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The Problem of Appropriate Instruction for Basic Writers

Program Rationale

Amidst ever deepening disappointment about college students' preparation
in wricten communication, educators in recent years have focused particular
attention on that population of students designated as "basic writérs"
(Shaughnessy, 1977). While an increasing diversity of students are falling
into this c-tegory, basic writers ire essentially a product of open or special
admissions standards. They are dicproportionately members of ainority
cultures and language communities, disproportionately from lower socioeconomic
backgrounds, and disproportionately at risk of attrition from college. Basic
writers lack the minimal degree of writing proficiency which enables learning
in the various academic disc’plines. All too often they end their collegiate
careers where they began -- in remedial writing laboratories.

For the most part, remediation programs for basic writers are remarkable
for the persistence with which they adhere to instructional techniques of
proven impotence. The most obvious features of basic writer's compositions
are violations ot the mechanical conventions of Standard Edited English. As a
result, administrators, textbook publishers, and instructors alike often
presume that such students require intcensive drill in Standa~d English
patterns of grammar and usage. This drill most often takes the form of
we~kbook exercises divorced from any realistic or motivating rhetorical
context. Even when acsignments dec call upon basic writers to produce
connected prose, the emphasis in evaluation and feedback generally centers on
linguistic error. The mistaken premise whicl underlies such instruction for
basic writers is that students cannot handle :olecuiar, wurposefal, original
composition unless they first demonstrate coi'petence in the atomistic,

isolated, rote aspects of cultivated proofreading.




To the contrary, decades of controlled research affirm that direct,
didactic instruction in the technical description and analysis of grammar
offers scant pay-oif in terms of quality of expression (Braddock, Lloyd-Jones
& Shoer, 1963; Holdzkom, Porter, Reed & Rubin, 1982). Lessons in grammar and
usage are often poorly learned and quickly forgotten. An undue emphasis on
linguistic propriety can be antithetical to writing fluency and corrosive to
positive attitudes toward language. There appears, in any event, to be little
transfer between knoweldge about language and skill in using language for
effective communication. Frequently, basic writers derive some gratification
from participating in grammar book exercises because these activities offer
concrete problems with tangible indicators of success. A fixation on this
level of language awareness, however, may create dysfunctional mind sets about
what is important in drafting and revisirg (Perl, 1979; Rose, 1980), and also
robs valuable time~on-task from practice in using language communicatively. A
more pedagogically valid approach to the problem of error in basic wricers'
compositions suggescts that violations of editing conventions diminish when
students are posed writing assignments with genuine rhetorical aims (i.e., an
audience, purpose, and topic of some importance; Wiener, 1981).

Social Cognitive Deficits. The difficulties novice writers experience

stem not so much from ignorance of writiug conventions as from difficulty
coping with the rhetorical demands of written communication (Rubin & Kantor,
1984). Basic writers are deficient in aspects of social perspective-taking,
that is, the ability to make inferences about others' thoughts, beliefs, and
knowledge (Elsasser § John-Steiner, 1977; Lunsford, 1979). Social
perspective-taking is fundamental to writing proficiency because writers must

view their compositions through the eyes of their readers (Kroll, 1978; Rubin,

1984). 1f they fail to do so, their writing tzkes on an egocentric, private




quelity rife with undeveloped observations, undersupported assertions,
predicates isolated from subjects, and pronouns unconnected to antecedents.
Thus, basic writers are apt to presume that reade;s will recover their
intended meanings from vaguely or ambiguously coded passages (Flower, 1979).
Their revisions are typically limited to cosmetic transcriptional improvements
since revision on a larger scale requires writers to suspend their own
perspectives on their compositions, and adopt, instead, the perspective of a
naive reader. Rubin and his colleagues (1984) demonstrated that among vounger
writers, students' social cognitive ability is a stronger predictor of writing
quality than either flvency or error avoidance. Rubin and Rafoth (1985)
showed that among coliege freshmer social cognitive ability contributes
substantially to the quality of pe-suasive writing, though the contribution of
social congition is about a third less for expository writing.

Social cognition or audience awareness in writing can be especially
troublesome when intended readers are psychologically remote or ill-defined.
This is the rhetorical difficulty inherent in the type of expository writing
to a "general cultivated audience" which academic assignments generally
presume. Basic wrifrers, who may exhibit considerable sensitivity to their
audiences in informal oral communication, often have no cognitive framework
for adapting to this sort of readership, and their misguided efforts to do so
result in sterile or -- worse yet -~ awkwardly caricatured prose (Shaughnessy,
1977).

Oral Culture. Basic writers belonging to nonmainstream oral cultures may
be further disadvantaged with respect to writing proficiency. Considerable
controversy attends the question of nonstandard diaiect interference in
written language. While even experienced teachers impressionistically report

dialect intrusions in writing, the bulk of the research literature bearing on




this subject indicates that nonstandard speakers do not write as they speak.

Errors committed by nonstandard dialect speakers are not very different in
kind or frequency from those committed by staudard dialect speakers, and the
dialect-related writing miscues which do appear typically involve superficial
features which are not highly stigmatized (Hartwell, 1980; Rubin, 1979).
Teachers cannot realiably distinguish the writing of nonstandard dialect
speakers from that of their standard dialect counterparts, although when
teachers believe that a particular essay is written by a minority group
student, they are likely to assign it a poor grade (Piche, Rubin, Turner &
Mizhlin, 1978).

Despite the weight of these empirical findings, a num?er of institutions
nave established special writing programs for nonstandard dialect speakers.
Such programs are linguistically based and focus on contrastive analyses of
community speech patterns compared with Standard Edited English patterns. The
program described ir this document, however, differs sharply from the
linguistic driil app}oach. In the activities pr-sented here, students do not
engage in oral grammar drills in the hope that such exercises might reduce
transcriptional errors in writing. Rather, the program promot;s and
anticlpates a reduction in transcriptional errors as 2 result of more
rhetorically based oral practice.

The issue of nonst: :dard dialect aside, writers who rely on nsral modes of
interaction can experience problems in adapting to a literate style of
communication. Oral cu tures exhibit a communication style which presupposes
that all listeners will be "insiders" (Tannen, 1982). Hence, members of oral
cultures often employ formulaic expressions which imply a great deal more
significance than they explicitly encode (e.g., "1 could've died!"). By the

same token, messages in oral cultures often leave their conclusions or
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extensions unstated, since these wouid be well understood by members of the

culture (e.g., "And can you believe it, he actually went to the dance in blue
jeans!").

The communicatior style prevalent in oral cultures is inadequate for
written communication. Writing demands autonomous messages which are
explicitly encoded so that they can be understood independently of particular
communicative contexts (Olson & Torrance, 1981). Members of oral cultures may
be less adept at anticipating and accommodating to the needs of readers who do
not share their immediate physical and social context and who cannot provide
an on-going flow of feedback. As a result, their writing often manifests
problems in mainteining cchesion over long stretches of discourse, in
sustaining patterns of extended expository development, in produclng well
formed arguments, or in constructing explicit transitions from one point to
another.

Rhetorical Inventioa in Writing. In addition to egocentric writing and a

reliance on oral modes of communication, novice writers are frequently plagued
by the related syndrome of simpiy not knowing how to expand their ideas in
writing. Without a conversational partner to probe and to encourage them,
basic writers very often state a thesis in fairly general terms and then move
on to a new point or else just terminate their compositions. They neglect to
adequently elaborate or support their assertions. In writing, basic writers'
powers of rhetorical in;ention are weak.

Invention is a central component in writing. Our new understandings of
composing processes indicate that writing serves not only as a vehicle for
communicating pre—formed ideas, but also as a tool for facilitating the
discovery of new insights. 1If basic writers are unable to exploit the

function of writing as an instrument for inquiring and learring, then their




entire academic careers are placed in further jeopardy. And yet, many basic
writers become so mired in relatively peripheral concerns of premature copy
editing and conforming to some stereotyped expectation of "what the teacher
wants" that they fail to devote productive energy to generating original and
well conceived thought in their writing.

The Contribution of Oral Communication Ins..uction to Writigg

Proficiency. It is a mistake to presume that writing is simply speech
crangeribed. As indicated abcve, when inexperienced writers overgeneralize
oral modes of interaction to written communication, the intelligibility of
their compositions suffers. At the same time, it i; clear that many basic
writers have achieved considerable proficiency in many forms of oral
discourse, and that they are generally more comfortable in casual speech than
in formal writing. Identifying the ways in which oral competencies can serve
as a foundation for writing is a promising direction for ameliorating the
writing skills of basic writers.

Indeed, notably successful basic writing programs (c.g., Brooklyn
College, George Mason University) deliberately exploit such techniques as
collaborative writing, peer editing, and conferencing -- techniques which
capitalize on students' talk. Rhetoric programs with a combined oral and
written emphasis (e.g., University of lowa, University of Tllinois) are

profitable alternatives to traditional English composition classes for

nonremedial writers.
Project Access at the University of Southern Mississippi offers dramatic

testimony of the value of oral ccmmunication instruction for improving writing

immersed in language skills courses for their first two terms. Amcng the

classes which Project Access s.udents attended were courses in oublic speaking
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ability (Gwin, 1981). 1In this program students at high risk of attrition were
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and group discussion, voice and diction, oral interpretation, and readers
theatre. These experience3 in oral communication instruction led to
significant increases in a number of academic skills including writing
ability. Morecver, the incidence of attrition among project studencs was
drastically reduced.

Talk promotes wrliing proficiency in a number of ways. As an

accompaniment at any of the several stages of compoaing, oral communication

stimulates invention of new ideas or facilitates evalua*ion and revisicn of
text already produced. Successful instructors have long depended upon
unstructured classroom discussions, and more recently upon structured oral
activities, as techniques for assisting students in coming to grips with their
writing topics, in finding their stance. At various ints while drafting or
revising, writers can obta’n feedback from the reader's point of view by
conferencing with instructors or meeting with peer editing groups. It can
1lso be helpful for students to simply read their compositions aloud. 1In
speaking and hearing their own writing, students are often ~ble to monitcr
their ianguage with a fresh "eye."

As an ac¢junct to writing, several methods provide the scaffolding that
some students need to make the difficult transformation from jointly
constructed dialogue to individueily wanaged extended monologue. Zoellner
(1969) claims thact tolk can reinforce the behavior of writing, and his
1.lk-Write technique accordingly incorporates peer diaioguing into the process
of drafting. The Story Workahop method (Shultz, 1982) asks students to
capitalize upon similarities between familiar forms of speech and less
familiar written formats. Studen~s move between oral and written discourse.
Dialogue journal writing (Staton, 1982) is a transitional form between spoken
dialogue and written monologue. Students conduct a written interaction with

13
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their instructors, and the instructors' "conversational turns" encourage the

students to produce increasingly autonomous writing.

Finally, oral communication may serve as a calistlenic for enhancing the
development of cognitive abilities underlying writing proficiency. As a
cognitivie calisthenic, similar oral activities are used repeatedly in a
structured regimen designed to advance insights into such matters as
organization, support, and audience awareness. Such activities need not
accompeny writing assignments, though sometimes thetr importance to developing
writing skills is clearer to students when they are presented in conjunction
with writing exercises. 1In this vein, Blankenship and Stelzner (1979)
emphasize the role of oral activities for inculcating a sense of formal
argumentation and patteras of development. Oral communication instruction can
aiso enhance the sozial cognitive skills necessary for effective audience
adaptation in writing. Chandler (1973), for example, describes a program in
which students participated in a series of role-playing activi:ies in which
each individual systematically cycled through all the perspectives in a set of
dramatic improvi ations. After experiencing these multiple perspectives,
students had an opportunity to reflect on the manner in which perceptions
about a single event can differ. At the close of the program, the

participants displayed measurable behavioral and sacial cogn!tive growth.

Orientation: Instructional Approach of Project Synapse

The program described in this document seeks to integrate gelected oral
communica. ton training into writing instruction for basic writers. Its
innovative thrust is to engage students in oral activities that function as
calisthenics to enhance development in underlying rhetorical abilities:
invention, audience adaptation, and a -eflective approach to argumentation.

Instruction occurs within the course of specially designed writing classes,
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but does not require a new course to be established. The program was
originally developed with basic writers from four sites: (1) freshman
students enrolled in Developmenta. Studies at a state university who are
predominately middle class whites, but include also some blacks, several of
whom are supported by athletic scholarships; (2) junior and senior students at
a predominately black institution who have previously failed the mandatory
state-wide writing examination; (3) freshman students enrolled in
Developmental English in a predominately working class white institution; and
(4) nonmatriculating international students attending an intensive American
language program housed in a center for continuing education at a state

. university.

Oral communication training in which these students engaged are of three
primary types: (1) Structured role playing for perspective switching. These
exercises promote general social cognitive skills, and at the same time
develop more specific audience analysis skills through tie-ins with related
writing assignments. (2) Instruction in questioning skills. Students employ
aids to invention in structurzd dyadic interviewing assignments aimed
primarily at generating supporting detail. (3) Forensic discussion. Students
learn fundamentals of argumentation and debate, and participate in structured
small or large group forensic discussion. 1In these assignments, groups are
assigned particular stances on issues which th2y must support and défend.
Argumentative disc-ussion assignments such as these aave been shown to promote
social cognitive gcowth among college students (Tjosvold & Johnson, 1977), and
also familiarize students with patterns of formal argumentative discourse.
Approximately one-third of the total class time is devoted to oral
comnunication instruction and practice. The remaining time is devoted to

time-on-task in writing. Students manifesting specific difficulties with

1o



conventions of Standard Edited English are provided with modules or may be
referred on an ’‘ncividualized b~sis to laboratory or tutorial resources.

Previous efforts have sowught to impart functional oral communication
skills for chelr own saée, and that is certainly a worthy goal. The program
presented here, in contrast, offers selected speech experiences which will
promote growth in those rhetorical abilities which underlie written
communication, and in which beaic writers are typically deficient. While
writing teachers often encourage students to engage in prewriting discussions,
the nature of tuat talk i: often spontaneous and unplanned, that is,
characteristic of oral language. In Project Synapse, however, a substantial
portion of the prewriting talk is structured and planned, that is,

transitional between oral and written langusge.

Developmental Curricuvlum. Effective curricula are more than the sums of

their parts. While the most visible aspect of a curriculum is the set of
activities and exercises in which students participate, an effective
curriculum is a more global approach to teaching and learning. Classroom
activities are only illustrative of that overarching approach. Less tangible,
but equelly as important, are the modes of thinking imparted to students, the
ways in which teachers interact with students, and the attitudes toward
learning and subject matter which the classroom climate engenders. The
specific exercises devised for classroom use serve only as the scaffolding for
implementing more general principles of compositior curriculum, among which
are the following:
—-~Generating ideas and being aware of one's audience are at the
core of communication; facility in using language follows from
these.

--Talking and writing, though they constitute different codes, are
mutually supportive; both entail {he exercise of rhetorical skills.

- 10 - 16



——Academ{c discourse requires distancing from {mmediate, {mpulsive
reactions. It further requires elaboration beyond the semantically
abbreviated style with which we are accustomed to communicating with
ourselves and with {intimates. At the same time, meantingful
discourse of any kind requires personal commitment; the writer or
speaker must experience a sense of ownership. Learning experiences
which are at once acti{ve and structured can synthesize these
several requirements.

--Learners who lack experience in modes of academic thinking and
expression can attain proficiency by building on cognitive and
rhetorical skills which they already possess. For many students,
structured oral communication acti{vities can lead to the analytical
and elaborated discourse characteristic of academic writing.

==In acquiring new ways of thinking and expressing, progress is
gradual. The value of classroom activities l{es {n their
calisthenic function rather than {n any magical algorithm for
accomplishing specific classroom assignments. This {s the spirit
of developmental educatfon.

Based on this broad sense of curriculum, the classroom activities
developed in this document are best regarded as something other than a "bag of
tricks" for motivating students for whom writing {s often patnful and rarely
successful. Rather, the activities are structured, yet {nvolving,
cal{sthentics for using oral communication to move students toward facility in
acaderic discourse. Role switching, forensic discussion, and peer questioning
are the primary vehicles used for this purpose. In addf{tion, a set of modules
for {nd{vidualized f{nstructfon in writing conventions has been devised. The

mcdules, in addi{tion to being pedagogically sound, free up class time for the

oral exercises which are of more deliberate {nterest.
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Interaction in the Writing Classroom

Using Groups to the Best Advantage

Having . ‘nts work in small groups of five or fewer (s no new teaching
strategy. Indeed, in the past several years, numerous researchers and
practitioners have studied and used student group activities as an atd to
effective learning {n classrooms. The results of this kind of teaching tactic
are remarkably cons{stent: small-group {nteraction {3 productive and
rewarding for the students as well as for the teacher. One powerful feature
of grovp interaction (s that it transcends any curricular boundaries; {t is
one of the few teaching strategies that can readily be used across the
curriculum. From the students in a history class who may work {n pairs
finding angwers to essay questions, to various research teams (math
competitions, academic bowls, or lab "unknown experiment' sessions), to
English teachers who use students (n groups fuc peer editing of compostitions
and grammar check sessions, students in these smaller work arrangements are
better able to share, discuss, and explore their reactions, thoughts, and
understzndings of various topics. A group of three to five students working
together better allows for all students to contribu‘e, even those less vocal
students who may not always get their answers and opinions heard {n the larger
classroom.

Unfortunately, parceling the students of the larger class into smaller
work units does not function automatically. Sometimes because of individual
personality differences among the group members, conflicting approaches tc the
task at hand, or any of a multitude of other concerns, groups may not interact
as harmo-{ously and as productively as teachers wish them to operate. George
(1984) discusses three types of grourc that usually come about when students

are put in small {nner-class uni{ts. These groups are as follows:
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(1) "Task-Ortented," which 18 self-starting and conti.uing; (2) "Leaderless,"
which 18 without any real leader but follows or subscribes to the ideas and
interpretations of ény dom{nant spokesperson in the group regardless of those
interpretations; and (3) "Dysfunctional," which resists any kind of group
interaction. Having 2ither the second or third type group {n a class can
bring any actisity to a grinding halt or cause that activity to go far less
smoothly than teachers had wanted (t to .un. This s{tuation poses a sertious
problem in a composition class *hat 18 using oral communicat{on activities.
The premise of these activities {s that the students wi{ll talk about, discuss,
and explore tdeas with each other befor: they write. Hence, close attentioun
needs to be directed to how these groupe should operate and what to do {f they
at first do not funct{on as expected.

The most effective interaction i{n peer questioning occurs when the class
members are assigned to work (n groups of three. In brief, this activity
calls for one member (Questioner) to ask questions of another member
(Responder). These questions may be {nstiuctor=-provided prompts and
student—-original ones. Yet a third member who serves as Recorder writes down
any questions or responses that are irrelevant or {ns{gnificant to the task.
This inquiry method continues for several minutes, after which the three
members change roles and resume the activity. A third exchange of roles later
allows everyone {n the group to serve {n each ~apacity. But after each
exchange, the group quickly reviews with the Recorder to determine what
questions asked and what answers given were {rrelevant. Then, each member is
ready to write. There must be close {nteraction between Questioner and
Responder, for they both are getting at the particulars of the writing
ass{gnment. The Questioner as a group member must find out what the Responder

mean3 as exactly as possible. The questions that the instructors have given
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will serve as leads or guides, but the students should be attentive enough co
the answers given {n the dialogue so that addt{t{onal original questions will
be asked as the need for more information arises.

Int.1ally, students {n the role of Responder may not be entirely aware of
where they want to go with a topic or how to get to a part{cular position from
which a writing assignment w{ll be done. Here, students in the role of
Questtioner (who essentially are the audi{ence) draw out the {nformatfon that
the audience wants and needs to know. The Recorder (another part of the
audience) keeps the other two members on track by writing down unimportant
responses.

But what {f the members of the grcup are reluctant to perform the tasks
of peer questi{oning evea théugh the benefits of such an activity are accepted
in principle by those same students? This situation requires i{ntervention by
the teacher. Hopefully, before any kind c¢f group work (s attempted in any
class, the {nstructor has tried to set up a proper atmosphere or attitude.
Explatning to the students that much can be gained by sharing thetr tdeas with
as many people as possible (s essential. Almost always as a result of
discussion, {nterpretations will come out that may be old, new, commnn,
different, helpful, or worthless. These i{nterpretations may be kept by the
writer or may be discarded, but the primary benefit is always the same: a
forum or clearinghouse has been provided so that the writers may choose
between the good materi:il to use as proper support and the "stuff" that should
be left out of the paper. The teacher must see that all students feel
comfortable whi{le putting forth their {deas before the ¢ .ass. The teacher
thus establishes "a protected reserve where there {s no 'head hunting'' (Kirby

and Liner, 1981). The student (s then free from any nonconstructive and

irrelevant comments by fellow classmates.
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Once this kind of environment {s established, the foundation for group
harmony -- respect of and for each member's i{deas -- {s established. During
the course of the peer-questioning strategy though, respect for others'
opinions may be shown, buc the group still may perform tn a less than
rewarding way. Here again the teacher f{ntervenes. By monitoring the
activities of each group as he or she goes about the classroom, the teacher
spots problems. If a Questioner (s asking very superficial guestions or is
asking only the printed lead ques* ons rather than following up the answers
given with or{ginal queries, the =eacher smoothly steps {n and asks the
Resporder more direct questions. The teacher's questions now serve as good
models.

If the answers the Responder s giving are all weak and lacking (n
detatl, the teacher again may model the activity by b.{efly assuming the role
and giving the Questioner a fuller, more detatled response to the questions
asked. The Responder (who will Lhortly he the writer) prnbably knows the
information but must be led to see that the audienze (in the role of
Questioner, at this point) {s not a mind-reader and needs to be told tmportant
information. Likewise, the teacher monitors the work of the Recorder. If
this proup member is not writing down the unnecessary aund/or trrelevant
responses, the teacher, while standi{ng there, writes ‘such answers on the
Recorder's pad. By using a different color ink pen or penctl and by betng as
unobtrusive as possible, the teacher mode's for the Recorder a dist{nct
example of good recording versus weak recording; in the process, there has
been no {nterruption ot the d{alogue between the Questicner and Responder.

Group participation (nvolving the role-switching strategy calls for the
same, {f not an even greater, degree of respect for the tdeas of others as

does the peer-quecstioning strategy. Beczuse the attent{on {n this activity s
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upon "on the spot" if{scussions of conflict situations, the potential for chaos
is great. Once the students are d{vided {nto groups of four or i{ve, each
student {s giver a role card that highl{ghts a dilemma and a few li{nes of
suggested dialogue. The discussion (sometimes heated) grows out of the
information provided. After several minutes of discussion (or unt{l the
confl{ct has been resol .» the students pass their cards to other members of
tle group, and the {mprovisation begins again. This procedure continues until
all in the group have {mprovised {n every role. The over-riding theme of the
activity 4s for the student to see the part{cular s{tuation from all angles.
Students therefore explore all viewpoints and interpretations.

To effect this {nteraction, the teacher, as {n the case of peer
questioning, needs to {nstruct students {n the {mportance of li{stening and
responding. Very vocal and opintonated role-players, such as the one
mentioned earlier {n the "Leaderless" group, could very eastly dom{nate {n
this activity. Bent on getting a parti{cular point across, such players might
well prevent others from speaking, simply because of "loud-talking" --
l4{terally talking louder than others and occasionally not listening. The
teacher, here, instructs the groups to do jJust as much listening as talking to
avoid having "soap box orations" from some wembers and "studies {n s{lence’
from others.

0f course, all members in every group are not going to feel ccmfortable
enough to speak out; here, the well-organized group will be one {n which the
memhers then try to bring out the more reticent {n the group. Participants
who do not feel threatened by voicing their opinfons can put thnedir questions
directly to the hesitant speakers. The confident members may actually turn to

look directly at these less than confident partners as the questions are put

to them. Without becoming aggressive or confrontati.nal, students themselves
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model tones deferential yet assertive enough to elic{t an answer from the
quiet member. Role switching, b design, puts i{n the same setting several
persons whc all share the same d{lemma; therefore, everybody {n the group has
to have some opinion. Because they are also playing different roles,
discussion should flow. Additionally, because several different personaliiies
participate {n the activity, different perspectives on the s{tuation at hand
will assuredly emerge. When these differences of opinions, the varying
alternatives, and various approdches to the problem are permitted to arise,
the group functions i{n a most productive manner. Now the members may see
viewpoints that were previously unseen or unconstdered. This knowledge s
invaluable for writers, for they need to see their own compositions from the
perspectives of their readers.

In forensic discussion, the group work actually occurs in two places:
(1) the preparation sessions before the debate, and. (2) the debate {tself.
Because the actual debating operates within a rather rigid structure (see pp.
76=77 for logtstics of debate), the teacher makes certain that all members of
the group follow the debate rules, and otherwise remains silent, allowing the
discusston to proceed without (nterruption. Therefore, perhaps the mosc
significant group (nteraction 18 needed at the preparation stage. Earlier,
during this preparation stage, the class has been divided {nto two large
groups. These groups then argue the Pro or Con side of a question of pnlicy.
Because gtudents must gather adequate effective support material to be used (n
the debate, the instructor may want to appoint a captain of each large group.
In the case of the debate activity, the captain assigns various persons in the
group the task(s) of gathering infcrmation and material that will be used in
the argument. The captain may also assign particnlar roles for team mates to

carry out in the debate. These roles may tnclude who will speak, what that
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speaker will debate, or when that speaker's turn wi{ll occur. Because debate
i8 so highly struc.ured, group breakdowns occur primarily when a group has
fatled to function as a team. That is, the members h-ve not gathered various
sources of information and come together to refine and to plan strategies anc.
presentation points before the actual debate.

All {n all, the use of group (nteraction as a means of J¢iscovery works
well in a wide variety of settings. The (nstructor embarking on the use of
any of these oral communication activities might well achteve better results
if the following points are considered before parceling off the members of a
class into small work units:

(a) establish early a receptive atmosphere, one that will allow

students to be lLoth encouraging and respectful in their
dealings with each other;

(b) consider the personalities of students placed in the vartous

groups. The {nstructor may want to gi{ve careful thought to
separating the very vocal students among groups. Nor shouild

very aggressive and very reserved students be placed together
L1f there 1g the possibility of "stlent" conflict;

(c) work out (with the students' assistance) a checklist of
behaviors that are considered acceptable and unacceptable
in a group;

(d) video-tape the students as they are working {u -he{r groups.
Then, in a positive, helping manner, single out those
behaviors (not students) that are productive and counter-
productive.

Ultimately, group work 18 rewarding for both the i{nstructor and students.
Students {nitiate their own learning rather than passi{vely submitting to
fragmented exercises or having instructors lead them in step-by-step
instruction. Teachers who suggest rather than domi{nate group i{nteraction find
that students learn to master the dynamics of small group work. These
students ultimately are more confident learners who respond well to speaking

and writing activi{ties. Group work, then, 1s an aid to more effective

learning for both students and teachers.
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Role-Switching Activities

Overview

In the role-switching activities, students improvise conflict s{tuations
in groups of four. The students cycle through the four roles {n each
situation so that each student will have experiencé enacting each perspective
of the conflict. After each student has enacted each of the roles, a group
discussion focuses on new, and hopefully more objective, {ns{ghts about
different perspectives on the same s{tuation. After the discussion, a

follow-up writing assignment asks students to write a position paper.

Logistics

For each scenario, students zre divided tnto groups of four. Each
student receives a role card. The instructor reads the statement of the moral
dilemma. The students improvise a dtalogue, working until they resolve the
problem or until five minutes have elapsed. (Times are approximate;
instructors use discretion here.) With li{ttle pause, students pass their role
cards to the left, and improvise another round. This procedure continues
unt{l all students have had an opportunity to enact each role.

After the role-playing activity 1s completed, a brief discussfon either
in the small groups or among the entire class ensues. Students are encouraged
to reflect on how they felt in each role, the differences and similar{ties
among the viewpoints, and how each role-character would likely have felt at
the conclusion of the discussion. Finally, the ins ructor usually assigns a

writing exercise (either formal or informal) which asks the students to

discuss the problem from the more general and abstract stance.




Rationale for Students

The exercises suggested here will probably be different from anything the
students have done before in a language arts class. This fact can cause
problems. Many students are convinced that "learning grammar" (s what they
need to improve their writing, and they may see the role-switching activities
as a waste of their valuable time, time taken from grammar drill. The
following 1s a possible rati{onale to be presented to the class:

In order to write effectively, we need to see a sftuation from all
angles, not just from the first one that occurs to us. We need to
consider and deal with alternative ways of solving problems.

Equally as important, we need to be able to view our own compo-
sitions from the perspectives of our readers. We don't want to be
locked {nto just our own perspectives on our writing because we often
understand an {dea in our own heads, but fail to see that we haven't
helped our readers understand that idea in their heads. In other
words, we need to see our writing from fresh eyes, from the eyes of
our readers who are naive or i{gnorant of what we had intended to

say. These role-switching activities will build skills necessary
for seeing many perspectives on a situation or on a piece of writing.
Don't worry about the fact that re will be repeating the role-plays.
Each of us {s an {ndividual, and as we assume each new role, we will
bring our own t{deas and personalities to {t.

Helpful Hints

l. Model the process. At first, many of the students may feel {nsecure

about what they're expected to do. The best way to help them overcome
their fears 1s to let them see how it should work. Grab a student or
two, ones you know are verbal by nature, and model the exercises. Of
course, the students you've "elected" to help you probably won't know
what you expect either. A good way to start, then, {s to choose a role
for yourself and assign rcles to the students. Begin by asking the
students what their characters might say in response to dialogue you

¢ ‘eate spontareously. By playing "what 1f I say . . ." with the

students several times, they will begin to get the point. Don't forget
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2.

to allnw them to create dialogue themselves and "put you on the spot" for

a response. The other students wil. feel more secure about their ability
t~ "think of something to say" 1f they see their peers succeeding at 1it.
Admitte’” 7, you run the risk of "contamt{u cing" the process with your
{deas n give the students this kind of di{rection, but that's a
chance you have to take. The students are bound to benefit more from
even a slightly "contaminated" experience than they will from ten
minutes of anxiety-producing silence as they try to figure out what
they're supposed to be saying. Besides, after the students have seen
how rhe exercises work the first time, they will require li{ttle or no
modeling for subsequent exercises. Still, though, don't be afraid to do
as much demonstration as you feel uecessary. (A videotape produced at
the University of Georgia's Instructional Resource Center can also help
in modeling the activities.)

Sometimes studer.”~ just can't relate to a scenarfo, and 1t wi(ll
require work on your part to bring it off. 1In other instances, students
may have trouble with only one of the roles. 1In such a case, choose a
group of students to play the other roles and assume the diificult role

yourself; show them how that person might think, attempting to be as

geueral about the individual's behaviors as possible. Leave {t to the

students to "flesh out" the particulars of the role during the sessfon.

Vary the groups to get people talking, and to keep them talking.

Invariably, there will be students in your class who will be willing to
let the other members of the group dr all the talking, either because

they simply don't went to participate or because they are by nature shy
and withdrawn. Regardless of the cause, these students aren't going to

benefit from the exercises unless they participate in them. While
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students who experience true communication apprehension should not be put
on the spot and forced to speak up, t..re are several ways to gently draw
students into interaction. First, you can structure your groups so that
you head off the problem frum the beginning. Less verbal students should
never be grouped with three highly verbal students; you're asking for
trouble 1f you place reticent students {n such groups. Sometimes they'll
feel less i{ntimidated by each other than by the more verbal students and
actually will draw each other out. Another way of helping the less
talkative students get started 1s by pulling aside some of the more
verbal students and soliciting thetr help. They can bring a quiet
student into the conversation by addressing their character's remarks to
the character or role being assumed by the more reticent student. Along
the same lines, you can often cure two problems at the same time by
expanding this role into one of "group moderator.”" 1In this case, one
student 1s charged with the responsibilities of getting students who
aren't participating involved and with keeping the dialogue rolling
without long pauses. This Job {s a good one for the student who 18
"goofing off," laying btack letting the rest of the grcup do all the work.
It gets all students anvolved!

Even after you get everyone talking, there are other problems to be
handled. The first time the roles are played, things move along pretty
well; but by che time the roles have switched three or four times,
students simply run out of things to zay or begin to repeat what's
already been said. One way around this problem {s to monitor the groups
closely and not let one role sesation go on too long. Don't let the
students resolve the dilemma the first time the scenario 1s enacted.

Stop them and make them switch roles; .hen they can pick up where they
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left off.

Another way to handle the problem {8 to vary the roles
slightly. By modifying one of the roles in a scenario slightly during
one of the turns, you can often elicit new information. For instance,
most students "gang up" on the student who cheated on a test {n the
scenario about cheating (Sample Scenario #2); however, by adding a
"twisc" to the role, such as the student's need for a passing grade to
insure admf{ttance to nursing school, the students begin to see some of
the "grey area" assoctated with ethical dectisions, and, most tmportantly,
they continue to talk.

Make sure the group discussion which follows the role-switching

activities {s an integral part of the exercises. The follow-up group

di{scussion can provide you with valuable information about the students
and about the activities themselves, and can also serve as a teaching
tool. During the group discussion, allow the students to analyze the
roles they've port -ed. Listen to what they found easy or difffcult
about playing the roles. Solicit their help {n adding to the scenarios.
Are there other roles that need to be added? Do some of the roles need
altering? Are the dilemmas realistic and comprehensible? Allowing your
students this kind of freedom will often make them more eager to be
involved {n the role-switching activities {n the future, and their
suggestions will help you "fine tune" the exercises. The group
discussion can also complement the role-switching exercises {f {t 1s
designed {n such a way that it emphasizes dealing with an {ncreasing
number of differing perspectives. Such an approach aids {n what

Moffett (1968) has called "de-centering"; that s, becoming less and less

egccentric.



One way of t{mplementing guch an approach 1s to begin the group

discussion by having {t actually occur in small groups within the class,
say two groups of four students merging to share their tdeas. Beginning
with the smaller groups makes sense for several reasons. First, {t
dvesn't ask the students to move completely out of their subjective views
and see a situation from “he perspective of everyone tn the class.
Second, because {t doesn't ask students to do too much too soon, it s
less threatening and more likely to make the group discussion a
successful part of the role-switching activities. A useful interim step
between small group discussions and complete class discussions may be the
use of a group spokesperson to relay the small group's thinking to other
groups. If the spokesperson {s changed each time, everyone in the group
gets a chance to experience dealing with a little larger audtience, but
without "being out there" alone; the t{deas being conveyed are st1ll group
ideas, not purely personal ones. The final step in this process,
obviously, s to make the students comfortable expressing thetr own ideas
to the class at large and to make them willing to hear and to respect
others' perspectives.

V'hether you are working with students {n small groups, in small
groups with a spokesperson, or in the class as a whole, you should always
be conscinus of the purpose of the discussion. Use the group interaction
to focus on the different perspectives which emerged; emphasize the
newnesgs that cecme ~ut in the role-switching activities. Allow the
students time to "flesn out” a role, accepting any comments which provide
a perspective on the character involved {n the scenario. If used well,
the group discussion can sum up what has been enacted {n the groups and

be a stimulus for yet a whole new perspective based on the total of the
30

- A =




ideas that emerged. Finally, {f you are sensttive to what goes on in
the group discussion, you can pick vo some good tdeas for writing
assignments to follow up the activities. Many times, the groups will
interpret roles differently and debates will emerge. Such s{tuations
lend themselves to good writing topi{cs, ones which encourage students
to resolve on paper what they have discovered through the oral language
exercises.

4. Be flexible in your use of the follow-up writing assignments. All of the

role-switching scenarios are accompanied by suggested writ‘ng
assignments, but you will quickly learn that the students are not always
"up to" the topics. And that s fine. The purpose of the role-switching
exercise3 18 to help students ''de-center," to see si{tuations from many
perspectives and to abstract from that experifence; but the experience 1{s
the most {mportant aspect. The students benefit from the enactments of
the roles, even 1f a formal written assignment does not follow. Some-
times, just enacting the roles requires the students to do things that
are so alien to them that they cannot go yet another step i{n the writing;
sometimes they can only "re-hash" what happened during the role enact-

ments. Accept such an effort, particularly at first.

Remember that there are endless alternatives to the suggested
writing assignments. For {nstance, you can gauge the effectiveness of
the role-switching exercises by asking the students to do a pre-exercise
free write about their views of the chosen topic. The follow=-up writing
assignment, then, can be a post—-exercise free write, recorded {n a
journal for your perusal. As students become more comfortable with rhis
format, the exercises can easily be formalized somewhat by having the

students write a posfition essay before they enact the scenarios. After
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the role-switching exercises, the students can be assigned a closely
related essay topic for their post-exercise essay. Another way to vary
the writing exercises so that the students benefit the most from them 1s

to listen to the groups; let your assignment grow out of the direction

the discussion {s taking. If the students have zeroed in on a key
question which they are hotly contesting, let that become tﬁeir essay
topic. Finally, the writing assignments provided after each scenario, as
well as the scenarios themselves, most readily lend themselves to honing
the students' skills in writing persuasive essays. But their usefulness
1s certainly not li{mited to such essays. The scenarios lend themselves
to several other modes of discourse == narration, description, exposi-
tion -— and to several different methods of development, particularly
comparison/contrast and classificarion/diviston. For example, {n Sample
Scenario #2, all three of the suggested follow-up essay topics call for
persuasive essays. It 1{s feasible, however, that the students might
benefit from an ~ssay comparing cheating in school to cheating at games,
or contrasting the defi{nf{tf{on of cheating as it applies to school and the
defini{tion of cheating as it applies to a boyfriend or girlfriend. All
the essential {ssues are still there, and the students will learn from

manipulating them. So don't feel locked into the suggested persuasive

essay; experiment with what's best for your students in your situation.




PROJECT SYNAPSE-FIPSE
Sample Role-Switching Scenario #2

Dilemma: What should we do about cheating that hurts others?

Scene: Group of students looking at test scores posted near classroom

Follow—up essay topics: 1Is friendshi{p stronger than some moral codes?

Does a friend have the reéponsibility to turn in his or her friend when
that friend {8 doing something self-destructive?

Are there any truly victimless crimes, or do we always hurt others 1in

some way when we violate a rule?

Gocd Student

I worked hard studying for that exam,
and I deserve my "A." 1 know that

a lot of other students cheat. Maybe
someone even copled off of my paper.

Student Who Failen

I failed that test by just a few
points. If the class average had
been just a few points lower, I
would have passed. Probably it was
the cheaters that hurt me; 1f they
hadn't raked up the points by
copying answers, my score wouldn't
have been too bad.

Cheater

I didn't have time to study for
the test. Sure, T copiled off
the paper of the beat student in
class. I couldn't afford to
fatl this test or I might lose
my scholarship.

Cheater's Friend

I know that my friend cheated.
I saw him/her copying off that
good student's paper. And I
know that my friend's cheating
caused some other students to
flunk. I don't think that
cheating 1s right, but can I
really turn in my own friend?




PROJECT SYNAPSE-FIPSE
Sample Role=-Switching Scenario #7

Dilemma: What are the causes and/or effects of Tom and Sarah's divorce?

Scene:

Tom

Sarah, you spend every last penny
I make. You don't care about me
and how 1 have to slave svery day
to put bread on the table and duy
clothes and shoes for the kids.
You're the one who caused our
financtal problems with your
constant spending. I want a
divorce. I can't afford you.

Father Calhoun

Come now, Tom and Sarah. The
Church frowns on divorce. You
know that you'd both be cut off
from the Church {f you did go
through with this. Besides, think
about the effects of your

divorce on your son and daughter.

L}

Holy Cross Catholic Church, Father Calhoun's office

Sarah

That's right, Tom. Go ahead and
blame our marital problems on me.
Just because I try to have a nice
home. Everybody on the block
knows about you and that Sherrie
Brown and how the two of you have
been seeing each other for months
now. I'm the laughing stock of
the town. I'm the one who should
be €11i{ng for divorce.

Dr. Miller

None of you 18 looking at this
realisti{cally. Divorce could be
the answer, or 1t could be a big
mistake. Jealousy and a lack of
communication are probably the
causes of your problem. Let's
look closely.




PROJECT SYNAPSE-FIPSE
Sample Role-Switching Scenarto #8

Dilemma: Jack Spence, a sophormore at the University majoring {n computer
science, plans to work for a large firm when he graduates. However,
yesterday, he was offered a job with Textron Corp. that pays a
beginning salary of $26,000. Because he 1s a bright student, the
Textron representative says that Jack can "learn the ropes" as he
works for them. Should Jack drop out of college to take the job?

Setting: The study room of Russell Hall, Jack's dorm

Jack Jack's dad
Man, this money (s gr-at, and Textron Son, this {s a marvelous
is just the kind of company I'd 1like opportunity. Think of what this
to work for. But, I just don't know means to your future. Also, now
what to do. your mom and I can begin to get
back some return on all those
Ted, Jack's roommate years of investing {n your
. education.
Hey, Roomie, you'd be a fool not to
take the job. Take the money and run. Jack's academic advisor
Think of that new stereo that you
wanted. But Mr. Spence, your son needs to

stay {n school and f{ni{sh his
degree. He'll surely regret not
fin{shing school.

Carla, the Textron representative

But, you don'. understand. Jack
will be able to finish his
schooling {f he wants to. But
our on—the-=job training s so
good that he m»y not want to.




Illustrative Student Essays

The following writing samples, presented as students turned them tn,
1llustrate some of the effects of the role-switching activities. As you
examine them, look for evidence of writing emerging from d{alogue, for depth
in developing a particular point of view, or for ottempts at synthesizing

various points of view.
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Peer-Questioning Activities

Overview

In the peer-questioning activities, students are paired in a pre-writing
activity to help each other "discover" what (nformation they want to tnclude
in a pilece of writing. The students take turns asking each other a series of
structured questions they have before them. After both students have had a
turn {n the role of both questioner and wricer, the students separate to

pr:duce a draft of the writing assignment.

Logistics

For the peer-questioning act{vity, the students are paired; one student
serves as the questioner and atds the other student {n coming up with an idea
for the piece of writing, {n establishing major premises to include 4in the
thesis statement, in unifying the topic, and {n choosing minor support for the
major premises. (Note that one common vartiation of this practice 1s to add a
third role, that of recorder.) The students are provided with a set of
questioning cards which guides them through the questioriing process. The
questicner begins with the first card only {f the assignment has not been
determined by the tnstructcc. If the instructor has assigned a specific
topic, such as an attack or defense of abortion or capital punishment, the
questioner skips the cards designed to atd {n discovering a topic andi begins
with the questions which lead the writer to think about audtences. 1If the |
instructor hac specified the full rhetorical context, the student begins with
the questions pertaining to mejor premises. The deck of question cards can be
entered at any point, but the most {mportant questions are the latter ones
deiling with the detail and forms of support. This section 18 where students

need to i{nvest the majority of their time and effort. The students cycle
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through the cards, repeating the questions or inventing new ones as needed,
until the writers feel confident they have taken notes on all the tnformation
needed to complete the writing assignment.

After the first person has "fleshed out" the topic suffictently, the
students switch roles; the questioner now become: the responder. And the
students repeat the entire process. When the process 1s completed the second

time, the students may separate to write a first draft.

Directions for Students

Students are likely to feel insecure about the activity unicss they
understand completely what 1s expected of thL:m. The following directions will
make the peer—questioning activity work more smoothly:

Purpose: As a questioner, your goal 18 to find out what your
partner means as exactly as possible. This task can be difficult
because sometimes even your partner 1isn'’ sure what he or she
means. For example, suppose your partner says, "I like flowers";
you will want to ask, "What kinds of flowers?" "What aspects of
flowers?" "How strongly do you feel about flowers?" "Can you
compare your feelings about flowers to your feelings about
something else?” 1In this way, you will help your partner write
with more detatl and greater clarity.

Procedure: Feel free to ask your own questions. In fact, the

best questions are those that you make up because you percetive

a need for more information. The questions provided here, however,
may give you a starting point. Feel free to skip around among these
questions, or ask some of them more than once. For example, if
your par :ner dccides to write about cars and stereo systems as

two types of campus status symbols, you might ask for tllustrations
or statistics for both of these subtopics. Try to work through

the first questions as quickly as possible. These questions will
help you to narrow your topic. It {s tmportant to get into the
latter questions which ask for specific details as quickly as
possible.

Turning questions into writing: Encourage your partner to take

notes. You might say, "Why don't you write that down so you'll

be sure to include it when you draft your paper?" On the other

hand, your job {s not to write the paper for your partner. You

are helping your partner to discover and sharpen ideas so that a
reade; will understand what your partner has to say.
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1.

When you and your partner are satisfied that your partner's topic
18 well developed, {t's time to change roles. Your partner will
now ask you questions to help you get ready o write. Once you
and your partner are off writing by yourselves, you may turn to
each other for additional questioning at any time you think {t 1s
needed. You may feel blocked or uncertain about what to write
next. 1If that happens, ybur partner can run through a few
questions that wili help you get back on track.

Helpful Hints

Mode. the process. The students are likely to be confused abouct wha.

they are supposed to do the first time. You can alleviate their fears
by placing yourself in the role of questioner and leading a student
partner through the process. By allowing the students to see how the
activity should work, you can head off some of‘the problems that ulways
come up. Many times, the students who are in the role of writer get so
busy responding to the questions or defending a position that note-
taking 1s minimal. You need to emphasize the tmportance of the
note-taking step when you model the activity, and frequently remind the
students to take notes as they use the activity. Another problem that
can be solved by modeling (s the writer's being led, or pushed, by the
questioner to take a certain position. The purpo;e of the peer
questioning activity 1s to help the studeats {n the role of writer
discover what they think about a toptc. If the questioners are too
aggressive or opinionated during the activity, the writers may give up
their positions and adopt the positions of the questioners. Writers
don't learn much {f this dominance happens. Good modeling of the process
can insure that the writers benefit from the acti{vity. (The University
of Georgia Instructional Resource Center has produced a videotape that

can also help model this activity for students.)
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2. Vary the pairings. Some students are just more verbal than others, and

it {s a bad tdea to always pair a verbal, "take-control" type with a
student who {s verbally shy. Shy students learn J){ttle {n the roie
of respondér, other than the questioners' opinions; and verbal students
learn 1little in the role of responder {f the shy students are i{ntimidated
in the role of quest‘oner. Another reason to vary the pairs 1s to
improve the way the activity (s running. Some of the students are going
to be better at the peer-questioning activity than others. By patiring
students who are having problems with the activity with students who are
doing well with the activity, you can make things run more smoothly.
Probably the most i{mportant reason to vary the pairs {s to allow
students to see different perspectives. Students will benefit from
.88ocilating with a variety of studencs with different backgrounds and
different outlooks. 1If they are patred with gtudents who think too much
as they do, the activity really doesn't teach them anything; tt simply
reinforces what they think. Alsn, the questioners may be less likely to
demand specific {nformatfon and explicit examples for a position with
which they agree. This point leads to another possible advantage i{n
varying the pairings. Often you stimulate better interchanges {n the

peer-questioning activity by pairing students whom you know disagree.

For {nstance, {f a student s writing a paper in support of the current
military bugld-up {n this country, and you know you have a student who
opposes that build-up, pair them, they will both learn from the experi-
ence. Then, the papers you get are likely to be better organized, more
specific, and more logical.

3. Be flexible {n using the peer—questioning cards. The heuristic that 'he

|
estion cards ide d method of tioning; 1t ¢
} ques n r prov 1s a suggested method of questioning; ]




4.

not written in stone. The questions are nec :8sarily generic and abstract
to apply to all possible subjects. They work well with some rlasses,

and not so well with others. They work well with some topics, and not 8o
well with others. Therefore, you need to be alert and {nventive. Listen
to the students as they go through the activity. Are they getting
anything from {t, of are they simply going through an exercise because it
seems to please you? More specifically, 1s their writing really better
for having used the activities? If not, you need to change something.
The best place tr~ start 1s with the cards. Maybe they aren't fitting the
topics you've assigned. For i{nstance, students might find the activity
more difficult to use when asked to write a narrative than when writing
an expository essay. And they probably should, since the peer-
questioning exercise 18 designed to work with expository writing in
particular. So you are left with a couple of options: you can meke the
topics fit the cards, or you can write your own cards. In other words,
you adapt the card stacks that apply to different types of writing. The
important thing, though, 1s to make the exercise benef{t the students'
writinge.

Experiment with the activity. The peer-questioning activity was

originally designed to aid students {n preparing to write persuasive
essays, but {ts usc need not be limited to just that. For example, {f
your students keep journals, {t might be a useful class exercise to ask
them to share a plece of their writi{ug with a partner for cthe p.rpose of
honing their skills at writing journal entries that really say what is
intended. Or they may want to work together to write an «ssay from one
of their journal entries that they never intended to make public. For

the latter exercise, {t's a good 1dea to let the students choose which



piece they'll expand {nstead of dictating what they'll write. Let the
students choose tne piece which tmpresses them. You're bound to get a
better essay 1f they care about the topic.

Sometimes {t 18 useful to have students run through the peer-
questioning activity for a second time after they have produced a draft.
They may want to meet with the original partner briefly to check how
closely they've adhered to the suggestions made at first. But, {t is
also a gnod 1dea to let them get a fresh, new perspective on thetr
draft by going through the activity with someone new before the writing
of the final draft. One thing to watch for, however, {s that the
sessions doa't turn {nto "grammar scans.” Comments about grammar, usage,
and such are good, and that kind of 1nform;t10n should be exchanged at
some point. But 1t will only iaterfere with the development of the
paper {f the writer (s st{ll in the revising stage. When the paper s
ready to edit, let the students meet again briefly, but not i{n the roies
of questioner and writer. They should meet the last time in roles of

proofreaders for each other's papers.
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Peer-Questioning Cards —- Set 1

The following questions were developed especially to help students
develop detail and support, though they may be used to guide students to
construct a full rhetorical context for their compositions. Students may use

these questions in varying order and should see them as starting points for

discussion.




Questions for fizding a topic:

Did your {nstructor assign any parti{cular subject area?
Examples: Write about a short story you read {n class.
Write about an international crisis {n this week's news.

Answer the question, "What is the most noble reason for
pursuing a. college edv:ation?"

Questicns for finding a topic:
Did your instructor assign any particular form of writing?
Examples: Compare and contrast two types of athlet{c games.
Define the i1dea of good sportsmanship {n athletics.

Tell a personal narrative about an {mportant incident
in your experience in athlet<cs.

Questions for finding a topic:

Is there some topic in which you're especfally interested because it
1s important to you?

Examples: Employment. prospects for a business major.
The history of place nasmes in Georgia.

ihe major factors that cause marital tensions.

Questions for finding a toptc:

Is there some topic that {nterests you either because you know a lot
about {t, or ber .use you'd like to learn more about 1t?

Examples: How style of dress affects the impression you make cn
others.

How the visual effects in popular scilence fiction
movies are achieved.

How insurance companies make profits.
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Questions for finding a topic: ]
Did your instructor assign <ny particular audience for your writing? I
Examples: Write for your classmates in this room.

Write for your instructor, who 1{s a college professor. l

Write for a general, crltivated veadership.

Juestions for finding a toptc:
Did your {nstructor assign any particular purpose for writing?
Examples: Relate a story.
Explain a process for making some product.
Describe a scene.

Argue a posfition.

Questions for dividing your topic (major premises):
Does your copic break down into some sequence in time?

Examples: First you choose the tngredients, then you turn on the (
oven, then you grease the panr . . .

First factories burn fossil fuels, then sulphur dioxide is

released into the atmosphere, then the sulphur dioxtde 'i«comes
sulphurtc actd, then the rain washes down the actid . . .
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Questions for dividing your topic (major premises):
Are some points more tmportant than others?

Examples: Atle-ta 1s a center for transportation, high technology
{nuustries, and fi{nance. NOT, Atlanta 1s a center for
transportation, high technology, and also has the Varsity
restaurant, and also used to have a professional soccer
team, but it went under t zause of poor support.

We need to exercise our right to vote so that the best
candidate can be selected, so that wirning candidates

will know how strongly the public soports their

positions, and so that foreign enemies will not feel that
our system o! government {8 weak. NOT, We need to exercise
our right tc vote so that the best cand“date an be
selected, so that winning candidates can guag: their public
support, and so that we can chat with our neighbors while
standing in lgne.

Que~tions for dividing your topi: (major premises):

What must be present for your subject to be what 1t 1s, and not
something else?

Examples: For a date to be truly successful, {t must tnclude good
talk, some kind of tangible goal, and honest affectfon.

If the talk 1s missing, you have an activity or a project,
but not a date. 1If the goal 1s missing, you have a visit
or a conversatifon. If honest affection 18 missing, you're
stuck with a soci.l obdligation.

It doesn't make sense to speak of "classic" rock and roll
music. For music to be classic, {t must be apprectated by
people of many different ages and cultural backgrounds. It
must be a vehicle which binas performers to a common
tradition, but sti{ll allows them to express themselv-es,
Classic music must be subtle enough to allow listeners *o
ipterpret 1t {maginatively.




Examples:

Examples:

-

Questions Zu: Jividing your topic (major premises):

How 18 your subject 1ike something else, and how 18 1t different?

Football s lt{ke war becausa {t {nvolves competition,
strategy, courage, and loyalty. It 1s different from
war because in football, people participate by chutce.

Raising a child 18 not 1like painting a pfcture. In
painting, an artist has total control over the creation,
limited only by his or her technique. In parenting, the
child 1is exposed to so many influences that the parent
cannot control. In both painting and parenting, however,
the creator's ego 18 very much tied up in how people
respond to the product.

Questions for dividing your topic (major premises):

What must your readers understand or believe before they understand
or believe your main point?

World War I came about because mil{tar{stic powers were
arming themselves and had to find some outlet for their
military power. The s{tuation today 18 similar to that
which preceded World War I. If tbe super-powers continue
to arm themselves, we will {nevitably be drawn {nto another
world-wide conflict.

There 18 good reason to believe that criminal behavior
should be thought of as a bfological disorder. An infant's
sex {s determined by chromosomes. Females have two X
chromosomes while males have one X and one Y chromosome.
Genet{cists have discovered that many violent prisoners
have an extra Y chromosome. Their criminal behavior 1s
preordained by their chromosomes.

o
~I
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Quest.ons for unifying your topic:

Which of your subtopics are at the same level of abstraction or
generality?

Examples:

The parts of the flower are the pistil, stamen, and petal.
NOT, Flowers have pistils, stamens, &nd petals, and
orchids are among the most difficult flowers to cultivate
in nortlsrn climates.

An i{nadequate high school educatfon leaves graduates {11
equipped for the job market, for higher education, and
for fulfilling personal growth. NOT, An inadequate high
school education leaves graduates {11 equipped for the
job market, for higher education, and 1s a common problem
throughout America.

Quest.ons vo make your meaning explicit (mi{nor support):

How do you know?

Examples:

"The 1965 Mustang 1s the most sought after classic car."
"How do you know?"

"Well, I've gone to a bunch of classic car meets in
Atlanta, one i{n Knoxville, and one i{n Jacksonville. Also,
I read some classf{c car magazines. There are always more
notices inquiring about 'é&5 Mustangs than any other kind
of car."

Questions to make your meaning explicit (minor support):

What do you mean? “an you define 1t?

Examples:

"Playing rock and roll music doesn't really require
much talent."

"What do you mean by talent?"

"Well, {n jazz you need to {mprovise a lo: more rhythms,
chord progress{ions, and keys. In classical music you
need a great deal of control over technique {f you're
going to express yourself. So I guess I mean that
playing rock and roll music doesn't require that you
master a wide range of improvisational ski{lls, and {t
also doesn't require much control over technique."




Questions to make your meaning explicit (minor support):
Can you give me an example?

Examples: '"In America, the military 1s not supposed to run the
government, but it often turns out that 1t does."

"For instance?"

"Just look at all the career milifary officers who have
held high rank i{n the government. Ulysses Grant and
Dwight Ei{senhower became presidents after commanding our
armies. Senators Denton of Alabama and Glenn of Ohic are
career milttary officers."”

Questions to make your meaning explicit (minor support):
What's {t 1like? Can you describe {t?
Examples: 'It happened on a very cold day."
"Can you describe the cold?"
"It was the kind of Jay that makes your nostrils freeze
together after about 30 seconds outdoors; the kind of
day wher. the ground 18 so frozen {t feels like you're

walking on concrete; the kind of day that your skin
sticks to the gas nozzle when you f1ll up your car."

Questions to make your meaning explicit (minor support):

Can you tell me about an incident that {llustrates your point? Can
you give me an anecdote?

Examples: '"Everyone knows that dogs are loyal to thetr masters, but
birds can be just as devoted."

"Do you know a story about 2 loyal bird?"

"Well, {t happened to my brother when he lived in an

apartment {n Chicago. He couldn't have pets, but he had

this pigeon that he would feed outside his window. Once

my brother was awakened by a light knocking on his window ..."
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Questions to make your meaning explicit (minor support):

So what?
you draw?

Examples:

What's the significance of that point? What conclusion do

"When Atlantic City, New Jersey, first allowed casino
gambling, all of the operators were legitimate. Five
years later, howevar, much of the gambling 1s controlled
by gangsters."

"So what? I thought your topic was about legalizing
marijuena."

"That's my point. If we legalize marijuara, we may intend
to have sales run by legitimate businesses. But sooner o~
later the mob will move i{n and take control."

Questions to make your meaning explicit (m’.nor support):

Is 1t like something else that I caa understand more readily? Can
you give me an analogy, a metaphor, or a simf{le?

Examples:

"We can't just think abou% what's good for America. 1In
the long run, we need to think about what's good for the
entire Earth {f America 1s going to prosper."

"Can you explain that to me in other terms?"

"The situation i{s like that of a persoa who runs an apple
orchard. A road ts being built, and the apple grower is
glad that the road will be on her neighbor's property and
not or her own. Byt the next sesson her apple crop is very
poor because the bees that used to live in hives on the
neighbor's land have been chased away by the road constiruc-
tion. The apple grower's trees can't beer fruit because of
sowething that happened to the bees next door. All the
countries on Earth are interdependent economically and
ecologically. We can't make the same mistake as the apple
grower and think that our neighbor's problems won't affect us.




Questions to make your meaning explicit (minor support):

Did someone else with a great deal of credibility have something to
say about your point? Can you cite an authori y?

Examples: “You don't have to know everything you're going to say
when you start writing a paper."

"Who says? That's not what my ninth grade teacher told us."

"The poet and editor Join Cilard{ said so in an essay in
Saturday Review called 'On Writing and Bad Writing.'
Ciardy{, who after all r.ally ought to know, satd that
writing was a process o groping and changing."

NOTE: You must always document sumeore else's f{deas through footnotes
or other means.

Questions to make your meaning explicit (minor support):
Did =2~meone else say that ecpecially well? Can you give me a quotation?

Examples: "It seems a shame that the television news gives so much
coverage tc every single murder, but hardly any coverage
to the drought and starvation {n East Afrtca."”

"People have probably been saying that for years."

"well, {t's like what Joseph Stalin, the Soviet dictator
during World War II, said: ‘'When one person dfes, that's a
tragedy, but when a millfon people die, that's just a
statistic."

NOTE: You must always document direct quotations through footnotes
or other means.,
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Questions to make your meaning explicit (minor support):

Can you generalize that {n numbers? Can you give me a statistf{c?

E-amples:

"Women {n the job market earp a lot less than men."
"How much less? 1Is 1t just a small difference?"

"According to figures compiled by the U.S. Bureau of Labor
Statistics, on the average women earn about 50% of what

men earn. Of course part of the reason for that discrepancy
1s that women hold a disproportionate number of low paying
jobs. But the same study shows that on the average {f a

man starts out at a salary of $20,000 a year, a woman can
expect to make $18,000 a year starting out at the same job."

NOTE: You must always document the source of speciffic information that
may not be widely known. Do so by means of footnotes or an
equivalent method.

62




Peer Questions Tards — Set 2

The following set of questions was adapted expressly to help students
draft assigned expository and argumentative essays. They can also be used for
between-draft peer questioning as an aid to revision. The purpose of these
_ questions (s to help writers refine and execute their internded plans in order

to produce a more polisned and effective ptece of writing.
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What 4{s the topic? What are you going to write about?
--"Let's bratnstorm a 118t of thiigs we know enough about to write on."
=="Okay. You think out loud and I'll jot down what you say."

--"Let's see . . . surviving as a freshman at UGA, the best night spot
in Athens,; body building, the ten all-time best movies, how to pass
the Regent's Exam . . .."

What are the constituent parts of your topic?

--"You're writing about selecting a career. What major points do you
plan to cover in your paper?"

--"Well, 1t's a big topic. I could write abou% how college wajors,
personal interests. or physical stamina affect ccreer chotce. Then
there are also family businesses, personal values, travel oppor-
tunities, morey factors, and dozens ol others . . ,."

From your point of view, what are the three (3) most significant constituent
parts of your topic?

=-"All of that does relate to career choice. But you'd have to write
a book to get {t all {n. Whet three major areas will you discuss?
What three are most essential?"

--"1 suppose personal interests, ahilities, and prior experience
relate most tc career chotce."

What evidence —— statistical facts, examples, opinions of experts,
narrat.ve -- can you give {o support the consti{tuent parts of your topic?

-~"How do you know that a 1967 Chevrolet Nova {s a good tnvestment?"

--"Chevrolet's production figures show that only 10,000 of that model
and year car were made. Experts cited i{n a recent Super Chevy
magazine estimate that only 2,000 of these cars remain in service
on the road today. Examining the weight to power ratio shows the
l1kelithood of faster excelleration . . .
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Do you anticipate any opposition?

--"But the car {s seventeen years old. Parts must be hard to find and
expensive. You would have “o spend a lot of time and money restoring
the car. You would never get your money back out when you try to
resell the car . . . ."

--"1 see how that might be a first impression. But current {ssues of
Hemming's Motor News quote prices from $10,000 to $4,000 for these
cars. Auto clubs, swap meets, junk yards, and even Chevrolet
dealers provide avenues for parts' avatiability and competitive
pricing + .+ .+ " '

Where will you look for additional facts or evidence?

—-"Maybe this car does have investment possibilities. Where else can
we find information?"

--"Let 's check tssues of all the leading car magazines for feature
articles. Interviewing members of auto clubs may also tell us a
lot and give us i1deas for other sources of {nformation. Spectal
books have been published on these cars . . . ."

How will you begin?

--"What can you do to capture the attention of your readers? What's
an interesting opening *or this paper?"

-~"How about a leading questions like 'Have you ever wondered how it
feels to be {nternationally recognizad?' Or maybe an assertive
statement ltke 'I've found {t: the best barbecue in Athens.' Or
a catchy phrase . . . ."

What {nformation will be included in your introduction?

--"The {nformation in the introduction can help the reader anticipate
what you'll cover {n the pitece. What do you want your reader to be
ready for in this paper?"

--""The fact that there ere many ways to stay in good shape, one of
which {s working out witn weights. But weight workouts require
careful supervision to be effective rather than harmful . . . ."




What {s your thesis?

--"That's good information in the introduction. 1It's also helpful to
your reader and for you as the writer to pinpoint the main focus of
the piece in one informative sentence. What's that one sentence =--
the thesis — for this paper?”

--"Well, I want to focus on the qualities needed for surviving the
freshman year of college. Maybe my thesis could be something like
'Surviving the freshman year 1s thus a matter of wits, determination,
and a healthy sense of humor.'"

Can you give five (5) examples to 1illustrate your major thesis?
--"Politicians are crooks" 1s my thesis.

—-"Well, Richard Nixon was forced to resign, and so was his vice
president, and then there was « « .."

How are you going to end your theme?

--"Looking ahead to the ending of the piece may help you t1ll in the
gaps between the opening and the conclusion. What will you say in
the conclusion?"

—-"1 want to re-emphasize the main point that playing the stock market
18 not a game, but a serious undertaking requiring previous experience,
expert guidance, and 1 willingness to take reasonable chances . . .."

What will the last sentence of your theme say?

--"Ending the paper well 1s just as important as opening well. How
will you make your ending show some pizzaz?"

--"Since I've quoted experts, in'erviewed practitioners, and accounted
for the main points of the oppesition, I think I'll end with an
assertive s'.atement. Maybe sonething like 'Not only 1s rock music
a recognized form of expression, but 1t {s definitely the mueical
mode of the tuture' 1s a good final sent:nce for this piece . . .."




Who 18 the audience?

=="Your topic 1s 'new options for utilizing the resources of our elderly
or retired population.' Who might want to read about this topic?"

--"Retired people may read 1t to find out some options open to them
for productively using their free time. Local service agencies
may want to investigate ways the elderly can provide volunteer
services for clients. Relatives may want ideas for cheering up a
lonely grandaunt . ... ."

Which ideas will your audience probably accept? Which will they reject?

-="'Aging' can be a touchy subject. You want favorable responses.
What will your audience find reasonable and acceptable?"

--"We all know that retired people have years of valuable experience
in areas of expertise that they can share .ith us. Many older
people have successfully coped with personal losses, serious
illnesses, or the changing values of society; they can help us learn
strategies for dealing with these, too « « « ."

=-"1 agree that those are positive points. What can you predict as
obvious audience turn—offs? What will your audience reject?"

-=="No one 1likes to be referred to »s 'useless,' 'old,' or 'probably
senile.’ T1'll need to avoi’ negative or sexist terms. Stereotypes
aren't acceptable, efther « « . ."

What might be some good titles for your theme? |

—-"Looking at your entire piece, what title could you give {t? Does
it need to be serious or humorous? Will a short questions serve as
your title? Or do you need a more formal title?"

--"There seem to be several possibilities you can help me choose
among. How about one of these?

Investing With Care

Money: Never Leave Home Without It

How To Be A M{llionaire By Age Thirty

The Stock Marlet: A How-to Guide

Never Say "Crash" Again o o o Q"




Whose opinions are you expressing —— yours or chose of experts?

--"What reasons do you have for saying that our educational systea
needs some innovative changes to meet our future needs?"

--"In their recent books and reports, Boyer, Goodlad, and the
President's Commiss{on on Excellence in Education have all made
specific recommendations for educational chang¢. Speciffcally,
they suggest a longer school day, more hozework . . . ."




Illustrative Studen: Essays

The following writing samples, pre¢gented as students turned them in,
{1lustrate some of the effects of the peer-guesticning ectivities. The papers
labeled Before reflect students' initf{al thinking on the :inpic. The papers
labeled After show students’ elaborated ideas about the topic and a greater

awareness of detail valuable to readers.
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Forensic Discussion Activities

Overview

In the forensic discussion activity, the class divides into two large
groups or teams and debates a question on some policy or situation. In order
to promote movement toward a detached, technical appreciation of argument,
students identify (1) the type of argument used by the preceding speaker from
the other team, and (2) the role within the policy debate of that speaker.
The students make these identtifications before being allowed to add their own
comments. Midway through the class period, the two groups switch positions
(physically and argumentatively) and take on advocacy of the point of view
they had previously been opposing. Persuasive writing assignments may follow

each forens{c discussion.

Logistics

Give the class the question of policy phrased as a debatable resolution.”
For example, the statement might read, "Resol -ed, the police should be able to
stop and search anyon. they suspect might be dangerous even 1f they (the
police) have no specific evidence that a person has committed a crime."
Divice the class {nto two groups and assign one group the task of swvpporting
the proposed policy and the other to defend the status quo. (To thwart
arguments about position assignmerits, perhaps now would be a good time to
assure the students that tl..:y will have an opportunity to debate the other
side of rhe 1ssue later.) Students may have in front of them during the
debate a copy of the two guides: (1) Types of Arguments, and (2) Role of
Arguments i{n Policy Debates (see pp. 61-63). The Pro group begins, followed

by the Con group. Before the speaker for the opposition (Con) can give

opening comments, he or she must first identify the type and role of argument




used by the Pro speaker who began. The rest of the debate will foilow, with l
e.ch group alternating {n turn. The instructor will sa2rve as referee to
insure that each groun alternates properly and that each speaker identsfies
the type and role oé argument used by the preceding speaker. After
approximately '5 or 20 minutes (4instructor discretion), the two groups stand
up and actually exchanie sides of the room. At this point, the debate starts
over with each group advocating the position that 1t nad been opposing. The

debate concludes fter 15 or 20 minutes more and writing assign nts aro

4ven.

Rationale fo. Stucents
Students may benefit from & rationale guch as the following one:
{

Must of us have opinfions about almost everythi.,. (In faci, {f we do not
have opinions, probably we have not taken the time to think through the
ie ne.) 1It's tmportant, however, to do more than just assert our

op. ions. Support and reasoning are crucifal in argumentative writing;
for, unlike arguing face to fa:e with an opronent where we can use
gestures and expressions thar convey strong feelings about an {saue, an
argumentative :h-me 18 wcu ur lost on *"e stre:.gth of the written text.
In these forensic discussions, we leain to be analytical about our

reasoning so that we con better support our points of view when we do
write.

Helpful Hints
Each {nstructor will have to adapt the aciivity where necessary to fit

into the parameters of particular settings, but hei: are some suggestions that

le Mcdel the process. All of us neve some degree of reticence at the start

may make for smoother runring forensic discuss.ons: ﬂ

at a.1 possible, get a colleayue to heip you model the activity. Despite
the fact that “he two ¢ you will be dofng all the arguing (in the actual
debate, group merbers will take turns arguing), the scudents will get a

good {dea oi how the activity should flow. Begin by explaining t™ . rules

o - 77 - 83

of something new. Remember this fact app .es to your students, too. If I




2.

of the activity, making certain that the students understand shat fol :ws
what. Peruaps you and your colleague will want to use a prepared script
that clearly {llustrates or gives attention to the type cof argument and
role of that argument. For example, my opposing response to my
collengue's proposal for a policy change could go something 1ike this:
"Ellen, ycur use of examples {n your comments {s good, but they are not
significant enough to warrant the need for a new policy . . . ." Here
the focus 18 on .he words "examples" and "need." . have recognized that
my oppunent used examples as support for her essay, and I have tdent{fted
them as such. Also, by mentioning "not significant enough to warrant a
need," I have tdentified the role of my opponent's example argument {n
the debate. She was arquing the "Need for Proposrl™ role (see p. .).
Alter you and your colleague have run through the activity for 10 to 15
minutes, exchange sides and positions just as the students are expected
«0 do. Then proceed for 10 to 15 minutes more.

1f you find that the students are weak in identifying the type cf
arguvments used, you may want them to keep a checklist. Each time you or
your colleague begins a comment, ask tte students to jot down the type
of argument and role that they think the two of you are using. After a
session, compare your assessment of what you and y.ur colleague actually
did with what the students picked up on. In this way, you assure that
this information 1s learned and that the students see how t o activity
should progress.

Give careful consi{deration to tha composition of the two grouvs or teams.

Possibly, in both groups there could be found students who are perfe-*ly

content tc¢ back and let otlier, more enthusiaetic and vccal -embers of

”

tha - '0.p du all ‘the research and actual debating. These students
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3.

will remain unproductive within what 1is re.erred to as the "Leaderless
Group" (see pp. 11-18: "Using Groups to the Best Advantage"). You will
need to intervene here, possibly even to the point of 2ssigning the
members of both groups. If you must make group assignments, be certain
to achieve a good mix of vocal and less vocal students, as well as a mix
of those students who are self=-starting and will do the necessary
research along with those who need prodding to get to tlu library.

Tou may want Lo suggest thar sach team chocse a captain and a
co-captain to be in charge of the efforts of the group as {t prepares for
the debate. Making certain that every person on the team has a research
point to investigate and that every member has a time to speak during the
debate are just two of several duti.3 that this captain may have.
Everybody does the necessary research tc¢ argue the team's position,
but the captain may serve as "ramrod" to get the work d~ne.

Allow for adequate research time. keep in mind that students who lack

extensive prior knowledge about debatable fssues of policy (i.e., most
bacic writers) will definitely need time to do research {f they are going
to argue with any effectivenss. If thc question of policy which 1s being
used 1s a gsophisticated or complex one, students wil) need more time.
Additionally, you may want to have an informal btainstorming session with
the class to generate a listing of resources and information centers
that may be available to the team members. For instance, while
researching one of the policies (police authority to "stop and
search" suspects), the students in sne class discovered in the county
which 1s home for their univers :y that there were five separate law

enforcement agencies, a successful legal aid center, a police training

academy, and an active chapter of the American Bar Assoctatf{on in




addition to their campus library and the law s hool li{brary. Needless to
say, these students had ample resources for interviews and printed
material, and, {n one instance, they obtained rae report of an actual
“stop and search" {ncident provided by one of the police agencies.

Make sure the debate follows the rules set up 1in the logistics' outiine.

If the ques {on of policy 1s a controversial one and {f the students have
done their research and have powerful points, there may be a tendency to
forget or forgo the establisned protocol set up for this activity,
especially 1f the side versus sidz arguing becomes heated. You must
referee to make certain that the groups alternate i{n turn. Also, ycu
must irsure that each new speaker, before commenting, first dJentiftes
the type of argument and the role of the argument used by the preceding
opeaker.

After the forensic debate activity has been used several times
and you can be sure tuat your students can ideatify the various types of
arguwents and the roles »f those arguments, you may want to release the
students from having to make these tden.iff{cations. 1In actuslaty, you
will probably be less concerned about the accuracy of the students'
iden%tifications and more concerned that they make the effort to be
analytical about the reasoning beiore {njecting their own views.

Allow for persuasive writing assignments to follow each of the debates.

If time permits {mmediately after a debate, but definitely within the
next day or so, have the stidents free write to clear up their {deas

fror the fray that may *.ve occurred during the debate. This early
writing allows the students to get their ideas and the tdeas and opinions
brought up by the opposition into some perspecti{ve. La.er, you can have

the students write an argumentative theme that allows them to use all of
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the inf>rmation obtained both from tneir own research and that di{scovered

by looking at the topic from the angle of another student.
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PROJECT SYNAPSE~FIPSE
Forensic Discussion

2.

S.

Types of Arguments

CAUSE_AND EFFECT: Something 1~ the caure of something else. Irf we

Exampie:

EXAMPLE:

Example®

ANALOGY:

Example:

SIGN:

Example:

AUTHORITY:

Example.

observe an effect, we can be pretty sure that the
cause 1s responsible. If we observe the cause,
we can be pretty sure that the effect will follow.

1f we legaliie marijuana, more peoples will become hooked
on hard drugs, since smoking marijudana causes people to

try hard drugs. After all, once you've uroken one law
against drug use, 1it's easy to break another. Alzan,
mar{juana gives us bad judgment, so {t's harder to
regist the temptation of hard drugs.

What 1s true i{n a partic-:'ar example (or examples)
18 true in general.

If more people use marijuana, we will see more tragic
deaths from drug overdoses. ter all, uim{ Hendrix,
Janis Joplin, and Jo%n bellushi were all tiought to
have died from drug-related causes.

What 1s true in one case will be true in another
case that 1s similar.

We should legalize marijuana because we are just
wasting money trying to prohibit {t; we'll never be
succes3ful {n wipirg 1t out. After all, think about
the period during the 1920's when alcoholic beverages
were prohibited. The government eventually had to
return tc allowing alcoholic consumption because
Prohibition simply wasn’t working.

When two things usually occur togecher, 1f we
observe one of those things, we can be pretty
sure that the other exists.

When we allow marijuana use to Zo unchecked, we are
allowing our civilization te fall apart. Whenever
lirg. numbers of pecple pursue pleasure that has no
constractive effect, that's a sure sign that
civiiization ig going down hill,

If a competent expert says something, it's
prebably true.

The District Attorney or Blue Earth County agrees
that we shculd legalize msrijuana. She has
prosecut d a large number of cases involving
marijusna possession, and she concludes that these
coiu1. cases arz a waste of the taxpayers' money.

§8




PROJECT SYNAPSE-FIPSE
Forensic Discussion

Roles of Arguments in Policy Debates

Supporting the new proposal:

If you are supporting the new policy you must show three things:

l. NEED: There 18 a problem, and the existing policy does
not solve {t.

Example: Drug snuggling 1s a major problem {n the
United States. Many violent crimes are
committed by criminals engaged in drug
smuggling. Stiff laws which make possessicn
of mari{juar - {llegal are not stopping the
drug smuggi s.

2. SOLUTION: The new policy would help to solve ihe problem.

Example: If mariiuana were no longer illegal, then
bringing marijuana into the country would
no longer be a criminal activity. Legitimate
businesses would take over and violent
criminals would no longer be involved.

3. PRACTICALITY: The new policy can be implemented and would
not create new problems that might be just
as croubling.

Example: It would take a simple act of Congress to
legalize marijuana. 50 many people use
mar{ijuana now, that there probably wouidn't
be much increasa in us~ge. Besides, even
1f more peojle did use mac{juana, the
situation wouldn't be as u.d as all the
drunk drivers on the road who use alcshol.
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Attacking he new proposal

(s.pporting che exista.z policy):

If you are attacking the new policy and defending the policy which
already exists, yr ' w: st show three thing::

l. NO NEED: The

the
Example:

existing policy does a good job of controllang
problem.

The existing laws which make mar{ijuana {llegal
have a powerful effect. These 'aws keep most
youngsters from running around intoxicated

all the time. Most youngsters who do use
mar{juana use {t sparingly because {t 1s
pretty expensive, and they are also afrafd of
getring {n trouble with the law.

2. NEW POLICY WOULDN'T WORK: Even {f there were a big problem,

Example:

the proposed policy wouldn't solve
1t 3

Even 1f mar{juana were legalized, we wuitld
set1ll have the most dangerous kind of drug
smuggling. Narcotics, like coc2?{ne and
heroin, would st{ll attract the most
violent criminals.

3. NEW POLICY WOULD CREATE PROBLEMS: If we adopted the proposed

Exaxmple:

policy, we would face a
whole new set of serious
problems.

If mar{juana were legalized, we certainly
wouldn't allow voung kids to use it, any
more than we allow young kids to drink
alcohol. We would need a whole new set of
regulations and a whole new get of police
procedures to make sure that young kids
don't get hold of mar{juana. Keeping
alocohol out of thesir hands {s erough of a
problem. Why add this one?




PROJECT SYNAPSE-FIPSE
Forensic Discussion

Sample Resolutions

Suggested topics for discussion and follow—-up essays. The following are
resolutions advocating new policies:

Theaters that show seaually explicit f1lms should be shut down.

The power to serd Amzrican soldiers (nto combat in undeciared wars should be
taken away from %Zne Presi -nt and given to Congress.

Undergraduate students should have the right to create their own programs of
study; there should be no college regulations about required courses.

Police should be able to stop and search anyone they suspect might be

dangerous even {f they have no spectfi{c evidence that a person has committed
crime.

There should be no violent episodes allowed during prime televieion viewing
hours.

People who send their children to private elementary and high schools should
be given a break on their taxes.

Students should be able to dectde which college faculty members are hired or
fired.

Scholarships for college study should be based only on academf{c ability, and
not on financial need or athlet{c abilgty.

Every healthy Americuan male and female should b> required spend two years
in military service immediately following high school graduation.

Courses in music appreciaticn for high school and college students should be
about popular music like rock and roll, jazz, and soul music.



Illustrative Student Essays

The following writing samples, presented as students turned them 1u,
iliustrate some of the effects of the forensic discussfon activities. Notice
the use of a reportorial, detached point of view and the fnclusion of specific

suppcrting stati{stics and details.
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The Role of Grammar Instruction

The role of grammar {astruction i{n the teaching of speaking and writing
has long been an issue of debate. During the last several years, however,
theoriste and practitioners have basically agreed that grammar taught out of
the context of meaning-making activities does little to improve students’
sk{lls with grammar, usage, or mechanics. Such instruction, often remedfal (-
nature, tends to focus on error and thus discourages students from taking
risks with new constructions. As a result, students become overly concerned
with keeping sentences mecharically correct. Driven by what they perceive as
rigid rules of grammar, some students may even sacrifice certain tdeas {f they
are uncertain whether they cuen express them in error-free prose. Ccnse-
quently, instructors encounter difficulty in determining which constructions
students know and use competently, which ones they are simply afraid to try,
and which ones might appear in students' writing with appropriate instruction
and encouragement. A related problem {s distinguishing between errors of
ignorance, misunderstanding, or linguistic interfrence and errors of
forgetfulness, tnattention, or carelessness. The former may require some
airect instriuction. The latter require that students expend more energy in
monitoring their own writing. The motivation to monitor arises most naturally
when writers engage {n authenti{c communication events.

The approach to tnstruction in writing mechanics rerommended to accompany
the program of oral communication exercises 1s two~fold. First, teachers must
be prepared to engage in some direct {nstruction i{n grammar and usage, but not
as rote, workbook drill. One purpose of this direct instructfon is to inform
students about matters in writing mechanics of which they are truly ignorant,
to let them know, for example, of the power of the appositive phrase and the

manner in which {t {s embedded in sentences. Another purpose {s to encourage

- $05




students to take risks with conscructions about which they are uneasy, to let
them experiment, for example, with transforming prose which ts over-burdened
with surbordinate classe3 into prose which exploits the full aiversity of
verbal and nominal phrese constructions. To accomplish these ends, the best
texts to use are those which the students themselves have p}oduced -- thetir
own compositions. Instructors have no teacher's manual to follow in this
endeavor. Rather, they must exercise their sensitivity to the kind of
language their students are producing. When student wr{tings seem to
systematical.y display certain errors, or systematically ctrcumlocute around
certain constructions, the {nstructors will pull passages from the essays for
class presentation. These are dealt with in the spirit of problem solving.
“What other ways do we have to express these ideas?" "What are the advantages

of one expression over antoher?" "Let's experiment with other ways of

packaging this {nformation." "Let's think abo:t how we can phrase tiis and
Punctuate this to ease the readers' burden, to provide clear signals rather
than forcing the reader to navigate by guess work.™

The second approach to writing amechanics approach recommended here asks
students to become sensitive to diffi{culties {n their own essays, to become
more industrious in becoming self-monitors. Reading their works aloud {s one
technique that helps in this regard. A second {s the {ndividual assignment of
specific writing mechanics modules that point to errors in the student's

I
|
I
I
|
|
I
I
I
|
I

writing. During the first weeks of class, students write diagnostic essays.

These are "power tests" in the sense that students are given prompts which ask

then to revise them for a reader who will be put off by mechanical errors (a '

newspaper editor). The revision orompt gives students a chance to rectify

errors of haste, carelessness, and inattention. Instructors identify

violations (and occasionally idencify constructions that students seem to be

1og
‘ - 100 -




\
|
avoiding) in each essay and attach corresponding modules. The modules, eaclt
of which 1s highly focused, {n addition to providing examples and exercises

for student review, ask writers to return to their essays and figure out why
the particular module was assigned. They are to rectify their own errors.
From time to tome during the term, i{nstructors also assigned (or reassigned)
modules on an individualized basis depending on recurring prodlems evident {n
students' essays. With tnstruction thus fresh in their minds, students
re-read and evaluated their own constructions with the goal of polishing and
"tidying ﬁp" their pleces. The making and marking of errors were
deemphasized, while the correction of errors became a natural, integrated part
of the composing processes of these students.
The advantages of the modules are taus three=fold:
=-The modules allow students to work on those areas in which they
display weaknesses. A student who can properly use pocsessive
pronouns, and who displays th.s 1n actual writing, does not have
to sit through a lesson on pnssessive pronouns. Each module
covers a very narrow type of writing convention.
-=The manner {n which the modules are delivered demonstrates to
students that the need for working on writing conventions arises
from weaknesses in their cwn work. Students know that they are
asyigned modules because of something they, themselves, did. The
"Now 1t's Your Turn" section of the modules encourages students
to return to their own writing and apply the modules' lessons.
-=The modules remove drill {n grammar and mechanics from the
classroom. Students work on the modules outside of class
where they have an opportunity to work them through with some
reflection. Concomitantly, the focus of the classriom is

drawn away from surface error remedfatfon so that the class can
properly fcocus on enhancing more central rhetorical skills.
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Sample Grammar ‘fodules

The following are the grammar modules used i{n conjunction with a program
of oral communication act‘ "{ties in corposition classes. The modules were
attached to student papers 1f the corresponding error was noted within the
papers. Students then worked through the modules and returned to their own
papers to spot and correct their violations. Differert groups of students may
characteristically produre different types of errors. Some {nstructors may

therefore need to construct additionai modules Jor use {n their classes.
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Writing Mechanics Modules: Master List

Commas In A fer{es

Commas After Introductory Expressions

Commas With Non-Restrictive Clauses and Phrases
Commas To Separate Main Claures 1in a Compound ' entence
Sentence Fragments

Subject-Verb Agreement

Pronoun—Antecedent Agreement

Reflexive Pronouns

Reiative Pronouns

Possessive Pronouns

The Possessive/Gerund Construction

Participle and In initive Verb Forms

Verb Inflection

Conjunctive Adverbs

Definf{te and Indefinite Articles

Apostrophes

Quotation Marks

Semi-colons




COMMRG IN A SCRLeS
S IFLLES
fhe contractor purchased plywood, ralis, shinglss. amd tarsaoer
at the buirilding supply store.

The warm, sparkling fire flashed gquietlv 1n the deen hearti.
(Compare: The warm and sparkling fire flashed guietly 1n the deep
hearth.)

{NOTE: Sometimes coordinate adjectives, like warm. spszriiing 1n
the sentence above. are read more smoothly wilthout commas.
Consider: The warm sparkling fire fiashed gquietly 1n the deer

hearth.)

Rule
lJee ~ommas between 1tems 1N & series.

0- |

CONCEFTS
Series: A series 1s lite a list. Anytime you string together
words or phrases o+ the same grammatical form. you have a series.
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COMMAS IN A SERIES

Directions: In each of the following sentences. i1insert a comma 1f
1t 135 needed. I+ a s ntence 1s correctly purctuated. mark C.
Consult the accompanying lesson sheet as needed.

1. The space shuttle caused a sonic boom that shattered windows
rang wind chimes and frightened dogs.

-

2. 1 came I saw I conquered.

-

. Deep 1n the woods the alien spacecraft hovered quietly
descended for a moment and then disappeared into the midnight
sky.

4. Flovd shouted the orders amidst & flurry of new arrivals:
“Get those suitcases down off the bus take these people past the
first checkpoint help women and children through the line and
hurry up'"”

5. Antoine showed a fierce determination to survive in the
leaking dilapidated wave-tossaed lifeboat.

6. Child psychologists telieve that babies need a stimulatirg
environment in order to become happy. healthy adults.

7. Today most kindergarten and first-grade classrooms provide
bright cheerful environments: the drab walls and oversi:ze decshks
of the past have been replaced with colorful posters and beanbag
chairs.

8. Clem’'s blue wool sult was a sharp contrast to his dirty smelly
sneakers.

7. Clem’s dirty, smelly sneakers were matched onlv by his torn
argyle socks.

19. American yachtsmen on the Liberty competed against talented

well-prepared rivals from Australia in the America’s Cup Race.

NOW IT"S YOUR TURN...
Read your essay carefully. and note anv errors 1nvolving usas of
the comma 1n a s@ri1es. Rewri1te each sentence using correct
punctuation 1n the space below. [+ vou cannot identifyv any
errors of this type 1n your essay, then rewlte four sentences
from vour paper so that they contain a series correctly
punctuated with commas.

111
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COMMAS AFTER INTRODUCTORY EXFRESSIONS
EXAMFLES
A+ter an i1ntroductory adve'b clause—-
Although_the_ xamous_psych:c_Uri _Geller _claims_to_have

_— e T e m e e R L s e e T e e L e R e L e e —— e ——

every one of his feats as some method of trickery.

After a long prepositional phrase—-

out many of his new songs on cattle and horses.

After a verbal phrase--—-
Standing_quietly in _line_for many hours. consumers 1in Foland

cften spend half a day waiting for meat and other scarce
comnmodi ties.

FULE
Use a comma after an introductory adverb clause, a long

prepositional phrase, a verbal phrase, and certain other
epressions.

a 0
CONCEFTS
Adverb clause: An adverb clause, like any clause, consists of a
sub,ect phrase plus a verb phrase, and usually expresses 1)
mannet (as, as 1f, as though), 2) place (where, wherever). 1)
time (when, before, since, as, while, until, after, whenever). 4)
reason (because, since), 9) purpose (in order that, so thast). 6)
concession (although, though)., 7) condition {(if, unless).

Frepositional phrase: A prepositional always begins with a
preposition and ends with a noun phrase (e.g., in the bank,
through the door, etc.). Consult your grammar handbool for a
iist of most prepusitions i1in English.

Verbal phrase: A verbal phrase contains a verb usually ending 1n
-ing or —ed. such as "running" or "rejected." A verbal phrase
ay also contain an infinitive, such as "to run" or "to reject.”
& verbal 1s never the main verb of a sentencei verbals always
appear 1n addition to the main verb. Ast your 1instructor to
explain further.
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Exercices
COMMAS AFTER INTRODUCTORY EXPRESSIONS

Directions: In each of the following sentences, insert a comma if
it 15 needed. If a sentence is correctly punctuated, mark c.
Consult the accompanying lesson sheet as needed.

1. When Henry finished work at midnight he locked the doors
behind him and waited for the city bus.

-~

=. In the middle of a stormy night on Broadway the unemployed
actress wandered aimlessly down the sidewalk.

. Thinking carefully about all his father had told him John sat
quietly on a park bench in Atlanta.

4. Even though the man had few chances of winning, he continued
1o buy one raffle ticket after the other.

5. Depressed about his betting losses, Freddie sat quietly with
an enmpty beer can in one hand and some loose change in the other.

6. From the farmhouse window on a clear day in March Mindy could
see skiers racing down the snow-capped mountain.

7. If the Goodyear Tire and Rubber Company did not call him back
to werk by the @nd of the week John planned to seek employment
el sewhere.

8. Wearing high heels and long white gloves Roxanne strolled into
tha oallroom with an escort at her side.

9. In the restaurant Mary glanced over her shoulder at the
elderly gentleman sipping a rare wine.

10. As soon as the team left the muddy field sports reporters
from all three networlks readied their note pads and began asking
for 1nterviews.

NOW IT'S YOUR TURN...
Read your essay carefully, and note any errors involving commas
after introductory expressions. Rewrite each sentence using
correct punctuation in the space below. If you cannot locate any
errors. rewrite four of your sentences so that they contain
introductory expressions with ccrrect punctuation.

113
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COMMAS WITH NON-RESTRICTIVE CLAUSES AND FHRASES

EXAMFILES
[Ba caraefi'l' BRoth of the following eiamples are punctuated
correctly o have drastically different meanings. If you are

rnot caretul about how you punctuate sentences such as these, you
may alter drastically the meaning of your sentence.]l]

Tc set off non-restrictive clauses—-—

Gavernors, who take bribes, betray the public trust.

(This sentence 1s the same as saying the following: All
governors betray the public trust; and by the way. all governors
tale bribes. NOTE: The commas are used to set of a
non-restrictive clause.)

Governors who take bribes hetray the public trust.

(This sentence is the same as saying the following: Only those
governors who take bribes betray the public trusti: governors who
refuse bribes do not betray this trust. NOTE: There are no
comnas here because the clause 1s restrictive.)

o— — -0

To set off non-restrictive phrases-—

The Johnny Appleseed festival, held in Lisbon during September.
attracts tourists from throughout the midwest.

(This verbal, held...September, is additional or by—-the-way

information. It does not restrict or specify the noun phrase
that precedes it.)

The festival helc i1n Lisbon ddring September attracts tourists
from throughout the midwest.

{This phrase, held...September, restricts the noun (festival)
that precedes 1t; in other words. 1t is the writer’s way of
showing that the festival held_in_Lisbon_during_September 1s
diferent from, for example, the festival held_in_Columbus_during

RULE
Ulse commas to set off non-restrictive clauses and phrases. Don" t
use commas when the clause or phrase 1s restrictaive.

0 0

CONCEPTS
Restrictive vs. non-restrictive: A restictive ohrase or clause

while a non-restrictive phrase or clause leaves the noun that
rrecedes 1t as is. In the first example, this is what makes the
difference between all governors and gsome governors.

Who., Which, and That: These three words often begin restrictive
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and non-restrictive clauses:
[t may be helpful to remember that one of them-- that-- 1s never
used to begin a non-restrictive clause. Therefore., if that_
tegins the clause, don’t use commas.

() ADVANCED RULE
Use commas to set off an appositive phrase--
My brother, Harry, leaped off the garage roof and broke his foot.

Richard Nixon, the only president to resign from office, was
electad in 19&8.

(Appositive: This term usually refers to a noun or noun phrase
that renames the noun preceding it. Appesitives are usually
non-restrictive because they gsimply identify some noun for the
reader. In the example above, Harry and the_only

president...office serve to label the preceding noun. Sometimes

an appositive can be restrictive, though, and you should ask your
instructor to explain further.l
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Eiercises
COMMAS WITH NON-RESTRICTIVE FHRASES &ML CLAUSES

Directions: In each of the following sentences. 1nsert a comma 1§
1t 15 needed. If a sentence 1s correctly punctuated., mart C.
Consult the accompanying lesson sheet as needed.

1. Jimx Hendrix who was once admired as rock's greatest guitarist
died of a drug overdose.

Z. Famous comedians like Steve Martin, who usually Aappears before

audiences in a white suit, often choose trademarts to distinguish
thenselves from other comedians.

Z. Rodney Dangerfield, whose red necktie 1s now a part of the
Smithsonian®s collection on popular culture, 1s also known for
saying "I don't get no respect."

4. The Statue of Liberty given to the United States by France

stands proudly 1n New York as a symbol of freedom from
CpRpression.

3. The marathon held annually in Atlanta and known as ‘the
Feachtree Road Race attracts runners from all over North America.

6. The giant Boeing 747 ascended from the runway of Atlanta’s
Hartsfiefld International Airport which is now the world's
largest air terminal.

Directions: Unlike the exercises above, the following sentences
either do or do not require commas dependi.ng on the writer’s

intended meaning. Make your decision according to meaning called
for.

7. The marathon which is heid annually i1n Atlanta a tracts
runners from all over North America. (The marathon is understood
to be the Feachtree Road Race.)

8. The marathon which is held annually 1n Atlanta attracts
rurners from all over North America. (The marathon is not
understood to be any particular marathon and needs to be
restricted to the one that is held annually in Atlanta.)

9. Police searched Milan for the captive held hostage by the Red
EBrigade for three days. (Police searched only for the captive
held by the Red Brigade and did not search for other captives
being held.)

10. Folice searched Milan for the captive held hostage by the Red
EBrigade for three days. (There was only one captive being held

in Milan, and police were searchtng for him.)

11. My sister Mary enrolled in dental school last summer. (1
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nave onlv cone sister., and her name 13 Mary.)

12. My sister Mary enrolled i1n dental school last summer. {1
have more than one sister, but only the one named Mary went to
dental school last summer.)

NOW IT’S YOUR TURN...
Read your essay carefully and locate any errors invelving uses of
the comma with non-restrictive clauses and phrases. Rewrite
these sentences using correct punctuation in the space below. If
you cannot locate any errore of this type in your essay. then
rewrite four of your sentences so that they contain a
non-restrivtive clause or phrase. Punctuate these sentences
correctly.




COMMAS TO SEFARNTE MAIN CLAUSES IN A COMPOUND SENTENCE
EYAMFLE
! Tne great whales of our plaiet ‘iere threatened by extinction from
commercial fisberman, but a recent ban against whaling
e.peditions may yet save these fascinating creatures.

RULE
Use a comma when you - 2 a compound sentence and the first

sentence 1s linked t¢ second by a coordinate conjunction-—-
and. but. or. nor. fo. . so. yet.

c -—0
CONCERTS

Main clause: A main clause consists of a subject phrase and a

verb phrase. If 1ts first letter were capitalized and a period

were place at the end., it could stand alone as a complete

sentence. In the example above, there are two main clauses: 1)

The great whales...fisherman. 2) A recent ban...creatures.

Coordinating conjunction: Coordinating conjunctions link or

Compound sentence: A compoun. sentence consists of at least two
main clauses linked by a coordinating conjunction. A simple
sentence, on the other hand. consists of only one main clause.




Exercises
COMMAS TO SEPARATE MAIN CLAUSES IN A COMPOUND SENTENCE

Directions: In each of the following sentences, insert a comma 1f
it is needed. If a sentence is corractly punctuated, mark C.
Consult the accompanying lesson sheet as needed.

1. My out—of-town relatives were amaz®d at the size of Stone
Mountain and they insisted on hiking all the way to the top.

<. My out-of-town relatives were amazed at the size of Stone
Mountain and insisted on hiking all the way to the top.

3. The attorney general will not release the contents of that
secret file so Congress has decided to subpoena the controversial
documerits.

4. We can go to Martel’s restaurant for dinner or perhaps we
should try some place less expensive.

S. The elderly couple searched the parking lot for a space for
the handicapped, but all designated places were taken up.

é. Reporters and photographers gathered quickly around the front
entrance to the theater so we left gquietly through a back door.

7. Within seconds the computer displayed a list of names and
addresses but gave an error message when we requested credit
ratings.

also one of the greatest animal stories ever written.

9. Through the ages critics have sought to prove that William
Shakespeare never existed yet there is little evidence to
substantiate their hypotheses.

10. The Origin_of Species was the most controversial publication

of its time and Charles Darwin was often heckled by crowds of
disbelieving scientists.

NOW IT°S UFP TO YOU...
Read your essay carefuilvy and note any errors involving the
punctuation of compound zentences. Rewrite each sentence using
correct punctuation 1n the space below. If you cannot, locate any
errors of this type, then rewrite four of the sencences in your
essay to be compound sentences, and punctuate them correctly.
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SENTENCE FRAGMENTS

EXAMFLE )
Emilv went to the store. In_the_afternoon.
Toitic chemical wastes have begun %0 contaminate drinking wate:
supplies in many areas of the country, threatening the lives of
innocent people who depend on clean water every day of their
lives. Unfortunately, many leople do not understand that
chemical pollutants can leac to debilitating illnesses many years
down the road. Especially_among _unborn_children.
Note the use of the fragment (underlined) in the above paragraph
to emphasize the danger of toxic chemicals. The writer is
obviously trying to arouse our corcern over toiic chemicals, and
she recognizes that emphasizing the victimization of unborn

, children is an effective way to do this. One of the main reasons
a fragment is effective is that it calls attention to itselfs: 1t
agoesn’t "look" like other sentences. A fragment is somewhat lile
a punchline: it should be short. poignant, and used very
sparingly.

RULE
In general, writers do not use fragments in formal writing,
except on rare occassions when they wish to call attention to a
particular idea by breaking written conventions. Many college
teachers «r ¢ opposed to the use of fragments in student writing,
and you are advised to ask your instructor where he/she stands on
this matter. If you decide to use a fragment, realize that the
mure you use them, the less effective (and probably more
annoying) they will become.

O -

CONCEFTS
Fragment vs. complete sentence: In general, a fragment is a
string of words that cannot stand alone in the same way a
complete sentence does. Grammaticaliy, a fragment is a string of
words missing a subject phrase, a verb phrase., or both, the two
elements required for a complete sentence. (In the example
above, both elements are missing.) If you use lots of fragments
in your writing and don’t recognize them as such, learning the
grammatical definition of a sentence (a noun phrase plus a finite
verb phrase) will likely be of limited help to you. In addition,
you need to develop a ‘feel’ for what is and isn't a complete
sentence. Do the exercises in this lesson and ask your
instructor for even more exercises. Major sentence errors such
as fragments are among the most glaring mistakes to readers: they
seldom go unnoticed, even by non-English teachers.
The best way to correct fragments in your own writing once

. you have identified them is to consider where the fragment would
belong if it were to be a part of a complete sentence. The
example above illustrates an effective use of a fragment., but if
one were to "courrect" it, it would be placed right after the

ERIC “HE-12(




sentence preceding i1t. Most fragment errors can be corrected 1n
this way: change the period i1n the preceding sertence to a comma
and let the fragment become a part of this sentence.
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E.erci.zes
SENTENCES AND FRAGMENTS

Directions: Read each i1tem below. If 1t 1s a fragment, rewrite
it to be a complete sentence. If 1t 1s already a complete
sentence., write "0Ok.'

1. Steven Jobs developina a new kind of computer.

2. Jobs began toying with computer circuitry as a boy in his
family’s garage.

Z. More concerned with having fun than creating a mult-million
decllar enterprise.

4, Before long Jobs and a group of friends went i1nto business for
themsel ves.

5. Manutacturing a small computer that the average person or even
a child could learn to use without formal training i1in computer
science.

&. "Apple" was the name he gave fo this new i1nvention.

7. Because he remembered that in the 0ld Testament the apple was
the fruit of the Tree of Knowledge.

8. Eut there was another reason he chose the name.

9. Unlite T1EM, Contrcl Data, Univac., and other technical-sounding
names, '"app'e" had a familiar and even friendly sound to :t.

10. Today the word "apple" 1s synonymous with small computers
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11. T-e small operation that began i1n a garage but now having
annual sales of about a billion dollars.

12, Though still small compared toc ‘@ annual sales of IEM, Apple
Corporation is a growing company wi_h a bright futurs.

NOW IT’S YOUR TURN..-.
Read your essay carefully and locate any sentence fragments.
Rewrite @ach fragment sc that it is a complete sentence.

123
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SUBRJECT-VERE RAGRFF"IEMT

EXRMFLES

The baby cries often. ("baby" and "cries" agree-- both are

singular forms.]

lost b-~‘mg cry often. ["babies" and "cry"” agree—— both are
plural rurms.]

commonplace.

(Since use is the subject of this sentence., use-— and not
fireworks_and lasers or concerts-- must agree with the verb.

Use 1s singular and therefore takes the singular form of the
verb, has_become, not hayve become.)

There are several candidates running for mayor in my hometown.
(Disregard the word "There." Several candidates i1s a plural noun

phrase and functions as the subject; it requires are. not is.)

RULE
Sub jects and verbs must agree in number (singular or plural).
(o, —_—0
Special Cases
EXAMFLES
Each of us expects that she will be elected to the governing
board.

RULE
Pronouns like each. one. none. anybody. everybody. either, and

{Compare: All coaches and athletes in the race have_set their
minds to win. The first sentence stresses the individuality of
the subjects, while the second sentence stresses their group

membership.)

RULE
When "each" or "every" precedes a compound subject, the
individuality of the subject is stressed and the verb takes 1ts
singular form.

EXAMFLE




Either an axe or a shovel is available in the barn.

RULE
When singular subjects are joined by gor, nor, either...or,
neither...nor, the individuality of the subjects is stressed and
the verb takes its singular form.

O- —0

EXAMPLE

classrooms without air conditioning.

RULE
When one of the subjects is singular and one is plural, make the
verb agree with the noun that is closest to it.

O s

EXAMPLE
Jaws has spawnad three saguels.

RULE ]
Single title: even if plural in form, are considered singular:




SUBJECT-VERE AGREEMENT

Directions: [First underline the subject with which the
verb must agree. and then write the correct form of the
verb 1n the space at the right. Consult the
accompanying lesson sheet as needed.

1. The registration process at most colleges and
universities (is, are) confusing, time-consuming, and
erasperating.

2. Each of the poems (1s. are) written in iambic
pentameter.

. Everbody from the freshman class (was. were) at the
orientation meeting, where dorm counselors discussed
rules and requlations about smoking, drinking. and
other assorted pastimes.

4. Every sailor and captain in the fleet (was., were)
told of the dangerous mission ahead.

S. Either the woman or her husband (was., were) invited
to a cocktail party.

6. Neither the carburetor nor the plugs (was, were)
available for a 1978 Datsun 280-ZX.

7. Neither my roommates nor I (believes, believe) that
Comino®s will be able to deliver &6 anchovie pizzas on
time.

8. (Are. Is) a coach or first class seat available on
this flight?

9. None of the referees (know, knows) the rules of this
game well enough.

10. (Doesn”t, Don’t) everyone want season tickets for
the Eravecs?

NOW IT"S YOUR TURN...
Read your essay carefully and identify all errors i1nvolving
subject-verb agreement. Rewrite 2ach sentence correctly 1in
spac=? below. If you cannot locate any errors of this type,
rewite four of vour <entences so that they contain correct
subject-verb ag-~zment.




FRONOUN-ANTECEDENT AGREEMENT
EXAMPLES
Each of the fathers did his best to change the babies®' diapers.
(Note that 1mn writing. the following 1s considered incorrect
because "their" does not agree in number with "Each": Each of
the fathers did their best to change the babies® diapers.)

RULE
Use a sirmrgQular pronoun to refer to such antecedents as each,
everyone.. nobody. one. a_person, a_woman, a_m&an.

semester.

Neither Ben nor Salikoko has finished his master s thesis this
semester.

(Note that ir addition to the singular pronoun his, the singular
form of the verb., bas finished, is required here.

RULE
Use a plural pronoun to refer to two or more antecedents joined
by and: use a singular pronoun to refer to two or more
antecedents joined by or or nor.

o —0
CONCEFTS
Antecedent: An antecedent is a word to which a pronoun refers
bact. (Consider: Each of the women did her best. In this

sentence., the antecedent of her 1s Each.)

Pronoun: A pronoun is a noun that stands for some other noun.
(Consider: The teacher asked John 1f he would like to work on an
independent study program. In this sentence, he 1s a pronoun

12;
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Exercises
FPRONOUN-ANTECEDENT AGRFEMENT

Directions: For each of the following, choose the correct
pronoun and write it in the blank space at the right. In
addition, underline the antecedent with which it agrees. Consult
the lesson sheet as needed.

1. Everyone should pack (his, their) long underwear for
next week’s hike through the Smokies.

2. Sach of the football players played (his, their)
best, despite the cold, soggy conditions.

3. A person ought to see (her, their) dentist once a
y2ar for cleaning and a fluoride treatment.

4. All of the beauty contestants developed (her, their)
own skits for the talent segment of the contest.

Z. Nobody on the police force has received (his/her,
their) summer uniform yet.

6. Neither Leslie nor Carole submitted (her, their)
application for graduation.

7. ls Bryan or Scott bringing (his, their) video
cassette recorder to the slumber party?

8. All the members of Gamma Epsilon Fraternity were
praised for (his, their) contribution to the American
Cancer Society.

9. Either Nick or Van e@arned (his, their) undergraduate
degree from Augusta College.

10. Because the computer was down, nobody in Dr.
Wizenfeld’s class handed in (his/her, their) print-out
on time,

NOW IT”S YOUR TURN...
Read your essay carefully and locate any errors in
pronoun-antecedent agreement. Rewrite each sentence using
correct agreement in the space below. If you cannot locate any
errors of this type, then rewrite four of your sentences so that
they contain correct pronoun—antecedent agreement.




REFILEXIVE FRONCDUMNSE
C o™l ‘
e powdht honselt & birthday, prosenc.

They gave themselves birthday presents.

RULE
fAdd gelf to the following pronouns to create the reflexive form.
RAvord using the i1ncorrect forms marted with & * 1 the third

column.
Fronoun Refleslve Incorrect
I mysel
you your sel *yousel f
he himself *iszelt
zhe herceal +
1t 1tself
we ourselves
tivev thensel ves *theirsel f
*theirczel ves
CONCEFT

Retlexive Fronoun: A reflei.ve prornoun 15 used when the oioject
of a sentence or clause 1s 1denti1:al to 1ts subject., as 1n the
two examples .. the top of this page.

~DVAMCED CONCEF T
Intensive Fronoun: Intensive pronocuns are rormed 1n the wame wav
&, reflexive pronouns, but are used to emphasice or 1nlensify the
noun that precedes them.
E.anples:
U myselt chected the suitcase befure I locled k.

The dictionary 1tselt often contains a usetul ese:s, an
language.
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PIrgcl zes
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USING CORRECT FORMS OF REFLEXIVE FRONOGUMS

Directicons: In the blank space, write the ccrrsct form o+ tha

refel.iive pronoun. Consult the aczocmpanying lesson sheet as
needed.

EXAMPLE: I asked ___myself___ whether I could afford to
Contribute more money.

1. Juanita told me that she had given ____ an Excadrin
headache.

2. 1 feel that vyou have blamad
mistake.

=« The governor gave a ten percant raise last vear.

4. Even Congressmen vote mAY raises every so often.

3. Unfaortunately, most of us cannot give pay ra.ses.

4. When my valet 1s not pre ent, I have to dress .

—— ey W - = -

7. The coach lett tew optinng for the fourtin guarcer.

8. The other women on amy team don't give
tor all their accomplishments.

enough credit

7. Have you ever ashed why birds sing and oees buzz?

lee The computer can’t do all of the worki humans
must operate it. {Note that this sentence. unlike the other
nine, calls +0r an i1ntensive pronoun.)

NOW IT°S YOUR TURN...
Read your essay carefullv and locate any errors i1nvolving the use
cf refelxive or intensive pronouns. Rewrite these sentences
correctly 1n the space below. If you cannot identify any errors
at thhis type, then rewrite four of your sentences so that they
1nclude correct uses of reflexive pronouns.




EXAMPLES
Who, whom, whose, which, and that are relative pronouns. They
connect (relate) the subordinate clause they introduce to the
remainder of the sentence.

RELATIVE PRONOUNS I

This is the boy who told me about the play. l
The dog which is barling now belongs to Susanne.
I gave the teacher tne apple that is on her desk.
RULE
*Use who, whom, and whose ro refer to people.
Ualter, whose %eys fell into the mud, yelled for help. l
4

(Whose refers to or modified Walter.)

Lena, who plays tiie piano, will begin the lesson. (Who

refers to Lena.)

Tony, with whom we were talking, left abruptly. (Whom |
refers to Tony.)

*Use which to refer to objects. ‘
The seat which is on my left is reserved for you. (Which .
refers to seat.) .
I ate a grape which was sour. (Which refers to grape.)

The student that answers this question correctly gets extra
points! (That refers to student, a person.)
When Daniel put on the coat that his mother gave him, he 1

*Use that to refer to either people or objects. '

felt much warner. (That refers to coat, an object or thing.)

CONCEPT
Subordinate clause: A subordinate clause is a group of words
including a subject and a verb that needs the main clause (a
complete thought and sentence) in order to make sense. A
subordinate clause cannot make sense alone. It needs the
information in the main clause to be complete.

ADVANCED RULE
Who is used as the subject of its subordinate clause.
Whom is used as the object within its subordinate clause.

The man who is next to Lori is a doctor. (Who is the
subject of the clause who is standing next to to Lori. )
The man whom we met today lives in Japar. (Whom is the
object of the clause whom we met today.)

|
1
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Exercises

RELATIVE PRONOUNS

Directions: In each blank in each sentence below, write in the correct
relative pronoun. Consult the accompanying leison sheet as needed.

1. Bill owns an art collection has won many prizes.

2. The fish we caught were too small to keep.

3. The lady baby was crying left the movie.

4. The teacher called the name of a pupil __ __ was absent.

5. There are many interesting hobbies are not expensive.
6. People live in glass houses should not throw stones.
7. With did Amy attend the dance?

8. We took the path was the shorter way to the lake.

9. People are selfish seldom have many friends.
10. To will you give that present?

NOW IT'S YOUR TURN

Read your essay again carefully, and locate any errors involving the use
of relative pronouns. Rewrite these sentences correctly. If you cannot
locate any errors of this type, compose four original sentences using the
correct relative pronoun; write these sentences in the spacs below.




FOSSESSIVE FRONOUNS
EXaMELES
This 15 your coati mine has a bulldog on 1t.
Claudette found my vitamins, but some of hers are still missing.
Their agenda was shorter. but gurs was the briefest meeting.

RULE
Use the pronouns in the first column to modify nouns and the
pronouns 1n the second column to fill noun positions.
In the following list, the first word is to be used before nouns
and the second i1s to be used as a substitute for a noun:
my., mine
your, yours
his, his
her, hers
1ts, its
our, ours
your, yours
their, theirs

whose
(o0 -0
MORE EXAMFLES
These albums are ours. Yours are next to the turntable.

(Note that the underlined words function as nouns do.

These are gur albums. Your albums are ne:xt to the turntable.
{(Note that the underlined words are used before nouns to show
possession. The first modifies albumss the second also modifies
albums.?
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E:ercises
FPOSSESSIVE FRONOUNS

Direct 2ns: Write your own sentence< using the pronouns
indicated. Consult the accompanying lesson sheet as needed.

1.

NOW IT'S YOUR TURN...
Read your essay carefully and locate any errors involving the use
of possessive pronouns. Rewrite these sentences correctly i1n the
space below. If you cannct identify any errors of this type.
then rewr.te four of your sentences so thest they i1nclude correct
usez of possessive pronouns.

134
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THE POSSESSIVE/GERUND CONSTRUCTION

Examples

Barry's singing pleased the band director.

His going home early angered the other workers.

RULE

The possessive form of a noun or pronoun precedes a gerund.

AVOID constructions such as the following: I was surprised
(Offering is the gerund. But him
is the objective rather than the possessive form of the pronoun.)

at him offering a tip.

USE constructions such as the following: Political experts
now see reasons for his winning the election. (Winning is
It is preceded by his, the objective form of
This usage 1s correct.)

the gerund.

the pronoun.

CONCEPTS:

*Gerund: a gerund is an -ing form of a verb used as a noun.

Water skiing is an enjoyable sport. (Skiing is the subject of

the sentence.)

Elsa enjoys jogging.

verb.)

Ny T Y T

(Jogging is the direct object of the

Gene caught the salespersen's attention by clearing his throat

and saying, "Excuse me."

of the preposition.)

*Possessives:

That is Tom's book.
Our children walk to school.

(Both clear;ng and saying are objects

possessives are nouns or pronouns that show ownership.

(The book beiongs to Tom.)
(The children are ours.)

The possessive pronouns that may precede gerunds are as follows:

my
your
his

her
its
our

- 129 -
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GERUNDS

Exercises

Directions: In each sentence below, circle the correct pronoun that should
be used preceding each gerund. Underline each gerund. Consult the
accompanying lesson sheet as needed.

1. The principal had no objection to (us, our) using his name as a
reference.

2. We saw no reason for (their, them) postponing the game.

3. Jamie insisted on (John's, John) paying his own way.

4. (Ann, Ann's) wanting to drive to the geme was a welcomed surprise.

5. (Their, Them) forecasting the storm caused us to cancel the picnic.

6. The (batter, batter's) hitting a home run saved our team's winning record.
7. The (lady's, lady) turning around suddenly startled all of us.

8. The doctor is worried about (me, my) playiag too many video games and
ruining my vision.

9. The fact of (St. Augustine, St. Auguscine's) being the oldest city
in the United States surprised Rosemarie.

10. Naturally, the (biologist's, biologist) discovering a serum saved many
lives sc that all of us were sure of (she's, her) winning. the Nobel Prize.

NOW IT'S YOUR TURN

Read your essay again carefully and locate any errors involving the use
of possessives preceding gerunds. Rewrite these sentences correctly.
I1f you cannot locate any errors of this type, compose four original
sentences correctly using gerunds preceded by possessives.

136

Q - 130 -




PARTICIPLE AND INFINITIVE VERB FORMS

Examples

*A present participle is an ~in ng form of a verb. It can be used as
part of the verb or as an adjective.

As part of the verb:
I am going to visit Marie on Saturday. (The very is am going.)
The train will be leaving in one hour. (The verb is will be

leaving.)

As an adjective:
Growing impatient, Tom began to tap his foo! (Growing
descrihes Tom.)
Closing her eyes, Della drifted to sleep, /t:aing contentedly.
(Both closing and sighing describe Della.)

*An infinitive is the word to followed by the unconjugated, basic form
of a verb. The iafinitive is the form of thke verb from which all
other forms are derived.

Our team s going to win tae debate.
8111 wants to improve his wath skills.
To walk is good exercise.

RULE
Use a participle as either an adjective or as part of the verb of the
sentence. Parti~{iples are not normally preceded by the word to.

Use an infinitive to represent the basic form of the verb. *
infinitive consists of the word to plus the form of the ver .thout
any endings added.

COl CEPT
Verb endings: these are added to the basic form of the verb to

indicate changes in number or time. Verb endings include s, ing, and
ed.

ADVANCED RULE
Infinitives should not be "split." That is, no word should separate
(split) the word to from the basic form of the verb.

AVOID constructious such as this one: It is difficult to always
use verbs correctly. (this is a "split infinitive.")

USE constructions such as this one: It is difficult always to use
verbs ~~rrectly. (This is the correct use. The infinitive is not
separated by other words.)




Exercises

PARTICIPLE AND INFINITIVE VERB FORMS
Directions: In each blank in the following senteuces, write the correct
form of the verb shown in parentheses, forming either a participial or an

infinitive form of the verb. Consult ths accompanying lesson shest as
needed.

1. Susan has been (shop) for three hours without
(have) bought anything!

2. The Bulldogs are (go) to . (win) the game.

3. (See) her brother in the crowd, Angie attracted his
attention.

4. Antonio decided to (1nclude) another psragraph in the body
of his paper.

S. The pistol sounded, (signal) the runners to
(begin) the race.

6. The crowd, (yell) widly, cheered on the runners.
7. To (climb) Mt. Everest is Donna's dresm.

8. Janice enjoys any opportunity to ___ (listen) to jazz music.

9. Henry, (gasp) with fear, ran to (call) an
aw._dlance.

10. The family, (hope) for a speedy remedy, decided immediately
to (take) the sick dog to the vet.

MOW IT'S YOUR TURN

Read your essay again carefully to locate any errors involving the use of
infinitive and participial verb forns. Rewrite these sentences in correct
form. I{ you cannot find any errors in your paper, compose four original
sentences using participles and infinitives correctly; write these in the
space below.
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ERE O THFLECT [ON
irelpll LES
I wall

_____ Fer once a day.
[Lpresent tense torml

1 called her once a day. but she called me only once a weelk.
[past tense forml
RULE
Every verb or i1ts auxiliairy must indicate appropriate tense. A
consistent tense should be maintained throughout an essay.
CONCERTS
Intlection: Changes made to a verb wusually by adding -s, —ed,
—~eM, —1Ng, etc.) to indicate appropriate tense.
Tense: The form a verb takes 1n order to express the t.m2 ot an
action or a state of pDeing. For example, "I call” or "she calis"

1indicates an action happening i1n the piresents

indicates an action 1n the past.

ALdlliarys
the tense of the verb.

The two auxiliaries i1n English are
such as "is caliing” or

AN auriliary 1s often used with a verb to i1rndicate

“has

callea",

HOTE
Errors 1n writing freguently occur when the verb 1s not i1nflected
as 1t should be. The most common errors i1nclude omission of the
-¢ or —ed endings. as 1n *"She call him on the ~“elephone wnenever
she wants to" or #*#"He call me yesterday'".
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USING CTORRECT VERE I[NFLECTION
Directions: In the blank space, write the correct form of the
verb that 13 given in parentheses. Consult the accompanving

iesson sheet as needed.

(call) the operator last week.

-
.

My sister usually __________ (answer) the telephone when [ call
home.

2. President Raegan said that he
want to conquer the world.

(believe) the Soviets

4. The surgeon
times,

__________ rcperate) on the heart patient three

J. After Jim was bitten by a rattlesnake. he was _ ___ _ _ (tale)
to the hospital and given an antidote.

4. Henry Kissinger was __________ (ask) to gserve on a commi3sion
to study problems in Central America.

7. NO one ‘ast.) wme to serve on the conmission.

3. Whenever Amanda (invite) Faul over for dinner. he

— —— o o 7 —

brings a bottle of French w:ne.

7. The police i1n this town don’t __________ (like) potorcycle
garges.

L. My Datsun (run) best on premium lead-+ree gasoline.

NOW IT"S YOUR TURN...
Read your essay carefully and locate any errors involving verb
inflections look parcicularly for any places where vou may have
omtted an -s or -ed from veros. FRaewrite these sentences
correctly in the space below. If you cannot identify anv errors
of this type, then rewrite two of your sentences so that thev
include verbs in the present tense ending i1in -3, and twc that
1include verbs i1n the past tense ending i1n -—-ed.




CONJUNCTIVE ADVERBS

EXAMPLES
Roger missed the bus; therefore, he walked to work.
I can go with you to the movies. However, I must be home
by nine o'clock.

RULE
Use conjunctive adverbs to join together two main clauses or to
show a relationship between two main clauses. Conjunctive adverbs
are words such as however, thus, therefore, consequently,
nevertheless, then, besides, furthermore, and otherwise.

CONCEPT
Main clause: A main clause is a complete sentence or thought.
It makes sense without depending on other words or clauses.

ADVANCED RULES
*Conjunctive adverbs are preceded by a period or a semi-colon.
They are followed by a comma.

Roger missed the bus. Therefore, he walked to work.
I can go to the movies with you; however, I must be home by
nine o'clock.

*Sometimes these same words are used as parenthetical expressions
rather than as conjunctive adverbs.

The main point, however, is that you missed the test.

As parenthetical expressions, these words are preceded and
followed by commas.




Exercises

CONJUNCTIVE ADVERBS
Directions: Each of the main clauses in each number below can be
Joined together using conjunctive adverbs. In the blank xpace
provided, rewrite each sentence using an approp.iate conjunctive adverb
preceded by a semi-colon. Rewrite each sentence again using a period.
Concult the accompanying lesson sheet as needed.

EXAMPLE:
Elaine did not sztudy for the test. She failed.

Elaine did not study for the test; consequently, she failed.
Elaine did not study for the test. Consequently, che failed.

1. I enjcy movies. I seldom go.

2. The fisherman's line broke. The fish got away.

3. Al shut off the alarm clock. He went back to sleep.

4. The accident was his own fault. I felt sorry for him.

5. We printed our own programs. We saved a éonsiderable amount of money.
6. The.play was dull. The acting was superb.

7. . rained all night. The field was muddy.

8. The plane took off an hour late. We would have mirsed it.

9. I had paid my bill. I could not find my receipt to prove it.

10. The doctor was exhausted. He kept on vorking.

NOW IT'S YOUR TURN

Read your own essay again carefully and locate any errors involving
the use of conjunctive adverbs. Rewrite these sentences correctly.
If you cannot locate any errors of this type, rewrite two sets of
main clauses so that they are joined by appropriate conjunctive
adverbs; write the new sentences using conjunctive adverbs in the
space below.
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DEFINITE AND IVDEFINITE ARTICLES

EXAMPLES

An elephant can drink a gallon of water very quickly.
This is the book that John needs.

RULE

The words a, an, and the are articles. They come before a
noun and wodify it, fust as adjectives do. A or an is used
when the noun it precedes refers to a general, nonspecific
(indefinite) idea or object. In the example above, any
elephant can generally drink any gallon of water quickly.
The 1is used when the noun it precedes refers to a specific
(definite) idea or object. In the second example above, the
person has a specific book in mind which John needs.

ADVANCED RULE
An is used before words that begin with a vowel or a vowel-like sound.

An apple a day is good for your health.
An hour from how, you will be home.

A 1s used before words that begin with a consonant.

A friend of mine lives in New York City.

CONCEPTS
Vowels: The vowels are the letters a, e, i, 0, u, and y.

Consonznts: All other letters are consonants.

ADVANCED CONCEPT
The determination of definite and indefinite articles is
often judged from the context or intention of the writer.
Therefore, read each nassage carefully to determine if a
specific or general - erence is intended.
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Exercises

DEFINITE AND INDEFINITE iKTICLES

Directions: In each of the following sentences, insert the
correct definite or indefinite article in the blan!. Consult the
accompanying lesson sheet as needed.

1. I call her once day, but she only calls me once
week.

2. At next cormer, turn left.

3. boy next door is friend of mine.

4, Fass potatoes, please.

5. helping verb is somutimes called auxiliary
verb.

6. Everyone has name.

7. 1 was ginging words to that song all day.

8. food in our cafeteria is good. .
9. This is ring given to me by my husband when we were
married.
10. You missed hitting that car by only inch!
11. house on next block burned to

ground yesterday.

12, Fortunately, not even family's dog was hurt in
fire.

NOW IT'S YOUR TURN

Read your essay again carefully to locate any areas in the use of
definite and indefinite articles. Rewrite these sentences in correct
form. If you cannot find any errors in your paper, compose four
original sentences using definite and indefinite articles correctly;
write these in the space below.
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AFOSTROFHES

Fossession
EXQMFLES

DTo i1indicate possession for all singular nouns, including those
that end 1n s, use ’g ~-
It is the janitor’s duty to unlock all doors at 7 a.m. (It is

the duty of the janitor... Note that janitor is a singul ar
noun.)

Everyone’s duty 1s to uphold the 1aw.
(The duty of everyone.... Note that evervone., like anyone and no

one i1s considered to be a singular noun.)

My boss’s new hat was run over by a truck.

First write the noun., and then decide on where to put the

apostrophe: If you have written a singular noun, just add an
apostrophe and s.

D To 1ndicate possession for plural nouns that don’t end in S. just
add ’s --
The women®s shoes were on sale for the entire week at Davison’s
department store. (Women is a plural noun.)

D To i1indicate possession for plural nouns ending in s. just add an
apostrophe~-—

The parents” duty 1s to provide a birth certificate for each
child.

(The duty of the parents.... Note that parents is a plural
nour. )

RULE
Use the apostrophe for possession (g or $°) and contractions.

Contractions
EXAMFLE
The class of "B7 [1987] can’t [can notl] raise the money for a
trip to Me:xico City that's [that 1s] scheduled for July.

RULE
Use an apoustrophe to i1ndicate omissions.




Exercises
APOSTROFPHES

Directions: 1In the following sentences underline all words that
should have apostrophes, and then in the blank space write the
words with arostrophes correctly placed. If a sentence is
correct as it appears, mark a € in the space. Please make your

marks easy to ses. Consult the accompanying lesson sheet as
needed.

1. Pablo Picasso: mos. famous werk is probably the
painting entitled puernica.

<. The chain gang put in a hard days work.

3. The bus front tire went flat on the route from Main
Street to Elm.

4. The band director stopped sudaenly after someones
trumpet hit the wrong note.

3. Courts have ruled that women may not be excluded
from a mens club.

6. HMalking slowly into the boys locker room, our ccach
displayed a weak smile.

7. Using a powerful radio telescop® to $Ca. 2ur solar
system, the astophysicist was able to chart all of the
planets orbits around the sun.

8. The Apple Corporation makes a nome computer thats
easy to use.

7. Many college professors who believe it’'s important
to know something about computers have begun taking
classes to improve their computer literacy.

10. My roommate, whose IQ is only slightly better than
average, knows more languages than the Fope, whos
fluent 1n seven languages.

NOW IT'S YOUR TURN...
Read your essay carefully and locate any errors
involving uses of the apostrophe. Raewrite these
sentences correctly in the space below. If you cannot
locate any errors of this type, then rewrite +our of
your sentences so that they contain correct uses of the
apostrophe.




ERIC

Aruitoxt provided by Eic:

QUOTATION MAFHS
CAnMFLES
o 1ndicate scmweone else’s wards, whether spolen or printed--—
“If I Qqive you a loan." he said, "["11 be brolte +cr the rest or
the wes:."

To 1ndicate certain titles., such as poems, short stories. ©ssavs,
articles, chapters of a bool, songs. television shows—-—

I read an 1nteresting article i1in Time entitled "The Drive to Save
Endangered Species.”

RULE
Use guotation marts to i1ndicate 1) that vou are usling someOns
else’'s words and not vour own, and ) titles of worhks that arc
customartly a part of larger worke.

MOTE: Whenever you are guoting someone else’'s words diractlw, the
e:pression you use to i1ntroduce this guote 1s followed by a
vomma. EXAMFLE: John said, "This class begins at 9 a.m."
S1milarly. use a comma in this way as well: "“This class begins
at ? a.m.," John said. Finally., use commas whenever your own
words 1nterrupt a direct quote: "This class," said John, "begins
at 7 a.m." (Remember that commas and periods alwavs helong
inside quotation martks.)

0- —0
COMCEFTZ
Titles: Foems, short stories, essays., and so on are seldom
published by themselvesi: they usually appear 1n beots or
eriodileals, Fub the smaller wort 1n quotatilan marts.  Jnderlire:

the ti1tle of larger worbs. such as boots. magacires, plevs,
VieWabDapRr S, Mov1ies, paintings.

(),.a',':,;uc ED FULE

Uar s1ngle gquotation marts for & guote within a guote. simgle
AMatation mart s areg used whenever words between double auokatlon
w1 s requlre guotation marl 3. EXAPMFLE: Mary aszted, "Li1d EFhsl
za. I want a bagel’ or di1 he say [ want & beaale ™" HEE v our
tnstructor to enpléaim further.
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Eiercises
QUOTATION MARES

Directions: For each sentence below. insert guotation martks
wherever the, are neaeded. I+ a sentence 1s correct as 1t
appeares, mark C. Flease make your marks clear.

i. Amanda’s favorite short story by Stephen king 1s The Lawnmower
Man.

2. Dr. Goldman told the class tOo read three more chapters i1n the
text for tomorrow’s lecture on prota@in deficiency.

>. I tnow, the instructor confessed, that I should not have
phrased some of the test questions so vaguely.

4. Juanita said, "I'11 go with you to Chow Goldstein's, but I
‘really don't feel like going to the movie.

3. The Dean of the College of Arts and Sciences asied the janitor
why he always ran the vacuum during committee meetings.

4. No man 1s an island, said John Donne. a well-known author of
the 17th century.

7. On their new album. the BE-3I°s have a hard-driving song
entitled Butterbean.

3. fedbook publishes helpful articles for dieters: the latest 1s
HOw to be Fat-Free Forever.

7. Secretary of Defense Caspar Weinberger to Visit Athens. read
the headline 1n The_Red_and Black. UGA's onlv student newspaper.
1. Will vou wait., Liz asted. until! I finish this research Saper
for .y political science class”

MNOW IT'S YOUR TURN...
Wead vour es8say carefully ard locate errors 1nvolving quotation
nartis. Rewrite each sentence using correct punctuation 1n the
space belaow. I+ you cannot locate any errors of this tvpe. then
rewrlte four of yOour sentences S0 that they contein correct uses
of guotation marks.
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SEMI-COLONS
EXAMFLES
frailers, houseboats, and other outdoor homes have become gquite
populari evidently, Americans have not lost that love of the
great outdoors that inspired frontier men and women.

Owners of luxury vacation homes on America’s coastlands =re often

envied by sightseersi hurricanes and tidal waves, however dc not
discriminate between humble shacks and proud mansions.

Rt

"

Use & semi—colon 1n the same way you would use a period-- to
separate sentences.

O0— —D
CONCEFTS
Semi—~colon: Sometimes called a weal period, this punctuation
mark 1s a writer's way of indicating that two sentences are
closely related. The semi—~colon is often a good way to correct a
comma splice, an error which occurs when two sentences are
separated by a comma.

Caution: When using a semi—colon, look to the left and_to_the

right: there must be a complete sentence on both sides. When 1n
doubt, ask. or use a period.

Sentence: A sentence consists of at |east one main clause (noun
phrase olus verb phrase).
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Exercises SEMI-7 JLONS

Directions: In each of the following sentences, insert a
semi-colon if it is needed. If a sentence is correctly
punctuated, mark C. Consult the accompanying lesson sheet as
needed.

i{. The New York Philharmonic Orchestra performed outdoors for the
first time on a clear .and windless day in October even the birds
and squirrels seemed to sense trz splendid occasion.

2. The New York Philharmonic Orchestra performed outdoors for the
first time on a clear and windless day in October, and even the
birds and squirrels seemed to sense the splendid occasion.

3. Twice before Jill had been passed over at promotion time, her
supervisor always recommended men.

4, Twice before Jill had been passed over at promotion time
because her supervisor always recommended men.

S. I will be out of town for the remainder of the week if you
finish the report, then please type the letters on gy desk.

4. Alex worked evenings at a local bar on 34th Street but aspired
to be a cancer for the Pittsburgh Dance and Repertory.

7. Alex worked evenings at a local bar on 34th Sireet, but she
aspired to be a dancer for the Pittsburgh Dance and Repertory.

8. Many women consider bald men attractive mcst men, however,
dread the loss of their hair.

9. The United States is still the world’s number one steel
producer, even though Japan has captured a large share of the
world market. :

10. Ida rejected the offer of a scholarship to Florida State,
instead. she enrolled in night school at a nearby community
college.

NOW IT"S YOUR TURN
Read your essay again carefully and locate any errors involving
uses of the semi- colorn. Rewrite these sentances correctly in the
space below. If you cannot locate any errors of this type. then
rewrite four sentences from your paper so that they contain a
correct use of the semi-colon.




Using Project Synapse vith Internati{onal Students

Description of Our Program

The English as a Second Language (ESL) pilot program f)r the approach
described in the document {s an intensive, academic prejaration course in
which the students receive four hours of {nstruction daily. There are fivc

. .
levels of instruction which consist of approximately one hour each of reac

writing, grammar, 2ud listening/speaking. Student: also spend three hours a

week in the language laboratory. We have both graduate and undergraduate
students in the program, and the students cnre from a variety of national

origins. rhe class size ranges from five to eighteen students. The oral

communication activities were carried out in two upper level classes, an upper

intormediate class and an advanced level class, both of which were divided
into two two-hour blocks, reading/listening-speaking, and grammar/writing.

The teachers in each block coordinated the tnstructional activities (gee

Writing, p. 161).

Appropriatenass of Project Synapse for ESL Students

Many foreign students do not produce the predominately linear, acauemic

prose that 1{s expected of them in their college classes because this
straightforward style of writing differs markedly from that which s
acceptable in their own Janguage. For example, Japanes writing 1s
characterized by tndirectress and sublety; thus, a Japanese student who s
unaware of the difference in acceptable forms of expression would be
uncomfortable with and resistant to c“e linear stvie >f English. wnloquence
bordering on the flcwery marks the Arabic siyle of writ‘ng. A writer may
repeat an argument in « variety of ways and not feel obliged to support the

argument with facts or specific examples. Though the foreign students may
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have mastered the structure and vocabuiary of English, their Amertcan
professors may find their writing unacceptable. Through the use of the
activitie- escribed in the manual, we have attempted to create an awareness
of the differences in style, and more importantly, to provide extensive
practice in the straightforward . 'des of logic and organization that typify
academic writing.

One distinct advantage of these activi*ies {s that they provide
structured and meaningful practice in all skill areas — listening, speaking,
reading, and writing == by focusing on a theme. The ictivities provide many
opportunities for peer instruction and feedback, and enable ESL students to
see 1ssues from another perspective, both of which are valuable assets in an

intercultural setting.

Selecting a Theme

Consistent with the notf{on that students learn best when they are engaged
in significant meaning-making, instruction 1s organized around broad topical
themes with which the ESL students can become deeply involved. Selecting an
appropriate theme for ESL students 1s the first step in the process. After
the students identify interest areas in the first days of class, the teachers
select a tneme and examine the rescurces that are available to support this
theme. The most important resources are as follows:

l. Teacher Files =-- extra readings arranged in folders according to

themes ({mmigrants, minorities, computers, etc.)

2. Films

3. Speakers

4. Current Periodicals

5. Field Trips

6. ESL Readers.
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Instructors choose a theme and prepare the materifals for the duration of this
theme, usually one to two weeks. " To insure that all the students have access
to the same {nforwation and have an adequate vocabulary, the teachers select
and provide the readings. We usually provide three to five related readings
of varying lengths and levels of difficulty. The students are free to read as
many or as few as they want. For example, for the theme "Oppression and the

Law," we used these sources:

l. U.S. News and World Report article, "Sanctuary-~Churches Way to

2. Martin Luther King, Jr. =—- "1 Have a Dreanm"
3. Family Circle --"What Would It Be Like If Women Were Iu Charge?"

4. Selecticns from Touch the Earth

5. ESL Rhetorical Reader — "The System Worked — Brown Vs. Board of

l
|
|
|
|
Protest"
Education."
Through various reading activities, students read and explore the ideas of
these sources and discuss ideas to include i{n their up-coming papers.

In additf{on to the readings, we provided a film about Martin Luther King,
Jr. ("From Birminghan to Memphis"), and invited a speaker (Director of Black

Student Programs) to address the class.

Oral Activities

Role switching. The role switching usually takes place after two class

periods of readings and discussions. The roles and the dilemma for the role
switching, usually taken directly from the readings, are -repared by the
teacher. The dileuma, which we selected from "Sanctuary,”" was "Should our

church get involved in giving direct help to refugees who need sanctuary?"
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The roles for this scenario are as follows:
i+ An tllegal refugee seeking asylum
2. Church pastor (Eev. Michaels)

3. An unemployed churchk member

4. Lega. immigrant (church member)

5. Judge.

Each student receives a folded 4 x 6 carde On one side, we print the role in
large letters. On the other side, we write a brief synopsis of the character.
For example, one such card highlights the role of the Judge as follows:

Judge: You are a member of Rev. Michael's church. Although you feel

sympathy for human suffering, you cannot knowingly break the law. As

a judge, 1t 1s your job to support the law.

Four to six roles are ideal, with the other students in the class
participating as active observers. Observers who are seated next to or
slightly behind the role players may also activelv participate by giving tdeas
and {nformation to the role players. Such conference participation helps
hesitant students overcome shyness or language difficulties.

Before the role svitching begins, the teacher, as moderator, reads and
clartfies the dilemma. The students take a few minutes to read the rcle card
and to prepare their comments. The teacher functions as a ‘actlitator, making
sure évery student has a chance Lo speak, clarifying the characters'
statements, and deciding whe. switch roles.

The role-switcuing activi. neirates a great deal of erthusiasm and
1ively controversy. Here are some students' comments on the role-switching

activity:

--"1 feel more comfortable speaking in this character than when 1
speak for my.ielf."

--"It was really hard for me to be the unemployed person. I can't
argue when I don't feel {t from the heart."
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-="1 really listened to my classmate so I could decide what to say."
--"I feel two—faced." (changing roles)

--"1 got so excited abou. these important tdeas that I forgot to
worry about my English.”

Forensic Discussion. The dehate 1s a more formal situation than the role

switching. Furthermore, in the debate, cooperaticn and teamwork are
important. The whole class divides into two teams which face each other in
rows a few feet apart. Each team selects a leader. The debate opens with
each member of the team which 1s proposing the policy change making a brief
introductory statement. Their leader then summarizes the team's comments.
Then the other team members give their statements in support of the existing
policy; the team's leader also summarizes these comments.

This initial formal statement insures that each team member participates.
The teacher, again as facilitator, s<ts at one end, in the middle of the two
rows, and paraphrases after each student speaks. The purpose of the
paraphrasing is to insure that all students have understood the utterances,
and to make sure that students hear correct English. The teacher, at this
point, also identifies the type of argument used. After the tnitial statement
from both teams, the students may speak in any order, with the teacher
continuing to paraphrase. After approximately 25 to 30 minutes, the teacher
asks students to get up and change sides. The procedure 1s then repeated with
the students reversing their policy positions. Whereas we do point out good
examples .f effective arguments used in support of a team's position, we do
not declare a winner.

The key element in the success of this activity with ESL students 18 the
selection of an arguable and appropriate proposed policy change (see p. 85).

3y "appropriate,” we mean that students have a knowledge of, experience with,

and interest in the issue.
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Comments from our students in response to the forensic discussion
activities included the following:
—"I love 1t, I love 1t." (a Turkish student)

--"1 can't do {t. I can't change sides on this issue.”
(a Danish student)

--"This 18 difficult. We don't debate in China." (a Chinese student)

--"This 13 really a good way to learn specialized vocabulary."
(an Arab student)

—-"I understand the 1ssue more when I have to argue both sides, but
it's d1fficult." (a Greek student)

-=-"It's hard to do, but it's wonderful. If you read the articles,
you can say a lot." (an Irantan student)

=="W1ll 1 have to argue like this in university classes?” (a French
student).

Peer Questioning. The peer—=questioning process was adopted for

successful use by ESL students. Ik these classes, students interested in
writing about the same topic met in small groups of two to three persons. The
students had received instruction in using the peer-questioning cards, but
partly because of language difficulties, they quickly abandoned them in favor
of questions of their own invention. They took notes which provided them with
concret2 ideas for their writing. Because the students are usually so
incerested and productive, che teachers may allow the activity to continue as
long as the students want. Peer questioning se~ms to work best with ESL
classes when students have been provided with three or fcur broad topics upon
which to focus their thoughts. The topics are related to the current class

theme and tied in with earlier readings.

Writing

Having completed three to five readings on a theme, and having engaged in

role switching, forensic discussion, and peer questioning, the students are
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now ready to write. The Reading/Listening-Speaking teacher provides the
Writing teacher with the list of three or four them~-related topics that
students used in the peer questioning.

Sample writing topics for "Oppression and the Law" are as follows:

l. The effects of Brown vs. the Supreme Court {1954) resulted in major

changes for both minorities anc whites. Discuss these changes.

2. Bussing is (1s not) a good solition to achieve integration for the
following reasons. (Or compare bussing with some other approach
to integration.)

3. There are many advantages and disadvantages for Indians if they

leave the reservation.

4. If women were in charge, the world would be different in many ways.

5. Select another topic of your choice which is related to the readings

and the discussions we have had about oppressed people and the law.
(Get your teacher's approval for the topic before you write.)
The students write as soon as possible after completing tne peer questioning.
Both the Writing teacher and the Reading/Listening-Speaking teacher evaluate
the compositions according to criteria of content (richness nf ideas,
effectiveness of support and use of spectalized vocabulary), form, and
grammar.

Evaluation. The students see the writing as a culmination of zll the
activiti.s and appreciate the comments from both teachers. To bring closure
to all the activities and to acknowledge the students’ efforts, the teachers
select two or three compositions which demonstrate different styles and
illustrate support of arguments. The teacher rewrites the composition,

editing when ‘ecessary. First, the teacher reads the composition to the class
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without {dentifying the author. Then the class receives copies to read and

save.

Comments and Reflections. Tue Writing teachers noted that the

compositions resulting from this program were substantially longer and richer
in detail than other compositions. The Reading/Listening=-Speaking teachers
noted that the compositions showed that the students had incorporated the
specialized vocabulary and were using it effectively. Moreover, the same
arguments and types of support used in the speaking activities appear:.d in the
compositions.

The oral communication activities provide structured practice in the
kinds of speaking, reading, and writing requirad in an academic setting. The
program 13 an effective apprrach to learning a language by ewmphasizing oral
activities leading to more effective writing. Though some of the activities
(particularly role switching) can be used in isolation, we feel the
combination of activities offers outstanding advantages for an academic ESL
program. The activities are equally effective in the intermediate and upper
level classes.

The students engage in real and meaningful communication in which English
is the medium, but not the focus. The theme effectively binds the different
skill areas together. The activities provide many opportunities for peer
instruction and feedback; they are student-centered rather than
teacher-centered. Most of the teachor's work is done in careful preparation
for the class, and the teacher functions primarily as a factlit~tur once 1in
the classroom. Finally, both the teachers and the students enjoy the

activities. They'ra fun!

»
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Illustrative Samples of Students' Compositions in ESL Classes

The fcllowing essays were collected in ESL classes participsting in this
project. Students read several articles on the theme of oppression and the
law, participated in a role-switching activity exploring the dilemma of a
family moving into a neigbuorhood that 1is ethnically different, debated the
issue of bussing to achieve integration in schools, and debated types of atd

available to 1llegal immigrants.
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Writing Across the Curriculum: Using Oral Communication

Activities to Facilitate Writing Outside the Compos{tion Classroom

Introduction

One interesting fact that has been established by the recent use of

writing acrcss the curriculum {8 that {nstructors {n the content—area courses
face problems very simtilar to those of the composition teacher. Their
students also have Aifficulty making inferences about others' thoughts,
beliefs, and knowledge. As a result, these students' writings for the cliass,
as well as their contriﬂutions to class discussions, are marked by egocentric
qualities. Students rely solely on their opinions and present arguments rife
with undeveloped observations and undersupported assertions. For the most
part, they are reluctant or incapable of seeing views other than their own on
any controversial {ssue.

As a result of collaboration between a composition teacher and a
colleague with piecisely these probjems, the role-swi%ching scenarios were

adopted for use {n a sophomore-level anthropology course in an attempt to

,

improve the content of the students' writing. The generally favorable results
support further {mplementation of the oral communication acti{vities in

content-area classes.

Using the Role-Switching Activity

The scenario for the anthropology class focused on the problems

unacculturated groups iace when the modern world begins to impinge on their

culture. The Yanamamo Indians, wh) 1l{ve in the Venezuela-Brazil border area,
are considered one of the last unacculturated Indian groups in South America.
They are, however, rapidly being "{nvaded” by the modern world. The scenario

was designed to help the students see that exposure to the modern world may or

- koS




may not be good for the Yanamamo's culture. The roles for the scenario
included:
Anthropologist =— wants to understand the Yanamamo's culture;

Cattle Rancher == wants to make land more productive by putting 1t
into pasture for cattle;

Tourist == wants to see primitive people before they're assimila:ced;

Missionary —- wants to make converts for his rel{igion.

Before the scenario was enacted, the students were asked to express their
views i{n a short writing exercise. After the scenario was enacted, the
students wrote again. (See student samples, pp. 176-179).

That the students benefi{ted from the role-switching activity was readily
apparent; nearly all the writing done as a follow-up exercise vas fuller than
the writing done before the activity.’ The students whose papers appeared
skimpier {n the pre—activity writing benefited the most from the exercises;
their post—-activity writing improved the most. They provided more detatl,
fleshed out generalizations, and acknowledged as valuable those positions with
which they di1d not agree. Interestingly, the students whose pre-activity
writing was not well developed were the students who were more sure of their
position before the activities. The students whose pre-activity writing
anticipated some of the "grey" areas involved in the dilemma did not change
their positions significantly in the past—activity writing. They did,
however, elaborate the earlier details given to support their positions, as
well as {ntroduce whole new paragraphs which provided new detatls supporting
the positions. Nevertheless, the activity appears useful i{n introducing new
and di{fficult concepts to students and in aiding them to see the complexi.y of
an tssue (even i{f their minds are not :hanged particularly). The {mprovemeant

in the content of the writing certainly supports such a conclusion.
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However, in using the act s{ty i{n a content-area classroom rather than in
a composition classroom does engender some particular difficulties. First,
most of the scenarios used in composition classes deal with dilemmas that are
either controversies constantly discussed in the media or with ethical
controversies that are basic to the students' cultures. In effect, then,
students already have some background kncwledge they bring with them to the
scenario. In the content-area classroom, however, the issues are often new,
complex, and confusing. For example, students might have no difficulty
enacting a role-switching activity dealing with creationism versus evolutior
because they have been aware of the issue for years. The possible roles
involved — the creationist, the evolutionist, a minister, a teacher, a

polotician, a parent, and so forth -- are basicaily familiar to them. On the

other hand, the students i{n a freshman-level biology class might have real
problems enacting a role-switching activity about the ethical issues of
scientists' newfound abilities to create 1life through genetic engineerting.
Some of the roles here -- a businessman, a geneticist, an environmentalist, a
b‘clogist -=— may be so unfawiliar that they f£ind it fmpossible to view the
dilemma from one or more of the role-characters' perspectives.

Such problems are controllable, but require careful planning on r%e part
of the instructor. Scenarios must be created so that all the coles are
accessible to ali the stunents; otherwis., the students will not learn from
the experience. Une way to miwne the roles more accescible {s to generalize
the scer.ario so that the issue remains the same, but the roles become
riaracters with #hoa the students may more readily identify. For example, a
scenerid created for a civics class examining the effect of tax evasion on
society may work better, particularly at first, i{f the dilemma actually deals

with the underlying issues. 1Is it right o lie because you feel a rule is
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unfair? Who gets hurt when people cheat? What {f people obeyed the laws with
which they agreéd? These {ssues can be examined using scenarios that involve
everyday 1ife, and can serve as a springboard for future activities. In other
words, lead the students to their destination gradually!

The second problem encountered in using the role-switching activity 1in a
content-area class was ths. students rebelled against the i{dea at first
because 1t deviated from the typical lecture format they expected. Although
students in juntior or senior high school may not have the same objection, they
may quite possibly have other objections. 1If the students are particularly
grade-conscious, they may feel that an oral language exercise which {s not
graded 1s a waste of theif time, or they may dismiss the role-switching
activity as "fun time." The exercises are likely to be differeat from what
they are used to, and they are just as likely to feel threatened because these
exercises are different. One way of getting around the problem 18 to tie the
activities to an event th~ students are used to in the course. For example,
the first use of role switching may be Lo review material already covered in
preparation for a quiz, or, even better, for an out-of-class paper. The
students can see the benefits of the activities more immediately :f .'.e

activities are used to prepare for a task they see as meaningful.

Using the Forensic Discussion Activity

The forensic discussion activity can be used in a aumber of ways. First,
it may b~ used to introduce students to new material and 1d2s-. This activity
seems especially well suited for use in content-area courses because the
students will have a textbook which provides them with some backgrouad
informaton, and hecause the topics can be designed to be closely tied to
important concepts on which the students can easily find more material in the

library. The content-area classroom has a distinct advantage over the
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compcsition classroom in this regard. The topics in the couposition classroom
,ften deal with broad ethical or moral controversies which are not always
readily supplemented by thc school 1library. By using the forensic discuasion
to introduce new material, the instructor will help %he students to develop a
store of i{nformation they can build on during the couvrse.

The forensic discussion activity can als~ be used as a follow-up exercise
to the role-switching activity. Often a satuation For a debate can be
generalized from tne dilemma enacted in the « . zvitching. . example,

several possi_le cnpics for- forensic diccussion activities can be developed

from the role-switching activity involving the Yanamamo Indians. Are an

indivicual's rights to priv.cy sacred? Wher- do on2 ‘2rson's ri_hts end and

other people's rights begin? 1s {t gocd for a society to be pluralistic,
maintainiag the uniqueness of 1{ts subcultures? In other words, the forensic
discussion activity alluws studenrs to move from the pariticular to the
general, to abstract what thb2y learn.

Finally, the forensic discussion attivity can be a valuable tool in
preparing students for exams. The activity may serwe to prCVide'students with
a summar; of informacion covered or as a departure point for an essay-type
test question. 1If the discussion 1s planned carefully, the {ustruc’ >r can be
sure the students have erough background to "manipulate" go that they use
facts "¢ develop their arguwents on the exam. The discursion shouldn't meke
the argument for them, but it should provide inf -rmation to back up an

argument !

Using the Peer—Que’ ioning A- .ivity

The peer—questioring activity 1s an excellent way to iwprove students'
writing, both or exems and in out-of-class papers. Instructors may find {t

"

useful to allow their students a "<ry run" or exam questions. For
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example, a week before the exam the instructer may want to give the students a
list of several possi{ble essay topics, allowing the students to write
responses to them. The peer-questioning activity can help the students flesh
out their essays as well as serve as a review of the t{nformation to be tested.
Likewise, thc adtivity may prove usefu’ in {mproving the quality of papers
that students write outside of class. On the whole, students are good editors

of other people's writing, and there is no reason why both they and the

ingtructor should not benefit from having their work read by others before {t
is graded. The students will produce fuller, more cogent essays, and the

instructor's work load will be cut dramatically. But, most importantly, the
students will learn how to behave as readers whd> make demands o.. the rext and

as writers wto meet those demands in the text.
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Illustrative Samples of Students' Compositions
in a Content=-Area Classroom

The following essays were collected i{n an introductory anthropology class
that incorporated selected oral communication activities as a means for
improving student writing. Essays written before a role-switching exercise

are paired with papers written bv the same students after the exercise.
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