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Abstract

This study is an effort to determine whether instruction
in the tagmemic discovery procedure, one component of tag-
memic rhetoric, significantly improves the student's ability
to inguire into ill-defined problems and to communicate the
results clearly and persuasively. An experimental course
based on the first half of Richard Young, Alton Becker and
Kenneth Pike's Rhetoric: Discovery and Change was taught to
twelve University of Michigan seniors, and nine tests were con-
ducted to assess changes in the students' rhetorical skilils.
‘Changes in the stylistic and grammatical qualities of the
essays and student reactions to the course were also investi-
gated. - ’

The results provide clear support for the proposition that
strong personal involvement in an intellectual activity and
substantial knowledge of the subject tend to improve the quality
of what is written. Even though no formal instruction was pro-
vided in conventional rhetorical skills (e.g., usage, sentence
and paragraph development, logic, methods of persuasion, and
arrangement), English teachers regularly rated final essays

more acceptable than initial ones. Students also improved in .
their ability to analyze problematic situations and state prob-
lems. Furthermore, the results of their explorations ‘of prob-

lematic data were more complex and varied; they became more
sophisticated in testing hypotheses for adequacy, and they
wrote essays that were more understandable and persuasive-at the
end of the course. ' : '
~
The experiment did not establish, however, that the improved
ability to explore problematic’ data was directly related to the
nine-cell search procedure. Further study is required before
conclusions can be drawn. In addition, the tecgts did not indi-
. cate that the theory as presently formulated and the course as
taught increased the students' sensitivity to problematic situ=
ationsj; specific instruction directed toward this end is appar-
ently needed.: Although students wrote more clearly and per--
suasively at the end of the semester, they continued to make
about the same number and kinds of stylistic and grammatical
errors; formal instruction is probably necessary to bring about
substantial improveme.ts in the student's ability to produce




stylistically and grammatically adequate sentences.

Modifications' in the rhetorical theory, teaching materials
and testing procedures which are recommended in the study are
currently being carried out.

“Vi



Chapter Cne

The Problem . ' R

a

¢

Tn 1937, the Committee on Undergraduate Training of the
Curriculum Commission of the NCTE argued that the main.reason
for the.failure of ffeshman English is that it attempts the
impossiblé. It tries to teach tile student to write in an. in-
tellectual vacuum, that is, to write without a subject. In
terms of éonventiogal pedagogy, his practice in writing is not |
motivated; it is directed toward no definite gnd specific ends;
it is divorced from all of his 'life activities'" (Campbell,
1934, p. 35). Judging from more recent studies, such as Albert
Kitzha' :r's Themes, Theories and Therapy (1963) and Herbert
Muller's Uses of English (1967), the practice has not qhanged
significantly during the last generation. Nor is it restricted
to the freshman course; it typifies much,pf our writing instruc-
tion from primary school through college, although, as ié clear
from Muller's account of the Dartmouth Conference and the reports
from the Natiohél Developmental Project on Rhetoric¢ (Bitzer and .
and Black, 1871), there are promising signs of change.

The peculiar lack of growth in the discipline and the basic
similarities among conventional approaches, despite their surface
differelices, doubtless haye sezeral causes. But a fundamental

v

cause is surely a conception of rhetoric which has dominated




writing programs for well over a century. During this time,

the scope of rhetoric has been sharply reduced. Most notably,

"invention"--the art of systematic inquiry into the subject,

one of the Five Arts of classicél rhetoric~-has virtually dis-

appeared as a discipline. Those in charge of teaching writing

have-been, with a few exceptions, preoccupied with correct

usage, structure,:and style; or *to pu£ it anotﬁer wéy, they

have focused their attention primarily on the editing of dis-

course for such features as grammaticality: prestige usage,.

clarity, preéisioﬁ, and organiz;tién. The result has been=--

to borrow I. A. Richards' description--a "waste" from which’

both student and teacher seek to escape (1936, p. 3). Professéf

Muller maintains that "teachers fail becausé they appear to

emphasize 'writing' instead of writing-about-something-for-"

someone" (1967, p. 101). \
Efforts to make composition ”relevant” by means of assign-

ments which encourage self-expression or which require analysis

of great literature (or great’ ideas,or contemporary issues) have

done little to remedy the problem, partly because of a lack of

intellectual discipline required in the‘writing and glassroom
discussions, ﬁartlylbecéuse problems of language tend to be
divorced from problems.of truth‘and inquiry. Summirng up one
powerful source of discontent among many teachers of rhetoric,
Professor4Muller deplores "the prevailing tendehcy to minimize
the need of systematic knowledge, theé value of techniques of'

analysis, the plszasures and excitements of 'cognition', or in

/

&



general the importance of ¢taznking" (1967, p. 1U6).
We are arguing that a fundamentual problem has pefsisted
for decades in rhetorical instruction. Students are éxpected

. . L)
to learn, and they need to learn, to use language to =xplore
. \\ .
their own experiences in search »f ordering generalizations,

-

to do so rigorously and responsibly, and ¢ communicate their

beliefs clearly and persuasively to others. Yet they are sel-

dom given formal instruction in the arts of inquiry, argument,

.and persudsion. Cohventiqnal instruction is heavily b}ased

toward the propertigs of good proée-—a worthy goal but inade-
quate iﬁ‘itself,‘and perhaps‘unattainable when isolated from
intellectual and social concerns.

A second problem, a more general one since it is not con-
fined to ahéingle discipline, iszeQident invseveral.studies
which show that fhe»”abilities ﬁee@ed in typical academic
éctivities are relatively indepepdent from the abilities needed
in creative activities" (Parnes,‘1966,.p. 3. Educators.and
students alike are well éwafe tﬁat, in HarolduRugg's words, "we
have had millions of hours devoted to training in solving prob-
lems by réason, but almost none devoted to the cultivation of
the imagination™ (1963, p. 310). In short, we have tended to
equate education with the mastery of rule-governed processes
and the passive acquisition of information. To the extent that

we have done so, we have subverted one of the goals of education.

For as Jerome Bruner argues,
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Education seeks to develop the power and sensi-
bility of mind. On the one hand, the educational
process transmits to the 1nd1v1du;l some part ‘of the
accumulation of knowledge, style, and values that
constitutes the culture of a people In doing so,
it shapes the impulses, the con501@usness, and the
way of life of the individual. But education must
also seek to develgf the prlocesses of intelligence
so that the individual 4is capable of going beyond
the cultural ways of hils social world, able to in-
novate in however modest a way so that he can create
an interior culture of his qwn. For whatever the
art, the science, the literature, the history, and

- the geography of a culture, each man must be his own
artist, his own scientist, his own hlstorlan, his

b owr. navigater (1965, pp. 115 116).

"Education," Bruner concludes, "must...be not‘only a process
!
that transmits culture but also one;that provides alternative
views of the world and strengthens the wiil to explore them"
(1%65, p. 117). Our educational~systemidoés well in transmit-
ting what has been learned in the past; but it does mich less
well in developing ‘the student's ability to use his kndwledge
to.inqhire and innovate. Héﬁég educators are confronted with
a fundamental problem: we assert the impqrtance of developing
the‘stuaent's ability to conduct'independent inquiries in
response to probiems arising in the world around him; but we

have done little, directly at least,hto develop this ability.

Divorecing instruction from "life activities" and minimizing "the

pleasures and excitements cf cognition'" seems to characterize

‘education in other fields as well as rhetoric. Indeed, we might

argue‘that the problem in rhetoric-is'élgpecial_instance of this

larger educational_probleﬁ&‘ . \
\

N
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Chapter Two
flypotheses and Prédictions
Any solution to the first problem AQst redefine the
activity of writing as an effort to understand and to communi-"
cate what has been understood; to put it another way, it must
provide for instruction in what amounts to a modern art of in-
vention that can be brought to bear on genuine problems students
face as thinkers and participants in a highly diverse sociéty.
Any solution_fé the second problem must provide all students
with instructidn which has as its primary objective the culti-
vation of their ability to use their knowledge as a basié for
original inquiry. A‘siﬁglegsolution to both probleﬁs would be
desirable since it would have the great advantage of economy.

s It is our belief that tagmemic rhetoric is potentially a

- - .
solution to both problems. For it provides a comprehensive
- theory of the rhetorical process and the means for increasing

the student's abilify to carry it out, includingfé fullyJQeveioped
art of invention. The wide range of “real world" préblemé which
may be dealt with in rhetori; coﬁrses,provides an opportunity
to develop the student's ability to inquire into the kinds of
problems he must face as an adult. Since rhetoric,'even in
its present diminished form, i; reduired of all students at

every level of education, it offers an:dpportunity for eventually
I




providing all students with iné{guction in the art of original
inquiry.

But before it can be ésserted that tagmemic rhetoric does
in-fact offer one possible solutiqn to both problems, it must
be demonstrated (a) that it does increase the student's ability .
to induire,ihto ill-defined problems ‘i.e., problems whosé

-

';dimensions are ilmperfectly known, for which several reasonable
answers may ?e possible, and for which there are no rules ‘for
solving) andﬁ(b) that it does jimprove the student's ability to
wri;e\clear,\?ersuasive discéurse embodying the results of his
inquiry.

The goal of this research is, therefore, to determine
whether instrﬁction'in tagmemic rhetoric, and. in particular
tagmemic invention,iproduces significant improvements in the
%ive abilities listed below. The ppedictions assbciated'@ith
the five abilitiws and their attendant tests will be Qiscgssed
in detail in Chapter Four, "Testirng Methods and Resuits."

I. ‘The student's awareness of pro.i.ematic (i.e., dissonant)
situations in his own experience. Three predictions were made
to determine whether there was an iﬂcrease in his awarenéss of
problematic situations. Predietion 1: In a given time pericd
the student will be able to note more problematic situations
in his personal experiencef(i.e., cognitive dissonances arising
out of his perception of cdmplex, 6; ambiguous, or .ancmalous
data) at the end of the semester than at the beginniqg° Pre-

. _ -
diction 2: The student will redirect his attention in his
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reading from miscellaneous features to features which induce

problematic situations. Although not told to do so, he wili

voluntarily note in his '"reading log" more problematic situations

at tre end of the semester than at the beginning. Prediction &:
When presented with complex (ambiguous, anomalous) data, the
studernt will be able in a given time period to note more prob-

lematic situations at the end of the semester than at the begin-

\
ning.
\\ &
\ II. The student's ability to analyze and state prcblematic

|

situ&tions and their relevant unknowns. Prediction 4: When
\

A

asked\\o state a problem clearly and precisely for a specific
audlence, students at the end of the semester will be better
able to foﬁmu}ate problematic situations with clearly dissonant

elemencs and ‘unkrowns which clearly derive from t'  problematic

~

situations (an ”unkno@hﬂ\?eing the question that must be answered
to elimiﬁate the problemaQic situation); furthermore, they will
be able to do so in such a way that the audience will under-
stand the problem.

III. The student's ability to esplore problematic data
efficiently and adequately. To determine whether this ability
improved, thfee predictions were made. Prediction 5: The stu-
dent's exploration of problematic data will reflect the various
perspectives called for by the tagmemic discovery procedure.
This prediction was made to determine whether the students were
using the procedure, since we cannot expect that changes in the

ability to explore data will reflect the characteristics of the



procedure if it ha: not been used. Prediction 6: In a given
time period studenits will be able to ; oduce more discriminably
dif ferent observations about the problematic data at the end

of the semestér than at th; beginniné. Effective exploration
requires nct only making many observations but many different
kinds of observations, a process often referred to as "recenter=-
ing" or "decomposition." Prediction 7?: At the end of the
semester, a student interrupted in his exploration will require
upon returning to it less '"warm-up time" and spend less time

on previously explored lines of inquiry. Since the tagmemic
procedure specifies a set of interrelated lines of inquiry, the
inquirer should be better able f§ keep track of what he has
done and what remains to be done, thus elimirating wasteful
repetition. "

IV. 7The student’s ability to test hypotheses for adequacy.
Prediction 8: At the end of the semester, student arguments
will conté?n a closely rclated set of features reflecting an
increased ability to test hynotheses (for example, the hypothesis
will answer the question posed~#n the problem, alternative
hypbtheses will be considered...). |

V. The student's ability to induce undersitanding.and ac-
ceptance by various audierices of the problem, hypothesis and
reasons for believing it. Prediction 9: Readers for whom the

pre- and post-test érguments ar2 written will rate the latter

ﬁore acceptable than the former.



The last objective -and prediction require further explana-
tion, sinte the students were given no instruction in the skills
usually thought to be necessary to achieve the objective. That
is, no formal instruction was offered'in grammar and usage,
sentence and paragraph development, logic, audience analysis,
methods of persuasion, and arrangement. We were interested in
whether the students' ability to write clear and percuasive
discourse improved even ‘hough they were given instéhction only
in the tagmemic discovery procedure. Or to put it another way,

we were interested in whether Plato was right in his insistance

on the priority of thinking in the production of effective dis-
p .

course.
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Chapter Three

The E..perimental Course ®

The subjects of this study Qere twelve students in a
rhetoric course required of all seniors in the College of Engi-
neering. The course wés one of six offered by the Department
of Humanities “n the fall semester, 1971, all of which had the
same description in the College catalpgue. No attempt was
made to screen the students, nor were they told that they were
taking part in an experimental study. Th%y met for fourteen

weeks, fhree times a week.. |

The Course - Goals

The goals of the course, presented to the students at the
- first meeting (see Appendix A ) were appropriate rewordings df

the instructional goals discussed earlier on pages ¢ &4 2!

1. to increase your awareness of problematic situations
arising out of your own experience;

2. to increase your ability to analyze and state problem-
atic data efficiently and adequately;

3. to increase your ability to explore problematic data
efficiently and adequately; .

4, to increase your ability to test hypotheses for
adequacy; and -

5. to increase your ability to induce understanding and




11 ' ' -

acceptance by various audiences of the problem,
hypotheses, and reasons for believing them.
The students were told thaty although the course was concerned

with both the art of systematic inquiry and the arts of com-

)

municating to various audiences what has been learned, the
emphasis would be on the former. Or to put it anofher way ,
the course was concerned with the entire rhetorical process, $
the process during which one moves from the perception of a
prcblem through the process of inquiry to a finished discourse
designed tb convey the results of the ingquiry to a specific
audience;lbut the focus of attention would be on the process
of inquiry and procedures by which it can be made more effici-
ent and effective. The way the five goals are stated suggests
this emphasis: the fir t four, which are skills of inquiry,
are stated much-mcre pecifically than the last, which encom-
pésses all the remaining skills necessary for carrying out the

rhetorical process.

The Course - Means

Isocrates wisely argued that the development of skill in
rhetoric requires native ability, technical knowledge, imitation
of models, and practice. The tech%&cal knowledge and rodels
were supplied primarily by the first seven chapters of Young,
Becker and Dik;'s Rhetoric: Discovery and Change (1970).

Chapter 1 provides a brief history of rhetoric and introduces

the concept of the rhetorical process. The next six chapters
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v

are desigﬁed to help the student understand and control the
procsss of inquiry. They provide extensive discussions of the
stages cf the process and heuristic procedures for incieasing
6ne's control over each stage; i.e., systematic discovery
procedures readuiring both reason and intuition in _their-appli-
cation. (The remaining ﬁine‘chapters of the.bsok, which are
concerned with writing for specific audiences, organization,
tschniques of argument and persuasion, and editing, were not
taught, nor was any instruction given the students in these
matters. However, various audiences were specirfied in paper

~assignments and serious errors in stYle, usage and structure
were noted on the papers though not corrected.)

'But reading about a. skill, discussing it, and studying in-
stances of its application are not suffiqient to develop the
skill, though they are necessary. For knowing what 1s not the
same as knowing ho;. Learning a skill requires practice.
Developing a skill requires repetition of snprocess in a variety
of different situations; thus a functional redundancy must be
built into the plan for any course designed to develop-skills.
In the plan for the course (Table I), the lisi on the left side
describes®*the skills to be mastered and the five columns reflect
the assumption that mastery requires practice. Lach student
was asked to engage in the entire rhetorical process five times,
each cycle beginning with the isolation and analysis of a dif-
ferent problem arising in the student's own experience and ending

with one or more essays written for different audiences. During
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the firét three cycles there wuis an increasing amount of
detailed instruction, éé can be seen from tte number/pf da&s
spent on each cycle and what was done to teach each of the
skills. In the last two cycles the students were asked to
demonstrate that they could engagé in systematic inquiry inde-
pen.ent of instruction, first in class presentations and ther
in an exte: ‘2d final examination.

Paul Fitts (1964, pp. 244-283) has proposed that learning

'a complex skill progresses through three phases along a contihuum.

In the “gérly phase" one learns what the skill isj in the "inter-

mediate phase" he has practiced enough to develop some profici—

ency, thoughh he still makes mistakes and must thigi\ébout what |

he is doing. In the "late phase" he makes few errors and is

so proficient that he no longer need think about technique.

By the end of the course we hoped that each of the students

would be well into the second phase. We élso hoped that re-

peated experience in génuine inquiry would lead them to discover

the intripsic rewards in solving complex problems for themselves.
Deternining whether instruction in tagmemic invention pro-

duced significané changes in the five skills required the use

of identical tests at the beginning and the end of the course.

It also required that the tests be unobtrusive--that it, the

tests had to appear to be routifie parts of the course. For it

was essential that the students not know they were participating

in an experiment. If they did, their behavior in the course

v
could not be considered normal. We all act dif{erently if we
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know that we have been singled out for special attention.

The cyclical strdéture of the course allowed us to test
the same skills twice, using virtually'identical tests, and to
do so without arousing the students' suspicion that there was
something unusual going on. They were told at the beginning
of the first cycle that they were going to be "walked through"
the entire rhetorical proces; in a short time and without in-
stgﬁBﬁion. One purpose of this, they were told, was to give
‘them quicklj.%.sense of the whole process, which would be studied
later in detail. A “econd purpose was to demonstrate that they
were already able to carry out the process upon entering the
course; we wanted them to. unders“and that the course was.de-
signed not to develop totally new skills but to improve skills
they already had. The last cycle of the course was presented
as the final examination, which reguired that they carry out
the process aggin without instruction.

Appendix B 1is the detailed course syllabus, a copy of

. which was given to each student. It presents the daily assign-
ments, daily objectives related to the five course objectives,
and optional self-tests, which enable the student to determine
for himself whether he has learned well. Appendix$C contains
the assignments for the nine papers required for completion of

the course.

/




Chapter Four

m

lesting Methods and Results

General character of the testing mev.iods.

» We anticipated that the measurements taken in this experi-
ment would be relatively gross and non—discriminatiné in impor-
tant respects, but that they would furnish an essential basis
for further refinement. The general strategy followed in all
the testing procedures was to have students perform the same
task twice, once early and once late in the term. As was
pointed out in Chapter Three, the tests were designed in‘sucﬁ
a way that the students were unaware that they were partici-
pating iﬁ an experiment. Instructions for the tasks--identical
in both instances--were written and distributed to each student.
All scoring of results was done at tﬁe end of the term, with

)
scorers and judges ignorant of student identities énd of the
time when the task was performed.

We based ﬁost of the tests on tne students' analyses of
two short stories--~'"Subpoena" and "A Film" both by Donald
Barthelme; this was necessary to provide éxperimental controls
and insure comparable data on pre- aﬁd’post-tests. (Copies of
each story can be found in Appendix D.) The stories were
judged to be roughly eQuivalent in length, intended audience,

vocabulary, and complexity of meaning. In the first week of the
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term, one-half of the class (Group 1) worked with "Subpéena”
and the other half (Group 2) with "A Film." Students began

by listing the prpbléms they found in trying to understand
jthe story; they then chose one problem and analyzed and stated
it; finally, they wrote brief eésays based on the analysis.

In the last two weeks of the term, the test passages were switched,

'

Group 1 going through.the entire sequencé with "A Film," and
Group 2, with "Subpoena." We assumed that the two halves of

the class were-roughly equivaient since it was divided alpha- -
betically.i Copies of each of the products generated by this
procedure were typed with a uniform format, and random numbers
were substituted for the students' names and dates of composition.
The bases for the remaining tests~~student responses to a

variety of personal experiences—-ére discussed below.

The various scoring and judging operations conducted in the
study were dictated by the prédictions discussed in Chapter Twoé
At all points, inter-judge reliability was investigated before
further analysis was done. In génerél, thfee kinds of comparisons
were made. 1) Pre; and post-test resﬁlté associated with both
stories, across different éfoups of students. This procedure
tests tﬁe overall development of skills and knowlédge of the class
as a whole. 2) Earliy and late products of thre same student, with
the stimuli_varyingf This tests changes in the individual stu-
dent's skills and knowledge. 3) Oécésionally,lresults associ-
ated with a particular story ("Subpoena" or "A Fiim").\g?his was
to determine whether, for eﬁamplez there‘were in fact significant’

differences in difficulty between the stories.’



Instructional objective I.

The first objective was an increased awareness of problem-
atic situations arising out of one's own experience. The tests
were based on the assumption that if awareness increased, more
problematic situations would be identified in a given ﬁeriod
of time. Threc tests were used to evéluate achievement of the

objective. t : J

v

Tegt I. Students were instruéted t9 li;E/ppobIéms>fhat
they were,awére of in any domain of their experierice and to
specify whose problem each one was. The complete instructions
are contained in Appendix E.” They were given twenty minufés
for the task and were asked to number each problem as they wrote
it down. The task was carried out on the sixth meeting and
again on the last meeting of the class. Both times the students
wrote f@r the entire twenty minutes.

Scoriné consisted-of recording the‘number,of‘problems written.
In the post-test, four students identified more problems than in
the.pre-test; six identified fewer; énd two gave the same number.’
The results were the opposite of our expectation. However, the

[

pdst-test problem statements were consistently longer and more

@

complex., The;students seemed to be more engaged with the prob-
lems ané not to be simply setting down convenient labels. This
suggqsted that;'although fewer problems were being identified,
they had more meaninéqfor the writer. Therefore, a second scoring
procedure was developed._.

One reason for not being consciously aware of problematic




situations 1is that they often make us uncomfortable. The
desire to avoid pain may result in an unwillingness to per-
ceive sucn situations; or if one does, he may refuse to acknow-
ledge them as his own, ascribing them to other people, other
places. other times. This reasoning led us to investigate the
"immediacy"” f the problems for the students. Six levels of
immediacy were postulated, ranging from "felt difficulty in one's
self at the present time" to a timeless logical inconsistency
in some abstract scheme. The scoring criteria are discuss=ad
fully in Appendix F.

One of the experimenterz scored students' statements twice,
but the two scorings into six categories did not agree enough
tc serve as a basis for making judgments. However, by combining
categories 1 and 2, 3 and 4, and 5 and 6, agreement reached the
85% level. A pre-post comparison was then made of the %—;—%
ratios, and an increase from .52 to .72 was found for the class
as a whole. Data from two students had to be'discarded; of the
remaining ten, the ratios for six ircreased and for four, de-
creasec. A Wilcoxon matched-pairs signed-ranks test gave a
prcobability of .08--a little short of the accepted .05 mark, but
close. It was concluded that fewer problems were identified
per unit time in the post-test, but there was a tendency toward. -
Jreater involvement with those that were written down and some-%A
what more willingness to examine  the complexity of each.

Test 2. It was desirable to obtain an additional measure

of the personal discomfort that problematic situations created
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for the students. Therefore, they were asked to keep a reading
log--a running record of personal reactions to the readings in
this and other courses. (See Appendix G for the instructions.)

'

' and no mention was

The emphasis was on "personal reactions,'
made in the aésignment of problem statements of any kind (as
distinct from the procedure in Test 1). We sought to answer
two questions: "To what degree do students voluntarily note prob-
lems? And to what extent do tﬁey accept them as personal rather

b

?hap remote abstractions?”

There were three submissions of the log for faculty com-
ments, during the second, sixth, and thirteenth'weéks of the
course. The reader-commentator, one of the-judges,‘was unaware
of the nature of the critical data being sought. Ke was told
only to comment on the logs as he would on journals frequently
kept in convsﬁtional courses ip rheforic and liferature.

With all evidence of student identification and time of

submission removed, one of the experimenters scored each of the

logs four times in a three-month period, using the same criteria

as in Test 1. On the average, he was abie to.place a log entry
in the same category 81l% of the time--a satisfactory figure.
The results tend to support those of Test 1. From the first

to the third submission, the overall ratio of the number of
problems to the number of words decreased. O0Of twelve students,
one "had equal fatios, seven showed decreases, and four shawed

]

increases. But again students appeared to give more attention to

. . . s s o . R
the ex:mination of individual problems, rather than simply noting

them.

o~

)



To answer the secénd question, the prébiém statements
were analyzed for immediacy ‘using the same p Gcedure as in
Test 1. The ratio of "more immediate" problems (combined cate-
gories 1 and 2) to "more remote" problems (combined categories
5 and 6) increased from first to third submission. This means
that for a given number of .problems a greater proportion was
perceive%\js personally involving, or more immediate, to the
writer. Four of twelve students had either equal ratios or
‘inadmissable data (ratios involving zero in either numerator
or denominator). Of the remaining eight, seven showed higher
ratios at the end. By sign test, the probability of this occur-
ring by chance is .07--again just a little short of statistical
significance.

We qoncluded from Tests 1 and 2 that students at the end
were engaging in more sustained examination of individual
problems, so that in a given time period fewér problems were‘
listed. Students also seemed to exhibit somewhat greater com-
'foft in admitting and accepting problems into their own cognitive
systems.

The remaining tests were based on the student analyses of
the two short stories mentioned earlier. Test 3, Students
were ‘asked to list problems, difficulties'or ambiguities they
found in eithgr "Subpoena" or "A Film." This test differs
from the preceding twc in that it calls for problem(perception
under more controlled conditions. Again, the expectation was
that a greater number of problems would be perceived in the post-

test.




On the second meeting ‘of the course Group 1 was fiven a
cepy of "Subpoena", and Group 2, a copy of "A Film" to read
carefully. At the following meeting they were allowed twenty
minutes to list the problems that came to mind in connecticn
with the story. (See Appendix H for the instructions.)

During the next to the last week Group 1 worked with "A Film"
and Group 2, with "Subpoena"; and the same procedure ‘as fol-
lowed. All‘lists were typed with the same format; all names

and dates were removed, and random numbers were assigned each
list.

The lists suggested that the students had a rather hazy
idea of what a problem statement ié, some statements being merely
expressions of uneasiness, some being %Zpotheses in question
form, some being tctally irrelevant; others, however, were
genuine, 1if abbreviated, problem statements--either problematic
situations or statements of unknowns. The lists were scored by
four judges, who were asked to categorize each statement in
each list as a "felt difficulty," a "problematic situation,"

' or "other kind of comment." A

an "unknown," a "hypothesis,'
three-hour practice scoring scession was held, using lists other
than thosc¢ produced by students in the experimental course.
Where disagreement occurred, instructions were examined for
ambiguity, and necessary additional instructions were adopted.
(The complete instructions, including definitions of the five
categories, are contained in Appendix I.) Then each judge

scored all student-lists independently. A meeting was then

held to arbitrate any differences in categorization.
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As in Tests 1 and 2, the number of statements by the
students declined (contrary to the prediction) though not by
a significant amount. On examining the data in more detail,
it was found that "A Film" consistently elicited more state-
ments than did '"Subpoena", 108 to 86. This difference was
analyzed statistically.by the sign test, but was found non-
significant. Examination of the student lists indicated, as
in Tests 1 and 2; more systematic thinking in the post-~test,
more careful analysis and more precise statements, suggesting
greater control of the process of inquiry. Table 2 shows the

number of each kind of statement found in pre- and post-tests.

Table 2

Number of student statements in each of five categories

Felt Problematic
difficulty situation Unknown Hypothesis Other Total
Pre~test 21 4 56 43 18 142
Post-test 0 15 84 31 0 130

A chi square test, applied to the two distributions, gave a

value of 109.93, which, with 4 degrees of freedom, indicated a

probability taat this difference could have occurred by chance

less than once in a thousand times (p «.001). ™~
Note especially the great concentration of post-test results

in the "problematic situation" and "unknown" categories, and

the dramatic decreases in the "other" and "felt diffic&lty"

categories. Ability to state problematic situations and related

unknowns is essential to both the analysis and communication
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of problems; a combination of the two constitutes a complete
problem statement, although one or tne other is often used in
"real-world" situations as a kind of snort form. Telt «ifficul-
ties are tne necessary first stage of inquiry, but are important
only as motivation for subsequent inquiry. They are merely, in-
dications of discomfort or puzzlement and involve no effort to
analyze the difficulty. The absence of "other" statements in
the post-test incicates less random behavior in the presence
of problematic data and greater understanding of the nature cf
problems and inquiry.

Overall, then, the evidence from tnree complementary tests--
Test 1, the list of "real world" problems; Test 2, the log of
reactions tovreadings; and Test 3, the list of problems associ-
ated with the s*ories--does not indicate attainment or tne first
objective; students apparently did not become more aware of
problems. Ilowever, they did Lecome significantly more sophisti-
cated in dealing with the problems they identified.

Since the two short stories, "Subpoena" and "A Film," gerved
as the bases for nearly all the tests conducted in the experiment,
a ¢loser look at their comparative difficulty for tnc students

is appropriate. Table 3 presents the relevant data:

Table }

. Averagye number of statements per student

Film Subpoena
Pre-test 8.7 8.8
Post-test 9.6 5.5

The Mann-Wnitney U test was applied twice--to compare tne two
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averages on tnhe pre-test and then to compare them on the post-
test.. The pre-test difference is non-significant; the post-
test difference gives a probability of .066--nearly sigr. ‘icant.
It appears that "A Film" might indeed have been é more difficult
story for the students to deal with, but that they were not
sensitive to this fact early and were unskilled at examining
such materials closely. This had apparertly changed at the end
of the term, with "Subpoena" giving less trouble and "A Film"
being seen as more problematic. Coumments in class by some of

tne students lend support to this conclusion.

Instructional objective II.

The second objective was to develop the students' ability
to analyze and articulate problematic situations and their rele-
vant unknowns. One assumption in the theory upon which the
experimental course was based i1s that an adequately stated
problem has the following chardcteristics: a statement of the
problematic situation, in which the inconsistent elements are
stated as incompatibles (e.g., X but Y; X, however.Y: X conflicts
with Y); and an explicit statement of the unknown, usually as a
-question, the answer to which will eliminate or at least mitigate
the problematic situation. One test was conducted.

Test 4., After the students had :isted problems arising
during the reading of one of the stories (Test 3), each was

¢

asked to select a problem that seemed worth investigating further
and to write "a concise paragraph stating the problem so a hypo-

thetical group of English teachers can understand it." (See
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Appendix H for the instriuctions.) They were given twenty
minutes for the task. The pre-test took place during tne first
week of the courses, and the pog%-1est, during the next to the
last week.

The four judges were given detailed instructions for
scoring the paragraphs, consisting of four questions about the
characteristics of an adequately stated problem mentioned above.
They were also asked to rate how well they understood the para-
graphs on a lO0-number scale. (The complete instructions to the
judges are contained in Appendix J.) As always, all identifi-
cation was removed before scoring. The judges scored a prac-

v tice item, foilowed by a joint analysis of the results. Then ~
they individually scored the en<tire set of twenty-four para-
grapns; the results were grouped and averaged, where appropriate.
The data from the four questions (ec.g., "Is an unknown stated?")
are reported in terms of the number of "Yes'" responses given by
the judges.

The first issue that must be dealt with is the reliability
of the scoring. There were twelve students with two paragraphs
each, four questions and four judges answering each question,
tnus making 384 the maximum possible number of '"Yes" responseé.

Of these, there were 351 apreements hased on individual scoring
(before a conference to resolve differerices). This represents

@ reliability of 92%--mcre often than nine times out of ten

thne four judges gave the same answer to a given question. Tablc &

presenls tne number of '"Yes'" responses on tne pre- and post-tests:

«y



Table U

Number of positive responses by judges

Problematic Components Unknown Unknown

situation? incompatible? stated? relevant?
Pre-test 11 g 16 2
Post-test 40 28 Ly 31

The maximum possible number in each cell of the table is 48,

As a direct test for achievement cf the objective, a
Wilcoxon matched-pairs signed-ranks test comnggd the number
of "Yes" responses to each student's pre:/ﬂgd post-tests.

This gave a "T" of 1.5, which is highly gignificant (p < .005).
Thus there was a clear change toward better analysis and articu-
iation of problems during the term. The understandability of
the paragraphs also showed significant improvement. The average
scale position on the pre-test was é.8 (indicating the students'
statements were difficult to follqw); the post-test average

was 7.4 (much more uniderstandable). A t-test of the difference
between the two means gave a value of 5.201, which is signifi-
cant at the .01 level.

These results were largely independent of the story being
analyzed by the student. Table 5 presents the mean number of
positive responses (of a possible 16) by the four judges to
the four questions combined and the mean "understandability"
ratings given to the pre- and post-test problem statements written

about "A Film" and "Subpoena':
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Table 5

{,
Mean number of positive responses and
mean understandability ratings

"Subpoena” "A Film"
Questions Understand- Questions Understand-
ability ability
Pre-test 2.7 2.8 3.5 2.9
Post-test 11.5 7.7 12.0 7.1

We may conclude that there was a striking improvement in
students' ability to analyze and articulate problems and that
the ability was equally applicable to either stéry.

However, while it is useful to be able to analyze prob-
lems in the context of a class exercise, it is even more im-
portant to be able to use the same operations in writing.essays
designed.to communicate what one has learned. That this could
be done successfully was shown in two essays on the short stories
produced by each student, one turned in on the eighth meeting
and the other c¢:: the last class meeting. All dates and names
were removed from the twenty-four papers; they were then tyvped
with a uniform format and assigned random numbers. All were
scored at the same time. We assumed _that the students' ability
to analyze problems could be evaluated through the responses of
the judges to thrce questions (contained in the questionnaire
in Appendix P ): "Is a problematic situation stated?" "Is a
question (or something to be discovered) posed?" "Is a hypothesis
(i.e., an answer to the q&estion) stated?" Since the data in

all three cases were in "Yes/No" form, they could be pooled
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across judges. Kowever, the first question, as always, is

the reliability of the judges' scoring. There were twenty;
four essays, three questions énd four judges, making a total

of 288 individual responses. Of these, there were thirty-four
disagreements, or a reliability of 88%. Given this coﬁsistency
in the data, pooling was carried out and an analysis conducted
on the number of "Yes" responses made to each student's early
and late essay. A Wilcoxon matched-pairs signed-ranks test

was run, and the results were highly significant (T=0, p £.01).
We may conclude that the students learned not only to carry

out the desired analyses as class exercises but élso to use the

same processes in their production of essays.

Instructional objective III.

The third objective was to develop the students' ability
to explore problematic data efficiently and adequately. We
assumed that mastery of the nine-cell discovery procedure would
contribute to this end. (See Appeniix K for a summary of the
procedure.) Further, we reasoned that the objective implied
that the inquirer would become more adept at shifting perspec-~
tives on problematic data, at exploring unfamiliar territory
adequately, and it continuing the task efficiently after an in-
terruption. All of these were expected to result from using this
procedure. Three tests were devised and carried out. -

Test §S. This test was designed to.determine whether students

were using the nine-cell procedure in their explorations of



problematic‘data inlthe stories. It Pequiredlthe identifica-
tion of the specific cell in thec procedure that was represented
4

in each student observation about the data.

On the third meeting of the course, students were asked
in class to "Consider the short story again in terms of the
problgﬁ you explained in the paragrapn you wrote last hour. List
the i1deas that come to mind as vyou exploré the story. Numbgr/

1

each observation.' At the end of ta2n minutes students'were

asked to mar%’the observation currently being written; they then
continued for ten minutes more. At the next meeting, the proto-
cols were returned to the studepts, and the procedure was re-
peated for another twenty minutes. (See Appendix L for a copy
of the instructions.) hc_testiﬁg procedure was repeated on
consecutive days during the next to the last week of the course.

Thus tne observations originated under the various conditions

indicated bv the cells of Table 6.

Table 6 i ///

Design of Test & //////
Pre-test T T post-test
Session 1 Session 2 Session 1 Session 2
lst 10' 2nd 10' lst 10' -2nd 10° lat 10° 2nd 10' lst 10' 2nd 10'
Written in
exploration
of "A Filn"

Writien in
exploration

of "Subpoena"

ERIC
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Each observation on the students' lists wés typed on a
3 x 5 card and assigned a random code number by a secretary;
thus the scorer, one of the experiménters, was ignorant of the
identity of the student and the time the observation was wfitten.

The scorer's task was to assign each observation to a specific

"cell of the nine-cell procedure. The task required unequivocal

identification -of the unit being explofed and reliable assign-
ment of the observations associated with the unit to the cells.
This proved to be exEFemely difficult. A very detéiled set of
scoring rules was deQeloped (see Appendix M ), but repeated
application by one of the experimenters at different times re-
sulted in only 50% of the observations being assigned to the
same cell on any two scorings.

The attempt to secure sufficient scoring reliability was
continued for some time, because this test laid the groundwork
for two subéequent tests of the benefits of using the heuristic
procedure to guiae inquiry into problematic data--the outcomes
predicted in Tests 6 and 7. The lack bf reliability of' scoring .
was especially important in view ofythe'fact that successful
cell assignment would permit finer discrimination in the next
two tests. We finally concluded that the data, as.collected,’
was not in a foerm that would allow this to, be done. There was
no dafa which permitfed unambiguous. assessment of the students' "
early and late ability or their ihélination to use the method
of explorétion called for gy'the heuristic procedgre. Bécause

L _
of this, a new set of instructions tc¢ students was formulated,

.
. : )
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although not used in this test. (See Appendix N.) We recom-

"mend that some version of these instructions be used in future

studies. If this is done, it is probable that observatiopé by
students could be assigned to the various cells reliably; hénce
it would be possiblé to determine whether they were using the
procedure. L |

Test 6. This test was designed to determine whether there
was an increase in the number of discriminably different obser-
vétions made in a given time period, indicating a wider-ran@ing
analysis. We had planped to ‘'use the results éf Test 5 here;
we eﬁﬁected that students using the heuristic procedure would
make more observations which were clearly different in kind
than students whc were not using it.

Four judges were given detailed instructions for sorting
the set of 3 x 5 cards, each containing one observation, into
categories on the basis of a significant shared feature. Each

judge sorted twenty-four groups, representiné pre- and post-test

" work by each of twelve students. (Appendix O contains the com-

plete instructions.) The judges performed the sorting task in
random order--that is, they didundt all firsfvsort the observa-
tions of Student X made in the pre—testgithen thos:» of Student
Y in the pre-test, etc. Ve exgected that more categories would
be found in the bost—test, which would indicate that the stu-
dénts were sﬂEfting perspectives on the problematic data more
often: |

s We first soughf to determine inter- and intra-judge reli-

ability in sorting in terms of number of categories. Although
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the judges doubted their ability to repeat their original
categorizations, this was not an important concern, since
the number of categories was the focus of interest rather than

the particular composition of each category. Asc an assegsment

~, .

) .
of intra-judge consistency, Table 7 presents the average num-

ber of categories each judge used at various stages of the task:

Table 7
Average numbers of categories created by four judges
Stages of sorting task

First 25% Second 25% Third 25% Fourth 25% Overall

Judge € 6.7 7.8 5.6 5.0 6.6
Judge K 6.7 7.8 9.8 7.2 7.9
Judge L 7.8 6.5 8.2 7.1 7.4
Judge S 6.8 6.3 6.8 . 8.0 6.6

In all cases, intra-judge variations could well be due to the
specific card groups sorted. All categories appeared to be in-
ternally consistent. When we consider inter-judge reliability,
we see that Judges C and S tend to be more inclusiQe, to make
fewer discriminations than the other two. Combining the data
of all judges and averaging provides a geasonable picture of
the variety of approaches shoﬁn by the students in making their
observations. :

The average number of categories per student in the pre-

test was 6.3; in the post-test 8.0--which supports the predictioh. T

The number of categories found by the judges increased from
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pre- to post-test for ten students and decreased for two. ' by

the sign test, this. result is statisfically significant

(p = .038). 1In adaition, the mean number of observations per
student also increased from pre- to postc~test (from 17.4 to
28.1). Thus students were more productive in making observations
about the stories, and they were also taking more points of view
which were discriminably different while doing so.

We conclude that the course gave rise to an increased vari-
ety of approaches--a greater tendency to thinking in different
ways. We should point out, however, that tais result correlates
strongly with increases in the absolute number of observations
made. tWhile the average number of different categories increased
by 7% (from 6.3 to %.0), the average number of observations in-
creased by 61% (from 17.4 to 28.1).

Test’f._ This test was designed to determine whether there
was a decrease in the amount or time expended on previously ex-
plored lines of inquiry and & reduction in "warm-up'" time re-
quired upon returning to the. task after an interruption. These
changes would indicate systematic qualities of exploration (i.e.,
.~the use of the nine-cell procedure ia directing inquiry). The
test thus has two parts.

% The first part deals with the degree : > which the student
conginues to be able to take new viewpoints in exploring prob-
.lematic data. We reasoned that this could be assessed by finding
the degree to which observations written in the first and second

sessions (with three days intervening) were seen by judges as

/j 3
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belonging in the same categories. The fewer the observations
in Session 2 that were cast into categories originally created
in Session 1, the greater the student's ability to "break set"
and look anew.

The results of the sorting task in Test 6 supplied the
necessary information. We found that in the pre-test 55% of
students' observations in Session 2 fell into categories of
ideas originally explored in Session 1; in the post-test, the
figure is 64%. Thus, the tendency is in the opposite direction
to the prediction, though the difference is statistically in-
significant.

We also analyzed the data from another point of view. '"New

//M%xploration” should be negatively related to the number of con-
gecutive observations that were seen by judges as falling in
the same category--that is, the‘shorter the "run," the more
frequen{fthe shifting of viewpoint. No consistent pre- and
post-differences were found; roughly one-half of the students
showed shorter runs in the post-test, and one-halZ?, longer.

A third analysis was bdsed on the assumption that the de-
gree of '"de-centering" would be positivcly related to the prcpor-
tion of observations in the final ten minutes of Session 2 trat
were seen by judges as creating new categoriec. liere, too,
non-significant differences appeared, with 22% of the pre-test
data meeting this criterion and 13% of the post-test data.

We must conclude that there was no change in the tendency
of students to return to previously explored domains of thought.

Wnile their term-end productions do show an increase in the




number of observations made and a greater variety of conceptual
viewpoints (as shown in Test 6), they also continue to re-
examine familiar fields. Indeed, they seem to go for depth
rather than breadth of exploration, as shown by the consistent
indicators of "new exploration.”

The second part of Test 7 deals with the degree to which
students evidenced & need for ”warm—up”—éfor/re—acquisition of
the appropriate conceptdal set—-whén exploring problematic
data after an interruption. The results of the sorting task
in Test & were also used here to test tﬁe prediction that -warm-
up time would be less in the post-test thaﬁ in the pre-test.

The appropriate comparison is between the number of observation§
listed by the studentbin the last ten minutes of Session 1 and
those in the first ten minutes of Session 2. If the heuristic
procedure contributes to efficiency of exploration, the number
~of ébservations made in the two periods should be approximately
equal in the post-test, in contrast to an expected decrease
from the first period to the second in the pre-test. The results
were contrary to the prediction. Students in the pre-test wrote
an average of .9 more observations in the first ten minutes
'of Session 2 than in‘the last ten minutes of Sessionlj; in the
post-test, they produced an average ;f 2.25 fewér observations.
Only five of the twelve.students showed the predicted effect,
an@ it was small. | . |
We must conclude that studenfs did not change appreciably
in the degree to which they retraced familiar ground during .

their exploration, nor did they reduce ‘their warm-up time when

.
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returning to the task after an interruption. It must be
remembered, however, that these results are tuken from the
entire class. Some of the students were clearly more skillful
in using the neuristic procedure than were ot:ers. 1f the re-
sults of Test 5> nau allowed us to isdolate these students, the
predicted effect migit well have been found for those on the
upper end of the distribution.

The evicence dces not support tne precdictions related to
thie thirad instructional objective, at least as tested. Perhaps
the basic problem was the collapse of Test 5; that is, we could
not determine which of the cells in the procedure were represented
in students' observations. Hence it was not possible to differ-
entiate betwecen students adequately usiny the heurisxic procedure
and those whc were no%. The guestion of whether congsistent use
of the nine-cell procedure ccntributes tco efficient and adequate

Ixploration of proulematic data cannot be answered at this time.

Instructional objective IV.

The objective was to develop the students' ability to test
for adequécy nypotheses arising fron exploration of problematic
data. urin,y the first week and again during the last week
students were piven assipgnments tc write essavs based on their
exploration of either "Cubpoena" or "A Film." The assignment

in both caser was to state the problen and the nhypothesis (i.e.,

tae solution) dewveloped during their inguiry and to explain and

.

nrlish teachers. (Gee

tr

defend thneir positicn to a group of
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Appendix C"for the assignments.) The essays were turned in
on the eighth meeting and the last meeting of the course,

.Test 8. All dates and names were removed from the twenty-
four papers; they were then’typed with the same format and as-
signed random numbers. Separate copies were given to each of
the four judges who scored them for both Tests 8 and 9 by meWns
of a questionnaire composed mostly of "Yes-No" questions and a
lO;number scale of acceptability. (See Appendix‘P for the com-
plete instructions for Tests 8 and 9.)

We assumed that the answers to eight qeestions in the
series would provide an evaluation of the students' ability to
test hypotheses for adequacy. These were:

1. How many different reasons does the writer provide as

support of his hypcothesis?

2. Is each reason relevant to the hypothesis?

3. Are the reasons provided‘sufficient to make the hypoth-

esis credible to you?

4. Is there any aspect of the story which the hypothesis *

does not account for or‘is not consistent with?

5. 1Is the possibility of alternative hypotheses recog-
nized by the writer?

6. Does he state an alternative hypothesis?

7. If "yes" to #6, does he explain why the alternative
is less reasonable?

8. If ”yes” to #7, is the explanatien credible to you?

Three of the quedtions (#2, 7 and 8) produced too few entries

*
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to yield useful information, so the test of the objective resfs
on the remaining five. A cursorv examination of the data indi-
cated that the variability between judges' evaluations made
it unadvisable to attempt judgments of individual students’
prosress. Since the principal focus of intercst was the rela-
tive performance of the group as a whole from pre- to post-test,
the total of each judge’s responses (across ail twelve students)
constituted tne data that were analyzed.

Table § presents the average number of rea;ohs provided

i

by students in support of their hypotheses:

Table 8

—

Average number of reasons for twelve students
as seen by the four judges
Judre C Judge K Judge _ Judpge S Average (all judges)
Pre-test L.3 o & 3.1 2.4 2.9

Fost-test t.2 3.2 b,0 3.0 4.1

Two results are clear: tiaere was conhsiderable variability among
judges, and every Judre found a sgreater number of reasons in
pont-test ecriys. A repeated measures analysis of wvariance of

tne data in Table ¢ indicated sipnificant differences associated
w.ti, both tire of test (pre- versus jost-) anid jucges (F (time) =
le b3y df = =5y p & W05 3 i (Jucges) = 21.04, df = 3,3, p<L.0GY).
Lis means tiaat o iynificantlv more reasons in support cf hypothesis
wore cited in tne jost-test ancd that there were reliable differ-

encer betweo: Tucg,es in tnelr scoring patierrs.

ERIC
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Data relevant to the remainin; questions (#3, 4, 5, and o)
were all in dichotomous (Yes/iio) form. Therefore>a Sigglé re-
peated measures analysis of variance was run on the pooled
data from all four items. Time of test (pre- vs. poste).was
found to be highly significant (F = 22.63; df = 1,3; p < .01),
but differences between judges ‘ere not. In summary, theﬂ, it
is cleaf that th.re was a strong increase in students' ability
to test hypotheses for adequacy, despite the fact the judges
sometimes differed éonsiderably in their scoring of individual

essays.

Instruectional objectfve V.

Thé goal was to develop the students' ability to induce
understanding and acceptance in specified audiences of the prob-
lem, hypotheses, and reasons for believing them. The data for
this test consisted of scale ratings of acygeptability of each
essay by the judges and were obtained from the questionnaires
referred to in the report of Test 8.

Test 9. As in all cases of multiple judging of material
that is not easily quantified, inter—juage reliability is the
first issue to be explored. Even a cursory look ét the data indi—
cated extreme variability among judges in the assessment of the
same essay, despite the detailed instructions (contained in
Appendix P ); in an extreme case, one essay was assigned scores
from‘2 to 10 on a 1l0-number scale. Therefore, the scale-
rating differences between all pairs-of judges wefe determined.

These ranged from a mean of 0.9 (between Judges K and S) to 2.0
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(between Judges k and C) on the pre-test essays,vand from
1.8 (between X and S) to 3.5 (between C and S) on the pbst—test
essays. Across all twenty-four essays,'the average difference
on a 10-number scale between all pairs of judges is shown in
Table 9: |

Table 9

Averagé difference§ between pairs of judges

Pair: C-K C-L C-S K~L K-S L-S . All pairs

2.3 2.0 2.5 2.1 1.3 1.8 2.0

- Bear in mind, these are average differences--for individual

essays, variation was as much as 8 points on the .scale. There-
fore, measures were taken to obtain relatively unbiased esti=-
mates of the students' progress.

First, a scoring metﬁod used in some areas of athletics
was applied. This involves disregarding the highest and lowest
scores and averaging the remainder. When this was done, three
students of twelve received the same average ratings on pre-

: ) L

and post~test essays;.the remaining nine all received higher
ratings .on the po§t~test. By sign test, this result is signifi-
cant at the .004 level.

The second analysis used the data from all.four judges.
This involved determining the number of judges giving~higher
ratings to the post-test essay than to the pre-test essay written
by the same student, the number giving lower post-test ré%ihgs, .

and the number giving identical ratings. Of a total of forty-

i

(eight judgments, twenty-eight (58%) of those on post-tests were
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highert, thirteen (27%) were lower, and seven (15%) were the

same for both essays. If the alternative hypothesis is that
equal numbers might be expected to improve and to deteriorate
by chance, a chi square test gives a value of 5.488, which
with df = 1 is significant at the .02 level.

Finally, a comparison was made petween the average of the
ratingé given by each judge to the twelve pre—téSt essays and
the average of his ratings assigned to the twelve‘bost~test

essays. Table 10 presents the relevant information:

A

A

Table 10
Average pre~ and post-test essay'ratings by each,judge
| Judge C Judge K Judge L Judge S Average (éil‘judges)
Pre-test 4.0 2.5 4.2 2.9 3.4 |

Post-test 6.8 3.8 5.3 4.4 5.1

The post-test average ratings of each judge is higher than his

average pre-test ratings. A repeated measures analysis of
variance of the total ratings by the:four judges shows time of
| Y :

essay (pre- vérﬁus post=-) significant at t?e .05 level (F = 20.15

df = l,3);fhoerer, the différéﬁces between judges‘were not

-

significant. ) T

We may. conclude that thére was significant improvement from

pre-test %b‘pqst?tgst in tne ability of the class as a whole to

-

~induce understanding and acceptance in this audience of the

EY

,prbplem,’hypotheses, and reasons for believing them. It is

worthy of note that tne average length of the pre-test essays

was 2.0; in the post-test essays this increased to 3.9 pages.
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In addition to testing the nine predictions, we sought to
determine whether instruction in tagmemic invention affected
the grammatical and stylistic qualities of the students' prose.

We &lso investigated student perceptions of tielr experience in

the course.

Analysis of cgrammatical und stylistic qualities.
One assumption we wanted to test in this study was that
even 'the grarmmatical and stylistic quality of sentences could
be improved as a result of greater involvemen® with the subject
and a better understanding of it. "After all," remarked Walter
Pater, '"the chief stimulus of good style is to possess a full,
rich, ccmple: matter to pgrapple with" (1970, ». 258). And
we nad sougnt by means of instruction in tne process of inquiry
to enable the student to possess and prapple with such a matter.
We reasoned that the increased motivation to learn wnich
attends inquiry into one's own problems i likelw to 'result in
more scrupulous writing, including more scrupulous grammar and
style at the sentence level. Generally speaking, increased care
in perferminr a task tends to accompany increased commitment to
it; sentence errors are often the result of carelessness rather
than ignorance of the pasics of pgrammar and style--at least
with hign-caliber college students. Furthermore, certain stylis-
tic errors (such as inappropriateness of word to zontext, im-
precision, and lack of clarity and economy) frequently have

their origin in an insufficient understanding of the matter being

Q {iscussed
EMCA o]

IToxt Provided by ERI



43

we te:ted the assumption in the following way. When the
four judres scored early and late esczays for adequacy of analysis
of the prollem, ability to test hypotheses, and ability to in-
Juce acceptuince of the problem and hvpotheses, they also scored
the papers for stylistic and grammatical features. (The detailed
instructions, includins the list of features to be scored, are
contained i.. Appendix B.) Despite the specificity of the
scoring instructions, wide disparities between judges were found.
For example, one judge found two stylisticerrornand another
twelve 1n the sime three-page essay. Table 11 compares the
averaje number of stylistic and grammatical errors per page
(across all students) found by each judre in the twenty-four essays:

“'able 11

Average number of stylistic and gramratical

errors per page found by each judge - //.

Judge C Judge % Judge L uudg? £ Average (all judges)
Styliistic errors
Pre-test 1.2 3.1 5.9 4.9 3.8

Post=-test 3.8 2.6 .7 3.3 2.9

Gramnatical errors
Pre-test 3.4 10.¢ 5.3 16.1 8.3

Post-test 3.4 8.3 7.4 7.2 6.6

~

The average number of both kinds of errors decreased in fre-
quency from pre-~ to post-test, and there were clear differences

between judges in the average number of errors found. Two re-

peated measures analyses of variance showed that neither the
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decrease in stylistic errors nor the decrease in grammatical
~._errors was statistically significant; therefore the differ-
ences must be considered unreliable.

While there i1s abundant evidence that students were, in
fact, producing more carefully reasoned and persuasive essays,
there was little improvement in the stylistic and grammatiéal
features we had singled out for study. We tentatively conclude
that improvement in the stylistic and grammatical elements of
writing can probably be achieved only through formal instruction--

which was deliberately not done in this course.

Test of student perceptions.

We also collected data on'the students' perceptions of
(a) the instructor's teaching, (b} the course, and (c) changes
they saw in themselves as a result of the course. On the
eighth meeting and again on the last meeting students were
asked to fill out a "Faculty and Course Eyaluation;“ (They
were told that the unconventional early evaluation would enable
the teacher to correct weaknesses in the course while it was
still in progress. A final course evaluation is routinely taken
in all courses offered by the Department.) The for% was com-
posed in thrfy-three statements, each followed by a 5-number
scale, the lowest indica*ing strong agreement w%th the statement;
the highest, strong disagreement; (See Appendix Q fer a copy of
the form.) Certain statements on the form were judgéd to be
particularly relevant to tesfing the design and operation of

the course.




In thé early part of the course the students' activitices
had to bg strictiy prescribed and’difécted. Tnis required thc
ins:ruéfbr to play a relatively authoritarian'role, allowiny
little freedom and eliciting little student participation in
class. Dur;ng_the later part of .the coursé, especially in
Cycle 4, st;dents were given much more resbénsibility and be-
came more active in controlling classroom procedures. We rea-
soned that if students perceived tnis as happening, the ratings
on Statements 1 ('"The instructof was an effective teacher"),

.6 ("He encoﬁraged questions énd discussion in the classroon'),
8 ("He made himself available for student discussion outside
the ciassrobm”) and 24 ("The iﬁstructor‘shared responsibility
with the students for. the conduct of the class") should nave
lower numerical values on the post- as compared‘with pre-test.
This did, in fact, occur for all four statements.

‘In the first cycle of the course“sfudents were asked to
.engage in the process of inquiry without prior tutoring and
wnile 'the conduct of the class was stillrelétively authpritarian.
Becéuse both of the conditions changed in-subsequent‘cycles;
we reasoned that the students' earl; perceptions of certain
features of the course would be different from later ones. State-
menfs 14 ("The overail quality of the course was good"), 19
("The "course required (1) much more (2) moré‘(B) average (4) less
thén (5) much less time than was.requifedlfor ot?er courses

of the same credit"), 20 ("The course had appropriate continuity,

not skipping unrelatedly from place torplace”), 21 ("The .text
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1s relevant to understanding the course maten%al”),'23 ("The
nome assignments were beneficial'), and 2§ ("fhe course offered
adequate opportunity to pursué~your own interests and problems")
were used to assess this idea. Pre- versus post-test resulté
indicate that judgments of 6verall quality of the course im=-
proved, tnat the course was seen as requkring more work, that
¢reater continuity was ﬁerceived, and that home assignments were
seen as more beneficial. On the other hand, judgments about
ythe utility of the text and about the opportunity for pursuit
of individual interests were less favorable.
We aiso hoped that students would see the course as con-
tributing in a general way to their intellectual abilities,
. but we expected that this contribution would be less apparent
in the pre-test than later. Statements 26 ("What you learned
in the coursc is likely to be valuable in many areas of your
1ife"), 27 ("The course made it easier for you to recognize and
admit it when you ran into something you did not understand"),
a
23 ("The course made you more willing to pursue problems which
interest or trouble you"), 29 ("The course made you more inter-
ested in pursuing problems which interest or trouble you'),
36 ("The course~increased~your ability to deal with problems
thch interest or trouble you"), and 31 ("The course has led
you to question the adequacy of your knowledge of the world")
were formulated to test this notion. Students did report in

the post-test a greater interest in investigating problems and

a preater confidence in their ability to do so. However, they




L7

thought thaf wnat they had learned was less likely to be
widely applicable in their lives, that it would be morec diffi-
cult to recognize and admit problems, that they would be less
willing to engage in tne investigation of problems, and that
they were surer (rather than more questioning) of the adequacy
of their knowledge of the world. " Lach of these latter four
were contrary ‘to expectations.

In summary, results on ten of sixteen "critical" items
supported predictions; this proved statisticaily non-significanf

by sign test.

Recapitulation and conclusions.

The first instructional objective was not achieved in any
great measure. According to the results of three different
tests, there was no significant change inistudents' awareness
of and sensitivity to problematic situétions.

The second objective, the ability to analyze and articulate
problematic situations, was clearly attained. The data indicate
striking improvement from pré- to post-test.

The third objective, the ability to explore problematic
data efficiently and adequately, was taken to imply: (a) a greater
variety of ideas produced, as seen by independent observers;

(b) fewer returns to previously explored domains of knowledge
and experience; and (c) greater productivity of ideas following
aﬁ interruption. Only the first was observed. Students were,

indeed, changing perspectives and approaching théir problems
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from more different points of view at tne end of the course
than they were irn tne beginning. Iliowever, we were not able
to determine wnether tnis important result was directly related
to use of the nine-cell procedure or tc a general loosening
of constraints on thinking.

The fourth objective was to improve tane student's ability
to test his own aypotheses for adeguacy. Clear evidence was

-

found that such improvement occurred.

The last objective was to enable students to write clearer

A

and more persuasive essays about tne results of their e©xplora-
tions. There was strong improvement from pre- to post-test

in these "final products" of the rhetorical process.

ht !
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INTERPRETATION OF THE RESULTS

Overview.

The results of the experiment provide clear support for
the proposition that strong personal involvement in an intel-
lectual activity and substantial knowledge of the subject tend .
to improve the quality of what is written. Even though no-
formal instruction was provided in conventional rhetorical and
composition skills (such as usage, sentence and péragraph
development, logic, methods of persuasion, and arrangement),
English teachers regularly ratec final essays more acceptable
than initial ones. Students also improved in their ability to
analy;e problematic situations and state problems; and the re-
sults of their explorations of problematic data were more com=-
plex and stied; they became more sophisticated in testing hy-
" potheses for adequacy; and they wrote essays that were more
understahdable and more persuasive at the end of the course.

The experiment, however, did not establish that the improved
- ability to explore problematic data was directly related to
the nine-cell discovery procedure. Further study is required
before any éonclusions can be drawn. In addition, the tests
did not indicate that the theory as presently formulated and

the course as it'was taught increased the students' sensitivity



50

S

to problematic situations; specific instruction directed

toward this end is apparently needed. We also found that

formal instruction in style and usage is probably necessary

to bring about substantial improvements in the student's ability
to produce stylistically and grammétically iddequate sentences.
Although students wrote more clearly and persuasively, they con-
tinued to make about the same number and kind; of stylistic

and grammatical errors.

Discussion.

As we said, the first objective--increasing students'
awareness and sensitivity to problematic situations--was not
attained in any great measure. We were not particularly sur-
priéed that the students frequently failed to see difficulties
that seem obvious to experts in a discipline. It is likely
that the number of problems one admits to conscjousness it a
function of two factors--the need for psychological safety (admit-
ting ignorance and bewilderment is often disturbing) and the
number of dimensions of experience that are required to describe

! one's existence. The more complex our life-style is, the more
problems'and incongruities. we are likely to find. The tagmemic
rhetorical theory, as presently formulated, does not deal in
‘any detail with sensitivity to problematic situations, but rather
concentrates on analyzing and articulating such situations after
they have been perceived. Test 3 showed that the number of

expressions of felt difficulty in the post-test dropped; but it
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also snowed a substantial increase in the activities associated
with coping processes. This indicates an increase in clérity
and precision of thinking, reflecting the strongly iﬁtellectual
bias of the course. by turning fttention away from the affective
components of the students' experience, the issue of psychological
safety was in effect tabled.

At the same time, the coursé experiences seemed to expand
the students' knowledge, in the sense that they were more
perceptive about the problems t?ey did note, more aware of what
they knew that was relevant to the matter at hand and more wil-
ling and able to make use of it. The early problem lists were
just that=-lists of words or stock piurases; the later lists
contained statements Fhat were nwuch more personal, complex, and
thoughtful. It appears that the course complicated the students'
lives--a not undesirable outcome for a humanities course.

The second instructional objective--to develop the student'ﬁ///

ability to analyze problematic situations and their relevant //'

unknowns~-was acnhieved. The students seemedto understand bqtﬁ
the nature of problems and their own problems bétter. And/they
acquired control over a systematic process for analyz;hé prob-
lematic situations, which contributed to ,better thj iing and
better essays. In future studies of the rhetg;ical theory,
however, it would »oe desiraple to have tne sfadents WOrx with

a much wider range of problematic daza. Work in the class was

restricted to literary problems in order to provide experimental

controls. Since the course is intended to"help students function
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more effectively in their lives outside the classroom and
since the inquiry procedure is pefféctly general, greater
scope for its use shohld be provided in the future.

The thiid instructional object’'ve was to develop the
students' ability to explore problematic data efficiently and )
adequately. Three tests were associated with this objective.
The first was designed to dgtg;mine whether the heuristic pro-
cedure was being used; the remaining two evaluated three de-
ductions from the theory--only one of which was supported by
the resﬁlts. In the first of three tests (Test 5), great dif-
ficulty was encountered in trying to assign student statements
tc the varioushcells_of the nine-cell procedure, which was dis=-
appointing. Since the procedure is central to tagmemic theory,
we were particularly interested in this test. The instructions
appear to have created at least some of the difficulty; they
merely called for the student to Elist the ideas that come to
mind." We deliberately did not tell him/;o use the procedure as
a guide té inquiry. (After the bost-test one student remarked
that he hadn'f understood that he was supposed to use the pro--
cedure.) We were testing whether the student would choose
to use the,systematic'procedure rather than whether the student
could use it. 3oth kinds of information are needed. As indi-
cated, it .was very difficult to identify a given statement with
a specifié cell, perhaps in part because the statements were
out of context; we had no.way of knowing wnhat prompted the
statements. If the student had bpeen toid to produce a protocol

of his thinking or to use a designated cell at a particular
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‘point in his exploration-:-of the data, there is reason to be-
lieve that we could make reliable judgments about whether he
had done so successfully. It may be that the brocedure»is
exceési?ely complex, or at least'uxncompléx to be learned well
in the allotted time and heénce used confidently and willingly.
It may also be that the questioﬁ% and operations in the vari-
ous‘matrixdcells néed to bé stated with greater precision.
However, thé possibility should not bé ignored that(theée Stéte-
ments cannot be made more precise. If this is true, perhaps,
the'underlying theory needé fﬁrther development; one measure
of the usefulness of a theory is the degree to which“it leads
to testable hypotheses.

It is also possible‘thaf the particular way one .explores
problematic ‘data is not of crLcial impoftance. A well-thought-
out problem may be sufficient to assure progress. To separate

. . . .
the contribution of the problem statement from tqat_of.the

_ explorqtion of the problematic data using the nine-bell ﬁro-
cedure, we would need to cpmparé essays written after only the
first is learned with others after both are learned. The latter
should 5e better in identifiable ways. | |
Test 6 showed a strikiﬁgyincrease in the bost-test in

the number of observafions made and-“the varié%y.of perspectives
assumed by_the inquirers. This allows, but does not éﬁtéil,
_the inference:that the heuristic proceduré was used and‘found
helpful. it.could'be thatsthe humber of perspectives increases

-

. . . . o .
automatically when the number of observations increases.
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It is true that.the average number of observations per.category
increased from 2.8 in the pre-test to 3.5 in the post-test,
ihdiéafing that whatever process students werehusing it had
more effect on nﬁmbep of observations thah on number of per-
speetiﬁes., This increase in the‘number of observations seems
.a ;orthQ goal in itself. .Its aéhievement could be taken to
: mean that the student had become agabe_of mofe items of infor-
mation he possessed that were relevant to the problematic
situation. Ithis unlikely that his general fund of knowledge
~had beeh-significantly indreased,'but:pehhaps more of it has .
been raised to a conscious levelf-an implication eongruent'with
the,resdlts obtained in the test of the first’instructional ob-
jective. ”we might point out, however, that one function of °
the-heuristic procedure is to aid in retrie;ingbpe;eyan;;infor-
mation. A

The results of Test 7 showed no 1ncrease in the 1ncllna-

l

tion to contlnue to explore new paths in the study of a problem-

atic 81tuatlone-1nd1cat1ng again that the,student may not have.:

s
-t

been using the systematic proceduré to guide nis exploration.

dowever, the 1nstructlons for the second part of the two-part

o ‘~

test asserted that most students had made relatlvely few obser-
vatlons on tiae precedlng day, and that 1t would ‘be helpful to

produce more-(Appendlx L) . " This may have been belleved 1n

the pre-test but when. repeated near the end of the term when =~

students were more confldent of thelr 1nqu1ry SklllS, 1t may

LS
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'not have been effective. And it may be that the predigtion

f-that less time would be spent "fet?eading familiar ground"
“is.hﬁsbund; Use of the nine-eellfprocedure is not mechanicalﬁ
‘when a student_fqund a promising iead'sdggested by a given
_:cell, protoce;s done during fﬁe codrse indicate he'pursued it.

(For examples of such protocdols see Appendix--R.) SuggeSting

- promising lines of inquiry and providing guidanceﬁiﬁ carrying
them out are two of the most 1mportant functions of the pro~

cedure. The related predlctlon of less warm-up tlne 1n the

tsecond part of the test mlght be supported if students were
'-told to rev1ew their work in tHe prev1ous session before going
on. The 1nstructlons did not require thls vand students did

not reyiew since the instpuctions stressed greater productivity

of observations. It iS possible that both these predictions

. - . ‘
} - .

would be suppawted if the instructions were changed.

We are left with the evidence that at the ‘end of . the course

°

students were maklng many more observatlons and taklng more

dlfferent v1ewpolnts ‘in-doing so. Data on the degree to which

 different students use the systematic approach are needed to
e ) .

test the predictions as stated. Alternatively, the course

could .be repeated, deleting the use of the ﬁine-cell'prdCedure
‘as a ﬁeans of directing inquiry ‘and simply stressing produdtivity
of observations.g It would then be pOSSlble to compare the final |
essays w1th the ones obtalned in thlo course. It-may be ‘that

human belngs intuitively use the nine perspectives as a natural

fn



'ﬁode of tﬁihking. If this were found to be true, this part‘
of the theory mighfhe considered properly descriptive of. human

capacities, but need not be taught. It would be”neceSSary

© only to facilitate- condltlons for such mental act1V1ty. How-'

ever, 1t seems ‘likely that although one may take one or more
of.?ne pepspeetlye? during an exploration he-ls not llkel{‘to
-take all nine. And if variety of pointe of view and ‘compre-
" hensiveness of thopght are desirable, then formal instrhctioﬂ
in th.pfocedure also seems Qegirable;r=Furthep inieefigation
is necessery before-we can speak with oonfidehce-on these
matters. _ : ‘, P . y L |

The fourth instructional objective waslto develop the
students' ablllty to -test hypotheses arlslng from their 1nqu1r1es.
On the whole,.the objective.was successfully achleved, but the
vafious'compohents‘of the skill were onevenly masteoed. Two
related problems emerged. First, students tended to ignore
aspects ‘of the problematlc data inconsistent with their hypoth-
.eses. This contrasts with the fact that they clearly improved -
in’their‘ability toamarshel evidence fousupport their choseol“f
nypotheses. It is cleaf that they had'}earﬁed orocedures'ﬁﬁiéh
enabled them to unearth evidence in suppoft of conclueioos they
already had accepted. A:problemoremeios of how to prevent this
i as.a priﬁery fesponse pattern dﬁdfeo‘insufe gﬂeefef eensitivitg
o) what is not;explained by the Hypothesis. .Second- students

found 1t d1ff1cu¢t to wzthholq//udgment during th w.ip inquiries:
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\ L . .

They had & strong tendency to_adopf;a conclusion quite ~arly
and then seek supp0rting-eyidenée5 as shown by the fact .that
they seldom stated any alternative nypotheses—-on either the

pre- or post-test. :hgy appear. to have lacked wnat John Keats

called "negative capapnility'--the ability to be "in uncertain-

-

ties, mysteries, doubts, witnout any‘irritable’reacﬁing after
fact and reason" (1947, p. 72). Keats believed.that this

ability to tolerate ambiguity is excepf&ona?, and.so it seems.

Further work would be needed to induce students to ex. nine their

ideas more critically and to withhold judgment while inquiring.

e

This may have less to do.with the rhetorical theory, hoGéVer,

than with the way it was presented. . -

-

_ , o , ‘
The fifth instructional objective was to;dgVeQQP'the stu-

dents' ability to induce understanding and acceptanceé in speci- 2

» .

fied audiences of the probléh, hypotleses, and PeaSOpéwdefbé—
lieving them. The judgment of experts, othcg\tﬁéﬁ the instructof,
‘was that the students' writing abilities'impéoveag' The judges
had no way to identify early and late essays; indeéd, tHey.d1id

not know whether they were evaluating o;e essay Ey eéch of
twenty-four students or two papers S?ktwélve; This, the ulti--

mate goal of the rhetbric course; wés clearly achiéve&P

lHlowever, no SUpbort was found fqrctﬁe'assumptgpn %&at--
improvement in-the grammatical and sty%iétic quality ofﬁgen-
'teﬁées n;cessarily fq;iows.ffom hé?ingthough;vmll abo?fﬁ%}prob_
lem and its solution. <Some of the esséys‘;ith tﬁe greateé&%

3
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number of editing errors receivec the highest scores on ac-
ceptance and persuasiveness. One may indeed have ﬁore to sajf
aﬁd be more understandable and persuasive--no mean achievemer.t
in itselif--but skill in editing sentences appears to be only
minimally affected. If both objectives (audience acceptance
and well-edited prose) are to be accomplished, more than'ﬁhe
fourtéen weexs of a trimester will be.required, since formal
instruction in editing seems necessary. The most‘significant
result of this test, however--and it is worth emphasi;ing--

is thaf over-all rhetorical effectiveness is less dependent
on good style and good grammar than the traditibnal emphasis
on these matters suggests.

Thé data frém student evaluations of the teacher, the
vcourse, and their expected effects on éoping with everycuy
problemé are equivocal. Although the students' perceﬁtions of
the instructor changed in expected ways and fhey seemed sensi-
tive to changes in the way the course was conducted, they did
not see either of these as,ihducinglin them a greater willing-
ness to engage themselves with ambiguous data, despite their
increased confidence in their ability to deal with probleuws of
the sort encountered in the course. ‘

It is possibie that as the term progressed what wacs for
tnem a new nmode of operatiné became more éharply diffgrentiatea

from their usual intellectual work. As engineering studentg,

they had been taught to expect single correct answers toq

/ -~
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problems; much of their work in engineering courses nad “vecen
directed toward the mastery of algorithmic procedures desipgned
to yield such anéwers. In the riiectoric course, however; the
emphasis was on partly systematic, partly intuitive procedures
designed to.encourage-the production of oﬁe or more reasonable
solutions to a problem. Tnis difference may itself nave cre- |
ated substanfial difficuiﬁies fér the students. lience they
may have doubted tne broad utility oI the neuristic prccedures.
Anether possibility is fhat, since all materials su!ljected to
in-class inquiry were literary and since engineering students
tend not to nave great intereét‘dr capacity in verbal activities,

they failed fp appreciate tne applicability of heuristic skills

to data otner than poems and snort stories. A combination

of tnhese two explanations nay account for the failure to obtain
the expectéﬁ results in student evaluations. ‘
| As we'exbected, the reliabpility of scoring was often a
problem. This was especially true in Test 1, witn the notion
of "immediacy"; in Test 5, witn the identification of statements
with cells of tne matrix; ir Test 8, with the quality of tne

students' examination of his own. nypothesis; and in Test 9,

witn judgments of overall acceptance and unders=andiug. The

yvegular use of statistical tests was extremcly helpful in deter-

mining the probability that tne results could nave been due
to chance--this nad tne effect of pinpointing those particular

areas where reliability was a spécial problem. It has become

r
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clearer to us how to increase Hpter—judge agreement in future
. tests of®the rhetoric, and sug%estionénheve been made at ap-
propriate points iﬁ.this éiscussioh.

The course was by and large suceeseful in'attaining-its
objeetives. But to wﬁat extent is this success attributable

. to the teacher, to the course design,_ane‘to the rhetobic?
The instructor rece{bedBVery high'studeht evalﬁetidns. dther
studies at the Unitersity haveishown-that_shch‘evaluations can

‘Nbe interpreted to meén_only that a teacher is perceived as an '
expert in hif subject-matter; exhibits enthusiasm for it, dnd
pitches his teaching appreach in terms'studenteﬁfind_appropfi;
ate to their interests and 1eve1‘of understanding.

However, in this case, the 1nstructor conflned hlS activi-
tles largely to what is called for in the rhetorlc ‘text 1tse1f.
For example, the rhetorlc gives little attention to 1ncrea51ng
students' awareness of problematic 51tqatlons; there was little
class activity directed to this end4eandqlittle'ehange in the
etudents. In other words, the 1nstructor dellberately tn;ed
to teach the first seven chapters of the text, - following the

.. oraer and empha51s given there. It is hlghly probable that
any'teaeher with a thorough mastery of this system could obtain
substantially the samevresults. _Indeed, a prev1ous study (Odell,
19"1) obtained results entlrely con31stent with these.

A somewhat larger“pﬂoportlop of the results appear!to
be due te the course design. The pfocesanf-identifying a
problem, analyéing and stating it cleérly,'exploringjthe prob—

Q lematic date carefully, and writing about it persuasively is
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“integral to the production of.every isood essay. This is a’

multi-dimerisional skill which must be stuaied;sequentially;

This makes. it peculiarly suited to 'a désign based on recurring

. 3

cyclés, with different emphasis and detail in eachvcycle;4tﬁe

.

design adopted here, However, other plans which provide the

students with systematic and comparable oppoftunities to

. practice the pfinciples set fortn in the text'should also be

%,

‘-

successfal.'fladeed a prev1ous partlal test of the rhetorlc
(Bdell 1971) was successful w1th a quite dlfferent course
plaﬁ.- K _:-tl : - 1 _ f’“_;. S

But the‘greatest-probortion Ot“the.resdlts is probaélyg
dltectly assoc1ated with tne rnetorlcal tneory 1tself ‘The

varlous act1v1t1es tne studentc enga ged in were dlctated by““

the theory, and the. results tHat ware expected on tne basls of .

l
'1t-alone were, 1nutne maln, achaeved. In places where the the—

ory was. most eXpllClt for example in the analy la-Of problem—

o .

atlc 'situations and in the statement of problems,vstrongly

&

%

pos1t1ve results were obtalned Wnere operatlons were. lecs'

cleanly spec;fled, as 'n the Derceptlon of pro;lematlc s1tua-

tions, expectations were ‘not met.

>
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Chapter 6

< Work in Progress

A}

.~This project is one stage in a decade-long efforf to
develop an effective phetorlc based on. the pr1n01ples of tag-

memic linguistics. In the early 1960'5 Kenneth Plke suggested

tnat the assumptlons and analytlcal procedures of tagmemlc

llngulstlcs could be useful in- solv1no various Problems in

rnetonlc and llterary analy51s. The suggesglon was natural

enough since, in Pike's words, "tagmemic theory is one attempt

to infegnate all [languagejmparticles in a hierarchy unbroken
ﬁromgsound te'sonnet” (13965, p. 284). .ﬁegalso suggested that
”cennosition‘is buf'a specialized vaniety of the use of language
and that'fhetprineiples anounfganguage in general should there—
fore be.exploitable for‘training in the more mechanical.phasei_f
of'the_eqmpositien arts" (1964,-p;~82), Shortly thereafter, . |
Riehard Young;ang/Altqn.Becker began to develop Pike's sug—_g-
gestipns.inianrapticle,entitied "Toward a Modern Theory of

Rhefﬁrie: A Tagmemic Contribution" (Young and Becker, Lgﬁé).

During the late '60's the'appliéation of tagmemies to

‘literary and rhetoricai problems were investizated in several

critiéal articles and research reports. (F0r~a'seleqted
. - 1

“bibliegraphy see Appendix S.) ~~ The theory was also carried

' i



ar
(€3]

into the ciassroomuin an effort to improve student-skills in
literary criticism and;composition?mand'subsequeﬂtly formal
research was begun to test its effectiveness (e £, Odell
1870). One of the weaknesses of so many. of the proposals for

improving rhetorical instruction has been a lack of adequate

testing; often large claims are made with little evidence to

 support them. : The results of our ciassroom work were ungven

but on the whole promising A recurrent complaint,'however,

- was that the linguistic- theory had not been put in a form -in-

telligible -to the non- linguist (e.g. Lnglisn, 1864) 3 .as a con-
sequence both student and teacher spent more time'trying to
understand ‘the theory.than‘using it to solve problems. In

l970vYoung, Becker—and Pike published Rhetoric: Discovery and

Change--a text for the non-linguist which adapts the ‘linguistic .

theory to .rhetorical pgrposes.'-It was 'in this context that -
the present research project was. begun. .
Development of the theory and pedagogical methods con-

tinues, as does the-testing; ~During the_fallvsemester,'1972,

2

the'expérimental course was repeated -using a plan nearly identi-,

cal to the one described in this report.'“We changed some .of

the. weaker paper ass1gnnents and substituted new test passages

for the short stories. BJt most importantly we used the im-

'proved version-of'Test 5 (Appendix N ) hoping that this would

< - o

_enable us to test thp tnird inStructional ob]ectlve more

'-adequately. The data collected from this course, however,

‘have not been judgefl and interpreted. . ' A -
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In future versions of the course we intend to make still, Do

\

more extensive revisions in our testing procedure's. It is a }f

<

weakness in much educational research that 1nconclus1ve results

from relatively crude measures are 1nadequately analyzed fOr

such analyses can provide the lnformatlon necessary for deveIop-

: 1ng more/Feflned measures.. The results of the tests we have

reported are valuable 1n.themselves, but their value is 1n7
creased when they are used as a basis forvfurther work.,
,Several cycles of usewand revision may”be”necessary before : ¥

behav1ors as complex as the ones we are studylng can Dbe measured

.~"')V

f
as preclsely and rellably as we would like’. Hore adequateﬁf’i
testlng procedures for ‘such behav1ors mayfwell'be,oneﬂofnthe
‘most significant resuﬁts_ofgour.work.' ' -
During the winter semester, 19734 thercoursewwas agaln

offered but with one baslc change—-tne *gtudent was allowed

. free choice in tne problematlc data he worked on, except for

o . - N -

that reguired 1n“the pre- and post-tests. ,This change Was in 'Vf‘

: . ¥ E
- .response to our recommendation on p. Sl . Somewhat to our sur-

Peoe . - i 3
prise the course was substantlally less successful than the

>

,precedlng ones, most notably there was a.loss of- 1nterest 1n

the heurlstlc procedures, increased absenteelsm, superf1c1al
. - . 1 =
. _ . . .. : i ) e
.. work and so ‘on--all of which indicate loss of,motlvatlonq- R

‘Since. the course material was nearly identical and- since the=

ES o

- teaching this time was, if anything, more skillful, it seems
reasonable to conclude that this_change was the source of the

‘student dissatisfaction. What appears to have happened was v
T S / S Cog

v,
3
G WO
v
]
33
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.thatathe problems the ‘students chose;to*work on wereftoo

- // v ; 5 .
l"backbone of the course 'was superfluous._ Interv1ews w1th the
A . 7

"as 1n the process bv whlch they arrlved at them, they- played

1 -
o Fa

s1mple or were ones thev alreadv krew the answers to .fIn

not 'so much 1nterested 1n tge reasonableness of the1r solutlons

sy

- ' A t

1t safe. Thelr tralnlng tnroughout thelr academlc cxieers

Jemphas1zes correct answers as the mark of success and the basis.

&:/'/.

;of rewards Apparently they d1d what past experlence told them

<

fwould insure success and rewards by selectlng problems wh1ch o

'“Tunwlttlngly ellmlnated the pr1nc1pal source of mot1vat10n for T

'studyin Lp

£,

they had solved or could eas1ly solve. But in so d01ng they

a

"he art of 1nqu1ry. By thls method of vary1ng oﬂe_,

-

. s1gn1f1cant component of the ‘course’. each semester, we hope to.

';jlsolate what 1s essent1al to effectlve presentatlon of the

rhetorlc._~”';
%

ﬁThe flrst grant W1ll support development of several demon—

. f‘)'.(_ &3 .

Professor Young nas recently rece1ved two grants from the

P ;..

.College of Lnglneerlng for ref1nements 1n the teachlng materlals.

LI
_ .

]

.,.

_stratlons of the n1ne ~cell dlscovery procedure.' As we noted ; T

'earller (p’

@“ R . T

'53) tne procedure needr,clarlflcatlon._ One way ) R

LEY

v i

o




st1mulate the student's perceptlon of problems. uOur hope 1s' “

"that . such data w111 allow us to offer the student more var1ed
f ’\ .

'opportun1t1es for 1nqu1ry wnlle retalnlng some control over

the klnds of problems ‘he chooses, we. seek a m1ddle way between:“

‘,' {///

'the lack of freedom 1n the f1rst cou

I

(cf . ;P- 51) and the

e gty s

extreme freedom of the most recent o e.

Some aspects of the pr03ect na:e already been made publlc.

"'Professor Young]presented a‘paper 'ntltled "Tagmemlc;Rhetorlc

' 1972' and a talk ("Improv1ng €

ano Communlc‘tlon ("Resea

u).'

of Metnod in Course Des1g

Comnltments nave already.been
41? .

_made for two more papers. CIt 1s our - 1ntentlon tha
".g’_ . ./‘,' EEH

”results of tnc pr03ect w1ll eventually appear | some form

r..-

As tne lellopraphy|1n APpendlx S 1nd1cates, the,rhetorlc has _;ﬁ;'ﬁgté

,}already stlmulated work by several students at the Unlverslty S thf:
'At_tne moment three graduate students 1n Engllsh-—two of whom

- »\'

3erwed as jucges in the prOJect—-are WOrklng on problems sug-: |

 gested by thls_study.!




teachers of teachers, appears to be more effective than
scholarly publication in bringing about the changes we hope |
for in the: discipline of rhetoric. " Developing means for doing
~this will be a major concern in.the future.’ S C
- 1 o A ' D o .« .
v | ;
\ ¥ ) ! ’ . ‘
, N
b Ch
S I
. . - 1 v : ;,; .
_ *& ¢ -
. A o
P , < {L’ ‘ \ -
- »
N . '
B ; Y
’ - ) \\
-
) ’ 3 \;\‘\
: B , W

ERIC - - . e s

N [ . - - N B R -
PR provind b e , : DL 4 f R



(o)
(823

References

3itzer, Lloyd r. and Zlack, IZdwin. The Progspect of Rhetoric:
Report o the National Developmental Project (Englewood
Cliffs, . J.: Prentice-Hall, 1671).

bruner, Jerome. After John Dewey, What? in On Knowing: Essaus
for tre Left Hand (New York: Atheneum, 1965).

Campbell, Oscar James. The Teaching of College Engliehn (New
York: D. Appleton-Century, 193y).

English, rdubert M. Linguistic Theory as an Aid to Invention,
College Composition and Communication, 15 (Oet., 1964),
136-140.

Fitts, Paul. Perceptuai-“otor Skill Learning, in A. W. Melton,
ed., Categories of Human Learning (New York: Academic
Press, 1964).

Keats, Jonn. Letter,elec. 21, 1817, in Maurice Buxton Forman,
ed., The Letters of John Keats (lLondon: Oxford Univ.
Press, 1947). :

Kitzhaber, Alvert. Themes, Tneories, and Therapy: The Teaching
of Writing in College (New York: McGraw-Hill, 1963).

Muller, Lerbert J. The Uses of £nglign (New York: liolt, Rinehart
and Winston, 1867),

Ocell, Camillius Lee. Jiscovery Procedures for Contemporary
Rhetoric: A Study of the Usefulness of the Tagmemic
Heurigtic Model in Teacning Composition, unpublished dis-
sertation, University of Michigan, Ann Arbor, 19870,

rarnes, Sidney J. Programming Creative Behavior. U. S. QOffice
of kducaticn, Title VII Project »c. 5-0716, National
Defense Zuucation Act of 1958, Grant No. 7-42-1630-213,
1966.

Pater, Walter. 5tyle, in Lionel Trilling, edl, Literary
Criticism (New York: Holt, Rinehart and Winston, 1970).



69

Pike, Kenneth. A LlngUlSth Contribution to the Teaching of:

Composition, College Composztzon and Communication, 15
(May, 196u4), 82-88.

a L Language: Where 801ence and Poetry Meet, C(ollege
English, 26 (Jan., 1965), 283 292. '

Richards, I. A. The Pnzlosophy of Rhetorie, (New York Oxford
Unlv Press, 1936; : : . ‘

Rugg, Harold Imagination (New York: "Harper and Row, 1963).

Young, Rlchard and Becker, Alton Toward a.Modern Theory of
Rhetoric: A Tagmemic Contribution, Barvard Educational
Revzew, 35 (Fall, 1965), 450-468. °

Young,’Rlchard Becker, Alton, and’ Plke, Kenneth Rheteric:
. Discovery and Change (New York Harcourt Brace, and -
. World, 1970). L &

1

H 1
7 o

Fad



) APFINDIX A

Course Description and Administration

Qo
ERIC



O

ERIC

Aruitoxt provided by Eic:

Richard ¥F. Young
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English 497: Course Description and
Adminis {ration

3

I, Course objectives

A,

General objectives:

1. (o increase your ability to inquire into
ill-defined problems; and

2. to communicate thc results to various
audiences, clearly and effectively.

Specific objectives:

1, to increase your awareness of problematic
situations arising out of yvour own experience;

2. to increasc vour ability to analyze and state
problematic situations and their relevant
unknowns;

3. to increase your ability to explore problematic
data efficiently ayd adequately;

4, to increase your ability to test hypotheses for
adequacy; and .

5. to increase your ab:ility to induce understanding
and acceptance by various audiences of the

problem, hypotheses and reasons for b=licving
them.

11. Means

A,

Texts: R,E. Young, A.,L. Becker, and K.,l.. Pike,
Rhetoric: Discovery and Change (New York: Harcourt,
Brace and World, 13970). Dittoed materials will be
Jistributed from time to time.




B.. Course work
. 1.. 'Course work will consist of readings, lectures,
' class dloCUSSlOﬂS, papers (9 ), brief oral pre-
. sentations and inde»endent work on 1nd}v1dual
‘projects. A detailed syllabus of the first
sectlon of the course is attached.

-2, In ‘addition to the coeurse work descrlbed above,
" . you will-be asked to keep a '"reading log," the

descrlptlon for which is-attached. f_ (“
III. Attendance ST , © "7‘ :& R o .
o A Attendance'is not obligatory in the sense that it

does not affect your grade. However, -the course
is planned so tlphtly that even a few absences
wcu]d create serlous problems

"B}'_You are responslble for all assigned work whether
- - “you have jattended class or not. If you are unable’
i to attend class, .please contact me ‘as soon as
iﬂposslble*~f '

z.ﬂcyhllf you have .a numbér of absences, you'will'be'asked '
SRR ;to drop the course., . -7 - . . ' '

"
[

Iv. Pagers and §peeches

A ALl papers are ‘to be typed on good quality typing
paper., Double space; type on one .side only, . number-
the pages, and clip them with a paper clip.’ In the
-upper rlght-hand‘corner of the. first page type your
name»'course, date, and the audience for whom it
"is written. Title all japers. Keep a carbon copy

'2,or photostat of all papers. Proofread all papers
- Y carefully, even:if someone else has done the typlng——z
-|espec1ally if someone elseghas done the typing.
‘Papers .will be returned tolyou as unacceptable if
these 1nstructlons are hot followed D b
- o - W C S .
LT B.- The speeches w1ll be short reports on varlous aspects,.
T of your work. Since they are short, precision, = .
.. -+ . : economy) and clarlty of - strUcture and explanatlon are
PRI essentlal P . ;

L '3 '-:f C.' Both.the-paﬁe}s,and‘speecnes'musttbe bresented'on_
o S _the .due-dates. Exceptions will be made only im -
. emergencies. o ' S gis g




V..

r. K :
. Basis for Grades

A.

The ba51s for grades on 1nd1v1dua1 papers and
Aspeeches is given with each assignment in the
syllabus. "Those which would receive below a "C"
will not -be .accepted; instead they will be marked
-”unsatlsfactory" and the a581gnment must be re-

' peated .

The basis for the course grade will be a total of
the 7rades on the papers . and speeches thus a
good grade for "the .cburse 1mp11§§ high quallty
“work throughout the semester.
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'Sept.”lO
Friday

Sept. 13

‘ Mohday’

,Sept.‘lS
Wednesday

sept. 17
Friday

Humanities 497
Richard Youhg

Upiversity of Michigan

Syllabus -- Fall Semester, 1971

Objective: kriowledge of 1) ‘course objeéctives, 2) means
of achieving them, and 3) administrative procedures.

Self-test: can you repeat the objectlves, means,- and

adminlstrative proccedures? _

Assignment for Monday, Sept. 13--Rhetoric, pp, 1-24.

Objective: " comprehension of history of rhetoric, the
modern situatjion, and the focus of this course. _ | ‘
Comprehens1on of the genes1s of inguiry and the relation

.0of inquiry to rhetoric.

Self-test: can you summarize the hlstory, modern situa-

~-tion, focus in course, .and relation of inguiry to rhetoric?

Ass1g_ment for Wednesday, Sept.- 15--Read the dittoed

'llterary work carefully enough to be911 working with’

1t in class w1thout further reference t9. 1t. o o .
» } . . ° 1

'Objective comprehension that problems normallytarise'

as one works with ambiguous jor highly complex data; - . |

- comprehension of' the variety, of such problems; compre-
herision of the need for control over the problem, how one
acqulreS“control and-the difficulties "in.dcing so.
Self-test: select a ,Short literary work or other complex',

—q—
. oxr ambrguous datum. ‘Can you list several fgatures of it

which 'seem- problemat1c°_ Select one.’ Can.you state it

- precisely enough so that when someone else paraphrases

it, you agree that he understands it?
Asslgnment. begin. work. on readlng log whlch is due
Friday, Sept. 24 . :

L]
't

'Ob]ectlve ' comprehens1on of nature of: and need -for

adequate exploration of problematlc data as’ pleparatlon
for formulating hypotheses.

Self-test: can you . paraphrase the exylanat:on of nature_

and need? Can you answer the following: . If- you. were
asked to explore a phys1cal object, what would you do in
order to generallze ‘intelligently about its structure and

- function?. What is the mental counterpart of thils act1v1ty°
-Assignment forAMonday, Sept. 20: Review Rhetoric, pp.
'10~24, for discussion in class. -

Assrgnment for Monday, Sept. 27, Paper I: You have been

“engaged .in isolating, stating and exploring a problem
- which has arisen .in your mind as you studied a literary ™

work. Out of thlS exploration should come one or more
| E

. . - . Lo N . Y



hypotheses, which, when tested, may provide "a solution

. "to the problem. On the basis of this work write an essay
which states and explains the problem, the solution, and -
the reasons for believing it. . Design  ,the essay for a

group of English teachers. If it is helpful, you might
imagine that the group is composed of all the English
-teachers you have studied‘with during your college career.

Sept. 20 Ob jective: comprehens10n of nature of and need for .
~Monday v011flcatlon. . -
‘ Self-test:' can you summarize the nature. of and need for

verificat ion? Can you answer. the following: Why isn 't
a statement of a generallzatlon sufficient reason for
bellev1ng it? Why aren t all generallzatlons equally

*valuable? °
. Assignment: continue work on. reading log, due Frrday,
Sept. 24. : ) -

B}
H

Sept. 22 *  Objective: comprehens1on of the ubiquity of problems and
Wednesday tEelr relatlon to Trhetoric; 1ncreased skill in stating
' them, . : TR
Self- test. can you isolate several problems at random
in your own experience and from your.readings and
. +cbservations? Can you state one of them so that when:

= lt’)
Ass1gnment for Frlday, Sept. a4- .readlng log due.
- Rhetoric, pp. 80-8Y and 109-117..

—

Sept. 24 - Objective: an open, flexible attitude toward problems
Friday . . and speculative activity; comprehension of the relation
: "of problems :to rhetoric. Y S B
Self-test: can you answgr the rollow1ng. What methods
does Bradbury récommend -for keeplng and feeding a muse?
What .role do problems play in our-lntellectual develop~
ment? what role-do problems play in the rhetorlcalr

pggcess? -
A rgnment for Monday, Sept 27: - Paper I due.

- _ - . &
—_ T . .
T { e - . Part 2
Sept. 27 va'eotiye., comprehen51on that experlences are. 1nterpre—
Monday tations of sense data, i.e., that an experience -is the

result of a transaction betweéen something "out there"
and one's Image (i.e., belief system).

Self-test: 'can you isolate and expla1n a personal ex-—
perience which illustrates the point ‘that we always add
something of ourselves to sense data?

. Assignment for Wednesday, Sept. 29: _ Rhetoric, 25 52
- Paper 2 due_Monday, Oct. 4 (see attached—lnstructlons)

-~

someone else paraphrases it, you agree that he understands-



Sept. Objective:’ same as above, anc cOmprchension Qf'the
Wednesdé/‘ ‘nature of perceptual focus, the meaning of Maxims 1 and
/b, and the significance of the above for co gnlcatlon.
Seif-test: can you analyze in terms of th eas pre-
. sented in pp. 25-52 a disagreemeht you had W1th someone
over a particular’ ‘dvent?
Assignment for ‘Friday, Oct. 1l:- formulate as prec1sely
as possible at least two problems that have ‘arisen in
your mind from the work for the last two meetlngs.
Read dittoed "Problems and Inquiries." )

_ e
Oct. 1 Objective: 1increased clarity of comprehenslon of the
Friday ideas presented in the  two previous meetings.

Self-test: can you now answer the questions you’ raised?
Assignment for Monday, Oct. 4: Rhetoric, pp. 53-68.
Paper 2 will be due. : c '

3

Oct.: 4 Ob-jective: comprehensxon of Maxim 3; ability to apply

Monday Maxim 3 ir the analysis of discourse. '

: "~ . Self-test: can you state the contrastive features, range

. of varilation-and typical distributions of the Indian

] g invitation to a feast discussed by E. Plke, Rhetoric,
‘pp. .64-66? - . : ' .

Assignmént for Wednesday, Oct..6: - formulate as pre=-

_ . cisely as possible at least.two problems that havearisen

{ " in your mind during the work for the last meeting. Paper

5 3 dge Monday, Oct ll“ (see” attached 1nstruct10ns)

S

Oct., 6 Objective: 1ncreased clarity of comprehens10n of Maxlm 3;
- Wednesday 1increased ability to apply it. -
- ' Self-=test: can you now answer the problems that you
- raised 1in connection with Maxim: 3 and its applicatign?
* - - Assignment for Friday, Oct. 8: “continue work on. Paper 3.
: (Three members of.the class will be asked to glvesbrlef

» demonstratléns of the use of Max1m 3 1n dlscourse analysis:)__

\‘

"Oct. 8 - Objectivé: -1ncreased ablllty to apply Maxlm 3 ln'qhe~ .
Friday analysis of dlscourse. . 8

- Self-test:- can you suggest approprlate addlthDS ‘to the.
anaIyses presented in class'> , -
Assignment for Monday, Oct. 1l: Rhetorié, pgh'ZlfSO. o E

~Paper 3 will be due. . _ Ve

= 2s
P

Partﬁ&

Oct. 11 ~ Objective: - Comprehens1on of the d1st1nct1ve features of.
-Monday the process of inquiry.

- Self-test: can you find an 1nstance of .the process 1n'
<« _your own exper1ence° . ! ‘
fAssrgnment for Wednesday, Oct. 13: Rhetorlc,,_ o

+. 83710
As_ a means of clarifying the concept "problematlc situation,"

' follow the instructions 1h Exercise 2, p. 100. Paper 4
due MOnday, Oct. 18 (see attached 1nstructlons)




P 2 N .
Oct., 13 dbjectﬁvo: comprehension of fhe'origin, nature and
_ Wednesday structure of problems. Comprehension of the d1ff1cu1t1es
S . in stating them, Ability to. state simple problems.
' ' Self-test:- can you isolate and state the, problematlc
v o ‘situation and unknown implicit in Leopold s "Thinking
' ‘Like a- Mountain" (Rhetoric, pp. 109-111)7?
Assignment for Friday, Oct. 15: be prepared to dellver
a brief, well-structured, well- rehearsed, carefully tlmedjwwwfﬁ
= speech (max, time 3 minutes) which presents one problem: *
arising from the readings.assigned for Paper 4.
, " Audience: other members of the-class. . Also, bring to-
- CL class for discussion any questions you have about
. Chapters 4 and 5. (
. . i 1 st
Oct. 15 ° Objective: 1ncreased clarity of coﬁprehension of concepts
Friday discussed in Rhetoric, Chaps. 4 -and 5; ‘increased .ability

“to state problems ar1s1ng from your .own experience,
Self-test: can you revise the statement of the problem’
,presented in your speech to make it more adequate?
Ass1gnment for Monday, Oct. 18 Rhetoric, pp. 119-136.
Paper 4 will be due. . :

2

Oct. 18 ' Obj ectlve. ‘comprehension of the nature and value of

Monday heuristic procedures. R

' - Self-<test: suppose you lost your watch in a f1eld
What wouId be an inefficient way-of going .about flndlng
it? Can you devise a heuristic procedure .for increasing
the efficiency’ and effectrveness of the search?
Assignment for Wednesday: pp. 137-53 in Rhetoric as a’
means of . further clarlfylng the concept ot "perspectlves."

®
: Oct. 20 Objective: 1ncreased comprehenslon ‘of nature and value ’ (
.- . Wednesday of heuristic procedures; comprehension of nature of o
_ R the. tagmemlc exploratory procedure. ) .

- Self-test: Can you: eXplaln what is gained from using

‘ the tagmemic procedure in exploratlon° Can you explain

.. how the 9-cell chart is derived from the Maxims?- -
"'Ass1gnment for. Frlday - read1ng logs will be due. .

N Prepare Exercise 2, p. 137, in Rhetoric; use yourfap
rhetoric text as the "handy object" called férin the"
assignment,'. I w1ll ‘ask each of.you to .use the cHart

to explore the book brlefly., Do. not write the exerc1se~"
out uhless. you>want me to. comment at greatek length T
on your work than I can durlng the class perlod

Oct. 22 Ob3j ectlve.l,lncreased comprehens1on of the nature of
Fridc, the tagmemic eXproratory procedure, ability to use 1t
g in explorlng vs1mpre and famlllar object. o
Self-test: ' .can yoi. do Exerc1se 6, -153,. in Rhetor1c°‘
Assignment for Monday: * work :on. Paper 5 wh1ch w1ll beifg
due Wednesday, October 270 ‘ & . .
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Monday
oct. 27 f'
Wednesday-.
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Friday
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Nov. 1. -
Monday

Nov. 3

Wednesday

NOV. '5" ; .

_-1n class :;: 5

-

Objective: increased comprehension of the nature of
the tagmemic gxploratory procedure; increased ability
to use it in exploring complex data. I
Self-test:' can ‘you add to ‘the information generated
in class in response to the varlous questlons posed by
the chart? :
As51gnment for Wednesday commit the chart (Rhetoric,
p. 127) to memory,«contlnue the exploration begun in
class Monday so ‘that you can make sev:eral responses to
each of the questlons 1n the chart.

. Ot . ]
Ob ectlve.;zsame as. above o - .
Se%f—test‘ " same as above, - ' o
Assignment for Frlday., Paper 5 will be due. Bring to
‘the meetlng in.my office at least two problems you have
in the use of the: exploratory procedure; these should
be prec1sely formulated and wrltten outs :

T

Ob%ectlve.i,same as above ' ' -
Selr-test can.you answer all of the problems you and
otEers raise,.in. the class meeting?

Assignment fof’Monday. .Rhetoric, Chap. 7; pp/ 155-168
Tﬁp to Exercise 3) Be prepared to do Exercise 1 and 2

3

’Objectlvec’ compréhensibn of the need for verificatibn

of hypotheses, cOmprehen81Qn of the kinds of tests used

. in verlfylng a hypothes1s S - , -
'Self=test:- can you find in-‘ycur own experience a :
hypothesis- whlch ¥ou gliscovered but which proved to be
de%\xtlve when, tested? Can-you summarize the tests
‘discussed in-Chapter 7.-of Rhetoric?

Assignment for Wednesday:. be prepared to do Exerc1ses
1 and 2 (Rhetoric, pp. 163-168) in class; do not write
these out unless you want 1nd1v1dual comments from_me
on your th1nk1ng o s

Objective: ability to use ycur knowledge of problems
ZChapter 5, Rhetoric) and hypotheses (Chapter 7,.Rhetoric)
to analyze tEe passages 1n Exerc1ses 1 'and 2 (Rhetorlcl
pp. 163-168).

Self-test: if your analyses d1d not correspond to those
presented. in class,. can you correct or.'defend them? - I
AssAgnment for Friday: be prepared to do Exercise 3 :
(Rhetorie ~p. 168). in class; 4o not: write it out unless
yod/want<1nd1v1dual comments*from me on your th1nk1ng.

Objectlve° ablllty to test hypotheses whlch of fer

. Friday. ' * exp anatlons of "human behavior.

1 Self- test‘- if° your analysis -and tests of the news report
in Exercise 3. do not corréspond to those” presented 1n
‘class,. can you correct or defend them? :
Ass_gnment for Monday.~ Paper 6 will be due, “the assignment
for which. .is attached ‘Note that, Exercise 4. (Rhetorlc,

PP. 168 69) offers an 1ntroductlon to Paper 6.

A3
i

:~q



Nov.

8 ©+ Objective: ability to testihyPotheses about literary

Monday - - Works.

Nov.

"Self-test: Can you develop a predistion on the baSis of:
the EypotheSis discussed in class? Can you find experi-
ences in your Image consistent with it? :
Assignment for Wednesday: Paper 6 will be due. Read
over the assignments for Papers 7 and 8 and be prepared
to ask quéstions about anything which is unclear. -

10 + Objective: increased comprehension of and skill in using

Wednesday ‘the heurwstic. procedure summarized on p. 127. (We're

 Nov.

backtracking hereg a bit because some-of‘you have produced
first-rate examples of the use of the procedure and we.
can learn more avout the procedure from studying them. )
Self+test: Can you make corrections, modifications,
additions to your own protocol as a result of studying
‘the, protocols in class?
Assignment for Friday- Bring to class (in my office) a.
- written statement of one or more problems ycu are haVing
' with procedures for testing hypotheses.'

- -

12 Objective: clarification of procedures-for testing -

Friday ypotheses. . ‘ .o N

. Self-test: can you answer the guestions posed during
the meeting? ° . :
A551gnment for Monday, Nov. 15: Messrs. Younger, Wall
and Stuck will be responsib}e for class discuss10n (see
aSSignment for Paper 7). .

- : LS

Part'4 B : I

Like the preceding three parts of the course, Part 4 cycles
“you throuqh the entire process of inquiry. All ‘of the class
meetings in Part 4 have the same objectives: ‘increased compre-
hension of the process of inqu1ry, increased. comprehension oﬁn
heuristic procedures for increasing your control over _the '
various. stages of the process, increased skill in using ‘these
procedures, and increased skill in presenting to. others what
you have learned from your lanlry :

o8 R

s

Throughout Part 4 you will be asked to -take respon51b111ty
for the content and conduct of the class meetiﬁgs. Turning the -
classes over to you is one way of emphasizing the . p01nt that I
have taught well and you have learned well only if, by the end
of the’course, you are able to engage in inquiry effectively
and communicate the results_effectively indegendent of gx help.




G

'See the dittoed "Assignments for Papers 7 and 8" ifor details
" on each of the class meetings for Part 4. I will select a
moderator to keep track of the time for cach speaker and to
keep the discussions -focussed. Those who are not speaking on a .
partlcular day should provide the speakers with feedback on
their statements. - ot

Ass1gnment for Mondag, November 29 L,

“ ' After thlnklng back over your work in this course, isolate
the most s1gn1f1cant problem you still have with the course
material. Then state the problem,clearly and precisely. . Try
to limit your statement to arcund four sentences; since you
will be writing for me and other members of the class, you can
assume that'we have substantial knowledge'of your subject.

Check~your statement for the characteristics of adequately

. ‘stated problems. (See the statements numbered 1 and 2 in
- "Assignment for Paper 4" for a summary of these characteristics.)
ﬁ . . ) A S l . . N s
Part 5>
Dec.'6 < 0b7 ect:ve. 1ncreased awareness of problematic S1tuat10ns,/
-Monday ~ Increased skill n stating. problehatic situations and -
’ Lo unknowns, increased skill in adapting problem statements -
N . to particular audiences ’ - ‘

.« Assignment for Friday, Dec.ﬂlo Readlng logs w1ll be due.,

7
I

Dec. & Ob]eéllve- 1ncreased comprehens1on that in any given set. .1
Wednesday ‘of problems 'in a person's mind some will be. regarded as
’ " more significant than others; increased skill in exploring
~  problematic data as preparation for formilating hypotheses.
‘Ass1gnment for Frlday, Dec. 10: Readlng logs will be due.

Dec. 10 Objective:’ 1ncreased skill in explorlng problematic - LY
Friday data as preparation for formulating thotheses. :

: Assignment for Tuesday, Dec. 21, 1:30-3:30 pm: Start
- work now on Pdper 9. : ) B .
' Ass1gnment for Monday, Dec. 13: Read Pemberton's
Semantics. and Communication." ) :

L . . &
Dec. 13 Objective: 1ncreased comprehension df thé nature of ex-
Morniday EETTEEEEE;-that they are the result of, transactions between

! something "out there" and what one br1ngs to'it, that one

always adds Somethlng of himself to the data; increased
comprehension:; of the 1mpl1catlons of thlS theory for

~ rhetoric.
' Assignment for Tuesday,- Det. 2l, 1:30-3:30 pm (final
examlnation period). Paper 9 will be due as well your

theme file, contalnlng Papers: l 8.

g

- a
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Assignment for Monday, September 25, Paper I. -You have been
engaged 1n isolating, stating and éxploring a problem which has -
arisen in your mind as you studied a literary work. Out of this
. exploration should come one or nore hypotheses, which; when
tested, may prov1de a solution to tke problem. O©On the basis of
this work write an essay which states and explains the problem, _
the solution, and the reasons for bellev1ng it. Design the essay
for a group of English teachers. If it is helpful, you might
imagine that the group is composed of all the English teachers .
© you have studied with during your college career.

¢

" : . . N
/ - Assignment for Paper 1 - - | o s

" Assignment forfPaper Z

Chapter 2 of Rhetoric (pp. 25- 52) prov1des an explanatlgn

of how different people perceive the Ysame thing" -differently.
In the story by William Carlos Williams, four people participate
in a series of events, "a medical examination of a young girl
suspected of having dlphtherla. Their statements anq -actions
indicate, however, that they 1nterpret the ‘events quite dif-’

.. ferently. Using the explanation in Chapter ‘2 as a guide, try.

. to account for the behavior: of two. or ‘more of the people.

. :‘ In respondlng to your papers I w1ll be looklng for the.
' : follow1ng. s

©

. - .1. Your command of thé ideas in Chapter 2.
) ' 4 2.-Your ablllty’to use them as a gulde in’ speculatlng
about complex human behavior. - , o ' -

3.. Your ability to state your- concluslons clearl) and

J
precisely.

4. The adeqguacy of the ev1dence you offer in support of -
your concluS1ons. ;
The conventions of good prose (e.g., accurate spellihg and
punctuation; clarity of organization; and economy, clarity
and appropriateness of style) are expected These come from
rewrltlng and’ careful editing. '

Wt ' E Assume that I am the audience.




»

7

v‘the déctor, the mothler) and state its contrastive features,

“ Assignment for Paper 3 .

’

. Chapter 3 of Rhetorlc presents and’ dlscusses the

assumptlon that adequate understanding of a unit of experience
involves knowing the significant. ways in which it differs from
other units, its variant forms, and its place in time seguences,
.space, and classification. systems. Or stated as Maxim 3: a-
‘unit at .any level of focus, can be.adequately understood only

if three aspects of the unit are known: 1) its contrdstive
features, 2) its range of variation, and 3) its distribution

in larger contéxts. : C

-

=i Paper_3 has. two parts: L.
e : .
Flrst,-lsolate a unit of experlence in The Use of Force ~

kc g.,-a medical examination for diphtheria, the young girl, -

-.range of vdriation and distributions. The result should be
,comparable 'to the data.on the "American Redstart,' pp. 60-61 °
1n Rhetorlc.. ' u e o

) Secona,-use the inhformation gathered from the above Ce o
exercise as the basis for a short essay describing and
generalizing abaut the unit. Agee S essay on pp. 66-68 in
Rhetorlc suggests how such data cam. bq_transformed lnto an
essay . -

In reSpondlng to your work I w1ll be looklng for the_ . _i'

follow1ng. 3 _ . _ DN !
‘I. ‘Your comprehension'of the. idéas ih;Chéﬁtér'3
2. Your ability to use them as a gquide 1n explorlng
: a- complex unit of - -experience. 3
3., Your ability to lUse the information resultlng : -

from this exploration as the basis for an essay
- " which describes and generallzes about the. unit.

-

The conventlons of geood prose (e. g., accurate spelllng and - ,
punctuatlon, clarity of organization; and economy, clarity, .. =~ -
and appropriateness of style) are expected These come from,K
rewrltlng and careful editing. ' : . :

Assume that I am the ‘audience. Your goal is. to enable' ’

me to understand what you have learned
. ) v o

S - . . . ’ - °



Assignment for Paper 4
g 13

Chapter 5 of Rhetoric discusses the nature o7 problems
and prozedures which aid in stating them well. " A problem is an
interpretation; %t is a creation in someone's mind, growing out
of an awareness of an inconsistency between an experience and a
prior bel:ef or between two beliefs in someone's image.

Attached are three literary wcrks which are sufficiently
complex to create problems of variaqus sorts for the perceptive
reader, sensitive to his own reacticns.. Working with one, “wo
or all three of the works, state and explain threc problems
which arose in your mind which you regard as 51gn1f1cant and
1ntorest1ng.

A\ ]

In responding to your work I will be 1lroking for the

following: , , ‘ £
1. Your ability to use the iceas in Chapter 5 as a guide
. in stating problems. This ability will be manifested
in .

2. the form and content of the problem statement. An
adequately stated problem has the following charadctey-
istics: (1) an explicit statement of the problematic
situation, in which (2) the inconsistent elements are
stated as incompatibles (e.g., X but Y¥Y; X, however, Y:
or X conflicts with Y); (Z) an explicit statement qf
the unknown as a question, (4) the answer to which, if
believed or acted upon, will eliminate or at least

mitigate the problematic situation. N

3. the success with which you adapt your statement to the
audience, in this case the group of English teachers
~ who formed the audience for Pager I. /

The convehtions of good prose (e.g., accurate spelling and
runctuation; clarity of organization; and economy, clarity and
apprqpriateness of style) are expected. These come from rewriting
and careful editing. . .

Note that the passage by Karl von Frisch (Rhetoric, p. 91)
can servé as a model for your statements, particularly if the last

sentence of the passage is restated as a question.

Note also that CVD analysis (Chap. 3 in Rhetoric) can be of
some help in both the discovery and formulation of problems.
Since it provides a procedure for systematic exploration of a
unit, it can be used to explore the literary works amd such
exploration often turns up unexpected problems. It can also be
used to clarify the problem orce you become aware of it, for a
problem is itself a unit of experience.
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Assignment for Paper 5

hhcto}ic (pp.

”ll9'i53)'provides a'systématfc

SAerohss
_procedure fors exPlorlnq complex problematic data in search of a

hypotheSJS.

" discussed in Paper 4;

of. Rhetoric.

then MWrite a

Select themost 1ntorest1ng of the problems you -
"protocol" of your exploration
of the problematlc data gulded by thke nine-cell chart on p. ‘

127

The alttoed student work entitled. "Why I Became-an Introvert"

‘can be taken as a model, with these two exceptions:

(1)

your

protocol is to iaclude. responses to the -questions in all-nine"

cells,jand {2) you need not test your hypotheses.
protocol with the statement of the problem,
or unlts on whlch you focus your attention durlng the exploration. , -

Begin .the-
followed by the unit’

In respondlng to your protocols I will be looklng for the

fOQIOW1ng-' .

S ) ‘ : <o

/ l.-gYour command of the.ideas in Chapter 6. ..~ - .
. 2. Your ability to use: them as a guide in explorlng

» complex ploblematlc data. .
3. 'Your.ability to state the resilts of each phase of
the exploration precisely. . ' '

'o

Conclude w1th a statement of one or more hypotheses{,

N . 4. Your ability to formulate hypotheses® which answer
B the questlon posed in the 1n1L1al prob@ems
’ ’ »
The conventlons of good prose (e.g., accurate spelling - °
. and. punctuatlon “elarity of \organization; and économy, . clarity
- ~and’ approprlateness of . style ane expected. . o
.Audlence1 the group of Engllsh teachers. S T
o ’ n ~ d
] '.\ -~ - ’ - .

o fow

v —1



Assignment rfror.Papcr 6

' Chapter ¥ of.kPhetoric (pp. 155-169) provides a set of
gencral tests for :determining the adequacy of hypotheses.
Select the most promising hypothesis developed in the preceding
paper (i.e., Paper %) and test 1t fcr adequacy. Notice that
the hypothesis may pass all the tests, only some of the tests,

- or none ot the tests. Although one would like the hypothesis to
- pass them all, and hence solve the problem, it is not at all
uncommon for hypotheses to fail some tests or to fail them all.
No matter what the-results of testir.g, however, theyv,are always
useful, for they either verify the hLypothesis or send us back,
a bit more knowledgcable, for additional inquiry. 1If .the
hypothesis you have formulated does not pass the tests, you are
not reguired by this a591gnmenf to cdevelop another hypothesis,
although you may if you det a good idea for cne..
. a ,

Organize. your paper in the following way: begin-with
statement of the problem to be sclved (see Papers 4 and 5),
state the hypothesis, and then state the reasons for believing
it (or accepting it tentatively, or rejecting it). Your audfence
¥s, again, the hypothetical group of English teachers; hence
include any explanation necessary to clarify your statements for
this audience. Note that the tests provide not only reasons for
your believing (or questioning or not bellev1ng) the hypothesis
but reasoﬂs for their beilev1ng it as well.

-,

?

. In responding to your paper I will be looklng for the
following:
1. :Your comprehension of the ideas. in Chapter 7; this
will be manifested in your ability to apply the tests
discussed there to the hypothesis you have develowved.

2. The skill with’ whlcn you use the tests as guides in
evaluation.

3. - The reasonableness of your evaluation (i.e., whether
your conclusions about the hypothesis follows from
the results-9of the tests).

4. Your ability to use the results of the tests as
evidence tp support generalizations in your paper.

5. Your ability to use the tests to select the best
hypotresis and argue for it, should you have discovered
more than one or should the audience hold one different
from yours. ,

6. Your ability to isolate data not explained by your
hypothesis and to ueal with it rationally’ and
persuasively.




Assianments for Paper 7 and Paper 8

.

" Chapters 1 throuqh 7 ot Rhetoric discuss-® (1) the nature of

rhetoric as the theory and art of inducing changes 1n minds (your

own and those of others) by verbal means; (2) the nature of ex-
perience and learning, (3) the process of inquiry, and (4) heuristic
procedurnq for gaining qreater contro. over key stages of this
process . ' - ’

Papers 7 and 8 aye designed to give you (1} additional compre-
hension of and skili in the conduct of inquiry and (2) ,additional
comprchension of prohlcms of presénting what you have learned to
others and skill in solving these problems. One or more of the
attached poems are t¢ serve as the objects of inquiry.

Paper 7 may be thouuht of as a progress report to the other
"members of the class. It 1s to be written out on ditto masters
(which I will supplyj, copies of which will be distributed to the
class on the day you are ass’gned to lead the class .discussion.

On the day you are assigned to lead the discussion you should come
to class-with Y1) the dittoed copies of your report and {2) a brief
(max. 5 minutes), precise, carefully -rehearsed summary statement

of .where you are in your inquiry, what 'ycu have learned, any diffi-
culties you have encountered, etc. The class will provide you

with feedback.

what follows is a list of class nembers, the class periods
you are responsible for conducting, ard sbout how far aiong you

should be in your inquiry. R
Mor. Nov. 15 *Younger, %wall 5tuck 5tatemoent’ of problem
Wed. Nov. 17 Strabk, Stang, - Etatement of problem &
. St. John ' cxploration of problematic data
Fri. Nov. 19 Quell, Martindz - , Statement of problem, explora- .
‘ tion of problematic data &
hypothesis -
Mon. Nowv, 22 Leslie, Xcvacs® ttatement of problem, explora-

tion ot problematic data,

hypothesis & tests
-

Wed. Nov. 24 Craessle, Clough Same* as“above



As you can see .from the calendar for the remainder of the
semester, 1t is imperative that you speak and submlt your progress .«
reports on the asalgned dates.

The cther momberq of the class in responding to your report
will be locking for the *same features I have looked for in previous
assignments (for these features see assxgnments for Papcrs‘4, 5,
and 6). ,

Paper 8 is tb be an essay which communicates the results of
the completed 1nqu1ry to that by—now—fanlllar audierice of anllqh
teachers. n responding’ to your e¥say I will be looking for

a) the adequacy of your problem statement and explanation,
b) the adequacy of the statement of hypothesis, ‘
c) thesamount of support provided for the hypothesis,

-

d) -the ability of the hypothesis to account for all the
significant data. .

e) cleax and persuasive explanatxons of why any alternative
hypotheses are less acequate,

‘f) identification of data not explained by the hypothesis,
" §) organizational and stylistic adequacy,

. h) the persuasiveness and clarity of your argument.

Due Wednesday, December 1.
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APPENDIX D

Test Passages:

"Subpoena," from The New Yorker
(May 29, 1971), p. 33.

"A Film," from The New Yorker
(September 26, 1970), p. 31.
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Instructions

Problems grow out of situations that puzzle, disturb or
upset people. The existence of a proplem implies that there
is something about the world thdt is strange .or inexplicable,
Jr that cannot be coped with on the basis of available knowledge
and resources. Problems often lead tc avoidance reactions--'
unwillingness to confront the problematic data, di'stortion of
the data so that it is no’ longer.puzzling or disturbing,
alcoholism, drug abuse, a constant search for variety and
diversion, etc. . :

Everyone has problems: individuals, small groups, nations,
mankind. I find that, as chairman of the Department of
Humanities, I must provide enpugh sections of courses for all
Engineering students who wish to enroll in them or are required
to enroll in. them, yet I have too few teachers to man the
_required numbey of secticns and no money to hire nore. « How
I can meet student demands with a severely limited budget is
a question I face daily. A small group of cancer researchers
are wrestling .with the strange fact that some cases of leukemia.
respond to drug treatment but other similzr cases do not,

‘ Large numbers of uero engineers have lost their jobs and cannot
find appropriate substitutes. , The poor in this ccuntry need
but do not receive adequate medical care. All men are
adversely affected by environmental pollution. nd so on.

" For the next 15 minutes do the following: ' ,
(1) list all the problems you can think of and

(2) state whose problem it is

4

v

What is the problem? T Whose proklem is it?

4 Y ‘

4'/‘
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.Scoring-Instructions for Tests'1l and 2 : E o
., L . . ) . AR o
< Scorlng dlrectlons for expressed "immediacy of ‘the problem for
the writer." - o : L e : : '
- 7 . - S .
Problemﬂ can ‘be found everywhere in the worid, if one is -
~ alert to them.- Some of these probBlems we. perceive as directly
* < 1involving us RS 1nd1v1duals, others are seen as "belonging" to N
-someone else--"that's his problem”--meanlng that the speaken/ ,
Writer does not accept 1t as- hlS own. It is possible, then, to
i conceptuallze a dimension of ."i ediacy" with regard-to the per-
. ception and identification of thlng° or events.or people in the
.world that give rlse to lack of understandlng, or puzzlement O
 bewilderment. . . e SR \j
I J RN . . /.:.;x . . .
This d1mens1on of 1mmed1acy has. tiwo, components the psycho-'\
e loglcal distance between_ the speaker/wrlter and the person who 3
Thas™ the problem,_and the tempog&i distance’ hetween the ‘speaker/
wrlter and the sense of pquIement or lack of understanding. = By \

combining these two conponents, we can arrive at "levels of im- R

-
o I

‘mediacy." Level 1-would consist of -those felt dlfflcultles,_ *
problematic situations or unknowns- which are expressed in ‘the |
. f1rst person, and in the present tense _ / P ‘_. 1

. /
.'; I am confused by the story (f1rst person/)present tense felt

) difficulty) . - . .|

. We .are staunch Wallace supporter s " but we live in a racially - |
' integrated neighbariood (f1rst person ‘present tense, - - } :
problematlc situation) - BT

We ‘can't understand the reasons for hlS actLon (firgt persor, -
present: tense, _unknown) -g R .-.f' C '

1tuatlons,-‘

ast or

. Level 2 con51sts of. those felt. d1ff1cult1es, problematlc
‘or unknowns expressed in the first person, but in e1ther
future tense, or 1ndeterm1nate _time® '*V
I was bewildered by the "explanatfon .'(first<person, past
. tense, felt difficulty) '
We'will vote for Wallace,. but we disagree with muich. of what
yhe stands for : (first. person, future tense,,'roblematlc

2: situation) . - . /o 2
I didn't understand why -he - oane el early (flrst'person,,past's
tense, unknown). / ) N
% I sometimes wonder about his intentions. (f;rst perSon,

1ndeterm1nate time, felt d1ff1cu1ty)
X y _ '

Level 3 1mmed1acy is’ s1gnalled ‘in terms of "SQmeone else-now"‘
‘That is, the dlfflculty, problematlc 51tuat1 h or unknown 1s v,

/’/
7 '\




o B
. : : , (
attrlhuted to some other'sEec1f1ed 1nd1V1dual~or relatlvely small .,

group, in the ‘present tense..

>

i : ) : e

f"He 15 clearly dumbfounded by thq turn of events. (third

person, present tense, felt difficulty)— o T

Charles 'is continujng his m1ss1on, although ‘-he is beginning
to -have second thoughts ‘about its wisdom (another -
pérson, present tense, problematic situation) -

The’ pr resident deesn't know what the Russians ulll do (another

 person; present tense, unkpown)

present tense, felt d fflculty3

Level 4 1mmed1acy is expressed 1n terms of someone-else--some

other (or 1ndeterm;nate) time.

T

) The reader couldn t tell what was g01ng on (thlrd person,
past tense, felt difficulty)

o The team always plays well, despite the fact that né clear

leader has emerged (a group,. 1ndeterm1nate tlmeu prob-
: lematic situation) . _
"The defense,will continue to flounder untll the ystery :

~ witnési" shows up (a. _group,, future ten e, 7§mown)l, |

The singer and his accompanist flnally aryive; They were
as confused as everybody else.(d groy +.in this case, -
a pair--past tense, felt: dlfflculty) R :

. « v l
Level § 1mmed1acy involves a more 1mpersonal referentd-llke a -
-large group such as a nation, an army, or generic terms like
"voters" or "hippies" or "musicians", or a fictional character:
lfke Orestes or Zeus, or the impersonal "one". At this level
time is.no longer con51dered a, 51gn1f1cant factor.

°

* The regiment was “thrown 1nto a state of confusion by the
contradictory orders {(large group, felt difficulty)
Footpall fans root for the underdog, but bet on the favorlte

(generic group, problematic situatiocn) -
“One soon begins' to wonder whate the truth ‘of . the matter is
(unspec1f1ed other, unknown) -

~
L -

‘Levyel] 6 1mmed1acy 1nvolves a constructlon in" whldh*fﬁl 1og1cal

subjec ys inanimate ‘or abstract Agaln tlme is not cons1dered
The -story is confus1n? (abStract felt dlfflculty--by the
speaker/writer) -
* 8lavery was an 1nhuman 1nst1tutlon but-it must,be admltted
that it made great contrlbutlons to the” development of
* .this nation (abstract, problematlc situation)
" Why. should it be necessary. for an article to be so incom-

prenenslble° (abstract, unknown) - .

\. . . _ : v : -

.. Despite the lecture,.the class is"still: flounderlng (a group,A

7
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The Reading Log:

Explanation and Sample Iylpstratiohs of Entries
. * .o ‘, . ‘

, The reading log should contain your personal reactions to
the readings assigned in this course. 1In’ addltlon you are
encouraged to include yéur reactions™to optional readings done

for this coursgé and to readings dane for other courses and on
your own. '~ T :

1]
The log-shduld serve.as a record’ of your various reactlons,~
it should also serve as a means for encouraging such reactions
and for increasing your oena1t1v1ty to them and to the texts

. which elicit them. Summaries and paraphrases of .the readings

should not be included unless they- are necessary .for clagifying
more unlque reactlone.,! s :

Attachea aﬁe some 1llustratlons of pers Pal reactions to

-readlﬁgs T dld\as a graduate student. They are intended /to .

clarlfy further what is meant by "personal reaction."

«
-

Your entrles‘on the works need not be formal essays; kut

- they should be clearly organized and explained and .carefully

proofread. The length will'vary‘depending on. your reaction
and how much explanatlon is necessary to be clear.. Write or
type on separate|sheets and bind them securely in a plastic or
manila fol#er. Do not use a splral notebook. The log will be
called for three times-during the course of the .semester.

Hehce it is important to keep it up to date by recordlng youx
reactions when you do the reading.

E!
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.The Wooing of Etain, in Ancicent Irish Tales, T.P, Cross and
; C. H. Slover irans: (New Yocrk, 1936), 82492, =

o _ . S R

We always fecel at sea when meetlng for the first

o . time literaturc from an alien culture.- Aand to under-

! stand it better, to establish our 1nte11ectua1 bear-
a ings, we compare the new with the old any ‘familiar.

¢ It's curious. in reading '"The Wooing of Efain“-fand most
of the "other tales in this book--the number 'of vaguely
[ © familiar characters and situations we meet. For jin-

.stance the easy intercourse between- the supernatural
‘world and the natural world recalle to our minds the
"humanlzed” dietie$ of The Illad The Odyssey and

- Ovid's Metamorphoses, / Even EOChald S recovery of Etain .

from fairy world has/something of Orpheus' recovery of
. Eurydice in -it. The fact that the two storlesﬁcould
be effectively blended in the 14th ntury’ Engllsh
poem "Sir Orpheo'" indicates the 1nhE§enf Ssimilarity.
. And thé metamorphosis of Etain and .Mide into swans
i recalls a host of -.classical shape changers
' The similarities between this new: literature and
" familiar classical tales make the reader's response
richer, even if he knows little of Irish culture.. To
a great extent beauty is in the eye of the beholder.
-The richer his own mlnd the .more satlafylng these new
.tales will be. L
g g i Usually" storles full of fairy kings. and "llttle e
' people" have very little appeéﬁ for 'me. But it is
N S ‘"different with these St0r1€S or the world of these
Lo ' tales is the world of en‘and men, not of bloodless
T L princesses, desireless Princes and completely evil
.witches, Even.though the '"little people' miéve freely
e : <, through these tales, they move in the real world and
- . enter into the conflldts of real men and women. Un-
Tike the over-simple fairyworld of Disney, filled
with emasculated dwarfs, envious witches and fairey ”
queens cl%thed in minted gold, and where 'the good ,
. lovers, who never really impress us by their goddness;
opplse w1tches - whose_ evil never impresses us either
because it never has any permanent effect on’ anyone,
wnlike all this the fairies of the Irish tales appear
. . in a 'harsh world where happlness and peace are at best'
v , " things of brief duratlon. :
. . b ".4"
%At leaSt a tale similar to "The W001ng of Etaln" -t

s
~

Qo . . . . e
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This 1s not a child's tale--the atmosphere is charged
with ‘passion; with desire and fear, love and hate.
Whatever the ''unreal' elements are and for whatever
reason they-are there, we can still respond to the
basic conflicts because we find them in oOursclves.

A

Oisia in the Land of Youth, in Ancient Jrish Tales, op. cit.,

439-456. .

Perhaps the recason I was fess impressed with this |
story thaa with thc others 1s that here we are more
‘concerned with the Land of Youth than we are Wwith the °
land of men and women. A land where

No pleasure e'er that entered mind
But here thou'lt find without allay. .

*is /tno far from our own world to interest us much.  If
this perfect world had been a mystic's attem to ex
press a visionary experience, as in "The Bei%%?q\¥2
could have found' it 1ntenesting. Or if it had al
gorical implications as in The Bower of Bliss, if
Oisin's wife had becn la belle dame sans merci, it
could have been even 'more so, Literature must «<deal
intimately with significant human c¢xperlences. Other-
wise why make it the object of serious study? Oilly
once can we rcally respond to the story, and that'is
when, at the end, we sce an old man, Tithonus-like,
yearning for youth, for-a wife and children who are
forever dead to him. -~ C g

«t «

e Exile vi the Jons*of Usnach, in Ancient I”l%h Tales,

op. cit., 239-247. - .

\

.
.

The editor calls Deirdre an lrish Helen, and in
many respects the comparison is sound. Yet the tale
is, in two rather striking ways, more like an Qld
Testament story than The Iliad. In the first place,
the/ tale lacks the scope of The 'liad; we are not
cogcerned here with a conflict of nat nations, but rather
wy¥th a conflict of individuals. Even in the scenes
very like those of The Iliad, for instance where Illann
slays three hundred Ulstermen, we are always aware
that the important conflicts still remain in the hearts
of Conchobar, Deirdre and Naisi. The tale is, then,
more similar to that of David and Bathsheba or Romeo
and Juliet than that of Paris and Helen.

And in the second place the main characters arL
more Old Testament than Homeric, The Hebrews had a
way of sceing their great men and women as they were

-~
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and revering them in spite of it; their portraits
have_ a rough'honesty about them. <Conchobar is prec-
sented ar a great king both here and in other tales,
v cven though he is not always admirable, It was Yeats
who made bvim the incarnation of cvil desire. And
Deirdre's noble love grows from a rather doubtful
beginning. Among the Irish Cuchulain is most like
the great Homeric heroes, He, like Achilles, estab-
lishes an ideal. Bi:t the Hebrews, and I think the
Irish for the most part, were not'sc much concerned
' with ideal men as they were with magnificent but
, . actual men. We are gonfronted in the Deirdre story
with human beings; we sce quir greatness but also
- their )limitations.

<

®

"Dizath Tales of the Ulster Heroes, in Antient lrish Tales,
op. civ., 333-346. :
On. tne whole these tales are more interesting if
we read them as parts of the bhiographies of these im—
portant men than if we read them as artistic narra-
tives. Cuchulain's tale undoubtedly was more moving
S for the Irish warrior cthan it can be for us, for our
values are -ifferent. 1 was struck by the contrast
betveen Cuchul2in's death and that of Rcland., For me
Roland's death is far more beautiful. The warrior's
ideal of dying on his fect is almost a matter of
vanity when compared with Roland's last pledge to God.
There is a curious incongruity between the paganism
of Cuchulain's death and the Christianity of his return.
One can't help but feel that the latter is an addition

' hy a ChriStiam>:ZZijSt. And how could the cleric have
=

. more shrewdly pPresegted his moral? The tales of
Cuchuiain's expldtfs were no doubt very popular; hence,
by a simple addition ths Christian writer could reach

¢ a large audience, Alsou, the question would naturally
arise in the mind of the reader, "if Cuchulain was
magnificent, how much more magnitficent must He be
whose coming Cuchulain foreteils?"”

Conchobar's death contrasts with Cuchulain's, for
it is strikingly Christian, It is alsc interesting
for the perspective it provides on Conchobar's charac-

\‘Te; This I have mtntioned earlier in my comments on
tﬁé'bcirdr@ story, Obviously the early Irish saw a
complexity in the human charicter that we tend to°
ignore today with our "good guy--bua gay'" cthic,

RN
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Saga of Harald the Fairhairea, in Hedmskringla: The Norse

King Sagas, Snorro Sturluson, trans. by Samucl Laing, 111,
(London, 1844).

Too often the modern historian is content to present
isolated facts. They stand before us, real but inex-
plicable., "We are told for example, of the colonization
of lceland,in the ninth century; but the complex struggle
for power and the loves and hates which explain this
colonization are never given us. The Saga of Harald

-Haarfager g'‘veés the bare fact more meaning; it mokes the

fact an important result rather than an 1solated incident.
As history it is excellent.

Emerson's view of ‘historv as the lengtheujng shadows
of gregt men is no longer very popular, but Snorro
SturlySon would never have questioned the idea. This-
beligf results in a good many excellent character studies.
For example, "Eric was « stout handsom man, strong, and
very manly--a great? and fortunate man of wdr; but bad-
minded, gruff, unfriendly, and silent.

Therc is a powerful irony irf the story of Harald and

. hig efforts to unify Norway. Hc is dr'ven to thd task

by his love of Gvda and proceeds wisely. But his sensu-
4lity results in s0 many heirs that nis work is undone
within his lifetime. 'He destroyed an older, workable
Social structure and failed to replace it with anything
more stable and more workahle. 1t is curious, perhaps
even tragic, that a man who began 0 well should leave
the realm in chaos. The sagas would have been good
source material for a Scandinavian Shakéspearc,

Saga of Grettir The Strong, 5. A, Hight trans., Everyman's

Library., (London, '914),

Great-literature is always more difficul. to talk
about than poor literature, for great literature has a
richness and complexity that eludes simple analysis.
For this reason, any brief statement on The Grettissaga
is likely to be unsataisfying, In spite of this ‘I would

"like to comment on three aspects of the story: the

structure, the world view, and the use of irony.

The historical function of this saga is eclipsed by
the biographical one, and the biogiraphy is great tragedy,
The basic pattern of tragedy is the pattern of this saga:
we see the Tise, decline and eventual destruction of an
individual. Handling this arc-Yike pattern with great
skill, the author begins with a character sketch of
Grettir und a series of, in themselves, relatively
trivial incidents but w Plch foreshadow his eventual
doom. After his being outlawed we see his gradual lous

LY
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of control of his destiny. His friends gradually die
off, and more and more peOple begin hunting him. The
pO§Slb111t108 for living narrow until he 1s'forcea to~
take up life on an impregnable island. Finally, with
the aid of‘w1tch-craft his cnemies brutally murder:
him. Although the tale is long and complex, nothlng
is superfluous; everything contributes to the focusing
of the action on a single room where a man dies, dé-
fending himseclf magnlflcontly ) . '

"Everything is full of hardship .in the klngdom of
earth; the decree of fate changes the world under the' «
heavens. Here possessions are transient, here friends

~are transient, here man is transient, here woman is
" transient; all this firm-set ear th becomes empty. " So

The

. 'dom; he has the strongest arm in Iceland, ydét his

spoke the Wanderer. The people of Grettir's world
might have said the same, for their wofld was an unpre-~
dlctable, as. gloomy, and as empty. The tough stoicism
that -pervades the saga -is almost the inevitable- &
philosophy in this world. It is the only possibility
for Grektir. For by his very nature he is doomed to ’
an unhappy life. I was reminded of Hebbel's theory
that all exceptional people, whether they are beautiful
or powerful or virtuous, are potentially tragic.
Grettir with his enormous strength and candor could
hardly hope to escape injury.

In a world controlled by fate, a world unpredlctable
and ultimately inexplicable, the sense-of irony is apt
to be sharpened. Man's expectations are often frustrated
and the incongruity of his desires and the way they are
fulfilled becomes'ﬁpparent . An Asser or a Bede might
have seen no 1ncongru1ty one reaps what he sows. But
the Icelander at that time was bolstered by no -such
philosophy. Perhaps th;s hypothesis explains the many
ironies of the tale. For 'instance, Grettir is _killed
when he has but one more year before he regalns his free-
spindly—armed brother revenges him; and Thoerorn is
killed by Grettir's sword at the very moment he is
boasting ‘of taking it. - /\ i

In The Grettissaga we have a profound an artlstic

treatment of a Jmagnificent theme. i _ 7
L

./‘
g

“

Ruin, in Anglo-Saxon Poetry, R.K. dordon trans..,

Everyman's Library (Loﬁdon, 195Q),, pp. 92*93
Actually all that is being sald in "The Ruln” is-
that a great city has decayed, the fate of. everxiii:f

‘in this world. The impact of the poem comes, no from !

‘the central idea whlch wvas a common one in that tim o
but from nge way thls 1dea is developed The piling i

= ]
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up of 'highly concrete descriptions of the rulns make
' them rral for us:

Often this wall, prey with lichen and  °

stained with red... The wood#*work of the

roof is stripped of tiles,.. Despoiled-.

~are the towers with thoxr patesys frost
s on their cement.,.,

When the'city as it originally was is also desdribed
in detail, we realize more profoundly what has taken
place. We are not merciy toid about the change, ve -
arc_shown the corpsc of a city as well as the city in
all its youth. The author has madc the decay both
real and important for us by his craftsmanship,

“w

The Wife's Lar®nt, Ibid., pp. 87-88

AN "] make this song of my deep sadness, of my own lot.,"
The Wife's Lament represents perhaps the simplest
literary form there is., It is merely a verbalization
of a welling-up of emotion, But it is literature and
not the )ncohoront ravings of a revengeful woman, Even
though she is more conscious of the emotion than of
herself feecling the cmotion the work still has form--
although a very simple one. Haown sufferings make her
cry out; then she broods over her lot and that of her
husband. Indignation results from this brooading and
she curses her persecutor. The movement of the work
follows, I think, a natural train of thought--from
lament to 1ndihnation to curse.

Christ, 1bid., pp. 147-181. ‘ N

For me "Christ'" 1s a dull wor%, It 'is repetitious
and unimaginative. Part Three, for cxample, is a
series of variations on the theme that the good shall
know joy and the bad, misery. The author practices -
no economy of statement; he uses higlly emotional words
to say (ne same thing many’ times. The words soon lose
their vitality snd the ideas soon cloy. 1t daoes not
follow that if a little 18 good, more is better., Also,
the writer's descriptions of joy and torment are un-
original, Ont might object that what is 2 cliche for
us was original for them. But I find it hard to be-
lieve that, even this early, describing joyv in terms
of light and jewels and torment in terms of fire, ice
and worms was ncw., They are "doctrinal cliches'" now
and probably were then also. Only occasionally does
the description come to life. For example: ''Then




L , _ 7
s nbout my hond they Lw1nvd a sharp crown of p%lﬂv*f BT
- cruelly g -gsed it on. Here T can respond. The
. verbs arc specific; they have almost a tactile
appeal. But on the whole the work is wordy and

commonplace. -~ I missed the terseness of Scandinavian

prose. _ N
¥

L

~Selection From The Blickling Hom111es, ""The Signs of the Last
Judgiment," in Select Translations From 014 Engllsh Prose,
pp. 200-203. v

7/

This is shocking, The impersonal enumeration of
events lends g\validity to the statements: these are’
not the author®s opinions, the tone suggests; rather,
this is the way it will be.! The incongruity between
tone and subject matter seems to increase the horror;
perhaps because we have no one else's response to com~
. , pare our owny with-—-the imagination has free play.

:\ L The brigf but vivid descriptions also help to
' -~ *create a shocking effect: bitoody rain falling in the
evening, for instance, and darkness at noon. ; And if
wevunderstand it metaphorically,; the coming of devils
to try men's souls could beyan allusion to the in-
v humanities committed out of insane fear--a horrible
L finale to ' six terror-filled days.

The biblical quotations, which are fearful in a
way.no Other. literature is fearful, ~are used with
great effect. They;ﬁoth lend thelr authority to the
prophecy and their térror to the .effect. O0f this ,
day of doom one might well say, "Blessed aré those
that are parren, and blessed are the’ wombs that have
never brought forth, and the breasts which have never

» ' given suck."
This was a terrible religion; I understand better
n'ow why . the people then feared and anticipated doom
in 1000.

-

Henry Adams? Mont-Saint-Michel and Chartres, (New‘York,_
1933), pp. 1-31. . . AN

L4

In Mont-Saint-Michel and, Chartfes we meet .a sensi-
sitive, 1mag1nat1ve,,well—lnformed critic--a critic ..
who understands the medieval world, not one who merely
knows "about it. Out of the descriptions of men and
arches, jongleurs and poetry emerges the sense ¢f a
real world filled with real people. By the time we ,
are told of Willibkm and his men*at-arms crossing on




the sands beneath Mont-Saint-Michel we have begun
to visualize the scene and understand the men,

With tae lheip of Wace, Mr., Adams creates a
memorable character in Taillefer. If the real
. Taillefer was only half as, great as Adams' hero,
who enobl?™s himself through bravery, who, like a
drum-major, throws his sword into the air, all the
while chanting his battle song, he was worth the
pateify of nobility William granted in the field.

And yet neither the people nor <the placos are
sentimentalized. They never become concrete exten-
sions of emotional “predispositions., William is a
great man and is respected by Mr, Adams, But William
never is made something he wasn't:” he is hard, prac-
tical, 'an opportunist as well as a great admimistrator,
a great soldier and a good judge of wmen. If we com-
parc the popular ideas ¢f todayabou} Alfred and
Boethiudewith this portrait of W1111am we see the .
difference between sentimentality and sensltxvxty.

And the church itself is treated mor e symbolically
than it is sentimentally. 1In it are conpressed the
characteristivcs of the age as well as of the dis-
tinctive Norman character. The -arch is related to
the literature of the period and, in turn, they are
. both placed in the 1a?ggr context .0f Norman and
French culture. The criticism of Mr. Adams is
cssentially synthetic, not analytic. He tries to
see the world whole,

After reading this selection we fecl that we can .
better understand, if not feel, medieval ljterature
and the wedieval world. He helps us to read more
imaginitively, more sensitively, and more intelligently.
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Student Instructions for Tests 3 and 4



Instructions for class work

: A. You have rcad carefully the short story you were given
last hour.- For the next 20 minu+t<s l.st the problems
that arise in your mind as you thinan about the story

Number each problem as you go zlong.

. : A

B. Select from your list one probklem that strikes you as
interesting and/or impertant (that is, wqrth investigating
further) and write one concise garagraph stat1ng the ’
problem so that a hypothetical group of English teachers
can understand it. You have 20 minutes to do this,

, %

[\
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Instructions for Test 3

You will be given a list of numbered items. Fach item is
composed of one or more statements. Your tasks are (1) to-isolate
the statement(s) in each 'item, and (2) to classify each statement
as (a) a felt difficulty, or (b) a problemetie situation, or
(c) an unknown,-or '(d) a hypcthesis, or {(e) an other., .
' The terms Jelt difficulty, problematic situation, ‘etc. are
taken from @ description of the process of inquiry, that psycho-
logical process which begins whef ore senses, or "feels," a .
difficulty which seems significant enbugh tb warrant investigation.
The process of inquiry €an be analyzed into the following stages
and sub-stageg: L . .

: j | .

PREPARATION : :
‘Felt difficulty
Statement of the dlfflculty as a problematic situation
Statement of the wnknown, i.e.,.what must be discovered in
. order to eliminate the problematlc situation
Exgloratlon of the problematlc data

INCUBATION
A perlod of unconscious .activity
INSPIRAT ION ‘
Dlscovery of a hypothests, i.e., a tentatlve answer to
the unknown .

VEéngCATION ' o
Formal testlng of the hypothes1s . .

As stated above, your tasks arz;to 1solate the statements in
the numbered items and then, to detérmine whether or not they indi-
cate involvement in the - process of inquiry. Or, more specifically,
whether each statement is an instance of a felt difficulty; proble-«?
matie situation, unknown, or hypotheszs. Some statements may not
be any of these. For example, a statement like "This is, a short

[1]

story, standing by itself, does not suggest involvement in the
‘process of inquiry. -Such a statement should be classified as-:

"other.

f A
Detailed\instructions for classifying the statements.are
attached. But some general observations and instructions can be

glven here: B ' - A -

1. Note that a numbered item may be composed cf more than
one statement; for example, a single item might contain
.2 problematic sltuatlon and an unknown, in which case,
you should record two statem%nts .

4

2. Note that a single stetement may be made up of one or
more clauses or one or more‘sentences.,




o

' 3. " On the sheet - of 1tems, brachet [ ] eéch statement that
‘ you isolate, i.e., each j»i‘ szultJ, wnknown, .

( hypothesie, etc. Then.nunber the bracketed statements
re COhSLCULlVC]y. place Lhe number above the statement.

4. Next to the number abOVe the bracketed statement, plaece
.the capital letter ‘corwesponding to the most. reasonable
'classaflcatlon of the statement.' S .

- Note that some statements Wlll be dlfflcult to classxfy
©. 7 with certalnty. they mlght reasonably be. put in-.more than

- one class. In ‘such cases, indicate the next most reason-<
.. .able c¢lassification %n parentheses ( .) after the most

) reasonable one..,- e ‘ :
- .. . - ' - . - A %

LRy

6. When yOu have finished the task nothung should remaln N
1 "unbracketed . . coe :

- \ v ' o 4 v ’ ¢
Thus after you have followed the lnstructlons, a sxngle Ltem T
mlght look llke ‘this: ) , :
- REGE |
Elhé “monster" is made of metal and odds and ends from

,;r... -

. the corner drugstbre, yet he talks, reads, carries out _h .

1

/
the' garbage, and is fegarded by the narrator as a com- Y

- 2 A
panlon and frlend !th s not clear ‘to me whether he 1s

:ﬁreally a robot.] S | ‘f"'y
. t . ._3\ a7
1 .,.. ;{&‘rr RS N ) " . ¢ =

B "‘a » \
Study the attached,lnstructlons carefully. When you have done

this, you;wxll be 'given a sample task,'a dry run which q}ll give
you an. opportunlty to ralse any remalnlng questlons you might have.

i

- o] ’ . . o ‘
CotL . ;f. Addltlonal Ruyes for Sccr;ng - j‘w,l .
- , a = : D
1. Don't refer t ‘other 1tems in order to resolve amblgultles Co N

'1n the itenw der attentloh

o » T -
2. - If a rel_t;ve pronouneln an- 1ndependenq clause refers to an

T ‘entire prev ous independent clause (as in 876 3), treat the ..

two as' a s ngle statement.

separat statements. . ; - ﬁ L - 5
/ . L\ . ‘ N : ; - i1

- 4, Indepe dent. clauses, -even if they are- subordxnate in meanlng,

are tg be. treated as separate stiatements unless they are

-ete, \ : o R

T e P . )

v ela;gratloqs of’some sort (1 e.. restatements,'1llustratlons,

x

.5. I1f/ two guestions can take, dlfferent answers (as: 1n 876 4b, 4c),
treat them as dlfferént statements.-" o .

x . .
Y .

it
Paciety



ﬁNegative>examples for contrast:

4

TYPE A STATEMENTS ) _
Felt Difficdities ~ . _ ' g

Can
- - - L} )

A felt a1szcu¢Ly,,asfwe will use the term, refers-to a
statement of one or more clauses which-indicate confusion,
puzzlement bewilderment about the short story. The focus is.
on.one's reSponse to the story or some feature of it; and this
response can be characterized ‘as a feeling of unea51ness, con-
fusion, .or ' difficulty arising out of one's interaction with
the text. Felt difficulties mark the earllest stage of the

'process of inquiry. N

/ N - : ~ : . _ . .

. By #ay of contrast, Type B statemerits. (Problematic Situations)
are an/gttempt to state explicitly what’ caused the feeling of .
uneatiness; such statements present observations about the story
that are inconsistent with other observatlons or with.prior
beliefs or experlences, i. e., they are-. exp11c1t statements of
cognitive- dlssonance _ S e .

Felt diffieculties can be contrasted WLth another k1nd of
statement which focuses not on one's response to the text but’

~on some feature of the text which is seen as being in‘some’ way °
- defective. Such statements are likely to be Type E Statements

Examples of Type A Statements.

1. I, am more bewildered than pleaged or amused by th1s

ental exercise, (The first clause- suggests that the
it should be classified as Type A.)

p' ‘ g;ory, altnough I look. upon readlng it as an interesting

2. I'm confused the passage makes no sense at all.. (The
first clause suggests a Type A class1frcatlon. ‘When
linked with the first clause,. the second appears to be

« @ restatement. If the second clause were Standing by
itself, 'however, it should be considered a Type E - *
Stateﬁent ) o . :

i

1. The "monster" is made of metal and odds and ends from .

/ - the corner drug store, yet he talks, reads, carries

. out the garbage, and is regarded by the narrator as a
companion and friend. (Type B)

2.1_The passage is confused/ (Type E, it's the passage
‘rather than the reader that's confused.?

3. This is a lousy story - (Type E)
4. The story lacks coherence. (Type E)

L‘.‘

ménts, explanations or illustrations should be considered
elaborations of the statement. and should not be counted as
separate sta* ements o

Clauses and sentences. Wthh serve as introductions, restate-



A . N '_: - * e T
. TYPE B STATEMENTS .. = | R

Problématic Situations
{ A problematic o[tudtuon, as we will dse the term, refers to
d statement of two or more %4clauses which" expl}c1tl1descr1bec a
@issonance (i. e.,. an apomaly}  inconsistency, in- compatability,
discrepancy, or.puzzling contrast). The clauses or sentences
are characteftistically linked by words like: ' yet, however, »
nevertheless, but, on the other ‘hand, although’ A problematic -
situation 1s made up of an Observation about the story' followed
by a second obse ion. (or prior belief or experience) which
seems to be incompat}ible with it, i.e., a problematic. situation
is an explicit stafement of a cognitive dissonance. Such a
_dlssonance encouraggs one: to further 1nqu1r1es, usually to- an
effort to state' an nknown.“ “ :

.

ExampIes‘of Type R tatements.
1. The * monster_ is made of metal and odds and ends from
the corner drug store, yet he, talks, reads, carries
~out the garbage, and is regarded by the narrator as.
a companion and friend. . o .

2. I've always- thought of vandals as barbarlc, destructlve
peOple, but the vangdals descrlbed in this story live in
mobi le homes and plant trees ds communlty pr jeFtS. ,

v‘, . N . r
Negatlve examples ‘for contrast. _ - .

- s . " ’

T f 1. The author may think he's wrltten somethlng that makes'“

- sense, but he’sure as'hell hasn't. _{Type E. Although

it has the grammatical form of a problematlc situation,
it does not encourage further 1nqu1ry. There is no

incopnsistency, or dissonance, in the reader'$s mind.})

27 1 am more bewildered than pleased ‘or amused by this
story:, although I look upon reading it as an interesting
mental exercise. (Type A. Although it has the gram-

, matlcal form of a problematic situation, the two clauses
’ do not present an inconsistency, and the first clause
Q\ suggests the:feeling of confu51on characteristic of
Type A Statements ) , . bt
] e N . . . "
¢ . Clausg; and sentences which serve as 1ntroductlons, restater
ments, explanatlons ,or illustrations. should be considered elabora-
ti ns of the statement and should not be gounted as separate ’
st tements, However, questions following the problematic situation
.- an! der1v1ng from it should be considered either Type C or Type D
Statements. Sentences preceding or follvuWing the ‘problematic
.gltuatlon which indicate confusion, puzzlemenet, etc., should’ be
consldered Type A Statements. c .

|




. .Examples of Type C Statements.

.
o TYPE. C STATLME.NTS -
- = : T Unknowns’ &

e

‘ : . . ' 4 : o
An wunknown, as'we will use the ter refers to a statement

‘of one or more clauses which indicates 1nformatlon;that one

lacks.\ It is usually. in the form of a questlon, th0ugn not
always. ~The ~question will begin with a. questloh word": - who
what, wheﬁﬁ where, ‘how, why. When the unkndwn takKes the form
of a declaratives sentence, it contains one of these question
words and can .readily -be rephrased as a question. Unknowns ",

'Vrequlre extended answers —-identifications, - explanatlons, etc,®

)

v

- By weay of contrast, questsgn% beglnnlng with aux111ary

verbs (can,,shall will; may,/must, could, should, wduld,
«might, ought, or some form of 1s, do, have)- take "yes" or "no"
answers; such questlons should be considered Type D Statements.
 Type D Statements can also be:-phrased as declarative sentences,

often~containing_a -clause beglnnlng with "if" or sMwhether"
such senkances can be rephrased as "yes-or-no" questlons

v

l.é Why does he %..

2. I _don' t understand\whﬁ he ...

3. What is .the signaflcance of the searchllght at the
end of the story? )

Negatlve exampies “for contrast'

. 1Is he a robot? (Type D) S B

1
¢ 2. I wonder’ 1f he is a robot (Type D)
3. I.wonder whether he is a robot . (Type D)
4. 1Is the searchllght a comlc equlvalent of the llght of

truth? (Type D)

5. I am: puzzled by the deta11 of the soarchllght at the
' end of the story. (Type A, since the writer focuses
on his ‘confusionr and has not yet formulated the kind
of 1nformatlonfhe\npeds ) ~ :

Clauses and sentences which serve as introductions, restate—
ments, explanatlons or illustrations should be considered
elaborations ofjthe unit &na should not be counted as separate
statements. - . % v . ) 2 ,
: - ‘\ ‘

»

@
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< TYPE D STATEMENTS
' Hypotheses R

D :
t A hypothes{s, as we will use -the term, refers to a statement
of one or more clauses which suggests an answer to a prior,
usually unstated, unknown.. Although conventionally hypotheses ¢
are phrased as dcclaratlve sentences, they.may also be phrased
as questlons. Phrased as questions, hypotheses begin with
aux:i llary verbs (can, shall, will, may., must, could, should,
would, might,-ought or some form ofqgs, do, have) Phrased -as
declaratlve sentenﬂes, they often contain clauses beginning with.
if" or "whether." "Hypothetlcal" guestions.can -be rephrased
readily as "if" or ""whether" sentences-and vice versa. . Whatever
. their draMmatloal £6Tm, hyprotheses are tentative answers to prior
'unknowns. It is the tentativeness of.the answer that ‘produces
the question form or the use of words like "if" and,"whether";
it is also*their téntativeness that produces the ch&racteristic .

need for verification for a yes-ors~no, true-or-false evaluation.
. Y 4 . [ ] . .

0. .
Examples OfﬂTypé C Statements

1. Is he a robot'>

I wonder i'f he is a- ‘robot. ¢

2 .
3. I wonder whether he 1s a robot e
4

e—

. Is the searchllght a comlc equlwalent of the: llght
of truth? ‘ :

5.,‘I sugglest that, despite hls behav10r, he is a. robot.

6. He could_be a sort"of m1§s1ng link"--half man and
halt'robot; a S ‘ ‘ I~ .

‘ NegEtive,ekamples for contrast:

1. Why does he "..." (Type C) - .
2, -1 don‘t‘understand why he s+ (Type C) 7
| 3. What'is the'signifioanée of ..." (Type c) ‘
' '4,. This is a lousy- story. (If there is no elaboratlon to

. indicate that the Statement is a suggested answer to a
. prior unknown, treat it as a Type E Statement.) .

Count alternatives or opposites as separate stétements,‘
.e.g., Ls he a man or [is he] a robot? That ‘is, this compound
questiaqn should be counted as two statements.“

°

-

.Clauses and sentences whlch serve: as 1ntroductlons, restate-
+ , ments, explanations or i}lustrations should be considered
; elabgrations of the statement and should not be counted as
Q seoarate Sstatements. . ‘. "

EKC B
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TYPE E STATEMENTS
s ~=-All Other Kinds of Statements

. . - [

This class includes statements of one or. more clauses which
are not felt difficulties, problematic situations, unknowns, or
hypotheses, or their elaborations. It is easier to be precise
about’ what this class of statements does not include than aboyt
what it does.  But Type E Statements do share certain general *
characteristics. The¥ are all statements which sSuggest that ‘
the person is not engaged in the process of inquiry. The first
four types of statements suggest involvement at some stage in

(the process qf inquiry; Type E Statements suggest that inquiry
has sgopped or-has never begun. The first four types 1ndlcate

an attitude exemplified by such statements as: "I'm not sure"
or "Let me think about it" or ."That's strange." Type E Statements
suggest an attitude exemplified by: "Let's have no nonsense"

or "It's as plain as the nose on your face“ or "It's perfectly
clear" or "Who cares?" Rather than focusing on reader's

. involvement with the text, Type E Statements fqcus on the text
itself, or evaluations of it, or the 1ntentlon b the author, as
if these existed independent of the reader.

Examples of Type E Statements:

- " 1. The passage is confused. : o ¢
2. This is a lousy story
‘3. The story lacks coherence.

‘“\" . 4 ’

The author may think he's wrltten somethlng that makes
_ sense,—but he sure as hell hasn't. Lo

5. The story is senseless.

Negative examples for contrast.
» ¢ . .
" 1. This is a confusing passage.- (Type A, because "con- .
fusing" suggests the reader's'response. By contrast,
. to say that "the passage is confused” suggests that
. " the reader is in.no doubt about it, that the passage
is simply defective. mhat'is, the confusion is in the
passage rather than 1n the readexr's mind.)

2. I can 't make any- sense out of th1s story. (Type a,
. because it suggests the reader's lack of understand;ng.
; By contrast, to say that "the sqory is senseless" .
suggests that the reader has no ‘doubt about it; the
story to hlS nund usclearly defectlve }

Clausestand sentences which serve as 1ntroductlons, restate~
ments, explanatlons or illustrations should be considered
elaborations of the statement and should not be counted as ,
separate statementq . _ 4
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e 4 INSTRUCTIONS FOR: TEST 4 .

You will be given a serxies of paragraphs to analyze.
Attached to each paragraph is a form on‘'which you are to record
the results of your analysis. Each of the paragraphs is an
effort to state a problem which arose in the wXiter's mind as
he ad a short story, and to state it in such way that it

1 be‘understandable to you, the reader.

“~~7  In the’ analysis of each paragraph you are asked to“do the

followings

A. Determine whether a probZemattc sttuation is stated -

: in the paragraph and whether: the problematic sityation
is accurately stated. Determine whether an unknown is.
stated and whether it is clearly related to the

» problematic sttuatzon .

B.. Determine the degree to. whlch the paragraph is, to
© your mind, understandable. . \ .

S

.Problematic situations arlse‘;n someone' s mind when he 'be-
comes aware of clashes or inconsistencies in'his experience:
inconsistencies between what he is perceiving and what he beliéves
(knows, values); ‘or between two already held beliefs. Suppose:
someone' believes that atomic power plants are the only means of
meeting-our growing need for electrical power and then reads an
authoritative report on the serious damage such plants do to the
envirqnment. What he hasvread clashes w1th what he believes;
they don™t "fit" together. 1If he werg, ‘to 'state the problemat1c
situation, he might say somethlng like .

Atomic power plants ‘are the only means of meeting our

growing power needs; however, they do serious damage to

the environment. .[Either or both of the clashing elements

rwa might be elaborated on. ] : .
. ,The presence of a’problematic gituation (at least one which is
‘considered important and worth careful thought) leads to the

formulation of an unknown--that is, what needs to Be d1scovered
in order to eliminate  the. problematic situation. The unknown
for'the problematic situation above m1ght be stated someth1ng
like this:
", How can the damage to the env1ronmentxbe ellmlnated or
at least brought within acceptable llmlts° ‘

A problemat;c situation plus the relevant unknown’ is what we °
will call a problem. :

An adequaékly stated problem has the following characteristics:
(1) an explicit statement of thelproblematlc situation, {2) in
which the intonsistent élements are stated as incompatibles T(e.gq.,
X but Y; X, however Y;$X conflicts with Y); (3) an explicit

- statement of the-unknopn, usually as a question, (4) the answer

to which will eliminatl or at least mitigate the problematic
situation. Elaboratichs of any part of the problem statement

may be included for clar1f1catlon.
i

) K . ) A . .
_ ) . .
. . i . ,
) .
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IS . . . .
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As an 1llustratlon of’ the task you are belng asked to perform,
cons1der the follbwing:

Sample Problem .

Donald Justice"s "Counting the Mad" is a puzzling
poem. It is obviously similar in form to the toe-
pulllng jnursery rhyme "This Little Piggy Went to
Market. Yet there is no apparent reason for the
structural parallel The poem and nursery rhyme
differ greatly in content, audience, and meaning.

Why is the rhyme echoed in "Counting the Mad"?

h i
Sample Analysis
. N. B‘fBracketed‘statements'below are for clarification.
e You are -net asked to supply similar statements when you
~fill out the forms. You are asked only to flll in the
blanks on the forms. v

1]

A. Read the attached statement carefully and then answer -
the follow1ng w1th a "yes" or a "no";

l., Is a problematic situation explicitly stated?

Yes
) [It ‘is obv1ously similar in form....Yet there
is no apparent reason....]

‘ _ Are the two components of the-prob¥d¢matiec sztuatzon
clearly 1ncompat1b1e¢ or dissonant?\ VYes

fWe eipect such an obv1ous feature to be functional,
yet it 'is ‘not clearly so: functlon/no apparent
function.] i

2. Is an unknown'stated° Yes

[Why is the rhyme echoed in "Countlng the Mad"’]
- Is the unknown relerant to the problematlc situa-
. tion, i.e., it the unkncwn is answered, is it
v likely, when believed or acted upon, to eliminate
or at least mltlgate the problematlc situation?
Yes ,

[The question is phrased in such a way that the
answer. must be a statement ‘about the function 'of
‘the echo. ] CT

o I '
Q . = . . ) - . * \ .

=
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N.B. At tires as you fill out the forms y< i may have

- difficulty deciding whether yocu should answer yes or no.
In such cases, take a note at the bottom of the form
explaiging why.

B. Assume that you are the reaccer for whom the statement
was written., Indicate on the following scale, by .
circling a number, the degree to which you understand
the problem the writer has tried to explain:

I do rot I understand
understand his problem ’
l'is problem fully

1 2 3 4 o 6 7 8 g
<

(The problem is fully underctandable to me since it

is carefully stated and I an familiar with the poem.
The writer could have insured that others would under-
stand if he had included the first stanza of the poem
which clearly reveals the structural similarity.
Someone who had not read the poem might have circled

a 6 or 7 or 8,)

Study the "Instructions” carefully. When you have dcne this,
you will be given a sanple task, a dry run which will give you an

cpportunity to ralse any remaining questions you might have.
’ ~




( Test 4~ h - : Your name

(Analysis of Pronlem Statements) Date
l\\

. Number at rightvhand top
' . of attached sheet

¢

A. -Read the attachéd statement carefully and then answer the

following with a "yes" or a “"no : .-

+. 1. 1Is,a problemattic situation exﬁlicitly stated? ]
Are the two components of the problematic sztuatzon
'clearly 1ncompat1ble, or dissonant? :

2. 1Is an unknown stated? . g =
Is the unknown relevant to the problematic situation,
i.e., if the unknown is answered, is it likely, when
believed o¥ acted updﬁ, to ellmlnate or at least
mitigate the problematic situation? -

B. Assume that you are the reader for whom’ the statement was
written. Indicate on the following scale; by élrclrag a
number, the degree -to which you understand the pngglen t{e
writer has tried to explaln.. . e

e

‘ . * . }L'L '
I do not B . I understand
understand : his problem, -
his. problem : fully
1 2 3 4 5 _ 6 7 8 > 9 10 o
. G
“3*\
,J.} Li
bz . -
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‘. ) Instructions for class work _ .
' ) * ’ )
, A, Carefully examine the list of problems you made last
C 4 hour! Then in the margin reanumber the list so that
the éroblem which seems to you most important is .
numbered 1l; the next most impprtant is numbered 2;
the third most important 3; etc. S minutes.

B. Consider the short story again in terms of the ®. .

- problem you expl®ned in the paragraph you wrote
last hour. List the ideas that come to mind as you
explore the story (i.e., observations about the - . -
stoyy, not possible answers to the problem). Number .
eagh: observation. . 20 minutes

-Hand in the folder, the 1nstructlons and*the list of obser—
vations before leaving.

. . d

' » c L

. o '
Instructions for class work

. Last period you were given the following task:

Consider the short story again in terms of .the problem

.you explained; in the . paragrarh. you wrote last hour.

‘List the ideas that come to mind as you think back over
the story (i.e., obsérvations about the story, not
possible answers to the problem). Number each observation.

3
- .

. The usefulness of sueh an exploration of, the problematic data
depends heavily on your making a. large number of observatlons.

However, most of you made relatlvely few observatlons.
Hence, I'would like you to do the following:

Continue listing ideas that ccme to mind as you think
back over the story (i.e., observations about the
story, not possible answers to the problem). Number
each observation. 20 minutes.

Hand 'in the .folder, the instructions and the list of
observations before leaving.
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INSTRUCTIONS - o * - _ O

~

Consider the problem you explained in the paragraph you wrote
last hour.

' I. "Now list.the ideas that come to mind as you ekplore the
problematic data (i.e., observatlons about the data, noh_pgsslble,\\
answers to the problem) . AN

II. Try'to keep tradk of where you are in your exploration. .
That is, be aware ¢of the klnds of observations you have made,
and the general dlrectlon you want to go. .

III. As you work, try also to become aware of any klnd of
.organizing scheme or- set of categories that you might be" u51ng
that represent, in effect, a series -of different v1ewp01nts

' ou will probably be maklng one or mcre observatibns from.each
¢ (j/gzewp01nt For example, you mlght realize that you have been

mMaking comments. about "the duthor's, purpose ih writing the poem" \
or’'"the different kinds of imagery found in the poem," and have

. made one or more observations tlhat- could bé included under that

. 'headingﬂ Or you might find thgt you have been looking at things

from the standpoint of the seqtience of events as they occur.
Here your category (or viewpoint) would be". somethlng like

. "changes in a .character (or the direction of the poem, or the
poem's clarity or .interest) across -time" and the observatlons
wouLd deal w1th what happened first, secdnd etc. .

) )In case you are still not sure Jhat'a "viewpoint" is, here
arel some possible ones. (Don't feel you must use these--jit is
better if you use ones you believe will be most useful): the
.effects the author iis trying to achieve; the kinds of language’
used by the author; the setting of the poem; changes across
time in the characters or mood of the poem; aspects of the poem
that are similar (or dlislmllaﬂ to other poems; the author's.
phllosophy of man; sources of conflict (or confus1on, or beauty
or joy, etc Y in the poem. And so on.

Many
dif-feren
what we

1mes we don't reallze that we are actually u51ng
iewpoints until after we have ﬁlnlshed and look at
written down. So here is what I would like you to
do.  In ond dolumn, on the attached sheet, write down your ob-
servations. you are aware at the time of-adopting a particular
viewpoint for that observation, write it down in the second column,
alongside the observation.' Or if you prefer to write down the
observations as they occur.- to you and then go back and identify
the viewpoint you were u81ng for each one, that, s OK too. When °
you finish, however, each observation should be$1dent1f1ed as
representing some one of your v1ewp01nts The number of'view-
points you adopt is up to you--you can make all’ your observatlons
. from one, or you can change as often as you w1sh. w—

Dh T

~
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Aruitoxt provided by Eic:

~ . .
IV. IMPORTANT. As you work, anbtr each ‘item (observatlon
or viewpoint). in gthe Srder in whlch you write- 1b~down. If you
write down a viewpoint first, it would be "” followed by a
series of observations, beg;nnlng with "2". Qn the othet hand
if you write down, for example, four observaticns and then a -

viewpoint, the observations will,be numbered "1" tg "4" and the

v1ewp01nt "5". If you make all. your”observatlons first, and
thenh go'back and spec1fy viewpoints, ail of your, hlghest
numbers w1ll be. v1ewp01nts. I

.'\/

w?

o
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- INSTRUCTIONS

Last period you were asked to consider the poem in terms
of the problem you explalned in the paragraph written pre-=
viously and to make a series of observations about the problematlc
data. You were also asked to 1dent1fy wha; vie po*nt you were
tdklng as you made each observatlon ‘

The ‘usefulness of such an exploration dep?Lds on your making .
a variety of observations about the proble atlc data. A good

way to facilitate suchvariety is to work a while, ;take a break,
and then come back for a erbh start. Thislis what we are

doing now. |

1
Therefoggz I would like you to co the followirg: Continue
making observations about the problematic data and specifying
what viewpoint you are using, just as you were doing previously.
Try to pick up where you were when you stopped at the end of
. 4 .

the\last period.

%
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INSTRUCTIONS FOR TLST 5

|
fExploration of problematic data"

The basyc problem is to 1dent1fy which cell of the 9 cell
matrix is represented in a given observation. This is part
of the overall need to determine which students are, in fact,
using the ‘heuristic model. It is suggested that~£?3>criteria
be applled ‘

a./ The student conducts his exploration on the basis of
/ a single unit of the problematic data. He does not
change units of exploration unless he overtly, con-
" sciously states he is so doing, and takes this step
- on the basis of accumulated information.
b. The student uses each matrix cell at least once in
his exploration, and tends, in general, to an equally
distributed .use of all 9 cells. .

T

Preparatory Steps

l. Most 1nd1v1dual sentences will be scored°as 51mgle
. observations. .

v, 2, Assume that the Subject Phrase of the sentence (in
"standard" form) is thé Topic: the Predicate Phrase,
the Comment.- : -~

s * .
3. Before doing any assignment to matrix cells, reduce
" ¢éch sentence to "standard" form--active declarative
~~-— wWith the Topic in subject position. Note the fol- -
lowing examples: R '
. "Why does a dog eat lizards, which always make him deathly
i11?" becomes in. standard form, "A dog -eats lizards, which
always make him deathly ill, (for some reason)ﬂ

~
v

«"Is there a basic truth obspureé by these subterfuges?".
becqmes "A basic truth is obscured by these subterfuges"

"Maybe through solving these questions from back to front
- theanswer to what it is will be determined”" in standard
form becomes "(Someone) will determine the answer to what

it is maybe through so¢v1ng these questions from back
to front" 1




)

"It evern costs money in taxes to have a peﬁ%onal com~

panion" becomes "To have a personal companion even costs

money in taxes"”

4. Consider tne "Logical Subject" of the sentence to
be tne sentence topic, in a broad general sense.
This includes everyth1ng preceaing the main verb,
whern the sentence is in staidard form. Ana1ngnu€1v
the main verb and everything follow1n it will con-
stitute the Predicate. HNote the exarples:

The sentence "To me someone who dwells on distortion or
perversion whether it be mental or physical somehow
becomes distorted or perverse” is in standard form and
the entire sequence up to "...or physical.,..”" is the
Logical fubject. Gimilarly, the sentence "Trying to make
sense out of scmething as disconnected and devoid of com-
mon sense as his performance is quite beyond my level of
tolerance"” is in standard form, with the Logical Subject
extending from the beginning to "...his performance..."
and "Anyone who runs for public office becomes fair game
for slander” has, as Logical-subject. "Anyone...office..."

7

fosignment of Statements to Matrix Cells

5. Use the full Logical Subject of the sentence to deter-
mine ROW; use the full Predicate to determine COLUMN
placement,

€. Place in the PARTICLL ROW, if the logical subject is
an individual, relatively stable unit. Examples:

"I thoupht about this story a great deal, and am still

puzzled by it" (the Logical Subject is "I"--hence belongs

in the Particle row)

"The earth revolvers around the sun"

iew Yorx is the .:rgest city irn tne country"

"The most beautifu. city in the country is believed to

te San Francisco” (must be put in standard form--"(Someone)
Le.ieves San,?rancisco...etc. --and the understood “someone”
becormes the Logical Subject--plac.ng the sentence in the
ParticYe row)

NI

(a) If the neutral "it" is the standard form sentence
subject foliowed by a copula, place in the
Particle row, e.g., "It seems that John won the
' chess tourﬂament," "It is OK with me for you
to go"
Q . N




7. Place in the WAVL ROW if, within the Logical Subject
itself, a changing state of some sort 1is represented.
For enumple

"The fact that he deposits the money every day at the
same time-is an important clue to his chdracter" (here
¢there is a repeated action referred to in the Lo 1cal
Subject) , v

"His rambling dlatﬂlbe soon became a bore" (but not "His
ong diatribe...")

"He efforts to achieve an inner tranqullllty were im-
pressive"

"The poet s changing v1ewp01n from first to third stanza

puzzles me" : . :

(a) A Logical Subject which is in the form of a

Co "verbalization" of some sort (infinitive or

o gerundive phrase or .clause) is placed in the
‘Wave row, e.g. -

"Trying to make sense out of something as disconnected
and devoid of -common sense as his performance is quite
beyond my level of tolerance"

-
"To turn right or left are the only chofces we have"

8. Logical Subjects identifying'mﬂlti -component sets of
entities in some kind of relationship are placed in
the FIELD ROW For example )

"The writer's control of his craft could be better"

"The dlstance between Los Angeles and ‘San Francisco is
400 mlles" -

"The most powerful branch of the government is the execu-
tive"

"Governmental bureaucracies” seld@m function efficiently".

(a) Plural Logical Subjects are placed in the Field
Row, e.g.,

"Many peoplefsimply wouldn't notice the change"

"This subject matter and this mode of presentation seem in-
congruous to me"

-

e
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9. At this point, assignments to a FOW should be com-
plete. Begin Column assignrent by testing the
Predicate Phrase for the DISTRIBUTION COLUMN.first.
if either the main verb or. any depencent or embedded
Koun Phrase or Clause in the Predicate relates the
Loy ical Subject to a larger context, classification
scheme, temporal or spatial sequence, place in the
DISTRIEUTION COLUMN. CEIxamples:

"The idea I mentioned above 15 the most inter?sting"

(here the relaticn is a comparison being made between

the Logical Subject and some (unspecifiec) set of com-

parable entities)

"It would be bloocdier than “The Godfather"

"Where does this story take place?" (Put in standard
form, "Tjis story takes place (in some place)" relates

an acti¢n to a spatial setting.) .
"George's reference to 'the young 'un' creates an antici-
pation of what is to come"

"The poem might be considered an excellent example of
Victorian romantic fantasy” (In standard form "(Someone)
might consider...”. The jredicate now represents an
assignment to a aistribution.)

10, If criteria for the Distribution column are not met,
next test for inclusion in the VARIATION COLUMN,
Place in the Variation column, if a '"change of state"
is signalled anywhere in' the Predicate--either in
the verb, a noun phrase object, or a dependent or
embedded clause. Some examples follow:

"Some parts of tre poerm don't make sense to me" ("make
sense" is5 considered to lLe an activity of some sort)

"I reccynize a recurrent motif in his stories”

-

"1 nave a hard time playing Ltridrge for very long”
"The coii is the idea arcund which the wiole story revolves"

"I lost interest" (if the sentence were "] lost interest .

at that point"”, it would meet the-‘criterion for placement

in the uvistribution column, because it identifies when, in
an ongoing sequence, scmet.ing happened)

"How ¢o 1 know who built wjom?" (in the simplest standard
form, "I know whe built whom (in some way)” One entity
uuilding another is a change of state)
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Aruitoxt provided by Eic:

"He doesn't want to acc¢ent the responsibility for the
failure” /

11. Lastlv, consider the Fredicate for inclusion in the
CCLTRALT COLUMN. If the item does not meet the
criteria for Listribution or Variation columns, place
thie item in the Ccontrast column, if the Predicate

represents a "steady or continuing state." For
ew QﬂﬁlP "ie nar an understanding of animalg.," "he
iz a wise man" "The company xnows a great deal about
stock; "John tninks of Francis as a buffoon"

A L 2

(a) Wnen the main verb is a copula, place in the
Contrast column. Lut note that i<ems that meet
Distribution or Variation column criteria will
aave beern placed. L. g., "He is the leader of
tne Senate doves" (Distribution); cr "lHe is one
vf those arguing for immediate wlthdrawal"
(Variation)

() In the abmonce of a main, verb (a sentence frag
ment), assume a _etpula, and place in the Contraot

column. .

" t

special” rules

12. In compound and tomplex sentences, if the Logical
Subjects on both sides of the conjunction are the same
and successive components (sentences or clauses) on
the two sides of the conjunction would be placed in-
dependently in exactly the same~c€%€%\§qpre as one
unit; but if .

3

(a) the Logical Subject changes OP

(b) the sentences (clauses) wculd not be scored in~
Jdenendently in the same cell, count and score
as two separate units. Examples:

"I thoupht about this story and tried several ways to
figure 1t out" (same Logical Subject and same assignment
to cell--Particle-Variation-~hence one unit)

"1 tnhought about this story a..d the damn thin5 is still
incomprehensible to me" (different Logical Subjects--
hence two units--the first Particle-Variation, the second.
Particle=-Contrast)

"I think my first idea was the lLest, however, I am not
very objective in this" (same Logical Subject, but first
clause is Particle-Variation and the second is Particlee

Contrast--hence two units)
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13, Two senterc together on a Card--where one is a
paraphrase of the otaner--count as one scoring unit.
Example: -

"what is it all about?” "Wh;}'does it mean?"

14, A scntence with a proncun as the given subject takes
the pronoun's referent as Logica. Subject. (Where
‘the pronoun's referent is afi entire preceding sentence,
place in Field row.)

Some Exgmples of Placement

1. "It woulc be funnier than 'The Pink“Ranther' and I'm ex-
cited about it, even though I don't usually like that sort of
thing"

This is a complex sentence, so changing to standard form
may result in onf, two or three units, because of the connec-
tives "and” and "even though." Appiying Rule 1% to the first
clause gives "(Som: motion picture) would be funnier than "The
Pink Panther..." in standard form. The second clause ".,.I'm
excited about it..." is already in standard form:~ The third
clause in standard form would be "...I usually don't like that
sort of thing." The Logical Sublect of the first clause is
different from those of the other two, so it constitutes a
separate unit. Rule 6 says it belongs in the Particle Row;
Rule 9 places it in the Distribution Column.

"...I'm excited about it..."y the seccnd clause, belongs
in the Particle Row (Rule ©6) and the Variation Column (Rule 10)
DHecause being excited is not a steady state but an evanescent
one. . .

The third clause "...I usually don't like that sort of
taing" shares Logical Subject witih clause #2, hence is in the
rarticle Row. However, the pnrase "...usually don't like" repre-
sents a steady or continuing, rather than a cnanging, state,
nence is placed in the Contrast Column (Rules 10 and 11).

Summary: the sentence as originally given is scored as
3 units--Particle~Distribution, Particle-Variation, and
Particle-Contrast.
’

2. "liow many people?”

This is a fragment, so we must supply a copula (Rule 11 (b))
Changing 0 standard form gives '"Many people (are) (some number)”
Since the lLogical Subject is plural, Kule 8 (a) assigns the
sentence to the Field Row; Rule 1l (b) places it irn the Contrast

Column.
4

.



3. "Is there some special meaning implied by this choice of
words and this rhythm?"
: AN

Reduction to stahdard\form gives "This choice of words
and this rhythm imply some special meaning"
- \ .

4

" The plural subject placeé the sentence in the Field Row
(Rule 8 (a) ); the word "imply" refers to a logical result that
always holds, given a set of antecedent conditions--hence the
choice is the Contrast Column {(Ruale 11).

4. "Perhaps by identifying the pfincipal compoggnts of anr
epic poem, and then comparing them‘yith this poem™ an overall
pattern may begin to appear." Sy '

In standard form, we have "An overall pattern may begin
to appear, perhaps by identifying the principal components of
an epic poem, and then comparing them with this poem”

The term "...pattern...' meets the requirements for
Rule 8--so we place the sentence in the Field Row. '"Beginning
to appear'" by some method or other is a matter of change of
state, but it is also the result of comparison with a model or
»paradigm of some sort. Application of Rule S8 comes before
.Rule 10, so we assign the sentence to the Distribution Column.
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TESTS 6 and 7
INSTRUCTIONS

You will be given a stack of 3 x 5 cards, each with a state-
ment on itT Your task will be to sort the cards into plles o)
that Q}l the cards that share the sgme general toplc or idea
will be in the same pile. As an example of what is wanted,
suppose you had four cards on which were the follow1ng statements:

1. This robot is extremely unusudl.

2. The story is a modern satire. i

3, It is dlfflcult to determine exactly when the story
takes place

4. The robot is the strangest piece of machlnery I ever
read about.

It would be reasonable‘to group these four statements into three
piles: 1 and 4, 2, 3. Statements 1 and 4 are grouped together

because they both say something about the unusual properties of

the robot. -

Now to give you a better idea of how to go about the task,
pick up Practice Deck #l1l. Note the numbers in the lower. right-
hand corner--the first three digits are the code number, the
rest are the card number. Find cards 009-8, -9, and -10 and
place them in one piles-let's assign it the letter "A". fThese
three cards were assigned to the same pile because they share
the notion that the perscon is extremely subservient to the
government.” Read the cards carefully soO you can see why they
were grouped this way. //s

Now find cards -1 and -13 and put them into‘a second pile--
we can call it "B". I put these two cards together because
both refer to the kind of person "he" is. .

Next put" cdrds -3, -4, and -11 into a thlrd pile (C). These
three seem to belong together because all deal with financial
charges--in the form of taxes--the government levies on the
person. '

Put cards -6 and -7 in pile D, because they both are con-
cerned with cdmplacency

-Put. caxd -12 in p:le E which 1s concerned with the nature
of the monster. o

Code Pile Card(s) . + Common topic or idea
009 A 8,9,10 Extremely subservient to gO\ rnment
1,13 Kind of person "he" 1is
C 3,4,11 Taxes by the government

6,7 Complacency
12 The neture of the honster

e
w)

o



Note that cards 2 and 5 are not yet assigned to any/fpile.
You decide wherc thoy should go. You may add. them deparately
or together to any of the previcusly established piles; you .

The °form above shows all the results of the sortinézgf far.

may,put them together to form a new pile; or-.you may con51der

each of them a separate one- item pile. i
Go ahead and assign 3 and 5 as You think proper. en you

have done this and entered your Judgment in the form above, -

turn to the next page.

Loy



‘I assigned card 2 to pile E, because it dealt with ,the nature
of the monster, as does card 12; and card 5 to pile F (a new pile)’
because it speaks of conceallng the monster, a dlfferent idea ’
from any of the others. N

Yourgjudgment does not have to agree with, mine. Just be sure
you have a good reascn for doing what you did, ahd- that. you
‘entered the common topic, in the approprlate place, if you
started any new. piles.

vNow take Practice Deck #2 and do the entire sorting task on
your own. First group all the cards that you think Be .ong in
the same - pile together, making as many.piles as you wish. Theny
assign a letter to each pile, and record the code number, pile
designation (A-2), card numbers and the common topic in the
appropriate places on the form below. After you have done this,
turn to the next pace and compare your sorting with mlne.
Again, it’'is not necessarythat they agree, but you should try
to use the same kind of basis for sorting as I did. . .
“When you have finished this practice deck, you may work
straight.through, sorting the stacks of cards,_one stack at a
time, and recording Qhe results'of the sort1ng-9f»each'staqk
on a, separate. form. - "

' Name - s i
(T~ " Date

Code Pile Card(s) . C&mmen Tbbid’or.ldea

N




‘pile

O R T R B - B o - -9

7

17

Card (s)

e S -

Ccmmon Topic or Idea

14,16
6.13,15,19,21

11,12-

10 -

e

7,8 "
20y,

. 1,3,15,18.

2,4

-|Question of relaticnships

Goal of the'message
Meaning of the message
Motivation of the message

ﬁocatiOn of the action

3

o

Definition of the action
Numbers of people

A strategy for investigation
_Withdrawaiiffom'the problem
Strugglés.with the problem
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TESTS 8 and 9

. . . . j N

Part I: Grammar~-Explanation of Symbocls

Between the lines of each Daper, mark the grammatical errors

) listed below us1ng the symbols provided. Use only the symbols on.
- the list. : '

K]

Mark only errors; do not mark forms whlch are/ grammatical
but less desirable: -e.g., In "the gocd, the true/, and the -
beautiful" a comma usually precedes the conjunction but it is

. not obligatory. Judgment is usually spelled without an‘"e"

between the "g" and "m" but an "e" there is not an error.

Wﬁen in doubt consult Webster's New Internatiomgl, Third
Edition or Roberts' English Sentences. o

. 4 £l
* * ‘*'\3’*

agr Error in agreement between subject and verb.

- 1
apos Error in use of apostrophe.* mark both error in use and
failure to use wpen requlred

art Error in use bf definite and indefinite articles: . mark
both error in use and failure to use when required.
2" ' ' " .
cap* Error in capitalization: mark both error in use and
fallure to use where needed :

.

o

comp Error in comparison: mark.ltems not,logically comparable.
‘E.g. _ . g - /
: omp ’
o A : [ﬁHls eyes are bluer than Jth "]

mod Error in modification, the so-called "dangliug" modifier: .-

» mark verbal phrases and elliptical phrases and clauses
o which modify the wzong word or whdch modlfy amblguouslj.
E.g.;
med

. . . _ fTaklng cur. seats, the game] started.
| ' - ’ el
[To write well, good books] must be read

. . ) i A
o : o [ When a,teenage&, my father] took me to Denver.

” Error in paral&el construction.
: ! pfea> "Error in predicationy mark constructions in which the
? . predicate does not relate grammatlcally to the subject.
EJG., ¢ o
. L} . Pred
[ HlS chief reason for worry about h1s son:
feared that he would fail in school. 1

J.=,/
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frag

Sp

‘wf

<

w ’ ’ -'r <

~Error in use of sentence frégmert. mark only 1napproprlate

use of fragments. Do not mark-appropriate uses, as in

colloguial stvle, dlalogue, and emphatic constructions.
<

. . «*

Error 1n punctuatlon. mark both error in use and

failure to use punctuatlon where needed.

Error in pronoun ‘Yefetence: mark lack of agreement in

number or gender between noun and pronoun .{demonstrative,

possessive, personal, relative) and absence of antecedent.,

(Treat amhlgulty inereference as a otYllSth error.)

[3
L

"Error.ln Spelllng: British spellings and unconventional
. variants are acceptable if listed in Webster's Third.

Consider faulty syllabification a spelling error.

Error in form of the word: “mark errors in word form..
E.g., mark the use ‘'of adjectival form where adverbial
form is required; thé wrong form or tense of. th verb,

etc.: ‘
' < Wi
He road thq book, Lqulck.J

I3

+ ,
£ It would be Llnterested7 to study that book

Errgrﬁln meanlng of she word: mark only words which do
not mean what the context calls for. Do not use "ww"

for words which have the proper referent but which are
inconsistent with the stylistic level or--tone of the
passage; which are vague, imprecise, trite, etc.; these .
problems should be dealt with as stylistic faults.
Malapropisms should be marked "ww" as should other words
whose meanings ?ave no relation to the context.

5 . . . .



Part II: Style—Explanation of Symbols

.Between the lines of each oaper, mark the stylistic faults:
us1ng*brackets and the symbols prov1ded.
approp(aud) Statement 1nappropr1ate ‘to the age, social position,
. .education, etc. of this audience. Mark construc-
tions which, though- appropriate to some audiences,
are inappropriate to a-group of English teachers-—-
e.g., technical terms.not likely to be known by th .=
those with a background in English, teenage slang, '
refer%nces to unfamlllar things and events, etc.
appr0p(verbal) Ch01ce of words 1nappr0pr1ate to the verbal context,
i.e., to the styllst1Cflevel tone of .subject. (Do
. 'not mark function inconsistencies--i. e., humorous,
1ron1c, etc.) E g., P

Analysis of the®principal obstacles’ to harmony

e . . in the Unlted Nations reveals that Russia and
apprep (_derl:?
* ® her-satellites refuse to [play ball] with the

rest of the world.

It seemed to Juliet, as she gazed down ffom the

balcony, that Rcmeo's face was as white :

apprep (uer ))
%s cottage cheeseJ
: 1

approp(writ) °~ Statement inappropriate to. the writer's age, social

position, education, etc.--i.e., condescending
\ . - statements, statements which imply more expertise

or authority than the student can possibly have,
etc, E.qg.,

-

- \)VFLP\U“FA) £
LI applaud President Nixon for finally seeing
that ]....
cl " Lack of clarity: mark words and constrﬁctions
- which are for:.some reason unclear. E.g.,

The British say that they are [cutt1ng|IRA
operatlons.] (Ambiguous-+severing operations
: of the IRA? reducing British operations?

1 . terminating British operations?)

e\
\?e looked hard:} i(Ambiguous~-he appeared hard?
ocked carefully?) .

) . [The Japahese people have been awaré of the whale
problem only #n récent years, and Mexico has
been in the forefront of efforts to save tHe

* T whale, prov1olng a natural sanctuary for them
in the warm waters of the coaSt.] (Unclear,
, _because ‘of failure to show lationship of
o . clauses by subordination or Pexical relators.)

5.
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Do you like lold mUblC7' (Unclear because word is not
specific--classical music? popular music of the 19th
- century? etc.) ’ :

. |
\The nature and methods of an architectoni
are and the technical languages .n which a
sciences are c1a551f1ed like many of the pr
of inquiry and analy51s and much of the techn1
. language of distinction and systematlzatlon i
, West,j can be clarified by going bagk to the begifinings
: made in the distinctions and analyses of Aristotle
(4 : . (Unclear because of excessive comp;exxty in the no&n

phrase.)

econ Lack of economyi cross out all words and constructions
which do not add meaning or increase effectiveness. E.g.,

. '—Bf a recent'poll +t-was revealed....
The'final.conclusicn of the.wcrkshop.,.;

Faulty use of figure of speech. 'E.g.,
"Liquitex gla es can be rubbed in with the fingers.

LOn the othe& hand, } unwanted color'can be wipedwcff.

Imprec1se choice of WOIdb- mark inaccurate words. (Do
not use "imp" tojmark words~which are unclear or which
have a different/meaning than the context demands.) E.g.,

"Subpoena" is 49£u51ng [poe& ] C
At the gates Of\MDSCOW Napoleon halted, expectlng

o ~\ﬂ\

to be met by a delegation of [Boyars_} (Boyars were n '
members of the Russian arlstocracy, but the last of . QJ’/—
the Boyars dled in 1750. )

- sic Inaccyrate guotation

‘d. syntax: mark constructions which are clumsy (inter-
ed excessively, etc.) or so simple that they create the .
‘effdct of primer prose. (Do not use "syn" to mark con-

sty cticns which are grammatically wrong or unclear } E.g.,

syn

But i, as soon as he-had to&d me {for Cleon came both
begging and insisting), set out accompanied by them._]

o . ) . ‘SLI n - ’
[Cleon came begging and insisting. And when he told
me, I set ocut. mhey accompanled me. |

-

trite Trite expression or cliche. E.g.,

In v1olat1ng the terms of the contract he s

N '}F"‘E
o playlng with flre‘]




QUESTIONNAIRE FOR TESTS 8 AND 9

v ’ i : .
Judge's name - . . The number from the top,
right-hand-corner of essay

-Date

After you have finished your marg;nal notations on the G*ammar and
Style of each essay, answer the follow1ng questions: ~
On the problem statement:
9 . = : .
l. 1Is a problematic situation stated? -[yes, _ no]

If "yes," underllne and label it in the. rgin with “(P S) "
2. 1Is a questlon (or statement of’ somethlng to be dlscovered)
posed’ [yes, nol :
' _1f "yes," underline and label it 1n the margin. T o
3. Is the question (or statement) an unknown? [yes, nol

If "not,"™ is it a hypothesis ph;ased‘as a question? [yes, nol

’fd. If the questlon is answered will it eliminate or "reduce"
the problematlc situation?  (yes, no] '

- On the hypothesis and supporting e&@dencé
1. 1Is a hypothesis stated? >[yes, noj
- If so, underline it and label it in the margin.

2. If no hypothes&s is stated explicitly, is one readily
- deducible from the argument? (yes, no]

- 3. Is the hypothesis
- . problem stateme

N answer to the question posed in the
[yes, noJ

4. How many diffgrent kinds 'of evidence does the writer provide
as support of fhis hypothesis? [Number each kind in the margin
as it is intrdduced: e.g., a quote from the text followed
by a referenceN\yp personal experience would be numbered 1 and 2.]

”

_ . . A . .
5. 1Is each kind of evidence relevant? ([List here’ tge numbers
(see 4 above) of those kinds not relevant: |

6. 1Is the evidence provided suff1c1ent to make the hypothes&ﬁ\\
credible to you? [yes, nol] W

%
7. . Is there adé aspect of ‘the story which the hypothes1s does
not account>for or is not consistent with? [yes, no]

8. Is the possibility:of alternative hypotheses recognized by
“the writer (i.e., does he state that dther hypotheses are

possible)? [yes, no]




9. Does he state an alternative’hypothesis? [yes, no]
o0

a. If "yes," does he explain why)the altelnatlve 1s less
reasonable’ [yes, nol o~ e

- k] .
[ i ¢ . ",
K B

. ' 1. . If "yes,"‘is the cxXplanation credible to you? [yes,.
‘ no} . . , i -

10. If no hypothgg;s is developed, Wges the writer indicate that \\
he is reporting on an earlier stage of the process of inquiry

(e.g., the problem, exploration of the problematlc data,
considering}? [yes, no]

On the structure of the essay

1. Is there a clear orgéhizational principle (i.e., are the
various parts of the essay organized in such a way so that
you always know at what stage of the argument you are as
you read}? [yes, no]

Over-all impression of the essay ' ////‘N\\ .

You have read the assignment for the paper, and you-have read

paper for its grammat1cal stylistic, organizational, and
\loglcal features. Now give your over-all impressioh of its ,
acceptability. by c1rc’1ng a number on the 10-point scale below. .
If it helps you .to assign a number, think of 10 as a high A and

as a low A; 8 as a high B and 7 as a low B, and so on down the
scale. .

unacceptable ’ ' | o ' acceptable

1 . 2 3 4 5 .6 7 8. . 9 . 10

L

e - R




SUPPLEMENTARY INSTRUCTIONS
FOR "QUESTIONNAIRE FCR TESTS 8 AND 9"

Change Part B, 1tems-4-¢ to read:

4. How many different reasons dces the writer provide as
support for his hypothesis? [Number each reason in the
margin as 1t 1s 1introduced. ] '

5. 13 each reason releyant to the hypotnesis? {List here
the numbers (see 4 above) of the reasons nct relevant:

]

6. Are the reasons provided sufficient to make the hyﬁbthesis
credible to you? ({Yes, noj

Une way of 1solating the differert reasons provided as support
for the hypothesis ®s to summarize the argument in your mind using
the following pattern:

The writer argues that [state hypothesis) is true for
these reasons: 1, 2, 3, ...

For example, consider this made-~up summary of an argument about
” I LU
Q Film e
The writer argues that the .story satirizes a particular
kind of mind, one which has lost the ability to distinguish
life and art.

He gives these reasons for believing this hypothesis:

1. Descriptions of "real-world" events in the story -
are repeatedly distorted by puns, grotesque elabora-
tions, etc. .For example, ...

2. Events in the real world and events in the film being
made interpenetrate constantly in the narrator's
account, so that one never knows for sure what is
staged for the film and what is happening "off stage."
For example, ‘o -

. 7

3. The narrator remarks tha: his film does not contain
"truth,” thdt he had simply forgotten about it in con-
templatlng the triumphs of his life as a film maker.

4. Literary history lends support Ior the hypothesis,
since, there is a long history of works satirizing
*» .1 who have lost their intellectual and moral
balance. For example, 3,. ETC. /

Notice that the reasons are numbered but not the evidence used to
support the reascns lindicated above by "for example, ..." in each
case) . -
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FACTLTY AND CCURCE EVALUATION Course “umbter Section Numer

. .

trengly Strengly © Not

qmrnmm, TUALUATICN * Agree Disarree Applicable
l, Tne instructer was an effective teacher. 1 2 3 L s 6
Ce ceemcd prepared and orginized for each class., 1 2 3 I 5 £5
3. renerated and held your interest in the subject matter. . 1 2 3 4 5 b
Lie c*cwed a thore ugh knowledpe of the subject matter. 1 2 3 b 5 6 -
C. wac sencitite to the lavel of student conmprehension. 1 2 3 4L 5 6
o cenzcursred auesticns and Jiscussion in the classrcom. 1 2 3 4 § 6
Te wmrveres uestions cooplately anz clearlv, . 1 2 3 L 5 s
e 2ivoelr availcotle for ctudent aiscussion o ioe the classroon, 1 2 3 L 5 &
%, e put encurh legicdle intermatien on the toard. i 2 3 L4 5 6
A0, He cold te heard and clearly .ndersteod, : 1 2 3 4 5 é
11. Yo cave prener advance noctice of exams, heme proyfens, and quizzes. 1 2 3 4 5§ 6
12. He elearly oefined the pradins systenm at th nning of the “erm. 1 2 3 4L 5 6
13, ¥ig rzdire fosten ceems falr and conc 1 2 X 4 5 o)
BCUIT RVALeal I - /
Jie The uwerall uslity of tho course wAs reod, 1 2 3 L 5 6
17, The ca*slog descriptiofr~es<the no¢Nwm is adequate. 1 2 3 L s 6
1t. 1ae rrerequisites {or this norpwm\ give aderuate ﬁﬁmewmcuon. 1 2 3 L £ 5
27« The cource coegs not siyniticant duplicate the nmagerial you have covered in other i

COUrSeS. _ ‘1 2 3 L 5 &
16, 7ne moterial presented in 1:jiure was waouthmH% covered in time available. 1 2 3L 5 &
19. .o course rejuired (1) muck mere (2) more (3) average (L) leds thar (5) much .
, less tirme than was regvired for other courses of the same credit. 1 2 3 L s 8
20. Tne ccurce had spproprriate coentinuity, nct s«<ippin: unrelatedly frcm plazs to place.l 2 3 L 5 6
2. .ne text ir.relevant to underztandin: the course rmaterinl. -1 2 3 4 5 6
<2+ “he exan and guiz questicns were a ;cod test of the students' unierstanding of the

materiale 1 2 3 4 5 6
23. The hcme assigrments were tereficial. ’ T2 3 4 s o)
ATDITICNAL EVALUATION '
2L. ke instructor shared responsitility with the students for the conduct of theclass. 1 2 3 4 5§ 6
25. The course offered adequate oprortunity to pursue your own interests and problems, 1 -2 3 L S 6
26. vhat vou learned in the course is likely to te <nwcmcwm in nmany areas of your life. 1 2 3 L S 6
27. The cource made it~fasier for you t0 recognize and aznit it when you ran into some- .

thirg you did not understand. . . 1 2 3 L 5 6
28. 1he cource made yvou more willing to pursue problems which interest or trouble you., 1 2 3 L 5 6
29. The course made you rore interested in pursuing protlems which interest or trouble

you, 1 2 3 L 5 6
33. The course increased your ability to deal with problems which interest®Ttrcuble you.l 2 3 4 & &
31. The course has led ycu to cusstion the adegquacy of yeour knowledge of the world. 1 2 3 4 5 6
i¢. Your performance as a student in the course was excellent. 1 2 3 L & 5
33. This evzluation agejuately evaluates the course and the instructor. 1 2 3 4 s 6 ’

et —— | ]

_‘ 'E ic
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COURSE

. SECTION

Plecase fecl frce to make auy appropriate corments relevant to fmproving the course.
The followiny topilcs are t -ant only as guides to crganize your fhﬁughts in the short
time allotted, Make any additional corrents on ary topic not covered: Flease be

. concise, specific, and constructive.

RECITATION /LA LORATORY :
Did the lcader encourape] ddascussion?  Did he cfﬁrify Jectures? Was he
available feor help? ﬂnky any other cownwcats about the recitation/lab
scssions.

LECTURER (principal instructor):
-  bid he niake himself clear? Was he accessible? Vas he too repetitious?
Was he too onc-sided? Did he provide adequate fecdhack throupliout the

term on the students propress?  Any outstandinpg-good or bad-characteristics?
\

L
ASSIGRMENTS JEANIS/PAPLRS
Unclear,. too lonp, teo trivial, ncver discussed In class?  Readings useful,
suited to class level: and course? $hich readings were . least/most uscful,
and vhy? Was homeworl necessary, valuable to u?derstnndjng the course?

1//,
GENERAL: ¢
Was the course challenging? What were your cbjectives in taking the course?
Were you satisfied with what you got out of the course-why or how?! Expand

on any toplc you fecel relevant to the instructor's improving his course.
g

ERIC I
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The Heavy Bear. iWho
Coes with Me : .
Delmore Schwartz 10/29/71
Removed due to .
copyright . ’ v e
restrictions
T . - [ .
"The Heavy Bear Who Goes With Me," a poem by Delmore Schwartz,
m?taphorlcally connects an individual's personallty and subconoc1ous

T

with certain animal characteristics. The bear metaphor, however,
is rather difficult to understand...This paper is an 1nqutry into the
question, what does the bear represent° »1 will examine this meta-

'phor from three different-perspec¢tives: as a statlc,'well defined
entity or .particle; as a dynamic process or wavej and as a system
and a part of a system. From each of these perspectives, I want to

explore the unit's contrastive features, variations, and-distribution.

This procedure is designed to expose fresh data aDout the bear meta--
phor and stlmulate hypotheses and questions...

——
1. How does this unit, viewed as a particle,'contrast with simtlax
cunits? - i
: L .
This unit is different from other metaphors because it is .
about...a bear. A bear.has certain distinguishing characteristics:

bulk, a large ‘appetite and special craving for sweets, an indifferent,
steady temperament but - one which can be aroused tc ‘great heights of
anger, a need for long periods.of sleep, and a quiet power.

The heavy bear is different, though, than}other”bears. He
desires "a manifold honey to smear his face." This is a clue that
the heavy bear does not represent a simple emotion or desire. Ap-
pa%ently he has, many hungers. The heavy bear can also think or,
dream. Through Much of the description he is seen as stupid. But
he can long for sweetness and tremble at the inevitability of the
future. The bear is aware of his desires and fears.

“2. How does this unit, viewed ds a particle, vary?

The heavy bear's behavior or state varies con51derably in the
pbem First, he is lumbering here and there, a hungry beatlng brute.
He is, a plcture of hostility and physical act1v1ty. But 'he is also
plctured as a whimpering baby. He howls in his sleep for sugary\\h{
as a baby for his bottle. The heavy bear trembles at the uncertairy
: of the future. Thirdly, the bear is pictured as' neither a brute nor
a babe, but as a creature which follows his master about. The bear .
is not simple in his behavior. : He varies to extremes. '

3. Where i8 this unit, viewed as a particle, located in temporal,
3patial, and“class distrﬂbutions’ ’

The heavy bear has "followed me since the black womb held‘" It
represents not a new emotion or desire, but one which has been with.
the man since his birth. The heavy bear is natural, an instinct or .
.desire present at birth. Nowhere does the poem say that the bear
has .grown with experience or tlme or learning. - '

o

»
v

>



K . " . . : ’ - ' NS
_ o & ,
' There are a'"hundred mllllon of his kind, The scrlmmage of
appetite everywhere:." The heavy bear is not unique to this man.
v All of us have ‘heavy bears. And our heavy bears are in'constant
* ~combat with each other. ' The bear "boxes his brother in the hate-
fllled 01ty " :
What 1is the’%elatlon of the heavy bear to-his companién? The
heavy bear seems to be in a vague location, outside yet inside the
‘man. The bear goes "with" the man, follows hlm, and .drags him.,
He sleeps and walks" 1ndependently cf his companion. Yet the heavy
bear is aescrlbed as. "too near, my private,. yet unknown." Note that
“-"too near" and "my prlvate" are sepdrated by commas. The bear is
.ot too near something that 1s prlvate, he 1s that something!’

Summary of the‘particle perspective
.NSeveral 1mportant conciusions' can be made with thls data. This:

is a_complex metaphor in which the bear's behavior varies. The

bear does have a manifold effect on a person, He is found in ever: -

one, and he is -présent from birth. Though he is sometimes apart '

from one's personallty,lhe can also be indistinguishable from a_ pers ..} :

son!s deepest‘and unknown motives. I want to advance this Hypothe51s

thexheavy bear represents.animal-instincts, desires; and drives whlch.;E§

are present in all of us, These animal characterlstlcs need defining.

Hopefully, the subsequent data will make the:; characteristics cledr.

!

Ty, How does tke unit, viewed as a wave, differ from other similar
. proceeaea’ : - o

Viewed as-a dynamic event, this metaphor is a cycle, rather than
a process with beginning and end. At both the beginning and end
of the poem, the heavy bear is ‘a hungry beast,. seeking to-satisfy his
. appetite. He, appears as a beating, kicking, box1ng brute. And he
leaves, dragging his victim into” a scrimmage of appetite. A third
person is not compatible with the. bear. He boxes his brother, arnd
touches the loved one grossly. -At the end, the. bear is "going with"
his companion'awain This eyclic process suggests that the bear Qﬁ
doesn't change™over long periods of time: - The beglnnlng follows the
end. The same boxing and gross touchlng will happen agarn The

companion cannot change the bear's behavior. N Lol

5. . What are the dszerent dynamzc procegses of the unzt viewed
as a . waveg. . -

- There are several processes going on simultaneously.  The heavy
bear's aggressiveness changes with time. At first, he is a brute, .
beating and boxing as he seeks food. Suddenly, in the next stanza,

~his attitude changes to one of cowardice. The ephemeral quality of ,
llfe terrifies him. Next, the heavy bear is passive, follow1ng and f/
.shadow1ng his companion. Finally, he becomes aggressive.again, carry- 4
Q 1g\off his victim. The moods and influence of the bear change.

ERIC '\ -,
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There is another wave propagating w1th tlme The physical -
attachment of the bear with his comparion changes. In the beg1nn1ng
A "the heaving bear .lumbers here and there, not paylng much attention
kA to his companlon In the next stanza the bear is sléeplng next to
rhlS companion, but isn't conscious of the cempanlon s presence. The
“ Pear and man- are eventually united in’the last stanza. The be¢ar fol-
lows the man around until roles are sw1tched and he® drags his victim
off . \ o

\..
4

S A thlrd process .involwes other chacacteXs. Initially, only the

_bear ahid man are present. Soon,- the bear boxes his brother. When a
loved one appears, he touches her grossly. The bear does not just
1nteract with the man,- but with other people Fs well.

]

6. How 18 the un,t, vtewed as a wave, part OL a -larger context?
The beaw, metaphor~1s part of the poem. JNotlce that the poem
. <» . organized into’ three stanzas. . Lach stanza can be separated from t e
* " next depending upon the act;v1t1es of the: baﬁr. 'In the first gtanza,
- he ‘lumbers here and there. In the second e is sleeping. . In the
""  third, the bear is follow1ng and then leadl g the man. There_are.
-three dlstlﬁct actions -taking place. / IR b
| . : °
- Consider the bear in relation to his kompanion. In the first
two' stanzas, there is very little interaction between the bear and
man. Yet in the last stanza, the bear takes on a new relationship.
He. is an inescapable animal, now, who moves. where the man moves.
Ewentually he drags the man away. The bear has muchs more influence
on the man at-the end of the poem than i¥n the beginning. His relation-
ship with the man becomes more intimate/ and.complex. Note, too, that -
_the stanzas beCome longer as the metaphor grows more compleX. ‘ ‘

Summary of the wave perspective /

The wave perspectlve adds new ddta to.what I termed "animal
characterlstlcs The bear's presence and behavior is fairly constant
‘over long perlods of timé. In short perlods, though, there are vari-
ations in the bear's influence. At times his presence goes-: virtually
unnotlced, while' at other tlmes he. directs. the behavior of his com~
panion. He can be aggressive and hating. He can be cowardly and
afraid. He can affect other people, as well as the mental state of o
his companion. . : -

b

7. If the unzt is viewed as a field, houw do the compongnts contrast
- wzth other units? L ¢ , o s
The -bear is a complex system of many values and impulses. I

want to explore this statement,.noting the instances where the bear

is paired against another.vdlue or emotion. For 1nstance, the bear
is described as "A stupid clown of the. spirit's motive. Here, the '
bear is paired against the m tives 6f the man. He ‘distorts truttr, and.

[]{}: obstructs communlcatlon.‘ ‘The bear "perplexes and affronts w1th hlS

Aruitoxt provided by Eic:
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own darkness, the sSecret life of belly and bone." le pets in the way
of man's deepest-desires and needs. Though a world would make his
heart clear, the man's love is perverted by the bear. 'Is the bear
lust, or just .a fear of -exposing an intimate part of the man? The
bear "trembles to think that his quivering meat,. Must flnally wince.teo
nothing at all." Why is he afraid of™the 1nev1tab111ty of the future?
It should be evident that the bear reacts differently to different
stimuli: honesty, love, sincerity, communicationy the future:

e - @ % - . <~

- 8. How does the unit viewéd .as a field, vary? - 1

4 ﬁhe 1mage of the bear varies in the field of metaphors, that is,>
the bear is metaphorlcally described in many ways in the poem. He - °
is a crazy factotum‘ who seems to mess up many matters. Physically
agressive and hating, the bear cllmbs, kicks,Tand boxes. In the second
stanza he is described as a show~off in his dress suit.and bulging pants.
Does the bear represent ego and pride? Or is lust arousing him sexually?
He is also a caricature; a swollen shadow, and a stupid clown. This
series. of metaphors implies that he is not dellberately plotting ‘to
distort the man's-feelings. Rather the bear is stupidly and ¥nstinc-
tively following the man. THere are many possible: emotlons ‘and
desires metaphorlcally llnked with the bear. . . .

-~

9. Viewed as a field, how does the unit fit into avlargér'systgm?

. ) | : N
v The heavy!' bear is a group of emotions within.a larger system we
call personality. It occupies the "central ton of every place." ’

Summary df‘}ﬁe field perspective

The bear is not just ‘animal instircts. He represents other
emotions not associated with animals: pride’ and hatred, for example.
The- heavy bear occuples a -central position in every 1nd1v1dual's"
personality. o i

1

Summary of bear metaphor ‘ ) e @
- I would advance this hypothesis: the bear metaphor represents a
-.complex system of emotlons and desires.  Lust, hatred, aggression,
- stupidity,. and prlde dre in this system. For lack of a better term,
I will group all these emotions ‘and ,impulses into a system called
selfi hness--a contern with self above all else. Selfishness varies. ' ¢
with time. * .Sometimes we“express it and other times not'. We express
it in different ways. But it is always there. It is at the very
center of our being. We can- separate i- at times, but not rmanently.
We recognlze ¥t often, yet cannot 1solate and define it. Eggec;ally L
when: we are with others, we ' notice our own selfishness., .
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PROBLEM: In "THe Heavy Bear Who Goes With' Me" the bear is presented
as if it were a separate identity from the person referring to him- !

self as 'me'. Yet -the bear and 'me' are totally 1nseparable (that ’
inescapable animal walks with me, llas followed me since the black -
womb held). They are, with no doubt, one in the same person. This

being the case, exactly how has the author separated that person?
Why does he refer to the bear and 'me' as separate identities, one
"with! the other? ) L . .

UNIT TO BE EXPLORED: My exploration will focus on the bear. If the
bear can be understood his makeup known, then one can understand

- what 'me'.-is and speculate as to why the author ch00ses to use "with".

L

’ CONTRAQTTVE FEATURES OF THE 'UNIT: NS .

L).Partlcle. To-contrast the "heav§ bear" with similar things, one

must first define his $imilar fthings. My definition for this study .
will be those things that are with man when he is in his most naked

and solitary state. .This is a large set of units’'and subunits; there-~
fore I will attempt to break it down somewhat., The initial breakdown
will be 1) his phy51cal body,.2) his thought patterns.. Man's physical .
body is “easily broken down-into subunits: eyes, legs, heart, brain,
nervous system, etc. ‘and imto further sub- subunlts cells,, atoms,
electrons, etc. MNan's thoughts are not’ so. ea51ly broken down beyond
subcon501ous and c®nscious, but I will arbltrarlly do so by means of

‘a bit of fantasizing. My model will be .as follows: suppose a man's

e

brain were to.be separated from his body and kept alive and function-|
ing. What class of thoughts woulcd then be generally gone and what type
would be unaffected’- The chart below gives some examples of how I ,
/believe «the thoughts would separate. I choose to ignore the separation

. /of conscious thought. and subconsc1ous£&hought_in this chart because

/of my. lack of knowledge.about them.

: ’
, : Thoughtg:(Consc1ous and. Subconsc1ous)

- A . B
(thoughts having physical o(ien— ' (thoughts with-a not so Physi-

. tation) - . cal oriéntation, i.e., that
hunger : ' L o would not diminish as a re-
anger (the need for phy51c re- . . sult of the removal of the

lease of ténsion) - Q\~:1L "brain from-the body)

sexual dr;ve/love love - .
" desire for an easy life - hate’ vy .

need. of sleep ) ¢ lanta51zlng )

shame of one's physical appear— "+ inner shame of one's own self
. t ance .and overt actions sympathy .
. .fear of death need for- knowledge

' ’ . o fear of death, etc. I
' The: "heavy bearggseems to have 'the attributes of the subunlt \

- man's physical body. = Various phrases in ‘the story support this. - The

- bear 1is the "central ton of every place,” 1nd1cat1ng weight and

volume; he walks with 'me', indicating legs; and he }se"dressed in
his dress suit", 1nd1cat1ng a body. However, all of this contrasts

¢



sharply with the statement referring to the bear as "a swollen, "
shadow' ,. ‘which 1ndlcates the bear- encompasses more than just physxcal
attributes. 4

\
As” for the subunit, thought patterns, the bear compares fayhgably
with that dlass presented in, "AY aboverand less favorably with t
1n "B"., He has sexual dPlVEb, "touches her grossly", and de51r§§
"candy, inger, and sleep." L Al
5 . . :
2) Waves: The bear seems to nét be nntlrely phy51cal or entlrely
- mental. However, ‘his central orientatibn”“seems to lie 1n physically
oriented thought and resulting physical .action. He is a "strutting
* show off...Dressed in his dress=-suit". He "distorts My gesture",
indioaging that the real motive of 'me" is distorted phy51cally..
Many of the examples 1n (1) apply here also. \\

3) Field: The story is composed of three magor thoughts in the three
stanzas. In the flrsf his general desires and abilities are wn.
He .is ' clumsy," loves. "candy, anger, and sleep", and "boxes his
brothéer." In the second the bear's terror of d%fth and discomfort
arejempha51zed ‘He’ desires a "world of sugar. In the final stanza,
besides generally degrading the bear, the author shows thé bear's
need. for survival and procreat on. The bear "strives to be fed" and
"touches her grossly. ) S

VARIATION: . 3 . v

4) Particle: One important unit in the poem is the word "with."
Any other word or words would not be acceptable. - The bear is "with me",
not insi me or a’ 'part of me, but accompanying me. This use of ‘the
word "with", along with the obvious dislike 'me' has for the bear
gives one the feeling the bear is ccmparable to a'parasite. A para-
site that is unwanted, that cannot be removed, and that is all-encom-

passing in 1ts applloatlon-—affectlng both body and mind.

5) Wave: The bear in the beginning of the story is presented as a

total entlty completely.different from 'me', "The hungry beating
brutish one" Yet as the story progres"es, the bear becomes more and
more personal with 'meé': "distorting my gesture" and "dragging me with
him. { B ' !

.6) TField: The "heavy bear“ possesses an unpredictability. He is a
‘"central ton", yet he is a "swollen shadow"; he :is afraid of death,
yet in love with anger; ﬁe"is "opaque, too near, my private, yet
‘unknown" However, certain constants do exist throughout. He is
‘always stumbllng and clumsy and is always aware of basic physical
needs (sex, food, sleep). In a larger context the bear 'with' any
glven\lnd1v1dual is not different from the bears 'with' other individu-.
als,'belng just "one -of a hundred million of hls klnd "
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DISTRIBUTION: ' ‘ -
-
7) Particle: The classi¥ication of the bear was defined in
sectinn one. I believe the bear and its classification are 1rrespec-

tive of time and "progress." The emotions ‘of the bear, hunger, lus .

and aqper were possessed by man since b~fore recorded history.

B8) Wave: The seplratlon of the physicil man and the mental man done
in scction one is subjective at best, An example ‘is sleep. Studies
have shown that physicallv man needs only three to four hours sleep
per day. However, most people jealcusly defend their need of at

least eight hours per day. Therefore, is the neced for sleep a physi-
cal or mental attribute? A combination of both, to be sure, just as
all of the other separations are. My fantasy in section one therefore
is 1npract1ca1 but, I believe, productive”in terms of understanding’
this unit. .

9} Field: . The bear is a significant part of a large system--the

survival of man on the planet earth. Many s"ec1ea of life have be-
come extinct during man's time on earth, spec les that were bigger,
stronger, a more defensible. Yet man, hiz 1mpregnable,

small body Mas survived. Man's survival has generally be
to his ablllty“fb reason, but his ability‘would have heen u
without. a motive: the "heavy bear”" with man gave him that motive.
Clumsy and stupid as-ne is, that bear refuses to give up his fight
for survival and prQFreation, no matter the odds.

t «
HXPOTHFCIS The bear in Schwartz's poem is a parasite that is un-
removably ‘attached to an individual's thought processes. An individual's
thought processes are what make him unique, an individual while .the
parasite is just one among "the hundred million of his kind."  That
parasite is our pnysical bodies that are so inarticulate at convevying
our feelings through physical action, and our physical needs that so
often control the thoughts of our conscious minds. The bear is "with
me"” because it is not distinctive of the individual's true self. much
as physical looks do not reveal personality.
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