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; . _Teaching always occurs in a rhetorical context: it
involves discovering and maintaining a proper balance among three
elements at work in any communicative effort: the available arguments

about the subject| itself, the interests and peculiarities of the
3 jce of the speaker. Teacher management of the

audience; and_the e
classroom; writing assignments, and comments on student papers

reflect this rhetorical stance. Effective teachers emphasize

classroom writing practice over formal lectures. They. spend
significantly less time talking about writing than other teachers.

- might but plan many more activities that encourage students to plan, .

draft, and rewrite progressively more complicated-pieces. Conscious
of student needs; they compose each writing assignment ] ]
carefully--assessing its relationship to previous gg;k;ranticipéting .

possible problems, and planning other material to supplement ‘the

assignment. They use marginal comments and/ ndnotes as a written

dialogue with students about their writing} a pBrivate tutorial that

explains not just what to do but how. Concerned with the .
relationships among students, teachers, and the composing process,
the teaching of writing is necessarily a rhetqrical art. (MM)
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P i As the director of a large writing program, I have'frtquent oppor-
L tunities to discuss teaching problems with faculty members and teaching
. . = -
assistants: Many of these teachers enjoy their students and discuss their
i ' ﬁriting courses enthusiastically. Others consider teaching composition a

v

1

Some of the time, then, I feel as if I'm sharing a conversion&experience <0

with another kindred soui We agree oh the importance of what we're doing,

.

we willingly share teaching strategies: we solve problémé by mutual consent.
At other times, I encounter unhappiness; a kind of resistence which may
&

express itself as hostility toward studehfs or toward other teacher& as

criticism of the tegebooks, the éyiiésaég the,teaching scheduié; and the

one anything about writing; Over the yéa§§; i'%é observed that those who

. =]
P doing ) Their complaint seem to stem mostly from insecurity, from sometimes

]

‘ totally subconscious feelings of inadequacy. They believe that they know how

to teach writing, but at the same time they doubt that they re making much of

ardifference. Those whg‘enjoy teaching composition—-and they may be young or

. old, éiﬁé?iéﬁéé& or first-semester teachérs?:haVé confidence. They know what

.works; and if it doesn't, why. ‘fhe'y aren't afraid to work through gifficult

teaching and writing problems with students. They risk. They stretch them-

selves. : ) _ “PERMISSION TO REPRODUCE THIS
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What is it that separates the secure from the insecure? The comfidgnt
3

‘-,. B . .

from the reiuctant writing teacher’ What does one group know, or do, or .

<
iaw N L.
o . 8

e ” PRI . : o
'believe that the other grdup ‘doesn't?

R . ;n'uJ_-

Fortunately, confidenee 1én t a matter of age We donﬁt have to be near -

- "

retirement to teach writing well.-N fo be sure, I ve 1earned much from thos;

. \
> AR S

who have taught composition for.years; who ve seen»fads come and g0, who are pos

a L 4

- experienced writers and know firsthand what wars with words are all, about. Byt
~ : \ .
first-year teachers have also taught™me much a respect for freshmen, the valug

.

of listening instead of talklng all the time, an ability to’ appreciate the power

of language without overwhelming students with the latinate terminology of faiaéi

grammar. Becoming a confident teacher, then, isn't just a matter of age.

! . Y-
.

Nor is it the result of book learning. T know many fine writing teachers
. g M s

. who've never read Aristotle, Quintilian, Cicero. Chomsky, Moffett Piaget— s )
Kiﬁﬁeavy, Macrorie, or Cooper and Odell Converseiy, I know some.teachers -

thoroughly famxliar with rhetorical theories but unable to translate. them into
<

practlcal help for students:. I don' t-mean to underestimate book learning. We

‘ can learn much from the disciplines that explain how peopie use language.

Literary criticism, linguistics, psychology, philosophy, education, rhetoric——

-

@ll of these fields and their subspecialties can prevent us .from repeating mis—

takes or feaching by trial-and-error. More important; book 1éé£ﬁiﬁg gives us a_

coherent framework for our teaching. Book learning.equips us with what-knowledge;

it helps us know what we're doing and why: It tells us, for example, /that writing

teaches writing, that the best way to teach writing is to let students write and

K to give them constructive responses to their performances Why? Because writing

is not a subject to be'talked about; but an activity to practice.
But most book learning stops there. What we learq from reading is essentially
theoretical, historical, orKémpirical;‘ Books too infréquéntly concern themselves

E
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. with the practice of teaching’ Effective-téachérs,'hdweVér, have the skiil, -
- the happy ability to translate. theory into practice, They'manage the 1leap

,from wha t= knowledge to how—knowiedge, transforming what thdy wdnt to teach

1
.

g L into a sutcessful interaction with students They have this ability, I

believe, because they are effective rhetoricians. They can communicate a -~

course outline, an assignment; a lesson pian, a set of Zomments on a student's

paper to an audience they appreciate and know reasonable well ‘They may not
;‘ knowvconsciously that they are behaving rhetoricaiiy, but most of ‘the time;
| eﬁfective teachers coﬁ%rol well the bala?cing act Wayne: Boqth describes. in

2 "The Rhetorical Stance [CCC 14(October 1963) 139- 45] '

"

'The "common ingredient" Booth finds in all of the writing he admire§ is

W

something he caiis "the rhetorical stance, a stance which depends on discovering

and maintaining in any writing situation a proper balaflce among the three'eléments

the implied character, of the speaker; ) Just as efféctive writers find a balance

between subjéct, audience and'.their voice,, 8o do effective teachers. Teaching,
like writing, occiurs in a rhetoricai context. ' Someorie says sométhing to éaaééﬁe

else for a purpose. - We heed to remember, of course, that in a writing ciass,
S

students are often teachers, teaehlng each other or- themselves. The paid 556-

’ Lova

fessional responsible for the cIass may aiso be a student, learn1ng about composxng

from members of the class. Nevertheless, teaching, 1like writlng, brings these
elements~-teacher, student, subJect--together in proportlons that vary from one

teacher and class meethg to the next. Like writing, teaching expresses itseif

in several forms of discourse—-lectures, class disgussion, conferénces,'writing

workshops; assxgnments, comments “on papers Aii,of'these forms of discourse
exhibit specIal rhetorical strategies ‘and alms’w How we teach depends on what we

teach who our students ‘are, and what persona we adopt. As,We'plan, éxecuté, and -
. ‘ . '
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reviSe aur teaching performance, we, continually}reaiign our relationship to
r ’ ‘
our students and subject eventually developing a style which best expresses’

v

our,tgaChing seif:

But teachers, ‘like writers, sometimes fail to maintain "& proper balance

among the three eiements that are at work in any communicative effort " They

overplay or underplay somé elements, creating unbalanced stances which pro-

o

mote ineffective teaching: When the subject--a model essay; grammar, paragraph

.
unity, a textbook a work of literature--becomes the primary focus of a writing

class, the teacher has adopted '"the pedant s stance," which Booth defines as

'depending entirely on statements about a subject." Such a teacher forgéts

the persona.of .a comedian, an expert, a good Sle boy or girl They sacrifice

‘" .
substance and students to their own, personalities, charms, or needs. Their
ld N

students either respond by becoming embarrassed or by Showing compassionate

‘ 2

toleranc as they help the: teacher af firn his- or her self—esteem. Teachers can

teacher's voice and overvalues the audience. When th1s happens, students take

control of the class, usually because the teacher is afraid of Etudents or

I T )
waﬁEé to: give them more responsibility for their own learning than they may be

able to- handle: All of thesé unbalanced stances Eééﬁiﬁ from a teacher's failure

-

’to bake efféctive rhetorical choices. ihey;can:charactériie not only the class-

*

room but also writing assignments and responses to student papers, two other

.

contexts “in which teaching-_-as-—rhetoric 'o'c'curs..-» Let's examine the B&iénce'd
stance in éa'ch,;o'f these three _contexts: - o ; )
In a writing class; the confident teacher knows her materiai \her studénts,

e BT - -

and herself well enough to act as.a guide for less eiperiencéd;writéré. The

! ". 5_'
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classroom becomes a place where students practice writing What she has to

f;_y matters less than what her students do1 She spends significantly less
time taiking about writing than other teachers might but plans many more -

" activities that encourage students to plan;'draft;‘and rewrite progressiyeiyf
more complicated pleces: .She replacés lectures with discussion and individual
conferenées as students éaék alone or in groups: She encouragés peer-teaching

so that studeﬁté sécamé better able to evaluate their own work: She tends to

to approach assignments and writing problems, they exchange drafts of work~in~

K t
progress. If something called "paragraph unity" needs attention, the effective
writing Eéééhéf isn't likely to lecture on it or run the class thraugh:a,gériés

[ 3

-of 1ockstep exercises in a cextbook . instead the class 15 more likely to

examine several’ student paragraphs from previous papers, discussing what strategies

the writers used to hold paragraphs together. Then, the class is- likely to create

several paragraphs; practicing the techniques and responding -to their work.

1 Pof-‘

-+ * Students learn by ‘doing: éfheir activity; hot textbooks or lectures,'deﬁinés the

course. I once asked a teacher who conducts his class this way how -he- managed

: v -
-to pack so much actiyity into one hour: He told me that he prepares class by

S i ! : ) Ax . : ‘\
1. What do my students meed to praktice?
-2. What will show them how to do that? What-student writing can we

discuss to let them know ,they'fe halfway’ thege? ’

S - : x‘
What ‘can they do .in class to gain confidence with,thz techanue?




Iy second context ‘in which the writing teacher makes rhetofical choices

v

is. in drafting assignments; TraditionaL assi%nments arg generally inadequate

because they omitr distoft,.or leave to guesswork too much necessary infor~
mation. They tend, to ignore students’ needs and overplay the Eéﬁi& of the

) o i ) i o / o
assignments,; the number of words réquiéed,—, .dr the widt.hs of ﬁmargins;— Often, .

assignments are composed orally in clasS or slapped on the. board as the'bell -

~ rings. Consequently,*students are likely to produce vague, general. composi-

tions addressed to6 no one in particular about a subject they may be only-mildly

interested in. Writing assignments ought to be a teaching tool. They hoid a g

course together' they determine the kinds oi practice studentsahave with writing,
they sérve as the basis for much class discussion Soi we need to'compose each

assignment carefully, assessing_its relationship to bthér assignments, antici-
. =y ;

: J : P S
pating problems students mlght have, pianning class discussions, groupwork, or

other instruction to supplement the assignment ifgthe assignmént is to teach '
¢ 5

' composing and not simply how,high students can jﬁmp:hurdles for'a gradé, we

N

need to write them'out4iand?fethink them and revise. them~-until théy reflect\ ‘

5§5£6priate decisions about the abilitfés of. our students and the task we' are

{

[

asking them toido We need to ask ourselves\questions’ . What do I want my

students to dor Why?‘ris it Worth dding?' How do I want them to do the assign—

ment? In what ways an I g1v1ng them practice planning; drafting, and rewriting

their work? Have I given them enough 1nformation to make effective decxsions'

about’ their subject; purpose form, mode' ‘and audience’ How does this ass1gn-

- B

ment bu1ld on the practice they ve had so far and prepar; for more complicated

° \

tasks later on? How much time if and out of class will.students need for

prewriting, writing, and rewriting’ How will I evaluate their work?j'What

N

:defines a successfui"response to this assignment7 One way to answer- these-

[

questions is to write with .our . students, responding to our own ass1gnments. ‘If

’
'

14
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rémember rhetorical prihciples that govsrn how we express messages and how

il
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sthdents imprdve theingwriting tﬁrough guide practice, tﬁsn writing asstgn-

“\-\

"%
¥

‘Effective assignments must be 1onger than one ¥ente§ce and give mére énformaﬁ
\

- Y

v _

which, jin'feal 1ife, helpkns define,and sojve rhet rical problems. When thég}

don t, . WE invite students tb perform pooriy and ﬁfs' an opportunity to heip
: ‘- . = .

them become fluent 4 - composing .1

»
. [ -
- Lt - e

LY

When we respond to the writing dur students sub it, we also need to <

¥

'our audience is 1ike1y to resgond ’ The only appr0priate purpose for comments

-

on student: papers is to offer feedback and guide 1earning—~to teach Some
-
ééﬁﬁéﬁEé, however, .seem to be written for other reasons tq damn the’ ideas

.

>

’

a- teacher canralways find more errors than the student, to'confuse the writer

w1th cryptic correction symbols, contradictory advice, or mysteribus circies
7/ . . o - \

‘l ahd Yines. Marglnal comments and endnotes must do more than label strengths

‘

<. and weaknesses They represent an on—going written dialogue with the student .

-

about his or her writing, a private tutorial which explains not just what to
\}/

First, comménts should encourage.students to Eeview th8ir work so that
. - i -

do but how.

they may apply what they've learned in writing this paper or draft #5 the next. .

‘That means noting strengths as well as weaknesses, pointing outihow something

\Y

. done well in paragraph three could also - Improve paragraph seven. éécond

4 (2 J *

about . sentence and Pparagraph structure, organization, supporting evidence, thé

writer s purpose and point of view, and so on Third marginal comments should

avoid excéessive correttion symbols, technicai terminology; and the privaté'codé
; . .o . e . 5 : '
‘ . : .

- ; . . . .
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* English Eéééﬁéfé and .editors: khow so well The languages dfxeapy-ea;61ﬁg

and‘teaeying are different: 6ur comments are intended for s%udents? not
T : : . . ~
other teaeﬁéxiy not grammarians,"not typesetters: We can also monitor
ffétuaent’s piarming and rewriting.:strategies if ye ask them to submit scratch-
- work freewritings; ‘agd drafts vff scratchwork is skimpy, Wercan suggest

E additional prewriting strategies to rid future papers of unsupportéd generali- .
:zations. If drafts_aren't messy eﬁaagﬁ or reveal tHat "rewriting" seems to

' R L . ) - S ) o ) J
mean "substituting & word here and there;" our comments can help students

T ST W
" change wbu? they do when they revise.

That paper is finished as farqas the student is concerned and uniess it
requires substantiai revision, the endnote must Ferve a different purpose;
Its purpose.can be fo set goals for the next writing project. We -can §ummarize
the ma!&inal comments, appiaud progress, and suééest specific ways. to bmild

on that progress neit time. Most of my endnotes follow a.similar formula
which nevertheless varies a 11ttle depending on the sfudent and the kinds of
problems he or éhe needs" to work on. I compose endnotes by answering the follow—;
ing three questionsltuéuaiiy in this order): 7 | ) :
1: What has this writer done well? .
2: What dre one or two major.problems and why do they create
difficulty for a reader? Here, I usually select one or two
.problems to Work on in the next paperg—only one or two--and
o explain why/they make the message 1ess effective than it couid
be. Sometimes the problems are ones the student wants to work -
i on; information I iearﬁ_from notes students atraeh to their papers
when they turn them in. |

3. Speciﬁically, how can the writer Solve the problem’ What can he

. 7: ) : ; ) . 9




Most teachers' endnotes answer the _first two qqestionsvhut of ten neglect B

_ - ) S _ R I _ R - o [ T I . .
‘ the third: 1It's not enough to say "Your sentences are choppy'" or "Vary
sentence QEEﬁéEﬁEé more. Those words aefine 5 problem to be sure;. §9E . g

" stop being choppy . To reach the goal more efficiently, the endnote could

’ [

writer can practice néxt time. I'd wapt to add something likenthis: "After

) - ) o ) 7 : - ) . ) , : vl.‘:ls. . )
you get your ideas down in a roughYdraft, combine and tighten ‘somé of your
sentences. Try introductoryk%iaoses, series, -and somé of the Othér constructions

you've been practicing in the sentence—combining exercises in ciass. If 1 see
you taking some: risks with your sentences, don't worry about comma problems

we'll tackle them later:" - .

Good writing teachens enjoy the1r work with students because they are

.

confident of what they' re doing~ Their confidence may result from experience

or from Rnowledgé; from years of teaching or_abundant reading.‘ But the §kills"

S
well=read and the experiencea Altheugh writing teachers work with students I e

in many contexts,; the three settings I have discussed are perhaps the most’

’ .&

significant Regardless;of dlfferences among instItutions; students, and
:& . .

.

>

r i
ways that séém to some to depart from tradrtionai methods &f teaching The

i

skill a good writing teacher possesses is the ability to question those methods,

.

to keep asllng How should L do.this’"s Many traditional teaching practices-we

intierited were meant to heip students learn grammar or 1iterature or othe?

? ST v .
o : | ' | ' |

ERIC
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academic subjects. iﬁs we've revised our understanding of, what people do
when, they write wé ve also had to review how we teach writing Wé've had
[

to redefine what teaching and learning mean in a writing class where what
we Eéééh and’ what students learn is not a body of facts but a. process,‘en

activity which requires practice 'It s appropriate; then, to réthink what

-

goes on in a writin&:class, what makes a good writing assignment and what
our comments say b students about their writing: Al three questions

address the relationships among students, teeﬁhefs;_éna a subject céiiéd

>

"the composing process*" Because these questions require us to know Who says’

what “to whom for what purpose, because they are qneétibné'fhetoric has always ,

conicerned itself with, théznulérs, I think, will come from viewing teaching
as ad rhétbricﬁl art.

¥

Erika Lindemann

Director of Composition

Department of English

University of North Caroiina--Chapel Hill
Chapel Hill NC 27514
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