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When we look back on the late 1970s, we will likely and Communication Skills (ERIC/RCS). ERIC is spon- . -
remémber most strongly  the renewed  emphasis on sore@ by the Natignal Institute of Education, which
the basics in education? Despite the twror and the segks to improve educational pracfice by providing
conthictss suttounding the  basics, we  tind increasing practitioners with ready access to descriptions of re-
agteement on, the need to integrate language arts in- search and exemplary programs, Topics for these book.
sttuction However, while much has been written about lets ~are reconimended by the ERIC/RCS Nalional
balanced curricula tor the carly grades, we have: for the Advisory  Committee.  Supgestions for other topics .
. most part, conynued to fragment instructionansecondary should be sent to the Clearinghouse. 9
and, especially, pust-sccondmyj.’nglish programs. We hope that teachers will build upon the ‘material
It 1s hoped that this bookletwill contribute to efforts . presented here and develop additional ways of integrating

to integrate language arts instruction for older studenty, cbmmunicatiougkills instruction. -
The authors descnibe an approach that focuses specifi- '

cally - on speech  communication activities that have - Bf'\rh“m Licb-Brillrart l
: . . . : RAoveinte Dire e TN k

been mcorporMed successtully mto Fnglish programs. Associate Director, Speech Module

Most ol the activities they describe have been testey| IZR)(’/R(S\

v threnr own Lige antegrated  skills progrim at the: Bernard O'Ronnell
Umiversity  of Massachusetts. High school, as well as Director
college. readers will find concrete plans, ‘assignments, ERIC/RCS )

leatning activities, and assessment techniques to guide :

thefn m incarpotating  speakmg ang. listening into _ .
wrting mstruction. - . \ ST ' . :
Tins booklet is part of a series «of informatjoy re- .
. sources tor teachers produced by the Speech Communi-
cation Assoctatton nnder the auspiees of the Educational  * '

Resources Intormpation Center Cleminghouse on Reagding - )
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" Rationale for leaching - .
.+ Speech Activities in S
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After more than twenty years of teaching English and
speech courses, we believe that writing and speaking
T are conceptually enriched and ‘performance improved

and more vanied when both activities are taught in the -
we have written
“this bouk to lntrodmc speeth Lommumuatlon activities

same course. Because ot that belief,
into the writing classroony.

Writing and speaKingscan be used to wpplemcnt eiach

other because they share at least twp basic fentures:
. both use language as a primary source of meaning; and
both require students to deal with certain essential .
& rhetorical concepts and principles, such as those having

to do with thesis, support, definition. inference, assurhp-
tiori, organization, and audience adaptation. We assume
throughout this book that the best way to teach both
writing and speaking is*a rheraricel approach; that is,
(kt_li/ eniphisis is on getting students concerned about
what they: want to say and on teaching the “mechanics™
as the) become concerned .about e\pressmg their ideas
clearly, vigorqusly, and effectively. It as we have sug-
gested,, the focus in both speaking and writing is on
rhetorical invention and the primacy of substance and
ideaw then integrating the two modes enables students
to engage in a wider variety of activities that teach basic
coneepts common to both. For example, a discussion:
of orgumzutlonal patterns can be applied ‘ip both oral
andl written assignments, and, an understu‘ndmg of
different types of organizational patterns can help
students Become better readers and listenérs as they
learn to look and listen for those patterns. Skills re-

quired for library research -tinding materials and syn- .

thesizing them into a meaningtul message—are the same
for prepating a .speech as they are for writing a term
paper. I a problem-solving -discussioh, students can
g0 through this process of using resources tp come to

. conclusion as a collaborative process and "then write
up the tesults individually.

Teaching writing and speakmgctogejher not only
‘introduces students to a wider application of the skills.
Tthey. learn, but the introduction of $peech activities
to the .writing class also adds conceptual richness in
the following seven ways, '

Lt

“Thus, the communicative model of the speaker’s com-

.

Better w:de(s'randing of discourse as communication.
Comnwmication " is etymologically derjved from com-
munis—to share. We may, of course, advise our students
to keep an audience “in the mind’s eye” while writing
an essay, and we may cven ask our students to write to
a particular audience (other than the teacher). Still,
the writer & naturally more inclined to see only the
I-it (writer-compgsition) relation than is the Spezjkcr,
yfor whom the l-you (speaker-aWdience) relation is
also immediately presepnt. And as Moffett hascrisply
put it: “The referential relation of /-it must be‘crossed
with the thetorical relation of /-you, in OrdLr to produce
a whole, authentic discourse.”* : L

The very. face-to-face nature of much oral communi-
catiotr vividly reminds the speaker of the transactional
nature of discourse. As Richard Larson observes in
“A Teacher of Writing aniong Teachers of Specth,”
the view of discourse “as transaction is often Wifficult
for n writer to adopt but impossible for a, speaker
to avoid. . . ."? The immediacy of audience feedback
and. the kinds 6 adaptktion speakers may be required
to make because of it constantly remind the. speaker
of the transactional nature of the communicative process.

posing process is not one of “injecting” ideas into the
reader’s mind; rather, in its simplest form, the speaker $
model is:

It
o - speéaker audiénce .
| |
'Y /

»

- . <
and when the speaker becomes aware of audience mem-

- berg interaction with egpch other as well as with the

speaker, the maqdel becomes much more complex
(see Figure 1). Whenever there is more than one listener,
members of the audience tend to react to“each other
as well as to the speaker. Thus, there dtsurs not only

- interstimulation betVeen, speaker and listener (an(f

they may change roles during the process of dialogue).
but also mterstmmlation among hstenem ] .

Y
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tip. L Speakeraudience model

The minimal model shown in Figure 1 reminds the
spmkcr (writer) thdt the audience (hsteners or reuders)
is"acrive rather than passive during the communicative:
transactivn. In speaking. the act of invention is at least’
partially a “public’ proggss. and, to"a vatying degree

~depending on the type of speech activity. it is a _coopera-

tive: process: 4.arson dcsulbes his growing awareness of
the “speech.teacher’s view”

Of ... . immediate consequenge for the teueher of
writing and literature is the conferee's ruognltlon

that mvmtnfg is not only the work of a speaker or .

writer (a “transmitter™), but of the fistener or reader
(the”
the confercos argued, .reinvents what he reccives
(and in oral discourse,
transmitter  himselt  to  reconceive, or reinvent,
his utterance)® e

P:lrticulurly it'; after a speech, q'neStions 'may be zisked

directly of speukers the darity and nnpmet of their
message can *be -instantly péreeived. Group wntmg .
_projects,can help reinforce such awareness. . .

Fuller awareness of ¢ ‘omposition as a process. Although

there is growing emphasis in English classrooms oy pre- -

writing, writing, and rewntmg oral actlvitles can make

studengs aware of rhetorical invention as- process. For -

example; “one of the asstkru\re_nts we shall include later
is the extynporaneous speech. There, students are urged

not to writ out word er word what they want to say.. -

“A, speech is not an essay standing on its hind legs,”
we tell them, l"hey are “isked to decide on a purpose,

- to develop an ourhne of what they want to say, and to
- acquire more supportmg material than they expéct to °
use. Then,, during the act of speaking to a live-aydience,

they will need to- make on-the-spot decisions about

‘receiver’’), too. The listener in the transaction, -

may -compél the speaker-

what specific supporting materlal to use, what points -

need repetition or dcvclopment because gn audience

seems puzzled by them, and the like. Such an extem-

poraneous, presentation differs from impromptu speaking
because it is carefully prepared in advance.
Deeper understanding of source ethos. Speech acfivi-

- ties can reinforce the important notion of the composer
~as reflecting » triumvirate of I-Eye-Aye.?

“That is, the
composer comes to the task of composing with a-com-
plex of "knowladge, atthudes, and mgqjives, and with
an image of the world and of how things fit together,
seen through a selective perceptual screen. The com-
poser says yes to-certain purposes, organizational schemes,
and pieces of snpportmg material and rejects otherst

communication, however,.. Mmore -often
concept of erthos than on.voice<or persona. Ethos en-
compusses more than either of the other two. Ethos
may be defined s the audienge’s perception of the

able but may not be perteived as “honest and know-
ledgt,able" by the audience: Ethos, thecefore, is a term

,mtnnate,ly felated to the communicative transaction.

A number of stndles have. attempted t0 isolate the -

components of ethos.® Several of those wdfmenstohs

-appear-to ‘be intelligence (khowledge; expertise), char-

; made especiglly vivid when students ask in face-to. tace

“acter, and goodwill. For example, in & speech setting,
_being unprepared, Tambling; ot unnecessarily redundant .-

may ‘be perceived as an act of bad will toward: the
audience. of not i‘_czu‘iltg enough” about them to be
properly prepared. Dynamism is yet another.dimendjon

the physical and vocal dynamism of the speuker as wall

- as-the “animation” that comes from varying the types
-~ of supporting material and using lively languuge

Spenker-ethos is not fixed; it is in a stat® of bécaming.

or during a series of speeehes and dischssions Communi-

cating in . face-to-face situations can” make this feature’
“of source uedrbthty or cthos more readtly apparent

. chooses to express ideas formally or informally; to use’
" one word and not another. The literature of speech
relies on the

- speaker. Thus, a spenker may be honest and knowledge- *

“of ethos sometimes cited, This dimensnon may inchide”

3

It may_change "during a particular communication act -

- Fuller unders:andmg of the namre of language and -

the *shared construction of , meanmg ‘As Barbout and
Goldberg -have, observed: “‘Meaning/is something that

happens ifside us that consists of responding to the. .
' messages Or sttmult that Surround us. When two- indi- -
: vtduals are engaged itr mterpersonal communuatlon'

they “are involved in the process of shanng meanings.”® -

That clarity of ianguage in a communicative situation
does’ not mean merely “cleat to . the speaker” can be
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settings, “What ¢5 a copepod?™ or
when you sfy S The speaker must then pursue
a definition until the nicaning is clenr to someone else.
The construction of group definitions also reinforces
the notton of “‘sharing meanngs’™; such definitions
are a key step m he group discussion activities in the
next chapter. Wurl\mg toward group definitions may also
make more vivid the ways in which language shapes our
“reality " Group writing or pair writing cun help reinforce
undesstandings gained in these more public attenipts to
arrive at mutually clear and aucpmblc meanings.

Because of the tace-to-face nature of speech contmi-
nication, with the additivnal help of the nonverbal
dimensions of meamng. studerits can more readily
understand that language “reveals every facet of the
cognitive, conative, and affective aspects of pgrsonality .’

Fuller awareness of all the possibilities of language.
In both writing and speaking, contrasts facilitate empha-
sis and’ clarity. For example. in some’printed messages
(particularly in confemporary advertising), the size of
. letters, their colors, intensity, shdpc and even position

on the paper are manipulated for effect. (Note the use
of ttahes in this boek to make important words stand
out and the use of differont type sizes and slmpes in
headings.) Still, th¢ student essayist  probably “will
not be .|dvm-d to use many of these dcyues
The student speaker. on the ‘'other hand, has a variety
t ot readily -usable umtmsts volume, pitch, intonation,

voice qu.llm There are few exact wyitten wunterpurts'

for these vocal. contrasts. For example, in .ordinary
English writing there are no’ conventions for m(llultmg
intonation. The various punctuation marks are helpful
but neither exact nor versatile. The period at the end
of the sentence “I'm going home™ does not tell us
whether I'm, going, or home is emphasized. A change
» in oral emphasis gives glightly different: _meanings to
the sentence (I'm going home. I'm godng home. I'm
going home.) As Daniel Jones, the phonetician, SAYS,
“Most of the shades of meaning that speech is cuB)able
of conveying . are either incapable of expression
in writing or can be c\prcssed only by added words
or by alterations of wording.”® .
Fuller awareness of the role of interperumal and
group interaction in providing the materials of dlsc ourse.
Speaking- and INcmng as wéll as readmg and writmg,

are often ways of tinding. prmessmg “and d}sscmmdting '

information and ideas. As Motfett reminds us: “Using

© . language is essentially a social action, which, h‘(')wever
"' becomes internalized as a private behavior, The' quality

A |
dialogues that thave been previously absorbed. Thus a

’ .
\
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“What do you mean,
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of individual utterance depends much, on the kinds of -
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good group process provides the external model for
“the inm'r.proccsses it will foster.”® That is why, in
Teaching the Universe of Discourse, he comments that
“group discussion is a fundamental activity that should
_be a staple learning process from kindergarten through
college. 1t is an activity. to be learned both for its own
suke and for the sake of learning other things by means
Cof it It is a major source of that discourse which the

student 'wi_[l trangform internally into thought."'?
Including a formal unit on discussion helps students
develop greater understanding of group process, learn
to analyze and improve their own behavior in groups,
and develop their ability to obsetve what is occurring
in group communication and to evaluate the effective-
ness of thut communication.!’ Not only do students
learn about group process, but the deyelopment of
interpersonal and group skills in a discussion unit can
* improve the general climate of the classroom and enable

students to participate more effectively in daily class-

room discussions. Moreover,-“role taking” in discussion
exercises (see Unit 4 iff the next chapter) may help
students deal more directly with the concept.of voice
in their writing. A
More detailed understanding of the wnstrucnon
of* arguments and of argumenf @ progess, A debate
unit in whiclh thes drgumeht of a particuldr student is
_ tested-not” only by the studcnt on the opposite sid¢ of
a question but by the class as it overhear§ the debate
_helps the student develop skill niore effectively than
any other exercise. But, perhaps even more important,

the class can see arguments as they develop and learn .
th;?’dlmost alf issues hﬁve at least two sides, that the .

sathe “facts” wynd inforination can often be used on
either side. The learrthto identity the issues involved in a
particular prop }Lion. evaluate thedtrength of various
argume'!\ts used t
strength of an argunmient derives in part from the attitudes
and beliefs of, the audience fo whom it is directed.
_ Even if writing and speaking did not both supple-
ment and complement each other in these ways, there
are at least two futher advantages tosteaching both
modes of dlswurse in the same classroom, One ad-
vantage is%What this providcs a greater variety of activi-
ties and thereby may create a more animated environ-
ment for teaching the fundamentals of discourse.
Another advaptage to such teaching is that students
. will {)etter ‘unde¥€tand that while there are important

smnlz rities -between the two. basic modcs the restraints

operatm{g on the writer are different from those affect-
ing the.speaker. For one thing, there are functional
< differehces. As E. D. Hirsch explains it:

. N ) o~

_support it and to realize that the’
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_Somi¢ composition handbooks admomsh students Thus, smdents trmm,d" in bolh wmm'g and bpeaking

to write naturally as they sppak _ . . . advice which
overlooks the functional distinctions between speoch
and writing. For oral sptech normally takes place
in a concrete situation that supplies external, extra-
-verbal clues to meaning, while writton spesch, lucking
this dimensian, ]
only if it supplies much of s context within the
verbal- medinm alone. Hence, for native speakers,
the chiet difficulty in learning to write well is in
learnmg how to use language in an unuuu{stombd
way. The tunctional puulmnt¥ of writing is jts
need to furnish tts own vontext.

George Yous explains yct other differences when he says:

In contrast with written rhetorie, speakers face
audienees. Insofar as a speaker’s act is simultaneous
with his audience’s perception of him, the speaker,
a8 with pen and ink drawings, cannot modify his
act. of expression. A speaker is constrained by his
own visage, voice, and actions i his presentation.
Nor. can he define his aim freely apart from his
audience context. He cannot pretend to be somcone
other than what he appears to his audicrree. He is
captive o his situation. Ycet despite the fact that
speakers  are, severcly  situationally  constrained,
there is an opposite or liberating constraint in pub-
e address. There's an cxpecgatiom if not a demand,
to defy expectation, to be innovative, enterprising,
and delightfully surprising, The speaker is.expected
to fingd, discover, and invent words for the occasion.
The speaker is not just being called upon to conform
(0 the conventions. . Writers, on the other hand,
are usually freed from purtimlar contexts, occisions,

audiences, and situations. Writers simply do not have

are audience present in physical terms. They address
one in the present within their texts, but writers
i that sense arc imaginatiVely projecting their audi-
ence.Their real audience is in the future. Not only
are wrters free to elect their audieheerand situatlon
they're also free to construct their ownstyle and tone.
They control the presentation of themselvesin writing
~in idealized ways that speakers cannot. In speaking

. there is a need to harmohize one’s personal display

of character, expression, and action with, words;

I'he writer, however, since’ his sole medium is within

his written text, can control fictively all the dramatic
aspects of his rhetoric. Walter Ong argues that writers
create imaginative andiences; but writers also create
" imaginative cthos,cvoice, tone, style, and attifudes
toward aydience. " Writers  are  thus situationally

_freed to choose their pims, voice, occasion, audience, -

and mm.mon They create these elements within
their text.! . . o

138 able to communicate offectively,

>

“to Rhetorical Communication,

- Conventions,”’

will gain a brgader and desper undcn‘smndntg ot the
(

wmmunicution proaesx than students’ who are mught'-.
etther wnﬂng or speaking. - In prm.l(wl tcrms ﬂ\is.:

understafidjhg should: hielp them becomé. more mlormed

and nrgicmntc commumcatoﬁ in both modesbt (flmoursc. E

o
U.-
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lhu‘oursé duuibu? heee is deslgncd as a pve- scméstcr u_ ‘Unit One. P‘tmems_ of Cotymunjeation ", .. ., e
o scquome ['onr goah are emphasue«f _ : i s L : S " .
et > ' * 05/"“*’”"-’5 & - PN SO
ce I ‘)lll(}@l\("l shou‘}d views w’rltmb, cmd Sﬂ:‘olklnb\ ns e L . -
\ ‘V“" ds‘r‘ lhng.md lis(emm; as Wflywi(h&ovenmg ~.-_- 1. St(ldenls. shoq[d bCque hetter auquamtcd L . BT
e _iileas—o ueﬁnmg,tor th%m.sclveg and mlwrs whdt_' ’ wsith eaghy other. Md ba‘bme m\wre Of‘ lh? ths Vo
- ; fmy rhunk and’betieve, " = v a8 audience, S . - R
. 2 Students _should vadop rcriterm to “evaluaté” & % Students should bw""‘e gware m ”“”I‘Sel"eﬂ el
R thqr own and omera' 'Sp(‘lll\llll. and writmg P 8 sonders d*%.d receivers 0““0382‘835 * . ; - >,
3. bludents should lmprove then own’ wnuuum . 3"Smdu\ts should becorg aware ‘of the unportante o e
cation skills through practice. . -t Te Qf qgklng the «nght qucshons to- get mformatmn' o oo
Vi et 4 Stu ents”.should” .demohsfrate m- thelr < writter R
4. Through classroom interaction, students should dents’ Sl 10irsfra heir = wri 3 .
. RN ) o and oral nssngnmqn1§ an understmﬂng of* mesls . K
assumg some responsibility for thé development - s
. ‘ statement and deyclopment . .
~  of other class members. 1 :
Lo 5. Students shewld become awaté’ of the.dialogic .. Y
Especially emphasized ate skills of invention and adap- nature ofcmnmumcatlom I, » ¢
tation to situation and audience. discoveripg what : "
o! ‘ - ce- qistovering ) o he mﬂjpl‘ aftectwe goal for the beginmng of the -
to say to meet the constraints of a variety of communi- oo
. . . . course is t(Q get students acquainted with each other,* e,
oution settings. Assignments are designed to simulate | )/ i hicheth Il feel
ommunication situations that students are likely t to cstablish an atwiosphere in W ey will fee '
cn ounter outside the cl y tx. free to copmiifiicate, and to give them information '
- ¢ Lnl . ¢ (:u f' N uassr((])om Bf units that ‘about the audience they . will be working-with. The )
or ‘:t w‘ttmnh orgamzef f’dsd'd senss o ulm ii: '_m major content or cognitive goal is to’ introduce stu-
:)dc:e n‘:“ Sn‘s as \\lvtdys othmlmg alnalfL ';"3 MICAtNG. - dents tb the concept of communication as a two-way ‘¢, ’
dels m: ":; un g'm e hiry : © t]te course process. Students should learn to view messages, whether
cal W patierns o comiuriica fon, patterns of . written or spoken_ in the whole communication context.
detinition, and patterns of reasoning~ways of moving’ o S
from information to inference. The second three units, @ Oral Activities
based on the reflective-thinking pattern, center on _ .
analysis, argument, and persuasion. Each unit includes ~ Three activities that are*designed to introduce students
objectives that suggest the particular writing and speak- t6 each other and to generate discussion of various aspects
ing skills to be emphasized and some sample activities ~ Oof the communication PTOCCSS are sink or swim inter- , -
and assignments to develop those skills. The assignments  views' self-disclosure lists.? and introductory paragraphs.
described in this chapter are merely-illustrative. Sink or swim interviews. Divide the class into groups
It is presumed that students can write a complete  Of three, designating one student in each group as the
sentence, organize a paragraph, and use standard English. - intervie®er, one as the interviewee, and one as the
Problems in these areas can be dealt: with in writing  observer. The interviewers will havé five' minutes to
clinics or through individual student conferences; but-  discover everything they can-about their interviewees:
“they are not included in the objectives and activities ~ education, families, hobbies, . interests, beliefs and
~ listed here. . attitudes, and so on. Interviewees will respond as they
. : . ‘




-7 see- fit; for example, n R quostion is doemed “none of may also - draw on intormatlon trom tbo discussion-
. yuu\‘ business,” they shéuld say so. Observers will note of shuﬂarmes and differpnces. : / . .
how" interviews ,are statted and ended, the: questions. After all mombers have been introduced by their.

C asked, the answers fiven, evidence’ of motivation (or* partners, the: group: Aiscusses differences and “similari-
- . lagk of it), listening problems of interviewer and inter-  tied bétween” lists and their reactions to the activity
N ‘viewee, ~ nonverhgl unnlnunkation, communication - a§ a whole. The discussion may explore how different

«  hreakdowns, ang problems-cpused by lack of preparation
" and intcrv‘iewmg experience. At the end of four and a
-+ half minutes, tell interViewers they have thirty'seconds.
S~ o eqnd tﬁclr ln(crvicws Begln the sesond round immedi-
- ately,having the students in each group change rgles,.
At the end of another five minutes, stop this round

..

be an mtervnewer an mtemcvyec. and an obscyver !
. After the final ‘round; have, ,the wholé class, di%uss
" the : (o]lowmg questions: How did interviewérs bégin .

these drﬂerences difterent - intemew.nr or intgrviewee;-

fright’ of the interviewgr; . previous relationshlpa be-.
. ~tween mtennewer and inte rvnquee (close friends, total
' 4 v strangers, \msuak acquaiitances, etc)? How did lack

of ¥ preparatlon “and unemewing xxpﬂnenoe attect

- quesfions atid answers? - If tlns lad -been a- planned -

. : interview, what might the tnterviewers l)aVe done during
R advance preparation- to maké the interviews moye

so. what. seemed to - cause them;. language barriers,
listening mablelm fack of motivation, the classroom "
setting with several inter\)iew§ going on at once, failure
* ..toepotice:nonverbal coxllnllnlnimtion? How were questions
and answers wmmunkated nonverbally? What major
problems did ipferviewers feel they encountered? How
would they propose to eliminate these problems in *
future interviews . :
S - Self-disclosure .lists. Each student is asked to list
on a sheet of paper the five most important things
about himself or herself, from his or her own point
of view. ‘Allow three to eight minutes for this part
“of the exercise. ’
After they have ﬁmshed their lists,” students are
asl_(ed 10 pair off. Each member of the pair, in-turn,
reads his or her dist of five personal characteristics to
o his or her partnés, and discusses similarities atid djf-
ferences. Allow - tive <to ten minutes for this- phase.
Each pair is asked to join two other pairs, forming
groups of six. Each of the six is to introduce his or.
*het partner to the group, describing him or her in terms’
of the characteristics on the list. The introduction

- \ .

“ast g

indlv:dunls desided what characteristics about them-
selves to list. ‘Would the items. selected for listing have
been different it ghe participants. knew _esch other
better?; Were participants epnscious of llsting ftems
thu)/ ould proje(,t a pnrmular image to othefs? (This
¢xercise also provides a basis for dnscmsing skills and

and beégin the third, having the. students” change roles - problems asgociated wlth'lieten]ng) o

'+ -again, Each student will thus have an opportunity 107 .~ Introductory paragraphs. Each student in the class

should be given fifteen to’ {wenty minufes to write a
paragraph introducing _himself -or: herself 'to the class.
Students should be urgcd to frame a central idea for

_ : .and end inteviews? - openings and - Llosings differed” * the pﬁragraph wpethaps cegtering on sonve uhique char- _
L b tronk one round .ta another, wlmt ay  dccowt fOr

acteristic or qualify.” They should be instructed not’
o include any detajl -about their physncal uppearzmce

Npenenw from earlier ruunds anxiety level or “stage * oF sex, nor* any? “detail that would immedlately reveal

_-the writer's identity .

““The class is then divided intd’ groups of five or six.
The mémbers of each group are instructed to learn
each other’s first-names. The papers in each group are ,
shuffied, so that no one- knows whose paragraph he or ¥}
she Each group member’ reads a paragraph aloud. \"'3
As -the paragraphs are read, the -groupf members wiite

effectiva? Were there gommumutwn hreakdowns? If . * down i ‘name of the person they think is the author.

When 4l the paragraphs are read, the authors reveal
themselves and the group can check the validity of -
their guesses. Discussion can center on what factual
clues and assumptions led to their conclusions. .

The circular nature of the -communication process'
is graphically illustrated in the communication models
that - appear in the .opening chapters of virtually every
oral communication textbook\:’ The inodel in Eigure 2
makes - clear that all messages vccur in a context of
time, place, and occasion, and ‘that feedback from
the listener or reader (even though in the latter case
feedback is not necessarily immediate. ot d|rect) is a
-major element in the cothmunication process. Messages
should be represented not as discrete and ‘separate
from the writer/speaker and - the reader/listener, ‘but
~rather as someghing dependent ‘on interpretation by ..
the receiver. In other words, the received message may

~ not be the same as the, intended message.. Any good
- mode! makes these ideas apparent.

The importance of feedback in the communicauon
process can be dramatized in a number ot classroom
activities, one of Whl(,h follows: ~ =<+ - =

4 *
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Channel -How lhe message is transmit{cd: by writ!l;g spokeri"words visual aids, TV, radio, fa®®=ta-face .
Nom Inler’terencc from physlcul noise, the porcepiual screens of speaker and listener, poor word choice, otc. ' e
" Leedback - That which tells us how our message is, being interpretcd .
i e " R :- ”
' 1w .
« 5 a Fig. 2.4 model of the communication process . ‘ .
. . . . . ]
A . . ¢ , ’
" Sc‘farnbleﬁ%':e\rcise requires two sets of the 2. The student in the experiment, may not ask any
' five-piece Scrambled T puzzle (Figure 3). Each set of " questions or make any, comments. She or he is
pieces should be made of five different colors, with corres- - to say nothing, simply try to follow the teacher s
ponding pieces in each set cut from different ml_{frs.‘ " .instructions, o "
Two participants, a “student” and a “teacher,” are - @ 3. The teacher and the, student are’ not. to Idok at .
LhObel.l and placed with the‘lr backs to each other or at each other. . ‘ K
_.opposite ends of a table with a screen between them. AN
They should be ‘able to hear but not see each other. 4 The Claﬁﬁ*s to observe without comment, . . . -. ’
The teacher is given an assembled puzzle. The student - ' "y .
. 8 p After ten mmutes dr less the student will be hope- - . '3 -
is given the same puzgle (except that corresponding D
lessly bogged down, and the teacher. will have gone as :
p eces are not the same color) unassembled. The object . , . .
. far as possible with the djrections. The two can then :
- ' the actmty is for the teacher to tell the “student
be asked o repeat the process (mix up the student’s
how to assemble " the puzzie. The exercise preceeds : N
aceor ding to the following rules: puzzle pneces again -ditd begin from scratch), only this
8 gru , thme the studelt*Will be allowed to ask whatever ques-
1. Theteacher may say whatever she or he chooses, tions he or she wants. Or aiew student can be recruited :
but once instructions have been given, she or he  and the: same piocedure repeated without allowmg B
- may ask no qyestions of and*teceive no comments  feedback, and then the restriction c¢an be removed to -
from- the course instructor, class, - -or student.  allow conyersation between teacher and student, - ‘s
. . i . . .
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L\ 8 .. Specch Commumigation 4 clivities in the Writing Classroom
In presenting the puzzle, the course instructor should the dencher will usually get several requests to slow
A avold naming it; it should be referred, to only as “the . dpwn and repent. Word choice is also important; some
‘ puzzle.” Teachers will viten fail to toll students that.  students will not-know what a trapezoid is or what is
" the completed puzzle'is a T. (Indeed, it could be Arguod meant by “put the piece parallel” —parallel to what?
that because of the nature of the puzzle, such a direction From the exercise the class can learn several principlev
at the beginning might be mislcading, but it will not be of good copmunication. v
if the student listens carefully. y o« » The T puzzle (or some similar activityy u\n lcad ta -e
It the studgm deguiu that two pieces go together a discussion of the variots parts of the communication
in a tertain iivay. he or she may_stop listening, and modgy Once the students are familiar .with the basic

. the idoa becomes “‘noist™ in the system.. theory, they can a ply the model to acthal communi-
2 ) . If the teacher announces that the task is to put.  cution situations. Following are five sample writing .
e ‘the pieces together to torm a T and leaves the student . assignments that develop from discussion of the puzzle -
to do it alone, the student should be sent to-nnother  and introduction of the parts of the model. B
« «room to complete the task and a new student chosen. .o
Then the teacher is instructed to give the new student Analysis Activities
step-by-step directions. The two working together will . :
probably* tinish tirst.. - - Analysis of communication situation.’ _Writ_e an
' There ‘is no “one correct: way to give instructions. analygis of’ a. communication situation you have wit-
Orienting the listener helps (telling what the finished ~ nessed or in which you have participated. This may be
puzzle will fook Jike: describing each piece and giving ~ # Person-to-person® situation, a small group, a speaker
it a number or name). Relative positioning also helps addressing an audience, a television or radio program,
(e.g.. “Imagine a twr(xinnh diameter clock face on the or a written’ wmmmmatmn (Some exaiples are a
dble bemre you. Place the ghree sided piece at nine dorm bull session, " parent-child confrontation, a
. 0 lek on the dial™). O - classroom lecture, an orgamzuuon meeting, a letter,
The lmport.mw of teedback is immediately obvious,  @N ndvertisement, a newspaper editorial, a_salesman with
A The exercise also lllustmtes the need for repetjtion; @ customer, an employer with an employee.) Analyze
T , . the situation in terms of the communication model
' we have | scussed Consider the following questions
as you pla®t your paper, but do not answer them one :
by one; they are merely to stimulate’ your thinking. - ©
. _ The final paper should be, a, theme with your own
central idea, analyzing the sntuauon you observe.
>
" AN ' Who is the soutce of the message? What is the re-
. v : lationship between the source and the audience?
N What premnu, knowledge, attitudes, and values
Y ' - . does the source bring to the situation? What does
NG - ' . he or she kpow about the andience?
: What- channel is being used? Is there noise in the
channel? How does it affeot the communication?
. _ _ _ .What is the purpose of the message? Do you think
Ve the purpose is clear to the audience?
' EA . Who is the audiencé? What are their values, attitudes,,
: e ? . . knowledge, and experience relevant to the topic under
~ ' \w[ discussion? What do-they know about the speaker?
| : . ! What kind of feedback is there?. Immediate qr
- ’ v , delagyed? Verbal or nonverbal? Does the sender seem
w o aware of it (has he or she anncxpated the feedback)?
. ' Does it affect the message “in process™?
N : _ . What is the setting? What effects could it have on
e ' - _ the situation? (Setting includes tillne,. place, and
_ . ) ; _ - events that might affect the communication process. ) .
_,‘ ' l-‘ig.J,Scrxul\bl;d 'l‘,uzzle - : Was the message sender effective? Did he or she'

. auomphsh the intended purpose? Why owhy not? &,

.
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. (A * - .
Ohservation Gf communivdarion breafdown Think ot

! . - L.
a Situation you have observed or been part of in which

“communication broke down. 1t may involve spoken or

writien anessagestor both. What caused the breakdown?
Was- the mesSage unclear”. Was there “noise™-ip the
channel” Was there adequate rfeedback? Did the sender
respond to teedback” What was she result of the break-

down™ Could it have bsen avorded” How? (The list of.

questions in the previous assigment can be used here))
Feddback  obsernvation QE‘}}UN‘ a4 situation in a

eeting, xlumh class. living group. .mnh group. et

in which the conditions were as tollows: (1) deedback

was apparent (present) and was-agnored by the speaker .

How was this reflected in the behaviors of the spcakér
and ot his or her listeners” (2) Feedback was presen
and had an effect on the speaker. What was the hclmv'yj
as a aesult ot the feedback? . How id

3

of the speaker
the listeners 1espond? : >
Feedback in a: contmumeation svsrem. Qbseive the

opetations of an Ottice group or management staft in

some company tor at least an hours Identity instances

of actual feedback o the speech  communications

systems ol the office. Notg such things as telephone

instructions,  orders,

infonation

conversations, problem-solving
conttrences, and  the like.*
Compumeation maodel and e\pl(manun Design your

own communication model and explain it
-

unlcrmuc

should include source. channel. audience, feedback.,

and setthing.

Writthe Workstisps '
. , .

While it 1s simple enough to teach the model, practicing
the art of audience adaptation is probably the most

(difficult part of the course. As all teachers of writing

“and speaking know, students tend to blame audiences

for their own lack of clarity.

One advantage ot oral
- . . . "\ - .

mteraction is mmmediate  feedback, which tells the
speakers what their listeners do not understand. It can

o also’ revedl the audience members” ability ‘to- listen.

Q

Aaudiences

Oral aCtivities readily illustrate the principles repre-
sented in the model. but w'riting presents mote problems.
How can slmlonls get unmedrate feedback concerning
clarity, mtvrest persuasiveness, ete.? Just as classmates
audiences ' for oral exercises, ‘they should also be
for written work. In an excellent ERIC
publication, Group Inquirv Tulunqw\ for "Icachmg
Writing, Thom Hawkins describes two types of wrmng
\mrk.\hops that provide opportunities for students to
respond to each other's work.® In-what the author
calls the “regular workshop.” students are divided into

are

RIC -

Aruitoxt provided by Eic:

The model

Course Plun aud Assignments -9

a “ : )
permanent work groups that meet when papets are due.
Two or three \illl(lt‘l\lﬁmbl't‘(‘ to have thelr papers dupli-
cated for each session, providing a copy for each mem.
ber-of “the group (so that everyone cvonluully Suhmits
- hijs or her work tor.discussion). Group memberd evaluate
the papets, following the tinee- -step procedure Hawkins,
describes: (1) Students read, perhaps -twice. without
marking the paper in any way. (2) Students (Ilsw\\
_ the paper with the author (spoken feedbaok). (1) 8lu
" dents make marginal notes and, on the last pHge’. wmc

- general observations about the Whole essay.

Hawkins suggests an alternative, the “tinprovised
workshop.™ whichy we yse far most major assignments.
No duplication is necessary; students simply pair off
and exchange papers. Responders do not write oh the
original essay. but make notes on a separate sheet “of
paper. We use a “Response Sheet,” a simple form with
a margin and places for the names vt author and reader.®
The' readers number the margin of the original text,
indicating sections they wish to comment on. They p
corresponding numbers in the margin of the resppfise
sheet and® write their ecomments. General obsepritions
are written at the top of the sheet. This sysy(\ can be
used by both teacher and students; it Inyﬁ'c advantages
ol proyiding. more space for messy LOI\\IHCIH writers
and of leaving the author’s nm,uf(bnpt clean, rather
than bleeding red ink. (/though Hawkims doesn’t
allow students to revise ult;,r these impromtu work\hop\

we always give them thy optlon ) S
Working in groupS and giving feedback to peers on

their writihg anc
1 guidance and practi'cc.‘S_tudénts should
discuss which kinds of comments are helpful and whidx
are not;-ihey should be encoupagéd to make positive
comments. As in any ‘group activity, suceess is more
likely it the group’s task is well- defined and the mepbers
are given a spécified time to wmplete it. Particularly

in the beginging, students can be given very specific -

tasks: for example, they may be asked to respond to
the aspect of the p#er they find most interesting.
They should be encouraged to ask writers for explana:
tions of passages that are not clear. After some work
on mechanics, they may be asked to edit a paper.
looking for certain kinds of mechanical errors or awkward
constructions that have been reviewed in discussion.

Listening Activities

Many of the activities deseribed in this chapter require’
that students work in small groups: several are designed..

to teach “small group communication skills directly.
One of the most important of these skills, particularly

.

-

peaking efforts are skills that students s

12
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tor stwdents responding to speeches” and papers, is 2. Mail comes twice a day. (T) - .

hstening. Some examples of listening activities follow.
Listening test, Ask studcnh to listen as tho tructor
Yeads a short,’ excitipg narrative with qultc a dctuils

Then test the class on the details of ithe story, using

strue-false quesgions. Tell the students they will be tested
and read the story- again. They should not be allowed
{o take notes. Then have them ‘compare the two tests.
The iniprovement on the second test will be dramatic
ingmost cases. (This activity itlustrates that people
listen in different -ways, and that most of_us do not

ligten well unless we, have some particular purpose

of motivation.} - .

Communication session. Read the tollowing infor-
mation to the students once at a normal rate of Specd
Then give them the test that follows.

Today is vour first day on an office job. A fellow

worker gives vou the following information:
iSince you are new to.the joh,-I'd like to fill you
in on a few details. The boss probably told you that
typing and distribution of mail were your most
important duties. Well, they may be, but let me
tell you; answering the phone is going to take most
of your time. Now about typing. Goodwin will give
lhcinost. but much of what he gives you may have
notng to do with the. department-I'd be careful
about spending all my time doing his private work.
Mason doesn™t give much, but you’d better get it
right She's really a stickler. I've alyays asked to
have tests at least two days in advance. Paulsén
15 always dropping stuftf on the desk at the last minute.
The mail situation sounds tricky, but you’ll get
“used to it. Mail comes twice a day-at 10 g.m. and
a2 p.Mi. You've got to take the mail that's been
left on the desk to Charles Hall for pickup. If you
really: have some rush stuff, take it right to the
camrpus post office in Harper Hall, It’s a little longer
walk,but for really rush stuff, it's better. When you
y  Pick up at McDanicl Hall, sort it.
make sure that only- mail for the people up here

.gets delivered here; if there is any that doesn’t belong
here, bundle it back up and mark it fgr return to the *

campuy post office.

Now, about your breaks. You get ten mmu(eq
in the morning, forty minutes at noon, and fifteen
minutes in:the afternoon. If you're smart,
leave before the 10:30 classes let out. That's usually
a pretty crush time. Three of the teachiers are supposed
to have office hours then and if they don’t keep them,
the students will be on your back. If you take your

lunch at 11:45, you'll be back beforé the main
Crew goes.
Oh, ont more thing. You are supposed to call

Jeno at 8:15 every morning to wake him.
forget, he gets very testy. Well, good luck.

If you

’

Answer true or false:

I. Mail that does not belong in this office should
be taken ta Harper Hall. (F)
. \

You’'ll have to.

~

youll -

. scientist,

. You'should be back from lunch by 12:30. (T)”
. Paulson is good about dropping work offearly.” (F)
. Muson gives the most work ..(F)

i Goodwin give-«x work that has little to do with thc
 department. (T) . .

N A W

7. Your main jobs aLCOrding to the boss are typing
and afiswering the telephone. (F) '

8. Mail should be taken to McDaniel Hall. (F)
9. 'The post office is in Harper Hall, (T)
10. You get a 1 5-minute morning break. (F)

- !

11, Call Jeno every morning at 8:45. (F)
12. You don't have to type tests. (Fy' -

. .t . .
Listening and perceptual screens. Select two or three
studénts and give them the following problem:®

The Island. Somewhere in the middle of the uncharted
~ Pacific Ocean ther¢ exists a green and uninhabited

island. Seven pepple—a pregnant woman, an inter-
- nationally famous doctor, a well-Rknown American
a teenagd girl, an clderly diabetic, man,
a Catholic priest, and the Vice-President of the
United $tates—are stranded on the island.

A rescue plane finds the island, but can {ck up
only one of the seven to be returned to civilization.
The chantes of - second trip by the plane are remote
indeed (though not impossible) because the island
is uncharted. Although the people left on the istand
will=nbt starve, they must be_able to meet necessary
social and biological needs in order to survive.

- Which person should be allowed: to. make the plane
trip home?’

The three volunteers should be given a few minutes
to prepare individual statements, each telling his or her

_ solutjon to the problem and giving reasons for the choice.

They should present their conclusions to the class.

Their talks and any subseqyent discussion among them
shounld be.taped. The class’s old be instructed to'listen
but take no notes. Then each member of the class should
write down_a summary of each speaker’s conclusion and
justification. Using the tape, the class can then check
to see halv well they listened. -

A variktion of this exercise would be to have the

-teacher prepare a solution and defense, writing a state.
* ment of the solution. Both the problem and the teacher’s

‘statement are read to the class. The students can then
be tested to see how: well they “heard” the problem
#hd the proposed solution. ‘Because this problem in-
volves value questions on which students are likely to
haye strong opinions, it can be used to illustrate the -
effects of this aspect of the perceptual screen on
listening.?
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in hn* with one halt designated speaker$ al‘ﬂl_lhc other
halt” lispeners. Both groups will speak ; bu} speakers will
prepare moadvance. while listeners will tespond un-
promptu (I time permitsestivdents can switch roles and
do the exervise agum ) Speakers shonld be instructed
to prepate a 2.3 nunute talk on a LOH“OVC[MJ' issue they

teel strongly about  Current campus issues ate good

1
topies, as well as vatue issues such as moral standards

or rehigious beliets < The speaked’s puipose s not to
persu ade, bat to C\pl‘nn Ius or her pomt of view, to tell

thg .nnhcn\c ‘why { believe ™ The histener is instructed
to listen for the reasons given tor the speaker's position.
After cach speech, the listener assigned to that speaker

will be 2IVEN one or two minutes to sumnuize what the

speaker has said. The speakee can then comment on the

Saceinacy ol
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Unit Two.

the summany . Speeches can be taped to

check content. . :

As anralternative D all students can be given the speech,

assignment above Class s divided into groups of three.
Fach member wites a precis of speeches given by other
mentbers of his v her group. After the speeches, the
groups assemble.and the speakers wead and commcn('on
Where ‘was
there msunderstapding” Who  does the group think

the summartes. Which are most acdurate™
s to blame, the speaker o1 the histener? How conld
the speaker have made s or her,point. more clearly?

3 ]
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Patterns of Definition: Defining for Self
and Others

Objeciives.

-

. ' e e
L Students should understand thpt defining can be
©ameans of discovering ideas.

. Students should understand dennmun asY method
of dwclnpmcnl

t_\'pcs ol detinition
and operational,

traditional, metaphorical,

-

4. Students should understand the differe nce between
denotative and connotative definitions.

3. Students

- adapt. the
situations

should  demonstrate  their ability to
same topie to diﬂ‘crcm conmmunicatiye

6. Students should develop dcllvcr) sglls involved
in presenting a short informative speech,

7. Stydents should become tamiliar with the library
as a resource, ' '

. - A
The major contént goal of this unit is to introduce
students  to tonns  of  detinition: - traditional:

Y

three

7 Class should bcwitlc«l

R btudun\ \hould be able to “frame at feast three

Course Plan and Assigmmengy - 1
” ]

metaphorical, and npcnmonnl (Classification of lypc
ol definitions is atbitrary and varies depending on the
soutce. The types chosen herd are based on a disguvun
of definition, “Wnling, and Thinking with De finggjons.
bsr C. K. Smith;'® descriptions given here gro al
on the Smith book)

. .

Y
etivitiey v
ﬁ'_ they have thought  about definitions at all, most.
stulents have worked with traditional definition: one
puts the word to be defined in a category and differ-
entiates it from similar words in the same category
They may use definitions, along with examples, fud\‘
and comparisons, as ways of developing an idea. The
teason for introducing metaphorical and opcmtionul
definition is that these forms provide students with
ways of discovering new aspeets of a topic. Most writing
teachers have used exercises that require students to
construct metaphors, lixumtj!\ing one’s topic through
juxtaposition with a seemingly “dissimilar concept’is a
common technigne  for  stimulating  creativity.'*
Operational defining is a less familiar congept for stu.
dents, but it is increasingly important ip the social
sciences. It is the attempt to define an abstract coneept
by “describing a process by which you can measure it”
and to give it Lmathematical symbolic meaning in
addition to verbal meaning.” An example is the laws
enacted in several states which specify the reading on an
electroencephialograph as the criteriom for determining
life or death.

Students can Work with the three types of definition
in various classroom activities: (a) Students practice
Ir(nhmg the ditterent types of definition, alone, as a
Lass, or working in small groups. They can define @
term using ull three forms-of definition. (b) Students
define  themselves metaphorically - (for instance, as
animals) and explain their choices. (¢) Working in small
groups, students design an experiment that would define
operationally some aspedt of the communication model
(for example, measuring audience response, message
content, or audience understanding). They write a group
report deseribing theie design.

Possible speaking assignments to be prepared outside
of class include the following:

1. 1 minute talk explaining a term that has for the
speaker a special, personal connotative meaning
ditferent from its conventional denotative meaning.

2. 5-10 minute informative speech defining a term.
using on¢ or a combination of t,hc forms of
definition discussed above. ks

|

ased |
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-3 5-10 minute re;')url of a study that depends pn
~an operational - definition df an abstract concept
« (such as those often reported in P.sych()l()gy Today ).
~ Students should be asked to examine the assump-
tions underlying the definitions. For exuamplé, do
they agree or disagree that loneliness can be
moasured by defining it as occurring “when a .
personis. network of social relationships is smaller
than the person desires™?!'®

A writing assignment based on the speaking activities
described above might ask students to write an article
‘or a manuscript speech explaining the term they spoke
to un andienice other than their™

classmates. (They might specify a particular magazine
or jourpal as their audience: or ‘they might write a
speech; designed to explain the term to a differen
age group.) Students who do the report in Asslgnmch\
could write an analysis'of how they adaptéd thie materiul
they researched for the speech. Whichever assignment
students choose, they should include in their papers
a discussipn of .the differences between communications
designed for different audiences and situations. |

N
>

Unit Three. Patterns of Reasoning:

Information to
Inference :

Objectivas-

- 1. Students  should understand the differences

between fact, inference, and judgment.

2. Students should examine assumptions and thcnr
significance in making inferences.

3. Students ‘should practice library research skills.

4. Students  should- practice  skills
synthesizing information for reports.

involved " in

" 5. Students should cooperate to plan ‘and prepare a

group presentation for the class. _ \
' ¢
This unit provides a transition from the development

of _skills” involving gathering, analyzing, and presenting
information clearly and in an interesting way to skills
involved in using materials tg make inferences, build
arguments, and adapt materials to persuade audiences.

Students should be jntroduced to the characteristics
of facts and inferences. A useful list of distinctions
appears in Nothin' Never Happens (see p. 13).!?

N -

Achivities ' : .- ¢

The following class activities can be used to stimulate
discussion of the differences between fact and inference:

- -

Description game: Two students sit facing‘each other
in front of the test of the class. Student A is o describe
Student B giving only “‘facts” that A can observe. lI'
the students already know each other well, A may try
o offer a judgmcnt ("B is wearing . funny-looking
red cap”). Such judgmental statements’ are to be ruled
out of order. Then A iy asked to draw some conclusions
about B based on his or her obgrvinjons. The.class can
comment. on thc‘probuble validity oRA’s conclusions,

“and B can confirm or deny them. (Agumptions are

important here. A will probably assume tha\ B is wearing
his or her own clothes, for example; but perhaps B
has borrowed the red cap from aToommate.

The robber. The following story and list of state-
ments are given to the students. They are instructed
to mark ench’ statement as true, false, or questionable
(not definitély true or false) on the basis of the state-
ments in the story, It is assumed that the incidents in the
story are correctly reported. Studcntt( may work on
this individnally\ or in small groups. When the task is
completed the whole ‘class goes over the answers, de-
ciding which are correct. (In addition to provoking
discussion ofthe differences between fact hind inference,
this exercise illustrates the necessity of careful reading.)

L]

¢- .
The, businessman had just turned off the lights in
the store whep a man appeared and demanded
money. The owner opened the ulsh register. The
contents of the cash register were scooped up, and
the man sped away. A member of the pollu. force
wias notified promptly

1. A man appeared after” the owner had turned

Off his store lights.
2. The robber was a man,
3. The man who ;appeared did not demnand m:)ncy.
4. The man who ngnc(l the cash -register was the
owner. .
S. The store owner scooped up the contents of the
~ cash register and ran away.

6. Someonc opened a cash register,

7. After the man who demanded nioney scooped up
the contents of the cash reglster, he ran away.

8. While the cash register contained money, the
. Story doesgot state how much.

9. The robber demamied money of the owner.
10. The robber. opencd the cash register.

' -ll After the store lights -were turned off, a man

. appearced. ¥

12, The robbcr did not take thc nohey wnth him.
13. The robber did not demand money of the owner.
14. The owner opened the cash register. P

15. The age of the store owner was not revealed in
the story.

18
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Stutenbent of Fugt . Statement of Inference ¢ . .
L )
"Made after obsorvgtion Or4X petience. ° Made anytime botore, during or after :
~ . . \ B
L . ) observation. f .
Contined td what ona observes: cannot be Goes beyond yhat ‘'one observes; may .
made abdwt the future . concern the past, the present. or the . ‘ '
) ) ) ture. -
Linmited number $Bssible © | ' Unlimited number possiblg. .
e . ) k ) , - . K A . . ..
* " High pmlfnhpn_y {(notxertainty Repigsonts some degree of probability. -
prrception may be tautty). )
Brings people together. furthery Cregtes distance between people; likely .
agreement, s l't) cause disagreement, ’ ) o .
. . . . . . )

. loo takmmg the contents of the cash register with
. hum, the man tdn out of the store.
17 The story concerns a series ot events ir which
©only threes persons” are referred to: the owner
of the, store, o man who demanded money. and
a mggnber ot the pohwe torce. '
IR The tollowing events were included in the story:
“someone demanded money. a cush‘rcgistcr was
opencd . Lits contents were scooped up, and a
man dashed out of the store.

Market hasker game. Students are asked to write a
paragraph or two describing a shopper. based on the
contents of his or her grocery cart. The paragraphs
arc then gdiscussed in class. considering the degree of
probability of the vanous inferences.

The cgrt contains the following items: six TV dinners,

two bags of potato chips. two hottles of cream soda,

one stx-pack of beer, three boxes of cookies, (wo
loaves of bread. one’ large jar of peanut butter, six
c,.mdv hars, three frozen pies. two cans of pork and
beans. one frozen salad, one quart of ice cream,
five cans of chow meing one tim of agpirin, one
pucfcugc of sanitary napkins, six cans of diet cola,
and one copy of TV G ujde. '

Writing about personal experience. Think of a time
when you made an incorrect inference. What caused
you; mistake? Were you misinformed? Were yout
perceptions faulty? Did you operate on a false assunip-
tion? Deseribe. what happened. What, were the conse-
quences of your mistake? Could it have been avonded"
How did the situation turn out? :

Writing an interpretive report. Write a paper‘of about
two pages in which you report observations you have
made about some aspect-of campus life and infer. from
them some general conclusions concerning the behavior

patterns of the people you observed. As you can see,

this is basically a sociological report; you are to look

. : » (

e o e b b e o e e

n‘ your world (or at’least a snml! bit of it) und mnke

some general stulcments nbou twhat you see. .

You need, ok course, to pick a narrow, well-defined
thesis ‘around which to organize the paper: s¢lect one
that also has .an argumentative edge. You don’t have,
to limit yourself to one physical arga on campus; you
might find that different parts of campus can be used
o support one thesis. For example, in arguing that
many students are pofmc.llly apu(heuc you could tatk
about what reactions students have to various television
news stories, how people react to leafleteers handing
out statemerits on the repression of Jews in the
USS.R.. and whether students seem interested in
the literature displayed by the Young Sociahst Aliance
in the Student Union. .

. Your thesis and paragraph topic ideas will be infer-
ences and generalizations about the behavior on campus.
(Here are some sample topics: Drug abuse is no longer a
major problem on campus. Students here tend to be
more extroverted and friendly than introverted anda
cold. Sexual equality is becoming a reality on this
campus,) However, the paper must ultimately be based
on observation. We strongly urge .you to pick a few
locations xm campus where you can stay. and take
notes on what people are doing. For instance. you

might spend twenty minutes noticing what people .’

buy at a campus store and draw some mferenceq based
‘on what you see.

- Bymposium. Students work in groups to prepare
symposiums on current developments in- some area of
modern Tife. Each group will choose an area and divide
it so'that each member is responsible for some aspect of
the general topic. For example, groups could” discuss
what current developments in ofte “of the following

areas Muve possible significance for the future: Changes

in family orgumzatlon néw religions; educational
‘innovations; “changes in population patterns: space
exploration computer tedmology sports technblogy.
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or discouraged. - ,

presont its findings to ¢he olass it a sympusium form.n
Students vould also be asKed to write future scenariqs

_based on thc ininnndtlon dcvclol)ed in the sympostims.

rhey may describe. dramatize. predict, or even argue,
proposing that gertain developments should be promoted

. -
. -

Unit  Four. Pattenis of Alml'ysis: Problem-Solution

- ~ .

Objectives

L. Students should become tamiliar with the reflective-
- thinking pattern.

2. Students should  learn to  explore alternative

solutions to campus or local probiems.

.

3. Students should {earn

discussion.

to frame gquestions for

4. Students should learn ™ to develop an  adénda
tor group discussion.

5. Students should develop group (llsulwn skills.

6. Students should learn to upply data frona vanctv
ot sources to the solution of a problem.

7. Studerfis should evaluate group discussion as a
classroom activity. a way ofiprocessing information.

. Students should evaluate group discussion as a
problem-solving method. -

One major purpose of this unit is o introduce stug
dents to the reflective- thinking puticrn used in problem-

solving  discussion. The steps in the process, which

"

»

appear under many different labels and vary from source .

to source. can be desgribed as follows: . v

o

1 Defining and limiting the problem .

2. Analyzing the problem (causes, extent, man-
ifestations, etc.) - o\

3. Listing possible solutions ‘

4. Evaluating suggested solutions
Testing a solution .

" These steps provide a framework for the remainder of

the caurse. Thé emphasis in group problem solving is
on theYirst three steps: defining or stating the problem,
finding \ and sharing information, and generating
suggestioks for a solution. Discussion is appropriate
when -the participants are not con)mit'ted to a_ point

“of view or a plan of action. This principle is reflected

-

20

X

" structured game and end wi

rather than **Should this be donc about. X7™),
The purpose of group discussion is inquiry debate
and persuasion are concerned with ndvo&ugy % Betause

of its nature, problenvsolving discussion is not primarily” ~.

Tan audiepce "activity like the symposium and the panel

discussion. , o
. . -

Activities .

Auwmcs and exercises that can be used to illustrate
the steps in directed thinking and to enable students
to practice discussion skllls range from highly structured
games and problems (in which there are “correct”
solutions) to “real-life” situations (in which solutions
_depend on the values and assumptions of the group).
One. example of the former is the “Horse- Trading
Problem” described below.'® More complex problems
involving scientific “knowledge are “The Desert Survival
Problem™ and “Lost on the, Moon, both of which
nequlrc participants to rank-oider a list of items according
to their importance for shirvival.'” . These types of
problems-can be usgd to compare the cffectiveness of
individual problem-sblving with that of group probiem-
solving (groups almost invariably do better) and to
ithustrate group dypamics: wha age the leaders, who
is listénéd to, and how often is it the person with the
right answers, The sgcond type of activity, proBIems
with o corregt answers, includes  fictional, stories
such as the *Islind™ exercise (described in Unit 1),
and actual casey” of organizational. political, blsiness.
or legal problems.'® One activity that can,/be built
into this type of discussion is role playing, an important
skilt in the development of verbal abilities.'® -

The activities listed below, begin with - a highly .
discussions on tdpigs
chosen and researched by the'students, ' :

The horse-trading problem. Read the following to
the (class:
becx compared to ‘horse trading.” Listen mrel'ully'
Then 1 will ask you to come up wnh the answer. Qkay,
here is.the, prablem:

A man buys a horse for $50. -

* He sells the horse for $60. E : 2

He buysthe horse again for $70.
He sells the horse nguin’for‘SSO.
How'much profit does he make?"™ -

. VA
Let the clpss members call out answers. Then ask if there
are any other answers. Divide the class into groups
. _ . _

by

I

“The process of communication has aften <

>
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gehetic engmeerng: eléwtronic communication: trans- in the nature of !hc dl\ummn question, whith is opcn
portation; entertainment,” Each - group  would- then ended rather than two-sided (“What can be done about
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number and direct them tomeet n ditterent pagts ot the
signal.

In%lmyl themy as followsy They gre ta discuss the

. h.lblh Im their answer and arrlye at arguments to refute

can

group or form a dew group. Fach group

* " has five minutes to resentative and help

supply hinor her with arguments; ik they are dissatistieg .

with theu epresentative, they can ci\l tor a four- minute

-

P TOONT 48 soon us you give th

.ulhﬂ nrgwers I members change their minds, they ¢
jotn anothes

select a e

recess and select a new one.

Give the signal for ithenr to meet \n groups. Altc
Telt
mUnng.. while
arguments are being heard: Tell them agaip’ that they
may switch groups or call tor arecess. Tell rep esentatives
to argue their positions and refute other positf

Give nunutes call the representatrves (5 \the front.
those who are not participating 8 say

information on the problem”” Answer. No. “Cig we
Yes, as long as
do not use visual atds, . .

(The solution to the problem is $20.)

Role plaving  Role-playing exercises help students
Jtounderstand that there is a varniety of perspectives
ot any topic and to become aware of the factors that
militnee mdividual perspective (e.p.. age, sex. oceu-

. pation, and religious  affiliation). Select a
discussion question and assign roles to group participants.
A sample problem for discussion might be “How can
Discussants could
an undergraduate’

.

use notes i defending answers”” ‘ou

polincal

vandalism on campus be decreased”™”
include -a campus security  guard,
student, CU”C){{‘ administrator, a faculty member,
and Yresigdence Wall staff member. Y
. Group problem solving. Students working in groups
' i Lo six. choose some campus or local comfhunity
probldhifto investigato.rEach group chooses a topic and
frames “a ghiestion, gathers information (using both
the Ilhmn .md interviews with those involved wnh
the problem), "plans an agenda. and conducts a dis-
cussion during a class meeting. The discussions are not
to be audience presentations. The instructor will review
the group’s statement of the question and their agenda.
Once they have investigated the problem and are reagy
for the discussion, several groups can hold their dis-
cussions simultancously. (If' the class is divided into
four groups, two ¢an discuss and the remaining two can
act as observers, using one of the observation forms given
in the next chapter. Then the process can be reversed.)
Several writing assignments can be based on these
discussions: * ‘

v
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Each member of the group writes a report to those

with power fo solve the problem discussed, analyzing -

the problem. recommending a solution, or evaluating
suggested solutions,

Observers write an essay evaluation of the dis-
cussion they observed, using the evaluation form in the
next chapter.

udents examine orally or in writing examples of
task \and maintenance functions performed by various
members of the group, evaluating how well those func-
tions were fulfilled: ¢.g.. infonnation giving, information
seeking, starting, direction giving, summarizing, testing
solutions for practicality, evaluating progress of the
discussion (task functions). encouraging participation,
harmonizing,  building trust, solving interpersonal
problems (maintenance functions). '

Students prepare a report for the instructor evalu-
ating discussion as a class activity and as a problem-
solving method. . The following questions can be used:

What, if anything, did you learn about the topic

of your discussion as a result of participation in

- the group? Did you chynge or modity your original
opinions on the question? Explain.

Vhat, if anything, did you learn about finding infor-

ation”? Abgut using information to solve 2 problem?

What, if anything, did you learn about evaluating

~information? Did the group have adequate informa-

tion? Were any sources questioned in the discussion? |

What, it .anything, did ‘you learn. about
communication proecess? Explain, . .
Do you see any possible future use you might have
for the problem- solution .malyncul schieme used in
group discussion?” e
How do you feel about working in a group? Would
you like to do it in other courses? .
Write 4 page br so evaluating yoxnr own group. Explain
‘what you think werd its strengths and weaknesses,

group

. \

.Unit Five. Patterns of Argument\ Logical Proofs

"()hj(‘('ﬁl’(.’s.'
l. Students should use the reflect! e-thinking pattern

as a method of analyzing a cyntroversial topic

and discovering relevant issygs. '

.

te issues and
proposition.

. Students should be able to eval
Jhdkg the best possible case for

3. Students  should “become .aware
logical fallacies.

-

f* common

4. Students shiould learn standurd_ tests of\evidence.

N
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S. Students should: learn how to frume a debate and more k¢ argument in “real” wnvcrsutlum than
proposition and  distinguish among  questions syllogisms. Becauss the Toulmin model fQLlW!\ both
of policy, fact, and value. 3 , on the notlon of argument as process and on dcveloplng

6. Students should @velop an understanding of “eritiCat capability to exumlne argumént in “‘real life”
-discourse, it has a deuble utitity. In what follows, we

argument as process.
wlll\bncﬂy outline the Towlmin modél and suggest

> .
*7. Students should be able to ahalyze an argument,

recognizing data, claim, apd warrant (ternm lo a varlety of ways in which you can use it.

< ( . ' .

g § dnia. ¢ ! rology The basic Toulmin model has three parts, as illus-
of the Toulmin model). . / )

» - 7 trated in Figure 4. Argumeont consitts of movement from

. Data via Warrant to Claim. The Warrant reveals how you
_ get from data to claim. In many ways, the notion of
As Kneupper observed recently: “Because of #s  worrant is at the heart of this approach to argument:
complexity. argument is probably the most difficult i ot only allows audiences to examine the leap from
form of discourse to teach.”?® One often finds in gy to tlaim, it reminds us all that there are many ways
texts a discussion of what students should not do in an wean make such leiaps. Warrants can be divided into
argument (such as a discussion of fallacies, or perhaps. yr0e types: authoritative, molivullonal and substantive.
the syllogism). Often what is not taught is the notion < ja¢ us examine each of .these kinds of warrants by
of argument as process, as it is likely to oceur in actual looking at cxumplés (:>fmc of them from actual

-~

Toulmin Model

communjgative c'orhl‘l_c.\ts‘ such as m:lvcrlisenwnls-nn(l advertisements). 4
everyday conversation. There, syllogisms as syllogisms o .
: o . . o :
are rarely found. Moreover. in a syllogism such as \y ~ . L "}n
All men are mortal , ¢~ DATA - BRI ' CLAIM
Socrates s a man h '
Socrates 1s mortal, . T '
once you have accepted the premise “All meén are mor- ’
tal.” you have accepted the conclusion “Socrates is _ ‘
mortal”; there's not much mystery or much fun in
it. But by using the model of argument set forth by " ,
Stephen Toulmin in The Uses of Argument.?! students . ‘
-can start with a piece of evidence and find out that . ’
: . . N
there are many ways to get from evidence to alaim, < _ . -l
. a . ~ " W T
or start with a'claim and tind out th ¢y can go about- WARRAN .
supporting it through a number of routes. Students . ' , )
find this more-interesting, more intellectually demanding, Fig. 4. Toulmin.modet of argument
1
< , —
An authoritative Data: A picture of Wilma Rudolph  ~ Claim: “The Equitable offers you a
warrant states or running with two children. Opposite sporting challenge.”’ It's worth
implies that the per- page shows a list of Wilma's questions buying insurance from them.
on who ts th . and the Equitable inqur.mce company’s :
son who presents the ANSWers. B
data “knows what - _ _
she or he is talking Warrant: Wilma Rudolph *‘only . .
bout.” that st ¢ : Americin wotnan gver to win 3 Gold
about,  thal she ar Medals in one year of Olympics - _
he is worthy of competition’ -knows what she s : . N
belief, ) » talking about.
Sy P
. <
1 ’
2
" ‘
’s 22s -
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Data: Two prctures: ohc of a ferce- Claim (impli&t) Collgcting stamps : ‘
looking football player in full geat; i$ manly; (eXplicit): collecting stampl . ) .

another of the same man, relaxed, - is fun.

dressed in street clothes, holding a :

stamp album. Copy: “‘He's Dave Rowe,
. defensive tackle with the Oakland o :
i Raiders. Six foot ei_aht¥80 pounds. _ ) . .
‘And a real pro.” N

.

. roo,
. ' ) Warrant: Dave certainly can’t be LI,
., Sstereotyped as a “sissy," and he
- collects stamps. _ - ]
Data: “Under his Yves St. Luurentjaq.kct Claim (irhplicit): You will'be “wnh it”
his Cardin tie, his Dior shirt, Vitas : .if you buy Brut.
Gerulaitis wears Brut.”

-

r Warrant (implicit): Vitas Gcrulaitis.

. the mod, handsdme tennis ﬁro with
a reputggion as i swinger, knows how
to be aftractive, v

Dara ‘N1 think my Sunstream solar water Claim: The Sunstream solar water
system is a great investment,”’ heating system is a good investment,
says Annie L. Crawford. Below is a half—' .

‘page picture of a middle-aged, serious- *

looking woman.

-

»

Warrant: An average homeowner

should know a good investment. . 0
Data: The Fuel Saver Thermostat works Claim: A Hongywell Fuel gaver

automatically to lower temperature Thermostat is a good thingko have.
at night, and raise-it just before you : T
wake. If you use.it, you can *“tear 9 to

30 percent off your heating bill.”" L ' . A
Picture of person tearing cbraer i ,
off heating bill. ' . C '
- .o ' . ™
Warrant (implicit): Saving money {s-a
¢ good thing, especially if it's easy.
« R
Data; Full-page picture of a bottfe of Claim (1mphc1t) You should dnnk

llquor A “'Season’s Greetings' gift card _ this brand of liquor.
that says, *Because you always gO -
first class.” .

~

Warrant (lmphcn) Gomi “first class™
. is desirable.

: : E
Data: Picture of a young maf washmg ) Claim: Travelers is a good insunance
an economy car, Caption: “'There are company.

more expensive cars we insure, But _ - N
none more lmportant v ' - P :

Warranr (implicit): It's important to
know that your insurance company
“cédres about you even if you're just
- © & small customer.

Or, consider the
advertisements that
choose not to use

.. famous personalities.

- A motivational
warrant states or
implies a value that
motivates us to
accept the claim.

ur
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ﬁxe third kind or Data:-B improving lighting facilitios in
warrant, the subd- _ the downtown aréa, City A cut lts crime

stgntive warrant,
states or implies a
particular relationship | ,
between the evidence
‘and the claim. There
are several kinds of
substantive warrants,
including warrants

rate by 1§ mcem

* .

B |

and effect, warrants
based on part-whole
relationships, and
warrants based
of'similarity rela- ;

tionships such as industry, 4.6 percent. r
analogies and
parallel cases. -

)

Warrant: Since City A and City B are
alike in essentigl respects, what is true
in City A will be true in City B : .

Data: Between 1960 and 1970 the
federal government spent $5- 7 billion
more than it collected in taxes.

Data: Last year, the avera # profit margin
+ for all manufacturing comilanies was
5.4 percent; the average for the oil

]
Data: Both consumer credit and
unemploymgnt have been rising
rapidly.

Claim: If adopted in City B, this
program would effectively reduce
the crime rate there,

" Claim: As a result, the cost of living
-went up 25 -percent in this country.

Warrant (implicit): When government
expenditures exceed government tax
revenues, the cost of living rises.

Claim: Oil company profits were
not excessively high.,

]

" Warrant: Any profit margin that falls -
below that for all munufacturing‘
companies is not excessively high )\ .

Claim: More double-digit inflation
is practically guaranteed.

\ ~

Warrant: Rising consumer credit and
- unemployment tend to drive up
wholesale prices causing high inflation.

In sum: An authoritative warrant asserts or implies
a relationship between the advice offered (become a
stamp collector; buy Brapd X) and what the audience
believe about the credibility of the person offering

the advice. A motivational warrant asserts or implies

a relationship between the claim and ‘something the
audience values (going “first class,” saving money).
A substantive warrant characterizes relationships
between/among facts; for instance, a substantive war-
rant may characterize one fact as the cause of another,
or it may characterize one fact as an example,

"~ Obviously, in real life arguments are not laid out
s0 neatly. Thus, the teacher should have students find
arguments in a, variety of places: for example, the
debate format such as the Nixoh-Kennedy or the Carter-
Ford debates, debates in local and state elections, or
debates in newspapers; single speechés and papers of

students or others; advertisements they read and hear; .

conversations around them; editorials, signed newspaper

* columns, and letters to the editor. In these settings

claims sometimes come before data, etc. ..

Just as obviously, all the parts of an argument -are
not always stated. Sometimes, for example, speakers
assume that the audience already knows the evidence
and - decide that it is not necessary to include it. It
is useful to remind students that whether all the parts
are actually “included in a paper or speech, it makes
abundant good sense for the speaker/writer to know
them, for surely someone in the audience may. (Refer
to the bibliography for texts that elaborate on the
.Toulmin model and its uses.)

Y

Activities

The following activities are designed toimprove students’
-ability to.analyze and construct arguments.

Andlysis of advertisements. Have students select
three or four advertisements for the same product
(e.g.. automobiles, pianos, life insurance) and compare

Rt e




the types of data used; whether warrants are stated
or implied; whether the watrants are substantive, moti-

“vational, or authoritative; and. what kinds of claims ~

are made.
Toulmin exercise. Label the type of reasoning used
in each ¢ )Nllplc Idcnufy an approprintc phrase for
each warrant®@3 —
DATA:
CLAIM:

The price of steel has gone up.
Therefore the price of _products
fron\ steel will probably go up.

What is the WARRANT?

made

DATA: Communist China keeps a large numhcr
of troops under arms:. .~ -

CLAIM. China is therefore demonstrating aggressive
.behavior.

What is the WARRANT?

DATA: Leaders ‘of India, Sweden, Japan, East
Germany, and Ghana oppose the United

‘ States position on further disarmament.

CLAIM: Therefore, a majority of world leaders
probably opposes the United States

position on further disarmament.
What is the WARRANT?

DATA: By instituting stricter driver's license
tests and periodic retests, Alabama cut
its automobile accident rate by 20 percent.
Massachusetts should institute “a similar
program. .

What 1s the WARRANT? °

CLAIM:

‘DATA:  The underdeveloped nations of the world
’Z . have a more rapidly nrsing *bmh rate

) than the developed nations.

CLAIM: The United States should ovide these

nations with birth comrol inforimation

that will help them control their pe%
Whal is the WARRANT?

DATA: Currently in” the United States, medical
care “ is  delivered to those individuals
who can afford the cost.

CLAIM: Most people will therefore forego needed-

medical care.

What is the WARRANT?

Imprompru debates. During the class period preced-
ing the impromgtu debates, ‘the class will decide on two
issues that intetest them. Examples of propositions are:
pormnographic movies should not be shown on cpmpus;

*we should refu .‘s ,scnd food to other countries (such
*lndia) where there is little hope of controlling popu-

ation and ‘thus alleviating famine; smoking should be
prohibited in all public énclosures.

Class should be divided into four groups, according
to whether they are for or against either of the two
qQuestions chosen. Their assignment is to think of as
many arguments as they can for their side of the chosen
question. At the beginning of the next class, the four

o
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groups- will meet and each will choose a spokesperson
to present the group’s arguments, The spokespersons
will meet gach other in two one.on-one debates. Euch
speaker will have three minutes to prescnt her or his
group's casé.

“Argument  analysis. Have studems prescnt shor,
oral or written reports in which they either analyze
.and evaluate a piece of argumentative prose (an essay
or a printed speech) using a Toulminian approach or
.discuss from a Toulminian point.of view.

Debgte. Students wgrking in groups of two or fou®’
prepare’ debates on topi€s chosen by the class. X

A handout for students ‘explaining debate begins
on p. 20.. The major goal of the debate assignment is
not to familiatize students with a particular format,
for in the future they'may never use that format again;
emphasis throughout this assignment should be on
skills dcvelopmcnt While many of our students may
never again debate in a format such as the one described

in the handout, many will be called upon to present .

their points of view, to have those points of view care-
fully examined in an oral setting, and to consider alter-

" native proposals. Thus they need to become accustomed

to analyzing all sides of a proposition in order to
determine what the issues are.

Although debate has been criticized as too highly
structured and competitive, with too much emphasis
on. strategy and “winning,” we feel that these criticisins
are the result of abuses in tournament competition
that can easily be eliminated in the classroom. There,
debate can be an effective way to gnve students practice
in analyzmg controversial questions, finding and re-
futing arguments, and prescnting their positions orally.
Testing their arguments in the debate situation, defining
issues, judging the relative Significance of various claims,
and questioning evidence are excellent preparftion for
writing an argumentative essay. One suggestion for a
writing assignment is given on p. 22 in “Analysis of
Stock Issues.” Debate is effective for several reasons: it
is exciting and intellectually stimulating, and students
enjoy participating; it is challenging in that it requires
students to be prepared to defend their arguments;
it illustrates more vividly than any other activity that
thegg are at Jeast two sides to every issue and-that the

same factual evidénce can often be used on both: and -

students enjoy watching debates. C

The format outlined in the handoqut that follows is
not the only possibility.?® Teacher and studentis can de-
sign alternatives, keeping in mind.that the two sides
should have equal time and that the affirmative, because
they bear the burden of proof, should have the last word:

BN
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¢
»

. . Introduction: The- problun~-olutlon analysia providea a means to 1nqulru _
a “into a topic. The last step in that brocess iw a test of the chosed, S
wolution. ‘Once a pollcy ia chosen, ong way to test tt (shoyt of Bnlqtlna o
it in the "real world") in to debate it to wes how well yout pomition
. . ‘stands up to an intellectual attack. At the end of this unit. you'lhould . .
) i be able to dothe following: analyze a con(rover.lql tuple and discover v PO
. relevant {usues; evaluate fasdes in order tq woke the best possible crc T .

- ¢ for a proposition; deveIop argumdntsa to qupport_your position; evalua
: argument s used by others; present arguments aeffectively, both ornlly and
In wrltlng. refute avguments mffcchlvcly Co :

Debate ProLoultion. While a discussjon qunution 1s multi~sided (vhat e
can be done about the problem?), .n debata propoaltlon 1 a statoment
aftirming that a particular action should. bhe takan. (Exnmplc. Nuc lear “
power sho”ld be abandoned as a source of energy. ) %%e propasition 1a ’
worded 4o’ ,that those who argue in favor o( 1t (n(flrmntlvu) are argulng
for a chaJ}e and those who argue against }t (negative) are upholiing the .
’ status quo. Thus the affirmative team in said to have the bupden of . o
propf. The uffirmntlve 18 nlsgo roqpouqlhlq for defining terms in the ’ '
proposition. ..

Stock [ssuas: The main {ssues in a debjte artbe nnturnllv from the £1VG- ’ .
step problem solutlon analyais. - On the bhasis of definitjon and deucrip-.' "J
“tion of a problem,, the affirmative tdam Wrgues that there 18 need for a '
. change. Thay urge the listenors to. accept’ their proposed solution, a plan
which they describe \in some detail., They’ arkue that thetr plan, 1f 7 *
adopted, would have advantg&gg that/outuejgh any {laadvnntngea 1t might’ o
» - have. The followling ix an exnmple of how a pxopoaltlon might bc broken’
: ~down into these stock tssues. - .
) . )Y
Proposition: The U.S. qhould stop all constrnction of nuclear power -
plants. The ufflrmntlvc mlght argue thus: N

L s . Need:  The danger of pollution from accldents, leaknge, nnd
sabotage at nuclear planra is gream\_ ] w oo o7 : A

Plan: Federal loglslation providing for. immediate cessat {on S

of nucloar plant construttion and phasing out of existing S - '
N ; *vuclear plants should be ‘enacted. - ' . L e \

. Advantages: Protecting but euvlronmont nnq pfptecting futurc : : .

¥ ) generations from the rlak of nuc lear bollnt{qn is mofo lmportnnt .. N

- than' anv short-range economfc pdvnntnre thnr miqht he g&inod Yoo - .

' from developing nuclear onérgv T s

The negative mav angwer the afffrﬁntjv

o

r,\' a. - . )

- .
- ' o ;
umber of vnva .- .

El

Thev may debate every {ssue: "+h nf nuclear uccldenta. . ' T o
etc., Is not ag gredt as the affirm "claims (there is no ' : S ,

- néed for change): dismnntfing pouer.ﬁ%&h&h‘nlready huilt would - ' o :
cost the utilities millions of dolana that consumers would:hnve i :
to pay (plan is impractical); ve must have powet, now rnther than . .
waiting for the developmcnr of}alternnttve sources such as solar : . 3y . e s
enorgy (dlsadvtitnges of plan are too grent) v A C I B

. . . . " -
i L - ) . . L
. N '; a .. . -
o . a : - .
. : N . . . ' r . - ) P
. N . - 5 " . v
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) . - . They may vaive one issue: L Yes, we agree there is a problem, .. o Y -
T - - but your.plan won't solve it." - ’ 'S
S .y o [ S
~'_'_’ - They may propose a counterplan: "Things are bad, all tjght, . ' .. : «
PRSI . ' “  but T have a better idea for improving -them than yours." " _ - . .
§ . ' ' (Hote: 1In choosing to defend a counterplan, the negative takes
R . - on part of the burden of proof.) . . L, ' -
* o v s . . y s
- _ "Organization of Debate: We will work with two-person teams, one team on - D - .
the af{irnt ive and one on the negative. Each person has a _five-minut_c : .
. . constructive speech: : T ' - _ - : . .

\ C s ~ e . . . | e

1at Affirmative 5 midptes

"1st Negative . ~ -3 minutes . ~ ' K ) ve
\ o 2nd Affirmative .5 minates ST : ' : -
¢ : ) 2nd Negative S minutes - ' .

Each person also has a three-minute rébuttgl’ speech, during which.tﬁey
attempt to refute the ooposing team's arguments. No new drguments may

be {nised in ‘rebuttal speeches. Notice that the rebuttals are presented .
. 5 {n reverse order from the constructive speeches. * LAY 4 .
- ’ E - :‘ ' . - - >l ' ,
, . lat Negative . 3 minutes ' v . . K . _ )
R lst Affirmafive = 3 minutes . : ) v ~ :
s ) , " 2nd Negatilve * 3 minutes :
- : ' 2nd ‘At firoat ive 3 minutes ‘
&
v k B — - o BN ) P a e
- . The following are question’ you-might consider as you listqn to debates:
. ) d R . -
. . L . - .
o L. Row important is definition of terms in the debate? Doea it become" '
t .an {issue? N
- *
' Y . . R . - ' . 4
k o "“‘:\' 2. Doed the negative side attack the foirr_native on every point or . -
f i does the debate narrow to one or two issues? ' '
) ,} 3. Do the speakers base their arguments on any generally accepted
: - principles or values, such as justice, individual freedom, or . o \_"
o . ' ‘ constitutional guarantees? - L “
v - o . : : :
: ’ * 4. Do you find examples'of causal argument, argument from example, or
. Ty argument, from .analogy? ' _ - » - .
) .’ ._ . ‘ . . “' R v N ;
S . 5. How important is evidence #n the debate? Do the speakers question B
b% : : the credibility of eaclf other's sources? . : , 2
. - 6. What comn{e_nts would you make on the speakera’ oral presentét_ion 'u- .
L . ; (delivery)? ' ST e L
fr cL | 7. Which side do you think won, and why? v .
L . ,' . . o ) X .
. - , . - : : ° : . .

XS
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Analvsis ‘of stock issues. One assignment you may

Want to make prior to the debate is to have class mem-
bers write @ paper analyzing the “stovk issues” of the
debate topic they are preparlng A samiple analysis of a
proposition of policy is given below:?*

~

. guard.

'Sp-c‘cch Communicating Activifies in rhe Writing Classroom 5 ¢

Proposltion (“upitnl punislyment should be mandutory

for persons who kidnap and kill the victina, sell nar-

cotics to juveniles, hijack an uirrplnno, or kill a prison
: -

For

“Against

S

be dctcrru_sl.

. v i . ;
. These are serious crimes which should

Capital punishment doesn’t deter crime.

1 - -

. . cause parole is too easy (0 gc

: N i

2. The penalty must be mun(latory he

Eliminates the notion of rehabilitation.
’ »

*

togoth.

3 An cye Ior an eye and a tooth fora

This is worn out,

-
PR

4. Notifit is l&mndulory.

o ~
B

4. Capital punishment discriminates
ugmnst the poor and minorities.

~ + ¥

Not as much as selling parcotics to
yuveniles and other terrile crimes.

S. Legalized murder saps the moral fibbr
of the country.

- 6. It would be Lhcaper than keepmg sudl_

killers.

That's a barbarfan- attitude, putting
money over human beings.

re

. waste too mach time,

7. Courts should be qpccdc(l up; the . There would be longer trials and appeals
/y/ y

o ~

in a case concerning the death sentence,

Na, they aren't,

nan beings.

\: m" .

That's a chance we have to take.
' ccople who engage in such crimes aren’t : .
h'y .

8. Innocent people are put to death.

Editorial analysis. Write an article for the editorial

page. of the student newspaper analyzing your debate

proposition. Remember that the réaders have no more
knowledge of the subject than you did before.you began
your research, Consider the following questions:

What is the Ssignificance of the topic? Why should
readers be inierested and mtormed" (Why did you
choose.it?)

What=are the important issues to be . considered

in discussing the proposition?

What are the strongest claims (arguments) on each

.side of the question? What evidence supports lhem

Whth side do you support and why?

F

Unit Six. Patterns of Persuasion: Motivational Proofs

Objectives: -

v

1. Students should develop a definition of persuasion,

* 2. Students shoald understand the importance of
wzmdience analysis in preparing persuasive appeals.
Students should become aware of ways in which

motivational appeaﬁ are used to lead and mjslead
audiences, - o oo, 0

4. Students should become aware of the ethical issues
involved in persuasion.




5. Students should become aware of the purpose amil
effect ot | well mtroductions  and
conclusions,

planned

6. Students should know how to use a vur‘iely of
methods for introducing and concluding persuasive
appeals: .

7. Stidents  should  understand  the

_credibility.

8. In a final speech and a paper analyzing the andi-
ence, students should demonstrate the tollowing
abilities: utilizing audience beliets and valubs
in planning persuasive appeals; applying knowl-
cdge of common needs and motives in planning
persuasive " appeals: planning an effective intro-
duction  and conxlruciing “ logical
arguments  and them with sound
evidence. ’

concept  of

conclusion;;
supporting

. “ . + . .
The relationship between Umit 5 and Unit 6 is an
especially close one. They both focus on offering proof

for ‘what we say. In Umit S, emphasis was on what is

frequently called “logical proof™: in Unit 6, emphasis
“motivational  proot.™ Actually, the types of
proof are not sa neatly.separated. When we ask others
to listen to us, in sllhcr tumml or informal dmomsc
we are in, eflect ﬁ.l\lnb

is on

-l.ls(cn ta me because 1 .am trustworthy.

Listen to me because Tuse certan substantive evidence
and arguments .

I share
expectations

Listen to me because, as a human beng,
certimn . motives,  emotions,  and
with you. o .

A “proot™ of whatever vartety (ethical, substantive,

motivational) s \mncthm;, we ‘otfer to 3““'\ belief,
persuade others to have taith in us.

o

Persuusion . .

This {final unn in the course wnlmucs to stress the
role of the audience in the commumnication niudel.

- Students are asked to examine more caretully the

process ot persuasion. For some, the term “persuasion”
is tainted with overtones of deceit, manipulation, and
trickery. In our opinion, such a view is very lifnited.
We prefer, rather, to view persuasion as a means through
whicl identification occurs between speaker angd’ audli-

the speaker’s responsibility is to evoke in thc
‘26 .

énce;
audience “a seuse of mllaborutmn

To evoke such a “'sense of collaboration,” the speaker

‘neeads to have some understanding of audience motives

v
- :

" moralities”

I
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and values. One of the most commonly cited classifica-
tions of human needs is the one below, outlined byg
. Abraham Maslow. As Maslow points out, it proceeds

from the most basic needs to more complex aspirations.??
1. Physiological needs (food, water, sex, etc.)

2. Safety needs (tangible measures of well bemng,

these may range from a parent's support of
child 1o various kinds  of  ipsurance - medical
or unemployment)

Love and belongingness needs

4. bsteem needs _

5. Self-aetualization, self-fulfillment needs
Moving  beyond  these  basic | general  characteristics

) :mdicﬁ-ccs,
features of u given audience and situation. Age, sex.
time, place, concurrent events, everything that. aftects
attitudes should be considered in the process of adapting
communication to audience and situation.

Students should also become aware of the responsi-
bility they undertake in the role of persuader. As Karl
R. Wallace has reminded us, all **acts of communication
entail morality ”** He lists what he terms “the four
of communication: . '

1. The duty of scarch andrinquiry. L) '

)

ttre selection and treatment of ideas and arguments.

3. The willingness to submit private motivation o

public scrutiny.

4. The toleration of dissent.??

Whether discussion proceeds from this list or from one
generated by the students themselves, it is important
tor them to understand that “a communication, be it
short or long, reveals a series of chypices” for ‘both
speaker and listener and that “‘choices are governed
by intentions and are justified by values."?°

Activitiey

The tollowing activity is one of many that cunlhclp

students explore choices involving values.

“Kidney machine®' In this exercise students - will

be exploring choices involving valuest continuing their

study. of problem solving in groups, and examining
the impact of .individual values and attitudes on*group
decision making. The exercise takes approximately
fifty to sixty minutes. '
Divid¢ the class into groups of five {o seven. Give
each group a copy of the tollowing exercise: _
Some hmpu.nh have citizen groups that advise thcm
on decisions concerning ho shall have priority use
. of life-sustaining equipmerit such as a kidiey machine.

2

speakers -must  also analyze particular

2. The allegiance to accuracy, fairness, and justice in

-

A

oS
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Suppose you were serving otl such # citizen com-
nuttee A place becomes available at the kidney
machine. Doctors present you with the biographical

skotches of tive candidates tor that place. They pose

this question. Who should be allowed to have priority
use of the Kidney machine?

Biographical sketehes of those to be considered:

Alfred” White, male, American, age 42. Marsiod tor
twenty-one years. Two children (boy 18, girl 15),
both Ingh school ~students. Rescarch physicist at
University . meditcal school, working on. cancer im-
munization project. ‘Current publications indicate that
heo1s on the verge of a sifnificant medical discovery.

On the health service staff of local umvursﬂy.
member  of munty medical society affd "Rotary
International, and Buy Scout leader. for ten years.

Bill: Black. male, f\mcrunn, age 27. Married for
five years. One child (girl, 3), wife six months preg-

\ nant. burrently employed as an auto mechynic
in local &ar dealership. -
Attending night school and +taking courses in

automatic-transmission  rebuilding. No  community
service activities listed. Plans to open auto-transmission
reparr shop upon completion of trade school cousse.

Core: White, female, Amecrican, age 30. Married
tor eleven years.” Five children (boy 10, boy 8,
girl 7, gl 5, girl 4 months). Husband self-employed
(owm and opgrates tavern and short- order rcstanrunt).
High school graduate, Never employed.

Couple has just purchased home in local suburbs,
and  Cora is planning the interior to determint
whether she has the talent to return ‘to school for
courses in intenior dcummon Member of several
rchgious organizations.,*

David. White, male, Americyn, age 19, Sfuglc. but
recently announced engagemont and plans to mare
this summer. Presently a sophmore at large cnstcr*
university, majoring in  philosgphy and literature.
Eventually hopes to earn Ph*.\'p. and bdcome a
college professor. - -.

Member of several uunpm poliﬁml organizations,
an -outspoken critic of the - collegé administration,
wis |, once  suspended  briefly for “wgitation.”' - Has
had poctry published in various literary magazines
around the New York area. Father is self-employed
(owns men’s haberdashery), mothor s decensed.
Hastwo younger sisters ages 15 and 1.

‘Edna.  White, female, Amcricun. age 34, Single,
prescatly. employed as an executive secretary in large
nmnufaxturing company, where she has worked
since graduation from busidess college. Member of
local choral society: was alto soloist in Christmas
. production of Handel's Messiah. Has been very active
- inseveral church and charitable groups.
< . i ' _ .

The following activities involve the analysis and use
of motivational appeals in writing and speaking.

The significance of values and beliefs. Students are
asked to write a paper explaining a belief or value they

.

Speech Comemuniearion Activitiey {n the Writing Classroom

foel strongly about. Have they always felt the way they
do now? If not, do they remembér when and how they
camg o accept their beliet or value? Do their parents
and/or friends share their belief? Does the belief affect
their responses to issues that confropt them in thelr -
daily lives? How does the beliet affect their behavior?
Can they foresee any eévent or experience that, might
change their belief? _
Drawing inferences abour audience values. Select
a persuasive speech that has been presented in a ‘public
forum (on-campus, or perhaps one appearing in Viral
Speeches). What can you tell about the audience from
the speech -itself? What values does the speaker seem
to be appealing to? What appear to be the chief peor-
suasive strategies used to appeal to that audience?
Designing a’persuasive campaign. You have become
the chairperson of the campus’s Annual Blood Donation
Drive. Plan a campus-wide persuasive campaign (including
a ten-minute speech) to get attention and mobilize
support. You may want to prepare campus radio spots,
newspaper copy, announcements to be placed on dormi-
tory bulletin boards, etc. What tmotives and values will
you appeal most directly to? "
Advertising analysis. Assign each student a specific
product and have him or her make a survey and evalu-
ation of the advertising of that product. The survey.
should include magazines, newspapers, TV, radio, and
billboards. The evaluation.should consider the nature
of the nudience(s) toward whom the advertising is
directed, the kinds of motivational appeals that are
used, and the use of language for emotive effett. The
students’ findings can be presented orally or in writing.
Persuasion experience. “Persuasion is a -process of
inducing change in behavior, beliefs, and attitudes.”??
The “components of a persuasive “movement” are
attention, perception, knowledge and argument, belief
and attitude and action. Students should think of a
time when they were persuaded and write a paper de-
sulbmg how the problem came to their attentiont,
what sources of information they had con grnmg it,
what information and argument they paid “attention
to, and how theg change in attitude affected them,
Persuasive  spedking  assignment.  Students give a
final 7-10 minute persuasive speech. In- preparation,

" they des1gn questionnaires or plan- intérviews that .
will help them analyze the class as an audience: aware-

ness, attitudes, beliefs, etc. As an alternative students
may chogse to give their final speech to an audience
other than the class. They must then describe their -
chosen audience in sufticient detail so lhut the class

- ean play the role ot that uudieme

<
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Notes 4

I This exceresse s adapted trom Chales J. Stewart,
Feaching Pterviewmny for Carecr: Preparation (Urbana,
N ERIC/RCS and SCA, t976), pp. 10-11.

2. Ts exercise s based on one tound i Bregt D
Ruben and Richard W Badd, Muman Communication
Simudations and Games Vol 1 {Rochelle

Park, N.J. Hayden, 1975), pp 2221,

I Far example, sce John W, Keltner, Elements
of Anterpersonal  Commumeanon  (Belmont,  Calit.
Wadsworth, 1973) pp..15-10 '

4otbid poabLL ‘

“(Urbana * 11 FRICRCS and NCTIEE, 1976),
PP 2R3 A deseniption ot peet group discussion of

student writhing can also be toungl in Kenpeth A, Brffee,
“Collaborative “Lewtnming: ~ Some  Practical  Models,'
College English 34 (1 cln\;l& 1970, pp. 63443,

6. The use of this response sheet was dcurlhed
by trank O'Hare in a workghop at the University ot
Detroit, June 16, 1977 '

7. This exercise 18 from Kathleen S. Verderber
and Rudolph E. Verderber, Inrer-Act (Bclmom Calif
Wadsworth, 1977), pp. 64-65. "

R, Story from Karen O, Krapar, Commumeation
Games (New York s bree Press, 1973) p, 77,

9 For a tuller treatment than we are able o
ofter sce Beverly Waketweld, Perceptim and Commung-
“eation (Urbana, I1F Y RIC/RCS and SCAL 19706). _

10, Stvies and Structures (New \York: Norton,
1974) \

Ll thid  See 50-%1
AN eXereise
12 Boston Globa 3 September 17K,

e, tor an expmple of such

13, Kenneth G Johnson et al. Notun' Neverd
Happens,  Student’s  bditon  (Beverly  Hills, " Calit .
Glencoe, 1974), :

14 Adapted trom Gengld M. Messner and Naney
Messner, Pareerns o Thinking. 2nd  ced. chlmunl.
Calit - .Id'i\w)rlIL 1974, pp. 12-13. :

15, 1For an overview ol this move trom lnq\nry
to advocacy, see Waldo W. Braden and Frnest Branden-

burg, Oral Decision-Making: Principles of Discussion
\ -

and Debare (New York  Harper and Brothers, 1955).

16, This exercise s taken (rom Kim Giffin and

Bohhy R. Patton, Insoructor’s Manual 10 Accompany
Fundamenials of lrmr/u rsonal (umrnum((umn (New
Yotk Harper and Row, 197]), pp. 1-2.
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17" The Desert Smvival Problem™ was developed
by J. Clayton Lafterty, Patitck M. Eady. and Jolin M.
Limers in consultation with Alonzo Pond for xperi-
nunlul Learning Methods, Plymouth, Mulngun 1973,
“Lost on the M(mn" uppv-ncd in Psvchology Foday
S November 1971,

13, Dmu..lxn l-hmnu Influence,  Relicf  and
Argument An Introduction to Responsible Persuasion
(G hnvww 1L Spott, Foresman, 1974) is o good source
of “real life™ cases. - '

19. James Moffett, Teaching the Universe of
Discourse (Boston: Houghton Mifflin 1968), pp. 89-91
N 20, Charles Kneupper, “Teaching Argument:
An Intrgduction to the Toulpin Model,™ College

Composition and Communication 29 (October 1978),

pp. 23741, .
21 (New York. Cambridge University

1958). ) .

DY

Burett.
23,

Press,
This exercise was provided to us by Nicholas

Owen Peterson, “Forum Debating,”
cacher 14 (November 1965), pp. 286-290. -

24. Richard Ricke and Malcolm O. Sillars,
Atrgumentation and the Decision Making Process (New
York: John Wiley and Sons, 1975), p. S8,

25. Jang Blankenship, Public Speech: A Rhetorical
Perspective (Englewood Chtfs, N.J.:  Prentice-Hall,
L1972), pp. 129-130. .

Speech

26. Hugh Duncan, Communication and Social
Order (New  York: Oxford University Press, 1968),
p. 170. ,

27. Abraham W, Maslow, Motivation and Per-

sonaliey (New York: Harper and Row, 1954).

28, ,1\.||I R. Wallace, “Tor the Well Being of lhv
Profession,” Specera 8 (Juue 1972), p. 4.

29, Karl R. Wallace, “An Ethical Basis of Com-
munication,” Speech Teacher 4 (January 1955), pp. 19,
30. Wallace, “For the Well Being of the Profession,”

31. This exercise is adapted from J. William
Pfeiffer and John F. Jones, cds.. The 1974 Annual
Handbook  for Group Facilitators (La Jolla, Calit.:
University Associates, 1974), pp. 78;83.

32, John Kelther, Elements
(Belmont, Calif.: Wadsworth,

of Interpersonal
1973),
p. 196.



3 E valuatlon Crlteua for

During the semester you will need to be as clear about
the criterta for evaluating oral performance as you are
abgut those Yor evaluating written assignments. Because
of the audience orientation of oral activity, it is partica-
larly important to have students participate in the
evaluation process; so you- will want to assign student
evatuators for each formal presemmlon (It is preferable
to have more.than one evaluator, to alfow for perceptual
differences within the class.) Because of the less perma-
nent nature of speech (unless it is prescrved on tape),
it Is important to write and read the critiques soon
after the activity. You may or may not want the ovalu-
ators’ names (o bc on the evaluations when they are
given to the speaker. f not, the evaluator’s name can
be signed in the lower right hand comer of the cvalu-
ation sheet and clipped -off before the LlelluHOll is
teturned to the speaker. -

It is glso important for the teacher to read student
¢valuations to observe how well class members are
developing as crjtics. Whdn possible, we alsp give student
critics sour riotes on“their comments, especially when
some. item of importance is missed by the. student,

The advantages of the multiple critic  procedure
include: increasing awareness. of audience
helping  students (both speakers and critics) under-
stand that there are varying reactions to what is said
because of differences i perceptions, attitudes, interests,
and the like; and oftering u wider range of help and sup-
port to student communicators than the teacher alone
can provide, These advantages rest on two assumptions:
(a) that developing critical skills may help students
improve  other performance skills, and (b) that ali
class members are responsible for helping gach other
develop their communication skills.

Below ‘you will find several sample evaluation sheets

tor group ,discussions, formal speeches, and debates.
They will’have to be adapted to suit your own assign-
ments and emphases, and more important, the level
of student skills devclopmem

Discussion. Since the focus of group discussion is
on group interaction rather than individual performance;

N ~y

feedback:

Students .

there iy o need to develop ways of evaluating whole
groups as 1helr skills in _geoup participation improve.
Therefore, we have included separate evaluation sheets

“far groups (Evaluation Sheet 1) and for individual -

group members (Evaluation Sheet 2). In conducting
evaluation, you may want to use a “fishbow!l” seating
arrangement where the discussants sit in an inner circle
and the rest of the class in an outer circle,

Group members thgmselves should be encouraged
to fill out cvaluation sheets in order 1o compare their

“pereeptions with those of class members who are “over-

hearing” the discussion. When possible, taping the
discussion s uscful because then ‘group participants
can later hear what took place and critique themse fves
more accurately and fully. -

Formal speeches. Again, you will need to adapt your
Evaluation Sheets 3, 4, and 5 to suit the point at which
you have argved in the semester and the length and type
.of speech. Especially early in the semester when com-
munication apprehension is likely to be highest and the
speeches shortest, . evaluations should be adapted fto
cover only a few basic matters such as clarity of purpose,
organization, and delivery.

Debates. Two of the debate evaluation sheeté do
not use the Toulmin vocabulary in evaluating debates;
one does. The critique sheets vary in format as well: the

first.sheet (Evalmation Sheet 6) is designed to evaluate
_individually all participants in a .debate;

the sccond
and third (Evaluation Sheets 7 and 8)- emphasize
‘team evaluption..

" We have also included an example of u debate tlow
sheet with teacher comment (p. 38). This approach is
by far the most precise way of making particular obser-
vations and at the same time keeping a graphic record
of the actual “flow” of the debate. Thus, students
can  see argunfe.n\s in progress. The main problems
with this.approach are that it ds time-consuming and
that students in a particular section may not be ready
for or interested in such detailed analysis.

Overall ¥aluation of the student. There™is a very

»

real need to evaluate the overall developmem of the

£}
- \




student inuspeech and writing over the whole semester,

k4 B N -
mther than have the student left with only a pile of
papers. apd critique

the student 1s to maintain a progress chart on the inside
of a manila folder for each student throughoyt the
whole semester (Evaluation Sheet 9). A major advantage
to the teacher of, such a “flow chart” approach to

evaluation is that one can readily grasp the specifla |

areas in - which the student is nuaking little or no
progress. When possible. conferences should be arrahged
to review stitdent work several times during the semester,
and the fow chart can be a helptul supplement to what-
ever pudrs and comments yon may keep on each
particular assignment.

cqts evaluating particular “prod.
uets.” One of the most graphic ways to present this to

Evaluation Criterta for Students 27

Students should wrtte at least an informal paper
assessing their overall progress, the arcas of greatest
develdpment and those where work is still needed.
Where audio taping or videotaping is available, you
might want to have the student compare an early tape
wit'h;n late one. It is often a genuine delight to listen”
to and watch such tapes with students as they hear
and see theif own development. Such, an approach.
is particularly useful with a student whose entry skills
were especially underdeveloped and whose progress
has been substantial, even if not at the level of most
class members. Such students are likely to feel they
havé not progressed when in fact progeess may have

“been dramatic. In these cases, individual evaluation

of development over a semester is -even more useful
than evaluation of achievement.

ERIC
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A Evaluation Sheet 1: Group Diacuasion

- Group # I Topic ~ :
’ Purpoge: Waa the qucaiién for .diacuasion clearly atated? Did tha groﬁp . -

aeem to have a clear underatanding of their purpoae! Did the group
membera have a common underatanding of the terma in.the queation?

- \
-~

.
]

-
Y

Organization: Did the group seen orderly and organired? Did they

adequately analyze one topic before moving on to the next? Did you

feel the emphaaia (in terms of time spent d{acuaaing a particular point)

in their analysia was appropriate for the question they vere diacussing?
\k Did they avoid digrel:ionn and repetition? -

a ’ / . . \

“Inforua:lqg:. Did tﬁé group have enough information to thoroughly
analyze the question? . ' "

Interaction: Was everyone given ah opportunity to apeak? Did the
" group aeem cooperative rather than compet itive? Were the members
listening to each other? Did they aeem to be interacting rather than
giving individual speeches? Did they build on, add to, question, and
argue with each other'a contributiona?

N

r : =

Results: How much progreas do you'think the group made toward solving the
problem or finding an answer to their question? What was your overall
wreaction to the discussion? o ) - )

!

Evaluator -

1&
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Evaluation Criteria for Students 29 * :
L 4
) A
' N 2
' Evaluation Sheet 2: Individual Grolip MedBir X
Participant Date
. /
Toplc
N . 1. Preparation and snalysis .
A. Did contributions show that |roup menber had adequate lnfornation )
on the topic?
B. Did member offer insightful apalyeis of topic? .
C. Did wmamber state ideas clearly and apecificslly?
. 0
.
I1. Group tssk roles .ﬁ .
- - A. Did member contribute to groﬁp‘procoan in such vays as kedping i ’
discosaion on the topic, aummarizing ideas when necessary,
moving discussion to tha next phass, pointing up issues, nnd
. railaing meaningful questions? v
B. Did member avoid repetition snd digressions? . .
2 - .
- - IT1. Group maintenance roles
o N A. Did meuber‘phrnno commenta in ways that promote rather than !
h ’ "stop or impede diacussion?
B. Did member support and guncoursge reticent. group members?
» - - . ‘f Il PO n N
‘ 1y. Comments on discussion as a whole *
- % ] .
\ A. Did you find it intereating? ) . O
B. Did you find 1t helpful? * ’ : :
C. What important points were not made?
D. How might the discussion have been detter?
. . -
by, 4 ‘ - " ‘
LB
. 4, .
.“ ‘ ) Evaluator
ﬂ s ’ ] ' "
- ) L : 3 5 R
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30 Speech Communication Activities in the Writing Classroom

14 . -

’
N _Evaluation Sheet 3: Speech Rvaluation ’ \
_ ° . e
- Speaker's Name: ] Date
e i, S
) P | . ’
. Content and Organization: Was the speaker's purpose tlear? What was it? -

In what ways did the fpeaker communicate the purpose to this audience?

L. 4

\ )
C
. .
What types of supporting material were used? Was it adequate? Can you
give an example of supporting material that was particularly good and .
tell why? . ~ ¢
-
" .
Was the speaker's organization clear? What were the main points of the . -
speech? _ _ .
L
Language: Was the language of the speaker clear and appropriate? Were
there any words or phrases that were not clear to you?
. peiiverz: Was the speaker phyasically and vocally responsive to the ’
“ audience? How might the speaker's delivery be improved (by speaking
more loudly, less rapidly, with more eye contact, ‘etc.)?
»
L d

~

Evaluator

Ay

\\

N Full Tt Provided by ERIC.
N
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L : : ' S Evaluation Criteria for Students 31
Kvaluation Sheat 4: ¢Speech Rvaluatipn i -i\g/
o Speaker's Nama _ ] Date ) )
! Topie
I. Explain the purpose of the speech as you heard it.
j p
. ldentify the niih polutd’éf the speech as you heard them.
b ’ ~>
N ’ . IfI. Evaluate the form apd organizatlon 6f the speoch.
. . - L
* IV. Evaluate the supporting material and logical ‘reasoning of the
speech. (What types of materials were used? How well were they R
used? How well was the material adapted to thg audience? Were
there other materials the apeaker could have used to make the apeech 7
moré {nteresting?) -, ' '
) V. Evalsate the language of the speech. (Was it clear? interesting? . b
T etc.) \ A .
VI. Evaluate the delivery.® )
15
- ¥ .l
Yll. Evaluate the effect of the apeech on you.
» . )
5 I . or
. . Q v A
R |
|
Evaluator . ) )
‘.. f
13
- i
|
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Eviluation Sheet 5: Persuasive Speech

Speaket's Name - Date

“Toplic

Clayity of purpose and organiration: Did the speaker make the proposition
clenr and develop it in an organized way?

Development: a) Was there adequate aupportlng material? . ,
b) Can you givv examples of support thnt was particularly

*. telling? Well documented? ‘

¢) Was supporting material clearly related to the main )
argument s? .

Adaptﬂilo i Can you clte examples from the speech of any of the followlng .
methods of audipnte adaptation? . .

A

a) purpose particularly appropriate for this situation

b) 1ssues and arguments related to audience interests

‘ ¢) effective attentipn material in the Introdugtion - ,
d) effectivc'nppenl for support in the Conclusion

e) mater{dls included to enhance the speaker's ethos with audience

. : f) use of persuasive language
Délive y ¢ Was the apeaker physiculiy and vocally respongive to the
nqdlence’ . *

. / %
* ' :
Purpoge: What was the speaker.s,persuasive purpose? .
- R ‘ . - z
How did the speech affect you?,
Evaluator N C
) ) v . . (RN
> & ‘ - » »
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Evaluation Sheet 6: Debate
Proposition: . -

1

1st Affirmative Speaker: - 2nd Affirmative Speaker

Ist Negative Speaker: _ R 2nd Negative Speaker
lst st " 2nd 20d
Affirmative | Negative |Affirmative Negative
Analyeis of Topic ‘ ’
(Complete? Covered ' -
wain issues? etc.) . ¢
’-{( y ) - " -
Evidence ‘and
Reasoning . .
drgnnizltlo '
— ' Pl
'
Delivery
‘What were the decisive issues of the debate?
Which team did the better debating? Why? .
Which team did'tho'better debating? ' Whyt
Other cosmentsa: '
_Other éo-nqnfs: ..
.
) ) . Evalpator
¥ : . .

LRV SRS

LT R

e
N




It

% R ’ )
\ ) -
e e ~ BRI t :
34  Speech Communication Activities in the Writing Clagsroom  ° - s
. ) " ¢ . e [ 3N
[ N j . T A X
B K R
_ . Evaluation. 'Sheet 7r Debate - . .
v\ . . .
Propositiont o . L © B
— —— - - 0
Speakerns:
lat Affirmative: lat Nnanttvn' i
nd Affirmativer B poee 2nd Negative: -
Llsé (ln complate sentences) the twsues on which tﬁe.apoékegn tlanhed. ]
% .
-~ . » ’ i a 1]
. ©o .
- : - o “
Comnent on aeach toam's skill In 1) preseuting arBuments clearly, 2) .
‘ support ing them with adequate evidence, J) refuting opposition arguments,
: and 4) delivering their. arguments.” = oo
. - ; L N ‘ . R .
> \,‘. ) 'f.l .o '
{
' - < =)
J_ . -
° : . ot 0
" What {s your opinfon on the topic? - v "o - ° )
) ] ‘.\. L4 \.
‘ 2 o - T ;\i R}
. . . [y . BRI Y .
In your opinion, which side did the‘better debating and why?
’ Coa ) . -:i‘.\
. » \ _c\
1] N .
. ; R )
° ' P i .
§ Re L
Lot B ;:y- -
' W ~
. ) ’ Y
. . .
* 4 Evaluator " . .. '
v . *
) ) v . N
- 4 L]
L] - _ . ~ .
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Pirer Affivmative
I.' Handguna kill and maim ‘
A. Deaths

1. X says FB! statliatics
show 11,000 per year

2, Y says 80X are crimes
of passion among
family, friends

8.-1njurtes
1. 2 edtimates 800,000

. : I1. Current laws don't stop gun
use
R T A Federal lawa jneffective
* . 1. X aays Gun Control Act of
1968 for criminal guns
B. Stata lave inaffective
1. Only 8 atatas have gun
regiatration
-
4

A,

2. Not trua.

Dabate Flow Shaet

Firet Negative®
L, Yos, but . . .

1, Statistice quastionad
a. How many deaths were
from long gune?

b. Data includes suicidae
statistice

¢. X says that FBI data
is inaccurate

FBI saya 60X
of crimes of passion are
committad by parsons with
criminal racords

1. 1968 GCA good

a. Y aays helps track
crlalpa}l _
bh. Z says halpa aliminats

"Saturday night
spacials” v

\ .
1. Othar statas could sdopt
registration. What stops
them? :

v

l'

PROPOSITION: That private ownership of handguna should be made illegal,

Second Alfirmativa

>

a,b. Numbars .
{naignificant

c. 1f anything, P81
undarastimatas

. Can't have it both ways.

Can't tell Aff. YBI data
is inaccurata and than
usa it on Nag.

800.000 fMpura rapeatad

&+ XX says GCA doasn't

stop parsonal usa

b. Gun mslas hava
" increasad 3 million
par yaar

a. National Rifla
Association lobby. N
says NRA among tha most
powverful and affactiva
lobbias in Washington,
D.C., and statas

Second Negative

2,

. a,b. Didn't quantify.
: How "insignificant”"?

\

Aff. didn't respond to
Nag. argument that most

" crimes of passion ara by

criminale

-

A}

Should be enforced better

a. If NRA {a s0 powerful,
how was 1968 Gun Control
Act’ passed?
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4 Problems in Developing
.and lmplementing an
lptegrated Skills Approach

13

Several potenﬁul problems nccd to be anticlpated . for well-delivered nohsense than for woll-written non- .
when developing and implementing an integrated skills *  sense. On the other hand, poor delivery may $o get in
approach. They includer (1) selecting and training  the way. of what the speaker is saying us to distract
staff; (2) choosing essential activities and problems  from li The most useful strategy will be to have those

of emphasis; (3) scheduling cluss time to include the who are expert at evaluating speeches assist with such
varlous essential activities; and (4) copipg with commu- sessions; seek out the advice of those who teach speech
nication anxioty. In this section, we will suggest various  on your campus. (In the bibliggraphy, we have included
5% ways of dealing with these problems. several discussions of delivery and how ‘it might be

treated in the classroom ) . “

Viewing taped or live discussions_with a focus on
observing  group process and on  evaluating group

.

Acquiring Skills and Knowledge for Teaching the

In! rated Conm ,
. 8 . 0 ' ¢ffectiveness. During this session teachers together view
N . ' _ group discussions, taking care to observe what is hap-
Thure is at least one prerequisite tor all staff menibers: pening by becoming sensitive to the patterns of inter-

an interest fn and commitment to an integrated skills  action or communication flow among group members,
approach. Those who are wholly unconvinced that such the various roles discussants may consciously or un-
~an approach is worthwhile are unlikely to invest the  oonsciously assume, the type of contributions that
time and energy necessary to help develop such a course. encourage or impede the flow of discussion, amd what
Whether staff members come from a speech communica- factors tend to help or hinder the group's -progress
tion background or from an English background, they toward accomplishing its task. (The bibliography notes
will have to learn about another mode of discourse and several sources of observation instruments that may be
about the kinds of activities that will help develop used during a group discussion and descriptions of the
proficiency in the “new” mode. . several roles discussants may assume in group interaction.)
Since in many cuses preservice training is precluded - After observation of group process has been sharpencd
by lack of time and money, we will focus on iservice standards for evaluating discussions and discussants
fraining. At least three kinds of sessions are likely to  need to be listed. Questions you may want to ask about
be useful: viewing taped or live speeches and evaluating  each discussion are: Did the discussants limit their topic
them  viewing taped or live discussions, with a focuson ~ to meet constraints of: time and resources? Did the
group process and evaluating geoup effectiveness; and discussants define terms when necessary? Did the
viewing taped or live debates and evaluating themp.  discussants appear to accomplish. their purpose in the
. Viewing taped or live speeches tmd evaluating them.  discussion? The previous chapter includes several evalu-
During this session teachers of.an integrated skills course’  ation forms for discussion. (The bibliography contains
view either "videotaped or _live speeches, After each a variety of sources for group discussion exercises
speech, each teacher fills out an evaluation form and  included earlier in the text.) v
then all teachers compare their evaluations. Two typical Viewing taped or live debates and evaluating them.
‘questions are: Should a speech be evaluated according  During thig session teachers view several debates in order
to the same criteria as an essay? and How ruch weight  to familiarize themselyps with debate formats, develop
should be given to the effectiveness of the speaker's  skill in plotting (following an arguiment) through several
*delivery? In the previous chapter, we have included a  speeches, and evolve standards for evaluating dgbate.
variety of speech evaluation forms that list criteria,  Chapter 2 contains an example of debate format and
indicating that a speaker should be credited n6 more  Chapter 3 includes an example of a flow sheel which

v
. bl
- 7
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40  Speech Communication Activities in the Writing Classroom

helps debaters, teacher, and class follow the flow of
the arguments in the debate. One may begin to develop
skill in plotting arguments on a flow sheet by working
first on a formal or informyl “debate’ in the local
“newspaper of a national magazine. We have also included

it would be/Particularly useful to ask the school debate

some eValu;:}\Aorms for debates in Chapter 3. Again, '

coach for Ladvice and guidunce. (The bibliography .

includes several sources particularly useful for those
developing a unit on debate.)

Choosing Essentisl Activities and Problems for Emphasis
“But what’s essential?”* is usually the first quiestion
asked of those espousing an integrated-skills approach.
That question is still more critical if yours is a one-
semester course rather than the two-semester sequence
we have detailed earlier.

Several principles are useful in discovering the answer
you will find most satisfactory for your own purposes. If
your course deals only -or chiefly with informative,
natrative, and Hescriptive writing, the activities detailed
eatly in our sequence are most appropriate. If your
cqurse attempts to move the student from describing
and informing to argumentative discourse, then you
will want to %&ose oral activities that allow the student
to make tha
stress exposing students to a range of discourse rather
than focusing on any one mode or sub-mode of discourse
If your course features lively classroom discussion, then
a unit on group process would seem cssential, for at
least two reasons: to instruct students in group process,
and to upgrade all of your classroom discussion.

One overriding principle is useful in any event:
when possible . combine writing and speaking assignments.

For example, if the class is engaged in a problem-solving

discussion, assign a paper that asks students to focus on
that problerh by describing its nature and scope, or a
paper exploring at least two alternative solutions to
the problem. Such papers will likely improve the quality
of the discussion. Or, if the class is efigaged in a debate,
give u writing assignment that asks the student to sup-
port one side or another of the debate proposition,
" detailing the reasons for supporting that side. On the
other hand, if the class is writing a research paper, have
students give short extemporaneous speeches about
their papers. '
Different kinds of evalugtions can also be done in
essay form. Class members can take notes on speeches,
discussions, or debates in class and write detailed evalu-
ations in essay form. They can do the same for out-of-

)
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ind. of progression; and you will likely

-

“class, public presentations. It is also useful to have stu-

dents evaluate their own participation in a particular .
mssignment such as debate or discussion, explaining’
what they gained (*'What have you learned about argu-
ment as a result of participating in a debate?"’), whether
they like the activity, how it could be improved, and

. 80 forth.

Scheduling Class Time to Include
the Various Essential Activities

Unless you customnr\hy schedule a good deal of in-
class writing, you may not be prepared for a key prob-
lem found by teachers of speech comnumication skills
courses: the amount of class time taken up by perfor-
mance activities. In a writing lab, all can write at the
same time; in a speaking lab, one listens to the speeches
one at. a time. Another problem is student attention;
five speeches in a row may be a bit taxing, especially
if delivered by those- just gaining confidence and skill.

The problem ‘of class attention can be approached
in a variety of ways: questions and discussion after
each speech; critique sheets where all help all;*varying
formats; a given assignment “spaced” with other kinds
of activities between “speaking days.” The problem

of class time is, in fact, not so much of a “problem™ - -

if speeches are used as examples to illustrate principles

being taught. .

Helping to Alleviate Communication Anxiety
\*1‘.

As you well know, many students @l apprehensive
about writing. Some students feel even more appre-
hensive about ‘‘speaking in public,” even in informal
group discussions. Many of your “students do little
discussing in their classes because of class size or format,
and your more reticent students may not “speak up”
even in small discussion-oriented classes. Therefore,
it will be especially necessary to establish a classroom
setting that will be encouraging and to develop a course
format where students first get to know each other and
talk to one another in less formal speech activity. That
is why we have outlined a progression that begins
with less formal interpersonal speech communication

- activities and moves through group discussions with a
problem-solving orientation to more formal oral activi-

ties such as speeches and debate. (In the bibliography
you will find materials that may deepen your under.
standing of communication reticence and that suggest
strategies for coping with it.)




The tour problems we have outlined. above are
'clwllcngmg but cleardy sutinountable. Over the past
five years, we have worked to tmin personnel from the

o Cdepartments  of  English,  commuitication  studies,

E

comparative liternture. linguistics, philosophy ., history.
business administratton, and  education to teach an
integrated shills approach. Many began with concern
cover ledromg o teach whiting, but more began by

O

RIC™

JA i Text provided by ERic:

Y

Problems in an Integrated Shills Approach 41
sayang, But I don’t know the first thing about teaching
syccbh." They came to the course, I]uwcvvr, Wllll\:j
clear conviction that an integeative approach is indeed
a useful way of teaching discourse. We hope that you'
teo share that conviction and that you will have as
nich real sense  of  accomplishment and  yes fun
as we do.
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