask m‘y students to write two
communications that stem’ from, problemauc sitvations {a method
that is well developed in Rheforic: D:scovery and Chango‘by YBP).
lmroducmg them to the problem ‘of discovery found in “20 Ques-
tions” anticipates the problem solving nature ;f these two Writing
assignments. Just as in “20 Questions” they ai®eonfronted withfan
unknown.'And just as in “20 Questions™ they are aWare that aﬁlan is
more likely to generate {ufl exploration and a possnble solution than
exploration of their problematic situation without a plan. Further-
more, introducing heuristics through a problem solving game and the
writing on topics stemming {from problem situations anticipates some
concern over discovety techniques that are¢ not put in a‘creative

" context. A fairly typlcal example of a student problem situation may
" be trying to discover a way to improve service at the pizza parlor-he™;
or she works at. After exploring the problem by using a heuristic -

. " plan (I'use YBP system.as developed in. Wmtcrowd's Con!empomry

Writer) the studem simulates an audience, purpose and rnedlum—

e.g., an éval vation report to his or her employer.

C. Using Brainstorming :

Since the students work in groups and discuss the kinds of quéstions

they are going to ask as well as decide on a system for Playing “20

% Questions,” they become familiar with the value of brainstorring.

This allows them to obsecve that problem solving requires more than

a mechanistic approach. When they work with their major communi-

‘cations, 1 also assign them to groups where they use brainstorming fo *-

. complement the heuristic procegure(s) 1 use in Winterowd CW—

' these invention techniques, however, are found in other composition
) texts. .

F ]

Summary 1

As 1 point oirt to my students. a heuristic procedure is not a shortcut to
problem-solving skills. It does allow students to make the most of what
~ ' a
. ' - 1
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thcy alreadx know, cnthcr to gencrate new pcrspecnves or to discover ]
itformation, but it iS no subtitute for experience and knowledge..A
non-reporter, for éxample, using a system of who, what, when, where,
why, and how, may know from the system what is to be discovered, but |
only an experlenced reporter may be able to find all th? answers, (We
" discuss 1nvcst|gatwe reporting afid the film Al The President’s Men.)
*This point.is further illistrated in the delective®s'system of ;ncans motive,
and opportunity. This system generates many kinds of questions, but the
experienced and knowledgeable will have the know-how to generate the
most profitable questions, as well as answer them (we discuss the TV
series Quincy apd the inedical examiner’s gneern with means and his
ability to interpret infdrmation). The philosdpher’s advice that the most
- imponam thing one can lcz;ﬁ'u i school'is the ability to ask questions is
not at |ssue, but the students must be aware that full exploration will only
takc place if they can answer the Questions they have asked. The student
at the pizza. parlor who asks how otliér pizza parlors are run {(which is a
good qQuestion), must-also know that the only way tb get the answer is to
go and look. The invention stage js not just an armchair adventure,

- 2 ‘
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. Moving from Prewriting
into Composing .

)

Ok

- Lois Rubin

How does a writer discover content and KOrmuIatc a way (0 Shape
that content into a written draflt? Jhis sequence of lessons is
designed to equip stuients with_gtrategics {og arriving at an answer
to the question. Ms. Rubin submitted this exercise {rom Carncglc-
Mellon Utiiversity, P tsburgh, Pennsylvania.

A uthor’s Comment -
The following is a series of .exercises developed to facilitate both dis-
covery of content and its development inlo a written draft. The basis of
the discovery exercise is the heuristic procedure for exploring experience
by viewing it from various perspectives, as presented by Richard E.
Young, Alton L. Becker, and Kenneth L. Pike, in Rhetoric: D:scovery
and Change. This wotk, while receiving great acclaun in the dismphne,
has met with some concerr among teachers as to how to translate its
theory into practical classroom experiences. My exercises are an effort i in
that dirgction. The method undeglying my activity for charting the devel-"

» opment of a draft comes from Nancy I. Sommers's “Revision jn the Com-
posing Process; A Case Study of Experienced and Student Writers.”
(Unpublished doctoral dissertation, Boston Umverslty, 1979). Together,
the exercises lIlustrate the writing process in ¥ction, moving from dis-
covering content to composmg it into written form.

*

Session 1: Discovering Content
(handout, “The Egg”) .
In one 50-minue class session students are introduced to three perspec-
tives of the Young, Becker, and Pjke heuristic, and given the opportunity
to try the heuristic out for themselves. As illustration, a handout of notes,
“The Egg¥’ is distributeq early in the session; these notes explore that
object from the perspective of a particle (a static entlty), a wave (a

dynamic entny), and a.field (2 network). (Young, p. 122) To give students

(98, ‘ »
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Prewriting : ' @9
the experience of usmg the heuristic themselvcs, teabags are then dis-
tributed, one to each member of the class. Wgrking in small groups,
students manipulate the teabags (taking apart the bags from their strings
and tags, wetting the leaves) in order to view them from the particle,
wave, and field perspectives. One member notes down each group's
observations, using the format of “The Egg” handout. Fifteen minutes
before the end of the session, students are asked to begin the next phase
of composing, selection of information to be jncluded on a paper accord-
ing to the needs of a hypothetical reader and purpose. Several imaginary
readers and purposes are proposed: to describe a teabag for an Eskimo
who has never seen one, to persuade a confirmed coffee drinker to switch
to drinking tea. After selecting the information relevant to its goal, each
group then presents its purpose, audience, and get of information before
the class as a whole. The assighment that {ollows asks students to use
the heuristic to gather informAtion about a small object of gheir choice
(cigatette, Coke bottle, brownie), and tobring the information generated
to the next class session.

Heuristic for Describing an Object: The Egg
A.. View the object a3 a static entity, a “particle™ .
. = Glowing.while, oval shapee
Sized to be cupped in your hand
Brittle shell*
Inside, clear Jello-tke stibstance, yellow ball sits in trans-
parent pool .
B. View the object as a dynamic -process or variable, a
“wave™ .
Vo Upon contact. yellow glob breaks open and spills out in a
slime
.
solid ball
When stirred in frying pan, forms yellow confetti-s
pieces
As it fries in the skillet; the transparent liquid thickens,
whitens and puffs into a bumpy white layer across the
pan
When knocked by blunt objects, shell fragments mto
sharp pieces
Grew from tiny cell in chlckcn, accumulating ycllow and
white | grains
€. View the object as a system or set of relationships, a
“field” (part of larger system)
Is a complex assembly of interrelated pans, each with lts
own subdivisions: shell, shell membrane, white, yolk,
germ -

As it boils, white gel firms ‘in spongy layer, ycl[owz -

-
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Has important role for chicken, to form and nousish the

new chicken -

15-the most common variety of many types of eggs; those
produced by other birds (ostrich, pigeon, duck, partridge),

by insects (moth, butterfly), by fish (oyster, sturgeon, .
shad) A

Is important part of man’s diet; along with meat and fish
provides a major source of his protein; forms an ingre-

diem in salads, cookies, a9q casseroles j%

Session 2: Development of Notes into Draft
(handout, “Chocolate Chip Coolue") "

At t% session the handout is a student’s nofes, based on the heuristic
. discussed in session | (with the addition of the category “member of a
class™), and' thie paper that developed from them. The activity for the
session is to compare the notes with the finished paper in order to trace
the kinds of changes that accur in the devciOpmem of a draft. As frame-
work for this, I draw on Nancy Sommers’s méthod for analyzing revision,
‘in pafticular, the “categories of change™ deletion, substitulio?addition,
reordering. {“Revisjion in the Composing Process: A y of Expe-
rienced and Student Writers.” Unpublished doctoral dissertation, Boston
University, 1979). Specific questions ate raised to di[ect students’ atten-
tion to the kinds of changes the student-writer made in forming notes
into a draft. Which notes were used; which_ ones eliminated? What mate-
rial not present in the notes was added in the draft version? How did
the order of the draft differ from that ofrthe notes? Overall, what form
did the “Chocolate Chip Cookie” finally take? (a persodal experience,
narfgtive}. What was its pirpose and audience? After discussing this
model, students are asked to form their own notes into a draft, the
finished version of whlch will coum as one of the requlrcd papers of

thc‘course - ~
DeveIOpmenl of Notes into Draft: “Chocolate Chip Cookie”
L. Notes'from the heurlstic: .
A Particle
Circular in shape, U1 not perfect; shighily irregular
Fits in the palm of your hand .
1 Flat but not thin - .
. Top surface lumpy, small craters and valleys S
Light earthy color
Darker brown hills, some eXposed, some c!iwercd by the
earthy brown material 4 .
Hills are smooth . v

4
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b

’ Underside flatter; rougher than top; hl||S are ﬂat‘lened more
like lakes *
‘B. Wave M ..
Bends quite a bit before breakmg : .
Smells like chocol
- Chewy
Chocolate hills dissolve away qutckl}' when eaten
- Inside exactly the same as outside \
Chocolate and bacter blend into one delicious flavor
C. "Field

Pro major parts make up the whole, chocolate chips anq

{J ookie batter
sed mainly as a form of dessert or snack

Litdle nutritional value” -

More commor during holiday season

One of the more favorite varieties of coolue

Especially appealing to children .

Commdnly eaten with milk * ,

Best just out of the oven, chocolate chips a!‘c melted;

) ¥ especially chewy . R
D

. Member of class, distinct from others ] -
Contains chocolate chips;=some have butterscotch chips,
’ ~ NS or coconut
Not completely homogeneous,such 85 sugar, butter. or
ginger cookies :
*  *®Does not have a f'llmg like the crcxng fn Oreos. Other fill-’
ings include marshmatlow, peanut bubter, fig and other fruits
No frostings, like 6ugar or cinnamon
Sofi and chewy. not hard and crisp
Cnrcugu in shape: other cookies are sguaré or crescent-
sh
. Draft
A Asl walk into the kitchéh, thé familiar scent of homdmade
cookies’greets me with dellght I begin my search for my Yavor-
ite, the chocolate chip cookie. Looking in all the cookie tins, |
find the crescents; and some square-shaped cookies, but these
{‘ e pot circular like the chocolate chip. In another tin I find the
blitterscotch chip'cookies and some nut and coconut cookies.
But these do not contain the chogolate chips 1 seek. | allow my
nose to [ollow the smell of chocolate to the top of the oven,
where the chocolate.chip cookies have been placed to cool. 1
pick one up, and set it in the palm of my hand. Two major parts
make up the whole, chocolate chips and cookie batter. It is
circular in shape. but slightly |mgula\s'1he cookie is flat yet not,
thin. The top surface is lumpy, with'small craters and valleys
running throughout. Exposed are dark hills, surrounded by a ,
light earthy batttr, some hills being covered. The underside is
rougher in texture and flatter than the top, with the hills being
smoothed into lakes. As { break it in half, I notice it bends quile’
a bit before breakitrg. The inside looks exactly the same as the
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outside. BJacing one half in my mouth, I find that i is chewy
The chocolate hills dissolve quickly, leaving a delicious blend of
melted chocolate and cookie batter. These cookics are begst when
caten dicectly from the oven. I pour myself a giass of milk to
round Sut my favorite snack.
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A sixﬁe class session features a mode! which iliustrates both the dis-
covery and composing phases of the ‘writing process. Drawing on three
perspectives of the Young, Becker, and Pike heuristic—contrastive fea-
tures)range of variation and distribution—the sample notes explore an
activity, exercising at the “Powers Exeftise Suidio” (Young, p..35). The

= _paper which results serves as @ model of realistic communication, a letter
* of complaint. After reading the.notes and letter, students trace the Kinds
of changes that occurred in the development of the former into the latter,
atcording to Nancy Sommers's “categories of changes” in revision: dele-
tion, substitution, addluon, and reordering. The follewing questions are
m@ised: Which notes were used, which discarded? What new material not
present in the notes was added into the letter? How did thesorder of the -
letter differ from that of the ndtes? Finally, how successful do you think ..
* this letter will‘be in achieving its purpose with the given audience? The
assignment which follows asks students to use the given heuristic to
)  discover content about an activity of interest to them, and lhen to
. shape this content into a written communication for a realistic purpose
and audience.

A

AN

-

Notes on “Powers Exérc%q Studio’_’ 4

A Contrastive Features: ™
What makes this unit different from’other units? What
. features distinguish it from similar acts or activities?
- Q ) Example: Hew is exercising at Powers different from
\ - other exercise programs I have participated in?
N More “gimmicky"—Contests (“Hit Parade of Platters™),
before and- after photos; posting of siecess of members, -
\ , silly sayings along with exercises, social gct-togethers
(“Awards Night"). _
’ Personalized program—-Program@of excrcises designtd ‘"
. exactly for my needs. Membérs do different_things at™
different times; at the same time women are kicking 4t
the bar, doing sit-ups, floor exercise. .
Flexible schedule—! can go at any time during the day.
) People come and go all the time. There’s no one time
' when everyone does the same thing, except for group

sexercises for ten minutes ¢very hour-on the hour. ~
\ Environment—Instead of “gym”atmosphere, “glamorous”
undings: (shag rug, orange striped wallpaper, pink 5
ﬁngo orange cushioned machines, pink and orange curs .
1 . N
- N
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. imervals throughout the program (from 10-20 sit-ups; .

W

tains, mirrored walls). Dirtier than bare gym setting—
bits of paper in*rug, smudged mirrors, dirty _ curtains;
dressing room littered with paper, clips, gum ground into
rug; no paper towels in bathroom.
Range of Variation: .

How does this actfactivity vary within itsetf? How
does the experience change from time to time—from per-
son 10 person?

Example: How does the experience of exe;cnslng at
Powers studio vary from time to time?

Program changes—Exercises are increased at schcdulcd

from 10-30 kicks). New exercise$ arc added to increase
the overall program_(“lunges™ and side bend machine
added after 3rd session).

Rersonnel changes—Different people on duty each day,
different people fead the kroup exercise sessions cach
day, {Chnsten jokes as she directs; Patty runs ‘through
the exercises at breakneck speed), moods of personnel
change: friendly and helpful when you start the program;
indifferent to older members; harasscd on a busy day;
relaxed when tt%Sann is empty,

Group changes>Some days I meet friends there and
spend time chatting with them. Other days, there's no
one I know and [ merely exchange greetings with ‘the
people I come in contast with.

My performance-—At the beginning of a new exercise 1
am awkward, uncertain, in need of help; later I become
proficient and can check. my.accuracy myself in the
mirror. On days when I feel good, I exercise energetically
and get through the program quickly; on days when I'm
tired, I move slowly and ineptly. At the beginning of the
program, the employees are helpful, willing 1o explain; as
I'become an “01d”™ member, their explanations get bnefcr
and more grudging.
Distribution:

How does the act/activity fit into the latger context?
Where does it fit in the larger system, jo my total life?

Example: What place, role, function does exereising
at Powers Studio have in my life?  ° . .
My routine—I exercise on my non-working days TTues-
day and Thursday) as a change of page before [ start my
book work. I do it during easier terms. when I'm not
overly pressured (when I had*projects due every week for
Literary Research; I wem to the library on Tuesday and
Thutsday mornings—not to exercise cliss).

My way of life—Provides a modicum of convenient, regu-
lar physical exercise in ‘a lifestyle that is more Jevoted
“to mental activity (studying, preparing lesson plans, grad-

-
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’ I
ing paperg). Provides a measure of self-Centered activity
in contrast to my many other-direcled activities (running
a household—shopping, cooking, duing erands—child-
care—doctors’ appointments, teacher conferences).
Environment—located on shopping street in Squirrel Hill,
convenient to banks, stores; close to my home; I can
walk to it and get the benefit of a walk along with my
exercise.
D. From notes to written statement:
What is my organizing idga? What do I want to say
about Powers Studio?
1 think Powers Studio would provide a better service if
it concentrated on the essentials of an exercise program
_ rather than tbe frills.” . .
What is the audience and purpose’of my communication?
Audience: Director of Powers Exercise Studto
Purpose: To make them gware of weakness jn the pro-
gram, to encourage them to effect a change in the
program. .

Letter to “Powers Exercise Studio™

June 18, 1980 g
Director, .
Powers Exercise Studio -

Pittsburgh, PA 15217

Dear Sir or Madam: #

As a ntember of the Powers Exe;cisé Swdio, 1 am writing ti1is'

letter to offer some suggestions for the improvement of your ser-
vices. The exercise program I'm engaged in at Powers Studio repre-
sents a big commitment ‘of mg timé and energy. As a working
person I have little time available for myself. Most of my time*ls
spgiit -either in preparing lessons, correctinig papers for my English
classes, or in doing the chores that go with running a houschold and
raising ctfidren. Between shopping. banking, doctors’ appointments,
and teacher conferences, 1 havé precious few hours each week for a
purely personal outlet. Yet I feel that a program of regular physical
exercise is especially important for a busy person. An exercise class
which meets several hgurs a week provides the right selution for me.

Through the years 1 have participated in modern dance classés,
the community center, and privately ruif®xercise classes. These gen-
erally consist of a variety of floor and bar. exercises performed as a
group, directed by a traingd phys-ed instructor or dancer. Typically,
the olasses meet at a geguiarly scheduled hour several times a week.
This year 1 decided to switch to Powers Studior because of the
greater flexibility agd ind ividualjty your program‘offers. According

. -
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to your system 1 can exercise at any hour i plcase, on any day of the
~week, and as pften as [ wish. 1 can atso follow an exercise program
p designed exactly for my nteds; | do not have to waste time On/"
exercises to reduce my arms if my concern is to slim my waist, ) .

‘ Lastly, | am weighed and feasured at regular mlenra]s to determine
my progréss toward my particular goals. v &

The above are the positive elements that attracted me to Powers

Studio. Now that | am a member of the program, 1 would like to

‘comment on how your facility has met my nceds. To my way of = 3
thinking, an exercise facility should provide the following basic B
essentials. opportunity for vigorous physical exercise, supervision by . »
trained personnel, clean and adequate physical plant, and friendly

. atmosphere. .Unfonunately. Powers Swdio has neglecied or cllsu:u't»:‘:qa%a

cach of the above in favor of alternative goali; you have chosen to
emphasize frills and surface features instead of more substantial
attributes.

First, instead of presenting exercise in a strmghlforward' fashion,
you fecl-the need to add interest through the use of clever sayings;
members are urged to chant as they bend and stretch to such
rhymes as, “Cals have paws; dogs have fleas; all 1 have are two fat «*
knees.” While the object, no doubt, is to add humor o the exertion,
it works fo the. Gontrary in my casei the rhymes make, nit feel
ridiculods, Secoudly. the time and attennon that [ need in the way
of supervision from your personnel is allocated instead to public .
relations. Your employzees are too busy recruiting prospective mem- e
bers or arranging social events to be available for counsel on exer- =~
cising. l:%:ed il 1 interrupt one of them in her “selling” funcuon

o

with a question about an exercisé, 1 receive a grudging response,
delivered®vith a scow! (a striking contrast to the glowing smiles and .
chatginess bestowed on prospective members). In a:&rogram which
features close body contact with the physical surfundings, it is
important that these‘Ze clean and decent. Here again you give
precedgnce to fritls over essentials. Your glamorous facadc‘{shag .7
carpeting, striped wallpaper, bright pink and orange curtains, color-

ful cushioned machines, mirrored walls), ig marred by popt cleanli-

. ness standards; the rug is littered with bits of tissue, the mirrors are ¢
smeared, the guriains- arc dusty. The dressing. room, unsesn by.
prospective members, is both cramped and dirty; the bathroom .

« devoid of paper towels. Finalty, while congema} telations with other
members of the group make the exercising u:x;u:nencet pleasant, .
extended social contact with them js unnecessary. Yet, you see your

. g:nclion as being that of a social club; you scem to assume that. v

. +Jembers need you not only for -exercise but also for social life. ©
From that follows the many social events You sponsor: “Awards
Night,” “Hit Parade of Platters,” ctc. Promotion of these activities .
takes tim€ and ¢ffort on the part of the employees, time and effort
which yvould be better spent in attending to the exercise programs °
of the members. . s .




P . 106 ‘ Wrising Exercises

-

In closing, as a working mother, my free tigie is too Emited tobe ~ .
wasled on unsatisfying activities. While the idea of your program is
sound, the execution is wanting. Youf basic function® as an eXercise
program has been obscured by gimmicks and glamour. A shift in .
emphasis 1o the essentials wowd give me what 1 entered the pro-
gram for--an elfective physical oullet. #

Sincerely yours,

- ) 3
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Slu&cgﬁ,pccd the opportunity 1o write in a variety of modes to experi-
ence the range of expression that writing can provide. This section offers
such a variety. Readers will find approaches that suggest how students
may become better abservers, thinkers, and researchers as they engagk in
differing writing expel"ienon. While providing varied modes for writing,
these wriling experiences also reinforce the importance of audience and
purpose, both of which are essential to the successful use of any mode.
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. Observation and-Order in the Wr1t1ng
of Description

Norma J. Engberg ;

Sharpening students” powers of observation and helping thetn Use

those powets in Writing comprise the focus of this activicy. [y is sug-

gested that teachers demonstrate through their own writing process

what is involved in effective description and then use this demon-

stration as a method for helping students become more descriptive

grllers Ms. Engberg sent this from the University of Nevada at Las
egas. |

] [}

Author’s Comment

When we write description, we observe an object or a scene by means of
the {ive senses. We know that the difficulty in this kind of writing Yies in
finding the right words—specific and concrete—for expressing the sensu-
ous response. At the same time, w¢ make decisions about the arrange-
ment of details, choosing among spatial and emphatic orders. Here the
difficulty lies in deciding what to say first and in conveying the reason-
ableness of this choice to the reader. An ¢ atic order is often cléarer
and usually easier to handle than a spatial orde ause in the latter,
the reader expectation makes no one sequence of'ydetails preferable
to another. '

Writing Descriptfon J v

When teaching the writing of description, we want the students to dis-
cover by trial and error how to cope with the difficulties inherent in this
type of writing. Practice in the writing of description is developed in a
two-part assignment. First, I ask the students to concentrate on observa-
tion in the description of an object; a week later, I talk about order in the
description of a scene. '

In my ¢lassroom demonstration which takes up most of the hour, I
lead the students through the steps of the prewriting process, proceeding
one-sense-at-a-time through the five senses and asking how that partlcu-
Jar sense measures an object.

108
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“ obscure rather than clarify this sense.

r

" cliché ridden. For everyday sounds, the word associated wjth that found
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We are most dependent on ﬁight, dependent almost to the exclusion of

the other senses. Here the need is to be specific: to measure in inches and

feet the dimensions of the object; then to consider how to fake these.
numbers concrete for the reader. Similes work here, but the writer must
find new ones to teplace the clichés,.“big as a barn,” “wallet-sized,” and
“no bigger than a minute,” attempts to solve the same problem whnch
through  excessive use are now worn out,
Thste is intimately bound up with the sens¢ of smell. Sm ce as children
we were warned niot to put things ifito our mouths, taste for inedible

objects )s-a sense our culture has trained us to ignore. Qur cujture also i

conditions gur respense te odor: among non-food items, we ar/drawn to
the sweet‘sﬁwllmg flower, repulsed by the one that smells hke garbage,
and disappointed in the one that has ne smell at all. There is grobably
more of a reaction to bad smells than to good ones, and we are culfurally’
influenced to try to mask natural bad smells by means of artiftcal good
smells. Even if we are told an jtem is edible, we are ‘feluctant to tastc il
it smells bad.

In dealing %ith the sense of touch, we search for words to describe

textyre, temperature, and substance (weight). Again the pro blem istobe
specific. the writer must not be afraid of getting out s “th

mometer, and must avoid the clichés of the “soft as silk” vanety which
Hearing, pethaps the most important sense after sight, is also the
has become a commonplace, i.e., the wind b)ows. the sea roars, the

snakes hiss, and streams gurgle. N
Having made some generalizations about the senses, I next write

scratch outline notes on the board for specific objects. For this demon-

stration, any objects can be chosen, but I pick two—one inanimate, the
other animate—that interestgne. I don’t try to guess what might interest
my students, and i it turns out that since they usually know nothing about

the particular objects I have chosen, I hold their attention. - .
' " TIGER SHOVELMOUTH -
. KETOH* CATFISH
SIGHT length: 4" length: 22
width: 3" glreh: 16"
- cross-section: 4" man- color: body: grayish-brown
gular (“carinated” back; while belly and
2 -def?). - . throat; random black, verti-
-out pattern: ' cal ("riger”) siripes 2/53"—47
_ combination of rec- in length.
! tangles, tangles, fins: black polka dotson
and.s-curves (“torn - grayish-brown background;
leaves™}. white undersides.
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color: dull sitver-gray head: “shovel” flattened,
. metallic; sibgle pear- % of body length; random
" shaped turquoise is biack freckles on grayish-
“dark blue-green with Hrown background across_
. blue-black mairix. nose and foreheads-brown
eyes. .
barbels: 2 brown, 7*
extending out of upper jaw;
2 white, 4” extendinpwout of
lower jaw; 2 white,.3” from
middle of chin.
- . TOUCH fexturesmooth. texture: Smooth, wet, slippery
. temperature: {due to protecmrc mucous
ambient; ¢old to the membrane).
touch, picks up body  femperature: water (76°-78°F.)
- heat. | cold to the touch
* substance: sterlingssilver;  substance: flesh, bones, and
weight: 3 oz blood; weight: 5 1b.
P TASTE smooth, “metallic”{since  (since—if alive—not ordinarily
. . not something ordi- put in the mouth, same as
' . narily put in the touch). .
mouth, more a .
/" matter of touch). .
. SMELL none, odor of well-aged water, an
’ : environment from which it
. < cannot be separated.

. SOUND ' (since inaniniate, the .10 noise if not moving; at
object must be acted night swiras and churns-up
upon—dropped or water, slaps surface of
hit—to produce a water with tail. -

' , “metallic” sound). :

* Ketoh (alt, garo) is a Navajo word for the wrist guard worn to protect
an archcr‘s wrist from being burned by u‘e bow string.

= As I make up the scratch outline, having the actual ketoh to show and
drawing a rough sketch of the catfish on the board as I go along, I point
out some of the peculiar problems connected with description of these
two objects. Afterwards, we think up questions which we'd like to see the
writer answer, and these show students how other, previously studied
types can be used to support description. For the ketoh, we ask how it is
made (process) and what it is used for (narrative). For the catfish, we ask
how it behaves (narrative) and how it is cared {or{process). -

Just before beginning to.write, the students and I consider who our
audience will be and what we may expect them to know about our
chosen subject. We can write about our object as if for someone who has .
never seen one and who doesn’t know what jt is used {or. This approach
is always a useful self-test for the Writer e¢ven if the subject is something
as common as baseball, hot dogs, apple pie, and ‘Chevrolet. One of
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the mistakes the writer most easily makes comes from assuming that
since the reader knows all about the object, the writer can safely gen-
eralize. Another alternative is the riddle: the writer assumes that the
reader is familiar with the object but writes in such a way as to keep the
reader guessing. In class I read as examples modern English translations
of Angic-Saxen riddles. Of these two possibilities, the students find the
riddle form more challenging‘to the imagination; many choose it, and
in writing about everyday household items such as the toothpick, the
broom, or the grapefruit, many do well with it. . i

On the day the students turn in their descriptions of objects, I talk
about order practiced in the  description of a scene. Again I lead the
students through the steps of thg prewriting process, congidering the
advantages and disadvantages of the various kinds of order. Spatial order
may proceed from top to bottom, from.left to right, from foreground to
background or the reverse of any of these. Emphatic order may proceed |

, from biggest to smallest, or from the most important to least important;
again, the reverse order is equally possible,

As an example around which to construct scratch outline notes on the
board, I bring in an 8" X 107 color photograph of a woman on 2 bicycle
stopped beside a thirty-foot saguaro cactus. This plcture is chosen delib-
erately because the largest item—the saguaro—is not, to the human
viewer, the most important item. To most people, other people are more
interesting than plants.

1 first list in a top-to-bottom™order the vnsually striking features of the
photograph: clouded blue sky, tip of central saguard, body of central
saguaro with its eight arms, and so forth. This process is repeated, but
this time the order is from the bottoin to the top. Simitar lists are made
for left to right, right to left, foreground to background, and background
to foreground.

As we talk about spatial ordeys, we discover that in this picture, fore-
ground to background seems to work best. Then someone points out that
actually this order is nearly the same as most-to-least important; thus, the
reason it seems most natural is not for spatial adequacy but for its ability
to imitate the logic of an emphatic order. We then list on the board
the most important to least important features; (}) woman; (2) baby;
(3) central, eight-armed, thirty-foot saguaro; (4) bicycle and its fittings;
(5) road and gravel shoulder; (6) background saguaros; (7) mesquite and
paloverde, individually indistinct, (8} background mountains and cloudod

' blue sky .

It is useful fo hypothesize the series of questions that govern the
relative positions of the less important. How did the'woman and the baby
get to the base of the saguaro? By bicycle. How did the bicycle get to the
base of the saguaro? By means of the paved road, on whose gravel
shoulder this particular saguaro stands. Only afier these questions arc '
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satisfactorily answered, do we pernit our attention to take in the back-
ground saguaros, the mesquite and paloverde, the far-off mountaihs and
clouded blue sky. The reverse of this order, least-to-most important,
teases the reader; it is not unlike a riddle, but it is more annoying than
amusing. To write a description beginning with the least important jtem
first is an affront unless some very good reason for the suspense is incor-
porated into the description, for example, the mystery writer’s scene of
the crime in which a des%lion of the body s left for last, '

None of these ordersin themsclves—guarantees successful descrip-
tions. All of the spatial and emphatic orders in our scratch outlines have
been made from the standpoint of the observer looking at the picture
from the outside. A different point of view might well make the descrip-
tion more readable. The observer could be placed inside the picture—as if
driving by it a car or standing across the road from the photograph’s
subjects. Alternatively, the observer does not have to be human; we
may imagine a bird on top of the saguaro or a lizard on a nearby rock.
A third choice would be to mgke the narrator a participant; the descrip-
tion might be written from the standpoint of the woman doing the point-
ing. Thege variation$ in point of view also affgct choice of order: if the
narrator is inside the picture, the jtems will take on a different spatial
order from that seen by the marrator outside ihe picture. If the narrator is
als¢ the woman participant, she will not see herself.2s most important, to
her the large central saguaro, will be most important.

- In explaining my assignment, I ask the students to write two descrip-
tions of the shme scene using two different orders, and I suggest that
before they do any writing, they outline all the possibilities just as we |
havg done in class. I further recommend that they choose differing points
of view as well as differing orders for their two versions since this chal- -
lenges imagination as well as technique. .

This two-patt, two-week assignment in the writing of description gives
the students a chance to work on both observation and order. As they
experiment with the various alternatives, thgy come ¢ find their own
methods for combating the difficulties inherent in this type of writing.
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The Great Crisis Telegram:
A Lesson In Conciseness

'\

1

Timolhy Brookes

* »
Composition instructors welcome conciseness in swdem writing.
Timothy Brookes of Qxford University, England, uses telegrams 0
focus students’ attemion on the virtue of conciseness and its :mpor-
tance in exposition..

~ 3"

Author’s Comment

I designed the Great Crisis Telegram Exercise in two parts, one to
promote conciseness and selection of detail, and the other to stimulate
enterprise and initiative. y .0

A Lesson in Conciseness ‘*

The first part consisis of each student in the class receiving one of two
duplicared sheers descnb1 ng a series of events, which might go so melhmg
liké this: .

You are a reporter.for the Daily Objective..on holiday in the
Cemral African coumry of Lugardo, Having spem several peaceful.
days at the capiial, Amnesia, you decide 10 make an excursion w0°
the northern 1own of Mbengwe. At the railway siation, however,
) you discover that the train has been cancelled. According 10 the
- station.master, “The rebals cu the line# Sensing a story you press-
him for more deiails, and he 1ells you that ten tifousand rebels have
been training in the northern mountains for several years, waiting
for an opportunity 10 sweep down and overrun the country in ful-
fillmem of an old prophecy. You then make other enquiries and get
the folloving reponts:

Police: There are certainly rebels, but they are in the east, and are
relatively harmless. They number a couple of hundred. ‘The line
was obviously nov cw, b simply in poor repair, br damaged in
2 landslide. .

Army: A small band of rebels have been causing 1rouble’in the
north near the ling, but the Army has them surrounded and expects
a-victory any morment. There have always bcen rebels in Lugardo,

and there iways will e. . ‘
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Diplomatic Corps Officer (unofficially): The Army is corrupt and
may weil betray the government. The rebels are Soviet-armed and
hope to gain coptrol of Amnesia bgcause of the nearby rich cobalt
mines to the sodth. Official contact with Mbengwe was lost sevetal
hours ago. Amnesia, however, is “completely safe.”

Amnesian Enguirer: Knows nothing of all of (his, but siaies that
several lop Army officers were recently mirdered without subse. .
quent enquiry; and the paper was forbidden to print the story.
Rebels may therefore receive right-wing support. The Pre¥dent,
Mr. Joseph Obuly, is generally unpopular because “He smokes
big cigars.” )
You must send off a preliminary tele;;a:m-a{onoe before the office
closes for the weekend, and the message {excluding address, etc.)
can only be fifty words long. As you enter the office you hear
gunitre, although you see nothing; it is coming from just outside the
town (and the Army f{iving range, You know. is miles away). The
L Objective is a scrupulously accurate paper. HOW WOULD YOU
WORD YOUR TELEGRAM? .

In both pieces the reporter/telegram/newspaper format is the same. I was
surprised by Kow many students were deceived by the red herrings, and
how many didn’t know how to write a telegram. On the other hand,
those who really got interested produced a very concrete apd specific
telegram. We also had an animated discussion on the. news value of 2
* possible crisis. . . .

The second half was a reversal of the first. I had depicted two situa-
tions; one in America and the other in Tokyo (an earthquake). Those
who had composed their telegrams on the first exchanged them with
those of the second group, and vice versa. Each student, therefore, had an
unfamiliar telegram, and was told to write an article for the newspaper on
it. The results were varied. Many merely rewrote the telegram, adding
verbs and articles; but others followed my suggestions and produced
excellent pieces, complete with historical backgrounds and interviews
with the Japanese Consul or Lugardan Ambassador. I was prepared to
accept students’ breaking the strict rules of fact as long as the material in

the ielegram wasn't contradicted or misrepresented. Afterwards, we .

taiked for a whiie about journalism and the "need for accuracy, and
moved easily into a week on regorting s one of the basicsof exposition.

.
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Analyzing a Magazine’s
Intended-Audience g
'(With a Clandestine Exercise in -
Footnotmg Incorporated)

Lynn Z Bloom , '

From letiers 1o a combination of indtclive analysis and simplified
research this sequence of assignments provides siudents with expes
nence in |dcnufy1ng differemi audiences and 1heir needs while devel-
oping expository writing skills. Ms._Bloom submilted 1his exercise
from the, University. of New Mexico, Albuquerque.

L

-

" Author’s Comment

As the audience goes, so\goes the paper. Students, even those with some
lierary expc[ienbe and fjnesse, are often nonplussed when asked what‘, .
audience 1hey're writing for. The insistent questioner will more than likely
find the answer to be thé offhandedly global “everybody,” or the unthink-
ingly particular, “mysélf.” Prodding may elicit the naively specific: id a
. class composed equally of 19- and 20-year-olds, “I'm writing for people
*« . between thg ages of 20 and 30"—which in this tase, intentidnally or
otherwise, excludes the instructor! Or it may calj forth the exclusively
. general. in a class with equal numbers of men and women, “I'm writing
for men, because they understand what I like to write about—camping,
hiking, motorbiking, and shooting —-whereupon investigation reveals
. that 1he women students participate in these activities with knowledge
and gusto! ~ ' .

oy

- b

The Andience,-.lntended Exercise

Students need to become aware of the relationship between one’s writing
and,one’s intended audience, of both the obvious aspects and the more
. subile nuances. One way to enhance their awareness is to have them
determine how they would write three letters on the same subject to three
people of different ages, backgrounds, interests, and relationships#o them
(*My first exam in advanced math,” “How I-learned to rappel,” “The
advantages of learning to drive”). I would have high school studgnts write
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the letters and discuss them in class; coiloge smdems usually grasp, the
implications through class dnscusswn without needmg to actually write
the letters.

Through this (or a comparable d:scuss:on), students become aware of
some of the specific characteristics of any audience which they. must
consider in shaping their argument, determining their level of language,
supplying background or clarifying information, making allusions or
other references, and the like. Examining letters (real or hypothetical) or
textbook readings can help them to recognize the relevance of their own

- writing of the myriad facets of their intended readers’ educational, cul-
tural, or national backgrounds; potential or actual professional, religious,
political, or sexual biases; and predominant interests and other values.!

. Instructors who wish to pursue other theoretical and practical implica-
tions of the ways in which works of literature are shaped to_accommo-
date an audience will find helpful Wayne Booth's observations in *“True
Art Ignores the Audience,” in The Rhetoric of Fiction (Chicago: Unj-
versity of Chicago Press, 1961; rpt. Phoenix Edition, 1967), especially
pp. 111-116.

Then they are ready to write a paper of mducuve analysns, in which
they determine, in as ample and specific detail as possible, the ifitended
readers of a particular magazine. The following list (to which individual

\ instructors can, of course, make their own additions and deletions) elicits _
lively and varied analyses, and serves as well to introduce the students to
diverse, generally well-written magazines that many of, them would not

*othérwise encounter. My current list (revised peatodically) includes these:
Forturie. Harpers. Addaniic, The National Review, New Republic, Dissent,
??'re Neu;,ﬁorker. New York Magazine. New York Review of Books.
ific American, Journal of Social Issues, Daedalus, Christian Cen-
. tuty, Commentary, Esquire, and Ms.

Students must choose a magazine ‘they don’t ordman]y read and
examine at least three issues, from different years and different monlhs in
different seasons. Basing their inferences on the material within the mag-
azine, rather than on their own pneconcept:ons, the students should con- _
struct as thorough and detailed a portrait of the magazine’s intended
readers as possible. They will need to ‘present documented (ie., foot-
noted) evidence from the analyzed magazine to support thejr assertions -
about the readers’ educational level, or range, vocabul.ary level, pre-
dommam interests, cultural background, economic and social status,
sex, religion, nationality, age. range. and. any other characlenstlcs that

" '.  setmimportant. L -

w Evidence may be most readily obtained l'rom such relevant aspects ol'

the magazine as its .

j
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1. Written content {including subject matter of articles; articles’ sim-
plicity or complexity or technicality; tone; point of view; assump-

tions taken for granted) R

2. Literary style (including level of language, amount and nature
of slang, jargon, or figurative language, soris of .allusions and
«quotations, simplicity or complexity of sentence and paragraph
structure)’

3. Dlustrations (absent? if present, consider numbcr, kind, and sub-
jects of photographs, paintings, cartoons)

4. Advertising (nature and cost of goods or services; potential users
of—and payers for—these; the various appeals, pitches, logic and
distortions thereof, or gimmicks of the advertising)

5. Layout (ratio of illustrations to print, and ads to articles; makeup
-of the page; face and size of type; uses of color). ‘

Because this assignment is fairly complicated, ind because the result-
ing papers (consisting, as they do, of abundant evidence, amply agalyzed)
are fairly long, students usually need two or thrée weeks to write it;‘in

. grading, I weigh it accordingly. After the students are fairly far along into
the assignment, we usually devote a sorely needed day to the rationale
and particulacs of Tooftoting and bibliography gompllatmn The inclu-
sion of footnotes—I require ten or more different references—and a bib-

. liography make this paper suntable for a term project or a simplified = ‘\
research paper. '

" This assignment is particularly versatile because of its concerns not
only with the manifest topic of intended audience, but with the incorpor- .
ation of inductive reasoning, analysis of content and style, considerations
of logical truths and fallacies, and matters of layout and design. It pro-
vides a rclauvcly pamless means to teach footnoting and bibliography.
Students enjoy this assignment {even though they work hard to {ulfill i)
because of their intrinsic interest in their chosen magazine, and because
of the many aspects—sonetimes unexpected —of an intended audience
that they discover. They are gleased to be doing “original research™; this

: assignment is difficult to plagidfize )

This assignment is interesting for teachers and other students to réad, .
because of the variety of magazines analyzed, and because of the diversity '
of audienoe characterifics and/or iriterpretations of these charg€rerigtles *.” e T
that the students present. Most imporfantly, it. helgs 1o m&kc the stugens_-

.. «Mmore responsible writels in many ways, namanlarfy in their aftention 1o

s the aq&enc&fnr whlch tlass readmgs and writings are intended and in

';heir increased respect for documcnted analysis and for the mechanics of

-

- documenfauon itself. .
' - - ' . Wl
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. Note N .
-
1. Walker Gibson's d&lssion of the relation of reader to author is particu~
lafly useful. Throughout Tough. Sweet. ond Stuffy: An Essay on Modern )
American Prose Styles (Bloothington, Indiana. Indiana University Press, 1966),
_ particularly in Chapter 2, “Hearing Voices,” Gibson explores the concept that
“the reader, too, like the author, undergoes a transformation, that he too be-
comes a kind of ideal or second self as he expresses himself to the expectations

of the language™ (p. 12}. . bt
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Written Logodrama: . -
The Projected-Experience Essay, .

Al

Robe/rt C. Wess

Exploring cause and effect relationships in theit futures seems (0

work for students in the writing classes of Robert C. Wess of

Southem:l‘eqhnical Institute, Marietta, Georgia. ) -
Author’s Comment

A

The following exercise synthesizes ideas gleaned from two divérgent
sources. The first is Richard D. Kepes's exercise "Write Your Own
Obitvary™ (Writing Exercises from Exercise Exchange, NCTE, 1976, pp,
88-89), which asks students to compose 1heir own death notices by “dupli-
caling the obitvary writing conventions of the New York Times" (p. 88).
The second is Man's Search for Meaning (Pocket Books, 1959), by the
eminent psychiatrist Viktor E. Frankl, jn which he descnbcs the logo-
drama of a suicidal mother despondent over the death of her once-
healthy son while her invali¢ son continues living (pp. 184-186). When
asked to project the vaiue of her life from her deathbed, however, she
“had suddenly been able to see a meanihg in it . ..” (p. 186) through
caring for her disabled son.

From the first essay I embraced the notion of future-orienied essays,
the method of future self-projection, although the obituary topic did not
appeal to me personally. So it was from Frankl's book that I winnowed
content. His theory of lopotherapy {ocuses on future happenings, “on the
assignments and meanings to be fulfilled by the patient in his future . , .”
{pp. 152-153). The creation of the projecied-experience essay, therefore,
wedded Kepes’s futuristic point of view with Frankl’s real-life projections.

»

Exercise One: The‘Teacher s Task (Optional) ’ -
My practice of this exercise tsok the form of a cal.lsc[cffcct ¢ssay. The
effect I wrote on was a major life decision—becoming a college téacher—
and thecavses presented reasons for my choice as seen Bt retirement. The
subsequent essay was entitled “I May Never See My Trophy Case But

19
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Still I Know™ (see summary below), which suggested that although, the
rewards of teaching (its trophies) are often intangible, my reasons. for
choosing this career-commitment were sound and positive.

Of course, this teacher exercise is optional. Not every teacher will be
willing to write the assignment. Since such practice has become more
widely adopted, however, especia&ly since the dawn of the Bay Area
Writing Project, the earnest composition teacher may choose to initiate
the exercise. .

Exercise Two: The Class Assignment

Writing the “projected-experience essay” will require a minimum of two
class periods. During the first period, the teacher clearly explains the idea
of projected-experience writing, hoJ to apply this concept to the cause}
effect essay, and how to apply topic choice to the assigriment. Thegecond
period will allocate time for students to write their own essay afte#having
- * had some time betwegn clagses to absorb the essay idea and to reflect on
: their topic choices. I ’ ’ )

In explaining the i8sa-ef projected experience, the teacher clearly
delincates three things: the future time orientation, the situation, and the
specific effect. Regarding time, the teacher emphasizes the students’ task
.of selecting a certain year of life as vantage point in projecting the essay.
Then the studenf must select a’ particulay life sitvation (e.g., marriage; .
career, avocation) to focus on. Here the teacher emphasizes sitvation-
authenticity, one which truly depicts self. Finally, the student must clearly
perceive this life situation as an effect brought about by a number of
causes. An important part of the writing assignment will be the delinea-
tion of these causes. Structurally, the pattern inciudes real-life “projected

. experience” as weil as specific causes which led to that situation, The
teacher then informs students that one or the other of these causes/
reasons may already have happened in their lives, but some will be pro-,
jected, having not yet occurred. ’ .

The teacher, after providing this theoretical framework for the essay,
contributes an éxample which fits the model, It may be one mentaily
worked out to be presented orally, or it may B an idea already written
out and presented in the form of an outline,-thus providing a technigue

‘ for student imitation. Best of all will be a written example, the teacher’s
wn essay based e real-life projection (see Exercise One). To amplify
- \t is last approach, 1 will summarize an essay which I have written for
) such a demonstration. - . ) : . .
”~ -
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n

My essay placed me in the situation of a college teacher at age

4 sixty-five, ready to retire after tjte current academic year. As seiting
for this situation, I seated myself in the den of my home and began .

responding to_my son's question ongwhy I had chosen teaching as

my career. The “effcct,” of course, was this career choice. The essay

included reasons (causes) for my choice of teaching: my aptitude for

* study, the congenizl Lifestyle a;college teacher enjoys, the gratifica-

lion of helping others, and the” belief that teaching manifests my

Life-Callipg. The essay concthded with the hope tfiat my sharing of

er-Choice causes would help my sonn his own life plans just as

! hopeg my teaching had helped students | taught in pursuing their

own life goals.

»

The above explanation and illustration may take thirty minutes of
class time. The remainder should be given to discussing student topics. I
like to have each student discuss topics with one other student. For the |
first five minutes one studeat tells about his or her plan,for the projected-* ™
experience essay whilé the other listens and provides feedback. For the
second five minutes, roles are reversed. For the final minutes of class, the
teacher solicits some of these shared plans for public presentation and
feedback. As the period ends, the teacher asks studentsto reflect further
on their.topics. In preparation for the next class, they are aSkqd to .
prepare in writing the structure’ or outline they will usé: in writing the
in-class essay. oo '

The second class period is devoted to writing the essay. We hope,
however, the exercise will not stop there. After the teacher's evaluation,
student revision, or both, some or all of these essays may be shared
through oral presentations. In this way, students communicate their self-
visions to peers, compare and reflect on various life_scenagios, and give
further consideration to the projected “lives” they have created.

-

Evaluation . &

I was’impressed with the wide variety of topics on which my stullems
wrote. One projected retirement as a social worker, having “been” a sur-
rogate parent to orphans for thirty years. Another was seen as a retired
kindergarten teacher who had opened persopal doors (as an older student
returning to school) while introducing children to the thrill of iearning.

Some studehits ghose sports topics. One mused on th& reasons for 4
becoming a champion Olympic swimmer. Another was projected as a .
1;etired professional tennis player. A third projectefl experiences as a,
marathon runner.

.
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Still others selected more creative topics. Someone envisioned an alien
invasion and delineated its causes. Another student visualized atomic
devasiation. The effect was widespitead death, brought about by the
1979-1980 lranian conflict having mushroomed in1o worldwide blood-
sheéd. Perhaps the most imaginative of all, certainly the farthest projec~
tion, was the student essay which catapulted its creator all the way into
the next life, as a saint in heaven., Ob\rmusly, for this assignment, the sky
is the limit! .« /

Besides the creativity and imaginative vitality which such writing pro-
duced, this essay assignment also .had practical value for students,
enabling them to corjtemplate and share future life plans. The assignment
accomplished a kind of written logodrama, by which student authors
could visualize and find meaning in certain major life choices they had
depicted {or themselves. : ‘

If the teacher first performs the exercise, the assignment will also bear
{fruit in terms’'of modeling. Insofar as the teacher demonstrates an authen-
tic life decision, to that extent will the student be encouraged to do like-
wise. Not only does the pattern become a source of imitation, so does the
teacher essay, both in its form and content.

Finally, the projected-¢xperience essay may readily be transferred to
other modes of wrjting. For example, a student could describe a future
spouse, home, or career. One might personalize the process of becoming
a millionnaire, an architect, or a gynecologist. Another assignment would
project a future turning point in one's life; for example, narrating a
change in careers, lifestyles, or business partners. Some revelatofy narra-
tives would surely result. As the reader may see, like the exercise itself,
application is as open-¢nded as the imaginations of teacher and students.

L
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Writing as Thinking:
Sglying the Mystery of Deduction

David S_chwab oL

Few people can resist a good mystery. David Schwab capitalizes on
that interest to demonstrate to students the importance of deductive
+thinking in ‘writing. Mr. Schwab contributéd this exercise from
Northwestern University, Evanston, llinois..”

Author’s Comment

\ .
As an armchair physician with honorary degrees in video medicine from
ABC, CBS, and NBC, I take considerable pride in my ability to diagnose
and treat patients portrayed on telgvision dramas. l can spot an aortic
aneurysm while the t.v. doctors are still baffled, and, ‘when the problem is
routiné cardiac arrest, i usually. shout "Defibrillate!” befoxc the para-
medics alight from their ambulance. [ even know when to urge the t.v.
hospltal staffs to use an elet roenoephalograph (EEG). The device records
the elecirical activity of the brain in an uneven scrawl resembling my
attempis*to jot down snatches of dreams whenever [ awake at a predawn
hour in a {og of antihistamines. Once, while hal{-grading my students’
compositions and half- walchmg a t.v. medical team examine the results
of an EEG, I was struck by the.comparison: the graphs on the students’

- *

1

L]

themes were at least as ‘much an expression of brain activity as the EEG -

findings flickering on the t.v. screen. The patient on t.v., [ concluded, did
not have a brain tumor; but a careful diagnosis of my students’ writing
revealed some marginally comatose cases. Sometime after that experi-
ence, | found the beginnings of a cure—a way to -sltmulate cerebral
activity in students (and hence improve their writing). -

The idea of giving students a “who dunnit?” to solve is ¢f course not
new. To test their students’ powers-of*deduction and expression, compo-

" sition teachers have gleaned contrived murder mysteries from detective

magazines, what used to be called dime store novels, and, most recently,
t.v. crime shows. Since English teachers thrive on compiling and revising,
many of the plots students are asked to unravel are horrendously com-
plex, convoluted, full of rey?sals double identities,"double crossés, and
improbable coincidences. Students in high school ‘ot college, however,

123
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should not need rhe perspicacity of Agatha Christie to write their English
papers. The Inspector Clouseaus of the world also need to be accommo-
dated. Responding to this need, I have developed an assignment that is
simple enough for almost any student to complete successfully, yet suf-
ficiently subile 10 challenge even the most adroit ratiocinator. For the
students, solving the “crime” is relatively easy, persuading readers of the
wisdom of theirconclusions in a clear, forceful essay is achallenge.

The Case

Befote I give the assignment, I stress the followmg points {my paren-
thetical notes serve as a teachers guide):

1. Do not assume any facts. (I have had students argue that robbery

, was the motive because, they said, the victim’s wallet was stolen,

: This was the students’ invention. The need to follow directions
precisely is even more absolutely necessary than it usually is.)

2. There is no trick to the mystery. Only one person committed the

crime; there was no conspiracy. The only suspects are the persons

¢ listed as suspects. (The last point may seem obvious, but one
college freshman tried to pin the crimes on the coroner. )

3. The victim was murdered; suicide is an incorrect, 1llogzcal assumpr
tion not supported by the facts. -

4, Start with some sort of introduction. (Some students, casting
themselves in 1he role of Inspector, have effectively used a narra-
tive approdch.) Do not, however, recopy the facts verbatim. Bring
m facts only as necessary to support your arguments. After your
introduction, write a paragraph explaining why you are eliminat-
ing the person who is the least likely suspect. Explain first why
he or she is a suspect; then give your reasons for scratching him or
her off your list. Next, argue why one of thetwo remammg persons
is a more likely suspect than the one you have just { eliminated, but
who, alas, is also not guilty. Finally, convince your readers that

" the remaining suspect is the murderer-—not only because he or she
is the only one left—but also for.good, loglcal reasons that you

. supply -

5. Though the evidence points more _clearly to one suspect than
it does to the other two, a case.can be made to incriminate any
of the three. Accordingly, the success, of your essay depends less
on whom you choose than why. Thus, your paper can still be
fairly successful even i you._designate the “wrong™ suspect as
the murderer.

&
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To whet the students® appetites for sleuthing, I give those
instzuctions to them verbally at the class meeting immediately
preceding the one at which they write. On the day they actually do
the assignment, I hand out the following mformauon at the
beginning of class: . .

Using deduction as your method of analysis, determine who
killed Philo Farnsworth on thé basis of the facts given. {Do not
assume any facts.) First, state your reasons for €liminating one
suspect. Then, explain why you must eliminate another Suspect
from consideration. Flnally, using deduction, determine and explain
clearly who killed Philo.

On Friday, April 18, Philo Farnswonh a thirty-five-year-old
professional football player, was found dead in hi$ house on State
Street. The coroner teported that Farnsworth had been murdered
and that the cause of death was strangulation. The coroner also
reported that death occurred between 6:30 pm and 8:30 pm. Police
have three suspects in the tase. Chives, the butler, always liked
Farnsworth. Several witnesses swear they saw Chives running from

. Farnswotth’s house at 9:00 pm on the evening of urder. Uncle
Flatface, a fifty-five-year-old laborer, was inside Farnsworth’s house
atthe time of the murder. Uncle Flatface-hated Fasnsworth because
Farnsworth never gave him any money. Aunt Fungus, an eighty-
five-year-old retired schoolteacher who was also inside the house at
the time of the murder, had frequently threatened to kill Farnsworth
because she ﬂlsa'pproved of his habit of drinking too much bourbon
every night.

The Trial ’, . ' . -

1 always return the papers at the very next cla.ss‘meeting, for the students
are so curious to hear the case expiained that putting off this vita feed-
back would be as unsatisfying, anticlimactic, and unfair as withhelding
the last page of a murder mystery from one desperate to know the
tale’s cutcome, ‘

My analysis, 1 explam is based on three criteria: monve, opportumty,
and means. | then take up the three suspects in an ordet different from
the one used in the recitation of the facts (which is, not coincidentally,
alphabetical).

I begin with the hapless butler. Chives is the only suspect whose age is
not given. One may reasonably infer from his position as butler that he is

.not young, but his running would also suggest that he is not terribly old,
either. In short, Chives may well have possessed the physical strength
necessary to strangle a man. Chives, therefore, had_the means to kill
. Farnsworth. The most obvious defense one could make for Chives, how-
ever, is that he had no motive: one must take as a given that he “always
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liked Farnsworth.” Yet there is another, mor¢ subtle and intriguing
argument Chives’s defenge counsel could uvse in the unlikely event an
inexperienced prosecutor put the butler on trial. The murder occurred-no
later than 8:30 pm. Chives was scen running from the house at 9.00 pm.
But has Chives been placéd at the scene of the crime when the crime was
committed? The answer is self-evident: opgmunit’y for Chives cannot be
established from the facts,

Chives, then, is the first to be eliminated. No, the butler does not
always do it. What’s that? His hasty retreat? One could surmise that the
unsuspecting servant entered the Farusworth residence shortly before
9:00 pm and found his master dead; homﬁed the butler-ran from a sight
he could not bear to dwell upon. | am not assuming that this scenario
must have occurred, but it is consistent with the facts and quite plausible.
The argument that Chives is guilty solely because of his theatrical exit is

. utterly unconvinclng in the absenee of mative and concern. .

Of the two remaining suspects, suspicion falls next on Aunt Fungus. If
nothing else, Aunt Fungus had motive. Indeed, no police inspector worth
a sixpence could fail to suspect strongly a person who had threatened—.
not just once but “frequently”-~to commit the very act that is the subject
of the inquiry, Some will argue that an e:ghty-ﬁve—year-old ‘weman _could
not possibly have strangled a thirty-five-year-old professional football
player. Two Jines of analysis. First: while Fungus probably could not
have commiticd the deed, the possibility cannot be overlooked. Farngg
worth drank “eve night.” Fungus hated his drinking. If she killed him

as the resul! of premeditation, then perhaps she waited until he had

. imbibed a sufficient quantity of liquof to render him nearly helpiess to a

surprise attack (possibly from behind) by a spry, monomaniacal enemy.
Implausible? Highly. Impossible? Not af all. Second: to those who put
sentimentality above logic and argue a) a dislike of drinking is nof 2 good
reason to kill someone; or b) the old lady's threats were never meant to
be taken seriously, her extreme advocacy of temperance being instead a
mamfestatmn of her love for Philo, I would reply a) people are killed
every day for motives most of us would consider tragically trivial, and b)
repeated threats t0 murder someone who docs indeed tuen up murdered
can scarcely be dismissed as unique expressions of love. To sum up:
Fungus had motive and opportunity, and, possibly, the means to commit
the crime. The last premise, admittedly, cannot be firmly established.

The remaining suspéct is none other:than Uncle Flat{ace, and he is the
killer! He had a clear motive and he had the opportunity_to kill his
nephew. Alfo, one can reasonably assume that the fifty-fi tve-year-old
laborer had the physical strength required t6 kill Philo (cspeclally since
the victim drank bourbon “every night”),

-

-
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As I explam my anal)'Sls, l fill in a chan on the blackboard. The
finished’ product looks like this: ° .

) Motive B Opportunit-y Means
Chives . X -
Flatface X . X pe
Fungus X X ?

To those who arc disappointed becaule the mystery is so straight-
forwardly solved, I'offer an ironic twist. Students whe become self-
conscious about wriling in a certain rhetorical mode often lose sight of
the objective.of their assignment. For example, a student who is overly
concerned that the theme be “a cause and effect paper™ (whatever that is)
*nins the risk of concentrating on the nieans and slighting the end. In
handling the Philo assagnment students become so involved in persuad-

deduction as 4 means to that end, often with impressive results. Papers
that, to the students, start out as just another exercise in the use of a
thetorical mode (deduction) often become sound examples of persuasive
writing, the means being subordinated to the all-important end of causing
readers to nod their heads in silent agreement with_the papers’ arguments.

In the course of writing the papers, the students are forced to think.
The pens moving.across the tablets chart the pupils’ thoughts in a series
of graphs called* themes. EEG’s should be s0 indicative of brain activity.

\

ing their audience of the correctness of their conclusions that they use *

-




Adele Pittendrigh

’ Developmg writing expcnenoes which_approximate those encoun-

tered in the real world is not always easy, Adele Pluendngh suggests

-+ one way that students can use their owh experiénces while prac-

ticing a king of writing often employed in professional fields. Ms.
Pittendrigh teaches a1 Montana State’ University, Bozeman.

Author’s Con:'lment

The $500.00 proposal imitates grant proposal writing—a form of real-
world writing with a tangible, practical outcome. For students who some-
times cannot see the value of writing “another essay,” the proposal oﬂ'el:s

_ achance to practice the kind of writing that is needed il many profes-
sional fields and whose value—money for a project—is hard to miss. The .
$500.00 Proposal allows students to draw on their own experience and 1o
explore their frystrations and complaints about school or a job. Like real
grant proposals, the project asks student€ to go beyond complaining and
requires students to think through a clear definition of a problem, a
workable solution, a justification for their particular solution, and a
method of evaluating the solution should the proposal be implemented.
Unlike a real proposal this project does not r€qpire a budget; instead,
students must imagine that if their proposal is adopted, they will receive a
cash prize for theirideas and a task force will be assigned the job of
implementing their proposal. The project can be written by individual

. students or by teams of three or four students. Student groups, acting as -
Jjudging committees, can also evaluate the proposals and award the prizes.

Here’s the hand-out I give students at the beginning of the project,

The Assignment

|4—.

Have you ever thought you knew how to improve things at your school
or on your job? Often students and workers, who see the school or the
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" job Trom their own point of view, can see problems and come up with
solutions that administrators and supervisors cannot sce. Here’s a chance
to use your expertise to make a recommendation for improving your
school or your job. . b

For Projec: A N

The Committee to Improve Education in Montana {mame your own’
state) is seekmg proposals from former or current students for practical
ways to improve education in the state. The Committee invites proposals_ v

_for improving elementary, secondary, or college education. Applicants
may suggest changes to improve academic instruction, student motiva-
tion, preparation for high school or college, sociaf or recreational oppor-
tunities, sports programs, relationships between students and faculty or
administration, methods for teducing stress in student life, or any other
aspect of school life, The Committee hopes proposals will address sig-
nificant but often heglected problems, The Committee will award three
$500.00 prizes to the authors of the best proposals. )

To Alf Applicants -

1) All proposals must be pracucal in other words, all suggested
changes should be-ones that can actually be implemented.

2) Each proposal should show hf)w the desired improvement can be _
made. If, for example, you propose that there be better communication .
betwéen administration and students, you need to show specifically how
the improvement can be Tnade. A monthly newsletter from the principal,
or a role for student representatives on particular commijtees, or weekly
administrative open-houses might be your specific suggéstion for reaching
your goal of improved communication.

o 3) Each propegal should.be submmed in the form outlined on page 130,

After you have written parts I-IV prepare a covYer sheet for your
application that has your name and a short sufnmary of pasts I-IV.

Alternative Profect B

The Committee for Improvement of the Workplace is considering similar
proposals. If you have a job now or have worked in the past, you may
make a proposal for improving the place where you work or for improv-
ing the Quality of the service, product, or method of gettmg the job done.
Follow the guidelines for Project A. .-

. o 143
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Group Ev‘alua(ions‘

If student groups are going to evaluate the proposals, each group shoyld
receive the proposals with the cover sheet (including the name qf the
author and the sumnmaries) removed, and with an identification number
assigned to each proposal by the instructor. Students will also need &
copy of the criteria for evaluating the proposals and evaluation forms (sce
page 131) for each propesal thcy are going to evaluate.

Criteria for Evaluating Proposais to Improve Education

, Since the purpose of the project is to identify problems and suggest
solutions that will improve education, the most important cnteria must
be the potential for the proposed change to make a significant improve-
ment in education. Since a task force will be responsible for implement-
ing the winning proposals, it is essential that the members of the task
force be able to understand exactly what they are to, do; therefore, judges
need to be certain the suggestions are expressed clearly in the Eoposal
judges must resist the temptation to elaborate themselves on what the
author has proposed.

The Committee to Improve Education
Application Form

Part I: “Definition of the Problem: Describe the c\xisting situa- | »f
tion and show that there is a problem.

Part 1I: Plan of Action: Spcc:lfy the change to be made, and -
.~ show specifically what the task foroe will do to make thé
change.
Part I1l:  Justification for the Plan: Show how the change you are
' proposing will solve the problem and improve educa- .
tion. Discuss the probable consequence of making the

change.
0 Part I¥: Methods of Evaluation. Show how the task force can
measure the effects of the change, if your proposal
is implemented, to see whether the change solved, the
Ca ) problem. v .
‘
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L. The groups can then tally the points and either award the highest scoring
application the prize or try to reach a consensus within the group. The
evaluation forms can be given back to the authors so that they can see
how their peers reacted to their writing and how clearly they were able to
communicate their ideas.

t

-
* ¢

EVALUATION FORM
Proposal #

Ffrst, read the proposal carefully; then briefly summarize in your
own words the main ideas iireach section of the proposal.

Part I: Summarize the existing problem.

* Part II: Summarize the change to be made.

Part iII:  Summarize the justifi;:ation for the change.

Part IV: Summarize the method of evaluation.
Assign 0-10 points for cach part of the application and briefly
explain your reason for assigning the points as you did.

I. Need for the proposed change. # of points

II. Possibility of implementing the plan.  # of points
III. Potential ofpropo;ed plan to solve

the protllem. ) ¥ of points
IV. Method of evaluating the plan. # of points _
Total#ofpoints - |-
& 1
7~
A




Causal, not Casual: - - .
An Advance Organizer for Cause
and Effect Compositions .

Terey Dean

“Although students seem to understand cause and effect relationships
in their own lives, they have difficuity applying that understanding
in their writing. This model will assist students in making connec-
tions between their past experience ard the situations they encoun-
ter in their writing. Mr. Dear’is at the University of Callforma,
Davis.

Author's Comment

For many college students, particularly eniering freshmen, cause anEl
effect relationships pose problems. To begin with, the word' “causal”
is perceived and understood, as “casual,” a mistake often refiected in
‘the level of analysis in the coroposition itself. Students who manipu-

late causal relationships reasonably well in their everyday lives become

bogged down when asked to write a cavsal paper. Why? I Tound that
many students had little if any formal instruction in analyzing causal
relationships, and when confronted by college assignments, had no ideas
where to begin. I have tried to minimize this confusion and bridge the

gap* between past experience and college assignments by using what

David Auisubel calls an advance orgagizer.! .

Simply stated, an advance organizer defines and gwes examplcs of
the unique characteristics of the concept you arealeachmg, and it relates
this concept 1o past, present, and even futugé experience of the student.
The organizer provides an intellectal framework upon which to hang the
specific details and probléms the studerit will encounter when reading or
writing a cause and effect essay. At each step in the presentation of
the organizer, the general concept is clearly defined and explamcd and
related continually to the student’s past experience. The process is not
an inductive one where students muUst discover the relationsbip on their

own, mstead everything is laid out as,clearly as possible. The assumption
is not that students do not know how to manipulate cause and effect

relationships; their past experience shows they can. The teacher’s job is

132°
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to make connections between this past experience and the present situa-
tion where the student is having difficulty.

The 'Apbroach

In presenting the organizer, I try to'relate the genera) concept not only to
the composition as a whole, but to the raph.and sentenice as well.
To begin, write three pairs of sentences on the board. Those sentences
work best that in some way interest the class personzlly and are fun
to analyze. .

&

1. Francisco ran out of gas. His gas gauge broke. .
2. Venetia got an A on her.midterm, She studied harg.
3. Veda smiled. Mark asked her for a date. '

-]

Ask students to copy the sentences down and identify the elements in the
causal relationship by marking a C over the cause and an E over the
effect. The first two examples pose few problems, but the third can go
either way. Next, ask students what words could be used to indicate the
cause and effect relationship between the two elements. Put as many
words as possible on the board; they will be used later to work with.
causal relationships on the sentence level. Write two more sentences on
the board. ’

4. Billy Martin was fired.
5. Billy Carter stopped drinking beer.

Ask students to copy the sentences down.g'ave them write an effect for
number four and a cause for number five, joining the sentence they write
to the given sentence with an appropriate connector word. Have the
students share with the class the variots sentences they have written. .

Once s%an identif’y the elements iff a causal relationship, ask
them to define both “cause” and ‘ieffcct_.” 1f the answetware ontarget, put
them on the board. If not, keep probing. A slightly wrorg definition is
preferable to none. The goal of this discussion is to 'show that causg and
effect are defined in terms of one another. Bringing a dictionary to'class»
and having the students check their own definitions with it 15 8 Food way
to demonstrate this pdint. When students realize that a caud¥ and an’
effect are connected, you can focus on the strength of that co:i?gction.

and introduce the concept of degrees of causality. o - rd
F . »

)
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I introduce this concept by listing the appropriate adjectives, verb.
forms, and adverbs that can be used to indicate the various degrees
of causality.

necessary will always
» Drobable should almost always
'possible could sometimes
unlikely . shouldn’t seldom
no way won’t never »

s
The example I use to test for degrees of causality is, “what produces good
gas mileage? The causes most frequently mentioned are good mainte-
nance, driving habits, driving conditions, and an economy car, Using
the words on the list, see if students can determine the strength of the
causal connection in each case and which causes are the most significant.
You can go back to the first three sentences you put on the board
and make the distinction between single and multiple causes. Stress this
distinction because many students {ail to consider alternative causes that
go back in time and those that exist at the same moment ifi time. One
can explore the possibility at this point of tracing causal relationships
{rom the present moment back to the beginnings of the universe. Nothing
" is more fascinating than trying to establish historical cognections that,
relate to you personally, and nothing is More difficelt than trying to
demonstrate the valldlty of those connections,
Instead of going back endlessly, mul'tlple causal relationships aise exist .
at the same moment in time, Almost any current event that students are
familiar with can be used. Here are some causes my students came wp =
with to explain the events at Jonestown: . .

Fear : - N
Force
Racism-. R

g k]

Idealism

Brainwashing SRR .
Economics .

B I o

For both multiple relationships going back in time and those exXisting at
the same time, analyze the degree of causality in each instance and make
distinctions between the more significant and the less *significant causes,
By identifying and defining the elements in a causal relationship, by
testmg the strength of the relatwnsl'uﬁ and by dlstmgu:slnng between
single and multiple causes,yoq have presemed the main characteristics of

L4
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a !:ause and effect relationship which would be reguired for most papers.
You could, of course, mention that many people doubt the existence of
cause and effect relationships altogether, but then students are not likely
to have to write caysal papers for those teachers. Once students under~
stand these basic concepts, you are ready to make connections between
their past, present, and future experiengeas In each case, call attention to
the source of the data used to establish the strength of the causal connec-
tion, thé difference beiween the source of data used in past experience
and that used in college accounts {or many of the problems students have
with causal analysis.

To make people aware of how pervasive cause and effect relationships
are, I ask them to recall the earliest fime in their life when they initiated
an action in order to bring about a specific result. Since children learn
very early to manipulate parents, students can usually get back to when
they were five to seven years old, and sometimes easlier. In each case, te5t
the strengih of the causal connection and identify the sousce of data used
to verify it. In all of these situations the dala come from rcmcmbercd
personal ex perience. -

A useful example of a causal relationship in the present is “what

causes good grades?” If people say that studying causes good grades, test
to see if that is a necessary cause, Provided that you have some knowl-
edge of study technigues, you can combine causal analysis with some
study-skills review. Once you have a list of causes 6n the board, see if
students can decide which are the most significagt and which nced 10 be
defined more pregisely. As you can see from the following list developed
in a class, it does not take long to discover the complexity that cause and
effect relationships can have

Causes of good grades: © - .

I 1Q (what is 1Q?) -
2, Study time

3 _Attending class

4’ Eating right N

5. Enthusiasm .
«6. Motivation (different from enthusiasm?)

.

*

Again, most of the data used to test the strength of the causal connec-
tions will come {rom personal gxperience, although some students may
have additional data from articles they have read on study technigues.
. For cause and effect relationships that students will encounter in future
college courses, I use actual exarnples from midterm and final exam
questions. One migterm for a history class asked students to analyze how

-
-
-
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class, sex, race, and ethnicity affected the work options available to work-
ing class women in the late nineteenth centiiry. A psychology exam asked
. Students to examine the validity of the hypothesis that people with an
extra Y chromosome had a tendency toward violent behavior. Ask stu-
dents how they would go about testing the strength of the causal connec-
tions in these instances. Then compare the cause and effect relationships
in these coliege assignments with those in the students’ earlier experience.
Is the nature of the relationship any different? Are the causes or the .
effects any more or less compllcated? If you discuss, these questions long
enough, it will bécome clear that cause and effect relationships on the
college level may or may not be more compléx. But the real difference is
the source of data used to prove or disprove the relatiopships. One is not
dealing with daja from personal experience as much as orfe is dealing
with‘sgcondary sources, data {from reports and books, data which first
must be ‘well assimilated before one can deal effectively with the caunsal
relationship. This means learning and [internalizing the required data to
the point where it becomes almost as familiar. as one’s personal expe-
.rience. For ‘students who believe that if they have read an article or
chapter once, then they aré ready to write on lt, this will introduce
the idea of mastering the matenal before they attempt to test the
causal relationships.

It is also useful to challenge the concept of causal relationships that
has been presented by.examining situations' whlch. seem to have the quat-
ities of a causal relationship but whlch are flawed in some way. The lists
of logical {allacies that most rhieforic books contain can be useful but it -
is better to make students aware that in order to. establish valid causal
- relationships, they need to ask questions and demonstrate the answers
they come up with, Being able to question and prove the strength of a
causal connection will be more useful in writing than simply recognizing
a post hoc ergo propter hoc relationship.

The presentation thus {ar takes thirty to forty minutes, depending on
how {reely you let the class participate. In order to change the pace at this
point, I have students work on sentence-level cause and effect relation-
shipsdising the connector words they wrote down at the beginning of the
class. I supply thenr with some information and have them make up the
- rest on their own, using some cause and effect patterns as a guide.

1. Make up an active voice sentence. Call this sentence X. Finish the
, sentence using this pattern: X,F because Y. ; )

2 Jerry Brown gives a speech — X. Complete the pattern Whe
X/Y. g
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3. I graduate from coliege — X. Complete the pattern Provided that
X/Y.

4. A doctor discovers a cure for cancer -~ X. Complete the pattern
X/therefore Y.

5. Women may be drafted — 'X. Complete the pattern Because X{ Y.

An alternative to this exercise would be to take'a sentence-combining
exercise which contained causal relationships and have students do that.?

1. Ou} problems are solved. &
2. Calvin chairs the program himself.

3. Calvin keeps his word. p

4.. Calvin finds someone to chair the program. ~

For the remainder of the class peri&d (in my case I have a two-hour
period in which to work) students can write a short essay analyzing a
causal relationship contalmng at least three causes. As an alternative to
wmmg an essay, one could have previously assigned a causal essay for
outside reading and then dicuss the €ausal relationships in the essay.
This could be %up the next class period with an in-cldss essay
based on the gutside ing. - -

The advantage of the organizer is that it clearly defines the elements_
and steps in the process of causal analysis and allows studénts to recog-
nize where they need work. For many people it is a tool for working
in unfamiliar terrain. By pointing out similarities and differences in past,
present, and future experience, it provides a bridge between the known
and the unknown and helps to eliminate the “casual” from causal analysis.

Notes .-

1. Paul D. Eggen, Donalg P. Kauchak, and Robert J. Harder. Strategies for
Teachers. Information Pracessing Models in the Classroom (Englewood Cliffs:
Prentice Hall, 1979}, pp. 258-308.

2. Both the sentences to be combined and the causal patterns are from a
book to be published by Willis Pitkin. His particular approach to sentence
combamng emphasizes different bmary relationships, in this case cause and effect,
and is particularly useful because it cap be used to reinforce basic thought
processes on all levels of writing. essay, paragraph, seatence. The theory behind
this approach is explained ln the anicle, *X/Y: Some Basic Strategtcs of D.s-
coursc,“ College English, March 1977, pp. 660-672. . A
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Values Clarification through Writiﬁgf |

Richard A, Strugala

Using a values clarification activity, Richard A, Strugala of Mid-
dlesex County Caollege in Edison, New Jersey, helps his students
make connections between thinking and writing. The result is a
writing assignment that asks students to define and _analyze spcaﬁc
yalues in theirfivés,

Author’s Comment_ ;

. The idea for a writing activity based on values clarification originated in

a graduate course on group theory and practice. Although }hgqqgiginal
experience dealt solely with the dynamics of group, decision saking and
individual decisions regarding group definition and priority, | have since
modified the original exercise to work in a writing cpurse.

\

-

<J

As my {reshman composition course proceeds through a developmental
sequence of writing tasks, a need for a creative approach to,the introduc-
tion of exposilory writing becomes apparent. Since the integration of
writing and thinking is recognized as vital in the development of writing
abilities, the values clarification experience presents itself as a natural
bridge for the students to receive exposure to both procgsses. It also
allows the compleie language experience. thinking, speaking, listening,
writing, reading, This cross-nuriuring helps studem.§ to identify, aceept,
and express their ideas and feelings concerning their values. It further
introduces them to the process of self vappralsal and conoeptual reflection
which is the hallmark of inteliectual and cognitive matunty

- -

The Activity

Students are presented with ten values ({freedom, pé‘aoc, sincerity, social
success, faith, wealth, happiness, love, health, friendship) written ran-

138 ' C .
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domly by the instructor on the blackboard. I emphasize 1o the class that
) the order in which the elemegnts are listed does not in any way convey a
. sense of ordered importance. Individually, working alone, the students
are asked 1o rank order the ten elements from most important (#1) to
chisl_ important (#10}. The students then select a partner and in a limited
" amount of time (a[}prqximalely 15-20 minutes) they are required 1o for-
mulate a composite ranking that both partners agree on. After the work-
ing time has elapsed, the students list their composite rankings on the
blackboard. The lists are numbered and identified by the first names of

the students in the dyads. We then analyze the rankings.
An instructor may utilize any procedure for this analysis. For instance,
1 begin by examining what values are placed first. Then we usually look
at the top three choices across all the groups. An individual value or set
of values might be isolated and their placement examined. Some interest-
ing linlﬁes might be explored (e.g., wealth and social success, freedom
and peade, love and friendship, health, etc.). One or both partners are
asked 10 explain the ranking of a particular value. An examination/
debriefing of the process for achieving a consensus is also conducted.
How did the dyads arrive at their Jesisions? Were certain values easier 10
rank than others? (implicit in this question is whether it is easier 10 rank
extremes than it is 10 decide the middle rankings.) What role did com-
promise play in the composite.ranking? Did students “trade off™ the
placement of one value for another? Were there instances of “natural”
agreement? Were there instances when no agreement was possible? Why?

or Why not?

Since I Kave utilized this actmly for five years, 1 share the various
rankings that have occurred throughout this time span as a conclyding
portion of the in-class discussion. In examining these past decisions, we
explore the impact of societal influences on individual value choices’and
the implication of developing and integrating individual priorities with
those of peers, family, and community..

L

The Writing Assignment

Based on the indiv,dual ranking and class discussion, each student is then
required 10 complete a writing assignment. Within the essay format, stu-
dents are asked 1o develop a personal definition for the term “value™; to
discuss how they determine whether a concept is of value {0 them and
how they arrive at such a decision, to speculate about the origin of values
by probing whether values are learned or biologically inherited; and to
examine how society transmits values through cultural, political, and

L)
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, :
religious institutions. In addition, students are asked to explain the rea-
sons for their first three choices which they listed in their individual
rankings. They are asked to present their rationale in a logical and com-
plete discussion and to outline the sequencing of their choices.

.

Assessment _ .

The in-class discussion and writing activity stimulate a definition and
discussion of values as concepts with application to everyday life, career,
family, and social concerns. There emerges an articulation of the relation-
ships among different categories of values based on the definitions pro-
vided by the students. The assignment encourages students to appraise
their judgments in relation to spwgs times, places, and other environ-
mental and cultural influences.

_—

)
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Using Persuasion to Plan
a Moon Walk : ‘

Muriel Harris

As preparation fof writing a persuaslve essay, students in Muriel
Harns's classes engage in a series of problcm-solvmg activities that
foster awareness of the important elements in persuasion. Ms, Harris
submitted this exercise from Purdue University, Lafayette, Indiana.
F

Author’s Comment

Rhetoric texts used in composition courses usually have adequate dis-
cussions of the modes of persuasion ysed in argumentative writing. How-
ever, like most textbook presentations, these descriptions tend te lack
vntahty and leave the student without a good technique for turning theory
into practice. In order to breathe e into these descriptions and to
heighten students’ awareness of the power of persuasive tactics, we need
to provide an opportunity for students to argue with the natural vigor
they are capable of outside the classroom. Then, When they wish to
examine how persuasion really works, they have a live argument to
analyze. An assignment that I've used, which provokes this kind of cross-
fire, is one that I've adapted from a NASA exercise in group decision
making. This exercise works best when students are not aware of the real
purpose of the assignment until after the results have been discussed.

El

Bcing Persuasive

1. The first step is to prepare an exercise sheet which explains to the
reader (in rather vague terms) that he or she has just crash-landed a lunar

landing module on the moon at Point A. In order to survive he or she _

must get to the intended landing site at Point B, a task which will require

some traveling across the moon’s surface. The heavily damaged modulf‘
has only fifteen items which are still usable, and these items are listed on

the exercise sheet. The reader is asked to rank thislist in order of impor-

tance, assigning the lowest numbers to those items which would be most

valuable to take along The list includes the following:

v 141
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A box of matches

Food concentrate’ -
'~ 50 {eet of nylon rope
Parachute silk
Portable heating unit ’ .
Two .45 calibre pistols '
Stellar map (of the moon’s constellations)

T-poweted FM receiNer-transmitter
Two 100 Ib. tanks of oxyg
Life raft
Magnetic compass
5 gallons of water
Signal flares

" One cs. dehydrated Pet milk

2. During a class hour several days before we begin to work on per-
suasive writing, I give one of these sheets to each student to fill out. I find
that I need to assure the students that this is not a test, but 1 won’t
explain or offer any elaboration of anything on the sheet. [ also stress
that each student must complete the sheet without consulting anyone else.

3: Several days later, I split the class into a seties of small groups, and
I again distribute those same assngnmem sheets to each person. This time,
however, I explain that the assignment will be tried as a group exercise.
Each group is to come (o an agreement on their rankings. When all
the groups have finished, usually after lengthy (and loud) discussions,
I return to the students the sheets they had previously completed on
their own. )

4, Whenfevery student has both sheets in hand, individual rankings
plus those decided on jn the group, I ask everyone to compare the hsts to
see how different the rankings are. ] then ask students to think about why
or how they were persuaded by others*in the group to change their
original ordering. How, I ask, was each person persuaded to assign num-

* bers which were different from personal decmorgﬁ made earlier? If the
group decisions are similar to the student’s original sheet, how did that
person influence the group to accept such an ordering?

As various students begin to offer explanations of what happened 1

" list their comments on the board. In their own terms, students mention
that they were persuaded by someone who seemed to know what-he or

El{llC 155 _. o




ERIC

Aruitoxt provided by Eic:

Modes for Writing " : 143

P
she was talking about (i.e., the power of the authoritative voice); they
admit to changing their minds after being given facts about the moon's
atmosphere, temperature, magnetic fields, etc., that they hadn't previously
Known (i.e., the use of facts to persuade). Usually, examples of deductive
and inductive reasoning are mentioned, as well as some appeals to emo-
tion. Textbook discussions of questionable tactics such as “the band-
wagon approach™ come alive as students consider Et'fhcther or not they
were being manipulated into going along with the rest of the group.

When we've exhausted all the modes of psriyasion that had been used
in the group decision-making process, we are i®ady to turn to our text-
book discussions. We examidg the way in which the text describes what
has already been mentioned. we look at other strategies that hadn't
been used, such as knowing the audience the writer is aiming at, are also
discussed in relation to the students’ recent experience in persuading each
other 10 make decisions. When the students turn to their own persuasive,
writing. they usually have a fairly clear idea of how to use strategies =
of persuasion, )




. The Assignment ' _

Persuasion for Survival

Kathleen Kelly

. 1

Kathleen Kelly of Babson College, Wellesley, Massachusetts, offers
an approach which introduces students to Rogerian argumentation
and then has them demonstrate their understanding of the Rogerian
principles by using them in [etter writing.

Author’s Comment

Many composition texts have begun to include chapters on Rogerian
argument as a way 10 teach argument and persuasion. (The classic discus-
sion appears in Young, Becker, and Pike, Rheroric: Discovery and
Change, 1970.) The Rogerian approach to argument helps novice arguers
avoid two major traps into which they frequeml{ fall: b

1. That of treating the opponent’s position from the outset as if no
one could possibly hold it; and

2. That of offering their own position ‘with r;o awareness of the
objections to which it might be open. /

The Rogerian strategy for arguing demands two things from writers:

1. That they suspend evaluation of the opponent’s position until they
can understand it from the opponent’s point of view; and

2. That their own position be bujlt upon values and knowledge they
- share with the opponent. : :

-

»

An excellent ¢ssay assignment consists in asking students to write their
own Rogerian arguments iff letters, trying to convince others they know
to change their mind about an issue of some significance t0 them. My
students have written letters like these:

‘A letter to a friend convincing the friend not to fire a good
employee who blew his or her stack at the supervisor;

-, ) "
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A lcuce 1o a tennis coach convincing the coach not to be sych a
severe taskmaster it the first weeks of practice;-

A letter to a friend con¥incing the friend that one can stop smoking;
and ’ :

A lettcr to a friend conyincing the fricnd that duck hunting is not a
crucl and mindless sport\

Preparation for Assignment

i

N

Students, however, often find it AJfﬁcull to really suspend evaluation of
the opponent’s position and to empathize with that point of view. This
is when the following incident described by Bruno Bettelheim in The
Informed Heart becomes a powerful example of Rogerian strategy in
.action. (This incident is excerpted in Young, Becker, and Pike, Rhetoric,
though not in the section devoted to Rogerian argument, many teachers
familiar with the text have thus overlooked the excerpt’s usefulness here.)
In the incident, Beuelheim is a prisoner in a Nazi concentration camp.
Bettelheim needs treatment in the camp’s medical clinic, but has to per-
suade a sadistic SS officer to admlt him. Beitelheim’s appeal 40 the SS
vividly demonstrates that even an’arguer {acing an opponent’s deadl)r
hatred can “understand the sjuation from the opponent’s point of view”

and “appeal 10 values and. knowledge onie shares with the opponent.”

-—ﬁ(rom The Infar{nea‘ Hea{tl R

. In the winter of 1938 a Pollsh Jew murdered the German
attache in Paris, von Rath. The Gestapo used the event to step up
anti-Semitic actions, and in.the camp new hardships were inflicted

: on Jewish prisonerg One of these was an order arring them from
" the medical clinic unless the need for treatmient ongm;ted ina
wotk accident. - i

Nedtly all prisoners suffered from frostbite wlm:h often led to
gangrenc and then amputation. Whether or not a Jewish prisoner
was admitted to the clinic to prevent such a fate depended on the
whim of an S8 private. On reaching the clinic egtrancg, the prisoner
explained the nature of his ailment to the SS man, who then
decided if he shoutd get treatment or not. s

1, too, suffered from frostbite. At first I was discouraged fromi
trymg to get medical care by the fate of Jewish prisoners whose
attempts had ended up in no treatment, only abuse. Finally things .
got worse and | was afraid that wailing longer would mean amputa-
tion. So I decided 1o make an effort.

When 1 got to the clinic, there were many prisoners lined up as
sual, a score of them Jews suffering from sevese frostbite. The
main t0pic of discussion Was one>s chances of being admitted to the

F : . ' :
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ctinic. Most Jews had planned their procedure in detail. Some

thought jt best 10 stress their service in the German army during

World War I: wounds received or decorations won. Others planned

10 stress the severity of their frostbite. A few decided it was best to°
telt some "tall story,” such as that an SS officer had ordered them to

report al the clinic. °

Most of them seemed convinced that the SS man on duty would
not see through their schemes. Eventually they asked me about my
plans. Having no definite ones, I said [ would go by the way the SS
man dealt with other Jewish prisoners who had frestbite like me,
and proceed accordingly. I doubted how wise it was to follow a ~
preconceived plan, because it was hard to anticipatesthe reactions of
a person you didn't know.

The prisoners reacted as they had at other times when 1 had
voiced similar idcas on how 10 deal with the SS. They insisted that
onc 85 man was like another, all cqually vicious and stupid. AS ¢
usual, any frustralion was immediately discharged against the per-
son who caused It, or was nearest athand. So in abusive terms they
.. dccused me of not wanli’qg,l are my plan with them, or of

* intending 10 use one of theirs; it angered them that I was ready 10

meet the ene€my unprepared.

. No Jewish prisoner ahcad of me in line was admitted 1o the
clinic The more a prisoner pleaded, the more annoyed and violent
the SS became. Expressions of pain armised him; stories of previous
services rendered to Germany outraged him. He proudly remarked
that he could not be taken in by Jews, that fortunately the imé had .
passed when Jews could reach their goal by lamentation. RS
When my turn came he asked me in a screeching voice if I knéw

that work accidents were the only reason for admitling Jews 10 the

clinic, and if | came because of such #h accident. I veplied that I

knew the rules, but that I couldn’t work unless my hands were freed

of the dead flesh. Since prisoners were not allowed 1o have knives, 1

asked 10 have the dead flesh cut away. I tried to be matler-of-fact,

avoiding pleading, deference, or arrogance. He replied: “If that’s all

you want, I'll tear the flesh off myself.” And he started £o pull at the

festering skin. Because it did not come off as easily as he may have
. « " expected, or for somg other reason, he waved me into the clinic.

Inside, he gave me a maleveolent look and pushed me into the
treatment room. There he told the'prisoner orderly lorattend 1o the
wound. While this was being done, the guard watched me closely
for signs of pain but L.was able 10 sﬁppr:ss them. As soon as the
cutting was over, I started 0 lcave. He showed surprise and asked
why I didn™t wait for further treatment. I said I had gotten the
service I asked for, 41 which he told the orderly to make an excep-
tion and treat my hand. After I had left the room, he called me back
and-gave me a card entilling me to further treatment, and admit-
“tance to theclinic without'inspection at the entrance.

F R
. ,
e Discussion  ° -.
In discussing Bettelhieim’s action as Rogerian strategy, I ask students to .
. *  explain what they think Bbttelheim learned about the SS by watching the
o . . . o
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officer respond to the other Jewish prisoners: “The more a perso

pleaded, the more annoyed apd violent the SS became.” This leads us 10

b discuss the .Nazi propaganda the SS may have been steeped in, his prob-
able reasons for wanting to believe the propaganda, and the way he
understood his role in the prison camp. How do they think, I ask the
class, the SS understood and justified to himseXf what he was doing?

We then turn to Bettelheim. Why did Bettelheim’s strategy to do no
pleading and show no pain surprise the officer and lead him 1o treat
Bettelheim differently from the other Jews? What were the values Bettel-
hcim showed he shared with the officer? |

The passage can also lead to a discussion of ethical questions. By )
trying to ynderstand the SS's motives, do we automatically sympathize R
with them? Approve of them? Forgive them? When we argue with an

- opponent whose values {as we onderstand them) we condemn, how do we
avuid becoming either blindly self-righteous or mindlessly tolerant of evil? \'
i Whether or not Betielheim's account is used to lead into a more
extensive discussion of the ethical issues in communication, the passage
from The Informed Heart brings the principles of Rogerian argument.
home to students dramatically. Sometimes, knowmg how to persuade can
be a matter of life or death: . \ : "

Note .

- r
1. Reprinted with permission of Macmillan Publishing Co., Inc. from The
Informed Heart, Autonomy in a Mass Age by Bruno Beltclhum Copyright
@ 1960 by The Free Press, a Corporatlon -

[y
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- “Not Yet Convinced?” - oo
. Another Approach to'the .
© Persuasive Paper. N
Stanley Sutkes o _ . . . . \\
* Instructors interested in placmg more emphasis on primary research . " .

material will find this activity uséful. Stanley Sulkes outlines an . -
¢ -wpproach that helps students identify their own research topics and
then dgvelop the primary research material to supporta thesis, Mr.

- . " Sulkes teaches at Raymond Walters College, Blue Ash, Ohio.. ~

Fd
- - .

Author’s Comment

- 2

In_the past I have considered a persuasive theme to be one of the most
useul paptrs for students to write. Its value lies in its broad applicability

~"both to other sorts of college assignments and to the kind of writing lhat’
will be required of them beyond the academic setting. Yet the results are
often uninspired and evalua.lmg these papers proves probRmatic, since 1
am often uncertain_over who actually wrote them. Any theme on the
downing, of the I{orean liner, the situation in Lebanon or, worse, a stgnce
on abortion is apt to be a rehash of yesterday’s newspaper edlton or
last week’s Tim g‘&ﬂ?fe’_ Typically, one suspects that many students
choose.‘fm'ﬁlﬁetﬁcs not because they are interested in suckmaterial
but simply as a reflexive reaction to the word “argument.” So the results
are often dull.

The Appreach
LY - L}

I have discovered that a more effective paper usually results when stu-
dents are encouraged to argue over some issue ip the school, even better
in their English class, with the research being performed .right in the
room. Such research can be excumg for students, and it need not con-
sumg much time. - :

The invention phase can be quickly handled by ‘tneans of a method

" outlined in Laque and Sherwood, A Laboratory Approack to Writing,
~ (NCTE, 1977). The teacher writes a word on the board (in this case

“English class,” followed by “men,” then “women™). The $tudent is given
148

’
’

161




' - *

bt ' -

Modes for Writng  *" o ' 14_9

-

30 seconds to generate a. list of words by free assotiation. Thé response

to- “English. class” might be “expense,” “work,” “teachers,” “gradmg,"

“homework.” . . " .
Each person attempts transfgrmmg one mﬁ) a research question,

without concern for its plausibility. Examples:

Do 'teachers here give too much homework?

.« Are ceriain kinds of tests unfair?
What is the maxlmum number of hours that one can work and still
_achieve passmg grades? .0t
Is journal-writing a waste of time?
Does revising produce better papers?

This is the best mreans 1 have found for helping students quickly create
sample research topics. Allowing them to devise implausible theories,
seems to liberate their imaginations, and relieved of thé pressure of being

“right,” students ase able to generate a sneable number of prajects. Gen-

, erally, at Jeast one will be promtsmg =97

E\r_cmually, t,he thesis is scrutmlfed for plausibility, after which stu-

. dents devise qucstionnaires followed by interviews to test their hypotheses.

Questlonnaires must take no more than four minutes to complete and
must be approved by me in advance. They are then circulated by means 4
of ditto masters, with two or three surveys on €ach sheet. ] warnftudents
to conceal at least temporarily any hypothesés_they may have drawn
50 as not to skew their findings. In addition, 1 keep track of individuals
working on the same issue so that later their findings can be compared.
The indwidual nature of the topics lends itself best to working with
students by means of individual conferences, especially in helping them
create testmg instruments. Some elected to test members of this class,
some of another class, some fraternity and sorority orgamzatmns, some
family members.
A sampling of the kinds of theses they evemually adopted follows:

Grading in practice is consistent with established standards. {An-
other of my classes ‘where the grading was done by a colleague -
© yielded less complimentary results.)

More effective use of text assignments needs to be devised. (Many
students not reading models in text’)

Many students dislike journals but believe it helps them practice
grammar and punctuation! (A complete surprise since the aim I
announced was to encourage creativity.) -

Alcohol abuse is only a marginal problem among students in this
class. (Though two students admitted drinking 7 days a week.)

il ’ I
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A {t_lg}hﬂd%hould be devised to allow students to confer. wnth one
another while the teacher is bolding individual conferences.

Fifteen hours seém to be the pracucai limit for full-time students

wish to keep their average over C. {One young woman main-

tained a B- average while working full time. Interviewed, she
» acknowledged surviving on 'lhree‘to four hours of sleep.)

High schools need to do a better job preparing students for college
level English. (This was the most articulate paper of a frustrated,

unskilled writer.) . ,
The cost of creating more study space in this bmldmg would be
justified. K

Summatién "~ - N

™ '

At best this assignment is not only effective for students and interesting
to teachers {you'll get a wealth of data regarding what class metheds
work and what don’t, and why), but also in some dases it may even serve
to enlighten students. It was rather sobering for one "youth to discover, .
after disregarding what his teachers and counselors had been telling him,
that working thirty hours and attending college full time might be
incompatible . .. that is, if he needed more than four hours of sleep.
Polling his classmates and interviewing a few allowed him to “calculate
, how slim were the chances of succeeding if he persisted in working
" full time, .

Though I have used the method outlined above only for persvasive
papers, it should work equally well with the information paper, given the
kinship of the two rhetorical modes. . .

+ .
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, From Catnaps to Eséays: "
A Saga

Linda Shadiow

————

Crealing a realisiic sense of audience for argumeniative writing can
be difficull. This exercise provides a writing sequence tha forces
students to examine each other's arguments and develdp effeciive
counterarguments. Ms. Shadiow, sem this from Arizona Siate Uni- |
versity, Tempe.

Author's Comment

~Teaching students to write essays that contain specific rather than general
details has always taxed my missionary zeal. A few Freshman English

class periods ago, 1 sensed my zeal waning as the students greeted my
familiar sermon about using words and examples to “show* rather than
“tell” with well-rghearsed nods, tolerant sighs, and catnaps. I needed to
discover a way to help them see the power of specific, detailed writing. In
a moment of inspiration 1 announced “The Cat Paper.” (Dozing stu~
dents smirked at the irony—and at my weak imitation of a few Steve
Martin punch lines.) 1 explained that the appropriateness of the title
fot the assignment would become clear later on, and I announced that
their essays were to contain a stralghlforwa:d‘ gut reaction to a con-
troversial topic.

The Approach

The following class period I distributed a detailed assignment sheﬁr

. Pick 2 controversial topic you feel strongly about. Write a b
papér that expresses your feelings and your reasons for them. Make
it straightforward. Be very accurate about what you feel and why.
Preiendssomeone has asked you to explain your feelings: You don’t
have time 10 do research or to look up ardy handy-dandy quotes.
You d6 have time to organize your thoughts and explain your own
personal reasons for those thoughts. Yaur paper will be read by
someone else, but you will not have a chance to explain anything
beyond what you have writien. No one will cross-examine you.

. ’ ’ 151
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Choose 8 topic that is very specific and that you feel strongly abgut.
What is it that you could get into a heated argument over? What -
topic could you do a tiventy-minute free-writing on?

The assignment sheet alsc included a list of contemporary and peren-
nial topics suclg' as the 1980 Olympic boycott, the draft, and abortion.
Since we had been working on papers that involved library research,
footnotes, and biblicgraphic notatwns, they grinned at their good for-
tune. Same of my zeal returned.

When they turned the papers in at the end of the week, many students
expressed appreciation for getting the chance to blow off steam and get

credit for it. During the writing conferences that followed, we formulated

a “for™ or “against” statement and wrote it at the top of the paper as a
shorthand guide to the stance the writer expressed. )

- After all the “Cat Paper” assignments had been evaluated, I crossed
out the writers’ names and xeroked one copy of each esgay. Armed with
these duplicate anonymous essays {sealed in individual envelopes marked
with a name other than the writer’s ), I went into class and distributed the
next assignment sheet: “The Cat Juggling Paper.” .

You will be gtyen someone’s “Cat Paper” where a number of points
have been made in order 16 Support a specific stance on a specnf c
issue. Yourasmgnment i520 take that gut reaction paper and to write
an accompanying essay for the putpose of making the individual
think differently about the same topic. Read the paper, not the
arguments, and spend time ip the library lookiiig up facts and figs
ures that will help you construct an essay that will convince the
writer to reconsider the posmon . o

You must ‘only work from the paper, not from any amplification of
arguments the autHor might give 1o you. It doesn’t matter how you
feel about the, topic you are researching; you may agree completely
_with the person who wrote it, but you have to take an opposite view.

When you complete the assignment, it will be given to the person
who wrote the originaI-paper. ‘That individual will have 2 chance to

d to your presentation of the opposite view. Similarly, you .
mll receive 2 “Cat Juggling Paper™ from someone working on your

. “Cat Pa'per

Then | distributed the sealed envelopes to the students and explained
that the writérs’ names had been omtitted so they could work with the
written presentation rather than an oral one. They were awake andﬁager
to begin.

& During the next week we looked at argumentative essays and talked
about alternate ways to organize a persuasive-paper. Most of the students
didn't know whose paper they were working on (or who was working on
theirs) until the “Cat Juggling Papers™ were tumed in. As they came to
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class that morning, they were anxious to find out the effects of their
essays—each constructed wWith specific details to support their views—on
the classmate who originall\wrote on the opposite side of the'same issue.

First I returned everyong's original “Cat Paper” so the writer could
refresh his or her memory on how the point of view was explained. They
were then given the “Cat Juggling Paper” that had been written exclu-
sively for them. They read these essays much more intently than they read
my class handouts, I saw heads nod and shake as they concentrated on
the researched papers. As soon as they finished reading, they recorded
their reactions on a response sheet:

After reading your paper and considgring your argument,

I'learned that . . .

! was surprised that . . .
I now know that . . .
Irealize that . ..

. Ithink that ... .

I wish that . , . .

" They spent the last part of the class period talking over their responses to
both the arguments and the writing. By working through the develop-
~ment of both papers and evaluating (he results with, each other, their
enthusiasm and intensity replaced my handouts and sermons. They were
reinforcing the importance of specific details in each other’s writing, and
some students admitted to thinking differently about an issue because of
the details which showed rather than told them that another side of the
controsersial subject existed. The missionary zeal was pow theirs, not
mine. And none of us were catnapping.

~ ‘=
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You Too Can Write a Science Book
for Children!

Herman A. Estrin

Developing wriling,situal'é;» in which students can test their abil-
ities t0 communicate their 6wn knowledge (o a real audience some-
times poses problems. Herman A. Estrin, however, has found 0ne
solution. He has his college students, most of whom are engincering
majors, use their technical knowledge and write for a childsen's
audience. Mr. Estrin submitted this from the Newark C)llege of
Engineering, New Jersey. .

’ {
Author’s Comment

“My first reaction towriting a children’s book was a fear of the unknown,
for to dabble within the mental state of a child seemed impossible.” Such
was the reaction of one student to the exercise which follows, but it
turned out to be hardly so formidable and very exciting indeed. There is a
genuine need for meaningful children’s literature, especially in the science
area, and students reacied most enthusiastically to the challenge of mak-
ing art and language work effectively with scientific material to produce a
valuable-combination of the-arts and sciences.- " -

Writing for Children

1. Read science books for children. All public libraries have these
books in the Children’s Department. You should become acquainted
with the series “Let’s Read and Find Qut,” published by Thomas Crowell,
New York. The following books are in this series:

Before You Were a Baby RS Sl
High Sounds, Low Sounds
Your Skin and Mine
Why Frogs Are Wet

" At the Drop of Blood
Shrimps ' o
Hear Your Heart '. '
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How You Talk -~ -
Ladybug, f.adybug .-
A Book of Mars for You

a. Content—What is the overall content of the book? How would
you evaluate the scientific information in the book? Is the sub-
ject matter timely, relevant, and useful to the reader? Comment
on the introduction (preface) and the conclusion. Does this
book reflect the needs and the experience common to all of us,
and yet does it have a spontaneity and freshness?

b. Format—What size is this book? How many pages does it con-
tain? Describe its print. Does each page have “white space,” or
is it full of printed matter? How is color used throughout the
book? Discuss its use of illustrations, pictures, charts, and
graphs. Can you recommend additional graphic aids? If so,
what kinds and why would you recommend-them?

c. Style—What kinds of sentences are used throughout the book?
Cite some examples.
How dogs the alithor use figures of speech? Cite some examples.
_Does the guthor use parallel structure? Cite an example.
Does the author use repetition judiciously? Cite an example.
How would you evaluate the vocabulary of the book?
Does the author explain difficult terms? How does he do so?
Does the author make the reader use his.eyes and ears to
understand .the content of the book? How does the author do
so? :
Daoes this book have humot? Is it direct and obvious? .
Children love the tastes, smélls, the colors of things. Does the
author use as much sensori ail as possible? How would you
use more sensory details? - -

d. Evaluation—If you were to write a book on this subject, what
approach would you use to arouse the interest of the reader?
How could this book be improved? Did you learn any new
information from the text? Did the author reach the intended
audience level? :

3. Select a subject about which you have a thorough knowledze and
which would “grab” the child's interest. Children are interested in{subjects
concerning ecology, astronomy, and geology. -Also, they love to_read
books about animals—snakes, frogs, bees, and shrimps—for ¢xample. In

addition children are interested in books about the construction trades,
. - -+ e
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sci::nce mysteries and riddles, and science fiction. Remember that ;!ou
should write about a subject in which you are especially interested.
Students have written the following manuscripts which suggest areas
other students may wish to explore: . -
_ Ecology Series
What Is Water Pollution?
Ocean Ecology
Why You Can Build Sandcastles -é -
Where Is Down the Drain?
Our Beautiful Dams
Traffic Jams
The Solution to Pollution .
Where Are Our Beaches Going?
A Loud, Loud World: Noise Bollution
Alice in Garbageland
Science Series ' £
Let’s Learn about Electricity . ‘ !
Kinds of Telescopes
Highways
* The Children’s Book of Roads )
Earth’s Friendly Blanket
What Makes It Rain? - "~ ¥ o
Rocks Are Everywhere ' :
. On a Journey 1o the Moon . -
.,...; Did You Ever Look under Your Street? '
Hensy Meets the Rockheads

Hobb’){ Series X ,
The Soccéf Game ™~ S .
On the Art of Fencing " * ' \

Skin Scuba Diving - v

How Would You Like to Travel?

How to Keep Tropical Fish N \
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Career Series . .
What Is Surveying? '
The Engineering Tree o
How Would You Like to Be an Engineer?
‘The Adventures of an Engincer

4. Use the following facets of style in your book:

a. white space

b. vivid colors

¢. subject-verb-gbject sentences
d. simple, short sentences

e. judicious use of repetition_

f. humor

g. large print ,

h.

sensgry details (taste, smell, sound, and touch)

vocabulary adapted to the reader,

j- ‘attractive, meaningful illustrations

k7 figures of speech, especially similes and metaphors

1. parallelism y

-

5. Some of the better papers may be worthy of publication. If students
dcsire, they may check the following items before sending the*manuscript

to the pubhsher ~
v

a. Place your name and title on each page of the manuscnpl.
b. Use a paper clip to fasten the mapﬁscppl

¢. Includea self-addressed stamped envelope.

d. Presenta neally lyped or printed manuseript.

This assignment helps teach students the values of a particular job and

of showing a yoling child ideas and jdeals of engineering. The practical .

aspects in life must be shown to childrep in the younger years so that they
can make a_ successful choice of vocation or professmn :

4 : - .
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The Beginning and End of Writing:
The Relationship of '
Wr1ter-SubJect-Aud1ence :

' Marjorie Smelstor

What choices must a writer make in terms of tone, diction, and +
organization when coiitposing? Marjorie Smelstor of The Dniversity

of Texas at San Antonio outlines a sequence of Writing assignment®,.

each calling for a different mode, causing siwdents to vary their - .
choices 1o meet the purpose of each assignment. .0

- -
“~

Author’s Comment -, .

L
[

In an effort to emphasize the importance of seeing writing as a dynamic
intéraction among writer, Subject, and audience, and attempting tosituate .
— the writing process within the so-called “real world,” I reoemly structured
a composition class around the question of how each pseee of wnung, .
with its distinct purpose and ‘audiende, impels the writer to struggle ovg'r
. ‘vanety of considerations—considerations of tone, diction, l:u'g.m:za{n:m3
$ approach, to name a few. In our reflection, discussion, and writing, my )
' class and I carefully examined the context within whigh a communicator . . -
operates and how that context aliers the message that is finally communi- 4
cated. What follows is a brief description of the major types of writing
done in the course—from journals to research papers—and the various
audiences for whom the sluden}s wrote. ‘

. . a
’

Design of Course * ° ‘ , ~
»
L I T-ype of Writing: Personal Writing Audience: Self

We began by writing for ourselves—in our journals—and we continued

, this kind of personal, expressive writing throughout the semester because.

' it gave us opportunities to experiment and daydream. Further, in this
kind of wrmng the ¢onventions and ;ules are least demanding, so the .
students gain confidence in the writing experience jtself without being -

“paralyzed by a fear of “makmg mistakes.” Though we experimented with

" “free” and “focused"' wntmgm our j’Ojals, the most meamngful writing

158 1?1
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- . .
experientes rfsulted from the focused assignments, including one I bor-
rowed from Ken Macrorie. In his book Uptaught (New York: Hayden

g Book Company, 1970, p. 128), he describes the success he had from using
. this passage from Waiden with his students:

Shams and delusions are esteemed for soundest truth, while
reality 15 fabulous. I men would steadily observe realities only, and
not allow themselves to be deluded, life, 1o compare it with such
things as we know, would be like a fairy tale and the Arabian
Nights’ Entertainments.

Macrorie asked his students to spend the weekend recording fabulous
realities, and his students came up with some of these: '

A young lady's fifty-cent check to the Optimist Club bounced.

A man rewrhed to his parked car to find its hood and fenders
gashed and crumpled. On the dashboard.he found a piece of folded
papcr. Written in a neat feminine hand, the note said: “I have just
run into your car. There are people warching me. They think I am
writing down my name and address. They are wrong.”

I iricd the same assignment with my students, and their realities, while
* not quite so colorful as Macrorie’s students’, were still fabulous: -
» An antiquated grandmother comes in the H.E. B. grocery store where

1 work. She wears a scarlet red mini-skirt, & platinum blonde wig,
black patent leather boots, and uses a cane.

Yesterday I met a man Tamed Joe Blow.
On Main Street, adoctor’s office is flanked on both sides by funeral

* homes. E
2. T}pe of Writing: Dgsériprion " Audience: Class and Univegsity
. ’ of Wisconsinf Potential
,  University Students:

After emphasiziné expressive writing, we moved into what James Britton;
in Language and Learning, calls participant’s use of language or what
James Mofjctt, in Teaching the Universe of Discourse views as Drama—
recording What Is Happening —or what others call Description. We iden-
tifitd two asdiences for this. first, the known audience of our own class,
+ . and, sezond, an unknown audience of other students.
In the first instance, after agreeing that we as bpth writers and audi-
¢ Tieeded more help with our powers of observation, we decided to
turn to what some call the demon of gon-observation—TV—for practice.
tach person carefully and actively watched some TVshero or heroiné and
wrole a descriptive paragraph of the character without naming thcm

.- T 172
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Sharing our dcscnptmns we evaluated the effectiveness of the communi-
cations by seeing if wc, as audiente, could identify the character, and 1I
we could, by what verbal symbols and concrete language we did this. As
we compared the visions of the audience with those of the writers—we
exanined audience response—we considered how descriptive language
can accomplish the mission Joseph Conrad articulated for writers: “My
task which I am trying to achieve is, by the power of the written word, to
make you hear, to make you feel—it is, before all, to make you see.”

Another experience in writing to and for our class was an Under-
ground Guide 10 Shopping in San Antonio. After each person contrib-
uted an entry, carefully giing hoth factual and descriptéve information, v
two people edited the pullication, one copy of which went to each con-- -
tributor. The project fo us {0 weigh the balance between “editorial-
izing™ and presenting facts, between presenting common knowledge .and
providing new informati‘on. Because our class was its own audience, we
could talk over questions among ourselves, an opportunity thit greatly
facilitatcd the project. ,

Communicating in this way with a known audience was relatively easy
compared to the next task: writing to a class at the University of Wis-
consin. Each group of writers—ours in San Afitopio and the one in
Wisconsin—was asked to describe its university and environs so that

" the distant audience, unfamiliar with both a different type of university
* and “foreign” territory, would gain-knowledge and appreciation of the
faraway  place. After several class days of prewriting, which 1nyolved
. Teading and evalvating a descriptive article from National Geggraphic,
. as well as discussing our vanant views of UTSA and Saneﬁmonio,
w%"' began our drafts. We confronted numerous obstacles. How much
" “or how little information about our4pcation should we provide? What
tone should we assume. humorous, reflective, personal, analytical? How
much jargon could we yse (would oyr dairyland readers understand “red-
necks” or even “armadillo races”)? The experience was so engaging and
the level of enthusiasm so high that the class decided to photograph
. themselves—in fyll Texas costume—as well as the campus and the city.
Their words, however, were worth more than a thousang pictures, they
believed, so the photographs were mailed affer the nfbre important

verbal communications. :
. As a variation of this plan, another class did a similar assignment for
" potential UTSA studcnts. Describing the university to high school sty-
dents whd might be deciding about caming to our school, the freshmen
wrilers saw their papers as yseful recruitment resources and donated

them to the university’s recruitment office,
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3. Type of Writing: Process and Analysis © Audience: Class

Survival manual$ were our next effort. After reading an article abouyt
blue jeans —why they are popular and how to buy just the right kind—

we planned a manual that would do the same thing; that is, explain the -

why and fow of @ variety of current fads, including discoing, backpack-
ing, fixing natural foods, jogging, buying a CB, decorating a van. In
presious assignments, we had considered questions of tone and diction,
and now we added another concern. finding the most effective way to
organize what amounted (o two rhetorical modes in one paper, process
and analysis. In small workshop groups, the students helped each other,

always remembering that their peers would be reading this manual ‘

and that the purpose was to explain why and how to under§tand, for
. example, the physical fitness fad. The final publication, edited by two
members of the class, was a mbute to the group’s mdwidual and
collaborative efforts.

A -
4. Type of Wri:iné;': Persuasion Audience: An Identified Lea*r

The penultimate assignment was persuasive writing. Each student chose
‘some person in a feadership position —a former or current teacher, a city
councilman, a religious Icader, a parent —with whom the writer felt some
strong disagreement. Writing % letter to that person about the disagree-
ment was a dufficult task, for it involved arguing a position logically and
persuasively, as well as trying not to alienate the gudience through inap-
propriate tone, diction, or other stylistic techniques. Most students
actually mailed their letters, and since no one reported any retaliative
response, the communication must have been at least that successful.

5..Type of Wruing: Research Paper , ) - Audience: Class

The final writing assignment, required by the nature of the freshman
composition course, was a research paper. While this might seem the least
likely assignment to be informed by a sense of audience (other than
instructor),.quite the opposite was true. We spent a great deal of time
selecting the tupics that would be interesting to most people in the class,
sincé we all would be talking about and reading at least some stage of
everyone’s paper. With only one general restriction—that the topic deal
with popular culture, a pervasive reality that touches all of us—the stu-
dents chose a wide varicty of topics, some of the _most interesting bcing

L]

Clark Gable, Marilyn Monros, Atnold Paimer, science fiction, photog-
raphy, autdmobiles, motorcycles, and billiards. We also devoted many
class sessions and much conference time to consideration of purpose: to
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analyze—for our class —a subjett about which we knew a little but not as

much as we’d know at the end of our research and analysis.

After choosing the tdpics and discussing purpose, we struggled over
the tone, trying to find ways to be both familiar and formal. We agreed
that readability, a key factor in all writing, was especially difficult to
maintain in a paper citing primary and secondary sources, but that it was
essential to a successful communication. Clearly the element of audience
was paramount in this, if we were pedantic, “chatty-kathy,” or enmeshed
in sources, we would lose our audience. The ¢lass recognized that the
success of this communication—as it Is in all writing—would be the
degree of engagement among audience-writer-subject, the communication
triangle which forms the basis of rhetorical theory. As they wrote this
assignment, at the end of the semester, the students realized that the
theory had become so much a part of their wnting that it vitalized even
this sometimes deadly assignment, the research paper. We ended the
course where we had begun, writing to and for, an audience, and as T.8.
Eliot said, we saw this “as if for the first time.”
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A Business Writing Sequence
for a General Writing Course

s 4 '

Karen L. Pelz
b

This sequence of assignments. which calls for different modes as

, well as different purposes and audjences, is appropriate {or business
English and communication classes as well as for .composition
courses. Ms. Pelz teaches at Western Kentucky University, Bowling
Green. y

Author's Comment *

More. and' more college teachers trained in the feaching of literature
are being asked to teach courses in writing, even in many cases courses
in writing designed for students outside the traditional liberal arts cur-
riculum. My purpose in creating this sequence of assignments was to
create writing tasks that would be both interesting and teachable for ‘the
traditionally trained instructor and useful for students planning a career
in some aspect of business. 1 also ajmed for a sequence that would be
pedagogically sound, based on the expressive to transactional model pro-»,
‘posed by James Britton (The Development of Writing, Abilities, 11-18,
Macmillan, 1975) and mvolvmg a variety of modes and audiences to
provide the student with 2 wide range of rhetorical experiences. The
writing tasks range from informal description to formal exposition, from
autobiography to argumentation In my own classes, assignments 2, 4,
and 6 are discussed in a workshop format, with several student papers
duplicated for the«enure class to respond to. .

Sequence

1. Write a letter to a friend describing a summer Jjob you heard about
that you think would be just perfect for you. Describe exactly what you
would be.doing as part of this position and why you are s0 enthusmshc
about it. [ .

2. Write a letter of application to the company or organization, apply-

_ing for this job you would like to have. You can invent whatever qualifi-

cations and experience you think you would need to be considered a
' 163 -
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: pnme candidate. Includc with your letter a resumé detailing YOUI' educa-

tion and experience,

3. To prepare yourself for a possible interview, write a description of
what you imagine the company or organization to be like that may offer
you the job. You may want to do some library research for this project.
What does the company or organization do? What kinds of people work
there? What are their backgrounds, training, and experience? How do
your qualifications fit with theirs? What qualities do you Suppose the
company looks for in its employees?

4. The company responds to your letter of application, stating that
they are interested in considering you for the position. In-order to get to
know you better, they would like you to write an autobiography and a
statement of why you are mterested in this particular jOb What will you
tell them? Respond to their request.

5. You got the job! After you are there for a ménth, yoir immediate
supcrvisor asks you tQ wilte a progress report defailing what you have
managed to accomplish in your first month of employment. What kinds

" ofthings should go into a progress report? How much should you say

about the job and how much about yourself? Should you talk about the
things you haven't done yet as well as the things you have? Write a
Progress report. ' -

6. Aftcr two months on the job, you are told by your immediate
supervisar that you are dding a fine job, but the president of the company
or organization is considering doing away with your position after you
leave because of budget limitations. Write a report to the president, the
purpose of which is to convince the president that the job you tio for the
company is a crucial oné and that the position should not be eliminated.

7. It is the end of the summer, and You are leaving your job to return
to college. You have enjoyed this work, and you think you might like to
return to this company qr Qrganization after you graduate from school,
perhaps in a higher position. Write a lgtter of resignation i which you
convcy this idea to your elnployer.

Summation .

In this exeicise students are presented with a coherent and unified
scquence of assignments so that when they have completed it, they have a
sense of having worked on a project that is meaningful and useful to
thém. They have gained experience in a number of writing tasks that
have specific application in the larger world outside the halls of ivy, yet

177
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the tasks have involved them in skills that are generalizable to a large
number of rhetorical situations» Equally important, they have produced
papers which writing instructors can evaluate for specific characteristics
of tone, language choice, clarity, logic, coherence, and development and
—a  which they can also enjoy reading. '

L]
- -




Rhetoric of the Printed Media:
> An Approach to Composition ) Lo

{

I3 1

. Robert Perrin ;

Using a theme called “the rhetoric of printed media,” Robert Perrin
suggests how an éntire whniting course can focus on the ¢ffectiveness
of fanguage jn the media and on bul[dmg students” skills in analyz—
ng such language use. Mr., Perrin is at Indiana State Unwermy,
Terre Haute - .

Auther’s Comment

When 1 started teaching freshman composition at the UniverSity of . -
Illinois I foltowed the departmental recommendation and used Decker's
Patterns of Exposition 6. 1 found the essays to be varied and enjoyable,
but my students did not. They didn’t respond to essays 1 had them read—
onées by Catton, Huxley, and Orwell—in part, I think, because the essays .
seemed sacred and-removed from their own experiences. After all,
- weren't the essays chosen fo be amhologlzed? Weren't they introduced
by terse paragraphs establBhing each writer’s authonty” To my rather
- insecure freshmen, these essays must have sccmed at once alien and
above criticism. .
« /7 .7 Because my students seemed so reticent about criticaily evaluating .
these bound essays and because I had to admit that the essays didn’t have
' much in common with the kinds of reading they would need to do as
profcss:onals 1 started tothink about another focus for my writing
coufse. 1 Began to think about a composition course with a thernatlc
focus that might interest my“sludems more.
Eventually a thematic course emerged which I have called The Rhetonc
of the Printed Media. I have been able to offer the _coyrse to advanced
. placcmcnt students and have been especially pleased. The cdurse has
proved 1ntcrcstmg to my students and has, at the sametime, allowed me
to emphasize writing skills and writing analysis in a traditional manner.
Thé course’has also freed me from painfully constructing sets of writing
assignments_ which included one topic of personal interest, one topic of y
. . political interest, and one toplc of social interest, The medla focus also

bl +
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allowed students to address their writing 10 whichever media interested
them most, although my rhetorical focus was always clear.

. Procedure L 4

My explanation of lht} course js this:

We are influenced cach.day by the printed media-—by the language
i1s writers use, by the formal in which those wrilers present informa- -
tion, and by the advertiscments which surround the articles. In this
course we will atlernpt 10 anaiyze the media by its readerships, its
assumplions. and its methods. A wide variety of subject maner will
be covered, but we will focus our atiention on the effeciiveness of
the media’s persuasion—that is, on its rhetoric.

This explanation suggests, I think, a broad-based appeal for the course
and at the same time presents a focus which is very much in keeping with
the standards of most composition departments.

In choosing a textbook for the course, | was faced with a minor
problem—finding a book with a range of media articles that would allow
my students to begin applying critical skills without requiring them to
“track down” a periodical at the same time they were learning techniques
of writing. 1 eventually found Mass Media and the Popular Arts (gd.
Frederick Rissover and David C. Birch, McGraw-Hill). The text is useful
because it provides a wide range of articles treating subjects like political
advertising, sexuval stereotypes in magazines, and persuasive techniques
used by the media. Especially useful is a series of articles on the Attica
Prison Riots, which allow us to discuss stance, use of support, and tone.
As we progress in the course, and as the students” focus on stance,
content, orgamzalnon, sentences, and diction becomes clearer, 1 allow
them to select their own periodicals, subject to my approval. As might be
expected, the most consistently chosen periodicals include Cosmopolitan,
Esquire, Newsweek, Sports lllustrated, Time, and U.S. News and World
Report, with an occasional MS and New Yorker,

Early in the semester my assignments are generally tied to the articles
in Mass Media. 1 provide the topics and my students pracuce writing

“techniques. Then I free them to use whatever magazines or media lhey
wish, although I stiil provide some guidelines like these:

P

Find a recent issue of a magazine which has awide distibution and
select a kind of advertisement which appears 3t least three times,
Construct a thésis which clearly states your view of these ads and
support your argument with specific examgples.

¢
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Considering the impact which commercials have on television view-

ers. the Federal Trade Commission banned cigarette advertisiig on

television. Select another product which you feel should not be

advertised (in magazines or in newspapers) and construct an argu-
¢ mentative paper which supports your case.

Steve Shapiro. Etancesco Scavullo, &rman Rockivell. and Ansel
Adams have all done paintings or n photographs which have
appeared on_the covers of naional magazipgs. Of course, not all
covers are so “artfully designed, but for phe” mostapast publishers
= want effective covers. Select a magazine {identify {t clearly in your
*paper) and ¢éxplain why magazines mlended for ne ﬁand gale need
these carefully designed covers. -

With these kinds of assignments my students are able to focus on the
magazine which interests them, ang ¢ 4m able to sit down to grade papers
which are as individual as my studits and yet are ynified in approach.

When we began working on regearch {at the University of Illinois a
rescarch paper is included in the ten papers which a student must ¢
plete in a semester), | was especially pleased because the printed
provided my students with the chance to do original research if they
wished The simplést and most traditional approach I present, and which
a few students choose, is a resgarch paper drawn from an assortment of
sources {four books, three periodicals, two newspaper artigles, and one
additional source). The papers which are researched in this way treat
subjects like “The Making of a Successful Talk Show Host,” “Subliminal
Seduction in Liquor Advertising,” and “Carl Sagan and the Popular.
Press.” All of these papers are respectable. and intessting pieces of stu-'
dent writing. However, the most interesting and more original papers are
" related to the media in individual students’ fields of study. For these
papers [ suggest that students select a key periodical in their subject area
and scan every second or third issue over a period of ten years. Once they
have done that, they are to focus on a particular subject—advertisements,
editorials, feature articles, wiatever they wish—and construct a thesis
which reflects the’change they have noticed. Then they are to.return to-
the issues of the periodicals and take a more complete sampling. (They
can modify the thesis, of course, but not change the area of focus,) The
range of paper topics and the originality of the students’ mterpretanons
made grading these research papers surprisingly pleasam Here are a few
of the papers that have been submitted:

“Look, Look, See Dic¥Dominate Jane”—a paper by an elementary  °
education m4jor who diseussed featured cartoons in three major

children’s magazines from the sixties. .
“Good Vibes"—a paper by a music major on changing advertise-
ments for amplification equipment. .
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) *The Master Bmldcrs“—a paper by an architecture major discussing
* the changing image of archaects in Architeciural Record.

“Bare Bones™—g paper by another mumc student {trombone major)
on the modificition of one companys trombone advertisements
over a thirty-yedr span.

After they have completed these papers I feel that they have learned the
rudiments of research and have learned something about their respective
frelds—{or most of them confess to having been “side-tracked” by articles
while they were scanning the periodicals. Consequemly, 1 feel that the
rescarch papers which were focused on the prm\ed media have been
‘valuable for them, while at the same time they are m!erestmg for me,

¥

Evaluation - .

1 have to admit that at first I was hesitant about impgSing a media focus
on a composit¥en course. 1 thought 1. might try it for a semester or two
.and then probably return to a course based on Decker or some other
general reader.That hesitation has disappeared. It has lflisappv.:m‘ed in
part because my students have found the materials interesting and clearly
telated to the kinds of reading they will be doing long after they have
finished my composition class. Further aemedia focus does not prevent
me from dealing with writing skills in a systematic, traditional way. But
mast xmportamiy, this media focus has allowed me to bring together my
students’ interests in their own reading materials and my interest in their
wrmpg The results have been satisfactory for them and for me. - ’

4
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Choositig a Clreer: .
A Resegirch Project That Works

Adele Pittendrigh . r .

Selecting a vareer often seems to pose a dilemma for students. This
sequence of aclivities combines students’ exploration of career
choices with research skills. Ms. Pittendrigh contributed this exer-
cisz from Momana State Umversg Bozeman. o

Author’s Comment ‘

a"

Last quarter, two groups ofstudents in my {reshman writing class agreed

" that the most seriousproblem facing coliege freshmen tod ay is choosing 2

carcer. Other problems that the'studerits identified—the draft, the threat
of nuclear war, inflation—were all considered less important because they
affect individ ualiless directly and personally. “Besides,” one student said
of those other p@blems, “you can’f do anything about them.” Students

. admitted aqx:ety;frustrat:on, d fear that they might not make the right

career choice. Many felt that they did not have sufficient information on
which to base their decisiond Even students who knew and had known
for a long time what field tHey were going into wondered whether they

., would be happy and succdsstll in their felds.

' : TheProject é

To help studem:cxplorc this problem, I Yurn “career choice” into a
research project. The\pmjcct, which takes about three weeks,. involves
self-assessmient exercises to help students discover their career interests,
including free-writing assignments for explering expectations about a
chosen field, library research,san interview with 2 professional in the
selected _career ficld, and finally the production of a paper focusing on
what students have discovered about their £areer field. Throughout the.
project, students are guided by two primary questions: How do my
expectations about a chosen career match up to the reality of that career
in the working world? And, am [ likely to be successful and happy as a
? I divide the project itself into four stages:
L
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(1) Self-assessment

17

First, 1 have students begin to assess their career interests by imagining
which groups they would join at “The Party,” a career self-assessment
exercise adaptedefrom John Holland's, Making Vocarional Choices: A

Theory of Careers.

The Party
Below is an aerial view (from the floor abovg) of a room in which a party
is taking place. At this party, people with the sam¢ or similar interests
have (for some reason) all gathered in the same corner of the room—as

. described below.

A

El

People who
have athletic or
mechanical abitity,
prefer 10 work with
objects, machines,
tools, plants,

or ai@jls.

-
+
1

People who like
0 work with data,
have clerical or
nuMerical ability,
carrying things ow
in detail of follow-
ing through on
others’ iqstruclions.

People who like to
work with people—
influencing,
persuading or
petrforming or
leading or -
+managing for
organizational
goals or for
economic gain.

People who

like 10 observe,
learn, investigate,
analyze, evaluate,

. or solve problems.

People who
have artistic,
innovalive or

intuitional abilities,

and hke 10 work
in unstructured .
situations, using
their imagination
or creativity.

People who
like 10 work
with people—tp

inform, eniighten,

help, train, develop,

or cure them,

or are skilled
with words.
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. Which corner of the
room would you instinc-
.tively be drawn to, as
the group of people you
would most enjoy being
with for the tongest time?
(Leavea,f,ldeanyquesuon
of shyness. or whether
you would have to lalk
with them:) Write the
letzer for that corner ip

this box:
A

3

2. After fifteen minutes,
everyone in the corner
you have chosen, leaves
for another party cross-
town, except you..Of the
groups hat stll reman,
nhow, which corner or
groupwouldyoubedrawn
to the most, as the peo-
ple you wquld* mosteen-
joy being with for the

- longest 1ime? Write the

letter for that cprner in

thls box:
|

-~

Writing Exercises

3. After fifteen’ minutes,
this group too leaves
for another party, excépt
you. Of the eorner, and
groups  which remain
now, which one would
you most enjoy being

with for the longest time?

Write the letter for that
eorner in this box:

L ;
. After students make thetr decisions, I divide the class into discussion
groups according to the choices made on “The'Party” exercise. Within
the small groups, students discuss whysthey chose as they did and begin
exchanging ideas about career interests. After students have done some
preliminary thinking and talking, 1 pass out Holland’s cofrelations
among groups at “The Parly,” characteristi€ traits of persons choosing
each group, and characteristic occupations suited to those personal traits
(Appendix). I then ask students to discuss with their groups the match
between their chmces, their personal traits, and their career inferests. .

The snfi#l groups also develop a list of job factors that are imgportant
to them. To facilitate discussion, I pass out a partial list of factors fre-
quently ¢ited as important for career satisfaction and ask students to add
to the list. A finjs hed list might incJude such factors as salary, job security,
' opportunity {or advancement, nfportumty for working mdepcnden;ly,
clearly definéd responsibilities, variety of day-to-day activities, job envi-
ronment, status, location of jobs, availability of jobs, dpportumty towork
near family, and so forth. . d

After each small group discussion, I ask the st dem§ 1o free write®
about their career expectations—what they imagine their work and life-
styles will be in a choseh field. The free writing helps stidents develop
interview questions and als_o seryes as a starting point for papers that
contrast initial impressions af the career with what students discover
through their research, or for pagjers that show in what ways the student

is likely to suceded in the chosen chreer. S ' -
N . "
(2) Library Research - o . ) I

I then ask students to'go to the hbrary to drsco\er as, much as they can
about the careers that interest them. Mopst students have already chosen a
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carcer to investigate by this stage, others choose after the library research.
Students dont need to make or pretend to make an ultimate decision,
but should know that skills used in this project are useTul for.making the
serigs of decisions leading to career choice. I give students a bibliography
of resources for career information available at the library. Although
students use the library for background on their career, this information
is wsed primarily to develop interview Questions since the real core of the
students’ research is the inferview with a pEofessional in the field.

(3) The Interview

The students work in small groups to develop interview questions based
on the prcuous group discussions, the free wtiting, and the research.
Interview questions are shared with the whole class and uew questions are
added. Some general questions can be used by all, the students in their
interviews. Wauld you describe what you do in a typical day? Whit were
your expectations when you started your career and how realistic did
your expectations turn out to be? What is the most serious problem
you have had on your job? What do you like best about your job?
What kind of a person does it take to be happy and successful at this
job? Other kinds of questions are, of course, career-specific, but students
can nevertheless share them with the class. All students should also be
aware of simple follow-up questions—Would you tell me more about
?—that can, make the interview mot® productive for the

student.

Students identify someone working in the ﬁeld who is willing fo be
intenviewed. [ encourage students to {ind someone outside the university,
unless they are jnterested in teaching gt research. When no ofie is avail-
able, then students jnterview an instrictor or an advisor in their field.
Often two or more students can collaborate onan interview. I encourage
women students entering non-traduional fields to interview a woman if
they can and 1o find out,if there are any special problems or advantages
for women entering that field.

(4) The Research Paper )

Once the intewmew stage is completed, students write a paper based on
what they learned duning lhc project. Most papers answer such main
Guestions as. Were my expectations realistic? Am 1 likely to succeed in
this career? The information gathered in the first three stages of the
project can be used fo support and answer both questions.  give students
outstanding papers from other classes to Ttead and use as models if they
wish. Before the papers are handed in, students make twa copies that are

4
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first circulated w'ithin the group and then within the class, Students say
they learn from reading each other"s papers and that they like having the’

class as the audience for their own papers.

b

-

Conclusion

. .
Many students do their best writing of the quan‘cr 4n this project, partly,
I think, t‘)hecause the project has practical value for them. Equally impor.
tant, the writing generated in this project combines writing based on
personal experience with writing based on research. The transition from
self-centered writing to research-based writing is often difficult, even for
the most skiljed student writers. The project invites students to combine
their histories, opinions, and values with data gatkered in an intesview
and then produce a purposeful and significant piece of writing,

* .

Notes

- -
.

1, John O, Holland, Makmg Vocational Choiceg: %4 Theory of\Careers
(Englewood Cliffs, N.J.. Prentice-Hall, Inc., 1973). “The Party™ itseli was
adapted by Dr. Peggy Leiterman-Stock of Montana State University's. Office of
Student Affairs and Services.
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Appendix

Holland’s Characteristic

Groups Interests

Realistic Activities that involve the precise, ordgred use

(Party group A) of objects, tools, machines, and ammals and
includes agricultural, electrical, manual,
physical and mechanical things and activities.
Example: Working on cars .

Investigative Activitics that involve the exploration and

examination of physital, biological, and
cultural things to understand and control them;
sometimes includes scientific and mathématical

| activities. Example: Reading fiction

Aristic
(Pany group E)

X

ﬁctiﬁcs that involve the use of physical,
verbal or human materiajs to creaie art forms
or products; inchudes activities and things
relaied to language, art, music, drama, and
writing. Example: Listening to music

-

Social
(Party group D)

Activities that involve interaction with other
.people for enjoyment or to inform, train,
develop, cure, and educdty.

Example: Entertaining guests

.

Enterprisin
(Party grotip C)

Activities that involve interaction with other
people to reach organizational goals or eco-
nomic gain; leadership, interpersonal and per-
suasive activities included. ExamplewWorking
for a"community action or political organization

. Conventional
(Pany grovp B)

ﬁ
S

Activities that jnvolve the precise, ordered use
‘of data, i.e., keeping records, filing materials, _
organizing nymerical and written data; clerical,

:
-

v

computational, and business. Example: Work- -

ing as a treasurer for a political campaign

»
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Holland’s
Groups

Characteristic
Personal Traits

Writing Exercises

Characteristic
QOccupations :

Realistics , Present-Oriented Engineering .
(Party group A) . Thing-Orienled Skilled Trades
: (rather than people Agricultural and
*| ordata) Technical ™
: Conforming s
", Practical - )
i, Shy
Investigative Analytical and Abstract | Scientific, Analylical
(Party group F) ' ! Rational and seme Technical
LCritical )
Intelléctual
Introverted

{ Artistic
(Party group E) ~

: 1
Creative /
Expressive

Rely on Feelings

Musical
Artistic .
Literary and Dramatic -

- ’ Imagination - - -
Neon-Cenforming
Idealistic ’
Social Sensitive to needs Teaching
(Party gro’p D) -of others Ministey
’ Friendly Social Welfare and
Qutgoing Other “Helping N
. Persuasive - - People Occupations”
Tactful -
Enterprising Aggressive L Sales
(Party group C) Self-Confident Supervisory and pS !
Arbitious Leadership
Saciable
. . Persuastve , '
Conventional Practical Accounting >
(Party group B) Conforming : Computational
’ Efficient Secretarial and
' Orderly Clerical d
’ /_‘ Set in Ways ; ~




The Whole Is Nat Equal to the
Sum of the Parts: ‘
An Approach t Teachmg the
Research Paper;

-

Bryant Mangum .

Instructors are scarching constanly for ways (0 make research skills

an integral part of a writing course. Bryant Mangum suggests a .-
seyuence of assignments focused on biographies that combine litera- o
ture, writing, and research skills. Ms. Mangum teaches at Virginia
Commonwealth Univgrsity. Richmond.

—

Author's Comment .

When a collcague. :ecenlly asked me to talk informally to a group of
insiructors about my approach to teaching the research paper in our
frcshman composition course, the ﬁrstmclaphor_lhm £ame to my mind
was “the absinthe chaser.” | engourage sl.udents to find interesting slants
and exouc perspectives on the;“facts™ that they have uhcovered. Their
-Ways. of synthesizing the matetial, the frameworks that they construct,
becgme the chascr for the factsfand unless the framework is more than a
mechanical gluing together of Tactual details, the paper will be dreary. g
Unlike absinthe, it will be far from exotic, seldom worth waiting Tor. 1
emphasize the package that the facts are placed in, but I am equally
concerned with tcaching actual research techniques: syStematic ways of
locating source material and of cataloguing it for us¢ in a paper. There-
fore, my apﬁroach to teaching the research paper is. 3 two-part one: to
cncourage the students to make}a science of developing research-gathering
tcchniques and an art of blendifg the gathered materiaf in a way that the
. paper will be more than the sum of the facts. N ‘

-

The Approach ‘ v N

1' . , - * ‘-
To accomplish thes¢ goals T' yse biographies. I like biographies, which
alone is not a sufficient justification for using them, though I am ton-
vinced that one probably teaches writing skills mpst eﬂeclwely when one

. fecls passionately about the vehicle being used; but most important, I use e

them because 1 believe that a’good biography is as good a research

) ?’ 171
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project as one is apt to find, Carlos Baker’s Ernest Hemingway: A Life
Story. Arthur Mizener's The Far Side of Paradises Joseph Blotner's
Faulkner. and Richard Ellemann’s James Joyce are excellent examples.
Thus 1 select a good biography for the main texi and it becomes the
model for research. 1 arrange the assignments jn a way that students are
aoguainted with many of the problems all biographers, all researchers,
are apt te encounter beforc 1 have them study the model.

. ‘The assignments are divided into four parts: twp assignments which
lead up to the biography, the biography itself, and finally one that
becomes an attempt o apply techniques learned through the study of it
to a general non-biographical research project. This final cne becomes
the 2000-word research paper. The first group of assignments clusters
atound a persuasive writing objective and teaches students to evaluate
secondary sources as well as use them in the context of their own ideas.
Students first write a persuasive papel‘;withoul using outside sources; the
next paper, still persuasive, incorporates the ideas from an article of
someone else who agrees with the student; the next paper includes an
opposing view, and so on. The first three or {our papers, therefore, in

addition to being persuasive are also miniature research projects which

arc designed (o teach note-taking, summarizing, paraphrasing, document-
ing, and other techniques to be used: latér on in the semester.

. In the nexvgroup of assignments, the students apply the mechanical
skills they have learned to a more personal kind of research project: a
biographical theme written by one student in the class about another, The
students move with this assignment in the direction of the research
model, the book-length biography, and to accomplish this they do five
brief wriften exercises. Each student provides the biographer with a
resumé, a statement of ‘personal’ beliefs, an artwork considered by the
student to be revealing of the student’s personality, a fifteen-quesiion
questionnaire whose questions originate with the class, an. impression
sketch written by a third party, and two letters—one writien by the
student and another to the student. The author of the biographical theme

. .must digest the material, take notes on it, forniulate a thesis afout the
subject, and support it through footnotes to the sources. When this paper
is complete, the student-subject of the theme becomes its chief critic,
judging how.accurately the writer used the material. A third student can
then ‘Fnad the paper, learning something about critical reading and evalk
uation of another’s use of source material. But the chief function of this
‘assignguent is to acquaint the student’first hand with some of the prqb-
lems that the author of the biography, to be read next, encountered in
a.sscmbling‘ the material. If the student learns from this exercise that
source documents are often open t6 interpretation and that it is the

*

* o
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responsibility of the researcher to give the reader clefgdirections that will
enable the reader to see the sources, the student is ready for the model,
the biography. “o.

-To lead up to the main text Lselect several other biographies designed
to ulustrate various kinds of documentation, from clear to confusing—
and use of source material, from reliable to unreliable and from respon-
sible o irresponsible. My purpose here is to show that while several types
of documentation are acceptable, some are betier than others; and some
are unacceptable in responsible writing. The first biography that I use {or
illustrsitions is Thomas Beer’s Stephen Crane. which is packed with
information about Crane. Much of it, :Ispugh, must be regarded as sus-
pect. Beer has no footnotes and reportedly destroyed all of the sources,
many of them jnlerﬁ&vs with and letters from, people who knc&rﬂne.
Students are easily impressed through exposufe to this book with the
frustration that results from working with non-verifiable information. I
usually ask students to create in their minds an image of Beer burning the
sources and to connect this image 4o any “non-verifiable™ evidence that
they might be tempted to present in their own research paper..Then I
move into R.W. Stallman’s Stephen Crane: A Biography, a’book that is
demonstrably unreliable, paﬁly because Slallmali'%ilemly incorporates
some of Beer’s assertions into the book and presents them as fadts,

The second kind of biography is one whose sources are mountainous -

but which uses a footnote system sometimes so difficult to follow that
one is occasionally cut off from the source matenial by the apparatus used
in documenting it. The best biography that occurs to me for this is Carlos
Baker's Ernest Hemingway: A4 Life Story, an exhaustive study whose
absence of footnote numbers in the text makes it difficuit to know where
the information cotr€s from. Thus, while the book will always remain an
indispensable resourcée document to anyone interested in Hemingway, it
15 less useful than it might have been, no doubt, because Scribner’s fca&:d
the effect on book saléé if the biography had includéd raised {ootnote
numbers in the text. Students expesed to Baker's biography will, I hope,
never again face the decision of where to plade the footnote numbers
without remembering that the note is for the convenience of the reader; it

should lead the reader with as little confusion as possible to the source of -

information. And Baker’s book is useful for illustzating at least one other
major point. the fact that sometimes gaps in research projects must be
filled with information {from less than ideal sources, and when they are,
the reader should be clearly warned. For instahce, Bakek relies on Kitty

Cohn in Sun Also Rises, for much of his “ﬁqtual“ inf ormalioi’; about
Hemingway in the “Sun Aj:ending" section of the biography. The ques-

A

Canneljgéﬁtress of Harold Loeb, the feal life countefpart to Robert .
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tion to be raiscd in the student’s mind is whether or not Miss Cannell
could ever have been an objective or reliable source of information after .
the negative picture of Loeb that Hemingway pamted" And how aocurate
are recollections forty years after the fact?

Therefore, with practical knowledge of the problems that can arise in
wriling a biographical study gained from actuatly having wrilten a short
“biography” and with a warning from tife’ Beer, Stallman and Baker
books thal sources must be verifi able, the student i ready to study the
model and to do original research which requires that the student validate
-sources used by a biographer, measuring the author’s conclusions against
one’s own. For this purpose I use Nancy Milford’s Ze/da, a good research
project which reflects some of the problems of documentation already
seen in the Beer, Stallman, and Baker biographies, but which finally
conslructs as accurate and intriguing a pictur€ of Zelda Fitzgerald as one
couid want. I have students read it backward, from the footnotes at the
end to the front, though they read only selected portions. After describing
several detfatable conclusions drawn* by Milford, 1 have the students
select one of them_ that ¥l be theig topic. I try to select problemls that
can be, at least partly gesolved by reading the Fitzgeralds’ fetters on the
subject, entries in F. Scott Fitzgerald’s Ledger, passages from Zelda’s
novel or stories, etc. Thus they*are working mainly with primary docu-
ments and are finally usin g the secondary one, Zelda, only after verifying.-
its sources~and accepting or rejecting its conclusions. Did Zelda have a
romantic affair with “Edouard Jozan while "Fitzgerald completed The
Grear Garsby? Nancy Milford says “yes”, Sarah Mayfieid, author of
" “Exiles from Paradise, says “no”; the sourceﬁ—»chdaa letters, Zelda's
novel, Fitzgerald’s' Ledger, Fitzgeraid's letters-—are accessible to students,
‘and they are open to inlerprethtion. The collection, pr&sematmn and
- interpretation of the “facts” constitule this 1200-1500 word paper, and it
should b¢ rhore than the sum of its soyrces. The dimension added fo the
facts is What gives life to the subject, and Milford’s book provides not
only a source for comparison but a good medel to emulate: ¢

After the Zelda model, most of the controlled research ends and lhe
student is askedsto pursue any subject related-to the 1920s that now
is of*interest because of the exposure, through Zelda, to the time period.

Predictable choites would be [lappers, prohibition, visual or verbal art,

psychotherapy, interior design, women'’s roles, etc. If there were another

semester of freshman English, the next step would be to write on any

subject in any time poriod. Presumably the studem would move toward
* his or her own discipline, scrutinizing the sourcés,there as carefplly as was
donain’ exammmg the sources this far. ) -
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It is true, of course, that the composition course I have described is one
that [ enjoy teaching, in part, because the bodks uséd are ones jn which |
‘am especially interested. But it is not a course designed only for myself.
‘My 1ded was to select a model that was an example of sound research
and one which would at the same time be interesting 1o a large number of
students. Zelda fits both of these requirements and jts subject is one that
students have found interesting enough to read fpotnotes first. Any model
that fulfilled these two requiregients would work} There are comemporary
biographies which would, perhaps, even be of greater interest to students,
while there are more “scholarly™ biographies that might better illustrate
more’ precise kinds of dogutaentation. But I have found that regardless of
the biography used. this genr¢ lends itself to teaching the things that are
most important 10 me in a research paper course; I want to engourage
students to believe that they can contribute something original and new °
to existing knowledge with their rescarch,because I believe that they can.
! find that a good*way they can Jearn to do this s by taking apart a
biography and learning from the dissection sound researchMechniques
that they can Aty back to their disciphines. If it is-an interesting
biography, they will enjoy doing it and learn 'the tecbniques in the
proces; if it is also a well-written one they will have a. good model for
makmg an absm;he chaser. -, .
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. The:Post-Mortem Plan:
Teaching Writing across
the Disciplines

Julie Klein e A

The need for the development of students’ thinking skills cuts across
all disciplines. Julie Klein of Wayne State Unlvcrs:ty, Detroit,
Michigan, suggests a proecdurc she uses in an lntcrdxscnplma:y
course to foster thinking and writing skills concurrently. By making
students more aware of how to develop their thoughts in writing,
she strives to improve students’ pcrfdrmancc on essay exammauons

.
v

Author s Comment

Humer Gathcrers Seem S0 carcfree, and there fsic] only work was to
ﬁnd food. 1t wasn'tsuch an easy work, but they were qunc good as

- . Plus the Hunier Gatherers had a lot more leisure time than

wc do, and 1 really like- what little leisure time 1 get. Hunter

_ Gatherers seemed a lot stronger and healthier.than people today.

They had stronger teeth, and didn'{ catch a lot of diseases S0 they

didn't have to bother with doctors, deniists, etc. If they did see' the

-, medicine man, he would more than ki ikely cure them without needles
and surgery.

L

The comparison above appe'ared on the chmin'ation of a Wayne State
University undergraduate enrolled in a required Humanities-Social
Science sequence for Engineering students. Along with fellow students,
the student had been asked to weigh the advantages and disadvantages
of life in 2 Hunter-Gatherer society, an Agrarian sogjety, and an Indus-
trial society.” Clearly, there are problems with the comparison. To begin
with, there are grammatical mistakes, but those could be corrected with
a litle practicé and careful direction. Much harder 10 solve are the prob-
lems of critical mquary, the problems in shinking which by default
credte ‘problems in wrltlng “The studgnt exhibits a pervasive inability
to “think historically” in ihe transposflions of contemporary conteptual
approaches to and linguistic- labels for work, leisure time, and health.
In turn, that inability creates lmpedlments to making other kinds of
socio-cultural judgments.

In a collective “post-mortem” appraisal of this exam, classmates sug-

gested its errors and vaguehess could be remedied by more precise and
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sustained use ofsqmploglcal anmthropological, and economic perspectives. *

" They suggested that the student is headed in a potentially fruitful direc-
tion, eudepced' by the awareness of the work/leisure split in contem-
posary life and, the institutionalized natyre of modern medicine. Howéver,
without cslabhshmg some fundamental definitions, the writer loses even
the nmst correct suspicions in a jumble,bf recollected details. There is an
alarmmg um\ersallty about such problems. The inability of ‘Students to
use and perceive language. with effectiveness is not the concern of the
Engltsh Depanmem a!one When students have difficulty distinguishing-
fact from opinion a erprelauon it cripples their efforts to work
across the face of the university, in the Humabities, the Social Sciences,
and the Sciences. What js at stake here is not Composition 1¢] but good
.composition. Reasoned critical thought is a fairly universal goal and clear

‘expression is, therefore, an essential subject across fhe disciplines.

Fond as we are of justifying exams as “learning devices,” few of us
really do use them as well as we might to teach both writing and course
content. For understandable reasons, few instructors are willing to sacri-
fice an entire day in their already-crowded syllabi to engage in close
scrutiny of exam results, let alone talk about writing throughout the
term. What usually transpires after an exam? In some cases nothing
happens, save paper shuffling and mild-to-bold castigations. In other

cases, there is a modest attempt to indicate the “right answers.” To excuse -

the inattention by arguing that exams are after all pressured, writing is a
shallow justification. Aftgr they leave school, students will at' some point
have to write,under pressure again. Moreover, exams will remain major
tools for evaluating students’ knowledge. English teachers feel an increas-
ing responsibility to teach effective exam wiiting, while their colleagues in
other disciplines continue to complain about students’ exam writing, To
help both groups to teach good exam writing, [ shall describe a systematjc
procedure for leading into and out of exams, fondly dubbed the “Post-
Mortem Plan™ by its practitioners. s

The Plan »

To illustrate the Plan, let me draw examples from the second semester of,
the year-long sequence [or engineers with which we began. That course,
“The Impact of Technology,” brought together several faculty from dif-
ferent parts ef the University, As faculty we shared large plenary-sessicgne
lectures twice a week, therr assumed individual responsibility for smaller
discussion workshops twice a week. The course exposed students to sig-
nificant examples of ‘the impact of technology upon socigty and key
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arguments about moral;ethical issues in science and technology. Our case
studies included alienation in thc workplace, multi-national corporations,
the Manhattan Project, individual incidents of product liability, PBB .
poisoning, genetic engineering, and exponential growth. By intention I
was an interdisciplinary course, since the assembled staff shared intellec-
tyal and pedagegical convictions about approaching such problems and
indeed the question of knowledge itself through multiple perspectives.
Our lectures and readings ranged across many disciplines, literature (with
Yonnegut’s Playr Piano and Cat’s Cradle, Brave New World, and science
fiction), filrh (with documentaries and}*Dr. Strangelove™), economics,
industrial technology, history, psychology,\sbciology, political science,
law, chemistry, biology, en@neering, and physics.

In the biweckly workshop, it was a struggle just to keep up with the
main syllabus, a fairly universal burden for teachers. However, to pro-
vide a framework {or vur study, I set the following broad goals !‘or
the scmcster y

The Theory: Conceptualization
We wereta maké an intellectual inquiry into the ways we
acquire, conceptualize, and reshape knowledge:”

Time Method: Expression
We-would resort constantly to “writing out™ our deliberations,
speculations and interpretations. This took three forms: “rough
drafting” our thoughts, preexam “contract™ practice, and post-

mortems on exams. :

Hclpmg’ students to develop the critical ability to examine coneeptual
and linguistic assumptions in intellectual disciplines is difficult. Not
all intellectuals can see them in their own fields, let alone in others.
Nevertheless, raising questions about how people work in their variaus
specialties is a valuable investment of time, not just for the immediate
understanding of one subject but for their life-long ability to make judg-

’ménts and perceptions. An introduction to thinking about the nature of

knowledge can be a valuable way to get students thinking about the
axiomatic assumptions of a ﬁngle discipline or jhe broadly dispersed
disgiplinary sources upon which most compositiorteachers draw.

5 They may not know the word “epjstemology” but they can certainly be
taught to have eptstemologwal sensitivities which will make their thinking
and wntmg more ¢ritical” En any course I introduce subject matter by

~ using a sequence of querics andhexerclses

*  Stepl -
What do you know gbout this [subject, concept, 1dea, or thinker]
already? How did you attain that knowledge?
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Step I
How do professionals [historians, chemists, scientists, anthro-
pologists . . .] go about studying this?
What ki’ﬁds of questions do they ask? What kinds of questions
don’t they ask?

Step I
How would a different professional look at the same matenal"

Swep IV
Whau, therefore, should we se1 up as criteria for study {historio-
+  graphical methods, 1he “scientific method™ or theories in affec-
tive criticism . . .J? . : 2
What happens |f we exclude other modes of a;nalysns‘? How will -
that shape our subsequent knowledge?

-

To illustrate: let me recall our discussion of the Manhattan Project.

Step I. We began our,study of the Manhattan Projec by brainstorm-
tng for five minutes. Brainstorming is an old’ pedagogical technique, to be
sure, bu it Yemains one of the best, Whether a class is in a slump or just
not ready to deal with a topic, their act of brainstorming while the
instrucior writes the results on a chalkboard is very useful. In this case
students came up with enough words and phrases to fill the board:
snatches of prior history lessons, terms from physics classes, descriptions
of Hiroshima from a student whose father was among the first ocCupa-
tion troops. With all eyes on the board, we discussed how students® views
had been shaped and how the actions of participants in the Project were
shaped by their desire as physicists to solve specific” scientific problems
and to move from a scientific puzzle to scientific knowledge.

Step II. We categorized the items in our chalkboard list by consider-
ing which problems were generally thought to be the province of physi-
cists, which concerned political scientists, what preoccupied philosophers
and what comprised the “exXpertise” of military personnel. That, discus-
sion enabled us to enlarge upon our understanding of how people think
because they are trained to particplar ways and from what positions thelr

thinking on a problem might tend to be
Step II]. With the help of wnJ;ﬂsm by Lauta Fermi and Robert
Oppenheimer, we sorted out.the different positions on the Manhattan
Project, particularly the contrdvérsies about howr,l.hc bomb would be
used and the évolution of scientists’ concern.

Step [V, Our ability to conceptualize the lssueg‘ invol!
our corclusions about the impact of teghno 1s case study were
aided by such a breakdown of mouvailon"’"l' "Reactions tothe
dropping of the bomb, a subject covered at length in a plenary-session

- - -
= s

and to ]usllfy )

K] ’ ;.




186 . Writing Exercises

leclure As we tricd to reach conclusions, we slopped _d,nscussmg,and-
began writing.

‘Rough Drafting (the first writing)

Rough drafling ocut our thoughts was a frequent resort, especially when

. discussions revealed conflicts or contradictions. During our study of the
accidental poisoning of Michigan residents due to the substitution of
Firemaster {a free-retardant formula with PBB) for Nutrimaster (a cattle
growth formula marketed in a 50-Ib brown bag similar to the Firemaster
bag), we “were struggling with the complex issue of complicity. After ten
minutes of trying to sort out the mistakes, cover-ups, political interpreta-
tions and conflicts in laboratory tests, students were frustrated. Offering
once more to serve as their scribe, 1 suggested they write a one-paragraph
summary of the reasons for this terrible accideqt. It took twenty minutes
for them to write collectively the single paragtaph. However, they were
pleased with the results, for they had posted statements, revised them
where necessary, and censored hasty generalizations. It was an enor-
mously satisfying exercise.

As usually happens with this exercise, they had to keep backing up: to
curb -overgeneralized assertions, to correct errors, to extend shallow
cause-effect relationships. Sentences 2 and 3 usually move more quickly
than | bécause students become enthusiastic, though they still need to
back up. Here is an example ¢f such a rough-drafting, with eliminations
crossed out and additions set above the line. -

% (first attempt)
" The government was most responsible for the foul-ups.

(second attempt) ~  cauces of
There weré many reasons for the PBB tragedy.
~ *(Students had trouble dcc1d1t33 which reason to place first. One of them

suggested the way to generate matenal for ‘Sentence 2 would be to
stop for a minute of brainstorming. “This.is what they came up with.)
. f 2 - .

Original Cause ) . -
Michigan Chemical Company . .

*(bag mix-up) * T"’/
*(poor labelling)
'?(tenaclous chemical which stuck to machmcs)

Q | 199
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Sources of Confusion ' \
*FDA safety levels set too low

*legislative arguments over who should pay victims
*general unfamiliarity with the PBB chemical

*conflicting test results (differences in Michigan tests vs.
out-of-state tests) f’

Cover-up . . * ’ ! L

*Farm Buredu sluggish (claimed feed ok) #

_*government response slow

*FDA and others concemed with quarantining of farms, not solution to
overall problem -

*bureaucratic dela)'S i - l

{With the 1ist before them, they backced up once more to write a new first
sentence.)

There are many levels of co:’nplicity in the PBB tragedy: business, gov-
ernment, political management and scientific procedures. -

(Then they prdceeded to bujld individual sentences ta illustrate the levels.)
For the students, such an exercise shows how writing can fac1htate
thought, not just serve as a reqairement to be performed for judgment
upsn three or four dates in a coyrse: For a teacher, it provides an
opportunity to put Qonceptual goals on the line: to help students test the |

. validity of their assertions by making them visible in written form, then

to make warranlcd revisions. Prabtticed collectivély, it gives students a
chance to pool their information and to gtjoy solvu_:g problems together.
r - ‘ .

Pre-Exa@ Contract Practice (the second writing)

Whenever we reviewed for a forthcoming exam, we began always by
categorizing the massive amount of information for review. After that we
went to work dlrcclly o answering probable exam questions. On the.

" basis "of their review, students desjgned the most “logical” and “fair”

questions to be txpected. With the questions posed, we set about writing
introductory paragraphs for each question, using a contract method to
ensure ¢larity and to establish a checklist for writing and proofing the
body- of the inswer. For their term papers, I had prepared an Intro-
ductory Page Contract which students themselves modified for exams:™
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The Introductory Page Contract

In order to keep yourself on track while writing and to keep
your reader informed about your purpose gnd how you will meet
that purpose, make a CONTRACT ,with the reader on the first
page. Sct up the expectations that you will share with the reader Be

- surc to include the following on that page:

1. statement of topic: what it is you are investigating

2. statemv.‘:‘ the problem: why the topic is important {its
moral/e 1/technological significance)

3. Statement of method: how you've gone about your investiga-
tion (source, goals, and any limitations)

4. statement of organization: how you've set up your presenta-
tion of evidence and conclusions, and why you've used this
apptroach

o 5. any qualifying remarks: any special expectations the reader
Rl . shquld have gor any qualifications 'you need to make.

The Exam Contract

In order to focus directly on the question and to make clear your

(se{ ategy for answering that question. make a CONTRACT in the

first paragraph of your answer. Set up the logic of your answer by
inctuding the following:

. 1. statement of focus: what the scope of yo?r answer is (works .
{\ to be discussed and reasons for choosing (he ¢xamples) '

2. statement of thesis: what key arguments you will make

3. statement of procedure: how you will structure your argu-
meny and why you've chosen %pproach

4. any qualifying remarks: any spsial points you wish to make
ar assumptions the reader must b; aware of, :

oy

Where there is generally only.enough time to draft introductory con-
tracts for one of two questions, this exercise remforbcs the importance of
planning and developing clearly formulated arguments for exams as well
as papers. Moreover, the class enjoys the same kind of joint writing and

. revising that they have been sharing in the Rough-Drafting process.

L]

f
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In writing a qucstion about PBB, to recall the above example, students
zeroed in on the issue of what lessons we had learned for future applica-
tion from a past tragedy. Using the EXAM CONTRACT, they wrote the /-
following, with deletions and revisions indicated: |

we can fearn from . .
There are many lessons for the [uture the PBB tragedy:

. € the need for
about the nced for respensibility jn business, control of

r

government regulations
government .offices, problems which aris¢ {from our

" the need for toggl_i-safety sgapdards
dependcnce on scicnce, how chemicals can be mishandled or '

the need for thorough testing procedures
" misunderstood. I will discuss the causes of PBBRoisoning and

first the original cause and then the series of mistakes and cover-ups
the cover-ups. Then I will suggest what alternatives might have

lessened the damage. . .o
- kept it from getting worse. My sources are the Detroit Frce Press A

I will use Dr. Maier’s review of the causes, L
articles, Dr, Maier’s lecture, and our class discussion.

-

- L}

M . .
Frec Press discussion of cover-ups and bungling.

While this CONTRA\'.'F could still use some improvement, the stu-

dents made prudent changes and thejr final exams were strong. Both -

" exams and essays are often crippled by vague opening (a lack of clear

purpose) and weak structute (absence of a tight and logical sequence).

Setting the contrac™up as a checklist for each paragraph in an ex3m or

. essay enablcs a student to test the effectiveness and contribution of single
paragraphs to the overall urgpose. Oy
The Post-Mortem (the third writingy

. :

. If possible, I return all exams the next class period, certainly no later
than one week after the exam, both to capitalize on the students’ factual
recall and to keep major conceptual concerns alive and constant. Passing J
around anonymous copies of stggcnts‘cxams is hardly a new idea. How-

‘
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N information, conceptualization, and expression. There are certainly
) reasons for using an “A” exam and an “E™.exam, but I have
fc;unq it more productive to distnbute copies of “B" and “C" answers
to the same question. This way students are forced t0 concentrate on the
relative #trengths and weaknesses in arguments that are neither indisput-
ably cxccllcnt nor woefully mcompelcnt Students can combine strengths
from separate exams while purging their weaknesses. Making the exams
stronger rather than just talking hypothetically about probable strength is
the goal.

Again we work collectively, though with a somewhat altered agenda’

1. We read copies of anonymous exams. ' 4

2. We itemize strengths and weaknesses.

3. While I serve again as seribe and guide, students revise weak
sentences.

These revisions do consist, aé one might expect, of adding examples.
However, we also fine-tune CONTR ACT paragraphs, strengthen copclu-
sions, and assess the balance of generalizations and specifics.

When 1 originally began usmg the post-mortem plan, 1did only STEP

IIi, the'exam post-mortem. However, STEP I evolved from my convic-

tion that good writing and tHinking must be on-going topics in any
course. STEP I, ROUGH DRAFTING, w2 born of a moment familiar
to most teachers. students were mute, so stuck on‘a problem that they
were growing disjntercsted out of frustration. ROUGH DRAFTING not
only picked up their spirits but led.them to become fascinated with a
problem which.a few moments before had very little faséination for them.
STEP Ii, the EXAM CONTRACT, was a logical extension.

Given that examinations will probably remain 611:; of the chief means
of testing comprehension in most courses, it behooves us to deal in such
comprehensive fashion with exams as acts of communication. With some
hope, we can 100k (0 their next exams and papers for improvement. Yet,
with some humility, we ought also to look beyond courses and exams, to
ponder seriously how well gur students will be able to test and evaluate
the forms of knowledge they will encounter beyond their school years.

One lamentable truth of learning Is that facts are forgotten. Worse than
that, what survives very often is an atmosphere marked by distortions.
Once & student passes through the doors of the classroom, sych impres-
sions and atmospheres are rarely laid open to the kinds of challenges
and rethinking that constitute genuine critical thought” While it is not
a panacea, teaching writing at ‘one of the most forgotten points—the

el we tfy once mog:n engage in a col]gptive writing exercise which .

v
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exam—might rejnforce the means and urgency of critical expression, It
might give a sharper critical methodology and justification. for a writing
. task which many studentd either abhor or “fear. It will albo.demonstrate
that essay exams are not arbltrary nonsters invented by teachers, Writing
a good exam involves using universal principlés of critical thought and
persuasive expression which students will need well beyond their exam.
To fail to discuss these issues At exam time 1s, then, a serious omission.

*

ERIC ~ | '

Aruitoxt provided by Eic:




One of e primary ingredients of any English class is reading, and a
natural extension of this reading is writing. Such writing may be to

-

discover or feport meaning, to engage in personal response, or to create a B

hterar} form. Articles in this section offer ideas about developing sty-
dents’ appreciation of literature, about using readmg as a springboard for
short stories, poems, and essays, and.about helping students to write
critically and analytically about their reading.
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. gpactlcally L1terature ' : B
r How I Learned to Stop Worrylng .
and Love the Course

" Valerie Goldzung
LS - -7 ’
The study of literature has tradilfonaﬂy spawned the writing of .
critical* analysistessays. Vdlerie Goldzung suggests, ~however, that
. literature ought-10 be viewed as an excellent stimulus in writing
¢lasses for exploring man§ forms of wrilten response. Ms. Goldzung
submitted this exercise from Springfield College in. Massachusens,

”

Author’s Comment ,
!

¥
One of the problems with using a reader in a gomposition course is the ‘
tcmptanon for both teachers and students to talk about the themes and
ideas in a work they are reading rather than to use it as an aid in -
discussing rhetoric, or, in an introductory course in literature, as a way
to concentrate on forms. After all, it’s much mqge fun_ to talk about v
“life” than literary and rhetorical abslraclmns even if you Ye asing exam-
ples. One of the ways I've tried to enliven'discussions of rhetorical and
hlcrary problems of form and style is by usmg the things we are-read-
ing simply as common material for imaginative producuons of the stu-
‘dents themselves—short stories, skits, interviews. ]

I had always beefi struck by the ability of students, myself included, t .
write with color and concreteness when consciously developing a cirgy,%_; .
scribed persona, and found this increased as the materidls one mig { '
7 > work with—the plot, the characters, the languagc—w:r; further limited, ™
The game-like aspect of composing, the conscious delight in solving
arbitrary problems of a size yow can handle and discuss, smnulatcd
imagination and decreased pcrsona] anxiety, -

I usvally emphasize one particular form in class discussion at particu-
lar times during the semester, and encourage each student to try out that
form during the term. But [ dont twist arms. Small exercises in class can
provide all the students with some pragtice in the less exotic {forms of
exposition and argument. And if they become good narrators, describers,
or dramatists in the course of a single semester that’s better than having
them become grumpy or cliché-ridden essayists and disclaimers,

194




‘ Fl lv
Wriing and Reading' o 195

I no longer feel guilty for not explicitly dealing in class with the four
levels of discourse, or the eight ways to organize an expository theme,
or the difference between restrictive and. non-restricting modificrs, or of
becoming frustrated by trying to make sure the students get the historical
and literary pinups togo with the readings. I have actually come to enjoy
reading students’ essays, each of which is different, and which, good
or bad, stimulates my own imagination as possible material for future
classes. I've even done some of my own assignments for fun!

I don’t pretend this is.a new approach, or even unique; I think it
occurs to us Ml at times. It's just a matter of getting over fecling guilty
or suspicious about consciously using an approach that's so personally
cnjoyable. Below is a sample exercise that utilizeg this idea.

kY

Sample Exercise

Read John Updike's “Ex-Basketball Player.”

Updike himself transposed characters, theme, plot, imagery from one
medivm to another as a skilled “professional amateur” (as he liked
to view himself). His poem “Ex-Basketball Player” was reworked five
times—twice -as a novel and three times as a short story.

Foliowing Updike's example and practice, look at the images, charac-
ters, setting, and facts for possible plot development in the poem as
providing material for compositions of various types. Notice how the
nature of each medium or form of discourse demands that different
elements of Flick's experience be emphasized, how'your own experiences
and\‘esponses to life and language transmutth elements provided in

Updike’s poem.
Below are some suggestions for this assignment. Remember to utilize
what we have discussed about each particular form. .

* These are only suggestions—you may develop your own narrative,
descrip_t-ion, skit, exposition, or argument that takes off from the expe-
rience of the poem.

I. Narrative: /

a. First person—Compose a monologué by Flick at work or taking
his coffee break, or telling someone of his past victories.

b. Second person—Catch the waitress telling someone (glrl fncnd,.
customer) abcdut Flick,

c. Third person—Tell the story using basically the same point of
vlew as in the poem.

You may use dialogue in adny of these and may cxtrapolatc from the

mcldems in the poem.
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k]
2. Dgscription '
D%cribc the diner, the town, the gas station, Flick, Mae—or any
coribiation of the above—from.a stranger’s pomt of view,
3. Drama:
Use the chafacter ol' Flick as described in the poem, and have hirm
talk to thépresent high school “star,” or with an old cld#smate who
. is now a successful businessman, or with his boss, or Mae. -
4. Interview: '
Interview Flick for the sports page of your high school newspaper
on the occasion of his class’s 10th Year Reunion.
5. Expository Essay:
a. A character in one of Updike's novels who is very llke Flick says,
“I once played a game very well. I really did. And after you're
first-rate at something no matter what, it kind of takes the kick
out of being second-rate.” Write an essay in which you explain,
. why you agree or disagree with this point of view. You may sup-
port your ideas with specific references to ;Ex-Basketball Player™
as well as your own experiences.
b. Compare the ideas on early succéss presented in, Updike’s poem
with Housman’s “On an Athlete Dyincggoung."’ o
¢. Define “success” using*the experien
Updike's poem, supplememing them (or contradicting theny) with
your own experience. -
6. Argument:
a. Prepare a deductive argunient proving that “Living in the past
- will only lead to unhappiness.”
b. Argue the point that high school curticulums foster competition
without teaching skills or sophisticating the suilem's values.

~

and values exprdsed in

-+
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"Donald R. Gallo . ) L

One common wriften respanse to the reading of literature has been

the book report. Donald R. Gallo of Central Connecticut State

“University, New Britain, sugg at teachers explore more of the

possibilities for wriling {ropf literature rather than about it. The

activities he suggesis can be done with a class-assignéd book or in

cQnjunction with independent reading. £
Author’s Comment
The following activities are based on several obdervations and assump-
tions: 1) Writing too often is taught in a vacuum; 2) students are often
required to write on topics the ittle about and couldn’t care
less about, 3) “academic” writing often has greater legitimacy than “crea-

- tive” writing, especially becawse of the basic skills emphasis of recent

years, 4) students almost always write for one audience; a nebulous,
* general, no-one-in-particular reader who is usuaily only the instructor.

"Writing from literature, instead of only about literature, can provide
creative approaches with academically respectable topics written for
specific alfcmat‘ive audiences. Thus, academic skills are not sacrificed to
interest; and wmmg can be both academic and creative. The activities
listed below can be done in conjunction with the study of a single
assigned book, or—in junior and senior high school—they can take the
place of the traditional book réport on outside reading.

These topics are dnly suggestions. Some are for well-known classucs,
others are for more contemporary teenage novels. Each topic can be
modified to “fit” different pieces of literature or to accommodate students
of greater of Essel ophistication.

The first ify is the easiest” One can see why it works well with _
Junior high school writers, but many college riters can enj oy and béfefit
from it as well. Be careful not to reject it because of its simplicity and /

seemingly non-academic quality. +

r
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Classroom Exercise
‘e
1. Pick a book you've read.
2. Pick a key character {from that book: e.g., Patty Bergen from
SummeF of My German Soldier; John or Lorraine {rom The Pigman;
Holden Cauifield from Caicher in the Rye; Sophie f rom Sophie’s Choices
Biff from Deark of a Salesman.

3. Choose on¢ major problem that charactcr has: e.g., Lorraine’s
feeling that her motheg picks on her; Sophie’s coffCern about Nathan's
rages and his callous treatment of her; Biffs inabifity to express his
feclings to his father.

4. Write a letter that your character might write about that problem
to Ann Landers or Dear Abby. ' .

5. When the writing is finished, place all the letters in a pile and .

scramble them. -

6. Blindly select a letter from the pile, making sure it’s ot about thc
same problem you wrote about. (A different Charactcr, where possible, is
also preférable.)

T As il you are Ann or Abby, write a response to the problcm

expgessed in that letter. ) . )

The chief advantages of this activity are its brevity and simplicity, and

almost every student type is familiar Wi;:ﬁ the length and kinds of letters _

which appear in the daily newspapers. Note, also, that ir order to do this
seemingly trivial assignment well, the student must have read the literary
work carefully enough to understand the character’s problgm and emo-
tions regarding it; must understand and be able to reproduce the lan-
guage, sophistication, style, and possibly dialect of the character; should
be able to reproduce the typical Dear Abby letter’s format and response
style; and, writing as Abby or Ann, ought to exhibit a tact{ul, thoughtf ul
rcsponsc to the character’s problem. The assignment is thus creative in
that it requires some onglnallty and a voicg not usually called for in
laterary analysis papers; it also has an academic Iegmmacy in that it
requires analytical skills, a proper form, and convincing descriptign as

- well as analysis.

L4

Other Toplics for Writlng from Literature - -~

il

1. A newspaper accouni of events from the book—e.g., a sports
report of Alfred's big fight in The Coniender, a society column aBout a

Al
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big party in The Grear Gatshy, a featufe story on the rodeo exploits of
Thomas Black Bull in When the Legends:Die.

2. A letter from one character to another—e.g.,from Holden to his
brother to describe his adventure in New York City from Catcher in ihe
Rye, from Slim to George two years after the ending of Of Mice and
Men. - . - .

3. A script for the,Evening News—either radio or television—about
an incident from the book—e.g., the discovery of the hiding place in the
Secret Annex in Anne Frank, the death of Adam’s father and mother in {
Am the Cheese: the assassination of Caesar in Julius'Gaesar. :

4."An entry in Whe's Who for a main character—e.g., Shane from,
Shane, Atticus Finch from To Kill a Mockmgb:rd Zhivago from Doctor
Zhivage.

« 5. Aletter of recommendatlon for a ¢character—for a’job or “Man of
the Year” or some award—e.g., for Brother Leon for a teaching position
in a new school frgm The Chocb!a:e Har. for one of the doctors from
Hiroshima: for Beth in Qrdinary People. v

6. A eulogy for a character—e.g., father in ' Sounder; Kizzy in Roots;
Paul Baumer in Al Quiet on the Western Front. .

7. A citation from the mayor or a civi¢c group to praise a character’s
actions—e.g., for Ben’s hefoism in Dealhwa:ch. for Sidney Carlion's
sacrifice in A Tale of Two Cities. "

8. An obituary for a character—e.g., for Haven Peck in A Day No
* Pigs Would Die: for Willy Loman in Death of a Salesman.

9. A piea from a character (0 a television audience for uﬁderstanding
of his or her ‘motive for actmg in a certain way—e.g., Raskolnikov in
Crime and Punishment; Miro in After the First Death; Tess in Tess of
the D'Urbervilles.

10. A newspaper editorial about an issue {or theme) in the book—¢.g,,
teenage violence in The Quisiders: the practice of weaseling dogs in A
Day No Pigs Would Die; censorship in Fahrenheit 451.

11. A personal letter to a character in-the story—e.g., to Holden in
Catcher in the Rye to explain how you feel about your parents in com-
parison to his feelings abotet his; to Nurse Ratched in One Flew Over. the
Cuckoo's Nest about her treatment c_:f the in mates.

12. A questionnaire administered to the public aboyt an issue from ,

the book—e.g., the mistreatment of dogs in Call of the Wild; test-tube
babies in Brave New World—and then a report on the findings.
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. {rom The Grear Gaisby and Willy Loman {rom Death of a Salesman.
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13. A dialogue between two characters, either from the same novel or.
from different ones—e.g., a discussion between John and his mother in 2
The Pigman; an accidental meeting outside a bar between Jay Gatsby .

14. An jmerview with a character, with you as interviewer or with
someone else as mlemewer—-e g, you interview Chatlie_in Flowers for
Algernon; Gloria Steinem interviews Hester Prynne from The Scarlet

“15. A psychia{r?sr’s report—e.g., on Tony in Then Again, Maybe [
Won'i: on Katsuk in Soul Catcher; on Kurtz in Hearr of Darkness.

- .‘ ’ B
Several Activities for a Single Work : L.
Each of the above activities seems$ 10 be limited 1o a single work of «
literatur€: In fact, several different activities can be assigned for a specific
book. Students can be required to do all of them or 1o select one of more
from a suggested list. Three sets of assignments {ollov: - .

:‘! Separate Peace ' -

1. A diary entry for each of several délys to record Gene's fe(néu
about some of Phineas’s aciipns—e.g., the war games, lhE pranks the
athleti¢ activities, the fall from the tree. ' T

2. A letter home from Phineas describing his first impressions of
Gene; 01 ffom Gene dcscnbmg one of his encounters wuh Phineas.

JLA newspaper account of Phineas’s fall {rom the tree,

4, A eulogy Gehe might write for Phineas's fyneral.

b A questionnaire that might be distributed to the boys at the school

1o determine their interests: fill out a copy as Phineas might have, or as
Gene rnighl have, or as other characters might have.

6. A citation from the lown o lhef§l Jiejll'body for their help dunng ..
the snow remaval.

»

¥

When the Legends Die

1. An ed:rgnal about the treatment of Indian kids at a BIA school.
Z\An advertisement (ironic) {or the Indian school. |
3\ A series of newspaper accounts of Tont Black’s rodec exploits.

4. A legter of recommendation t’or Tom Black to become “Cowboy .
of the Year.” - - . v

»
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5. 0A personal letter frorn Tom to*Mary Rcdlnond, written after he
_returns to the mountains. A\
) 6. An obituary for Red Dillon. T TN P
‘ Y
Macbeth ’ ~ oo

1. A script for thé CBS Evening .Ncws rgcoummg the murder 0{
Duncan, or of Banquo, or of the death of Macbeth.

2. A psychiatrist’s report on Lady Mécbeth.
3. An entryin Who's Who for Macbeth,
4. An ultimatum from Macdyff to Macbeth to surrender.

5. Adiary entry of one of the.murderers about the events leading up
to the murder of Banquo. .

6: A suicide note from Lady L\a‘lacbeth to her husband.
7. An obituary for Macbeth, '
8. A recipe for awitches” brew, -

b
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: T.J. Roberts «, . : &

Rather than a ays having students write eritical cssa)rs about
authors and thdicoworks, T. J. Robens suggests having students,
explore 1heir vcrbal addictions, which allows them 1o draw upon
their own experiences with reading. Mr. Roberts eonlnbuled this
‘ rrom the University of Connecticut, Storrs.

»

Author’s Comment - " %
) - - . .

Students need to talk about this'assignmem in class before™hey set tfg
work on it. My practice Jow is to distribute the assignmem in mindeo,
‘hraphed form to my students about two weeks before the essay is due and .
then to have a half-hour dls'cussmn in class on the assignment at the next o
class meet:n}On the whole, this i¢ probably the best-liked of all the

A

different problems I have given my classes in literary criticisth and theory. ,
Exerelse o ’ R
Most of us who read a lot will read a spy novel if we are assured by
someone We trust that it is unusually good, but some readers will read
stories of this type almost without regard to theit being good or not.’

More precisely, they are not so much colicerned about their bemg‘ good s
novels as they are about their being good spy novels. (Indeed, “they are o
saMmetimes heard to ciaim that alf spy novels are good.}) - %
When we find that a reader has this attitude, when we find that he or
she reads a very great number of spy novels and that he or she I!;ca\ds_ BN
them with fair reguiarity over a long period of time we feel jusuﬁed in
saying that the reader has a verbal addiction. Addictions vary in intensity = .-
and our reader of spy novels may have a very mild form of addiction—no
worse, say, than an addiction to cigarettes: one may find oneself gettifig
“hungey” {or a spy novel'if one hasn’t read one in some time, and clutch
eagerly at any opportunity to read one, but the reader won’t be pro- .

O ,
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foundly disturbed by having to go without for a long time. By coritrast,
those addicted to, say, the Bible may be profoundhf upset if thcy must
miss their daily reading.of a chapter.

Assignment N

I s

Identify for us one of your own verbal addictions—one you have now or
have lost only very recenty—and offer a theory as to why you ae
addicted to this type of thing. .

Alternare A&ignmem "

If you find it too difficult (or embarassing) to deal with one of your own
verbal addictions, yeu may find that you can ‘writ¢ on precjsely the
opposite kind of phenomenon—yerbal allergies. If thero is a cerfain kind

of reading—spy novels, westerns, poetry, ariticism—that you defest, iden-
tify it for us and offer a lheorlftl:a why ;ﬁ: are allergic to it.

/ o

Discussion Questio ns . . -

1. Here is a fairly random list that might help you rccogmzc the
genres to which you are addicied:

Western novcls and films. Mystery’novels: British and American
styles. Science fiction and science fantasy. Poems, Plays, either
read, watched, attended, or heard. Television jn general. Television
comedies, tragedies, or adventure. Motion pictures generally. Film ~
comedies, film tragedies, foreign films, horror films, bikini films, or
sword-and-sanda! epics. Comie strips and comic books. Ncwspaper

eolumnists: the personal advice, political, humorous, or medical .

columns. Magazines. Magazines devoted to aptomaobiles, sports, fiy~
ing, fashion, foye stories, eross-word puzzles, or sex. Paperbacks.
Books by a pamcular author (¢.g., Harold Robbins) or best-sellers
or books about a partieular epoch—the Civil War, ancient Rome,
etc. Argumcmatwc conversations, lectures, light chatter, or narra-
tive conversations. Popular songs, blucgrass songs, art songs,
operatic arias, or folk songs. True adventure, Animal Stories.
Accounts of Nazi bestiality. Accounts of expected nuclear horrors.
Books about stamp collecting, about cooking, about karate. History
books. Time magazine. Movie fan magazines.

This list hzfrdly scratches the surface, A good way to start your iden-
tification of your addictions is {o ¢xamin¢ your own bookshelves and
whatever magazines you have lying around, Next, you might look through
a really well-stocked magazine and paperback store and note the sections
which dra}w your attc.:mion. ~
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2. How long have you had this addiction? Can FOu rentember having
switched from another genre? Can you think of any reas:.ons"why the.
change occurred? .

4 3. How badly addieted are you? Is it fairly regular, or is it sporadic?
How much time did you give to it during the last two weeks? *

4, Which features of the typical item in this genre do you find par-
- ticularly satisfying. the character types, the plots, the themes, the style of
writing, or the situations? Which features don't you like, or Jjke only
rarely? * ’
5. What kind of satisfaction do you seem to get from this genre?
Why is it you like more of this kind of thing than the rest of us do?

’

N




1

'One Way fo the Shart Story:
Newspaper Clippings as
Source Material - .

N

Ken Donelson
Beverly Haley
The short story remains a faverile genre for nfany students.” Ke

Donelson of Arizona State University, Tempe, and Beverly Haley of
Fort Morgan High School, Motgan, Colorado, suggest that. the

% newspaper can be a valuable source of ideas that students might use

as a basis for wriling their own stories.
‘ ¥
Authors’ Comment

What's an English class without short stories? Often we begin with a
short story unit because we feel comfortable with them and because we
know students like them and like to talk about them. And we enjoy
having students wrile short stories, and often, surprising to them, they
even enjoy the actwity. It all sounds so promising, and it may prove to be
as good as we thought it ‘might, but one major problem soon appears.
Where do plots come from, what kinds of ploj twists are possible, and
where do workable and believable characters come from? g

An often overlooked source of plots and iwists and characters and
motivations galore is in the daily newspaper. Short story material for our
purposes doesn’t come from front page headlines. Rather, it’s the “little™
stories that grow large with story potential, those shert “fillers,” ads in
“personal® columns, items from “Dear Abby™ or “Dear Ann,” or maybe
some odd sports story. Net all those items will excite you of your stu-
dents, but if you keep your eyes open and your scissors handy and active,
you'll find several intriguing items a week from your local paper that will
appeal to you and just might appeal to your students because the items
are sad or ironic or unbelievable or funny or puzzling. )

Some students’ imaginations mushroom from reading something like
this. They're ready to start writing almost before they finish reading. But
that is rare enough, and most students will need some form, some direc-
tion, some structure (0 proceed.
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' .
The Approach

> How about playing some games with these newspaper itents, games with-

. out rules, games where anything can be changed, as we changed’names

+ and dates and places and a few details in the clippings we use in class and

in the ones we quote here? ™~ -
» For example, you might begin with this clipping about a recent sale of
.\r'an Gogh paiiting for $5.2 million. 3

Van Gogh Oil Sells For A Recbrd $5.2 Million 7 1
NEW. YORK (AP)—A Vincent
Van Gogh oil painting entitled
“Garden of the Poet” was sold
at auction for $5.2 miltion Tues-
day, the highest price ever paid -
for an impressionist painting,
according to Christie’s auction
>house. ’
It was also ths highest price
ever paid for g painting auc-

Tuesday night also bro&e rec,ords
for works by each of the five
. artists represented,  Elizabeth
Shaw, a Christie’s spakesmain,
said.

She said the 28 -by-36-inch
Van Gogh, painted in 1888, was .

sold to an anonyw
bidder. The previous ord

Al

tioned iy the United States,
breaking the Peord 4t Monday

. whena Plcaﬁ_was sold here {or

$3 millien Was a record for
any work not done by an Old
Master, Christie’s said.

Sale prices for five other

price {or aix\an Gogh. had been

set earlier in the evening when °

“Public Garden,” an oil, sold for
St9million. « *

Thesix paintings that brought ‘
record prices were among 10 im+

. bressionist and modern paintings
sold from the collection of Henry

paintings auctioned at Christie’s Ford II.

It might not make'a particularly good s:tory {that’s a ‘first }mpres:gion,

and we suspect‘that doing some brainitorming or musing might pro-

duce .a better story than we might first Tecl). The clipping seems too

cut and dried and dull unless we begin to wonder how the story might .
. seem to (l) a millionaire ' who was the last person outbid for the pamtm [

N (2) 2 maid wamng with her rich employer, a maid who could not aﬂord
. to get her husband the first-class funeral she wanted only three months
o~ ago, {3Y'a woman on welfare who wandered into the auction to get warm,

{4) a man who had recently been turned down for credit for a house pur- .
. chase because he makes $1000 less than necded (5) the socially conscious

daughter of the person- whd won the painting, (6) a man who knows

N
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that the painting is a forgery, and (7) a young standup comic who
attended the auction to get material. We know that we're making up
this material, bt wetre doing no more than any writer would who plays
a simple but necessary game in starting fiction, “what if—" What if
the maid who had not had enough money to give her husband the burial
she whmgd was there? What would she feel? What might she do? What
might she say or think? What possible things could come out of this?
What other kind of person, one you or your students could empathize
with, might be there for whatever reason? What might happen? What
would you like to se¢ happen?

As we said, a story might be in that clipping (and the clipping, like ail
those that follow, is real. The only changes we made are basically insig-
nificant, changes in the names and a few other minor things). The point is
to get-stydents to see that any event or object or person is perceived
differently by different people, and events and people and objects hardly
exist in any but the philosophical sense divorced from the context of the
time and place and surroundings, events and people and motivations.

Ofce we get students to’See that clippings can provide the start of a
story, we can turn our attention to the possible variation we want them to
show. For example, different Ways of viewing the story, i.e., point of
view. We might decide that the maid should tell her own story or a friend
(I minor) should tell the story or a third person (third person ompyiscient
or third person limited omniscient or third person objective). We would
need to explore how we would go about establishing characters and their
personalities and motivations, We'd need to talk about stercotypes and
flat and round characters. We'd need to talk about conflict and why it
arises. We'd need to talk about the best setting to get dcross the mode
(romantic or ironic or tragic or comedic or satiric) we think appropriate
and effective. We'd need to talk about the tone and plot twists and theme
and anything else that seemed important to us about the short story,

«particularly this plot for this short story.

And all that discussion, depending upon the ability of our students to
handle it, would come out of one or more newspaper clippings. We are
not arguing that plots can't arise from many other sources. Of course
they can, but newspaper clippings offer a starting point. Kids like them,

" and they like writing from them when they understand the ground rules
allow them to change anything in any way they wish.

Sometimes, writing in groups can help get this moving in stimulating,
enjoyable, and mutually énlightening ways. Groups of three to five stu-
dents (with a mix of abilities and personalities in each group) can often
go farther than they can individually, at least for the first try or two at
this. Then the stories can be tatked about in class and even run off on a
ditto for some sort of class anthology. ’

219
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We enjoyed the clippings that follow and we think you will too. So

will your students who may, with your help, find ideas for stories, just
as theyll find ideas in other items that you or the kids find in your
ra

newspapers.

In any case, here are some items we think are usable. Try them. We

think you and your students will find them exciting to talk about if you

play along with their ideas from the “what if —" approach to fiction.

-

TOKYO (UPl—A Japaness of-
fice worker who won $51,262 1n a
year-end lottery burned his ticket
and forfewted the prize to avoid
hostility and envy among the
people of his hometown, Japanese
news media reported today.

The reports said Hiromi
Kiyokawa, a 36.vear-old bachelor
from Kanae in central Japan, bur-
ned the ticket in the presence of
his horrified cffice colleagues.

- Officials of the Dai.lchi Kangyo
Bank, which sponsored the lottery,

Lottery Winner Shuns $51,282 After Gossip

said such & thing  was un.
precedented.

Kiyokawa gained instant fame
after winning the lottery and was
at first delighted and planned to
build a home of his own with the
prize money.

But he decided to give up the
money after the townspeople star-
ted to gossip about hia sudden
wealth and some even refused o
speak to him,

TULSA, {UPI) - Aided by cheering
neighbors _armed with baseball
bats and rakes, THe police arrested
a man today accused of harassing
a family and breaking intc their
home four times in the last month.
The suspect, 28.year-old Donald
Dickson of Tulsa, was seized at
about 5 a.m. after he allegedly had .
forced his way inte the Larchmont
Road home of Gene Michaels,
principal of Tulsa’s Stanford High
School. The police said they ex-
pected the arrest would end two
months of harassing telephone

Neighbors Rise, Aid A Threatened Family

calls, acts of vandalism and desth
threats that had led them to stake
out the family room of the home.
When someone broke into the
home today, the police fired a war-
ning shot as the intruder bolted.
Neighbors aware of the family's
problem darted from their homes
to aid in:the chase. Lt
“There werp all kinds of people

_ ~even T0-year-old ladies - cheering

for me and chasing this guy with
baseball bats and rakes, said Of.
ficer Charles Williams, :
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: " “Persona” as Character
~in Literature

L 1 -

Suzanne Babcock

By working through this assignment sequence, students in Suzanne

Babcock's classes are well prepared to understand the concepts of

voice and audience in literature. Ms. Babcock teaches a1 St. Agnes
7 School, Alexandria, Virginia.

Author’s Comment

The purpose of this sequence of assignments is to introduce the idea of
the speaker or “persona” to a high school English class beginning its
study of eighteenth century satire. I have found that the success of this
assignment sequence varied with the abilily of the studerits and with the
size of the class. Despite these two variables, I still believe that the =
studepts get much more involved with the reading, that they réad much
more carefully, and that they critically re-examine their initial responses
to the literature when faced with the assignment’s questions as well as
with my reluctance to “figure it ut” for them. Some of the most spirited
and insight{ul discussions have resulted {rom the group analysis of Swift’s
“A Modest Broposal.” .

-

Procedure

Literature: Thomas Hardy's “The Man He Killed™; William Blake's ’
“Chimney Sweeper”; Jonathan Swift's “ A Modest Proposal.”

Day One:. . o
The ﬁrﬂ.assignm&nt}givfﬁ;y nglish III class in the fall is “The Voice

Lesson.” 1 ask them to write three briel, fictitious personal notes on a

common topic to three different fictitious persons. The purpose of the

assignmént is to make them aware of the AUDIENCE to whom they

write and of the VOICE that they develop to address each party. In other

words, they are creating in their minds different “characters” to receive
. .

S

»
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thc notes as well as dlfferem “characters™ { or themselves. The assignment
{or the first day {ollows:

1. Write a note to your mother or {ather describing the kind of time
you are having 4t St. A’s as an’ upperclassman thijs year.

, 21 Write another note to your chief rival and/or ex-friend who is
doing her junior year at another school, telling about your expen;
ences at §t. A's.

3. Write still another note to your very best {riend who has had to
move away; tell her about your experiences as an upperclassman
at St. A'sthis year. *

Day Two: S

. On the following day, each student reads three notes in class. That even-
ing each student is asked to respond to the following quesuons in yet
another writing assignment:

1. Describe the “character™ whom You pcrceived.in your mind’s eye
as your AUDIENCE. 1dentify as many characteristics as possible;
including some suggestion of the relationship you have with this -
person and how it affected Your note.
- 2. Identify the subjects you chose to discuss with each AUDIENCE.
3. Describe the VOICE you chose: the content you chose for each
audience, how the contént came to be described; pay particular

. attention to any difference in your choice of words and your
sentence structure and grammar in each note.
Day Three: ‘ h

On the third day, the students read their anafyses of the notes, and we
discuss the different VOICES which have emerged. With luck lhcy have
some idea about the mstmctwe creation of a role or a character in their
_ everyday communication. At this point, we shuttle on to something more
dclﬂ:\rrﬁe and usually more inspired. an author’s creation of a “persona”
in lltcrature

R———

Day Four:

We continue the discussion of VOICE (now called PERSONA) wnth
M. H. Abrams’s definition of persona in A Glossary of Literary Terms
3rd ed. While the definition at first may seem abstract to the student,
recent experience with the student’s own persona in “The Voice Lesson”
should make jt more tangible. At this point we read alpud Thomas
Hardy's “The Man He Killed;™ 1 ask each student t¢ write out a brief bnt
specific description of the character who is speaking, based on the poet’s
_own words. Once again we listen to each student’s characterization. 'IPen

<222




Writing and Reading . : 21

I ask them to comment on their reaction to the speaker’s use of the

“quaint and curious” fo describe war. I ask them to speculate on whether

or not Thomas Hardy intended us to agree with such a descnptlon or to
think more deeply on the sntuatlon described.

L]

Day Five:

We read aloud William Blake's “The Chimney Sweeper™ and [ ask them
to write out their responses to the following questions:, ,

1. Characterize the speaker; develop the characierization by observ-
ing the speaker's age, the attitude tow?e father's treatment,
what “harm™ has come to the speaker 6 far in this life, and the
attitude toward the situation in life.

2. What is your response 10 what the speaker has had to say—to him ~
personally, his age, and to his attitude 1oward his situation? Does
your response agree with the speaker s ? Why?

Day Six:

t
In class, we read and discuss the students’ responses to the questions on
the Blake poem. At this point, we begin talking about persona in the
terms of the Abrams definition and I ask them the following:

1. Compare the degree of difference in attitude between the persona
and the poet in the Hardy poem and between the persona dnd the
poet in the Blake poem.

2. What do yeou think was Hardy’s pul'pose in creating the perséna
in his poem? e

3. What was Blake’s putpose in crcatmg a persona who was a cluId?

4. What message did each poet send along with his ]:aersona?

5. What would have been the difference in effect if each poet had

. stated his case directly, without the assistance of a persona? What
does the use of a persona bring to each poem? ¢

Day Seven: .

" After a brief discussion of the hlstoncal Anglo-Irishr situation, I read .
aloud to the students Jonathan Swjft's “A Modest Proposal » Wlthout'
further discusston, I ask them the following:

Having just lisiened to a reading of [ Jonathan Swift’s “A Modest |
Proposal,” re-read the essay to yourself(Several careful readings may
produce more startling lnformatlon) en tonight, prepare in writing
(basically think on paper) answers to th followmg questions. Some 6!
the answers will be found easily and obvjously in the reading; however,
for other answers you will have to rel intuition and second-gukssing.
Try, in any case, to make educated guesses rather than 1otally absurd

Fd

228 -




SRR 224 . ]

-

212 ) ' Writing Exercises

“sillies.” Come to class tomqrrow prepared to refine your answer and to
continue the investigation of Swift’s essay.

1. What form or genre does this writing take?
2. What is the situation that has prompted the speaker fo dlgress‘?
. 3. What exactly is the speaker’s proposal?- = . *
4. Who is the speaker? Charactérize him by answering the following:
how old is he? . ’&
what nationality is he? -
what social class does he come from?
15 he educated?
what is his profession?
what is his phiilesophical outlook?
what is his political persuasion? -
what is his religious preference? %
what are his special talents? : 1
what interests motivate him?
‘what kind of personality does he hope to project?
what is his greatest strength? \ .
. what is his greatest weakness?
how knowledgeable an jndividual is he?
is he sincere?
5. To whom is the speaker speaklng"
6. I-Iow does he wish to be peiceived by his audience?
-

Day Eight: .

I divide the ctass inte groups of four students and they review their
answers to the previous night's questions together. When they seem .
familiar with each others’ responses, we discuss their findings as a
reassembled class. I ask them to re-read the essay and to answer the
following questions: | ' 2

et

!
PR XT IR O AS O

. 1. Does the speaker have preconceived notions (unconscious assulp-
tions) about the poor people? If yes, what are they? - i
2. Does the speaker have preconceived notions about those who are
not peor? If so, what are they?
3. How do these preconceived notlons affect the speaker’s feellngs
and ideas?
. What is the speaker’s chief interest . . . the most-important to him?
. What element is missing from the speaker’s proposal?
What or who is Jonathan Swift satirizing (cnucnzlng in the hope
of effecting a change)?

- LY

With this final question answered, we are ready to tackle a whole new’
subject:-satire. . ) PPN T
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Carroll‘ Viera

Teachers of literature classes frequently encounter students Who,
frustrated by the writing styles of a particular time period far
_removed from them,- dismiss their reading as inaccessible and
unrelated to their lives. Carroll Viera, using Thomas Carlyle as an
cxample, recommends taking "time before introducing a difficult
author or work to engage students in a writing activity designed to
bridge the gap. Ms. Viera sent. this from Tennessee Technological
University, Cookeville,

-

Author’s Comment

-

. L - - a r

Many students are s¢/frustrated by Thomas Carlyle’s convoluted syntax,
extensive allusiens, and richly s)ﬂ‘{)olic language that they lay aside their
texts after initial attempts to read assigned passages and return to class
complaining that his writing is altogether inaccessible. Yet because
Carlyle’s influence on his con‘temporanes was so pervaswc, even a cur-
sory acquaintance with his writing equips students in survey couirses with
an invaluable foundation for understanding mest of the other major
Victorian wri?ﬁr.

The Approach

To take fullest advantage. of the potential Carlyle’s writing affords as an
encapsulated version 6f the Victorian period, instructors must help stu-
dents to identify with him. One means of establishing this identity is~
through a simple dlassroom exetcise based upon the two most frequently
anthologized chapters of Sarror Resartus—"The Everlasting No™ and . )
“The Everlasting Yea.” (*The Centre of Indifference,” though usually '
anthologized as well, can easily be omitted, since Carlyle covers the sig- -
nificant moments of this transition stage in the early paragraphs of “The
Everlasting Yea.") This exercise, the first stage of which requires about
. thirty'minutes, should be begun two class penods before Sartor Resarms
- isto be discnssed. St -

Students are first asked to write down on scrap paper the names of thc
two most exemplary peopie they know personally, the two people whom
they trust above all others and whom they would like to emulate. It

213
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is essential that students actually record these names; otherwise, some

will be tempted by the naturg of the subsequent directions- to substj- )
w“ _ tute the names of people whom they venerate less, and the value of
the assignment will be diminished. They are then asked to imagine the
unimaginable—that through no fault of their own, thes¢ two people
completely betray them and that no effort on their part can ever effect a
reconciliation, Before proceeding, the instructor should allow the students

to ponder this possibility for a few moments; the gloomy faces in the .
classroom indicate that most are thoughtfully considering the problem.
T Then, reminded that they are absolutely certain that they have done
¢ nothing to inspire the betrayal and that they are equally certain that their
faith in the betrayers will never be restored,4hey are asked to record
whatever responses they feel, not in a tightly structured essay but rather
in discyrsive and impressionistic fashion. If this assignment is given in the
latter portion of a class and if students are allowed to leave carly only*
after completing a full page, most will have no diffi iculty in providing an

extensive account of their feelings. :
In sifting through these papers, the instructor will discover remarkable
similarities not only in content but also in imagery and alludions to
Carlyle’s spiritual autobmgraphy Thes¢ similarities provide the {ocus of

{ . the next class, |,

. Usually at least one phrase or image can b8 selected from every stu-
dent’s paper, thus giving each student confidence in an ability to compre-
hend Carlyle. The phrases can be duplicated and distributed or simply
read aloud in class. Hcrc are SOME COMMON TESPONSCS:

I just can't bel;cvc this happened. It must be a bad dream.
If these people have betrayed me, how can I trust anybody?
I wouldn't=kdow where to turn or what to do. | would feel
completely lost.
Wards can’t express the depth of my feelings.
I'd want to go away. Maybe in a ncwjalacc I could pull my
- ’ thoughts together.
! would lose my fajth in my fellow man and in God I would
think that if these peopie are evil, God must be evil too. .
: I'd feel physically sick and very shaken and’ unsure
' " of everything,
Just the idea of thls betrayal makes me wanl io throw up.
v ¥d be so depressed that I'd lose confidence in myself. 1'd lhink
that I must be at faull in some way I couldn’t undclslamd,, .-;_-~

- 1d think about suicide. . W ‘:- o
T | would, feeLlrkea Iost pmoﬁ-wandcqng apgund.trymg.l,o'ﬁnﬂ T
. his way” - [
- I'd fgel cumplclcly alornc. I woiuld fecl as though the whole world
o Tiad tuimed against me. .
ael 7 . _ubdnever be the same person again. -~ vt .
I wouldn’1 care about anything or anybody., .
It would take years for me to get over this. Maybe someday-I

could learTi 10 lrust peopleagain. . . . x

-

-
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fter en umeratiﬁg these responses in class, the instructor can point out
that these feelings are precisely those of Diogencs Teufelsdrockh after he

" Is betrayed by Blumine, his fiancee, and Towgood, his best friend (the

more complex circumstances of Diogenes’s depression can be laid aside
until students have read “The Everlasting No”"). Students now readily
apprehend the concept of the spiritual autobiography and can be intro-
duced to the critical terms usually applied to its stages: the dark night
of the soul, which designates the deepest stage of despair; the everlasting
no, which designates a temptation to succumb to the giespair, in¢luding
a ternptation to suicide; the center of indifference, which designates a
transition stage, and the everlasting yea, which designates a new faith.

Students can then be given a brief outline ©f Diogenes’s story—his
betrayal, hus loss of faith, and his reaffirmation of faith in his recognition
of the brotherhood of man, his apprehending of the spiritual nature of
the universe, and his commitment to duty. Similarities Between their
imagery and Carlyle’s can also be stréssed: the searching protagonist as a
pilgrim, mental eonfusion as loss of physical direction, despair as physical
sickness. These images, easily ufderstood because students themselves
have used them in their own hypotheticdl spiritual autobiographies, can
then be related to recurring image clusters in Sarfor Resartus, such as
those of food, animals, and ¢lothing. The students’ own symbolic use
of imagery fully prepares them to ‘actepy Carlyle’s symbolism as inher-
ent in the text rather than as imposed upon it by a symbol-hunting
literature instructor. ’ .

At this point the instructor can concede that Carlyle js difficult to read

" and can call attention to the Able Editor’s complaint as he sorts through

the six paper bags. “Singular Teufelsdrockh, would thou hadst told thy
singular story in plain words!™ After looking at this passage, students can
be reminded that just as they felt words inadequate to describe the com-
plexity of their emotions, so Carlyle ofien feels that the compléxity of
reality must be conveyed in a corresponding complexity of form.

With this preparation and with short reading assignments, students can
gain from the central chapters of Sartor Resartus not only an introduction
to other frequenty anthologized sections of spiritual autobiographies—
Mill's Autobiography. In Memoriam, Newmdn's Apologia—but also an
introduction {0 many major ‘themes that dominate nmcteemh-cemury
liteature—the quest for new values, the relatlonshlp Jbetween man ard -

- nature, man’s ¢contmuifig wai” against empiricism, "the role of the past.

Adthough students rarely echo the extravagant praise of Carlyle’s con-.
temporanes, they find he has much to, say: they rei:ogmz.e his® detested
steam engme as our computer, the nineteenth-century’ fundamentalist’s
fear of science in the twentieth-century creationist’s attck-on &voldtion,

and in the individual’s unchanging need for self-know1cdge.
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Beowulf Redux

Susan Marrs

Susan Marts of Seven Hills School in Cincinnati, Ohio, ¢alls upon-
siudents to use the elements of the mythic tale in ¢reating their own
written accoum Qf some comemporary struggle or.conflict.

L3 % - - - .

£

Author’s ComMent

We sat there sweating togelﬁer,“my colleagyes and 1, that sultry August
afternoon. It was our annual pieschool trial: the visit' by some local
expert {§pediatrician one year, a businessman the next) desi ned to pull
us out of qur summer lethargy and send us back to the classroom,
stimulated and invigorated. Often it only sends us back to the classroom.
But this speaker dropped a pearl that was stimulating and invigorating.

She announced that one generally retains very little of what one sees, a
moderate amount of what one hears, but next to all, of what one does.

L

The Approach T~

And s0, several weeks later when my sophomore English class had fin-
ished reading and discussing Beowsdf, 1 assigned them a paper requiring .
more "doing” than usual. Rather than analyze a myth devised by some-—
one ej,sg, they were to create a contemponary heroic strugglc of mythic
dimension. The assignment was to cast Some current battle (in Congress,
say, or at school or in their own homes) as a mythic tale: to establish a
hero, ai\rlllaln a theme; to incorporate such Beowulfian devices as the use '
of kennings and alliteration, references to lmeage, and instancés of super- .
human powers. They ‘were directed to write in prose, to open with an
mtroductu:‘n‘n explaining the history of the conflict, to stage-at,least one
but no more than three baltles, and to close with a suitable conc]usibn

All that could-be accomplished, I declared in 400.ta 600" words, dug i, - -

‘one week, .
The papers that amved were dehghtfui in their range of toplcs, their
inventive interpretation of my lnstructlons%d the energy and wit with

.
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which they were constructed. Several students chose to begin with scenes

from their own homes. One serious and hardworking girl presented her-

self in combat with a personified Despair, her struggle arising from the

endless and excessive demands of homework and soccer practice.

Listen well! For here is a song of unrest and fear, a song of
bravery and triumph. . . . Fate had so far been [avorable toward
Janet, tefore [Despair] began her siege. Janet had friends, 1alent,
enerpy, and a full day's work each day she faced. But life began to
sour as Despair attacked, Homework began to pile up alarmingly, -
though school had always seemed easy before. She began to shorten
her hours of rest and interrupted them in order to Mtish, which
strained her great stores of energy. A great fatigue began to catch

. up to her as she stayed up all night for weekg upon weeks, trying 10

9 finish. Her work became less worthy the longer she stayed up to do
it, which only made her work longer and hagder, yet she was never
quite finished, and it was never quite good ehough.

Al

(Janet Goeri;lg)

Janet, you'll be relieved to know, vanquishes Despair most satisfactorily.
Another student turned old-fashioned sibling rivalry into an older-
. b ]
fashioned myth:

o+
Life in the Hall of Searcy was quite peaceful until the first-born, a
girl, reached the age of four. Then he was born and the ten-year
siege began. He was the Searcy's second-born, their bouncing baby
boy. His birth brought havoc to the hall. The hall was soon filled
with baby-boy noises. This havoc went unnoticed by the parents,
but the first.born, Erdied [Deidre spelled backwards), was terror-
ized. He bit and scratched her. He pulled her hair, broke her toys,
and colored in her coloring books. Worst of all, ke became Erdied’s
shadow and tagged along ‘wherever she went. Years went by. He,
known as Son by his parents, became Grendel in the eyes of Erdied.
The siege continued.
(Deidre Searcy)
One of the most amusing papers detailed the struggles of one student's
father with the family dog in their daily race for the mail: .

Sir Daddy-O spends this hour before the battle in his upstairs
study awaiting the arrival of his Business Week magazine, the war- -

- rior's indispensable guide to tactics in an evil business climate. Sud-

. denly. he hears the roar of his formidable foe, Juno, queen of .

the most evil of all household demons—dogs. Juno, with her sharp,
_deRoyring, whitg fangs, and with her monstrous, thwacking tail,
is descended from a race of malevolent New Jersey Labrador
Retrievers, mighty to behold and terrifying to fight. More of this
evil villainess’s ancestry could be told if she had not, in’her awesome

anger, devoured all records of her noble lineagei ) -

- £ . {Liz Rosenberg)
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Other papers sent heroes into battles taking place at school. One social
critic pitied student against student in a short but violent war “lasting
only sixth bell. .. . It began with the slashing of tongues and tearing of
polo collars.” Another set the Headmaster against the Dean of Students,

" whate chleftweapon {“his evil detention list”) proved no match for his .

superior’s “iagical and almighty chalk dust.”

Most students, however, tprned to more global affalrs in selecting their
topics. 'I'here were severat aptly named environmentalists struggling
against the exploitation of the land: John Green vs. that evil oil baron
Rhett, Dason; Aksala the Eskimo vs. a “hlige yellow Jirt-catmg monster.”
In Iran, Darren N. Gallent came to the aid of Hrothgarian King James in
a fight with the “magnetic miesmerizing of Khomeini..., a fearsome
character with a flowing beard, beady black eyes, sleek smlster eyebmws‘,
and a hawk-like nose.. He wore flowing black garments, darker than nlght

itself. His fierce, intense stare drove fear into thehearts of his subjects :'

and motivated thetn to do evil deeds.” {Dorothy Kim)
Two papers presented Poland’s struggle with Russia.

Listen, {riends, to these words, Tor the fuure of mankind lies in
struggles like this. Late in the twentieth century the greatest evil left
in 1the world was the Soviet Union. Her ancestors were.the wealihy -
few and 1he poverty-stricken masses. During the, lifé of this abomi-
nation, it crushed many smaller nations into the dirt. One of thoss ;
nalions was a small but brave nation called Poland. Poland was
born of the same parems as Russia, but matured in a far more
beneficial way. In this small country’s Youh, Russia irampled it and
bound il to herself. This is the story of Poland’s breaking that bond.

(Andrew Jergens)

Even Jerry Brown appeared, as Jerrinth, the leader who rose to
heroism by refusing to “sprinkle the poisonous waters™ over the and and
people, choosing instead to summon all his strength and kill California’s
Med flies with “two tremendous swats.” (Sally Bid Imgmeycr)

Nineteen papers, no two on the same topi¢, but all nineteen fulﬁllmg,
to ‘bne' degree or another, the dictates of myth. They were fun to read.
Their authors said thcy were fun to write. And my teacher’s soul was
delighted with the evidence of my class’s working understanding of so

many of the structural and stylistic qualities of Old English myth.

- . »
-
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Using Semantic Clues to Get at
Meaningin Henry IV, Part I

Irene de La Bretonpe Hays

! ¢

A series of wriling activities suggested by Irene-de La Bretonne
Hays helps students build connections between their lives and the
reading they do. The model could be transferred easily 1o vatious

. literary studies. Ms. Hays submiitgd this extrcise from - Batielle
Pacific Norhwest Laboratories, Richaid, Washington.

-

_Author’s Comment

Can no mantell me of my unthrifty son?
*Tis full thret months since I did see him last.
If any plague hang over us, tis he.
I would to God, my lozds, he might be found.
Inquire at London 'mongst the taverns there,
For there, they say, he daily doth frequent, .
With unrestrained loose companions.
King Richard If, Act ¥, Scengiii, Lines 1-7,
to which Henry IV, Part Iis a sequet

Most everyone has been there: A teenager out of touch with Father; a
mother not comprehending her daughter’s world, a son at cross purposes
withi.his family. The theme abounds in literature and in lifé. Reading
- about such common, yet poignant, themes is good for something: For
living. Students need to know this. Ultithately, the “how to™ of living, the
qualny of valuing, is the chief concern of Literature and the chief concern
of teaching.

. _ I we ask our'students lo parrot the teacher’s {or critic’s) response o
lnleraluie lo seek the so-called author’s intent, to analyze the wrjter’s
craft ~at the expepse of asking them to actively and personally relate 10
the ideas in the tepding—we may be stopping so long at the jnn we

mistake it for home. . .
* Shakespeare &gmﬁﬁﬁl because of some inherent genius i his tech-

nical $kill, but because when we experience his plays we are moved—and
moved 10 read again. Allowing students the opportunity to be moved by

o o : 219
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literature and to construct thelr own meanings in response to it has
immeasurable value.

It is important, then, to design teaching strategies that mesh a student’s
life with an assigned piece of literature. The student’s prior knowledge’ of
the wald, that system of built-in semantic cues, can be tapped—linked
with the literature—to get at- meaning. Exploiting these cues within stu-

) dents can help even the most reluctant readérs gmong them gain access to
‘meaning in a reading selection. -~

-

Writing In Response to Reading Henry IV, Part1 ’
) :

A way to mesh life with literature is to write, not “about” a piece of
literature, but in response to reading it. The following.sequence of writing
ellercises may be assigned in response to readling Shakespeare's Henry IV,
Part 1. The’model applies generally to any piece of literature, onice a
¢entral theme is identifted. The material for the writing comes from the
student’s background of experience, kn owledge, and attitudes in response
10 a theme in the literatuce,

The writing exercises presented here are sequenced to correspond to .
stages in the writing ptocess, beginning with prewriting serving an expres-
sive function. The written responses occur both before reading the play
and after reading certain passages, and are collected as private writing.
After reading the eptire play, the tgacher guides students to locate
and extract significant ideas from this seedbed of accumulated expressive,
responses. Students then expand these seed ideas into public writing—
transactional or poetic. This final stage in the process allows the teacher
to have students revise carefully and pay attention to audience. '

. Béfore teading Heiry IV, Part I, students write freely in. response to a
theme or conflict that is a central concern of the play and is also a
problem or issue encountered in the experience of living. In this casc, the .
theme “generation gap” from Henry IV, Part I illustrates the sequence of
writing assigaments that lead from private expressive response to public
communication. The misunderstanding and alienation are between father
and son, between Henry Bolingbroke and Prince Hal, hisson, in Henry IV,
Part I. Thus prepared, the students respond to the same issue or conflict
as it appears in reading the play. -

e

-

Writing before Reading the Play o F .
1. A taped stimulus for writing on the theme generatiofl gap.” )
“She's Leaving Home™ The Beatles, Sergeant Pepper
“Father and Son” _/ - Cat Stevens, Tea for the Tillerman
“Cal' in the Cradle” Harey Chapin:
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A. Play the taped sumulus for the students. It is designed to create
cognitive dissonance about the topic. Provide a handout of the

. lyrics for them to follow,

B. Immediately following the taped stimulus, have the students
respond in a ten-minute nonstop writing. (The pen keeps mov-
ing: the writing is free and associati\je.) ’

. ) ¥

Writing after Reading Selected Passages of Henry 1V, Part I

As the students progress through the play, they will come upon certain
passages that develop the theme “generation gap.” The following three
passages from it, with exercises, lead the students first jo. analyze and
discuss what is actually happening in the passage between King Henry
and Prince Hal, and then through a series of questions or specially
designed activities, to relate to the play actively and persanally.

II. Why Aren’t You More Like Your Cousin? _
King Henry: Yea, there thou mak’st me sad, and mak’st me sin
> "+ Inenvy that my Lord Northumberland.
1 Should be the father to so blest a son, -

A son who is the theme of honor’s tongue,
Amongst a grove the very straightest plant,
Who is sweet Fortune’s minion and her pride;
Whilst I, by locking on the praise of him, .

. ' See riot and dishonoer stain the brow -

.o ) Of,my young Harry. O that it could be proved

That some night-tripping fairy had exchanged
In cradle clothes our children where they lay,
And called mine Percy, his Plantagenet!
Then would 1 have his Harry, and he mine.

Act I, Scene i, Lines 78-90

A. Analyze and discuss the meaning of the passage with the class.
B. Relate the theme to the students’ expenence by discussing the
following:
Brainstorm ways in which parents compare sons
or daughters with siblings or gther relatives. Are
comparisons fair? What are examples of unfair
comparisons? Discuss situatiens in which you feel
you have %een compared unfaiily. -
C. Beginning with the words “How can you be so unfair . . .”, have
the students respond to the discussion in 2 ten-mmute nonstop
writing; again, associative and free flowing. .
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III. Someday I'll Surprise You All . )
Prince Hal: 1 know you all and will awhile uphold -
The unyoked | humor of your idleness,
Yet herein will I'imitate the sun, .
Who doth permit the base contagious clouds -
To smother up his beauty from the world,
That, when he please again to be himself,
Being wanted, he may be more wondered at
By breaking through the foul and ugly mists
Of vapors that did seem {o strangle him.
If all the year were playing holidays,
To sport would be as tedious as to work;
. But when they seldom come, they wished-for come,
" And nothing pleaseth but rare accidents.
So, when this loose behavior I throw off
And pay the debt I never promised,
. By how much better than my word I am,
By so much shall I falsify men's hopes
- And like bright metal on a sullen ground,
My reformation, glitt'ring o’er my fault,
. . Shall show more goodly and attract more eyes
Than that which hath nq foil to'set it off.
Hl so offend,‘to make offense a skill, .
Redeeming time when men think least 1 will.
_ Act I, Scene ii, Lines 168-190

A. Have studlents paraphrase Prince Hal’s soliloquy, making it
clear, direct, and modern. (This activity could occur in groups.)
Read several of the paraphrases aloud to the class.
B. Discuss with the classt -
" What is Hal up to? What if his father had over-
.heard* this speech? What il Falstaff or hlS friends
had overheard?
C. Relate the theme to the students’ experience by asking them to
i discuss sitvations that cause them to feel.as Hal must have felt.
D. Have students mentally visualj}e an audience {parent, friend) and
write to that avdience for ten minutes, nonstop, beginning with
'the words “Someday 11 surprise {(show) you all. . . .”
. 1V. Oh, What Did I Do to Deserve This? (father) and
- 1 Promise 111 Do Better! {(son)
Have students read Act 11, Scene i ii, Lipes 1- 161 from whlch the
f ollowmg passages are extracted.

King Heanf’ 1 know not whether God will have it so
: For some displeasing service I have done,

3

"

239




. Writing and Reading . 223

That, in his secret doom, out of my blood
He'll. breed revengement and a Scourge for me;
. But thou dost, in thy passages of life, °
Make me beliéve that thou are only mark’d
For the hot vengeance and the rod of heaven
To punish my mistreadings. Tell me else,
} Could such inordinate and low desires,

. Such poor, such bare, such lewd, such mean attempts,

Such barren pleasures, rude society, _
As thou art march’d withal and grafted to,
Accompany the greatness of thy blood, -
And hold their Jevel with thy princely heart?

Act 111, Scene ii, Lines 5- 18

Prince Hal: I shall hereafter, my thncc-graclous lord,
Be more myself.

Act III, Scene i, Lmes 92-93

A. Have students write a precis of lhlS dialogue between lhc father
and son, gras’pmg the centralthought and expressing it succinctly.

. B. Have students read precis to response group${3-5in each group);
then select two members of each group and prepare to stage an N
ad-lib dialogue between Henry and Hal; feel free to update the'
material and the language; include strong feelings and currenl

_ topics.

* C. Have students respond to the staged dlalogucs ina ten-mmute

. nonstop writing.

L

Finding the Seed Idea . ' g

After students have complefed reading the play and have accumulated
expressive responses to the theme, have them read through their seedbed
of writings, jotting in the margin, underlining, or cirgling significant ideas
or images. These are seed ideas that they may use for further writing.
Have the students then focus on one such idea or image and, using it as
the stimulus, write a ten-minute nonstop in r'csponse to it. The topics thus
will be elaborated; explored, “or expanded in. preparation for the next
stage of the writing proeess

- Ex panding the‘Seed Idea from Private to Peblic Writing

To guide students to e.xpand the seed idea into a public writing, have*
them first select or discover an @bpropriate form or mode for it. Follow-

oy,
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ing(isg a“Mode Array” presenting possible ways students can expand the |
therie, “gencration gap.” .

N Mode Array

Personal Writing N
Write a letter to a younger member of your family explam;ng how
- to get along with your parents.

Write a letter to your parents cxplalnlng yourself on an espcmally
difficult issue. .

Write a dialogue or an essay comparing’ and contrasting your
parents’ expectations, behavior, and attitudes as a teenager with

your own.
- Re-create a scene from your own experience {as participant or
- observer) of a conflict or misunderstandlng between parent and
. child.
Luerary/ Poetic{Imaginative .
. Write a poem or song lyrics about the “generation gap ’

Imagine yourself as the parent of a “wayward” teenager.

Write a week of diary entnes, in the life of a parent whose teenager
has run away.

- Write Henry Bohngbroke s response to overhearing Hals “I know
you all ', .” speech. .

Wute a letter from Prince Hal explaining his motives to one of his
brothers or to Falstaff, - N

Write a conversation between Falstaff and Poins after overhearing .
Hal’s “l know youall . . ." speech.

Expfanatory/fnformatwe
. Research and describe the psychologncal aspects of sibling rivaley
and comparison.

Write a newspaper or magaZine articlé describing the behavior and
activities of young Prince Hal in Henry IV, Part 1.

Research the whereabouts of the top five students in the high school
class of a generation ago; the bottom ﬁve Write an 1nterpretatlon
of your findings. -

Focus on a cause of misunderstanding between the generations and .
e attempt to find a solution. Write a report on your golution.
: LINOTE 4 .

. Persiasive
Analyze and evaluate discrimination agalnst teenagers in the media
or another area of society.

el
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’ s ’ ?‘ 1 ! .
Write a letter tdthe editor of the local newspaper about a change
that is needed in parent-child community service... , .

[}

Write an ad, commercial, or short vignette for public telewslon
promoting better understandmg between parent and teenager

Write an essay ahout a topic on which you and your parents or
family have recently disagreed. Persuade your audience that your
point of view is valid. /

Note that a teacher could create a “Mode Array™ for each theme
encountered in various pieces of literature. However, it is not necessary to
do so. In time, students internalize the mode categories and_invent their
own speciijc public (transactional or poetric} writings. ;

Expanding the private response to a public writing requires that stu-

. dents be guided through the stages of drafting, revising, and editing.
Response or editing groups, read-alouds, and specially designed editing
sheets should all be a part of the process—a process that can lead 40 a
synthesis of reading and writing not often found in a literature class.

Starting Where They Are '
. ¥

Too often the activity in a literature class is a deadly, aliena'tihg task
of learning “about™ a piecy of literature, rather than a lively, authentic
procéss of responding-to-it? If, in our reading assignments, the end goal is
the literal translation of meaning from the prigted page, I propose we
may have difficulty getting even that from students. But, if we motivate
the reader to make somg sense of the literature by relating it to the
students’ reality outside the classroom gr inside their minds, the rest of
the learning “about” literature may well be facilitated. If, on the other
hand, we do not thus motivate students—that is, start where they are— .
we run the risk, once agai}_gugining them to be tolerant of nonsense.




Astro Poetry: :
Students -Working as Poets

- -

William Rakauskas

What decisions does a writer have 1o make in creating a poem? This
activity shows students the importance of selectivity in word choice,
the role of metaphor, and the impact ofgcompression in the wriling
of poetry. Mr. Rakauskas contributed this exercise from the Uni-
versity of Scranton, Pennsylvania. .

. Author’s Comment

L

Poets must have experience, direct or vicarious. They must be openly
susceptible, and willing to observe closely: They must be selective, choos-
ing only those impressions, observations, details, or gleanings which fit
the impression they intend to convey, deleting those which add nothing.
Poets write from abundance, yet they are economical, stripping their
writing of excess—no fat allowedy Their purpose is to amuse, to instruct,
to embelfish, truth, or to vitalize Yull reality. Poets compress, using the
minimum number of words to gain the maximum effect, yoking seem-
ingly disparate ideas into metaphors, creating poetic shock, leading the
reader to expect one idea, and then offering the reader another.

The Approach

One approach I have employed, successfully in making students aware of
these qualities of the poet is a strategy I call “Astro Poett‘y Students are
asked to clip the “Astrological Forecast™ from the evening or morning
newspaper and to bring the forecast to their next class. Or, I clip the
morning {orecast, duplicafe copies, and distribute them to the class.

In class, we first discuss the four types of meaning in a poem, as
identified by 1. A. Richards in Practical Criticism: Sense, Feeling, Tone,
and Intention. “Sense” refers to the literal meaning of the lines, the plain
sense of what is said. “Feeling” is the attitude of the poet toward the
subject. “Tone™Is the poet’s attitude toward the audience, and “Intention”
15 the aim the poet attempts to achieve. [ shuffle these “types” to produce
an acronym——FIST, the clout of a poem, '

226
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Then, students, working individually with their Astro Graph, read
their forecast to get the literal “sense” of the message. What they must do
next is to generate the first draft of what eventually will be their Astro-
poem by translating the sense of the astro message into poetic form. To
do this, they must capture the “intention” of the original message and
transform, it into the alm of their poem. Also, they must establish the
“feeling” of their poem—serious, humorous, ironic, satiric, didactic. The
students know they will be asked to read their finished creation to us, 50
determining “tone” is not too difﬁcull. Their finished poem must have
clout—FIST.

The poem’s structure is prescnbed The words of the poem must string
out in sequence the letters of the student’s sign in coherent-sounding
connections. One student produced the following Astro poem:

“Anes”
Amorous reunion

Increases
Enthusiastic sex.

_ Another wrote:
“Libra™ ¥
Loose-tongued idiots . .)
Betlow

Ridiculous -
Accusations.

* What should be cvident from the above examples is that the strings of
consecutive words not only must be coherent, precise, and unified but
also must be so shaped that they look like a poem+-a special arrange-
ment of words on paper.

Here is a poem produced by a student in mrfidvanced composition
class. Note, of course, the longer signs require more work, but Students
enjoy the process so much that those with longer signs actually have more
{fun searching, deleting, adding, sequencing, and Shaping their poems.

“Capricorn®
Complete all projects. -
Rearrange i mncrary caref ully;

Or,
Regret neghgence. . -

Given the opportunity to generate language themselves, to string a few
words coherently together, to discover connections among the developing
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intentions, and to arrange and shape the strings, students learn to
approach poetry with a nurtured appreciation for what other poets have
‘done. Students’ own creative’ attempls serve as transitions for reading
poetry better, more emphatically, and with greater pleasure.

O
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Eanguage Can Do What -
We WantItto Do

Helen J. Throckmorton .,

When students discover meaning in literature for themselves, they
seem to enjoy their reading more. Helen J. Throckmorton of
Wichita. State University in Kansas®offers a series of steps that
provlde an opportunity for students to discover their bwn meanings
in a poem. ;

'ﬁuthol”s Commnent

In my experience, students most enjoy learning, and learn best, when they
feel they are discovering something for themselves. Whatever its limita-
tions, such learning is at least authentic. This is especially true when’
students Study what for them.are unpopular or difficult subjects or ton-
‘cepts. Poetry is one of these,
These exercises were originally designed for students in a freshman
_English composition course, most of whom frankly admitted that they
seldom understood and therefore almost never read, let alone enjoyed,
poetry. Moreover, they did not see any particuiar reason why writers
would choose to write poetry instead of prose to say what they wished
to say, or why any reader would choose to read.poetry instead of
prose when.to them poetry seems more ta obscure than to clarify
communication.

Yet one major purpose of lhe course was to examine ¥ays that lan- _
‘guage works, and to examine ways that language works in poems was
an integral part of that purpose. As I saw it, my task was to help stu-
dents (1) realize that the language of poetry differs from the language
_of prose in kind, of course, but also in degree; (2) develop confidence
through competence in reading and talking about poems; and (3) learn to
recognize and to do some of the things that good" writers do, to achleve
wmmg that works.

It was not intended that we study “elements™ of poetry. However, we
found it convenient to use some terms commonly associated with con-
cepts of poetry. Students remembered some terms they thought they had
forgotten, others they thought they had never learned, and used them
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with increasing facility to describe qualities in words and sentences that
- accounted for what was happening, what was working. K
Nor was it intended that we study “definitions” of poetry, although
" more than one classroom comment began, “This is poetry, because .
or “This is not poetry, tecause . . .,” an acknowledgment that poelry“,
is characterized, or perceived o be characterized, by certain definable
atiributes. Certainly it was altogether unexpected twhen one student pro-
posed an operational definition t 0_one challenged. “Poetry is what
poetry does.™
At most, these exercises may have led to “an heightened prizing.” At

“the very least, they led to greater awareness that those “imaginary gar—
dens with real toads in them™' tha} Marianne Moore descnbes may be
worth inspection, after all. K

-u
-

Exercise 1 . "

1. Using the overhead projectar, I presented the following assignmeni:

Imagine that you are traveling swiftly from east (0 west, across .
Kansas, as a passenger in a bus, a car, or (rain. As you travel, you
‘an;-lookmg at Kansas—and thinking about the mountains that lie
ahead. -

v -

. An one s}c'nlcnoe describe Kansas as you see it,

-

2, When students finishetl writing, 1 asked them to read their sen- °
tences, then select what they considered to be key words and phrases.
Theig I listed on the chalkboard in the order given. With all students
responding, and few duplications, a llst cmcrged .

ﬂatland T quiet
dryland ' barnyard
rolling flat plains "~ flat 7 .
hot . ‘ warm-dry
dusty .+ endless blankeplains
, unpicturesque . Do contrast .,
buffalo no color -
~ sod monotonous 4 -]
tolling plains ' vast praitieland  gic
level grassland .
miserable many wide open spaces ‘3,‘- 7
hot-dry : golden wheat
»

oo
ﬁ-
oo

)

El
[l
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dust grassland
sand - . wheatfields .
flat barrenness old tattered patchwork quilt
sun-dazed farmers sun beating down
unmereiful sun - " lonely - '
tawny yellow desert \ rough patches
trecless ) no end, no purpose
. hot : drab
- windy scattered trees

1. In an effort to open, but not direct, discussion, I asked: "What do
. these words and phrases reveal?”

Comment

Students expressed surprise at the length of the list and at the variety and
diversity of words and phrases. They went on to observe that most were
uncomplimentary, a few relatively neutral, and relatnvcfy few positive. Not
all agreed about which was which, though. Is the phrase “many wide
open spaces™ neutral? Positive? Is the phrase “old tattered patchwork -
quilt” neutral® Positive” Or even uncomplimentary, pejorative? What did
the writer intend? How did the reader or listener perceive? Are intentions
and responses congruent? In what ways do the writer’s experiences or
perceptions affect the choice of words? In what ways do the listener’s or
reader’s experiences or perceptions affect their responses?

In considering these and related questions, students applied, and fre-
quently stopped to clarify their understanding of, the following terms:
denotation and connotation, ¢oncrete and abstract, literal and Jigurative,
nouns and verbs and aaf;ecnves Students especially liked the phrases that
"suggest more than they say " and that “help us see.” State, suggest, infer,
and imply were recurring terms.

-

Exercise 2

1. Again using the overhead pro;ector, I prcsemed the next assngnmcm

In your imagination you comured up a fairly graphic picture of

- Kansas. The sentence you wrote conveyed that picture. As you were
looking at Kansas, you were asked to think about the moumams
that lie ahead.

.Ina sccond sentence, dscnbc the mountams either as you “see” or
“perceive” them. .
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ﬁh 2. Again, students read their sentences, then selected key words and
phrases. Again, al] students resporided, wnh few dupllcanonS, and we had
_ this list: L. "
coolness " cool large
running streams rocks '
high green blue timbertine ~ + fiatire’s haven .
. .tower endlessly * stately majestic
. - snow in August adventure
. haze of purple cooler
ground squirrels fear .
rugged ternifying mountains
steep slopes trees .
deep valleys SNOW
‘blue peaks shade
. cryslal blue sky ) pine *
" cool respite picturesque
adventures , exhilarating
3. Again 1 asked the question, “What do these Words and phrases
Teveal?”
Comment . ) .. .
As before, students remarked on thé effect of certain words and phrases,
noting the predominance of expressions evoking positive, pleasant, even
euphoric responses. Someone questioned the kind of experiences under-
_lying the choice &f “fear” and “tertifying mountains.” Another observed
the use ofabstractions: “nature’s haven” and “cool respite.” Some of the
terms used earlier were used again, most notably concrete and suggest.
ro So, for- the first time, were the terms image and metaphor.

. . =
E - - - *

Exercise 3

N distributed the foll‘owing take-home éssignmem:

Here are three septences Written by someone who is as familiar with
* western Kansas, and the mountains that fie beyond, as you are. In
the first sentence, the writer gives us his perception of western
Kausas. In the third sentence, he gives us his perception of the

»
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mountains beyond, Compare your first sentence with this wnler s
first sentence, and your second sentence with his third.

The telephone. poles have been holding their arms out a long
time now to birds that will not settle there but pass with strange
cawings westward t0 where dark trees gather about & waterhole.
This is Kansas. The mourntains start here just behind the closed eyes

of afarmer's sons asleep in their work clothes.

2. All students completed the assignment, and 1 duplic;!ted and dis-
tributed excerpts frorn their papers, with this request:

As we,read each ong of these aloud, let's see if we can’discover
premselj’ what it is that the writer is trying to tefl us about the way
that the language of the sentences bﬂng compared seems fo work
and with whar effecl .

These are some of the exqerpts we examined: . ¢

The feeling of “farminess”™ and of “wide-openﬂspéces” comes
across In both passages, but both passages leave unanswered the
question of whether or not the people really like Kansas.

Two main differences show the basic weakness of my sentences.
First, the paragraph brings K ansas to life by conveylng the idea that
peopie, n*:allyr live in_the statewMy sentepice mentions scenery alone.

"Second, my terms are ones that everyone generally uses when speak-
ing of Kansas and mountains, but the paragraph uses anconven-
tional terms to convey similar ideas. For example, the telephone .
poles standing with arms outstretched suggested to e the picture of
a flat, seemingly endless highway Ilned by telephane poles, and this,
in turn, suggested great expanse. -

Obviously it is the wording that makes one better than the other
- for 'wdrds are al! we have and if one i5 better than the other it must
be because the words are more informative or more conveying of a
feeling. The most significant difference that I can see is that [ just
describe an area but in that writer's sentence the wWords make lifelike
objects alive and real. An example Is “the telephone poles have been
holding their arms out.” This suggests a very real feeling that the
poles are alive. Also, “dark trees gathcr about a waterhole™ suggcsts
live animals which are capable of moving around.

1.%%as thinking of Kansas as 2 whole without the defails that
make that whole. Mine was a statement that could be said of any
time and place. The Jther writer implies the monotony of watching =
a countryside by how that person has picked a detail thaPdoesn't
change each quickly passing mile. He has stared at those telephone

- poles for so long that he knows the birds that light there, stay for
. just a moment and then gather at some other place.

anything he wants. The sentences in this passage set the xmaglnauop
flying. .

T Co . - < - ’ [

L . P35

With mountains behind the closed eyes, that writer can make them r
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The writer’s seniences ar¢ more open (o mvesuggtnon and inter-
pretation than my sentences, which are definitely very clear-cut.

The similarities between the students’ and that writer’s sentences
seem great.to me, The essential part is in being able 1o interpret his
sentences to understand the inner meaning.

I tried to explain how Kansas and the mountains actually looked

to me. The unknown author, however, gives a skeletal framework

*  which forces the reader to fall back on his experiences and take

these experiences to the skeleton to form the fiesh. My sentences are

purely descriptive. Onereads my senterces and that is it. They stand
still. The unknown author’s setiences, though, move and work.

I, through a rather unskillful manipulation of thoughts, managed
to scralch out nearly fifty words which commumcatc nothing other
than exactly what the words say.

. It is interesting to me that such a short passage as the one pre-
sented cansay o much for being so short. It gives just as much .
detail as mine did in about a fifth as much time. '

Comment

Discussion revealed students’ belief, that language used to suggest, con-
note, compare, or_ personify worked witleparticular effectiveness. They,
were unusually attentive to, and admiring of, those yses of Ianguage that
either stimulated, allowed, or required “interpretation” and “imaginative
ptay” (or as one wryly put it, “imaginative work"). A number felt that
they themselves had achieved these effects with some degree of success;
."even they, however, found more differences than similarities between
their sentences and “the writer’s” sentences. Finally, they demanded to
know “the writer”.and the source of those sentences before taking one
more step or taking on one more “assignment.” Nothing for it, then, but
"to present the original text. .

* Crossing Kansas by Train?
The telephone poles
have been holding their
arms out

- - a long time now '

- to birds
that will not

" settle there
but pass with
strange cawings .
westward to,
where dark.trees




Writing and Reading ) 235

- gather !‘Jut .
. a waterhole. This .
is Kansas. The
mountains start here -
just behind
the closed eyes .
of a farmer’s
sons asleep
in their work clothes.
—Daonald Justice

Reactigns to the poem were immediate, intense, and diverse, reflecting
outright glee, discovery, satisfaction—or dismay.

“Aha! [ knew it was a poein!” .

“Weil. So that is a poem. But it made good prose, too. Only, well,
subtle. And the way the poem looks might make it more difficult to read
but doesn’t necessarily have to, if we pay attention to the fact that the
lines are parts of sentences.” '

“‘fhat'\\;a§n‘t too hard to understand. But why didn’t Mr. Justice just

- write it the way you did? I can read sentences!”

“You expected us to compete with a true poet? Not fair!”

) We considered the éffect of the arrangement of words on the page, not

: just the words in relation’to one another but, as one student succinctly

put it, *in relation to the reader.” Nothing for it, 1hen, but to present my
“arrangement” of two students‘_semenoes'paired in sequence.

1
" The flatlands )
of Kansas -
with‘its dry lands
onecansee for miles
2
L4 . . I sure do wish we'd
hurryandgetoutof Kan-
sas!

Click! Typography—space, shape, and distribu;ion—nqt only works
for pocts but can be made to work for us. Further, in these arrangements
one studem heard rhythm, another rhyme. “They were there all the time,
bur I missed them before!™

It was time to go ﬁshmg Behind the eyes of those farmer’s sons,

of course.

R 247
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Notes

1. Marianne Moore, “Poetry,” in 4 Little Treasury of Modern Poetry, ed.

Oscar Williams (New York: Charles Scribnier’s Sons, 1946}, p. 311.

2. “Crossing Kansa$ by Train™ by Donald Justice from Selected Poems.
Copyrighted © 1961, 1962, 1963, 1964, 1965, 1967 by Donald Justice. Used by
permission of Athengum Publishers. )
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Peggy Ann Knapp

What happens when students are asked to destrey something they
have created? Peggy Ann Knapp outlines a procedure that helps
students develop critical observations about how an author creates a
fictional world. Ms. Knapp sent this exercise from Carnegie-Mellon
University, Pitisburgh, Pennsylvania,

- Author’s Comment
-

.Those of us who teach freshman writing courses and are serious about it
are always looking for assignments that-will really create a link between
the professiorial writing we discuss in class and the student writing we
expect to improve during the term. The last thing to occur to freshmen is
that they themselves can do something the novelist we are studying has
done. | owe an exercise which addresses this problem to an art professor
at Carnegie-Mellon University, where I teach. I think it might prove
useful for others. “ : -

The Disintegration Exercise

Professor Herb Olds described process, disintegration;or metamorphosis
series drawings in our faculty newspaper Focus. The idea of a disintegra-
tion series is to draw a simple object representationally and thén to
distort it in successive drawings accerding to some natural or me¢hanical
process (e.g., wind, growth, erosien, etc.). Professor offs says that jf you
tell students to create something, they think about the thing to be created,
but if you tell them to destroy something, they think about the process.
A pedagogical aim behind this assignment is to place proggss and not
product at the center of the student’s activity, aithough the product may,
in fact, be very beautiful. ‘
When I saw Professor Olds’s discussion, I thought of a writing exer-
cise to be_designed for my current, rather talented, class of freshmen in
a course called The Literary Imagination, We were reading Bernard

237
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Malamud’s novel The Tenants, in which direct, “realistic” writing is inter-
spersed with some very ingenious fantasy sequences. Further, The Tenants
15 a book about writing & book, and the course is about writing and
interpreting writing. The novel concerns Harry Lesser, the sole inhabitant
of a fast.decaying tenement in New York, who has been working for nine
years on his third nove! when Willie Spearmint, who is black and also
writing a book, sets up his “office” in one of the abandoned flats in his
building. In an opening that is subdued and straightforward, and at the
same time rich and arresting, Lesser “wakes to finish hjs book.”

I asked iy students, after they had read the novei completely, to write
a paragraph which described Willie waking in his office/pad to write hs
book. Then I asked them to disintegrate their objective descriptions

“through three or four stages, until thcy saw the waking as a bizarre or
fantastic event, |

In making the assignment, I was hoping that the studcnts would
develop some critical observations about Malamud’s fictionat world and
assess what sorts of actions and surroundings would harmonize with his
vision. | wanted them, as well, to experiment with writing unti! they saw
something of how they could convey the tone and style of Malamud’s
narrative. To this point the assignment was an exercise in literary analysis
and stylistic imitation. But [ also wanted them to feel and enjoy the
process of destroying the neat, “realistic” description they had written. 1
wanted them to find out {and 1 wanted to find out myself) how the
description of a fantastic or fantasized experience differs from an infor-
mational description. I wanted to give them a taste of the omnipotencé a
writer exerts over the umverse he is creating in his fiction,

These critical objectives were served admirably. Every student’s work
demonstrated a clear insight into some facet of Malamud’s world, and
many descriptions were strikingly like his style (even the element of word-
play, so strong in The Tenants, but so difficylt for younger students, was
present jn many). The process of disintegration, though, was even more
interesting. Pulling an event out of its ordinary shape presupposes a
theoretical or psychological principle beyond disinterested observation.
Many students made use of the undercurrent of aggression, violence, and
pressure in a closed system—New York, medern civilization, the dilapi-
dated flat—which is apparent even in Malamud’s quiet scenes, Others
chose the sexual ambiance of ' The Tenants or of fantasy itself, as the
principle of distortion. I would not want to suggest that such a principle
was always consciously chosen, only that there was a direction, jn each
case, which could be readily isolated and discussed.’

The assignment also produced some “sweet surprises” (Lesser’s term).
Although | had hoped that a general appreciation for Malamud's tech-

*
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mques \wuld be deve y {or the sophistication with
which students picked up hlS way of making metaphors and weighting
then§ sith/'significance. In one disintegration series the white daylight
which woke Willie up burned through the haze and soot of New York,
gently at first, and then more fiercely, until it became a flame destroying
the obstacles to Willie's hopes. In another, the light stabbed Willie’s eyes,
at first the way it does everybody’s in the moraing, and gradually became
a white hand stabbing with a white blade. The blanket became a meta-
phor of protection for some students, of escape for others. The typewriter
gleamed at Willie more and more brightly in one student’s series, inviting
him to renew his true vocation and promising soon-to-be-acknowledged
greatness. In another it moved closer and closer until if sat on Willie’s
stomach, constricting his breathing and keeping him prisoner. I was
impressed with the grasp the students showed for the metaphogic way of .
{reating meaning, one’s assignments on interpreting Marlowe’s or Yeats’s
images often elicit latter-day student allegory, or complete bewildernient.
Moving within Malamud’s world, as it were, seemed to {ree my stu-
dents {rom certain inhibitions in the use of language. A young woman
who had been extremely shy in class and over-orderly in papers, unre-
servedly used blasphemy and scatology in imitation of Malamud's char-
acters, thus freeing her Janguage and expanding her range. '
This class Was about equally divided between black and white stu-
dents, each group trying to be ca nd deferential toward the other.
Our early discussions of The Tenants, anexplosive novel, had expressed
rather distantly the social issues and struglural qualities of thg book. The
disintegration exercise allowed studentf to encode their own strong feel-
ings in a seemingly oblique way angl therefore gave many of them a
means of expression they mig| otherwise have found. There was, {or
example, a good deal of sympathy for Willie's point of view {which black
students, especially, might not have wanted to express in their own
voices), and 3 good deal of hostility toward Legser and writing itself
(which many probably thought would offend me if stated directly). These
personal emotions were sble to come out in the disintegration series
because it was a fiction, and even to some extent someone else’s fiction.
Malamud's book was a particularly good basis {or using the disinte-
gtation series, but any novel which contains dream or {antasy sequences
would do. (Or one might experiment with the technique when studying a
particularly straightforward novel, my feeling was that Malamud’s {an-
tasies provided a kind of model.)} The insights students achieve into the
writer's world, his style of creating events, characters, and metaghors is
only one strength of the exercise. The disintegration series also lets them
use their own {eelings to create something of their own, without demand-

-
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- ing that they undertake the working-out of a whéle fiction. They can see
for themselves, with much less of the gloomy isolation that Lesser and
Willie had to endure, what it is like to be a writer.:

Willie Waking

The sun, knifing its way through one torn shade aver the win-
dow, catches Willie momentarily in the eﬁf as he tries to gather
the sparse blankets in the heatless tenemeat No use. His morning
breath vaporizes perfectly with the soot caught by the intruding sun.
The Black. his eyes tumid, beats his head against Lesser’s wall, as
the writer, not without pleasure, foo v

The Black, his eyes tumid, beats his head against Lesser's wall.
The plaster cracks and portions fall to picces on the floor. Lesser, .
with pleasure, lIooks on.

The Black beats his head fiercely agamsl the wall as more plaster
falls to the floor. His head and face are covered by white dust as
Lesser looks on with pleasure. Willie is now completely covered by
the white. He is white. Lesser, no longer laughing, realizes that

- Willie is white; he may write the novel Lesser could not.
The white White, his eyes tumid, red hair aflame, beats his head

. against his wall. As the writer, Willie, looks on, not without pleasure. *
. James Fletcher
L]
’
L
k| -
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Using Working to Teach Writing -
4

Robert C. Rosen ' TS

In Studs Terkel's Working. real people talk about their professions
angd their attitudes toward work. Rober: C. Rosen suggests that the
text offers a multitude of possible writing assignments that relate
closely to students’ interssts and needs, as well as to the traditional
goals of composition and literature classes. Mr. Rosen teaches at
William Patterson College, Wayne, New Jersey.

Author’s Comment ; . ' )

1 want to recommend Studs Terkel’s Working as a reader in composi-
tion courses, especially with students who work while going to school.
In the book, well over ome hundred people—including, even, an
English teacher—talk about their jobs; and their stories are vivid, mov-
ing, and often very funny. You should be able to find interviews in here
to interest almost any group of students, and since the issues raised
(money, authority, boredom, {reedom, socjal mobility, sex roles, etc.) are
central to most students’ lives, you can count on lively class discussions
and even some enthusiastic writing,

Approaches

Working provides ample material for the usval sorts of composi-
tion assignments. Pairing—to take but one example of many—Eric
Nesterenko, the hockey player who loved the game as a boy but now
hates it as a pro, with George Allen, the fanatically competitive pro
{football coach, makes for pointed comparisoncontrast papers, on values
and sports. For an exercise in generalizing, students can discuss five
female workers Terkel groups together —a stewardess, airline f&ervatiop-
ist, model, executive secretary,‘anfl hooker—and decide what things tif€ir
work tends to have in common; the answers revgal much about the jobs
and roles traditionally available to women. In another cluster of inter-
views, various workers—{rom spot welder to plant manager—describe
the same workplace, an automobile plant, very differently; and this_ can

- 24]’ T
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be the basis of a lesson on fact vs. opinion and point of view (how the
selection of facts shapes and is shaped by it), as well as of argument
papers in which students defend the perspective of one of the employees.

Writing assignments can also draw directly on the students’ own expe-
rience in working, whether full time, part time, Summers, babysitting,
around the home, or even just imagined (for the rare student who has
never worked). The focus of a writing assignment on “the worst (or best)
job I ever had™ can be descriptive (what the experience was like), narra-
tive (a typical day atdvoik), or expository (how that workplace func-
tioned). Students can also interview a parent, friend, or stranger about
his or her job or, as a class, in a sort of press conference, interview one
member of the class, a “volunteer.” In either case, turning interview notes
{or a tape) into a finished essay will provide practice in selection, orga-~
nization, and the development of a thesis. *

Except for Terkel’s introduction, Working does not, of course, present
students with models of excellent prose to learn from and imitate. For
that you would need an additional book. Working, basically, is speech,
transcribed and somewhat edited. But this itself can be very useful to
help show students {and 1gany do not really know it) how writing dif-
fers from speech. For a&od exercise in revising, you can ask them
to rewrite one of the interviews—f{ocusing on organization as well as
sentence structure—into a finished essay.

These aré only a few of the ways to yse Horking in a compggjtion
course; reading through it will suggest many othefs. It is a very fitiible
book, in partStmply because there are so many interviews to choose
from. And the theme of work is a rich and interesting one (provided you
don’t overdo 1l) The teacher given to social criticism can ask students
what the many unpleasant and unsatisfying jobs have in common; how
much of that is ingfitable ‘and how much the result of the particular
organization of American society; and finally how work (and society)
might be restructured to make work more often a genuine pleasuré(as it
is for the stonemason, piano tuner, English teacher, and some others
interviewed) and less often a meaningless, debilitating experience. You
might bring in articles describing employee-owned and controlled work-
places (some do exist) and ask students to imagine how places they have
worked might be run more democratically. The 1eacher edger to discuss
literature can easily find poems, stories, and novels about work$ And the
teacher who wants to, or must, teach the research paper {where coming
up with a topic is often the biggest problem for students) can ask the class
as a group to define and focus probiems as they come up in clads dis-

cus:,sions in’ order to create a list of possible topics, But whatever your
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approach, organizing a composition course at least partly around a
theme, such as work, will enable students to see the need for increasingly

compiex forms of writing to express their increasingly complex under-
standing of what they write abow.

. .

s
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Jerry L. Sullivan

Students often encounter difficulty ih trying to phrase questions
about the literature they read. Jerry L7 Sullivan offers an intuitive/
. inguiry approach that fosters class discussion of literature, as well
. as the development of more meaningful written responses. Mr.
Sullivan contributed this exercise from California State University

in Long Beach.’ . TN

Author's Comment .

Ls

For the past few years | liave.been excléiming that the question is more

important than the answer—that if teachers work at teaching students
how to pose the right questions about a piece of literature, they will elitit

eager response from young readers, pariicuiarly adolescents. Teach
need to design questions that lead siudegts to understanding and enjoying
not only the poem or story itself but afso questions that help them relate
personally to the work being read and discussed.

The possibilities are endless and unpredictable, but that is what is so
thrilling about literature. The thrill and excitement, howeyer, fiiay.never
arise if the questions posed in the attempt to teach literary appreciation
do not probe the hearts and minds of readers, helping.them realize that
they. and their problents are not new or unique. Young readers need to
find out where they stand with others, with those they love and those
who love them. In short, they need to learn where they fit in the immense
design of things and literature teaches that. Very simply, by discussing
stories and poems, listening and responding to peers, they begin to realize
they are not alene in their joys, sorrows, hopes, and frustrations. )

In a recently published textbook on teaching literature inductively
[Jerry L. Sullivan and John Hurley, Teaching Literature Inductively
{Anaheim, Calif.: Canterbufy Press, 1982)], another writer and T outline
a simple inquiry schema thdt deals with ways to "design questions which
- lead to_interpretation of a Work under discussion (interpretive inquiry),
ways to design questiots that relate what is in the work to students in

- . . . i N
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their own v.orld (intellectual inguiry), and suggested activities (improvi-
sational mqulry) that provide for creative entry to and/or creative exit
from the study of a peem or a story—dramatic, rele-playing activities, for
the most part..In it we ask teachers to use the schema as a guide in
preparing.a poem or story for class discussion. The objective of the
schema is to pravide a general focus for teachers to conider in an effort
to airive at specific questions about the work that leap out at them in
their analysis. This intuitive/inquiry approach is designed to trigger the
kinds of guestions that prompt instant, spontgneous response to the par-
ticular work. This method works very well for teachers, and teachers do .
indeed develop the kinds of questions whith provoke eager:esponse from .
young people in junior and senior high schogls, even studems in intro« '
ductory literatdre courses in college. ..
Ad mmed ly, getting young people’to respond to literature is adlﬂ"lcu]t

task, but responsive dxscusswns are. crucial to involve them deeply in
reading. Response is the heart of thé matter, so it is where teachers must
begin. I decided to practice what I preach to teachers about the question =~ *
being more eplightening than the answer and-proceed to try the same

.  ideaon my %tudems. i o

1]

.~
. . .

The App'roach., : . ' 4
. - PO
In ohe group activ ny, sludems work together on an assigned poem, using
only interpretive mqulry as’a guide to help them arrive al specific ques- - .
_tions they feel the poem yields: " .

. e - .
Jnterpretive Inqu_&MP . .

L3 t
<l I. What questions of Character does the work pose (archetypes, stergo-
*  types, believable, unbelievable)?

2. What questions of setting does the work pose (realistic, famasuc,
absurd)?

3. What technical questions does the work pose, i.e. \ '
A. Structure and form?
* B. .Image and symbol? . ..
C. Theme? . .-

-

D. Language? . .

i

These interpretive questions are demgned to arouse curmsuy by mov- ,
ing the reader gradually from a simple te a complex discussionef mean-
ing, or from a discussion of one meaning to a discussion of many. The -
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questions serve as a,Starting point for reader immersion Into the work,

“gut™ questions, if you will, that entice the reader 1o react at the physical
level as well as the intellectual. What do you find i in'the work that moves,
you, puzzles you, turns you on 6r off? What does it say to you personally?
Which teclinical questions séemin'gty apply—any, a few, all? What do
they add up 107 What does it all mean?

The group work, then, sets the stage for a short paper jn which they'
study a peem, using as their guide these mterpreuvc Questions. I ask them
to frame thdse quastlons which they feel will lead a fellow reader {perhaps
an adolescent) td an acceptable interpretation of the poem. I then review
their Questions to see where they are going, sometimes suggesting revi-
sions, additiens, or deletions. Then I return the questions and ask them
to write an interpretation, answering their Questians only. in a t:ght, one-
two page explivation (the answer).

Asyou probably suspect by now, this ass:gnmem has turned dut to be
a fruitful ane. For the most part, it works with a majority of the students, *
and they actually enjoy their own dlscovenes, pleased, in fact, that they
can lndeedﬂwork.tﬁrough the maze of a poehi’on their own and arrive at
quite acceptable ingerpretations *But, even better, so;s;: papers challenge
the more sophlstlcated literary critics themselves, proving to me, at least,
that we literature teachers do too much angwering and interpreting in th i
classroom, doing what is legitimately the students’ work. And we.do it}
suppose, because we feel the students czhnot. But in tho'process we
impose upon the piece of litgrature too ofteh pur own narrow interpreta-
tions, our own answers, implying (students must take notes} that our
version is the only interpretation.

Our task should be one jn which we lead students to their own inter-
pretatmns if we think we are ever gomg to instill a genyine inquisitiveness
in them, somcthmg to scrvc thcm on theyr own when they leave the
confines of our classrooms, We necd only to set into operation the thrill
of discovery in reading literary art and that thrill will manifest itself into
acceptable interpretations that will result and grow with further reading.
After all, our tasks should. be ones in which we instill or arouse or
implant curiosity about. life and the human condition in hopes of setting
into operation a kind of reading interest that generates its own momen-
tum and serves the students once they leave our classrooms to enter thejr
engineering, accounting, or nursing careers. | was amused by one student
who closed her paper with this comment:

By the way. I didn"t know what the hell E.E. Cummings was talking

«  about in “In~Just” until [ finjshed-answering all my questions.
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' Sample Paper -

LT ~

1 wish to conclude with one example, a short papes written by a college
freshman who ig.not majoring in a discipline offeréd by the School of
Huma‘r%.wﬁfh-]‘“em)em is the weilsknewn “Reflections on a Gift of Water-
meton Pickle Received from a Friend Called Felicity* by John Tobias,
ahd is quue’avallabie and commonly used with high school students. The
paper has been slightly edited for style and grammar/mechanics pur-

* poses, but the content comprises the student’s original work. One can
yuibble with various points of interpretation, I suppose, but one must_
admit that the questions are leading the student foward a relevam
viable meanmg K

Poem: +». “Réflections on a Gift of Watermelon Pickle ,
Received from a Friend Called Felicity* by v
John Tobias. ‘

: —Linda L. Shaheen,
. Fall 1980

Questions ) -

-

1. What does “When unicorns were still possible” mean?
2. What is meant by “the purpose of knees was 1o be skinned”™?
3. What is“green lizard silence™¥ b
Y4 .What is meant by “the sohening effects of civilization"? .
_5 What does the author mean in the second stanza and in the second
line of the last stanza when he says that the summer ‘maybe never was?

Do you think that the surimer he described actually took place? If not,
vwhat does if mean or symbolize? - .
6. What does the watermelon symbolize in the poem? What is the
significance in the change in form from fresh watermelon to watermelon
pickle?
7. What is the significance of the name Fel:cny, the friend who gave .
the gift of watefmelon pickle?
. 8. Why are the bites fewer now, each one “savored lmgermgly, swal-
iowed reluctantly“? What is meant by the conkast between hrnuless bites
and careless gorgmg, and fewer bites?. Vo
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9. “What phases of life does this poem describe?

.
10. What imagery does this author use that creates vivid pictures or
sensations for you? Do you think these are universal?

41. What form of verse does this poem take?

Answer

This poem seems to be a comment about childhood from the point of
view of an aduit who remembers the idealistic summer side of childhood.
He reminisces about the time when unicorns were still possible, meaning
a time when he could believe in maglc Essentially, it was an ideal world,
a world in which dreams come true, The pfactical side of life—skinned
knees, and hungers quickly felt and quickly forgotten—was taken for
granted. It was a time when he lived a wild, enchanted life, like a lizard,
hiding from the interference of parents and those who, misunderstanding
the wild nature, try to tame and domesticate hlm or prepare him for their
adult world.

By suggestmg that the summer maybe never was, I think that, the
author is trying to say that the particular summer being talked about is
only metaphorical. Though there could have been a summer lixe that—
indeed there could have been many summers like that—it really is the
idea of it, the mood of it that the author is reminded of. In fact, summer
is a symbol of childhood. The watermelon symbolizes the abundance of
time and leisure in childhood. The name of the friend, Felicity, also gives
a clue about the pature of the gift of watermelon pickle. It is a gift
of happy memories. The change from fresh watermelon to watermelon

* pickle represents the change from that real, exhilarating experience of |
childhood to the preserved form of the expetignce, the memories. Whereas
once the bites were limitless, symbolizing, perhaps, the seeniing eternity
of life one faces as a child, now one takes fewer bites and savors them
lingeringly, meaning that time is more precious now and one has to plan
it wisely.to get the most out of life. The reluctance to swallow symbollzes
his reluctance to see thé passage of each year. .

Tobias uses a lot of infagery in the poem to create very cl@ag pictures,
even sensations for the reader. For example, “green lizard siftnce™ and
“straddling thick branches far above and away from the softening effects
of civilization™ create for me the image and mood of sitting hidden away
up in a teee and being able to watch and do whatever I want without
being observed. Also, I think just about everyone could practically taste
the watermelon and feel it on their tongue when Tobias uses the descrip-
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tion, “Thick pink . . . melting frigidly on sun-parched tongues dribbling
from chins.” .

Tobias’s use of {ree verse serves to convey the freencss of the mood. A
mure structured form of poetry might bave detracted somewhat from the
unbound sense of childhood.

-




Student Writing in the Foreground
of a Literature Class

’

Eugene Smith

Fa
One probiem that teachers in large literature classes sharg is finding
ways 10 have students write frequently without overburdening the
instruckor with papers. To address this problem, Eugene Smith of
the University of Washington in Scartle outlines a classroom man-
agement procedure calling for collaborative writing and peer review
that can oceur concurrently with the reading of literature.

Author’s 'Commem

“Every English class is a writing class.” So it has often been said, yet how
many literature classes really bring student writing into the foreground,
making i1 prominent throughout the quarter or semester and drawing on
if requcntly for classroorit discussion?

Isn't it tempting for instructors, the de facto cxperts m_{lltcrary mat-

ters, to grab the spotlight and precede students' writing with their own

remarks? Don't-students often feel that whatever they say about a literary
work had better correspond fairly closely with what the instructor thinks?
Doesii’t writing that occurs after classroom discussion of a literary text
has concluded seem not to be an intrinsic part of the brew of interpreta~

tion? Why should writing be left only for the late stages, presented pri-

marily for evaluation and read only by the instructor? .

In the many years that [ havé taught literature classes, I have felt an
increasiog disparity between the teaching of writing [ was doing in “writ-
ing” courses and what I was accomplishing with students’ writing when
our focus was principally literary. The tug of precedent was strong to
design the conventional end-of-quarter term paper and to have a mid-
quarter and a final #xam, but that precedent seems hard to defend.

Though journal$s for students who were willing to commit themselyes
to them, did supplément those standard.writing assignments, they have
drawbacks for ahy explicit teaching of writing skills. Assigning more
frequent short essays (“opinion papers,”.l once called them) seemed a
possible solution. They allowed more frequent writing, at least, and
probably seemed to students more like an invitation to state their own

o 62 . 1
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opinions about literary interpretation than does the conventional docur
mented term paper. In classes of forty or more students, that many essays
coming in three or four times during a quarter becomes an overwhelming
*ask for careful reading and response.
Since I have now found a solution that comes close to being ideal, 1
offer it to high school and college English teachers who want to achieve
the following:

demonstrate to students that their ideas about literature will be
taken seriously; " :

integrate students’ opinions about literary works with the instruc-
tor’s and with those of other critics; .

engage students in frequent writing and revising;
actively and explicitly teach skills of writing throughout the term;

develop a classroom tone in which cooperation in literary inquiry is
genuinely felt, where the instructor is guide rather than lecturer and
holder of the last word; *

) .
establish criteria and procedures for evaluation of student work that
are perceptibly and genuinely related to students’ performance in
the course.

This plan will probably work best in a literature course based on the
premises of what has come to be known as “reader-response criticism.”
These premises make each reader the formutator of responses that have
potential validity and that deserve a hearing in class. They permit the
inciusion of feelings about literature as well as the cerebration associated
with explication de texte. They encourage variety in response, though’
they also require reasoned support for response.

My students found these premises, as they were later worked out in
practice, to be almost opposite those they had experienced in many pre-

» vious literature classes. Several found the new premises difficult to apply,
suspecting a trap or simply being unable to shift away from the conven-
tional “objective”™ literary analysis. And a few over-extended the seeming
freedom implied by the premises, writing journal-like respgnses of dubi-
ous relevance, particularly to other readers. However, the prominence
given to the importance of each reader’s response seems critical to fully
incorporating stydent writing into a course with a literature title.

rl

-

The Approach ‘ )

" . . b
The plan needs to be introduced,in the first two or three days of the

course s0 that it quickly bccome! ah established part of class routine.

263 .
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Fortunately, the procedural elements can be explained quickly, and stu-

dents can readily ungerstand what is expected of them. Only later do they

realize the potential depth of their engagement with the literary texts and

with their formulation of responses to them. .
This is the essence of the scheme:

" The class (in my case, up to fifty students) will be divided into
groups of about six each, the groups to be stable in membership
throughout the quarter.

One person in each group will write a two- to three-page response
to the literary work assigned for study each week.

_All students in the class will write two such “mid-quarter responses.”

On a designated day, anncunced two or more weeks in advance, the
students will read their responses to others in the group.

The small group will use a guide sheet (Appendix 1) to focus its
responses to the efsay. L

The version read to the group is to be considered an early draft which
will be revised, sometimes so extensively as to constitute a rewriting, .
after discussion by the small group.

A more pollshed version, preferably typed, will be submltled to the
instructor before class time of the day following the small-group
reading and discussion. -

The instructor will read all the essays (only ejght per week in a class
of about fifty students) quickly before the next class session and will
select one or-moxe for discussion.

The ingtructor will write extensive comments on each essay (prefer-
ably using an evaluation sheet containing class-developed criteria
and evaluation scales, Appendix 2; for my explanation of this proce-
dure, see “Evaluatlon of Writing with Semantic Differential Scales,”
ERIC 222 900), many of which deal with qualities of writing and will
encourage revision before resubmission and reevaluation.

It is also important to know that these mid-quarter responses are
written before any classroom discussion has begun about the literary text
_under study. They are therefore “uncontaminated” by opinions uttered in
class (though small-group discussion may lead to prc—ducuve shifts in a
writer's initial literary interpretation).
By distributing a reading schedule, subject to nffnor rewslon.\l establish
the expectation that students will have completed the first reading of a
book or story two or three days befére discussion is. to start, (A3suming

P
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that the amount of reading involved seems reasonable—up to about 150
pages of fiction a week —most students seem to stick to the schedule.)

Students must also know the importance placed on these mid-quarter
responses in relation to overall evaluation of their performance. I state that
the final grades will be determined according to these proportions. mid-
quarter responses {grades based on final revisions), 4053, discussion parti-
cipation (estimated both quantitatively and qualitatively), 207%; final
examination (two questions calling for essay responses, to be written at
home over approximately five days), 40%.

I offer now a more detailed explanation of the elements in this teach-
ing plan.

Having a classroom with movable chairs is essential, both to make
the small-group meetings (which occur usually once a week) physically
possible and to allow a semicircular configuration on other days when I
am the discusston leader. (Getting students to discuss in a productive
way, with most people actively participating, when they see only one
another’s backs, is nearly impossible.) It is also important that students
attend regularly since there will be few lecture notes to be transmitted. 1
tell them that regular attendance is a minimum requirement for credit in
the course, explaining that I do not have arbitrary or punitive intentions
but that they will not feel genuinely involved in the course unless they are
there most of the time. ,

Dividing the class into groups can be arbitrary; however, I ask stu-
dents on a questionnaire, distributed early in the course, whether they
have preferences of certain literary texts scheduled for reading for their
written responses. Where they do express such preferenccs, I form the
groups so that they can be accommodated. Then, when class membership
has stabilized after the first week or so, I make the assignments of
texts and student writers for the rest of the quarter. Each student there-
fore knows scveral weeks in advance what text he or she will be
writing about and when the first version of the response is due for
small-group discussion.

By limiting the mid-quarter responses to two or three pages, [ signal

to students that they are pot expected to preduce full-blown term or

research essays. They may use secondary critical sources if they wish,
though 1 emphasize that the focus of the' response must be their own
original thought and feeling. They should not hesitate to use the wofd J,
and they may include direct reference to their own experiences outside of
but relevant to the literary text. What we want is a concise essay, some-
times in parrative form, that informs us how and why they responded to
the text as they did. “This is the heart of the matter: You, as a unique
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reader of this text, have a unique response. What is it? Why is that
response valid for you? What specific elements of the text and of your
own experience give rise to that response?”

These preliminary instructions for formulatmg .written responses
become particularized and the variety they allow is revealed as we dis-
cuss students’ essays. Typically, I duplicate all or parts of two or three
essays during the first couple of weeks (with oral and written variations
on this procedure later in the quarter) so that both ideas and writing
technigues can be discussed with the whole class. My selections of essays
to duplicate, usually anonymously, are based largely on a concern for
demonstrating an array of possible interpretations and not so much on
interpretations that seem fully worked oyt or.that correspond to mine.
Later in the quarter, after we have established a tene of tryst and”
openness, I ask some students to read thejr essays orally, with discussion
to follow. .

At the first presentation of each written response in the small groups, |
urge at Jeast two readings, usmg my duplicated “Questions for Reader-
Based Feedback to Mid-Quarter Responses™ (Appendix 1) as a gulde
These questions give some direction to the discussion and encourage more
varied reactions than students typically give. The writers of each essay are
sometimes directly engaged in the discussion but are often listeners rather
than overt reactors. Their time for reaction comes after the full period of
discussion when they set about revising their ideas and manner. of expres-
sion in light of usually vigorous and often conflicting reactions. I consider
this one of the crucial times for students’ reflection on the effectiveness of

“what they have written. They can seldom-avoid taking their peers’ com-
.ments seriously. The potential strengths and the large and small flaws
become matiers for strenuous rewriting as they prepare the essay for
sharing with the instructor and potentialfy with the whole tlass.

By asking that the next, more polished, version reach me at leasi two
hours before the time of the next class, I have time to read each of the
eight essays (or less, depending on class enrollment) and to select th
that seem mqst useful for extending discusston. I look for ideas th£
know will stimulate disagreement or that seem only partially thought
through. Some¢times [ even select thebland, conven;iqnal’ essay that seems
very ynexciting. In any case, [ explain that the examples [ present are not
intdnded as models for the cotrect way to réspond byt as discussion
starters. Usually, I can find at_least a phrase in one of the essaysthat
connects with one of my interpretations of the text. My purpose, after all,
is nof to efface myself or to pretend that I don’t have ideas about the
texts, it is to integrate those ideas as gracefully as possible with students’
ideas, buitding a community of interpretation, not a cofsensus.

T
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While class discussions led by me proceed, I respond in writing 10 each
essay. Because I don't have essays from all the students, 1 do not feel the.
pressure of quantity. My comments, therefore, are quite detailed. I give

'suggcsllons Tor revision of content as well as technical matters, such as
word choice, punctuation, and spelling. While I have jot insisted on
revision, I have announced a grading‘Zpolicy that allows for raising the
grade if the essay is revised and improved. My returning the essays within
a day or two, while we are still discussing the book about which students
wrole, seems to preserve the momentum of desire (o revise. A a conse-
quence, many students have seized the opportunity, turning in a revised
essay that is often more fully developed, more coherent, and freer of
surface technical errors than was the earlier draft, -

Involvement of students as a result of these procedures is pcrocptiblg'
great. Nearly everyone in the class contributes orally, at least during
small-group meetings. On any given class day when 1 am discussion
leader, oral comments from fifty percent or more of the, class, are com-
mon. §uch a high level of participation, when students perceive that it
arises out of their own thoughtful written responQes and when it often
goes beyond what they originally wrote, gives the class an exuberance
angd.a momentum that stimulates still further involvement. Many students
have expressed to me their intense desire to continue revising their mid-
quarter responses as they continzously raise their expectations abott

..tqu.;li!y. Time to do the revising, rather than desire, seems to be the chief
limiting factor for most. :

When the end of the quarter comes and I read the take-home final
examination responses, 1 have little cause to doubt the crﬁcacy of the
writing experiences that preceded. Because the questions offer latitude for
varied response and invite imaginative approaches, I have no trouble in
sustaining my attention to them. Some students are still ploddmg, some
still write laboriously or irrelevantly. But on the whole, there is a level of
engagement with lileralure'anﬂ their reactions to it that seems to grow
naturally out of the previous class work. Writing has bccomc a satisfying
way of shaping response to literature.
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. . v o Appendix 1
o Questions fot Reader-Based Feedback to™ -
. . . Mid-Quarter Responses
o ; ' {Adapted from Peter Elbow, Writing with’ Power,

’ Oxford University Press, 1981) v
‘l What WEIS happening to you, moment by moment, as you were .,

reading/ hearing the piece of writing? .

A. (after one or two paragraphs of the first reading)

What was happening to you as you read this opening passage?
Tell which words or phrases stuck out most or had resonance.

. What has this section just said? What do you now expect the
whole piece to say? R
The writer has just been introduced to you. How was the intro-
duction made? Formally? Casually? Intimately? Dld the writer
thrust out a hand for you to shake?

-At this early stage, are you more with or agamsr the writer? .

' - Dragging your feet or helpirig pedai? . :

B. (after the completed first reading)

What s happening to you now? Changes in reaction or loyalty?
- - What'’s the most important thing about.the piece?

* Describe the way the writer ended the piece. As though the writer

were ending 4 letter, saying good-bye, ending a telephone convér-

. sation? Did the‘writer hang up abruptly? Stand around on the

porch unable tosay good-bye? End with a sudden gush of warmth?
Which aspect of you does the piece bring out? Your mothegly or
' fatherly helpfulness? ‘ “ 5
What kind A{l’ person hds the writer turned out to be"_ljpw did
the writer turn out differently from what you had first suspected"
What c}o’ you like about the piece at this point?

H. Summarize the writing: give your understanding of what it says or
what ga'ppened. (after a complete second reading) '
Summarize it. If you have difficulty, preterid you have only thirty

" segonds to tellja friend what this piect is saying. Tell the friend
quickly and informally. Let the writer hear you fumbling to ﬁnd
the center of gravity. M
.Then summarize it m one sentence.

Then summartize it in one word, ﬁr@t ohe from the piece itself,

/ " then a word not in the piece,

Summanze what you Ieel‘!he wmer is trymg but not quite man-

-
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aging to say. Wherc is the writing teying to go, perhaps against
the writer's will?
Summarize what you wish it were saying.
T1l. Make up some images for the writing and the transaction it creates
with readers. (after the summarizing responses)
What other pieces of writing does it remind you of? What forms
of writing does it remind you of: a love letter?. a federal inter-
departmental memo? a late night diary entry? )
Make up an image for the relationship between the writer and the
reader. Does the writer seem to have an arm draped familiasly
over your shoulder? Is the writer shouting from a cliff to a crowd
below? Reading to you from a stage? SHaking a fist at you?
Describe the writer’s relationship to the reader in erms of dis-
tance. Close? At arm’s length? Distant? Describe changes that
occur (e.g., “backing off tgward the end”).
Find words or metaphors for the voice or tone in the writing!
Intimate? Shouting? Coy? Tight-lipped? Describe the voice in
. metaphors of color or of weather.
Look especially for changes in the voice. Perhaps it starts out stiff
and loosens up. Where do you detect that change?®
_What images of the writer come to mind? Hunched over a desk?
Sprawled on a couch? Sitting on a beach?
1 Who does the writing seem (o address? Strangers? An old {riend?
Dumbbells? Tough guys? Is the writer talking up or down?

- | ; 1
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" Appendix 2
Evaluation of Mid-Quarter Response Essay
Writer Evaluator - -
Criteria Evaluative Scales
FOCUS - ' -
Provides a focus on litetary ! ! ! ! !
interpretation : clear ambiguous
SUPPORT : .
Develops support {or assertions ! t ! ! !
specific - vague
! ! ! ] !
" convincing enconvinéing
) RS VR DR SN SR
thorough . absent
ORGANIZATION - i
" Has pattern of organization ! 1 ! ! 1
. _orderly . random
Flows through patiern ! ! ! ! !
. coherent haphazard
VOICE )
Maintains a consistent veice ! ! 1 ! !
; distinctive ° * confused
Achieves harmony between ! ! ST LN
voice and message congruent conflicting
AUDIENCE :
" Addresses target audience ! ! ! ! !
_ - identifiable obscure
FORMAT . ' .
Follows reasonable college = ! ! ! ! !
essay conventions appropriate distracting
conducive to
8§ ease of reading
COMMENTS: - ’




v Language Mechamcs
and Style

v Writers need a sensitivity to the words they use, the constructions they
build, and the manner.in which they arrange these things te bring mean-
ing to readers. Word choice, denotation and connotation, the develop-
ment of ¢ffective introductions and conclusions, the role of sentence Struc-
ture and punctuation, the importance of tone—articles in this section
provide ideas about how to engage students in writing activities that will
highlight many of these areas,
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Precision in Language Usage

!

Bruce W. Speck *

Language must be used accurately if communication is 10 work effecs
_twely By drawing upon analogies with other subject fields and by

using inductive reasoning, Bruce W. Speck of .the University of

Nebtaska, Lincoln, helps his students obtain a clearer sense of why
” precision in language usage is so helpful. ‘

Au(hor‘s' Co mmem

How can the teacher of Engllsh impress upon “students the need for
pre?lon in language usage? One. could begin’ this endeavor with an
appéal 1o rules about language. However, I have found it helpful to
approach this issue by attempting to show students (1) that precision in
language usage is not unique to the English classroom {most disciplines
utilize a symbolic system that must be used accUrately if one intends to
€ommunicate) and (2) that the richness of English \'ocabulary is not
antithetical to a minimization of ambiguity. Thus, precision in language
usage entails at least two essential elements. “corfectness™ or the gram-
matical relationship between words, and diction or the level of language
acquisition one possesdes.

The Approach . - -

There are a number of allied fields that can be ysed to compare. language
to other symbol systems. I will cite three that have been helpful to my
students. These are mathematics, music, and computer science. First, |
turn to mathematics. i
I put an equation on the board that Jooks something like this:

. f{x)=4b+7y (9.6+ 3% Then I ask lhe.students if this §s an acceptable

equation. They generally find fault with my use of a single parenthesis.
We don’t know if the. equation should read (9.6)= 3 or (96+3’) or
(9.6 +3)". We admit that this is ambiguous. I then point out the ambi-
guity in a sentence like. Leaping across the road we saw two deer. Point:

260
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We need to be precise in language usage just as a mathematician needs to
be precise in manipulating mathematical symbols.
Next, I turn to music, and draw this on'the board:

o
-

The Problem . .

]

. Is this the’ key signature for A-flat major, and thys a misprint, or is the
C-flat an accidental? The first measure of music might answer the acci-
dental question, however, it is“important to note that if the C-flat is a
misprint, the problem of reliability is at stake. What else is misprinted in
this piece of music? The player {or the reader) is put in an awkward
position when attémpting to interpret.such a score (picce of writing). The
meaning of a string of symbols can be changed dramatically by the
addition or deletion of a'job or title. “Let’s eat grandmother” is mea-
surably different from “Let’s eat, grandmother.”

Computer science also offers an example of Tanguage precusmn ‘If you
say to the computer the following:

Y=1 ' . N N —
X=2 '

Z=Y+X

P=2-M : '
PRINT P . -

the computer will not be able to ascribe a value to P because M has not
been defincd. This program will not run. Likewise, if you write, “The
instructor showed us a seashell and explained how they live in them”
what value do we assign to they? Have we been given a value for rhey?

* After T have laid this groundwork for talking about “correctness,” the
next step is to show that precision is not merely a matter of observing
grammatical relationship, but also consists of knowmg the words that are
available to accurately describe and classify the experiences and concepts
one wants to communicate. Thus, the notion of grammatical precision is
logically followed by a discussion of diction. And I am particularly focus-
ing on the aspect of diction that pertains to the choices a writer or

~ . 273
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speaker makes when faced with a range of scemingly synonymous terms.

How can these ideas be conveyed to the students?

A basic mental block students often have about diction goes under the

rubric BIG Words. Whether one teaches writing or literature, it is not
- uncommon to hear students say, “Why does this author use such BIG
; Words?” or “Is it OK if I use BIG Words in my essay?” This view of
’ votabulary hinders the student from looking at words as possibilities,
tools, for accurately constructing what the student wants to build in
terms of communication. The problem, therefore, is that this whole
notion of a BIG Word is used as a subterfuge that hides a need to
become more proficient with language.

One way to approach this issie i to ask {or a definition of a BIG
Word, 1 do this in a back-door fashion, using the following approach:
(1) I write ten words on the board and ask the students to define them.
These words are: anttpodes, argot, clamber, hiatus, pique, aegis. lodestar,
anima, penury. melee. (2) 1.then ask how many defined all ten words.
There is usually a ripple of laughter over such a question. A few students
define dne or two of the words per the dictionary. (3) I leave that exercise
for a moment and ask the class to give me a definition of a BIG Word.
How will I know one when [ see it? I write their responses on the board.
The responses usually go something fike this. (a) a word used in a tech-
nical sense, (b) a word that is multisyllabic (three or mgre syllables), (c) a
word that is not frequently used, etc. (4) 1 then take the list and apply it
10 the ten words the students attempted to define. Three of the ten words |
are three syllables long, but no word is over three syllables in length.
True, some of the words (argot gegis, antipodes, for instance) can be
traced historically to demonstrate a technical base, but they are not gen-
erally used as technical terms today. Foreign words are considered BIG-
. Words by some, but only those words that are not {familiar to the indi-#

vidual are BIG Words. Is sombrero a BIG Word? Nog if a person knows
the word, but melee might be é'n unfamiliar word to many. {By the way,
the whole notion of * common words is only viable if one ¢an use the
scientific method to construct a list of words common to a pamcular.r
population.} In short, most of the ten words don't meet the criteria
established by the class. {5) What is a BIG-Word? I suggest that a BIG
' Word is a word a person doesn’t know. Onge a word is*integrated into
one’s vocabulary, the word is familiar. Certainly, we may, use words to
lmpress people because we are aware that b}f usmg these words we can
have an mﬂuence on the way peoplc \r1ew us. But the word used is not
BIG to the ong using it
This approach to the concept of BIG Words is stanlmg for somc but
it helps students investigate a label that they may be using to keep them
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fram admilting a need to learn more about language and increase their

favithity with language. Once this label is examined it is a{relatively simple

. step to show that one reason an author chooses to use certain worgds’is

because some words are more precise than other words (given a certain

guntext) even though these terms may be unfamiliar to the author’s audi-

ence. Fur instance, red is a pnmary color with a particular bjightne& —

hue, and saturation. We often use the word red to desciribe colors that

' may be more or less red. when we actually mean carmine or vermilion or

ocher or madder or crimson or scarlet. We ought to say and write what

we mean and we can enly do so if we recognize that ambiguity unduly

expands our meamng while our grasp of the language's vocabulary can

narrow the meamng and give our speaking and writing more precision.

A final note. The second half of this exercise makes the teacher look

pretty smart and can make the students feel inferior. Therefore, the

teacher should make the students aware of the fact that we all know

+ words that others don't know. If the teacher allows the students to write

down five words that will be used to play Stump the Teacher, this exer-
cise can alyo be an image builder for the students.

"
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Using Astrology to Teach

Connotation and Bias
s L '

[

b TR
W

4

-

Theresa Ammirati
Ellcn, Stre nskj

By selecting material for which most students share some Common
interest, Theresa Ammirati and Ellen Strenski havé prepared a class-
roorm exercise that develops stydents’ ability to recognize the effects
of connotation in writing. Ms. Ammirati and Ms. Strenski submit-
ted this exercise from Mohegan Community College in Norwich,
Connecticut.

Authots’ Comment

Practice jn rccognizing’ bias is obviously an important part of any compo-

"sition course. Recognizing bias in turn depends on the skill of recognizing

the connotations of words, and identifying them within some range of
alternatives. Such recognition does not happen automatically, it is devel-
oped with practice exercises. We need not labor the pgjnt thél these are
sunvival skills. But how to teach them without raising dlstractmg issues of
belief embedded in the examples under discussion? At the same time we

need to find material for practice exercises that does interest everyone.
One answer—astrology. This subject also lends itself well to reviewing
other aspects of language use such as levels of generality, levels. of diction,
vocabulary, and outlining. Students are required to bring a dictiopary.

Whether or not students believe the system doesn’t matter. According
to a recent Galtup Poll, nine out of ten-people know their zodiacal signs.
Eseryone is amused by thinking about his or her personal traits, and
most astrological signs provide a quantity of descnpuon to work with,
beginning with adjectives, the easiest, and leading stralghtforwardly to
sentences making claims,

-

The Approach - T,

Begin by listing on the blackboard the traits of a particular sigh. For

instance, here is a description of Gemini’s traits taken from The Compleat

Astrologer (by Derk and Julia Parker, McGraw-Hill Book Co.," 1971):
[
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What kind of person is 2 Gemini?™ s

: R ]
ac!aptable : . \ . ;\f“"Vji
witty . . A

versatile o
intcllectual !
logical
busy } . .
spontaneous
lively

+ tdlkative
amusing
curious

These traits obviously have good connotations. Now ask students to //-\‘
suggest as many equivalents as they can, For example:

,.\ adaptable spineless,'ﬁckle, resilient, flexible
witty . ﬂiﬁpant, sarcastic, sharptongued
versatile _ superficial, wishy-washy, -

undependable ¢
intellectual egg-headed, brainy o
logical i picky, nit-picking, analytical *
busy ' ) restless, scattered, workaholic,
compulsive .
spoftaneous - off-theswall, unpredictab!é,
. unsiable’
fively frantic, manic .
talkative . ' gossipy, a blabbermouth, a good, *
- conversationalist
amusing A . - funny, ridiculous, silly, laughable
curious ’ prying, cunning, snooping, )

, ‘ inquisitive
You can use this list tq, define am\demonstrate connotative meaning.
The discussion can then include levels of gemerality by soliciting from

students concrete examples to illustrate each abstract q«pality. At this .
_ point you can combine this lesson on cynnotation with instruction on
levels of diction (slang, informal, formal, colloquial, etc.), asking students
how they would choose among these synonymis volunteered by the clas‘s.

1 -
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You can also review outlining by asking them lo classify these traits
{emotional, intellectual). v

The next step is to give students handouts containing two or three
clearly positive characteristics of each sign (which can be easily excerpted
from a source like Linda Goodman’s Sun Signs. Bantam Books, 1979)
and ask them to come up with one neytral and one negative equivalent
for each characteristic.* B

"After examining connotations of single words, the next step is (o
examine their collective effect in sentences, Bring in the daily newspaper,
and write up the astrological forecast for one of the signs, for example:

Get busy at duties that will clear the path to greater gdvancement.

Students will agree that this sounds good.”Show them how to change the
effect by replacing these words with alternatives having the same denota-
tion but different connotations. “Get busy at duties” can become “Knuckle
down to cﬁbr\és.“ “Take care of your health™ tarns into “Pamper your
hypochondfia.” On a blackboard you can fill in columns under individual
" words or phrages:

Be loyal to a friend vwho has done favors

Stick u? for an associate . * delivered pay-offs

Testify on behalf * "

*,of a colleague gone out of his way

Give a reference .
~for a pal stuckup - ’

Tell lies for a buddy ) benefited

Defend . one of the gapg thrown business your

way.

With this preparation, students are now ready to practice these proce-
duresin small groups, working on another hanlout with one day's com-
plete astrological furecast. This step generates useful alternatives for class
discussion. For homegork, you can assign sfudents a comparable exer-
cise, that is, to cons®t the next daily papers for their own astrological
forecast and to create as many variants with different connotations, in
colutiin form. to hand in. as they can. Or you can expand this lesson and
the following assignment to include levels of generality (general to spe-
cific, abstract vs. concrete) and work with the forecasts (which are always
general and abstract) to make them specific and concrete. “Figure out a
way to have added income in the future” could be anything from “Learn

278 - o
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how to crack a bank safe” to “Take n evening course in accounting.”
“Take care not to irk those who dwell with you” could be “Remember to
clean up your room as you promised your mother.”

This lesson s€quence moves easily on to a number of possible topics,
among them. propaganda apalysis (especially “Glittering Generalities™),
public doublespeak in"ads, oz even literary imagery.

4
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‘Writing on a User-Friendly Topic:
Language
Chris Hall .

-

. Drawing upon basic linguistic principles, Cliris Hall involves his
studedits m acuvilies winch provide opportunities for genume inves-
tigation of language and result in a variety of wnitien responses. Mr,
Hall teaches at the University of New Mexico, Albuguerque.

E

Author's Comment
Many composition programs haye turned to everyday language as a gen-
eral subject for writing because it is immediately accessible to students.
Unfortunately, I have discovered that, for many students, language is
viewed as an ene be conquered and subjugated to pass a writing
class and not as a spibject that they know intimately. Students, therefore,
need to be instilled with a sense of authority about their language. One
way of addressing this probEm is helping students realize that they
possess a body of information about everyday language interesting to
other people, and that they are capable of evaluating that information.
Coming from a linguistic backéround, I subsequently have concocted two
Jmethods for eliciting written responses from students that have them
genuinely lmesugatmg their language and generating topics for which
they are knowledgeable authormes

In the first method, students become aware of the unique vocabulary
of speech communities. They collect and analyze words {rom their own.
peer groups or other groups of speakers. From this imitial exercise, they
write extended d|:lveﬁmt|ons for an outside audience. While teaching them
t0 use a valuable writing strategy is one important feature of this method,
there is an even more important benefit—they are writing from an
authoritative position about the subject of language. This offers them the
challenge of presen}ing their topics in such a way that an unknowledge-
able audience can understand them. In a sense, real communication is the
object of this approach. The sécond method is suggested from William
. Morris’s “The Making of a Dictionary™(In Words and the Writer, Michael
J. Hogan, editor, Scott, Foresman agd Company, 1983). Morris dqscrities

a : _
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the Amerrun Herrtage, Drcnonury’s Usage Panel (composed of eminent
writers, editors, and public figures) which provides guidelines for word ,
usdge. As he.comments, “Not surprisingly, there is nothing like unanimity
in the replies of the panelists™ (p. 45). Since these authorities on words
uilen vannut agree on the proper and impioper usages of words, I thought
it might be interesting to sce how studcnts would respond if they were
called upon  be Usage panclists and then have them write up their
conclusions IN.ICPOTts,

. . ’ L *

Method 1

Vi

The first exercise gnd writing assignment needs to be introduced carefully
50 that students rCalize that they, like other groups of people, represent a
uniyue group with intercsting language characteristics, 1 usually start out
by piving them examples of slang, argol, or cant from groups of people
they know of or are familiar with. For instance, I have used groups of
words from American Yiddish culled from Leo Rosten’s The Joys of ‘
Yuddnsh. Many students have heard words like shiep, shtik. chutzpa, or -
the taboo word shAmuck. but they do not always associate thcm.;.vilh a
particular group of people. Some of them are surprised to learn that these
words come onginally from the Yiddish-speaking Jewish communities
and have since become an integral part of American English vocabulary.
This gets them thyrking about the origins of words and the groups that N
use them. ' )
Each group of words. is presented by explaining the group that uses
them. the derivative forms and meanings, and by illustrating their uses.
The goal of this introduction is to ggt students thinking about what
makes words int¢resting to study. what fakes them unique. L
Finding useful examples is not usually a*problem. There are many
dictionanes and books on the subjects of slang and argot. I have used
words from the Dicsivnary of American Slang, edited by Harold Went- .
worth and Stuart B. Flexner, The Underground Dictionary by Eugene E.
Lindy. The Torally Awesome Val Guide by Jodie Ann Posserello; Buzz-
words. The Offictal MBA Dictionary by Jim Fisk and Robert Barron;
and the delightful Poplolhes and Befibones: A Celebration of Losi y
Vords by Susan Katz Sperling.
After this introduction, I ask them th collect words and phrases from
their own peer group\or other groups of speakers. They are instructed (o
collect about five examples and dnalyze them using.these questions:

What docs the word mean? What are its denotative and connota-
tive meanings? . . B

+ 1
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2. Which group of speakers uses this wor(_i?. Is it vsed in a special
part of the country? .

3. What derivative forms.does it have? Can it be used as a noun,
verb, etc.?

4. How would one uvse this word in a conversation? Can you give an
illustration?

After they have coliected their data, we discuss their findings. Often,
when discussing the connotative meanjngs of their words, they discover
that their words need careful vsage. I therefore introduce the purpose
of extended définition to clarify an unfamiliar concept embodied in a
word. I then discuss several techniques of definition—by negation, classi-
fication, illustration, or synonym. At this point I usvally give them an
extended definition model, constructed from one of my earlier example
words. Next, [ ask them to select one of their own words and write an
extended definition, usvally giving them several days to compose their
‘papers. Before they turn jn their papers, however, | have them break into
groups and have their peers evalvate the content of the deﬁmuons and”
suggest ways of improving the paper’s presentation. These peer groups
use the original questions for collecting the words as guidelines for the
evalvation. Finally, after the papers are handed in, I select certain papers
to be typed and distributed to the entire class as examples of effective
definitions for an unknowledgeable audience. &

5 % e § .y : . .o
Method 2 )
The next exercise and wnting assignment gl\fes students a chance to
critically evaluate the ways wbrds are used in their language. In my class 1
. have the students read William Morris’s article (mentioned before). How-
. ever, reading the article is n',;?t absolutely necessary. What is important,
though. is explaining the pprpose of AHDs Usage Panel and giving
examples of the comments ¢f panelists taken from the article. Many of
the .comments that Morris has collected demonstrate a wide range of
attitudes about word usage, During the discussion of these comments, .
students realize that even people who know how to use words effectively
_ canbe irr®rent, petty, and pompoys about what is proper usage.

Myself. as in “He invited Mary and myself™ and “Neither Mr! Jones
nbr myself is in favor of this."—Panel Verdict: Yes 5%, No 95%.
“No, no—a genteelism."—Halcolm Cowl

“Prissy evasion Of mg and E"—Gilbert Highdt

“Unforgivable. Myself is {thé refuge of idiots taught early that me is
a dinty word.”—Walter W. [Red] Smith (from W;lliam Morris’s
“The Making of a Dictionary,” p. 46)

. y
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After the discussion, 1 tell the students that lhey are going to be usage:
panelists. I break them into small groups and give them a list #f ‘words
and examples of their usage. I try to organize this list around certain
types of words. For example, I might give them Roun phrases that have
been turned into verb phrases:

Neutron Bomb, as in “The European Braces Conglqmerate.recently
neutron bombed the American suspenders industry, leavmg the fac-
tories 1ntacl,bbut deslro.ymg the compames presidents and boards
of trustees.”

Apple Polish, as in *Albert Shleger apple polished the teacher s0
much he got an ‘A’ for Health Science.”

Other types of lists mlght inclnde examples from the argot of computer
speciatists: ) .

Interface, as in “Hey, before you punch my headlights out, let's
interface on this problem between us.”

User Friendly, as in " hope that new K'lgebra teacller is user
friendly.”- T

After the list is handed out, the groups of panelists are instructed 0.
vote on the appropriateness or inappropriatenggs of each illustration and
to write comuments, similaf to the example coptments. From each group’s
findings, several writing assignments ¢an be constructed. The one I favor
requires each group of panglists to write a collaborative report on the
lindings, using the votes and comments as supporting details. Some
teachers may want each student to write an individual report. The reports
are then collected. I usually type example reports for distribation to the
entire class. These reports make interesting topics of discussion Becauss,
as Morris has alread¥ pointed out, not everjone IS going to agrée with,
the lindings.

-
-re

Conclusion ) . - -

- . - &

y

wA® about language. The writing assignments that evolve from the
introductory exercise are definitely goal.onemed toyards specific. writing
needs. In the first method, students come to appreciate the relation
between an andience and a subject when wriling extended definitions; in
the second method, they learn the value of supporuve details for making
conclusions. Of even greater bengfit, though, is the tealization students
make that they ha».at their disposal a body of information on language

that can be turned into mterestmg wriling topics . . .
]
LS . %
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Bg& these methods represent agway of sumulalmg_students to thmk and
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" are easily bored by any activity which involves their sitting and reacting |

/jp‘

An Action-Learning Approach to |
Reading, Grammar; and Punctuation .

R. Baird Shuman

Students who do niot read well often have difficulty with basic con-"
cepts of sennence structure and punctuation in their writing. R, Baird
Shuman suggests a visual and active way of helping students dis-
cover somc}basic prmcsples undetlying such concepts. Mr. Shuman
contributed this cxchIse from the University of Illinos at Urbana-
Champaign . .

N

Author’s Comment * R
The teacher working with fgungsters who have reading disabilities gen-
erally finds that these students have problems as well with grammar-—m
this case defined as the function and structure of language—and punctua-
tion. Many students with reading problems have short attention spans and

passn.cl) mtlu‘n ‘the l¢arning situation. Discipline problems are common |
in such gmups of students, and these préblems are often of such magni-
tude that more time is spent dealing with them than is spent teaching.

In working with hundreds of such students, %ehave found that cogent .
lessons, in reading can be taught in a very active and interesting way. 1
have found as wel] that valuable lessons in grammar and punctuation are
spin-offs of the activity.

Singe Loften work in dcmonstrahon situations with groups of students
I have not seen before, | usually devise materials drawn from textbooKs
that those students are using in their content area classes. 1 bcgm with
easy sentences and work toward more complicated ones. Usmg cgrdboard
piacards, 1 write each word in a given sentence on a separate card, using a
magic marlgr. I also place such punctuation marks as periods, question
marks, commas, and semicolons on separate cards, generally using differ-
ent colors for each. Qn other cards, I write words like “however,” “more-
over,” “neverthelesss” and “therefore.” All of these words are written in |
the same color but in a color different from that used in writing the basic
words of the sentence. On still another set of cards, I write words like

L
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“did,” “does,” and “will.” These cards are done in the same color ink used
for the question mark.

N Working recently with a group of tenth graders who were studying
forestry, | turned to their textbook, Manual of Southern Forestry by
Howard E. Weaver and David A. Anderson. | had made cards for the
{oHowing words. ¢onsiderable, of, involves, production, 1he, imber, time.

although (hey,did not know me well, volunteered immediately. 1 gave

each one ‘a placard and said, “Okay, make yourselves into a sentence.”

=1 , The studenty scrambled around trying to {ind mates. The simple
determiner the latched ;onto fimber, then onto time, and finally onto

. Producion. Students in their seats cheered and gave all sorts of advigé.
Someone said, “The sentence robably begins with the,” a rather astute
observation. I had purposely lettered the cards wholly in capital letters so

- that no clues would be given about the placement of any word at the
beginning of the sentence. One student perceived that production of

. _ timber probably had to go together. I vounteered, “If you really think so,
produclion and timber had better grab of so thaj/She won’t get away.”

F in by the entire class, soe scverely handicapped readers were able to

¥sgomstruct th sentence, “The production of timber involves considérable

~ time,” which appeared on page 147 of their forestry textbook. I then

asked who wanted to be a mark of punctuatidn and_if so, which mark of

punctuation the student warted to be. A hulking football player volun-
teered to be a periqg and fo put himself at the end of the sentence.

Then I handed Moreover to a girl in the back of the class and said,
*Break into the sentence whenever you can.” She positioned herself at the
very beginning, and | invited someone to become a punctuation mark, A
five-foot-seven comma inserted himself between moreover and the. Then
someone asked, “Can’t mareover g0 between timber and involves?™ I let

o the class discuss this and the decision was that fmoreover could g0 ejther
there, provided anothet comma were inserted, or at the end of the sen-

me, concluded that if moreover comes at the beginning of a sentence, it

- must be connecting the sentence with som¢ meaning that has come before,

Al this point, I*asked for a definition of moreover and found that no

one could definc the word explicitly, so we looked it up in the dictionary.
Denis Rodgers (*Which Connectives? Signals to Enhance Comprehen-
sion,” Journal of Reading, 17 [1974)) has presented convincing evidence

that students who do not understand the meaning and uses of connectives

= are likely to {ind this gn impediment to their reading, so we emphasized

[}

I announced, “I need seven students to make a sentence.” Students, .

In about three or four minutes of very intenseflanguaging, panticipated

. . tence. This led to a discussion of style. The class, with no goading from _

L
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quite fully the definition and Variety of uses of each connective we used in
building our sentences. )

1 then asked the punctuation marks and the moreover to sit down and
1 gave one student does and another student a question mark of the same
culot. The students scon found that the transformation from an affirma-
tive statement to a question in a sentence like this is a fairly simple
matter, but that the sentence will nol work unless involves holds his hand
over the final letter.

Students wanted this activity to last the whole period every day. 1 had

" virtually 10077 participation, much of it from students who had been
officially designated non-readers. 1 usually limited the activity to twenty
minutes, drawing upon it at some point in the class hour during which!
attention seemed to be flagging. .

As the week wore on, we worked toward progressively more difficult
sentences taken from the textbook. One sentence presented a unique
challenge, but the students unraveled the stylistic mystery it presented
and reproduced the sentence, which actually appeared on’page 22 of their
Sextbook. The words composing the sentence were and, are. beneficial,
burh Joress, in, influences, nature, physical, social. The sentence, arrived
at after much discussion and negouauon was “Beneficial forcst influ-

e ——— o b

ences are both physical and social in ndtuie

One day, in order to teach yet another concept apd to involve the |

students in a writing activity, I prinfed words fike “after,” “when,” and
“i" on cards. Working with the base sentence, “Chemicals are relatively
neiv in farming,” we tried to impose a subordinating conjunction upon
the sentence. Students were surprided to find that what had been a per-
fectly acceptable and understandable Enghsh sentence became, with the
addition of one small word and witheut the omission of a single werd, a
non-sentence. 1 asked the class why the word group “If chemicals are
relatively ngw in farming™ did not constitute a sentence? One studenl said,
"Because it doesn't go anywhere.” 1 asked what she meant. She paused
and another student volunteered, “Well, it just kinda hangs there.” 1
asked, “How can you make it a sentence?” She responded, “Get rid of the
can give me the hero’s
way?” Another student said, "You need to say something more, to give
more facts.” | agreed and said, “Let’s each wyite at least five endings to “If
“chemicals are relatively new in farming’ so that we have five good solid
sentences.” Although 1 had never mentioged the word subordinarion or
the ferm subordinating cunjunciton. every stydent in the class had intbibed
. the essence of this concept which many Entlish teachers find very diffi-
cult to teach. We later made some complex sentences, color coding the
suburdinate and independent clauses and imposing the necessary comma

4
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upon each one. Thz?;)ugh this exercise the youngsters learned that the
subordinating conquction, which 1 still had not identified by name, can
turn any independént clause (we termed it, “complete sentence™ into
a subordinate clauje (we termed it, “A group of words that needs, to
be compleleg“}. : ' )

“The studénts it¥olved in this activity began to forget and overcome
many of their languags disabilities and inhibitions. They began to react to
language in a positive way which involved them p‘hysical;ly as well as
mentally. Many of the students turned this activity into g game that they
played at home, Perhaps the best homework js that which is not assigned.
It appears that many of the most important langhage skills as well as
many of the more complicated aspects of transformational grammar can

be taught by involving students actively and physically in the construc- |

tion of a broad variéty of sentences. e
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Grammar Recharted: # |
Sentence Analysis for Writing .

Anne J. Herrington

* . t
To show students that knowln%grammaneal pattesns is helpful
in writing, Anne J. Herrington® has devised an approach that
heightens mgents‘ awareness of syntaX. Ms. Herrington sufimitted F
this assignAight while at Johnson State College in Verriont. . .
Authoi’sCommenl L -t . L)

Most of the students 1 teach Rave no sense of syntax; they write frag-
ments, run-ons, and awkwardly phrased sentences. They do hot perceive
that words in a sentence function together in ce,pfam predictable ways. To
thém, grammar means arbitrarily prescribed rules and endless exercises.
This is in part because grammar instruction has been separaled from .
writing inStruction. These students must be showr that grammar is a
. helpfy| tool for Hescribing the way semences'work and that knowledge of
grammatical patterns is useful when wrltmg To develop this understand-
g to the point where sludeQ‘,s apply it in lhelr writing, the tedther has
certain options. Rules can be prescribed {many of which the students can
already parrot\_g.rbaum) Grammar exercises can be .assigned. Or, the
teacher can try 10 individualize grammar instruction by commenting on
the specific errors of each student as they arise. The latter approach’
seemed best to me, but I scon became aware that it was not enough.
Although it corrected specific errors, it did not encourage an awareness
of syntax and the functioning parts of a sentence. To achieve this end,
oneeeds an approach which does not become an end in itseif, but which
su]:fplements writing and can be used to describe each student’s writing.
(See Chart L) " - t

@

-
- v ) ¥

Grammar Charted .
" 1 o

4

The sgée-column seniénce pattern _chart was the m;%ns I chosc 1o give

o

stu this awareness of syntax. Although’lt was originally d,cmgned to
.analffestyle, it s also. Teful for grammar instruction.i.
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L 4 ) . Between ' .
Preceding Subject ! , . Following
Subject Subject and Verb - Verb Verb
(1} (2 3 “ . (5)

Although | it is | "a]s.o useful

it was S IR for grammar
originally |.. . "», |instruction.
designed to !

analyze .

style, * v ..

-

¥
1t does not require students to learn all of the jargon associated with most
grammar instruction. ft is linear; the sentence s charted in exacily the
same sequencé ih wﬁﬂ:h it was written. It is an analytical tool which
shows the way words, phrases, and clauises function in a sentence. Using
it, the teacher can illust rate various sentence models and the students can
analyze the way their own senteRces are patterned. |
Before | present the ghart to the class, 1 try to get them to develop
working criteria for a sentence. By comparing the following wogd strings,
they quickly agree that a sentence is an ordered string of words:
to went the conccrt‘man the * -
the man went totheconcert . ~ | _ -

. L) ! R -
Someone will add that the senfence must have a subject and *a verb.
e a complete thought. At this point,

I¢ave these three catch-all terms undefingd. 1 put “pigs eat” on the board

&

.
L)

. and askif j it is a sentence. Most agree that it is and that it fits the criteda.”

1 then add the word “when™ o form “when pigs eat” and ask if this is a
sentence. Most sense that it is not, but agree that it does meet the criteria
of being an ordered string with a subject and verb. This gives,me the
chance to introdube the added sentence criterion of the mde}}:ndent
clause. “The addmon of “when™ creates a dependence which the students
scose as,the thought not being complete. It is not enough to have a
subject and verb; the two must exist free from dependency words. ‘
At this point, [ introduce the chart to the class as an alternate way of
¢xplaining the funcuomng of sentences. I have the class work out how to
chart “Plgs eat.” 1 then make the supulauon that only the subject and
verb of independent clauses can be charted in columns 2 apd 4. Thus,
one has: , "
t
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o o Chart 2 o
’ " _\ Betwetn . ‘
Preceding. - Subject - Following
Subject . -Subject " and Verb  Verb . Verb
N - @ (3 4) (3)..
! - Pigs CT eat.
I b \ :
When pigs :
eat, ' they . snort.

Using the simiple sentence “Pigs eat, "] gradualb} lay on modifiers, all‘thc
* while stressing that'it is just $he combination of the lwo words “pigs eat
that makes the string a sentence:

] A Chartd .
o, : ”/', . ~* "Between -
—~  Preceding * 7 Subject -. ~ Following
. Subje " Subject * and Verb . Verb Verb
., 2 (3 @ . (%) o
‘ - Pigs B A eat .. garbag.e._
~ - 4% | Thefa® o ca.t\ . [ravenously
. o dirty-pigs . | the garbage.”
- After l!lc}' - | the fat,’ who are eat . ravenoysly .
‘wallowin 4 dirty pigs | being . ) the greasy
the mud, : fattened” - || 4 garbage,
. for market, .

Inthe sc'eming complcxify, there is simplicity once one can begin to sce
’ the pattern. The independent clause, subjecl‘and verb the sentence core,
remain unchanged.
) The' above expansion shows how dependem clauses, such as subordi-."
nate and relative ctauses, afe charted in their entirety in columns 1, 3, and
5, th¢ modifier coldmns. Subordinate conjunctions like “after™ ahd “when”
angd relative clauses like “that™and *who" tie together clusters of words
with a single’ function. This is one of thé mast “difficult concepts for my
students to grasp because they have been conditioned to think in terms of
* . labels for isolated words such as subject, verb, and preposition. They
X have little sense of words funclioning together in phrases. Thus, “after
" they watlow in the mud” can be a sentence since it has a subject and verb,
" Once they bcgm to see the way “after”™ a‘ﬁ'ec;ts the entire cluster, they will
' : b T
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begin t9 manipulate syntax more successfully. Since the chart does not
break up dependent clauses and does not chart them across the columns,
it visually underscores the differences between dependent and indepen-
dent clauses. - . )

The chart also graphically shows the way simple sentences are com-
bined to form compound or complex sentences. In Ways of Writing,
William 1rmscher uses the following two sentences:

He followed the ditections carelessly.
He ended up far from his destination.

-

1o illustrate hoy .compoundlng and subordinating show different causal
relationships.? I give these two sentences to the students and ask them to
combine the two into one sentence at least eight different ways. After
théy have done this, 1 ask them to chart ‘each variation. This gives me the
opportunity. to see whether the studehts understand the principie of
dependency and whether they i‘ecognize the subject and verb of indepen-
dent clauses.

In class, we discyss the variations, the different emphasns each conveys,
and the way each functions as a sentence. In Chart 4, 1 have charted
some of the variations. The compound sentence js the simplest. I"adk for
at least one sentence using “followed™ as the verb of the independent.
clause (D). I also ask the class to create at least one sentence which uses a
relative clause in column 3— Between Sub_;ect and Yerb (G). Variation H

" introduces a new verb.,

_The chart is also a useful tool to analyze non:grammatical’ sentences.
Most stydent writings are dittoed and discussed jn class. Whenever a
student questions the syntax of a sentence or I qaestion it, I put the five
columns on the board and ask sotneone to analygze the senience by telling
me how to chart it. ft is the class’s responsibility ta decide how; 1 just
write and erase at their direction.

In Chart 4 examples 1-L, 1 have charted a few gentences from my
students which are representatwe of common sentence errors.

When trying to explain the first sentence (I), most students can easily
see that “calmness” is the fhbject. But somicone may tey to put “that” in
column 3 and “is” 1£ the Verb column. If so, I will question the class as to
the fljnctlon of “that.” With some proddtng, 1 will get them to ste that

“that™ introduces a dependent clause with “is” as the verb of the clause,
Once this dependent clause is charted correctly, it becomes clear that
there is no verb for “calmness,” and thus no sentence.

The second example (J) represents a common pattern. Many, wdl want
to chart “clouds” as the sub_;ect because it is what the sentence is about.
In their mind, “there” cannot function in the subject siot because jt is not

v. . \‘.- * -
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< : Chart 4 ) N
Between - .
Preceding - Subject- - Following
Subject " Subject < and Verb  Verb Verb
(1 2 (3) 4 (5
‘ A He followed the directions
: carelessly; '
therefore, |he . ended up far from his
. destination.
B He followed | the directions
carelessly and .
. ended up | far'from his
, ) destination,
C He - ended up far from his
- destination
y : . because he
] ’ followed the
. . | directions
' X " carelessly,
D He . followed the directions
i - carelessly
. . - which made
’ : him end up far
) _ [from his
; ‘ o> : destination. '
E .-
After he he ended vp” | far from his
followed : ' destination.
the .
directions
carelessly,
F
Following’ [he . . ended vp | far from his
" the destination.
directions
carelessly,
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G He who ended up far from his
followed destination.
the

. directions

. carelessly
H Following | carelegsly | brought him far from
. the ’ his destination.
- directions .

I *The that is not P

calmness disturbing.

J There . al:e dark clouds

. ‘beginning to
gather -~ .~
overhead.
‘Bnngmg the -

. smell of rain.
K ) *Heavy . covering the sky like
gray . .| a blanket.
1 clouds . -
L « | Heavy covering  {warn of rain. _ .-
Rewision gray . | the sky like i . -
‘ clouds % |a blanket . R

; a person, place, or thing. The chart encourages the students to recognize

that “there” is functioning as the subject since “there are” has no function

, alone in column 1. Once the first sentence has been charted correctly, it is
¥ easier to see that *“Bringing the sidell

of rain.” functions just like “begin-
mng to gather overhead.” Both-are modifiers which beiong in column 5.
Using the chart, I have yet to have a student fifid a satisfactory way to
explain adragmentlike *“Bringing the smell of rain.”

It is also commeon for my ‘students to try to use participles as verbs,
‘rhey will try to chart the third example (K) with “covering” as the verb.
To challque this, I use the “I swimming” exampie. They can hear that
“sgg_mmmg does not function as a verb. They, would not say **I swim-
ming.” but would'say “I swim” or “I am 'swimming.” Likewise, one says
“I cover™ or “l am covenng " Dnce “covering” is rejected ag the verb, thé

-
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class can be led to see that the phrase “covering the sky liké a blanket”
described “clouds.” It functions in column 3, and an independent clause
verb needs to be added (L. Revision). Someone may also sugg_csl that
another way 1o revise the sentence is 10 changc covering” to “cover” so
that it functions as the verb,

The chart helps explain the formation of participles. If one has wo
sentences with common subjects, they can then be cornbmcd as in

B Chart 5. . .
) ‘ . - Chans® : -
Between
Preceding Subject ’ Following
Subjcm__‘ Subject and Verb Yerb Verb s
(n (2) (3) . @ (5) "
A I. glanced out the
.. f-\ . window.
) B | . could se¢ the mountains
. creep up from
' the valleys, .
- Glancing I could see the mountains
out the creep up from
. window, . . the valleys. .

If there is not a common subject, the two senfences cannot be combisied )
in this manner since the result would be jponsense. Thus, the student
sentence “Glancing out the window, the mountaing seemed o creep up
from the valleys,” can be broken apart to show that one is saying:

- Chart 6 .-
~ , Between . B
Preceding ’ Subject Following
‘Subject Subject T and Verb  Verb ..~ Verb
1 . . (2 () - M (5) i
. ) : The _ ' to creep up ’
. mountains from the
\ . - . Va]leys\ ’
. N "{*The P out lht;‘ . -
’ mounlains | e T | wipdow. LOF T
L_“ 3 ,mﬂ ~

.. The five-column chagt can also be used to cqmplement style imita-
’ ;- uons-.1n lheﬁ-'.wernber 1973 College Engluh, Phylis Bro.oks suggests
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persona paraphrase as a way to understand sentence patteffis and the

_ effect of these patterns on the reader. We have adopted her method,

ustng a paragraph of simple sentences from Hemingway's 4 Farewell io
Arms, a Twain passage from Life on the Mississippi which uses more
compound and complex sentences, andesgFaulkner passage with many
column 3 intrusions between subject and verb. The student is to try to
imitate the style of each—phrase by phrase. The chart aids in this imita-
tion by graphically showing the pattern of each passage and the differ-
ences between patterns,

Chart 7 shows the {irst sentence of each passage with a student imita-
tion. The first Hemingway imitation fails {0 imitate-the three-verb pattern
of the originkl. In the Twain imitation, the student had to discern the
implied verb in the second clause in order to imitate the sentence cor-
rectly. When imitating this passage, most students sense the way Twain
varies rhythm by his choice of balanced clauses and long and short word
strings. Almost everyone recoils against the Faulkner passage, which is the
tortuous beginning to “Ba rning.” Once the {irst sentence is charted
mingway wain sentence, students can articu-
late the difference thei ears heard. Fadlkner rudely intrudes long phrases
between the subject and verb. The imKation, ﬂng a shorter phrase,

+

mimics this pattern accurately. The imjjations useful because they
introduce various models to the students. By trying to imitate each, thes
student has a heightened consciousness of style and his or her own style.

) \ Chart 7 iy
Between -~
* Preceding _ Subject Following
Subject Subject and Verb Verb Verb
) (2) 3 (4 (5)
Hemingway | He g . - 1ihad gray
! ) moustaches,
- wore adporman’s
C . DR cap; and
- . was in his shirt
. sleeves,
Imitation” | *He . wore .- | a black beard,
' with a sailor’s
-~ » hat, and
was - [ in his dirty
trousers,
1 'S —Ann King

: 295
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(Chart 7 continued) 7
- Between .
Preceding _ Subject Following
Subject Subject " and Verb Verb Verb
(1) (2) 3y G (5) . ’
> He S had a blond beard,
wore a blue suit, and
. was . in aWinter
coat.
—Steve Long
Twain N
Once a day,-| a cheap, arrived upward from
gaudy : | St. Louis *
packet ,
and another () downward .
from Keokuk.
Imitation a
Once a a shiny, arrived down from
“week © T large space Tt “Venus, T T
: "| ship
and " | anothes () up from earth.
. ‘ —Ann King
Faulkner Thestore  |in which smelled of cheese.
ht the Justice
of the ’ )
- Peace’s 7
cout was | o
sitting
0 I‘- . =
Imitation The jetty on which smetled of dead fish.
. Yoo the " ~Wanda
| seagulls - . “Guptill
reosted

The logical step after this is {or the studepnts 1o analyze their own style
in a few passages. Chart 8 illustrates passages {from two students. Written
. ,as @ prose passage, the first sounded very descriptive to most students.
When the author charted it, however, she discovered a string of weak
core subjects and verbs: there’ was, it was, there was. In contrast, the
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sceond passage shows more interesting verbs and more variation in sen-
tence pattetn. Ineach case, the chart revealed the patterns to the student
$0 that she could analyze them, draw some conclusions, and revise [or
styl¢ of she chose. At this point, it is not necessarily a matter of right or
wrong; it is a matter of choice, the writer’s choice.

The preceding is just a sampling of the various ways in which lhlS
simple chart can be used. The more 1 use the chart, the more satisfied 1
become with it. My students find it a {resh, logical way of explaining
writlen language. A jalior math major who is in my class this semester
told me that this is qnl uime that grammar has made sense to him,

My students do not get the charted examples included in this article.
All they get is a blank chart on the chalkboard and,.T admit, a slightly
heavy- -handed discussion Iéader. H i Js their job to fill in the chart, to make
the decisions, to discern the patlerns These students are the products of
tree diagrams which distort syntax and of definitions of two kinds of
words out of any context: nouns and verbs. These definitions can be
recited upon demand, but they really have little use to a person when

. S Chart 8

.u:&‘:.__..

Student Samples . | -

And as I satin |he small rooms, therc was only the smgle Itght of one
burming candle. Although the room was dartk, it was warm. All
around thefe was absolute stlence. Only the moaning of the gentle
brecze and the roaring of the distant furnaces broke the quietness.
. . . \ Barbara Judd
. Lookmg like a rounded egg and waddling slowly (owards her
. desk, the librarian lifts her weight carefully and deposits it into a
small chair. For a moment, her attention is avert{d to a student
asking for a book. In reply her words slowly but nasally flow out of
her mouth as her delayed gestules attempt (o make a point.”*

Kathy McLelland

- Between . *
Preceding Subject Following
Subject y Subject Aand Verb verb Verb
1y (2) () @ (5
~And a5 there was "N { only the single
- tin the . light of the
’ mall burning
room, ' candle.
i
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. Between
Preceding Subject Following
Subject Subject and Verb.  Verb Verb
N 2) 3) @) (5)
Although |
the room Y
was dark. ~ | it was . | warm!
All around - | there K was absolute
’ : silence,
Only the moaning of the gentle | broke \ the quietness. f
breeze and
the roaring of the distant ~* -
furnaces B
Looking lifts her weight
like a the carefully and
rounded librarian deposits it into a small
egg and - .o —\chair._ ._.
waddling s
.slowly
towards
her desk. ’
Fora | her is averted to a student *
moment, attention asking or a *
‘ h book.
In reply herwords |slowly but | flow out of her
. -nasally mouth as her
- delayed ges-
- tures attempt-
P to make a ‘
point.

Al

L ¥
writing. It becomes the class’s responsibility to develop new working
criteria which apply to the way their sentences function. The five-column
chart reveals how sentences work so they can begin inductively to gen-
erate these criteria. Most students then have the tools to understand the
pattern of their sentences 9d to manipulate the syntax as they choose.
For many, grammar is then no longer just right or wrong; it involves
choices which reflect one’s personal style.

<38
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v Make Your Students Seg Red: -
.\ ‘A Lesson on the Topic Sentence

»

Tahita Fulkerson

r L ] -
1 1

Students often forget the function of a topi¥” sentence. Tahita
. Fulkerson describes a ctassroom technique she uses to help students
rediscover that function, Ms. Fulkerson is a1 Tarrant County Junior
College, Northwest Campus, Fort Worth, Texas, .
~ N

Author’s Comment

To highlighfa lesson on the function of the topic sentence, I made my
basic writing stmdents see red; the technique was so successful that it
became a code of special_glear communication between the class and me.
More important, it taugfit them in an unforgetiable way the purpose and

*

’ »

“value of a topi€ sentence. .

The Topic Sentence Lesson - -

Qujte honestly, the technique evolved because of poor communicasion
between teacher and class. As I struggle one day to make the class
understand the importance of the topic sentence for helping them achieve
unity in their paragraphs, 1 realized that they were faking attention, if not
actually sleeping. 1 needed something dramatic and immediate to involve «
theny in the lessan. Suddenly, I asked them to clear their minds of all [
had said so thai they could take part in a simple exgigiment. For ninety
seconds they were to look around the classroom, méntally noting every
red item they saw. The group fell eagerly into this eccentric bregk in
routine. At the end of the time limit, when I asked them to close theis
eyes and list aloud the red items they had seen, they named everything:
red pencils, red dictionaries, red stripes in a navy skirt, red fingernails,
red dots on the clock, tiny red words on cabinet labels, even red blood-
shot eyes. .

Of course, T praised them exiravagantly for their keen observation and
their enthusiastic response to the experiment. Then I told them the next
expetimental step: they were to close their eyes again, and this tinie name

Fl

288

-

. 300




Language, Mechatics, and Style 289
“alt tire biwe they had seen while they were looking for red. Dismay
* transformed their pfoud faces. Not having.concentrated on _blue, they
secmed almost stunned, and only a few could name the bright blue chairs

on which they were seated, my blue blouse, and their own blue jeans.

When 1 told them lo gpen their eyes, they looked around rather sheep-
ishly, realizing that fhe classroom actually had more blue.than red in it.
As we analyzed the activity, they'saw that when they were concen-
trating only on red, they overlooked the distractions of blue and green
and alj the other colors of the setting. Rephrasing their discovery in terms
of the objéctives of my aborted lesson, I explained again the puipose of
" the topic sentence. to limit the subject and to control the details of the
paragraph. The topic sentence helps them see only red, that Is, it allows
them to focus only on the subject Jf the paragraph. . :
Bold with success, we applied out experiment further. We named the
requisite key or controlling word of the topic sentence the “red word.” In,
. our sample topic sentence—“The experiment in red was startling™—

stariling was the key word, our red word, which controlleq the details. ¢

that could be used in the narrative paragraphs composed about the activ-
ity. Finally, this simple expenmenl was our reference point for one other
important lesson in writing. I told them that just as focusing on red had
caused them to exclude other color¢’from their view, so settling on a
topic tod soon could cause lhem to overlook many approaches to thetr
subjecls Because they had seen for themselves the truth of that lesson,
they needed little urging.to spend more time in generation; more time
in, probing their topics, before dec1d1ng on thmr topic and (later) their
thesis sentences.

This gimmick helped both my students and4ne through (dare I confess
it?) a boring lesson. Fortunately, the gimmick worked. But then any
teaching technique is effective when it makes the students active partici-
pants. Students understand and remember lessons that they themselves
hasve illustrated. (Edward de Bono and Michael de Saint-Arnaud, have

used a parallel technigue as an essential first step in clearer thinking. See .

The Learn-io-Think Coursebook, New York, 19'82) N

-~
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Generatmg Paragraphs in a
Four-Part Formula.-

°

“John H. Clarke '
' - a .- ¥ b
When all else fails in 1eaching paragsaph siructure, John H. Clarke
suggess resorting 1o basics. Using four questions: his students prac-
tice the development of focused paragraphs. Mr. Clarke sent this
exercise from the Unifersity of Vcrmom 1n Burlington.

Author's Commpnl_
i . A

I used to\z;;_}wy studentg to write a paragraph and dread the results.

Some would turn out one sentence in three lines. Some would hand ifi

three sentences, gach heatly indented, on six lines. Orhers spun put yards
*of tortuous det#®textured here and there by random absfractions. Some

wrote Tiothing but abstractions. Others wrote nothing, Thej;' didn’t know

what I meant by the word paragraph"and I codlds®t give, them a defini-
- tion that they actually could use in their wmmg “We needed a vocabu-

lary to use in talking about paragraphs and a process to use in turning

them out. “

- The Paragraph Formula %

. The “ideal” paragraph emerged {from an understanding of my own ii;nﬁ-
rance. My ignorance seemed to reflect the ignorance of all readers and,
enlighten the task of all writers. Before my students began to wnte, and
often after they had wntten, I didn’t know: p

1. what they believed-to be true and important;
2. why they believed or how they believed;
3. when or where their beli_ef was shown to be true in real instances;

4." what thgse instances meant. . .
If my writers could answer four Questions in four rugfmentary sentences,
they might have a formulg for writing p. s which could diminish

the proportions of my ignorance,

R kY

k J
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The “ideal” paragraph consisted of four distinct elements, each at least
one sentence in length, each sentence generating from a question. The
elements were a statement of conceptual truth, asclarification of that
statement, an example of the clarified truth, and an interpretation of the
example. [ dubbed these elements: .

The Leader—answering, “What'’s true?”

The Qualifier—answering, “Why is it true?”

The Example—-answering, “Where or when, with details.”
The Interpretation—answering, “So what?”

Working together, those elements composeda hltle domam of thought
that we could call a paragraph. -

Having assumed dictatorjal control over such domams, 1 prooeedcd
to ‘banish, like tyrants in other realms, all other contenders {or control.
1.outlawed Qr!e-semenoe paragraphs, and their demented cousins, the
exclamatories. Description went. Convoluted generalization vanished
without a trace. As a precaution against resurgence, I bamished the word
is, its relatives in other tenses and its attendants, the passwcs I pro-
claimed that all verbs would t3k® active, energetic forms. Like any despot
trying to confirm a recent coup, I promised that democratic forms of
expression could return when order had been assured.

The paragraphs that began to assemble all looked the sanie, but said
different things. The word “marijuana,” for example, inspired as many
belief statements as there were students in the room. All beljef statements
can generate a paragraph. One example follows:

Y Leader —Marijeana remains an antidote for frustration among the
young. Smoking dope
Qualifier—allows high school and college students to change
their feelings about experience without strugglmg to improve the
experience

‘Example—ltseif. If classes bore, ‘conversation lags, parents nag or
confidence sags, the dope high will substitute cloudy.
Interpretation—mirth for disenchantment. This estrangement {rom
one’s own condition may represent the sources of severe dlsablhty
among heavy marijuana smokers. . .

Virtually all of my students could write formulaic paragraphs of this kind

if they used the questioning technique.

. The paragraph process and the reign of uniformity produced imme-
diate and positive results. The writers gained confidence in their ability

- ]
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to translate one thought inte a comprehenmble paragraph Later, they
learned that the paragraph formula was not visible to their other instruc-
tors, who teided to grade formulaic paragraphs benefi icently. At the end
of the semester most students were able to produce acceptable research
papers 51mply';by gathering up some important examples in a topic area,
developing a thesis —then writing out leaders, qualifiers,%and interpreta-
tions in the established sequence. If they could write.in 2 pattern that
reflects the i mteractlon of abstraction and specifics, presumably they could
“alsq think in that pattern—a form ceniral to academic discourse.

. v As the writers gained ski]l with ideal paragraphs, despotic rule disap-
peared. They discovered that doubling any element would increase the .5 .
power of lucidity or the paragraph. By doubling the qualifier, they gained

* clarity of intent. By doubling the example, they developed fefsuasive
power. By doubling the interpretation, they produced more cogent evalu-
ation or decper analysis. Their paragraphs grewito greater length without
losing focus. . -

Soon the banished forms returned from exile, enlivened by their tem-
pofary .rejection and reintegration. The more dom:}nt and durable
forms received names. recognizable from tradmonal writing mstrucuon

1

. Rersuasion Definition, Inducﬂon * Comparison
- * Leader Leader <Example Leader”
R . Examplé . - Quglifier * -Example Example
) Example” - Qualifier . Example Example .
. Example Qualifier Interpretation  Interpretation

Each of the variations retains the order of the ideal forin, but some

r elements drop out, replaced_by a double of the element followmg
Each writer must decide, for each paragraph, whgther the ignorance
of the reader will sugcumb most easily to emph; on qualification,_
example, or interpretation, -

I have used the paragraph formula in teaching sixth graders, ‘high
school students, college freshmeh, and graduate students. Some ‘cling to
its steps for extended periods. Some tey and then revise it to their own
ends. Some see, understand, and then reject it. I, myself, use it’all the
time, preferring its gemle tyranny to the terrible lgnorance of not
knowing what comes next in writin g* -
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Piecing Togéther Bertrand Russell’s
" .“What I Have Lived For”."
* - .An Exercise for Students Studying
: i.the Fwe-Paragraph Therne

- Doyle w. Walls .

: Wresllmg wu.h the concept of organlzatlon,istudents in Doyle W.
Walls's classes reconstruct a passage by Beitrand Russell. In the
process, they learn the significance of a-clear thesis statement,

) the power of word choice, and the options available to a writer
_» when putting. together-ideas. l\!r Walls teaches at the Unwersny of

-« WistonSin-Madison. .

.

Aut}for’S'Corflment . . : .

o+

I have found the following exercise helpful' in" teaching the sense of
senignces and their place in the larger fabric of paragraphs which one can
weate into organized papers, specifically the five-paragraph theme. After
having presented the idga of the five-paragraph theme, I like to hand the
students the following assignment, a scrambled version of Bertrand
] Russell's “What I Have Lived For,” his prologue to The Autobiography
©f Bertrand Russell. 1872-1914. . .

-~ . -
Eiercise . ‘ *
Use what you have learned about the construction of a five-paragraph
theme to determine the proper order .of the following sentences whu:h
should be grouped in five paragraphs. . .

. A
I. With equal passion ] have sought knowledge.
2. 1 have sought love, first, because it brings ecstasy—ecstasy so’

greatthat I would ofte have sacrificed all the rest of life for a few
houts ofjthjs joy. . . .
3. Alittle of this, but not much, have achiéved. .0

4. But always pity brought me back to earth. - /1\
5. This has been my life. ,

. b . §05'
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» 14. And I have tried to apprehend the Pythagorean power by which
number holds sway above the flux,

I5. Ilong to alleviate the evil, but I cannot, and I too suffer.  °

16. This is what I sought, and though it might seem too goed for
human life, this is what—at last—I have found.

17. Echoes of cries of pain reverberate in my heart.

18. Children in farmne victims tortured by oppres: ors, heipless old
people: a hated burden to their sons, and the whole world of
loneliness, poverty,"and pain make a mockery of what human life¢

+ should be. . ..
Introduction: ’
Body Paragraph One:
Body Paragraph Two: —
Body Paragrapi-l Thrgc:
Conclusion:
‘ *

o

Writing Exercises
L .

. I have sought it, finally, because in the union of, love I have seen,

in a mystic miniature, the prefiguring vision 0.; the heaven that
saints and poets have‘imagined. . : .

. Three passions, simple but overwhelriingly strong, have governed

my life: the longing for love, the search for knowledge, and unbear-
abte pity for the suffering of mankind. .

I have sought it, next, because it relieves loneliness—that temble
loneliness. in which one shlvenng consciousness looks over the' rim
of the world into the cold unfathomable lifeless abyss.

1 have wished to understand the hearts of men.

Love and knowledge, so far as they were possible, led upward
toward the heavens.

. I have'wished to know why the stars shine.

. 1 have found it worth living, and would gladly live it again if the
chance were offered me.

13. These passions, like great winds, have blown me hither and
' thither, in a wayward course, over a de¢p ocean of anguish, reach-

ing to the very verge of despair.

Summation - . o

+
-
» +
.

- "
The scrambled version of Russell’s essay presented above challenges stu-

dents

to read and think about writing in a way they seldom do when
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given the regular reading assignment. Delighting in the puzzte, they pay
more attention than usual to key werds en which sentences and para-
graphs turn:; “equal,” “first,” “finally,” “hext,” and the number “three.” .
However, the students realize that alelr firstyprierity is to find a lore
powerful structural element than such words as “equal™ and “finally.” Fer
example, “first,” “next,” and “finally” do not signify body paragraphs
ong, two, and three, The students—working individually—usually find
Russell’s thesis statement nd, in the process, realize the value of a clear
thesis statement, They appreciate Russell’s clarity, they understand that itﬁ
was Russell’s effectiveness—not their own magicatpowers—which Relped
some of them find the proper orde# for the sentences. A few students,
mvanably, will determme the correct order' f

Here is the proper ordenng for the sentences of “What l Have
Lived For™: 4

. lt_l.troduclion: 7-13. . - ) ) o
Body Paragraph One: 2-8-6-16. ‘ ',
Body Paragraph Two: 1-9-11-14-3.
Body Paragraph Three: 10-4-17-18-15.
Conclusion: p-12. Cr
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} . Prologue -
( ’ . What I Have Lived F:or

Three passions, simple but overwbelmingly strong, have governed
my life: the longing for love, the search for knowledge, and ynbear-
able pity for the suffering of mankind. These passions, like great
winds, have blown mg hithér and thither, in a wayward course, over

g 7| adeep ocean of anguish, reaching to the very verge of despair.

I have sought love, first, because it brings ecstasy—ecstasy so
great that 1 would’ often have ‘Sacriﬁccgl al} the rest of life for a
few hours of this joy. I hate sought it, next, because i relieves
loneliness—that terrible loneliness in which one shivering conscious-
- ness looks over the rim.of the world into the cold unfathomabl
lifeless abyss.\l have sought it, finally, because in the union of lbve
I have seen, in a mystic miniature, the prefiguring vision of the \
heaven that saints and poets have imagined. This is what I sofight,
- and though it might seem too good for human life, thls is what—at

v last—I have found.

“With equal passion I have soight k wledge I have wished to
undesstand the heans of men. I have wied to know why the stars
shine. And I have tned to apprehend the Pythagorean power by
g which number holds swq\y above the flux. A little of th:s, but not
' much, [ have achigved.

Love and knowledge, so far as they were possible, led upward
toward the heavens. But.always pny brought me back to earth,
Echoes of crjes of pain reverberate in my heart. Children in {famine, °
victims tortured by oppressors, helpless old people a hated burden
‘ /-L ™ to their sons, and the whole world of loneliness, poverty, and pain

" make a mockery of what human life should be. I long to alleviate
the evil, but I cannot, and I too suffer. '

This has been my life. [ have found* it worth living, and would .
gladly live it again if the chance were offered me. .
—Bertrand Russell, “What 1 Have Lived For,” in The Autoblog-

. raphy of Bertrand Russell, 1872-1914 (London. George Allen and
§ Unwin Ltd., 1967). p. 13.
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Lynne Shackelford

On occasion, teachers need exercises that help students focus ona  * -
pargicular Concept in writing. Lynne Shacke