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To New Assistant Instructors:

The material in the following syliabus represents the approach to E 306 you
should follow while you are an Assistant Instructor in the Department of
English. As you become more experienced as a teacher of writing, you may
want to rearrange elements of your COUrse, emphasizing certatn units more
than others, varying the readings, working on those handbook units that
seem to you most productive in a college-level class, But because the
Freshman English Policy Committee (FEPC) expects £ 306 courses to be
reasonably consistent and generally to cover the same subject matter, you
should rely on the syliabus for your basic approach to course materials and
content. The following basic policies are in effect.

1. NUMBER OF ESSAYS REQUIRED. The FEPC expects instructors of E
306 to require the equivalent of eight essays. You may number the
journal, the library research paper, and the final examination as
essays. This policy may be sensibly modified if you require reguiar
and repeated revisions of papers. in all cases, the primary activity in
a writing class shouid be writing, and students should be graded
chlefly on the basis of their written work.

The FEPC further suggests that at least three graded papers during
the term be In-class work--both as a protection against plaglarism
and as a way to sharpen impromptu (e.g. essay exam) writing skills.
The final examination can be counted as one of these essays. The
others may be handied in a variety of ways--as full in-Cclass essays,
for example, or as in-class drafts which are collected and then
revised the next class day.

2 NUMBER OF UNITS REQUIRED. To Insure an equivalence of content,
the FEPC recommends that at least units |, 111, IV, VI of the six units
in the syllabus be covered by each instructor.

3. FINAL EXAMINATION, A final examination which requires studenis
to write an in-class essay must be a part of every E 306 section
taught by assistant instructors. The examination should be held during
the three-hour final examination periods scheduled at the end of each
term. University policy does not permit final examinations to be
administered during regular class perfods, on the final class day, or
on "dead” day.
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4. RESEARCH PAPER. Al instructors of E 306 should teach the
research paper unit, even during the summer terms. The paper
provides students with the basic research skills they need not only in
E 306 but in subsequent university courses. The 1987-88 revision of
the syllabus is specifically designed to introduce the students to
research techniques early in the course and to build in an integrated,
cumulative way toward the final research paper. You and your
students may wish to take advantage of the comprehensive materials
prepared by the staff of the Undergraduate Library (UGL): 1tbrary tour,
work sheets, study guides, and topic 1sts. The library unit also glves
students practice in assembling and organizing an extended €ssay.
Many Instructors count the library research paper as the equivalent
of two reqular papers. '

S, REVISION. The FEPC now requires that fnstructors incorporate
practice in drafting and/or revision into at least two papers during
the E 306 course. {f you foliow the basic syllabus, you will be
requiring drafts of all major assignments.

To Experienced Assistant instructors

The basic policies listed in the preceding Instructions to new Assistant
tnstructors also apply to more expertenced instructors. it {s important that
sections of € 306 Aheloric and Compositionbe reasonably equivalent. The
variety of approved textbooks available for E 306, however, provides
instructors with considerable latitude in their teaching methods and
materials. Within the basic syliabus, you are enceuraged to teach to your
strengths--keeping In mind the basic focus on writing and rhetoric in £ 306,
Those instructors who will be using Kenneth A. Bruffee, A Short
Course In Writing, should refer to the appendix on Collaborative
Learning at the back of this syllabus.

Reguiar faculty and experienced assistant instructors may request
textbooks for E 306 other than those on the approved textbook list. They
may also propose courses which depart substantlally from the regular £ 306
syllabus. If you are Interested in requesting a VARIANT TEXT or In making a
VARIANT COURSE proposal, see the appropriate section tn the Freshman
English Handbook. Requests for both varfant texts and variant syilabi must
be submitted to the FEPC during the long semester preceding the term you
expect to use them. The Co-op does not accept orders for f reshman course
texts that have not been approved by the FEPC. (Those undertaking the
Bruffee research paper see appendix for exceptions to the above rule.)



Yersions of this Syliabus

This syllabus is the eighth version of a syllabus originally written in 1975.
The 1975 syllabus was constructed by a comparison and collation of the
topics common to the three rhetoric texts adopted for that year; these
topics have continued to structure the later versions of the syliabus,

The 1975-1977 version included careful rhetorical analyses of the reading
selections recommended for each unit. The 1978 course outline represented
an attempt to provide students with their own version of the E 306 syllabus
in simpler language and with enlarged instructions, examples, and
assignments. The 1981-82 version presented a more compact and schematic
syllabus designed once again for Instructors. The 1983 version added new
assignment suggestions, a short new section on teaching writing, and a
bibliography. The 1984 syllabus included some minor changes and additions,
in April, 1984, a special supplement to the basic E 306 sylabus
incorporating process-oriented materials and assignments was prepared for
summer sections of E 306. The 1985 syilabus foilowed the summer
supplement in integrating a process methodology with the prevafling
alms/modes approach, The revised 1986 E 306 syliabus deleted extensive
discussion of the aims and modes approach, placed strong emphasis on
teaching students to gather, evaluate, and present information (or evidence),
and worked in an Integrated way toward the final research paper. The 1687
revision incorporates suggestions from users of the 1986 syllabus and
Includes page references for two additional textbooks.
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Getting Started: First Week Procedures and Diagnostics

Read and follow carefully the instructions in the First Day Memos you
receive from the Freshman English Office. Consult the Freshman English
Handbook for tnformation about departmental policies, Freshman Office
services, and other administrative matters. |f you have any questions about
E 306, check with the Freshman English Office (Pariin 129).

Be sure to:

1. Prepare a complete policy statement and distribute it to your
classes during the first week. Bring a copy of your statement to
Parlin 129.

2. Check to see that every student in your class fs properly
registered for your section.

3. Distribute copies of the Freshman English Statement on
Scho lastic Dishonesty (available in Parlin 130) to your section of
£ 306. Give your students time to read the document and to ask
questions. |

4, Make sure the students have the proper texts. They are:

Rhetorics (choose one)

Axelrod and Cooper, The St. Martin's Guide to Writing, short ed.

*Bruffee, A Short Course in Writing, 3rd ed,  *instructors planning to
use this book must submit a one-pegs ralionale for approval by the FEPC

Garrison, How a Writer wWorks
Kennedy & Kennedy, Ihe Bedfof

Readers (choose one)
Atwan and Vesterman, One Hundred Major Modern Writers (FiW)

Axelrod & Cooper, Reading Critically, Writing Well
Kennedy and Kennedy, The Bedford Reader, 2nd ed.

Shrodes; et al., Ihe Consclous Reader, 3rd ed.

Handbooks (choose one)
Corder and Ruszkiewicz, Handbook of Current
Guth, New Concise Handbook

English, 7th ed.




Diagnostic Assigomenis

During the first week of the term, you should ask your students to write a
short in-class essay to give you some immediate idea of thelr strengths or
weaknesses. Try to present this essay as Informally as possible, assuring
your students it will not be graded. At the same time, use It to assess the
full range of your students’ abt)ities--their powers of organizatton, diction,
and Imagination, as well as their basic grammatical and syntactic skills.
Students with substantial problems or areas of noticeable weakness can be
directed to the Freshman English Writing Lab or the Learning Skills Center
for assistance. Non-native speakers with severe writing problems may
also-~if ellgible--be advised to sign up for a "Q” section of E 306. Bring
such students down to the Freshman English Office if you suspect that they
have mistakenly registered for a regular section of E 306 Instead of £ 306Q.
However, no “Q" sections are avallable during the summer terms,

The following topics have been used In £ 306 as dlagnostic assignments:

1.) write several paragraphs Introducing yourself. Explain where you
are from, why you chose to attend the University of Texas at Austin,
what kind of writing you like to do (if any), what you hope to get out
of E 306, and In what speclific areas ({f any) you think you need help
with your writing. Try to establish a clear relation between the
biographical part of your essay and the part that relates to your
potential work in E 306,

2.) Present a brief history of some aspect of your own experience
with writing You might want to discuss a piece of writing with
which you were pleased and explain why it pleased you, or you might
discuss problems that you have had in writing, either In a particular
situation or in general, and try to expiain how and why you think these
problems came about. You might describe what you do when you sit
down to write, or you might describe the kinds of topics that you tike
best and explain why they appeal to you, You might a want to discuss
courses you have taken that have emphasized writing, explaining what
you found valuable about them and why, or you may focus on problems
that you had In these courses and why you had them.

3.) a. Aprocess description (e.g. explain registration procedures to a
fellow student).
b. A paraphrasing or sumimarizing exercise.



4) Write your future obituary. Be sure to Include date and place of
birth and death, education, degrees, careers, accompiishments,
awards and honors, spouses, children, grandchlidren, and so forth. See
extended obltuaries in newspaners (e.g. The Wall Street Journal) for
standard obituary formats.

The Writing Lab also has a variety of assessment materials geared 1o
sentence level skills, including a computerized dtagnostic examination. The
Lab is in Parlin 3. (For a description of the Writing Lab and its services, see
the Freshman English Handbook .)




Unit I; Introduction to Language, Rhetoric, and the Wriling
Process

The following section will be the the longest tn the syllabus, aithough In
actual class time it may take up only two weeks. It is intended to provide
you with an overview of major issues concerning language, rhetoric and the
teaching of composition, as well as a practical discussion of {eaching
writing as a process.

Language, Rhetoric, and the Teaching. of Composition

Early in the course, it may be helpful to Intreduce the students Lo fssues and
ideas relating to the use and abuse of written language that go beyond the
simple production of freshman-level expository prose. Al of you
undoubtedly have your own approaches to these tssues, but you may want o
address the topics below, which have proved fruftful in provoking student
discussion for other teachers of E 305, Let us stress that the suggested
topics are intended to provide the instructor with material for possible
use In the classroom and may Le altered, revised, or lgnored depending on
the the particular needs and talents ol your class.

You might ask the students to consider the following statements;

I Writing Is a time-binding, space-binding Instrument, 1t aliows us to
communicate (with varying degrees of accuracy) with human beings tong
dead and yet to be born. It aliows us to communicate over great distances.
In both cases, the role of the writer and of the rcader is cructal to the
creatfon of meaning. (This kind of opening can lead to useful discussions of
the importance of context in both writing and reading, and to stugdent
"revel?ttons“ concerning the essentlally relativistic nature of language {see
below])

2. Language {s relativistic (this statement Is fitself disputable, but
provocative for just that reason), An entry on George Dillon's Constructing
Texts in the Bedford Bibliography (see Short Bibliography, below) states:
"Psycholinguists, deconstructionists, and reader-response critics agree that
to read is to create meaning, not merely {o decode what the text encodes.
The reader is enabled to create meaning by prior Knowledge of the
conventions governing text formation in a given discourse community and of
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patterns of concepts, or schemata, familiar within the discourse
community. Conventions and schemata are cognitive in function, but they
are not cognitively determined according to fixed, innate rules: they change
gradually as the community itself changes.” Such a statement, of course,
goes to the heart of the debate now current in the fleld of lterary theory
and may allow you to import scme of your own interests and speculations
into the classroom. A relevant current example might be the word “gay.” {in
the last 20 years, it's become tough to sing the Christmas lyric, "Don we
now our gay apparel,” without recent changes In the discourse community
affecting the meaning in subversive ways.) A more subtle example might be
“nice,” the primary meaning of which used to be "fastidious, exacting,
showing sensitive critical discernment”; today, of course, the primary
meaning is "attractive or pieasing” (when appiled Lo things) and "Kind,
considerate, pleasant” (when applied to people). For a word that totaliy
reverses meaning, see “candour” (Brit. spelling). For an extraordinary
overview of the semantic changes that have occurred in the dominant
vocabulary of our culture, see Raymond Willtams, Keywords (in bibliography
at the end of this section). In the entry quoted above, the writer attempts
to apply this relativistic theory of language to the teaching of composition:
"Writing instruction should reflect this flexible definition of conventions
and schemata rather than persist in treating writing as encoding
information.” Caveat emptor.

3. Language Is ideological. This topic will undoubtedly provoke heated
discussion, espectally if you choose to stress the political dimensions of
language. The meaning "fdeological” as it 1s used above Is not the Marxian
"ralse consclousness™ nor the more liberal “consclously-held system of
ideas,” but something closer to Gramsctan fegemony:. "a dominant system of
ideas, held at both consclous and unconscious levels, that keep a society
politically intact.” in its mosl positive sense, fdeology implies a relatively
uniform language embodying a shared set of cultural values; at its most
negative, ldeology becomes an instrument of political repression and
domination--a way of saying cne thing while doing another. A particularly
current (and blunt) way of exemplifying the above might be Lo begin a
discussion of the terms “freedom fighter” and "terrorist” as applied to the
Contras and the PLO (or the PLO and the Contras). Or you might point out the
political euphemism involved in the South African government’s calling
vast, arld stretches of the worst land in the country "black homelands.”
Here are George Orwell's concrete definltions of several twentieth-century
political euphemisms: "Defenseless viliages are bombarded from the air, the
inhabltants driven out Into the countryside, the cattie machine-gunned, the
huts set on fire with incendiary bullets: this s called pac/fication tilions
of peasants are robbed of their farms and sent trudging along the roads with
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no more than they can carry. this is called &nasrer of population or
rectirication of frontiers . People are imprisoned Tor years without trial, or
shot in the back of the neck or sent to die of scurvy in Arctic lumber camps:
this is called e/imination of unreliable elements.” (You will probably want
to have your students read Orwell's classic essay, "Politics and the English
Language,” early in the course. It is avatiable in both MMW and Bedford)

The above are relatively glamorous (and obvious) examples of the use of
Janguage to mask or defiect political realities. Students, however, should
also be made aware of the more subtle political and cultural dimenstons of
language. You might try this riddle on them (and on yourseif).
A man and his young son were in an automoblle accident. The father was
killed and the son, who was critically injured, was rushed to a hospital,
As the attendants wheeled the unconscious boy into the emergency room,
the doctor on duly looked down at him and said, "My God, it's my sonl”
What was the relationship of the doctor to the injured boy?
As certaln of the enlightened will recognize, the answer is that the doctor
was the boy's mother; but we doubt that more than five of your students
will figure this out. Once they are given the answer, the women in
particular may have several interesting things to say about the {deological
dimensions of language (e.g. "emergency room doctor” and "mother” seem to
be mutually exclusive terms in modern American English).

4, Writing is thinking. One rather basic way to encourage students to begin
to think about how writing is a process of conceptualization or cognition is
to present to them a simple analogy between writing and mathematicai
calculation. We can eastly calculate 2+2=4 without resorting to any kind of
notation, but when it comes to (3,655+279) x 3=11,802, for most ali of us
some form of notation--"writing things down" in order to remember them--
is necessary. (Students may be, or perhaps should be, somewhat
dissatisfied with this analogy. Encourage them to explore both the ways in
which 1t does and does not it.) Begtnning with this simple analogy, you can
help your students to consider how writing not only allows us to record, but
also to develop complex thoughts, Writing isn't simply a way of expressing
or presenting thought: It is part of "making” thought and forming concepts.
writing offers a means of thinking beyond what we aiready know, by
allowing us to record, revise, and rethink. It Is in this sense that one can
say that writing 1s cognition,

In general, having your students consider how writing 1g thinking can help
you to move them from their sense that writing is the means by which they
record or express their ideas to an understanding of how writing Is the
means by which they form, develop, and even “make” those thoughts. At they




very least, you may be able to help them to_see the probiem with thelr
notion that when they write, they know what they mean, but they just don't
know how to say it clearly. Perhaps they will be a little less likely to
assume that meaning and expression are separate categories.

5. In Tight of the above topics, students should be made aware that E 306 15
a course designed to teach them to write expository essays in edited
American English. This is not to say that this dialect is inherently "better”
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than others (Black English vernacular, for example), but stmply to recognize -

that edited American English is the hegemonic language of the US.A. in the
1980's: 1t is the language of business, medicine, Taw, politics, and iiberal
arts (although each discipline has its own sub-dialects). '

A Short History of Bhetoric

{Because many Al's are not rhetoric specialisis, we have included below a
short history of rhetoric and its relation to the teaching of composition. A
good deal of the following material is drawn from Ihe Bedford Bibliograohy
for Teachers of Writing.)

Much of what we teach in compesition classes and much of modern
composition theory comes to us from the anclent practice and theory of
rhetoric., Classical Greek and Roman rhetoric, which was studied and
debated by the Sophists, Plato, Aristotie, Cicero, Quintfilian, and others,
was concerned chiefly with the art of persuasive oratory. Aristotle
considered rhetoric a heuristic (a method of systematic inguiry) whereby an
orator (or rhetor) might discover "in each case the existing means of
persuasion™: Quintiilian, whose rhetorical theories were most fnfiuential in
the Renalssance, defined rhetoric as the art of "the good man speaking well.”

Another very influential strain of modern rhetorical theory comes from
Scottish rhetoriclans of the 18th century. Hugh Blalr (Lectures on Rhetorlq
and Belles L ettres, 1783) shared the view of Quintililan and Cicero that the
rhetor was a leader and was thus obliged to be morally upright and well
‘educated. His lectures for University of Edinburgh students placed a great
‘deal of emphasis on defining “taste,” an enterprise that required him to
quote extensively from literary texts, thus weakening the ancient emphasis
on persuasive discourse as the sole province of rhetoric. George Campbell's

(1776) was rather different, but at least as
influential as Bain's work. Like Aristotie, Campbell defined rietoric as that
“art or talent by which discourse Is adapted to its end” and lke Blalr, he did
not confine himself to persuasive discourse, He tried instead to relate




rhetoric to the faculty psychology of his day. 1t was another influential
Scot, Alexander Bain, who in 1866 introduced the mades of discourse that
many a modern rhetoric still teaches: narration, description, exposition, and
argument.

The history of rhetoric and composition in American colleges Is both
complicated and controversial. In the nineteenth century, Harvard set the
tone. There, chiefly under the influence of Edward T. Channing and Francis J,
Childs, the concentration of rhetoric shifted from oratory to writing, with
increased attention to literary exempia. Style, organization, and grammar
were taught from literary texts, in an increasinaly prescriptive way.

in twentieth-century America, many forces began to work agalnst the
Harvard tradition of teaching rhetoric from standardized lists of classics.
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The NCTE (National Council of Teachers of English) was formed in 1911

under the leadership of Fred Newton Scott Lo re-emphasize self-expression
and the adaptation of prose to soclal purposes, Deweyltes and progressive
educators of the day belleved hat education should integraie the diverse
immigrant populations and produce useful, productive citizens; they viewed
the Harvard approach to teaching writing through canonical Hterary study as
elitist. But the progressives were nob very successful in divorcing
composition and literature, especlally in the colleges and universities.
Throughout this period, writing instruction offered by English departments
was primarily concerned with the analysis of Iiterary works. In the 1930s
the advent of the New Criticism, with Its emphasis on texts as complex
structures of meaning, offered a theoretical model which allowed the
rejationship of thought and language to be seen as fundamental rather than
superficial. This was to have a profound effect on writing instruction,

In the 1960s there was arevival of Interest in classical rhetoric. Edward P.
J. Corbett (Classical Bhetoric for the Modern Student, 1965) based courses
in writing on the classical parts of an ¢ration {invention, arrangement, and
style-~omitting memory and deltvery), on Aristolie's topics ("topol” means
"places” in Greek, and topics are pteces to find arguments), and on 2ppeals Lo
ethos (the character of the rhetor), /ogos (the intellect of the listener),
and pathos (the emotions of the listener), This inlerest in the parts of an
oratfon was reinterpreted in the 1980s, resulting in a renewed Interest in
the stages of the writing process.

Invention became the focus of Gordon Rehman's studles; he developed
"prewriting,” a method that melded the 60s with the ancients by encouraging
wrilers to practice meditation, Also in the spirtt of the 1960s, an interest
developed in self-expressive writing which encouraged students to find




their personal voices. Peter Eluow (Writing Without Teachers, 1973) and
Ken Macrorie (Uplaught, 1970) both developed tnfluential methods that
emphasized freewriting to discover an authentic voice, and teaching
methods that included peer tutoring and workshops where students and
teachers wrote drafts and explored the writing process together.

The emphasis in the 19705 shifted to the cognitive aspects of the writing
process with Janet Emig's classic study, The Corposing Process of Twelfth
Graders (1971), . Currently, researchers ke Linda Flowers and John Hayes
are studying in detall the cognitive aspects of the composing process. Other
composition theorists have begun to view writing as a way of thinking. And
Bertoff (Ihe Making of Meaning: Metaphors, Models, and Maxims for Writing
Teachers, 1981), for example, sees composing as “the active formation of
understanding by the imagination, an act of sorting and selecting
experiences according to our needs and purposes.”

while some researchers continue o stress the cognitive aspects of writing,
there Is a developing tnterest in the soctal contexts of writing. in classical
rhetoric, Aristotle classified orations according to social function:
deliberative speeches persuade the audience to accept some course of action
(political); forenstc speeches accuse or defend (legal); and epideictic
speeches pratse or blame (ceremonial). In medieval rhetoric, when the
political climate had changed and rhetoric was no longer as viable in the
political arena or the courts as it had been in anclent Greece and Rome,
rhetoricians like Augustine expounded on the art of preaching, white others
taught the art of letter writing.

Traditionally, rhetoric has been concerned with discourse adapted to some
social end (whether it be domination or liberation). In the 1970s, in part
because large numbers of minority students (whose first dialect was not
standard English) were being admitted to American universities,
composition theorists began to reevaluate how discourse is shaped by social
function. James Kinneavy's A Theory of Discourse (1971) was Influential at
this time because he united the modes of discourse developed by Bain and
modern communications theory that stressed the speaker (writer), hearer
(reader), subject matter and medium (language). Literary theorists, notably
Stanley Fish (ls_There a Text in This Class?, 1980), have alse been
interested in the social dimensions of discourse and in how they define
“Interpretive communities." Of course, the political and ldeciogical
implications of dominant dialects have long been a central focus of Marxist
literary criticism. [Most recently, composition theorists such as Charles
Bazerman, David Bartholomae, and Patricta Bizzell have explored the soctal
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aspects (or situational context) of discourse and how they affect the
teaching of composition.

Few people today will argue that there Is a single best way of teaching
students to write. There {s, however, general agreement that for all
writers, from the nalve to the sophisticated, the process of putting words
on paper in a coherent way is just that, a process: one that begins before
the pen hits the notebook and that Includes extensive critical re-reading and
revision. writing Is pre-writing, writing, and rewriting.

Short Bibliography : Language, !deology, Rhetoric, and Composition

Eagleton, Terry. Literary Theory: Ap introduction. Minneapolis, 1983.

Gorrell, Robert, et al,, eds. The Bedford Bibliography for Teachers of
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1981, |

Tompkins, Jane P., ed. Reader-Response Criticism. Baltimore, 1960.

willlams, Raymond. Marxism and Literature. Oxford, 1977.
Keywords, rev. ed. Oxford, 1983,

Ieaching the Writing Process

The assignments recommended in this syliabus give shape and direction to £
306 but they do not, tn themselves, explain to students how they actually go
about composing a successiul ptece. Teaching writing invoives considerably
more than asking students to respond to a series of assignments. It
requires instruction in audience, purpose, tone, and voice, and n invention,
arrangement, style, revision, and editing. It 15 intimately related to
practice in reading, analyzing, speaking, and arguing.

writing students respond well to methods of instruction which explore
Interactions between writers and their audiences and 'which encourage
processes of critical thinking and revising as essays move through draft
states to final polished versions.
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The Components of the Writing Process
An effective E 306 course should include tnstruction in:

1 INVENTION--the art of finding and developing fdeas. Techniques of
invention range from the formalism of classical status theory and the
Aristotelian topot to more contemporary systems and devices such as
Kenneth Burke's "Pentad” and the tagmemic matrix. Less elaborate
systems--such as the familiar "Journalist's questions™-and other
procedures as simple as Classroom discussion can achieve
satisfactory resuits. The goals of instruction in invention are to
teach students how to explore ideas systematically and rigorously,
how to discover new subjects, how to find arguments, how to
formulate objections and rebuttals, and how to define issues. The
rhetorics and handbooks for E 306 cover invention in detail.

2 ARRANGEMENT--the effective organizing of materials and the
presentation of ideas and arguments in the order best suited to a
given situation and audience. Advice about organization in E 306
should range considerahly beyond the topic-sentence/five-paragraph
essay models presented to students in secondary school. Classwork
should convey to students an appreciation of the various kinds of
structures and strategies writers typically use to convey their ideas.
patterns of development (comparison/contrast, cause and effect,
i1lustration, and so on) should be presented pragmatically, as atds 1o
composition, not as rigid, prescriptive structures. Students should be
made to appreciate the role played by cohesion, coherence, and
skillful transitions in giving shape to an essay. Rhetorics and some
anthologies ordinarily include treatments of arrangement and
organization.

3. STYLE--the art of shaping language to sult the aim of a given
plece. Students should be made to appreciate the power of language
to control and define fdeas. They should learn how to shape sentences
and should understand how connotation, denotatfon, metaphor, simtie,
and other devices operate /n the context of their own writing. They
should learn how to avoid wordiness and clichés. Most Importantly,
they should be given the skill and confidence to use language on thelr
own in ways satisfying both to themselves and thefr readers. The
handbooks and rhetorics of fer plentiful advice about improving style.

4 REVISION--the process of adding to, deieting from, substituting
for, or rearranging the material of a paper to create a more effective
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piece. Students need to be encouraged to revise all their serious
work. They usually benefit from practice in evaluating their own
essays and those of their colleagues. They should learn to solicit
legitimate advice about and commentary on thelr writing. They
should learn to revise their work on a large scale, and when
necessary, rethink the content, focus, organization, and tone of their
essays rather than limit reviston to the repair of mechanicai or
grammatical errors. Revision i{s a topic in both the rhetorics and
haiidbooks available for £ 306.

5. EDITING—-the ftnat step in preparing a draft, the systematic
reworking of a text to remove mechanical and grammatical errors.
While instruction in revision attends to large-scale matters, practice
In editing should be concerned with smaller--though stilt very
Important--items:  misspellings, agreement errors, format
requirements, and so on. The handbooks selected for E 306 provide
the reference matertal and exercises helpful ih teaching editing.

A Method For Teaching the Writing Process in E 306

Here are the procedures for making major writing assignments in € 306.

m_nlass_gﬁgays_m_mc_ludlng_me_ms,amn_mm Lvery major
assignment you give should be accompanied by a handout explaining
the precise nature of the work, the required length (if any), the due
dates involved (for drafts, ﬁnal version), and any special features
the essay should have (footnotes, accompanying notecards, copies of
sources, drafts, bibliographies). Whenever possibie, you shoutd also
state the criteria by which you intend to evaluate the draft and the
final version. Don't make students have to guess about your
intentions or expectations. In most cases, students will write
better drafts if you define both a purpose for the assignment and a
specilic audience. When you have no specific audience In mind, you
might direct students to write for their colieagues in the course or
for the University community at large.

2 Mmmmwmmmmmmmﬁ
suggestions that will encourage st suhs _an
significantly. You should not feei ob)tgated to rework these drafts
for your students cr to mark each mechanical error. Students should




clearly understand that they--not you--are responsible for tlhe
quaiity of the (ipal version. Your marginal comments on the draft
should be aimed at improving the content, organization, and rhetoric
of the piece. Remarks should be sultably frank to indicate clearly to
students where they stand in a course and what they have to do to
improve a draft. Unacceptabie work should be s¢ labeled, However,
you don't have to put a letter grade on the draft essays. When you
begin putting rnarks on drafts, your editortal cominents can turn into
justifications of the grade you assigned. And you tead students to
expect that the grades on thelr final versions will automatically be
higher than those they received on thelr drafts.

The drafts your students hand in may be rough in style and content,
but they should be complete essays, not fragments or freewritings.
They must be legibie. Return incomplete or fllegible drafts unmarked,
the student should be expected to resubmit a more suitable plece
within a day or two.

Some teachers using the draft method allow students to turn in
second and third versions of a paper. Othors will review (not copy-
edit) any work that has bcen substantially revised (new paragraphs,
revised opening paragraph, altered cenclusion). Each subsequent
revision should recelve less commentary to keep students from
regarding Instructors as their personal editors and proofreaders,

3. Use the drafts for In-class work and peer-editing. The original
draft or a copy should become material for peer-cditing, werkshops,
or board work. You can, for example, encourage your students to put
passages from their essays on the board before class as a way of
getting suggestions and fecdback, Allow ciass time for writing and
editing. (See Collaborative Learning Appendix.)

4. Collect final versions of the cssays. Some teachers using this
method allow students a week to revise a draft after it has been
returned with comraentary, Others announce two due dates for papers
during @ long semester, one roughly midway through the term, the
second near the end. Under this second method, students work on
more than one essay at a time. The time available for revising essays
drafted early in a term may be as long a3 four or [ive weeks.
Students may, however, turn in an essay before a given due date, but a
final version may not be revised further. When a student declares a
paper "finished,” he or she accepts responsibility for its quality.

16




Final essays should be graded holistically. Read througnh the paber
carefully once or twice, evaluating it for its overall quality the way 2
well-informed reader might. The amount of commentary to be
included on the final paper will vary with the individual instructor.
Those who do extensive work on drafts will often refrain from making
extensive comments on final papers. Others, however, may fe€l that a
draft bears the same relation to the final paper as practice does to
game day: the former, while necessary and helpful, means e it
strategy, spirit, and execution do not combine to produce victory on
the latter. Or, te shift to a culinary analogy: drafts--like ingredients,
recipes, preheating--while necessary, do not insure that the finai
product won't taste awful, For ihese instructors, extensive
commentary on the final paper is especially important. (Those of you
who have written for publication will know what we mean) Suill
other instructors will attach a checklist of strengths and weaknesses
to the final papers. These checklists, which usually take only
minutes to fill out, anticipate and answer many of the guestions
‘students have about their graded essays.

Those of you who choose to work extensively with drafis will
probably need to tell students more than once not to expect
substantial commentary on their final essays. If you have explained
your qgrading policy clearly, your students shouldn't be unhappy or
surprised by the lack of extensive remarks on their final essays. Nor
should they be surprised by their grades. '

To anticipate problems with students whose draft essays do not 100K
promising, you should schedule conferences with all your students
about a third of the way through the semester and/or before the first
set of final papers 15 due. Let your students know how they are doing
in the course based upon what you have Seen in their early drafts, in
thelr peer-editing work, and 1n thelr revisions. Also require them 1o
keep all of thelr drafts and other course materials—outlings,
notecards, coptes of sources--in a folder as a record of thelr work in
case of grade or plagiarism disputes.

You may decide thalt your students do not have to turn in & {inal
version of every essay for which they have prepared a draft, Instead,
you might instruct thern to hand in polished versions of four-out-of-
six or {ive-out-of-seven original assignments. In this way you give
them some additional control over the essays they are revising and
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rethinking. They can decide which projects deserve additional ei fort
and which are dead ends.

The advantages of reading and reviewing essay drafts are numerous. for cne
thing, it improves the relationship between the writer and the instructor.
Instead of the teacher being perceived as a hostile evaluator or corrector,
he or she becomes a sympathetic editor and audience responding to a paper
at a time when criticism can help a writer reshape & thought or restructure
a pattern of crganization. Most professional writers regularly submit their
work to colleagues and friends to gather suggestions and advice before they
submit 1t for publication, and then revise on the basis of these comments.
Of course, if the manuscript 15 rejected by a publisher on the basis of
several reader reports, the professional writer will usually pay even more
attention to these reports than to the advice of his friends. The analogy
‘should be obvious,

On the other hand, it is just as obvious that comments on drafts are more
timely and far less threatening than corrections and “red marks® on final
versions. Students cannot Intelligently Ignore the suggestions a teacher has
offered on first drafts, nor do they have cause to. The draft is a working
text; It does not yet represent "best work.” No egos (or grade point
averages) are threatened if a teacher confesses Lo finding a plece
promising, but underdeveloped; exciting, but stylistically clumsy. For the
students, revising a paper becomes a patural part of developing ideas, not a
punishment for work presumably done tmproperly the first time. And they
can take more risks with their tdeas because they are not gambling
everything on a single version of an essay submitted biindly on a due date to
fulfill an assignment.

It you decide to adopt a draft method, be sure to explain the approach
carefully to your students. Let them know the legic behind your nrecedures;
especially why they might not be recelving grades on thelr drafts or
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comments on thetr final versions, Make It clear to students that the

responsibllity for revision resides-entirely with them, and that you are not
oblfgated to point out all the defects in thelr drafts. Let them know that
you expect their final versions to show improvements that go well beyond
the comments or correctlions you have made. And be sure to acknowledge the
strengths In a draft; students learn more from thelr successes than their
fallures.

For addittonal discussions or models of the "writing process” in your course
texts, see:
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I

The Bedford Reader (2nd ed) Ina “Postscript on Process” at the
end of each chapter, an author whose work is represented in the
chapter discusses some of the problems and opportunities he or she

faced in preparing the essay,

Critically, Writing Wel} Each chapler contains 3
geueeten vl the pracecs inveived in writing the kind of essay under

~msideration.

Ihe S Martin's Guide to Writing The entire text is designed to
support a process methodology. The introduction introduces the
procedures students should follow In preparing their essays.
Subsequent chapters (2-10) describe the processes involved in
writing different kinds of essays. Each chapter emphasizes invention,
arrangement, and style,

How a Writer Works Cnabters 1-4 emphasize the writing process.

The Bedford Guide Chapter !, “Understanding the Writing
Processes,” follows the writing of an essay from invention through
rewrite. Chapters 2-3 cover preparation for writing and peer-editing.

Handbhook. of Current English The writing process ts outlined in
considerable detail in Chapter 24, "An Essay In Progress,” pp. 418~
437. A student’s essay is shown developing from assignment sheet
and rough notes to finished product. The chapter Is based on an essay
written by a student at the Unitversity of Texas.

AShort Course in Writing The coliaborative learning techniques
in this text are based on the theory that writing is a social act.
Students write extensive, directed commentary on each others'
drafls,

Theoretical and Critical Readings on the writing Process (for
teachers)

Emig, Janet. The Composing Process of Twelfth Graders. NCTE
Research Report #13. Urbana, IL; NCTE, 1971,

Falgley, Lester and Stephen Witte, "Analyzing Revision
Composjtion and Cemmunication, 32 (December, 1981), 400-14,
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Mallonee, Barbara C. and John R Brethan, “Responding to Students'
Drafts: interdisciplinary Consensus.”  College Composition and
Communication, 36 (May, 1985), 213-231.

Perl, Sondra. “The Composing Processes of Unskilled College
writers,” Research in the Teaching of English, 13 (1979), 317-336.

Ruszkiewicz, John J. “Where Process Meets' Product: Applying

Kinneavy's A Theory of Discourse,” English in Texas , 14 (1983), 34~
35.

Sommers, Nancy | “Revisfon Strategles of Student Writers and
Experfenced Writers,” College Composition and Communication, 3t
(1980), 378-868.

Journals. If you are interested in having your students keep a journal, you
should probably assign it at the beginning of the semester. The journal Is a
semester-long profect fn mest courses (aithough some teachers have
employed it successfully for an intensive two-week perfod).  Most
instructors expect students to write regularly in a journal, dating their
entries, and producing a speciftc amount of writing: either a set number of
entries per week or a specified amount of writing over the term. Students
can be asked to record precisely and carefully their thouyhts, observations,
feelings, hopes, fears, ambitions, resentments, and so on. For students who
are unfamiliar with journals, the writing Lab has several textbooks the
suggest how to make journal entries.

Some teachers make specific journal assignments; others give thelr
students free rein in choice of subject matter and style. It makes
particularly good sense to ask students to record thelr reactions to course
readings In thelr Journals. A reading journal of this sort can be an
innovat Ive and stimulating project for students not accustomed to habits of
close reading. Students should be discouraged from writing diaries that
simply narrate what they did on a given day. In ail cases, the journal should
help focus and stimulate student thinking and become--in the best of
clrcumstances--a tool for invention, providing topics and ideas for
subsequent papers. '

In addition to having students keep the usual journal of thoughis,
observations, etc., you might ask them to use their journals as a sort of
writing log in which they make observations on their own writing process:
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how much time they spent on the different phages of producing a particular
plece of writing, at which junctures they feit they were the most
productive or frustrated, how they did or did not find their way out of a
particutar impasse, etc.

A journal technique that especially encourages students to pay attention to
their own writing is a format that might be called a "double-entry journal,”
in which students use one facing page as they would a usual journal and then
use the other as a commentary on what they have already written. This
commentary can take any number of forms. tt can be a kind of revision in
which the "original” writing is refined and developed (cf, James Boswell's
practice in the London Journal); It can be a reflection on how and why the
student came to write what he/she previously did; it can be asort of debate
in which previous thoughts and Impressions are examined and Interrogated,
it can even be a parody of the writer's own prose. Students should be
encouraged to be as innovative as possible in constructing these
commentaries, '

Journals are evaluated or graded in a variety of ways, Most teachers are
reluctant to place a letter grade on the self-expressive material itself,
instead they evaluate the satisfactory completion of the journal
assignment. You should feel free, however, to ccmment on the writing in a
journal, praising what 1s vigorous or thoughtful and criticizing prose that
turns into random record-keeping: “This morning | ate raisin bran and then
headed for Math 101 where | ran into Miles..” Be sure your students
understand the criteria by which their journals witl be graded.

Respect your students’ conftdentiality. what goes fnto journals is private
stuff never to be used for in-class exercises. |f you assign journals,
students will expect you to read them. If you can't handle ail of the
material (some students will write short books), at jeast read /7 them.
insist on legible handwriting.

Using Your Textbooks

Each unit of the syllabus will suggest materials from the £ 306 course texts
you may want to cover inyour class. A few experienced teachers do not use
a rhetoric in thelr £ 306 course, relying on their own knowledge of rhetoric
and their abllity to convey the appropriate concepts to thelr students. Less
experienced teachers will find the rhetorics useful in glving scope and
direction to their courses, This syllabus is pased on the assumption that




22

you are using The St. Martin's Guide to Writing The Collaborative Learning
Appendix provides direction for those advanced instructors using A _Short
Course in Writing. The Bedford Guide for College Writers is a promising new
composition text which will be used in E 306 for the first time during Fall
1987; we have accordingly included references to various sections of the
text in the £ 306 syllabus, but we will not have definitive information about
its effectiveness until next year. Garrison's How a Writer Works is
approved for E 306, but it should be used by experienced instructors who can
generate thelr own assignments and explain rhetorical theory without
relying an textbook discussions.

A variety of readers is avallable to E 306 Instructors, varying In
organization and level of difficulty. Each unit will Include suggested
readings which may prove valuable in a number of ways: as elaboraticns of
specific topics, as examples of various writing techniques, as texts for
close reading and analysls, and as models for student writing. Please note
that the newly-adopted reader, Beading Critically, Writing well, 1s by the
same authors as JThe St Martin's Guide and should prove extremely helpful
when used in conjunction with the Guide. However It has not yet been
“fleld-tested,” and we will not have definitive informat on about its
effectiveness untH next year.

Ali sections of E 306 should require a handbook. A handbook is an important
reference too! for most students; they should be encouraged to keep and use
it even after E 306.

~You are probably well into the second week of the semester; ft Is time to
put the textbooks sertously to work. You may want to begin with the first
four chapters of The St. Martin's Guide, The first chapter reviews the key
components of the writing process and should be assigned during the first
week; the following thiee chapters focus on different forms of personal or
self-expressive writing. Each chapter opens with a group of short readings
which illustrate a focal alm or technique. The next segment examines
common features of these readings. The following section walks the
student through the process of writing an essay of this type: Inventicn,
planning and drafting, reading a draft, revising and editing, and learning
from the process. The final section returns to one of the sample readings
and analyzes It in the draft or process stage.

ideally, you will want your students to read chapters 2-4, but 1t may be
necessary to focus specificaily on one. Whatever you choose to do, It is
important that you use these early chapters, and selected readings, to
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introduce your students io the concepts of_ Woice, point of view,

generalization, and partlcu!arizat!on. Thiese concepis should allow

you to discuss the various effects produced by the use of formal Vs.

colloquial dialects, 15t v5, 3rd person narrators, abstract vs. concrete

diction, and so forth. particularty important at this juncture s an emphasis

on what has been called “authentic voice.” This does not necessartly refer
to Lhe student's voice as it would be heard in everyday conversation (some
student voices are remarkably derivative), but the writer's ability te
achieve a convincing consistency of tone and point of view--1o construct, as
it were, a "personallty” (not necessarily one’s own) through one's prose.
Several exercises may be helpful here: you might have the students describe
a scene from a novel of story, taking the yoice or point of view of several
different characters; you might emphasize that ali people already have 3
number of “voices" within thern (the stangy voice for friends, the respectful
voice for authority Tigures, etc.). Essentiaily you are trying to get the
students to recognize the vast resources they already DOSSesSs, but must
tearn to harness to the purposes 0f writing.  Those of you using Ihe
consclous Reader will note that 1t begins with a section called "The Search
for Self*--these essays may be helpful, bul you should continualtly remind
the students that the "gelves” these writers present are strictly edited,
limited constructs (indeed they are constructed through the very act of
writing), revealing only what the writers want to reveal (that's why they all
seem 1ike such nice, interesting peopie) they don't show the writers beating

their husbands, prowbeating their wives, being envious, cruel, or

hypocritical (although those are certainly options, particularly in what

might be called the »confessional” mode of sel{-expressive writing). For the

purposes of a brief demonstration, this syllabus will focus on a singie

selection from chapter 4 of St Martin's, "Remembering Places.” In addition, -
we direct you to chapter 12, "Describing,” &5 an example of the way in which

the individuat chapters in the "Writing Strategies’ section can be used L0

reinforce the sequentially-developing chapters of the “Writing Activities’

section. " |

Using the essay “Uncle John's Farm™ (Ot 100-102), you might discuss the
effect on the reader of Twaln's ist person narrative: s it formal or
informal?  emotional of unemotional? omnisclent or Wmited?  The
"questions for analysis” at the end of the story explore other 13s5ues:
imagery, symbolism, concrete diction. At the sentence level, the essay is a
tour de force in the use of sertes and paraliel constructions: expiain and
demonstrate to your students the rhetorical uses of series, have them
attemnpt to imitate Twaln's "sumptuous’ style in the opening paragraph,
focussing on fts muiti-sensory appeal (see S ch. 12, pp. 373-79% I youre
feeling adventurous, You might want to try to address the tdeclogical
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horizons of the plece: what kind of society might valug this style of writing
about this type of subject matier? whal does the essay express about the
society that produced 1t? what does it deflect or mask?

In addressing this or any other example from the rhetoric or the reader, try
. to work from a critical discussion of the plece to a more basic paragraph
and sentence-level analysis of how and why the writer constructs prose ina
given way (you can, of course, reverse the order here). Then let the students
try their hands at the same kind of writing. '

One final example, this time from M. William Manchesier's "How | Slew
My First Man" s a stunning example of personal reminiscence, evocative
description of place and event, and Ideological awareness. You mnight
discuss the effect of Manchester's “"flashback” ftechnigue, his use of
academic reference to "objectify” his action, his handling of extreme
emotional stress (without over-doing it), and his horrific, concrete diction.
The combination of irony (universal), abjection (past), and cynicism
(present) in the finai line, of course, leads us back to Orwell and the
ideological dimensions of ianguage.

Suggestions for Readings

READERS

Ihe Bedford Reader (2nd ed), Introduction, p. 1; Narration, p. 21;
Description, p. 73; Kingston, "My Legal Father Enters America,” p. 59,
"Postscript on Process,” p. 69; Dillard, "Lenses,” p. 101,"Postscript on
Process,” p. 107, Rosenblatt, "Oops! How's That Again?®, p. 156,
“Postscript on Process,” p. 163; Elbow, "Desperation Writing,” p. 233;
Syfers, "I Want A Wife,” p. 261 (ideology); Fussell, "Notes on Class,” p.
282 (ideology); Woolf, "What If Shakespeare Had a Sister?” p. 528
(ldeofogy); Orwell, "Politics and the English Language,” p. 537
(ldeology); King, "I Have a Dream,” p. 475 (paralleiism & ideology).

The Consclous Reader (3rd ed.) Didion, "Keeping a Notebook,” p. 9;
Nabokov, "The Beginning of Conscloushess,” p. 15; Borges, "Borges and
Myself,” p. 31, Walker, "When the Other Dancer Is the Self,” p. 63;
Kingston, "No Name Woman,” p. 44; Tyler, "Still Just Writing,” p. 402;
King, "I Have a Dream,” p. 540 (parallelism & fdeclogy); Mencken, “The
Nature of Liberty,” p. 530 ; Woolf, “The Angel In the House,” p. 205;
Angelou, "Graduation,” p. 630
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One Hundred Major Modern Writers Hood, "Liitle Red Riding Hood
Revisited," p. 34; Baldwin, "If Black English tsn't a Language, Then Tell
Me, What 157" p. 38; Boorstin, "The Rhetoric of American Democracy,”
p. 66; Chesterton, "On Sightseeing,” p. 114; Davenport, “Finding,” p
138; Didion, "Keeping a Notebook," p. 156, Hayakawa, "How
Dictionaries Are Made," p. 304; Manchester, "How | Slew My First Man,”
p. 450; Muir, "Digging a Well," p. 512; Orwell, "Politics and the English
L.anguage,” p. 553.

Readipg Critically, Writing Well Chapter 2, "Autoblography,”
contains a number of essays closely related to the material in chs. l-

4 of Ihe St Martin's Guide, Chapter | on reading critically and
Chapter 3 on reflection may aiso prove useful.

RHETORICS
The St Martin's Gulde Lo Writing Chaplers I-4, 11-13,
The Bedford Guide Chapters 4-5.

How a Writer Works Garrison's text is not rhetorically organized.
instead It provides a quick overview of the process of writing It
should be used by more advanced teachers confident that they can
cover the syllabus matertal through their assignments rather than
through a supporting course text.

© HANDBOOKS

Handbook of Current English “Using the Language,” pp. 1-23 (an
introduction to fssues of dlalect, levels ¢f usage, the {ssue of
“correctness”); "The Meaning of words,” pp. 535-46; "The Eifect o©f
Words,” pp. 547-63.

New Concise. ugnﬁmmg Overview of Grammar and Usage, pp. 1-29;
“Effective Sentences,” pp. 77-84; "Varieties of Usage,” pp. 171-73,
"Expressive Language,” pp, 177-81.

Suggested Assighments and Exercises: Unit |

SL Martin's contains a number of usefyl exercises, Here are a few others:




. Pick a scene from a novel and have the students take various
Character roles (and points of view), writing a paragraph on each.
(Allows them Lo exercise different voices.)

2. Have students compare the following twe passages (or similap
parallel passages), noting the differences in weord choice, tone,
imagary, and overall effect, Ask them o write g paragraph similar to
the Tirst, and then another similar to the second (such exercises in
imitation can be useful in other contexts as weil), Work slowly and
carefutly, meking sure o nolo the effects of each shift in diction sng
SynLiid,

a. The house stands in the middie of a block on the outskirts of a
small mid-western town. There are no cther homes on the block.
The heuse was built In 1892, as the residence of a rafiroad baron,
and it has fancy woodwork around the doors and windows, inside the
peaks ztove the windows, and around the edges of the porch roof.
The hevse is very large, with three floors and at least seven rooms
per flcor. At one side of the house among Some sagebrush there s a
coal chute, which {s beside a set of wooden doors, nearly at ground
level, that lead to the basement. The house s unoccupied, as it has
been for the iast eight years, The owner, who lves In a smal)
apartment close to town with her two sisters, 15 an elderly woman
named Irma Oltvta Lunt. Mrs, Lunt suffered from a drinking problem
and hatlucinations when she vacated this house and moved In with
her Lwo sisters In order to be under their care, For several years
before she moved to town, Mrs, Lunt was unable to malntain her
property, and her house 1s now in very bad repair.

b. The structure looms up in the middle of a deserted black on the
edge of a lonely mid-western town. There are no other houses
around. The house was constructed in a perfod of misguided
financtal optimism In the year 1892, and it has tooled rosettes and
cherubs clotting its moidings and dormers, mementos of
entrepreneurtal precocity now indistinguishable from rot, The house
is ponderous, with at least three floors and seven hollow rooms on
each floor. The opening of a collapsed coal chute hides among somie
brambles on one stde of the house, near a set of wooden doors that
lead to the cellar and creak uneasily when opened. The house is
vacant. It has stood, ornate and dumb, for eight years now. The
cwner, who restdes In a cramped apartment close to town with her
Lwo sisters, 1s a shrivelled little woman named Irma Oitvia Lunt.
Mrs. Lunt suffered from an increasing love of peach brandy and a
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decreasing telerance for elaborately. emply spaces when she fled -
from this place and moved tn on Mirtam and Mabble Whitley, for the o
gake of company, eight years ago. For severai imonths before her
exodus, Mrs. Lunt had been unable o coat the walls of her house
with paint or repair the unrellable furnace in the cellar, unable Lo .
ward off the weeds or avert the winds, and the house 18 now .
sprawling with neglect, as {f its release {rom human giscipling had
allowed 1t, at 1ast, to mushroom Inte the swrounding &if and earth
nall by nail, plank by plank, bolt by boit, in both mood and matter,
with a frightentngly bestial ease. ' - |
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Unit '1: Reporting Information

This unit 15 the first in a sertes intended to prepare students for the kinds
of research and writing requirements that characterize a unlversity
education. The unit should broadly engage questions ranging from “what is
information and where do | find 1t?" to "how do | most effectively organize
and report 1t7* You may wish to begin by discussing the extent to which
what counts as “Information” is context-dependent: a thunderciap in ancient
Greece could convey specific political/theotogical information {Zeus 1s
angry/happy about a glven event, person, sacrifice); a thunderciap in 20th
century America conveys nothing more than metecrological information (and
often precious little of that). You might then outline basic evaluative
benchmarks: source {a book from Princeton UP is usually more accurate than
the National Enquirer); currency (new sources are usually more up-to-date,
although not necessarily more accurate, than oider ones); range (speciatized
sources are often more informative--in their circumscribed field--than
generalized ones). You should be especially sensitive to the students’ need
to distinguish between generalized and particularized information. They
need to know that any generalization necessarily suppresses those
subordinate particulars which work against it (e.g. “The Renaissance was a
progressive era,” while generally accurate, suppresses the fact that there
were many reactionary movements during the pertod). We are not saying
that you should teach your students to avoid generatizations altogether--
obviously they are necessary if information is to be conveyed in a condensed
form--but that they should approach generaltzations knowing thal they
seldom tell the whole story. At this point, you will want to introduce
students to the skills of summarizing, paraphrasing, and quoting, The St
Martin's Guide Includes a short section on these skills (pp. 518-24), as do
the Handbook of Current English (pp. 686-90) and the New Concise Handbook
(pp. 282-89). Those interested in doing more extensive work with these
skills might refer to Bazerman (see bibllegraphy at the end of this unit).

The St Martin's Guide, Ch. S, takes the students through several essays
which report information and provides extensive commentary on the authors’
techniques of presentation and organization. It also, inadvertently, provides
an excellent example of what can happen when one ailows one’s thesis to
override the close evaluation of information. You will note that after B
Willlamn Langer's excellent essay on the Black Death, the commentary (pp.
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144-45) insists that the essay follows exactly the structural order Langer
sets forth In his opening paragraph. If you read the essay, however, you will
find that this is inaccurate: the section on demographics, rather than taking
up paragraphs 8-18, takes up only 8-9; Langer then writes about
psychological, moral, and religious responses before getting round to
economics in paragraph 19, You might want to see if your students can pick
up this error. . -

1

St Martin's also provides an excelient “Guide to writing” which waiks
students through the process of preparing an essay that reports Information.
Special emphasis 15 placed on finding a subject, deveioping a thesis, and
using several writing strategies: definition, classification, tllustration,
and comparison/contrast. We suggest that you focus on definition (Ch. 14),
classification (Ch, 15), and Hlustration (Ch. 16) in this unit and save
intensive work on comparison/contrast for Unit 115, Throughout thetr college
careers, students In every discipline will be expected to ciassify and define
Ideas, objects, ang Individuals, Yet while almost all freshman know what it
means to classify and define, a great many cannot do it with ease, precision,
or a sense of purpose. It s essential to show students how classifications
and definitions operate In the world around them, particularly in the courses
they are taking and the majors they are pursuing. Again you should think
about how these strategies operate on varfous organizational leveis: essay,
paragraph, sentence. Many practical exercises are included in St Martin's
and the handbooks which should prove useful to your students. You may ailso
wish to begin using the material provided by General Libraries for
familiarizing your students with the UT 1ibrary system and procedures.

Assignments and Essay Topics

1. You will definitely want to have your students engage In intensive
practice in paraphrasing and summarizing. Many expository essays in the
readers can serve as texts for these exercises.

2. The St Martin's Guide begins with a very general essay assignment
("Write an essay that reports information”). We offer a somewhat more
complex essay assignment: Report on a specific historical phenomenon,
incorporating at least two perspectives (sources). No overt evaluation of
the source's accuracy is necessary; contradictory Information may be
reported as being contradictory (cf. Langer, p. 138, on disputes regarding the
reasons plague disappeared). Rationale: students are required early in the
course to confront the probability that one source will not provide
adequate, unbiased {nformation. ' -
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READERS .
- - The Pedford Reader There Is an entire section on "Division and
© . Classification” (pp. 253-302) and one on "Definition,” pp. JB9-44l.
_ . Both sections-end with suggested writing assignments, Meny essays
in the collection report Information. See especially Rosenthal, "He
News From Auschwitz,” p. 188; Sagan, "Nuclear Winter,” p. 334
Kennedy, "Writing With a DECmate 11," p. 331. There Is also a full
section on "Process Analysls,” pp. 205-251, including some writing
assignments.

Ihe Consclous Reader McCuliers, "Loneliness . . . An American
Malady,” p. 77; Coles, "Happiness,” p. 720, Sontag, "Science Fiction
Films: The Imagination of Disaster,” p. 610; Huxley, "A Libers
Education,” p. 648; Friedrich, “Five Ways to Wisdom,” p. 662; Gardner,
"Learning From Disney and Dickens,” p. 366.

One. Hundred Major Modern Writers Asimov, "Pure and Impure:
The Interplay of Sclence and Technology,” p. 26, Golding, "Thinklng as
a Hobby,” p. 277; Huxtable, "Houston,” pp. 334-39; Huxley, "Selected
Snobberies,” p. 328; Calder, “The Comet Is Coming,” p. 96; Naipui, “The
New Tehran,” p. 528; Matler, "Marilyn Monroe,” p. 444,

Critically, Writing Well Chapters 4-5 ("Observation,”

Explanation’). -

RHETORICS

Ihe St. Martin's Guide to Writing Chs.5, 14,15, 16, 21 (pp. 518~
24),

Ibe Bedford Gulde Chs.5-6,9-11.

How a Writer Works p. 67 (one paragraph on classification);
"Explaining a Complex Technical Matter,” p. 102

HANDBOOKS

Handbook_of Current English Quotation and Paraphrase, pp. 686-
89.

New Concise Handbook “Words,” pp. 160-163; “Directness,” pp.
182-184; Summary, Paraphrase, Quotation, pp. 282-89,
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Suggested Reading

On summary and paraphrase, see Charles Bazerman, Ihe Informed
writer, 2nd. ed. (Boston: Houghton Miffiin, 1985), pp. 38-106.

Unit 11l: Evaluating Information and Events

in this unit students should be made aware that there are two major levels
on which the process of evaluation takes place: 1. the evaluation of sources
or medfa--the vehicles of communication by which Information fs conveyed;
2. the evaluation of the information or event itself. Obviously in practice
these two levels are virtually indistinguishable because, as we have seen
earlter, the language or conceptua! framework which makes perception
possible necessartly has an effect on what s percetved and how it is
perceived. In Unit | we assumed for heuristic purposes that one can report
(or classify, describe, and define) information in an "objective” way (ie
without evaluating it). !nUnits 11l and IV, however, we ask students to see
"information™ in more compiex ways, as matertal which deserves cioser
study in itself (both message and medlum), and as matertal with which to
build a larger argument. Unit ill draws clearly upon Unit II by requiring
students to paraphrase and decribe, classify and define. But Unit i1} is aiso
closely related to Unit 1V, "Analyzing Texts,” and In both these units,
whether the students are writing essays of theilr own or examining texts
produced by others, they should be made aware of the expansive character of
persuasion--of the close relationship between making an argument and the
means through which an argument is made.

In Unit 111 students practice what is perhaps the most common form of
academic and editorial writing: the essay that pronounces judgement on a
glven subject by assessing evidence logically and presenting it persuasively.
In particular, this unit focuses on various processes through which evidence
can be shaped to produce a finished piece of work. Although we have not
formally included a unit on cause and effect (SM, Ch. 8), you may wish to
discuss this structure on your own as a sub-category of evaluation. And
because neither Ihe St Martin's Guide nor How a Writer Works contains a
formal discussion of inductive and deductive reasoning, 1t may be helpful to
your students 1f you review the basic principles of these two approaches {o
evaluating and presenting evidence.
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Inductive reasoning allows one to make general statements on the basis
of particular examples and evidence. The generalization may take the form
of a definite conclusion, a hypothesis, or a recommendation, On the basis of
certain kinds of evidence, a generalization may be 100R trug (within the
1imits of truth allowed by language). For example, if a professor says, "No
one in my 9:30 class recelved a failing grade,” the generalization can be
accepted as unlversaily true, since it is based on all posstble examples.
Most generalizations, however, are based on high probability. Doctors
prescribe barbituates on the high probabitity that they will put you to
sleep, not kill you, The gathering of particular evidence from a large number
of past cases allows them to prescribe on the basis of this generalization,
However, barbituates can, in unusual circumstances, kill you, The more
contradictory or skimpy the evidence, the more likely the generalization
will be weak, The weaker the generalization, the more iikely the evidence
will be exaggerated, falsified, or twisted by the language in which it is
conveyed (or created); political debates thrive on this kind of “induction.”

Deductive reasening allows one to draw Inferences from general
statements or to use generalizations to apply what is true tn one instance
to what is true in a related instance. Deduction therefore has a certaln
predictive value. Through it one general statement can be used to imply
another, provided that the first statement is clearly established at the
outset of the argument and then related to the deductton through a series of
logical connections. Deductive reasoning always involves these steps in
some way, but it is easy to manipulate or abuse, most often through
incomplete information or loose analegy. For example, a student who
reasons speciously might deduce that because the professor above had given
no failing grades in his 930 class (induction), he (the new student) would
not fail if he took the professor's 9:30 class (faulty deduction). "Reasoning
by analogy" that masquerades as deduction s quite common ir. student
essays. e.0. Rome was a corrupt empire and Rome fell; America is a corrupt
empire; therefore, America will fall.

Students should be farniliar with the traditional inductive organizationai
structure: Introduction, thesis, definition of terms, procedures for gathering
data, presentation of data, analysis of data, conclusion. They should
simtlarly be able to recognize, assess, and use the basic elements of a
deductive sustem: axioms, conclusions , rules of inference, and rules
of definition. And they should be familiar with the basic deduclive
organizational structure: introduction, definitions, axioms, inferences, and
conclusions,
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You should emphasize again and again to your students the
importance of reading closely and analytically with rigorous
attention to the valldity and persuasiveness of both particular
evidence and larger generalizations.

You might wish to have your students analyze Agee's review (5,204-7) of
The Ireasure of Slerra Madre as an example of an inductive, evaluative
essay which ends with a deductive prediction. You may even wish to obtaln
a video of the T1im and show certain clips in order to allow students to test
Agee's evidence or assertions: £.g. “scenes of violence or building toward
violence” are “deeply authentic and communicative (above all Huston's
terrific use of listlessness)"” Students are usually very responsive to
assignments which allow them to test their perceptions (and strategies for
presenting them) against those of “experts.

Such an exerclse in analysis and evaluation should lead the students toward
intensive practice In comparison and contrast strategies (Ch. 17).  Agee
himself makes comparisons between films, and the students themselves
may be making comparisons between their critical responses and Agee's.
Agee also uses numerous iliustrations (Ch, 16) from the film, and you may
wish to emphasize this writing strategy as well.

Agee's evaluation, of course, is primartly concerned with aesthetics. For an
evaluation that focuses on ethics, you might want to turn to Ephron's “The
Boston Photos™ in M4W_(p. 200). The ethical issues Involved in the decision
to print the photes are those which confront news editors every day and
could provide the basis for student essays evaluating editoriais, newscasts,
etc. (3ee below).

Finally, as the Fates would have it, MW contains a wonderful essay by
Barbara Tuchman on the Black Death (p. 636). This essay, besides containing
Tuchman's own evalyation of an event (which may be analyzed), forms a
useful foll to Langer's essay on the same subject in St.Martins (see below
for topic suggestion). |

Suggested Assignments

{. Compare Langer and Tuchiman's handling of the Black Death as if
you were writing a review-essay on the two articles; or evaluate
Tuchman's essay from Langer's perspective. Focus on rhetoric (tone,
concreteness, emotion, etc), Interpretation, bias, factual
contradictions, and so forth.
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2. Analyze and evaluate the content of 7he Dally Texan editorial page
to determine If the editortal staff has a particular poiitical, sociat,
or academic bias. Analyze all the editorials in the paper for a given
week (or longer). Use them as your data and quote them as evidence
for your generalizations. Use other evidence in the paper to
demonstrate your point. Do not, however, include "Letiers to the
Editor® or guest editorials as part of your sample since they do not
represent the viewpoint of the editorial staff. .

3. If someone (say your great great grandson or granddaughter) were
to read your journal 150 years from now, what generalizations about
college students of the 19805 might he or she draw from the material
you have written so far this semester? Rely on the detalls in your
journal as the evidence for your generalizations. Look for patterns or
themes in your entries that characterize the way you and your
generatton think and behave. What wiil future generations think of
you and your friends?

4. Analyze and evaluate a nightly newscast over a perfod of several
days. What kinds of stories tend to run first? last? (l.e. what is the
structure of the newscast?). Wwhat might this tell us about the
relative values of the production team? How are the stories
presented? 15 there any evidence of blas on the part of certain
reporters? Is language used in an ideologically neutral way? (e.g
does "capitalism” carry positive or negative connotations? how about
"communism®? "contras"? "competition™?7).

5. Read a persuasive essay from your anthology (or one of the
speeches avallable in the Freshman Office) and analyze the premises
or values on which the author bases his or her argument. What values
are explicit in the work? Which are implicit? Are they coherent or
contradictory? Does the author assume that his or her audience will

accept the premises of the plece, or does he or she offer a defense for
them?

READERS

Ihe Bedford Reader Inductive: Buckley, “Why Don‘'t We Complain?”
p. 455; Steinem, "The Importance of Work,” p. 486, Sagan, "Nuclear
Winter,” p. 354. Deductive: Greenfleld, "The Black and White Truth
About Basketball,” p. 192; Vidal, "Drugs,” p. 349; Mitford, "Behind the
Formaldehyde Curtain,” p. 212; Cowley, "Vices and Pleasures: The
View from 80,” p. 147,
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The Consclous Reader inductive: May, "The Man Who Was Pul in a
Cage,” p. 706; Schell, “The Choice,” p. 546, Terkel, “Miss US.A, p.
311. Deductive: Bloom, "Our Listless Universities,” p. 651; Allen, "My
Speech to the Graduates,” p. 643, Thoreau, “Why | went to the Woods,”
p. 741,

One Hundred Major Modern Writers Tuchman, jThis Is the End of
the World: The Black Death”, p. 635; Ephron, “The Boston Photos,” p.
200; Borges, “The Disinterested Killer Bill Harrigan,” p. 78; McLuhan,
“Classroom Without Walls,” p. 459; Parker, "Mrs. Post tnlarges on
Etiquette,” p. 566; Mitford, "On Embaiming,” p. 487; Mumford, “Sport
and the Bitch-Goddess,” p. 516; Kael, "Movies on Television,” p. 370;
Hart, "William Tecumseh Sherman: The First Modern General,” p. 417.

Reading _ Critically, Writing Well Chapter 6-7 (*Evaluation,”
“Analysts of Cause or Effect”),

RHETORICS
The St Martin's Gulde to Writing, Chs. 7,8, 16, 17.
Ihe Bedford Guide Chs. 12-14,
How 2 Writer Works "Developing an idea,” pp. 85-88.

HANDBOOKS

Handbook of Current English (7th ed) “Sentence variety,” pp. 305-
521; “Sentence economy," pp. 522-546.

New Concise Handbook "Awkward sentences,” pp. 71-76; "Effective
sentences,” pp. 77-84.

suggested Theoretical and Critlcal Readings (for teachers)
For inductlve and deductive logic, see Wesley Salmon, Logic.
Englewood Cliffs, N. J.: Prentice-Hall, 1964, On Induction, see John
Day, Inductlve Probability. New York: Humanities Press, 1961.

Toulmin, Stephen, R. Rieke, and Allen Janik. An_Infreduction to
Reasoning. New York: Macmiilan, 1979.
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Unit IV: Analyzing Texis

Unit 1V Is intended to bulld upon the skilis and patterns of inquiry covered in
Units ti and Iil: summarizing, paraphrasing, quoting, defining, classifying,
Nustrating, contextualizing, evaluating  All these writing practices
interact complexly in the analysis of both Hterary and non-literary texts.

The problem of the analysis of texts--"reading” In Its broadest sense--is
central to contemporary theoretical debates In many humanistic disciptines.
What, in the first place, I1s a "text"? Must tt be written-words-on-paper-
read-sequentially (in different directions depending on the cenventions of
the language)? Can the position of seemingly discrete "texts” in relation Lo
other seemingly discrete "texts” be read as a larger text (e.g. newspaper
layouts, signboards, and all the other materials which so Interest students
of the semlotics of popular cutture)? Can an athletic event be a "text” (e.g.
the semiotics of baseball)? Can any event whose meaning fs partially
determined through overt or covert cultural agreement be a text? {le. is
anything with a context a text?). What is the reilationship of a text to the .
other texts that constitute it (intertextualily)? To what degree do texts
contain meaning? To what degree do readers create meaning? What is lhe
relationship of these two phenomena (l.e. ¢an a text without & reader have
any meaning at all)? These, and many other questions, are belng warmly
debated In scholarly circles and may provide a useful way of introducing the
complexities of the probiem to your students.

The first segment of this unit should focus on the critical analysis of
lterary texts--a skill the students will need In £ 316K Again, the
questions surrounding this seemingly conventional practice are compiex and
confusing--beginning with "what is literature?"--but for the moment we
must beg them. St. Martin's chapter 9 ("Analyzing Literature”) approaches a
"classic” text (Young Goodman Brown) using the methodology of the Mew
Criticism, with a bit of historical contextualism tossed in for good
measure, We think that this is probably the best way to proceed with E 306
students, although--as elsewhere in the course--you may want Lo make
them aware that such approaches are.not "givens” but chofces: choices which
necessarlly leave out a great deal. All of the {ssues about language which
were raised in Unit | are relevant here and may serve as useful
qualifications to the St Martin's approach.

At the nuts and bolts level, you should be especially concerned here with
perfecting your students’ skills in summarizing, paraphrasing, quoting, and
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annotating. The two student essays contatned.in Si. Martin's provide some
useful examples, although in other respects you may want to approach them

cum grano salls.

If you are {nterested In including some poetry In this section, The Conaglous
Reader provides a useful selection, 17 you are using a different reader and
wish to bring In xeroxed material, you might think about using a poem such
as Keats's "On First Looking Into Chapman's Homer"--a work which is both a
poem and a plece of Itterary criticism. It also has the virtue of beling
relatively easy for students to explicate (within a New Critical tradition).
You might also wish to bring In some parallel examples of Chapman's
transiation and Pope’'s translation (one of the translations to which Keats
was implicitly comparing Chapman's). Such a comparison can lead to useful
discussions concerning the interpretive dimension of translatfon and, by
extension, the interpretive dimension of paraphrases or summaries In the
Same language: thus, we hope, leading the students to reflect critically on
what they are doing In thelr essays, (Coples of paraliel passages from
Chapman and Pope will be avatlable in the Freshman Office.)

In the second segment of Unit IV, you have the option of teaching your
students to analyze a variety of texts other than those that might be labeled
"literary.” These texts can range from the expository essays th your
anthologles, to song lyrics, advertisements, photos, statues, architectural
styles, social rituals, etc. (Of course, you also have the option of sticking
with literature.) Many of you who choose the second option will atready be
acquainted with the work of Roland Barthes, Stuart Hall (and the Centre for
Contemporary Cultural Studies), John Berger (Ways _of Seeing), Terry
Eagleton, and others (see bibliography at the end of Unit |). While there is
simply not space in this syllabus for a short course in this kind of analysis,
let us suggest that you contact other Al's and faculty whe regularly employ
such methodology (any of the members of the FEPC, Carolyn Warmbold (A,
Professors Kruppa, Hiifer, Nehring, Whigham, Renwlick, Saldivar, et al.) for
suggestions and approaches that may prove useful, None of your rhetorics
provide instruction fn this kind of analysis, but Ihe Conscious Reader
contains two sections on "The Cultural Tradition” (Popular Culture and Art
and Soclety); MW Includes a number of appropriate essays. In the latter,
we would especially direct your attention to Fussell, “The Boy Scout
Handbook,” pp. 261-67, Stephen J. Gould, "A Blographical Homage to Mickey
Mouse,” pp. 286-97, and Pauline Kael, "Movies on Television,” pp. 370-81.

Assignments
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t. write an analytic paraphrase of a short Htér:afy piece (e.g Keats's poem
cited above). Pay close attention not only to what the author "says,” but
also to how the way he or she says it influences the overall effect of the
work. -

2. Write an ideological analysis of a segment of a political text. Using, for
example, Ihe Declaration of independence, one might ask: What does
"lberty” mean here? Who does it exclude? What constitutes "tyranny"?
what 15 the “pursuit of happiness"? Why, In America, might it have replaced
"property” in the British phrase "Life, liberty, and property™?

Essay Possibilities

I. ANew Critical reading of any of the "literary” pieces in the anthologies.
(This might be the best option in Jight of the requirements of £ 316K.)

2. A topic bringing together both literary and cultural “texts,” For example,
an analysis of George Orwell's "A Hanging” as a literary text (a short stery)
describing a cultural text (a ritual execution).

3. An analysis of a familiar cultural text along the lines developed by Geuld
in his treatment of Mickey Mouse (eg. Wonder Woman, Madonna, Prince, et
al.).

Readers

Ihe Bedford Reader Twain, "Corn-Pone Options,” p. 413; King, "I
Have a Dream,” p. 475. Swift, "A Modest Proposal,” p. 517.

The Consclous Reader Anything from the "Cultural Tradition
sections: Faulkner, "The Bear,” p. 100; Huxley, "Conditioning the
Children,” p. 491; Jefferson, "The Declaration of Independence,” p.
515; Lincoln, "The Gettysburg Address,” p. 521; King, | Have a Dream,”
p. 540; Orwell, “The Principles of Newspeak,” p.561.

One_Hundred Major Modern Writers Fromm, "The Nature of
Symbolfc Language," p. 228; Fussell, “The Boy Scout Handbook,” p. 261;
Gould, "A Blographical Homage to Mickey Mouse,” p. 286; Kael, "Movies
on Televislon,” p. 370; Maller, "Marilyn Monroe,” p. 444; Sontag,
*Science Fiction Films,” p. 609, :
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Reading _ Writing Well = Chapter 10 ("Literary
Analysis®); review Chapter 1,

Rhetorics
Ihe St Hartin's Guide to Writing Chs. 9, 11.
Ihe Bedford Gulde Chs.6,21. '
How a2 Writer Works pp. 107-115.

Handbooks

Handbook_ of Current English “Writing About Literature,” pp. 617-
29; "Paragraphs,” pp. 443-79.

New Concise Handbook “Kinds of Paragraphs,” pp. 201-09.
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Unit V: Research and Writing Strategies

Unit V i5 designed to provide an intensive review of writing strategies and
an early introduction to the procedures for developing a research paper. You
should assess your students writing skills and assign appropriate chapters
and exercises, focusing particularly on individuals who seem to be In
trouble. You should stress to the students that the research paper is nol
something entirely different from the kind of wriling they have done
throughout the course, but is designed to build naturally on the experience
they have aiready had in reporting and evaluating information and analyzing
texts.

Students might then begin generating a research paper topic. (The length of
time you spend on review will necessarily dictate the extent to which you
can begin this process during Unit V.) You may wish at this point to
introduce the students to various library packets described in Unit Vi.
Prospective toplcs might then be run through the vartous invention
strategies In The St tartin's Guide, Ch. 18. Once a student has defined and
limited a topic, he or she should begin preliminary research toward
developing a thesls, This thesis might then be presented as a proposal (ak
Martin's, Ch. 6)--a strategy which would allow both you and the student to
discover eariy on whether the thesis Is workable. :

Although the kinds of proposals presented In The St. Martin's Guide deal with
situations and 1ssues that may be rather different than your students
research topics, the basic outiine for making a proposal can be a very useful
in helping your students to focus and develop their topics. You can use the
material in chapter 6, or the general idea of writing a proposal for a
research project, as a way of explaining to your students that a research
paper is not simply a'collation of informatlen on a certain subject, but a
presentation that has a certain point to make and employs speci! ic
strategies fn making that point.

One way of adapting the notfon of writing proposals to the specific task of
the research project Is to have your students write what might be cailed a
“research proposal.” Using the general outline of the proposal from Ihe SL.
Martin's Guide, you might ask your students to write a propesal In which
they: 1. define the problem or issue that they wish to investigale in their
research; 2. propose the point they wish to make in présenting their
material (students need not actually propose an argument: they may propose -
to do something as simple as inform an uninformed audience about a
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particular subject); 3. indicate the particular writing strategles they plan
to employ In presenting this material. It will probably be useful to your
students if they have several opportunities to refine and develop their
proposals. You might want them to begin simply by proposing a topic and
identifying the kinds of problems or issues to which this topic might give
rise. As they investigate their topic more fully, you might ask them to
define more precisely the point they hope to make in presenting thetr
research. Finally, you might ask them to propose specific strategles for
making this point and to discuss specific sources they will use and how they
will use them. You might even ask your students to construct a brief
annotated bibliography of possible sources. In their annotations students
could offer brief summartes of the works cited and explain how particular
sources might be useful to their project,

You should encourage your students to think carefully about the kind of
audlience they envision for the project and how this potential audience may
tnfluence their choice of writing strategies. You might even ask them to
project a specific context for their essay: for example, they might imagine
it as a feature article for a newspaper, an articie for a particular type of
magazine or journal, or even an assignment for a specific untversity course.
Certainly, they will need to keep these projections within a range that 1s
accessible to a relatively general audience, but within this range they
should be able to arrive at a specific set of criteria that will be useful both
to them In constructing their research paper and to you in giving them
guidelines for presenting their material effectively. Throughout this unit
you shoutd emphasize to your students that their proposals do not lock them
into a particuiar approach to a topic. You don't want Lo encourage your
students simply to drop an approach or topic without giving 1t some serlous
thought, but you do want them to be able to recognize when a particular
strategy is not working so that they can then search for more effective
strategies.

Exercises and Assignments

1. Invention and inquiry exercises in St Martin's Ch. 18, Handbook of Current
English Ch. 20, and New Concise Handbook sections 36-38.

2. Have your students write 2 research proposal that |. defines the topic
and the point to be made in presenting the research material; 2. proposes
specific writing strategies, including a consideration of audience and a
projected context; 3. fidentifies probable sources and gxplaing briefly how
they might be used. In writing the proposal, students will have lo make
specific rhetortcal choices in order to persuade you to let them go ahead
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with the project. In effect, you wiil be teaching them -proposal wrillng
strategles as you help them develop thetr research project,

Readers

Beading Critically, Writing Well Chs. 8-9 ("Proposal,” "Position
Paper®),

Rhetorics 5
The St. Mactin's Gulde Chs. 6, 18, 20.
Ihe Bedford Guide Ch. 15

How a Writer Works Ch. il.

Handbooks
Handbook of Current English Chs. 19-20.
New Concise Handbook Sectiens 36-38, 43-44.
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Unit VI: The Library Research Paper

The library research unit is designed to teach students a systematic method
for doing college-ievel research. in preparing their papers, students develop
a strategy for using the basic research tools avatlable to them in a major
university library. They are introduced to speclatized encyclopedias,
indexes, and reference works serving particular disciplines and fieids. They
learn how to locate, evaluate, use, and document sources. In assembling
this paper of greater-than-average length and complexity, they should come
to appreciate that research is a serfous activity certain to be an important
part of their professional and intellectual Hives,

Many students have done research papers in high school, but few have had
the experience of working in libraries as large and sophisticated as those In
the University of Texas system. Fewer still have been taught a serious
research strategy, and most are poorly informed about the proper use of
sources. For these reasons, the research paper in E 306 has been
coordinated with matertals prepared by the professional staff of the
Undergraduate Library (UGL),

Assignmen{_ and Supporting HMaterials

The staff in the Undergraduate Library provide the assignment and materiais
for the library paper. They mail topic tists and Hbrary tour information to
the instructors early in the term. The instructors themselves can pick up
library packets, containing research paper worksheets and study guides, in
Parlin 130 shortly after the beginning of the semester. These matertals are
revised every year;, the UGL requires that only current materials be
distributed to classes.

Please be certatn your students have read the apprdpriate Hbrary materials
before they go to the UGL.

The research paper should combine the expository and argumentative skills
students have developed throughout the semester In € 306. Most teachers
require a paper of approximately 1000-1500 words, fully documented, and
supported by reltable sources. Rather than prescribing the time-honored
“five sources (excluding encyclopedias) on 3xS note cards In a chartreuse
rectpe box™ (an arbitrary formula that studenmts often mistake for the
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essence of the research paper), we hope that instructors will emphasize the
research paper as a process of discovery, evaluation, and presentation, the
enabling Instruments for which will vary according to the topic and the
researcher. This does not mean that the students should submit no
supporting material, but that the formats for these materials may vary (e.g.
some students may type notes directly into a word processor, th which case
a printout of these notes might be appropriate for submission with the final
product). If, however, you wish to follow the St Martin's procedure with
regard to notecards, that is perfectly acceptable (and it does allow for a
unitorm evatuatton). Many instructors confer with their students etther
about their topics and research strategles or about the drafts they have
produced. Some instructors may wish to review full drafts of the essays
before final versions are due, instructors who use the proposal method (see
Unit V) may choose to develop other monitoring strategies. Beginning
September, 1985, documentation used In E 306 research papers should
follow the new MLA guidelines as described in the approved rhetorics and
handbooks. The new MLA form differs from older forms in permitting the use
of in-text parenthetical documentation. See your Handbook of Current
English (7th ed.) or New Concise Handbook for detalls if you are unfamitiar
with the new system. As you explain the research paper to your students,
you should distribute and discuss the following materials:

Seif-guided Tours of the Undergraduate Library. You can ask
your students to take the self-guided library tour early in the term to
make them more familiar with a facility they should be using
regularly for many of their courses. As the students take the tour,
they answer a series of questions about services, facilities, and
reference materiais in the UGL. Be sure to collect and mark the tour
sheets. Several versions of the tour are distributed in each section of
E 306 so that students cannot simply copy a classmate’s answers.

Topic Lists. The topic lists have been carefully prepared by the
library staff. They represent a distribution of topic igeas that can be
supported by the collection in the UGL. You can be sure that students
who work with subjects drawn from the library-prepared lists will
find background {nformatton, appropriate indexes, and an ample supply
of books and articles. For this reason, Instructors in E 306
may not assign 2 topic other than those on the approved
Hsts without prior approval of the Undergraduate Library
staff. (Those Instructors using the Bruffee research paper should
check with Valerte Balester about UGL materials Jif a student in your
class cannot find a topic on the list distributed to your section of E
306, other lists are available at UGL. But students should have your
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permission before they censull a second. list and such permission
should not be given routinely. :

Research Paper Worksheet (optional).  The worksheet i3
designed to lead students step-by-step through the research phases
of preparing the library paper. You can use the list of due dates on p.
2 of the worksheet to pace your students' work, requiring them to
seiect a preliminary topic, do background reading, and develop a
thests by a given day (Worksheet sections | & 1), to jocate five to ten
books by a second date (Section 111), to consult periodical indexes and
locate ten articles by a third (Section 1V), and finally to turn in the
completed paper with bibliography cards, note cards, and other
supporting materials.

Using the Library For Research. This study guide outlines a
research strategy for undergraduates, It Includes advice on choosing
a subject, narrowing a toplc, finding background information,
formulating a thesis, finding books and articles, taking notes,
avoiding plaglarism, and writing the paper. Students should give
spectal attention to the section on avoiding plagiarism .

Finding Background information. This study guide directs
students both to specialized encyclopedias in particular areas (soclal
sciences, humanities, sclence and technology) and to more general

works (Collier's, Britannica } which they may consuit early in their
research to gain an overview of thelr preliminary topics.

Finding Books. This gulde explains to students how to use the
gadings, the library subject catalog, and
the name/title catalog. It shows students how to interpret
information on a catalog card and explalns the arrangement of books
on the library shelves. Because the university libraries use both the
Dewey Decimal and Library of Congress cataloging systems, students
sometimes find it difficult to find the book they are seeking.

Finding Articies 1In Periodicals. This study guide provides an
annotated 1ist of the most important periodical indexes in major
academic fields.

How to Use Perfodical indexes / How to Find Perfodicals,
These are short guldes printed back-to-back, giving students the
facts they need to work with periodical literature,
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The Freshman English Writing Lab (Pariin 3) also offers materials and
support services for the research paper unit.

Avoiding Plaglarism

Problems with plaglarism arise more often with research papers than other
assignments because many students do not understand how sources should
be used and credited. It Is an instructor's job to explain these matters to
students. When confronted by a paper that does not seem llke a student's
own work, It Is important to distinguish between academic fattings
(misreporting of sources, misunderstanding of the occasions when
documentation s required, inadequate number of sources, improper
documentation forms) and instances of actual scholastic dishonesty (buying
a paper, dellberately copying uncredited material, falsifying sources). The
procedures for handling fnstances of scholastic dishonesty are explained In
the Freshman English Handbook . They must be followed carefully to be
sure that a student's rights are fully protected.

Some Instructors belleve that the topic Hsts contribute to occaslons of
scholastic dishonesty by making essays on certain topics widely available
on campus. In fact, the lsts--when properly used--can discourage the
buying or borrowing of papers because teachers can more easily track a
student through an approved topic than through one for which the library
system provides no support. WIth an approved topic, students cannot
pretend that they are unable to locate an adequate number of sources, nor
can they readily ignore suggestions teachers make on draft versions to find
additional materials, to expand given citations, or to explore other aspects
of a topic. Teachers know that the material for revisfons, additions, and
emendations Is available In the UGL If the student makes an honest effort to
find it

The best way to discourage plagiarized research papers (and many other
Kinds of essays) s Lo insist that students follow the complete research and
writing procedure outlined in the library Worksheet and in Unit | of this
syllabus. Require students to provide you with evidence of their
preliminary research, with lists of reading matertals, and most important
of all, a full draft of the paper. Comment on these early versions
extensively, and don't hesitate to recommend major changes or additions
even Lo competent drafts. Students who are doing their own work will
appreclate your remarks; students whose drafts are based on papers they
either bought or borrowed will find themselves having to revise that
material. When the final version s due, collect all supporting matertals—-
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Including notecards and drafts. In your research paper assignment sheet you
can Include a statement like the following: -

Materials. You must keep all notes and drafts you use In preparing
this research paper and turn tn all such materials in an envelope with :
your final version. Your records should make it pessible for me to
reconstruct the process by which you produced your paper. If your
supporting materials prove Inadequate, your final grade on the lorary
paper will be lowered substantiatly. '

Do not altow students to change their topics within two or three weeks of
the final due date, or after you have reviewed the draft--unless you
recommend the change yourself. In many of the plaglarism cases
investigated by the Freshman Office, students suddenly abandon a topic they
have been working on and change to a new one just days before the paper 15
due. What has sometimes happened 1s that they have located a paper they
believe is more promising than the essay they are developing themselves,
The changed topics rarely reflect any interests the students have shown up
to that point in the course and are often remarkably specific: a student who
had been unable to narrow a topic as broad as "Sex Roles in America” is now
writing about "English Usury Laws as Depicted in Elizabethan Dumestic
Comedtes.”

You ¢an also discourage plaglarism by making students responsible for the
sources they use, requiring them, for example, to provide photocopies of any
material they quote from directly, with the quoted material highlighted.
You may also insist that students use matertals avaliable in UT lbraries.
Some students are honestly so Intimidated by the size of the campus
Hbraries that they return to thelr high school or humetown facliities for
thetr information--an understandable strategy, but one which defeats a
purpose of the research paper unit. Other students, however, in plaglarism
investigations, regularly claim that their disputed Ssources are from
Hbraries In Houston or Dallas, and supposedly beyond easy recall. To
discourage situations of either kind, you may include a statement like the
foliowing In your research paper assignment sheet:

Sources. Your source materials for this paper must be avaiiable on
the University of Texas at Austin campus. Books, articles, magazines,
and other documents must be from UT librartes, preferably the
Undergraduate Library (UGL). If you write off for information or do
interviews, you must include copies or transcripts of all such
supporting materials with the final verston of your paper. if you are
unable to document any of your sources or If your documentation IS



48

inaccurate, you will receive an "F°.gn your research paper for
improper use of sources.

Finally, you should redirect your Student_s' attention to the Freshman
English Statement on Scholastic Dishonesty distributed to them

during the first week of class. Go over its major provisions and ask If there
are any questions. |

i
With these precautions and procedures, you will substantially reduce the
1fkelihood of recelving plaglarized papers.

READERS
Reading Critically, Writing well Appendix
RHETORICS
The St Martin's Gulde to Writing Chs. 20-21.
Ihe Bedford Guide Chs. 16-19
How a Writer Works "Search, Find, and Write," pp. 59-64.

HANDBOOKS
Handbook of Current English “Writing and Research,” pp. 634-737.

Hew Concise Handbook “The Research Paper,” pp. 265-324.

The handbooks and rhetorics (with the exception of How 3
Works) contain sample research papers. . .
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Texts: Bruf f ee Kenneth A..JJQLLELM&E..LE.M 3rd. ed
ANy of the handhooks appraved for E 306 PR
- Any of the readers approved for E 306 (0ptiona!)
Book f or research paper/rewew (optionai)

we offer tms Apppndw on conaboraiwe Iearmng as a brlef cverwew for-- RS
those of you who may be considering teaching from the Bruftee. text. The =

best qwde!mes for teaghmg a Bruffee: mmred course are to be found. m_A- S
..,J:]QLLCQU[S_Q_IML.MDQ, and we make no claim to. rﬂpiacmg the admce and o R
comfort offered therein. -We do, however, 1ry to present some of ourideas . o Lo

for 3daptmg this text o an t 306 course. This Appendix will undmbted:y'}'

make more sense 1o you. if you have fammamzed youself thn the text_.:" o

(see our notes on orgamzatlon f onowmg)

We do not mclude a detaned ;yllabus or ch*s schedule Bruf f ee does of fer.‘_. o

a 28- day ‘syliabus on p. 330, We have compﬂed a Conabordtwe Learning
File, wanable in: the oaﬁce of the Assistant Director of. Freshman

Composatwn wmch may help yau p}an your course it contams ;:.o]icy LR s
statements, syllabl sample papers, ass;gnments and usef_u'i hai‘ldouts ln i

the qpmt of collabor ation we mv;te your contrtbut!uns
Tms Appendlx 1s ar r'inged as f ol]ows

. 'introductron 1o ranaboratwe !earmng
1. .Anote on the textsmgamzatmn B
111 incorporating areader and handbouk;-'_j‘ S eI )
IV Invention ¢ exercises T '
V. Formats L o
A 3 paraqraph Pssays I
B 4-paragr aph essay (conc’iualons) R
C. Modes of discourse approach =~
VI. Peer critiques/descriptive outhnns.r:
Vil. Small group. dlscussmns R
VII\. Research paper - T
A, Assrgnmer\tv ;
B. Book qelertmn _ _
C. lnrorpnr atmq UGL handouts
IX. Essay exams L
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. Introduction memwumg

Collaborative learning is one per.iagoglcai outcrcppmg of the assumption_ .

that writing is a social act. Drawing on the work of Lev V‘ygctsky, Thomas -

Kuhn, and Richard Rorty, Kenneth Bruffee maintains that learning is social
before it is ‘individual, ‘that knowledge is socmlly justified through =~ L
consensus, and that wrutmg is a displaced form of conversation. Bruffee .

contends that studenls learn through social interaction in splte of ‘our.

fundamentally. individualistic educational merar{hy CoNaborative leammg o

is Bruffee s way of brmgmg thlS educahonal tool mto the c!aasroom

In order for qenume collahoratwe }earmng te take place students and.j_'_'jf_ T
mstructors must learn unfamiliar rojes. The major work of the mstructor.--.- R

in her. new Tole takes place outsrde the clas room.. She desiqns useful : 

tasks. and structures the social relatlonsmps The student becomes an}'_'_'-_': -

actwe participant in the classroom

Bruffee’ s exercmes in A,ﬁlmﬂjmm are des'fgned to he!p the mstructoﬁ |

structure the course so that the students can learn the skills of = -~
colfaboratmn in a social context. The exercises offered in the text are__-.:_'-.-'_ N
cumulative, ‘building upon skills prewously learned and acccmpamed by oo
explanations that place them in the context of socrdl assumpltons Lhat_.-"

inform ihe method

The text is vnrsame in that 1t can be used for severai dtfferent kmds of i- L

. Aﬂ&te_ﬂn_the_lexmutgammnﬂn

Aﬁnﬂm&&iﬂ)ﬂﬁﬁmg WIH be more liifely than not the strmgest text 5

you have ever used. It is not written for students only (with amanual that =
discloses its secrets to instructors) but is addresaed to the classroom

community, to both instructors and students at once. Some. chapters are
more appropriate for discovering the theory behind the course,  and
censequently are of more interest to instructors, while.others are
concerned with the actual business of learning to write. Parts of the book
are appropriate for £ 306, while other parts could be more readily adapted _
to to E30SL ("The Writing Process”).
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The Introduction is mostly of interest to you as instructor, though your
students may want to read it. . You shouid expiam in the first meeting of
the class that the course will: emphumze coﬂaboratwe leammg, tms is
where you 1 ( ind the rationa!e SR Lo '

Part One "'lnventzen 15 probably where you H want your E 306 studente te :

start their: work Exerc:se I prowdes a good basns for a. personal R |

experwence esswy

Part Two Defenmng and Expiaimng a iﬂroposuien comes next lt contains_

f ive exercuses based on dirferent fermu!as that can resuit inf ive papers o

Part. Three Notee for Writens and Teachers wnl not necessamly fo!lew .
next in your. couree qequence “This sectlen is somethmg of a misce“any of
topics that you can mostly teuch on as you work: through Parts One and
Two. - By ‘the end of Part. Two you probably will want to. have covered
"introducttons Prepesition e Descriptive Out!ine.,, - “Paragraph
Development Umty and. Ceherence and "Assu*nptiens You may or may .

not. want to. as:iqn But w/}y cant i write a cenclusnon?“ dependmg on
whether your students. reany want to know. why they can't write one.
"Style" can be saved for Part Four or assigned with Parts One and Two.

Learmng Formal Grgamzatmn the Crunch Is probably of more interest to

the instructor, but it is: helpful to- stueent" who realiy are feelmg a

crunch,: "Writinq Essay Exams s best saved for the end of the term, but it -
can be taught any. time: after the Two Reasons. paper ln Part Twe The rest
of Part Three is mere appropriate to the inotructor '

Part Four Heamanu! F_nding " is Lhe next ma jOI‘ part to cover af ter Pai’"l‘.
Two. At thlS point the students will learn to- write conciuaions Part Feur‘__
contains two exermses that rmght ¥eaJ te papers L |

Part Five Reeearch Writing, _ heuld bn saved tln the end of the cours.e
although you may want to. cover the first few pages. earher Four of the
exercises can be. used as paper aes:qnmenta, the beok revaew and research
paper assignments come from Part Fwe S

Appendix Agives the modes of disreurse eptmn.—; o
Appendix B providee Sample esaays by both student and professional

writers that can be used throughout the course, Finally, Appendix C
contains, as thetltie_mekes clear, "Notes Mostly for Teachers.” It includes




| -_'.A4 .

a sample syllabuq and blb!aography tmt you may need in ptanmng the

course We recemmend that yeu read thls part bef ore you decide to use A o

Rewders or handbeeks approved I er E 306 can be succesef utly meerporated SR
into a syllabus that is based on AShort Course. For the most part, both
reader and handbook should be used in the same way tttat you weuld use e LR o

them mth any other rhetoric text

lf you are usmg a modes ef danceurse appreach (see Appendix A p 20?) s

check the readers for suggestions about which essays to use for eacn;‘f-”-'-_f AR
mode. 1f you follow A Short Course from Exercise 1 through Exercise 16, . -
you rnay want to supplement the. essays from. Bruf fee with essays from. a RIS
reader. Since the first part of the Bruf fee text is devoted to invention and
wntmg frem perqenal expenence tExermse 1 Ieads natura!iy to a persenai R
experlence essay) yeu may hegm ‘with. essays poems or sterles tnat‘,_f--_;_*-___ S
stress personal experience, authentic voice, the use. of diaiogue, spemf e, oo
concrete language, and narrative structure. The reamngs euggested inUnit. o
1:0f the regular £ 306 synabus are apgroprtate espemally ifyouarealso
stressing general concerns about 1anguage rhetoru: end the wrttmg TR

process m the f trst week

As soon a,:. you begin Part 2 of A_Shtz[.t_ﬁeume f ocus studente attentien on
identifying the context of. issues that essays raise, “Essays: that exemphtyff._' ST

good’ techmques of persua.-..ien are. appropriate at thia point. -You may, for = Sl
example, want: to.ask students to note wnere wrrters make concess;ens er Con

use. a strawman approach

A group task based on the readings tnetruct small groupe (4—5 5teeents) to.:-; :

analyze an essay for its persuasive technigues. Begln by- dtscussmg o B
jogical, ethical, and emotional appeals, then ask students to find these in,”
for example Martin Luther ngs | Have & Dream.” (See the suggesttens o

on structurtng smal! greup dlscussione tn this append:x )

Another way te mcnrperate the easaye frem a reader !5 to have students_
read two or, three eesays, stories, or pnems a week and comment en them _
ina reading log - Stress that thisisa methed of mvention aswellasa wey o
for them to sharpen their analyt:eal skills. You may ask them te aﬁdress a-



AS
specific concern in thmr mgs or ynu may let the"n wnte on whatever
strtkes them as mte; estmg :

0uestwns of sty!e or ruechamr can be addressed at any puint Bruf f ee
does not provide mmue h on etyle 50 you wm probably need 10. sugplement _
his advice with reamnqs from a h.mubook “The spctmn on style onp 127
focuses mostly on awkward o verbose. sentences The collabor’atwe

ewermse on pp.- l"’aO -3 can be. ddapted tn -sentences. frorn your students’ - |

drafts. The. Bru!iep tﬁxt does Pncourage concentratmn on . paragl aph §

coherence, cohesxon “and deve‘lopmﬂnt Aqam qtudents may find .
p!anatwns from ahandbook auseful supplement They will also neﬂd to.

consult a Mndbmr!' 10 learn documentation, although there 13 brlef R

dlqcusswn on documentatwn m the reseaf‘rh umt

!Vm:mntmnixuﬁ&

Part One (Exerc&aes 15 4) teachns mvention teLhmquc; %t al qo offers
advice on forming ge nerahzation« from material qenerated by invention.
Exercise 1, ﬂmmu the Paqt n ‘H qats the students ‘started on writing
ummeduately ‘You can use: thla pxercise as early as the first day of class.

Try domg it in class, and, Af you are brave enough write a%ong With your

students. (wnthout oy 9paration) By reaqu your oy efiorts alnud you
teach a great deal about the wrltmg process. The “in- class effort is
su:table for the f lrst draft or an essay lhat can be f miahed and graded_
]ater R SRR _ : . e

Exerc:sez Bramstormmg, onp 35 la realiy afree wrltmg exe:cnse that
uses lists.. The collaborative. version .of brainstorming. works well with
groups of fc:ur or- fwe Studentb can stalt the se:.siun with a werd related
to their reading. “For. example if they have Tead Maya f\nqelnus
braduation (m H‘MM pp 630- 38) squest that they start
with the word qraduatton “See if the group €an come up with a

proposmon for a paper (aee _arﬂaH G! oup Dlacussiom,“ this 'appmdlx )

Exercise 3 "'Explammq 50rnethlng You Have Lovrned p 39, teaches
focused free writing and topic mtemews, 1opic mterv:ewa can be used to
guide your students. toward topics for thau first escay and teach the value
of conversation a3 an invention technigue, - You might cover other invention
techniques at this stage. (The writing La b sometimes offers wurkshops on
invention and can also provide ‘handouts and. Sugc_]eat readings on such
inverition techniquss as looping, cubing, the Pentad, or tagmﬁm;c:.)
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Exercise 4, "Generalizing,” offers ways to use material generated by
invention to formulate a geperalization or proposition (thesis or topic
statement). This exercise first introduces the concept of “issues,” which
will be crucial in tedchmg the writing of introductions and conclusions
and in teacmng the resedrch paper ‘x’ou wm want to place due emphas;s
upon it at tms pemt e R ) DR

You may mve natxcpd that the student esqays published in B_SDQH_C.QML&Q 3
contain particularly long paragraphs, in part as a result of the format that
Bruffee requires. Youwill T ind that as the course progresses the students
concentrate more and more on the need for good paragraph development.
The invention exercises are par t:cular!y useful in teaching this ﬂkiil and
you may want to :ef er back to them as the course progressea o -

VEQL[IJ.&.LS
Al_ual:agmuh_maxs

Most of the wr:tmg 1'%_-.|qnments (Exerusea 5 9) an 3-paragraph essaya,
are baaed on five organizatmnal qtrategles that -assume a persuaswe
intent: s - ST _

Two Reasons {Exercise 5) -
Nestorian order (Exercise _6) |
Strawman (Exercise 7) .

Strawman and One Reaaon (Exermse 8)
Concessuon (Exercise 9) o

UL W

One advantage of theae formats is that they are espec:aliy effectwe in
teaching unity, coherence, and clarity of thought, Another advantage is
that when students begm writing peer critiques (see "Peer Critigues” in
this appendix) they have an agreed-upon structure to guide them. However,
the formats must be viewed by the students as being useful in the context
of a social situation rather than as a universal stahdard DBruffee sees the
writing process as negotiation between the wriler's need to speak and the
reader's willingness to listen. Discourse forms, such as business letters
and sonnets, are exampla of this process--consensually validated tools of
communication. Bruffee’s formats are merely representative of the notion
of social constraint in writing--and they are practical toois appropriate
to the particular social constraints of a collaborative classroom.
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Emphasize to your students that A.,.EDQLA.&Q&&L& Dresrnts a variety of

formats (rather than one) to give them strategic choices. - ‘Emphasize also

that these formats are exercises to build upon, not to become enslaved by.

You may free your students from the prescribed f ormats for the last paper 3
or two if you live. Exercise 16, the research paper, allows students to - 3
chooge from among the formats they h.:we learned m the course and to;_‘_ o

experlment with them e

Because the 3 paragraph forma?s alone are sometimes overwhelmmg!y_' )

conceptually sophisticated for students, and. because Bruffee wants to :

teach a complicated-form of conclusion (that hinges on what he calls
“context of issues’), he puts off: reqmring a conr.lusmn for a lang time.

Students may be templed Lo add a 1~ sentence conclusion to the end of the =~
third paragraph of their papers. Dzscourage this. Have the students who L
may be interested reaci "But wﬁy can't | write a cnnclusmn’?" onp. 110. "

when you are re:tdy to. teach the concluswn (Exermses 10 and i1, the_- e
Four-paragraph Essay), you will fmd Bruffees approach vaiuame a5 a__ L
bridge to the research assrgnments B . :

Bruffee pravudes ways of transfcrming the formats prescrlbed n_-”-'

Exercises 5-9 .into modes of “discourse formats {pp. 207-12). This is -
heipful for students who want ‘1o be leqs abvuousiy persuaqwe m thelr -

writing and for mstructors who are f ﬂl’ld of the modes

VI. Peer Critiques/Desc _[:i_nLDLE.QUleE'_ ° _. ] g

The most significant sirength of Bruffee's course is the series of written
peer critigues. Unfortunately, we suggest that you do not use the entire
series for E 306. The demands of the research assigniment and the levei of
sophistication of freshmen in general necessitates restraint in this
matter. We strongly encourage the use of the descriptive outline,
however, which we consider crucial for the development of reading
skills--both for the students’ own papers and as a basis for further peer
critiques. we will nevertheless describe the entire peer critique process
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to give you a sense of the whote. The critiques are cumulative (one step is
added with each paper). They are given the status of essays, which means
that they are graded as such. Inthe f irst stage, the students exchange
papers and write a descriptive outling of each others’ drafts, describing
what each paragraph does, as well as what it says When the student gets
her paper back, she can compare her intended message with what was.
perceived by the peer critic. -For Paper 1 the peer critic is asked to
evaluate as well as describe. He discusses the paper's strengths and how
it coutd be improved in a peer critigue ' For Paper 11 the wrilel's [e5poNSe
is added: the author has the responsibility not only te respond to what her
critic has said, but also to how he has said it. - She acts as critic of her
critic’s writing. For paper 1V the student gives her essay, peer critigue,
and author's response to still another student, who mediates between the
author and the critic, ‘settling any differences between them and
criticizing the writing of everything. In Paper V the author gets the last
word in a final writer'sresponse. . -

The descriptive outline is .not as easy as it looks. The artificial
separation of form and content {does and savs) is a useful tool to help
students gain control over their writing, but it is a difficult distinction
for students to make, partly because they lack the vocabuiary. Although
Bruffee provides a list of helpful terms (pp. 102-03), it is important that
students be allowed to grapple with the language themselves. A good
environment for this grappling is in small group discussions (see Section
Vi of this appendix). Have the class do a descriptive outline for homework
and bring it to the next class for smail group work.

The descriptive outline is important because it insures that the student
has closely read his own and his peers’ papers. Peer critigues done orally
in small groups often fail because in such a situation students are given
neither the opportunily nor the instruction necessary for an attentive
reading of their peers’ papers. The descriptive outline starts the students
at the beginning of the process--description--making certain that the
more difficult issues of evaluation are firmly grounded.

VIl Small Group Discussions
In Bruffee's conception of collaborative jearning, smatl group discussion 1s

used to reinforce the skills of social negotiation. The group method is
valuable for initiating class discussion on almost any topic. Students are
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randomly divided into groups of four or f ive (group membership should
change every time groups are formed). The students are given a task,
usually a question or series of questions, and instructed to reach a
consensus about the answer(s). There is nc group leader, instead, there is
a recorder, whose job it is to record what the group members say, then
report the consensus to the class as a whole. =~ When the time for
deliberation is up, the instructor serves as recorder for the class, writing
on the board the answers that the groups have decided on. With the
answers on the board, the class will attempt to reach a CONSensus on any
conflicting answers. eIl oo L

The most difficult but essential part of this process is that the instructor
stay out of the argument. The need to come to consensus Is more
important than actually coming to consensus. It forces students to sel
priorities and to try to convince eaCh other, rather than flatly and
passively stating opinions. The success of this kind of discussion is
directly related to the design of the task (pp. 10-11).. |

Vill. Besearch Paper

The research paper is buiit on a sequence of five assignments, four of
which are essays:

1. Descriptive outline, chapter by chapter, of a book (Exercise 12)
2. Book review (Exercise 13)

3. Simple synthesis: review of reviews (Exercise 14)

4 Report: the context of issues (Exercise 15)

5. Judgmental synthesis (Exercise 16).

These exercises are designed so that one assignment bullds upon another.
You may encourage students to incorportate parts of one paper into another
and to revise as they progress. The book review and the simple synthesis
might be written as in-class assignments,

By the third week of the semester, students should begin the research
paper by selecting a book to review. You have two options for making
books available to your students. First, you can order 4-6 titles (4-5
copies of each title) Tor students to buy at the Co-op. in this case, you
w1 have to devise some way to assign the books. The advantage to this
option is that you can thoroughly read all books that students review; aiso,
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having groups of 4-5 students working on the :s,a'me book may prove useful
for collaborative work. See Don Weeda in the Freshma st yell

available by the UGL. 1t includes books from the list in the text that the
UGL has available as well as other titles that fit Bruffee's criteria for a
suitable book. I you select this option, your students may have to do more
library work, and they may have troubie finding the books they want. You
also may have to settle for skimming many of the books they review rather
then reading thern yourself. ‘There may be some competition for these
books, depending on how many instructors select this option and how great
the demand for a particular book. The UGL may put one copy of each book on
7-day reserve. You will have to let [ig eda know in tiie beginning of the
semesler or sooner if you peed a copy of this list

AS 500N as students find a book, or even before, they can start using the
UGL study guides. The UGL librarians have made up a special library packet

for classes doing the Bruffee research paper. You must notify Don Weeda
in the Freshman English Office if vou plan to teach the Bruffee research

paper so that you will receive these packets for your class,

Cover notetaking before students start reading their books so that they
will read more critically. You must stress the context of issues so that
they will be prepared to discover the issues the book deals with as they
read. Often prefaces, introductions, first and last chapters relate the book
to a wider context of issues. As they read, students should be discovering
how the book is put together, how they parts function to create the whole,
what the purpose of the writer is, what the hidden agendas or related
issues are, who the intended audience 18, etc.

The descriptive outline of the book is a particularly important stage in the
research paper process. Students wil), by writing this cutline, come to
grasp more fully how a writer works and how a book is created. You will
probably have to remind them to state the propesition of the book as a
whoie--this may be hard for some of them, since they can't simply look at
the last sentence of the first paragraph as they do when reading
Classmates’ papers. By the time they get to Exercise 10, which has them
write a descriptive outline of the book, they should have had some practice
writing descriptive outlines of their own and their peers’ papers.
Typically, students have trouble distinguishing the does statements from
the says statements (see Section Vi of this appendix for a discussion of
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descriptive outlines). Take some time to discuss how ihe does
statements focus on the way a book is put together. It is important that
the students recognize how a text conforms to socially-agreed upon
conventions of academic writing  Discussion might touch upon the
structure of a book, including the importance of formatting {the use of
particular typefaces, white space, titles, headings, secticns, and
subsections, tables of content, indexes, appendices, etc.), and the way the
writer and editor have organized the material into chapters, sections,
parts, and so on. Students will also need your advice on extracting the
most important ideas from a chapter. Discussion could center on
discovering narrative passages or statistical data or other parts of the
text that serve to illustrate or develop major theses. Point out that main
theses are more likely to occur in strategic places: prefaces,
introductions, beginnings and endings of chapters, first and last chapters,
topic sentences of paragraphs, etc. E

IX. Essay Examinations

Bruffee discusses essay examinations on p. 132. He offers an excellent
mode] for writing essay exams that should be especially useful for finals
preparation. You ray aiso suggest to students that the method presented
will be useful for essay exarns in many other courses.

The model for esszay exams can be most easily taught after you have gone
over the Two Reasons essay (Exercise 5). The trick is to teach a form that
students can draw on under pressure. The form encourages them to think
through an answer at least a little before they begin to write because they
will have to structure the essay in a particular way. Roughly, the form is
a generalization (proposition) that answers the question and one or more
paragraphs of defense or explanation that develop and illustrate the
answer,







