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No longer is there any swift or easy way for an English graduate

. to: enter the teaching profession. However accomplished in tra-

. _ditional areas of English studies, candidates ate finding that their
job seardhea often end with letters like the fol'lo‘lng

.

Dear Apphcant -

v . I have received your letter of application in response to
7 our ad fér the position of Assistant Professor in our English
- Department. Yoprs was one of 400 applications.

The fact that you did your- undergraduate work a}/one
of the best schools in the country, graduated summa cum
laude, and 'were a Rhodes scholar is very impressive. Your
know]edge of minor sixteenth-century poets seems outstand- .
ing. However, we were looking for-a person whose back--
gr(;und would prepare him or her to teach freshman compo-
sition in a two-year college with open admissions.

T will keep your resume on file in case we have an opening
in the future. Thank you for applying.

] Sincerely,

- . Head of the English Department

Altho‘g;ih this Tetler is hypothetxcal it typ'ﬁes the frustratlons B
. .English teachers face today. Competition for jobs has bechme
increasingly stxﬁ When there is an opening, search committees’
are selective, choosing the candidate \who” has«the best skills for
meeting the needs of present fcollegé students. In English de-
' partments, teachers who once could.opt for upper-level literature
. courses or honars courses now take their turn at the freshman
levél.« Moreover, even experienced facul#y members often feel
that thelr training hds not prepared them to teach composition.
*Thus, teachers need to be trained or retraiped to teach writing if
they want to get or Thaintain jobs and meet the needs of students.
St'udenta in the two-year community college run the gamut in
- goals, needs, and backgrodnds Some students are in two- year
techmcal programs, while others are beginning a four-year liberal .
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arts pregram.- The college population may intlude urban sub
urban, and rural students, ranging in age from fifteen to seventy-
five and representing every socioeconomic group. For most stt-
dents, freShman composition will be their. last formal course in
writing; for many, it will also he their first because open admis-,

Introductioh )

sions cor'leges take students who have not had college pteparatory s
- courses - e

" Often students “come into freshman English with a. negatrv
attitude because Enghsh has been. dlfﬁcult for them. From the
student’s .point of view, 1t is an’ unnecessary ev1l -Despite this,
they do admit that ‘they are ill .prepared and lack necessary read-
ing and writing skills. In fact, poor reading and writing have
become newsworthy items across the nation, However, the public
* schools are frequently not budgeted or staffed for developmental
.programs in these areas, so students will’ ‘continue to come to col-

lege with weaknesses i reading’ and writing and with therr dis- - -

trust of the subject. Nevertheless, as English teachers we are
in the’ business of teachmg everyone how to write; although, iron-

ically, few_graduate English programs include courses that em-

phasize the téaching of wxiting, and none recognize the*teaching
of : wrxtrng Aas a specialized field by offering training ‘in rhetoric
as'a sxgmﬁcant part of masters or deetoral work. ’I‘hus English
teachers are.often not trained at all in the area which may be
their career: teaching writing. * - . .

As teachers of composition we have designed a prograrn’.that

r

i

.
4

“focuses upon teacher learning, as well as on student” learning, and
thaf, recognizes the leaming process as shared and ongding. We

_ have directed it. toward the teacher in a two-year community¥
college, but much of what is’discussed can be é:sed o‘hadapted by*

university or high school teachers of compoSjtion. * " .

In designing our approach we worked from the followmg as-
sumptron compositipn training gught to offer a range of options
_for both teachers and students in any one class or laboratory Tit-
uatjon, because the needs, strengths, and abilities of every indi-
vidual differ: Institutions are mcreasmgly adoptmg open-door

" admissions policies, so thatno group of students is homageneous

in terms of ability. Teachers can provide more help for these
studerits by 1nd1vrduahzmg in the classroom and by sharing ideas
"and methods of teaching composition with other teachers. At
present few college composition teachers are provided ‘with ways
of using each other as resources in team- learmng situations. Each
teacher is responsrble for his or her classes,” and the Enghsh

o - — -
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. department sets up only general guidelines for what should be
taught, It is.up to the teacher, to 'devide how to tegch. Our . f
‘1
X
\

‘English. deparfment meetmgs fox exam le,* are held to. discuss
departmental business, not to share ideas about teaching. Al- -

- though thé members of our department occasionally have a work- .
shop, we do not have a built-in system for dlSCUSSlOﬂS among '

. teachers about :approaches or methods of teaching or about the . B
, success or failure of experiments. Actually, ‘few teachers in the T
ﬁeld acknowledge that skill .in writing and in the teaching of o5 ‘

wrltmg and the degree of structure are continual experiments N
thh as many skill and theory variables as there are human beings. ’
* If both teac}er and student have options for téaching and learn-
) ing, the chahces of - .succeéss in teaching as well as learning should
, .  increase. : . .
Because bur method features -multiple optrons it is well suxted
to a develoﬁmental; individualized approach "'which acknowledges
" that communication must be redefined through experience and °
-consistent experimentation. Our method is co-designed .in two .
‘ways. First, we designed tHe laboratory apprbach together, shar-*
.ing our ideas, experiments, and experiences. Then as we worked. .
N in our ipdividyal classes er’ with individual students, they too
layed a part in designing the pricess. In“this book we establish
ntext for our method by delineating the inftueritial research
eld, and ‘we explain ways to apply prmclples of rhetoric in . .
practice.” Qur purpose is to offer teacherq methods arﬁ a theoret- -

.ical base for-éxperimenting with the teachmg of wrltmg in a lab-

oratory classroom_situation. We .offer strategles models, and ex-

. . ercises for, teachers and students that are a means of dls‘covermg

L. by dorng These cover the following stages of writing: prewrxtmg,
contrpllmg a"thesis, development through evidence and ;rhetorical '
strat/egy, editing, and evaluation, , Our emphasns is on the process,
of writing, rather than én the ﬁms d product because the process -

- invplves both the teacher and the student. - e

ur agproach to teachmg writing is formed by attentxon to °

rhetohcal tradition. Plato’s Socrates ‘practxced the art of

. djalectic. hy Yig:st%carefully establishing the setting of copversations

g ‘Y nd"'t'd'xen thréqu: ”estxenmg, forcing , his students to betonie

aware of fallacxe;; Jn;‘ gir logic apd leading them inductively to-

ward the trut\h about afty given fopic. While the history of ‘the re-

latipnship behw;en rhetoritx and 'dialectic is compléx, many modern

. views of rhetonaaas a methdd, cleagly incorporate 1deas “that are

o - ~ R N - -
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; .
_features “of the Socratie dxalectxc ‘one begins not with subjeét -

.

matters but with questiong tHat are open tv dxspute and one pro-
ceeds by éxammmg opmlon, on thesy matters. through questlons

and answers g . W .

¥ This method is an important pspect ‘of our, l’aboratory approach
%l‘though composrtl.on teachers are usually limited in their abhrty
to determine the settmg of thg srtuahon they can use the’ dralec-
tical approach. From the mceptxon of "4n, idea to the ﬁmshed

-

-4

work, students and the teacher*queshon, probe, debate; evaluate,, Lt

and refine the xdea until it* beéémes as coherent,, orgamzed, logical,
and developed as’the students afe able {o. make it.
Aristotle of course recognized and ackhowledged that Plato had P
-used inductive, dialectical -arguments, but he pr.edxcted- in Metd-
" physics that Plato.wa/ only at the starting’point in- science. In
Rhetorie Aristotle discussed.rhetoric_ih terms of formal discourse
affd proposed means 4t rhetorical arguments that later. wrrters took
up as'a set of guxdelmes or even rules, for persuasive language
Fhe rhetoric teacher can use his approach to" argument in the ~
labotatory in an’inductive way by raising: questrons which help
students clerify their ideas and formulate arguthents. The stu-
" dent should be able to inductiyely develop an argumentatwe strat-
egy, a strategy that will be enhancetl when the student discusses
the topic with¥tre. audience to dxscover how best to convince them.
Thus another concept derwed from. Arrstotle——the triad of

O 0 3 - 1m AL Q —d3 R F3 —
ardience,—voice—and—a o --"—- t—— X

from being aware of the nature of their audlence and they must
choose an appropriate voice fo fit theirstopic and audience. In
other words, they must chpose a suitable ethos or persona.
Finally, they must find a way ta orgamze and develop the1r argu-
ment or, in a broader ’sense, their topic.” .

While the rhetorical prmclples of ‘Plator. and Arrstotle -are
still valuable, ‘those who define rhetoric today recogmze the lack
of absolutes in_ the art. For example Rxchard Young, ’AltOn
"BecRer, and Kenneth Pike in Rhetoric Dzscocery and Change
(New York: - Harcourt Brace and Wo d 1970) talk m terms of
sontrolhng process ‘e

- As a progess, rhetonc cleagly begms thh a person’s im-
- pulse to commumcate, to share seme .experfence with others
although this is a somewhat arbitrary starting point since
he( often has explored his experiences ‘and formdlated ordér- .. §
ing principles before he feels a desire to’ communicate. At
4 N

2
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some stage in the process f{e must idéntify his audience and

. decide what strategy he can use to present his ideas.” If he

. chooses fo write rather than speak, he must at some stage

begin to write and rewrite what he wants to say. However, « -
e the processis not strictly linear, with clearly defined stages;
they often overlap—the writing stage, yor exariple, fre-
+ " quently serves as an’ opportunity to explore and clarify_the
experience in his own mind. But ,n spite of this blurring
and merging. of stages, the writer does at varipus times shift
. his attention*from his experience and his own resources to

his audignce and .to the written work itself; these shifts of

attentién and activity constitute the thetorical process for , ..
. the whiter.” [P. 5] - ) - )

”
.

’ -~ Young, Becker; and (Pi}(e suggest that the writer’s.awareness of th
relatedness of subject, author; and gudience is_a process in which’
_~the starting point;is” arbitrary and in which, staes thay-overlap.
Thus, argumentative strategy is only a part of. the process and
not hecessarily the starting point. - SR

. . Socrates ‘himself was suspigious of writing-because it Iacked_‘ )

the dialectical ‘interplay of interlocutors; he’ felt that. ‘probing

. questions were necessary in-order to .arrive ‘at the truth: The |

following example shows how ideas drawn fram Plato and 'Aris-

_— totle, tempereg by .the contemporary emphasis on process, €an

be employed in alaboratory situation. * -+ 3
A student came into the lab with general ideas about the lack
of absolutes in Lewfs Carroll’s’ Alice in Wonderland. What inter-
4 her most W was—timt-Carroth—who—was the

.o

s

.only author we had studied all year who did not mention G'gd,' L

\Nes dlso the only duthor we studied who was trained far the
ministry. She had no idea of what her thésis statement w(')ula'
- be because she could not determine her relationship to what she
_realized were many possible subjects. She was asked if the total
absence of absolutes might not be considered arf absolute in itself.
' Furthermore, Carroll’s motif of eat or be ‘eatep and the death
imagery suggest what may be an uncertain attitude toward threats
which certfinly seem final. As we discussed-her attitudes toward

the ideas, several voices or tones developed., She wapdered “if
Carroll meant to suggest that the Cheshire-Cat arid the Cater-
pillar are fragments of God?” She recognized that this idea could

- . be the germ for a satirg or an argumenltaiive essay. We considered
5 some ideas apd moved deductively to find_ support for her ideas.
In addition,, she collected material which puzzled her; and we
( brainstormed possible hypotheses, "inductively moving toward

A -
- ~ -
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some general truth that stated as specifically. as pessible a thesis .
;" for which she had support. “The same movement from spegifics
" .to a hypothesis occurred as she played with "the problems .that
aroseé wheh it was suggestt?l‘ that the absence of absolutes 'might
be an absolute. That’ totall\{ exasperated her. and as she got
, angrier,” she madé the Lonn'e(‘t;()n that this must have. heen the ot
- way Alice felt. .
Fiom this discussion of Alice’s anger, we moved to the ending
. where Alice’s anger culminates, where she makes moral judgments,
R and wheie the author has her grow_out of her dream- mghtmare
Out of her anger tamc growth. These statements are a summary
of the dialogue in w hich we built paradox in order to work with 1t
» After a lengthy discussion. we then talked about ways ta begm
her paper. She decided that ?Zher she had to find a subject

w[’nch she vould treat in essay form or she 'would concentrate on
her vaice of anger and frustratién and esperiment with forms and
. approaches to accommodate if. Her greatest interest finally was ~
* « ¢ to move into Her writing from tite stance of frustration’and anger
vwhich permma,ted her discuséion. Her final paper centered on the
problems the writer anou’nteh in ,seemg the Cheshire Cat and-
"\ . ' the Caterpillar as fragment- of Gad; <he catalogued andzcntlcxzed
~ approaches to the subj t,in g professorial and ironic tone. Her
\ dork illustrated not mAly the rhetoric of process and, discovery,
}".d -~ hut also documented er fascination with the dlfﬁqult in this case, . . -
In the precedl g example the teacher and the student were ‘
i shﬁx‘mg the pyocess of writing thruugh an inductive, dialectical )
% 'a' oach nlth gh tHe teacher was opérating with a clear under-
. \faq 157 of Afistotle’s approach to presenting an argument. Pro-
N ! 4 h& 0 qgleﬁmtlon is thinking, questioning, and domg, doing, .
' que Exp &nd thinking, and thm]\mg m what may seem to.be &
a nev@en ing cvcle. This process of “ntmg as it appllés to~both
- the teagher” %l the student is central to our approach. *
. . Our book is _Gamzed in ‘the followmg‘ way. A course fof re- ,
‘training teagher$gs outlined in chapter one. We have designed
. the course fram tin steps we took as,we retrained ourselves ‘to .
teach writing. * The' course can be “taken” by two or more stu-, -
dents (i.e., Eng‘hsb teachers),.with” o1 withont an mstruct*ors The
. . three;quarter cou:.sb includes doing bibliographical work to. fa-
miltarize " the teacher with thedries and methods, an, essential
_prerequisite for *the x;est 6f thé course»}(e practice q_f‘ méthods,

o
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including ways fo design units and experiment with new strate- - |

gies; and ways Qf evaluating writing during the.process as well .

as grading finishéd papers. In chapter two additional methods

and strategies which.can be used in the classroom laboratory are ‘.

discuised, especially small groups and individualizing through per- °_ |

sonalinterviews. Along with these two primary methods, we pro- - /

. vide examples in Chapters twaeand three of numerous teaching

exercises, games, and techniques. Chapter four discusses teacher

» and student evaluation of student writing, the course, and any

part of the writing process. Chapter five demojlstrates, through

] .examples and discussions of student. writing, how the writing pro-

cess works. When .students have mastered the process, they

. .« ', should be able to apply the.techniques they have learned in any

, writifig situation, because thinking is an integral "part of the

* .process. /., . ) Lo .

For students to learn the basic skills, howeVer, the teacher:

must provide a humanistic atmosphere, the second goal of the - -

freshman composition teachet. Although the two goals rr';ay at

5, first appear dichotomous, they are not. A humanistic -approach

implies a congetn for valuessand human worth. Before they can

learn the ‘skills in a meaningful way, students must feel that they

. have something worth gaying and, something that’ someone else

! .will want to read. During the sriting process, stydents must also

_pl‘arify their own valuds nnd‘ntﬁhldp,s:,ﬂ:hese,meds_hagegheenﬂm‘_;ﬁ_
incorporated into our approach. ‘. T :

Because our approach is individualized, it can be used in a .

~

writing laboratory of in a traditional classroom., Thus, when we ~  * -
uSe the term laboratory, we are also talking about: the classroom: 7
Two other terms that we use are mimetic and inductive. We ks
' do not uge these ferms in a strjctly, technical sense. By mimetic Ze
' we mean providing studentstwith an explicit  model—atopic,’ an .

putline, or an essay~which they can “imitate. By induttive we
mean allowing students to exgeriment with language in a variefy

.' | of contexts to discover their owp,form. Students may think gf a o
- topic. inductively, *find *ways 1 limit it, and discover, on’ their ’
" own the best way.td express"it-. Knowledgeable teach_e\rs, on the Yy

other hand, hayve é\\( their, fingertips a variety of me; ,di-%hi'ch
~ they can apply inducttvely, that is;,as a pai‘f o] theriting prox - * »

: " .cess. We-feel that Athe‘inductixe_-r’netho*d promotes more -gcreative. ‘s
+* ‘thinking on the part of,the teacher and §tu('1§ﬂfbut gne should . | %
be aware that once any.method is used,’it can easily harden into A
e v ' b . -
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8§ —- . “ ) Introduction .
a model or prc\)i:edur'e that students feel thegy must follow.

’ . We have tried not to be mechanical ip this book. Although
we have dividéd the process of writing info various steps, we did

“it only with great difficulty; in a proce,sI?' approach to writing thx ‘
s 4

‘various elerdents of the process are so interrelated that exanple
. or techniques which we give in one section could easily be applied
to another. Although we have many planned units or strategies,
we use these units inductively as the need.arises. If they are
plotted on a prearranged syllabus, they become mechani al. When.
the need for a unit occurs, the teacher or the student may design
it. The.process itself has to become an integral part of the teacher’s
method of teaching and learning and the student’s way,of writing.
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] Phil(‘)sophy': Expcrimcnts‘ '

in Process for Teachers - -

We learn priting, often..as systems; Vet writing is not
ﬁystems; it“is a process which produces systems. We dare
/not let systems obscure the process. A system can only re-

‘peat itself; it is a response to the past, not the present. “To

. write is to make knowledge produce knowledge.'

; l o .

/

The process of writing-is a ,/recurring theme in modern discussions

- of rhetoric, and the systéms which Rubinstein talks abput are

being analyzed -and reevaluated in light of the needs of students
today. Since the early 1870s, professional journals, dissertations, -
and texts for freshman composition have reflected a_growing aware- *

- ness of the necessity for alternatives, for teaching writing in the

classroom. LaVerne anzélez has discussed a model for désigning
a -compositibn course in which the content is primarily studef}t-

. created- materials.> She asserts.a need for psychological prepara-

tion jn the writing pfecess, including , journal kegping, peer crit-
icism, revision and editing, and publication. Another Approach,
designed by Carl Perrin, emphasizes discovery, structure, the .

. .writer's voice, and revision.? Central to his study are the assump-

‘tions that to, write effectively the student must have a significant
idem, that the idea gfnust exist in soxte specific ‘form, and that the
voice of the writer must come thtough in the writing. ~ After giv-
ing students a series of assignments, he discovered that students
using this method jweye successful in"writing papers that demon-
strated original tHought. Finally, a’study made by Bob” Wayne
Ford indicates that students who edit and grade each other’s
‘themes make significant gains in both their grammar-usage abil-
ity and, their theme-tomposition change scores in comparison with
control graups.t | ‘ o E
Single-Method Models 4
The above st {die's only begin 'to reflect the growing number
of alternatives.open to the writing teacher; however, many of the’
{ . . . . -7
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L‘aboratory Approach to Writing
~

models available, including those in textbooks, are"single-method\
models. For example, Carter Marshall Cramer recommends that
the teacher and student examine Wayne Booth's assumed voice,
available arguments, and audience, withemphasis on defining ‘the
last, Because Cramer feels that'it is the audience that determines
- ' both the voice and the arguments which the writer ‘uses’ Given
-the number of clearly delineated, single-method models available,
‘teachers of composition have enough data to begin a new experi-
ment every few years for the remamder of their careers, even if
they are just beginning.
The prospective Enghsh teacher however, should be able to
take a compositjon training course or specializ€ in various theories
of rhetoric as they apply to teachmg writing. Most colleges and
universities are beginning to see “the need to train prospective .
Engllsh teachers in the field of .composition. For example, Marie ,,
: Jean Lederman has advocated usmg English majors as tutors er A
°.in team-teaching ventures in’ remedial English courses. Joseph
Comprone has initiated a seminar for English teaching assnstantss
at the University of Cihcinnati, as have many .other composition
. course directors at universities and colleges throughout the coun-
oty Gaihs are’being made; nevertheless a full-fledged course =~
- whxch prepares all Eriglish nmjors to'teach wriging is still a rarity, ’
.~ Because alternatives in training rhetoric teachers have been so_
lrmrte&, traditional methods of teaching composition. have relied
heavily on a mimetic ppproach: Such methods.usually, include”
formal. leSSOns in grammar and punctuation rules, as well as a
textbook which gives expllcrt directions aod examples for writing
various kinds of papers, e.g., descriptive, comparlson-contrast'
character analysis. The.result of single-model instruction is that
the students may learn to mimic a model paragraph, which may
*" or may- fiot help them with future writing assignmenis, and they
learn numerous rules. wlnch again, may not transfer to tlrelr own
writing. For example, just in the area of grammar, Braddock
Lloyd Jones, and Sckz)er suggested in 1963 that “in view* of the
w1de-spread agreement of research studies based upon many types . ’
of students and teachers,\ the conclusion can ‘be stated in_strong
and unqualxﬁed terms: the teaffiing of formal gramnTar has a
neglrgxble or, because it usually displaces some instruction and
practice in actual composition, even a harmful effect on the im-
provement .of writing.”” Other studies seems to indicate that full
correctxon of themes is no more effectn>8\ than. partial correction,
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-

and marginal correction is no more effective than terminal correc-
tion in improving writing performance.® If the study of rules of
’ grammay before writing and corrections afterward are of duestion-
able value, it would seem that an understanding of 't\he process of : -
writing might provide the necessary alternative. .
We have developed an inductive, eclectit, team-designed (i.e., i
teacher-teacher, teacher-student, and/or student groups) ap-
s:proach to the teaching of composition which does focus on the
.. . process. . Initiating and carrying out the ‘process ‘are not easy
" tasks; lgut,,the- teacher who is knowledge.abfe in rpetorical theories,
who is willing to experiment and play with the theories, and who
is fascinated with learning can accept the challenge of the diffi-
cult. We feel that-teachers with such knowledge and interests )
are better able to meet the diverse needs- of students, but they .
. need training in order to understand how the writing process works
. and how to experiment with teaching the process. A teacher who
uses a Socratic, inductive, and individualized approach allows each
student to internalize the writing process, to be creative, and to
s+ + + receive.attention fror the teacher and other students. Although

.« s

. our students wrote essays most of ‘the inde—-the forny composition T
teachers traditionally teach—they also were able to experiment , .
; _ with poems, dialogues, plays, newsp?pef drticles, or other fortns -
- """5 when they fe_l}i}:'/t?em to-be approprate to their topic. Further- -
g more, in the laboratory design, if a’ mimetic method still sgems - -
S appropriate for a student, it is one of the options for either the
- " student or teachet. — .o -
As we ‘developed our design, we integrated theories with prac-
tice. Because we-were retrainingsourselves as composition teach- R
ers while also teaching, in our weekly eminar with each-other ¢
we discussed rhetoric from the theoretiual standpoint—brain- :
- storming exercises to -illustrate teaching styles—and developed , -.-
_units which “we tested in the classroom. For exaniple, teaching
students about style developed into an effettive series of analogies™
for coping with sentence stru®ife. We hegan by discussing styles - )
- thatye could generate if we were fo-rewrite the story of Creation . *
from the Old Testament. During the subsequent week, we ex-
periniented in class with students., Our original objective was to - ~
- . generate with students a group of specific defails which, students’ ¢ !
~, could then utilize to build styles mto fuim  As the Students an-
alyzed the characters of the serpent. Adam. Eve, and God, the
(Creation evolved into a serious one-aut pli- . 1 nightclub mono-
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logue and an essay on the eneﬁts of lymg%z We*dxscovered
-~ that beginning with style and objectlves for c1ﬁcedetalls led
‘ to form. = - .

This exercise became yseful later in teachmg sentence st}uc-« :
“ture. Students who were unable ‘to see sentence fragments frer
quently were able to hear them. Therefore, we asked a.group of
students who couldn’t g e fragments to read their papers alou [‘1
One student who benefi ted from this appquch went through t
following steps. One of us began by feaching him sentence struc-
ture through grammar, which at this point ﬁe was ready to learn
because he.knew he had a problem. As he learned different pat-
terns, he’vocalized them. During this p¢riod, his papers wére
being criticized by a student group ﬁh t decided ,his papers
sounded like brief news reports. They sug ested this form to him, -
?nd in the process of writing headlines, a' TV report, and articles
or a newspaper, he heard the differén between fragments and
'ci)mpléte sentences and hegan to see thém as well. In discussin
- his learning approach-with the teach 1, be realized that his in-
“sight into sentence structure was the utcome of work in style,,
voice, and form—all ofavhich he grasped throligh the verbal “aha’.
" of sentence patterns. By orally reciting his written werk and by
. studymg sentence patterns, he clarlﬁe multlple problems in his.
. writingd. - .. . )
Rubmstem sees systems as a hmdrance to knowledge; but
i thiough an inductive use of systems, students are able fo enhance
. their own knowledge as they go through the “process of wntmg
\$he previous example as well as the experience of the student
entioned in the; Introduction’ are 1llustratuons The Alice in
Wonderland studenit was able to let khowledge “the absence of
absolutes rmght bel.considered an absol te”—produce knowledge—
g total lack of re olutlon is 1tse1f a regolutxon ”

. the systems Rubm tem mentlons when he dlscusses his fascina-

Es
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. HATER 1AL ,'REMOVED DU v . ’ ,
\\./ ‘o - .
- ‘ «+ 1] find the stable and pull out the bolt.” .

-

In this poem Yeats is questioning whether orsnot his muse and -
his art -can function in the marketplace. For-the composition
teacher, part of the faseination, experimentation, and play with
theories in)zolves questioning how the muse and the art of teach-
ing can function in the classroom marketplace. As Yeats con-

. __Jidc(rs the price of his fascina¥ion with difficult tasks—the exhaus-
tion’ and_ the dislocation of creating—the reader may almost be
seduced into believing that he intends to open the stable and
free the colt. In doing this, however, the poet would relinquish
his struggle, his art, and, in fact, his muse. 2D

“Teachers of rhetoric often face a similar test. Thesteaching of

P writing to freshman college students is often viewed&s the most

difficult and least rewarding job in the profession. For the teacher

who hopes to design a creative program in compositioh, one which
“enables ’tihe teacher to expériment so that the students are able <

to develop their creativity as'well as their skills, the realization
¢omes.all too quickly that neither the teacher nor the students |
-are prepared to begin the work. The preparation for beginning _

- .often requires a readiness to experiment and -take risks, since “all

. - thinking involves a Tisk. Certainty cannot be guaranteed in ad-

.vance. The ipvasien.of the unknown is the nature of an adventure;

we cannot be Sure in advance.”!" The risks for the teacher some-
times are great: when we told the students in our, classes that -
they had unlimited chances to rewrite a paper until it was ac- i
ceptable, we discovered that some.students were so preconditioned
fo writing a paper, giving it to the teacher, getting it back.with - - - <
réd marks and a grade on-it, and throwing it away that they )
couldn’t cope with this method. ‘A few of them withdrew from
class.’ This was a risk we had to take. The majority stayed and
realized the benefits in their learning, thinking, and writing. This

was a risk they had to take. ) s

_Conditioned by years .of failure, lack of exposure to any writ-
ing skills, and an attitude of fear, students are only too willing to
inform the teacher immediately, “We,are knaves and dolts.” The
difficulty with. the mai'Rletplace for Yeats, the student, and the
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- set up in fifty ways.” - .- ,
know the rules for formal argumentation, may or may apt have

have studied process may have no idea of alternatives in develop-
' ing process-oriented methods for students. Finally, teachers some-
times adopt texts as their “method” of teaching writing—perhaps
/ .oa wOrkbook for remedial classes and The Holt Guide to English
by William F. Irmscher for freshman English."" However, Irm-
schers _traditional approach may not be adequate because the
/ seasons differ in the classroom from day to day, student to stu-
dent; class to class.
" Our three-quarter course of study is designed as a seminar, and
w the course places the major emphasis upon the semui r members
to plan, experlment evaluate, and _train’ with theirfpeer group,
so that, once in the classroom, they can adapt to the changing
“seasons.” Moreover, the structure of thé seminar after the first
quarter depends upon the needs, desire§, and self-initiated direc-
tion of members of the seminar. Answers to the problems bf grad-
ing, peer evaluatlon planning, stGdent- teacher evaluation, and
methods are not prepackaged in‘this course; these problems are
solved by the experimentation 6f the semifiar members. In this

i the options to experience and invent both teaching and learning
strategies. The course a*lso offers the-option of brainstorming.
Peer cooperation and an®‘analysis of teaching style. are infegral
parts of the program; by partlcxpatmg in the seminar a potentjal
teacher ‘can gain a growmg awareness of learning styles ‘
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A Seminar for Teachers of Composition

T

First Quarter A Btblﬁfraphzcal Background

. \Central to our philosophy is the idea that composition teachers
N should have g broad bae¢kground in the current theories and meth-

can begin by reviewing appropriate professional 16urna]s and,_

periodicals every month, sharing and evaluating innovations. At
the same time, each participant should select for study.and an-

Ly

; . Laboratory Approach to Writing
composition teacher is the recogmtlon that “plays ... have to be’
Composition teachers, who themselves know how to write and

ever consngered the process of writing. Even writing teachers who

"experiment in self-directed learnmg, the pruspective teacher has

ods of teaching cdmposition. Prospective teachers in the, course .
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i
notatlon at least six of t,he recommended texts listed in the Bibli-
ography, which contams a wide variety of ‘approaches to teaching
writing as well ‘as other- related readings. Potential teachers are
+  encouraged to study diversified texts and to practice diversified
approaches. During thefirst quarter of the seminar, they will re-
port on their selections, evaluating theories and the merits of the

o . N - B <

evaluating the texts and of discovering divergent theories will
, yield a choice of techmques with which prospective teachers can

experiment and practice with intelligence. -

~ As we surveyed and studiéd over 20Q books and articles on

rhetoric and linguistics offering” both innovative and classical

mej:hods, we found that-we had Jnumerous new ways to experiment
« in | the laboratory ! Although we had been teaching freshman com-

posrtlon for a number of years before we began our study, we re-’

defined our seminar apd classroom role, focusing upon ourselves
as learnérs and experimenters. As our research progressed we
‘ dlscove ed that we shared the same basic philosophy, but we ap-
,\ . plied (f}d;ﬁerently in'the classroom, One of us relied more on

giroup discussions; the other used an interview method which elim-
inates marking student papers (both ‘methods are explained in de-
; tail in chapter two). “Our bibliographical study provided us with

new learning and teachmg strategies. « In our classes learning

" discuss the differences and to work out ways to coordmate designs.

Fmally, the_class as a whole shodld prepare an anhbt‘ated Judg-

mental bibliography of the hooks they have, evaluated. During

the-second and third quarters of the seminar, potential teachers

.’ can utilize these sources, and add to t%em, as they develop their
. own styles and ‘'methods of teaching,

2 the rest of the seminar. The blbhography will also provide them

with a meaningful reference when they begin to ‘teach.

Prospective teachers have options in discussing what criteria '

for evaluating« the books and periodicals are implicit, in their
choices. The criteria may ‘include books use
dents, resources for teachers, selections whicH deal primarily with
theory or practical apphcatrons of theory, ideas for individualiz-
ing or using groups, and so forth. Also, each group may wish to
devote discussion to group process ard learning styles, clarifying

RIC -+ 20
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texts as teacher, or_classroom resources. The responsibility of

 strategies . frequently drﬁered for the teacher gnd the. student~
during the seminar, prospective teachers have, the opportumty tov )

ich are the focal point for,

¥ as fexts for sti-

)
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Laboratory Approach to Wntmg

] what approaches worked well for members of the group As each
group works out problems, it should analyze how the group func-
tioned and how this knowledge of functien or process gan be util:
* izedin the classroom. The brbhography probably oughit to be as
eclectic, general, and ongoing as possrble Since each teacher is
experimenting with teaching rhetoric, the bibliography will be
most useful if the annotations incjude theory, in addition to ex- - .
- amples or santple strategies. As teachers compile-t bxblrography,
they can begin to form® their own phllosophres As hey become
aware of options, they can begm to find ways of pmg with di-
.- vergent ideas. Thé result of such efforts is that We come.“to act
» according to fixed Qrmcxples and not at random.”2

<

.

*

Second Quarter: Cooperative Study

In the second quarter, semijar members can begin to test out
options drawn from theories/ they have studied in their biblio- -
. graphical work. Groups may determine the structure of the class. _ . .
By evaluating the workings of the group process during the first . ;
quarter, the participants can clarify what methods and, strategies  __,
work best for them. Clags members may divide up into teams _ :
numbering from two td four; the size of thé group depends on.
- the members’ préferences. These groupe, shoudd work together to X
develop methods of teachifg each other composition_and, mdr- ~ L
__ rectly, learning the art of teaching composrtron The assignments
. > should be determmed by whatever means the group establishes
T\ as workable; for instance, the group may want to role play and
y do the. assrgnments themselves. The ideal situation would be to
observe one .another testing these methods in actual composrtlon
» ° classes or to establish team experiments. | :

J
_ The greatest difficulty in ‘experimenting with group models in-
“valves bime and measurement. Prospective teachers who are ex-
R perlmentmg meed to allow timé for testmg and évaluating new

4

roaches. In'the classroom Students need the opportunity 'to
‘ recogmze for themselves whether or not small units are worklng
Because sequence is involved, students are measuring their prog-
ress interms of self-improvement. Skill improvement and the stu- .
dent’s_ability to, assess that 1mprovement are dramatrcally ev-
1dent by the end ‘of a quarter’s work as<students review their
) portfolio of papers. ‘We asked ninety students to evaluate their
. work throughout the quarter. The greatest problem they had was.

o .‘ { . : / 21 \ -
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shi‘ftiflg‘criteljia; all felt their standards, and’ goals changed. and
grew becayse of the incréasing ‘demands they p)aced upon them-
selves. One ‘student stated in his evaluation essay, “In’ grading
myself over all in terms of grammar, punctuation, _cre&tivit_y'a'nd
‘the mechanics of writing I* probably "deserve a ‘B.’ 'My*papers
could be debeloped more fully and my conclusions ate boring., If
t 1 graded myself on improvement, my grade would be-an ‘A’ If I. '

graded myself on where I think I should be, I would probably put

.

-

down a ‘C.’ I was going to average these grades, but that is im- -

possible.” The problem of averaging achievements with expecta- *
tions is a legitimate issue to discuss with students as the teach-
ers participate with stiidents in small ‘group discussions. By -
discussing these problems in the seminar, prospective teachers
will be better able to deal with them in the classroom. .

.. Another way for teachers to learn more abaut therprocess of
writing is- to write the assignments along with the students. In
this way the writing problems of any assignmient become clearer,
and criticism, as well as evaluation, becomes a cooperative ven- s

. sture. Methods,can be critiqued, by the seminar members and eval--

uation tools developed and uSed. For ’e;iafnﬁlef ‘each grotp mem- ‘-

‘ber could design a sample diagnostic assignment. Then all the
membérs of the group or the whole seminar could do each assign-
ment, After completing an assignment, the group can disCuss the

+
.

CAN

difficulties of writing the assignment, if any, and the weaknesses . °

_or strengths in specific skills that: can be ni’)ted}irj that particular
assignment. This pra’cticatf application 'will provide prospective
teachers-with realistic practige-and a better understanding of how

. the'writing process works. It shouldalso help overcomé the class- '

"~ room isolation so many teachers and students feel. Built into this -

approach, consequently, is the’ concept of consultation ot only
with fellow professionals, but also,with students. s G
The following example illustrates anoether aspect of the contept
of group invention. Is Don Quixote insane? We asked students °
this question, and in'their groups they at first tended to debate
the issue. Instead of requiring. that the students address this spe- ‘
cific question when they were ready to write, we said that they
hY cou%d respond to any issue which evolved from the group discus-

+ sions. Some students chose to deflne insanity or show that in“
sanity could not be definéd out of, cultural constructs. Several’
drafts which begar as papers of definition developed into contrast
as the authors compared miltipledefinitions: Quixote's, his so-

,.5
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ot can talk asyprofessionals about what:they are doing, Third, stus’ z

18 . e D .. Laboratory Approach to Writing
- cie_ty",s, Cérvan@é’s, and the writer’s. Some, writers were led toa

discussion of the impact of totalitarianism upon langaage, Others
wrote about irony: Cervantes’s irony- or. the irony which results - -
* .when an individual’s definifion differs from the group’s definition: *
Still other writers identified with Quixote i4nd wrote personal .es- !
says about marching to a different drummer. One writer satirized .
a definition of insanity; another defiged insanity “from the stand-
- point of an insane. person.” One student even wrote a letter giv-
ing Quixote advice: how to succeed., Thus, the students branched
out from the original topic and invented new topics. Regardless
of the students’ writing abilities, they selected topics which dif- .
fered in degree of difficuity’ | . " .
"« Since most'of the prewriting and invention took place orally' "
in small groups, students tested multiple options® Even those stu-
dents'who departed from a textual analysis and used a topic which’
depended on sdurces bther than’the text spent & portion of the
tirme in textual ‘criticism. In this instance, the' teacher functioned *
as a resource by suggestingsalternative possibilities as ideas were’,
.~ generated. When the students began to write their papers, the I
teacher functioned dialectically—testing,, editing, generating al-. .
ternatives Some students were able to finish theiy papers in three

W days; others Wprked ﬁalga&b%%gge\;@&s {5 f«ﬁiﬁﬁ: their"own ’ 0" .

. self-imposed standards.

AIQ

- .

- T

; ‘tezhersjinvthé second quarter of the\course. Class membets could *

' discuss theé tagk, find thesis statements, an actually #rite the S

@ * _ paper, going through ¢he same process.students do.. Thjs would e
accomplish the following goals. First, vagious group membhers - who o A
suppert alternativég suggest how writing teams can provide d{lta .

- and criticism simultaneously. Second. the 'teac'her‘ (or in the case’ -
*- " of the serminar, the group member acting as teacher) can’ clarify -
| what students are doing by providing térms so that the students .

Tasks similar to this one coul i’{%;mef‘atéd\ by the p{p@p'e'.c«tti‘}e

- M

*» dents or seminar members generate evaluative criteria for the dif-
ferent®forms writing assignments can take (e.g., personal essay,
" *research paper). Fourth, problems involving grammar, coherence, >
order, and develo et introduged as the listeners become
confused. Dealing with theYe problems as they occur beeores
“23' natural part of the writingfprocess: Often, as the group reviews
* v firgb drafts, critics, will retufn to the author telling him or her

i that “the way you said it yesterday was clearer.” The vérbail crit- . ..
0oy . - . : * ! , - .
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Experimhents in Process B + 19
icism and clarification are at this level informal and constructive;
the teacher acts as a facilitator, offering suggestions, criticisms,

+ .problems, and, resolutions. These Si,iscussions, thus provide a cre-

. ative energy. R ! . .

+ The assignments devised in,the seminar will illustrate the need
for teachers to prepare for the human dynamics involved.in stu-
dent and peer evaluation. This beok gives teachers a broad sam-

. pling of cooperative -models and ways.:of defining and revising

. them. Teaching writing is an experiment intended to achieve suc-

‘ cessful communication hetween teachers and between teacher and

+ «/students. Failures as well as successes-can and will occur. But
<zxercises like the Don Quixote one allow teacher and students to’

. egin to understand who.they are, what they believe, and how to
cope with the process_of *writing: ' oL

L3
~

Who am ] anyway? 50 feacher can presyme to answer that
question definitely fora student. But at least it may be pos-
sible to suggest some of the ways in which charactér can be
‘created by words on paper. And it may be that this very
concentration on the means by Which masks are made is one

" ideniity that is respohsible, confident, ready for ctiange*",
H Walker Gjbson wishés™ to establish a wider- range of stylistic
. ,schoices for students and'to incredse students’ willifigness to ex-
. ger?r,nent with other voices. At the same time, he hopes-that. this
. will enhance the character of the speaker or writer. - Out process
\\ approach ‘includes this'experimentation with persoria which allows
students to discover other characters as well as their own. Inf our
. use of small groups and multiple writing options, we have seen
students become more confident in their ability to use more than
one voice. = P N L -

A concern with persori, however, is only one vehicle for discov-
ering form in writing. Some students begin with audience; others
with the topic. Although Gibson stresses beginning witH_persona,
the composition teacher ceordinates multiple strategies Staken
from rhetorical theories or from students phemselves, who ‘start

. from different perspectives. -

.

“

>

Gibson works from a very structured rhdtorical viewpoint, but
the options in the laboratory situation-and the chance for teachers
to expe¥iment with and invent their own designs seem as imipor-
tant as listening t'o~ self and(designing in response to that listen-"
N ings At this” point in the seminar, members should 'dev‘élop their

LR
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way to produte character in the other sense—a personal s
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learmng phrlosophres, but " to be aware of the togahty of one’s
hllosophy is often te come face to face with an intense paradox.
In “Parts of° Speech and Punctuatrcm Gertrude Stein _says, “I
like the 'feehng the everlastmg feeling of sentences as they dia-
gran t iemselyes.”1¢.To discuss order in langugge means that the
teache /r of ]anguage deals with multiple definitions and perspec-
tives. ' Alternative methods of teaching form, punctuation, and
standard English can be explored as a part of the sriting process.
Serinar members should develop various exercises and strategies
fch deal with these alternatives, A sampIe exercise, mentioned
;Z‘her in this chapter, explores’ alternativés, with. the following. as
¢‘b)ect1ves for teachers and students: (1) to develop and formu-,
late teaching design performarrces* (2) to face paradox and defend ,

g multiple perspectives; and (3) to generate alternative method o‘f'.

teaching form, punctuation, and standard Enghsh Students we
asked to form small’ groups, to select a person to record the
group’s comments, and to prepare a list of possiblé topics for writ-
ing assignments on. the story of Creation as found in Genesis.
‘The foll'owmg is the combined lrst from the class:

-1. Rewrite the story from the standpomt of the serpent

2. Rewrite the story in terms of a goddess creating Adam
from Eve's rib."

3. Research various translatians, comparmg at ‘Ieast four
~+ 7 ‘different Bibles. "

v 4, Summarrze the story of Creation.

5. Oompare the biblical story of Creation wrth any othe;
story’ of Creation (Greek, Roman, Chinese, Indian, etc.).

. Rewrite the story omitting the tree of know]edge
. Rewrite the story omitting the serpent T
. Select any dlalect rewrite the story \using that djalect.
. Rewrite the story of Creation in the form of a news-
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. magazine).
10: Select any ‘Ameri¢an author or poet; retell the s{ory‘
using his or her form and style,

11, 'Wrrte a commercial and a preview of commg Attractions
. for the movie' version of the story of Creation. “

12. Drawa picture of the Garden of Eden and describe it. |
_13. Rewrite the story of Creatidn from a screntrst s point of
view. =~
14. Dehate the: ssertion that the Creation- never took p]ace O

15. Brainstorm enty- addrtlonal questions which could be
} writing assignments. =~ -
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This list includes topies “that allow for"creativity and research,

. the use of various forms (e.g., essay, poetry, drama) and levels-of
" diction, and an awareness of audience. - The topics also ‘allow for
. diversity in abxhty The twenty additional asngnments generated
by the classwere:

1* Describe Adam. . Lo
2. Describe Eve. R

" 3. Describe God. . ‘. Y o
4. Dlscuss the story of Creatlon as a fairy tale or rewrlte it

. as such. .

. Write a short story using the Creatlor\}s your text.

Write a sermon usmg the Creatlon as y’y text.

P

. Inferview Adam.
. Interview-the serpent.
. Interview the tree of knowledge.  °

0. Using the story of Creatlon deﬁne the words }ustwe
goad, and evil.

. Defend or reject the dqctrine of origmal sin. .

. Write, a screenplay version; select actofs, sets, props. | '}

. Keep a journal -of your thoul;hts as you read the Cre~ «
ation story. .

. Place yourself in the role of Go&l’ Record your»thoughts .
for fifteen minutes of free writing. |

. Write a poem about the Creauowsmg gfx words or’ less
Wnte a resegrch faper about Some aspect of the Cre-
ation (formal thistorical, ~translation crlt1c1sm

. .pretatxori) Lengfh: five pages. . % ‘

Same as #16. Lenpgth: teh pages.”
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18.

19. Interview five peers on a question of ‘your choxce con- -
ckrning the Creation. p
Write ‘an on-the-spot .radio broddcastyof the story of
Creation. * l‘

20.
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Now the Students had eve%pre optlons so the§ discussed the/

as well as the

Some studefits re~

assigninents they would prefer t do and why,
they did not.want to write dbdut "and why.

gectqi topics beca they had ‘ajread¥~ written in that form or
.voicg, and they wagted to experiment with spmething new. Others

avoxded some topics ecaumf he “time 6r knowdedge involved. 1,.

Some stygents went directly .to” Tthe libfary to beglp domg re-
*search, while others discusged strategies or philosophies in grqups
and.with the teacher. THe variety of topics allowed for the- differ-

;ent skill levels and intere§ts of t?stud nts theu;, finished pgpers
L S
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covered a wrde range of topics wrth varying *degrees of sophrst1~
cation. By sharing their papers with each other, the students were
-able to help each other overcome difficulties in “mechanics, logic,
oi~development, and they were exposed to different style
In the above ‘exercise students invented new topics; then, as
they wrote their papers, they used the form that would best Suit .
that topic, attackmg assignmeht from the starting points of’
argumenﬁ vorce audre}e or information. Seminar’ members can
i expenment with simildr assignments, generatlng 1deas, mventlng
toplics, discussing . development, and ﬁnally writing the papers.
These papers could then be used in the third quarter for eval-
uation purposes s N '

Third ‘Quarter: Grading s S
Composition teachers are always faced with /the problem of eval-
uating students, whrch is all the more acute with freshman stu-
dents, who are often more interested in their grades than with
what they are learning about writing. The first part of the third"
quarter should be devoted to developing_ criteria for grading pa-
pers. In our approach to teaching writing, evaluation takes place
" during every part of the process, from the time students begin to
generate ideas, to discuss thesis sentences and support, and to
write. Once the paper is polished, the teacher is still facéd with'
determining a final grade. Groups might want to establish criteria
for an A paper. The development of grading guldehnes should
be both a group and an individual project. Here are some of the
questions ¢hat will arise from such a discussion: How much
/" weight should be placed on spelling and punctuatlon" Is creativ-
ity important? Does a serious weakness in one ared constitute
a failing paper?| Can precisé and accurate guidelines be estab-
lished to differentiate A, B, C, D, and F papers? Should. grades-
reflect a student’s improvement? Should in-class papers be rated
,ort the same scale as out-of-class papers? Conﬂlcts will probably
arise_ in discussing these questions, for the difficulty of gstablish-
ing gradmg criteria is surpassed only by the difficulty in toleratlng
various approaches to “the application of those criteria. "These
same conflicts will arrae in th classroom by dealing with them in
the seminar, prospective tedchers can work out ways to handle
them in the classroom I teachers have a clear concept of what
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have worked with the stude;Mdevelop the criteria, conflicts
«can be minimized, if not eliminated. :

After seminay members have developed their criteria, they can
test them on papers they have written. This will give them an
opportunity to, expefience the same feelings students have when
they are being evaluated or graded. They can study their own

reactions to others’ written or oral comments about their written

work. Howmight a student react to such comments as “too glib,”

“wordy,” or “incoherent”? What is more .effective—oral or writ-

ten comments? Are the grader’s criteria clear? These questions
and others need to be explored. " ' -
Although each seminar group will design its own model, pos-
siblé approaches include the following. +Actual ‘freshman themes
can be shared and graded by the group; or seminar participants

' czin?u_me student roles and ‘write papers which a panel of grad-

‘ers ¢an evaluate. “These evaluations could then be criticized by
still anotHer group. Alternatives to the ‘“red-pencil”, approz‘zch
should be explored: This can irclude individual conferences or

_small group criticism, .Options for, multiple revisions, or group con- -

, struction of a paper, with the teacher assuming the roles of coach,
‘critic| and editor, roles which are diScussed in detail in chap-
ter two. St

By| the end of the third quarter, seminar imembers should have ‘_

gained. experiengce in rhetorical theories, methods, and practice as
they apply to teaching composition. They have,had an oppor-
tunity to study, select, préduce, individualize, and evaluate; there-
 fore, they can be eclectic. Writing is an’ expériment with two ex-
perimpnters: the writer and the reader. The outcome of the
experiment should enable students to communicate, in fact, to
exist,/when they cannot be seen or heard. Thus, a philosophy of
comppsition must be living, growing, shared, and various. i
. A4 Yeats struggles. to- resol?e the conflicts of releasing the
-up Pegasus, the reader almost forgets that in his fascina-
eats is hooked. It ig the daily war with self: .historian,
t, fool, prophet, aged man, dancing girl, virtuoso, king, poet,
fishefman, public man, visio‘ﬁa;y—,—-saint, huncljback, crazy Jane.
For komposition teachers the 'g:ensibm;e;(ists “during 'the writing
procgss when we, as Yeats*wouldgsay, do not know the dancer
' fron} the dance. If the creation of poetry is spontaneoys joy, it
is also rending, and anyone attempting to write honestly confronts
the/same thing. However, the student who can order words so
2 ' ) \ . .
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that others can understand is able to say “I am.” To involve _
teachers and students in this process is difficult and fascingting.

In the three-quarter rhetaric seminar, professionals have -the op-
portunity to create with their peers an evolving philosophy of ~-
teaching rhetoric and to confront both the difficulty and the fas-
cination’in a productive way. : N

] >




2 From Theory to Method:

Diagnosis and ‘Evaluation

/

Until about 1920, composition texts were rhetorics. After

* that, they became almost everything else, with results that
have horrified observers. The combination of the individual-
ist theory—Write naturally!—and the organic theory—Con-
tent and form are mseparab]e'——has become a talisman so
_powérful that only scorn is reserved for thoge who would
profess to' doubt its magic power.!

The hostility attending the debate about individualist and organic
theory is illustrated in Milic’s concern about modern rhetoric. In

- both Telling \Wrztmg and A Vulnerable Teacher Ken Macrorie
stresses that “writing is good because of what it says, how it opens - .

\ up & world of idegs or facts for readers. And how accurately and
memorably it speaks, ‘a voice issuing from a human being who is -
fascmatmg, surprising, illuminating.”® Milic and Macrorie illus-
trate the philosophical debate between what can be calléd natural,
open, and “tellmg writing and the approach where the writer must

" determine his or her subJect audlence material, and attitude pnor
to selecting the form of the essay We have developed pur process

»approach by acknowledging the advantages and dlsadvantages of
both theories and thé’foombmqtlon thereof.

A miajor problem facing teachers of writing is that, as profes-
sionals, we have the responsibility to help students gain skills which
will help them learn how to think, to organize, to be clear, to be
precise, and to write as much for themselves as for their dudience.
Macrorie and Milic assume that the writer must be devoted either
to form or voice. The criticism often leveled at the formal school
is that their model is mimetic; requmng students to duplicate form ,°
without generating it; therefore, students learn how to copy biit
have no appreéciation for the generation of form. In short, they do,
not learn to think. The individualistic model, on the other hand,.
‘while it stresses open, creative, and honest language during the pre-
writing process, often ignores the function of mechanics, order, and

¢ .
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coherence in communicating with‘an audience. Inherent in the in-
dmduahstlc mode] is the notion that the formal, Anstotellan model
is not “creative.” Conversely, critics of the md1v1duahst1c model
see traditional standards of communication as being compromised.
The debate extends to professional writers as well:
. M »
Eight out’of ten writers say they never use outlineseand the
other two say they use them only in late stages of writing,
' in the second or third draft when they have all the materials
“ captured and need, only to rean‘ange them strategically.

In the first place, outlines freeze mpst wn\ters Profes-
sionals are lookmg r ways of breakirgfup the ‘ice and pok-
ing around in new w ters They want writing and ideas to
flow.? .

+

) »

Macrorie’s ice metaphor captures the hostlhty of the debate on
approaches to teaching writing. Both schobls seem to stress that
should be a place filled with alternatives, of dlﬁerent

" ways of thinking and saying the same things, of possibility, “and of
_choice for the stpdent writer. But\ ronically, they, like many teach-
ers commitfed to freedom of choice for students, insist on using
one specific meany for teaching students how to write.

Writing teachers need to cbnstruct a methodology from Aris-
" totle’s three rhetoridal means of Rersuasmn the character of the
speaker, the, audience, and the argument itself. Yet the learning
process for a given student faced with_a p rtlcular assxgnment may
involve emphasis on a\sxi,c{le means. One st dent, fer ‘instance, ‘may
learn writing by focusing \upon voice. Ano ber student may feel
that the subject or the. mands of the audience are most 1mp0r-
tant. The teaching of wri ought to accommodate those vari-
ations which are suggested different rhetorical situations as

perceived by,stutlent writers. ° . . -

" Our method of teaching writing provides for \these potential dif-
ferences in at least three ways. Eigst tudents are responsible in
part to design and evgluate their own protess;i.e., to establish their
priorities. Second, even when studeﬁts are involved in prewriting,
. they get immediate feedback from the audie \ce and are‘able to
discover the impact of their designs. Fi ally, theq;eacher can funp,
tion in any role whigh facilitates: }t\or, director, listener, re-
corder, arranger. 0\

An essential element for teabhers who would act as facilitators
with their students is the ablllty to take risks, to share success as
well as failure, to realize that bemg vulherable is organic to learn-

-
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. support, criticism, and immediate feedback. If the teacher is avail- *

" who can tolerate their _own degree of “order,” and Macrorie h

D1agn081s and Evaluatlon , .o 27

¢ «

mg Eai growth Macrorie has Técognized the necessity for the oral

element in the teaching of writing and the necessity of determmmg

the degree ‘of “opennéss with whicH we as teachers are comfortable.

In Telling Writing Macrorie considers the critical aral element to

be. direct feedback from the audience, becduse it can counter®

stilted, phony; written-for4he-teacher prose, which he calls “Eng-
fish.,” While he assumes; e;mcorrectly, that most stydents use .

“Engfish,” he expects that they will nonetheless operate largely .

from their own experiences and be open, and honest in their writing: i

He stresses -this honesty by concerning himself more with content

than with mechanics. The benefits of this methqd are/ small group

P
ay A

able and is com ble in the role of leader-artist, th?n this system

Peter Elbow-alic views the beginning writer in t}:f role of artist. /
Like Macronzg explains in Writing without Tedchers that be- -
ginhiing writey§ must record every thought that comes into their
heads during the thinking, prewriting, and invention staﬁe ignoring.
formal considerations, which he feels will come later when the

" writers “boil down” their process. Both Elbow: and Macrorie recog-

nize the power and authority writers get when they ﬁenerate their =~
own designs and work with the support of others; however, both
authors imply that ignoring form is useful only in special situations. i g_f»&

Elbow uses this method with older students taking creative writin ;,\M 'y
3 5

acknowledged that this approach is difficult even on the senior lg‘g‘g}
by ddmitting his failures in A Vulnerable Teacher' %4«?‘/ ‘7

By the haIfway glmlt m.;he semester that Séhlor Semi

had become a series of pamfu}"sxlences and refusals by* ..
. dents to allow any:- suggestxohs for change in their work, ¢ or V4

sometimes any comment at all.. I tried everything 1 knew-——

. I forced everyone to read one work, a portion of Thor-

eau’s essay on wildpesg called “Walkmg,” a timely "state-

ment about ecology. esXt]e response. Most students didn’t

read all of it, -

* In a written memo I reminded the class of, the prospe.ctus T Lo
for the course, which said lt would balance freedom with
discipline. -When £hey‘;i 't respond to direc¢tion, I gave .

them more and-rrore freeddm.. This they said they liked,
. and they freely skxpped clag often and freely felt no obliga-,
to attend tovor criticize the work-of their classmates.*

.

Although Macrorie is talking about matters of classroom manage-
.ament,the problems of order and disorder and discipline and free-

P -
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dom are also an integral part of the manner of presenting ideas.

Finally, as Elbow states in his chapter “Thoughts on the Teacher-

less Writing * Class,” “PEOPLE-LEARN FROM THE TRUTH

EVEN THOUGH THE TRUTH IS A MESS.” Freshman com-

position studexlfs—copmg with Elbow’s messy truth or Macrorie’s

,freedom often feel the need for some direction and order. The lab-

e " oratory methods of small groups and interviews can provide free-
‘. dom m a structured situation. Students are allowed freedom to
make choices, yetrthey have the option to get as much direction as

they w nt and need. - A .

= Thus, in addition to teaching students ways of discovering for
themselswly discipline and ofher abstract objectives growing from’

choice, priorities, risks; am& decision making, the composition
teacher h&s another obligatipn: providing a. service. Freshmen
need to learn how to, answer essay questxons on exams in other
courses in which the- essay is the only acceptable form. If students
have only béen exposed to free writing, they will not have time teo
boil down thelr answers for a Listory exam, for example. Nof will
students do well if they know only how to organize answers chron- °
. . ologically, as one can when writing personal experience éssays. Two
ways these problems can be addressed are by teaching literature
. and by al\lowmg“ students to experiment with forms in a freshman
. composition course. Students can write about characters, situ-
- atxons or ideas in literary selections. Form evolves therefore, as a
, response to self and subject. By encouraging students to pick dif-
ferent kmds of*topics, the teacher can help them find a variety of
ways to orgamze material without giving them rhetorical models to
imitate. Allowing.students to dxscover,athen' own form also encour-
ages actwe participation: . P

5
1]

The traditional curriculum is itself an institutiohal system.
It prescnbes rules and procedures that encourage passnve
, learning, hot action based on a student’s own ideas. To in-
) troduce the future into higher education means to offer
. eyery student an action curriculum—learning experiences in
which he can test the implications and/practicality of ideas,
in which he can se¢ for himself which subjects and styles
of Ieammg are relevant, in which he can generate his own .
K ideas, select the problems he will pursue, and examine the
future consequences of present action.® -

. Teachers need teaching-learning strategies—supported by a the-
PR oretical bdse—which provide them with ways to operate a class-
room laboratory, Unfortunately, teachers have long been on' the

ERIC . 43 o
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treadmill of grading themes written by students, expending alone
_ three or four times the force and energy their students did in the
writing process. Roger Garrison provides the following statistics:
) You, the instructor, need time for preparatnon Assume, *
optimistically, one, hour per class for this—or another ninety
hours, for a total of one hundred eighty hours per year.
Then assume you have one, hundred students, each of whom
writes the standard one theme per week for thirty weeks.
At the most optimistic rate of ten minutes per paper, read-
ing and correcting three thousand papers adds five hundred
hours to the annual load you carry. So the relative time
commitment looks like this:

Students 270 hours.
" Téacher 680 hours.”

Two ways to reallocate both the responsibility and determination
of the learning process are the use of small groups and mtervxews
.~ in the laboratory classroom. " v

.

The ‘Small Group Method

- LY
The use of small groups in the classroom allows students to become
more active partlclpants than they would be in a lecture situation
or even in a total class discussion. In small groups students who
are shy about talking in large groups.have a chance to share their |,
ideas. In small groups students are also apt to-become more crit-
ical and self-directed thinkers. THey get immediate feedback abeut -
_ideas, thesis, au(!}ence and the like, depending upon what stage of
the writing’ process they are in: To begm to cope with small groups
and to experiment with this design in teaching composxtlon, teach-,
ers and students alike .may be cast into roles drastically different ©
from.those in a traditional classroom. Teachers who listén to the
learning process carefully as it is operating and place each student
i the rple of participant and observet grow and change as much as, .
if not_ more than, the student. In human terms, therefore, now is °
‘as important as what mxght be. - .

It is becommg more and more obvious that ‘the problem of
understanding the nature of our intellectial tools offers so
many present complexities that 4t ig not profitable to sep- -
arate the one problem from the other. . . .In fact, the pfob- ~
lem of better understanding our- mtellectual tools ‘would at
present seem to have priority. Even in pure physics, where\

the probIQm does not obtrude ltself promment]y, 1t is bes~
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coming .evident that the problem of the ‘© erver }rust )
eventually deal with the observer as unﬁkmg—abeut—what he
observes.

s

' Bridgeman’s comments on perspective have 1mplxcat10ns for the
teacher who is designing experiments with small groups and for’
students as they consider the needs of subject and audierice and as

. % “they observe their learning process. In addition to mechanics and
the differenj, forms of writing, small groups must eventually con-
front perSpectwes The discovergy " &f perspective and voQice comes
as students makechoices and are ware of the implications of those
choices. The discovery is- possible\when the student is playing the

+ dual role of partlc@ant and observéy in the group.

For example, one student who considered himself to be a goqa
Christian discovered a new awareness of self from taking multiple ’
roles when he read the Sermon on the Mount. He learned that
even thinkigg about adultery was as sinful as the act fitself “accord- .
ing to Christ. As he discussed this idea in his group, he discovered

{ that by talking about it he was as evil as someone committing the -

‘, act. From'that perspective-he bégan ,to write a paper. His first
_ draft was very preachy, and student critics suggested that-he, try
". some Other approach. Having discovered his final voxce, he wrote:

. “J am an adulterer. I didn’t know 1 was, but I am.” He was able

to deal with the paradox of his beliefs in a humorous, satirical way,

*  The group enjoyed his final papér so much that they shared jt with
other groups. Thus, his thmking powers and his writing were
developed as he, participated in the group and observed their
reactions.

As groups discuss ideas, the51s statements, or gapers; the mem-

bers of the group ];sten and develop a dual awareness: how I per- -

‘ ceive and how I am perceived, This process may seem overwhelm-

mg tor a teacher ,who in the past has been swamped with the me- Z

chinics of paper grading. What at first” seems_to, be overwhelmmg ;

to the teacher whd expects to learn compos1t10n with students is,

in fact, a major strength as the students work in small gioups.: The

heterogeneity of the small group allows for peer tutoring and'the *

dual awareness of self and others that can lead to invention. One )

" . __English teacher, Allan Glatthorn, uses small groups because he is

convinced that moslt students are conditioned by télevision’ to be
pa§§1ve learners.® He also feels that studénts have been rewarded ~

. . forbeing obedlent a d dependent upon tEachers and are, therefore,>
rE.luctant to assume reqponsxblhty for their own learning. H1s solu-

NY
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tion is to‘c‘i'egte what he glls ““scenarios”
poetry in small group sefiings. Glatthom's approach is on

which the group model, once initiated by the teacher, can be
adapted and redesxgned accordmg to the needs ofstzhe students in
“the groups. ’

One of our classes d1V1ded intg groups to ss different cantos
in Dante’s Inferno. Their task wawto present to the class the"ma-
jor ideas of the cantos. One group began writing a play.
group reread their canto and then questioned each othef about the,
interpretation. "Another group looked for all the bry images in
- their canto. In another grou éxtudents sent Dante to-their bwn
tom Dante’s’eyeS. Each group designed
or invented a way. to operate which worked best for that _group.

Although the benefits of rapid feedback in small group work
have been documented, it is more difficult to document the result-
ing interchange which leads the way to cr1t1cal debate dgg open-

mindedness. For instance, when two tutors oypeer? suggest alter-

native and workable approaches to the beginning writer, the stu-
dent is confronted with a choice. In Democracy. and Education
John Dewey argues that “when we come to act in a tangible way
we have to select or choose a particular act at a pdrticular time,

but any number of comprehensive ends may exist without comple-

tion since they mean simply different ways of looking at the same
scene.”’® We have observed that, students who were allowed to
invent, partxcrpate and observe in groups- showed greater di-
versity of topics with each new asmgnment during the quarter -

At first, options such as small groups may be frightening to the

_'student who has always responded to-a fairly directive teacher-

issued thesis. Any student who needs direction, even to the-point
of a ready-made thesis from the teacher or another student, should
have that option, 8ince the anxieties of writing are great enough in
the beginning. Many students jyill prefer that the teacher tell
them what to write. But when students are encouraged to find their
own ideas, wien they see the results of experimenting students,
-and when they begin to think on their own, their ability to he self-
difected develops:

. In the laboratory approach; moreover the teacher should create
an atmosphere which' allows as many approaches as possible. The
small group. model may feature peer pairs as well as larger groups.
' Two student$ may be involved in prewriting analysis or in cri-
tiquing the final drafts of their papers. At the same time, students

’ ' [\

in which students write
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may be workmg alone, using the board in groups, or sitting in a p

group unable to begin. For the latter group, one motivating device
is a value clarrﬁca,_tron examination. Students frequently need to
discuss why they'¢an’t or won’t write, in terms of both now and in
the past, ifi order to begin the prewriting process. In doing so they
areoften telling their papers without realizing it. :

Using the small group model in a flexible manner offers learners
somethmg beyond. the semanticist’s dictum that we should teach
studénts\ho‘w to think as they cope with their language

“»In building enormous institutions and " employing teachers v
who depend on a system instead of being alert and observant
in their rel tionship with the individual student, we merely
encourage the @ccumu]atron of facts, the deve]opment of ca-
paqz»f and the habit of thinking me{:hqmcally, according to

" ’a pattern;|/but certainly none,of this helps the student to
grow into an integrated human being. Systems may have a .

" limited use in the hands of older and thoughtful educators, |
*but they do not make for mtelhgeﬁce Yet it is strange that .
words-like “system,” “intelligence” have become important . ~
to us. Symbols have taken the place of reality, and we are
content that it should be so; for reality is disturbing, while .
shadows givé comfort!”™ - /

. "In Edueation and the Significance of Life, from which the above

quote is taken, Krishnamurtj talks about human infegrity and

about getting to know students as wellgas we know our subject. If

the institution does not encoyrage students to be the prime deter-

minant and director of tberr learning, it denies them theé“hance to

direct their thinking -processes. $I‘hey are driven {o facts, a priori

“data, without an awareness of their thmkmg and the “thinking of

others Without the option of self-directedness, we come danger

ously “close to telling the students what to x,and how to say it.

Each student may receive the kind of assignment he or she is capa-

ble of doing and, therefore, nevetr be challenged. We have discov-

ered that once students realize they have the right to choose, they’

will generally select an alternative that challenges their skill level. .
Group counseling and criticism also help the writer detérmine

audience reception. immediately. The difficulty of making choices .

is illustrated by a set of fall quarter final exam questions which

took the students two weeks to construct. Many first drafts ‘of «

questions came in so meticulously structured that only one an-

swer seemed possible or appropriate. On the} other hand, some

first submissions were so broad that students had no altematrve

7. -
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~ “‘but to scale down the questions before they were workable. Of . J
. the two options, students felt that the open- -ended questions
where students had to estabhsh paratfieters were preferable to
the questions calling for machine-cut answers. Students learned
mdxrectly that the amount of text under copsideration was a factor
in, limiting their answers to workable size. In addition, students -
began to understand that the selection of a yoice would detefmine xﬁ
form and Size. A satife, g first-person descriptive monologue, a
hypothetxcal soliloquy written from the standpoint of one of the
characters were all possible treatments. Consequently, the forma-
tion of a good question, students felt, was one which involved .ex-
ploratlon into possible treatments. The followmg examples include

* . questions which can be answered through a number of approaches
A
v 1. Discuss the control Job believed God had o6ver his life ,
and relate thls to the control Arjuna believed Krishna . '
’ < e had over his life. o

2. Compare, or contrast theé motives behind any two of these
suicides: Jocasta, Antigone, and Eurydice.

P
3. Define moral duty as both Antigone and Job wou]d de-
fine it. * .

4. Choose one funchon of the chorus in both Anttgone and
Oedipus Rex and 1]1ustrate the importance of that .
. function. ~

* 5! Using any two works we tead this quarter, dlscuss
women’s concept of themselves and/or the implicit atti- o
PR tudes society had about women. *

.6. People are aestroyed or ‘strengthened through”suffering.
Select: any tw° works and debate this. - N

-+ 7. Compare thg standards for “perfection” or, “salvation” in .
" the Iliad and the-Bhagavad Gita. /

8. Compare.or contrast the ways individuals can attain wis-~ #
dom as explained in either of the Greek plays you read /

: and gecording to Krishna. /
e 9. S'I;Zamow individuals are used by God in the Book of Job //

by the gods in the Iliad (youmay agree or disagree). // -

e v, TRe result of the student- formula};ed questxons was that stu-' :
dénts wanted to do what was difficult for them. Not onLy/dxd they
work in groups structuring exam questions, but they”also brain-
N ‘stormed possxble answers. This exam- makmg ﬁrocess and the tak- ‘
,W'% /ing of the exam, showed that students inyented the questlons .
: \ "The. responses to any one question varied in je § of style,’ voxce,
* +and form For example, in responsg to question two concerning the

Y
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meaning of death, students wrote both personal solilo};gies and
Cipterior monologues for Jocasta before she commiits suicide. An-
other student discussed the role of the guilt-ridden’woman in Greek
society. Thus, the answermg of the éxam was as inventive as the
composing. | X
Since this is an essay for teachers and not a text for students,
we have been careful to order our description of the process with
attention to how sfpdents work through it in the classroom and
howit-is integrated and simultaneous in theory as well. Thus, we
have just discussed the invention which occurred as students com-
posed, wrote, and edited final exam questions. In a laboratory sit-
uation, invention 'and prewriting, brainstorming, writing, editing,
Cllsmg, and evaluating are so interrelated that when we illustrate
techniques for one they could easily apply'to others. Moreover,
students and teachers frequently create analogies from onhe aspect
of the process and Apply them to another. Because studenis are
always at different stages in the process, a sequential approach
. does not describe what is going on. Unanswered’ questions involv-
ing one student’s writing may provide a resolution for another
student weeks later. Thus, the writing process is a sharing of indi-
vidual and collective insights that allows students to learn from
-each other’s writing and learnirig histories:

Understanding the complexities of huiman experience is, fér
most of us, impossible without asking questions. And even
when-we think we know, we cannot be sure that we have all
the meaning, perhaps not even the.crucial part of the mean-
ing, until we have tested 6ur insights by sharing them.”

Some group work is beneficial and productive whether it is in pre-
writing, composing, editing, rewriting, or evaluatlom a peint that
both LouKelley and Macrorie"* support.’ L
Students need an audience for their writing and feedback for
Jtheir ideas from more than one person. Early in @ course a student
“showed one of us a first draft of a paper. rThere were several places
where the student’s legic was impossible to follow. When he was
asked to explain what he meant, his response was, “Well, I think
it’s perfectly clear.” Silence and hostility began to build, so he was
asked to share his paper with the members of a group and see what
theu: reactions were. The group members were similarly perplexed
by some of his statements. At this point the student began de-
fendmg his paper, explaiming what he had meant to say. One group
member responded}, “Well, why_don’t you write it that way in youi
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.+ paper? Tben we could mnderstand.” Once the student realized
that his peers couldn’t understand what he had written either, he
was willing to revise his paper.’ Group work ‘can help students be-
.come aware of the need for clarity of.expressmn H. R. Wolf states
that after using group -discussions “the papers that the students
wrote had that unmistakable imprint of¥the individual assertmg-
his own being-jn-the-world, his own special.sense of the world as it
meets his eye and courses in his blood.”*

The combination of the group work and mtervxew (which will be
explained in’ the next section) can be utilized in both the labora-
tory and the classrbom. The &b instructor can provide sequential

_ assignments or help students learn how to write specific types of
assignments, but, when possible, students can also work with each
otHer in pairs of in small groups. In the classroom, the writing and
interview days can be interspersed with small grotip: or clas§ dis-
cussions. This combination would be particularly useful in a fresh-

+ man literature and composition course, The group discussions of
the literature should generate idéas for writing. “Students should
be encouraged to ﬁnd‘thelr own topxcs and, of course, their own

' method of development -

. In “The Effectivenéss of Non-Directive Teachmg as a Method
of Improving the Wrrbing Ability of College Freshmen,” Joan Putz
set qut to determlne whether the writing of a class of freshmen in
which paper topics and evaluation were student generated im-
proved more significantly than in a traditional, teacher-oriente
class wheré the teacher assigned,topics and evaluated the writing
_ herself.!s Putz made com‘pansons of three post-test themes written.
by the experimental group and an alternate treatment group. Shé
found there was no statjstically signifieant difference between the
two groups on the cumulative ratmgs of the post-test.- There was
also no measurable ‘change in the writing achievement of either
gréup. She concluded that the de-emphasxs of formal instruction in
grammar, rhetoric, and the fermal elements of English composition
did not have a detrimental eﬁect. Moreover, the student résponses
on the post~test guestionnaires were strongly i in favor of nondirec-

~ tive teaching, indicating that the benefits of this method are in .
areas which are not so readily measuraBle, i.e.,, selfsconfidence and
attitudé. This research is substantiated by our experience.

+ Even though the goal is self-direction, the instructor should
have on hand a variety of general writing topxcs for students; par-
twularly at the begmnmg of the year. The topics can relate to the
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; literature yet still allow students the latitude to direct and focus
. the topic ideas as tHey master writing skills. The following assign-
ments based on works for world literature and composition classes
illustrate this dlversxty o

~

a

I. Creation ' -
A. Story of Adam and Everand the snake
"1. Rewrite in modern language the story of Aglam and Eve -
- and the serpent. o
" 2. Compare your versx '“,,, o0
" 3. Analyze which versi x{ “alvl 5 da
. Read another. version of the Creatxon (altematxves from
-Greek’ mythology, Indian folklore, etc will be avallable on
reserve in the library) F ¥ .
1, List the similarities of- the, two vﬁsxons 0 o
2. List the differences of the two ve;‘gio/ s. “'u;-
3. What aspetts of the two cultures mig mount for one
%
of these differences or sxmﬂarmes" e ,(z

>

PRI
PEE

.
.. > . C =% ,;’: .,
II. Job . Y AR A

"A. The logic of Job’e.friends ng{_; "
.1. What }’s the logic of Job’s frie )ds,wncemmg his mis-

/\%)rﬁunes? - Q{
' 27 Describe a modern-d rson" who has had some mis-

of A/pe
/+  fortune anid-#&fend phis; person’ “goodness” in the way
Job defended his,’/ ,r 2 .
~ B. God’s personality /* -
! 1. What are the charact’enstlcs of God in his discussion
. / with Satan and as the Voice out of the Whirlwind?

2. What were your precOncexved attitudes about God"
3. Discuss your version of God as it relates to the one

‘ in Job. . -
111 ljad / ‘ . . i
A.- Achillgs leaves the war p" -/
* 1. at reasons did Achxlles have for leaving the battle"
: 2. What reasons did some of the Vietnam draft dodgers
have for not fighting? NN

- 3. Explaj what would cause you not to fight in a war.
.“If you were going off-to war hke Hector, how would you
_explain it to your son? v

C. How would you react to Helen if you were Hector’s wife?

Y S
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D. Reread the “speeches of Odysseus, Phoemx, and Ajax to
Achilles. SR .
1. If you were Achilles, which of the three would be the
most, likely to persuade you to fight? * £
2. Explain why in a paper,no longer than two pages.
E. Women s rights
1. 'List some explicit factors in the status of women in the
Iiad. . -

2. Disouss one of these from your point of view.

1V. Oedipus Rex oo
A. Oedipus’s personahty :
1. List ©Oedipus’s strengths as a ruler.
-9~ List Oedipus’s weaknesses as a ruler.
. ' 3. Describe Oedlpus s character in a logxcal way.
B. Creon- .
1. What ig-Creon’s attltude ah)ut being uncle to the king?
2. Assume that you have been asked to become the leader
of some student group. Explain why you either will or
will not take the position.

-
”

-

L]

These ‘sequential, hterary assxgnments mclude prewriting . and
topics for group. discussions designed.to meet the differing skill
. levels of students. The final papers could‘be compansons, ahalyses,
- formal argumentatxon, dialogue, personal expenence or, other
forms. The topics that include lists give the students a chance to
prewrite. As they develop their hsts and discuss them with their
group, they begin to see patterns emergmg and possible ways to
develop a paper. For example, students listing Oedipus’s strengths
and weaknesses reahzed_,hat__his—‘weaknesses came from using his
strengths in excess. ‘What made him a"good leader—his concern,
his quick acting, 'hls belief- in ]ustlce——also caused his downfall.
Students who had ‘group discussions on Achilles’ leaving the battle -
.discovered that they all had different valuds. Some could under-
stand and sympathxze with Achilles, while ¢thers thought he was -
being childish or unpatriotic. They dxscussed these pomts of view,
looking for proof in the text and raising arguments which in"turn '
were evaluated by the group members. By the time they began dls-
cussing draft dodgers, they were awar€ that their ideas differed.
and that they could not rely. on loaded words, ‘such as unpatriotic
or capitalistic warinongers. In the papers they wrote they knevz.

- 4
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that they had to convince an audience with different values that
their point of view was valid. These topics give students an oppor-.
tunity to narrow the topic, explore proof, evaluate, ﬁnd a voice,” |
and organize as they discuss and write. -~ ‘ 1

\

The Interview Metl_n_od

R Another method which can be used in a laboratory situation by

' itself or as a part of group work is the interview method. Roger

Garrison of Westbrook College and Thomas Carnicelli and Lester

gjsher of the University of New Hampshire conducted an institute

in 1974 focusing upon this method. The basic areas covered at the

institute were: (1) how to create appropriate diagnostic assign-

ments ‘and what to do with them; (2) how to develop individualized

writing sequences for each student’s problem; (3) how to give stu-

dents immediate feedback on their work; (4) how to conduct and

use the three- to five-minute interview and the longer fifteen- to -

twenty-minute interview; and (5) how to teach students to teach

themselves. The method, which is totally mchvxdu,alrzed is appli-

cable in a writing laboratory or a“composition course, can be

adapted for a combined literature and composition course, and can

be used simultaneously with small groups or peer pairs.” .

First, diagnostic assignments_ are given in order to determfine :

. each student’s strengths and weaknesses. These assrgnmentS'
should.be brief and simple, requmng specific, £actua1 inférmation.
Here are some samples: ! X .

For liberal arts students | % \ o ’ .
Write a specific descrxptron of,an ordinary new wooden pencrl~ »

- You have just met someone you really like in "class. You have "
- ’ inyited him/her to your heuse, but youg teacher has told you
not to talk anymore. Write+directions 1?rom school to your

. F

L house. E N 2 o
- Your tea’cher “has’j Just gwen yoyaD on’ a daper in (pick one)
Enghsh ‘history, biology, mafh or psychology“ In one para-

. - * graph EXplarn to your best friend why 'you got a D. In a sec-
oy ond paragrabh explam why to your teae,hqr i
gb'i' sétretarial students T '

You are my secretary I have Been asked to condugt a two-~
dl}{ workshop at Intellectual University for the English de-

. -
> '

o S. .- 43 e L
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partment  there in about two months from now. You have my
appointments calendar. Write a brief note to ‘Dean Smith of

. " (Further information is supplied in a-random Jist of facts.)

For nursing or dental hygiene students:

Describe specifically two’or three (or more) of the most im-
. portant personal qualities you think. a nurse or dental hy-
§? » gienist should have.. , B

For technical students: ' [\ v P

ki ol . i 4 . - -
« Describe two “specific influences (or reasons) which caused
you to chogse your car%er program. ‘

-

womone. . ~~Once students have completed one or*two didgnostic assign-
ments and the teacher has evaluated them, their appafent Strengths
or weaknesses can be discuséed, and they can be directed toward
assignments ‘that will build on their sfgengths’or help overcome
their weaknesses. The teacher gan prepare numerous, assignments
ahead of.time, gearing them to the students’ interests dand voca-
: tions, but‘he or she must also become adept at providing on-the-
spot assignments when the need arises., Sequential assignments
like those below can be developed to help the student overcome

fﬁspeciﬁg .problems. . \ ¢
.~ - 1. Purpose: Sharpening verbs ‘\\
>0 »b - a. Write about one page on some activity you em’\oy.
’ b. Rewrite thejiaper without using the passive voice or with-
out using thk verb to be except as a helper. ‘
A c. Rewrite by ‘ryin‘g\\“several different verbs .for each verb
you -now -haye. \ . 2
2. Purpose: Lear:gng to select details

a. Describe one side of your car (or your parents’ car, etc.).
‘b, Redescribefi; by adding minyte details.
c. Now select and use only those details which tell the most

____—about, ;hg.rtj side of the car. * o -
“ 8. Purpose: 'A'_\foiding “purple prose” ' o
~3 a. Describe a winter or summer scene (a tree, a beach, ét¢.).

& Delete all-the clichés and substitute original phrase§ _
c. Délete all but four adjéctives. e

1.U. offeririg three alternative dates within a two-week period.

@

()



‘. Laboratory Approach to Writing

4, Purpoéé- Developing point of view

a. Go to the library and find a good reproductlon of a work
"of art. Describe it. -

b. Explam what you think or feel about what you see.

. What-does the “é‘ork of art mean, or what values does it
have?
5. Purpose: Improvmg transitions
- a. Deseribe how something mechanical works (pencil sharp-
ener, power tool, etc.}. .
*b. Underlme all the transitional words and phrases.
c. Add or change any that are missing of unclear.

+, 6. Purpose: Usmg sentence variety

o

a. Wifte a short paper. descnbmg one good or bad experience ~
you have had during the last week. Use o}lly short, sim-
* ple sentences.

b. Underline the most imporGt.ant ideas.®

¢. Subordihate everything else, using at legst three different
methods of-*subordination. 7

L

These sequential assxgnments coneentrate on only one problém
'durmg interviews with the student in the" early part of the course,
the teacher should focus the discussion on that particular problem.
The student should be, given only one step in the sequence at a
time, but some students may be able to dispense with one step and
g9 on to the next. Students who have already written a paper on
any topic which, includes a weakness i in_a specific skill area could
then take steps two and three of the seguence This method allows
students to overcome specific problems in,development, organiza-
tion, sentence structure, diction, and the like while working at
their own pace« Students can also be grouped so that those with
strengths in one area can help those with weaknesses. When hold- . ,
ing interviews in class, we often say such things as, “George, Gloria..,
is having a problem developing her topic. Will you help her?” or,
“Class, I'm always 1mpressed with Mary’s conclusions. .If you are
having trouble with yours, she’s the one to see.”

The interview, which takes the place of the red pencil, can be
held in the classroom while the rest of the class i is writing or work-
ing in groups. Even in a cldss of thirty, the teacher can talk per-
sonally to each student at least once a week. Long interviews can

45 '
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S

be scheduled dtmng office hours A time chart dividgd into ten-
minute slots posted on the instructor’s office door allows students
to sign up in advance and to block ouf as much time as they reed.
For interviews in class, students can ple up sequentially numbered
three-by-five cards at the beglnmng of class if they are ready to
" . show the instructor a paper. The instructor reatls the paper, cqn
ments on it oryquestions the student and then offers suggestion
for revisions. When a students shows us a paper, we first look for
the central idea or thesis. As we read through the paper we check
the organization and development trying to, ignore any punc;u-
ation or Spelling errors.” After reading ity or during the process, ‘We
point out strengths; then we focus on what seems to be the major
prdblem in content, If organizatioh is “the major problem, the stu-
dent is asked’ to think of other ways to’ organize the paper. The'
next time we see it, we again concentrate on the major problem.
The success of ‘this method depends upon the instructor’s ability
“to focus on the.major problem’of the ,paper The teacher shou ,/
list in order of importance the- c‘ntena for a well-written pape
The list. might be central idea, organization, ; development, sentence
structure, voice, punctuatlon diction, and spelhng As the teacher

xeads the paper, he or;she can poxnt out to the students the
tﬁengths (e.g., a meaningful thought, good transition) but should
on

y domment on one weakness. If the central idea isn’t clear, that
should be the point of discussion. The student then revises the
paper and comes in for another interview. Students of course know
what the Criteria are .and, hopefully, learn to correct many of their °
own errors; or as their central idea becomes clear to them, they will

K automatlcally improve their organization and development. The
mechanical aspects of the paper—grammar, dlctlon and spelling—
"should be the last things discussed. These are often the easiest
problems to detect, but if students are ¢oncerned about methanics
before _they are concerned about their thoughts, they might end ‘1p
with a technically perfect, but very dull, paper. . .

The interview method elimifates the study of grammar in’ the
classroom However, it is useful‘for the teacher to have an under-
standlng of the new theories of grammar, such as those -of Postal
Chomsky, and Fries.'® A knowledge of’transformatlonal grammar is
helpful tq a teacher in analyzing many writing problems, but the
student need not study it any more than a patlent needs to study
medicine in arder to fellow a doctor’s prescription.’
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Supplymg students with textbook modqls of ?gmwntmg” i
however a poor,way to proceed. Models which, for instance, dem-
onstrate different types of paragraph development, such as eompar-,
ison, contrast, cause and effect, examples, or description, have lit{le
" relationship to the practice of writing. A study of one hundred
paragraphs from Saturday Review, one hundred from English Jour-
. nal, and one hundred from letters to the editor of the Richmond

«Times-Dispatch produced the results found in Tables 1, 2, and 3.'7
Table 1 indicates that fifty-six percent of all the paragraphs use no

textbook method

Table 2 indicates the variety of nontextbaok

‘methods used to develop paragraphs; and Table 3 indicates the
most frequently used methods of development. The only textbook

‘
»

Tablel = o N

. o ° R
Occurrence of Textbook Methods ) —_
of Paragraph Development

—_ - LN
—7
. L
< ' S ,
« .%’
_ . . _ ) )
w3
- £5 | 8§ | &%
3| 88 | &5 .-
Method of ngelop‘ment 27 2 K £3 ) <
e[ 58 | 28 g
g3 |°85 | £9 g .85
. &3 SE |- 84 &, &<
> — -
" No textbook method. 53 | 62 53 | 168 | 560
Examples . . ! 21 13 30 70 ' 23.3
fReasons . | 7 15 "6 .| 28 9.3
Chroriglogy . -5 -6 8 19 163 .
- Contrast . 4 |.%0. 1 5 11
f' Repetmon . -0 3 1 4 13
Cause-effect . -2 1 0 3 1.0
Definition . 1 0 1 .2 1
*7 .Description. 1 0 0 '\ 1 3.
% Comparison - 0" 0 g R
' Totals . . 100 100 100 300 | 999

a7 2.
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* three percent of the paragraphs. Most rhetoric books which contain
" these models encourage students to imitate them, but form should
arise from need and should be a matter of invention, not 1m1tatlon
What, for example, would a model- Orleﬁted teacher do if Rich-

ard Brautlgan handed in “Writing 14” (Trout Fishing in Amer-
ica)? The comments in red might include reference to poor orga-

' nization, underdeveloped paragraphs, fragments, and weak central
1dea The teacher might even stifle such original metaphors as “he
"can watch the hospital slowly drown ‘at night, hopelessly entangled
in huge bunches of brick seaweed.””® The interview and group

Many textbooks written for students as well as teachers do make
excellent resources for teachers who want to individualize learning

“method used to any exfent is examples, and then in ‘only twenty- ‘

methods would at least give Brautigan a chance to defénd himself. -

. ;{ to write. We have categorized these in the Bibliography. Furthey-
H more, teachers should have a library of handbooks, workbooks, and
X -
3 \ .
. S
Table 2 -
. " Qccurrence of Paragraphs ’
° NotDeveloped by Textbook_Methods
© s * = ¢ w
5, 2 .k ﬁ
2 . -8 . . ¥
. ’ 2 H =3 g
- . < < Q '8 ] 2
LN 3 % 3 Sl 2
e - N . 2 -5 ) (2 - B
- S R O O - =
.. ] g ; 2 <
&, " o
Method pf Developmentf .= | ‘B S = ) E" .8
. e 3 S ] S e ‘
e 1 e = <} (-9
= . = =3 Q b @
: ( { 81 s:'"2 | 2| :8]| §
: ' a | & S & A | &
. A combination - : -7 , —
of methods. . . . | 18 25 . 19 62 |, 369 | 20.7
Additional comment. 19 ), 14 =25 58, 3451 193
« Twothemes . . . | 11 3 |, 4 | 718 1007 |+ 6.0
: One-sehtence . ° . .
’y paragraphs . ~. . 1 14 .| '3 18 107 6.0
__ Opposition. . .. . | 4 |.2 | 1 |.7 |r42| 23
. , Question . . .. 0 o, 4. S 3.0 1.7
. . Totals ... . | 53 62 53 | 168 [100.0 | 56.0°
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‘ " Table3 : '

Occurrence of Féu‘r Most Frequently
Used Methods of Paragraph Development

-3 s |3 .
hod of Develdpr | 5|5 :
Met c; of Develdpment ‘i 473-?2‘ 1. § g :§§ :
3
kX .g QQ- -~ 3 ‘E =
s Eg 2 o &2
& | EET TR < &<
Examples, . . , . ! 21 13 30 | 10 23.3
A combination. , . . (/
‘of methods . . e 18 4 25 19 - 62 <207 ©
Additional comment. . 19 - 14 25 58 .| 19.3
Reasons . .. . . . | 7 ‘15 6 28 9.3

programmed texts to which they can refer students in the labora-
tory ot classroom if students need or want to use these sourges to
overcome a specific problém. The teacher who has an understand-
ing of the variety of materials available, as well as an understanding
of each student’s needs, can use.this procedure effectively. .
An individualized method has advantages for both the teacher -
and the student. Instead of spending long hours writing comments
on papers, comments that are often ignored, the teacher can func.
tion as a professional, diagnosing stiidents’ problems and guiding
gthem to solutions. Thé student will benefit by the personal contact
- and the immediate feedback that is often lacking in the classroom..
.Comments which might. be misunderstood by the student if they
were written on the paper can be clarified. For instance, if students .
see the word vague written in the margin of their paper, they.may .
fot know why the instructor considered the sentence or idea vague.
The teacher who is marking the paper may not have-the time or
space to include a lengthy corhment. In the interview the teacher
can quickly explain why he or she thinks it is vague and discuss *
* solutions to the problem. Often teachers have a limited time to~
grade one hundred essays; thus, they tend to mark énly.the errors,
but “there is by now an impressive body of evidence that indicates
that negative information—informatién about what something is .
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’ not—is peculiarly-unhelpful to a. person seeking to master a con-
.cept.”® The personal interview an eliminate negative information

if. the teacher leads students to discover means to overcome their

. writing problems: “When we identify strategies implicit in stu-
-.dents’ writing; our regponses ¢an be much more useful to our:
students. We can help them see the valie and the limitations of

‘

what they are currently.doing and can define more clearly what we

“

_ want them to do in subsequent essays.”?® In other words, to learn

\ the process of writing, studefits need to do_the thinking.
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* 3 Into Practice: AR
Classroom and Laboratory Methods
“ ' | -_\\ .
. 1. A Cup of Tea
" Nan-in,-a Japapesé \ﬁnaster during the Oeiji era (1868-

"1912), received 4 university professor who came to ¢nquire
about Zen. s
Nan-in served téa. \He poured his visitor’s cup full, and
then kept on pouring. | ~
"+ The prg r watched the overflow.
more will go in!”’ .
«Like this cup,” Nan-in said, “you are full of your own
‘opinions and speculations. How can I show you Zen unless °
: you first empty your cup?™ )

“It.is overfu]]. No

To manage an open labordtory situation in no way implies that
the teacher is not demandihg of both self and students. The op-
timal, laboratory sijuation‘,is filled with more alternatives than
the teacher can record in any syllabus. The strategies discussed
in" this chapter explain to students the process of writing through
analogies and metaphors tHat stress role playigg, talking, and do-
ing. ‘The way these exercises are perceived by classes, small
groups, or individuals accurhulates meaning throughout the length

. son (male or female) whq ha !
_when class is over. The tepcher has forbidden them to talk any

“ample, it.can be used to

of a course.
On the first or second d

[y

y ef class, most teachérs give 4 diag-

nostic ‘writing assignmeni:in The assignment should be simple

enough that all students ¢
is to tell the students that,

accomplish it. One such assignment
they have just met an interesting per-
has agreed to come to their house

more, SO %lhe students musﬁ write directions from school ‘to their

homes. This assignment c

n be used as a springboard for met-

aphors for talking about wiriting throughout the course. For ex-

(when yo{i “hit” the stop

 where to tum? You didn

of how 'ngny miles to go)

|

discuss levels of diction or language
sign); development (How do I know
give me any. landmarks or any idea
organization (You sent me the wrong
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/ .
way down a one-way-street; you are taking me in cigeles). The ,
analogies are endless, but they can oftén bring thé problem of a
much more complex writing assignment into focus.

- A second diagnostic assignment which' requires more skill in
organization and development is to describe a favorite pet; to give
three reasons why the student has chosen, his or her coursg of
study; or to explain one’s reactions to college (see chapter two
for additional assignments). These twd diagnostic assignments
should together give the teacher a clear picture:of the students’
strengths and weaknesses. Any student who h_:':is severe proh- -
lems with mechanics can then hegin an individualized program
immediately. . .

*
LIS

éttitude Inventories - -

Next, the teacher can help the students become aware Of'what
their attitudes dbout writing are by giving them a writing attitude
inventory (sée Figs. 1 and 2). A class discussion of the inventory
will enable students to.clarify their attitudes gbout writing, tog
verbalize those attitudes, and to be accepted by their peers and”
the teacher regardless of how they feel about writing. The prob-
lems caused by student attitudes about writing and about criticiz-
ing and being criticized should not be minimized. Teachers who

.use eithef*of the forms or one of their own making .show students

how open the classroom and teacher are. 4

The forms may be confidential and handed in for.the teacher’s
information only, but they are much more effective when used in
small groups er even in a total class discussion. Students may be
asked if they want the- group to discuss their own attitudes. An- ,

-other possibility is for the teacher fo collect all jnventories and e

redistribute them randomly, after which the class can work up
a collective self-assessment. This enables the class to legitimize - -
its past history in learnimg to write. Most important, however,
is the creation of a forum where studgnts can participate and ‘be

-acknowledged regardless of what they believe: For example, stu-

dents who cannot write about a certain work often do .not. recog-

‘nize that their anger with the subject or treatment of the subject

is a legitimhate point of view. They may -be saying, “I can’t write

. about this the way I think’the teacher wants me to write.” If

students can become aware of the reasons“for their attitudes or

* for "those of their peers and teacher, they can begin to look for

ways either to cope with or change-their attitudes:

/,52
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Attitude Inventory

The fc\ﬁlowing inventory is confidential and designed to aid teacher planiiing.
Please be honest. Each question has six units following it. On the left is the
most negative unit, on the right the most positive. Mark with an X the area
which most clearly indicates.your attitude. '

1. Your attitude towart freshman English

o -

2. Your attitude toward reading in general

Your attitude toward reading *‘literature”
AN

— ’ . +

4.  Your a:;titude about all the previous experience you have had in learn-
ing how tq write . ) ” T
- 4 . .

.

5. Your attitude about learning to write now

- . * ! +

’

Your attitude about finding ideas and formulating a ti\esis for writing

A -
- . +

Your preseﬁt general attitude about $chool

- ) +
Your attitude about your ability to master mechahigal problems in
writing (sp., p., Ss., etc.) - .
- +

- ; -

Your attitude toward your ability to improve your writing
—-— ’ ‘ . » +
-

10. . Your attitude about the importance of writing in your life .

. B P I )

P -
Fig. 1. A sample attitude inventory for a freshmanylm‘position class.
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A student in one of our classes wa¥ so hostile that his com-
ments in class were.always sarcastic and negative. The reason
for this was made clear by his first paper: his writing skills were
extremely weak, and he tould not spell even the sirhplest words.
In an -office interview the, problem was approached head- -on:
“You'de really hostile, aren’t you, R aobert?- His response was
that .he*could not read*very well,- he didn’t like to write, and he
couldn’t understand 'why, as a business major, he had to take
" English. He'was told that no one who wrote as he did would like
. to write either. Theh we talked.about his future go nd how

2

-

. (
} - Attitude Inventory -

Circle the answer that most accurately describes ﬂlour opinions.

« 1. Only stuaents who want to take a writing course in college should
have to take one.

Strongly agree  Agree ', Undecided Disagreé Strongly disagree

2. Most people who read your writing are not mﬂuenceckby your
’ Spellmg

Strongly agree . Agree Undecided Disagree Strongly disagrée

3. =Execut|ves dd not need to know how to write because their sec-;
« retarles will correc} their mistakes.

Strongly ag}ee Agree Undeclded Dlsagree Strongly disagree
4.  As bng asyou get your ldea across, orgamzatlon does not matter.

Strongly agree  Agree Undecided Disagree Strongly dlsagree

5. Knowing hew to write is necessary for most occupatlons
Strongly agree Agree Undecided Dlsagree, Stro‘ngly disﬁgree

6. ' Writing is fun. .,
Strongly agree  Agree Undeclded Dlsagree Strongly dlsagree 2
7. If you have not learned how to write before coming o college, it is
too late for the college teacher to teach you anythmg
. Strongly agree Agree Undecided Disagree. Strongly disagree
8. College students need to learn grammar. ~.

Strongly agree  Agree Undecided Disagree , Strongly disagree

9.  Secretaries do not need to know how to write bécausé theéir em-
- ployers will dictate what is to-be writt®n. 'n

Strongly agree  Agree Undecided Disagree Strongly dlsagree

10. . Leaming how to write well is too difficitlt for most people.
Strongly agree »Agree Undecided Disagree ) Btrongly disagree

Fig. 2. A sample attitude inventory for a freshman composition class.

B . .
Fogh oo
3% .
? It \‘ .
B

-

1
i



: Classroom and Laboratory Methods -

the abﬁity to write:might be necessary. We discussed avenues
outside the classroom, such as the reading and writing labs, where g
he could get special help if he wanted it. Finally, he was asked
to separate his attitude toward English from his atfitude toward
the teaché_r and to rémember that his immediate goal was to pass
freshman English. From that point-on, he was a pleasure to hdve
in class. Because_his attitude had changed, he was able to im-

" +prove. However," near the end of the quarter, we both realized
that he had not improved enough to pass the course; twelve years -
of neglect cannot be cured in ten weeks. He withdrew from class
with no hostility and evén with a’feeling of accomplishment. He
said he planned to work in the lab before rgtakin'g the course.
Some people might consider- this an example of a failure, but we
view it as at least the first step toward success. Kobert’s change

_ . in attitude gave him a chance to begin learning the writing pro-
cess. He could take criticism from his peers and. give construc-
tive criticism to others. He became a useful contributor in small
groups. . .

i ? “f .

»
-

A B : ;
Analogies for the Writing Process

4 o -
Once st{xdélets have clarified” their attit—uges, they are ready tq
-~ begin the Wtiting process. The greatest initial challenge for the N
. teacher is teaching students to construct their own thesis state-
ments, Students need guidance in how to determine the central
i'd?*}’ /é}ld this involves initiating them inta the.process of writing:

-

"/ For too long composition instructors and composition texts -

'[ have focused on the product rather than on the process.

- |/ They have daggribed the characteristics of the-effective es-

-7 ! say rather than the process by which such ah essay is com-

. -7/ posed. To my mind, this¥raditional approach has alb the

!/ merits of trying to-teach somépne how to bake a delicious

.cake by describing. the shape, si2e, texture, and taste of deli-

cious cakes. ThSugh a person so instructed may learn. to

~ recite the characteristics of-a prize-winning ceake, he is still*
no closer fo being able to. bake one himself*, ‘

.

Kytle’s book is, organized around. four ways of getting started:
dnalysis,. analogy, ‘brainstorming, andé systematic inquiry. His

- coficlusion is that the process is the product. Even, though corh-
ing to grips with language and writing is more abstract than the
:prizg-wimgjng,’ cake Kytle talks about, his metaphor ‘can be ex-
tended: juszr,as there is no best way to bake a.cake, although

. each cake baker has a best way, there is no best way“to teach
‘ . - ’ . N
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composition. The metaphur gets more complicated because the
proverbial “best,methnd may work with one student and not
with another. .

To help students understand prewriting, *“telling writing,”-ex-
ecuting the composition, ¢diting, and cvaluating the finished com-
position, these activitivs can be compared to the shills of diving.

. Does the diver receive a medal based on the average of his or her
diving capeer” What proportion of the diver's *‘grade” is based upon
skill? Degree of difficulty? What aspects are considered in eval-
uating? What relationship exists between the intellectual grasp’
of the moves of the dive and the execution of them? Since the
diver is often nbt competing when diving, how does the diver

“grade” him or herself? And, finally, how does lack of food sleep,
and-practice affect the.diver?

.: Another of the difficult things students have to face initially
is criticism about their written work. They often find it difficult
to separate the written word from themselves. A sintple way to
get them to overcome the fec]mg of personal hurt is to use a_se-
* mapytic approach developed by Sloveig Turgik.” The teacher’ should

. wait until everyone else is in class and then come in, write HELL,

on the board, and go about doing the usual “tasks—take atfen=,

dance, talk about assignments, and so.on. Then the teacher can

ask the class if they noticed what was written on the board and- .

what their reactions are. The responses are usually varied: “You

mus} be in a bad mood today.” “I've seen’students write dirty -

words on the board, but I've never seen teachers do it!”. ,“Are we
going to read sqmething about hell”” Then the teacher can poiitt
to the’word and ask students what it is. Again the responses will

} vary. At this point the teacher should add the O. Most of the

students will be very relieved, laugh, and™begin to relax. 'Thé
"HELL and HELLO can then be discussed frbm dmumber of points
“of view. First of all, the written word is s1mp]y a symbol, not

the thing itself; second, people will react to our written words in «

different ways; third, we need to be able to deal objectively with
words we read or write; and last, we need to be aware of the im-
pact of words on‘others and on ourselyes.

This” semantic game enable‘s students to become more recep-
tive fo criticism because it encourages rearrangement of details,
calls to students’ attention the possible alternatives of arfange-
ment, and stresses the playfulness that can accompany’criticism.
For exampl‘e three student critics are apt to suggest three ways

2. of rewriting a sentence for ¢larity. At first, studénts are lookif‘rlg
for the “correct final solution” to the problems presented to phe
L\g' L,:y}
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. N .
critics and fipally to the writer. One student sip this situation
called upon the instructor to select the ° ‘right” answer becayse,
he said, “they can’t all be right.” He was told it was a matter
of personal taste. After a moment of silence he said, “I'm not
particularly hungry, arg you?” The instructor responded that
choice makes a good consumer. The notion of consummg lan-
guage-n this partuular class became a game. Instead of feeling

- frustratron or apprehension, crifics looked forward to group crit-
? jcism: “Because'if this doesn’t help you, I'll eat my words. ” This

playfulness and gaming also works well wrth testing thesis state-
mants, patterning ideas. and examining speakers’ walues in words.

Another visualsanalogy which can be used to, mtroduce stu-
dents to the process of writing again beging wrth a word the

. teacher, writes on the board Students are given three seconds to
. write down three” or more words that immediately come, to mind.

The use of word assocnatnons~to represent the collective thought
process 1s especnally successful wrth students who are fearful, con-
fused, and conditioned tp failure in manipulating 'words. This
visual analogy, using.a different word, ¢an be employed through-
‘out a course, and it accufnulates more and more meaning as the
students progress. .Any word can be used for this exercise, but
the teacher should be forewarned about some of the possible pjt-

" falls. Some’ words like sports, generate rather stereotyped re-

sponses; other wor&s elicit responses too personal for the student
to discuss comfortably. This is a risk an experiménting teacher
sometimes-has to take. The more possibilities the word -suggests

" the more varied the responses w:fl be.

- After-the students write (or-read to the ‘teacher who records)
their responses to the word bird 6nthe blackboard, analogles to”
the writing process may €asily be exploited (see Fig. 3).” Bird is
analogous, generally, to the “idea” of a paragraph the associ-
ations represent possible proof and”controls. " A “class is usually
impressed-with the overwhelming data generated in three secb’nds
by one word\Furthermore they are struek with" assocjations’

which seem” unpopular and 1mposs1ble‘ to relate. At this point the -

teacher should stress that beginning wrd:ers ‘generally freeze not

. bec,ause they have blank minds, but rather becausestheir mmd§
;. are in a state of data 0verload and they may be-unable to make
- sense of what they are thinking.

One way to illustrate to students that therr mmds are actUally
too full is"to have them talk in small groups, with recorders tak-
ing notes or with the groups keeping track of every ‘hajor point

4~they verbalize. In one such group, a wrnter who claimed to have

L3
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- Bird = Tdea .7
Associated words = Controls, details, proof e

Connecting lines =

Links, rationales, relationships

. / A dead eagle yirl . y
duck fly nest
\ // feathers ’
, \ / qn
\ - / /
: > /.
perch BIRD ——  migrate, .
/
sunlight / ) ‘ dog .
sparrow " robin
! . peace o wofms - .
chili love
dog / ST
. 3 1] '/ j -

/

Fig. 3 Commonplace words can bg used
cussions of the writing progess.

4
/
/

/te/construu analogies useful in dis-

3
; .

. / . /
a blank mind :generated twenty {deas, any of which could have
been worked ingo a thgsis eithe a{one or in combination. In this
specific case the class was told to sclect as many ideas ds they
could and compose thesis stafements from them. In fifteen min-
utes the class generated ovef one hundred workable thesis state-
ments. As students leamg’d to request time for such a ‘session
when they felt at a loss d)'aring the invention process,.the problem
of a blank mind becam¢ history. ' . ]

. When the class discasses “links,” members realize thﬁ’keven

. for obvious connection$ like bird-tree the links may differ. The

necessity for discussing thoroughly how bird relates to tree be-
comes obvious when the possibilities arg explored: home, perches, _
.nesting; life, shoot~m, surviyal, graceful, think about. The next

problem is how to free the student from data overloag.

In orderto discuss the idea bird, the~writer must in some way
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Classroom and .i.alp\ratory Methods . 55
co.ntrol the idea. This control is limited or governed by form,
audience’ and voice, and authority, but not necessarily in that
order. The form, depending on the scope of the idea and the ca-
pablhtles of the author, may be a paragraph, essay, article, book,

‘or poem. The audlence——teacher peers, experts, children—will in-

fluence the voice. And finally, the writer’s education, knowledge,
and expertise will determine his or her authority. Each aspect
influences the final product, and each is dependent on the other.
Thus, the teacher must discuss the author’s knowledge of various
aspects,of the associations, his or her capacity to direct the links
uts.zﬁort and finally the audience. Obwviously, the fifth grader’s

agraph about a bird’s nest will differ from the omlthologlst’

’ paragraph about the nesting habits of the bufted titmouse. in the

Mlamx Valley. - -
© At this point the class may function as a whole, in small gg,oupS,

or as individuals to test controlling an idea, constructing*a thesis,

. and explaining the links. S6 often this third point is most diffictlt

S

because the advertising media prepackages words, leading b {
il- -

ning writers to assume that their association is the only possi

ity or that it is a- shared truth. One way to overcome this assump-*
tion an the students’ part is to remind them of the HELL-HELLO
. exercise. Another is' to construct thesis equatlons {1sing math-
ematical ‘symbols.

Experimenting with simple equations lllustrates for students‘
the governing power of topic sentences, the necessity for carefully

drawing up their plans, and the variety of approaches for develop-
ing paragraphs. Students become sensitive to the power géner-
ated by semantic equa‘hons as they structure thesis statements
into algebraic equations or tHe reverse, starting with ‘equations
and establlshmg ‘verbal substitutions. One student designed his
thesis 'statement mto‘the following: V = ME. His verbal trans-
lation: “Vengeance isjmine "saith the Lord.”” Another student
who wanted to begin with “Nothing will come of nothing” devel-

. ] + . :
’ oped 0=0. A third ei{ar_gple° ™ =-h-,?or as the student:ex-
. . W

Plained, “My van is my home on wheels ” In addltlox;b to illustrat-
ing to students the governing power of the thesxs this exercise
can help students recognize the, mterrelatlonshlps of verbal and
mathematical structuses. Fma}ly, this ls'a uSefufganafogy to en-
courage authority in ordesing regatdless of Where the writer is. It

I P should be noted that the game 1s"’more successiul in small groups

that elect to pursue it. P
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The Portable Group *

One technique which expands the group concept to make use of
a community approach to education is what could be called the
portable group. In order to cope with the geographical and cul-
tural Jsolation of the commuting student, the freskman teacher
can utilize a student-developed “commercial analysis.” The form
reproduced here (see Fig. 4) was designed, by students to assess
or critique television commercials.
Students used the community and their own fa‘mlhes as learn~ .
ing resources for this analysis, which became a popular event in
many students’ homes and at their jobs. Often these outside .
groups provided class groups with valuable insights. Several stu- -
dents mentioned that their parents gave particularly fascinating
insights into questions and that parents and- students were mu-
tually excited about the chance to be a part of each other’s learn-
ing. As the separate lives of home, school, arid work were inte-
grated, the isolation many commutmg students felt was dissipated. y
Although the analysis was originally designed to evaluate tele-
vision commercials, parts of it were informally adapted and re-
written \to evaluate television programming and movies and ta,
generate topics for writing. Several students utilized the list to
generate criteria for criticism. Finally, classes found themselves,
evaluating even newspapers and magazmes more/carefully The
use of the analysis places students-in the roles of téacher, dis
explainer, recorder, and listener. Thesé roles give students, con-
fidence, teach them to be careful hsteners and evaluators and
help generally to increase their awareness:” - )
If the teacher uses a study of commercial programmmg early
in the course, students quickly become aware of the verbal and
visual means by which commercials attempt to eonvince audi-
ences The unity, emphasis, and coherence bf congmermals repre-
sent at best “artful” logic, at worst, artless fallacy. From the
commerciak analysis students can examine the effectiveness of de-
tails (proof) and examine why the rhetonc is either’ entertaining
or exasperating.
. Possibly the best rationale for students to develop the extended :
group is te foster awareness in them as they examine their visual ’
world.” Students pay far closer attention to the art of commercial
programming tha }a they do to the art of natire. .An awareness .
of the “super sell” of wish fulfillment is often the greatest way to ot
illustrate how commercials reduce and stenhze language or en- '

v -
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- “hance and enrich it. Atténtion to myths and how they function |
© in the language of the marketplace is also important, as Pierre |
Maranda suggests in the intreduction to Mythology: .

Our myths are-made of depilatories, /royalty, pets, antxques

0 political ideologies, religion, hair tonics, cinema actors, sci- |
entific theories, cars, etc., enticing avenues {o the Paradise |
of which, ultxmately, they refuse to acknowledge the loss.' -

Generally, students agree that verbal-visual commercial tech-
niques are often either dishonest or. entertaining or both. As they
. examine and elaborate upon the criteria for evaluating commer-
cials, they gain clear insights into how honesty, sincerity, humor,
. and satire can be used in writing or speaking. Their evaluations
create a source of responses with which:the teacher can explain

or clarify writing problems throughout the course.

Voice and Invention

Q

As students evaluate commercials, the analysis generally causes
a degree of tension concerning.their values, regardless of what
they are. When discussing manipulation and techniques of ma-
nigulation, students are caught not only in problems of how to
create honest commundeation, but also in a growing awareness of i
thexr own mythology and -philosophy. Begmnmg writers often .
have dlﬁiculty selecting a perspective or_ voice because they be-
lieve ' that subjects automatically mclu_de their perspective as a
given. One class worked on an extensive list of words associated .
with the word rock, which students felt had no individual mean-
ings or connotations. Then students, were asked, “How is your ‘
) reaction part of the subject?”’ As these students compared lists,
. they began to see sets of approaches and values connected with
" the words they associated with rock which indicate mythological .
or philosophial relationships to the word. Studentd were quickly
aware that words such as deatk: God, and war—which some stu-
dents associated with rock—carried the speakers”values. One stu-
dent stated, “I cannot think of God apart from my attitude to-
ward Him.” The exercise with the word rock illustrates that. -
words contain both shared and individual meanings. By. gaming
with word associations, students can clarify their valués, share
those values with the group, and examine others’ myths/and val-
ues.” Again the teacher, can stress that the inability to write is
often caused by data overload, the/ Robinson Crusoe-blank-sheet-
of-paper sérndromg. ;
4
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: Produc_i:
v .| Program Sponsored:#
Time'of Day: .
Local orﬂ&tiomrl:
. Setting

* place or background:

how many set changes:
where in time:
props used:
colors used:
type of lighting:
overall effect’:,

Music .ot
choral:

. orchestral:

small group:

tempo: '

background noise:

overall effect:

Characters
e, age: - -
sex:
dress: - -
relationship between characters:
| does relationship change,
- of is cliange Suggested:
nature of change:
" use of stereotypes:
use of famous names:
< authority figure:
“| * “man on street’:
“innocent bystander’:
what parts of body exposed:
what positions bodies in:
Language
.slang:
\ appeal £fo certain éroup:
slogan pr.clincher phrase:

-~ ' " Commercial Analysis »

®

i

(I o \

Fig. 4. A s”:;mplg form for analysis of television’commercials.
f .
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repetition: ; ‘ .
loaded words (a word can get
Jloatded as it is used): .

vague words:

use of “‘quoted material”: ,

Camera Techniques »
speed of action:
variety of camera Qngle:
closeups: ’
distance shots:
zoom shots:,
overlays:
focus upon person/items:
juxtaposition: '

Validity .
personal téstimony:
scientific surveys:
authority figure: &
famous pérson: .
debate: | e
campetition/putdown:

“low” profile: .
reverse psychology: -
humor: '
the absurd:’
Fantasy. ,
.explicit use of cartoons:
wish fulfillment: -
- use of animals:

Consumer Appeal
explicit reasons given .
to buy product:
promises made for product
(implicit/explicit):
how does product improve quality
of your lfe: +. ¢

. appeal to reason/logic:

appeal to basic drive
(hunger, thirst, sex, success):

appeal to latent fear:

iy

-
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.60 Laboratory Approach to Writing
Once students have overcome this syndrome, timey then need a

o . - method to attack the paragraph or theme itself. Agaiﬁ a visual
image can help them understand the process (see Fig. 5, Plan A).
However, the student may not come up with an-idea. If this hap-

pens, the teacher can instruct two group members to record every = °
reason a writer can’t write. Generally, the recorders will hear sev-

eral thesis statements; in one of our classes a listener actually re-
corded a poem. Here, too, a visual image may help (see Fig. 5,

lan B). A note to listeners: students who say they have no ideas

will often tell you too many to write down. Another visual device
which enables students tb see proportion, organization, and devel-
opment in a paper invQlves the use of stick figures (see Fig. 6).

Gemes , AN

Because beginning writers are bombarded with choices, they ought,
: to examine possibilities. . The moral crisis felt by the beginni,ng\
writer is best illustratéd by the following game. The téacher places .
. , three circles on the blackboard so that they are ip,a triangular . :
. relationship with each other and then stresses that after the stu-
“dents have heard the directions for the game they are to record
their questions and amswers. They may not under any circums
stances question the teacher or any .other members of the class.

T Thifdirections are quite, simple. The student is alone in a boat °

. that is safe, seaworthy, and large. As the student looks out, he or

<. she sees that the other boats which are in sight are sinking, and he

* or she will be able to save the crew of only one boat. The student

must decide whether to steer toward Boat 2, which contains the

student’s mother, or toward Boat 3, which contains four strangers.

The student also has the option of saving no one and leaving the

A .scene. Clags.members must make a decision on paper and state - .

' the reasoris: Jor making it. They can also be asked to record in as

much detail as possible their thinking Brjor to their decision and-

afterwards. - . P
This exercise can be the basis for a discussion of morality, def-

. initions of language, and arguments. Furthermore, it can” be at B
least a first step toward showing beginning writers the interrela-
tionships between authorship and. authority. The boat analogy
accumulates rheaning since it may be used again at any stage in

the writing precess to clarify the necessity for making a decision :
and providing a rationale which is honest and sound for both the .
»+ . audience and the writer. The class can discuss the limits which
Q ¢ "




 Classroom and Laboratory Meth&‘js_ . e
:}’Ian A: You Have an Idea to Test

4

Central 1dea thesns

| /\'

Idea ‘1 ) Gather details,
find specific proof

. S

- .
M . °

*-Payse, view your
process 'and product

e

4 Construct your most
effective order

' L4

Conclusions " 7 5" Reexamine your

’ \ _/ order of cqher_erice
,. 6 R . ) ’

! " Discuss how each detail
: works for your thesis

)
{

Y
+

Plan B: You Have No Idea What to Write

%

- GotoPlan A
: 8
Construct thesis 7 : \ 1 Either write or tell
. ) a group member reasons
) you cannot write
) A i . ' - z ‘
Play with 6 . . . . . 2. Separate reasorls/to see
4and5b - if they are general
‘ - . S ‘] feelings or inability
' -, T to find or cope with
. ‘your subject.
- Create trial 5 - 37 Collect any data that
thesis statement \ _/ interests you ,
4 d o
; ’ Look for patterns, )
2 « . - themes,ideas

Fxg 5. Dxagrammmg the composmg process oft.en helps students to begin
writing. ¢
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62 ' Laboratorir Approach to Writing

would be necessary as they consider forms poetry, the news re- -

port, the essay, and so on. *Each one of these forms calls for a dif-

ferent order and use of details. This game may be conducted ini-

“tially in a large group, but.it is better suifed to small group or

individual writing assignmerits. X

Another game which is flexible in the way it can be admrrnstered

in the classroom is the survival game. The students are told they

are each the last person on earth. The teacher takes them through™

the initial hours of discovery and, moving outside their immediate
- environment, notes details which léad them to believe that every-
"one else is gone. After five to ten minutes of such description, the
students reeord their thoughts and activities for their first week in
which they find themiselves “on their own.” The teacher should
caution them to atoid any consultation with any other student or
person with whom they come in contact while they prepare this in-
formal journal. In fact, they should not mention the assignment
. to anyone until after they "have completed it. In some instances,
students ma§' write for two class periods. The class should then
discuss the difficulties imposed by the silence rule. As soon as the
students form small groups, they realize and consider the options
provided by other students: some students bring up problems-
other stydents have not considered, and some provide means_of
coping that no orfe ‘else has included. The class can then discuss
the options of form whith come out of the informal journal entries
and the ways they have for developing their ideas.

The game becomes even more complex if the teacher tells the
students that they have searched throughout the surrounding area
and have dxscovered that they are not, in fact, the last living per-
son. They have found the members of their classroom small group
and have the option of leaving that group or ‘deciding to band to-
gether to form a small society. They are asked to mform the group
of their decision and reasons in writing.

One other exercise that works well for beginning writing assign-
ments i§ having the students describe-a picture. The teacher can
provide magazine pictures of nature, urban life, animals, people,
. beauty, and the like. Each student selects an appealing picture
. and writes a toplc sentence (students should be encouraged to

avoid such openings as “this is a picture of’’ or “this photograph
Shews”). Then they can write their controlling idea (topic sen-
__tence) on the board. The class can make comments, suggestions,
« -or ask questions before and after they see the picture. Having stu-

N -
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The jntroductionis too blg 4 - The body is lacking.
. for the body. : ) . o
Lo 0 1\ ¢
p }‘,i , X S -
¢ -
Lo ' . ,
¢ { L gl - S
£ .
y e e -,

", . Whereare the details? s 'Organizatioh?'

.

X .
- Fig. 6. Chalkboard graphics can qu:ckly commumcate structural problems in

§ iwriting. - . > K] 1
h ool

‘fm ; assng t should initiate dlscussmn about developing, and
,,érg nizing pic, vivid language, grammar, punctuation, or even
spe ing. For example, in one class a student wrote, “Let your
niind wander into an elghteenth-century drawing rqom.” We could
aIi see the Yoom, but we discussed other possible ngnmgs———jour-
ney, think about going, travel, picture being in—leaving the final

v dec1saon up to the writer. Another sentence bega ~“There are sev-
, eral people » We discussed®he importance of batchmg the reader’s
attentjon immediately. Fihally, one student wrote, “I’d like you -
to xma%ﬁ)e with me what I’ve seen of two lions.” After c_surveying

+ idents wrlte thr topic or thesis sentence on the bbard for this, or
to

g the plcture one student suggested,” “Two lions are, 7oung1ng at
’ leisure,” ‘and we began discussing limericks. . . L
- . » o w

=3 v -

Use of Literature

Although‘all of .our processes of writing can be used in a composi-
tlon class which does not include any hterature, the classms can
£

.'1 . )
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64 - Labbr‘atc')ry Approach to Writing .

provide a good framework for the student to dlscover values and to
learn to think. Many ‘educators feel that literature should be a
separate coufSe. Perhaps this is because teachers who teach comp-
position and literature in the same course often forget to put away
their lecture notes on the literature, which represenf years of re-
search and teaching. Literature need not be taught as literature
"per se. To assume that every student learns or benefits from the
same get of facts at the same time about any classic or anything
else is simply false. A classic can give the students a common start-_
ing point for discussions which are germatie to the writing process.
» For example, if students read Dante’s Inferno, they react to -
.. Dante, verbalize that reaction, and share and grow in their speak- .
. ing and writing skills as they express theip reaction on paper or in .
large and small groups? Their papers probably will ©iot reflect a
o literary reaction. However, the variety of topics tl:nat are generated
- in group dlSCllSSthS of literature provides students with numerous
- options for expenmentmg with voice, audience, and subjéét matter.
Major critical issues and problems may be mtroduced as they arise
from student discussions. .
« In order to integrate laboratory methods with composition and
. hterature, the teacher generally functions to help students process
their ideas inductively. Consequently, much class time is spent in
prewriting,*thesis testing, criticism of the arrangement of detalls ’
.and discussion of finished papers all intertwined. Sometimes sev-

"eral students get. intergsted in the same topic. If this happens, - . -

allow the students to group according to topic; then students can - ¢
~ . see how any topic can be developed in a number of ways. In otir

study ‘of Job, for example, several students wrote on the idea of -

“Why me"” Some papers were senous others ironic; and others
funny "Thus, students who work in groups do get models tbelr .
. peers’ papers.
) In the past students have said to_ usr_I&thzs_what—you—waatﬂ-—»-——
“Is this the right way to handle the topic?” They discover, how- *
ever, that optiens in treatment transcend rlght and wrong. In our
study of the Iliad, ope student wrote a radlo broadcast in which a
sports announcer was describing Achilles’ battle with Hector An-
- other student wrote a letter back to Athens ordering few boot-
. straps and, giving the people at home news of the war. In fact, once
“' students realize that they dan’t have to memorize dactylic hex-
ameter, they begin inventing and doing research on theit own. One
.. student, for example, spent hours in the library trying to find out "
I if the Song of Roland influenced people to join the Crusades. An-
. Q o s~ . : .
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“other studémt brou ght-in-an unsolicited report on Walpurgis Night

when we¢ read Faust';" And modern newspaper or magaziﬁe— articles

. -
¥

¥ pt%s «for Classroom Problems o <
e %ﬂﬁm addxtxon to having students who are inventive and eager to work,
) /f ‘&the teacher is faced with others who do not want to work or will
= / not work.. Thus, one possxble problem of the lab approach which
¥ strikes anerve in our ‘accomplishment- orxentei souls is simply this:
What if the students d{m t work? Several examples serve to illus-
trate thé teacher soptlons in this situation. Allowing students to
% ~state the reasons they are not productxve is often motivation
enough. Once the students have stated their reasons, instructors
. may. clarify the class or group task at hand or ask in what ways
théy can help the student or group to begin, but they should re-
member that the respbnsrblhty for productmty and motivation
-belongs to, the group. Grodp members should also have the option
. of redesﬂfng their own group model or process. As students deal
. \ w:th the§e ‘probléms, the teacher_can ask .them, to record their
progress, nfﬁcuitxes, and solutions. Thus, the sitpation can pro-
V,A, \duce an on-the- spot paragraph developed by chronological ‘order.
VI the lein is one.Student who comes to_ class habxtually un-
prepa hat students group is likely to “becorhe dxsgrqntled
Peer pressure ‘is often ' effective in getting the student to come
prepared as anythin
«  The teacher w
* could be used €xclusively m the classroom, there are times when
g techmques' more appropriate. Ohe.” example of
class explofation of the use of groups and alterriatives o;:curred one
day when one-third of the class was absent, one-third ‘Y}as unpre-

«

pared and one-third was prepared but angry because they antlc-
1pated bemg used. The behavioral manifestation of this' ,srtuatron
was total silence. ;The instructor Went to the board and asked the
students what they would include if they were to \yﬁte d criticism
of the class. .Quickly the class generated criticism abOut the claés

" the weather, the tests, themselves, and life in gey eral. Everything

" was listed on the blackboard. Students dlscovered that everyone

would be able to perform if they ate, rested solved t‘tf energy .
crisis, smphﬁed their schedules, quit part -time gobs weren’t tested

" pvery day, didn’t fight with frxends and, family, had a c\ar which

0 ‘ E 3 °

&
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uses groups must be flexible. Although groupsp )
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66 ' . " . " Laboratory Approach to Writing
worked, didn’t have to worry about being overweight, weren’t in
love (or out of love), and so on. A large group wrote a paragraph
describing first what was bothering the group and, second, how the
class could be restructured to cope with the situation. Then stu-
dents went on to write their own papers on any one idea that had

_been generated. Many students felt it was the best class of the quar:

ter. They discovered that they wereé,filled with, ideas about subjects
. other than the ones we had prepared. When students are so over-
whelmed by tests or assignments in other courses that they simply
do not have the stamina to function well in a small group, the per-
ceptive teacher should be able to detect this and. be prepared to
switch to another method. There are times when the students
could benefit more, for instance, By writing on their own, by having
class discussion, or by listening to the teacher lecture.

v ‘.

-~
i #

One final area, of teaching that must be eovered is the mechamcs

3 *of writing. By the time students get to college, they often have a

very negative attitude about Ieammg or understanding rules of
punetuatlon One method we have used successfully with 1ndxv1d*'

ual students and whole classes to make them awgre of/the necessity )

“to punctuate correctly is to deal with the idea of punctuation on a
sensory level. The teacher asks the students %o close thelr eyes
and imagine that they are driving a car. Then they take the fol-

~ lewing trip: “You are driving down the road at-fifty-five miles an

hour, the legal sgeed limit. Yéu are approag;hmg an intersection
and the light turns green, so you continue driving at the same
speed.” ' When you reach.tHe intersection, you realize that cars are
still coming from the opposite direction. Luckily, you, get through

the intersection withéut {ei}tmg h1t As you continue down the '

road the sate thing happens at the next intersection. You. con-
tinue driving ab ﬁfty-ﬁ'fe miles per hour\u,_‘_Wlthout wammg; you
come to a sharp right curve in the road and are just barely able to
keep the.car on the road. Just as you relax and speed up to fifty-
" five again, the road cifves sharply o the left. When: the ‘road be-
comes straight, you notice & stgp-sign. Yoy stop. There- is no
intersection here. In® fact you are ig. the middle of, the. country.
You start up and beg'tﬁ to pxck up speed jut as you see another
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The students admit to feehng frustrated nervous afraid, and
even angry. They say that. ‘they expect the road signs to have
meaning, to be there as a warning, and to have a purpose. Then
the teacher can explain that their tnp was like the one he or she-
took through their papers if their punctuation was inaccurate or
missing. At this point, the students are usually willingto talk
about periods or semicolons (stop signs), commas (slow down), or
colons (green lights).

But another problem soon arises if the teather says, “Two inde-
pendent clauses joined by a coordinating conjunction must be
separated by a com na.” When the moans subside, the teacher can
agree that learning. the names of parts of speéch is boring, and
. maybe they would rather listen, to a personal anecdote that the
driving. exercise brought to mind: “I had a problem with _my car
this weekend and took it to « service station to have it repanred
_You know that big round whatchamapgger under the front part of
" the car?”_Students will be quick to explain that the watchmajigger
is the air filter under the hood, “Well, anyway, the problem was
.- With the thingamabob under the whatchama]rgger,” to which they
" will no doubt respond, “You mean the carburetor.” By this fime
students usually have gotten the point. They begin to see the need
- _for having a common vocabulary in order to talk about how to

punctuate, The teacher can reinforce the point by tryihg to discuss’
.. theidea of a comma without mentioning the parts of speech or any

b grammatlcal terms. The students may not-be overjoyed about

: learning the terms, but they will be aware of the purpose for leam- '
ing them and thus will be much more receptive.

Students often.view punctuation, word ordering, and mechanics

in general as superficial and arbitrary. The exercise involving the

»*

dents that n}echamcs arise both with and from essential forms,

. . structures, and needs. We have developed, S'tophghts and signs to
protect drivers, to inform them of social and legal.expectations, to
“balance the individual freedom of traveling with social expectations

of order atid procedure. Since students may" haVe experienced the '
- terror of lostness through the drivigg analogy, the teacher can £x-*
- tend the analogy to discuss the need for ‘ordenng witich 1s~1mphcxt
Ttin language and thought. One way to fpllow up the blind trip in,

o -the car is to give students some poems of E. E. Cummings. “Cum-
o . Inings cgnnot be puncfuated without being rewritten. Students
who begm the tztsk of punctuatmg Cummmgs' think they are edit-

sensory drama ,of the car trip with closed eyes illustrates to stu: .

P!
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68 . ) ‘ . Laboratory Approach to Writing -

ing, but, instead; 'they discover themselves in dialogue with Cum-

mings  process; this dialogue enables students to ekamine their '

own assumptions about order and language,
—For teachers who feel that a whole class aould benefit by doing
exercises or tests, we recommerid that they prepare the exercises

. themselves or have students prepare,them, The students who are

designing, exercises for themselves or others may do this as an

" extension of peer cgitique or, in small groups. as an exercise which

is learned by making the test, then remforcea by taking it. Their
sentences on the exercise may deal with future assignments, facts
they should know about the course or the college, or even the
assignment they are doing. Here is*part of a teacher- designed
comma test that talks to students (see chapter two for additional
exercides): . .

1. When class started yesterday five boys
were sitting in the back of the room

2. The boy in the back of the room we%’rmg , ":f‘&‘t
the green shirt fell asleep. " ;V
3. You know that thé preceding sentence %

contained a restrictive claﬁse don’t you?, 2{ ' 4

The teacher should tell the students that the ég(ermse doﬁs say

" somgthing. Students are so conditioned to taking meaqmgless

tests that the first time they are exposed to a “falking” exercise
they aren’t even aware that it is talking.

. The Iaborat\y method and the ‘exercises given in this chapter
cannot be neatly’set down in a syllabus before class qbegms to he
covered on day X. The techniquessmust become an integral part
of the teacher’s method if they are*to be used cffectively. The exer-

cises should arise n aturall» when the necds of the student group,”

or class indicate that a given exercise would be useful” Meanwhnlsg,
the teacher must continuously build upbn these techniques, revis-
ing, refining, and redefining what is useful in any given situation.

L




4 As Learners Evaluate:
kg The JProcess of Evaluatlon
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*  To summarize my dnsmntent graduate school forced us
th?%ugh a hlghly restrictive program. - We hadajo drop any o~
preconceptiond*that we brought with us regarding thé nature?*
of literary study. We gave up all individual freedom whgn
we entered the‘fgraduate program and agreed to*do what we
.were'told. . ¢ . And ironically the degree gave many of us

I the power to makeganother generatxon of students “suffer

: ' through the same program. This was®known as preserving

- Tragition.' REEETEER A
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s Gebrge Bellis’s evafuatlon of his graduate English studies t%ches
) ~t1pon some of the major reasons»why both undergraduates and
. gradtfate students ‘are d;gepchanted The libéral arts seem any-

i1pa.n‘t’$ in university’ 1eam1ng The huxury of workmg with language
is not merely Ieargxng the deﬁmtlons of words sugh as reedom; it
includes Tecoghizing t}}e fraglle and essenhal‘tensnon between per-
~soni% and social defifiitions aOf t word %tensmn in the def-
inition gf words is v1tal and necessary in lggmmg and-in evaluating
F l’eamlng PR T
.. Scholar}; researchand cgtlclsm as well ‘as student essays gain
. ~, power if the variables are,controlled, ifithe subject is focused, and
e if the voice and attltude of the writer (or evaluator) are made
" clear. . Precise evaluation , involves, therefore, furrctioning’ within

cessnty for order. jn Panguage is to allow them to judge for them-
_selves within, & social context. To be heard as an 1nd1v1dual and

vxdual and the group celebrat,e a snmultaneous mtegnty

~

. thlng by liberal and artistic. The maJot issue implicit in Bellis’s
“analysis: centers en the notion of atademic freedom for all partic-

j' clearly deﬁned lirmts =All art 1lh;strates an imposition of order and
ét . form on’ exper;,ence ' This imposition of form and order implies +
B judgment. To allo students te discover for themselves the ne-

-F- - unde}sspod by the group must be seen as an ongoing process, not .
%. a product Tb& closest metaphor is the madngal where the indi- *

\ . \“"‘\
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The soul of Western critical thinking involves limits, focus, and .
I'atlonal ‘order: As teachers, then, wé are confronted thhgt}fe op-
tion of asking the student to evalua,te not only thinking and learn-
ing, but also, on a larger scale; the process that-is or is not facil- |
itating learning. Those members of the university or college who
agree that student evaluation is vital and necessary also agree that
students should evaluate teachers, matenals, and ¢ourses; but’ the
question of how evaluation oug‘ht to proceed has generated a pro-
“fessional paralysxs Nearly everyone, excebt the student, has been |
asked to devise an efaluation tool for assessmg student learning.
However, any tool ‘?cheré’“‘the parameters are preestabhshed may
not consider the stitdent who is generating his or her own cntena
for bqthr.learnmg and the ‘evaluation of learning. R

Our evaluation tool was designed with three concerns ih mmd .
First, we wanted to see if the students conld use language instead
of letters, number;ﬁ, and single words to evaluate the course and,
in doing so, to generate as many criteria for evaluation as they
wished in addition to illustrating. their skill mastery. Second, by
using the short essay form to evaluate the course, students are able

* to estabhéh a tone and a voice, to include elements ‘we might not
have thought%f and to discuss-elements which are impossible te
quantify. Fmally, we wanted thxs 1odel of evaluation to demon-
strate that we were listening to each individual. Group statxstlcs,
~however valid, aré more appropnate for the purposes of promotlon
and ,tenure, “government grants reappomtment and testing 4" .
model We wanted an evaluatlou which was ¢losest to dialogue,
one’in thd:students’ own words. " ‘

" One possible seqence for st‘udents«to follow in ‘developing an
&aluation provess for their writing in the classroom includes de--
%gcnbmg, ‘Ju,dgmg, and predxctmg - : =

s,

-

.

B descnblpg what happens in their talking, wntmg, re-

sponding, etc., they, [students] may also appreciate the, com®

plexity of what they@re doing in their activities. They need

not be told conistantly by the teacher that the?y ‘ought” to
’ be doing things; they will see thlS thems@lvgs.

Any teacher who uses a laboratory method and who teaches wnj;n‘fg -
is confronted with daily evaluations ansmg From both the process
and the product of student writing. Evaluation is an integral part
.of the laboratory method; in fact, it is the meafts;whereby students
develop botgas critics and writers.  + S

s
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The Process of Evaluation 'm

X

First, students should not only consider what th'eff have done
and what they are doing, but also what they will be. This aspect

" of evaluation suggests more than the students’ perception of their

writing; it involves evolution of thought processes, identity, ability

to communicate with Self ‘and others, and, finally, the notion of -

choice and self-determination. Evaluating a cominunication skill
often involves multiple perspectives. Thus, Within the laboratory
environment, “learning and teaching, finally, are processes that de-
pend upon a contingent link between a teaching source and a
learner. It is for, all these reasons that teacher and student are

' indispensable members of the evaluation enterprise.”* By dividing

the teacher from the students, Jerome Bruner has established
strict roles and has assumed that these “members” are, respec-
tively, the teaching source and the learners. At first, this shift in
terminology forces the question &f who is responsible for the source
of teaching and learning in terms ‘of roles. Bruner’s language does
™ not clarify the place of authoerity but suggests that if we choose to
describe accurately what happens ‘when both students and. teachers
share in the evaluation process, we have multiple role options for
both students and teacher: authority, studentj teacher, critic.
Both students and the teacher may play any’ on of these roles at
a given time or simultaneously. "

In the classroom or laboratory we may be eviluating writing,
student performance, teacher performance, group performance, or
any combination of thesé. The combinations produce a creative
tension. Robert Pirsig, in discussing his students, says:

The student’s biggest problem was a slave mentality which

had been built into him by years'of carrot-and-whip grading,

a mule mentality which said, “If you don’t whip me, I won’t -
» work.” He didn’t get Whlpped .He didn’t work. And the

cart of civilization, which he supposedly was being tramed

to pull, was just going to'have to creak along a little slowér ° .

o w1thout him.*

The 0pposxte of the slave mentahty is the data overload that re-
sults from overchoice. Students who are~used to being told to
write a five-hundredyord, five-paragraph, comparison-contrast

‘theme which'is due at 10 a.m. Friday may be overwhelmed by the

fact that they can chogse their own subject, form, length audience,
and voice. .

Many times in our classes students have added options to wrjte,

evaluate someone else’s paper, work in a small group, prewrite,

Lo 3 75 - T
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<. have an interview with the teacher, or do research in the library,
= 'ﬁbt_ to Yhentiongcutting class.  Sne student, in' fact, said, “What
would happen if I didn’t come ta class?” The response was “Noth-
ing. Nothing comes from nothing:”” He came to class. Students
.who are concerned about the choice overlfad can be reminded of

the bird analogy. Just as they made a choice in narrowing their

dling options in ctass. The notion that the process of learning and,
therefore, evaluating writing is shared, with any. combination of
. strategies possible, means that the.process may be considered cha-
otic simply because of the many options available to anyone ex-
posed to it. s i :

.
S
- » »

Course Bvaluation N - T s 2 *

- -~ A
The initial evaluation form we hand out after six wecks of instruc-
tion (#ee Fig. 7) asks students to evaluate both tKe advantages
and disadvantages of the interview method (evaluating their papers
with the teacher in or oul of class and revisizug them until they are
accepted); to discuss what they fuel ihey have learned about writ-

. ing so far; to evaluate whether or not student editors - (studgnts
who read and evaluate their papets in class) help them; and to
evaluate whether or not being a student editor helps them in their
writing. = - - S [ ,

One student’s fall quarter evaluation clearly showed the tension
between discovery and geceiving help and “keeping his opinions
and theories t¢ himself.”
punctuation, the “amateur professors” in “his student group were
Mot helping. Another student noted: “If the student is knowledge-

sweris yes [student critics are helpful], but some are of no help at

all!” A third student was pleased with the system, “but I better

\c watch myself not-ta be so critical. I'd be a good teacher with a

RED pen.” The problem of peer, self-, and teacher evaluation is
central to skill deyélopmenttas a writeg and as a‘“critic.

! A The task of interpreting evaluations from a class must be car-
ried out in a dramatic context, i.e., stopping the action and consid-
ering all of the students’ responses as they relate to the students’
leamning, as well as seeing the drama of the entire group coping
‘with evaluation. To build an evaluation tool that allows for stu-
dent “contradictions” may “mean that ‘the student can become

%, aware of the tension which results within and from criticism. The

topic through linking words, so*¢an they make a choice about han-"

. able himself, as far as writing or punctuation is concerned, the an- -

For this student who hated grammar and .
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S— —-1;,»—-1)0 your prefer‘the interview method to

Fall Quarter Eva{uation

»,

Dlrectlons, Please eheck the appropriate bokes or PRINT youranswers.

having papers marked with a
. NO —_—

-} red pen

and handgd back to you la'ter"' YES

What are the advantages of the interview method?

! o

2.
. hed 3 |
3. What-are the disadvantages of the interview mfthod? '
- N - L
N 4. What have you learned about writing so far m’ this course?
. 5.  Have the student editors been helpful? —_— P
Explain why or why yot.
. wlj N
6. Have&b\leamed ything from bemg\‘s ent editor yourself?
. YES . NO_L If you answered yes, what have you learned?
. - ) )
7.  Would you like jo have exetcises in class on any ef the following?
* A, Grammay .
-~-B7"  Punctuation .
<C.. Other 2 Pleasd explain:

P

8.  Would you like to make any.other comments?’ ‘ .

Fig. 7. A sample form for an initial course evalgation in a freshm{m com-
position course.

tenslon evxdent in the fall quarter evaluatxons is part of the creative
- process, cr1t1c1sm, and growth 1tself In Macrorie’s words

Dlsclplmmg himself in group critique .sessionggiiwriter -
" trains himself to.be a Better critic of his own w3k when
alone with it. He knows he must_ stand by his words or
thange them upon criticism. The critics may praise and
censure, rave apnd rant, but he must make the final deci-

O ' [

- .+ . sions: He is ultimately responsible for hlS sentences.” .

"

. .The tescher should allow room for a mutual study *of students’

rowth in.terms of themselves and their criteria, in terms of their
i “socxety, and, finally, in terms of expectations. -
- On her fall quarter form, 4 fourth student said, “The student
edltors alt tend to say ‘that’s really good.” They don’t explam why

YA i text provided by ERIC
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74 Laboratory Approach to Writing
it’s good and they don’t give too many ideas on how to improve

' your writing.” In contrast to her view of the lack of help others
had.given her, she said she had “learned to be more objective about

P . other’s work.- Also to give help where a thought might berout of.

" context.” As students criticize their skill progress, their own role™

_and the roles of others, the teacher is confronted with multiple

, fears stemming from lack of self-confilence and the expectations of

others. The evaluations from students after six weeks in the lab-

oratory indicated that they 3l preferred the method. Their crit-

icisms centered on difficulties with peer criticism and provided

additional criteria for teacher planning. It was also a starting point

for Students to cope with the problems of evaluation, : )
Initially, students appreciate the individualized approach. =

What is difficult for them to handle is the dynamics of peers as

tutors. The hostility and fear are particularly great*in remedial

sections of English where students”lack of confidence in their peers

is exceeded only by lack of confidence in themselves. Students

who haye greater difficulty with skills in writing prefer a teacher

who assumes a more directive-role in the laboratory situation. Be-

cause the initial expectation about how teachers should carfy out

their role may not be met in the laboratory situation, student eval- . ¢
" uations reflect this motif: I can’t help anyone else because I can’t
help myself.

However, one of our remedial classes was asked to evaluate
"weaknesses in the laboratory approach during the winter quarter,
and not one student in this class indicated any weaknessges in peer
criticism. Rather, students felt that evaluating other peeople’s pa-
pers helpgd .them see their own mistakes. Moreover, the essay
answers illustrated an improvement not only in the area of skills,
but also in the area of self-confidence and insight, Although the
students were asked to evaluate strengths and weaknesses in the
method, they often talked in terms of fheir pwn weakness in
writing. .- . : A
‘ We gave the students the following writteh diréctions: “Please " -
o state in one paragraph what you fegl yoy have learned about writ-
ing in this class. Begin with a’tpic sentence and use some sort of
logical organization. Try to back up your opinions with facts.”
* I Then they were%sked fo write another paragraph describing weak-

nesses in the method. We learned as much about the tlass as we

did abeut the emerging personae. We have not edited or corrected

, the following student answers. ‘ -

*‘c\
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+ ~ . The “intelligent” writer
have learned to organize my thoughts in a more logical
rner. It has brought me from an uninfelligent writer to
a intelligent writer. From this I mean people are able to
understand what I am writing -about now, when they used
to not und\erstand .

“If I ever become a famous writer” ' .

Tve learned a great deal about writing in your class. I use
to write without any form of logic, now I do. You taught me
how to write with organization, how to organize my thought
collectively. Sometimes I have trouble with correct punctu-
ation, You have helped me con$iderably with it., Just think,

if I ever become a famous writer you can say T taught him
everything I know.’ .

"The future: givfng structure

In this writing class I have learned how to organize a para-

graph. Also I have learned how important it is to be a good

writer, and to be able to catch my mistakes. In the past 1

had trouble with a topic sentence and a conclusion. «Now, I

am able to give structuie to a paragraph. With what I was

taught, such as punctuation, sentence structure, clauses, etc
> T will have no trouble with w‘tmg 11’1 the future. °

Becoming creative »

I feel that writing paragfaphs has helped me in learning
how to think and write bettert Singe the paragraphs had to ~,
be our own ideas, it helped me to become more creative in
my ways of writing. In writifg paragraphs I've learned how
to use some varjety in my seniences. The course has been
good because I've learned a lot about writing.

A male E. B. Browning '

How did I learn? Let me count the ways. 1 leamed how tb
start and finish a paragraph correctly. I learned how to use
the comma,;semi-colon, and colon in ‘the correct manner.
I“found that writing good paragraph or essay comes ‘about
by doing a*fiimber, of drafts. Writing is not just something
gyou sit down and do, yeu should gompose your thoughts and
jot down notes as “inspiration” comes to you. I have learned
a number of thigs about writing in this class, not just the
s funddmentalh of writing, but little helps which make writ-

- mg a paragraph a lot more appealing to the wnter and the
“reader.

%

L

"'The process of teaching students thmkmg’ and’ writing skills
‘leads from and toward a behef in self. A composition teacher in
an open-door institution who is working with*a groyp of remedial

" students ledrns ’ql,uckly from the students themselves that the
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76 . Laboratory Approach to Writing

Pygmalion effect has producéd “failures” which are then self-

perpetuated. The entire class in this pﬁrtiCular sample ‘felt they‘

had improved. One of the major reasons that the students im-
proved was that they only tackled one problem at a time. Critics

who themselves feel weak in the skills are gentle in their criticism

of their peers, but knowing that they themselves want constructive
criticism on their papers, they try to give it to others. Once a peer
or the teacher points out the majot weakness, whether it.is orga-
nization, a thesis, a conclusion, or whatever, the student can con-

. centrate on that one problem. When that problem has been over-

come, the student can then work on sentence structute or punctu-
ation without feeling overwhelmed. Furthermore, by matching or
pairing students who are strong in an area whete another is weak,
the teacher can help them both gain conﬁden}e In the precéding
evaluatlons students expressed their identitiés as writers as bémg
intelligent, potentially=famous, confident of the future, more cre-
ative, and, finally, capable of inspiration. This grewth in positive
self -image accompanied an improvement in communication skills.

" The discovery of self parallels the discovery of order, style; me-_

chanics, objectivity, specification, danty, and use of resources.
The ability to apply data, to experience a freedom of options, and

.torealizea self—growth in dialogue with others is essential for clear

commumcatlon This ability provides students with ways to*say
“I am.”

As students work with’eath other and the teacher in class, they
begin to see that what is clear to them is not always clear to others.
In one class, a student’s first papers lacked all transitions and thus
sounded choppy and rough. He was given a mimeographed haiid-
out on transitions, and he experimented with them. He could see
the difference in the smoothness of his writing, and before long he
was the person classmates came to for advice on transitions. The
students always knew that the teacher could provide them with

resources or advice; but as students learned their strengths and

became resources for others, they were more able to ask peers for
help with-their weak areas. NS
Perhaps the situation where an mdlvndual has” group support
and receives technical help makes the prewriting and thinking
aspect of writing-a springboard to concern for skills.” The following
evaluations, a again written at the end of the winter. quarter, each

“Indicate concefn for a specific skill, i.e. prewntmg, thmkmg, order,

clarity, objectivity, style, and mechanics.

.
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. In using the laboratory method in learning how to write I

have the advantage of getting other ideas from other people.
I can express ideas and find out what other people.think of
them. Prewriting a paper has helped me a great deal be-
cause . . . by doing something a few times I get much more .

.. out of it. T - -

— —a

I've al\;ays been able to write and express myself well. L

think where your method has helped me the most is in my

. thinking process. I now go through reading a book with spe-

. cific things in my mind, and by the time I've finished I have

. many thesis 1deas in my head. Alll need to do then is write

it down, narrow it.’and prove:it. Not only am I able to do
this in my writing, but in everyday thinking too. -

. T learned about the correct format for theme pdpers, and
;\ . about supporting ideas with evidence. During this quarter
& especially, I learned what elements should be included ina ~

« character sketch: something I never knew before. Perhaps
the biggest thing I'learned was. that a theme can not-be al
fact: it has to have some personal opinion or idea in it. I
still have some trouble with topic sentences, but.I feel 1 can

. write more effective papers now. _—

In this class I have learned . . . to be clear in what you are’
trying to say. Stick to one topic and don’t jump around in
your ideas. Another point I have learned is to back up any
statements you might make with facts. ¥ou can’t just sit .
down and spill out any feelings<vou’ might have. . Your opin-

r .. ions may be completely different, from anyone else’s batif |~
- you have the facts fo back it up, spch’ as quotes, etc., then
N your opinion is just as valjd as anyone else’s.,.

- I really feel that thi has
legrn through the mistakes of other le as wekoaﬁ thrqugh
.~ our own. Sometimes.it’s easier to-find i es igctiv_ely S

in someone ¢lse’s paper than it is ta find them in my«gwn. -
Learning what to look for has helped me proofread m
s efficiently, although it’has taken some time. Hearing same-

<4 oOne else’s ideas about my paper also helps me see it more
objectively, and gives me guidelines on what to improve in
order to’make’ the essay more readable. . . . Rewrites are
good because often in a'few days, it is easier to objectively
criticize and improve one’s own paper. - o N

“Through this class I have'learned the small intarigibles that ”
make my papers mgre interesting to read. Even though' I
already knew the proper form of an essay, I learned to apply

it. Also, by having other pedple, including the teacher, read

my papefs, I found out a style to use that was light, some-

.. times humerous and often interesting.

T r . .7
.
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78 ’ Laboratory Approach, to, Writing
1 have not only found the handout sheets helpful, but, also
the private interviews. I feel they have given me a better
understanding of grammer. style and in a sense a knowledge
of how to manipulate words. This became quite apparent to
me after I had madeé so many mistakes in my own writing, -
that it was easy to find the same mistakes. made in other -
pagiers I had edited. Without this type of learning situation, -

- Imight have continued forever making the same mistakes.

-

* Along with recognizing their growth th specific $kills, students

also became aware of their growth as individuals and as members

of-a group. The responses indicate that, students had a greater

_ respect for attitudes and values of others and a better understand-

> -ing of their own strengths as writers, as critics, and as Individuals.
. The following -sampling of rgsﬁonses shows concern for, in order,
independence, self and others, critics, options, applications, ,free-

dom, and wtiting development. ; ) ”

The laboratory method makes you geally thin‘]i since theére
- . " _is no ‘teather lecturing and telling us the most significant
. points in a work, it makes you feel\on your own or indepen-
dent. Discussing ideas with the -other students is helpful.
\ This is the way I get my ideas%or my papers. * :

I have received a lot of helpful criticism from my new
friends. In particular I like the concept of puttir}g the thesis
statement on the board. Tt gives you insight into whether

¢+ the idea will work or not before you start writing the paper.
You also get some realjy good ideas on how to expand the,
original idea. I have received a lot of help just by critiquing
other people’s papers. By seeing tlv\eir strengths and weak-
hesses T have realized my own.

- Group discussions (esp. small) are good because you can

' . get into the ideas with your peers and come out knowing a
. 16t more. Putting thesis statements on the board helps stu-, .
- dents see what is wrong with theirs and how to improve
them. Critiquing is beneficial as the student leatns, by being 2 .
critical about someone elses paper, to be' more «ritical with
:, his own work. Rewrites are helpful in learning where you

made your mistakes and how to corsect them. -

e

1)

°. . The exposure of my thesis to the whole class and teacher
gives me a better chance for a good grade on my themes. If* %,

D

i -
A s - u
' . my thesis is bad and hard to understand, then I kno»'y I have ~ ‘3‘”
- Sy

_ to change jt rather than-just turning in my first thought. -

This teaches me“to consider every.option before I show niy -
thesis to critics. . ! .

1 have learned how to make my wr'it'l’ng flow smoothly with .

the help of those {ransitional words or phrases. Also'I have " . °
N . /, - 2 .

T Q 2 ‘ o~ I - .
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The Process of Evaluation 79
. & ¢
leafhed that a piece of writing must have a beginning, mid-
dle, and end. All.should be related and well proportioned.
By usmg what 1 have learned about writing in this class I
have Been able to better organize Ty answers on essay ques-
tions for other classes. ;o :
I feel that being able to write with as much freedorx} we have .
really motlvetes us in to writing more often. The laboratory .
method “breaks the ice” in writirg essays. 1 don’t think we
are afraid of writing a paper now like we were in the
begmmng . ‘sg .

R I have learned not onl§ how to pick a good topi but also -

how to develope it to the fullest’ using fac{s, quotes, or
examples This could be learned only through having the
: expenences of writing papers and looking back at the flaws
in them. My deyelopment can be seen by exar‘}unmg my

first papetr of this quarter, with my last. Through dur writ-- | ———

mg 1 have gained confidence in my writing ablhty

Several weaknekses were mentioned in these evaluatlons includ-
ing problems with the peer tutoring/critic sy stem. Yeét only fifteen
percent said the) still felt uneasy with peer cr1t1c1sm even though
_ half of the group was new to the sections that quarter. " Mos#of the
"~ students who had been in the course for over.a quarter had gained
confidenge in their peers because they knew that tie peer criticism

) they received was helpful. When tudents brought us papers, we

wolld often comment on a good use of an example only to find out
! that someone else in cldss had pointed out-to {He student that the

v

-

S

\

example was needed to' 'back up an opinion. This-=sort of reinforce-
ment- built up students’ conﬁdeyth’exr peer critics: , “Weak-
neds?. Through Lab, it's not just you and I. It’s 30"people with

__idéas, thoughts, an inions. Everyone can ~analyze your 1deasr

“and give co Ctive criticism.” !
From”the student evaluations a reader can see that teaching

Categories are mutually inclusive. The categories blend each into

the_other, showing that students -have constructed ptiority sys-
tems which best describe the way these elements have had an im-

. pact on their writing skills and Jdearning. A majority of the re-

_,Sponses involving weaknesses were suggestlons of ways to improve
the system. The suggestlons included more space after each ques-
“Hon for the stugignts’ responses’in written evaluations. The forms

4 were changed iMmediatgly: More ‘complex i issues were group man- .
agement and’ student-teacher roles in .the dlrectmg of stident °
" learning. Many,students dxsc:usqed the problems shy stuﬂents face
in large group dnscussxons One student wondered why some stu- )

I . RPN
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< ) ) Laboratory /Approach to Writing -
ents could function so well ifi a small group but were afraid in a
xlarge group. The jansweys or dxscussxong 'of those issues varied
_ from gtoup to group. Once students weré able to state the prob>
" lém,’ they were usually®ble ‘to_deal with it in an honest way.
7/ Throughout the ‘school year,. ‘we have students ‘evaluate the
o Rrocess informally whenever the need grises. These evalnations
take place in small groups or witly tbe c]ass as a, whole. In addi-
tion, formal written evaluations are z;wen at t;he eng of each qua\r- N

' ter. We use a college-wide form but_ also have students wnbe two
paragraphs describjng the strengthﬁ and weaknesses of the process 5t

- The use of evaluation forms and ‘evaiuatxon discussions in s all -
groups gives students a chance t criticize, develop, and share cri-
teria for cnt;c:sm and to deslgr; their own study within our study.

+ Our two-part cdurse ev,aluatlon which asks students tp write a
paragraphmn what they have learned about writing and one de- . *_
scribing the weaknesses of t/he faethod, was structuietl so’ as to
place the emphasis upon befiefits of the system to the student. In’

. the second question we. wanted to stress weaknésses githin the
system, the student.’After the evaluations were handed in,
students wanted to discuss the difficulty of the second part of the * )
evaluation. Every class mentioned that it was nearly impgssible .
to discuss weaknesses in the system without discussing weak-,‘
nesses in themselves. They generally felt they were their..own
leammg system. On the evaluations students said that the sys-
tem could be' designed more flexibly By the college Several, stu-
dents eves suggested that the class should meet five days a week

any e\:penment which is copducted f for “scientific” validitys
the positien of the experlmentmg teacher Should Be. carefully de-
fined so that he or she can understand the effect the experimenter

" is having on the students and on the etperiment as well. We’
-adopted our system of evaluatirg writing because we felt that
daily feedback from studénts was necessary for us to learn if our
teaching was effective or not. Second, we felt that the risks in-’
volved in this system were dxrectiy proportional to the possxblhty
of student self-discovery and student success. Thxrd, it was a
means to offer to our students the same optlons we ‘were offered
in our doctoral studies when we desxgned our, own program. In
order to establish a context for the teachér’ s evaluation, it is help-
ful to understand that teaching students to write is teaching stu-
dents to create. In two separate sections from Zen and the Art of
Motorcycle Main_}enance, Robert Pirsig, a former teacher of the: -

a
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toric and® technical writer, discusses the implications of .imitation
and “traditional scientific method” with respect to creativity: ¥

L. .
As a result of his experiments he concluded that imita-
tion was'a real evil that had to be breken before real rhetoric
.. -teaching could begin. This imitation seemed to be an ex- -
ternal compulsion. Little children didn’'t have it. 1t seemed s
to come later .on, possibly as a result of sthool itsel.
That sounded right, and the more he tHought about it the
‘more right it sounded. Schools teach vou to imitate. If you
. don’t imitate what the teacher wants you get a bad grade. v
Here, in college, it was more sophisticated, of course; you
were supposed to injitate the teacher in such™a way as to Y
, convince the teacher you were not imitating, but taking the
essence of the instruction and going ahead with it on your
own. That got you A’s.. Originality on the other hand could
- ~get you anyt,hing-—-frq A to F. The whole grading system
cautigned against it. i v .S ~. 0 °
oy , He discussed this' with a professor of psychology who
. lived next /door to him, an extrgmely imaginative teacher, .
whq said, “Right, eliminate the whole degree-and-grading 4
. sysftem and then you'll get real education.” S0 )
On scientifi@method he has this to say: '
I DR . i
- What/ you're up against is the-great unknown, the void of ™
all Western theught. You need some’ ideas, some hypoth-
- eses, Traditignal scientific method, unfortunately, has never
quite gott;:e/‘;roun‘d to saying-exactly where to pick up more
of these Wypotheses. Traditional scientific method has al-

Ao

ways béen at the very best, 20-20 hindsight. 1t’s good for ™™
seeing wheréyou’ve been. v*is good for testing the truth of 7
, what/you think vou know, ‘out it can’t tell you where you
oiight to_go, unles§ where you ought to go is a continuation
Yof where you wéte going in the past. Creativity, originaljty,
+ inventiveness, imagination—“unstuckness” in other words—" +
W arﬁ@'compietely&outside its domain.” ° o *

. L ~

AR

. 'The ’slaboi'atory miethod, is a pla@e for t.ea'chers and students to
. learn,- to ‘evolve, and to change. ‘The sybstance of what Pirsig
fo iy . . . - B -

_.argues;is not as important as his questioning of what higher edu- L
cation, or any education does to proeess students. Using the sci-*
entific ip‘gthﬁgi‘ creatively is an importa?\‘t agpect of learning. fxt
the core of learning and art is evaluation. He argues against sys-
tems, where. only quality thich is imitated"is rewarded because
they become closed circuiés. Rather; he argues just as Bellis does
that we ought tg allow s;t:'dents to generate their own hypotheses ”

(}, with ‘that:" their futyres. The same Options’ are available fo_

R
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82 ‘ . Labor‘at:iry ‘Approach to Writing

teachers Criticism and evaluatibn are the scientific . toels by~
which we establlish method; they. are also at the center of the cre-
ative process. Just as ersxg reminds us that teaching is a science,
he also reminds us it-is an art. &

» . o -y

4

Evaluating ‘Skills

" Another aspect of evaluation involves devising crlténa to doc-
ument student improvement. ,The teacher who is exgerimenting
can gain experience by' trying several optlons First, the teacher
may ‘wish to hand out to students. a ljst-of evaluation criteria con-
cerning skill mastery for passing English. Second, the teacher
may wish’ the class 'to generate crlterla inductively as they en-

/
f

—counter thé is and 'should be. The teacher who is experlmentmg

) ’ should expect that students who have never partxcxpated in smal}

/.~ groups Whl(.h use the inductive method.and Jeer cntxclsm are apt

;/ to be afixious in the begmmng bedause “rothing 1$ happening.”

*/ «-That pérception may also'be shared by the teacher ,m charge and
-the teacher who observes small groups.

low provide students thh evaluatxon points for paragraphs and

‘Both the writer’s checklist and the editor’s checkhst which fol- ’ /
.ﬂ‘ -

essays. CL AT -
.. A Writer® Checklist I e - / 4
' O N

“4..Do I have something”to say? = -
a. Do I have a’central idea? - =
" b. Have I been sp’ecxﬁc ‘(not general)” \
2. Have I orgamzed my ideas in a logxcal way"
- . Is there & beginning, middle, and end? )
b Is_there unity (everything belongs)"

* Is there coherence (one idea Iogxcally followmg

arrother)" Leoe

" 3. Have I deveio“ped my piece of wntmg" -
;& Have I emphésized the important pomts”

b: Do I have tHe nghb»proportxons of facts, de i

ples, etc. ™ RN
4. Do I have a ¢ OSIS;{@WCI appropnate tone of voice (point ~
of wew)" & "'x T'P N ..

i
‘ & -
- N
.i ;;‘h! 3 o R
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. The, Process of Evaluatlbn . ' 83y,

5. Are my sentence structures appropriate for this p)ece of
wrxtmg"

6. Is each word necessary and is each word right?
7. Am I satisfied with my punctuation and spelling?
“

. An Editor’s Checklist :
1. Is there a central idea? . ) g
9. Is the writing well organized? S
3. Ts the writing well developed?
) 4. Is the voice approprate? T
5. What reﬁnements could be made in diction or mechamcs"

This list of pnormes allows the students to focus upon one aspect RIS
of their waiting 'at a time. Teachers may also wish to involve stu-
) < ~dents in the designing-process with these and additional criteria.
e " For example, the class might want to. establish criteria for an A
=~ paper, since one of the fears stydents have is not understanding
' i he teacher’s priority system Ahother tensjon exists as perspec-
twes"about the ob]ectwe dubjective nature of grading are realized.
. ’These fears apg tensions ‘can .be put to work as groups construct
,s'cntena The groups can- “also* begin "to cope with changing eri- -
7 ¢ . teria, especnally if the’ students are studying their work fer “the
quarte and doing a self- evaluation. As students improve, then:
: peetﬁtdons "8f their work become more demandmg i
‘“-w % The most' valuable evaluatxon device is a discussion with the
- l‘ﬁr_m.m as problems arise. As a general practice, it is best to do,
"’ch{g@aﬁ'fhe end of the dlass perlod Each group can mmanze
= what it. has acdomplished. The’ teacher can ask them what kinds '
- of’ problems they hadeand then seg if other groups cah find solu-
" . tions. The d1s6ussmn_c‘an center on’ f:he”most important, thing that
. ‘*"the group felt it accom;iixshed that day Even classes that have a *
" st of objectxves explammg-ﬂihat_mxmmum skill leyels are neces-
- sary.to gach stiident’s shccess, as well ds evolving lefirning cntena,
oftén can Become frustrated’ because, their skill 1mprovpment takes
- - 50 long. Diseussing these fr"stratxons and summarizing accom-
o/ B ’»;phshments help relieve somg of the tensibn. :
% Stidents who ‘want to, improve théirskills %‘iten 'think ‘"bhat
. drills or exercmes’m grammar ©y punctpa&xon are the answer, but
- our experience supports research o entioned earlier that students
swho manage perfect score¥ on sk11 s;quxzzesgﬁ()ftén do not expen- '
.7 - 3 = . E . .
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84 ’ . Laborétory .:\pprohc to Writing
ence a transfer of these skills. We gave one remedial class un-
limited chances to take quizzes-on the use of the comma urtil
the entire class: scared from eighty to one hundred percent cor-
rect. In the next papers we saw no differences at all in the num-
ber of errors made with .commas compared to previous writing
samples and essays. This does not imply that technical skill in-
‘struction, fn mechanics, punctuation, usage, and parts of speech is
nat vital to writing instruction; however, those skills are best
taught on an individual basis. Students who have particular prob-
lems with 4, skill can work with those students who have mas-
tered that skill or students can get advice or resotrces from the
teacher. Any method of' designing peer groups to work with skill
deficiencies is particularly useful. Sometimes students benefit
from free choice; sometimés students’ benefit from knowing that
" the teacher is pairing students for reasons. N

The student critic who “knows something is wrong, but can’t
" figure out how to explain,it” recognizes the need for terms an

specific priorities as much as the writer whose voice is not bein§

heard clearly. The problem of evalyation, therefore, includes un-
n, derstanding writing skills, the grocess of criticism, and the process
of group operation. Just as the need for rules and for establishing
order and structure arises best from context, so also dp ‘the
teacher’s means for 'évaldating' the process. The most flexible
thodel is dialogue.

N : 4 “

_Grading

Essential to the stu@nt is a clear statement of final requirements
for completion of the course. These requirements may be¢teach5r-
established standards for anfount and quality, student-designed
objective§. or a combination of bbth. The' necessity of establish--
ing the role of improvemeﬁ\ii\especially important if the stu-
dents have the optiong of rewrites: * &

Any approach to eyaluation must come to grips with the prob-
lems of grading; this is best donhe by discussing the problems with
students. Initially, this requires that the teacher state the cri-
teria. Unless the teacher quantifies evety element in language
skills, .the teacher is responsible for, eithef presenting students

~ . ‘With criteria or. encouraging student-generated. ‘criteria. At first, o

' all students and most teachers are uncomfortdble with the notion '

/ - !
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that grading is a subjective process. Regardless of how “teachers
manipulate models and statistics, the clearest descnptlon of grad-
ing is that it is objective within, narrow limits. We have no_uni-
versal except language tools to assess growth and the 1mpact of

"values and thinking. The°students who struggle with criteria and

pnontles in self-evaluation during the second quarter realize that
thexr expectations are different from those of the first quarter’
"The student who spoke in terms of the history of his papers ear- '
lier in this chapter illustrated one abstract aspect of evaluation,
i.e., growth in confidence.

T Students realize the change in then‘ expectatlons when they are

<«

asked to review all their papers and. evaluate them for a port\xon
of their final grade. Students then face the same tensigns teachers
do: how,to evaluate their progress in terms of themselves and/or
in terms of the group. Students must establish a priority system
which makes coherent their personal and social expectations. Stu-
dents in our classes wanted to be evaluated in terms of their own
progress and in terms of the progress that the class made., In
practice, the grades for the course could be~determined solely by

_the teacher, who could establish achrevement competency—based

cnte‘rﬁ’ or by the st’udents who éould establish® achievement,
improvement-based criteria or who could be asked to justify thh
the data in their papers what their grades should be. Any com-
bination of the above is possible. An experlmenter will learn that
the only way to use this model is to invent with it. The sample

form reprogluced here (see Fig. 8) was made up by students and
filled out By them at the end of the quarter; the teacher then used
it. tQ determine a part of their grade.
ks students worke(i out the areas that they felt they should

over in the evaluation,” they discovered the ¢omplexities that
were involved. The evaluation includes a rating of skills, clagg
participation, and improvement. When 4he students evaluated'
themselves, they gained an awareness of what they had learned,
how they had 1mproved and where they still needed improve-
ment. As they struggled with determining their overall grade,
they. became aware.of the tension, conflict, and parad0x that chal-

. lenges any evalttator. For example we recexved these responses
“from students:, : '

At the begmmng of second quarter I didn’t hke it. But v
the end of the second and the begmnmg of the third quarter

‘ L
/ . . . ¢
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and having to evaluate papers is—it has made me have
o think for myself. ’ - -~

The Laboratory method was and still is difficult for me to
evaluate another person’s.paper because I'm weak in the
field of mechanics myself. But overall I believe it helps me
think aftér seging’mistakes made by others and enable my-
self to write a better paper.. .

No one_kfiows what the other person is reé]ly trying to come

across with in a paper. We are just not experienced enough »

for this laboratory. Perhaps I need more confidence in my-

self. Maybe the lab can be improved if more than two peo-

ple criticize the paper. But their criticism may not agree

with yourslt |~
For their€atirse grade, students may be told that their self--
analysi’ép with documented proof will constitute one-third, grades
fronf their papers one-third, and the final exam, with the teacher
as sole evaluator; one-third. Some students average their grades
on the composition| self-evaltiation form and conclude-that that is
the grade'they should have. {Others develop proof that their grade
should be based on' improvenent. In a sample of thirty papers in
one class only two studerits .évaluated themselves differently than
the teacher would have. By comparing the teacher’s evaluation
and criteria with the students’, both come to a better understand-

ing of each other’s criteria and the interpretation of them. Some

classes do not absorb the teﬁchex:’s standards and learn to second-
guess them. Some students frequently conclude-that-they deserve

class whose perceptions clo);ély matched the teachfer"s requested
one day of group consultation for self-evaluation. They felt that

-they could hrave graded themselves totally according té their owmn

progress, but they wanted their grade to have a social context,
i.e., How do I relate to’the clgss and how am I pérceived?
Whether the grade is student derived, teacher derived, group de-
rived, or any combination theref, students d?VelQp insights into
the difficulty of evaluation. They recognize

teria andesocial criteria are central to the way they are viewed and
view themselves.” Students initially find evaluation of paperg,. diffi-
cult artd do not like to.do it. In our classes, we discuss the diffi-_
culty of living with grades and the way our learning would pro-
céed without them. Since we work in"a system which is graded, .
students recognize the rneed to develop a way to cope with, benefit
frgm, or.transcend,the System. .- Lo ’

L

. & cprtain evaluation for different reasons than the teacher’s. One °.

:hat individual cri- |
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. Although gradmg is essentlal it can bé de-emphasized in var-
jous ways. Students could opt for pass/fall Or at the beginning
of the course, the teacher can explain the minimum stdndards in
quality and quantlty for any letter grade. In other words, the
student will have to write a certain number of papers, the quan-
tlty constituting a predetermined part of the grade. For example,

in a ten-week quarter the teacher €an require five out- of-class pa-,
pers and three in-class papers. The in-class-papers are u§eful for

3 . Composition Self-Evaluation
Spring Quarter

Student’s name:
Directions: Assign a grade for each of the following 1tems

——— Mechanics of composition Please grade your overall

—— Grammay *> improvement in composltlon
Spelling' achievement in composmon
Finding a thesis’ — effort in composition -

). Narrowing a thesis - s creativity :
Vocabulary. - \ - . Consldermg the above please
- Development of a thesis . * “derive a composite grade
Stmctunng an introdyetion ¥ “which you feel best describes

our learning this year. Ple
—— Structunng a conclusmn : iote on the bac .r hotw you
Coherence _ T " determined this!
— . Use of documeneatlon

hat situation('s) dld you-feel

t comfortable and able to

— Averagxng all the help student -~ contnbute“an d learn? Check as
tritics have given you, what many as apply

de'would you give your
%rnatlc‘7 . y . £ y . }arge group teacher-led
We used small groups to com- discussions
_pose various parts of your —— small group dlscussmns
"composition. How would you — ‘rewntes
grade yourself as a con-

/I our

Are there any other, skills or areas™”
“'you would like to includé in‘self-
evaluation? If so, Please state.

If you need the back, please use it>

— What grade would you nge
the group’as a contributor to
’ your learning?
—_— What grade would you nge : ‘.
" yourself-as alistener? -
- Asatalker? Lo -
) ) ¥
Fig. 8. A sample form for student self- evaluatlon at the end of a freshman
composition cot?rse : ) R

., Vs
-_,..._.T.___._w 2




P

88 2 . ' - Laboratory Approach to Writin'gk a2

students who need to master 'skills in taking essay examinations.
These papers would only be accepted as part of the quantity if i
they were of D quality or better. Students who .fail an in-class
paper would not get credit for that paper. LA possible grading.
scale for papers is eight papers, A; seven papers, B; six papers, €;.
and five papers, D. Due dates for getting a paper accepted should,
be set up throughout the quarter; otherwise, the teacher will be
swamped with students briniging in several hastily written. papers
durmg the last week of the course. However, even after the, paper
is accepted the student still has the right to continue to revise or
Ca change it. But once students have missed a due date, this will
automatically lower the number of their quantity papers. The
student can, however, continue working on that paper in order to
get it accepted by the next due date. At the end_of the quarter,
. the students (not the teacher) should-select the two out-of-class
and one in-class papers that they want the teacher to grade for
. " quality. If the self-evajuation form is used, the quantity, quality,”
’ final exam, and evaluation could each be on’e/ fourth of the grade.
: Durmg the quarter if students want to know what their paper is
worth the teacher can tell them but should try to wean them
+ .away from just writing for a grade. .
The notion that students are evaluatmg while the teacher re- =
. . serves the right to assign the grade may seem like a mixed mes-
K sage. One clarification of this “InaJorxty of one” role which the
’ teacher may choose is to ask students to assume that the audience’
to'which they are writing comprises everyone in the room. As final
editor,, the teacher evaluates the réception a paper has had with
other members of the class. Students assessing other students’ |
papers fill out a paper e luatlon form (see Fig: 9) in part or com- a
pletely, depending on Bxdw ,complete the paper they are evaluat-- o
- ing is.
Both the self analysxs and the paper evaluation are largely stu-.
a , dent, desrgned "The forms encourage students to use specific de-
taxls in evaluatmg their own-papers and those of others. Some
students choose to use the, peer evaluation on'themselves and to
* match their analysis with that of a critic. If there are srgmﬁcant Lo
differences in any area, the_students can discus$ those differences
and try to opme to an agreement. This often helps students gain
confidence in themselves and others. For example, one, student ¢ ’
“ rated anothgr’s paper as excellent all down the Iine. The student
.‘ hlmself rat hxs paper much lower, and much more reahstrcally
‘ He began to. pomt out the weaknesse$ in the paper. to his eval-

<
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* - The-Process'of Evaluation , . - 89
Paper Evalugtlon
Student editor’s name . S—Excellent 2—Weak
_ -« 4—Very good 1—Poor
Title of paper (optional) - 3—CGood 0—Not
Aythor's name o . fipplu_;able
r Directions: Check the
Jate of analysis appropriate slot. '
, Y T Overall
. . 5 4 3 27 1 0 evaluation

Thesis or central idea
(one sentence)
1. Indicates purpose
2. Has point of view
3. IS limited enough

——— —— — — — ———

—— e
. Organization ° ”
1. One idea logically = .
follows another — e e
2. Transitions are used ——— e
.3. Intro, body, and
- conclusion are well ! SN
proportioned - e
" Development .
. .} Important points are b
s \ *  clearly emphasized - —— e — e
.\- 2. Opinions are backed .
- ) iip by faets, quotatlons TTTTTmT T -
L details, ete. —_—s e —
: 3. Originality- S Y
.%_+ 4, ‘Intro makes you want s .
‘Y toreadon — e — —— —
- 5. Body shows insight.- - - ‘ -
- into the topic ‘__. o s e i I ,
"~ _ - .+ 6. Conclusion summariges; Jew -
’ » ~ without being. - . .
- ... - - _repetitious —— e — e
A -Appropnate voice _y ST o LLe T . i
¥ . Mechapics ° i ’ . S
L% 7 1. Punctuation — e e e T
e =7 7 2. Sentence clarity | | L e el e e
B ’ 3 Sentence variety — ot —— e e
_ Proper word usage ° — e e ey T gt
- 5 Proper grammar i e e e L
6e Spelling ™. — s -

Other rc_ominen'ts: L

A ,

. Fig. §.4A‘sﬂample'f6i:n'1‘f6r
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uator. From this experience the evaluator became a much better
critic. In contrast, some students rate themselves lower than they
should. When this happens and the evaluator begins peinting out
the strengths in the paper, the writer becomes more “confident.
These evaluative tools encourage students to experiment with
various roles—student, cr1t1c author, tutor—in the writing prog-
ess. As their ablhty to critique someone else’s paper mcreasges 80
does their ability to critique themselves. In the act of sharing
heir opinions with others, they become more receptive to others’
/ opinions. The students are involved in practice 'and doing before,

,- or perhaps simultaneously with, encounte;ingJ theory or rules.

N

' When a criticrand writer are Awate that something is wrong with

a paper, but they do not know how to correct the problem, they
are ready to learn the tgles or methods that will help them solve
the problem. By using péer evaluations, the students become
v awane of the fact that their ability to reach their classmates is at
least as. important as their ability to communicate with the
teacher Moreover, the better students become at cntxcxzmg, the
_ more the teacher can function as a resource. Frequently, the pa-
per is analyzed by students as thoroughly as any professional
would do the job. , ’ »
By evaluating themselves, stpdents leam the same respons1b11~
ity power, and headaches that accompany the rofe of cr1t1c MOSt
evaluators are immediately awed by thé pawer and difficulty in
making ‘a fair, criticism, anyd the risk of alienating peers itself
. affords reason enough to make students skeptical of this model in
the beginning. For example, ope’ student stated

Eva]uatlon helps because you can feel what a teacher feels
-while, reading.the paper. [The trouble is, that when you s
+ proofread your own paper yo’u already know what it is about ,
and therefore.you have a harder time. You know the rea-
soning behind every sentence on the paper. It’s-hard to o
Suestion yourself. This does help you to have an open mind
‘somewhat though. . . . The biggest improvement in this sys-

< tem would be- if you cottld develop a drug to make people

temporarily forget so that” when, they looked.at the paper

... they wouldn’tsrealize that tbey wrote it and therefore would
™ have to look for the reasoning kehind and proof of every
sentence. ,

. For this student the weaknesses sre resolved in a comic fashion.
She suggests an improvement would be to-forget who she is to find

I
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The Process of Evaluation .9
the “obJectwrty s0 necessary to crpatlve criticism. Many stu-
dents view their role as powerless, passive, and totally accepting;
their end is simply survival within the institution. Educators
often discuss order; our method recognizes that commumcatlon
and the evaluation of that communication are suth various en--
deayors that we forget our indebtedness to disorder and at the
.same time, our need to resolve it.

Students who grow in awareness realize that thexr deﬁmtlons
and connections are the essence of their view of the world and
must be carefully ordered and defined for the reader.® They dis-
cover that unless they are conscious of their separation from their
audience, they will fiot be understood. Usually, students have
assumed in the past that their meaning ‘is self-evident. When
they realize it~is-not, they also become aware that without. com-
municatign they are alone, that to view each person as umque is
to see-that person’s aloneness. Communication is hoth the asser-
tion.of that uniqueness and the means of celebrating the sharing
of it. Our process approach views wrrtmg as both self-discovery
and communication through tords.® The discovery® of. one’s
uniqueness and of one’s connectedness is a recognition that com-
munication is shared territory. The peer critique can, at its worst,

" tédch students that relying on themselves and their fellow stu-
- '—dents does not work, does not help them to learn, does not_help
them to grow. In this context t words tension and disorder are

part of the process and the rxskbgf gammg mtegnty

ve
9 ’ ) Co - , : .
Study Guides and Exams /

‘ A > '

Two extensions of peer cr}thne}re student- des1gned study guideés
and final examinations. Groups who desxgn study guides for othé¢r
group® and themselves are able to-- compax@ and contrast perspec- ,
tives. Students experience both teacher and 'student roles as. they
design and receive questions. In the process, they are practicing
prewriting, organization, and development skills. They also re-
view material and clarify ideas which have already been dxscussed
as well as present new approaches-to the llterature To’alIow ’stuv
dents a voice at the design level is to allow, students the freedom"
to question what theg feel are key. issues. . The following are ex-
amples of*student-designed exams which illuggate these poipts.

<
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»: English Lapguage and World therature I
; Final Bxam, Autumn Quarier

Acknowledgments ’I‘hese questions were written by the
. ‘ students and edited by the teacher.

Directions” Choogse two quest{) ons from the different Parts *

(A, B, C, or D) of Section I and one question from Section
IL. If, for example, you choose one 'queetlon from Part A
and another from Part B in Section I, then in Section II you
MUST select a questiori from Part C or D. You MAY NOT
write on any questron which is similar to a papaer you have
already written in this course. If you do, that answer will
not'be graded. If you are ifidebted to any sources
answer (including Cliff’s Notes, etc.), give credit to your
‘ source or your answer will be consxdered plagiatism and
*agajn will not be graded.

cgvers will be graded on meehanics (punctuation, spelling,
ction} sentence structure, etc.) as*well as content.

Section I: One-paragraph q:estrons. Choose two questions,
each from a different Part.
Part A Old Testament
L Descnbe&God’s goodness in the biblical story pf
. < t* Creation.' .
2. Discuss the importance of the role of the serpent in
he story of Creation. .

.. 3. How does Job react to the treatment he gets from '

Satan?
4, Why does God let Satan put Job through all of the
torture he goes through
5. Why is Satan determlned to find fault’ with Job”
Part B Iliad

1. Do you believe that Achilles had the right to avoid .

the battle for such a length of time? Justxfy your

answer N E 2%
2 What is*Your reaction to Achllles personallty in
the Iliad?

3. Who do.you feel is the hero of the Iliad?
. . 4. What lesson, if any, did Achilles learn after his
meet(ng ith Prlam" What did Priam get out of
ce « this meeting?
$. Are the battles in the Iliad retlly faxr" Expl
.why or Why not. .
* 6. Explain why You .would™ prefer the Iltad over

]

v "Aeneid or vice versa. |
+ Part C Greék Tragedy .
"~ 1.» What imagery can be’ found in Oedzpus~Rex"
.~ »2. Show ‘through specific examples from Oedipus Rex

that Oedipus is a strOng leader.

dget your time and proofread your answers. Your an- °

Laboratory Approach to. Writing
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——e rtacica . N

3. What. would vou think that your reactions to falling
in love with your mother or father would be? '
. What was Oedipus’ tragic flaw in Qédipus Rex?
. Explain what function the chorus serves in Oadipus
Rex. Is it importastsrnet? -
6. Describe the generation gap @tween Creon and his
““con, their viewpoints. Who do you think was right”
Justify vour answer
7 Discuss thejﬁnﬂlct between Creon and Antigone
Part D Aeneid -
1. Compare Aeneas to Turnus |
2. Discuss one aspect of ,thé unpo:tance of the love
. scene with Dido and Aeneas.
3. Explain why Dido felt she was ma ried to Aeneas
4., What kind of woman is Dido?
*5. Do vou think Aéheas is arhero? Why or why not"
6. What are the significans results of Aeneas’ thp to *
~ Hades? . .
-7. What is the theme of the Aenezd"
Section II: , Three- to - ﬁ\e-paracmph essay questlons
. * Choose one. !
Part A Qld. Testament
1, Give-a deseriptjen, of how modern man,wou]d
act to the plight to which Job was subjected
Part B lliad
" L Compare Achilles with Hector. If you were to side
with one or the other, which-ne would .i{ be and
why
In the. begmnmgnf the Jliad with’whom would you~
~“side, Agamemnon or Achilles? At thes end do you
feel the same way? ;

- = -

-

-

C Greek Tragedy .- <0 . '
. Compare ang, contrasf‘Oedlpus in Oedzpi:s Rex with
Antigone, ., - . s
. What wusec»a)nﬂxct in Anttgone"
3. Write ag essay about the strength of family umty
brought ¢t in Oedlpus Rex and Antzgone
. ‘What laws should ¢ome first: man’s or God’s? List
specifics’ for your point of view Yrom,Antigone.
. Haimon¢said, “See how some trees ‘)end and be-
cause they bend, even their twigs'are safe.*. . .
- How would he havé reacted ¥ he had been kmg’: -
- Would he have buried Polyneices honorably? If he
had commanded that Polyneices not be buried and
Antigone did bury Fum what would Haimon haye-
done? .
D..Aeneig ) *
. As destribed' in the A%neid, what sort of place is
Hada” °
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Dxrect:ons Plea.se use theme paper -and blue— of Diack™

. ink pens. Chocse any ONE of the following essay questions.

' Write a well-developed; well-organized essay .in which you

touch on all the literature we have covered this quarter You

, may us€ vour tektbooks :including the Practical- Englzsh

\ Handbook and a dictionaryv. You may NOT use notes,
\ outlines, or ponies. ‘

When'you have finished your essay. Anderline you,.r thesis

+ statement. Also proofmd to check for careless errors in
. punctuation, sentence Structure, or spelling. Your grade will
bé determined by the following criteria:

Demonstration of knowledge of and insight into the liter~
ature.

o
Meeting the criteria on the writer’s checklist.

Select three topics from the following list and relate them
to the literature we have read this quarter:

2. Discuss the -as.peat of ﬁguratlve blindness as 1t relates to |

3.

. »4-

"6 ¢

the literature "we-have read this quarter.

‘Inwhat way or ways is King Lear dlﬁ'erent -from or sxm—
ilar to all the other selections? .

Discuss one character trait from the followmg list in o
relation to at least one mgajor character in each selection.
Loyalty ' . Fear . Religiousness
Cowardliness Bravery + Shrewdness
Dominance . " Virtue Treacherousrms

. Discuss your reaction to each selection as a reader to one

of the above character traits.

‘Good triumphs over evil.” Explam how this §tatement
does or does not hold true using examples from all the
selectmns

(3

’ .

_ While designing these ﬁpal exams, students khad an o‘pportunity
to evaluat? options suggested by the questions. These options in-
the discovery of perspective, voice, and au(d{wnce Stu-

+ cluded

dents realized many ways of coping with any given

uestion; the

~  discussion of guestions oftén generated more choices in ferms of
0 .




4

y

The Process of Bvaluation 95

answers and questions. As students evaluafed questions, .thﬁy n-
vented with group <riteria and discovered multlple perspectnv%

- .
. -
e

-~

14

‘I‘he~ Valu% Context

This kind of evaluation grows from the value system intrinsic fo *
a process approach to writing. The focus is upon developing stu-
derrt perceptians of options and facilitating the discovery of indi-
wdual and social criteria. Within this evaluative: context, “fail-
ure” needs w be redefined. As educators we face the paradox of
believing ] in a set of values and a system of ordering ‘and, on the
other. hand _of knowing that if we do not encourage students to
develop thelr own directions, we subtly enceurage them to con-
form to our values, This becomes the paradox of academic free-
dom for a, hmxted few. As we cope with the evaliation process,
whbther it-is peer, self, or the evaluation of larger issues involving
criteria for grades, ‘we are acknowledgmg the importance of the
“student’s skill history and valye system. as well as skill potentxai*
for the future.” By looking at the what'and how of learning, stu-
dents. develop ‘an ,awareness of how tfuey generafe language ‘and
thought By evaluating-and sharin ‘the invention of ideas, t“hqy
learn ‘cooperative models. By, stuz)%ymg their immediate p.ast in
térms of choices they have made, they begin tq see their fuf;ur&s '
in terms of choiges they can makg. Con‘sequént§y, “fallure exists
not in terms of what thg.studenf.has been unable to fearn. It' bé-
m&é a perspectxve from Wthh} the student can grow, . :
We have hdd several stude tS‘ ‘whpt did not get credlt in lgbo~
] oratory sectlo,ps stidents ha also confinued ir. the program for
- as long as three. quart"' TS be{ore *recelving grade credits as such.
By theend of the first quartér dtudents are well awaré of whether
or not tHey have worked, handed in as&gnments come ’to class, -
or learned. In conferences outside class or’in mtervxewsm class,
: nts have requested t# withdraw when | they concludéd théy__
ready for- co]le'g:El didn’t want college, or felt“ they had

"
-

-

* Students with severe skill deficiencies frequently ex-

ected fallure from themselves regardless of how miuch they im- -
proved. Once again our approach sugg&sted the generatnon of

optxons /

N T
i .

conference in which we/ discussed his, schedul% for work, schiogl,
4" and home. By blockm these ‘out on, paper, he saw that he was

. ’ .
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One student who_haf been ungble to produce came in for & 4 .
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. demanding the impossible of himself. He began the conference
guilty and depressed,saying, 1 kriow I'm failing.”” After analyz-
ing his schedule and confronting the fact that there was a differ-
ence of fwenty hours between_his weekly hour mneeds and thie,.. ..
' actual-number-of-heurssma-week, he toncludeq that e would —
have %o reduce his coutse load or quit his jbb. He rejected. the
.option of giving up eating and sleeping.’ n .

The challenge of evaluation comes from exploring multiple per-
spectives and risking encounters. The student who began as‘a
“failure” ended by viewing his situation from the perspective of
manager. That ‘notion of possibility is often shocking to mhany*
students. The eption of examining and acting to design their fu-

- tures is often shocking-as well. MR

~— The student may discover the need to search in another place.
The-student may discover a self-evaluation to be one element in
a lafg’er.,, more complex matrix. Sometimes the student’s problem
produces new questions or resolutions. I addition, students may
generate an entirely new issue that undercuts all of their previous

, evaluation criteria. Sometimes the chance to search and to estab- .

lish companionship makes original discrebancieg graeefifr, artic-
ulate, multidimensional, and shared: o

. . .. Therels Mbre Light Here =~ .

e A man saw Nasrudin séarching for something on the
. . ground. “What have you lost. Mulla?” he asked.

Lo s e nss ~5EMy key,” said the Mulla. © %y R .

2T . So.thesman went down on his knees tqo, and they both

- looked for 3. - - L o
. After a fime; the'other man asked: “Where exactly did
«~ % you dropt?s ¢ . . " » i
-7 “In my.own house.”.
! _~ “Then why are youi looking here?” ; .
£ ““There is more ligh} here than -inside my own house.”®

2 M T
.
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Once students h?/ e gone through the prewrrtmg process, they must

4 . k / M / T
The teaching of wrrtmg contmrés to be the subject of a
. Whirlwind of coﬁtradrctory articles,- studies, proposals, ad
* infinitum. . . . Yet _rarely uy(hrs storm’ about the teaching of
writihg are we offered glimpses of the<simple truth—that
wyiting is basically a self-taught skill produced mainly by re-
writing, and that the, teacher’s primary role must be to gurde
the youngster thrm{gh ‘this drﬁicult act of self teachmg

Ky / “ d -
- ~ -

begin ertm e paper.’
back ‘cove éd . with corrections and a grade, the idea_af rewriting
ange. Initially, students’may be reluctant or even hostile
anging anything on tberr,paper However, once _they re-

ahze/ that the teacher, their peers, and sométimes the writers.

understand everything they have tried to say,

R 43 mselves can’
—_— eir hostility 1essens They become more and more willing to dis-

7

> &

®

o 74

© are even m

cuss their ideas witly peers and the teacher. And_svhen they see
the difference ze
* willing to rewrite future papers.

When the teacher concentiaf&s™on oue Tﬂﬁibr’pré‘bfemféa n
2 paper, séudents‘ quickly become aware of that problem in, their
«writing. Then they begin to look for and correct ‘that problem
_themselves. Students begin coming to an interview saying, “This
“time I found a way to develop my paragraphs ” or; “I didn’t_forget
to use.specific examples in this paper.” Sometimes they even say,
“I know my transitions aren’t good; but I couldn’t figure out what
to do about jt.” Many times, in talking out their problem, they
come up=Wwith their own solutions. * o "

Iri-our composition courses, we ask our students]:o save - all
_their rough drafts as well as their “finished” papers. They turn_in
the whole folder at the end of the quarter. When the students are

_organizing their final folders they can see their own growth as’
. writers. The improvement between the fifstvand last’ drafts of a

paper or from the first to the Tast | paper of the quarter is often great

For students who have previously been
. exposed to w iting a paper, giv ing it"to the teacher, and getting ft

tween the first draff : and their final product they

o7
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. » The first draft of one student’s paper, written in November, was
as follows: ) .o C ¢

. Aeneas’s victory over Turnus, in the-duel-at the end- of
hg/ Aeneid, symbolizes khe victory of Rome over, all the
. cofinitries throughout the known world™ that was knowr at -
. . jat time. This was the purpose for which Virgil wrote this_
epic. Thru a mingling of Trojan and Latin blood the new .
race, called the Romman people, was depicted s the nmasters
of the world and Wwas-living in peace gnd harmony. Virgil's
hope was that there would be an end %war ahd that every-
¢~ one would be granted equality in Roman citizenship with all
' its privileges. Duringthe reigh of Augustus Ceasgr the peo- -
ple did live in harmbny but the rights of citizenship were -
not extended to all the peoples until long after his death.
*Thus he realized,6ne dream while he whs living only to ‘have ~
N . it shatiered aftgr his death.? - o

After several disgassions with the teacher and.classmates, ys stu-
dent could see #he improvement in her fifth draft:

- b ol e morsinm s

Virgil had a dream of perpetual peace and Roman citi-

. zemship for all the peoples. in the Roman Empire, and with

these thoughts he composed ‘;he Aeneid. The Aeneid sym-

7 bolizes, thru the victory of Aeneas over Turnus, the victory
. ! of Rdme over all the.peoples throughout the knowa world of -
Virgil's time. This symbolism was the main purpose for )
.which he wrote the Aeneid.-Through the mingling of Trojan RS
and Latin blood the new race, called the Roman people, was | °
epicted as the fasters of the warld and was living in-peace. .- - -
Virgil's dream of peace temporarily existed ‘during the reign =

L. of Augustus Ceasar, but the rights of citizenship were not L

extended_ to all the peoples until loﬁg{ after. Virgil’s death. e

! The stugdeént felt much more confident in_her ability mganize,a
paragraph. She was also able to make her sentences more concise.
+ In less than two months, she was able|to hangle a much more diffi- °
" j+  cult topic: the mythological characters'in Dante’s I nferno. In her ‘
/ first’ draft she tried to cover all the mythological characters. She
| knew that,the topic had gotfen out of, hand and that she had a
A hodgepodge of half-developed thoughts. We. discussed possible
.o ways to*limit the topie, which she did in| the second draft. On the
- third draft she.improved her sentence tructure, and when she
. brought in her fourtti‘and final draft, shd proudly announced that
- she had mastered the semitoloh, or if not\mastered, at least recog-
/

nized séme places where she did need one.

- Dante, the author of The Divine ‘Comedy, created The '°
] Inferno -as an intense drama and narrative poem about a .
N joumey through Hell. Viewed through |the literary talants ¢

' o S o /
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. of Dante during_thé Middle éges: many of the mytholog- )
ical beasts aand imonsters are” presented literally -and alle- - - -
gorically.“ Dante” uses the mytholdgical beasts and monsters

———in"Thé Inferno to symbolize the tortures of the damned.and,

*+ at times, he ghanges their physi¢al appearance:to fit his lit-*
erary needs.. - e

The infamous Minotaur and Centaurs of classjcal my- -

. -thology are the‘keepers of Danté’s Seventh Circlg in Hell.
.The myth states that the Minotaur was corcéived Ty &
sodomitic union between his mother and a bull, causing the < |
Minotaur.to be half-man, half-beast. . . . The Centaurs, like ,
the Minotaur, are symobls of the beastial-hurhan and Dante .’
gives them the special duty of tormenting the' “sinners?

The¥" are creatures of mythology, described as half-man, half-
horse, who are savage hunters capable of great. violerice.
Dante uses the Minotaur and the Centaurs, dévourers of
human‘flesh, ds*fitting symbols of the murderers, punis}}ed
in Circle Seven, since they are more beast than human.
Minos, like almost all the monsters in Dante’s Inferno,
was a classical mythological character who was dépicted as
very wise and just. Famous for his justice, he was: made the* ***’
judge of the dead after-his death, and Virgil’s Aeneid men-
tions him in this position at the time of Aeneas’ death. . ..
The shades amust come before Minos to be judged and mgke

“+.- Y“confession. For” this purpose, Dante has made him g -
tesquely bestial and brutal, symbolically representing the
“sinners” guilty tonscience. . . . . .

[}

v be s ev ane

A
gamtvan ¥

Although this student hasnot mastered all of her problems, her
writing skills have improved considerably. “Her ‘récognition that . ~
she must limit the number of -characters allowed her the detach- ..
ment which a critic needs in order to evaluate ideas, form, and:
mechanics. Throughout dur disctission of invention, writing, and
criticism, we have suggested that each stud’ent invent his or her

. own order and truth, however messy it seems, Moreover, without
_providing students with formal instruction in mechzxics first, we

_ observed that students who, focus upon ideas (inventing, limiting,
editirfg) simultaneously criticize mechanical aspects. Students who
work on this abstract, theotetical level evolve a sense of order in
their sentence structure and mechanics.. In the example- of the
Dante paper, the student could see the improvement, and was will-
ing to experiment with more difficult topics. Her intefest and im-
provement in mechanics, grew along with her excitejpent with
experimentation. FHis attitude has been typical of our! tudents.

And rarely have we noticed the reverse: that beginning a student:
at the level of mechanics either improved mechanits or helped the
'student create or control idéas.
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Experiments with Voiée and- Diction.

°

Many students have the problem that the. preceding student didin

paper on the Inferno that included use of mythology, organization
> of the book (including the number symbols), and the descriptive
°  language Dante.used. He soon realized that he would have to
Tlimit the topic.or write a book. He limited his topic fo how Dante
. uses descriptive words to appeal o the reader’s sense of sight,
" 'sqund, and smell:. . . > - ¢ . .
. - & - <
The sense, of smell is appealed to as you read through
the book. Dante uses such descriptive words that -when you
% certain parts of the book, you can just about
smell the s#ink of hell. In Canto XI, nearing circle’ six,
Dante says, “And the stink thrown up by the abyss so over-
powered us that we drew back, cowering behind the walllof -
one of the great tombs, Before we travel on to that blind pit
we must delay until our sense grows used to its foul ‘breath.”
That almost smells on this paper. |

At this point the étu&gn‘t had his topic under.control, dnd.we
could go on to talk about levels of dictioridu terms of his audience.

smells on this paper.” Lo . » ]

. Some students experiment with voice and _diction, by ‘writing
dialogue." Several of our students have written modern vefsions of
-thesstory-of Adam and Eve. In their first drafts God, Adam,|Eve,
and the ‘serpent ‘all sounged the same. THe students then dried to
give each character an individyal personality.- In one-first_ draft _the

* author had God saying to. Evé, “From now on you’ll have to bear
the-kids around here and Adagn will be the head honcho of things.”
This student' decided that 'Gpd should hgve a more formal diction

.to set him apart from the dther characters, and in her final draft .

) __God says, “For you,Eve/] shall make things very painfil. From

now on you wilFhave t
. Be your master and
. " Other students

bear your children plus your husband will

speare, and Timg. Here is ont student’s version of the story:

"Goldy Jogks went on-a binge for a week or s6-and when
she came fto, \she was hungry, thirsty, and hungover. She
was in ajvery strange neighborhood. She knocked on the

e first house she came to, the name on the door

o . 104 .
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imiting their topics. One student began with an outline for his -

The, writer’s voice was: loud and cleats wh n he said, “That almost
4 M . P
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said A. Bear. She wasn’t able to get any ariswer, so she
used her credit card to get into the, house. Frantically
" searching for something to drink she dfiscovered that: the ta-
. *ble was set. Wine and-feed- was at-gach place, so Goldy-ate-”
and drank until she was full and really drun¥. While stag-
, gering out of tHe-kitchen she fell over a chair.and broke it.
She then crawled up the steps; swayede into ,one bedroom _
and got sick all over a set of twin'beds. She then staggered -
into- another ‘roor and passed out on the bed. The Bears
came home and discovered the door open, a chair broken,
the food and wine 'gone. Mrs. Bear went ‘upstairs and saw
whére Goldy had gotten sick on the beds. As she went by -
her son’s room she saw Goldy passed out on the beds. "Mrs.
Bear, being a modern ‘mother, decided to keep Goldy as a
. »~p}aymate for elghteen year old, Bay'B. Bear.
‘2

s Thls student was praised for his consistency of style and hxs orig-
inal additions to the story. Knowing that-the reader had Iiked .-
what he had written, he was receptive to a discussion about punc-
tuation which would improve the paper. For example, once the ’
teacher pointed out that he had correctly punctuated a participial
phrasgin the last sentence, he was able to find the similar phrases
in preceding sentences and correct the errors. '

For a teacher who has used the red-pen correct;on method,
pomtlng out only one problem at a time .is often- ‘difficult. Some-
tlmes the spellmg or punctuatlon or sentence structure errdts are so
gevere that it'is difficult t, read for content. The/] following is from 7
““the first draft of a’paper which has serious sentence structgré
problems. v B -, e

(.‘

9 The teachmgs of the Roman Catholxc Church on Purgé

. tory are as'follows. When after baptism sins are fqrngen or
venial sin is unforgiven there generally remains a tefnporal
pumshment to be endured here or hereafter. A person dying "
in holiness but with such burden of punishment goes to Pur=
gatory, a state or.place in which the souls of/t/hose who de- - .-

/part this life in the grace of God suffer t{?:é time, in-under-
‘going the penalty due to mortal sins, guilt and eternal
pumshment of which have beerr remitted. Hence, purgatory
is not a.state or place of proba'txon‘ for the sou! in purga-
tory the time of probation is past, and they are already A=
sured of their everlasting bliss in heaven, though-as yet they

" are not suﬁicwntly pure and holey to be admitted- to the
vlslon of God. . A . 7 .

. When thls\tudent came for an mtcrvxew the teacher asked her
to read her introductory paragraph aloud. She began by having
.trouble reading the sentences. She noted that the sentences dldn’t

_’» sound right. Rather than direct her to work with ideas, mechanlcs,

Q -
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or sentence structure the teacherrasked her to read each sentence *
to herself and thén explam what she was saying, with the" beaqher
. recording her explanatrons. Aéter'she heard her words, she experi-
- mented by selecting the words she wanted'to be recorded. Hearing,

s ., her words being read back, she was able to say that the writing

) sounded clearer. The teacher’s directions were to rewrite in that

" .« clear style as srmply as she could,and to listen to hefself wrlte
Thrs was the result . )

.+ The Roman Cathohc Church teaches Purgatory as the
state or place wherein souls through suffering pay their debt

of temporal punishment and thus are enabled to reach ., ' =

* heaven._'Hence, Purgatory is not a state or place or proba-
tiom, but of purlﬁcation .For thé souls in Purgatory the time
oLprobatro,n ig past, ‘ahd they gre assured of_ their everlast-

’ ing paradise in heaven. . . .

" The rest of her paper ,showed srmilar improvement. In the revised

p version the student’s meaning® and direction were miich "clearer.

And ¢ven though spelling mrstakes were not discussed in her first

mtervrew she corrected all of them. Mechamcs often improve in

““succeeding drafts. - - . .

The greatest g;ldvantage for students who partkcipate ip inter-

> views and groups is that eacht student can work at his or her own

. i pace and concentfate on major weaknesses. ‘ Students can @lso

. *" . share their strengths with others. A’ student who is weak in para-

’ graph development c’a‘né e paired with & student whose paragraph
- . development is strong. {The following papér isa case in pomt

- There are two choices in a person’s way’ of hvmg his lige: -
Oneof these is being an idealist and living in the type of
world you would like, disregarding the reality which you
don’t want' to face. There are many disadvantages to this -
’ . . 1st of all you get confused between what *

Ty

is reality and what is your idenfity?, These conflictation
N would presgrit more problems than you would be missing in
¢ the real w/orld anyway. Another problein is; Will you be
able to face reality when you have to came back to -it?
Somet/}f)}a u will have to come out of the almgst perfect
’ wor] in which you live and facethe problems of the “real”
world. Will you be able to put up wrth the dramatic changes
aid prohlems Is it worth it to Ilve in.a, world “without” -
’rob]ems" Y, :

. T author s peers pomted out: to him t,hgt his paper wa's.firll of
. 4opinion and unansweted questions. » After much ‘sweat on the
" # _ duthor’s part, the first pa of the, papet read'as followsa -

IWGL - -
r ( ’ N
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Man is given a choice as to the way in whrch he lives hrs
life. He may be realistic and face the drsappornlments that

socrefy His alfernate choice js to become an idedlist and .
. escape from a teality too unbearab e to face by fantasizing a

world more to his liking. Théne are many disadvantage$ to

thjs type of lifestyle.

: Canfusion may-set in; reah\ty and your identity may .

. mrngle and create an mdrstxnct world.. Conflictions arise = ’
causing more problems than otherwise would have been ex-
perrenced in the true world of reality. A man may, drink as

. an escape to a different world far from his responsrbrlmes to
his family and job. Days and timés become mixed, ‘job at’

* tendance may drop, homelife is upset, yet the man feels

+ secure in his idealistic world of no cares. Sooner or later,

there. Nothrng is accomphshed )

. No& the sfudent has answered hrs questions, and the Teader can
follow his logic. The author could gee the difference in quality
. " between this paper and his original. As he refined ‘,’brs ideas, he

’ ‘ . also refined his dlctlon At this point,’ the instructor or his peefs

. can help him polish his paper withput drscouragmg him? His ene ,

_'mrsspelled word, shift in pr0nouns and punctuation efrors-now -
_seem like small problems rather. than.‘part of an msurmountable
“task of l\nsron and rewriting. -

4+« -As Students gain. experiente with this method,.they become

their groups,and the instructor; put they also work out many
problems by th mselves Here are a studgnts ﬁrst /fes on-a topic»

Dante’s Inferno > becamé flesh and blood when the 1st-
. atomrc borntb was dropped on Hiroshima. Dante’s concept =

——betait-hinr and-gererally conform to and accept hard.core ., .’

v though, the binge will be over and the troubles wrll stillbe =

more and more confident in themselves. They cortinue to utilize” - _

v ?®

-~

of hell could\have been a prophesy of what- happened on

"that fateful Avgust,> 1945,

* Dange’s infekno was structuredby God .n.,.the atomic ex- *
plosion was strugtured by 'man“m"’lirng man himsélf into a

Cod. : e
. There was an order in Dante’s hell—-there is ne°such or- ,
" ganization in man’s ‘hell. Each_person is punrshed equally, y
* regardless of guilt or innocence. ‘ »

q Whole nationg are in danger of being thrqwn mto man’s
» self-made hell for eternity because of the sms of .greed and ?.

Thrs student worked-on twa rough drafts ,beiore sha shared a copy’ 5. )

with her peers. By that tinde she had identified what she thought °
were still problems, and ‘she was anx-lons to’ get criticism from
& others. Her peers pointéd out, among other things that she had .

[
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; ' stated an opinion ( “God created Dante's. Hell") as fact W1thout _ 4

suppart. The ﬁmshed__product is this: > . . .

Dante’s Inferno be r/ne living flesh and bload when the -

- - first atomic bomb wag/dropped on Hirashima. The medieval

. classic could very well have'been a grim prophecy of what

‘ havpened on that/fateful August 6fh, 1945. John Hershey,

- T the author of r@hzma -interviewed a few survivors of the

T . atomic holoc@ust and thyoiigh#these people he vicariously

. traveled through Hell, as did Dante. Many of the events

wele sho?l(mgly similar.

——t _Fires.“flaired and spread throughout the Japanese Gity— . -

- imm?rzltely after the initial blast, creafing a reflection of
DRI < Dante’s description of Dis, Hell’s capital city. . . . Even "

o, Dante’s shower of flame that punished blasphemers was re-

W7 . oduced when a pressure-induced wind blew blazing cin- .
N ) dersgver the stricken Hiroshima, setting fire to those areas_ .
- / that were-once protected and upon terrorized evacuees... . . ’

. ~ It was rain as vile and filthy as any of Dante’s fertile imag-
/,/ ination betause this rainfall contained massive amounts of
. radiation, po:sonmg those on whom it fell. . -

. - . It was along the.bank of ‘the river where one found the

. most horrible comparisons between Hiroshima and Dante’s
Hell. . .ma anaimoto, assumed the grisly role ~ ;

- .of.a benevolenb Charon and “ferried as many as Ke could .
. L across the river in a pleasure punt and using bamboo poles,
) . all he could find in thecdesolation. .Once across thé-river,
- * many found themselves in deeper levels of Hell exgetly as
o did those spirits in the lnferno
. c .-Man, himself, was the creator .of Hell on Earth in the o
: form of a, téventy-thousand megacycle atomic bomb that . .
) killed a hundred thousand people. [Dante’s ¥ision of Heli’
SN was written with~ofgafiization and justice. In man’s, self- -
. made Hell, pumshment wag dlspensed with no regard to in- . .

- . nocence or guilt. . v :

‘ It is irenic that,Dante s Infernd should so closely pamllel
. . “the events that' took place, onsHiroshima. Perha.ps Dante's~

. Jgreatest talent was the ability to see seven denturies )nto t'he T, e
futureend predict the first,atomic bomb, * ° . A

. - ”
. e 4
3 . o

.. " When this student enter%%\t}le_rlﬁs% in the fall,”she had nevey e e
! written a -theme before, ‘she had Been away from. S(:hool or a,
5 number of years. Once she dlscovered that she could achxeve s
cess through rewr:tmgj she- became more and more self-"cqgﬂden%
N °, Ay s “\»J . A

DR Tﬁesiss -Statement Prob]ems . o L....,,> s

, Nat all students achxeve thls degree of SOphlStlcahon of course. , .
Many ‘students have to strufgle ynth the basics fér & Iong time {,
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How the Process Works— ‘
© .~ before they can begin to write even reasonably well. “T\;ns is par-
ticularly true at.the beginning of the course. The thesrs statement
B or topic sentéhce, the usé: %of detail, and the conclusion are problems .
“*= ", which mterrelafe “If the thesis is weak, the student has difficulty “
© developmg his or hemdea and comiing to a conclusion. In the Tol-~ - .
lowing paper, the student was describing a picture which satmzedx ) :
a Plllsbury advertisement: =~ - .

. The page:in which this picture is on has been dlvxded in Lt
e - half. On top of the page is a child in his mother’sarms. The _ ) )
. mother and child are¥from a poverty stricken-area of the .- .. o
N world: The. hoy and mother are Seated in front of a’shack, . :
. maybe theéir home. The little boy has his eyes shut and his
b - mother has a distressed look on her face, as if she is asking - .
. for help. The bottom half of the page is an undernourished , .
. dough boy stands in the middle of a dirt field next to an *
. empty cardbodrd container that muffin dough comes’ packed R L
- _ in. The litle dough boy has a bloated belly, open/ mouth -
and Mis ribs are showing through his skin.

Although this paragraph has many problems, the n'Iost glaring is -
> the first sentence. en the student came for an interview, we 4
. talked about géttmg the reader interestéd at the, beginning. -We ‘
= also.talked about the fact that the paper just ended; it didn’t con- . (
.clude. Thls may seem to contfadict | what was said earlier. Al-
“ though students usually should conceritrate on only one problem
~ at a time, the teacher must evaluate the capabilify and the toler-
* - ance level.each student has. for rewriting a paper. With those tWo
. points in mind, the studenb rewrote-the paragraph: . .

Hunger is a problem only if you’re hungry. A child is
o pictured in his mother’s arms. The mother and child are

) : from a pOVerty-stncken area’ of the world. The boy and .
mother are seated in front of a shack, maybe their home.

WWM%W&W@S
tressed TOOK, s if she is asking for help. The caption reads; -~ . .
LT ** “nothin’ sayg nothm like nothin’ from nothin’—and Nills-
. bug( says it best’” Below .this is pictured an undernour- -
e ished «dough boy. ‘He starids in the middle of a dirt field -
ty‘ cardboard container that muffin idough
T comes in. Th httle dough boy has a ‘bloated belly, open Re
: mouth, and his Xbs aze showing. . . . With the sceﬁgy-hmegﬁg ' i
|

F " Iike this in most-poverty stricken areas, I believe the richer B
5 " parts of the ‘world should help in“this problem. oo

°., Once the student found a more’meaningf@l topic sentence, she also
.~ saw the need for adding more details. Having concentrated solely
on the topic‘séntence and- concludmg sentehice on this paper, she’ ;
as able to include these elements in ‘ethe) r papers and work on o ‘J
\
|

other wntmg problems

N .
) - 1/094 ‘



LA

;-

Even thdugh students have a toprc sentence, they may discover
that when they begin tp, Wnte they cannot develop the topic. For

. &xample X ,

Although the student thought she hdd a drrection when she wrote
~ her paper, she could see that the first three sentences were choppy
" and the fourth was repetxtxous and jumped to'a conclusién without
proof.. She decided to begin mth@ new topic sentence that bcmld.

Job suﬁered mlsfortune wrthout loosmg falth in hlmself
Job desired death because he bélieved God and society had

- lost faith in him,, Job félt his suffering had been in vain be-

cause he beheved he hadn’t sinned. Inall his suffering ’he
didn’t loose' faith¢in himself and soon Job realized God and
society hadn’t lost faith in him either. After everything was

over Job-receivéd -twice as many possessions as he had be-,
. fore hecause God and Socxety were on hlS side from the

. beginning. g L.

be developed

-God was on Job’s side throughout his, trials. God wagered
to Satan by saying, “Behold all that he hath is in thy power;

only upon kimself ‘put not forth thirie hand.” Job not know- *

ing of this wager set out to prove his integrity. Job’s friends
try ta 'consel but did not;influence him because Job sgys; “I

. have understandmg ds well as you; I am not inferior to

‘Job calls his friends “worthless physiciaps.” Job
speaks of his integrity when he said, “Behold ngw I have
ordered iy cause; I know that I ‘shall be justified.” In the

* end Job receives twice as muchr prosperity as-he had before.

_ God then rebukes Eliphaz and Temanite by saymg, LMy

. Now the student’s paper had direction- and prqp
- of rewriting the paper the student also-discovered. the -value of
_ using guotations.- _ This’ examme also illustratés why mechunics
) should be drscussed last. If the mstructor had pbmted out spellmg
A ,-a.lgﬁpunctuatlon errors on”the first papér, the student would*have
. entrated on correctmg fhose mistakes. In this case, the stu-
dent’s rewrite is an entirely dxﬁerent;paragtaph'because ‘she has
‘concentrated oni the topic. Novrthat -she. has saxd.somegnng, she
can work on the mechamcs : .
Often in the process of rewriting, students come to more meat- -
ingful conclusions even when tHe sub]ect hagn’t eome'up in dis-
cussion. One student, wntmg on Alice in: Wamferland; .goncluded
- ~her ﬁrst draft “The Caterpxllar reahzee that ofrce A’hqeel}as made - -

wrath is kindled against thee, and against thy two friends;
f&r ye haveé not spoken for me the th\ng that is right, a§ my
servant Job hath.” .,

[
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her decision, she:must bear the consequences of that decxsxon 2z “In
* the student’s final draft she a added one mgre sentence: “In reahty;

, this is a hard part of growing up.” Another student, wntmg/;ﬁ)o
,v7" " Oedipus Rex, added this sentence to her ‘conglusion in her fﬁnal

;:: 7, " about Greek seers and omens and modern-day belief in the “supeg-

.& " nataral” concluded, “It is possible that, through the studies &f )
. the past and present individuals who are giffed with strange powers, .

. we could begin to have a better understandmg of man’s, full
VL potentlal.” S .

. L]

,Experiments with Form' ° ' -

T At tlmeé, coping with new ideas or -with ideas that.the student
has never worked out can be frustrating, One student started with

" " soby, Oedipus, was caused by his-own persistance in knowing the -
Truth.” After radically revisipg the p three times, she started
a fourth, stopped in mid-s ce, and wrote: “I resolve that lt is

free will. It only "adds more confusion.” However, she' did not
., wantto g;we up entirely -on the topic, so she tried to exXpress her
. 1deaamapoem This is the fifth draft of her poem:

Danger Pursuit of Truth : ; 4 L
_’ ‘” ISthlSmyfate '\ -,‘ N . . e
' To, be destingd here - .
Without ateomplishments <.
;[ wanted ‘SO dear? ~
_Why don’t T admit .
That all of this- . - -
o . Was as uchmyfault) e ..

v
Y

- . __Ashis, andhis? .. e ~

Who can f truly

© * Take heart-tp blame? ;
One sure'excuSe® - N * ~
, Is,mg long lost flame; \ / >
“Butwhatcan‘lsay? " . .
" Whg _can T blame? ) v .

The'answer my fate,

Is /still the same. < | .

’I‘he answer, the blame ) ¢
Is only me. ) . ~

' How the Process Works " o im/ ’;,/‘

draft: “Perhaps this is.one reason the plag has lasted so many, ’
years; a little of Oedipus is in all of us.” A third student, writing .

\’. ) - "v:‘ ’

' this thws on Oedipus: “It seems funny that the fate of one per- |

impossible to writ€ a paper on Oed. Rey, concerning his fate a:nd A
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I know better and , .
Could surely see. ) ‘ <o ’ T

: . But.face now what?. . 3

».

L3
-
-~

1
3
.

Am I'to die? oL e
Oh no, not now," . ’
There’s wings, I'll ly. ‘
T'll fiy on out. . ) PRI
To someéthing new .
. And better myself v g -
Mayb_;g others; too! . Y L
I wilknever forget ’ /
" But always forgive
+ Myself, a human,
+  Set forth to live.

This student found only confusion When she tried to wnte a theme
about fate and free will. She had to find a form that would help
her resolve the confusion. Through her persona, Oedipus, she could
attack the problem in a logical way. By the end of thie poem she

' whs able to come to a resolution; in fact, in the ﬁfth verse her own

persona took over.

We feel that as students learn to find, ¢ontrol, and evaluate
their ideas they appreciate other forms. The reasdns for this are
at least twofold and.inseparable. First, students discover they
can control their ideas. This generates a sense of power for,. and

appreciation of, ordgr, form, and dlsmplme in thinking and lan- -

guage. Second students who experience the power of limiting their
inventions also experience pride and respopsibility. They want to
present their-idea to readers in its best form: To understand the
reader’s peispectwe means the writer has found the distance from
which to_criticize him or herself. "This distance in self-editing is

_ a difficult; skill to leam; it is the Socratic (dialggue internalized.

If the: teacher were to 1m ose; form (“you must write a five-
para %say’ ) on every ten assignuient, the students would
be demed theit ‘own. creati e powers. The Oedipus essay was

doome& f.o fail}} buf ‘the student wa’s able ta.salvage the idea, and ;

. her mtegnty, in the poem, ‘OthHe tudents who have wanted to -

experiment with poetry dlscovege *that théy could express them--

selves better in prose. One student tried; to write an “Ode to

~ Aeneas™.in limerick stanzas. First she realized how incongruous’

the*form was for her topic; then she discovered that writing a
Ixmenck seven stanzas of Ilmerxcks factually, ‘was no simple matter.

- -

"
}
L
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Another student was more successful. He compdcted 5zhe tragedy
. ~of Oedipus Rex into shaped verse:

,-.‘.\V__’

e Oedxpus

Great Ruler -

2 s

.

N

!

/ ;

- -

Loved by all - T
Accusations of murder . voel
Feels he is not guilty -
Pursues the situation deeper . -
His life crumbles before his eyes: LA
L Married to his mother; his son is his*brother
. I;Ie is the murderer he’s looking for .
* Now downtrodden and guilty T
) He takes his sight K )
\ . Leaves in exile
0 Iooking’sad . ) '
L - s Ruined
Students who are able to experiment with form gain-a greater
.perception about writing in general They become awére of- the
. limits and restrictions that various forms place on the writer.? They )
‘can experiment ‘with other voices if they are writing poems, di- .
alogues, radio broadcasts, or letters from fictitious characters to
other fictitious characters. A# the same time, j:hey‘are still in-
" greasing, their ability to‘think and to organize as well as working
on their mechamcs Here is one example

, Oh Hell'

—. Good morning, folks. This is WXYZ, Channel 8. We are
happy to bring you this live telecast dlrectly from Hell on
g%::ﬂ of Richard leon, previous president of the United
be

* oA

y o~ b

tes. Mr. Nixon just died yesterday, and already itisto |

ided where in Hell he will go. Here coimes Minos, the ! :
one who will do the sentencing. I am told that there is somé ,
confusion as to where Nixon is to,be sent. . . . Waitt It .. /
appears that Minos has made his decision. leon shall H
spend 1000 years in each circle of Hell, and after he finishes
all nine circles, he?wxﬂ start over again, gomg up and down
through the cxrcle§ of Hell for eternity. . Unfortunately,
we are out of time,; so we will now return you to our previ-
ously scheduled prpgram, in progress. .

. The wnter has capturefd the voice of an on-the-spot.xeporter, To

o
<

strengthen hxs skills m bther areas the ;

. &

P

Second example is a personal Iet?er .

-

113

tructor could ask him

to wnte he same paper as a news broadcast or as a newspaper
v artrcls.

-
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\/ earlier today, he found me outside working in my garden.

- o o ' »Dulcmea del 'I‘oboso

[

©

. . July 10, 160/5,‘
Dear Don Quixote,
When your squire," Sancho Panza, approached my house

After the introductions were made, he handed me a lette
+ "whichI qmckly read, but found I couldn’t make much se

of it. .
After a few minutes, Sancho who had not iaken his ey .
. from me since he had arrived, . . . suggested that we se§

some shade. . . . Sancho p{eoeeded to explain what your 1
fer meant. Flrst Sancho gan by telling me who ex

knights before. had done them when they hadn’t seen their,
‘ady love fora long tnne

. ,return w1th "Sancho, then you and I can be joined m
riage and live a wonderful life together

. “~

‘A,
The author admltted that she had to take some hbertxes

actual ‘story” in ofder to,write the letter. She was aware that -

Sancho forgot fo take the' letterwhen he left Don Quutobe\ that
he never did see Aldonza, and that she could not read or write.

Buf the author wanted, to express the' feelmgs(;@hat she thonght -

Aldonza would have had if she had'received the Pon’s letter. Her
Aldonza is a considerate, sensitive young woman; o is the, author.
While Ken Macrorie defines student writing as commg ‘from per-
sonal, expenence, we define the idea of personal experxence from a

broader base, i.e., the experiences students have whlle reading the
‘01888108, experiences that emphasize their umquehess and, at the
same time, allow them to see then- connectedness with other au-‘ _

thors through t1me y -
oo ;7 "
1.4 o)
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- Conclusxon o _ . -

.. ',. We feel that our method of teaching writing has many benefits.
2+ The use of groups and interviews lets the students in our classes
know that someone cai‘es about what they say and how they say it.
Often our students arrived early to edit papers; they established
a. critic phone service among themselves; and students kept jour- .
nals and wrote poetry which they frequently shared with us and
the clasges None of these projects was assigned as part of the
course. Student evaluaﬁons often contained essays in the margins
about their improvement as listeners as well as their improve- .
ment in writing that critics had: notlced earlier in the quarter.
Many. students. felt that helping other students find supporting
details -and develop. specific proof improved their own writing.
Perhaps the most frequent comment made by students concerned
"the way they were able to have an ongoing, self-directed seminar
relating to literature and life. When they realized that the teacher
.wasn’t going to lecture, they developed their own impetus, author-
e 1ty, and confidence. . They learned that what was clear to tifem
might not be clear to their readers.  Their written work was not
shuffled from student to teacher to student to wastebasket, They
kept their work to watch the1r growth and progress. -
Students totally supported the idea of rewrites, ~They appre-
. ciated that by hawng the end results count in place of the begin-
ning tpals we were acknowledging learning as a process. Perhqps
the greatest behavior changes which occur in students are the
- most difficult to document clearly because they.involve changes of
values. Those chang% are often nonyerbal Student§ who have '
stopped wadding“up early drafts and angrily. throwing them away -
’ may not be aware how quietly they have forgotten their anger.
Finally, students in the Iaboratory situation learned to work
and communicate thh others, ‘something they will havé to do the
rest of their lives. They learned to critique as well’ as to be cri-
tiqued. They appreciated honesty,and abjectivity in reviews of their _
writterr work. In_the mldst of a'series of small group séssions in-
volving, ,previmtxng, one class spontaneously stOpged working with
. Kosinski’s Being There and felt the need to discuss why the college
was filled with cheating and why po one ever cheated in the com-
posxtlon ‘lab. They decided that first of all they did not need 6.
cheat. Second, everyone knew each other’s style to’ su‘ch an extent
that students felt it would not be possible. The dlSCUSBlOIi ended

¢
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with Kosinski and the kind of leamirfg which takes plate when
nobody listens. . v LT T
The discussion of prewriting still confained tensions about writ-
ing difficulties. One student, who had written two limited, work-
able thesis statements asked .for help. “His problem was_that he
found_the workable plans boring and too easy. He had fiotes about
another idea 'which he could not resolve. That was the idea which
he wanted to work with. Another student said: “All I see is so
interrelated that if I discuss one idea, I want to talk about all the
others.” If an idea does not interest students or if it seems teo
pat, they do not pursue it.” Givinig writers options, therefore, offers
diversity and necessitates that the student fegolve this diversity
through choice. . ‘. ' -
.- In this way experiments.in individualizing the teaching of writ-
ing cause us to redefine the experimental process and the language °

S

JS1e e e -" Laboratory Approach ‘to"Writi'ng‘ -

¢

, with which we discuss it. "An experiment of this scale, invélving ~
. as it does large expanses of.time, experience, and growth, stresses

. thecritical dialogue between the student and the group with whom
that student chooses to study. The student experiences multiple
rolgs and has the option to ‘cc')ntrol and to experiment with his or

_ her own writing process. The student controls the directipjx of the

, experiment rather than being controlled ‘for the sake of the experi-
mént. The stress is upon Qefining and doing.* Ohe student eval-
uated the course in the following'way: - . -

When 1 started this class a million years ago, I,thought
the purpose of educatioh was to remember answegs, Now I’
have‘so many E;ue§tions that somegimes I am frustrated tha
I can’i answer them because there’are so many and beca
2? some nswers aré more questions. ‘It has made my life i
7 esting. Thank you..
v

v

- . - L7 - . ’ v
Many professionals autsidé the college who did not observe our
laboratory in_person Ygiced;the question: “After three years of .
- collaborating to establish alab, to design a course, and to-write
.a monograph, how can you 'étill{ §tand each other?”. We managed
to do this because our model wds a built-in brainstorming session,
a portable seminar, an ongoing dialogue, and a-think-tank. We
were able to encourage,>teach, and criticize one another. Our stu-
dents, who were themselves learning about grotips,. Were aware
" of our small group oftwo, and- often when we were exchanging’
~ -dath in places where students were, we accumulated’student mem-
bers. A class assembled while we.were discussing an early draft
of this book. Aswe diSbandéd to start teachirg, one student asked
if the \movie rights would be for sale. Another said, “No, make it
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. A

an epic poem.” Still another “In the beginning God created Adam,

- Eve, antl the Tree of the Wntt n Word. He looked when He was *

finished and saw that it was fragmentary, dangling, and misplaced.” o
So one of us'said: ““You have five minutes to make notes defining’
this lab.”® We used those notes in class as a vebicle into Notes
from the Underground among other topics. THus/we and the stu;

or ! dents continue to groW and to design approache to wrifing.

i
Aruitoxt provided by Eic:
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L 118 .« Notes to Pages 96-109

o 10. Idries Shah, The Exploits of the Incomparable Mulla NasSudin
(New York:, E. P. Dutton and Co., 1972), pp. 26-27. -

N -

. L Donald M, Murray, A Wriler Teaches Writing: A 'Practical
y - Method of Teaching Composition (Bostori: Houghton Miffiin Co.,
: 1968), p. 222. . . A

. * 2 With the exception of deleting footnoting ‘of quotations and out-
sid¢ sources, we have not edited or corrected the student essays quoted

“in this chapter: ° . . i
. 3. See chapter six in Richard E. Young, Alton L. Becker, and Ken-
neth L. Pike, Rhetoric: Discovery and Change (New York> Hareourt
. * Brace and World, 1970). In this chapter. they discuss heuristic pro-
cedute, taking the.word house and viewing it from simultaneous per-
'spectives as an isolated static_entity, a dynamic object, an’ abstract
“ multidiniénsional system. - Their discussion iflustrate$ perspectives in
¢ invention, but a similar relationship eyists in considering multiple

forms. Our entouragement of experimerft with form is a consequence |

- of our belief that possibilities for ideds and foyrms are complementary
aspects of._the same process, i.€., invention.
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‘) Back, Kurt W. Beyond Words The Story. of Sensitivity Training and
- the Encounter Movement. ' Baltimore: Penguin Books, 1973.
.. Bond, David -J. “A Model for Collaborative Dlscussmn of Socxal
Issu% " The Socilal Studies 66 ( 1975) 76-80.

Bruffee Kenneth A “Qollaborative Learning: Some Practlcal Mod‘ ) .

els.” College English 84 (1973): 634-643.
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=~ --Associgtion Press, 1971.

Small Groups.” English Journal 62 ( 1973): 274-1276.
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B respOnsxble for more 'than Just the teac¢hing of basic ‘skills. :

Baier, Kurt and Nicholas Rescher. Values and the Future: . The Im-
’ pact of Technologtcal Change on Amencan Values. New York:-
oo Free Press, 1969.
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