INVOLVED

WRITING FOR COLLEGE - WRITING FOR YOUR SELF

CHARLES BAZERMAN



IWOM Writing for College, Writing for Your Self

“Writers progress step by step, trusting in the

processes, even when they are not sure where all

the steps will lead.” (from Chapter 3)

PROCESSES FOR DIFFERENT KINDS OF ASSIGNMENTS

Guidelines for Journals Chapter 4 Pages 81-83
Rewriting Notes in Various Formats Chapter 5 Pages 103-106
Writing Summaries for Your Self Chapter 5 Page 107
Writing Summaries for Others Chapter 6 Pages 129-130

Responding to Essay Exam Questions: A Review  Chapter 6 Pages 139-140
Writing Papers About Real-Life Situations Chapter 7 Pages 156-158

Comparing Everyday and Disciplinary Thinking Chapter 8 Pages 181-183

Writing an Analytical Essay Chapter 9 Pages 210-211
The Investigative Report Chapter 11 Pages 233-234
Reporting Fieldwork Chapter12  Pages 258-260
The Four Stories of the Experimental Report Chapter 12 Pages 271-272
Assignment 1: A Complex Event Chapter 13 Page 295

Assignment 2: An Open Question Chapter 13 Pages 300-301
Solving Case Problems Chapter 14 Page 329

Writing the Essay of Argument Chapter 15 Pages 356-358

For a complete list of boxes (Reviewing Writing Processes, Useful Concepts from
Rhetoric, and News from the Field), please see the inside back cover.



REVIEWING WRITING PROCESSES

Task Representation Chapter 2 Page 40

Invention Chapter 4 Page 75

Writing Summaries for Your Self Chapter 5 Page 107
Revealing Sources and Avoiding Plagiarism Chapter 5 Page 112
Proofreading Chapter 6 Page 145
Revision and Drafting Chapter 7 Page 158
Editing Chapter 8 Page 184
Planning to Write Chapter 9 Page 206
Referring to Your Sources Chapter 11 Page 240

USEFUL CONCEPTS FROM RHETORIC

The Types of Rhetoric Chapter 1 Page 9
Decorum Chapter 1 Page 13
Dramatism Chapter 2 Page 29
Rhetorical Situation and Rhetorical Timing Chapter 2 Page 42
Sentence Combining Chapter 6 Page 130
Key Question Words Chapter 6 Page 136
Genre Chapter 9 Page 209
Intertextuality Chapter 11 Page 231
The Three Moves in Research Article Introductions Chapter 12 Page 269
Stasis, Where Disagreements Meet Chapter 13 Page 302
Logos, Ethos, and Pathos Chapter 15 Page 346
Common Places ' Chapter 15 Page 354

NEWS FROM THE FIELD

What Difference Does College Make? Chapter 1 Page 17
One Freshman's Struggle Chapter 2 Page 22
Richard Rodriguez’s Reading Journal Chapter 4 Page 83
Brief Guide to Netiquette Chapter 4 Page 92
Goal-Setting Research Chapter 6 Page 125
Intrinsic Motivation and Doing Something for Its Own Sake Chapter 8 Page 172
A Social Experiment Inside Mental Hospitals Chapter 12 Page 272

The Simple Paper Clip Isn’'t So Simple Chapter 13 Page 282




i

Writing for College, Writing for Your Self

Charles Bazerman

University of California — Santa Barbara

Houghton Mifflin Company  Boston New York



Sponsoring Editor: Jayne Fargnoli

Basic Book Editor: Martha Bustin

Senior Project Editor: Susan Westendorf

Senior Production/Design Coordinator: Jill Haber
Senior Manufacturing Coordinator: Priscilla Bailey
Marketing Manager: Nancy Lyman

Cover design: Mark Caleb
Cover image: Words superimposed over writing paper; envelopes and pen, Tony
Stone images.

Text and Photo Credits begin on page 365.

As part of Houghton Mifflin’s ongoing commitment to the environment,
this text has been printed on recycled paper.

Copyright © 1997 by Houghton Mifflin Company. All rights reserved.

No part of this work may be reproduced or transmitted in any form or by any
means, electronic or mechanical, including photocopying and recording, or by any
information storage or retrieval system without the prior written permission of
Houghton Mifflin Company unless such copying is expressly permitted by federal
copyright law. Address inquiries to College Permissions, Houghton Mifflin Com-
pany, 222 Berkeley Street, Boston, MA 02116-3764.

Printed in the U.S.A.

Library of Congress Catalog Card Number: 96-76862
Student Edition ISBN: 0-395-67182-5

Exam Copy ISBN: 0-395-67183-3

23456789—BH—0099 9897



BRIEF TABLE OF CONTENTS

Part One  Writing Your Self into College 1
Chapter1 Strategic Writing 2
Chapter 2 The Classroom Situation 20

Chapter 3 Writing Processes 44

Part Two  Thriving in the Classroom 71
Chapter 4 Journals and Reflective Writing 72
Chapter 5 Notes and Summaries: Writing to Remember 94

Chapter 6 Exam Writing: Displaying Knowledge 123

Part Three  Using Concepts to View the World 151

Chapter 7 Illustrative Writing: Connecting Concepts and Real Examples
Chapter8 Autobiographical Writing: Connecting
Concepts and Experience 166

Chapter9 Analytical Writing: Looking Closely 192

Part Four Investigating 219
Chapter 10 The Investigative Process 220
Chapter 11 Investigating the Archive: Library Research Writing 228

Chapter 12 New Investigations: Fieldwork and Laboratories 254

Part Five Dealing with Complexity 279
Chapter 13 Writing About Complex Worlds 280
Chapter 14 Writing About Problem Cases 316
Chapter 15 Arguing Your Case 343

152






TABLE OF CONTENTS

Preface  xi
The Classroom

Situation 20

PART ONE

Writing Your Self into

College 1 Sizing Up a Class Instead of Psyching
Out the Teacher 22

NEWS FROM THE FIELD: One Freshman’s

Strategic Writing 2 Struggle 22
Writing for Reflection 24

Writing Is Open-Ended 24

A First-Day Assignment 3 Writing Your Self into College 25
Writing as Rhetoric 4 Writing for Reflection 26
Writing for Reflection 6 Classrooms as Communication Systems 26
Rhetorical Situations 6 The Communication Systems of
Writing for Reflection 7 Three Classes 27
The Origins of Rhetoric 7 Writing for Reflection 29

USEFUL CONCEPTS FROM RHETORIC:
Dramatism 29
The Teacher’s Role in Classroom
Communications 32

Textbooks 32

USEFUL CONCEPTS FROM RHETORIC: TOC 8
USEFUL CONCEPTS FROM RHETORIC:

The Types of Rhetoric 9
Writing for Reflection 9

Rhetoric in a Changing World: Literacy,

Specialization, and Technology 10 Writing for Reflection 33

Writing for Reflection 12 Other Readings and Resources 33
Rhetoric and Decorum in Daily Life 12 Interacting with the Written Material 34

USEFUL CONCEPTS FROM RHETORIC! Writing for Reflection 35

Decorum 13 How the Instructor Shapes What Happens

The Strategy of Growth 14 inClass 36

Writing for Reflection 15 Lectures and Active Listening 36
Becoming Involved Through Writing 15 Writing for Reflection 37

Discussion 38

Witting for Refleglion- 17 Writing for Reflection 39

NEWS FROM THE FIELD: What Difference Does
College Make? 17

Writing for Reflection 18
Getting Involved Electronically 19



vi

The Student’s Role in Classroom
Communications 39
REVIEWING WRITING PROCESSES: Task
Representation 40
Being on the Spot 41
USEFUL CONCEPTS FROM RHETORIC:
Rhetorical Situation and Rhetorical Timing 42
Writing for Reflection 43
Getting Involved Electronically 43

Writing Processes 44

An Author’s Confession 45
Trusting the Process 45
The Variety of Processes 46

Processes for Different Kinds
of Assignments 47

Some Common Processes of Writing 47

Unfolding Situations 48
Putting Your Goals and the Task in Focus 48
Developing Ideas 49
Finding and Gathering Resources 49
Thinking Through Your Materials 50
Planning and Organizing

Your Statement 50
Producing Text 50
Making Your Sources Explicit 51
Examining and Improving Text 51
Receiving Responses and

Moving On to the Next Statement 52

REVIEWING WRITING PROCESSES: TOC 53

The Processes of One Classroom Writing
Assignment: A Case Study 53

The Course Unfolds 54

The Paper Is Assigned 55

The Writing Moves into Focus 59
Thinking Seriously 61

Planning 63

Writing the Paper Up 64

The Process Continues 68
Thinking About Student Writing 68
Writing for Reflection 69

Getting Involved Electronically 70

Table of Contents

PART TWO

Thriving in the Classroom 71

/ Journals and Reflective
—  Writing 72

A Rich and Confusing Environment 73
Using Writing for Reflection 74
Journal Writing 74

REVIEWING WRITING PROCESSES: Invention 75
Three Students” Reading Journals 76

Journal Entry 1 (Finding the Meaning
of the Text) 77

Journal Entry 2 (Philosophical
Interpretation) 78

Journal Entry 3 (Personal Response) 79

Thinking About Student Writing 80

Guidelines for Journals 81

NEWS FROM THE FIELD: Richard Rodriguez’s

Reading Journal 83

ASSIGNMENTS: Journals for Yourself, Journals for
Your Courses 84
Electronic Discussion Groups 89

Local Area Networks and Class
Discussions 90

Electronic Links 91

NEWS FROM THE FIELD: Brief Guide to
Netiquette 92

The Reflective and Reflected Self 93
Getting Involved Electronically 93

Notes and Summaries:
Writing to Remember 94

Methods for Remembering 96
Writing for Reflection 98
EXERCISES: Remembering 99

Some Ways to Represent Knowledge to
Your Self 103



Table of Contents

Rewriting Notes in Various Formats 103

Personal Summary Statements 106

REVIEWING WRITING PROCESSES: Writing
Summaries for Your Self 107

Student Sample 107

Thinking About Student Writing 108

EXERCISES: Representing Knowledge 109

Overview Summaries 110

REVIEWING WRITING PROCESSES: Revealing
Sources and Avoiding Plagiarism 112

Questions and Answers 114
Study Groups 116

EXERCISES: Writing and Remembering 117
Getting Involved Electronically 122

Exam Writing: Displaying
Knowledge 123

NEWS FROM THE FIELD: Goal-Setting
Research 125

Short-Answer Examinations 126
Writing for Reflection 127
Summary Questions 127
Thinking About Student Writing 129
Writing Summaries for Others 129

USEFUL CONCEPTS FROM RHETORIC: Sentence
Combining 130
EXERCISES: Sentence Combining 133

Questions Requiring Reorganization 134

USEFUL CONCEPTS FROM RHETORIC: Key
Question Words 136
Responding to Essay Exam Questions: A
Review 139

ASSIGNMENTS: Asking and Answering
Questions 140

REVIEWING WRITING PROCESSES: Proofreading
145

Questions for At-Home Essays 146

Beyond Classroom Learning 148
ASSIGNMENTS: Goals and Summary Writing 149
Getting Involved Electronically 150

vii

PART

THREE

Using Concepts to View
the World 151

lllustrative Writing:
Connecting Concepts and
Real Examples 152

Snapshots of the World 153
Representations of the World 154

ASSIGNMENTS: Finding Real-Life Examples 156
Writing Papers About Real-Life
Situations 156

REVIEWING WRITING PROCESSES: Revision and
Drafting 158

Sample Student Essay 159

Thinking About Student Writing 163

ASSIGNMENTS: Writing About Real-Life
Situations 163

Getting Involved Electronically 165

Autobiographical Writing:
Connecting Concepts and
Experience 166

Personal Issues and Privacy 167
Sharing in the Classroom 168

ASSIGNMENTS: Using Reading to Think
About Your Life 169

NEWS FROM THE FIELD: Intrinsic Motivation
and Doing Something for Its Own Sake 172

Two Kinds of Personal Experience Paper 173
Experience as Illustration 174

Developing a Personal Illustration 174

Writing an Essay of Personal
Hlustration 175

Sample Student Essay 175

Thinking About Student Writing 178

ASSIGNMENTS: Essays of Personal
lllustration 179



viii

From [llustration to Discussion 181

Comparing Everyday and Disciplinary
Thinking 181

Developing a Comparison of Everyday and
Disciplinary Thinking 183

Writing an Essay Comparing Everyday and
Disciplinary Thinking 184

REVIEWING WRITING PROCESSES: Editing 184

Sample Student Essay 186

Thinking About Student Writing 190

ASSIGNMENTS: Comparing Everyday and
Disciplinary Thinking 190

Getting Involved Electronically 191

Analytical Writing: Looking
Closely 192

Analytical Insight 193

Some Key Features of Analysis 193

Analysis in the Classroom 196

ASSIGNMENTS: Analyzing Analyses 197

Analysis and Your Authority 204

Skillful Practice Is More Than a Set of
Rules 205

Computer Tools and Analysis 205

ASSIGNMENTS: Writing for Reflection 206
REVIEWING WRITING PROCESSES: Planning to
Write 206

Writing and Analyzing 207
General Procedures for Analysis 208
USEFUL CONCEPTS FROM RHETORIC!
Genre 209
Writing an Analytical Essay 210
Sample Analyses from Different
Disciplines 211
Literature: An Analysis of Gender in a Pop
Song (Claire Richards) 211
Chemistry: An Analysis of What
Happens When Metal Corrodes
(Andrew Mancey) 212
Business: An Analysis of a Marketing
Research Report (Ken Fuscolini) 212

Table of Contents

Earth Sciences: An Analysis of an Earthquake
(Patrice Ferrin) 212

Political Science: An Analysis of Prayer in
School: Constitutional Rights in
Conflict (Andre D'Onuille) 213

Thinking About Student Writing 214

ASSIGNMENTS: Analysis 215

Getting Involved Electronically 216

PART

FOUR
Investigating 219

. The Investigative
Process 220

The Three Sites of Investigation: Library, Field,
and Laboratory 221
The Library 222
The Field 222
The Laboratory 223

Investigative Work in Courses 223
Issues in Investigation 224

The Basic Problem or Question 224

The Focusing or Specifying Question 224

The Investigative Site 225

The Investigative Design: Concepts,
Questions, Method 225

The Investigative Report 226

Getting Involved Electronically 227

Investigating the
Archive: Library Research
Writing 228

An Interactive Discovery Process 229

USEFUL CONCEPTS FROM RHETORIC:
Intertextuality 231



Table of Contents

Directing Your Research 232

The Basic Problem or Question 232

The Focusing or Specifying Question and the
Investigative Site 232

The Investigative Design: Concepts,
Questions, Method 233

The Investigative Report 233

Using the Library in the Electronic Age 234
Some Commonly Used Indexes 236
ASSIGNMENTS: Getting Oriented to Your Library

238
Evaluating What You Find 238
Primary and Secondary Sources 238
Reliable Information Sources and Individual
Statement Sources 239
REVIEWING WRITING PROCESSES: Referring to
Your Sources 240
Giving Credit in Modern Language
Association (MLA) Style 242
In-Text Parenthetical References 242
Basic MLA Bibliography Punctuation 244
Modifications and Special Situations 245

Giving Credit in American Psychological
Association (APA) Style 246

In-Text Parenthetical References 246
Basic APA Bibliography Punctuation 247

Sample Student Paper 248

Thinking About Student Writing 252
ASSIGNMENTS: Library Research 252
Getting Involved Electronically 253

New Investigations:
Fieldwork and
Laboratories 254

Getting the Story in the Field 255

The Importance of the Fundamental Question
or Problem 256

Finding a Site for Fieldwork 257

Concept, Method, and Planning 257

Record Keeping 258

Analyzing Fieldwork 258

Reporting Fieldwork 258
Report of a Professional Field Study 260
Sample Student Field Report 262
Thinking About Student Writing 265
ASSIGNMENTS: Doing Fieldwork 265
Experiments: Events Created to Be
Observed 267

USEFUL CONCEPTS FROM RHETORIC: The Three
Moves in Research Article Introductions 269
Laboratory Courses 271

The Four Stories of the Experimental
Report 271

NEWS FROM THE FIELD: A Social Experiment
Inside Mental Hospitals 272

A Sample Student Experiment 274

Thinking About Student Writing 277
ASSIGNMENTS: Understanding Experiments 277
Getting Involved Electronically 278

PART

FIVE
Dealing with Complexity 279

Writing About Complex
Worlds 280

NEWS FROM THE FIELD: The Simple Paper Clip
Isn't So Simple 282

Complexity Presented to You and Complexity
You Find 284
ASSIGNMENTS: Reading About Complexity 286
Complexity from Multiple Perspectives 291
Facing Complexity 293
Two Kinds of Complexity 294
Assignment 1: A Complex Event 295
Sample Student Essay 296
Thinking About Student Writing 300
ASSIGNMENTS: Describing Complexity 300
Assignment 2: An Open Question 300

USEFUL CONCEPTS FROM RHETORIC: Stasis,
Where Disagreements Meet 302



Sample Student Essay 303

Thinking About Student Writing 307
ASSIGNMENT: Writing About Open Questions 307
Getting Involved Electronically 315

Writing About Problem
Cases 316

Writing and Problems 321
Steps in Solving Problems 322
Formulating the Problem 322
Searching for the Form of an Answer 323
Becoming Aware of the Facts and Using Them
323
From Facts toa Plan 324
Writing Up the Presentation 324
Sample Student Problem Solutions 326
Thinking About Student Writing 329
ASSIGNMENTS: Solving Case Problems 329
Getting Involved Electronically 342

Arguing Your Case 343

Plenty to Say 344
Complexity of Beliefs 345

Table of Contents

USEFUL CONCEPTS FROM RHETORIC: Logos,
Ethos, and Pathos 346
ASSIGNMENTS: Examining Academic
Arguments 347
Arguing for Ideas 347
ASSIGNMENTS: Identifying Points for
Arguments 348
USEFUL CONCEPTS FROM RHETORIC:
Identification 349
Building an Idea into an Argument 350

USEFUL CONCEPTS FROM RHETORIC:
Common Places 354
Writing the Essay of Argument 356
Sample Student Essay 358
Thinking About Student Writing 360
ASSIGNMENTS: Argumentation 361
Getting Involved Electronically 363
Credits 365
Subject Index 367

Reading Index 376



PREFACE

people, engage in new kinds of discussions, read new kinds of books,

and are asked to write new kinds of essays. Those who are drawn into
this new world, who find questions and knowledge that excite them, who re-
late to the readings, who express their thoughts and learning—they succeed
at college and get the most out of it. Those who have trouble communicating
within this academic world and cannot connect its goals with their own—
they often struggle and do not get from college all that they had hoped.

Whether college becomes an exciting environment or an alien one depends
to a great extent on the mastering of college-level reading and writing, be-
cause texts are central to the life of the university. In college, students must
absorb information of increasing sophistication from a range of reading ma-
terials. They are expected to think about, synthesize, and critique these ma-
terials and to use their knowledge to understand and investigate the world.
Students, ultimately, are in college to become complex and knowledgeable
participants in the world, able to articulate and argue their insights in effec-
tive writing.

These are tough demands that depend on students becoming deeply in-
volved with their subject matters. Only that personal involvement can pro-
vide sufficient motivation to do the kind of disciplined work that allows one
to get the most from college. Involvement is not a matter of luck, as many
students may think. It is built through every act of reading and writing. In-
volvement increases every time a student finds some personally valuable
meaning in a reading assignment, finds a class assignment stimulating, or a
writing assignment to be an opportunity to develop thought. Involvement
increases every time a student states his or her ideas forcefully enough to get
a serious response from teachers and other students. Involvement increases
whenever a student notices his or her reading, writing, and thinking going to
a new level.

Involved: Writing for College, Writing for Your Self helps students to under-
stand their college experience as a way of advancing their own personal con-
cerns and to draw substance from their reading and writing assignments. By
enabling students to understand what it is they are being asked to write—
from basic to complex communications—and how they can go about fulfill-
ing those tasks meaningfully and successfully, Involved: Writing for College,
Writing for Your Self helps students to develop themselves in all the ways the
university offers.

For most students, college is a new world. Students meet new kinds of

xi



xii Preface

@@ Distinctive Features of Involved: Writing for
College, Writing for Your Self

# The Involvement theme helps students to be active participants in
their college education. [nvolved encourages students to take responsi-
bility for learning, to connect college and college writing to their per-
sonal concerns and development, and to recognize their own stakes and
local opportunities. It approaches involvement, a key component in suc-
cess, as something one builds through acts of careful reading and writ-
ing, through the finding of personal meaning in assigned work, and
through the sharing of ideas with teachers and others.

# Many examples of student writing appear in the book. Student writing
is carefully built into the chapters, exemplifying and reinforcing the writ-
ing tasks taught in the book. Questions entitled “Thinking About Stu-
dent Writing” follow each example; they create a context in which
student writing is taken seriously and foster analytical skills that the stu-
dent then applies to his or her own writing.

m Realistic readings and assignments teach critical thinking and college-
level reading skills. Involved approaches college as a unique rhetorical
context, with distinctive agendas and expectations. The readings and as-
signments are intensely practical, directly tailored to the types of read-
ing, writing, and class styles that students actually encounter. Integrated
readings are drawn from a range of disciplines and from accessible, yet
college-level articles, books, and textbooks.

m The writing process is presented in an innovative way. While speaking
to the recognized needs of students and the familiar concerns of first-
year writing, Involved presents the writing process not as a monolithic
one-style-fits-all entity, but as a series of personal and social processes re-
lating to the situation, the task, and the writer. It explores both how writ-
ing processes vary according to the situation and how some parts often
recur.

® Instruction focuses on writing tasks typical of the academy. Involved
aims to be highly practical for the college student, and thus concentrates
on reading journals, summaries, essay exams, illustrative writing, auto-
biographical and reflective writing, analytical writing, investigative
writing (library, field, and lab research), case studies, and argument.

® A unique final part on “Dealing with Complexity” addresses a crucial
need. Chapters in this part treat “Writing About Complex Worlds,”
“Writing About Problem Cases,” and ”Arguing Your Case.”

m Sidebars integrate rhetorical concepts, research findings, and localized
examination of the writing process into the discussion. The text fea-
tures three types of sidebars: (1) Useful Concepts from Rhetoric; (2)
News from the Field; and (3) Reviewing Writing Processes.
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xiii

B Jnvolved covers relevant, up-to-date topics such as electronic discus-

sion groups, the Web, memory techniques, and privacy issues. Activi-
ties entitled “Getting Involved Electronically” also appear at the end of
the chapters.

Involved incorporates the best of current research and theory. Many
people in the composition field recognize that freshman textbooks have
lagged behind the latest developments of composition theory and re-
search. This book combines a concern for process with a sociocultural
perspective, which helps students understand their personal position,
stake, and goals in writing. Its goal is to help students develop a reflex-
ive understanding of their college situation and their activity in college
so that they can become more focused agents. [nvolved provides students
with a reflective frame for their college experience so they can under-
stand the communicative situations they are in. Students learn to see the
classroom and the disciplines as “discourse communities” in which they
can become active participants for their own benefit.

Instructor’s Resource Manual provides a wealth of supporting ma-
terial. The 150-page manual moves chapter-by-chapter with

Chapter Goals

Some Potential Student Difficulties and How to Address Them
Some Useful Roles for the Instructor

Changing Classroom Relations

Providing Support for and Responding to Assignments
Further Related Activities and Discussion Topics

Working with the “Getting Involved Electronically” Activities

It also contains five essays:
What's Interesting?

Where Is the Classroom?

The Life of Genre and the Life of the Classroom (a review of the
literature)

Students Being Disciplined (a review of the literature)

The Classroom as a Communication System

B The Dictionary Deal is offered with Involved. The American Heritage

Dictionary (complete/concise) can be shrinkwrapped with the text at a
substantial savings.

@@ Acknowledgments
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Strategic Writing

AIMS OF THE CHAPTER

This chapter introduces a rhetorical approach to college writing. Rhetoric is
the study of effective communication in specific situations. A rhetorical ap-
proach emphasizes that writing is a way of acting in situations. In college,
most of your activity is communicative; you learn by listening and talking,
by reading and writing. Becoming more skillful in these activities will help
you become more involved and give your efforts more personal meaning.
The concepts presented in this and the next chapter should help you de-
velop terms to describe the rhetorical situations in which you find yourself
and the goals you may wish to accomplish in those situations.

KEY POINTS

1. Writing is rhetorical: an action you take when you participate in a spe-
cific situation.

2. Rhetoric has its origins in the classical world, but two cultural changes
since then affect your current rhetorical situation in college:

® The rise of schooling and literacy
® The specialization of knowledge and professions
3. Inschool and life we learn many strategies of minimizing our own feel-
ings to please others. However, your success as a writer in college and

elsewhere depends on your overcoming these strategies of disengage-
ment so that you become more involved in your activities.

4. Involvement comes from finding out what is important to you and then
acting on what you have found.
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QUESTIONS TO THINK ABOUT

B How is writing different in different situations? How might college
writing differ from the writing you did in high school? How do the
goals differ? How do the styles differ?

B When have you felt most involved in learning? When have you felt
least involved? Has the chance to discuss and write about what you are
learning and thinking made a difference in how involved you feel?

B What do you hope to get out of your education? What does writing
have to do with accomplishing those goals?

A BB D e DALY ol | RS Tl e S U 23S Ly P I L W

@@ AFirst-Day Assignment

On the first day in writing courses, students are often asked to write some
variation of the following assignment. You might take fifteen minutes and
try it.

Write a paragraph introducing yourself to your instructor and
your classmates. Tell about your previous experience in this subject,
what you enjoy doing in school and out, what concerns you, and
what your ambitions and goals are.

Although you know many things about yourself, this may not be an easy as-
signment to write. It raises questions about which you have little information
on the first day of the term, perhaps even on your first day of college classes.
Who are the people you are writing to? How will these strangers respond to
what you write? What will this class be like? What will college be like? What
impression will people get from your writing? What impression would you
like to give in this class? What role and identity would you like to establish
in college? This assignment asks to give a picture of yourself, but until you
know more about the situation, you may not feel at all sure about what kind
of picture you want to draw. So writing this assignment is not just a matter of
simple description but rather a matter of self-presentation in a social situa-
tion.

One way to handle this assignment is to take no risks and just remain
friendly.

Hi. I'm Bill Stanley, an eighteen-year-old freshman at State Uni-
versity. I graduated last year from Franklin Roosevelt High School,
where I most enjoyed my courses in math and science. I also played
trombone in band. I have always gotten good grades in English, al-
though I find writing difficult. Teachers tell me I ought to be more
descriptive, but I say why waste words once you get your idea
across. I hope to major in biology and go on to medical school.
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This does what is asked, gives some details, and leaves Bill Stanley’s op-
tions open. But it does not announce that Bill will be an enthusiastic and
memorable participant in this course. In order to take a more emphatic place
in the class, another student might take a more challenging stance, but still
give no important facts.

Yes, here I am. Writing again. In another English class. Telling
you who I am. I love writing, but I sure am tired of this assignment.
Sure I came from some high school. Sure I like some subjects, and
didn’t like others. I got good enough grades to get into college, so I
could do the work. But this isn’t what is important about me. What
is important is that I am looking — looking for new ideas, looking
for a style. I listen to music that’s at the edge, I read stuff you'll
never find in school, I live in cyberia. Will I find what I am looking
for here or will this be just one more dull English class?

Rachel “Razzti” Rasmussen

Do you think either of these responses gives a full or revealing picture of the
students who write them? What kind of response do you think might start
someone off well in an unknown situation? Are there any things about the
situation that might help you decide how to represent yourself?

There is no right or wrong way to handle this assignment, but any way
you choose starts to establish your identity in the conversations, written and
spoken, that will take place in the class throughout the term. What makes
this assignment difficult and makes any response likely to look a little bit
foolish is that the conversation hasn’t yet taken place, so you are writing as
part of a relationship that is only beginning. This is as tough as introducing
yourself to a stranger at a party.

Writing for people you don’t know in a situation you don’t understand
is the hardest writing to do. Every time you learn more about a situation and
the people you are writing to, you understand better what you want to ac-
complish, what you want to say, and what will work. Writing is not an ab-
stract skill that is always the same; it is strategic communication to fit the
circumstances. How can you know your strategy until you know the circum-
stances?

Writing as Rhetoric

Each of you making it to a college classroom has succeeded in many situa-
tions where you have needed to write. You wrote well enough to complete
the tasks required of you. Even more, you expressed yourself, your knowl-
edge, and your ideas in ways that helped you develop and interact with oth-
ers. You wrote in high school for your teachers, in letters to your friends, on
shopping lists to take with you to the store, or in diaries to yourself. You
found ways of getting by, meeting your needs in each of those situations —
sometimes spectacularly, sometimes just adequately. But you did find a way.
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Abraham Lincoln's 1858
debates with Stephen
Douglas spoke to the
politically and morally
charged atmosphere in
the United States just
before the Civil War.

Why then must you study writing one more time? Why does learning to
write never end? Why isn’t it enough to say, “Now I know how to write, and
I'm done with it”?

Learning to write never ends because you keep encountering new kinds
of situations. Whereas in high school you may have used materials from
your American history textbook to write an exam question about Lincoln’s
actions in the Civil War, in college you may be asked to argue, using evidence
from personal letters, that Lincoln issued the Emancipation Proclamation for
political motives rather than as an act of moral leadership. If you then be-
come a publishing historian, you may argue in a book that Lincoln was more
a politician than a statesman. These examples are all just within one field of
history. Legal briefs or management reports or chemistry research articles
will be done for totally different situations requiring different skills, re-
sources, and motives. As situations change, so must writing; in other words,
writing is rhetorical. Writing must speak to each situation, to the particular
local circumstances, to be successful.

Image removed for copyright reasons.
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This is the first of a series of Writing for Reflection assignments that ap-
pear throughout the textbook. These assignments are intended as infor-
mal ways to think through your own experience of writing and learning
in relation to the ideas presented in this book. They need not be formal
essays. Here is the first assignment:

To gain a clearer picture of your writing experiences before coming to
college, describe in a few paragraphs the various kinds of writing you
have had to do in school and out. In each case describe the situation you
wrote for (for example, at the end of a term in a world history class, for a
community newspaper, or as part of a political campaign), the kind of
writing you did (for example, a biography of a writer, a sports news
story, or a sales brochure), and how that kind of writing fulfilled the
needs, demands, or opportunities of the circumstances.

Rhetorical Situations

As the preceding discussion has made clear, rhetoric is the practical art of
making successful statements in specific situations. If the purpose of com-
munication is to interact with others — to influence, to cooperate with, to op-
pose, to control, to comply with, to negotiate — then you have a greater
chance of success if you think about the following points:

What the situation is

® Who you are communicating with

® What you want to happen

® What ways you might achieve that end

How can we use language in purposeful, practical ways to achieve our
goals? That question is the heart of rhetoric.

Successful communication varies from person to person and situation to
situation. There is no simple, single “good rhetoric,” no one way to write.
You must always think about the specifics of the situation: what you want to
accomplish, with whom, and through what available means.

In college you will find yourself writing in a variety of new situations,
and you will need to think through how you want to respond to them. That
is, you will need to develop a “rhetoric for college” —a way of thinking
about your writing for the next few years that will help you get what you
want out of college and also satisfy the writing demands college places upon
you. At other points in your life you may need to develop a rhetoric for your
profession, a rhetoric for sales, a rhetoric for managing people, a rhetoric for
city politics, a rhetoric for talking to your children, or a rhetoric for talking to
your loved one. Right now, however, your most pressing need is likely to be
a rhetoric for college writing.
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Make a list of the kinds of situations where people have to speak or write
to carry out their part in an activity, such as chatting as part of a pleasant
dinner with friends, making a statement at a public meeting, filling out a
form to apply for a job, or writing a letter to publicize the work of your
organization. Then in a few phrases for each, characterize how people
might use language in each situation and what strategies might be suc-
cessful. For example, at a dinner people might try to be pleasant and hu-
morous while sharing stories about themselves and mutual friends.

The Origins of Rhetoric

Many societies around the world have recognized that how people use lan-
guage is related to who they become, how they are viewed, and what they
accomplish. Traditional sayings in many cultures offer advice about how to
speak in public and private. Hindi traditional lore, for example, counsels,
“Write like the learned; speak like the masses.” Thai wisdom advises, “To
speak well one must reflect, and to hit the mark one must aim.” Turkish lore,
however, warns that people are not always happy when you tell them the
truth: “He that speaks the truth must have his foot in the stirrup.”

As literacy developed in various cultures, treatises on education often in-
cluded language education as an important part of the training of leaders.
For example, the Chinese scholar Liu Xie wrote “The Cultivating of the Mind
and the Carving of the Dragon” (Wen Xin Diao Long — literally, “pattern
mind carve dragon”) around 500 A.D. To become a dragon — that is, a wise
and powerful leader — one needs to carve out a patterned mind by learning
how to use the written language. (For more information, see H. Zhao,
“Rhetorical Invention in Wen Xin Diao Long,” Rhetoric Society Quarterly 24
(1994), pp. 1-15.)

Ancient Greece and Rome developed an extensive and organized body
of thought about how to communicate successfully and how to help people
represent their interests within the new political institutions of democracy
and republic. Since reading and writing were not widespread in this period,
even among the elite class of citizens, rhetoric first developed in relation to
public speaking.

In public speeches, people accused of crimes needed to defend them-
selves; members of the consul needed to persuade others of their proposed
policies and laws; and people needed to be brought together with common
beliefs and values. These three forms of talk, all having their origins in the
agora — or marketplace where citizens came to meet and talk — were tasks
of argument and persuasion. Most of classical rhetoric’s concepts and guide-
lines are especially applicable to the forums of democratic government. To-
day, our courts, legislatures, and politics are similar to, and even patterned
after, classical models. It is no accident that courthouses, legislatures, and
governor’s mansions look like Greek and Roman buildings.
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The speeches of Image removed for copyright reasons.
Marcus Tullius Cicero

(10643 B.C.E.) Were a
powerful influence on
the Roman Senate and
public.

To highlight some of the most useful concepts that have developed in the
rhetorical tradition, throughout this book there will appear definitions and
explanations of key rhetorical terms in places where they are most relevant to
the topic or activity being discussed (see the list below). The last chapter in
the book on argument will draw together many of these concepts.

@_?® USEFUL CONCEPTS FROM RHETORIC

The types of rhetoric 9

Decorum 13

Dramatism 29

Rhetorical situation and rhetorical timing 42

Sentence combining 130

Key question words 136
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Genre 209

Intertextuality 231

The three moves in research article introductions 269
Stasis, where disagreements meet 302

Logos, ethos, and pathos 346

Identification 349

Common Places 354

@0 USEFUL CONCEPTS FROM RHETORIC

The Types of Rhetoric
C lassical rhetoric was developed to help in three kinds of public

speech situations common in the classical world, all of which still
continue in the modern world.

Courtroom or forensic rhetoric — the strategic use of language to accuse
or defend a person concerning misdeeds or crimes. It is practiced to-
day in court cases.

Legislative or deliberative rhetoric — the strategic use of language to
persuade people to take particular actions or adopt particular laws. It
is practiced today in legislatures, editorials, and debates.

Political or epideictic rhetoric — the strategic use of language to praise
and blame people in order to encourage and discourage behaviors
and beliefs or to reinforce values in the community. It is practiced to-
day in sermons and political rallies.

ang for To explore how well the three traditional categories of rhetoric — foren-

G0 La sic, deliberative, and epideictic — cover the range of public and personal
R@ﬂectlon speaking and writing today, identify one place where people communi-
cate frequently (such as a classroom, a coffee shop, a church or temple, an
office, a newspaper, or a talk radio channel). Either from memory or by
revisiting the location, make a list of the different kinds of messages peo-
ple present. Then develop categories for the different kinds of language
used. Do the three categories of traditional rhetoric fit, or do you need to
develop other categories? Describe your findings in a few paragraphs.
Then in a class discussion compare your findings and thoughts about the
location you examined to the findings and thoughts of other class mem-
bers who examined different locations.
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Courtroom lawyers
engage in forensic
rhetoric as they argue
for the guilt or
innocence of the
accused. Here Johnny
Cochran argues for the
innocence of O.J.
Simpson.
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Rhetoric in a Changing World: Literacy,
Specialization, and Technology

Although aspects of modern American life are deeply influenced by Greek
and Roman models, life today has also changed from classical times. Thus al-
though we may find that many concepts of traditional rhetoric help us un-
derstand contemporary situations, we also need new concepts to fit our new
ways of communicating. One major change especially relevant to college is
the rise of literacy. Reading and writing have joined listening and speaking
as major forms of communication. Today, although talk certainly takes place
at all levels of education, much of schooling is defined by the books you read
and the papers and tests you write.

Whereas the spoken word tends to be more personal, the written word
can travel through time and space and can be multiplied in many copies, in-
fluencing more people over a greater distance in a more enduring way. For
these reasons, the written language has become central to major institutions
of society. Religions are based on holy books, and legal systems are based on
written codes, contracts, and records. Governments rely on regulations, or-
ders, and information. Sciences formulate in writing knowledge about the
world we live in. Journalism records news and trends. Literature offers
books for entertainment and enlightenment.

The development of printing five hundred years ago has made books
and other printed material cheap and readily available. In turn, literacy —
the ability to read and write — has become more necessary for all aspects of
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life. Schooling developed to meet that need for literacy. Reading and writing
became not only subjects of instruction but central activities in all courses of
instruction. The basic 3Rs — reading, ‘riting, and ‘rithmetic — are all funda-
mentally literate practices — paper and ink operations. All school courses
are structured through written syllabi, plans, guidelines, and catalogues.
Even classes that emphasize physical skills such as flight training or labora-
tory technique have lesson plans, textbooks, manuals, and written exams. So
doing well and getting what you want from college is very much a matter of
reading and writing.

Although electronic communication technologies, starting with the tele-
graph and telephone over a century ago, have changed our life, they have not
displaced literacy. In fact, the latest tools of the electronic revolution, com-
puters and computer networks, seem to have led to a proliferation of the
written word, as word processing has made composing and revision easier,
electronic databases have increased access to written information, and on-
line networks have increased the rapid exchange of text. Written communi-
cation flows across the Internet, from the most informal e-mail jottings to the
complete texts of literary masterpieces and scholarly essays. The most recent
developments in computer technology are supporting the combination of
written word, sound, and picture. Reading and writing are becoming seam-
lessly integrated with other modes of communication. Even the programs
that direct electronic representation are written, in the specialized languages
of programming.

A second change has been the development of specialized professions
and disciplines (that is, specific areas of study such as biology, sociology, and
history of art), especially in the nineteenth and twentieth centuries. Each of
these communities has developed specialized ways of using the written lan-
guage to carry out its work. A medical doctor writing a patient’s case record
writes differently than a literary critic evaluating a novel. A lawyer writing a
contract writes differently than an engineer writing a technical report. What-
ever your chosen career, you will notice that people in that field have special
ways of communicating with each other using particular styles and vocabu-
laries. At college your education is likely to be organized by disciplines, in
which you learn the information and the ways of communicating appropri-
ate to each. Most probably you will have to declare a major, identifying a spe-
cific discipline that you will study more intensively and adopt more fully as
a mode of communication.

These two changes, the rise of literacy as a school-taught skill and in-
creasing specialization, influence the kind of rhetoric that you will need to
develop for college —a rhetoric for written language as used in schools of
higher education, organized along disciplinary lines. Your reading and writ-
ing, influenced by the disciplines of the courses, are framed within the struc-
ture and practices of a classroom. Although you may read about biology and
may even read articles from biology journals, much of what you read is in
textbooks, much of what you write is for assigned papers and examinations,
and usually your goal is to demonstrate your knowledge and share your de-
veloping thoughts with your instructors. Thus a rhetoric for college is as
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much attuned to the work of the classroom as it is to the work of the profes-
sions and disciplines.

Write several informal paragraphs on the various technologies you use
for communication (from speech and pencil and paper through the latest
electronic tool), on what occasions you use them, and how you use them.
Be as specific as possible. For what kinds of communications do you use
the telephone? What kinds of documents do you write on word proces-
sors? What interactions do you carry out only by face-to-face talk? Have
you ever made a video, or do you just watch commercially produced tele-
vision? Then, in class discussion, compare your observations with those
of your classmates.

Rhetoric and Decorum in Daily Life

All of us already know a great deal about rhetoric because we learn and use
language to interact with each other. From earliest childhood we assess the
effect our words and actions have on others. We learn who answers our re-
quests by doing something for us, who tells us to do it for ourselves, who ig-
nores us, and who gets angry. We adjust our behavior accordingly, learning
how to talk to different people. We also learn at what times our parents will
listen to us, when we will be told to hush up, or when we will be put off with
an absent-minded nod. On the basis of this knowledge, we often consciously
judge what to say. We learn what kind of comments may meet with approval,
rejection, and irritation. Thus we start to learn about audience, timing, and
goals within various situations.

We also have learned about forms and styles appropriate to different sit-
uations — when to say “please” and when telling a joke fits the situation,
when to be precise, and when to be informal. We learn how to talk in the

Image removed for copyright reasons.
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classroom, or the schoolyard, how to write a history exam, or a literature essay,
and how to write a letter to our aunt. Communication and behavior appropri-
ate to a situation is known as decorum (for more on decorum, see below).

For each of these situations you have developed a strategy for maximiz-
ing the results for yourself. Sometimes it may have been to keep a low pro-
file, to stay out of trouble, and to not upset anyone. You may even have been
rewarded for passivity with praise for seeming cooperative. In other situa-
tions you may have found the most pleasure from fitting in, trying to talk or
write like everyone else around you so you feel accepted. Sometimes your
strategy may have been to follow the explicit instructions of an authority and
even to anticipate the authority’s desires, saying or writing whatever you
think will please the authority. All these are strategies of going along on a
path laid out by others.

On the other hand, sometimes you may have created your own path and
have sought strategies that defined your individuality. You may have taken
risks to define your own point of view, reveal your own observations, ques-
tion something others believe, request something you really want, or oppose
something that you dislike. In doing so, you have brought a difference into
the situation that sets your statement apart. This is known as saying some-
thing.

@0 USEFUL CONCEPTS FROM RHETORIC

Decorum

ecorum, or the use of language and behavior that fits a situation, is
Da much richer concept in rhetoric than the usual use of the word.

Today we usually associate decorum with polite, serious, respect-
ful behavior, such as authorities would like to maintain in classrooms or
courtrooms. Sometimes we associate decorum with etiquette, which is a
formal set of rules for polite behavior in formal social circumstances. How-
ever, in rhetoric decorum can be any behavior that fits the circumstances,
so one can also speak of the decorum appropriate to a loud dance party, a
football game, or a raucous political argument.

Decorum is attuning yourself to the circumstances. It can include
everything from learning to write a history paper that sounds like it comes
from a skilled history student to learning how to write a script that sounds
like it belongs on the evening news. Decorum doesn’t limit what you can
say or do, but just helps you find a tone, style, and vocabulary that will be
recognized, acceptable, and effective as part of the unfolding situation.
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@ ® The Strategy of Growth

Every student who has gotten as far as college has developed automatic
ways of adjusting to the decorum of the classroom, of getting through each
school day without too much risk and with a moderate amount of success.
For many students, this strategy of getting by may have become so habitual
that it no longer seems like a strategy — it just seems a natural response to
the situation.

It is worth thinking through this position within each college classroom.
Paying attention to spelling, grammar, and well-organized paragraphs will
keep you from losing points for making a mistake, but if that is all you are
paying attention to, you have not yet begun to communicate. If you listen
carefully to the teacher’s statements only to repeat them, you may be marked
correct, but you have not yet begun to grapple with the ideas and informa-
tion. If you give the teacher exactly what you think the teacher wants, the
teacher may be pleased with what you say, but there is no dialogue. The
teacher cannot respond to what you are really thinking and cannot speak to
your real questions, concerns, and differences of opinion.

As you grow older and have more experiences, your understanding of
yourself becomes richer, your skills and knowledge increase, and your inter-
ests become deeper. At this point superficial cooperation becomes less satis-
fying. You naturally want something more involving and challenging.

In your relations with your friends and classmates you are all discover-
ing new facts, encountering new ideas, confronting new problems, and find-
ing new directions. Although you may want to be accepted in a crowd where
you can relax, tell jokes, and go to the movies, you may also want to develop
relationships where you can share the changes in your life. Sharing what you
are going through demands a greater involvement and investment of your-
self and your own concerns than just telling jokes and making pleasant com-
ments. With certain close friends you may develop a more honest and
involving kind of communication based on a trust that they will respect what
you say, no matter how different and personal.

Just as you are demanding more from your life, teachers look for more
from you. Their expectations are higher. Although college teachers may con-
tinue to pass students who follow orders and do little else, such students do
not catch their personal attention or get the best grades. Teachers start asking
you for original thinking, novel problem solving, and honest engagement,
asking you to go beyond the safe minimum. They will be starting to prepare
you for professional life, where you will have to make confident, personal
judgments on difficult cases, judgments that must hold their own before
other professionals.

Because of this, both your own needs and the demands of the situation
suggest that you put more of yourself on the line, but in a way appropriate to
each situation. Putting yourself on the line does not always mean being con-
flictual or oppositional but rather identifying where you stand, elaborating
your position, and offering reasons. At times learning the power of the con-
cepts and approaches offered by a discipline and instructor may provide the



Part One Writing Your Self into College 15

greatest growth and excitement, with you feeling you have little to add; even
then, however, you still need to identify how you are perceiving the material
and what you are getting from it.

To get the most out of college, you need to set your own directions. After
all, although you were required to attend high school, you have chosen to be
at college, and you have chosen the particular college you are in, and that col-
lege has chosen you. You choose your classes (often there are options even
within course requirements), and you choose your major. So lying low no
longer makes sense. What makes sense is taking the risk to become who you
are becoming, to become personally involved in your learning.

To help you identify the kinds of independent stances you have created
through language, describe one or more incidents where you took a stand
contrary to what other people in the group expressed or approved. This
could be with parents, peers, community groups, or teachers; in classes or
clubs; or in any other situation where you used language to identify
where you stood apart. Describe the particular tactics you used to express
your individual position and the reaction others had to your statement.

@@ Becoming Involved Through Writing

Research indicates that student success in college is directly correlated with
involvement. According to these researchers, involvement includes such ac-
tivities as talking to teachers, spending time in the library and on your
courses, discussing your work with other students, thinking about what you
are hearing and reading, developing your own opinions and positions, and
asserting your ideas and goals in talk and writing. Involvement is a much
higher predictor of success in college than high school grades, achievement
and aptitude tests, IQ scores, or any other indicator researchers have found.
As we have already discussed, in a very basic way the strategy for success in
college is involvement — being high profile and not low profile.

However, involvement is not just a general impulse; it must be made real
through specific actions. Every time you find a more successful way to com-
municate about what you are learning and what you are thinking, you be-
come more involved in your learning and classes. Nothing is more involving
than writing a paper you believe in, that is well received by your teacher, and
that leads to further discussions among you, your teacher, and your class-
mates.

However, finding involving directions for our work, discovering areas
we are interested in exploring, identifying what we have to say — these
things often do not come easily. We don’t always know ourselves and who
we are becoming well enough to make simple choices about what we want to
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do. Our memory of our past is limited and changeable from moment to mo-
ment. Our vision of who we are is influenced by every event in which we
take part. The present has far too many possibilities for us to notice as we
pass through it, and the future. .. well, who knows. The best we can do is
follow what vague hunches we have about what might engage us and maybe
interesting things may develop.

Precisely because so much is unknown, learning to write means trying
something new. If an assignment seems to ask for more than you are used to,
excites new ideas that you don’t quite know how to put together, or suggests
some research you think may be too hard, you will not learn if you depend
on an old strategy that worked for less challenging situations. It is important
to see what you can do in a new way, what ideas you can present for the
teacher to respond to. See what kinds of claims you can justify, once you put
yourself on the line.

As you take risks, what seemed dull and unrewarding may hold far
more than you imagined. The best way to discover what the real value of an
idea or a subject is, is to challenge it and to ask what it means. Even the act of
defining those subjects or approaches or courses that seem empty will help
you identify other areas that fit better with what you want to explore and
learn. When you find something that excites you, follow it. Conversely, when
you find something that holds nothing for you, no matter how much and en-
ergetically you explore it, then move past it as rapidly as you can to get into
something that will involve you. Don’t try to cover your lack of interest by
inflating the subject, pretending an enthusiasm where you have none, or
making up empty phrases to cover a lack of things to say. Decide to get
through the dull work or uninteresting topic as efficiently and directly as
possible so you can spend more time on what interests you.

What has just been described is a strategy to increase your involvement
and concentration. In sports, concentration and involvement are also neces-
sary to notice and respond to moment-by-moment opportunities. Coaches
advise, “Keep your eye on the ball.” “Watch the position.” “Bear down, con-
centrate.” Learning is also being responsive to moment-by-moment circum-
stances. Your learning is in all the problems you have to solve, all the
information you need to absorb, all the ideas you puzzle over, all the skills
you have to develop, and all the statements you make in order to become
part of those situations which you pass through.

The analogy with sports, however, is limited in at least one very impor-
tant sense. In sports you are driven to outdo an opponent; a tough opponent
may drive you harder, improve your skill, and get you more involved. Com-
petition is a driving force in most sports. Education, however, is driven only
by your desire to extend yourself and learn new things. Tough material and
rewarding projects may lend new challenges, exciting teachers and class-
mates may increase your attention, but your own sense of growth is the only
thing that will carry you through every day. Whereas it is easy to be chal-
lenged by a tough opponent, your own. personal growth is a more elusive
target, a challenge that can get lost in discouragement or vagueness. If you
are lucky, teachers and others will notice your growth, point out directions
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for you, and reflect your development back to you. But ultimately you have
to pull the picture together to locate your own motivation to face continued
challenge and growth.

One of the ways to keep an eye on yourself and your own growth is to
watch your writing. If you keep a file of your papers as you go from year to
year and course to course, you can get a sense of where you have been, where
you are going, and how far you have come. By seeing who you are becoming
as a writer, you can reflect on who you are becoming through your educa-
tion.

ng for 1. Describe one occasion when you got caught up in a writing assign-

. ment for a course. What was the assignment? What specifically did
Reflection you choose to write about? What did you say in the paper? What
: made the assignment so engaging? What did you think about as
you wrote the paper? What did you learn from writing it? What
were you proudest about in the paper? Who read the paper? How
did they respond?

2. Interview several friends about one time they became involved in
their writing for school. Ask them about the assignments, what
they wrote, what made their work interesting for them, and what
they felt they accomplished. Then write a paragraph about each of

the engaging assignments to share and discuss with your class-
: mates.

@ NEWS FROM THE FIELD

What Difference Does College Make?

ost students hope that college will make a difference — not only
in income, but in the kind of life they lead. Is this just a hope, or

does research confirm that college does make a difference?

Ernest Pascarella and Patrick Terenzini’s book How College Affects Stu-
dents (San Francisco: Jossey-Bass, 1991) presents a comprehensive survey
of the extensive research on this subject. It reviews hundreds of studies of
students in colleges of all sizes and kinds and in all regions of the
country — making comparisons among them and with students who have
not attended college. The authors report that college indeed has a marked
effect.

1. Seniors usually have better verbal and quantitative skills than fresh-
men. Moreover, seniors reason better abstractly, solve problems bet-
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ter, use evidence more effectively to reason through issues that have
no certain answers, are more flexible in seeing multiple sides to is-
sues, and can organize and manipulate more complex ideas. In short,
college tends to make you smarter.

. Most seniors have greater self-understanding, self-definition, and

personal commitment than freshmen. They also have a better self-
image and more self-esteem, as well as more independence from
their parents. In short, college helps you become a reflective, confi-
dent, self-directed adult.

. Seniors tend to have an increased openness to and tolerance of diver-

sity. Moreover, they tend to reason about moral issues in principled
ways more than freshmen. In short, college can help make you a
more tolerant and reasonable person.

. Seniors have more interest in art, culture, and ideas than freshmen.

They tend to believe more in the value of a liberal education and less
in college as a form of vocational training. In short, college helps you
value education and culture.

. Completing college has strong socioeconomic benefits over one’s

whole career, but when you complete college you tend to care less
about money and more about the intrinsic value of education than
when you entered. Moreover, upon completing college you are more
likely to enter challenging careers and engage in lifelong learning. In
short, you are likely to earn more money if you finish college, but the
money won'’t seem as important.

Of course, statistics never tell you what will happen in any particular

case. There are no guarantees that upon graduation you will play the vio-
lin, be on your way to a Nobel Peace Prize, earn a six-figure salary, or not
care whether you earn a six-figure salary. Your personal situation, motiva-
tion, and activity affect how you are influenced by your college experience.
But research does confirm that the changes are almost always positive.

As you engage in the college activities that lead to these personal

changes, you often need to think about what you should say, what you
should write. By learning to articulate your thoughts, experiences, and
learning through writing, you are learning to articulate yourself as a per-
son. That is a theme that runs throughout this book.

Strategic Writing

Reflection

i tmg for Write a few paragraphs looking forward to the next few years. How do

you think or hope that college will affect you? In what ways would you
like to grow or change? What parts of yourself do you hope or expect will

not change? What do you think you will be most involved in; and what
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Find the procedures for getting an e-mail account at your school, and es-
tablish an account. Learn the procedures for writing, editing, and sending
a message. Send a short message to your instructor. Send another to a
classmate introducing yourself.




The Classroom Situation

AIMS OF THE CHAPTER

This chapter views each class as an organized system of communications —
those you receive and those you create. Each statement you speak or write
in a course fits within a web of statements and can be shaped to be most ef-
fective for the situation. Seeing the classroom in this way will help you rec-
ognize the rhetorical situations the class presents.

KEY POINTS

1. Your writing in any class is part of the way you participate in its learn-
ing activities. Your writing will become more effective as you under-
stand the communication structure of the course.

2. College courses can be seen as communication systems in which the
teacher initiates reading assignments, lectures, and discussion ques-
tions and students respond in discussions and assignments. However,
each class is also a unique system that you must evaluate in order to
understand your own opportunities.

3. Although all students learn to get by in classrooms by trying to under-
stand what the teacher wants, you will gain more from defining your
own goals and activities.

4. Writing is open-ended, requiring you to frame your own goals and mo-
tives appropriate to the situation for which you are writing.

QUESTIONS TO THINK ABOUT

® Have you ever written a paper or said something in a class that you felt
was “not yourself”? Have you ever not spoken up in class or not writ-
ten something because you felt those parts of yourself you would be ex-
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pressing would not be well received? Have you ever felt you had to si-

lence yourself to get by in a class? What made you feel that way? What
kinds of things would you have written or said if you were being more
honest to “your self”? What does being “yourself” in class really mean?

® Compare two classes, one where you felt involved and one where you
did not. What made for the difference?

® How do classrooms set up different situations for your writing? How
do you write differently in different classes?

Writing in any course, not just a writing class, joins together what you
bring with what the course and other people have to offer. Participating in
the unfolding discussions of a class challenges you to confront the new ideas,
information, and skills presented by your textbook, your teacher, and the
other students. As you address new intellectual challenges, learning becomes
an active search for useful and meaningful knowledge.

To participate in any class, you must obviously engage in certain activi-
ties, such as listening to the teacher reading the assignments, participating in
class discussions, writing papers of the assigned length, turning in assign-
ments on time, and taking exams. But what does it mean to do these things?
How do they fit together? How specifically should you do them? There are
many ways to listen, many ways to read, and many ways to write papers.
What do all these activities, moreover, add up for you, your goals, your in-
terests, and your commitments? How do all these activities come together
when you are on the spot to write a paper or exam essay?

To answer these questions you need to determine what is going on in the
classroom, what the teacher is asking you to do, and what kinds of responses
will be received well and rewarded. Then you need to line up the situation as
you see it with your own goals. Once you take this last step, the classroom
turns from a set of obligations into a set of opportunities.

Image removed for copyright reasons.
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Sizing Up a Class Instead
of Psyching Out the Teacher

Sizing up a class and what you do in it is, at one level, easy. You have done it
all your life. Some teachers make it even easier by laying out exactly what is
expected of students. When the teacher does not explicitly tell students
exactly what to do, students have learned a classroom etiquette that, no mat-
ter how much minds may wander, keeps them in their seats doing the
teacher-identified task. Some students create active places for themselves by
aggressively seeking information from the teacher and maximizing their par-
ticipation. Other students take more passive roles, never testing the limits,
never seeking individual conferences, and rarely participating in discus-
sions. Still others are confrontational, looking for weaknesses in the teacher’s
position in order to rise in the esteem of classmates, who are amused at the
disruption of classroom power.

Whatever stance a student takes, however, the teacher takes a central
role in the classroom. Students always make choices by scrutinizing the
teacher’s expectations, demands, and behavior, even when the teacher en-
courages individualized student activity or reorganizes the class into peer
work groups. This control is exerted by assignments, grades, minute-by-
minute praise and correction, responses to different student behaviors, or
particular questions. Students, recognizing this fact, frequently talk of
“psyching out” the teacher — figuring out what'’s in the teacher’s mind.

“Psyching out” a teacher, however, is not a very satisfactory way of deal-
ing with your own participation in the classroom, for it leaves your own
needs, motivations, and ideas out of the picture. To draw on all your re-
sources and to make the classroom as satisfying as it can be, you must put
yourself into the picture. Rather than “psyching out” the teacher, you must
“size up” the situation as an opportunity for your own participation. This is
often difficult for freshmen because of the many differences students find
among their college classes (see below).

@0 NEWS FROM THE FIELD

|

One Freshman’s Struggle

n a field study on the experience of college writers, Lucille Parkinson
McCarthy spent three semesters in three separate classes with Dave
Garrison, a beginning student at a private liberal arts college in the
Northeast. McCarthy conducted extensive interviews with Dave, his
peers, and his professors, and she attended classes with him and read all
drafts of his writing assignments. The three courses included in the study
were freshman English, poetry, and cell biology. McCarthy selected the
first two for their emphasis on writing, and the last because Dave was a bi-
ology major. The study gives us a revealing inside view of college writing
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that may remind you of what you are experiencing as you try to make
sense of the demands of your classes. Where those demands matched
Dave’s own interests and needs, he did best.

McCarthy observed that Dave viewed each new writing situation as
something completely new and unfamiliar — even when the same skills
had been covered in previous courses. For example, even though the fresh-
man English course had covered summary writing, Dave saw the sum-
mary writing required by the biology class as fundamentally different than
anything he had ever done before. As a result, he felt lost. McCarthy com-
mented that students in introductory-level classes are often so over-
whelmed by the vocabulary and analytical style that they must learn for a
given discipline that they cannot access their own past experiences pro-
ductively — even when those past experiences would be helpful.

McCarthy also observed that Dave’s success or failure in the classes
depended on how he valued the writing assignments. In both the fresh-
man English class and the biology class, Dave was able to identify a num-
ber of personal benefits he could get from the assignments. For example,
he saw the papers he wrote as helping him prepare both for a career and
for future college classes. Consequently, he was motivated and did well in
both classes. In the poetry class, however, Dave saw only one function of
the writing assignments: to demonstrate academic competence to his pro-
fessor. He received the lowest grades in this class.

McCarthy finally observed that Dave had to figure out on his own
what constituted an appropriate response to an assignment. He used six
different strategies for, as he put it, “figuring out what the teacher
wanted”: These six strategies were: (1) the teachers’ comments about writ-
ing in class; (2) model texts provided by the teachers; (3) discussion with
other students; (4) teachers’ written comments on earlier papers; (5) his
own previous experience; and (6) personal talks with teachers.

McCarthy’s study led her to describe college students as “strangers in
strange lands.” Each new class presents, not only a new subject matter, but
new ways of talking, reading, writing, and understanding the world. Stu-
dents often go from class to class unsure of what to expect and unable to
use the specialized language that each discipline demands of them. Ide-
ally, instructors should act as guides to the conventions and communica-
tion styles of the new discipline. However, they are often unable to
recognize — or unwilling to assist — students who are struggling with an
unfamiliar language. Ultimately, then, the responsibility for mastering the
rules of the “strange lands” falls to individual students. Dave recognized
this responsibility when, at the end of the 21-month study, he was asked
what advice he would give to an incoming freshman about college writing.
“I'd tell them,” he said, “first you've got to figure out what your teachers
want. And then you've got to give it to them if you're gonna’ get the
grade. . .. And that’s not always so easy.”

From L. P. McCarthy, “A Stranger in Strange Lands: A College Student Writing Across the
Curriculum,” Researclt in the Teaching of English 21 (1987) 233-35.
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When assigned writing in your courses, have you ever felt as Dave felt?
In what way? How did you deal with the situation? Did you follow simi-
lar strategies as Dave, or did you go down a different path? What was the
outcome? In retrospect, did you have any more effective options? Is there
anything the instructor might have done or said that would have made
the experience more useful or successful?

Writing Is Open-Ended

As we have seen, an overly narrow focus on a teacher’s signals creates an ob-
stacle to self-motivated learning, the kind of learning that becomes increas-
ingly important at higher levels of education. When your choices are limited
to only how to respond to each question or direction presented by the
teacher, you never have to think about the underlying meaning of the activ-
ity or what you might gain from it. If you feel that all the serious decision
making of the classroom is totally in the teacher’s hands, you never have to
take responsibility for your own education.

Writing, however, almost always involves taking responsibility. You
make your own statements in an open-ended situation. No one can say
ahead of time exactly what you should write, what you will think, or what
ideas you should express. To come up with something interesting, important,
and challenging to write, you must think about the meaning and possibilities
of the situation.

No matter how narrow a writing assignment appears, it contains many
possibilities of going beyond the minimal adequate response. Even assign-
ments that ask you to summarize a textbook give you options in phrasing, fo-
cus, detail, and depth of presentation. In the next few years you are likely to
run into assignments that ask you to frame original issues in a subject area,
draw on a range of sources, read widely on your own, seek new data from re-
search, provide novel analyses, and come up with new ideas and arguments.

The most open-ended work is often a major term project submitted as a
paper. Typically, as you advance in your subjects, more responsibility is put
upon you to develop ambitious papers that reflect more of your own choices
and judgment and rely on more of your own preliminary work, thought, and
research. In such major written assignments you decide how to develop the
topic, what skills and knowledges to draw on, how to organize your time
and activity, how to structure the work that leads up to the completion of the
assignment, and what form your final presentation will take.

Your problem in open-ended tasks is to find a way to draw on your own
motivations, interests, skills, and resources to create something original.
Then you will have work you can feel committed to and involved in, that will
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show the teacher what you can do, that will extend your own learning in
ways that are important to you, and that you will be proud of.

@@ Writing Your Self into College

As you find involving and motivating ways to take part in the activities of
your classes, you are more likely to elicit engaged responses from your in-
structors. They see you as potential professionals making original contribu-
tions to knowledge and the community. Generally, they look for and reward
those students who seem to have an original drive and personal commit-
ment. They notice students who show a knack for the subject or for address-
ing problems. They notice students who treat the course content not as
pre-packaged knowledge to be memorized, but as a complex area to be ex-
plored and become familiar with. When you really start talking with your
teachers about the ideas and problems posed by your courses, you will be in-
volved even more deeply.

Sometimes teachers describe at length ways to approach the novel prob-
lems posed by your assignments. At other times they may leave you to your
own devices, with only your experience to help you figure out what to do.
No matter how informative the instructor is about the expectations of the as-
signment, you must determine the kinds of resources and work that need to
go into the assignment and the kind of result you should aim at as your final
product. That is, figuring out the assignment is part of the assignment.

The way to figure out the assignment is not to search for obscure hints
about what is in the back of the teacher’s mind, but to size up the organiza-
tion of the class and activities. Teachers often spend much time thinking
about what goes into a course, how it is structured, and what the students
ought to be doing. They are setting up an experience for you to take part in.
When you start to understand what they have set up, you can see more
clearly what kind of part you can play in it. You can then think about what
you might want to say in class and write in papers.

The remainder of this chapter focuses on understanding the dynamics of
communication within the classroom structure. It provides a general way of
looking at classrooms to see what kind of rhetorical situation you are in every
time you are asked to write. The next chapter will examine the social and per-
sonal processes through which you write your papers and make your state-
ments. Then the remainder of the book will examine in detail the typical
activity systems that occur in classes and the kinds of writing assignments
that fit within them.
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1. To help develop an understanding of the difference between psych-
ing out the teacher and sizing up a classroom, write two short infor-
mal pieces. First, in a few paragraphs describe an incident when you
or a classmate psyched out a teacher by determining what the teacher
was looking for and then by providing it. Second, describe in a few
paragraphs how a current class provides specific opportunities for
you to learn what you want to learn, grow in directions you wish to
grow in, or carry out a project you want to carry out. In class discus-
sion, compare your various experiences.

2. Write a short description of a time when you had to put up a false
front in writing or speaking for a course. Then describe another time
when you could really express who you were. Using those two exam-
ples, consider what you think “integrity” consists of and how it is rel-
evant or not to your education.

Classrooms as Communication Systems

Most classrooms in college look bare. In elementary school the teacher would
decorate the room with seasonal signs and decorations, alphabets, and math
problems. In high school, class projects and papers, maps, and educational
posters might have given you something to look at. Once you step into most
college classrooms, however, there is little else to do but look at and listen to
the teacher and the other students.

It is communication that fills up the room for the hour and the many
hours that go into preparing for class. The communication is centered on
you, the student. Many messages are given for you to process: textbooks and
other assigned reading, lectures, blackboard writings, overhead transparen-
cies, electronic bulletin boards, questions and observations, assignment
sheets and exam papers. In turn, some communications are expected from
you: questions about your confusions, answers to questions posed by the
teacher, discussion, homework papers, term projects, and exam answers.

For the most part, the communications directed to you transmit what
you are supposed to learn, frame your assigned activities, and provoke you
into communicative action. The communications that come from you help
you put together what you have learned, develop your intellectual and criti-
cal skills, and show the teacher what you have learned. Most of the commu-
nications flow directly from the teacher (and teacher-assigned materials) to
you and from you back to the teacher. In some classes, however, information
flows as well from student to student — sometimes in ways set up and struc-
tured by the teachers, but sometimes in ways students arrange on their own.
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Some classes also send you out into the world to communicate with others —
perhaps through the books in the library, or through cooperative work expe-
riences or fieldwork research.

Each class is a communication system. Your learning is at the center of
each of these communicative systems. The writing assignments, in particu-
lar, are your most serious, formal, lasting, and well-thought-out contribu-
tions to the communication system in each class, and thus your most
important way of participating in the learning process in each class.

@@ The Communication Systems of Three Classes

As an example of communication systems, we might consider one course, In-
troduction to Psychology, taught at three neighboring colleges by different
professors with different philosophies about the course. All three courses use
the same textbook.

The first course, in a small liberal arts college, is taught in small discus-
sion sections. The overall aim is to help students learn to relate the concepts
and research of psychology to their own lives and to observe and reflect on
psychological processes in themselves and in others. The daily textbook
readings become the topic of class discussions about whether psychological
concepts fit with the students’ experiences and observations, where the stu-
dents have seen these concepts in action, and how these concepts help clarify
or make more complex their view of human behavior. Assigned papers fol-
low directly from the connections made in class discussions. Students are ex-
pected to write about their own experiences and link them to the concepts
presented in lectures and textbooks. Instructors are likely to recognize and
reward deep application of concepts and discussions of their possible impli-
cations. They welcome bold thinking by the students, even if the ideas aren’t
fully precise or supported.

At the second college, part of a large research university, introductory
psychology is taught in large lectures supplemented with a weekly small
meeting led by a graduate teaching assistant. The course introduces students
to the research and theory developed by research psychologists. The lectures
explain experiments that support the concepts in the chapter. A major dis-
tinction is made between everyday life and psychological research. Movies
supplement lectures to show what happens in controlled laboratory settings.
Weekly section meetings help clear up students’ uncertainties about material
presented in the lectures and textbooks. Exams are a mixture of multiple-
choice questions and short essays, testing students” memory of theories and
research as presented in books and lectures. Several short essays are required
throughout the term asking students to compare how different theories
would address certain questions. In all instances students are discouraged
from bringing in their own experiences from the uncontrolled messy confu-
sion of life. On all assignments the instructor grading the work (usually the
teaching assistant) is looking for knowledge of the material, precision in the
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use of concepts, and awareness of the specialized nature of thinking in the
discipline.

The third introduction to psychology, at an engineering college with a
strong emphasis on computer science, emphasizes models of human cogni-
tion and how those models relate to models of computer thinking. Students
are given puzzles as to what a certain theory would mean about behavior, or
how a behavior could be modeled in a robotics or artificial intelligence sys-
tem. Included in the readings are descriptions of cognitive models of human
behavior and artificial intelligence projects. As in the research university,
classes are taught primarily in large lectures, but the weekly section meetings
taught by graduate students are run as workshops where students are asked
to look into their own mental operations and describe what they are doing.
They are also asked to consider the logic by which computer programs work
and to think of hypothetical automated systems. Writing assignments tend to
be either highly speculative in terms of how various processes might be
modeled or quite concrete in describing a possible artificial intelligence pro-
ject. Exams consist of puzzles of human or machine behavior that are to be
analyzed in terms of the models studied. On exams and essays teachers like
ingenious solutions, plausible but unproven suggestions, hypothetical mod-
els, and concrete applications.

In these three cases the instructors have different views of their subject —
psychology — and the uses to be made of it. Each instructor builds those
views into a structured set of activities that present and apply the subject
knowledge. We can even think of the three classes as three different dramas
where students play different roles and learn different things (see Burke’s
dramatism, page 29). The student learning psychology would have a differ-
ent experience depending on which institution and class he or she was in;
nonetheless, in each case the student can rapidly become oriented by paying
attention to the pattern of communicative activity in each of the settings. Par-
ticipating in the small personal-experience course is different than partici-
pating in the large lecture or computer science courses.

Even without such extreme variants, however, differences among
courses are not simply random, but rather reflect differences in faculty, de-
partments, and colleges. In finding out these differences, you will see that
each course makes a kind of sense, and you can get the most out of each if
you understand that sense.

The typical parts of classroom communication systems are already fa-
miliar to you, although you may not have thought about them in this way.
There are the elements brought into the classroom by the teacher and by you,
there are the elements spontaneously created in the classroom interaction,
and then there are those generated in response to formal requirements — the
demands put upon you to say or write various sorts of things. This last is
what puts the most pressure on you, what may most worry you, and what
this book is aimed to help with. But this last must be understood in relation
to the other parts and how they are held together in the teacher’s structuring
of events and activities. These elements all set the stage for your major pro-
ductions. They all define the spot you are put on when you are given a writ-
ing assignment.
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it]ng for 1. Following the example of the descriptions of psychology courses on
e pages 27-28, describe a class you are taking now as a communication
Reflection system. Discuss such things as what you expect to get from the

course, how you believe the knowledge will be useful for you, how
the professor thinks the knowledge will be useful, what actually ap-
pears to be offered in the class, and how the class is structured com-
municatively. What kinds of communications will you receive, from
whom, and what kinds of communications will you produce, for
whom and with what purpose? Then in class discussion compare the
different communication systems of the courses you and your class-
mates are taking.

2. Imagine an alternative version of the course you described in answer
1, set in a different kind of college and based on different goals. De-
scribe the communication structure and activities of this hypothetical

y ' N course. Then consider whether this alternative course might be more
: M or less to your liking than the version you are taking.

@ _C) USEFUL CONCEPTS FROM RHETORIC

Dramatism

twentieth-century rhetorical theory, outlined a model that can be used

to tell what is happening in communication. Burke thought that acts of
communication could be best understood when compared to the actions in
a stage play. To understand the dialogue in a play, we must interpret the
lines in their dramatic context, taking into account such factors as the type
of play that it is, the actions of the other characters, the way that the play is
staged, and the time and place of the action. Similarly, Burke argued, we
should try to study communication between people by considering all the
elements of the human drama in which the communication is situated.
Thus he developed the theory of dramatism, which identified five dra-
matic components that appear in any human communication:

I n his book A Grammar of Motives, Kenneth Burke, one of the pioneers of

1. The act is the actual text of the communication. It is not limited to
written or spoken words. Burke defines communication broadly and
insists that gestures and actions, and even silences and omissions,
contain a rhetorical purpose and are therefore “communications.”

2. The agent refers to the person, people, or institutions who perform.
In a play, the agents would be the actors themselves. In a commu-
nicative situation, the agents are the people who initiate, or are other-
wise involved in, the communication.
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The pentad of
Kenneth Burke's
dramatism is
illustrated in the
public briefing (act)
delivered by General
Norman Schwarzkopf
(agent). Through
maps, printed and
spoken words,
gestures, dress, and
flags (agency) he
explains, justifies,
and maintains
support for U.S.
actions (purpose) to
the press and
through them to the
American public
during Operation
Desert Shield in the
Gulf War (setting).

Image removed for copyright reasons.

3. The scene consists of all the background information that sets the
stage for the communicative act. Scenic considerations include the
physical locality as well as the social, cultural, economic, philosophi-
cal, or religious values that shape the way that communication occurs
in a particular context.

4. The agency deals with how the act is accomplished by the agent. All
of the tools of rhetoric and communication, all of the various skills of
writing, speaking, debating, and denouncing, are part of what Burke
labeled “agency.”

5. The purpose refers to the reason for the communication. Although it
isn’t always possible to determine exactly what someone’s motives
may be, there are always purposes — some stated and some ob-
scured — for every kind of speech act. Analyzing these purposes is
an essential part of understanding the communication.
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Burke called these five terms, taken together, the pentad and devoted
most of his book to showing how the various relationships and ratios be-
tween these five items can explain much of the history of Western philoso-
phy and rhetoric. Each of the parts of the pentad influences each of the
others in a reciprocal fashion. If we change something about the scene of a
communication, for example, then we will automatically change the act
and the agents; in doing so, we also alter the agencies and the purpose. To
illustrate the way that Burke’s pentad works in rhetorical analysis, con-
sider the following drama of communication:

An elderly male professor (an agent) is giving a lecture on the
poetry of Keats (an act). The professor is employed by a small,
private, prestigious liberal arts college on the East Coast that
caters primarily to upper-class students (a scene). The professor
has a strong belief that poetry is its own reward, and he refuses
to lecture on Keats’s life or attempt to explain the poetry. He be-
lieves, instead, that, if he reads the poems with enough feeling
and emphasis (the agency), the students will see how beautiful
poetry can actually be. In this way, he hopes to instill in his stu-
dents the same love of the great masters that he has always felt (a
purpose).

If any one of these factors were different, the entire drama would
change. The age, gender, status, and personal philosophy of the agent af-
fect the entire drama. If the teacher were a young woman, or a graduate
student, or a Keats hater, then everything about the lesson would change.
Likewise, if the scene were an understaffed, poorly funded urban city col-
lege or a large state university, the teacher would have to do things much
differently. To analyze what is happening in this communication, we must
take into account all of the relevant factors and the way that they affect
each other.

Dramatism provides a series of questions that takes us beyond the
written or spoken text of a given conversation. The meaning of a word de-
pends, to a very large degree, on the context in which it is used, and the el-
ements of the pentad help us see all of the factors that go into creating that
context. The five parts of the pentad were designed to answer five key
questions about any rhetorical instance: who, what, where, why, and how.
For Kenneth Burke, as for many contemporary students of rhetoric, these
factors represent the minimum amount of information that must be known
for any communication to make sense.

From Kenneth Burke, A Grammar of Motives (Berkeley: University of California Press, 1969).
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@ ® The Teacher’s Role in Classroom

Communications

Some of the most visible communications in the classroom system are those
defined by the teacher — from assigned readings, to lectures, to handouts of
statistics. The readings — frequently from textbooks, but also from other
books and articles — are usually done before the class. Instructors some-
times prepare you by providing background or by focusing your attention on
certain issues. Lectures and discussions also sometimes review material you
have just read to help you see how it fits into the themes the professor is
stressing. However, no matter how much support the professor gives you for
the reading, it is up to you to understand the reading and fit it into the puz-
zle of the course.

Textbooks

Textbooks are of various types. Some set out large bodies of information or-
ganized in an appropriate way, making connections among the various facts
and ideas — such as history textbooks. Others introduce you to a range of
theories, approaches, and research findings that make up the developments
of a field — such as sociology textbooks. Still others identify various topics
studied in the field and explain the research and concepts the field has de-
veloped to help you understand them —some experimental psychology
textbooks do this. Some textbooks focus on different areas of practice or
problems you will need to understand in professional work. Examples
would be textbooks in nursing or management. Still others, such as mathe-
matics or physics textbooks, introduce you to a set of skills and concepts that
you will learn to manipulate through a set of sequenced exercises and prob-
lems. But all of these books are written for you, the college students taking
the courses, and they provide sequences of learning appropriate to the sub-
ject.

Teachers may use the textbook as the framework of the course, working
through the book chapter by chapter with explanations and discussions of
the material followed by assignment of problem sets, exercises, and activities
from the end of each chapter. For such textbook-driven courses it is espe-
cially important to see the position the textbook puts you in, how in a sense
the textbook surrounds you in order to direct and support certain activities
on your part. Other instructors may have the classes and lectures run paral-
lel, but not overlap, with the readings, providing an alternate view or a sec-
ond way into the subject. Still other instructors leave the textbooks far
behind, having students use the books just as background reading or as a ref-
erence resource.

Although teachers use textbooks in different ways in the lectures, dis-
cussions, and assignments, it is also worth understanding the structure of
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Reflection _

_-

each textbook you are assigned, the kind of information it delivers, the se-
quence and development of materials, and what the textbook expects stu-
dents to learn and be able to do. Since teachers or departments usually
choose textbooks that fit their conception of the courses and that will help
students fulfill those expectations, orienting yourself to the textbook will ori-
ent you to the assumptions and expectations of the course.

-
.

Describe and compare two textbooks you are currently assigned in
two different courses. What kind of information does each textbook
provide, in how much detail? What kinds of concepts are explained,
and what are you expected to do with them? What kinds of skills or
instructions are explained? What kinds of questions, problems, and
activities does the book provide? How is each book related to the
aims of each course?

2. After asking permission, observe a roommate or friend preparing a
textbook assignment for a subject in which you have not taken a
course. First ask the friend about the course and ask to look over the
book for a few minutes. Then watch and take notes as your friend be-
gins to study. Does he or she read straight through, skip around, or
refer back to earlier sections? What parts does he or she take more or
less time on? Does your friend take notes, underline, or highlight?
Does he or she answer questions or solve problems, and how does
the material of the book help in those activities? Then write a few
paragraphs describing what you observed and your thoughts about
how work with the textbook fits into the learning of the course.

Other Readings and Resources

Assigned readings in college often come from a wide variety of sources be-
yond the textbook. They might be newspaper articles, popular books, eco-
nomic reports, selections from specialized professional journals, or any kind
of text written for any audience. Instructors may have many different rea-
sons for including such materials and may ask you to use them in different
ways.

Clippings from newspapers and general circulation magazines may be
assigned as supplements to textbooks, to provide late-breaking develop-
ments in a field, or to explain specialized concepts. Current materials could
also be assigned to provide examples of how the concepts of the course, such
as Economics, work their way into daily life. Articles may also provide a case
study — for example, in the political process — that you will be expected to
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examine using the concepts and methods you have been learning. You might
be asked to compare how the press treats issues with the more specialized,
professional perspective you are obtaining in the course. For example, you
may be asked to describe how issues of discrimination are portrayed in the
popular media. If you keep in mind both the source of the articles and why
they are made part of the course, you will know what kinds of attention to
give to them.

Similarly, articles from the professional literature in a discipline are fre-
quently used in college courses. Sometimes teachers use these to present the
most current and advanced thinking and research in the area. Instructors
may also want you to become familiar with how new findings are communi-
cated using the specialized language, reasoning, and methods of the field. In
that case you need to pay attention to how the arguments are built as well as
the ideas and information presented. If the teacher wants you to become
aware of the different approaches and debates in the field, you need to con-
trast articles, positions, and evidence with each other. Finally, the teacher
may want you to learn to question the validity of some arguments and meth-
ods, and so you will need to evaluate the articles. As you advance in your
fields, you will be asked to take more complex stands toward what you read.

In addition to newspaper and journal articles, you may be asked to read
books written for different audiences. Some may provide specialized infor-
mation (such as histories or presentations of the latest theories in science),
but others may raise large issues that are of general public interest (as in
books arguing for a new educational policy). You may be asked to engage in
discussion with these texts, criticize the approaches they take, examine their
role in the formation of public attitudes, or (as in literature or philosophy
classes) interpret, analyze, place in context, and theorize about them.

Teachers may also bring in many other communications, from outside
speakers to films and videos to computer programs. Some may be required;
others may be supplementary or recommended, kept on library reserve, or in
an audiovisual resource room; and still others may be only mentioned in a
bibliography handed out for you to consult as you become interested in a
topic or develop a term project.

Interacting with the Written Material

Each of the readings or other materials presented in a class was written for a
specific audience at a specific time with particular purposes. In a way the text
asks you to take on the role of that original reader. A French political editor-
ial from the eighteenth century asks you to take sides on an issue of French
politics of the period, even though the dispute is long dead and from another
country; a comic strip, even if it is from a World War II GI newspaper, aims to
make you laugh; and a classic essay in Renaissance science still aims to per-
suade you of its truth, even though the science has since moved on. Even if
you know enough about French politics or the situation of GIs or Renais-
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iting for
Reflection

sance science to understand the issues, you may no longer find the politics
acceptable, the science convincing, or the joke funny. From the perspective of
the original reader, you may not find the old texts interesting or useful. Even
if you did, you still may not be getting from them what the instructor hoped
for by making the assignment. These texts become useful, relevant, and in-
teresting for the course only when taken from a special perspective that ties
them into the work and thinking of the course, such as understanding the vi-
olence of emotion that overtook the French Revolution, the role of humor in
American culture to mediate between beliefs in individualism and the com-
pulsions of military life, and the changes in scientific thinking over time.

Only with textbooks (and a few other materials used in a similar direct
instructional way) are you clearly in the position of the primary user and can
take a natural attitude of a reader, following the cues and directions the au-
thor sets for you. Even with textbooks, as we have discussed, it helps to re-
flect on what the text asks you to do and how. With all other readings you
need to be even more reflective, asking yourself what the text attempted to
do for original readers, how the teacher is asking you to read it, and what the
reading adds to the total learning of the course.

Teachers frequently give some explanation and justification for the vari-
ous readings and other materials, perhaps on the first day of the course in go-
ing over the syllabus. It is easy to overlook this beginning-of-the-term
information if you are focused more on how many pages you will have to
read and write. Sometimes teachers may give a sentence or two of explana-
tion at the end of a class meeting to prepare you for the next reading. Again,
itis easy to ignore such orientations as you are packing your books and rush-
ing to your next class. You will gain much, however, by paying attention to
such clues about how the teacher uses these resources in class and about
what questions you will be asked about them. If you have any doubt about
why you are assigned any reading or other material, what kind of attention
you are supposed to give it, or what you are supposed to get from it, just ask
the instructor.

Describe a recent instance when a teacher assigned nontextbook reading
for one of your courses. What was the course? What was the material?
What was the source? What was the original purpose of the material? For
what purpose did the teacher assign it? What attitude or perspective did
you need to have to the material to relate it to class activities? How did
your role of reader differ from the role of the original readers? Given the
difference in your perspective, what things did you see or understand
about the text that might not have been evident to the original readers?
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The college classroom
is a complex
communicative system
where students’
comments respond to
textbooks, other
readings, films, lectures,
questions, and
discussion in order to
communicate with
classmates and the
instructor.

Chapter Two The Classroom Situation

How the Instructor Shapes
What Happens in Class

In addition to setting materials for you to read or otherwise use, the instruc-
tor determines the plan for each day’s class. If the instructor fills class hours
with lectures, films, or other spectator events, your success lies in figuring
out when and how to engage actively with the material. Alternatively, if the
instructor structures the class around student participation, your success lies
in participating most fully. In either case much is determined by what the
teacher brings to the class, how he or she structures the class, and how he or
she prompts student activity.

Lectures and Active Listening

Although lectures seem to hand authority totally over to the lecturer for the
hour, really they call upon all your resources to be an active listener. Lectures
can do many things:

B Deliver information

B Provide understandable explanations of difficult concepts

B Lead through a sequence of related information and ideas to build a
sense of connections

Apply concepts of the course to situations of interest or concern
Explain procedures
Provide examples and models of tasks that will be assigned

Define the teacher’s expectations

Image removed for copyright reasons.
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B Provide provocative arguments to get reactions from the students

® Be enriched by handouts, overheads, slides, or films

Each of these tasks and techniques requires different kinds of listening, pro-
cessing, and thinking. Lectures are not undifferentiated information to be
memorized, but rather complex resources and prods for activity.

Lectures are central to most courses; they identify what the teacher
thinks is important and what the teacher thinks the student ought to be
learning and doing. Making some record of the lecture, therefore, is essential.
Whether you should take notes or record lectures, and in what format, is a
personal decision based on your sense of the course and your own sense of
how you work best. Everyone has his or her own style of organizing
thoughts, remembering information, and taking notes. Each course has its
own demands and its own relation to material in the lectures.

However, note taking has the unfortunate effect of putting the student in
the position of a passive receiver of authoritative words, concerned with
transcribing rather than responding or thinking about the words. When you
come to study your notes, you may be simply tempted to memorize the lec-
tures rather than working them into your own way of thinking.

Depending on how the lecture relates to what is in the textbook, how
well you know the material, and how your own memory works, you may
also use your notebook for your own thoughts about the lecture as it hap-
pens, for questions, or just for the major ideas covered. To encourage stu-
dents to think about what is being said, lecturers sometimes provide their
own set of notes, or notes may be available from a student service. There is
nothing wrong with using prepared notes if you use them to free yourself to
really listen and think about the lecture. If you find that you do want to
spend the lecture taking notes, you can use the few minutes after the lecture,
perhaps walking to the next class, to reflect about what went on and how it
relates to the overall development of the course. Step out of the maze of the
lecturers” words to encounter your own thoughts and reactions.

Closely observe a lecture you are required to attend for one of your
classes. Take notes on the style of delivery and presentation. Does the lec-
turer use anecdotes, charts, slides, videos? Is the material formally orga-
nized around an obvious outline, or does it seem to follow a flow of
ideas? Is it delivered from notes, a prepared text, or apparently sponta-
neously? What kind of information is provided? What do you think you
were supposed to get out of it? What kinds of things are you supposed to
be able to do as a result of hearing the lecture?

Describe what you found and your thoughts about the lecture in sev-
eral paragraphs.
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Discussion

Discussion, as opposed to lecture, gives you moment-by-moment clues on
what you ought to be thinking about. Teachers are constantly providing
prompts for you to think about, posing problems, or asking questions. Each
of these prompts defines an activity in which you can engage. Usually teach-
ers expect that you will prepare assigned materials, readings, and exercises
before the class meeting so that the prompts can build on this material. The
questions may also call on other material you may have studied or skills de-
veloped in a previous class. If there is something about the questions that
you don’t understand, or if you don’t understand where other students’
replies are coming from, you can always ask the teacher to explain what he
or she is looking for and what kind of knowledge would help in providing an
answer.

Where and how the teacher guides the class discussion are particularly
revealing about what the teacher thinks is important and what you ought to
be able to do with the material. Some teachers may be open to taking discus-
sions in directions that reflect your interests and concerns, whereas others
may be more resistant. By staying tuned to teachers” questioning, you can see
what skills, ideas, and assumptions the teacher relies on and note character-
istic patterns or interests that develop over the term.

More deeply than simply providing clues to teacher expectations, these
questions and other discussion-leading devices establish the immediate
framework for your activity. The teacher’s questions are like scaffolds within
which you can construct your answers. By asking particular kinds of ques-
tions, the teacher prompts you to think about particular kinds of things. If the
teacher asks you to locate where a character in a story first shows uncertainty
about his beliefs, that question focuses your attention on what the character
believes and then sets you to searching through the story for phrases that in-
dicate uncertainty. That search through the story helps you build a view of
the changing beliefs of the character.

Through many such techniques, teachers focus your attention on specific
kinds of information and thoughts, helping you develop your skills and
ideas. How the teacher arranges the seating in the class, whether the teacher
establishes group activities and in what ways, at what point in each class the
teacher shifts back and forth from lecture to discussion, whether there is a lab
attached to the course and what activities are scheduled for those periods,
what kinds of explicit instructions, advice, or rules govern activities — all
these things and others shape how you participate in the classroom and thus
what information, ideas, and skills you learn as a participant. By seeing more
clearly the activities the teacher is asking you to participate in, you can see
how you can extend yourself to new learning.
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In the next discussion section of another class, write down the questions
and other prompts used by the teacher to get students to talk. What do
you think the teacher is looking to get from the students? What is his or
her strategy? Also describe how the students respond to the various
prompts. How did they get a sense of what the teacher was looking for?
How did different students respond? To which responses did the teacher
react most favorably? Which responses did you like best? Least? To what
extent did students fulfill what the teacher was hoping for, and to what
extent did they go in different directions? How did the teacher deal with
the new directions? Describe in several paragraphs what you found.

The Student’s Role in Classroom
Communications

While the teacher may provide information and frames classroom activity, all
classroom communication ultimately sets the stage for your participation,
what you communicate. Some of your communications will help teachers
evaluate your work, such as the papers, tests, and class presentations that
will be graded. Whether these will be formally graded or not, they are con-
stant indicators of your participation, involvement, and learning, to which
the teacher can respond. More than that, however, your communicative ac-
tivities are what you learn. You learn to solve certain kinds of puzzles, answer
certain kinds of questions, produce certain facts and concepts in particular
circumstances, and develop and articulate certain kinds of thoughts. While
you may remember a certain amount of information that you may passively
listen to, the more you actively use what you have heard to carry out mean-
ingful tasks, the more you will remember, and the more you will be able to
apply that learning when you need it. How you understand what is being
asked from you (see Task Representation, page 40) will shape what you do.

In developing your own communications you are involved with knowl-
edge and ideas, trying to shape them in ways that meet the standards and in-
terests of the class.

Especially in more extended and open-ended projects, you focus your at-
tention and knowledge for a substantial period of time in order to build
structures of thought around the subject matter and materials of the course.
In this way you draw on all the communications that have occurred previ-
ously in class, whether from the textbook, discussions, lectures, lab activities,
or extensions of classrooms through assigned library projects or field work.
You fit together what has come before to extend it in a way appropriate to the
assignment. In other words, you incorporate the entire communication sys-
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tem of the class in the process of creating your own communication. Those
patterns then become part of you, always available for you to use in later
courses and after you graduate.

@7 REVIEWING WRITING PROCESSES

Task Representation

pose sentences or organize ideas, but on how accurately you inter-

pret your writing assignments. In an experimental study on task
representation, Linda Flower, a composition researcher at Carnegie Mellon
University, has determined that, even when given the same assignment,
students may devise very different strategies for organizing information
and presenting ideas.

Flower began her experiment by having a group of students read a se-
ries of comments and opinions about revising papers. The students were
given a typically open-ended assignment to “make a brief (1- to 2-page)
comprehensive statement about the process of revision in writing.” How-
ever, instead of composing the paper as they normally would, students
were instructed to think out loud while they were writing.

By examining what the students said as they wrote and comparing
that to what they wrote, Flower determined that the students chose from
five general strategies for responding to the assignment, depending on
how they represented the task to themselves:

S uccess or failure in college may depend, not on how well you com-

1. Summary. Some students approached the assignment as a summary.
They read the information carefully, selected what they considered to
be the most important ideas from each paragraph, and wrote a paper
highlighting and explaining these main points.

2. Response. Other students used the assignment as a springboard for
their own responses. Students who wrote response-type papers gen-
erally searched the text of the assignment for some point or key
phrase that they could use as a reference point for their own experi-
ences or opinions. Often the finished papers were only tangentially
related to the text of the assignment.

3. Review and comment. Another group of students settled on a combina-
tion of summary and response. These students would either summa-
rize a point briefly and then add their own response to it, or they
would summarize in the first part of their paper and then add an
“opinion paragraph” at the end.

4. Synthesis. A fourth group of students attempted to create a structure
that connected the various statements about revision into a single
controlling thesis. These students went well beyond the requirements
of a summary by creating a concept Flower describes as “a substan-
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tive, informative idea rather than an immediately obvious inference.” |
5. Interpretation for a rhetorical purpose. A final group of students wrote

papers that were designed to set up an issue or argue a point. They

interpreted the information as either supporting or refuting a general

proposition about the nature of writing or revision. These students

interpreted the assignment as an invitation to make or explore a con-

troversial issue, and they organized the information accordingly.

assignment did not give the students enough information to choose
among the strategies. All five strategies represent valid types of academic
writing. Many teachers give similarly open-ended assignments even
though they expect students to employ (or to avoid) specific strategies. In
such cases, the student has to determine the best way to organize the pa-
per and process the information. If you have the chance to ask your teacher
whether your representation of the task matches the teacher’s expecta-
tions, you can approach the assignment with greater confidence.

|
|
|
None of these responses could be considered right or wrong, since the J
|
|

Flower, Linda et al. Reading to Write: Exploring a Cognitive and Social Process. Oxford UP
1990.

@ ® Being on the Spot

When you recognize a moment when you must say or write something, you
may feel on the spot. You are in what is called a rhetorical situation (see page
42). In class you may place yourself on that rhetorical spot by raising your
hand in a discussion, or the teacher may place you in it by assigning a paper,
but in both cases the next move is yours. You feel pressure to respond, to
make a statement. What do you say? What do you write?

What you say or write, however, does not need to come out of the blue.
The more attention you pay to the situation, the more clues you will have to

Image removed for copyright reasons.
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find both what will fit the situation and what you want to say in it. For ex-
ample, usually a major paper is preceded by many smaller events, such as
class discussions, meetings with your professor to talk over your planned
project, perhaps smaller pieces of assigned writing, or after-class discussions
with classmates. These less demanding events prepare you for the bigger
statements.

The school term is a series of activities developing your skill with the ma-
terial and your relationship with those around you in the class. The big mo-
ments are only later points in a process of development. Teachers who are
aware of this process create a sequence of activities that lead to more ambi-
tious writing projects at the end of the term. Sometimes, however, you have
to leap from a series of small-scale, limited activities, like taking notes in a
lecture, to a single complex performance, as in a major analytical paper.
When you are suddenly on that very big and unprepared spot, you have to
build that bridge from daily activity to the larger, more independent re-
sponse.

Over your education, these moments add up. Over your college career
you will write many papers, each one an experience that prepares you for the
next. If all goes well, by your senior year you will be writing at an entirely
different level. Looking back then at the papers you wrote over your college
years, you may be amazed at how far your thinking, knowledge, and ability
to write effectively about difficult subjects have come.

@0 USEFUL CONCEPTS FROM RHETORIC

A

The Rhetorical Situation and Rhetorical Timing

rhetorical situation is a situation that appears to ask you to make a
statement. It is defined both by other people, in what they are say-
ing and doing, and by your own motivations. For example, your
friends may be discussing where to go for a snack, but since you have to
run off to a class in a few minutes, you have no stake in the discussion. So
this is not a rhetorical situation for you. However, another friend passes
you and says that class has been canceled. Suddenly you have reason to
urge the group to choose your favorite coffee bar; the situation is now a
rhetorical one for you. But before you can speak, they have already agreed
to go there, so the rhetorical situation has evaporated. All you have to say
is, real coolly, “Whatever.”

Rhetorical timing has to do with the right moment to make your state-
ment. You may be in a situation where you have something very important
to say, but if you blurt it out at the wrong moment, people won't listen,
may react negatively, or may not understand what you are talking about.
As you listen to your friend who is depressed over a bad grade in a frus-
trating class, you may be aware that the situation calls for you to oppose
her plan to drop out of college. On the other hand, you realize that this is
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not the right moment to tell her how much she is getting from the experi-
ence. Instead it may be the right moment to help her figure out just what is
so frustrating about this class. Later, once she can start to see the bigger
picture again, may be a better moment to encourage her to stay in school.

Much of the art of rhetoric is in recognizing those situations in which
making a statement will have some useful effect, being able to perceive
what is going on, identifying your own stakes or interest in influencing the
situation, and choosing the right time to make your statement most effec-
tively. Since situations often change moment by moment, those people
who recognize the opportunities of the moment and are ready to act
rhetorically can make themselves heard and can accomplish things that
would be impossible at other times and places.

Of course, the situation and timing of college writing is often set by the
teacher through the assignment and the deadline. Still, understanding the
situation of the classroom, your own interests, and exactly where the as-
signment fits in the unfolding of the course over time will help you write
more appropriately for that moment in that course.

'ﬁng for Describe one situation in which you were assigned to write something to
- be read by the instructor or the class. How did the assignment depend on
Reflection reading assignments, class lectures and discussions, or other previous

communications? When was the assignment due, and how did that affect
what was expected and what you were able to accomplish? How detailed
was the teacher in defining the assignment and in setting specific goals
and expectations? Were there specific class or group activities to help you
write the paper, such as brainstorming or editing sessions? How did your
own interests and knowledge influence what you chose to write and the
approach you took? How did you expect the teacher would respond to

your paper, and were you surprised by the actual response? In retrospect,
(s would you have approached the assignment any differently?

ettmg Find out how to log on to the World Wide Web. Visit the home page of
: your college. (Your instructor will provide you the URL address.) See
Involved ~ what kind of information your college makes available and what kind of
Electro m'ca”y image it presents to the world. Write a few paragraphs describing how

your college represents itself.



Writing Processes

AIMS OF THE CHAPTER

To write is to take part in many processes, personal and social, in interac-
tion with others, inside your head, and between you and a sheet of paper.
This chapter provides an overview of these processes, which will be exam-
ined in greater detail in later chapters. Understanding that writing is part of
many processes helps relieve the uncertainties and anxieties of writing and
helps you focus on the next relevant part of the process. Understanding the
variety of processes that vary from situation to situation helps you choose
how to go about writing any particular paper and helps you write more cre-
atively, effectively, efficiently, and appropriately.

In the latter half of the chapter, an extended case study shows the
processes of writing in action for one student writing a paper for a course.

KEY POINTS

1. Every piece of writing comes into being through many processes.

2. Writers progress step by step, trusting in the processes, even when they
are not sure where all the steps will lead.

3. The processes of each kind of paper differ from those of every other
kind, and the processes of each individual paper differ from others of
its kind.

4. Several processes, however, often appear in a recognizable form. These
recurring processes range from the general ways situations unfold to
the detailed procedures of improving your drafts through revision and
editing.

QUESTIONS TO THINK ABOUT

# Have you ever been stuck in trying to write something? At what point
did you get stuck?
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® What different things do you do when you write a paper for history
than when you write a paper for English? When you write an essay in
an exam compared to when you write a research paper? When you
write a letter to a friend compared to when you write a shopping list?

® Does writing help you to learn? What has writing any particular paper
taught you? When has writing helped you understand the material bet-
ter, shown you how parts of the subject fit together, increased your skill,
or led you to new thoughts?

Q@@ An Author’s Confession

Often enough when I sit down in my familiar desk chair and turn on the
computer, I have no idea what I am going to write or how I am going to write
it. Not every day, not on every page, but often enough, I find myself at a loss
as to what to do next. I may have a general idea for a book chapter on a cer-
tain topic, using certain materials and referring to certain ideas. Or I may
need to write a handout for a class or a recommendation for a student who
wants to go to law school. Beyond these general goals, however, I really have
no idea what will go on the page or how I should organize my thoughts to
produce those words.

This is usually the moment I go make a cup of coffee, or read my e-mail,
or find out what new games my son has loaded on the computer.

I have the dreaded blank-page syndrome. I can’t begin to imagine how I
should begin working, how I am going to fill up the page to have something
creditable to meet my deadline. Not knowing what words to start putting on
the paper, I am overcome with panic and an overwhelming desire to do
something else.

After almost half a century of writing and almost thirty years of teaching
writing, I ought to know better — but then again I keep getting myself into
new spots, so even if I figured out what to put on the page yesterday, I still
don’t know what I ought to put on the page today. That’s what creative work
means — and all writing is creative work, even if it is just creating a sum-
mary of an article you have just read. You create something new, and if it is
new, how could you know before you began what it would be? Inevitably, al-
most all writers at one time or another face the questions of, What am I do-
ing? Can I do this? How do I even begin thinking about this?

@@ Trusting the Process

I have learned one thing that helps control the panic and guides me toward
useful activity. Writing is always a series of processes. I have come to trust
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the processes of writing. If I take first steps that seem to make sense, I will
start to go down a path that will lead to a finished piece of writing. As I go
down the path, I will engage in different activities that will help me figure
out what I am doing, how I should go about it, and eventually what words I
will use.

I can’t expect a finished product to emerge the moment I turn my mind
to a writing task or stretch my fingers over the keyboard. Any one of a num-
ber of rather different activities can get me going. I think about the goals I
wish to accomplish. I jot down phrases or ideas I think might be relevant to
the subject. I look over the writing that I have done to that point on the proj-
ect, maybe even outline it, to see where the work was going. I look for some
data or sources that will help develop my ideas. I freewrite about the germ of
a thought in the back of my mind. I read something related to get some ideas.
I ask myself where I am in the process of writing. Any of these or many other
actions can help me take the next step, bring my task into clearer shape, and
make my task that much easier the next time I sit down to write.

The Variety of Processes

Writing is a process of responding to the statements of others, a way of act-
ing and participating within the drama of the term. Because each kind of pa-
per is part of a different drama, a different kind of interaction, the writing
process varies from situation to situation. Thus the process of writing a sum-
mary of a chapter for study purposes (see page 107) differs somewhat from
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the process of writing a summary to demonstrate to a teacher that you have
read and understood a difficult philosophic passage (see pages 127-130).
Both of these differ substantially from the process of answering an essay
exam question based on the same material (see pages 127-130). If these ap-
parently closely related activities (covered in Chapters 5 and 6) differ, how
much more would they differ from preparing an analytical essay (see Chap-
ter 9), a laboratory report (see Chapter 12), or a persuasive argument (see
Chapter 15)?

The different assignments writers in college are likely to encounter are
described in various parts of this book. Their locations are listed on the chart
on this page. In these sections the text identifies at least one good path that
leads in the appropriate direction. You may well think of others that will also
work for you.

(@_0C) PROCESSES FOR DIFFERENT KINDS OF ASSIGNMENTS

Guidelines for Journals — pages 81-83, Chapter 4

Rewriting Notes in Various Formats — pages 103-106, Chapter 5
Writing Summaries for Yourself — page 107, Chapter 5

Writing Summaries for Others — pages 129-130, Chapter 6

Responding to Essay Exam Questions: A Review — pages 139-140,
Chapter 6

Writing Papers About Real-Life Situations — pages 156158, Chapter 7
Developing a Personal Illustration — pages 174-175, Chapter 8
Comparing Everyday and Disciplinary Thinking — pages 181-183,
Chapter 8

Writing an Analytical Essay — pages 210-211, Chapter 9

The Investigative Report — pages 233-234, Chapter 11

Reporting Fieldwork — pages 258-260, Chapter 12

The Four Stories of the Experimental Report — pages 271-272,
Chapter 12

Assignment 1: A Complex Event — page 295, Chapter 13
Assignment 2: An Open Question — pages 300-302, Chapter 13
Solving Case Problems — page 329, Chapter 14

Writing the Essay of Argument — pages 356-358, Chapter 15

@® Some Common Processes of Writing

The following sections describe some large organizing processes that appear
in some form in most writing assignments. Again, this list should not be con-
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sidered a single path to be always followed. Aspects of these are discussed in
the following chapters in the context of specific kinds of writing.

—

The process of unfolding situations

The process of putting your goals and the task in focus

The process of developing ideas

The process of finding and gathering resources

The process of thinking through your materials

The process of planning and organizing your statement

The process of producing text

The process of making your sources explicit

The process of examining and improving text

The process of receiving responses and moving on to the next statement

OO XN A RPN

—

Unfolding Situations

Each situation in which you write is preceded by various events and interac-
tions — things you have read, things others have said to you, and things you
have said and written. Thus, as we have discussed, your writing somehow
fits into a sequence of unfolding events and carries that interaction on to the
next stage, even if you are not always aware of it. Sometimes this process is
obvious, as when you write a letter of application for a job after reading a
want ad, the company responds requesting more information, and you write
back. Sometimes the unfolding situation is less obvious, as when a reflection
on your life seems to pop out of nowhere when you are writing a journal.
Nonetheless, if you think for a few minutes you may remember what led you
to wonder about your life in this way.

By recognizing the unfolding writing situation, you can place your statement in
a larger set of interactions. The writing assignment or rhetorical situation (see
pages 40—-41) usually grows out of easily identifiable sequences of interac-
tions. In school writing this process of interaction evolves in discussions, lec-
tures, and reading, as discussed in Chapter 2. This process involves many
people, not only the instructor and other students, but also the authors of the
books and articles you read and other people whose statements find their
way into the class.

Putting Your Goals and the Task in Focus

Once you realize you are in a rhetorical situation — specifically, that you
need to write something — you start to reflect and plan. In college writing
this process is often set in motion by a teacher-given assignment. The assign-
ment to some extent poses a problem, sets goals for you, and directs you to-
ward specific tasks. But since in writing there is rarely any single correct
answer, you decide on your own specific plans for completing the assign-
ment; that is, you represent the task to yourself so you can direct your activ-
ity. (See the discussion of task representation on pages 40—41.)

Identifying your rhetorical problem, goals, and tasks helps you define your pur-
poses in writing and focuses your energies in useful channels.
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Although this process may be carried out largely on your own, dis-
cussing your understanding of your task with the instructor and other stu-
dents can help you clarify your directions. If you are writing as part of a
collaborative team, you need to discuss plans deeply to develop a common
understanding of your goals and how the work will be divided and coordi-
nated. Too often students on a team think they share an understanding of a
project only to go off in separate directions that never wind up fitting to-
gether.

Developing Ideas

Once you know what you want to accomplish in general terms, you still need
to develop the specifics of your statement. Rarely do words immediately
start to flow in perfect prose to make a perfect statement. You usually first
need to think through what kinds of ideas and materials will achieve your
goal. If you want to persuade your parents that your desire to switch from
computer science to art is not totally insane, a waste of money, and a threat to
your future livelihood, you need to think about what arguments will help
them to understand your reasons (see Chapter 15 on how to develop argu-
ments). After thinking about their values, their views of life, and their hopes
for you, you realize that you need to develop the idea that art and graphic de-
sign are a major sector of the new economy of the information age, that com-
puters and electronic communication are providing major new opportunities
for graphic designers, and that someone with your background in computers
will have a great advantage in the job market. Moreover, you realize that to
support these ideas it would be useful to get some examples of the kinds of
new opportunities opening up and some economic projections of how much
work is likely to be available in this area in ten years.

Similarly, imagine you have been assigned by your history professor to
examine an incident that reveals something about changing attitudes toward
immigration. To satisfy this assignment, not only do you have to pick a rele-
vant incident, but you need to find out much more about the incident and de-
velop some ideas about what the incident reveals.

The process of determining the ideas and materials you will discuss is
known in classical rhetoric as invention (see pages 75-76 for a fuller discus-
sion). Brainstorming and other individual and group techniques can help
you find what you will write about. If you are working with others, it is es-
pecially important to share ideas with all members of the group to get the
benefit of everyone’s thinking and to come to a common agreement on what
you will write.

Finding and Gathering Resources

The process of locating and drawing on resources can be a distinct and major
part of any piece of writing. Even a letter of complaint about a defective CD
player will be stronger if you can find the guarantee and sales receipt that
prove the machine is still under warranty; the complaint may be even
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stronger if someone who knows about electronics can help you describe the
difficulty you are having.

In some writing situations you already know what you need to draw on.
Even in these cases, however, you may still need to prod your memory to
flesh out the details of incidents or to expand on ideas you already hold (see
Chapters 4 and 8). In many cases, finding resources outside your own expe-
riences can add strength, specificity, depth, and persuasiveness to your writ-
ing. The most obvious external resources are in the library (as discussed in
Chapter 11), but interviews, field observations, and laboratory experiments
can provide important substance for your writing (as discussed in Chapter
12). Sometimes just reading a book or an article on a subject will help spark
your own ideas. All resources you use contribute substance and strength to
your writing. They draw you more deeply into the issues, and then they back
you up.

Thinking Through Your Materials

Once you have gathered your ideas and materials, you need to think through
how they add up, how they may be taken apart or combined in new ways, or
what meaning you can find in them. (This process, called analysis, is exam-
ined in Chapters 9, 13, and 14.)

Planning and Organizing Your Statement

At times you may know quite early some aspects of what your final piece of
writing will look like. If you are assigned to write a five-hundred-word
analysis of a short story, for example, you know right away that the final pa-
per will be about two double-spaced typed pages, that there will be quota-
tions from the story, and that some sentences will explain the meaning of the
story. As you read and reread the story, you may start to notice specific pas-
sages that you think are important. You may also develop specific ideas and
certain phrases that you will use in your final essay. You may even identify a
sequence of related thoughts that turn into the structure or backbone of your
argument. However, at one point you must draw all your planning together
with the thought that you will soon be writing a draft. At this moment, out-
lines, sketches, flow charts, or other planning notes help you see how you
will fit the parts of your paper together. You may revise the plans once you
start writing, but a plan at this point helps you know where you are going in
your writing. (Planning is further discussed on pages 206-207.)

Producing Text

It is much easier to face a blank page once you have focused goals, formu-
lated ideas, gathered resources, thought through materials, and written outa
concrete plan. When you know where you are going and some of the impor-
tant places you need to pass through, you don’t have to pull sentences out of
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the blue. Instead, you need only to write the sentences that take you down
your path. Your first draft marks out the things you need to say. Once you
have established that basic path of words, you can flesh out, explain, qualify,
sharpen, adjust, or otherwise improve that basic path, but you will have the
security of knowing how to get from start to finish of your statement. You
will have a text to work with.

Making Your Sources Explicit

In the course of developing your paper you may have drawn on many re-
sources. When you finally start writing your essay, these resources work
their way into the text, directly or indirectly. The resources you bring most
directly into the text need to be identified so that the reader knows what you
are using. In personal or autobiographical writing this may mean describing
memories or experiences that you are writing about or that explain why you
believe in particular ideas. (Chapters 4 and 8 suggest ways of discussing per-
sonal experiences.) When you rely on other people’s writing, you need to re-
fer to the ideas and words of those other texts (see pages 240-242) and then
explicitly identify what book, magazine, or electronic source you got the
words and information from. (Principles of citation are discussed on pages
242-247.) Chapter 11 on library research presents standard formats for citing
books, magazines, and other research material.

Examining and Improving Text

With the text of a first draft completed, you can look it over and see how it
may be improved. You can ask many different kinds of questions about it,
from fundamental issues of argument to surface issues of appearance. You
can ask if you have left out any necessary or useful part of your argument or
evidence, whether you have explained your ideas and resources fully
enough, or whether you have taken into consideration opposing views. You
can ask whether you have approached the topic from the right angle or
placed the parts in the most effective order, or pushed your conclusions far
enough or too far. You can ask whether readers can follow your reasoning,
will have the necessary knowledge to understand you precisely, or will find
your examples and evidence persuasive. Nearer to the surface, you can ask
questions about whether readers will find your sentences clear and easy to
follow, whether your style is appropriate for the situation, or even whether
you have spelled all the words correctly.

Every question you ask about the text gives you a perspective for revi-
sion and editing. Deeper questions and improvements are usually called
revision — seeing the writing again through fresh eyes. Improving the sur-
face features, such as sentence readability, grammatical correctness, and
spelling, is usually called editing. Giving your text a final examination for ty-
pographic errors and other mistakes is usually called proofreading. All three
are a part of the process of looking at your drafts to see how they might be
improved.
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Some writers tend to examine their drafts only for surface correctness.
Proofreading, because it requires only checking out the text for such things as
correct typing, spelling, and grammar, is perhaps the easiest and least
painful aspect of improving a text. The questions to ask at this level are fairly
clear-cut. Proofreading is necessary, but it doesn’t lead to deeper improve-
ments.

In editing, you question what you want each sentence to say and the
most effective way of saying it, so it requires more complicated thinking. You
consider how clearly your sentence formulates your ideas and what your dif-
ferent options are for putting your ideas together. You also think about how
you want your ideas to connect with each other. So editing is a bit tougher
and a little more painful than proofreading. But it does make for better,
clearer, more readable writing.

The most difficult and sometimes most painful process is basic revision.
It is difficult because it involves thinking about what the entire piece of writ-
ing is trying to say, and how to bring the parts of the writing together. It is
sometimes painful because you may have to change your text in substantial
ways. You may have to move parts around, throw away sections and sen-
tences you were previously pleased with, and write new paragraphs. You
have to open up issues that you had thought you had solved when you got
your first draft down on paper. In your relief at having completed a draft,
you may not feel very excited about asking tough questions about what you
have already done. On the other hand, only after looking again at your text
fully and deeply and revising can you see whether you have accomplished
what you set out to do. Showing your drafts to others will often help you see
your writing freshly and ask the right kinds of questions to improve it. (See
pages 145-146, 184-186, and 158-159 for more on these subjects.)

Receiving Responses and Moving on to the Next Statement

The writing process continues after an assignment is handed in to the teacher
or a memo is distributed to coworkers. The people who read the paper or
memo will have some response to it, which they may express. These re-
sponses may be thoughts of their own counterarguments, follow-up actions,
or (as in the case of teacher grading) evaluation and suggestions for im-
provement. You may have the opportunity and desire to answer to these re-
sponses, or you may simply think about what others have said. In either case,
these responses show how others see your writing, what you have been able
to convey, and what you might want to do differently the next time around.

If a piece of writing is part of an ongoing interaction, such as a continu-
ing course, a work project, or a public dispute in, say, student government, it
becomes background for the next interchange. As you discuss the next topic
in class, the discussion may build on ideas and topics you examined in ear-
lier papers, and unresolved questions may come up again for discussion. If
you are working on a long-term project at work, the findings of your first re-
port may be incorporated in a follow-up report. If you are engaged in a pub-
lic debate, your opponent may quote your words back to you. Your words
stay alive in an ongoing process of interaction.
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@07 REVIEWING WRITING PROCESSES

he following list identifies brief reviews of particular aspects of writ-
I ing processes that appear throughout this book. Because some writ-
ing assignments focus more on certain processes, these reviews
appear where they are most relevant. The review of planning, for example,
although it often occurs early in the process of writing a paper, is placed in
a later chapter in relation to analytical writing, which usually requires
more thought about planning than other forms of writing. Proofreading,
which is usually one of the last things you do with a piece of writing,
comes in an early chapter in relation to answering exam questions because
last-minute checks of your writing are quite useful in these situations.

Task representation (see Chapter 2)

Planning to write (see Chapter 9)

Invention (see Chapter 4)

Revision and drafting (see Chapter 7)

Referring to your sources (see Chapter 11)

Revealing your sources and avoiding plagiarism (see Chapter 5)
Editing (see Chapter 8)

Proofreading (see Chapter 6)

@@ The Processes of One Classroom Writing
Assignment: A Case Study

The best way to see how the particular processes of any piece of writing grow
out of a specific situation is to look in detail at how one piece of writing de-
veloped. The following case study describes how Sandra Malowski, a first-
year student in a large state university, came to write a paper for a course
within her school’s Communications Department.

Sandra, along with eighty other first- and second-year students in the
course Communications 11: Mass Media in American Life, was assigned a
three-page paper analyzing newspaper stories. The paper was due in the
tenth week of the semester. It was the third of four assigned papers for the
course, each one requiring some analysis of actual newspaper, magazine,
movie, radio, or television stories. Throughout the term the professor and
her teaching assistant explained the kinds of analysis they were looking for
and the kinds of ideas the students might be exploring through the analysis.
Because of this preparation, Sandra and most of the students had a good idea
of what was required and how to go about it by the time the paper was as-
signed.
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The Course Unfolds

The class met for four hours each week. Twice a week the professor lectured
on how movies, television, radio, newspapers, and magazines reflected and
influenced modern American society, repeatedly suggesting that the media
had become central to our actions and attitudes. The lectures were illustrated
with movie and video clips, radio recordings, and excerpts from news and
magazine stories. The third meeting each week was a class discussion and
analysis of a television show or news story. Finally the students met once a
week in small groups with a graduate teaching assistant to discuss all the
ideas raised in lectures, discussions, and readings. The readings were from a
textbook and an anthology of articles about current controversies about the
media. Thus the paper Sandra had to write was part of a process of discus-
sion of ideas, information, and materials that went throughout the term.

The course began with a few historical lectures about how the media had
moved into prominence in American society, starting with the expansion of
newspapers in the late nineteenth century, continuing with the rise of Holly-
wood and the creation of radio networks, and ending with the growth of the
cable TV industry and the start of the Internet. In these lectures, the professor
emphasized how the media influenced the changing shape of American soci-
ety. For example, she discussed how, starting in the 1920s, going to the
movies became a major social activity and how movie stars provided models
for social behavior and styles. She also discussed recurring criticisms going
back to the nineteenth century that music, and later movies and television,
were corrupting the morals of the youth. The first assigned paper asked stu-
dents to explore how those historical controversies were still alive today.

After this historical introduction the course turned to the contemporary
media — how they were organized, what roles they served in society, and
what kinds of stories, images, and attitudes they communicated. For exam-
ple, some classes were devoted to the social images of family, race, gender,
and sexuality presented on television situation comedies. The second as-
signed paper asked students to look at how television represented certain
groups of people or certain issues.

A few classes then examined how radio and TV talk shows were forms of
political expression and influenced the political process. Next the class
turned to how the news was presented; this unit culminated in an assigned
paper. Thus the papers Sandra had to write were part of a process of discus-
sion based on materials in the course.

The first paper asked students to analyze recent complaints about a par-
ticular movie, television show, or piece of music in relation to similar histor-
ical controversies. Sandra did fairly well on that paper, getting a B-.
However, the teaching assistant, who marked the paper, commented that
Sandra spent too much time describing the plot of the movie Natural Born
Killers. She said that Sandra pointed out controversial aspects but did not fo-
cus on those details that made them controversial and did not discuss the ex-
act way in which the current controversy related to the themes of previous
controversies. In the second paper, in which Sandra analyzed gender roles in
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her favorite television drama, E.R. she did better, getting a B+. The grader,
however, mentioned that although Sandra had collected many details on
how men and women acted in gendered ways and had made some good ob-
servations about those behaviors, her analysis would have gone farther if she
had organized those details into categories, such as behaviors that show def-
erence to authority and behaviors that show aggressiveness. In the mean-
time, in the discussion sections, both professor and teaching assistant kept
pressing students to make their claims more detailed and orderly and to
identify what exactly led them to their observations. Thus each paper was
part of a process of instructors defining what they wanted and of students
learning to meet those requirements.

The Paper Is Assigned

With this background, the instructor handed out the assignment sheet for the
third paper in late October. The assignment sheet read as follows:

Communications 11 —Mass Media in American Life
Writing Assignment #3

Length: about 1000 words or three typed pages
Due: November 17

Over the next three weeks we will be studying how
news on television and radio and in the newspaper has
influenced American society. The kinds of stories news
media tell and the way they tell them frame how we view
events, particularly political events. This assignment
examines how the news media frame news stories.

You are to read “Making Sense of the News” by W.
Russell Neuman, Marion R. Just, and Ann N. Crigler from
their book Common Knowledge: News and the Construction
of Political Meaning (University of Chicago Press,
1992). In this chapter the authors describe the five
typical ways, or frames, that people in the news media
use to write stories and that viewers tend to use to
understand news.

Your task is to analyze one story or several closely
related stories on a political event as presented on
major network television news or in a major newspaper.
The analysis is to examine how the way the story is
told creates the meaning of the story. For your analy-
sis, try using the categories presented in the Neuman,
Just, and Crigler chapter. Show how the patterns they
present reveal how the story is being presented, and
therefore what meanings are being conveyed about the
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political process. Be as detailed as you can in showing
how the stories are organized and given meaning within
these patterns. If you do not think that the categories
work well for your stories, explain why and develop
new, more appropriate categories.

The chapter the students were asked to read was about fifteen pages
long. It defined frames as “the conceptual tools which media and individuals
rely on to convey, interpret, and evaluate information.” The chapter then
described research based on interviews with ordinary citizens about how
they perceive several current news stories and on analyses of media stories
of those events. The research found that both the interviewees and the me-
dia stories most often used five frames to interpret the news: “economic
themes, divisions of protagonists into ‘us’ and ‘them,” perceptions of control
by powerful others, a sense of the human impact of the issues, and the appli-
cation of moral values.” The chapter then discussed and gave examples of
each of these five frames. Here are excerpts from the discussions of the five
frames:

Excerpts removed for copyright reasons.
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Excerpts removed for copyright reasons.
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Excerpts removed for copyright reasons.

Since the chapter was part of the assigned reading for the first week of
the unit, Sandra read it quickly for the next class, noting the five kinds of
frames and thinking briefly about them. During the class the professor illus-
trated these frames with some examples from the newspaper and some
video clips, which the class discussed. Some students wondered whether
there might not be other ways of telling news stories, but Sandra argued that
since people were interested in the news to learn about money, conflict,
power, human predicaments, and moral values, they were the natural cate-
gories to use.

Over the next few meetings, the class read and discussed other aspects of
how the news is presented and is part of the political process: the increasing
role of television in elections through debates, interviews, campaign stories,
and political analysis shows; the increasing use of political ads, particularly
attack ads; the increased role of fund-raising and special-interest groups in
politics because of the need for money to pay for video ads; and the way can-
didates, and government officials work to create video images through photo
opportunities and soundbites (brief quotations that will sound good on the
news). Thus the paper assignment followed through on extended class ex-
amination of the topic from several angles.
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While Sandra was putting off hard thinking about the paper during this
period, she did watch the television news more regularly, noticing how sto-
ries were presented. Since this was a period when President Clinton and
Congress, under the leadership of Senator Dole and Representative Gingrich,
were engaged in a conflict over the budget, she started to pay attention to
how this story was being presented. She noticed how well the story seemed
to fit the frame of a conflict story, with reporters wondering who would back
down first, who would stand stronger, and who would win. She thought this
was a little bit odd, since at one level this seemed obviously an economic
story about how we ought to balance the federal budget. It also occurred to
her that, even though the government’s fundamental role was at stake in this
conflict, no stories really looked into those issues. This conflict seemed to
Sandra a good issue to write about, even though it was quite complicated
and there were far too many stories on it to cover them all.

The Writing Moves into Focus

On Monday, November 13, the professor reminded the class that the paper
was due that Friday. Having definitely decided to work on the budget con-

Image removed for copyright reasons.

Senate Majority Leader Dole, Vice President Gore, President Clinton, and Speaker of the House Gingrich hold a press
conference during the budget crisis of 1995.
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flict story, Sandra videotaped that evening’s national news on two networks,
reviewed the different versions of the story, and selected the one that seemed
to lend itself to analysis. She then rewatched the four-minute segment she
had selected several times and took notes. Her notes included the introduc-
tion to the story by the news anchor, a summary of the story, and some quo-
tations from the reporter and public figures quoted in the story. She also took
notes on the visual images that accompanied the story. As she was taking
notes, she kept in mind some of the ideas the class discussed about sound-
bites and presentation of political images. Because the short segment moved
so rapidly and she wanted to make sure her notes were accurate, she
watched the tape one more time after her notes were complete to dou-
blecheck their accuracy.

These are her notes

Lead from show intro.

One of three top stories

“In Washington the Fresident vetoes, The Republicans Dig in.
Much of Washington could shut down.”

anchor, “That running game of political chicken between the Fres-
ident and the Congressional Leadership.”

first segment 2 minutes by Brian Williams “Brian, any late move-
ment there tonight”

Reporter standing in front of White House.

reports “signs of movement in the game of nuances” indica-
tions that WH would give on spending cuts if Republicans would
give on Medicare. “beginning of a framework of a deal”

Pres. later spoke to moderate democrats “told them what
they wanted to hear.” 15 second sound bite of President Clinton.
“l am fighting it today, | will fight it tomorrow. | will fight it next
week and next month. | will fight it until we get a budget deal
that is fair to all Americans.”

Reporter: “It is enough to make an anti-government cynic
out of anyone. Anyone in this town will tell you this is all just
driven by momentum and sheer politics. It almost takes a crash
to start it back up again.”

follow up question: Fresident scheduled to leave for Japan on
Wednesday, moved to Friday.

Second segment, 2 minutes reported by Lisa Myers from Capitol
Hill
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starts with clip of “The Chaplain opening the Senate with a
plea for divine intervention to avoid shutdown.”

“But there are no negotiations™— quick shots of capitol
dome and white house, while reporter describes conflict.

quote from Senator Domenici about how FPresident seems to
want conflict.

“Republicans are not budging either” Repubs want the presi-
dent to embrace their goal. shot of senate chamber.

Quote from Gingrich, “What the Clinton Administration ob-
jects to is that we are committed to balancing the budget in
seven years.” Similar quote from Dole. shots of committee meet-
ings.

Congress to stay open until midnight to allow visit from the
WH, but senior republican comments “a visit from tooth fairy is
more likely.”

Switch to discussion of impact — multi-colored chart
showing close down means 800,000 workers furloughed; pass-
port office, monuments and national parks closed. Another
chart of unaffected services: post office, social security pay-
ments, essential services such as military and air-traffic con-
trol.

Story ends with quote from another senior Republican going
back tough stand on conflict: “This will not be a one- or two-day
affair”

Jennings: “despite the Budget Crisis it was another good day on
Wall Street.”

Thinking Seriously

As Sandra kept reviewing the videotape and her notes, she started to analyze
and think about how parts of the video segment matched the categories of
frames she had read about. First she noticed that the story was structured in
a conflict frame. The lead sentences read: “In Washington the President ve-
toes, The Republicans Dig in. Much of Washington could shut down.” The
anchor said, “That running game of political chicken between the President
and the Congressional Leadership.” The story was organized around con-
flict, with two opposing segments from the White House and Capitol Hill
and contrasting video images of the White House and president versus the
Capitol and congressional leaders. Sandra noticed that there were even duel-
ing soundbites from the president and the various leaders.
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Sandra also saw that each half of the story was supplemented by a brief
human impact frame — how the presidential plans would be affected and
what would happen to government services.

Sandra then decided to sketch out analytic notes on how the five frames
applied to the story, hoping that this process might help her develop her
thoughts. These are her analytic notes:

Economic Frame — the economic issues aren’t here ex-
cept as moves in a game. 0dd, the next lead in to the
stock market report suggested that the budget battle
was irrelevant to the real economy, as though Wall
Street didn’t even pay attention. Policy issues behind
economics totally invisible.

Conflict frame —most obvious. basic structure of
story is of conflict of two sides. the way the story is
told. conflicting soundbites. conflicting images, postur-
ing of two sides.

Powerlessness frame — here the conflict is presented
as who would have power. The powerless ones are only
the by-standers — the working government and the people
of America. who have to watch their needs bypassed in
this battle of the leaders.

Human Impact frame —No direct stories about people
stranded because they need passports -—only general re-
ports about impact.

Morality frame — interesting. Not directly but only
through ironic gquotations. Chaplain asking for divine
intervention, cynical quotation ending each one, “just
driven by politics,” and “tooth fairy.” Ironic stance
of reporters, that this is all silly posturing.

She then reflected more on what the notes showed:

The weirdest thing is that the economic story van-
ished. The report has no real discussion of different
ideas behind the conflict, what exactly would be the
difference if either side won, what even were the ex-
act, detailed points of disagreement. The conflict is
taken only as a matter of belief, like two opposing re-
ligions or conflicting sport teams. You don’t ask then
why people disagree; it is just their belief or commit-

ment.
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There is a funny cynicism of commentary. Everyone
knows the politicians are staging a rigged fight for the
media. Story is only become bizarre tip of a very seri-
ous iceberg, but we are never shown the iceberg. How
did this happen? How did a debate over the government
get turned into a personal contest?

As we look over the thoughts Sandra had about the news story, we can
see that she went through a substantial process of thinking and analysis be-
fore she sat down to write a draft. That thinking process involved writing a
few things down, but not in final form. Even though she may use in the final
paper some phrases that she first used in these thinking notes, she did not try
to come up with a formal paper at this point. She recognized that this writing
was just a stage in the process of developing her thoughts.

Planning

Now that Sandra had some ideas about what she wanted to write, she spoke
with the teaching assistant after class Wednesday to confirm that she was on
the right track. The TA liked her topic and insights and gave her some sug-
gestions about how to organize the paper. Inmediately afterwards, Sandra
sat down in a quiet corner of the cafeteria and sketched out a plan for the es-
say. She didn't like writing formal outlines; she preferred to sketch out ideas
in a loose paragraph form.

Flan for Analysis of Political Story

Dramatic confrontation on TV.

Seemed extreme example of conflict frame for news. Two op-
posed parts, 2 minutes each, contrasting White House, Republi-
can Congress.

two reporters at two locations. contrasting shots of WH,
Cap buildings, and then President and Republican leaders. Fight-
ing opposed quotes.

Impact and powerlessness frames point to citizens as vic-
tims to politicians fighting over power.

But same time as presented as a dire crisis, moral frame is
presented through quotations from chaplain, unnamed people,
makes the conflict appear silly, unrelated to real events. Eco-
nomic frame is totally absent, even though the fight is over a
budget issue. Policy questions not reported.

Conclusion — cynicism of press and public (maybe bring into
intro).
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Writing the Paper Up

With her thoughts well worked out and with many notes to work from, San-
dra should have had an easy time writing a first draft that night. Actually, she
spent a long time hanging out with friends after dinner, and then, back in her
room, felt tired and overwhelmed by the task of writing. She took a nap. But
finally, trusting in the process, she forced herself to get up and look at her
notes. She realized everything she needed was there. It only took her about
two hours to turn out a rough draft, because her plan worked well and most
of the details were in her notes. Exhausted, she left the last couple of sen-
tences to write the next day. She had no idea whether what she had done was
any good, but at least she felt she had something on paper. She printed out
what she had and went to bed.

The next morning she took her draft with her and looked at it during an
hour break between classes. She was pleased. She noticed and marked up in
pen some sentences she could write more clearly, a couple of examples that
went on too long, a couple of spelling and grammar errors, some typos.
Overall, however, the essay made sense, presented the conclusions she had
come to, and spoke to the assignment, which she reread just to make sure.
Unlike some of her other writing where she kept juggling the order of ideas,
this essay seemed to have a real logical order, focused first on describing the
news story through the conflict frame, and then talking about how the other
frames fit in and put the conflict in perspective. Ending with the morality
frame showed how the conflict frame seemed to be missing the point; she
could then discuss how the economic issues that lay behind the story were
totally hidden. She was still stuck on an ending, but she figured that one
would come to her that night when she sat down again at the computer. She
also wondered what to do with the cynicism expressed by the reporters and
some people they quoted.

That afternoon she checked through the videotape one more time to
make sure she had the quotations right. Then that evening she entered her re-
visions into the computer and made a few other changes. With everything
she had written clearly in mind, her closing paragraph almost wrote itself. As
she read the paper over for one final time, the title came to her. She printed
the paper out and got to sleep before midnight.

We can see in Sandra’s process of writing up the paper how much she re-
lied on all the processes that came before. All of them made the actual act of
coming up with and revising a text much easier. The earlier processes — car-
ried out at many different moments, spread over a long period — gave her
almost everything she needed, except for the final words, and even some of
them came from earlier stages.

The Big Fight — over what? Oh, just the future of the
country

Sandra Malowski
Communications 11
November 17, 1995
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On the evening news on November 13, 1995, Americans
saw a dramatic confrontation between Democratic Presi-
dent Clinton and the leaders of the Republican-
controlled Congress. This confrontation would result
that night in a shutdown of the government of this
country. As Peter Jennings, the anchor, announced at
the beginning of the ABC Nightly News, “In Washington
the President Vetoes, The Republicans Dig in. Much of
Washington could shut down.” The story was overwhelm-
ingly set in a conflict frame, one of the five frames
Neuman, Just, and Crigler say dominate the presentation
of the news in the United States. My analysis reveals
that this news story was built around conflict, both by
the news media and by the politicians who provided the
conflicting soundbites and visual images. The human im-
pact and morality frames are also brought in indi-
rectly; however, the most important frame, the
economic, is entirely hidden. The way these four frames
fit together built a strange cynicism into the story, a
cynicism that seems all too common in the way we view
politics these days.

Neuman, Just, and Crigler say that conflict stories
emphasize “polarized forces” in competition, related to
a view of “the political world as an ongoing series of
contests, each with a new set of winners and losers.”
Peter Jennings couldn’t have been more obvious in the
way he framed the story, introducing it by calling it
“that running game of political chicken between the
President and the Congressional leadership.” Then the
four-minute story was split into two two-minute seg-
ments, devoted to the two sides of the conflict.

Brian Williams reported the first segment on the
President’s side of the conflict. Williams was standing
in front of the White House, lights burning into the
night. He emphasized the gamelike strategy of the story
by presenting the President’s suggestion of a compro-
mise as “signs of movement in the game of nuances.”
Williams then presented a fifteen-second video clip of a
determined president delivering a determined soundbite:
“I am fighting it today, I will fight it tomorrow. I will
fight it next week and next month. I will fight it until
we get a budget deal that is fair to all Americans.”

Even while presenting the President’s fighting words
as fighting, the reporter nonetheless called attention
to the fact that the fight seemed something of a show,
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put on for the press, saying that the President told
his audience of moderate Democrats “what they wanted to
hear.” Williams then commented about the budget negoti-
ations, “Anyone in this town will tell you this is all
just driven by momentum and sheer politics. It almost
takes a crash to start it back up again.”

The second segment, on the Congressional side of the
battle, was reported by Lisa Myers from Capitol Hill.
This story opened with a bit of ironic commentary,
showing a video clip of a chaplain opening the Senate
session “with a plea for divine }ntervention to avoid
shutdown.” The story rapidly moves from the hopeful
prayer to the conflict: “But there are no negotiations.
The Republicans are not budging either.” The summary is
accompanied by quick shots of the capitol dome and the
White House, followed by shots of the Senate floor, com-
mittee rooms, and Republicans being interviewed. Each
video clip is accompanied by a fighting soundbite, such
as the one from House Republican leader Newt Gingrich,
“What the Clinton Administration objects to is that we
are committed to balancing the budget in seven years.”
Senator Domenici, Senator Dole, and an unnamed senior
Republican are also quoted. The story ends again with
an ironic commentary on the staged nature of this fight
show. Lisa Myers reports that Congress is planning to
stay in session until midnight just in case someone
from the White House comes down with an offer, but she
then quotes a leading Republican as saying that “a
visit from the tooth fairy is more likely.”

The budget battle is presented as though it were a
boxing match or a football game where we are shown the
fighting mood of each side, and the opponents are
putting on a big show of how psyched they are for the
conflict. However, this is not just a sport; it has an
effect on people. At the end of both segments there are
short additions about the impact of this battle on the
President’s trade mission to Japan, which will be cut
short, and on government operations. The story on gov-
ernment services is accompanied by two multicolored
charts listing the major negative impacts and which es-
sential services will remain opened. This presentation
is not quite the human impact story that Neuman, Just,
and Crigler suggest. It is not, for instance, the story
of a family being evicted because they could not apply
for social security or an angry worker laid off because
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a trade agreement was not reached with Japan. Yet the
human impact frame is being evoked.

In light of the consequences, the conflict is pre-
sented as almost immoral and certainly silly. The moral
judgment on the conflict is presented most directly
through the words of others: the chaplain’s futile
prayer for divine intervention, the Republican’s com-
ment on the tooth fairy, and the vague “what anyone in
this town will tell you.” Neuman, Just, and Crigler
point out that reporters rarely make the moral judgment
themselves, but use Qquotations from others to express a
judgmental attitude. That is certainly true in this
case.

Strangely, the story never mentions that the conflict
is about basic economic choices the country is facing.
Behind the budget issues are issues about what we want
our government to spend on, how much we want our gov-
ernment to cost, and who should pay for it. It would
seem that of the five frames that Neuman, Just, and
Crigler present, the economic frame should be the most
important here. Perhaps this story could be framed even
more fundamentally in terms of policy discussion: that
is, a consideration of what we want our government to
do and how it should do it. Policy discussion, however,
seems sO rare in news stories as not to be mentioned by
Neuman, Just, and Crigler. As it is, even the economic
frame is totally absent. In fact, in leading into the
next story, Jennings dismisses the conflict between the
President and Congress as economically irrelevant: “De-
spite the Budget crisis, it was another good day on
Wall Street.”

The conflict frame has overwhelmed the presentation
of politics, with the politicians playing the role of
combative opponents so that they can get their sound-
bites and pictures on the news. The political stories
seem to have nothing to do with real issues, except
that us ordinary folk are left powerlessly to absorb
the impact. No wonder people are cynical. Even the re-
porters had a hard time keeping a straight face on this
story. Then again, they are the ones who tell these
stories, and we are the ones who watch them.
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The Process Continues

As Sandra handed in her paper that Friday morning, she remembered how
she had said just a few weeks before that these frames made perfect sense
and were a natural way to talk about the news. She suddenly realized that
she had switched her opinion entirely, that these weren’t the only way to tell
stories. At least for this story she wanted to hear more about the economics
and policy choices of welfare, the military, and all the other areas in which
the government spent money. Well, maybe which frames you chose did
make a difference. She decided that she would think more about that later.

It took over a week for the teaching assistant to read and grade the pa-
pers (Thanksgiving gave everyone a break), but Sandra was pleased with the
A she received. Even more, she was pleased with the steady string of mar-
ginal comments agreeing with what she said and with the final comment of
the teaching assistant:

Vour paper uses the analysis of the frames to go beyond the idea
of frames. You show how the frames used in this case make us won-
der about whether we are getting the full and real story. You show
how the politicians themselves play to the frames in ways that dis-
tort government activity. You show that journalists in producing
those frames also are cynical about them. And you show how this
whole process of news production makes us all cynical about what
we see of our government. Excellent work.

On the final paper for the course, Sandra followed up on the topic of
framing by examining the way futuristic talk about the Internet was framing
current discussion of the media. Since she felt she now understood much
more clearly what it meant to analyze something, she was much more confi-
dent when analyses were assigned in other classes. Thus this one paper was
part of her continuing interaction with the class and part of her own process
of growth.

1. In the process of developing her essay, at various times Sandra Mal-
owski came across different ideas, information, and methods that she
would use in her final paper. She also developed her own thoughts
and observations that she would later use. Go back over the story of
Sandra’s writing process and circle each place she ran across an idea
or piece of information or developed an insight that she would use in
her final paper. Where do each of these ideas, facts, observations, and
methods come from? How does she use each in the final paper?

2. The first part of this chapter presents ten typical processes of writing,
M but notes that for different pieces of writing not all may appear, or be
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in the same order, or be of the same importance. The processes may
even circle back and repeat. Go over the story of Sandra Malowski’s
paper and note in the margin wherever you see one of the following
processes at work. How important is each for Sandra’s paper? How
does she engage in each of the processes? How does each of the
processes relate to other processes that come before and after it?

1. The process of unfolding situations

The process of putting your goals and the task in focus
The process of developing ideas

The process of finding and gathering resources

The process of thinking through your materials

The process of planning and organizing your statement
The process of producing text

The process of making your sources explicit

The process of examining and improving text

0T NI PR

h

The process of receiving responses and moving on to the next
statement

Think of a paper or other piece of writing you recently wrote. Based
on the various processes presented in this chapter (particularly the
list of ten processes above), describe the processes that your paper
was part of and the processes by which the paper was produced.

Interview someone working in a field in which you might be inter-
ested for your career, and ask about their writing process for a spe-
cific kind of writing they do on the job. Questions should cover not
only the writing-up stage (planning, drafting, revising), but also the
earlier processes of recognizing that they are in a situation calling for
writing, of gathering information, of thinking through their ideas,
and so on. Use the list of ten processes to help you develop interview
questions. Then write up what you have found.
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In a few paragraphs reflect on how the availability of word processors,
spell checkers, and other electronic writing tools influences your writing
process. How do you use these tools? Is your writing process different
when electronic tools are not available? Which electronic tools do you not
use? Is that by choice or because of lack of familiarity? How might you
use electronic tools differently, more fully, or more effectively?






Journals and
Reflective Writing

AIMS OF THE CHAPTER

Reflective writing helps you make personal sense out of the rich, complex,
and confusing information you are learning, ideas you are confronting, and
people you are meeting. As the term implies, this writing is like a mirror,
giving you an opportunity to look at your developing self. This personal
connection increases your motivation, purpose, and involvement by help-
ing you define what you want to learn and say. This chapter encourages
you to explore both traditional forms of reflective writing and the new op-
portunities opened up by electronic communication.

KEY POINTS

1. Reflective writing is an opportunity to sort through learning and expe-
rience.

2. Journals provide space for examining your readings and thoughts in
great detail, following through on your observations in whichever way
strikes you as appropriate. When used as part of a course, journals help
teachers respond to your ideas.

3. Electronic mail, bulletin boards, and discussion groups allow you to ex-
plore your interests and engage in informal communication with other
students in the class, the instructor, and other people who share your
interests on campus and throughout the world.

QUESTIONS TO THINK ABOUT

® What people, ideas, courses, readings, or other experiences have made
you think new thoughts or wonder about new ideas? When and where
do you think about these new experiences?

® What experiences have you had writing a journal? In what ways was
the journal useful? In what ways did it seem forced or unnatural? What
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kinds of entries might best help you develop your feelings and
thoughts about your reading and learning?

B Have you ever used the Internet? What subjects might you like to ex-
plore in Internet discussion groups or World Wide Web information
sources?
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@@ ARich and Confusing Environment

College is a new environment. You are probably surrounded by a wider va-
riety of classmates than you experienced in high school — students of differ-
ent ethnicities and nationalities; students of different economic and social
backgrounds; students from more regions of the state, country, and the
world; students of more interests and accomplishments; older students re-
turning to school after varied experiences; and upperclassmen and graduate
students with developed knowledge and commitments. Your professors will
often be deeply involved in their areas of specialization, in ideas they have
pursued over time with their colleagues, and in projects that apply their
learning to improving various aspects of life. The readings you have been as-
signed in your courses will introduce you to new subjects and to deeper lev-
els of understanding of subjects with which you are already familiar. The
books and journals in the library and the bookstores provide opportunities to
pursue ideas and learning on your own in directions not limited by the cur-
riculum.

You also get to see special accomplishments and skills up close — the so-
ciology professor’s ability to analyze how people relate to each other, the lit-
erature professor’s ability to find the right expression, the philosopher’s
ability to cut to the heart of an argument, the architect’s ability to conceive of
a graceful and useful building, the government professor’s involvement in
state policy making. Many of your classmates may also have abilities, skills,
and knowledge you may admire — from the computer programming whiz
to the wrestling champion to the classmate who is just so witty. Seeing these
accomplishments may open your eyes to new goals and lead you to reassess
exactly where your best talents lie.

How do you make sense of all you come in contact with and set some di-
rections for yourself? Some questions will sort themselves out spontaneously
as you become involved in a heated discussion or suddenly want to do extra
reading for a course that fascinates you. Some instructors may encourage
you to think about your reaction to what you are learning through discussion
questions and informal assignments. They may be available for you to talk
with outside of class, during office hours, or even over coffee. Informal talk
with your friends and classmates also helps you sort through all the new
ideas and experiences you are confronting.
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@@ Using Writing for Reflection

Writing can also be used to think through the meaning of experiences. One
traditional method is to keep a journal where you consider the most puz-
zling, intriguing, or outrageous ideas you come across each day. E-mail dis-
cussion groups are another, newer way to try out ideas and write reflectively.
Almost all colleges now have electronic mail capabilities that students can
access from some terminals on campus once they establish an e-mail account.
On some colleges access is extremely easy from anywhere on campus, and all
students are preassigned e-mail accounts. Once you are on e-mail, you can
find discussion groups on many topics. Some of these are local to your cam-
pus, and others go worldwide.

Journal Writing

The journal, even when it is assigned as part of coursework, allows you to
step outside the usual channels of class communication to reflect on ideas in
a comfortable way:. It creates a personal space for you to pursue thoughts and
connections, develop critical perspectives on your readings and lectures,
make plans, and evaluate your goals with respect to projects, courses, and
the overall college experience.

Teachers assign journals as part of their classes to encourage several sorts
of reflection. They may want you to:

B Think about the ideas and information of the course and find what is rel-
evant to you

B See how the teachings of the course may be applied to your experi-
ences — such as how organizational theory explains what is going on in
your part-time job or how information from your zoology class helps
you identify insects in the fields beyond the edge of campus.

® (riticize the divergent viewpoints presented in the course

B Indicate what you find most interesting or most difficult in the course
materials, so that in class they can speak to the needs, interests, and
thinking of you and your classmates

Journals are assigned in many kinds of courses. Although the journal
provides an alternative to usual classroom communications, instructors of-
ten relate journal assignments to other classroom communications, as in a
reading journal, a planning journal, or a personal connections journal. In a
philosophy course, for example, a journal to develop arguments about ques-
tions raised in class provides an informal opportunity to practice the kind of
philosophic language that is being developed in the course and that you will
have to produce on exams and in papers. Because journals provide an infor-
mal space to explore ideas and reactions, you can use them to discover and
develop ideas that you may want to develop in more formal papers. Thus
journals are one of the key tools of invention, as described on page 75.
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@07 REVIEWING WRITING PROCESSES

Invention

cumstance. Invention is particularly necessary in college writing,

where your assignments often offer a wide range of possibilities that
you have to narrow to a single issue. For this you need a well-chosen pa-
per topic.

A successful paper topic balances several competing considerations.
First, it must be original and creative enough to hold your teacher’s inter-
est and set it apart from other students’ papers. At the same time, it must
show that you are familiar with the subject matter, and it must stick to the
limits set by the assignment. It must be complex enough to show substan-
tial thought yet not so complex that it cannot be covered in the assigned
length. Finally, it must interest you. The more important the subject is to
you, the more you will be committed to writing a strong paper.

Finding a good idea is not always easy, but journal writing helps. Jour-
nal writing is one of the best tools for invention, for it allows you to turn
thoughts over in your mind as you work through a course. When you are
given a specific assignment, you can then look back in your journal for
clues about topics that interested you that might fit the assignment. You
can also use the journal to test possible ideas for the assignment and see, in
a low-risk setting, where they might lead.

Another way to explore a topic area is to “brainstorm,” or to follow
loose, unstructured chains of association until you see connections you did
not see at first. For example, if you were given the assignment to write a
paper on an important issue in elementary education today, you might be-
gin listing everything that came to mind when you thought of the word
school, things such as teachers, blackboard, school buses, textbooks, and school
lunch. The last term, school lunch, might produce another chain of associa-
tions like the following: high prices, free lunch programs, students who need
support. This might lead to a question that indeed raises a major issue for
the future of education: Will the learning abilities of students from poor

Invention is the art of finding what you want to say or write in any cir-

Image removed for copyright reasons.
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families be hurt when child support and school support programs are cut
back, and won’t that impairment of learning help keep the students in
poverty?

The primary purpose of a brainstorming session, whether alone or
with others, is to produce a large quantity of ideas — most of which will
never be used in a final paper. Many ideas that don’t seem appropriate at
first should still be put down because you can never know which ideas
will trigger associations that might ultimately be very productive. A
ridiculous-sounding notion may well be a dead end, but it might also be
the starting point of a good paper topic.

@@ Three Students’ Reading Journals

Here are three examples of journal entries written for an introductory phi-
losophy course, all based on a single passage by Lao Tzu, a Chinese philoso-
pher who lived in the sixth century B.C. In the first journal entry the student
considers the meaning of the text by examining the meaning of difficult
phrases and sentences. In the second the student thinks about the single
philosophic concept of opposites. The last entry is more personal and open-
ended. Although all three take on different tasks, in each the student devel-
ops a fuller understanding of the passage and how it relates to his or her own
thinking.
Here is the passage by Lao Tzu.

The whole world recognizes the beautiful as the beautiful, yet this
is only the ugly; the whole world recognizes the good as the good,
yet this is only the bad.

Thus Something and Nothing produce each other;
The difficult and the easy complement each other;
The long and the short off-set each other;

The high and the low incline towards each other;
Note and sound harmonize with each other;
Before and after follow each other.

Therefore the sage keeps to the deed that consists in taking no ac-
tion and practices the teaching that uses no words.

The myriad creatures rise from it yet it claims no authority;
It gives them life yet claims no possession;

It benefits them yet exacts no gratitude;

It accomplishes its task yet lays claim to no merit.

It is because it lays claim to no merit

That its merit never deserts it.

From Tao Te Ching by Lao Tzu, trans. D. C. Lau (New York: Penguin, 1963) 58.
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Lao Tzu, founder of the
Chinese religion of
Taoism, was author of
the Tao Te Ching.

Image removed for copyright reasons.

(Finding the Meaning of the Text)

This passage seems like a poem built on contradictions
and paradoxes. The problem in understanding this pas-
sage seems to be to see how these contradictions and
opposites can make sense. Lao Tzu begins this passage
by stating that what is seen as beautiful is really
ugly and that what is recognized as good is really
“only the bad.” While these statements seem confusing
at first, his use of the phrase “the whole world recog-
nizes . . .” before both good and beautiful suggests that
the world does not recognize true beauty or true good-
ness. Most people, he seems to say, do not have a cor-
rect idea of either morality or beauty, so we should
not trust their opinions or perceptions.

Later, the author lists a series of opposites such
as “something and nothing,” “difficult and easy,” “long
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and short,” and “high and low.” In very poetic fashion,
he states that each of these contradictory terms is
somehow involved in the other: “something and nothing
produce each other,” “the long and the short off-set
each other,” and so on. These paradoxes make us think
about how supposedly opposite things are actually simi-
lar. Long and short are both about length, and actually
they help define each other, for without knowing what is
long, how could you know what is short?

Finally, Lao Tzu writes about a “deed that consists
in taking no action and practices the teaching that
uses no words.” This mysterious deed is something that
gives life to “the myriad of creatures” yet “claims no
authority”— something that “accomplishes its task” yet
it “claims no merit.” These final statements appear il-
logical because what kind of deed is not done and what
teaching has no words? It seems that this kind of mys-
terious deed is something he is recommending to us. But
it is also a puzzle as to what we should do. How can we
follow his recommendation if we don’t take action?

The three major parts of this passage contain three
different kinds of statements that illustrate the prin-
ciples of Taoism that we have been studying in class.
The first part of the poem suggests that the majority of
people don’t perceive reality correctly, the second
suggests that things we consider opposite are actually
connected (like Yin and Yang), and the third suggests
that we need to find a way of acting which does not try
to control situations, that blends into its surround-
ings. All of these points go along with the philosophy
of Lao Tzu and illustrate some of the important princi-
ples at the heart of his teachings.

Journal Entry 2 (Philosophical Interpretation)

The assigned reading by Lao Tzu touches on a number of
the philosophical questions we have been studying this
term. One of the most important subjects he treats is
the nature of opposition. By including a series of op-
posite terms — such as something/nothing, difficult/easy,
long/short, and high/low— and asking us to consider the
way they are connected to each other, Lao Tzu forces us
to reexamine our conception of what it means to be an
“opposite.” For Lao Tzu, opposites are not things that
are unrelated, as they are for most of us, but things
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that are closely related to and cannot exist without
each other.

As an example of this principle, we can look at the
opposition between “cold” and “hot.” We generally con-
sider these terms to be opposites, but, in reality,
they can only have meaning in reference to each other.
Something that is cold is something that is not hot,
and vice versa. If we were to remove either of these
concepts from our society, we would also have to remove
the other, since, if nobody had any idea of what it
meant to be hot, they could not possibly understand
what it means to be cold, since coldness is really
nothing more than the absence of heat.

Maybe what Lao Tzu is trying to get across in this
passage is that, if we want to experience things in
life that we consider “good,” we must also be willing
to experience things that we consider “bad,” since all
of the concepts that make up this opposition depend on
each other. Many people think it would be nice to live
in a world without cold, darkness, ugliness, falsehood,
and evil. However, what Lao Tzu says to these people is
that, without these things, there could never be any
warmth, light, beauty, truth, or goodness.

On the other hand, it may be that he thinks we are
too concerned with either side of the opposites. Maybe
it doesn’t matter so much whether something is hot or
cold or if it is beautiful or ugly, because each are
alike, as he says. This would certainly fit with his
ideas about not taking action and not using words. That
is, we shouldn’t try to make things one thing or an-
other, but just take them as they are.

Journal Entry 3 (Personal Response)

I found this passage by Lao Tzu to be very confusing.
All of his talk about something being nothing and long
being short seemed like a lot of philosophic mumbo-
jumbo. The last part of the poem, about something that
“gives people life yet claims no possession” and “bene-
fits them yet exacts no gratitude” was even more confus-
ing, since it was difficult to understand what this “It”
was. I had to read the whole passage three or four
times before I started to understand it at all, and I'm
still not sure that I have it right.
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But, after I read it over and over again, I started
to see a few of the things that he seemed to be saying.
In the first half of the poem especially, I think that
Lao Tzu wants us to see that words like “difficult” and
“easy,” or “high” and “low” aren’t always opposites. In
fact, they are words that can refer to the very same
thing depending on who is speaking. For example, I am
very good at English and not very good at math, so what
is easy to me (like writing a paper) may be very diffi-
cult for someone else, and what is difficult for me
(like balancing a checkbook) may be a snap for them.
This difference does not mean that either one of us is
right in our perceptions of what is hard or easy, just
that our perceptions are different.

I can think of lots of times when I have used a word
in a way that seemed clear, only to find out that the
person I was talking to understood something very dif-
ferent. A lot of times, this kind of misunderstanding
leads to arguments because one person wants to prove
that their idea is the right one. I think that one of
the most important things that Lao Tzu teaches us is
that perceptions can be different without anyone being
right or wrong.

h”nkmg 1. What purpose does each student have in writing the journal entry?
How do the purposes differ? Do the purposes in any way overlap or
About converge?
Studenf 2. In each of the three journals, which terms or phrases do each of the
i students find most puzzling? Which do they find most revealing?
Wf 1 t’ng How do the three students focus attention differently?

3. What interpretation or conclusion does each student come to? Are
these conclusions similar or consistent? How do they differ? In what
way do the differences in conclusion arise from different purposes,
different focuses of attention, and different ways of thinking about
the passage from Lao Tzu?

In each journal entry, the personal reflection was framed by the reading
assignment and the journal writing assignment. Within that assigned frame,
students pursued their own ways of thinking about the ideas. As they saw
what they wrote, they could recognize issues that concerned and puzzled
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them, which they might want to follow up on, and how and whether their in-
terest in philosophy was developing.

The teacher, reading the journals later, responded by using student ex-
amples in class to create more engaging discussions, by moving the class dis-
cussion toward issues and concerns expressed by students, by suggesting
readings the students might find relevant, and by returning personal com-
ments to the journals. The journal changed the general dynamic of the class.

The journal also provides a place for you to test out ideas that you might
use in later, more formal assignments. If the instructor reads and comments
on your journal, you can use the feedback to focus and develop your ideas
further. You can even use the journal to ask the instructor to clarify the as-
signment or respond to your ideas.

@ ® Guidelines for Journals

In assigning journals, teachers usually discuss their expectations and may
provide examples from previous classes. Beyond the formal or informal
guidelines your teachers establish, consider the following general sugges-
tions for using journals:

1. Write as though talking to yourself or a close friend. The more you find
the level of language that is closest to the way you think personally, the more
you will be able to make the connection between what you are learning and
those ideas and experiences that are closest to you.

2. Dare to be original — Dare to be stupid — Dare to get involved. Don'’t
censor what you are thinking ahead of time. A direction that at first looks and
feels either outrageous or silly may turn into something quite focused, re-
spectable, and strong as you work through your ideas.

3. Don't be afraid to argue. 1f your ideas begin with a negative reaction to
what you read, express that negative thought. The criticism may become
more focused, fully developed, and forceful as you work through what you
think. You may find that your first negative reaction is only an initial resis-
tance that you overcome as you think through the reading, or that it is lead-
ing to an important idea in itself. In any case, since this is a personal journal,
a candid expression of dislike will not immediately require you to get in-
volved in a major public debate. Moreover, in the academic world argument
and disagreement are not necessarily insults or rudeness; they can be ways of
cooperating in making ideas better and advancing knowledge.

4. Make connections to other ideas, personal experiences, other courses, and
readings. Specific examples and more general ideas can help illuminate
each other. As you see how one idea or experience relates to another, you
start to expand your understanding of both things. Through comparisons
you can start to see more details in both and distinctions between the two.
You can find general patterns or conceptual links. You may start seeing how
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even more ideas and experiences may be connected to create a broader vision
of the subject.

5. Try new ways of saying things. Find ways to discuss what you are
reading, experiencing, or thinking that differ from your previous ways of
writing. You will then see events in different perspectives and make more
connections among ideas. A useful approach is to put material in different
frames, as in describing a historical event in legal terms. Or you could de-
scribe the feelings of a character using a sentimental, emotional vocabulary
that the character uses, but which is totally alien to you. There are many
other interesting ways of saying things. You can make lists of political strate-
gies described in different campaigns in different parts of the textbook, or
draw diagrams showing how two species of plants might have similar leaf
structure. Varied kinds of representations may help tap more deeply into
your way of thinking and may provide novel ways for you to expand your
thoughts.

6. Keep your pen moving. Since a journal is not a formal public presenta-
tion, you don’t need to worry if everything makes sense or is stated well.
Keep on writing, even if you feel you have little to say. As your pen moves,
one word may lead to another, one thought may touch off a deeper or more
interesting one. Don’t let temporary breaks or distractions break your mental
link with the ideas unfolding on the journal page. Trust the process of writ-
ing.

7. Follow through on your thoughts and keep extending them. It is easy once
you have an interesting idea to step back, admire it, and say that’s enough for
today. But an idea identified in a few sentences or a paragraph may be the
opening to something much bigger and broader, so stopping after your first
statement will not take you as far as you may be able to go. Find ways to con-
tinue with the thought. Perhaps you might explain each part in greater detail,
find an instance where the idea would apply, or locate a good example of it.
You could compare it to some alternate point of view. You can ask where the
idea specifically links up with the things you have been reading. If you find
yourself stuck on how to expand your idea, make up an appropriate question
and then try to answer it.

8. Read back in the journal, reflecting on what you have thought and how you
are using the journal. This reflection will lead you to explore your thoughts
in greater depth, see patterns, locate areas of interest you want to explore, re-
member your best ideas, and use your journal even more effectively. You
may then want to make a new entry commenting on what you found.

9. Make writing the journal a regular habit. 1f you set a time every day for
writing journals, you will get better at it. Thoughts will come. You will also
come to pay attention to the stray relevant thoughts that occur in the course
of the day, as you say to yourself, “I have to remember that for when I write
my journal tonight.”

You may, of course, keep a journal even when none is assigned. Since it
is time-consuming to keep up with a journal every day in every course, you
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might want to keep a single journal, writing about whichever course or ex-
perience each day is most on your mind. Or you may choose to keep journals
for those one or two courses in which you are most involved. By articulating
your ideas and being able to look them over on paper, you will be able to take
them farther. Moreover, you will have more developed things to say in class,
and you may want to speak to the teacher after class about some thought you
are developing in your journals. Teachers generally respond positively to any
student interested enough in their course to keep a journal.

Another approach is to target a single course in which you are having
difficulty getting involved. By keeping a journal, you may start to find a way
to become more interested. You may figure out just why you don’t find much
in the course or have trouble with it. Then you can use this knowledge to ad-
dress and, perhaps, resolve the problem.

@0 NEWS FROM THE FIELD

Richard Rodriguez’s Reading Journal

n his autobiography Hunger of Memory, Richard Rodriguez describes
Ihis early attempts at reading and writing about the great classics of lit-

erature. Though he did not know it at the time, young Rodriguez was
using many of the strategies of the reading journal in his early childhood
education. Even though his early approaches to reading later seemed to
him a bit naive, his reading notebooks gave him the chance to express and
develop his thoughts about his reading. As he started to sense that there
was more to reading than he was able to express, looking back on his early
journals helped focus his dissatisfaction and drive him on to find more ma-
ture ways of understanding. After all, only by recognizing that there was
something more to his reading than he was able to say could he challenge
himself to deeper views.

Excerpt removed for copyright reasons.
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Excerpt removed for copyright reasons.

From Richard Rodriguez. The Hunger of Memory: The Education of Richard Rodriguez (New
York, Bantam, 1982) 62.

I JOURNALS FOR YOUR SELF, JOURNALS
SIgnments FOR YOUR COURSES

1. For two weeks keep a daily journal about the interesting, admirable,
or odd things you come across in college. You may comment on peo-
ple, ideas that occur to you, ideas and information from assigned
books, comments from teachers or classmates, or anything else that
attracts your attention.

2. Select one of your courses in which you do a substantial amount of
reading. For two weeks keep a journal in which you respond to ideas
and information you come across in that reading. Try to connect the
reading material with ideas, concerns, or experiences you have had
outside the course.

3. The following passages all reflect on the role of reading and learning
in people’s lives. Use them to prompt your own thoughts about your

own experience. Write a journal entry on one of the following pas-
sages about learning and literacy.
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A. From Mike Rose, Lives on the Boundary (New York: Free Press, 1989).
Mike Rose, a noted teacher of writing, describes his own uninspiring ex-
perience as a student in an unchallenging situation.

Excerpt removed for copyright reasons.

B. From The Autobiography of Malcolm X (New York: Penguin, 1968). Mal-
colm X describes how he got his real education through reading when he
was in prison for armed robbery.

My alma mater was books, a good library. Every time I catch a
plane, I have with me a book that I want to read — and that’s a
lot of books these days. If I weren’t out here every day battling
the white man, I could spend the rest of my life reading, just sat-
isfying my curiosity — because you can hardly mention anything
I’'m not curious about. I don’t think anybody ever got more out of
going to prison than I did. In fact, prison enabled me to study far
more intensively than I would have if my life had gone differ-
ently and I had attended some college. I imagine that one of the
biggest troubles with colleges is that there are too many distrac-
tions, too much panty-raiding, fraternities, and boola-boola and
all of that. Where else but in prison could I have attacked my ig-
norance by being able to study intensely sometimes as much as
fifteen hours a day? (275)
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C. From Alan Bloom, The Closing of the American Mind (New York: Simon
& Schuster, 1987). Alan Bloom complains that students today are harmed
by not being exposed to the great thinkers. As a result they are left to get
their ideas from popular entertainment.

Lack of education simply results in students’ seeking for enlight-
enment wherever it is readily available, without being able to dis-
tinguish between the sublime and trash, insight and propaganda.
For the most part students turn to the movies, ready prey to in-
terested moralisms such as the depictions of Gandhi or Thomas
Moore — largely designed to further passing political move-
ments and appeal to simplistic needs for greatness — or insinuat-
ing flattery of their secret aspirations and vices, giving them a
sense of significance. Kramer vs Kramer [a 1978 movie starring
Dustin Hoffman and Meryl Streep] may be up-to-date about di-
vorces and sex roles, but anyone who does not have Anna Karen-
ina or The Red and the Black [classic nineteenth-century novels, by
Leo Tolstoy and Stendhal, respectively] as part of his viewing
equipment cannot sense what might be lacking, or the difference
between an honest presentation and an excuse in consciousness-
raising, trashy sentimentality, and elevated sentiment.

D. From Jean-Franqois Lyotard, The Postmodern Condition (Minneapolis:
University of Minnesota Press, 1984). The French philosopher Jean-
Frangois Lyotard discusses how information and knowledge have be-
come part of the economic system of production.

It is widely accepted that knowledge has become the principal
force of production over the last few decades; this has already
had a noticeable effect on the composition of the work force of
the most highly developed countries and constitutes the major
bottleneck for the developing countries. In the postindustrial and
postmodern age, science will maintain and no doubt strengthen
its preeminence in the arsenal of productive capacities of the
nation-states. Indeed, this situation is one of the reasons leading
to the conclusion that the gap between developed and develop-
ing countries will grow even wider in the future.

But this aspect of the problem should not be allowed to over-
shadow the other, which is complementary to it. Knowledge in
the form of an informational commodity indispensable to pro-
ductive power is already, and will continue to be, a major — per-
haps the major — stake in the worldwide competition for power.
It is conceivable that the nation-states will one day fight for con-
trol of information, just as they once battled in the past for con-
trol over territory, and afterwards for control of access to and
exploitation of raw materials and cheap labor. A new field is
opened for industrial and commercial strategies on the one hand,
and political and military strategies on the other. (4-5)



Part Two Thriving in the Classroom

Writer Zora Neale
Hurston’s
(1891-1960) best-
known works are her
novel Their Eyes
Were Watching God
and her auto-
biography Dust
Tracks on a Road.

E. From Zora Neale Hurston, Dust Tracks on a Road (1942) (New York:
Harper and Row, 1984). The novelist Zora Neale Hurston describes some
of the reading that moved her deeply when she was a child.

Excerpt removed for copyright reasons.

Image removed for copyright reasons.
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Excerpt removed for copyright reasons.
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Q@@

Electronic Discussion Groups

Computer networks have brought new possibilities of personal communica-
tion. Individuals and people sharing a special interest can now communicate
locally and internationally. For teachers designing courses, these networks
allow greater access to more materials, give students more chances for inter-
action, and allow students to develop individualized interests and knowl-
edge. At the present, electroniccommunication has been used in education to
supplement traditional channels of communication, but over time more and
more discussions, lectures, readings, and projects are likely to be mediated
through electronic means. These trends are already well under way.

A basic kind of electronic communication is electronic mail (e-mail) —
simply a message sent from one computer terminal to another over some net-
work or telephone line. The message can flow from one office to the next,
from a computer laboratory to a professor’s office, from your home com-
puter via modem to a central university computer (where other classmates
can log on), or from your computer to an international network of people in-
terested in similar subjects. It is a kind of electronic phone message but with
certain advantages. You don’t have to wait until it is convenient for the other
person to be at the other end of the line — you can send the message when-
ever you want, and the other person can read and respond whenever he or
she wants. You can also send the message to several people or a whole group
on an electronic list simultaneously. Further, in many systems you can send
long documents as well as short messages, so that, for example, in the mid-
dle of writing your paper, you can e-mail a question to your teacher and at-
tach a rough draft of the relevant section; the teacher, when he or she next
checks e-mail, can then get back to you with a quick response to help you
with revision.

Within the context of courses, e-mail can facilitate communication be-
tween teacher and student and among students. Increasingly teachers pro-
vide students with their e-mail addresses and sometimes hand out e-mail
directories for the entire class. On the most basic level, this access lets you ask
teachers questions about the assignments or ideas you have. Similarly, e-mail
allows you to contact classmates between classes to ask questions, coordinate
projects, set up meetings, share notes, and even collaborate in writing as-
signed group reports.

Since details of local computer systems vary and are developing rapidly,
this chapter offers no specific directions. Moreover, because interfaces are
getting simpler and more user-friendly, soon most systems will probably be
almost self-explanatory. Generally, however, once you log on, a simple com-
mand will show which messages are waiting for you to read and another
simple command will allow you to reply or write a new message. Once you
are in a message-writing mode, you are presented with a memo format,
where you fill in the e-mail address you want the message sent to, the ad-
dresses of anyone who should receive a copy, and a topic headline. Then, in
the appropriate space, you type in your message. Depending on the system,
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you may be limited in the length of the message and on the format you must
follow. Moreover, the simplicity and means of editing your message will de-
pend on the system you are working with, although these are getting easier
to use every day.

E-mail can be sent out to individuals at their individual addresses or to
groups whose addresses are gathered in group addresses known as lists. List-
serves are the central computers through which all the mail to a list is routed.
On most mailing systems you can also make your own group-mailing list by
creating what is known as a group alias; then whenever you send mail to the
group alias it will go to all the individuals who are part of it. Through slightly
different procedures messages also can be posted to electronic bulletin boards
and newsgroups, which anyone can then access and read at a later time.

Local Area Networks and Class Discussions

Electronic communication offers new ways to carry on class discussions as
well, and teachers are increasingly using them in courses. Local area net-
works (LANSs) allow communication among a limited number of terminals,
and electronic classrooms are increasingly hooked up in LANs. Through
LANsS teachers can supervise individual work from a central location or can
make an individual student’s work available on all students’ terminals or on
a central display screen for general discussion. These procedures are particu-
larly useful in writing classes.

Networks also allow messages to be displayed on all terminals, making
it possible for all students sitting at their separate terminals to talk with each
other. The teacher may begin an electronic discussion by presenting a ques-
tion to consider, posing a problem to be solved by the class, or posting on the
network a text to be discussed by the class. Students then post their com-
ments, responding to questions or to the comments of other students as the
discussion unfolds, just as in an ordinary discussion.

Such electronic discussion has proven to be extremely involving for stu-
dents. All students can respond simultaneously without worrying about
waiting until being called on or interrupting each other, and all can develop
extended answers that are thought through, without the pressure of holding
the floor in a classroom. Moreover, because all students can examine each
other’s comments at length, look back on them, and write in response to any
comment instead of just the most recent things said, comments can be more
directed from one student to another. In this manner students can develop
their own thinking and responses in a less intimidating setting, and at the
same time gain large amounts of feedback and become part of an involved
discussion. At the end of class students can obtain a transcript of the day’s
session in either electronic or paper form. These archival transcripts may be
useful as starting points for more formal essays on the subjects discussed.

Because such electronic discussions frequently create their own dynam-
ics, with little need for direct and constant teacher intervention, teachers can
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take a less central role, and students in responding to each other are not un-
der constant pressure of evaluation and communicating with the teacher.
Teachers sometimes decrease the pressure further by allowing the students
to use pseudonyms so that no one knows who is the source of any comment.

To create opportunities for further communication in group projects,
teachers can set up specific structures for interaction using special software.
For example, small electronic discussion groups can be set up for work
teams. In these teams each student is expected to comment on the drafts of
the other students’ papers, and the other students are then to revise in light
of students’ comments. Software programs such as Storyspace, Commonspace,
Commentary, and Engineer’s Notebook allow students to attach messages to
each other’s messages or to comment on a shared text.

@@ Electronic Links

Messages may be distributed through various kinds of networks. A LAN
links up all the computers and terminals within a single classroom, building,
or business or college. These local networks may then be hooked into a large
international network known as the Internet, which links up universities,
businesses, governments, and private users around the world. In recent
years it has grown explosively and no doubt will continue to change rapidly.

Electronic mail (or e-mail), one of the main uses of the Internet, allows
you to keep in contact with friends and people of similar interests both on
campus and throughout the world. Electronic discussion groups are an espe-
cially good way to explore your interests, articulate your own thoughts,
come in contact with other people’s thoughts on these subjects, and get oth-
ers’ responses to your own thoughts. These discussion groups, which are or-
ganized in listserve, newsgroup, and bulletin board formats, cover a wide
range of topics, from environmental concerns and political action to science
fiction fan clubs and guitar-playing technique. The World Wide Web, which
we will discuss as an informational source in Chapters 7 and 11, is also be-
coming a site for personal expression and interaction, especially as individu-
als create home-pages, which present an identity for others to visit and offer
links to other pages that the individual finds interesting.

Whereas the Internet provides many opportunities for out-of-class ex-
ploration, some teachers may encourage you to log on to specific subject-
related bulletin boards, discussion groups, and listserves. Discussion groups
allow anyone who logs on to initiate comments or questions or to follow up
on previous comments, as long as they remain relevant to the topic and for-
mat defined for that board or network. Often there will be specific Netiquettes
(or network etiquettes) defined for participation (see page 92).
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@ NEWS FROM THE FIELD

Brief Guide to Netiquette

Ithough most of the traffic on the Internet is unregulated and un-
A monitored, members of the electronic community have developed

a set of informal rules, or network etiquette, collectively referred to
as “netiquette,” to govern private and public correspondence on the Inter-
net. Most netiquette conventions are simply the rules of polite conversa-
tion moved into the electronic community; however, there are a number of
rules that are unique to the e-mail networks, and first-time users often vi-
olate the rules of netiquette innocently when they begin posting to news-
groups or discussion lists. A naive electronic mistake will usually be
tolerated by more experienced users; however, flagrant and repeated vio-
lations of netiquette, when reported to local systems administrators, can
jeopardize a computer user’s Internet privileges. Below are some of the
most common netiquette conventions.

1. Always remember that the people you are responding to are human
beings and that electronic communications usually can’t convey your
precise intentions. Be sensitive to the fact that what to you may seem
like a reasonable, dispassionate objection may be taken as a personal
attack, while, on the other hand, posted messages (known as posts)
that you consider hostile and sarcastic are probably not intended to
be so. Also, avoid writing in ALL CAPS except for special emphasis;
this is generally seen as the Internet version of shouting.

2. Keep posts and messages short and to the point, and avoid posting
unnecessarily. Most readers of the newsgroup have a limited amount
of time to devote to electronic networking, and many home users
must pay a fee for every message they receive. Also avoid having ex-
tended private conversations on public bulletin boards, posting mes-
sages that do not fit with the focus of the newsgroup, and quoting
large blocks of a previous post in a response.

3. Never forward private correspondence to a newsgroup or to another
individual without permission of the author; this is considered ex-
tremely bad netiquette. At the same time, remember that it is easy for
someone else to forward your e-mail if he or she wants to. Anything
you write to anyone could potentially be read by hundreds of thou-
sands of people within minutes of your posting it. So it is a good idea
not to say anything on e-mail — especially in a public forum — that
you would not want generally attributed to you.

4. Always sign your posts, and never try to remove your name or ad-
dress from your header. Don't post to newsgroups anonymously or
use anonymous mail to threaten or harass others. Anonymous post-
ings and letters are considered extremely rude, and could very possi-
bly cause you to lose your e-mail privileges.
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5. Do not use newsgroups to post unauthorized commercial announce-
ments. A number of USENET groups are specifically designed to ad-
vertise certain items for sale. Use these when appropriate, but do not
use other groups or mailing lists to advertise products or services for
sale. Occasionally, the Internet has been used to forward illegal chain
letters or advance pyramid schemes. Such actions are almost always
dealt with severely by newsgroup moderators and systems adminis-

trators.

@ The Reflective and Reflected Self

etting
Involved
Electronically

As you find ways to state and develop your thoughts in relation to what you
are learning in college, your sense of who you are in college, why you are
there, and what you are gaining from your various studies will grow. Re-
flecting on your situation, learning, and interests will focus your concerns,
consolidate your knowledge, and direct your energies. Moreover, you can
look back on what you say to gain a conscious awareness of where you are
going,.

Even further, you get the stimulus of responses, challenges, and ques-
tions — all of which give you more to think about and respond to. Since oth-
ers’ challenges and questions are responses to what you have shared, their
comments are as relevant to you as they can be. In seeing how others respond
to your thinking, you come to understand how your thoughts are reflected
through other people’s perceptions and minds. In seeing how you are re-
flected through the people around you, you can gain an even deeper insight
into where you are and how you are coming into being in that place.

After exploring the local and Internet resources available to you, identify
several bulletin boards, newsgroups, or listserves that speak to your in-
terests. Log on to two or three of them and follow them for several days.
Find out if they have a FAQs (Frequently Asked Questions) List, and read
through it if they have one. After you get a sense of the discussions, post
a comment on one of them.



Notes and Summaries:
Writing to Remember

AIMS OF THE CHAPTER

This chapter shows how writing and other acts of communication are es-
sential parts of retaining and recalling information. Writing helps make
facts meaningful and connected. Moreover, to be useful, memories need to
be recalled and communicated at moments when they are needed. So the
ability to produce statements of information at the appropriate time is a
crucial part of the memory process.

KEY POINTS

1. Many tasks in college depend on remembering information and ideas.
Restating information and ideas actively through writing can help you
remember what you are learning.

2. Memory is helped by grouping pieces of information, connecting infor-
mation with ideas, finding patterns in the knowledge, applying knowl-
edge actively in situations, and finding personal connections with the
information. Writing can aid in each of these processes.

3. Rewriting notes in various formats, creating diagrams and charts, using
computers to take and rearrange notes, and writing summaries are dif-
ferent ways of representing what you are learning.

QUESTIONS TO THINK ABOUT

® When have you had to remember a lot of information? What was easy
and what was difficult about the experience? What techniques helped
you remember? Which were most useful? Which least?

®m What subjects in or out of school do you remember most about? Which
subjects or kinds of material have you had the hardest time remember-
ing?
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8 Which books have you written about for school or other situations?
How much do you remember about these works? How does that com-
pare with what you remember about books you have read at around
the same time, but not written about?

T I R A

Your main task in many courses is to become familiar with a body of
information. Success in such courses consists of your remembering and dis-
playing the information at appropriate times, usually in written examina-
tions. In this manner you may have been asked to learn the major historical
events in nineteenth-century America, the standard spellings of English
words, the various species of animals along with their characteristics and life
cycles, or the opinions advanced by various philosophers.

Writing enters into memory tasks in two ways: in learning the material
and in demonstrating that you know and understand it. To explore the first
part, how writing helps learning, we need to see how writing helps one re-
member important details and overall meaning. To explore the second part,
the demonstration of knowledge, we need to look into how writing can con-
nect information, allowing you to display to the instructor both detailed fac-
tual knowledge and understanding of relationships. This chapter focuses on
learning and remembering; the next chapter focuses on displaying remem-
bered knowledge.

Memory and display are closely linked. If you can express information
fully and in your own words, your knowledge of it is firmer and more long-
lasting. In expressing the material, you become attuned to details and to dis-
tinctions, which in turn help you express the material in a richer and more
engaged way. That is, learning to draw the picture and learning the details of
what you are drawing are so interlinked as to be simultaneous. This process
becomes all the more intense and successful if you are personally engaged in
the picture, which you find both interesting and important.

The skills of being able to represent your knowledge in writing are at the
heart of success in college. In some courses almost all your writing will be to
reproduce information presented in lectures, textbooks, and other readings.
The greater writing challenges of analysis, synthesis, problem solution, and
argument, presented in the later chapters of this book, also require mastery
of focused and efficient representation of facts and ideas from your reading.
Success in doing these more complex forms of writing about knowledge de-
pends on your ability to first represent that knowledge when and where you
need it. You can’t analyze the structure of political power in the ancient
Mayan state without being able to describe the facts of Mayan life and theo-
ries of political power. You can’t propose a convincing solution to an envi-
ronmental problem unless you can present all the relevant data and clearly
identify what causes what. More complex writing tasks build on more fun-
damental tasks.
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@ ® Methods for Remembering

Nineteenth-century
phrenologists believed
that each part of the
brain housed specific
kinds of thoughts.

Psychologists still do not know exactly how memory works. In fact, memory
seems to be many different kinds of things that work in different ways. Re-
membering an amusing story at an appropriate time in a conversation is not
quite like your fingers remembering how much to turn up the volume dial on
your radio, nor remembering where you left your keys, nor remembering
your early childhood games. In college, however, you are concerned with a
particular kind of memory — being able to reproduce information that you
heard in lecture or read in your textbook under exam conditions and to recall
relevant ideas and information as you are thinking through papers. Al-
though psychologists do not fully understand how this “school memory”

Image removed for copyright reasons.
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works, the active restatement of information in writing is definitely one of
the things that improves retention. Each of the following proven methods of
improving memory involves restatement of information and can involve
writing as part of the restatement process.

1. Using mnemonics. Disjointed lists of information are hard to learn.
Most people have only a limited capacity to remember items from a list that
has no organization. This is why most of us can only remember a very few
phone numbers — the few that are most important to us. Mnemonics (mem-
ory devices), such as the rhyme for the length of the months, words whose
first initials spell out some concept (such as FACE and Every Good Boy Does
Fine for the spaces and lines of the treble clef in music) or phone numbers
that spell out words (such as 1-800-Buy-This) are frequently used to turn a
disorganized list into a single coherent item.

2. Chunking. The grouping of separate items into larger units, known
as chunking, allows you to put several related items in a single place in your
memory. Thus your phone area code, although three digits, is usually re-
membered as a single number. Outlines and organized lists, paragraph clus-
tering of information on a related topic, and other writing devices that pull
information together in groups can help you chunk information and so re-
member it.

3. Making meaningful patterns and connections among facts. Organizing
material within chunks in meaningful ways and then connecting chunks in
larger meaningful patterns helps you remember more. Writing allows you to
connect information in larger meaningful patterns. Combining written infor-
mation and visual images is particularly useful.

4. Developing generalizations. ~As you organize, chunk, pattern, and con-
nect information, you will be reflecting on what these various parts add up
to. You will be putting the ideas and information into categories and formu-
lating general statements that bring out the similarities among various pieces
of information. The more you are able to identify and articulate these cate-
gories and generalizations, the more you will be able to create a sharply de-
fined picture and to place and locate information within that picture.

5. Learning by doing. Your knowledge becomes more certain the more
you use and apply that knowledge actively. Thus if you use economics prin-
ciples to make decisions for a small business, you are more likely to remem-
ber them than if you are simply studying them from a book. Similarly,
hands-on work with a computer helps you make sense of and remember the
instructions in the computer manual.

6. Repeating. Repetition works for both intellectual knowledge and me-
chanical tasks. If you must remember some facts and phrases precisely, such
as names of species or foreign language vocabulary, saying and writing the
items repeatedly does help. However, if the meaning is more important than
the exact words, it will help to repeat the meaning in different words. Thus
the more you write about a poem or a series of historical events or chemical
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processes, the better you are likely to remember them. This writing may be
informal and personal as you think through a subject in journals or notes, or
it may be more formal, as in summaries, descriptions, or essays. No matter
what the format, the more you review the information in your mind, think
about it, and write about it, the better you will know it. This simple and ob-
vious point is often overlooked, but you will find that the material you wind
up knowing best is likely to be precisely that material you have written
about.

7. Identifying personal interest and motivation. When you are interested
in some material, you attend both to its details and to the meaning it conveys.
Writing about the information will increase this involvement by giving you
more opportunities to locate the personal value and relevance of the mater-
ial.

8. Learning in the environment where you will use the information. Learn-
ing the material in the way you are likely to need, use, or reproduce it will
make the information easier to recall. For example, learning the parts of an
engine as you are repairing those parts will help you associate the names
with the activity. However, they will still be hard to remember when you are
sitting with a blank page in an exam room. Therefore, whenever you have to
remember something for a paper-and-pencil exam situation, it is best to prac-
tice remembering it in a practice exam situation.

All these ways of improving memory suggest that we know best what
we actively use, especially if we make sense of the information as we use it
and establish personal connections to it.

Describe a course where you currently have to learn a large amount of
factual information. What kinds of information do you have to learn? Up
to now what methods have you used to remember this information?
What do you feel has been most successful, and what least? Are there any
new methods you would like to try?
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@xercises REMEMBERING

1:

Using mnemonics. According to the 25th Amendment, if the President
of the United States should die or become incapacitated, seventeen
elected or appointed public officials would, in turn, succeed to the
presidency. Imagine that you will need to re-create this chart on a
test, and create a mnemonic device (or perhaps several) based on one
key letter or initial in each item on the list.

Vice President

Speaker of the House

President Pro Tempore of the Senate

Secretary of State

Secretary of the Treasury

Secretary of Defense

Attorney General

Secretary of the Interior

Secretary of Agriculture

Secretary of Commerce

Secretary of Labor

Secretary of Health and Human Services

Secretary of Housing and Urban Development

Secretary of Transportation

Secretary of Energy

Secretary of Education

Secretary of Veterans Affairs

Chunking. The following twenty-four common phobias are listed in
James D. Laird and Nicholas S. Thompson'’s Psychology (Houghton
Mifflin, 1992). The phobias are listed in alphabetical order; however,
they would be much easier to remember if they were grouped into re-
lated categories (e.g., involving natural phenomenon, etc.). Prepare
the list for easy memorization by creating four to six general cate-
gories, containing roughly equal numbers, into which the phobias
can be processed in a chunked format:

Acrophobia — fear of heights

Agoraphobia — fear of open spaces

Ailurophobia — fear of cats

Algophobia — fear of pain

Arachnophobia — fear of spiders

Astrapophobia — fear of storms, thunder, and lightning
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Aviophobia — fear of airplanes

Brontophobia — fear of thunder

Claustrophobia — fear of closed spaces

Dementophobia — fear of insanity

Genitophobia — fear of gentiles

Hematophobia — fear of blood

Microphobia — fear of germs

Monophobia — fear of being alone

Mysophobia — fear of contamination or germs

Nyctophobia — fear of the dark

Pathophobia — fear of disease

Phobophobia — fear of phobia

Pyrophobia — fear of fire

Syphilophobia — fear of syphilis

Topophobia — fear of performing

Xenophobia — fear of strangers

Zoophobia — fear of animals or some particular animal
3. Connecting. Annotate the accompanying map, Figure 5.1, with the fol-

lowing information to help yourself remember facts about the territo-
rial expansion of the United States:

1803: President Thomas Jefferson purchases the Louisiana Territory
from France for $15,000,000, effectively doubling the size of the country.

1810, 1813: The United States gradually occupies West Florida.

1818: An agreement with Britain fixes the border with Canada at the
49th parallel from Lake of the Woods, Minnesota, westward.

1819: President James Monroe purchases Florida from Spain for
$5,000,000.

1842: A dispute with Canadian lumbermen leads to the Webster-
Ashburton treaty which fixes the border of Maine.

1845: President James K. Polk approves admitting the Republic of Texas
to the United States despite conflicting Mexican claims to the territory.

1846: America annexes the Oregon Territory (Washington, Oregon,
and Idaho) in an agreement with Great Britain.

1848: Following three years of war, the Government of Mexico cedes
the land that would later become California, Arizona, New Mexico,
Colorado, and Utah.

1853: James Gadsden negotiates the purchase from Mexico for
$10,000,000 of a strip of land along the border of Arizona and New
Mexico to make a Texas-to-California railway possible.
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1867: In a move widely regarded as “Seward’s Folly,” U. S. Secretary of
State William Seward agrees to purchase Alaska from Russia for
$7,200,000, or about two cents an acre.

1898: The United States Government agrees to annex the Republic of
Hawaii.

4. Connecting and generalizing. Study the statistics in the table on page
102 about characteristics of students entering colleges in the United
States from 1970 to 1994. As you study the statistics, list your obser-
vations about how the data connect and the generalizations you can
form about the data. Then, after you put the table and your notes out
of sight, write about two hundred words summarizing the informa-
tion on the table and the interpretations you have made of that infor-
mation.

FIGURE 5.1 Map of the United States of America
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No. 294. College Freshmen—Summary Characteristics: 1970 to 1994

[In percent: As of fall for first-time full-time freshman. Based on sample survey and subject to sampling error; see source]

CHARACTERISTIC 1970 1980 1985 1989 1990 1991 1992 1993 1994
Sex: Male 55 49 48 46 46 47 46 45 46
Female 45 51 52 54 54 53 54 55 54
Appliedto three or more colleges . 15 26 29 37 36 34 33 37 36
Average grade in high school:
A-to A+ 16 21 21 23 23 24 26 27 28
B-to B+ 58 60 59 59 58 57 57 57 56
C-toC+ 27 19 20 17 19 19 17 16 15

D 1 1 1 = = x = i =

Political orientation:

Liberal - 34 20 21 22 23 24 24 25 23
Middle of the road . 45 60 57 54 55 54 53 50 53
Conservative - 17 17 19 21 20 19 19 21 21
Probable field of study:

Arts and humanities 16 9 8 9 9 8 8 8 8
Biological sciences . 4 4 4 4 4 4 5 6 L
Business i 16 24 27 25 21 18 16 16 16
Education 1 7 7 9 10 9 10 10 10
Engineering 9 12 1" 10 8 10 9 9 8
Physical science s 2 3 2 2 2 2 2 3 2
Social science . 14 7 8 10 10 8 9 9 10
Professional (NA) 15 13 13 15 18 20 20 19
Technical 4 6 5 3 4 4 3 3 3

Data processing/computer

programming (NA) 2 2 1 1 1 1 1 1
Other2 (NA) (NA) 16 15 16 17 17 17 17

Communications (NA) 2 2 3 2 2 g . 2

Computer science (NA) 1 2 2 2 2 1 2 2

Recipient of financial aid:

Pell grant ;s (NA) 33 19 22 23 23 23 24 23
Supplemental educational

opportunity grant e (NA) 8 5 6 7 7 6 6 6
State scholarship or grant (NA) 16 14 15 16 13 14 14 16
College grant (NA) 13 19 20 22 22 24 24 26
Federal guaranteed student loan . (NA) 21 23 23 23 22 23 28 29
Perkins loan3 (NA) 9 6 2 8 7 8 8 9
College loan (NA) 4 4 8 6 3 6 6 8
College work-study grant (NA) 15 10 10 10 1 12 12 13

Attitudes—agree or strongly agree:
Activities of married women
are best confined to home

and family 48 27 22 26 25 26 26 24 25
Capital punishment should

be abolished 56 34 27 21 22 21 21 22 20
Legalize marijuana 38 39 22 17 19 21 23 28 32
There is too much concern for

the rights of criminals . 52 66 (NA) 69 (NA) 65 67 68 73
Abortion should be legalized (NA) 54 55 65 65 63 64 62 60
Aspires to an advanced degree 49 49 51 60 61 60 55 65 66

~Represents or rounds to zero. NA Not available. 11969 data. 2Includes other fields, not shown separately. 3National Direct Student Loan prior to 1990.
Source: U.S. Bureau of the Census, Statistical Abstract of the United States: 1995 (115th edition). Washington, D.C., 1995. Page 187, table 294.
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5. Repeating. Read the following Sonnet No. 73 by William Shakespeare
and memorize it by repeating the lines until they are familiar. You
may also be able to use chunking and other patterns. See how long it
takes you before you are able to repeat the poem verbatim. Then wait
a week and see if you can still recall all of the words.

That time of year thou mayst in me behold

When yellow leaves, or none, or few, do hang
Upon those boughs which shake against the cold,
Bare ruined choirs, where late the sweet birds sang.

In me thou see’st the twilight of such day

As after sunset fadeth in the west,

Which by and by black night doth take away,
Death’s second self that seals up all the rest.

In me thou see’st the glowing of such fire,

That on the ashes of his youth doth lie,

As the death-bed, whereon it must expire
Consumed with that which it was nourished by.

This thou perceiv’st, which makes thy love more strong
To love that well, which thou must leave ere long.

@@ Some Ways to Represent
Knowledge to Yourself

By this point, you have already developed several ways to use writing to
study: You probably use underlining, highlighting, marginal comments,
reading notes, and lecture notes. In all these activities you take a pen in hand,
make a decision, and make a mark. However, these activities may require no
more than selecting what you think important. The following ways of using
writing will help you organize material using a more active understanding.

Rewriting Notes in Various Formats

One simple way to make deeper sense out of your notes is to rewrite them in
hierarchically ordered lists. That is, you list less important information un-
derneath more important ideas and categories. Here are some formats typi-
cally used.
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Image removed for copyright reasons.

Traditional outlining uses levels of headings and indentation to show
which ideas and facts are most important and which are subordinate.

OVERALL TOPIC

First main idea

A. Subordinate idea
1. Details
2. Details

B. Subordinate idea

Second main idea

A hierarchical tree diagram, Figure 5.3A, divides topics into parts that
expand downwards on the page.

Network diagrams, Figure 5.3B, cluster information around key con-
cepts that are then linked up.
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m Hierarchical Tree Diagram
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Adapted from Ken Janda, Jeff Berry, and Jerry Goldman, The Challenge of Democracy, 4/e. Copyright © 1995 by
Houghton Mifflin Company.

B Charts and matrices, Figure 5.3C, arrange information in categories de-
fined by intersecting columns and lines.

Keeping your notes on a computer also gives you many options for re-
ordering and organizing. If you take notes on any word processor, you can
easily rearrange them to create logical categories or form an outline. Other
programs allow you to set up tree structures or idea networks and move
parts around. Hypertext programs like Hypercard and Storyspace give you
great flexibility in organizing notes in different ways.

Personal Summary Statements

Simply writing a paragraph identifying the overall meaning and most im-
portant information you learned in a lecture or after reading your assign-
ments will help you make sense of your material. By staying in the lecture
room for a few minutes after class to write some summary statements or by
not getting up for a study break until you write a few sentences of overview,
you can ensure that you are constantly reflecting on what the information
means and how it fits together. You can set aside part of your notebook for
these study journals, which you can then use to help orient yourself to more
detailed notes and textbook annotations when you go back to study.
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@0 REVIEWING WRITING PROCESSES

Writing Summaries for Yourself

1. Read for the general sense of the overall passage.

2. Identify the gist or main idea for each section, ranging from several
paragraphs to a subheaded unit in a textbook. Use this statement to
write a paragraph topic sentence or a heading for an outline format.

3. Select major points or details that elaborate this gist. In the remaining
sentences of the paragraph or in the subordinate parts of the outline,
show how these details relate to the main point.

4. Restate each point in your own terms for your summary, adding more
detailed information from the text.

5. If the textbook has a beginning of the chapter preview or end-of-
chapter summary, use these to help guide your attention, but locate
where in the text each point is made.

6. Identify the source you are summarizing so that when you are using
your notes later to write, you can give credit to your sources (see
page 112) and avoid plagiarism (see pages 112-114).

You can also write study journals along with reading journals, as dis-
cussed in the previous chapter, perhaps setting aside left-hand pages for re-
sponse, or simply alternating types of entry but marking clearly which is
which. Increasingly, professors in many courses are assigning summary and
response journals (see pages 81-83) to engage students more actively. Here
are some examples from a History of Western Civilization course:

Student Sample

The following journal entry by Jane Eames is in response to a passage in the
beginning of Plato’s Apology. The first paragraph of the journal entry is a brief
summary of the passage, and the second is a personal response.

Summary:

In the assigned passage of The Apology, Socrates is
trying to explain to the judges why some of the people
of Athens, led by Meletus, dislike him enough to bring
him to trial. Socrates begins by explaining that he
never considered himself wise or intelligent, so he be-
gan to seek out people who had a reputation for wisdom.
He found a learned politician and, after talking to him
for some time, discovered that the man was not really
wise, but that he only thought himself wise. Socrates
knew that he himself was not wise, but he felt that he
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was wiser than the politician because he was at least
willing to admit that he knew nothing. Socrates re-
peated this procedure with the great poets and artisans
of Athens and discovered that none of them were really
wise and that the only true wisdom in life is to know
that you know nothing.

Personal Response:

I don’t think that Socrates is being very sincere in
this speech. He is pretending that he is foolish and
unwise, and he makes a big deal out of saying that he
knows nothing, but I really get the idea that he thinks
he knows a great deal. The way he was going around
telling people that they don’t know anything reminds me
of a guy I knew in high school who thought he was a
great debater. Every time anyone said anything, this
guy would jump in and argue the point until everyone
around him got mad and left. This guy wasn’t very popu-
lar, and he never seemed to realize that people weren’t
impressed by his debating ability because he was always
using it against them. It sounds like Socrates was a
royal pain in the neck to the people of Athens, and,
while I don‘t agree that he should have been put to
death for what he did, I can certainly see why people
didn’t like him very much.

hinking : i According to the summary, what is‘ the key is?ue jSocrates is con-

- - cerned with in this passage? What is Socrates’ point?
About . 2. What aspect of the passage does the student Jane Eames respond to?
Student _ What point does the student make about this passage? How does the
i student develop her point? Do you find her response warranted?
Writing

. Based on your reading of the summary, what other possible re-

2 sponses might students have to Socrates’ argument?



Part Two Thriving in the Classroom 109

gxercises

REPRESENTING KNOWLEDGE

1.

Using either the current catalogue of your college or a departmental
handout, create a concept network or flowchart that illustrates the re-
quirements for normal progress toward graduation during each of
the years that you will be in school.

Obtain a copy of two health insurance policies — one of which
should be the student insurance plan at your college — and read
them both carefully. Create a map or diagram that illustrates impor-
tant comparisons between the two plans. Include such factors as
amount of coverage, deductibles, out-of-pocket expenses, and situa-
tions covered or not covered.

Write a summary and response for the first chapter of this book.

4. From a textbook for another course, choose a selection of several

pages that you will have to know well for an upcoming quiz or exam.
Write a summary of the passage, and then write a response.

From your personal library, choose a book that has an important per-
sonal, philosophical, or ethical meaning for you. From this book se-
lect a three- to five-page passage. Write a summary and response,
identifying the important meaning of the passage and then explain-
ing its personal value to you.

The following passage is taken from Plato’s Crito and contains the at-
tempt of one of Socrates’ disciples to convince him to break out of jail
and flee Athens rather than accept his death sentence. Read the pas-
sage carefully and write a journal entry following the two-part sum-
mary response pattern.

SOCRATES: Do the laws speak truly, or do they not?
CRITO: I think that they do.

SOCRATES: Then the laws will say: “Consider, Socrates, if we are
speaking truly that in your present attempt you are going to do us an
injury, for, having brought you into the world, and nurtured and ed-
ucated you, and given you and every other citizen a share in every
good which we had to give, we further proclaim to any Athenian by
the liberty which we allow him, that if he does not like us when he
has become of age and has seen the ways of the city, and made our
acquaintance, he may go where he pleases and take his goods with
him. None of our laws will forbid him or interfere with him. Anyone
who does not like us and the city, and who wants to emigrate to a
colony or to any other city, may go where he likes, retaining his prop-
erty. But he who has experience of the manner in which we order jus-
tice and administer the state, and still remains, has entered into an
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implied contract that he will do as we command him. And he who
disobeys us is, as we maintain, thrice wrong; first, because in dis-
obeying us he is disobeying his parents; secondly, because we are the
authors of his education; thirdly, because he has made an agreement
with us that he will duly obey our commandments; and he neither
obeys them nor convinces us that our commands are unjust; and we
do not rudely impose them, but give him the alternative of obeying
or convincing us; that is what we offer, and he does neither.” These
are the sort of accusations to which, as we were saying, you,
Socrates, will be exposed if you accomplish your intentions; you
above all other Athenians.

Suppose now I ask, why I rather than anybody else? They will
justly retort upon me that I above all other men have acknowledged
the agreement. “There is clear proof,” they will say, “Socrates, that
we and the city were not displeasing to you. Of all Athenians you
have been the most constant resident of the city, which, as you never
leave, you may be supposed to love. . . . Moreover, you might in the
course of the trial, if you had liked, have fixed the penalty at banish-
ment; the state which refuses to let you go now would have let you
go then. But you pretended that you preferred death to exile, and
that you were not unwilling to die. And now you have forgotten
these fine sentiments, and pay no respect to us, the laws, of whom
you are the destroyer; and are doing what only a miserable slave
would do, running away and turning your back on the compacts
and agreements which you made as a citizen. And, first of all, an-
swer this very question: Are we right in saying that you agreed to be
governed according to us in deed, and not in word only? Is that true
or not?” How shall we answer, Crito? Must we not assent?

From Walter J. Black, trans., “Crito,” in Five Great Dialogues of Plato (New York: Walter J.
Black, 1942) 75-77.

Overview Summaries

At appropriate times in a course, such as at the end of a major topic or before
periodic exams, an overview and summary of what you have learned can
help you pull a coherent picture together. After skimming your textbook and
notes, try to come up with a few main statements about the material. Then
think how to organize those main ideas in some sequence or pattern. Use this
sequence of statements to provide topic sentences for each of the paragraphs,
which you then can elaborate with some of the more specific details from
your coursework. In this way you will develop a personally meaningful
framework for thinking about the course material. Be sure to use connecting
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phrases at the beginning of each paragraph to show how the ideas connect
and relate to the overall themes of the course. As an introductory or con-
cluding paragraph, it is useful to come up with an overview statement.

The following is a sample of a unit summary by Mike Caruso, a student
in an Introduction to Economics course:

The current unit in economics is on Supply, Demand,
and the Price System. The unit discusses the way that,
in a free market, the laws of supply and demand ensure
that the price of economic goods will always move to-
ward a fair market equilibrium.

The principal term for this unit is market, which is
defined by the textbook (Economics, 2nd ed., by William
Boyes and Michael Melvin) as “a place or service that
enables buyers and sellers to exchange goods and ser-
vices (p. 52).” Markets can be small-scale, like the
local farmer’s market, or international in scope, like
the world stock markets —but they all operate on sev-
eral basic economic principles including the laws of
supply and demand.

Demand is an abstract term that describes the amount
of a good or a service that people are willing to pur-
chase at every possible price, whereas the guantity de-
manded refers to the demand for a product at a specific
price. Similarly, the supply of a product refers to the
amount of a good or a service that producers are will-
ing and able to offer at every possible price, whereas
the gquantity supplied refers to the amount of that
product that producers will offer at a given price.

Both supply and demand functions can be plotted on a
graph, with different prices producing differences in
both the consumer’s willingness to buy, and the pro-
ducer’s willingness to sell, a given economic product.
The laws of economics dictate that, as prices increase,
producers’ desire to supply that product increases,
while consumers’ desire to purchase it decreases. The
fair market price for any good or service, then, is at
the equilibrium point where the producers are willing
to supply at that price the same amount that consumers
demand. When the price of an item goes above this equi-
librium, the result is a surplus; when the price goes
below the equilibrium, the result is a shortage. Al-
though markets are not always, at any given time, in
perfect equilibrium, surpluses and shortages work to
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ensure that, in the long term, items are priced at
their fair market level.

According to Professor Morton, these rules will al-
ways work as long as a market is free. However, as gov-
ernments and societies intervene in the free market,
there arise two types of controls that interfere with
market functions. Price floors, such as government sub-
sidies on agricultural products, establish a minimum
price for certain goods, thus creating a surplus. Price
ceilings, such as rent-controlled apartments in high-
rent areas, establish a maximum price which suppliers
are not allowed to exceed. In both cases, additional
government action is necessary to ensure that the econ-
omy functions smoothly despite the additional controls.

Since these summaries are for your use alone, you may be somewhat
schematic about them, using lists and outlines and whatever else may help.
The important task is to bring out the connections, logic, and overview. Being
explicit helps develop thinking and memory. The effort to write an overview
in full form is worthwhile because you then make a full set of connections
and coherences.

At exam time such summaries provide an overview of the course, topic
by topic. Think of these summaries as a minitextbook for a few years from
now — what you will want to remember from this course or for a friend who
does not have access to the course materials. Indeed, if you are part of a study
group, which we will discuss below, such topic or book summaries are use-
ful to both yourself and your group. Comparing summaries is a good way to
develop one’s perceptions.

@07 REVIEWING WRITING PROCESSES

Revealing Sources and Avoiding Plagiarism

lagiarism is the crime of passing off as your own another person’s

written work — their unique ideas as well as their exact words. The

term comes from the Latin word plagiarius, which means to kidnap.
This false representation is of specific concern in different contexts. In com-
mercial publishing, where people make money from unique written texts,
plagiarism is equivalent to stealing, and is punishable in law by both crim-
inal and commercial penalties. Here it is likely to become an issue primar-
ily concerning financially successful creations, such as popular songs and
movie scripts or best-selling books. In academic and professional careers,
where one’s credentials depend on what one has written, plagiarism
amounts to lying about one’s own accomplishments and stealing another




Part Two  Thriving in the Classroom 113

person’s. When plagiarism is uncovered in such cases, it means loss of pro-
fessional credibility and often loss of one’s job.

In student life, where original thinking and work are constantly en-
couraged and student work is always being evaluated, passing off another
person’s work as your own is a form of cheating. If you are caught plagia-
rizing, you may be punished by failing grades or even expulsion from col-
lege.

The answer is not to avoid other people’s words and ideas. You learn
from other people’s words and ideas. As students you constantly depend
on textbooks and other readings to inform you about the ideas and facts
other people have developed so you can use them. If you hear a good idea
or a way of phrasing things that appeals to you, those ideas and phrases
are likely to stick in your mind and mix in with your own ideas and your
own ways of saying things. Your professors also expect you to be able to
repeat and use the ideas and information from a course. Much of learning
to write, as well, is based on imitating models and building a large reper-
toire of things to say and ways of saying them.

In fact, when you write in college you are very much in the middle of a
world of intertextuality — that is, each piece of writing (or text) is connected
to many other surrounding texts (see page 231). Whenever your write, you
are surrounded by the words of others. You are producing just one statement
as part of a whole communication system, where each statement responds
to the statements around it. Particularly when you are summarizing a text,
answering a question based on information from a textbook, reporting li-
brary research, or discussing someone else’s writing, you are working very
closely with the words, ideas, and information of others. You have to use
their words and ideas and information in your writing.

So how do you avoid plagiarism? You must always identify the source
of your information, ideas, and phrasing when you are working directly
from someone else’s words.

For library research papers, this means providing bibliographic refer-
ences (see page 240) for special ideas and information, although if certain
ideas and information are well known and appear in several sources, you
can assume they are common knowledge and do not belong to anyone in
particular, so you do not have to attribute them to one particular source. If
you also use the exact words from any of your sources, you need to put
those words in quotation marks or block quotes (see page 240). The accu-
rate citation of material from sources also helps establish that you have
done solid library research and are basing your work on good sources. In
addition, your own contribution stands out clearly if all the source-based
material is clearly marked.

If you are writing a paper discussing someone else’s ideas or writing,
you must always identify whose work you are discussing, where that
work appeared, and what ideas and information were presented in the
source. If you repeat any words from the source, you must put those words
in quotation marks. This accurate identification sets it apart from your
own commentary.
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If you are summarizing someone else’s writing, you must always men-
tion the author and text and the exact pages you are summarizing. You
may do this by mentioning the source of the summary (“. .. as Robert Ken-
nesaw points out on pages 53-58 of The Truth of Life...”), or an end tag
(“summarized from Robert Kennesaw, The Truth of Life, pages 53-58"). You
need to do this even if the summaries are just for your own notes, because
when you return to the notes you need to be able to remind yourself where
they are from. Moreover, if your summary takes special words or phrases
from the original, you should note those also by quotation marks. These
quotation marks also help identify characteristic ways the original author
had of expressing ideas. The biggest cause of inadvertent student plagia-
rism, particularly in research papers, comes from relying on notes from
other sources without noting the source or exact quotations; later, when
students write the papers, they forget the sources they used and mistake
their notes for their own writing.

Even if you use only assigned readings and the textbook to answer
questions, it still helps to identify the source you are relying on, especially
if you have done several different readings in the term. The authors might
have different views or cover different aspects of the questions. Demon-
strating to the teacher that you understand the differences among the
works will also show how carefully you have followed the work of the
course. If, however, you have been only using a single textbook, and every-
one understands that all information for the course comes from that text-
book, then you may not have to repeat this fact.

Some sources do not have to be cited, however. This includes ideas,
general knowledge, and phrasing that you are not directly discussing or
relying on for a particular piece of writing but that still influence your
writing. These materials have worked their way into your mind and into
your way of expressing yourself. They have become so mixed in with other
things you have read, learned, and thought that they no longer directly re-
flect any one other writer. It is not plagiarism to draw on all you know to
make an original statement. If, for example, you have been reading many
authors to help you think about justice, you do not need to mention them
all in every paper you write on current social problems. You should only
mention those that help you make your point clearly.

Don'’t be afraid to use what you have learned. Just be careful to give
credit to those writers who you are directly relying on.

@@ Questions and Answers

Often on exams and essays you are given questions that ask you to bring to-
gether information in a new way. In that case making up in advance and an-
swering for yourself the kinds of questions you might expect is a powerful
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study technique. Writing the questions makes you think through the mater-
ial at least as much as writing the answers.

You can write questions by applying the information and ideas of the
course to new problems of social or personal importance. Questions may also
reflect the interests and concerns the teacher has expressed in lectures and
discussions. You may look at previous exams to develop models for your
questions, paying attention to such things as the level of generality the
teacher asks about, the kinds of concepts asked about, the kinds of examples
used and problems posed, and the typical phrasing of the questions. Try to
frame the kinds of questions your instructor might ask.

Questions are also very useful for study groups, especially if they are in
anticipation of the kinds of questions teachers are going to give. Some in-
structors even give out a list of questions or issues that may turn up on exams
to help individual students and study groups focus their efforts.

Here are some examples of one student’s questions and answers for a
business class. The student prepared these questions as a way of studying a
textbook chapter on theories of employee motivation in a corporate environ-
ment.

Questions on Business by William Pride, Robert Hughes,
and Jack Kapoor (Houghton Mifflin, 1993), pp. 231-57.

1. What is employee motivation, and how can managers influence
motivation?

Motivation is defined as “the individual, internal
process that energizes, directs, and sustains behavior.”
Motivated employees are more satisfied with their jobs,
more loyal to their supervisors, and more productive for
their companies. Employers cannot produce a high level of
motivation in employees, since it is by definition an in-
ternal process. Ultimately, employees must motivate them-
selves. However, good managers can increase an employee’s
“morale,” or satisfaction with their job and their working
environment, and by doing so encourage their employees to
become more motivated.

2. What is the Hawthorne Effect, and why is it important to
businesses?

The Hawthorne Effect is a phenomenon first documented by
Elton Mayo at Western Electric’s Hawthorne Plant in
Chicago. Mayo was attempting to study the effects of
lighting on employee productivity. He established an ex-
perimental group of workers and increased their lighting,
which, predictably, led to an increase in productivity.
However, when Mayo decreased the lighting of a second
group, he found that their productivity also increased.
The conclusion he reached was that it was not the lighting
that determined productivity, but the fact that the work-
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ers were participating in an experiment that made them
feel important. The Hawthorne Effect is an important con-
sideration in business because it shows that human factors
are just as important to worker productivity as mechanical
factors.

3. What is Maslow’s Hierarchy of Needs, and how does it re-
late to employee motivation?

Maslow’s Hierarchy of Needs is an attempt by psycholo-
gist Abraham Maslow to arrange the various needs and de-
sires of most human beings into five basic levels:
physiological needs (food, water, sleep), safety needs
(the need for physical and emotional security), social
needs (need for love, affection, and a sense of belong-
ing), esteem needs (need for respect, recognition, and
praise), and self-realization needs (need to grow and de-
velop in unique and personal ways). According to Maslow,
people work to satisfy the physiological needs first and
then, once those needs are satisfied, they move up to
higher-level needs. The most important need at any one
time is the most basic (lowest-level) need that has not
been satisfied; however, once a low-level need has been
satisfied, it ceases to become a viable motivator. Maslow’s
hierarchy is important to employers who want to know how
to motivate their employees even after basic physiological
and safety needs have been met.

@@ Study Groups

Study groups of three to six classmates give you the opportunity to compare
notes about what you are learning. By meeting regularly throughout the
term, you can talk about what you are learning. You gain the advantage of
each other’s insights, and as one or another of you run into difficulties and
pressures, you can provide mutual support.

Study groups work best when each person is assigned to prepare a sum-
mary, a discussion of a topic, or a question for each meeting. When you are
aware that others are relying on you, you think more carefully and deeply.
Just by contributing to the group you will learn more than from working on
your own, no matter what else you learn from the members themselves.
Moreover, by comparing ideas you can identify different perspectives, clear
up misunderstandings, and discuss further the meaning of valid differences.
Different members of your group, because of their different interests, knowl-
edges, and skills, can help you see more about your subject and the variety of
perspectives that may be taken.

Electronic communication can help make group studying easier because
itallows you to share study notes and ask each other questions easily. It is not
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difficult to send messages to all members of the group simultaneously, and
you may even be able to set up an alias (which allows you to send mail to the
whole group through a single address). In this way you can get the benefit of
working with people, gaining their support, and feeling what it means to
contribute actively even if you are at home or cannot arrange actual meeting
times. There is often much to be gained in the spontaneity and immediacy of
face-to-face meetings, especially if you are having a hard time “getting into”
the material. The presence of other people concerned with learning the same
material can help each of you focus on the material and engage with it.

WRITING AND REMEMBERING

1. Write a unit summary for one of your classes. Include relevant infor-
mation from both the textbook and the course lectures, integrated in
a way to show that you have thought about the material and begun
to make important connections.

2. Research a career or profession that you hope to enter and prepare a
brief summary of the current state of that career. Include such facts as
amount of education required, availability of employment, starting
salary, and opportunities for advancement.

3. Think of a class you are currently taking that requires a large amount
of recall. Imagine that you have been hired by the other students in
the class to teach a tutorial seminar. Design a memorization strategy
that takes into account the unique nature of the material. Feel free to
use any of the strategies listed in this chapter, in any combination,
and any others that you might think of.

4. Write a series of questions and answers for the following section from
a textbook on broadcasting in America. The passage describes recent
changes in technology that have affected the broadcasting industry.

Excerpt removed for copyright reasons.
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Excerpt removed for copyright reasons.

Source: From Sydney Head and Christopher Sterling, Broadcasting in America, 7/e. Copyright © 1994 by Houghton
Mifflin Company. Used by permission.
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Excerpt removed for copyright reasons.
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Excerpt removed for copyright reasons.
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Excerpt removed for copyright reasons.
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Locate computer programs that might help you study for any course you
are currently taking, such as vocabulary and grammar practice programs
if you are taking a language course or a multimedia database if you are
taking a history course. Try out whatever programs are available in your
college computer lab or through any other source. In a few paragraphs
describe the programs and how useful you think they will be in helping
you study. If you have not found any useful programs, describe what you
think might be an ideal program to help you in a subject.



Exam Writing:
Displaying Knowledge

AIMS OF THE CHAPTER

This chapter develops the concept of writing to display knowledge. When
you write on an exam, your aim is to show the evaluator that you are famil-
iar with the material. You will be graded on how explicitly you present the
ideas and details and on how well you connect them.

KEY POINTS

1. Although learning may be for yourself, you display that learning so
teachers can evaluate what you know.

2. For purposes of evaluation, knowledge is displayed within tasks set by
teachers and in the format that they request.

3. Essay exam questions give more opportunity to display one’s under-
standing of a subject than do short-answer questions.

4. Some questions require you to rethink the material and reorganize it.
For thematic questions and open-ended summary tasks, you find larger
patterns in the separate topics, issues, and materials studied over the
term. To respond to these questions, you step back from the details and
think about them.

QUESTIONS TO THINK ABOUT

B Have you ever wondered why you are explaining things to teachers
that they already know?

B Have teachers ever graded you down for not writing something on an
exam even though you knew the material thoroughly?
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® Have teachers ever graded you down for not answering the question or
not giving the answer in the right form, even though you thought you
showed that you knew all the facts and ideas you were expected to
know?

Many assignments in college ask you to write on original subjects — to
report on fresh materials from your experience or research, to present your
own ideas, or to carry out analyses and arguments. In these assignments you
have the chance to be evaluated for your special contribution. However, in
many courses your task is simply to learn a well-defined body of information
and ideas and to demonstrate your familiarity with that material. In taking
exams for these courses, you simply display through writing what you have
learned. Your task is not necessarily to add to the instructor’s understanding,
for the instructor probably has all the knowledge already. You are writing
solely to show what you know.

Although learning for your own purposes and long-term knowledge is
the goal of any course, your immediate reward is in the grades that evaluate
your efforts. Good grades, of course, bring rewards in the job market or in
admission to a professional school, and thus can be seen as an extrinsic or ex-
ternal reward. However, grades also have an intrinsic value because they sig-
nal how well you are doing. They indicate that you have been accomplishing
the kind of learning and work your instructors consider valuable. Insofar as
you value what they value, you may feel personally very good about a good
grade. (The comparative value of extrinsic and intrinsic rewards is discussed
on pages 172-173.)

To get high grades, you display your knowledge in the fashion deter-
mined by the instructor. During the opening class sessions and perhaps on a
syllabus sheet, teachers often explicitly identify the requirements, the form in
which you will have to show what you have learned, and the criteria by
which these displays will be evaluated. It is worth paying close attention to
these details, especially because they may not be repeated later. The specific
requirements of the course identify specific goals for your learning, which
can then help you set your personal goals for the term (see the discussion of
goal-setting on page 125).
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@0 NEWS FROM THE FIELD

Goal-Setting Research

eachers, motivators, and moralists have long believed that setting
I goals contributes to success in any enterprise. However, it is only
within the last thirty years that the precise relationship between goal
setting and increased productivity has been studied by psychologists, so-
ciologists, and organizational behaviorists. The modern scientific study of
goal setting began in 1966, when Edwin Locke, a psychologist at the Uni-
versity of Maryland, published a study in the Journal of Applied Psychology
(5: 60-66) entitled “The Relationship of Intentions to Level of Perfor-
mance.”

In this ground-breaking study, Locke divided student volunteers into
three randomly determined groups and assigned individuals within each
group a specific task. Participants were given an adjective (e.g., hot) and
told to list things that could be described by that adjective for one minute.
The only difference between the three groups was that each group was
given a different “standard of success” to beat. Students in the first group
were told that a successful test required them to list at least five items. Stu-
dents in the second group were told that they should list at least ten items.
Students in the third group were given the almost unattainable goal of fif-
teen items as their standard for successful completion of the experiment.

The experiment showed a high degree of correlation between expecta-
tions and performance. Each group’s average accomplishment was just be-
low the goal set for it: after fifteen trials, those in the first group averaged
slightly fewer than four items per test; those in the second group averaged
nearly nine items; and those in the third group averaged slightly more
than fourteen items. From these data, Locke concluded (1) that higher
goals produce higher results — even when a task is so difficult that it can
be completed successfully only 10 percent of the time; and (2) that specific,
known goals are much more motivating than general instructions to “do
your best” or “list as many as you can.”

Since Locke’s study, dozens of other researchers have duplicated his
results in a number of different contexts. The theory of goal setting that has
emerged from these studies identifies at least three reasons for the moti-
vating power of specific, difficult goals:

1. Specific goals direct people’s effort in specific directions. When peo-
ple are given vague goals such as “do your best” or “be productive,”
they expend their energies in different directions. However, when
presented with specific goals, people tend to focus their attention in a
single direction.

2. Goals regulate energy expenditure. Most people tend to work hard in
proportion to their perception of how much they feel they should
work. This is not to say that people will always work as hard as they

125
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are expected to, but that even underachievers will achieve more if
they are working toward a more difficult goal.

Goals lead to more persistence. When people have specific goals to
work toward, they usually try harder to meet those goals than they
would otherwise.

The goal-setting research of Locke and others has dramatically changed
the way that business managers look at production, but it also has impor-
tant implications for students. Success in school, as in any other enterprise,
requires specific, challenging goals, perhaps so challenging as to appear al-
most unattainable. Classroom instructors generally attempt to set these
goals for students. Students respond to expectations and take an active
part in working toward goals.

@ ® Short-Answer Examinations

Often you will be asked to display your memory of a course’s material
through a short-answer examination. This type of exam is common in sub-
jects such as psychology or biology where you are expected to absorb much
information. In these multiple-choice, sometimes machine-graded tests, all
you need to do is select and note your choice. The format gives you few op-
tions for how to express your knowledge, and the questions usually provide
little context to jog your memory. You just move from one question to the
next, and at each question your mind must focus on some new aspect of the
subject. Although sometimes a series of short-answer questions may be
structured around a single problem or topic, usually the topics jump
around — making it harder to recall the information.

When you take a course in which your work is primarily to be evaluated
by short-answer questions, the first challenge is to find a way to involve
yourself with the material; if you think of the course material as separate
facts to be memorized, you may have a hard time remembering a disjointed
array of statements. In such courses, then, it is all the more important to con-
struct your own framework of meaning throughout the term. When you are
in a test situation, if the fact does not come back immediately, you can use the
framework to reconstruct the relevant area of knowledge and so increase
your chances of recall. Even if you can’t remember, for example, all the char-
acteristics of REM (rapid eye movement) sleep in a psychology exam, if you
have put the details together into an overall sense of what REM sleep is like,
you may be able to reconstruct what you need to know. The association of
rapid eye movements with dreaming may lead you to remember that muscle
twitches, varying heart rate and blood pressure, and various forms of bodily
stimulation can occur in relation to the nervous stimulation of the dreams,
and that people absorbed in dreams are hard to awaken.

The second challenge of such courses is that short-answer questions in-



Part Two Thriving in the Classroom 127

vite only preset answers. With short fill-in questions, you must find either the
exact words that the instructor is looking for or something close to them. Al-
though this rigidity makes such tests efficient to grade, it gives you little op-
portunity either to explore your own interests in the material or to engage the
instructor in your thinking about the coursework. So it is all the more impor-
tant for you to find your own ways to increase your involvement in the
course outside the limited classroom channels of communication, such as
through personal journals or study groups.

One way to do this is to take closely related courses at the same time so
that they feed back on each other. You may also discuss the subject with the
instructor or the teaching assistant through office hours, discussion sections,
or e-mail. When you study for short-answer tests or quizzes, it is helpful to
read the material with the discussion, activities, issues, and problems of the
class in mind rather than as a way to cram for a quiz. If you are engaged in
the larger educational processes of the class and pay reasonable attention to
your reading, more details are likely to stick with you.

Fortunately, short-answer exams and quizzes often are only part of a
course’s evaluation. They are often mixed with essay questions or complex
problems, which give you opportunity for becoming engaged, displaying
your understanding, and interacting with the instructor.

Describe a course you are taking that will test you through short-answer
questions. Describe the materials you are working with, the quizzes and
exams you will take, and the specific kinds of questions you may be
asked. Then develop a plan for studying for this course.

@@ Summary Questions

To allow you to display more of your understanding on homework and ex-
ams, teachers may ask you to summarize material. Answers may range from
a sentence to several paragraphs in length. Such questions may not require
reorganizing or rethinking the material from lectures or textbooks, but only
repeating that information in a certain format. You identify what aspect of
the material is appropriate to the question and find a compact way to reex-
press it. To make a coherent statement rather than a disjointed list of facts,
you need to develop an overall understanding of the material.

The following passage from a textbook on business communications is
followed by a summary study question.
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Excerpt removed for copyright reasons.

Source: From Dan O'Hair and Gustav Friedrich, Strategic Communication (Boston:
Houghton Mifflin, 1992) 349-50. Copyright © 1992 by Houghton Mifflin Company.
Used by permission.

Like most study questions, this one strings several related questions together
and asks you to comment on both a selected fact and a possible implication.
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To answer the question, you pare down the passage to its essential parts. The
wording of the question encourages you to do this by directing you toward
those concepts in the passage that the authors consider most vital: (1) a defi-
nition of “argumentativeness”; (2) a definition of “verbal aggressiveness”;
and (3) an explanation of how each functions in a workplace environment.
Using these three points as a basic organizational framework, one student
wrote the following summary:

Argumentativeness is the ability to argue and attack
ideas, positions, and evidence. Verbal aggressiveness,
on the other hand, is the tendency to attack and insult
individual people instead of, or along with, their
ideas. Argumentativeness is usually a positive trait in
the workplace, since people feel comfortable working
for someone who communicates and argues effectively.
Verbal aggressiveness, on the other hand, leads to per-
sonal attacks, poor communication, and bad feelings.

From O'Hair and Friedrich, 349-50.

1. Which specific points did the summary keep from the original?
Which ones did it delete? Why?

e - 2. What overall points tie the summary together? How does this focus
Student compare with the focus of the original?

Wntmg - .- 3. How well does the summary respond to the study question?

Q@ Q)

@@ Writing Summaries for Others

Preparing a formal summary for others to read requires more careful work
than preparing a summary for your own use, as was discussed in Chapter 5
on “Writing to Remember.” In addition to the guidelines on summary writ-
ing presented in the previous chapter (see page 107), you can also consider
the following steps in writing a summary for a class:

1. Follow directions. Note the instructor’s specific directions and require-
ments.

2. Understand. Before beginning work, make sure you understand what
the passage says in all its details. Look up any unknown words, and
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work through the meaning of any phrase or sentence that remains un-
clear.
. Select. Choose the material you think important enough to appear in the
summary. You may do this by underlining or otherwise identifying im-
portant words and phrases, crossing out or eliminating less important
passages, or writing sentences or notes that capture the central idea of
each paragraph or unit.
Organize. Sort the material you have selected, following the general pat-
tern of the original. Combine material from several sentences in the
original in a single sentence of the summary to show how the pieces
connect.
Provide an overview. State the main point in the first sentence.
Use transitions. Use connecting words and phrases to tie the parts to-
gether and to show the relationship among the many ideas.
Review. Read over the final version to make sure the various parts are
connected and that the whole summary provides a coherent picture.
Identify the source. Tell your reader the exact source of the original pas-
sage that you are summarizing through a title or a tag line (see example
at end of summary, page 129).

@0 USEFUL CONCEPTS FROM RHETORIC

your summaries:

1. Coordination.

Sentence Combining

ne of the best ways to increase the amount of information as well
O as to show the relationship among various pieces of information is
to combine several different ideas into one sentence. Instead of
presenting only one assertion, description, or fact, a single sentence can tie
several facts, details, and ideas into a coherent statement.
Although the following techniques may be very familiar, they can be
reconsidered as strategic tools to increase the communicative power of

Coordination uses conjunctions such as and, but,

and or to link different ideas together in an equal relationship: one event
happens and then another. You may coordinate whole clauses or smaller
sentence parts. The following material on social control from an introduc-
tory sociology course reads like a list of short assertions:

Social control may be exerted through schools. Families also
serve to define appropriate behavior for youths. Community or-
ganizations such as churches and athletic clubs also attempt to
influence the youngster to behave according to certain standards.
This social control can be achieved through rewards and positive
experiences. Social control also can be expressed through de-
mands. The leaders of the organizations may feel they have the
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best interest of the young at heart. Youth may experience these
demands as a social pressure to conform.

This summary can be made more efficient and meaningful through coor-
dination, as in the following revision:

Schools, families, and community organizations may all exert
social control on youths. They may try to influence youth by re-
wards and positive experiences, or they may demand certain stan-
dards of behavior. The leaders of the organizations may feel they
have the best interest of the young at heart, but youths may expe-
rience these demands as a social pressure to conform.

2. Subordination. Subordination puts clauses into an unequal rela-
tionship, making one statement the main one and the other supporting:
one event happens because of another or before another or if another. Sub-
ordination uses conjunctions such as before, after, since, because, while,
when, as, although, so, so that, in order that, or if. The following paragraph
suffers because it does not use subordination:

Some youths respond well to social pressure to succeed in
school. Many others fail to meet the academic expectations that
their families and educators place on them. Young people don’t
always measure up to the demands placed on them by various
social groups. This often causes them to feel guilty and inade-
quate.

With effective use of subordination, we can cut the number of sentences
in half and strengthen the relationships among the statements:

Wihereas some youths respond well to social pressures to suc-
ceed in school, many others fail to meet the academic expecta-
tions that their families and educators place on them. When
young people don’t measure up to the demands placed on them
by various social groups, they often feel guilty and inadequate.

3. Apposition. Anappositive renames or restates a noun or pronoun,
as in “Miguel Cervantes, the author of Don Quixote.” Very often, a sen-
tence that does nothing more than define or describe something can be
turned into an appositive in another sentence. Consider another excerpt
on social control:

The goal of most educators is to meet each student’s individ-
ual needs. This goal cannot ever be fully realized in a competitive
classroom. One of society’s-main goals is to train students for a
competitive business environment by fostering competition in
schools. Because of this social goal, teachers often cannot create
the kinds of grade-free, cooperative environment that many soci-
ologists feel would meet the needs of many students.

By using appositives, we can combine the sentences to read:
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The goal of most educators, to meet each student’s individual
needs, can never be fully realized in a competitive classroom.
One of the main goals of society — to train students for a compet-
itive business environment through school competition — pre-
vents teachers from creating grade-free, cooperative
environments that many sociologists feel would meet the needs
of many students.

4. Embedding. Sentences frequently present only a single key point.
That key point can often be expressed in a phrase that can be embedded
into another sentence. In this way the important information from a num-
ber of sentences can be combined smoothly and coherently into a single
sentence. Consider the following four sentences:

Teachers are first and foremost employees of a society. Society al-
ways has social control mechanisms that it wants teachers to en-
force. Teachers must act as agents of society in regards to these
social control mechanisms. If they don’t, they risk losing their
jobs.

We can combine the important information in all four sentences into one
solid statement:

Teachers, employed by society, must act as agents for that so-
ciety’s social control mechanisms or risk losing their jobs.

5. Superordination. Superordination is the technique of combining
similar or related words by using one inclusive term. By using superordi-
nation, you can eliminate confusion and combine several lists into one
sentence. The following paragraph has several lists that could be usefully
combined under single terms:

Pressure to succeed in a competitive academic environment
comes not only from teachers, principles, school administrators,
and guidance counsellors. Students also face pressures from their
mothers and fathers and from their brothers and sisters. In addi-
tion to these factors, there are also groups of students in school,
church, and community groups who put pressure on each other
to succeed.

Each of the lists can be reduced to a single term, making sentence combi-
nation simple:

Pressure to succeed in a competitive academic environment
comes, not only from educators, but also from family and peer

groups.

6. Economical prose. When one is combining sentences, every word
should have a purpose. In particular, the main subject, verb, and objects
of each sentence should contain the most important words. The sentence
subject should be a specific noun; the main verb should be an active, con-
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crete verb. With this strong subject and strong verb, the main clause will
let you know exactly what is going on. The rest of the sentence should
avoid empty phrases and wordy expressions. One solid, informational
sentence is always better than three inflated ones. Consider the following
inflated conclusion to the summary of social control mechanisms:

It can be seen that the employment of various social control
mechanisms by those who have been entrusted with students’
education contributes to a feeling of failure and inadequacy
among students who don’t perform well in a competitive envi-
ronment. However, as much as students would like to blame
their teachers for making school miserable, it must be ultimately
perceived that social forces, rather than individual teachers, are
to blame for creating an environment in which competitive attrib-
utes are rewarded and failure is heavily punished.

By eliminating unnecessary words and combining the major ideas, we
can rewrite this summary as a single, direct, easy-to-understand sentence.

Teachers who use socially mandated control mechanisms of-
ten make their students feel like failures, but society creates this
competitive environment.

Sentences, by their very nature, must contain related ideas. The trick
to combining sentences, then, is to create relationships among ideas that
would otherwise require separate sentences. By coordinating, subordinat-
ing, embedding, and combining phrases and clauses, you evaluate the
importance of various ideas and determine how they relate to one an-
other. In this case, as in so many others, good writing does more than re-
flect good thinking: Good writing encourages good thinking.

@ /0 EXERCISE: SENTENCE COMBINING

1. Rewrite the following passage using the sentence-combining tech-
niques described on pages 130-133. Bring out the relationship of vari-
ous facts while eliminating unnecessary phrasing.

In 1993, the Nobel Prize for Literature went to Toni Morrison.
Toni Morrison is an African-American writer. She is also a
woman. She has written six novels. Most of her novels deal with
African-American women. All of these novels have been praised
by readers and critics alike. The most famous of her novels is
Beloved. Beloved was awarded the Pulitzer Prize in 1988. Beloved is
the story of a woman who kills her two-year-old child in order to
save her from slavery. It is a tragic story. It is also a profound
story. It dramatizes the suffering of slavery. It also illustrates the
anguish of women who tried to raise their children as slaves.
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Toni Morrison (b.
1931), Nobel Prize—
winning novelist.

Image removed for copyright reasons.

This book is already considered a classic of contemporary litera-
ture. It secures Toni Morrison’s place beside the greatest writers
of our time.

2. Take several paragraphs you have written recently for this or another
course and rewrite them using the sentence-combining techniques
described on pages 130-133. Bring out the relationship of various
ideas and statements while eliminating unnecessary phrasing.

@@ Questions Requiring Reorganization

Some questions require more than a direct summary of the sources: They also
ask you to select and reorganize material around certain issues or problems.
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Students sometimes mistake these as standard summary questions, but they
are actually asking for more of a response. They ask you to think about the
material.

To succeed at questions that ask for more than a summary, you connect
what you know with the question asked. The teacher needs to see how you
use the material you have been learning to think about issues posed in the
questions. The more sense you have made of that material in your studying,
the more flexible you can be in responding to the questions.

If you do not focus on the question and make a clear connection between
the question and your answer, your instructor may make a very harsh judg-
ment. One of the most common complaints of instructors is that students
don’t respond to questions asked on exams and assignments; they often com-
ment that this lack of responsiveness indicates that students don’t know how
to read or think. This very common criticism shows how much weight in-
structors put on being able to speak directly to the question.

No matter how long the question statement is, usually the question is fo-
cused in a direct sentence or two. Sometimes it is preceded by an introduc-
tion of a few sentences to a page reminding you of certain issues or
presenting a particular situation, problem, or argument to consider. This in-
troductory statement is then usually followed by specific instructions, such
as what issues you need to cover and how long your response should be.
Sometimes the instructor might offer some suggestions on how you might
proceed with your answer. The crucial part in all this material is the core
question. You might even underline it to help you keep attention focused
on it.

After identifying the core question, you analyze exactly what it asks for.
Frequently the core question (for both exams and essays) consists of three
parts: the general subject, the specific focus, and the task. The subject is the
general topic area; it is usually indicated by a familiar word or phrase that
has been emphasized in the course. The focus is the specific aspect of the sub-
ject on which you need to elaborate; it is often contained in qualifying
phrases around the subject. The task defines exactly what you need to do in
an answer; it is often signaled by a key question word (see pages 137-139).
For example, in the following questions from a biology exam, even if you do
not know the specific details the question asks for, a careful reading of the
questions can give you a good idea of what sort of answer is needed.

1. Identify the chemical processes by which the liver produces bile.

2. Explain how the liver aids the digestive process.

3. Explain how the liver interacts with the rest of the digestive system.

4. Evaluate the fragility of the liver in relation to the other organ systems
that contribute to the digestive process.

The subject of all these questions is the liver. You would likely find all the
material to answer the questions in the chapter or section on the liver. How-
ever, each question also has a different focus. The first question focuses on
the production of bile, and even more specifically on the chemical processes
by which this occurs. The second and third both focus on the liver’s activity
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within the digestive system, but the second asks only for what the liver con-
tributes to the system, whereas the third asks you to consider the total inter-
action. The fourth focuses on the fragility of the organ within the context of
the secondary subject of the fragility of other organ systems. Questions with
a comparative or relational task usually have two or more subjects that need
to be considered together.

These four questions also have specificity of task. The first asks for a spe-
cific identification of the chemical processes. This would require naming the
chemicals and processes, placing them in sequence, and showing how one
leads to another; including specific chemical equations and transformations
would further strengthen the answer. The second and third “explain how”
questions call for more general answers on the impact of the liver on the di-
gestive processes. For the second you would need to describe the digestive
process at the point where bile is placed within it and how that fluid carries
the digestive process along. For the third, you would describe how the di-
gestive process signals and regulates the liver so it can make its contribution.
The fourth question turns you in the entirely different direction of what can
go wrong and how easily — including malfunctions, imbalances, overloads,
and diseases — and then asks you to compare the susceptibility of the liver
to other organs of the digestive process.

Obviously, although all these seem at first glance to be on the same sub-
ject, each requires a distinctly different answer. If you just repeat everything
you remember from the liver chapter, you are likely to answer none of the
questions accurately.

A careful reading of the question will help you start recalling the infor-
mation you need to develop your answer. Then identifying what kinds of
things you need for an appropriate answer should start bringing the relevant
details to mind. If the specific details you need still haven't already occurred
to you, you can begin a more systematic search of your memory, knowing ex-
actly what kind of details you are looking for.

@0 USEFUL CONCEPTS FROM RHETORIC

T

Key Question Words

he following list of key question words defines and gives examples
of the different tasks you may be asked to carry out on an essay ex-

amination.

Agree, Disagree, Comment on, Criticize, Evaluate

Give your opinion about a book, quotation, statement, or concept and then
present the reasons for your opinion. If the question says agree or disagree,
you express either a positive or a negative opinion. If the question says
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comment on, criticize, or evaluate, your answer can include both positive
and negative points.

“Our society has a zero-sum economy in which every economic
gain by one person necessitates an equal loss by someone else.
Agree or disagree.”

Analyze

Break down a topic into all its parts. Be sure to include all the parts and to
tell what makes each part different from the others.

“Analyze the role of religion in the English Succession Crisis of
1681.”

Compare

Show how two subjects are both alike and different. Be sure to discuss each
subject and give both likenesses and differences.

“Compare the prescribed treatment of women in two early legal
systems: the Code of Hammurabi and the Law of Moses.”

Contrast

Show only the differences between two subjects. Be sure to talk about each
one.

“Contrast the reproductive systems of birds with the reproduc-
tive systems of reptiles.”

Define

Give the exact meaning of a word, phrase, or concept. Show how what you
are defining is different from everything else of its type. Cite examples.

“Define the concept of ‘dialectical materialism” as it was used by
Marx and Engels.”

Explain Why

Give the main reasons why an event happened or happens.
“Explain why a star becomes a white dwarf after its energy has
been expended.”

Describe, Discuss

Tell what happened, what a subject looks like, or what a subject is.
“Describe the process of photosynthesis and discuss its role in the
ecosystem.”

lllustrate

Give one or more examples to support a general statement.

“Illustrate the relationship between financial reward and worker
productivity by citing examples from major studies in the area.”
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Interpret

Explain the meaning of the facts that are given. The question may ask you
to use a specific method of interpretation. Be sure to go beyond just re-
peating facts.

“Interpret the results of Abraham Lincoln’s election in 1860 in
light of Anthony Esler’s theory of generational change.”

Justify, Prove

Give reasons to show why a statement is true.
“Using what we have learned about the revolutions in France,
Spain, and Russia, justify Thomas Hobbes’s famous statement

that life in the absence of a strong civil government is ‘solitary,
poor, nasty, brutish, and short.””

List, State
Itemize important points. Be sure to list all the items asked for in the ques-
tion. Do not give examples unless they are requested.

“List Freud's five stages of psychosexual development and
briefly describe each one.”

Outline, Review, Summarize

Give all the main points of a quotation, book, or theory. You do not have to
include minor points.

“Review the major Civil Rights campaigns by the Southern
Christian Leadership Conference between 1957 and 1961.”

Relate

Show how one object has an effect on another. Be sure to identify the con-
nection between them.

“Relate the rise of computer literacy to the steady decline of blue-
collar jobs in the American economy.”

Trace, List the Steps or Stages

List a series of important events, leading up to a final item or point. Be sure
not to leave any item out or include more than the question asks for. This
type of question may refer to historical events, recall a process, or ask for
detailed directions.

“Trace the important political, military, and religious develop-
ments that culminated in the ‘fall’ of the Western Roman Empire
in the fifth century A.0.”
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@@ Responding to Essay Exam Questions:
A Review

1. Read the question. Identify the topic, focus, and task.

2. Think about the question. What does the question call for? What kind of
answer would adequately address the task? What kind of answer might
display a deeper understanding?

3. Think about the course and course materials. Ask yourself: How does the
question relate overall to the course materials and goals of the course?
What materials from the course would be relevant to the answer? What
ideas that the teacher emphasized might be relevant? What specific de-
tails from the course might provide useful examples or evidence?

4. Decide on your general answer to the question. Figure out in blunt and di-
rect terms the major point you want to make in answering the question.
Think of this as the 25-words-or-less version. Make sure this speaks di-
rectly to the question and provides a clear-cut answer. Are you answer-
ing yes or no? What are the specific causes you are identifying? How
many stages are you including in the process you are asked to describe?

5. Outline your answer informally. A few notes on the direction of the an-
swer and the key points you want to make should be enough to focus
your answer and keep you on track.

6. Write an opening. Make sure your opening statement responds directly
to the question, giving your general answer and identifying the specific
ways in which the remainder of the question will flesh out the answer.
You may want to use parts of your 25-words-or-less version. The open-
ing sentence is important both because it sets your answer in the right
direction and because it announces to whoever is grading the question
that you are addressing exactly what the question asks you to address.

7. Write the body of the answer. Include all the material the question re-
quires. Do not ignore any parts of the question as asked. Make sure that
all parts of your answer do indeed relate to and follow through on the
question and that you explain that connection.

8. Write a conclusion that ties the points you make back to the focus and task
raised in the question. This is your last chance to make sure that your an-
swer is not just a loose connection of statements on the general subject of
the question, but is rather a precise response to the specific issues the
teacher was asking about. It is also your last chance to show the teacher
how well you have addressed the question and understood the material.

To anticipate the kinds of questions the instructor is likely to ask on an
exam, pay attention throughout the term to the questions asked in class and
in homework assignments. You may even wish to keep a list of such ques-
tions and use them to help organize your work, either by yourself or as part
of a group. In study groups you can also use the instructor’s questions as
models to make up more questions to ask each other (see pages 116-117). If
the teacher is likely to ask a variety of questions that go beyond rote sum-
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mary, you cannot follow a preset organization of the textbook or lectures; in
these cases, you find ways to reorganize the material around different issues,
ideas, or problems. What are the underlying kinds of thinking your teacher
wants you to do with the material? Then organize your studying around
those issues and tasks.

ASKING AND ANSWERING QUESTIONS

1. Read the following excerpts from the Supreme Court decision in a re-
cent controversial case concerning freedom of religion. Then briefly
answer (in a paragraph or so) each of the questions that follow. In
class discuss how the different questions require different sorts of an-
SwWers.

The case concerns the right to sacrifice animals in religious ser-
vices. In 1987, the city of Hialeah, Florida, passed a series of ordi-
nances designed to prevent members of the Santeria religion — a
Cuban-based fusion of traditional African religion and Roman
Catholicism — from practicing animal sacrifices. The city asserted
that such sacrifices violated the moral values of the community. The
church members petitioned the federal courts to overturn the ordi-
nances, arguing that the animal sacrifice was vital to the practice of
their religion. The right to practice their religion with its animal sacri-
fice was protected, they claimed, under the First Amendment to the
U.S. Constitution (the free speech amendment), and particularly by
the clause that guarantees the “free exercise” of religion.

In 1993, the Supreme Court ruled unanimously that the city’s ordi-
nances were in violation of the free exercise of religion clause of the
First Amendment. The decision, authored by Associate Justice An-
thony Kennedy, has become an important reference point in cases
where individual freedoms are pitted against community standards.
Here are several excerpts from that opinion:

Church of the Lukumi Babalu Aye, Inc., and Ernesto Pichardo v. City of
Hialeah. Decided June 11, 1993.

Our review confirms that the laws in question were enacted by
officials who did not understand, failed to perceive, or chose to
ignore the fact that their official actions violated the Nation's es-
sential commitment to religious freedom. The challenged laws
had an impermissible object; and in all events the principle of
general applicability was violated because the secular ends as-
serted in defense of the laws were pursued only with respect to
conduct motivated by religious beliefs. . . .
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The Free Exercise Clause of the First Amendment, which has
been applied to the States through the Fourteenth Amend-
ment . . . provides that “Congress shall make no law respecting
an establishment of religion, or prohibiting the free exercise
thereof. . . .” The city does not argue that Santeria is not a “reli-
gion” within the meaning of the First Amendment. Nor could it.
Although the practice of animal sacrifice may seem abhorrent to
some, “religious beliefs need not be acceptable, logical, consis-
tent, or comprehensible to others in order to merit First Amend-
ment protection.” (Thomas v. Review Board of Indiana
Employment Security Division . .. 1981). ... Neither the city nor
the courts below, moreover, have questioned the sincerity of peti-
tioners’ professed desire to conduct animal sacrifices for religious
reasons. We must consider petitioners’ First Amendment claim.

In addressing the constitutional protection for free exercise of
religion, our cases establish the general proposition that a law
that is neutral and of general applicability need not be justified
by a compelling governmental interest even if the law has the in-
cidental effect of burdening a particular religious practice. . . .
Neutrality and general applicability are interrelated and, as be-
comes apparent in this case, failure to satisfy one requirement is a
likely indication that the other has not been satisfied. A law fail-
ing to satisfy these requirements must be justified by a com-
pelling governmental interest. These ordinances fail to satisfy
[these] requirements. We begin by discussing neutrality. . . .

Ordinance 87-40 incorporates the Florida animal cruelty
statute, Fla Stat 828.12 (1987). Its prohibition is broad on its face,
punishing “whoever . . . unnecessarily . . . kills any animal.” The
city claims that this ordinance is the epitome of a neutral prohibi-
tion. . . . The problem, however, is the interpretation given to the
ordinance by respondent and the Florida attorney general.
Killings for religious reasons are deemed unnecessary, whereas
most other killings fall outside the prohibition. The city . ..
deems hunting, slaughter of animals for food, eradication of in-
sects and pests, and euthanasia as necessary. . . . There is no indi-
cation in the record that the respondent has concluded that
hunting or fishing for sport is unnecessary. Indeed, one of the few
reported Florida cases decided under 828.12 concludes that the
use of live rabbits to train greyhounds is not unnecessary. . . . Re-
spondent’s application of the ordinance’s test of necessity deval-
ues religious reasons for killing by judging them to be of lesser
import than nonreligious reasons. Thus, religious practice is be-
ing singled out for discriminatory treatment. . . .

In sum, the neutrality inquiry leads to one conclusion: The or-
dinances had as their object the suppression of religion. The pat-
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tern we have recited discloses animosity to Santeria adherents
and their religious practices; the ordinances by their own terms
target this religious exercise; the texts of the ordinances were ger-
rymandered [written to have unequal effect] with care to pro-
scribe religious killings of animals but to exclude almost all
secular [nonreligious] killings; and the ordinances suppress
much more religious conduct than is necessary in order to
achieve the legitimate ends asserted in their defense. These ordi-
nances are not neutral, and the court below committed clear error
in failing to reach this conclusion. . . .

The Free Exercise Clause commits government itself to religious
tolerance, and upon even slight suspicion that proposals for state
intervention stem from animosity to religion or distrust of its prac-
tices, all officials must pause to remember their own high duty to
the Constitution and to the rights it secures. Those in office must
be resolute in resisting importunate [overly persistent] demands
and must ensure that the sole reasons for imposing the burden of
law and regulation are secular. Legislators may not devise mecha-
nisms, overt or disguised, designed to persecute or oppress a reli-
gion or its practices. The laws here in question were enacted
contrary to these constitutional principles, and they are void.

Questions

a. Describe the issues in the case Lukumi v. Hialeah.

b. Define the term neutrality as used by Justice Kennedy in this deci-
sion.

c. Analyze the reasoning behind the Supreme Court’s decision that
the Florida law in question is unconstitutional.

d. In this decision, Justice Kennedy reasons that religious freedom
should take precedence over community values unless there is a
compelling state interest to restrict religious activity. Do you
agree or disagree?

e. Explain the significance of the Supreme Court’s decision in terms
of individual freedoms versus community standards.

f. Compare the ethical issues involved with killing animals for sec-
ular reasons (food, sport, pest control) with the same issues in-
volved in killing animals as part of a religious ordinance.

Consider the following excerpt from the Supreme Court decision in
Brown v. Board of Education (1954), the decision that outlawed segre-
gated schools throughout America. The unanimous (9 to 0) decision
was written by Chief Justice Earl Warren. The Brown v. Board decision
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overturned the earlier decision, Plessy v. Ferguson (1869), in which the
Court ruled that “separate but equal” schools did not violate the
Fourteenth Amendment to the Constitution.

Read the passage carefully and think of five questions about it that
require answers going beyond mere summary. Write the questions
down and then answer them using the strategies reviewed on pages
139-140.

Brown v. Board of Education of Topeka. Decided May 1954.

The plaintiffs contend that segregated public schools are not
“equal,” and cannot be made “equal,” and that hence they are
deprived of the equal protection of the laws. Because of the obvi-
ous importance of the question presented, the Court took juris-
diction. Argument was heard in the 1952 Term, and reargument
was heard this Term on certain questions propounded by the
Court; ..

In approaching this problem, we cannot turn the clock back to
1868 when the [Fourteenth] Amendment was adopted, or even to
1896 when Plessy v. Ferguson was written. We must consider pub-
lic education in the light of its full development and its present
place in American life throughout the Nation. Only in this way
can it be determined if segregation in public schools deprives
these plaintiffs of the equal protection of the laws.

Today, education is perhaps the most important function of the
state and local governments. Compulsory school attendance laws
and the great expenditures for education both demonstrate our
recognition of the importance of education to our democratic so-
ciety. It is required in the performance of our most basic public
responsibilities, even service in the armed forces. It is the very
foundation of good citizenship. Today it is a principal instrument
in awakening the child to cultural values, in preparing him for
later professional training, and in helping him to adjust normally
to his environment. In these days, it is doubtful that any child
may be reasonably expected to succeed in life if he is denied the
opportunity of an education. Such an opportunity, where the
state has undertaken to provide it, is a right which must be made
available to all on equal terms.

We come then to the question presented: Does segregation of
children in public schools solely on the basis of race, even though
the physical facilities and other “tangible” factors may be equal,
deprive the children of the minority group of equal opportuni-
ties? We believe that it does. . ..

We conclude that in the field of public education the doctrine
of “separate but equal” has no place. Separate educational
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facilities are inherently unequal. Therefore, we hold that the
plaintiffs and others similarly situated for whom the actions have
been brought are, by reason of the segregation complained of, de-
prived of the equal protection of the laws guaranteed by the
Fourteenth Amendment.

3. For a chapter in a textbook you are currently studying in another
course, ask five questions, each using a different key question word
(see pages 136-138), and then answer as you might on an exam.

‘4. Bring in questions from recent assignments, quizzes, or exams in
other courses and discuss with the class how you might go about an-
swering each.
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@07 REVIEWING WRITING PROCESSES

Proofreading

written answer to a quiz question or a homework summary of the

night’s reading, proofread it to eliminate misspellings, mechanical
errors, and typing mistakes. Careless mistakes can detract from even the
best writing, and teachers will often subtract points for mistakes that you
could have corrected easily with a little extra effort. Here are some proof-
reading suggestions:

Before you turn in any assignment to an instructor, even a quickly

1. Allow yourself plenty of time to correct errors and, if appropriate, to reprint
your document. If you proofread right before the paper is due, or you
are writing in class, you will have to make corrections with a pen or
pencil. Although it is generally better to pencil in a correction than to
ignore an error altogether, it is always much better to reprint the page
(if you are using a computer) or to make the correction on a type-
writer. Instructors expect papers prepared before class to look neat
and professional, but all teachers prefer neatly inserted corrections to
no corrections. Here are some useful symbols for making handwrit-
ten corrections:

N insert I left out , word. this

. [franspose My hands sillpped when @j
typing.

_ use a capital State names like ohio should be

- capitalized. -

p use lower case Subject names like Mathemat-
ics and History don’t need cap-
itals.

3 close up space I le oft a space.

i start a new paragraph ... the last sentence. ‘| I begin

a new paragraph.

2. If the situation allows, read your paper out loud. When you read silently,
your mind often compensates for missing words, extra words, wrong
words, or misplaced punctuation. When you read your paper out
loud, you catch things that you would miss otherwise.

3. Ask someone else to read your paper over for mistakes. Sometimes you can
be too close to your writing to recognize all of the errors. It is always
a good idea to have a friend, family member, or roommate read over
your paper to find mistakes that you might have missed. Of course,
don't try this in an exam.
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4. Don't assume that, just because a document has been checked on a computer,
it does not contain errors. Computer spell-checkers and grammar
checkers are useful tools for catching some kinds of errors, but they
do not catch everything. If you are using a computer checker, you
should still look carefully for wrong words, similar words with dif-
ferent spellings, missing words, extra words, and mechanical prob-
lems that the computer is not programmed to identify.

Questions for At-Home Essays

For at-home essays you have more time to think about the question assigned,
to organize your thoughts, to write carefully, to expand on your discussion,
and to revise. You also have access to notes and books, and even additional
sources you might want to bring in from related books or the library. This
means that you need to take advantage of the increased time and access to
material to produce a well-thought-out, clearly presented, detailed response.

In these assignments, not only are you likely to have better conditions for
writing, but your instructor will likely have better conditions for reading,
and so will have time to notice subtlety of thought, organization, and sup-
porting details. This is in contrast to exam essays, which are typically read
rapidly to get the grades in on time. There the grader looks for clearly dis-
played and direct points in response to the question. Any indirection or com-
plication may lead the grader to miss the relevance of the answer as he or she
goes on to the next paper in the stack. This pattern of reading is only rein-
forced by graders’ knowledge of the rushed conditions under which stu-
dents write in exams. They suspect that anything that does not go directly to
the target must be off the mark. On the other hand, in grading at-home es-
says, instructors generally have more time and are also aware that students
may have spent substantial time and work on the project. For these reasons,
they are likely to read more carefully, trying to construct the student’s line of
reasoning and seeing how far the student can take the idea. Thus you get
more leeway to give something other than the most obvious answer.

Since at-home knowledge-display assignments generally move toward
the kinds of essay assignments described in the following chapters, they are
not discussed here. Instead we will discuss two types of questions that are
close to the summary but require substantial thinking: the large overview
question and the open-ended summary question. These kinds of questions
ask you to find big patterns in the material you are studying — showing that
you are making sense of both the meaning of each part and the connections
among the parts.

The large overview question points you to some underlying theme and
asks you to pull the material together around that theme. The following are
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examples of the kinds of large thematic questions that might help you tie to-
gether the different work you have done over the term in various kinds of
classes:

1. History. How did the concept of a popular revolution change and de-
velop in the years between the French Revolution in 1789 and the Russ-
ian Revolution of 1917?

2. Political Science. In what ways does the tension between individual
rights and social cohesion shape current approaches to public policy?

3. Philosophy. In what ways have philosophers attempted to deal with the
apparent contradiction between a God who is perfectly good and a
world that is experienced as evil?

4. Literature. How might the shift in twentieth-century poetry away from
rhymed, metered verses toward free verse and experimental forms
point to underlying changes in the philosophies, values, or attitudes of
poets?

5. Anthropology. What are some of the primary differences in the way that
preindustrial and postindustrial societies perceive nature?

These questions usually give a strong hint about the kind of pattern the in-
structor is looking for, as well as some criteria for determining whether your
answer will address the teacher’s expectations.

The open-ended summary question is less directive, giving you an opportu-
nity to tell what you know in the way you want to tell it. This is more diffi-
cult because it is up to you to identify a significant pattern around which to
organize the material and then to connect substantial amounts of material to
that pattern.

In answering such complex questions, you need to step back from the
details you have been learning to develop overviews of the subject. Thought
representation devices such as concept networks, matrixes, or diagrams are
most useful (see pages 104-107). If you are working on an at-home essay, you
can try some freewriting or a journal. With the big question in mind, it is also
helpful to review your notes, the table of contents of your textbooks, or the
course syllabus to remind yourself of the material that might be relevant to
the question. The more constructive preliminary work you put into figuring
out the underlying patterns, the more focused and powerful your final an-
swer is likely to be.

Once you have identified the underlying pattern in the material you
want to describe, you then find the most direct and easily understandable
way you can of expressing that pattern precisely. You may see a set of con-
nections, but if you cannot express those connections clearly, the instructor
will not know what it is you are seeing, and may assume you only have some
loose and poorly conceived associations rather than a strong pattern you are
trying to demonstrate. In finding a way to describe the pattern clearly and
forcefully, you are likely to refine your idea further. As you heighten the out-
lines of the pattern for others, you will also do it for yourself.

The statement of the pattern can then form the core of your opening
paragraph and become the basis for the outline of details to follow. You plan
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the outline to elaborate the pattern in a section-by-section manner, showing
each part in greater detail but always connecting it to the larger pattern.

Beyond Classroom Learning

In this and the previous chapter we have been considering a process
whereby you can become more involved in the ideas and information that
are presented to you in books and lectures. Rather than superficially memo-
rizing a few words and phrases by rote just long enough to reproduce them
on an exam, you can make the material part of your thinking by learning to
talk and write about it in various ways. These facts and concepts become part
of statements you yourself make and patterns of knowledge you yourself
have seen and articulated. You have made your learning part of yourself,
part of the understanding of the world you have with you at all times, be-
cause it is knowledge you have not only overheard, but knowledge you have
remade by stating it in your way, reflecting how you have placed that knowl-
edge in your mind. Moreover, by restating that knowledge in ways that can
be recognized as valid and thoughtful by others, even the distant people who
may grade your examination, you have confirmed the validity and strength
of your perception of the subject. You have found a way of putting your
knowledge on the line, and putting yourself behind that knowledge.

Nonetheless, there are limitations to the kind of involvement created by
the knowledge building discussed in the last two chapters. We have been dis-
cussing knowledge contained within the four walls of the classroom, ac-
cepted on the authority of the textbook and instructor; it is not necessarily
integrated with your previous beliefs and experiences, nor necessarily di-
rected toward the ways you might want to use it once you are no longer a
student. You have developed yourself by participating in this specialized
classroom communication activity of receiving, remembering, rearticulating,
and displaying knowledge, but it is only a classroom self that has been de-
veloped.

Some instructors may create opportunities to help you think about how
your learning relates to what you have seen or heard or done previously in
school or out, or to the opinions common in your community. Teachers may
even give you some opportunity to critically evaluate what you are learning
and to determine how much you agree with the propositions presented or
how much you appreciate the literature or art you are studying. Obviously
there is more room for such personal judgment in courses like philosophy,
literature, and art appreciation than in physics, mathematics, or biology. In-
structors may also help you look beyond the classroom to see how your
learning relates to problems and issues current in society or research.
Through discussion, case studies, and real-world problems, instructors can
help you start to make a link between what you study in the classroom and
professional tasks and problems you will confront later in your career.
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ssignments

These kinds of connections expand and make more complex the com-
munication system of the classroom, and they are the subjects of other chap-
ters in the book. Some courses are totally engaged in these extensions,
whereas others make only small gestures in those directions. In those cases,
you need to make those connections on your own, even if all the classes you
take are narrowly bound to the small communication circuit of knowledge
reception and display, because it is those connections beyond the classroom
that will deepen your commitment, understanding, and involvement in the
subject matter, making it more than just a matter of classroom learning.

GOALS AND SUMMARY WRITING

1. Make a list of academic goals for the remainder of the current term.
Make the goals specific and challenging. Instead of saying “work
harder on psychology course,” commit yourself to “prepare reading
notes on reading assignments before class and go over lecture after
each class to identify main themes and points.” Be detailed about
what things you wish to accomplish and what you need to do to ac-
complish them. Write the goals down and post them in a conspicuous
place where you will see them every day.

2. Reread all the course information provided by your instructors this
term and make a list of the goals they have set for their classes. Com-
pare these goals with the goals that you have set for yourself.

3. Read the following paragraph and combine as many sentences to-
gether as you can while still preserving the meaning and continuity
of the passage.

Alfred Binet developed a test for intelligence. He was a French
psychologist. He developed the test in 1904. It is a famous test. It
is still used by psychologists today. It is called the Stanford-Binet
test. It asks questions about common knowledge. It measures a
person’s mental age. Psychologists divide this mental age by the
person’s chronological age. They then multiply the number by
100. This number is called the IQ. IQ stands for “intelligence quo-
tient.” There are many problems with measuring intelligence this
way. It is difficult to define “intelligence.” It is difficult to define
“common knowledge.” These factors affect the value of IQ tests.
They cannot be considered completely reliable. They may predict
achievement in some areas and not others. Their predictions may
be culturally biased. Mental age is itself a culturally defined con-
cept. It is not clear exactly what the tests measure. There may be
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kinds of intelligence that do not correlate with the test. They may
give an inaccurate idea of intelligence. Intelligence may not be a
separable personal attribute. Intelligence may be a set of re-
sponses to situations. Intelligence may be developed through ex-
perience. Intelligence may not be just how you work alone.
Intelligence may have to do with what you can do with others. IQ
scores make intelligence appear like an inborn fixed horsepower.

4. Design a final exam for a course you are taking this quarter. Decide
how much of the exam should consist of objective questions
(multiple-choice, true-false, etc.), how much should consist of short-
answer or short essay questions, and how much should consist of
longer overview or summary essays. Write all of the questions in the
way that you think your instructor would write them and then take
your own final as a practice for the real thing.

5. Imagine that you have been commissioned to write a formal sum-
mary of a movie for publication in a newspaper. You have been allo-
cated 250 words and will be expected to provide a thorough,
professional synopsis of important plot, character, and thematic ele-
ments. Select a movie that you have seen recently and summarize it
as completely as possible in the assigned length.

6. Select a course that you have taken recently or are currently taking
and write down three important themes that have recurred through-
out this course. Write a general overview question about each of
these recurring themes, and then answer one of the three.

ttmg _ Find out if any courses on campus use electronic exams. If so, find
»y : out about their formats and how they are used in the courses. Write a
’ﬂVOlved few paragraphs describing what you have found.

El_ectronical!y?

e
.

g

Investigate the spell-checker, grammar checker, and other proofread-
ing tools available on the word processor you use or available at your
college computer lab. Try out these tools that are designed to im-

7 _ prove the final appearance of your writing. Write a few paragraphs
M describing how these programs work and how useful they are.







lllustrative Writing:
Connecting Concepts and
Real Examples

AIMS OF THE CHAPTER

Academic knowledge has meaning and value beyond the classroom. To
help you understand the meaning and power of what you are learning for
the many kinds of events that happen, your teachers may ask you to con-
nect your learning with events that occur outside the walls of the university.
This chapter aims to help you see that academic study has powerful con-
nections to many parts of life.

KEY POINTS

1. Eachdiscipline, or area of academic study, provides a way of looking at,
understanding, and acting in the world. It provides a way of getting in-
volved in and improving some important human activity.

2. Instructors are likely to believe deeply in the value of their subjects and
will try to express that value by showing how learning relates to the
world outside the classroom.

3. Indiscussions and assignments you may be asked to make specific con-
nections between course materials and contemporary events presented
through newspaper and magazine articles or in videos and films pro-
duced for nonacademic audiences.

4. In writing about contemporary events, you need to make detailed and
frequent connections between the academic concepts or information
and the specific details of the events.

QUESTIONS TO THINK ABOUT

® Why do teachers and researchers study the specialized and unusual
things you are being taught?

B Just what do your teachers get enthusiastic about and why?
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m Have you ever felt either in school or on your own that you have
learned something really important and useful? When?

® How can what you learn in your coursework give you a better under-
standing of the world?

Most professors deeply believe that their subjects are important and use-
ful ways of looking at the world and life. For example, psychologists really
are curious about how their own and other people’s minds operate and why
people think and behave as they do. To them knowledge of psychology can
be immediately and profoundly helpful. It can help people use their minds
more effectively, overcome personal difficulties, find more satisfying ways of
living, and understand how people interact. Moreover, if you ask psycholo-
gists how they view the world around them, their descriptions will be satu-
rated with concepts and perspectives they have developed as part of their
professional experience. Although they may be cautious about overgeneral-
izing from current psychological knowledge or making judgments about as-
pects of personality and behavior that they don't yet fully understand, they
approach daily life as psychologists.

Similarly, economists look at the world through the lens of their eco-
nomic knowledge. They look at people, businesses, and governments in
terms of finances and exchange. As professionals and as private citizens they
are likely to offer others economic analyses and advice about how to conduct
economic affairs.

Almost all teachers believe that the study of their subject can lead to
more satisfying lives. Teachers of literature, art, music, history, and philoso-
phy see their subjects as their passions and their way of being in the world.
Teachers in the sciences see beauty in their subjects. In the knowledge of their
fields, they find powerful ways of understanding the world, creating new
technologies, and addressing problems, whether in medicine, the future of
the planet’s ecology, or the sources of energy. Professors of applied fields be-
lieve that much human happiness depends on creating wiser and more com-
petent public administrators, lawyers, businesspeople, teachers, engineers,
and counselors.

@ ® Snapshots of the World

Because of their commitment, instructors want students also to understand
the beauty and strength of their subjects. They want students to see how spe-
cialized knowledge can reveal and change the world beyond the classroom.

Sometimes this desire may only be an undercurrent of the class, perhaps
increasing the teacher’s personal intensity. In passing, the teacher may com-
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ment on how what you are studying explains some familiar daily phenome-
non. The biology teacher may remark that a chemical process first noticed in
the nervous system of flatworms may hold the key to improving human
memory, or a literature teacher may point out that the development of sym-
bols of nationhood in Renaissance poetry helps us understand how we think
about nations today. Such comments may have little direct effect on what is
expected of you; you will still be expected to understand the major systems
of flatworms and to interpret sixteenth-century poems. Nonetheless, these
insights into the implications of the knowledge will increase your personal
sense of connection, motivation, and commitment.

In some courses, teachers go further and bring the world outside of the
classroom directly into the communications of the classroom, in ways that
become a central part of the course.

Representations of the World

Teachers can bring the world into the classroom through articles from cur-
rent magazines and newspapers, through films and videos of contemporary
events and communities, or through Internet access. These representations of
current situations and issues help you think about the meaning and implica-
tions of what you are studying. In an economics course on international
trade, the teacher may use debates in a news magazine over free trade agree-
ments to trigger a discussion of current economic developments. In an urban
anthropology class a documentary film concerning the life in the favillas
(shantytowns) of Buenos Aires might reveal how the social forces discussed
in texts affect real lives. An art history class examining the relationship of art
to the rise of museums might consider recent controversies over public fund-
ing for the exhibition of avant-garde art. You can probably think of many
other examples from your own courses.

The Internet also is providing a large amount of information about dif-
ferent aspects of the world, especially through the World Wide Web. The Web
allows easy access in convenient format to information, magazines, data, or
whatever people wish to make available, from the latest facts about health
foods or a political movement to the full text of classic books of literature and
religion. You can even get a visual tour of famous art galleries around the
world or sound recordings of political speeches. Many kinds of material are
now being posted onto World Wide Web servers, and in the next few years
the Web will provide nearly instant access to enormous stores of information
linked together. The links are created in hyper-text format, meaning that
cross-references from one document to another are directly linked electroni-
cally. If a document about some research in Missouri mentions a research
group doing similar work in Bolivia, you can retrieve information about the
Bolivian group and their work by clicking your niouse (a device that points to
items on the screen) on a marked word or button.

These current articles, films, and electronic documents will probably not
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have been created for classroom use in the way textbooks are; they are di-
rected to the world outside the classroom. You might be tempted to treat
them in the same way you do when you see them in the morning paper, on
television in the evening, or while surfing the net in your spare time. How-
ever, in the class you need to see such “real-world” documents in relation to
the concepts and methods of the course or in comparison to other cases you
have studied. The teacher may first draw these connections, and in class dis-
cussion and papers you may be asked to follow up, expanding on the con-
nections the instructor has made or bringing in new examples from the news
or other media. Here are the basic steps:

B [dentify what aspect of the course materials this event or situation is re-
lated to. Is this case meant to be a comparison with a historical case? Or
is it an illustration of an analytic concept you have been working with?

B Given the specific relevance of the materials for the work of the course,
identify which details or aspects of the materials are most important.

B Given the connection between course and materials, analyze, evaluate,
or otherwise think about the contemporary materials in a way appropri-
ate to the course. Construct an account of the case or situation that is rel-
evant to the course.

In other words, you identify (1) how the case fits the course; (2) what details
to focus on; and (3) how the approach of the course suggests thinking about
it. For example, if you have been studying group loyalties in a sociology
course and your teacher assigns a magazine article based on undercover in-
terviews with a local youth gang, you know that the teacher is asking you to
consider how group loyalties hold the gang together. With the issue of group
loyalties in mind, you then find in the article all the signs and factors related
to group loyalty that you have considered throughout the course, such as
similarity in dress and appearance, claims of kinship with other members of
the gangs, fears expressed about the world outside the group, locales and
times for gathering, rituals, and so on. Finally, you might consider which
ideas about group loyalty this case fits best. In class discussions, instructors
may draw you through this process in a step-by-step way.
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FINDING REAL-LIFE EXAMPLES

1. Choose a course that presents material that might apply to contempo-
rary events or situations. Examine your local newspaper for several
days and clip several articles that seem to exemplify or otherwise re-
late to concepts, events, processes, or other things you are studying in
that course. Write three questions that relate your clippings to the
course materials. Then bring your clippings and questions to this
writing class along with textbook passages and discuss the different
ways in which school learning applies to the world.

2. Access the World Wide Web through one of the terminals in the col-
lege library or campus computer center. After exploring the Web for
awhile, locate some pages that are interesting and relevant to a course
you are currently taking. If you can, print out images of several of
these pages to bring to class. If not, take notes on the information on
the page and the links to other pages. Keep a record of the URL ad-
dresses of the most interesting pages so that you can revisit them.

3. Read several of the sidebars in this book entitled “Useful Concepts
from Rhetoric.” From newspapers, magazines, or other printed mate-
rials, bring into class three real-life situations in which any of these
concepts might apply. Be ready to discuss how the concepts apply to
the examples.

Writing Papers About Real-Life Situations

Although some class discussions of outside contemporary materials may be
passing events in a course to highlight certain concepts, instructors may use
those discussions as the basis for more extended assignments or papers. In
certain courses, applying learning to current issues and case studies may also
be the specific purpose of the course, as in courses on contemporary social
problems. When you write a paper on a real-world case or a current event,
the following steps can help you develop ideas:

m Consider what the question asks you to do with the material. Particularly, see
if it indicates what elements of the course ought to be related to the case
or current event, and in what way. Does the question specify the meth-
ods you might use to collect information? Does the question define what
attitude you should take to the material or what task you must accom-
plish? Are you to take the material as a case to be solved, an illustration
of ideas you are learning, or as an exception? Are you asked to consider
how the participants in the case view events and how those views match
up with the concepts you are studying? Are you to provide a critique of
or evaluate current policies adopted for the situation? Does the question
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specify certain formats you might use to present your answer? In short,
what does the assignment ask you to do?

B [dentify which materials, methods, and models from the course are most relevant
for the assignment. For your working notes, make a list of those concepts,
theories, or facts from the course that might be most useful to under-
stand the case or events you are examining. If necessary, review your
notes and readings. Review discipline-specific methods of collecting in-
formation that might be useful for the assignment. Also search your
course readings and lecture notes for any examples that might give you
a model for what your final paper might look like. Try to identify the typ-
ical ways of discussing example cases in this subject area.

B Develop a general approach to the question. Identify what you wish to ac-
complish, what you need to cover, and what kinds of discussion you will
have to present. Then write a brief one- or two-sentence direct answer to
the question as you best understand the issues. In the course of working
on the paper, you may wish to refine, develop, or even change this main
idea or thesis statement. Nevertheless, identifying a tentative main idea
in the beginning helps focus your thought, direct your activity, and pro-
vide a framework for developing the essay.

8 Go through the case materials again, keeping in mind the question that you are
developing. Identify the specific details, facts, and statements that are
most relevant to the issues on which you are focusing. These can be
recorded by highlighting, annotating, or making a set of working notes.

B Connect the specifics of the case with the relevant materials from the course. You
may first do this by keeping a set of journals or notes that start to sketch
out your ideas. As seems appropriate, go back to the course notes and
readings to pull out details, quotations, definitions, charts, or other items
that will help elaborate the ideas more fully in relation to the case. At the
end of this process, bring together your ideas in a single page with the
details of the case so you can see how course materials and case fit to-
gether.

B Plan an organized answer. The answer should address the task and bring in
a detailed examination of materials from both class and case. In every
section of the planned essay (or every heading in the outline), bring the
class and case materials together. You do not want just two separate sec-
tions, one about the course materials and one about the case: you want
the two brought together at every point. Write sentences that explicitly
connect the two.

B [n the final paper, show the interaction between case and course. The relation
between the two should help bring out the meaning of both. The paper
should be presented to make that interaction evident:

1. The introduction of the essay should directly address the task and
identify how course materials and case materials inform each other.
Explicitly state the relationship between the two sets of materials in
a thesis sentence, a clear statement of the main point.
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2. Each paragraph in the essay’s body should support the main point, dis-
cussing some aspect of how the case sheds light on the ideas of the
course or how the course ideas shed light on the case. As men-
tioned above, make explicit connections between the case and the
course, especially in the introductory sentences of the paragraphs.
These connections should also add up in a coherent way and be
presented in a comprehensible order, with one idea leading to the
next.

3. The conclusion should again directly address the primary task set by
the question, showing how the case fits into course issues, or how
course issues would help understand, resolve, or provide a more
sophisticated way of handling the case. Based on the analysis and
discussion of the paper, the conclusion should provide some spe-
cific evaluations, recommendations, insights, or other advances on
thinking.

@7 REVIEWING WRITING PROCESSES

Revision and Drafting

piece of writing) for publication or presentation. Many writers see

first drafts merely as broad outlines of what they eventually intend
to say. Good writing usually means revision: looking again at your writing
to see how you can make it better. Students tend to see revision much dif-
ferently than professional writers. Some students only look over a paper to
correct obvious mistakes or typographical errors. Such correction is really
only proofreading (see page 145). Others look over their papers to try to
make their meaning more precise or their prose more economical. This
sharpening of the phrasing is what is called editing (see pages 184-186).
The most successful students, however, realize that revising means look-
ing over everything: the statement of the main idea, the logic and reason-
ing, the major supporting ideas, the organization, and the examples and
details, as well as the grammar, word choice, and spelling.

Contemporary writing research shows that, whereas inexperienced
writers tend to divide the writing process into a “thinking” stage and a
“writing” stage, experienced writers see their writing as a part of their
thinking process. The English novelist E. M. Forster once said, “How can I
know what I think until I see what I say?” From Forster’s perspective,
writing becomes a way to create, refine, and modify ideas, rather than just
a way to express thoughts that have already been sufficiently formed.
Through each draft you bring your thoughts more into being, as you look
at the shape your ideas are taking and bring out that shape more fully.

Most students have had the experience of writing a paper and discov-

P rofessional writers rarely submit first drafts (their first attempt at a
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ering that, by the time they reach their conclusion, they are expressing
ideas that had not occurred to them when they began. When this happens,
inexperienced writers often think they have done something wrong. Expe-
rienced writers, on the other hand, recognize that their writing has helped
them create new ideas. They then go back to the beginning to incorporate
these insights into their writing, eliminating the stray statements they
needed at first to warm up. After writing another draft, a writer may dis-
cover even more new ideas that need to be included.

Writing on a computer or a word processor makes revising a paper
much easier. But even students who use word processors must make a
conscious effort to rework and rethink their ideas during every stage of
writing. This requires foresight and planning, since papers hastily pre-
pared the night before they are due will almost always be unrevised first
drafts. Where possible, you should try to complete your first draft several
days before the paper is due, giving yourself time to come back several
times to revise your prose and work through the main ideas. When you do
this, you may find that your final paper might not look anything like your
original version.

@ Sample Student Essay

The following student essay was written for an introductory Psychology
course. After reading a chapter entitled “The Individual and the Social
Group” from the textbook, students were asked to find and discuss a news
story that exemplified one of the concepts presented in the chapter. The stu-
dent James Dilling found a story in a political magazine describing the de-
cline of a New England fishing community that seemed to fit precisely with
the concept of “tragedy of the commons.” The essay presents both the main
points of the concept and the primary facts of the case, and then clearly dis-
cusses how the case fits the concept.
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A Common Tragedy in Gloucester
by James Dilling

We often assume that rational individuals will cre-
ate rational public policies; however, this assumption
does not always hold true. Individuals acting intelli-
gently, rationally, and defensibly in their own best
interests can often contribute to the decline of the
communities to which they belong. Deborah Cramer’s ar-
ticle “The One That Got Away” on pages 40-41 of the
July/August 1994 issue of Mother Jones Magazine tells
the story of Gloucester, Massachusetts, a small fishing
village that has learned this lesson the hard way. The
Gloucester case illustrates the psychological principle
known as the “tragedy of the commons.” This principle
states that in cases of communal property or resources,
the best interests of rational individuals are often at
odds with the best interests of the communities to
which they belong.

The idea of the tragedy of the commons was first
identified by a psychologist named Garret Hardin in
1968. Hardin used the image of the village commons —
large areas in the middle of a town where everyone had
the right to graze their cattle —as a metaphor for all
of the commonly held resources in our society today.
Consider the case of a town where ten townspeople each
kept two cows on the commons. Everyone prospered by
this arrangement. If, however, one of the ten put a

Image removed for copyright reasons.
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third cow on the commons, then that one person would
have an increased yield by 33 percent, and the differ-
ence to the rest would have been unnoticeable. However,
as Laird and Thompson point out in Psychology, what
makes sense for one person proves disastrous for a com-
munity:

The problem is that what one villager found reason-
able, other villagers did too. Soon each villager
had three, then four cows on the commons. They added
more and more cows until the commons was no longer a
pasture, until there was too little grass to support
even one cow. . . . The cumulative effect of individu-
ally rational behavior was the destruction of the
commons. (556)

Image removed for copyright reasons.

Fishermen'’s desire to increase their individual catch depleted the fish population, leading to a decline in the industry.
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While Hardin deals primarily with a theoretical com-
mons in a fictional town, Deborah Cramer presents an
all-too-real example of this tragedy. Once a thriving
fishing village, Gloucester has experienced a sharp de-
cline in business as the fish population off its coast
has steadily declined. For years, boats would travel
out to sea and come home full of fish, and, even though
the fish population is now at a “record low” (40), in-
dustry advocates are reluctant to accept conservation
standards that would limit the number of fish caught now
in order to rebuild the population of fish for future
generations. Even important and moderate regulations —
such as regulating the time that a fishing boat can
spend at sea and increasing the size of the holes in
the nets to protect smaller fish who have yet to spawn—
have been shouted down by angry fishers who are “yelling
and hollering that the council is trying to put them
out of business” (41).

The angry reactions of the townspeople can best be
understood when viewed as an example of Hardin’s psy-
chology of the commons. Each individual fishing opera-
tion is concerned, first and foremost, with its own best
interests. For these individual operations, this means
that, to act rationally and in their own best interest,
they should try to catch as many fish as they possibly
can — even though such a strategy will eventually de-
stroy the common fishery. For any one operation to stop
its fishing unilaterally would be irrational, since oth-
ers would still find it profitable to overfish the same
area and the only losers would be those who stopped.
Unless everyone decreases fishing operations together,
nobody stands to gain by decreasing them alone. To put
it in Hardin’s terms, what would be rational and far-
sighted for the collective level becomes irrational and
self-defeating for the individual.

This all-too-common tragedy serves as an eloquent
rebuttal to the popular theory of laissez faire econom-
ics, or the belief that government industries regulate
their resources best when the government takes a strict
hands-off approach. Without some government regulation,
the common fishing grounds of Gloucester and other New
England ports are doomed to certain extinction. Indi-
viduals cannot rationally decrease their fishing ef-
forts, but the industry as a whole must do so in order
to survive. In order to preserve the resource for the
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future, local, state, and national government regula-
tors must step in and place reasonable controls on all
members of the fishing industry equally. While such reg-
ulations may be unpopular, they are made necessary by
the peculiar psychology of the commons that Hardin
identified in his research in 1968.
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What points does James Dilling present to explain the concept of the
tragedy of the commons? What sources does he use to present the
concept? Where in the essay does he use these sources, and in what
form does he present the material from them?

2. What facts does Dilling present about the case of Gloucester fisher-
men? What source does he use for this information, and in what form
does he present information from that source?

3. What connection does Dilling make between the concept and the
Gloucester case? On the basis of that connection, what further point
does Dilling make about politics and government policy?

4. How does Dilling organize the parts of his essay to bring different
points together into a whole?

WRITING ABOUT REAL-LIFE SITUATIONS

1. Select one of the following readings from an academic discipline and
then locate a recent news item that relates to it. Study the news item
and write a brief (500- to 750-word) essay explaining the story in light
of the reading.

A. Economics

In summary, when trade has opened up, and when each country
concentrates on its area of comparative advantage, everyone is
better off. Workers in each region can obtain a larger quantity of
comparative advantage and trade their own production for
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goods in which they have a relative disadvantage. When borders
are opened to international trade, the national income of each
and every trading country rises.

From Paul A. Samuelson and William D. Nordhaus, Economics (New York: McGraw-Hill,
1989) 904.

B. Sociology

The media provide instant coverage of social events and social
changes, ranging from news and opinions to fads and fashions.
They offer role models, viewpoints, and glimpses of lifestyles
that people might otherwise never have access to. Through the
media, children can learn about courtroom lawyers, cowboys, po-
lice detectives, or even such improbable characters as Batman,
E.T., and Rambo. (The fact that many of these images are not very
realistic does not necessarily lessen their influence.) Through me-
dia advertising, too, the young learn about their future roles as
consumers in the marketplace, and about the high value the soci-
ety places on youth, success, beauty, and materialism. Changing
social norms and values are quickly reflected in the media and
may be readily adopted by people who might not otherwise be
exposed to them. The rapid spread of the new trends in youth
culture, for example, depends heavily on such media as popular
records, television, FM radio, youth-oriented magazines, and
movies.

From Ian Robertson, Sociology (New York: Worth, 1987) 130.

C. Psychology

A subtle process that contributes to prejudice is the just-world phe-
nomenon — another special case of the balance principle, that
good goes with good. Many people behave as if they believed in
a just world, in which bad things don’t happen to good people.
Of course, the world isn’t just; and earthquakes, hurricanes,
famine, and disease all strike at random. However, to the extent
that people follow the just-world principle, they tend to think
that the victims of tragedy somehow deserve their fate. Certainly
we all know better; but as with other cases in which balance
processes occur, if we are not paying attention we may tend to
exhibit the just-world phenomenon.

From James Laird and Nicholas Thompson, Psychology (Boston: Houghton Mifflin, 1992) 509.

D. Anthropology

Law and order in stratified societies depends on an infinitely
variable mixture of physical compulsion through police-military
force and thought control. . . . In general, the more marked the so-
cial inequalities and the more intense the labor exploitation, the
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heavier must be the contribution of both forms of control. The
regimes relying most heavily on brutal doses of police-military
intervention are not necessarily those that display the greatest
amount of visible social inequity. Rather, the most brutal systems
of police-military control seem to be associated with periods of
major transformations, during which the governing classes are
insecure and prone to overreact. Periods of dynastic upheaval
and of prerevolutionary and postrevolutionary turmoil are espe-
cially conducive to brutality.

From Marvin Harris, Culture, People, Nature: An Introduction to General Anthropology (New
York: HarperCollins, 1988) 389.

2. Find an article in a newspaper, magazine, news broadcast, or other
source of current information that describes how a professional or a
researcher used his or her knowledge to resolve a conflict or solve a
problem. In a few paragraphs, describe the events or findings pre-
sented in the article, and then write several more paragraphs dis-
cussing the value of the kind of knowledge and research described in
the article.

3. Inanewspaper, magazine, television program, or other source of cur-
rent information, locate a story that reveals the relevance of any ma-
terial you have studied in any course this term. Write an essay of five
hundred words describing the relationship between the story and the
concepts or information from your class. Give your instructor copies
of course or media materials he or she might need to understand or
evaluate your essay.

etﬁng Search the World Wide Web to find materials relevant to any topic you
: are studying in one of your courses. Write a few paragraphs describing

anOlved your findings.
Electronically



Autobiographical Writing:
Connecting Concepts
and Experience

AIMS OF THE CHAPTER

The richest source of knowledge you bring to the class is yourself. This
chapter describes how you can connect your own experiences and memo-
ries with what you learn in class, especially when your instructor gives you
the opportunity to do so. Making this connection will increase your pres-
ence as a contributor to the class interaction.

KEY POINTS

1. Writing about your own experiences in relation to the subject matter of
the course helps you understand the meaning and relevance of acade-
mic concepts.

2. While writing about your experience puts you on the line, and while
you always have a right to have your privacy respected, thinking about
personal experience in relation to academic concepts deepens your un-
derstanding of the material and heightens the reality of your learning.
Hearing and reading the relevant experiences of other members of the
class also extends your understanding.

3. Anessay of illustration describes something that you have witnessed or
experienced as an example of some category, concept, pattern, process,
phenomenon, or other general idea that you have studied in the course.

4. An essay comparing everyday common-sense views of your experience
with more specialized disciplinary ways of looking at those events
deepens your appreciation of course material.

QUESTIONS TO THINK ABOUT

® When have teachers asked you to write or talk about your own experi-
ence? When have you found such writing most useful?



Part Three Using Concepts to View the World 167

m Have you ever felt uncomfortable sharing personal information with a
teacher or a class? What boundaries would you set up to define what
you would or would not care to share?

® What material have you learned that has helped you understand some
part of your experience? What experiences have you had that have
helped you understand the material you have studied?

Each of you as you enter the classroom brings broad swaths of the world
with you. Depending on the subject, each of you may have had experiences
that relate to the ideas and information presented in class. Whether the issue
is the political process, human behavior and psychology, symbols in culture,
the mass media, or literature and the arts, each of you has seen and been
through much that relates directly to class studies. If you are discussing the
influence of the media on children, you have watched many hours of televi-
sion and have seen its effect on yourself, your peers, and your relatives. If
you are discussing changes in American economy, you have witnessed the
changing presence of corporations and business, the changing marketing of
products, and changing employment opportunities. If you are discussing the
plot structure of narratives, you have movie, video, and novel plots in your
memory. If you are discussing the effects of stress on behavior, your personal
and college life may provide many incidents to think about.

By asking students to speak and write about their experiences, instruc-
tors help students examine the personal relevance of what they are learning.
Other classmates’ experiences and analyses of those experiences further en-
rich this understanding.

@@ Personal Issues and Privacy

However, as lively and motivating as personal experience is to consider in
the classroom, it is not always easy to work with. Discussing your experience

Image removed for copyright reasons.
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reveals something of who you are and what you think about life. These com-
plications are great advantages for making the subject real and personally
important, but they can make discussions more challenging or threatening.
As you examine your life and experience in new ways, you may come to
question long-held assumptions and beliefs. Moreover, in some cases, the
pressure to draw on your own experience may ask you to reveal more of
yourself than you want to share. What seems like a lively discussion to one
person can seem like an invasion of privacy to another.

Those things you have witnessed and experienced are part of yourself.
Your sense of identity has in part developed through what you have learned
to deal with and how you have learned to deal with it. In describing what
you have observed and lived you expose both your experience and the way
you look at things.

Most teachers who ask for personal experiences are aware of these issues
of privacy, even though they may have different thoughts and expectations
about the assignment. Whatever a teacher’s approach may be, you should al-
ways have the right not to discuss some matter or view that you feel is pri-
vate, that you feel is inappropriate for the classroom, or that you feel
uncomfortable about sharing with any particular group. You also have the
right to raise the question of privacy with the instructor. Most teachers are
quite reasonable if you approach them about these reservations. Similarly, if
your instructor shares student writing with the rest of the class, you should
let the teacher know when you feel a piece of writing is too private for other
class members to read.

It is useful to keep in mind that teachers asking for personal experiences
are not usually asking for deep dark secrets, but just ordinary everyday
things students see about them, such as how clothes-buying decisions are af-
fected by the media. Often instructors and classmates are surprised when a
student responds to a question about experience with an intimately personal
story. In those cases, no one forces the student to share such a story, but the
student trusts the class and feels the need to tell it. However, this kind of re-
sponse should always be voluntary.

Sharing in the Classroom

These cautions aside, once students start to bring more of themselves into the
classroom, the teacher can respond more to them and to the material they
present. For example, I have had truly wonderful discussions with students
of all backgrounds about social mobility as they examine their family histo-
ries to see the kinds of opportunities and obstacles provided by society in
different countries, regions, and time periods, and how their parents, grand-
parents, and other relatives coped with the hand life dealt them. Moreover,
these students were then able to reflect on how their own choices about col-
lege and major fit into their ideas about how society is organized and how
they can make their own best and most satisfying way in it. Because of their
different backgrounds and experiences, students have different patterns of



Part Three Using Concepts to View the World 169

perception. A student who grew up in a rural country with few choices ex-
cept to follow in his parents” footsteps can see the many opportunities of a
modern urban economy but may not grasp the many ways that parents try to
protect economic and social position for their children in a society where
family class position can easily fall in a single generation. On the other hand,
a student from an affluent background may see her family’s rise in individu-
alistic terms that emphasize the persistence, hard work, or just good luck of
particular ancestors but that same student may have a hard time seeing how
opportunities depend on the structure of society and the economy. As stu-
dents start to see how they view the social-economic terrain, they come to
understand each other and the complexity of the subject.

Participation in a discussion of personal experiences requires directness,
honesty, and an openness to people’s experiences. While granting authority to
each individual to speak for his or her own experience, these discussions also
create a picture that is bigger than any one person’s story. When you leave a
classroom, you can always reject the collective terms developed there, and in-
side the classroom you can hold an alternate position and argue for it. But it is
important to entertain the possibility that the experience of the class as a
whole adds up to more than the experiences or thoughts of any one person.

Different classes have different languages in which students learn to ex-
press experiences. If a sociology class is discussing family history, the discus-
sion will use sociological terms and concepts. If that same material is
discussed as part of an economics course, the discussion will use economic
terms and concepts. Nonetheless, the particular histories that students tell will
focus and change the discussion in light of the experiences the students bring.

In some cases personal experience papers are directed just to the teacher,
who will then respond to them in detail. In that case the thinking you de-
velop will enter into wider class discussion only indirectly through your
classroom comments, which are likely to draw on the specifics of the essays.
Your papers are also likely to influence how the teacher directs the class. If
your papers are to be read by your classmates, they become a way of repre-
senting your experience to others who have not seen what you have seen or
had the perspective you have had. The papers then become part of a larger
body of material for the whole class to think about.

USING READING TO THINK ABOUT YOUR LIFE

Write a journal entry about one of the following autobiographical pas-
sages. Compare the quotation to your own experiences and describe any
insight into your life that the passage gives you.

1. In New Mexico the land is made of many colors. When I was a
boy I rode out over the red and yellow and purple earth to the
west of Jemz Pueblo. My horse was a small red roan, fast and
easy-riding. I rode among the dunes, along the bases of mesas
and cliffs, into canyons and arroyos. I came to know that country,
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not in the way a traveler knows the landmarks he sees in the dis-
tance, but more truly and intimately, in every season, from a
thousand points of view. I know the living motion of a horse and
the sound of hooves. I know what it is, on a hot day in August or
September, to ride into a bank of cold, fresh rain.

From N. Scott Momaday, The Way to Rainy Mountain (Albuquerque: University of New Mex-
ico Press, 1969) p. 67.

2. We children lived and breathed our history — our Pittsburgh
history, so crucial to our country’s story and so typical of it as
well — without knowing or believing any of it. For how can any-
one know or believe stories she dreamed in her sleep, informa-
tion for which and to which she feels herself to be in no way
responsible? A child is asleep. Her private life unwinds inside her
skin and skull; only as she sheds childhood, first one decade and
then another, can she locate the actual, historical stream, see the
setting of her dreaming private life — the nation, the city, the
neighborhood, the house where the family lives — as an actual
project under way, a project living people willed, and made well

Image removed for copyright reasons.
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or failed, and are still making, herself among them. I breathed the
air of history all unaware, and walked oblivious through its lit-
tered layers.

From Annie Dillard, An American Childhood (New York: Harper & Row, 1987), p. 74.

3. In the world of the southern black community I grew up in,
“back talk” and “talking back” meant speaking as an equal to an
authority figure. It meant daring to disagree and sometimes it
meant just having an opinion. In the “old school,” children were
meant to be seen and not heard. My great-grandparents, grand-
parents, and parents were all from the old school. To make your-
self heard if you were a child was to invite punishment, the
back-hand lick, the slap across the face that would catch you un-
aware, or the feel of switches stinging your arms and legs.

To speak then when one was not spoken to was a courageous
act — an act of risk and daring. And yet it was hard not to speak
in warm rooms where heated discussions began at the crack of
dawn, women's voices filling the air, giving orders, making
threats, fussing. Black men may have excelled in the art of poetic
preaching in the male-dominated church, but in the church of the
home, where everyday rules of how to live and how to act were
established, it was the black women who preached. There, black
women spoke in a language so rich, so poetic, that it felt to me
like being shut off from life, smothered to death if one were not
allowed to participate.

From bell hooks, Talking Back (Boston: South End Press, 1988).

4. The professor spoke like an Englishman, although he was an
American. He played the part of Continental sophisticate —
mentioning Josephine Baker, American jazz, and the like. He
graded our compositions anonymously. One day he was reading
my composition as an example of an A theme, praising the flow,
the length of sentences, and so on. About midway he had a ques-
tion and asked whose paper it was. I raised my black hand and
like magic the quality of the paper went from A to F. He ripped it
to shreds from that point on. I received a C for the course. From
Sumner’s standpoint, blacks could sing, dance, and play jazz, but
what could they possibly know about English composition.

From James P. Comer, M.D. Maggie’s American Dream (Penguin Books, 1989), p. 157.

Excerpt removed for copyright reasons.
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“Excerpt removed for copyright reasons.

From Richard Rodriguez, Hunger of Memory (New York: Bantam Books, 1982) pp. 124-25

@7 NEWS FROM THE FIELD

Intrinsic Motivation and Doing Something for Its Own Sake

hile receiving a reward for accomplishing the goals that others
W set for you can motivate hard work and can make you a more pro-
ductive student, as Edwin Locke has shown (see pages 175-176),
externally set goals and rewards, such as grades, at some point reach a
limit. Some psychological and organizational researchers point out that
the highest, longest-lasting, and most productive motivation comes when
an activity is rewarding in itself. In his 1993 book Punished by Rewards: The
Trouble with Gold Stars, Incentive Plans, A’s, Praise, and Other Bribes, Alfie
Kohn examines the limitations of systems that motivate by offering re-
wards. Kohn considers a “reward” to be anything that a parent, educator,
manager, or employer uses to acknowledge and encourage specific posi-
tive behaviors. Rewards can come in the form of verbal praise, high
grades, money, or tangible prizes, but they all have the same basic effects.
Kohn points out that rewards and externally set goals ignore your reasons
for wanting to do things. Rewards and incentives focus on the results of a
behavior instead of its causes, and therefore they treat surface symptoms
only. When students do badly in class or when employees perform poorly
on the job, they do so for some reason. Setting goals and offering rewards
may improve short-term results, but will do nothing to get to the real prob-
lems behind the behavior; once the reward is no longer offered, the prob-
lems will almost always resurface. Thus to really improve your ability to
learn in the long run, you need to explore your underlying reasons for
wanting to learn as well as the underlying reasons that might be inhibiting
your learning.
External goals and rewards discourage risk taking. When people work to-
ward a goal for a reward, they tend to work only for the reward and to ig-
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nore anything that will not directly qualify them to receive it. Kohn points
out that this often decreases people’s overall productivity by narrowing
their focus to those things that will ensure the reward. For example, a stu-
dent who is working only for an A in a class will learn everything that it
takes to pass tests and write papers but will be unlikely to learn or retain
other things that do not directly relate to evaluations. Rewards decrease
our field of vision and emphasize short-term accomplishment over long-
term growth.

Finally, externally set goals and rewards decrease intrinsic motivation. In-
trinsic motivation is the personal satisfaction that comes from the activity
itself, as well as from the satisfaction of doing it well. Enjoying playing soc-
cer or working on the computer and the feeling that you are doing it well
are far more likely to lead you to spend more time with greater attention at
those activities than if you are paid an hourly rate to be on the field or in
front of a computer.

A study by a psychologist at the University of Rochester in the early
1970s supports the assertion that rewards actually decrease interest in a
task. In the study, two groups of college students were asked to work on a
spatial relations puzzle. One group was promised money for their partici-
pation and another group was not. After a set amount of time, the students
were told that the first phase of the study was over and that they should sit
alone in a room and wait for the next phase. The researchers observed that
the students who had not been paid were far more likely to continue work-
ing on the puzzle than those who had received a monetary reward. The
students who had been paid had come to be motivated primarily by the
money, but the students who received no reward developed an intrinsic in-
terest in the puzzle that motivated them to want to solve it.

For Kohn, and for many other researchers and motivators, the ideal
school or work environment is the one in which tasks become their own re-
wards. External motivation can only increase productivity temporarily
and superficially, but internal motivation can increase satisfaction, cooper-
ation, and output permanently. Students study best when they love the
subjects they study, and workers work best when they love their jobs. Al-
though your instructors may try to build your motivation by sharing their
enthusiasm for the subject or helping you develop your own goals, only
you can really identify what it is you find important and rewarding.

@@ Two Kinds of Personal Experience Paper

Although instructors may find many formats and ways of asking you to
bring your experience to the classroom, these assignments are generally vari-
ants of two basic processes: presentation and discussion. You may be asked
to present some relevant experience in a way that illustrates what you have
learned from the course, or you may be asked to discuss experience in ways
that have been developed in the course.
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@@ Experience as lllustration

An essay of illustration describes something that you have witnessed or ex-
perienced as an example of some category, concept, pattern, process, phe-
nomenon, or other general idea studied in the course. The general idea is
central to the paper, and the experience is selected for how well it fits the
idea. Then the experience is described to make that connection obvious.

In assigning such exercises the teacher usually wants you to see that
what is talked about in class also exists in the world, that you can associate
specific events with those classroom ideas, and that you can use the class-
room concepts to identify details, aspects, or parts in the actual experience. If,
for example, in psychology you have been studying how people deal with in-
consistent or contradictory thoughts (called cognitive dissonance), in dis-
cussing a personal illustration you do more than tell a story about your
thought processes and just call it cognitive dissonance; you show how the dis-
comfort and attitude change you went through fit with the typical ways peo-
ple react to cognitive dissonance as described in the textbook.

Developing a Personal lllustration

The following suggestions are guides to the process of developing an essay
that uses personal experience to illustrate a concept from an academic disci-
pline:

® Identify the concept, pattern, phenomenon, or idea that the teacher is
asking you to illustrate. Review the relevant course materials to make
sure you understand the concept. If the teacher offers you a choice of
concepts to work with, select the one that you suspect has the most direct
and interesting connections with experiences you might write about.

B Locate an area of experience that seems to be relevant to the concerns of
the course and the specific concept to be discussed. Then list various spe-
cific experiences that you might discuss, and mentally walk through
them. If the topic is related to work, for example, you could review the
various jobs you have had by listing them and then jotting down possi-
ble examples for your paper. If the topic concerns marketing, you could
think of the products you use regularly and the marketing campaigns as-
sociated with them. To remind yourself about the marketing of common
products, you might want to leaf through a magazine or walk through a
shopping mall.

# Think about which example will give the richest presentation in both de-
tail and concept. A bare-bones example that fits the precise specifics of
the concept will usually produce an adequate answer. More elaborated
presentations will probably be seen as more advanced work and be re-
warded accordingly. You can also think about the kinds of examples the
teacher has presented in lecture and discussion.

B Once you have selected an incident or situation to retell, then brainstorm
details from memory. To refresh your memory, you might look at pho-
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tographs, memorabilia, or other things you associate with the event, or
perhaps speak with a friend or relative who is familiar with the event.
The textbook or lecture definition or discussion can be used as a frame-
work through which to recall further details. See how the concept and its
parts remind you of new aspects of the incident, make the incident look
different, or give you a new angle on the events.

B As the details build, you create a mental picture of the event, object, or
experience. As you build up the picture, you need to keep adding details,
using charts, networks, diagrams, or whatever kind of representation is
helpful.

B Write out a first sketch of the experience. As you read it over, underline
those aspects that most directly relate to the central idea. Think about
how you could elaborate those aspects with even more details and
specifically identify their relevance.

Writing an Essay of Personal lllustration

The essay should open with an overview, summary, or definition of the cen-
tral concept, pattern, or phenomenon to be illustrated, along with some indi-
cation of the specific experience that will be described.

The main body should recount the experience while also emphasizing
the connection to the general concept. Each sentence should make a clear con-
nection with the concept or pattern you are illustrating, even if only with a
word or phrase that comes from the conceptual definition. Each detail should
be told to bring out its connection to the general pattern or idea. Expand
most on those parts that are most related to the main theme. Summary or
overview sentences at the beginning or end of each paragraph should ex-
pand on the relation to the concept.

If any aspects of the illustration do not fit well with the main idea or even
seem to point in a contradictory direction, you should point that out, not try
to hide the difficulty by not mentioning the contradicting details or slipping
past them rapidly and without comment.

Writing this kind of essay involves always doing two things at once.
Even as you keep the readers” attention on the idea behind the description,
you also always make sure they get a clear picture of the events or experi-
ences being described. Nonetheless, even as you get involved in painting
your picture, you try not to lose sight of the concept being illustrated.

In your conclusion you can expand upon what the illustration shows
about the concept or pattern, whether it shows how the concept changes in
the real world, how further details fit in, or how forcefully reality illustrates
the abstractions taught in the classroom.

Sample Student Essay

In the following essay Ai-Lin Young discusses the way she has experienced
racism. She builds her discussion around the concept of racism described in
the paragraph by writer James Comer earlier in this chapter. First she clearly
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explains the concept of racism Comer uses. Then she applies that concept to
illustrations from her own life. Before reading this essay, reread the para-
graph by Comer on pages 171-172.

No I Don’t Speak Chinese, I’'m an American
Ai-Lin Young

In a short description of a classroom experience,
James Comer presents racist stereotypes as appearing to
have two sides, positive and negative, but ultimately
both sides are harmfully racist. In this incident the
professor first demonstrates that he holds seemingly
positive stereotypes of black culture. The professor
admires jazz and the famous American black singer
Josephine Baker. But then he shows that he holds nega-
tive stereotypes when he changes his opinion about
Comer’s writing once he realizes who wrote it. The
racism is not just in the negative stereotype, it is
also in the positive one. Both are harmful in that they
define what is expected of a person, that there are cer-
tain things they are supposed to know and do on the ba-
sis of their race, just as they define what a person is
supposed not to be able to know and do. What neither
the positive nor the negative stereotype allows is the
person to define his or her self based on who he or she
is. My experience of people’s reaction to my race shows

Image removed for copyright reasons.
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how this works, even though they may express no obvious
negative feelings.

As an Asian-American woman at a primarily white
school, I often find myself occupying a strange and
strained position. So far I have not encountered obvi-
ous kinds of negative racism directed towards me per-
sonally; no one has called me a “chink” or a “jap” or a
“gook.” In fact, more often than not, the people I meet
are curious about my cultural heritage. They will ask
me what my name means when I first meet them, and then
they will ask me if I speak Chinese. Perhaps then they
might even compliment me on my straight, long black
hair.

All of this attention is supposed to be good, isn’t
it? Then why am I so often left with a bad taste in my
mouth, as though accepting these compliments and re-
sponding to these enquiries is something my stomach
can’t quite handle? When other students ask me if I
speak Chinese (after they have established to their
satisfaction that that is what I am) I often wonder,
and sometimes ask, if they speak the language of their
parents and grandparents who immigrated to this nation?
When I ask it, this question usually comes as a sur-
prise, as though no one has ever suggested before that
they might speak anything but English or be anything
but “Americans.”

But I’m an “American” too. As a young girl, I
watched the same T.V. shows, listened to the same mu-
sic, went through the same school system, and read the
same books and magazines as everybody else in my gener-
ation. Even though my mother is a first generation immi-
grant from Hong Kong, she never really spoke to me in
Chinese — perhaps because she was always trying to per-
fect her English. My stepfather, a fourth generation
Chinese American, had to go to school to pick up the
stilted Cantonese he uses when discussing money mat-
ters. So I wonder, when white students look at me, why
is it they imagine I don’t really speak the same lan-
guage as they do? Why is it they imagine I have some
secret knowledge of authentic Chinese culture, when I
have been only a visitor to Chinatown and have never
even seen China?

The difference between what I know and what they
know is not as large as they imagine, but how can I
convince them of this when even my teachers will ask me
to share my secret knowledge in the classroom? When we

177
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read Maxine Hong Kingston’s Woman Warrior in an English
class, my instructor turned to me and asked if the book
really described “the way it really was” to be Chinese.
I had no idea how to answer. My mother had never talked
to me of ghosts, and I had never felt unvalued or unap-
preciated as a female child in our home. I really
didn’t know enough about “the way it really was” to an-
swer the qguestion. Though I know that this instructor
wasn’t trying to be overtly prejudiced, he did put me
on the spot unfairly because he made unwarranted as-
sumptions about me based on my name and the color of my
skin. Ultimately, isn’t that what “racism” really is?
Isn’t that what James Comer experienced?

Though I have never been overtly insulted or dis-
missed or marked down on the basis of race as James
Comer has, I have had many experiences of a more subtle
kind of prejudice. Whenever a friend or a classmate as-
sumes that I speak a different language or have a dif-
ferent background than they do, they are suggesting that
I am not as “American” as they are. Whenever a teacher
acts as though I am the resident expert on an Asian sub-
ject, I feel like I don’t quite belong to the class as
much as other students do. They assume who I am rather
than letting me tell them. Though I know that, for the
most part, these are liberal, open-minded individuals
who do not consider themselves racist or prejudiced in
the slightest degree, their occasional inability to
look beyond my foreign-sounding name and my darker-
than-average skin shows that even our most tolerant
citizens have a long way to go in recognizing that
racism is still a pervasive problem in our society.

1. What is the issue that Ai-Lin Young finds in James Comer’s descrip-
tion? How does this issue relate to her life?

2. In what way do others treat the author as Chinese? What do they as-
sume she knows and has experienced? To what aspects of her are
they responding in making these assumptions?

3. Why does Ai-Lin Young consider herself an American? On what as-
pects of herself is that identification made? How is her knowledge
and experience similar to that of her classmates? To what extent do
her teachers and classmates recognize that similarity? What is the ef-
fect of their assumptions about her experience?
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4. How does the author define racism? In what way does that definition
fit her experience? What has been the effect of that racism? Do you
agree with her definition of racism and her characterization of the
meaning of her experience?

5. In what sentences does the author focus on the concept of racism? In
what sentences does she focus on her experience? In what sentences
are the two brought together? How is the linkage made in those sen-
tences?

6. In what way has Ai-Lin Young'’s experience helped you understand
some aspects of racism more clearly?

7. If you were the author, how might you have felt about writing this
essay about yourself and then having your classmates read it?

ss'gnments ESSAYS OF PERSONAL ILLUSTRATION

1. Using the quotation from James Comer or one of the other quotations
on pages 169 to 172, write a 500-word essay using your own experi-
ence to illustrate a concept presented in the quotation you choose.

2. Identify a personal experience that illustrates the concepts presented
in one of the following passages. Write an essay of personal illustra-
tion of 500 to 800 words about your experience in relation to those
concepts.

A. Falling in Love

Of all the misconceptions about love the most powerful and per-
vasive is the belief that “falling in love” is love or at least one of
the manifestations of love. It is a potent misconception because
falling in love is subjectively experienced in a very powerful
fashion as an experience of love. When a person falls in love
what he or she certainly feels is “I love him” or “Ilove her.” But
two problems are immediately apparent. The first is that the ex-
perience of falling in love is specifically a sex-linked erotic experi-
ence. We do not fall in love with our children even though we
may love them very deeply. We do not fall in love with our
friends of the same sex — unless we are homosexually

oriented — even though we may care for them greatly. We fall in
love only when we are consciously or unconsciously sexually

R motivated. The second problem is that the experience of falling in
v love is invariably temporary. No matter whom we fall in love
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with, we sooner or later fall out of love if the relationship contin-
ues long enough. This is not to say that we invariably cease lov-
ing the person with whom we fell in love. But it is to say that the
feeling of ecstatic lovingness that characterizes the experiences of
falling in love always passes. The honeymoon always ends. The
bloom of romance always fades.

From M. Scott Peck, The Road Less Traveled (New York: Touchstone, 1978), pp. 84-85.

B. Social Identity

The socialized part of the self is commonly called identity. Every
society may be viewed as holding a repertoire of identities — lit-
tle boy, little girl, father, mother, policeman, professor, thief, arch-
bishop, general, and so forth. By a kind of invisible lottery, these
identities are assigned to different individuals. Some of them are
assigned from birth, such as little boy or little girl. Others are as-
signed later in life, such as clever little boy or pretty little girl (or,
conversely, stupid little boy or ugly little girl). Other identities are
put up, as it were, for subscription, and individuals may obtain
them by deliberate effort, such as policeman or archbishop. But
whether an identity is assigned or achieved, in each case it is ap-
propriated by the individual through a process of interaction
with others. Only if an identity is confirmed by others is it possi-
ble for that identity to be real to the individual holding it. In
other words, identity is the product of an interplay of identifica-
tion and self-identification.

From Peter L. Berger and Brigitte Berger, Sociology, A Biographical Approach (New York: Basic
Books, 1972) 66.

C. Opportunity Costs

A choice is simply a comparison of alternatives: to attend college
or not to attend college, to change jobs or not to change jobs, to
purchase a new car or to keep the old one. An individual com-
pares the benefits that one option is expected to bring and selects
the one with the greatest anticipated benefits. Of course, when one
option is chosen, the benefits of the alternatives are foregone. You
choose not to attend college and you forego the benefits of at-
tending college; you buy a new car and forego the benefits of
having the money to use in other ways. Economists refer to the fore-
gone opportunities or foregone benefits of the next best alternative as
opportunity costs — the highest-value alternative that must be
foregone when a choice is made.

From William Boyes and Michael Melvin, Economics, 2nd ed. (Boston: Houghton Mifflin,
1994) 33-34.
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D. A Legal Definition of Nuisance

A nuisance exists when an owner’s use of his or her property un-
reasonably infringes on other persons’ use and enjoyment of their
property rights. Nuisances are classified as public, private, or
both. A public nuisance exists when a given use of land poses a
generalized threat to the public. It is redressed by criminal prose-
cution and injunctive relief. Examples of public nuisances include
houses of prostitution, actions affecting the public health (such as
water and air pollution), crack houses, and dance halls. A private
nuisance is a tort [that is, a private injury or wrong] that requires
proof of an injury that is distinct from that suffered by the gen-
eral public. (It differs from trespass because the offensive activity
does not occur on the victim’s property.) A party injured by a pri-
vate nuisance can obtain both damages and injunctive relief.

From Harold Grilliot and Frank Schubert, Introduction to Law and the Legal System, 5th ed.
(Boston: Houghton Mifflin, 1992) 385-87.

@ From lllustration to Discussion

Once you bring your own experience into class, it is available to think about
in the context of your courses. The instructor will ask you to think in new
ways about events and experiences. In the past you probably used common
sense to think about experience, but now you are being asked to think in
ways that relate to disciplines. These specialized ways of thinking enable you
to see events in ways that extend beyond everyday approaches. You may
find that common-sense thinking serves some important purposes, and dis-
ciplinary thinking serves others.

Comparing Everyday and Disciplinary Thinking
As we take part in daily events and observe the behavior of others, we make
sense of what we see through various commonsense methods — attributing
motives to people, recognizing typical causes for events, believing certain ac-
tions will have certain consequences. Those same events, whether they are
political, economic, interpersonal, or international, are also the subject of var-
ious fields or disciplines. However, these specialized disciplines have devel-
oped special ways of seeing these same events. They highlight certain facts,
consider some issues worth doing research on, and use special concepts and
theories to organize their perceptions and facts. Thus a disciplinary account
of an event may be very different from a common-sense one.

Consider the explanations people give for their actions. For example, we
are having lunch with a friend. If the friend tells us that he went to Boston
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last weekend and explains that he wanted to visit a high school friend now at
a different college, we might take the reason at face value and ask how the
friend was and whether they had a good time. If we think that reason is not
the full story, we may ask probing questions to get at the real reason — such
as a need to escape the pressures of the college or a budding romance with
someone in Boston. But these reasons still assume self-conscious intentions,
desires, and motivations.

On the other hand, social scientists may approach the reasons from other
perspectives. One might look at what is called “accounting behavior” and
therefore consider what kind of account the person was creating for his ac-
tions and what the situation was that established the need to create an ac-
count. That is, what kind of story was the friend telling, and why was he
telling it at that moment? Perhaps he was simply being polite in response to
a question, or perhaps he gave a simple, easily accepted standard story be-
cause he wanted to maintain the appearance among his friends of being a
conventional young man who did things for ordinary reasons.

Another social scientist might look at how lunchroom conversations are
part of a process of building friendships. Still another, interested in how peo-
ple take turns in conversations, might examine when people interrupt each
other. And yet another researcher, interested in power, would look at who
has the final word. Each of these approaches offers new insights into the sit-
uation, and each is worth considering.

In college courses teachersare interested in teaching certain specialized ap-
proaches to events. They may ask you not only to describe events in specialized
ways (as in the previous assignment) but to compare how the events look from
the specialized perspective and from the everyday common-sense perspective.

This is not to say that disciplinary perspectives are necessarily opposed
to common sense — as though common sense were deluded and specialized
knowledge could see clearly. Sometimes it may be like this, as when we dis-
cover a poem has a powerful effect not because of its disturbing subject but
because of its disrupted rhythms and its clashing images. But at other times
disciplines can build a more elaborate and precise view on the basis of a fa-
miliar common-sense point of view, as when the idea that people will vote
for their own interests becomes the basis for complex quantitative studies of
voting patterns. The connection between disciplinary knowledge and com-
mon sense may also run the other way, as disciplinary concepts enter into
everyday thinking; for example, much of our everyday thinking about peo-
ple is now filled with such professional psychological concepts as anxiety, re-
pressed thoughts, or phobias. You may find that as you become convinced of
the value of the disciplinary perspectives you are studying, you may incorpo-
rate some of those perspectives in your everyday approach to life. On the
other hand, sometimes you may have very good reasons to hold two different
kinds of views — a commonsense way of relating to friends and a more disci-
plined way of understanding what role the relationships play in your life.

It is not always easy to see an event in two separate ways. If you have al-
ready been involved in the course, your point of view probably already in-
corporates some disciplinary perspectives, so you already are seeing through
special lenses. In that case, to recover a commonsense point of view, you go
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backwards to recall how you viewed events before studying this subject. As
you recall your earlier understanding, you may also become aware of how
different it is from your newer view.

Developing a Comparison of Everyday
and Disciplinary Thinking

The following suggestions can help you develop an essay comparing every-
day and disciplinary perspectives on an event.

B [dentify a relevant event. Identify an event that is relevant to the course and
concepts but about which you and others have a fairly developed com-
monsense view.

B Develop a neutral account of the event. Having identified such an event, you
need to get some view of it independent of the disciplinary considera-
tions presented in the course. Unlike in the previous assignment, here
you begin by keeping some distance from both commonsense and disci-
plinary thinking. You describe the event in as neutral and concrete terms
as possible, without explanations, causes and effects, motivations, evalu-
ations, or other comments. In discussing actions, you do not attribute
reasons or feelings to those people you are describing or take any pattern
or general category for granted. You simply report what people said and
did — that is, what happened.

B Recover commonsense explanations. Once the facts are down, you then re-
cover what commonsense explanations people might give them. People
give explanations for various reasons: so they know how to act in the sit-
uation, or so they can explain the events, categorize them for memory,
and not be puzzled or troubled by them anymore. One way to recover
the commonsense point of view is simply to recall your state of mind
when you saw the event as it happened, especially if it was important
and your feelings and perceptions stayed with you. Even better would
be an instance where you retold the story a number of times, such as an
often-repeated family story about your childhood or the reactions of
your high-school class to a shocking incident. In this way you can re-
cover how you and others characterized the events. A written document
presenting your views at the time, such as a letter, would be especially
helpful.

You may also remember what other people said at the time or the ex-
planations they gave after the event. Another approach is to speak with
someone who has observed or participated in the event but has not stud-
ied the subject for which you are writing the paper. Finally, you may take
some published but nonprofessional account, as in a local newspaper, to
represent a commonsense view.

B Develop a disciplinary perspective on the events. As in the previous assign-
ment of illustrative description, identify those concepts you have stud-
ied that are most relevant to the event. Then describe each detail in
relation to those concepts. If disciplinary terms suggest further details,
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try to recall them, or at least point out their absence from commonsense
memory or standard news reports. Think about what additional infor-
mation you would have gathered had you been a discipline-trained re-
searcher present at the event. You may gather your thoughts and
descriptions together in a sketch, outline, or informal series of freewrit-
ten paragraphs.

® Compare the disciplinary and commonsense views. As you start to develop
the two accounts, set them side by side in some chart or matrix so you
can see what kinds of details and patterns the disciplinary account clari-
fies versus what kinds of details and patterns common sense points to.
As you start to draw conclusions, write a few sentences that encapsulate
the difference between the two perspectives. When your thoughts and
notes are developed, you are ready to draft the paper.

Writing an Essay Comparing Everyday
and Disciplinary Thinking

In this paper, the final form can reflect to some extent the organization of the
work that brought you to your conclusions. The paper can begin with a neutral,
concrete account of the events or phenomena to be discussed, and then a state-
ment indicating that you are comparing two ways of looking at these events.

The next section can elaborate on how participants, or you in your com-
monsense mode, saw the events, and perhaps how that perception was re-
lated to how you and others acted. Then you might explain the disciplinary
perspective that relates to the event. You might even recount the event as
seen from that perspective.

Having established the two points of view, you can then discuss what the
disciplinary perspective highlights or explains in contrast to the common-
sense view, and vice versa. Your aim is to show what is gained and lost from
either view. You may also wish to discuss how the two perspectives make
visible different aspects of the event, based on the different goals of partici-
pants and disciplinary researchers. The conclusion can talk about the nature
or value of either view or of both.

Another approach is to narrate how your understanding of the event
changed as you moved from a commonsense perspective to a disciplinary
one, and then evaluate the implications of that change. That is the strategy
taken in the following sample essay.

@ G REVIEWING WRITING PROCESSES

Editing

ven after several drafts of a paper have been written, editing is still
important. In editing, try to step back from the paper and read it as
someone encountering it for the first time. After spending a long
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time struggling with ideas, it is easy to assume that the reader shares your
knowledge of the topic. But things that seem obvious to you may not make
sense at all to the reader. Often you need to add clear transitions between
major ideas and define unfamiliar terms and concepts so that the reader
will not be lost.

Editing is also done to improve style — including word choice and
sentence construction (see the discussion of sentence combining on pages
130-135). The following guidelines help in making appropriate stylistic
decisions. They are suggestions only; final decisions should be based on
what is appropriate for the assignment.

8 Look for ways to replace passive-voice constructions with active-
voice ones.

Unedited: It is believed currently that the Bering Strait was crossed
by people from the Asian continent who became the first inhabi-
tants of America.

Edited: Anthropologists currently belicve that people from the
Asian continent crossed the Bering Strait and became the first in-
habitants of America.

B Avoid slang, jargon, or unnecessarily big words.

Unedited: The laudatory reception of the novel in the journalistic
media that appealed to the working-class audiences impressively
demonstrated the pseudo-Romantic revolutionary impulses of a
trammeled industrial proletariat.

Edited: The favorable reviews of the novel in the popular newspa-
pers showed that many English workers were frustrated with the
conditions in their own country.

B Express ideas concisely; never use five words where two will do.

Unedited: It is a well-respected, commonly held belief that violent
actions seen on TV can precipitate imitations of that violence
among those who constitute the TV audience.

Edited: Many people believe that violence on television causes
people to behave violently.

B Vary your sentence length; combine strings of short sentences into
longer ones.

Unedited: In A.D. 350, Rome extended into parts of Europe, Asia,
and Africa. The Romans provided a stable political environment
for many people.

Edited: In A.D. 350, Rome provided a stable political environment
for people in parts of Europe, Asia, and Africa.

B Avoid multiple prepositional phrases.

Unedited: A crucial part of psychology is the study of the tenden-
cies in human beings for kinds of inclinations that lead to anti-
social behavior.

Edited: Psychology studies human tendencies to engage in anti-
social behavior.

185
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u Express parallel ideas with parallel grammatical constructions.

Unedited: Some sociologists prefer a functionalist view of society,
whereas a conflict perspective is advocated by others.

Edited: Some sociologists prefer a functionalist view of society,
whereas others prefer a conflict perspective.

® Limit the use of “there is” and “there are.”

Unedited: There are a number of problems with Marx’s view of
worker revolution.
Edited: Marx’s view of worker revolution has many problems.

® Use strong verbs instead of nouns formed from verbs.

Unedited: Electrification led to the transformation of domestic light-
ing to electricity and the abandonment of gas as a light source,
leaving gas utilization for heating.

Edited: When people started to light their homes with electricity,
they began to use gas more for heating.

Sample Student Essay

In the following essay Jenn Rosario discusses how the rhetorical way of
thinking about writing she gained from the opening chapters of this book
helped clear up confusions she had about writing. Those confusions came
from a common everyday idea that there is a one best way to write. Rhetoric
gave her a way to make sense of the many different things people had told
her about the “best” way to write.

High School English Teachers
and “the Right Way” to Write
Jenn Rosario

In school over the years, I have written essays in a
fair number of classes and have usually gotten good
grades. I am not saying I have written as much as I
ideally should have or am an ideal writer, but I seem
to have satisfied my teachers. But in satisfying the
teachers’ demands I have gotten confused as to what
they want. Each asks for something different and criti-
cizes different things. They each acted as though they
each knew exactly what good writing was, but the prob-
lem was that they didn’t agree. Good writing was a dif-
ferent thing for each of them. To deal with the
different demands of each class, I developed a common-
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sense rule: “Don’t try to make sense of it. Just find
out what they want and give it to them.”

I am not alone in thinking this was good common
sense. Every time we had an assignment due, my friends
would make jokes about what this or that teacher
wanted, and we would trade tips about how to do well.
There was even a folklore that got passed down from one
class to the next about what you needed to do to make
each teacher happy. Our collective common sense was
that writing made no sense. We might like writing some-
thing, we might feel we had learned something by the
writing, but we should never get too secure that we
knew how to write. Inevitably, the next teacher we had
would tell us that we got it all wrong.

Let me tell you some examples. When I was a junior
in high school, my English teacher, Mrs. Spaulding,
opened my eyes to a new way of writing. She taught me
to explore my thoughts and feelings and use writing as
a tool to understand myself in a new and interesting
way. She encouraged a very personal writing style and
taught me that my own experiences really were worth
writing about. We wrote personal journals, and when we
wrote about literature we put ourselves in the charac-
ters’ positions to feel what they must have felt. I did
well on all of the papers, got an A in the class, and
left that year so confident of my writing ability that I
couldn’t wait to take senior English the next year.

However, my senior English teacher, Mr. Dauite, im-
mediately stifled my enthusiasm. Our first assignment was
to analyze the pressures that led a character in a
novel to act as she did. I wrote that paper the way
Mrs. Spaulding had taught me, but I did everything the
wrong way. He criticized my use of personal experiences
as “irrelevant and subjective.” He told me that my nar-
rative style was “rambling and loosely organized” and
that I “needed to come to a point quickly and defend
that point throughout the entire paper.” At the end of
the paper, he wrote a big, fat “C-.” After a couple of
papers, though, I did find out what he was asking for
and I got back to getting my A’s. And I learned some-
thing about how to analyze ideas without putting myself
in the middle of it. But if someone asked me what good
writing was, I could only tell them I was confused.

In fact I went through the term with two opposite
ideas running through my head:
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1. Mrs. Spaulding had taught me the wrong way to write
and that, even though she made me feel good about
myself, she had done me a disservice by failing to
teach me the correct principles;

2. Mr. Dauite was old-fashioned and unreasonable and
wasn’t aware of the modern writing techniques that
Mrs. Spaulding knew.

Since I couldn’t decide between these two ideas, I just
decided, along with my friends, that writing made no
sense.

The problem was that all of us, Mrs. Spaulding, Mr.
Dauite, my friends, and myself all were going on the
assumption that there is one “correct” way to write and
that the duty of good writing teachers is to teach that
method — and nothing else — to their students. I wasn’t
quite sure which of my teachers had been derelict, but,
working from this assumption, I was sure that one of
them had to be guilty of teaching flawed material to un-
suspecting students.

Since I have learned how to adopt a rhetorical per-
spective on writing, however, I have a new view of what
went on, a way that makes sense out of what went on in
the different classes. No one was at fault; no one did
anything wrong. In each of the classes the teachers
taught me and my friends important things about writ-
ing, and we improved our writing abilities. Our only
mistake was to look for a single “right way” to write.
Rhetoric teaches that there are many ways to write, de-
pending on where you are and what you are doing. Chap-
ter One of the textbook for this course sums up the
rhetorical point of view:

Successful communication varies from person to per-
son and situation to situation. There is no simple,
single “good rhetoric,” no one way to write. You
must always think about the specifics of the situa-
tion; what you want to accomplish, with whom, and
through what available means. (6)

From this perspective, Mrs. Spaulding and Mr. Dauite
were two different audiences with two different sets of
rhetorical expectations. Mrs. Spaulding’s purpose in
the class was to teach writing as a method of self-
exploration and discovery. She told us on a number of
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occasions that we could use writing to communicate with
ourselves and make sense out of our own experiences.
Mr. Dauite, on the other hand, believed that the pri-
mary purpose of writing was to construct well-reasoned
arguments that communicated our ideas effectively to
others. He continually stressed the importance of good
communication and effective presentation of one’s posi-
tion.

Each teacher taught me something valuable. Both
types of writing they taught have their place, and both
have contributed to my development as a writer. But an
even more important lesson is the one that I learned by
putting the two experiences together: that there is no
“correct” way to write a paper. Since there is no one
way to write a paper, my responsibility, as a student,
is to evaluate each rhetorical situation I approach and
determine what kind of writing fits the activities going
on. The way of writing I choose is just part of taking
part in the kind of learning that the classroom offers,
and there are many kinds of learning. I have already
begun to notice that teachers often give hints about
what they want, and even though these hints may not be
too specific and may change from teacher to teacher,
they do give me a good place to start thinking about
what kind of writing is called for in each case. But
even more than those little hints, I am noticing that
teachers usually make it very clear what kinds of
things they want students to learn and what they will
be evaluating the students on. What I have to do is
think about what kind of writing best shows the kind of
learning the teachers are looking for.

Of course, I would still like it much better if
there actually were set guidelines that I could simply
follow all the time. Life would be simpler. But since
life is complicated, and learning is complicated, and
school is complicated, it really helps to know that I
should stop looking for that one way to write “correct”
papers and start looking for what works in each situa-
tion. That is my new common sense.

Work Cited
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hin kmg 1. What was Jenn Rosario’s common-sense view of writing? What expe-

riences seemed to confirm it? How did that common-sense view lead
About her to react to assignments in different classes? To what extent was

that view useful? In what way did it have less fortunate conse-
Student 3

quences?
Wri "ﬂg 2. How does the author present her experiences to show clearly that a

common-sense explanation was not adequate?

3. What is her new view? How does this new view lead her to reevalu-
ate her previous experiences? What aspect of her previous view does
she call a mistake? What aspects of her previous experience and
views does she still find useful? What kind of guidance does her new
view give her in facing new writing assignments and situations? In
what way has her new view become a new kind of common sense?

4. Where does Jenn Rosario first present her new view? How does she
elaborate on that view and show its value? How does the presenta-
tion of the new view allow her to re-present her experience from a
new perspective?

5. How does Jenn Rosario’s use of her personal experience help her de-
velop and present her ideas clearly and forcefully?

6. If you were the author, how might you have felt about writing this
essay about yourself and then allowing your classmates to read it?

COMPARING EVERYDAY AND
DISCIPLINARY THINKING

1. Choose one concept that you have learned from this book or this
course that has given you a new way to think about some aspect of
writing. Write a paper about your own experience in writing, com-
paring your new way of thinking about that writing with your previ-
ous way.

2. Identify one powerful concept or topic you have learned in one of
your courses this year that has changed the way you look at some-
thing. Write an essay of 800 to 1,000 words comparing how you see
events using this disciplinary approach with how you used to think
of the events using everyday common sense.

3. Using one of the selections from question 2 on pages 179-181, write
an essay of 500 words comparing how the concept presented in the
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selection differs from more everyday ways of looking at the subject.
Use your own experience to illustrate the different ways of looking at
events.

4. Select a controversial political or social issue in your community.
Write an essay of 800 to 1,000 words describing how certain concepts
or ways of thinking used in one of your college courses might help
people resolve their differences, understand their difficulties, or come
to a reasonable solution.

Locate on the World Wide Web personal home pages set up by individu-
als, and pick one that interests you. Examine both how the person repre-
sents himself or herself and his or her interests and what kind of links are
made to other Web resources. Pay particular attention to links people
might make to academic or other professional information on the Web:
that is, to what extent people tie their personal statements to knowledge
and issues explored in a serious academic or professional way. Write up
your impressions of how one individual represents himself or herself on
the Web.




Analytical Writing:
Looking Closely

AIMS OF THE CHAPTER

Academic disciplines introduce new ways of looking at things. These new
ways are often analytical: you look at parts of phenomena and determine
how the parts work together. Analysis is one of the central intellectual skills
in academic life. This chapter discusses how analysis works and how you
can write more analytically. By increasing your analytic skills you will be
able to develop your individual point of view into effective contributions to
academic and professional inquiry.

KEY POINTS

1. Analysis means to cut a whole into various parts or categories to under-
stand what it is or how it works.

2. Analysis is often tied to specific disciplinary methods. Underlying
every analysis usually is a theory.

3. Analysis helps you observe and understand many things about disci-
plinary, professional, and public problems.

4. Specific procedures can help you analyze phenomena and write up
analyses.

QUESTIONS TO THINK ABOUT

B Which things do you understand that sometimes other people don’t?
How does your insight depend on understanding how these things
work or fit together? What do you see that allows you to analyze those
things? On the other hand, when have you been totally confused about
how something works or why things happen as they do? Understand-
ing what parts of that situation or object might help you understand the
whole?
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® How often do your instructors use the words analysis or analytical? In
what situations do they use terms related to analysis, and what are the
tasks or thoughts they are referring to?

® How do you determine what the parts of an object or situation are?
Where can you get the terms of your analysis from?

® How can looking at the parts of an object or situation help you resolve
some problem you are facing?

@@ Analytical Insight

Disciplinary knowledge shows the parts and processes of things we usually
treat as a whole in daily life. By offering explanations of how things are put
together and how they work, the various disciplines give you a way of look-
ing at events and objects in greater detail. Such detailed understanding al-
lows you to diagnose what goes right and wrong and to intervene in focused,
effective ways. This pulling apart of objects and events and looking inside to
see their components is known as analysis.

In many courses instructors want you to become skilled in the methods
of analysis that are appropriate to the field. Rather than just tell you that the
formula for a situation is thus and such, or that a condition is caused by these
factors, they ask you to look at the situation, pull it apart, and tell them what
is going on.

Sometimes analysis is obviously combined with other activities, as when
in a political science class you analyze the structure of a legislative body in
order to understand who can influence legislation in what ways. In a me-
chanical engineering course you might analyze an engine so that you can de-
sign a more efficient one or solve problems with the current one. Sometimes
analysis is the primary activity, as when a neurobiologist analyzes the
process by which a sensory impulse sets off brain activities, or when an art
historian analyzes the style of a particular painter.

Some Key Features of Analysis

The procedures, methods, and uses of analysis vary widely in the disciplines,
and even within a single discipline there are many types of analysis, which
need to be presented and discussed in a range of ways. Nonetheless, several
key elements are part of almost all analytical processes.

Analysis is initiated by some need or desire to know the components, dynamics,
structure, or workings of some phenomenon in greater detail than is at first evident.
Thus the central activity is seeing more deeply, more closely, in greater detail,
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something that looks at first glance to be a whole, or a unit. To understand a
computer program, you need to know its parts; to understand how to build
a bridge, you need to know the components that give it strength; to settle a
philosophic argument, you need to know the issues that contribute to the
larger problem. Analysis is crucial to most disciplines because they fre-
quently want to understand why things happen as they do, so they open up
the hood and look inside to see the parts. |

Analysis looks for those things that are not obvious on the surface, that seem to
be hidden to casual inspection. Analysis uncovers the unseen. Where there is
nothing hidden, nothing smaller than meets the eye or common-sense judg-
ment, there is little to analyze. Thus to find interesting or significant things
you look in certain kinds of places in certain kinds of ways. Much of the art
of analyzing is finding the right subject to analyze — interesting enough to
tell you what you want, but not too complicated to make sense of. For this
reason biologists often work with simpler animals that have less developed
systems than humans; for example, because the flatworm Aplysia has one
very large nerve cell, it is ideal for understanding nerve cell operation. Some-
times it may seem obvious what to analyze; for example, in studying why a
company is profitable, it may seem obvious to begin with the balance sheet.
However, the crucial place to look may be far from obvious; the real answer
may lie in the patterns of motivation among the workers, or in the associa-
tion of a name brand with a cultural hero.

Each object or phenomenon may be viewed through many different forms of
analysis. Some of these will be more appropriate and revealing for your pur-
poses than others. Psychiatric analysis will not tell you much about a stone,
but various kinds of geologic and chemical analyses will. Depending on
what you need or want to know, you pick the right mode of analysis for the
stone — radioactive dating, spectroscopic analysis, assays for specific miner-
als, comparison of composition and structure to surrounding geologic for-
mations, and so on. Sometimes the appropriateness of a particular analytic
method is clear, as when you are given a method for analyzing problems of
force and motion in physics or are asked to analyze the grammatical struc-
ture of a sentence. At other times the choice of method is based on a hunch,
as when you think that a particular poem’s effect depends on metaphors. If
you then notice that several metaphors are repeated in the poem, you are
more sure that you have a useful approach.

Each mode of analysis identifies specific procedures that make particular ele-
ments visible or accessible. Chemical analyses require precise laboratory proce-
dures for preparing a sample, adding reagents, and measuring results. If you
have decided to explore the economic situation of the voters in the district,
you need to get appropriate economic data and carry out certain statistical
procedures. Having decided that you want to look at the conflict of charac-
ters in a play, you identify the opposing concerns of the characters and the
specific moments of conflict that occur on stage.

Some methods of analysis are so well defined that all the steps are predetermined,
whereas others require more creativity. With certain well-known chemical proce-
dures, the results will follow unproblematically if all the steps are followed.
However, when you are given substances whose structure we only partly un-
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derstand, you have to bring to bear all you know about the subject to make
sense of the clues. Then you may need to create further analytical procedures
to develop new conclusions. In analyzing poems, political situations, or hu-
man psychology — where each situation is different and complex — you al-
most always have to move beyond familiar, defined procedures.

Each level of analysis involves working with identifiable aspects or parts, isolat-
ing those parts from each other, and seeing the specifics of each of the parts. If you
are working with the mineral components of a geologic sample, you identify
what the various components are and the amount of each in the sample. In
working with the metaphors of a poem, you identify the different strains of
metaphor in the poem, then how frequently, in what places, and with what
effect each kind of metaphor is used. In working with the socioeconomic
background of voters, you identify what categories you place the voters in
and how many belong in each.

An analysis may require several levels or aspects of examination. Having seen
a problem or issue at one level, you may decide to look more deeply to find
what you need. Thus, after looking at the current socioeconomic status of
voters, you may decide that no clear pattern of voting emerges. However,
when you look deeper into the voters” past and economic situation and their
attitude toward the future, you find that people who believe they can become
middle class tend to vote for middle-class interests. You may also want to
explore some related aspects, such as the voters’ religious background and
ethnic affiliation, to see how they affect attitudes toward economic advance-
ment and thus political loyalties.

Frequently the analysis takes something apart and then puts the parts back to-
gether to show how they make up the whole. After having found the components
and percentages of some chemicals, you may need to consider what happens
when they are brought together. You may find that several variables influ-
ence a voter; but to understand how any one voter votes, you will have to
look at how socioeconomic status, perception of mobility, religion, ethnicity,
education, and many other variables come together in a single voting choice.

Usually a theory underlies the analysis. Each analysis creates a certain pic-
ture of how something works or how it is composed. Many different kinds of
pictures can be drawn for one object. The analysis of geologic formations, for
example, is based on beliefs that are not immediately evident and have not
necessarily been believed for all time, such as that the earth is billions of years
old and has been formed in a process of cooling down, that there is an interior
movement in a fluid center, and that there is surface movement of large
plates. If you believe in Freudian psychology, which connects early experi-
ence, repressed emotions, and current symbolic expressions like dreams and
jokes, you will analyze dreams differently than if you believe that dreams are
the overflow of cognitive processes or messages from beyond the earth.

When there is a current debate or division over which of several theories
is strongest, several types of analyses may go on simultaneously. One group
of political scientists may study the symbols of political culture, others may
examine group affiliations and interests, and still others may study only eco-
nomics. Each group believes that its theory explains all political processes.
When favored theories change, the kind of analysis generally practiced also
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changes. In literary and other cultural studies in the middle of the century,
people believed that texts operated within themselves, so most analyses
were confined to what appeared on the page or in the picture. Today many
strong theories have emerged making connections among power, politics, so-
cial organization, and the objects of culture, so that now analyses often reach
into the social, political, and economic context of each text or picture.

Analysis in the Classroom

Because analysis is so crucial to academic disciplines and professional activ-
ity, in most fields much emphasis is placed on analysis. In almost all fields
you will be doing substantial analyses by the time you take upper-division
courses. The analysis may be carried out in classroom activity, as in discus-
sions or lab work. Frequently, however, you will analyze something with a
group or by yourself and then present your analysis in written form. The
analysis may be connected with data you have gathered or with data already
presented, as in a case study (see Chapter 14).

Depending on the style of the discipline and the teaching strategy of the
teacher, the analytical methods may be more or less clearly explained. On
one extreme, teachers list specific procedures that must be followed and then
supervise you, as in statistical analysis within economics. Others use infor-
mal discussion using a variety of analytical approaches, as in a literature
class where the teacher talks about short stories in a variety of ways but
never explicitly says what those are. Open discussion, directed by a few
teacher questions, may give you practice in these methods, but they still are
never laid out as an explicit method or formulaic set of procedures. In the
middle are situations where the lecture or discussion examines a case in de-
tail and provides a model, or where the instructor, in discussing the implica-
tions of a theory, uses that theory to analyze a case in class discussion.
Sometimes the instructor sets up a problem and asks students to develop
their own method of analysis.

Group work frequently requires developing some appropriate method
of analysis of the project so that you will develop common ways of seeing the
issues and coordinating your perception, observation, ideas, and work. Also,
the group needs to break the project into parts for different people to work on
at different times. The more deeply you analyze the task and issues at hand,
the more deeply you will share a way of seeing what you are doing, and the
more effectively you will work together.
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Assjlgnments ANALYZING ANALYSES

=

Describe some of the common types of analyses in a discipline you
are studying or a profession in which you are interested. Are the
analyses given specific names? What do they find out? For what pur-
pose? What might happen if the analysis is incorrect? In what ways
might the analysis go wrong? What kinds of data or phenomena are
analyzed? What are the methods of analysis? Are specific terms used
to identify the parts revealed in the analyses? At what point do peo-
ple entering that profession or discipline start learning how to do
these analyses? How are they taught?

Describe analytical tasks you have been asked to do in classrooms.
What was the class? What kind of analysis was it? What kinds of data
or phenomena did you analyze? What were you trying to find out?
How did you carry out the analysis? How precisely did the instructor
define what you were to do, and what did you have to improvise on
your own? What special terminology did you use? What did you
learn?

Compare the kinds of analysis you have done in literature classes
with the kinds you have done in social science classes and in science
and math classes.

Examine the following three passages of analysis: one from the bio-
logical sciences, one from the physical sciences, and one from the hu-
manities. Then choose one to describe and analyze in a short essay
that answers the following questions: What is being analyzed? What
is the writer trying to show or find out by the analysis? What are the
categories or parts used in the analysis? What specific data are associ-
ated with each category or part? What does the separation of the
parts indicate about what is being analyzed? Does the writer try to
show connections among the parts, and, if so, what are they?

A. Biology: Samuel Scudder

It was more than fifteen years ago that I entered the laboratory of
Professor Agassiz, and told him I had enrolled my name in the
Scientific School as a student of natural history. He asked me a
few questions about my object in coming, my antecedents gener-
ally, the mode in which I afterwards proposed to use the knowl-
edge I might acquire, and, finally, whether I wished to study any
special branch. To the latter I replied that, while I wished to be
well grounded in all departments of zoology, I purposed to de-
vote myself specially to insects.

“When do you wish to begin?” he asked.

“Now,” I replied.
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This seemed to please him, and with an energetic “Very well!”
he reached from a shelf a huge jar of specimens in yellow alcohol.
“Take this fish,” he said, “and look at it; we call it a haemulon; by
and by I will ask what you have seen.”

With that he left me, but in a moment returned with explicit
instructions as to the care of the object entrusted to me.

“No man is fit to be a naturalist,” said he, “who does not know
how to take care of specimens.”

I was to keep the fish before me in a tin tray, and occasionally
moisten the surface with alcohol from the jar, always taking care
to replace the stopper tightly. Those were not the days of ground-
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glass stoppers and elegantly shaped exhibition jars; all the old
students will recall the huge necklace glass bottles with their
leaky, wax-besmeared corks, half eaten by insects, and begrimed
with cellar dust. Entomology was a cleaner science than ichthyol-
ogy, but the example of the Professor, who had unhesitatingly
plunged to the bottom of the jar to produce the fish, was infec-
tious; and though this alcohol had a “very ancient and fishlike
smell,” I really dared not show any aversion within these sacred
precincts, and treated the alcohol as though it were pure water.
Still I was conscious of a passing feeling of disappointment, for
gazing at a fish did not commend itself to an ardent entomolo-
gist. My friends at home, too, were annoyed when they discov-
ered that no amount of eau-de-Cologne would drown the
perfume which haunted me like a shadow.

In ten minutes [ had seen all that could be seen in that fish,
and started in search of the Professor — who had, however, left
the Museum; and when I returned, after lingering over some of
the odd animals stored in the upper apartment, my specimen
was dry all over. I dashed the fluid over the fish as if to resusci-
tate the beast from a fainting fit, and looked with anxiety for a re-
turn of the normal sloppy appearance. This little excitement over,
nothing was to be done but to return to a steadfast gaze at my
mute companion. Half an hour passed — an hour — another
hour; the fish began to look loathsome. I turned it over and
around; looked it in the face — ghastly; from behind, beneath,
above, sideways, at a three-quarters view — just as ghastly. [ was
in despair; at an early hour I concluded that lunch was necessary;
so, with infinite relief, the fish was carefully replaced in the jar,
and for an hour I was free.

On my return, I learned that Professor Agassiz had been at the
Museum, but had gone, and would not return for several hours.
My fellow-students were too busy to be disturbed by continued
conversation. Slowly I drew forth that hideous fish, and with a
feeling of desperation again looked at it. I might not use a magni-
fying-glass; instruments of all kinds were interdicted. My two
hands, my two eyes, and the fish: it seemed a most limited field. I
pushed my finger down its throat to feel how sharp the teeth
were. [ began to count the scales in the different rows, until I was
convinced that was nonsense. At last a happy thought struck
me — [ would draw the fish; and now with surprise I began to
discover new features in the creature. Just then the Professor re-
turned.

“That is right,” said he; “a pencil is one of the best of eyes.
am glad to notice, too, that you keep your specimen wet, and
your bottle corked.”
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With these encouraging words, he added:

“Well, what is it like?”

He listened attentively to my brief rehearsal of the structure of
parts whose names were still unknown to me: the fringed gill-
arches and movable operculum; the pores of the head, fleshy lips
and lidless eyes; the lateral line, the spinous fins and forked tail;
the compressed and arched body. When I finished, he waited as if
expecting more, and then, with an air of disappointment:

“You have not looked very carefully; why,” he continued more
earnestly, “you haven’t even seen one of the most conspicuous
features of the animal, which is plainly before your eyes as the
fish itself; look again, look again!” and he left me to my misery.

I was piqued; I was mortified. Still more of that wretched fish!
But now I set myself to my task with a will, and discovered one
new thing after another, until I saw how just the Professor’s criti-
cism had been. The afternoon passed quickly; and when, towards
its close, the Professor inquired:

“Do you see it yet?”

“No,” I replied, “I am certain I do not, but I see how little I saw
before.”

“That is next best,” said he, earnestly, “but I won’t hear you
now; put away your fish and go home; perhaps you will be ready
with a better answer in the morning. I will examine you before
you look at the fish.”

This was disconcerting. Not only must I think of my fish all
night, studying, without the object before me, what this un-
known but most visible feature might be; but also, without re-
viewing my discoveries, I must give an exact account of them the
next day. I had a bad memory; so I walked home by Charles
River in a distracted state, with my two perplexities.

The cordial greeting from the Professor the next morning was
reassuring; here was a man who seemed to be quite as anxious as
I that I should see for myself what he saw.

“Do you perhaps mean,” I asked, “that the fish has symmetri-
cal sides with paired organs?”

His thoroughly pleased “Of course! Of course!” repaid the
wakeful hours of the previous night. After he had discoursed
most happily and enthusiastically — as he always did — upon the
importance of this point, I ventured to ask what I should do next.

“Oh, look at your fish!” he said, and left me again to my own
devices. In a little more than an hour he returned, heard my new
catalogue.

“That is good, that is good!” he repeated; “but that is not all;
go on”; and so for three long days he placed that fish before my
eyes, forbidding me to look at anything else, or to use any artifi-
cial aid. “Look, look, look,” was his repeated injunction.
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This was the best entomological lesson I ever had — a lesson
whose influence has extended to the details of every subsequent
study; a legacy the Professor had left to me, as he has left it to so
many others, of inestimable value, which we could not buy, with
which we cannot part.

A year afterward, some of us were amusing ourselves with
chalking outlandish beasts on the Museum blackboard. We drew
prancing starfishes; frogs in mortal combat; hydra-headed
worms; stately crawfishes, standing on their tails, bearing aloft
umbrellas; and grotesque fishes with gaping mouths and staring
eyes. The Professor came in shortly after, and was as amused as
any at our experiments. He looked at the fishes.

“Haemulons, every one of them,” he said; “Mr. drew
them.”

True; and to this day, if I attempt a fish, I can draw nothing but
haemulons.

The fourth day, a second fish of the same group was placed be-
side the first, and I was bidden to point out the resemblances and
differences between the two; another and another followed, until
the entire family lay before me, and a whole legion of jars cov-
ered the table and surrounding shelves; the odor had become a
pleasant perfume; and even now, the sight of an old, six-inch,
worm-eaten cork brings fragrant memories.

The whole group of haemulons was thus brought in review;
and, whether engaged upon the dissection of the internal organs,
the preparation and examination of the bony framework, or the
description of the various parts, Agassiz’s training method of ob-
serving facts and their orderly arrangement was ever accompa-
nied by the urgent exhortation not to be content with them.

“Facts are stupid things,” he would say, “until brought into
connection with some general law.”

At the end of eight months, it was almost with reluctance that
I left these friends and turned to insects; but what I had gained
by this outside experience has been of greater value than years of
later investigation in my favorite groups.

Source: Samuel Scudder, “Take this Fish and Look at It.”

B. Chemistry: C. Carl Sagan

Let us approach a much more modest question: not whether we
can know the universe or the Milky Way Galaxy or a star or a
world. Can we know, ultimately and in detail, a grain of salt?
Consider one microgram of table salt, a speck just barely large
enough for someone with keen eyesight to make out without a
microscope. In that grain of salt there are about 10'® sodium and
chlorine atoms. This is a 1 followed by 16 zeros, 10 million billion
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atoms. If we wish to know a grain of salt, we must know at least
the three-dimensional positions of each of these atoms. (In fact,
there is much more to be known — for example, the nature of the
forces between the atoms — but we are making only a modest
calculation.) Now, is this number more or less than the number of
things which the brain can know?

How much can the brain know? There are perhaps 10" neu-
rons in the brain, the circuit elements and switches that are re-
sponsible in their electrical and chemical activity for the
functioning of our minds. A typical brain neuron has perhaps a
thousand little wires, called dendrites, which connect it with its
fellows. If, as seems likely, every bit of information in the brain
corresponds to one of these connections, the total number of
things knowable by the brain is no more than 10, one hundred
trillion. But this number is only one percent of the number of
atoms in our speck of salt.

So in this sense the universe is intractable, astonishingly im-
mune to any human attempt at full knowledge. We cannot on
this level understand a grain of salt, much less the universe.

But let us look a little more deeply at our microgram of salt.
Salt happens to be a crystal in which, except for defects in the
structure of the crystal lattice, the position of every sodium and
chlorine atom is predetermined. If we could shrink ourselves into
this crystalline world, we would see rank upon rank of atoms in
an ordered array, a regularly alternating structure — sodium,
chlorine, sodium, chlorine, specifying the sheet of atoms we are
standing on and all the sheets above us and below us. An ab-
solutely pure crystal of salt could have the position of every atom
specified by something like 10 bits of information.* This would
not strain the information-carrying capacity of the brain.

If the universe had natural laws that governed its behavior to
the same degree of regularity that determines a crystal of salt,
then, of course, the universe would be knowable. Even if there
were many such laws, each of considerable complexity, human
beings might have the capability to understand them all. Even if
such knowledge exceeded the information-carrying capacity of
the brain, we might store the additional information outside our
bodies — in books, for example, or in computer memories — and
still, in some sense, know the universe.

*Chlorine is a deadly poison gas employed on European battlefields in World War I. Sodium
is a corrosive metal which burns upon contact with water. Together they make a placid and
unpoisonous material, table salt. Why each of these substances has the properties it does is a
subject called chemistry, which requires more than 10 bits of information to understand.

Source: Carl Sagan, Broca’s Brain, New York: Random House, 1979, pp. 17-19.
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C. English: Robert Scholes

The field of English is organized by two primary gestures of dif-
ferentiation, dividing and redividing the field by binary opposi-
tion. First of all, we divide the field into two categories: literature
and non-literature. This is, of course, an invidious distinction, for
we mark those texts labeled literature as good or important and
dismiss those non-literary texts as beneath our notice. This divi-
sion is traversed and supported by another, which is just as im-
portant, though somewhat less visible. We distinguish between
the production and the consumption of texts, and, as might be
expected in a society like ours, we privilege consumption over
production, just as the larger culture privileges the consuming
class over the producing class (as noted, for example, by Paula
Johnson in “Writing Programs and the English Department”).

One further distinction and our basic structure will be com-
plete. This is the least obvious, the most problematic, and, there-
fore, perhaps the most important. We distinguish between what
is “real” and what is “academic” to our own disadvantage. At
some level we accept the myth of the ivory tower and secretly de-
spise our own activities as trivial unless we can link them to a
“reality” outside academic life. Thus we may consume “litera-
ture,” which comes from outside our classrooms, but we cannot
produce literature in classes, nor can we teach its production. In-
stead, we teach something called “creative writing”— the pro-
duction of pseudo-literary texts.

The proper consumption of literature we call “interpretation,”
and the teaching of this skill, like the displaying of it in academic
papers, articles, and books, is our greatest glory. The production
of literature is regarded as beyond us, to the point where even
those writers who are hired by academies to teach creative writ-
ing are felt to dwindle into academics themselves, and we sus-
pect that their work may only be creative writing, too. How often
are the works of the faculty of the Iowa Writers Workshop stud-
ied in the classrooms of the lowa English department?

The consumption of non-literature can be taught. It is called
“reading,” and most college and university English departments
are content to hope that it has been dealt with in secondary
school — a hope that seems less and less well founded as we go
on. But actual non-literature is perceived as grounded in the real-
ities of existence, where it is produced in response to personal or
socio-economic imperatives and therefore justifies itself function-
ally. By its very usefulness, its non-literariness, it eludes our
grasp. It can be read but not interpreted, because it supposedly
lacks those secret-hidden-deeper meanings so dear to our peda-
gogic hearts. Nor can it be produced when cut off from the exi-

203
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| rioure s |
PRODUCTION TEXTS CONSUMPTION
literature interpretation
creative writing pseudo-literature
non-literature reading
composition pseudo-non-literature

Source: Robert Scholes, Textual Power, New Haven: Yale University Press, 1985, pp. 5-7.

gencies of its real situations. What can be produced within the
academy is an unreal version of it, “pseudo-non-literature,”
which is indeed produced in an appalling volume. We call the
production of this stuff “composition.”

@@ Analysis and Your Authority

The more a class provides opportunities for analysis, the more authority you
gain as a participant in the discipline. The teacher then is no longer the single
authority in the classroom, because you will have your own analytical results
to add. As you gain skill in disciplinary practices, your responses include dis-
ciplinary perception within your personal vision. You go beyond being able
to identify examples of concepts out in the world to seeing how they are com-
posed and work. You are then in a position to argue for the validity of one set
of findings over another. You will be responsible for presenting your analy-
ses as conceptually precise, theoretically sound, methodologically appropri-
ate and careful, and insightfully creative (see Chapter 15).

At this point the instructor serves as a coach, helping you see and articu-
late stronger perceptions about those phenomena you study. Although you
still to some extent write to demonstrate skill and accomplishment, your
main goal is to produce statements of relevance. Your relationships with
your classmates also change as you become colleagues sharing disciplined
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perceptions of events. You are in a position to share insights with each other,
help each other see new things, and argue with each other over findings and
interpretations.

These changing relationships change the way you write. You now pre-
sent serious interpretations of events to show and persuade others of some-
thing they might not yet have seen themselves. Your statements contribute to
the learning of the entire class. You have the opportunity both to gain in-
creased respect and to influence others by presenting persuasive and in-
sightful accounts of the objects studied. But this also puts you more on a spot,
as you have to present things more as you see it. This changing relationship
also pertains to the kinds of writing discussed in the remaining chapters of
this book: investigating, synthesizing, problem solving, and arguing — also
all activities carried out by full professionals in your field.

@ @ Skillful Practice Is More Than a Set of Rules

Your instructor in each subject will provide guidance in setting up analytical
tasks and helping you accomplish them. Since the tasks, instructions, and
procedures will vary from discipline to discipline and from problem to prob-
lem, you should attend closely to explicit instructions as well as to indirect
hints. Some special skills may not be fully and clearly articulated in instruc-
tions and must be figured out by just watching the instructor.

As mentioned before, the analytical procedures appropriate for a partic-
ular situation may be quite strictly defined by disciplinary standards or may
hardly be defined at all. Various levels and kinds of guidance fall in between.
There are many reasons for this variation, including the way problems are
formulated in the field, the availability of tools, the reigning theories, the
kind of arguments, and the range of concerns in the field, and as you learn
more it is worth inquiring into the reasons why your field follows its partic-
ular analytical practices.

If you are given a wider freedom in selecting, developing, or finding
novel ways of carrying out your analysis, you need to become even more
aware of the choices you are making. It may be useful to discuss with your
instructor the consequences of proceeding one way or another. These more
open-ended analytical situations give you greater creativity and allow you to
use more of what you know. In even the most highly developed and rule-
governed field, there is always some open area for novelty and advance, and
those who use this opportunity to become leaders in the field.

@@ Computer Tools and Analysis

Computer tools aid analysis in many fields. These tools include spreadsheets
for organizing data and graphing programs for displaying data in many for-
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mats. Statistical packages allow you to find correlations among numerical
data and control for the effect of different variables. Other computer tools
help in finding patterns in texts, analyzing the motions of pole vaulters, or
noticing at a glance the heat absorption of different parts of the earth as mon-
itored by satellite.

These remarkable tools allow you to deal with massive amounts of data
in coherent and intelligible ways, as well as in alternative configurations.
They allow you to see patterns and correlations that would be inconceivable
without modern computing. Nonetheless, it is up to you to make sense of the
data and to understand what the tool is doing. If you don’t understand, you
can be faced with mountains of data and calculations that make no sense. By
simply loading numbers or visual images in a computer, pushing some but-
tons, and then looking for any result that might come out at the other end,
you are guessing about what is going on and in danger of oversimplifying
the issues. You may be looking at entirely the wrong things, just because the
computer makes certain calculations easy. For this reason it is always impor-
tant to understand what kind of calculations the machine is doing and how
to interpret the results.

A_szgnments WRITING FOR REFLECTION

1. Reflect on or describe an incident when you had to analyze a prob-
lem in a class, on the job, or in your family. ;

2. Describe an area where you are able to analyze problems or events
easily. You may be able to analyze the recipe of a dish you eat or what
happens in a football play, what makes a successful party, or what
has caused your car to break down. In describing the kind of analysis
you regularly do, tell what kind of information you gather, what is-
sues you look for, and what categories you use to make sense of the

: 7 - information. Describe how your analysis goes beyond gathering data
to helping you see new things.

@7 REVIEWING WRITING PROCESSES

Planning to Write

ning. Some of the most important work that writers do occurs before
they write a single word. Many of the chapters of this book, such as
this chapter, offer specific advice to help you plan the particular kind of

I ike most ventures in life, successful writing requires advance plan-
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writing described in that chapter. There are, however, some general princi-
ples that apply to most writing situations.

Before you begin a paper, check that you have selected an appropriate
topic, thought of the main points you want to make, worked through the
arguments that will support these points, and decided on an organiza-
tional framework that will present these ideas effectively to your audience.
Sometimes appropriate structures are suggested in the assignment, but
more often you will analyze your main assertions and decide for yourself
how to arrange and present them.

Imagine, for example, that your instructor has assigned a paper com-
paring or contrasting the use of color in two different paintings. You might
decide to treat the first painting in the first half of the paper and the second
painting in the second half. This would allow you to construct strong ar-
guments about both paintings and examine internal comparisons within
each work. Or you might want to compare one element in the first paint-
ing with a similar element in the second and then to return to a second el-
ement in the first. This would allow you to go back and forth between the
paintings in a “Ping-Pong” fashion and compare different features more
directly than the first kind of paper.

There are many possible ways to organize your information for any
given paper, and no one way is inherently better than any other. However,
when you consider the material you wish to present and the objectives you
wish to achieve, certain patterns will seem more advantageous than oth-
ers. For this reason it is important to spend time considering how you
want to present your material.

The time that you spend formulating a plan will pay off in several im-
portant ways. First, it will give you a strong sense of purpose and confi-
dence. When you start a paper with a strong sense of your overall structure
in mind, you will always know what you have to do next and how long it
will probably take to get there. Second, planned writing takes much less
time than haphazard writing, since you will not have to spend time grop-
ing for ideas or following dead ends. Finally, and most importantly, a good
organizational framework allows you to present your ideas in a more or-
ganized, logical fashion to your audience. Since most college teachers
place a great deal of value on organization, good planning is an essential
part of successful writing.

@@ Writing and Analyzing

When you carry out analytical tasks in a class, there is almost always some el-
ement of simply practicing a skill and demonstrating to your teacher what
you can do. When this is your goal, you explain as much of your procedure
and thinking as you can so that your instructor can see how you carried out
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the task and can suggest ways to find out more or analyze the facts more pre-
cisely.

Sometimes you may have a more personal stake in presenting your
analysis. You may be convinced that your analysis of bilingual education has
some important implications for policy, or that your analysis of a short story
reveals important truths about emotions. In this case you still need to present
your reasoning and procedures clearly to persuade readers of your view, but
you do not need to exhibit as much of your backstage thinking for coaching
and guidance. The analytical procedure becomes a way of generating evi-
dence and findings rather than an end in itself.

The processes of analyzing and writing up your analysis are closely
linked. When you are first thinking about what to analyze or how to go about
it, you are also aware that you will be producing an analytical statement at
the end of the process. You are thinking about all the things you need to do
so that you will have appropriate material and ideas to write about. The
more clearly you know what you want to put in your final statement, the
more you will know what you need to do to carry out the analysis — every-
thing from what kinds of procedures you will follow and what details you
will want to record, to how much you need to think through the theoretical
implications of your method and findings or how broadly you need to in-
vestigate alternative methods or objections people may raise.

By the time you write your first draft, you are likely to have many formu-
lations written that you can use — perhaps early journal entries about what
you will do, descriptions of the object you are studying, notes from your data
collection, ideas you have come up with by talking with others, or outlines
and sketches. When you start to draw these pieces together, you may find that
you need to rethink the connection of the parts or perhaps do some more dig-
ging into further details or follow-up issues. So there is constant interaction
between taking your object of study apart and putting your ideas and infor-
mation together in writing. Analysis and writing go hand in hand.

The following section presents general guidelines for producing an
analysis in all courses. Afterwards, samples from analytical essays in a vari-
ety of courses are presented.

General Procedures for Analysis

These guidelines are presented in very general terms to allow you to adapt
them to any situation that requires analysis. As you work with these guide-
lines in different situations, you will develop a more concrete sense of how
analysis works.

1. Understand your aim.

2. Think about the object or kind of object you need to analyze to accom-
plish that task.

3. Identify, define, and if possible isolate the object of analysis.
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He=

. Identify an appropriate method of analysis.

5. Examine the object carefully in light of the task and method, trying to
understand it and gathering relevant data.

6. Establish the specific categories suggested by your problem and
method.

7. See how the categories apply to your object.

8. Isolate and record relevant details according to the categories or
process.

9. Examine the reorganized data carefully to answer your underlying
question, whether it is to understand how the object is constructed, to
explain how the event unfolds, or to identify what went wrong.

10. Formulate your analytical conclusions.

11. Develop further implications and conclusions.

12. Sketch out an outline.

13. Write the first draft.

14. Revise to highlight the most important issues for the task and make
clear the reasoning that ties the sections together.

@0 USEFUL CONCEPTS FROM RHETORIC

Genre

of song. We all recognize many types of things. In listening to the

radio, from the first few bars of a song you can recognize if it is a
soft-rock love song or a heavy-metal headbanger. You can guess what
much of the song will sound like, and you know the kinds of words that
will be in the lyrics, the kinds of chords the music will use, and the kinds
of special ornaments and improvisations the soloists will add to the basic
music. You would be surprised to hear heavy-metal lyrics to a soft-rock
sound. Even more, you know the kinds of feelings and experience you will
get from listening to the music, and you can make a quick decision about
whether you want to listen.

Text genres are the same way. By recognizing the kind of text you are
reading, you can make good guesses about the kind of language and de-
tails that will be used, the kind of tasks that will be accomplished, and the
kind of organization the text will use. You also know something about how
the writer is relating to you and what kind of responses the text will try to
evoke. You can then focus your mind, mood, and expectations so as to un-
derstand, interpret, think about, and appreciate what you are reading. For
example, as you read through the morning newspaper, even though all the
articles appear in the same publication, you rapidly shift your frame of
mind as you quickly notice whether you are reading a news story, a news
analysis, an editorial, a human interest story, an entertainment story, a

( ; enre means a type, as in a type of writing, a type of movie, or a type
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sports story, a love-lorn column, a classified automobile advertisement, or
any one of the dozen other genres that appear every day.

Similarly, as a writer, by identifying the genre you are working in, you
can focus on the tasks, language, details, organization, and other features
that you will use. You can get a strong sense of the kind of thinking you
need to do and the kind of text you are trying to produce. If you are writ-
ing a letter to your friend from high school days, you immediately set out
on a different kind of work and in a different mood than if you are writing
an analysis of a short story for your literature class.

This textbook in its different chapters describes many of the typical
genres students work in: journals, summaries, personal experience papers,
analyses, library research reports, and so on. Nonetheless, even within
these types disciplines establish particular varieties. You can immediately
recognize if you are reading a psychological analysis of a social problem or
anengineering analysis of an electrical problem, and not only because they
are using different words.

Toimprove your ability to work in the specific forms of writing in your
major, you should examine the various genres used in that field, both at
the student and the professional level, to figure out what makes them dis-
tinctive. What kinds of tasks do they accomplish? What kinds of language
do they use? How are they organized? What kinds of details, illustrations,
or evidence do they present? What kinds of reasoning do they display?
The more rapidly and precisely you can identify the kinds of things you
are reading and writing, the better you can focus your work and the more
intelligently you can communicate within the forms appropriate to your
field. Ultimately, too, you can decide whether any of the standard forms
are too restricting in some way or don’t accomplish what you feel needs
accomplishing. Then you can try to change or combine genres to go in new
directions while still meeting the needs and expectations of people who
will be reading what you write.

@ ® Writing an Analytical Essay

The form for reporting analyses varies from discipline to discipline and situ-
ation to situation. The following general guidelines, however, may help you
identify what you need to include.

1. Early in the essay, identify the problem or task you are addressing, the
specific object, event, or other phenomenon you are analyzing, and the
method of analysis you have used.

2. Also early in the essay, discuss why it is important to study the object
or event and what you hope to learn from it.

3. Before you begin the full analysis, provide specific details about the
method you use, from the way you gathered and recorded your data to
the specific procedures for defining categories and assigning elements
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to those categories. Make sure you identify all the key steps and de-
scribe all the special considerations that were necessary in carrying out
the analysis. All analytical categories you will use need to be identified,
defined, and discussed. Discuss as well the reasons for the choice of
method.

4. Report the problems in carrying out the analysis and difficulties that
turned up in the course of work. This is especially important for class-
room situations, where instructors need to monitor how you are carry-
ing out the procedures.

5. Report your findings and results, using the analytical categories you
defined earlier.

6. Discuss the meaning of your findings and draw conclusions that ad-
dress the original task or problem.

@@ Sample Analyses from Different Disciplines

The following four opening paragraphs from analytical essays in different
disciplines give a sense of the many ways analysis is used in different fields.
In reading through them, notice the fundamental problem each analysis is
addressing, the categories used to show the parts of the issue or phenome-
non, and the way the categories are used to develop a view of the issue or
phenomenon.

The fifth sample is a complete analytical essay. The two primary analyti-
cal concepts established in the opening paragraph (freedom of religion and
separation of church and state) are elaborated by examining constitutional
phrasing and supreme court decisions, and then are used to reveal the ten-
sion involved in any school prayer controversy.

Literature: An Analysis of Gender in a Pop Song
Claire Richards

The sixties, we have always been told, were a time of
radical change and revolution, and nothing contributed
to these new radical values more than the music of peo-
ple like Bob Dylan and the Beatles. However, for all of
the radical theories of these pop icons about social
justice, their attitudes towards women remained remark-
ably backward. The songs of the sixties are full of
lyrics that justify the objectification and devaluation
of women and women’s roles. This devaluation of the fem-
inine ranges in tone from the fun-loving celebration of
female passivity in “I Wanna Hold Your Hand” by the Bea-
tles to the equation of femininity with Satanic dark-
ness in Led Zeppelin’s “Dazed and Confused.” Somewhere
between these two extremes, Bob Dylan’s influential pop
anthem “Like a Rolling Stone” maintains an attitude of
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contempt for women by continually associating tradi-
tional women’s roles with dishonesty and deception.

Chemistry: An Analysis of What Happens When
Metal Corrodes
Andrew Mancey

Most people know that many metals, when exposed to
moisture, air, or other environmental factors, will
corrode. Corrosion can come in the form of rust on iron
or steel, black tarnish on silver, or the green patina
that often covers things made of brass or copper. Less
well known, perhaps, are the chemical reactions that
cause these easily observable effects. All three forms
of corrosion result from the chemical processes of oxi-
dation and reduction that take elements from the atmos-
phere and combine them with elements in the metals in
order to produce new chemical compositions.

Business: An Analysis of a Marketing Research Report
Ken Fuscolini

Recently, the Wasatch Feed Factory, a large farm-supply
concern, hired a market research firm to contact 500 of
its past customers for a customer satisfaction survey.
The data collected by this survey indicate that, while
very few consumers were dissatisfied with Wasatch’s ser-
vice, not very many felt any customer loyalty to the firm
either. In the following analysis, we will examine sta-
tistical responses in three key areas — product satisfac-
tion, price, and service —in an attempt to suggest ways
that Wasatch might successfully retain more customers.

Earth Sciences: An Analysis of an Earthquake
Patrice Ferrin

Every year there are nearly a million earthquakes in
the world. The overwhelming majority of these are too
small to be detected without sophisticated equipment;
however, large earthquakes have been among the most
devastating natural disasters in the world’s history,
releasing energy many times in excess of that released
by the most powerful nuclear weapon. While the details
of nuclear fission have occupied scientists for years,
the physical mechanics of an earthquake are actually
quite simple: 1) the heat coming from the earth’s inte-
rior puts tremendous pressure on rocks in the earth’s
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crust; 2) this stress causes the earth’s crust to break
and slip; and 3) shock waves from this slippage travel
along the earth’s surface at high speeds.

Political Science: An Analysis of Prayer in School:
Constitutional Rights in Conflict
Andre D’Onville

When the United States Supreme Court first ruled that
students could not offer prayers in public schools, re-
ligious students and their parents began protesting the
infringement of their rights. In recent years, restor-
ing this “right” to pray in schools has become one of
the main items on the agenda of the religious right. On
the other side of the political spectrum, liberal
groups such as the ACLU have concentrated on preventing
any prayers in public or educational settings. They ar-
gue that the most important right in question is not
the right of religious students to pray, but the right
of all students not to have religious ideals forced
upon them. The issue of school prayer has required the
government to negotiate some kind of compromise between
two legitimate but conflicting Constitutional princi-
ples: the separation of Church and State and the right
to freedom of religion.

Both of the rights in question can be found in the
First Amendment to the Constitution, which states, in
part, that “Congress shall make no law respecting an
establishment of religion or prohibiting the free exer-
cise thereof.” This single sentence contains two dis-
tinct and important individual clauses. The first, or
the “establishment clause,” mandates that the state not
be permitted to advocate or mandate any specific reli-
gious beliefs; the second, the “free exercise clause,”
requires that the government respect the right of each
individual to worship — or not to worship — according to
the dictates of their own consciences.

School prayer proponents base their arguments on the
latter of these two clauses. The well-known conserva-
tive talk-show host Rush Limbaugh, for example, argues
that the free-exercise clause of the First Amendment
precludes any prohibition on voluntary prayer in
school, or anywhere else for that matter (282). This is
so, Limbaugh maintains, because praying is part of the
way that many people exercise religion, and, as long as
they are not trying to force these beliefs on anyone
else, they should be able to exercise their religion
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anywhere. To some extent, the Supreme Court agrees with
this interpretation: in the 1991 Lamb’s Chapel v. Center
Moriches School District decision, the Court ruled that
religious groups must be free to use school facilities
for religious purposes — including prayer —on the same
terms that other clubs and community groups use them.
Thus, if a school allows a group of students to come
together voluntarily during non-school hours and play
chess or discuss politics, it must also allow them to
meet in the same way to read the Bible or say prayers.

However, when schools do anything to endorse or en-
courage prayers, they run the risk of violating the es-
tablishment clause of the First Amendment, which forms
the Constitutional basis for the Separation of Church
and State. Originally, this clause was meant to prevent
the federal government or any state from establishing,
supporting, or requiring attendance at a state Church.
As America has grown more culturally and religiously
diverse, however, the Supreme Court has consistently
ruled that the establishment clause prevents any state
encouragement of or support for any beliefs that favor
one religion or belief system over another.

In 1962, the Court ruled in Engle v. Vitale that of-
ficial prayers at public schools violated the First
Amendment’s Establishment Clause by requiring non-
Christian and non-religious students to participate in
a religious activity of specific faiths. In 1985, the
Court ruled in Wallace v. Jaffree that even voluntary
“moments of silence” violate the free exercise clause
since they tacitly encourage prayers and could alienate
or embarrass students who prefer not to pray. This does
not mean that students cannot pray silently while they
are in school. Spontaneous individual prayers have al-
ways been protected by the Constitution —wherever they
occur. However, teachers and school officials cannot
subsidize, support, offer, or encourage prayers of any
kind during school hours. To do so, the Supreme Court
has ruled, would violate the Constitution’s prohibition
against the establishment of religion.

The establishment clause and the free exercise
clause represent two distinct and often conflicting at-
titudes about the relationship between religion and
government. By including both of these clauses in the
Constitution, its framers required future generations
to walk a thin line between respecting all religions
and supporting none. The debate over school prayer re-
quires us to look at both parts of the First Amendment
and attempt to negotiate a position that protects the
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broadest spectrum of individual interests. Such negoti-
ations are never easy, and they rarely result in total
victory for either position, but they are an essential
part of the process of democratic rule that our Consti-
tution outlines.

In each of the five opening paragraphs, what is the problem being ad-
dressed? What is the phenomenon being examined? What categories
are used to break up the phenomenon? How do the categories help
address the problem?

In the political science essay on school prayer, what are the two rights
analyzed as being in conflict? What is the basis or origin of each of
these rights? How have these rights evolved in the history of the
United States? How do various people argue that those rights apply
to school prayer?

What Supreme Court cases concerning school prayer are discussed in
the essay by Andre D'Onville? How do these cases relate to the ear-
lier analysis of conflicting rights?

What conclusions does Andre D’Onville draw from his analysis? Do
you agree with him? To what extent and in what way has his analysis
made clear to you the issues at stake in the school prayer contro-
versy? Do you see other relevant issues raised by this controversy
that are not included in his analysis? How might you analyze this
controversy?

ANALYSIS

1.

Analyze the general education requirements in your college cata-
logue. Look at the required courses and formulate some general phi-
losophy that seems to explain the college’s choices.

Analyze the different notions of romance in two popular songs. De-
termine each song’s attitude about romantic love and show how
these attitudes come through in the texts and the music.

Look up news articles about a recent presidential or congressional
election and analyze the voting patterns or trends that determined
the final result.

Write a brief, 500-word essay analyzing the effect of television vio-
lence on youth culture.
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5. Write a journal entry analyzing the way that one class you have taken
this quarter has changed the way you think about an issue you have
studied.

6. Examine the tables on pages 217-218 concerning employment and
wages in the United States. Then develop some analytic questions to
use on the data, choose the relevant data, and arrange it according to
the categories appropriate to your analytical questions. After analyz-
ing the selected data, write a 500-word essay describing your analysis
and what you found. For example, you may be interested in under-
standing whether the kinds of work that pay best are in the fastest
growing segments of the job market. Or you may be interested in com-
paring the wages of male and female workers in various industries.

you are examining a writing style analyzer, you might notice that it
provides a word count, a sentence length analyzer, and a spell-
checker. How do these measures support your writing? How might
they mislead you? What do you have to know to use the information
the style analyzer provides? What do you need to know about writ-
ing that programs don’t help you with? What other criteria do you
use to analyze and evaluate your writing that are not supported by
automated analyzers?

tfmg 1. Describe a computer tool that you have found useful or that is used
i for an area in which you are interested. What does the tool do, and
Involved what doesn’t it do? What can it tell you, and what does it not tell
E’ectrom'.ca”y you? What problems will it solve, and what won't it? For example, if

2. For any subject you are now studying or are interested in studying
soon, identify some of the computerized tools used in that field. For
example, you might look at statistical and graphing programs in the
social sciences or economic simulation packages that examine the ef-
fect of different economic factors on a situation. In languages you
may look at grammar parsing programs. Describe what programs

you find, what they do, and how they are used in your subject of in-
. terest.
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m Employment in the Fastest Growing and Fastest Declining Occupations: 1992 to 2005

EMPLOYMENT (1,000) PERCENT CHANGE
OCCUPATION - 2005! 1992-2005
Low Moderate High Low Moderate High
Total, all occupations? 121,099 139,007 147,482 154,430 14.8 21.8 275
FASTEST GROWING
Hoime health aldes ... oo e i . 347 794 827 835 128.7 138.1 140.6
Human services workers . 189 429 445 451 1276 135.9 139.2
Personal and home care aides ... 127 283 293 296 1220 129.8 132.0
Computer engineers and scientists . 211 408 447 484 93.9 11.9 129.2
Systems analysts ................... 455 891 956 1,001 95.7 110.1 120.0
Physical and corrective therapy assistants and aides .. 61 13 118 19 84.6 927 95.1
Physical therapists 20 163 170 173 802 88.0 91.4
Paralegals .. 95 166 176 180 75.8 86.1 89.8
Occupatlunal therapy assistants and aides .. 12 20 21 21 705 78.1 80.1
Electronic pagination systems workers 18 29 32 33 §5.1 779 84.0
Teachers, special education ... 358 594 625 648 65.9 744 81.0
Medical assistants ........ 181 296 308 313 63.5 705 73.0
Detectives, except public ... 59 94 100 104 60.1 70.2 76.8
Correction officers ... 282 452 479 503 §0.0 69.9 78.1
Child care workers .. 684 1,100 1,135 1,183 60.6 65.8 728
Travelagents ........ 15 167 19 196 452 85.7 69.9
Radiologic technologists and technicians . 162 252 264 267 554 62.7 64.6
Nursery (farm) warkers ........ 72 10 116 123 53.1 62.0 713
Medical records technicians . 76 118 123 125 54.4 615 63.6
Operations research analysts .. 45 67 72 75 50.1 61.4 68.0
Occupational therapists ... 40 61 64 65 52.9 59.6 62.5
Subway and streetcar operators . 22 33 35 37 48.1 57.2 64.9
Legal secretaries .. 280 415 439 447 48.3 57.1 59.9
Teachers, preschom and Klndefganen 434 646 669 682 489 54.3 57.2
Manicurists ......... 35 54 55 56 51.2 54.1 58.3
EEG technologists [ 9 10 10 466 538 55.4
Producers, directors, act 129 180 198 205 47.0 53.5 58.7
Speech-language palhologlsts and audlo!ogls 73 105 110 13 446 513 55.7
Flight attendants . 93 121 140 144 30.3 51.0 55.5
Guards .. 803 1,138 1,211 1,255 4.7 50.8 56.2
Nuclear medicine technoroglsts 12 17 18 18 431 50,1 51.6
Insurance adjusters, examiners, and lnvesﬂgalors 147 205 220 220 393 49.1 495
Respiratary theraplsts TR 74 104 109 110 414 48.3 49.9
Psychologists .. . SRR . 143 204 212 222 421 48.0 54.7
FASTEST DECLINING
Frame wirers, central office . : 11 2 3 3 -77.4 -75.3 -74.7
Signal or track switch maintainers ... 3 1 1 1 ~76.6 -74.6 -72.9
Peripheral EDP equipment operators .. 30 1 12 12 -62.6 -60.2 -59.0
Directory assistance operators 27 12 13 14 -549 -50.6 -49.4
Central office operators ......... 48 22 24 24 -54.7 -50.3 -49.1
Station installers and repairers, telephone 40 18 20 20 -54.7 -50.3 -49.1
Portable machine cutters .. 1 B 6 6 -48.3 -40.1 -394
Computer operalors, except penpheraF equnpmem 266 151 161 168 -43.2 -39.3 -36.6
Shoe sewing machine operalors and tenders .. 16 9 10 10 -46.3 -38.4 -35.8
Central office and PBX installers and repairers T 70 41 45 48 -413 -35.6 -34.1
Child care workers, private household ................... 350 220 227 242 =371 =35.1 -31.0
Job printers .. 15 9 10 10 -39.4 -35.0 -33.2
Houstabouls 33 20 22 32 -38.4 -33.2 -2.0
Separating and still machine operators and tenders 21 13 14 15 -37.0 -32.8 -20.8
Cleaners and servants, private household ............ 483 316 326 347 -346 -325 -28.2
Coil winders, tapers, and finishers .. 20 12 14 16 412 =324 =221
Billing, posting, and calculating machine operators 93 62 66 68 -336 -295 -27.0
Sewing machine operators, garment ............ 556 338 393 396 -39.1 -29.2 -28.7
Compositors and typesetters, precision 1 7 8 8 -30.7 -26.5 -23.3
Data entry keyers, composing . 16 1 12 12 =317 -26.4 -23.8
Motion picture projectionists .. 9 7 7 7 293 -25.8 -24.0
Telephone and cable TV line xnstaﬂers and repairers 165 "7 125 134 -294 -24.4 -18.7
Cutting and slicing machine setters® ... 94 68 73 76 -28.1 -22.6 -19.5
Watchmakers .. ) 7 7 8 -26.5 -11.6 -184
Tire building machine operators 14 10 " 12 -29.4 -22.3 -19.0
Packaging and filling machine operators and tenders ... 319 232 248 257 -27.1 -22.3 -19.4
Head sawyers and sawing machine operators and tenders? 59 44 46 53 -25.7 -22.3 -103
Switchboard operators 2339 177 188 194 -25.9 -21.3 -18.8
Farmers .. 1,088 831 857 914 =237 -21.2 -16.0
Machine forming op nd lenders meia\ and ptast\c 155 113 123 133 -27.8 -20.8 -14.3
Cement and gluing machine operators and tenders 35 26 28 30 =257 -20.2 -12.7

"Based on low, moderate, or high trend assumptions. 2Included other occupations, not shown separately. 3Includes operators and tenders. “includes setters and set-up operators.
Source: U.S. Bureau of Labor Statistics, Monthly Labor Review, November 1993.
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m Full Time Wage and Salary Workers—Number and Earnings: 1983 to 1994

NUMBER OF WORKERS MEDIAN WEEKLY EARNINGS
CHARACTERISTIC (1,000) (Dollars)
1983 1985 1990 19941 1983 1985 1990 19941
All workers? 70,976 77,002 85,082 87,379 313 343 415 467
Male ............... 42,309 45,589 49,015 49,992 378 406 485 522
161024 yearsold .... 6,702 6,956 6,313 6,040 223 240 283 294
25 years old and over . 35,607 38.632 42,702 43,952 406 442 514 576
Female .................. 28,667 31414 36,068 37,386 252 217 348 399
1610 24 years old .. 5,345 5,621 5,001 4,403 197 210 254 276
25 years old and over . 23,322 25,793 31,086 32,983 267 296 370 421
White ... 61,739 66,481 72,637 73,500 319 355 427 484
Male 37,378 40,030 42,563 42,816 387 417 497 547
Female 5 24,361 26,452 30,075 30,685 254 281 355 408
Black ..... . 7,373 8,393 9,642 10,199 261 277 329 37
Male 4 3883 4,367 4,909 5,089 293 304 360 400
Female .. 3,490 4,026 4,733 5,100 231 252 308 346
Hispanic origin® .. (NA} (NA) 6,993 8,274 (NA) (NA) 307 324
(NA) (NA) 4410 5,295 (NA) (NA) 322 343
(NA) (NA) 2,583 2,979 (NA) (NA) 280 305
28,720 30,260 31,326 (NA) 410 455 532 (NA)

Wives 14,884 16,270 18,666 (NA) 257 285 363 (NA)

Women who maintain families 3,948 4,333 5,007 (NA) 256 278 339 (NA)

Men who maintain families 1,331 1,313 1,786 (NA) 377 396 444 (NA)

Other persons in families:
5518 6,173 6,434 (NA) 219 238 296 (NA)
4,032 4,309 4,475 (NA) 201 213 271 (NA)
6,740 7,841 9,468 (NA) 350 380 442 (NA)
All other women? 5,803 6,503 7,920 (NA) 274 305 376 (NA)
Occupation, male:

Managerial and professional .. 10,312 11,078 12,263 13,021 516 583 731 803
Exec., admin., managerial 5344 5,835 6,401 6,785 530 593 742 797
Professional specialty ................... 4,967 5,243 5,863 6,236 506 571 720 809

Technical, sales, and administrative support .. i 8,125 8,803 9,596 9,764 385 420 496 548

Tech. and related support ...........c..c..... 58 1,428 1,563 1,747 1,638 424 472 570 622

Sales ...ooiiiiie . 3,853 4,227 4,666 4,836 389 431 505 575

Admin. support, including clerical 2,844 3,013 3,183 3,289 362 391 440 482

Service 3723 3947 4,476 4,784 255 272 320 350

Private household 1 13 12 14 (B) (B) (B) (B)

Protective ...... 1314 1,327 1,523 1,674 355 391 477 538

Other service .. 2,398 2,607 2,942 3,096 217 230 273 293

Precision pmducticm5 5 9,180 10,026 10,169 9,824 387 408 488 515
Mechanics and repairers 3418 3,752 3,669 3,583 3n 400 477 519
Construction trades 2,966 3,308 3,603 3,407 375 394 480 492

2,79 2,966 2,897 2,824 408 433 510 553

Operators, fabricators and laborers ... 9,833 10,585 11,257 11,333 308 325 378 406

Machine operators, assemblers, and inspectors . 4138 4,403 4,510 4,469 319 2 391 415

Transportation and material moving ..................... 3,199 3,459 3721 3,854 335 369 418 469

Handlers, equipment cleaners, helpers, and laborers ... 2,496 2,724 3,027 3,010 251 261 308 319

Farming, forestry, and fishing .........................cool 1,137 1,150 1,253 1,266 200 216 263 290

Occupation, female:

Managerial and professional ................. 7,139 8,302 10,595 12,187 357 399 511 592
Exec., admin., managerial .. 2,772 3492 4,764 5,548 339 383 485 541
Professional specialty ................ 4,367 4,810 5,831 6,639 367 408 534 623

Technical, sales, and administrative support .. 13,517 14,622 16,202 15,954 247 269 322 376

Tech. and related support .. 1,146 1,200 1,470 1,536 299 331 417 466

Sales a5 2,460 2,929 3,531 3,633 204 226 292 324

Admin, supp ng 9,911 10,494 11,202 10,785 248 270 332 374

Sernvice ...oueeenns 3,598 3,963 4531 4,702 173 185 230 257

Private household 267 330 298 3N 116 130 171 177

Protective ...... . 139 156 216 277 250 278 405 430

Other Service ............cc..... % 3.139 3477 4,017 4,115 176 188 23 256

Precision production® ; 784 906 893 970 256 268 316 370

Mechanics and repairers 120 144 139 160 337 392 459 520

Construction trades . 45 53 50 52 B) 265 394 408

BRher s s pessiia 619 709 704 758 244 253 300 342

Operators, fabricators and laborers 3486 3482 3675 3412 204 216 262 293

Machine operators, assemblers, and inspectors . 3 2,853 2,778 2,840 2,563 202 216 260 292

Transportation and material moving ........ R e 159 189 227 242 253 252 314 361

Handlers, equipment cleaners, helpers, and laborers ... 474 514 608 608 21 209 250 279

Farming, forestry, and fishing ..........ccoiiiiiiiiiniinen 143 138 171 161 169 185 216 234

B Data not shown where base is less than 50,000. NA Not available. 'See footnote 2, table 626. 2Includes other races, not shown separately, 3Persons of Hispanic origin may be of
any race. “The majority of these persons are living alone or with nonrelatives. Also included are persons in families where the husband, wite or other person maintaining the family is
inthe Armed Forces, and persons in unrelated subfamilies. SIncludes craft and repair.

Source: U.S. Bureau of the Census, Statistical Abstract of the United States: 1995 (115th edition.) Washington, D.C., 1995. Pages 415, 433; tables 651, 677.







The Investigative Process

AIMS OF THE CHAPTER

This brief chapter introduces assignments involving library research, field-
work, and laboratory experiments. It explains the basic process of gathering
information to think about and analyze before coming to a conclusion and
making a written statement. These kinds of research assignments are then
examined in more detail in Chapters 11 and 12.

KEY POINTS

1. In doing research you find new subjects and events to bring back into
class discussion.

2. Research can be done in the library, in the field, and in the laboratory.
Each kind of research provides a different kind of information and is
carried out according to different procedures.

3. Research projects are driven by underlying questions or problems. The
basic issue needs to be focused into an investigative question that will
be explored by examining a specific research site. Research design
brings together specific concepts, questions, and methods. Results are
presented in a format appropriate to the subject.

QUESTIONS TO THINK ABOUT

# When have you found out something on your own that went beyond
what was taught in class? How did you find it out? Were you able to
present your finding to the teacher or class? In what form did you pre-
sent it?

& What research have you heard about that you admire? What do you
know about how that research was carried out, by whom, and with
what specific findings? What do you find interesting or important
about that research?
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# What research have you heard of that strikes you as silly or useless?
Why do you think so? What might the researchers have been thinking
that made the research seem worth doing?

# What kind of research is most common for the fields you are studying?
Why is this research useful for each of those disciplines or professions?
Where do researchers usually go to carry out this research? What meth-
ods do these researchers usually use?

# With whom do researchers in your field usually share their research
findings — with other researchers, professionals serving clients, the
public, or students? What means do these researchers use to present
their findings?

Sometimes coursework sends you out of the classroom to look at some-
thing. You may observe ecosystems or work on a political campaign. You
may interview survivors of a recent disaster or search old newspapers in the
library. You may test an electric generator or run a psychological experiment
concerning people’s visual perception. In each of these cases you investigate
the world to understand some aspect of it better, and then you write up the
results of that investigation so that you can bring it into the conversation
with your instructor, classmates, and academic discipline.

You may also go outside the classroom to help solve real problems — en-
gineering design problems, community social problems, the problem of edu-
cating students in the primary and secondary schools, the problem of
helping clean up the environment, or the problem of getting a candidate
elected. Then you may bring back your solutions to be discussed and exam-
ined in class. Presentations of problems and their solution are discussed in
Chapter 14. In this and the next two chapters we focus on the processes of in-
vestigating, describing, and understanding.

The Three Sites of Investigation: Library, Field,
and Laboratory

Three primary ways to find out more about the world outside the classroom
are through library work, fieldwork, and laboratory work. These three
sources provide the material for most investigations at all levels of the pro-
fessions and disciplines.

In library work you examine the records of past events and the thoughts
and analyses done by others: that is, you draw on how others have repre-
sented events and ideas. By using all that is in the library, the classroom dis-
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cussion can potentially include all that has been discussed by humans. A
modern library is truly a wonderful thing, making available the entire his-
tory of recorded thought and information.

The Library

In the library, it is easy to get lost in piles of words and books or in avalanches
of electronic data available on CD-ROM and on-line databases. But these
records are not just bits of printed paper and electronic bits; they are the
recorded observations and thoughts of observers, scholars, researchers, and
thinkers throughout history, as well as the statistics and facts collected by gov-
ernments and other organizations, the collected public representations of
news in magazines and newspapers, and the collected debates over politics.
Even the smallest college library has a wide selection of such materials, and
the larger university libraries are amazing collections of all that we have
learned and known, along with those things we no longer believe. Moreover,
with microfilm, CD-ROM, and on-line databases, even small libraries have ac-
cess to extensive collections. Finally, through interlibrary loan you have access
to the resources of major research libraries no matter how small your library
is. The library may look like just another building with a lot of books, but a
great portion of the world is represented there, as gathered and drawn by the
people most involved in making, observing, and thinking about that world.

The Field

In fieldwork you gather data about real events as they unfold using the
methods and stance of your discipline. You go out into the messy world —

Image removed for copyright reasons.
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the “field”— to see what is going on for yourself. But you don’t go out naive
and unarmed; you bring with you a disciplined way of observing. Concepts
give names to and identify what you are seeing and problems to solve. Tools
for observation — whether instruments like Geiger counters, psychological
texts, or ways of looking and note taking as carried out by anthropological
ethnographers — help you notice, characterize, and record what you are see-
ing. Disciplines also provide methods of analysis to help you observe more
closely, and what you see may send you back to look for more details to sup-
port patterns that emerge in your analysis.

The total effect of these disciplinary tools is to help you see more than an
unprepared observer would see. Then you gather and record that informa-
tion in ways that will be useful and persuasive for the academic discussion
that occurs when you return to the university. Your fieldwork then can enter
as another voice in the disciplinary discussion: “This is what I have seen and
recorded and interpreted and this is how it adds to, challenges, or contradicts
what other people have seen or thought.”

The Laboratory

In laboratory work you observe special events created to display certain phe-
nomena so that you can resolve specific questions. In a sense you bring back
a piece of the messy world to examine under less confusing conditions. The
laboratory conditions try to remove disturbing factors that might influence
the phenomena you are investigating. You design them to highlight just a
few factors you are able to control so that you can get clean and focused in-
formation about this representative piece of the world. You then use that in-
formation to see how well it can describe events once they are thrown back
outin the confusion of the world. If the pattern you notice in the relative calm
in the laboratory is so firm or robust to also hold true out in the less con-
trolled world, then you have found a significant pattern.

Investigative Work in Courses

In asking you to take these excursions beyond the walls of the classroom,
teachers may have several motives:

B To teach you disciplinary methods of gathering information about the
world. Through your own experience you find out how a chemist dis-
covers the characteristics of materials or how a sociologist diagnoses
problems in a dysfunctional family.

B To help you confront material that interests you using the investigatory
and intellectual tools of the subject. You learn to approach significant is-
sues as a disciplined professional would.

® To bring real and immediate cases back into the classroom to enrich the
discussion of the course. Your research into the history of big business
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sports could add much to the discussion of an economics class; your
fieldwork with a film production crew could help illustrate the practical
meaning of concepts learned in film production classes.

@@ Issues in Investigation

To gain information that will tell you something useful and important, you
first think about what you want to find out and why. In all three methods of
investigation, you have several preliminary issues to resolve before you rush
out with your note pad. These provide an underlying approach to investiga-
tive problems, which then can be elaborated through methods appropriate to
each investigative technique and each disciplinary domain.

The Basic Problem or Question

This is the fundamental issue you hope to understand or address by your re-
search. Direct and bold underlying questions, such as “Why do people join
gangs?” or “How can computers facilitate classroom instruction?” underline
the importance of your work and keep the details of your investigation in
perspective. Although your investigation is not likely to answer these ques-
tions fully, your results may help you understand them.

The Focusing or Specifying Question

This takes your fundamental question and focuses it on a more specific prob-
lem. For example, the basic question, Why do people join gangs? can be spec-
ified in a variety of ways: What economic or emotional factors influence gang
membership? What demographic factors characterize gang members? What
influences a good student to join a gang? Does the presence of several gangs
in a neighborhood influence whether youth will join gangs? At what age do
youth start to affiliate with gangs, and what is the path by which they get in-
volved?

Similarly, the question on computers in the classroom can be specified in
many ways: How have electronic bulletin boards or e-mail groups been used
in college classrooms? What happens when several classes are linked to-
gether in electronic discussion? What learning occurs when students use
computer simulations of economicprocesses? How does word processing fa-
cilitate writing in college classrooms? Are any students turned off by com-
puter use in classrooms? Does the use of electronic media interfere with or
facilitate the relationship between student and teacher? How do multimedia
presentations affect different kinds of learning? What happens to motivation
in language learning when all student activities are computer mediated?

These more focused questions will begin to suggest useful information
that would help you understand the issue. They are small enough to make
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some headway on while still being important enough to tell you something
significant.

The Investigative Site

This is a specific incident, place, system, or phenomenon that provides an op-
portunity to investigate the specifying question. Ideally this is a site that puts
the issues in sharp relief, more than other sites. It should also be a site to
which you have access. To investigate the process by which a young person
is drawn into a gang, for example, you may know people who were formerly
or are currently in gangs and would be willing to talk about the experience.
Even better, if they have siblings who did not join the gang, you could get
several perspectives on what happened to the one person and compare that
experience with those of the other children, some who resisted the draw of
the gang.

If you are interested in studying computers in the classroom, there may
be some course that is introducing new technology. Perhaps the basic eco-
nomics course, for which you are enrolled, is introducing a market simulation
program to give students practical experience in how markets operate under
various conditions. This would provide a wonderful opportunity not only for
you to experience the new technology but also to interview the professor. You
could also observe what happens in the class and interview students.

The choice of a site, of course, must be determined by what is
available — what is in your college library, what laboratory facilities you
have available, and what field sites you can conveniently get into. But once
you have a good grasp of your fundamental and specifying questions, you
may notice many possibilities for research sites and how you could use them.

The Investigative Design: Concepts, Questions, Method

To decide exactly what to look for in your research site and how to gather
your data, you develop a research design. First, after thinking about the pos-
sibilities of the site, you think about which concepts are likely to help you de-
scribe, define, and understand the situation. These investigative concepts
must be relevant to the kind of information that you can gain from your site.
For example, if you have only demographic data about gang memberships,
concepts referring to class, economics, race, and family size might be most
relevant; concepts relating to psychological feelings would be less relevant.
On the other hand, if the research site allows for personal interviews that
may reveal something about feelings, then psychological concepts may be
most useful.

Often the theory and research you are learning about in class will pro-
vide a relevant range of concepts. So if you are working on the process of
gang membership for a sociology course, you may want to draw on the con-
cept of reference group — the group of people who provide the individual’s
measure of self-value. If you are studying the same material for a psychology
course, you might want to use concepts of anxiety and threat.
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The design then narrows your research question down to a concrete
question about the site. This investigative question should apply the inves-
tigative concepts to the specific site to tell you exactly which data you are
looking for. So if you are interested in the role of emotions, particularly anx-
iety, on gang membership, you might want to ask, “Exactly what threats did
new gang members feel before they joined the gang, and how did joining the
gang affect those feelings?” If, instead, you are interested in the role of refer-
ence groups in encouraging people to affiliate with gangs, you might ask,
“What did individual youths do to seek approval from the gang members?
How did the gang members respond to these efforts for approval?”

Each set of problems and concepts calls for its own appropriate methods
of investigation and procedures for interpreting the data. The gang study
about the effect of reference group behavior might proceed largely by inter-
view. You would frame questions around issues of how members learned to
fit in with the gang and what they got out of it. But since you are dealing with
an obviously important and sensitive subject, you might want to have largely
positive and open-ended questions, letting the interviewees choose what to
tell you. Because the matter is so personal, you would not want to use too
many technical terms and concepts. You might use them to plan the ques-
tions and later analyze the responses, but in the actual interviews you need
to find friendly and common-sense ways to encourage people to tell you
their story.

On the other hand, in studying computer simulations in the economics
class, depending on your investigative question, you might want to get test
scores of students who used the simulations and those who didn’t. You
might want detailed descriptions of what happened in classes that did and
did not use the simulations, or you might want students to fill out attitudinal
surveys telling whether they liked using computers in that class.

All these decisions are part of the design. Each field has developed its
own typical research designs — specific criteria and procedures for finding
out about the world that are aimed at making the data most useful for the
kinds of problems they investigate and the kinds of ideas they have devel-
oped. In upper-division courses of your major, perhaps in courses on re-
search methodology, you will learn the more specific methods of
investigation developed in your field.

The Investigative Report

The report on your findings will address the following questions:

® What is the interest or importance of what you found out? This question gen-
erally is answered in the introduction.

® How did you find out, gather, or observe the information? In field and labora-
tory work this is often described explicitly in a “methods” section (see
pages 225-226). In library research, the sources of your information are
usually presented through citations, either in footnotes or in a bibliogra-
phy (see pages 242-247).
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B What did you find? In scientific work this is usually presented in a “re-
sults” section (see pages 267-269). In humanities writing your findings
generally make up the main body of the essay.

® What are the meaning and implications of what you found? In scientific writ-
ing, meanings and implications are usually presented in separate “dis-
cussion” and “conclusions” sections. In humanities writing, the meaning
and implications may be intermixed with the main presentation of the
findings; the final paragraphs, however, usually focus on developing
meanings and conclusions of the research.

The first and last questions (about importance and about meaning) con-
nect your research with the issues and concepts of the course or discipline.
They prompt you to think about what you have found in terms of the dis-
cussion that has been going on all term and to present your work in relation
to that discussion. If you pursue those two questions energetically, your re-
port will clearly relate your research methods and findings to the issues of
the course.

Locate an on-line journal or abstract service for some research field that
interests you. After examining articles or abstracts, briefly describe some
kinds of research being done in the field and the kinds of methods used.
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AIMS OF THE CHAPTER

The college library and other archives (such as those now being made avail-
able on the Internet) provide enormous amounts of information for you to
think about and analyze. This chapter presents the archival research paper
as a process of thought and discovery.

KEY POINTS

1. When you are developing a library research paper, your thoughts are
interacting with your findings. As you discover more about your sub-
ject, you are able to focus on the questions you want to answer, the
topic you will investigate, and the claims you want to make.

2. Modern libraries provide access to many sorts of materials in book, au-
dio, visual, microform, and electronic format, both on site and off site.
Specific index and abstract tools help identify available materials.

3. Asyou find materials, you evaluate their meaning and reliability, as
well as think through their implications for your research project.

4. Your final paper takes best advantage of your research by referring to
your sources in a detailed and thoughtful way. You then document
your sources in a standard format.

QUESTIONS TO THINK ABOUT

® Have you ever felt lost or confused in your college library? How did
you get your bearings? Did you find what you needed, or did you leave
unsatisfied? What strategies might you have used to make your inquiry
easier or more successful?

® When you were given some choice of topic on library research, why did
you choose the topic you did? What consequences did that choice have
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for the success, usefulness, and interest of the paper that resulted and
the value of that assignment for you?

B8 Have you ever found something in the library on the Internet that sur-
prised you, made you see something new or in a new way, or otherwise
made you think?

Library research is probably most familiar to you from previous school-
ing. From early grades you may have been asked to look up some informa-
tion in an encyclopedia or in magazine articles and describe what you have
found. By now you realize, however, that not all questions you have are an-
swered directly by one source in precisely the answer you would like. For the
kinds of questions and issues you are examining in the university, a prepack-
aged encyclopedia article will hardly do. You have to gather and think
through a variety of sources and come to your own conclusions.

In the library research you now do, you will find that viewpoints may
conflict. Moreover, since people may have been interested in questions that
differ from yours, you may have to extend their findings and ideas to fit your
interests. Perhaps you may even treat the sources you find in the library not
as direct sources of information but as themselves the thing to investigate.
That is, newspaper reports from the Civil War may tell you as much about
the newspaper industry and about the attitudes and interests of the newspa-
pers and readers as about the facts of the various battles. Articles on the lat-
est breakthroughs in biochemistry may tell you more about what the big
issues and popular approaches are than about what is definitely known.

@@ An Interactive Discovery Process

As you develop a library research paper, your thoughts interact with what
you are finding. Although you may start with a general idea of what you are
looking for and why, you can’t know exactly what you will find. As you find
out what material is available and the facts presented in the material, you
should get new ideas and rethink some of your earlier ones. New ideas may
in turn send you out looking for additional sources.

The library assignments presented in this chapter require a relatively
short research process. Such smaller assignments often specify the task and a
narrow range of topics to investigate. They may even specify the sources you
should examine (such as the newspapers of the period or the state legislative
record). Even when you are directed to general catalogues and indexes of
materials, it will be clear what sources you should search — for example, all
articles mentioning your historical event, all work by a particular author, or
all zoning variances during a certain period.

As you become involved in more elaborate projects in other courses, a
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single research project can involve you for a term or even several years. As
projects lengthen and deepen, your conception of the project is likely to
change radically as you start to uncover material and as your changing ideas
suggest new material to look for. The bigger and more open-ended the as-
signment, the more complicated is the problem of knowing where to look for
materials. You need to get beyond the obvious sources to look at background,
parallel cases, relevant theory, sidelong connections, or other kinds of mate-
rials that do not have your subject labeled across the top. Instead you will
have to dig into these sources to find the relevant facts and reconnect them in
ways that other people haven't. In addition, when projects are big, you may
need to consult many different kinds of sources. Part of such assignments is
in fact your ingenuity and persistence in discovering relevant sources and
seeing new connections among the different kinds of material.

This discovery process is recursive: that is, it keeps looping back on itself.
Thus it is necessary to alternate between focusing your ideas, setting out af-
ter material, thinking about analyzing what you have found, and then refo-
cusing your ideas and setting out again. In this way you gradually build a
picture of your subject or issue. As you start to fill in the picture, you may
wish to go after more precise details or check out a related area. For example,
in examining the controversy over affirmative action programs, you may dis-
cover that they began as a court-ordered remedy to break patterns of hiring
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discrimination. You then may wish to go back to examine those early court
cases or how government policy changed to forestall further court action.

In this discovery process, be careful about coming to fixed conclusions
too early. Be prepared for surprises, such as contradictory information that
might force you to a higher level of thinking or a crucial case that sheds new
light on the subject.

@0 USEFUL CONCEPTS FROM RHETORIC .

Intertextuality

of earlier statements by yourself and others. The term intertextuality

refers to the fact that we always draw on the words of people who
came before us. Sometimes we may explicitly discuss what others have
said and what we think about them, as in reading journals (see Chapter 4)
or more formal essays of interpretation and commentary. In essays of ar-
gument (see Chapter 15), we may explicitly use the statements of some
people to support our views and oppose the words of others. In library re-
search papers (as discussed in this chapter), what we have to say is built on
the information and ideas we find in the writings of others. We explicitly
refer to our sources (see pages 240-242) and document them (see pages
242-247) to show exactly what we are drawing on from the archives of the
library. These references call attention to the connection between our cur-
rent statement and other texts that have preceded it. They make clear what
the immediate prior conversation was and how we have added to it. If we
fail to acknowledge that history of discussion and simply pass it all off as
our own creation, we are guilty of plagiarism (see pages 112-114).

Even if we do not explicitly quote or otherwise refer to the words of
others, we still rely on them. If we use words that are characteristic of or as-
sociated with an individual or a group, we bring those people to mind. If,
for example, I encouraged you to try the Internet by saying “Just say yes,”
[ would be reminding you intertextually of the “Just say no” antidrug cam-
paign. I might also remind you of all the uses — straight, comic, and
ironic — that people have made of that phrase since then. These phrases
often expressed complex attitudes toward commands issued by authori-
ties about activities that are judged to be good or bad for us. So if I, as au-
thor of this textbook and thus an authority figure, urged, “Just say yes to
the Internet,” you could rightfully see layers of irony in the statement.

In a more general sense, intertextuality reveals how much our lan-
guage is part of our social heritage. If  am in a cooking class and talk to the
other students using the language of cooking we have learned, my class-
mates recognize what I am talking about, which pan or spice or cooking
procedure I am referring to; moreover, my classmates recognize me as
someone sharing with them an activity where such words are important.

E very essay you write, every statement you make, echoes the words




232

Chapter Eleven Investigating the Archive: Library Research Writing

The fact that we rely on words that we first read or heard from others,

however, does not mean we do not develop our own things to say. We take
those words and put them together for our own purposes. We express our
own attitudes with them, and we combine them to create new statements
and carry out new actions that fit our new situation. As Mikhail Bakhtin, a
theorist who helped develop the concept of intertextuality, noted, words
we borrow from others become our own once we make them alive again
with our own intentions.

Directing Your Research

In the previous chapter we mentioned some general issues concerning re-
search and research writing (see pages 224-227). Because of the nature of li-
brary research, these issues may be handled with more flexibility than in
other forms of research that require more rigorous prior planning. However,
they still need to be addressed in the course of the research.

For example, you may leave your subject unsettled and open for the first
one or two visits to the library as you explore possibilities. It can be a great
deal of fun seeing the many ways people have approached a subject or get-
ting a sense of a historical time and place by reading old magazines and
newspapers. After your preliminary explorations, however, you need to fo-
cus and organize your search to answer your research question. Then you
must address the orienting issues in ways appropriate for library research.

The Basic Problem or Question

From the very beginning of your research, you should have some sense of
why you are engaged in it. You try to state to yourself in notes or in a journal
the interest that is driving you — perhaps a curiosity about what was going
on in a period of history, a desire to learn about the life of an author in order
to understand the novels you like, a concern for a social problem, a confusion
as to why a government agency or a large organization does not accomplish
what it should, and so on. If you never articulate a personally significant mo-
tivation for the research beyond simply completing the assignment, you are
not likely to pursue the research with much energy or come up with interest-
ing ideas and findings.

The Focusing or Specifying Question
and the Investigative Site

In your early investigations in the library, perhaps by examining overview
works like encyclopedias or general books and articles on your area of inter-
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est, you look for a more specific way to follow through on your research. You
look both for questions that narrow your task and for specific sources of in-
formation that can provide a single instance, case, or area that you can ex-
amine in some detail and care.

For example, to find out about the period of history that fascinates
you — perhaps the period of industrial growth in the United States after the
Civil War — you may have looked at a few chapters in a general American
history book. There you found references to the crucial role of inventors and
inventions such as the railroad, telegraph, telephone, and electric light in
changing the economy. This mightlead you to a question such as “How did
inventions influence the post-Civil War economy?” and lead you specifically
to investigate the development of the telephone.

The Investigative Design: Concepts, Questions, Method

Library research usually involves deciding what kind of material to search
out, what kind of notes to take, and what kind of analysis to do on the mate-
rial collected. Library method means specifying the available sources and de-
termining what they can tell you. In the example of the growth of the
telephone in the post-Civil War period, you may want to look at books about
the development of the communications industries and biographies of some
of the chief inventors such as Alexander Graham Bell, Elisha Grey, and
Thomas Edison. However, to gain firsthand information through primary
sources, you may wish to search out articles in Scientific American and other
journals of technology and industry.

As you examine the material, you develop specific questions that will
help you see how to interpret, evaluate, and use what you find to answer
your larger research questions. In reading about Alexander Graham Bell, for
example, you may want to ask how private research connected with indus-
trial financiers and how the early uses of the telephone affected economic
growth. As you look at articles in Scientific American, you might look for how
the reports of technical advances were presented as being economically ben-
eficial.

Similarly, you develop concepts that will help draw your information
and ideas together. These concepts may arise fairly directly from the sources
or from somewhere else. In the telephone research, concepts of investment in
technology, financial opportunities, and expansion of industry may come di-
rectly from the ways in which your sources talk about the period, but you
may also wish to use some modern economic concepts about systems, net-
works, and the communications revolution to help explain what was going
on.

The Investigative Report

The results of library research may be written up without a formal report
structure. Historical research may be written as a narrative of events that fo-
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cuses on the details that relate to your research questions, or as a causal essay
that identifies the causes or consequences of an event. Other library research
may follow other patterns, simply incorporating the research material as de-
tailed evidence within the discussion. Whatever organization you give to the
presentation of your research, early in the text you need to focus the issues
you are pursuing and the claims you are making, and throughout the report
you need to cite your sources.

Using the Library in the Electronic Age

The library is likely to hold many materials that are potentially relevant and
important for your interests, but the problem is to identify and find those ma-
terials and then keep track of them. Not so long ago, libraries had mostly
books, journals, and some old newspapers. By using the card catalogue and
a few periodical indexes, you could find what you needed and then pull the
materials from the shelves. Microfilm, microfiche, videos, and other storage
devices then allowed more kinds of materials (such as newspapers and mag-
azines, government records, patent records, private papers, and rare books)
to be stored in greater numbers, so you had to look in more catalogues and in
more places in the libraries to locate relevant materials. In particular, each
microfilm or microfiche collection may have had a specialized finder or in-
dex that you needed to use to locate what was available in the collection.

Then card catalogues started to be placed on line; these card catalogues
were also linked so that through your college catalogue you could examine
all the library catalogues in the state. Materials from other libraries could be
requested by interlibrary loan.

As disciplinary research became specialized, specialized indexes and ab-
stract services appeared, so you had to know which index to use. Recently
many of these indexes have been placed on line, others have been made
available on CD-ROM, and still others exist only in hard copy. These elec-
tronic indexes allow you to search quickly through many titles to find your
materials. Often the search tools attached to these indexes allow you to com-
bine descriptors. So, for instance, you can locate all articles on a certain sub-
ject published in 1993 and written in German. Or you can search for all
articles that combine two different subjects, such as teleplone and consuimers.

Most recently, the Internet has made electronic retrieval of archives avail-
able throughout the world, using such electronic tools as Gopler, Fetch,
Archie, and World Wide Web. More and more materials are being made avail-
able on the Internet every day, and the tools for accessing them are becoming
more and more convenient. Nonetheless, because the situation is in transi-
tion, finding information on the Internet still is very much a matter of ran-
dom luck or personal information that someone passes on to you. On the
other hand, once you start exploring the Internet, you will find many materi-
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als at your fingertips. By the time you read this, finding your way around the
Internet may have become simpler; central indexing sites are currently being
developed, and there are search tools (one is called Yahoo) that will search
widely for subject names you identify. The best way to start exploring is to
have someone demonstrate to you the tools available at your computer site,
and then just see what you can find.

World Wide Web in particular is organized to let one information site
lead you to another. It is organized on hyper-text principles, where each lo-
cation is linked to other locations by hot-buttons. Once you have found
something at all related to your interests, you are likely to be led to a whole
range of relevant materials. In particular, many subject index pages are being

The World Wide Web makes available resources from libraries, universities, governments, newspapers, political groups, and
other organizations and individuals from around the world.
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developed by individuals and groups; these pages will lead you to what the
authors of that page think are the most useful or interesting World Wide Web
sites on that subject as well as to other related index pages. If you find the
right index page for your subject, you may be led to mountains of material.
However, since Web sites are changing so rapidly and the addresses often
change, there is little purpose in providing you with current sites and ad-
dresses that may no longer be the same when you need them. Your college’s
library or computer lab or classmates may provide you with some good
starting places.

Ultimately libraries are working to integrate the indexing of materials
and simplify access; however, with so many new opportunities and re-
sources developing, it may be a long time before research access is again a
simple thing. Because libraries are becoming so rich and complex and be-
cause each library is different, the advice offered in this chapter and in the
sidebars can only serve as a starting point for becoming acquainted with
your college library. You can gain an orientation to your library through
scheduled library tours, through handouts and pamphlets available in your
library, through on-line help on the library computer system, through work-
shops, and even through taking a course on using the library. A course intro-
ducing you to the full resources of the library may be one of the most
valuable courses you take. Finally, you should regularly make use of your
reference librarians, who know how to get to what you need most directly
and rapidly.

It is worth learning to find your way through all the access tools and ma-
terials of your library, because every additional piece of relevant material
you find gives you more resources to accomplish your task. Finding the right
materials buried in the library can make an ordinary project into a remark-
able one. You may find something you truly had no idea of before you began
searching.

Some Commonly Used Indexes

T his list may give you some idea of the range of indexes available and
may help you find those indexes most relevant to your subject. Each
of these indexes provides information, usually at the front of each
volume, on how it is organized and how it may be best used. Many of
these are now available on CD-ROM or On line.

Indexes to General Circulation Periodicals

General Science Index

Humanities Index

Public Affairs Information Service
Reader's Guide to Periodical Literature

Social Sciences Index
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Indexes to Newspapers

New York Times Index

The Times Index (London)
Wall Street Journal Index
Washington Post Index

Index to Government Publications

Anmerican Statistics Index
Monthly Catalog of U.S. Government Publications

Indexes to Specialized Journals

Accountants’ Index

Anthropological Index

Art Index

Bibliography and Index of Geology
Biological Abstracts

Business Periodicals Index

Chemical Abstracts

Criminology Index

Education Index

Film Literature Index

Hospital Literature Index

Index Medicus

International Bibliography of Econontics
International Bibliography of Historical Sciences
International Bibliography of Political Science
International Bibliography of Sociology
Lexus

MLA International Bibliography

Music Article Index

Philosopher’s Index

Physics Abstracts

Popular Music Periodical Index
Psychological Abstracts

Resources in Education

Science Citation Index

Social Sciences Citation Index
Sociological Abstracts

Women's Studies Abstracts
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GETTING ORIENTED TO YOUR LIBRARY

Go to your college library and collect all the handouts that describe the
on-line catalogue, available indexes and abstract services, databases, and
special collections and archives. Read the materials and then locate each
of the services mentioned, both by logging on to the computer catalogue
and by walking through the library.

Evaluating What You Find

Although the library contains many remarkable resources, all these resources
are not to be taken at face value as unquestioned truth. Each text represents a
statement made by real people at a certain moment in history; each text has
the limitations not only of what the writers knew and were interested in, but
also of the situation for which it was written. That is, each bit of information
in the library comes from a person like you, who sees and does certain things
and does not see or do other things. One book may have been written as part
of a political campaign, another as part of an evolving debate over anthropo-
logical theories. One book may have been written to be a best seller, playing
upon popular fascination with the film industry, whereas another may have
been written to defend the actions of a public personality who has been sent
to prison. One newspaper article may have been written while a battle was in
progress and accurate detailed information was not yet available, and an-
other may have been written years after to examine the consequences of that
battle for current military policy. Every text, even those you come to rely on
directly for your facts, has a story behind it. To know how you can best in-
terpret and use each piece of material, you need to start understanding the
story. Two sets of distinctions, sometimes used by historians and literary
scholars, may help you start to understand how you can interpret and use
various sources.

Primary and Secondary Sources

Primary sources are sources written at the time of the events and represent the
information, ideas, interests, and orientations of the people who were di-
rectly involved — whether it is a historical event such as a presidential elec-
tion, an academic debate such as over the validity of a new experiment, or an
artistic production such as a novel or musical performance. So, for example,
a primary source for an academic debate would be an article written by one
of the debaters themselves, and a primary source for a novel would be the
novel itself and perhaps some letters written by the author to his sister.
Secondary sources are written after the events, looking back on the events
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and retelling and commenting on those events. So a secondary source for the
presidential election might be a book recounting the changing political align-
ment of voters over the period. A secondary source on the academic debate
might be a later article sorting out and evaluating what new ideas and find-
ings resulted from the debate, and a secondary source on the artistic event
might be a literary analysis or biographical account of the composer’s life
and works.

Reliable Information Sources and Individual
Statement Sources

Although every text is some person’s representation, reflecting individual
ideas and perceptions or desires to influence others, some texts tell you more
than just what the author thought or was trying to do. After evaluation, you
can come to rely on some tests as useful or accurate characterizations of the
facts of the situation.

There is no simple way to judge between these two. In each case you
have to evaluate the quality of the source, how it compares with other ac-
counts, the interests and knowledgeability of the author as well as the au-
thor’s access to other information sources, and other factors that might
influence the detail and accuracy of the account. However, over time you will
come to rely on some sources for information more than others. Some news-
papers attempt to be more comprehensive and less driven by immediate po-
litical stances than others. Although some government statistics may reflect a
picture that government wants to give out, over time some governments and
some agencies develop a greater reputation for reliability. It may even be in
their own interests to present unbiased information to allow their citizens to
make informed choices. Academic scholars, because they have to meet the
criticism of their professional peers, often try to develop a more accurate and
detailed view of subjects than people writing for the popular or political
press, but again, some scholarly writers are more careful and impartial than
others, just as some political and popular writers are more accurate and im-
partial than others.

The point is that you constantly need to make judgments about the qual-
ity of your sources and how they should be interpreted. Moreover, even if
you determine that a source is factually unreliable, that does not mean it is
useless. It still may reflect that at a certain time certain people held certain
views, used certain arguments, and even attempted to distort debates
through lies and obfuscations. Every text is itself a historical fact. Even forg-
eries are facts, though not the facts they claim to be.
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| @0 REVIEWING WRITING PROCESSES

Referring to Your Sources

n the course of writing your essay based on library research, you will
want to mention the materials you have found. You can bring these
source materials into your essay in several ways.

1. Quotation. In quotation you use the exact words of your source. When
you do this, you need quotation marks or block quotation format, as
in this example:

Karl Marx, in one of his many discussions of
the alienation of labor, comments:

The more the worker expends himself in
work, the more powerful becomes the
world of objects which he creates in
face of himself, and the poorer he him-
self becomes in his inner life, the less
he belongs to himself. . . . The alien-
ation of the worker in his product means
not only that his labour becomes an ob-
ject, takes on its own existence, but
that it exists outside him, indepen-
dently, and alien to him, and that it
stands opposed to him as an autonomous
power. The life which he has given to
the object sets itself against him as an
alien and hostile force. (170)

This passage ties the concept of alienation to the
notion of objects and objectification, so that alien-
ation consists of the separation of the worker from
the objects the worker makes.

Notice how three periods (. . .), with a fourth to indicate a sentence
end, are used to indicate deleted material.

Quotation gives direct evidence of what your source said, evidence
that allows you to analyze the statement or take advantage of the
particular eloquence or precision of the phrasing. However, because
it hands over the voice of your essay to someone else, it does not di-
rectly indicate what you are saying.

2. Paraphrase. In paraphrase you rephrase the ideas and information
from the source in your own words, as in the following example:
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Karl Marx claimed that every time a worker
produced something, the worker created more objects
that existed outside of himself, until he became sur-
rounded by a world of objects that was no longer a
part of himself. The worker thus became alienated
from his world, having nothing left inside, but only
possessing objects which no longer had personal mean-
ing. The worker’s spirit is drained in the process of
producing objects for the market. These objects then
become his enemy because they keep him from himself.
So not only does his labor become meaningless as he
produces goods which are of no value to him, but the
world he produces no longer has meaning. He is caught
in an alien world and thus suffers alienation. (Marx
170)

Paraphrase allows you to keep the detail of the original while still
maintaining control of the direction of the paper. With paraphrase
you can keep the writing going in the direction you want and inter-
pret the passage. However, paraphrase loses the power of the origi-
nal and often requires much lengthy explanation of ideas.

3. Summary. When you refer to someone else’s ideas by summary as
part of your own essay, you usually pick out specific points to sum-
marize rather than give a summary of the other person’s whole argu-
ment, as in the following example:

For Karl Marx the concept of alienation de-
fined the relation between the worker and his produc-
tion. The production of goods separates the worker
from his labor, turning that labor into an object no
longer attached to the spirit of the worker (Marx
170). Unlike Adam Smith, who celebrated the produc-
tive capacity of humans, Marx saw mass production of
commodities as a degradation of the human spirit.

Summary allows you to pick out the most relevant points from
your sources and work them into your discussion.

4. Mention only. You can make a brief and rapid reference by simply
mentioning the name of an idea, invention, discovery, creation, or
other source:

Karl Marx’s concept of alienation (Marx 170)
presents a problem to all those who wish to create
socialist states in an industrial world, because all
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states now depend on mass production for their pros-
perity.

One drawback of this approach is that your readers may not be famil-
iar with the concepts or material you quickly mention. Even if they are,
they may not know what aspect or part you find relevant to your discus-
sion. The quick mention won’t let you know what Marx’s concept of alien-
ation is, nor will it tell you what aspects of that concept are at odds with
mass production. So unless you are sure your readers will know exactly
what you mean by a brief mention, it is best to spell out more fully in a
summary, paraphrase, or quotation what you wish to refer to.

Whichever way you bring the sources into your essay, you need to in-
troduce and then discuss these materials so the readers will know why you
are presenting this material, how you are using it, and what they should get
from it. Finally, whatever format you use, you need to give credit for all ma-
terials you use. This can be done through footnotes or through parenthetical
references to the sources linked to a Works Cited bibliography ( see pages
242-247). Thus the writer on Marx cited Marx in parentheses with a page
number and then gave the following information at the end of the essay:

Work Cited

Marx, Karl. Selected Writings in Sociology and Social
Philosophy. Trans. T. B. Bottomore. New
York: McGraw-Hill, 1956.

@@ Giving Credit in Modern Language Association

(MLA) Style

Each discipline or subject area has its own style of giving credit to sources.
Although footnotes are still used in some subjects, most disciplines now pre-
fer that credit be given through a Reference or Works Cited list at the end of
the essay or report. Consequently, this book will describe this latter method.
Here the Modern Language Association (MLA) Style, widely used in the hu-
manities, will be presented. On page 246 the American Psychological Associ-
ation style, widely used in the social sciences, will also be presented. There
are many other style manuals for different fields. Your teachers in various
subjects will give you directions about the style you are to follow for their
course.

In-Text Parenthetical References

According to the MLA style, right after you use material from a source,
whether by quotation, summary, paraphrase, or mention only, you place the
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author’s name in parentheses. If you refer to specific material from a specific
page, you also include page numbers. In the following sample paragraph,
notice that when there are two sources by the same author, additional in-
formation is provided in the parentheses (in the sample below, Cowan has
two titles, so a brief title is given). If two authors have the same last name,
you should also use an initial. These references are then linked to more
complete references in the Works Cited list that follows, as in the following
sample:

Feminism and the history of technology have met
in the examination of the impact of household technolo-
gies (Rothschild; Cowan, “Industrial”). Ruth Schwartz
Cowan, especially, has examined how these technologies,
while claiming to alleviate the burden on women, have
increased the obligations under which women live
(Cowan, More Work). Other scholars have examined
phrases like “laborsaving devices” (Bose, Bereano, and
Malloy 53) and keywords like “efficiency” (Altman 98) to
demonstrate how these have been used to manipulate per-
ceptions of technology. Using such critiques, one can
develop a feminist perspective on technical communica-
tion (Gurak and Bayer).

Works Cited

Altman, Karen E. “Modern Discourse on American Home
Technologies.” Communication and the Culture
of Technology. Ed. Martin J. Medhurst, Alberto
Ganzalez, and Tarla Rai Peterson. Pullman:
Washington State UP, 1991. 95-111.

Bose, Christine, Philip Bereano, and Mary Malloy.
“Household Technology and the Social Construc-
tion of Housework.” Technology and Culture 25
(1984): 53-82.

Cowan, Ruth Schwartz. “The Industrial Revolution in
the Home: Household Technology and Social
Change in the 20th Century.” Technology and
Culture 17.1 (1976): 1-23.

Cowan, Ruth Schwartz. More Work for Mother: The
Ironies of Household Technology from the Open
Hearth to the Microwave. New York: Basic
Books, 1983.

Gurak, Laura, and Nancy Bayer. “Making Gender Visible:
Extending Feminist Critiques of Technology to
Technical Communication.” Technical Communica-
tion Quarterly 3 (1994): 257-70.

Rothschild, Joan. Teaching Technology from a Feminist
Perspective. New York: Pergamon, 1988.
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The Works Cited list should be placed at the end of the essay or report. Each
work mentioned in the essay or report must be listed here, in alphabetical or-
der, by the author’s last name. The following rules specify the basics of the
format.

Basic MLA Bibliography Punctuation
For a Book

B First line flush with left margin; second and following lines indented.
B Author’s last name first, followed by comma and first name.
® Book title underlined or italicized.

Colon between place of publication and publisher.
B Periods between major parts and at end.

For an Article in an Anthology

B Article title in quotation marks; book title underlined or italicized.
®m Editor after book title, name in normal order.
B Inclusive pagination of article at end; second page number abbreviated.

For an Article in a Periodical

B Article title in quotation marks; periodical title underlined.
Volume number after periodical title.

Inclusive pagination of article at end.

If the article appears on nonconsecutive pages, give first page followed
by +.

For popular journals and newspapers, the volume number can be elimi-
nated if the exact date is given; for academic journals that have continu-
ous pagination throughout the volume or year, the exact issue and date
can be eliminated as long as the volume and year are presented.

[

B Date of issue in parentheses, followed by a colon.
[

[

Author. "“Title of Article.” Everytown Daily News 23
January 1997: AS8.

Author. "“Title of Article.” Entertainment Week 15
January 1997: 37-43.

Author. “Title of Article.” Journal of Scholarship 58
(1997): 368-86.

For Material in Electronic Media

® For material also available in print, such as a magazine or newspaper,
first list the print information, and then identify the electronic source, in-
cluding the medium (such as Diskette, CD-ROM, or On line):

Author. "“Title of Article.” Everytown Daily News 23

January 1997: A8. Everytown Daily News Ondisc.
CD-ROM. March 1997.
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B For material with no print version, provide the following information, as
available, in the following order:

Author. "“Title.” Date of material. Title of Data-
base. Publication medium. Vendor. Electronic
publication date.

B For material from electronic journals or conferences, provide the follow-
ing information, as available, in the following order:

Author. “Title of Article.” Name of Journal or Con-
ference. Volume or issue number (date of pub-
lication): number of pages or paragraphs. On
line. Name of Computer Network. Date of ac-

cess.

Modifications and Special Situations

Author
If no author is given, begin directly with the title. Also:

If two authors: collins, Roberta, and James Delugga.

If three authors: collins, Roberta, James Delluga, and Felicia
Rivera.

If four or more authors: collins, Roberta, et al.

Edition
If other than the first edition, list the edition after the main title:

Author. Title. Rev ed. City: Publisher, date.

Translator or Editor
List this after the edition information:

Author. Title. 2nd ed. Trans. Ken Kracouer. Ed. Ed-
ward Mianus. City: Publisher, date.

Book Review

If an article in a periodical is a book review, directly after the title place “Rev.
of” followed by title of book and author. If the article has no title, simply use
“Rev. of.”

Siegel, Renata. “I Liked It.” Rev. of A Good Book, by
Sandra Melawi. Monthly Journal Sept. 1996:
32-33.

The sample paper on pages 248-252 follows the MLA format.

For greater detail, consult
Gibaldi, Joseph, and Walter Achtert. The MLA Handbook for Writers of Re-
search Papers. 4th ed. New York: Modern Language Association, 1995.
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@@ Giving Credit in American Psychological

Association (APA) Style

The American Psychological Association (APA) style for giving credit differs
in some details from that adopted by the Modern Language Association. The
following are general guidelines of the APA style widely used in the social
sciences.

In-Text Parenthetical References

References placed in parentheses in the body of the text should include au-
thor and date of publication, and may include specific page references if you
are citing a specific fact or quotation. These references should then match
works that appear in a Reference list at the end. The following example of
APA bibliographic style should be compared to the MLA style presentation
of the same material on page 243.

Feminism and the history of technology have met
in the examination of the impact of household technolo-
gies (Rothschild, 1988; Cowan, 1976). Ruth Schwartz
Cowan, especially, has examined how these technologies,
while claiming to alleviate the burden on women, have
increased the obligations under which women live
(Cowan, 1983). Other scholars have examined phrases
like “laborsaving devices” (Bose, Bereano, & Malloy,
1984, p. 53) and keywords like “efficiency” (Altman,
1991, p. 98) to demonstrate how these have been used to
manipulate perceptions of technology. Using such cri-
tiques, one can develop a feminist perspective on tech-
nical communication (Gurak & Bayer, 1994).

References

Altman, K. E. (1991). Modern discourse on American home
technologies. In M. J. Medhurst, A. Ganzalez, & T.
R. Peterson (Eds.), Communication and the culture
of technology (pp. 95-111). Pullman: Washington
State University Press.

Bose, C., Bereano, P., & Malloy, M. (1984). Household
technology and the social construction of house-
work. Technology and Culture, 25, 53-82.

Cowan, R. S. (1976). The industrial revolution in the
home: Household technology and social change in

the 20th century. Technology and Culture, 17,
1-23.
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Cowan, R. S. (1983). More work for mother: The ironies
of household technology from the open hearth to
the microwave. New York: Basic Books.

Gurak, L., & Bayer, N. (1994). Making gender visible:
Extending feminist critiques of technology to
technical communication.” Technical Communication
Quarterly, 3, 257-270.

Rothschild, J. (1988). Teaching technology from a femi-
nist perspective. New York: Pergamon Press.

Basic APA Bibliography Punctuation

For a Book

First line flush with left margin; second and following lines indented.

Author’s last name first, followed by comma and initials.

® Two or more authors separated by & (not and); last name first for all
names.

Date of publication in parentheses, following author’s name.

Book title underlined or italicized, only the first word capitalized except
for proper nouns.

® Colon between place of publication and publisher.
B Periods between major parts and at end.

For an Article in an Anthology

® No quotation marks for article title, only first word capitalized.

B Book editors preceded by “In”; names in normal order, using abbrevia-
tions for first names; followed by “(Eds.).”

B Book title after editors, underlined or italicized, only first word capital-
ized.

B Article page numbers appear in parentheses after the book title.
For an Article in a Periodical

B Year in parentheses after author’s name.
B No quotation marks for article title, only first word capitalized.

B Periodical title underlined, all major words capitalized, followed by vol-
ume number and inclusive pages, all separated by commas.

® Volume number underlined or italicized.
For greater detail, consult

American Psychological Association. Publication Manual. 4th ed. Washington,
DC: American Psychological Association, 1994.
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Sample Student Paper

The following student paper, using MLA bibliographic style, provides a his-
torical perspective that helps clarify the issues in a public controversy. The
assignment was to identify an issue or story currently covered in newspapers
and other news media, to look into the history and other background of the
story through library research, and then to write a short paper showing how
the background explains the current story.

The student, Karen Jurgstrom, was writing for a political science assign-
ment to investigate the historical background of a current political issue. She
chose to examine the history of affirmative action programs, which were
coming under attack in the spring of 1995 with a number of proposals to re-
tract or dismantle existing programs and guidelines. She wondered how af-
firmative actions came about and why they had originally gained support
when so many people now were calling them unfair.

Karen Jurgstrom
The History of Affirmative Action

For many civil rights activists and legal
scholars, affirmative action programs achieve “equal
protection under the law,” but to others they seem any-
thing but equal. In an article for The Christian Cen-
tury, Glenn Hewitt expresses his fear that even the
best-intentioned affirmative action programs can cause
white males to become “victimized by justice” (146).
Many other white males, lacking Hewitt’s sensitivity to
race and gender issues, feel they are being punished
for historical crimes that they did not commit. Such
feelings have led to political movements to outlaw af-
firmative action programs. However, as our nation con-
tinues the crucial dialogue about equality of
opportunity in all aspects of work and society, we need
to understand that the hiring programs in question did
not begin as, and were never intended to be, a punish-
ment against the privileged. Nor were they intended to
create an advantage for one group over another. Affirma-
tive action programs in the United States attempted to
provide equal opportunity for all people by counteract-
ing the effects of long-term historical inequities. Af-
firmative action programs were meant to break through
the deep social causes that kept certain groups at an
enduring disadvantage.

Affirmative action has its roots in the Civil
Rights Act of 1964. Before this landmark legislation,
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Affirmative Action
attempts to overcome
the effect of generations
of discrimination. Here
is a 1968 protest march
in Memphis, Tennessee.

state and federal organizations had attempted to limit
discrimination in specific areas, such as voting rights,
but there had never been a comprehensive national anti-
discrimination law. The Civil Rights Act of 1964, which
has been described as “the most comprehensive legisla-
tive attempt ever to erase racial discrimination in the
United States,” outlawed discrimination on the grounds
of race, color, religion, or national origin (Janda
588). Following the 1964 Civil Rights Act, individuals
and businesses could no longer refuse to hire, serve,
or sell to African-Americans. In the years between 1964
and 1969, a number of other important pieces of civil
rights legislation were passed, including the Elemen-
tary and Secondary Education Act of 1965, the Voting
Rights Act of 1965, and the Fair Housing Act of 1968
(Janda 590).

The immediate effect of these laws was that in-
dividuals and corporations could no longer refuse to
hire, serve, sell to, educate, or rent apartments to
African-American citizens. However, from the very be-
ginning, civil rights activists knew that equality was
more complicated than just declaring an end to cen-
turies of discrimination and assuming that everyone
would suddenly be equal. President Lyndon Johnson, who

Image removed for copyright reasons.
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signed the Civil Rights Act into law, argued that true
equality of opportunity required overcoming the effect
of past inequality:

You do not take a person who for years has
been hobbled by chains, liberate him,
bring him up to the starting line of a
race, and then say, “You are free to com-
pete with all the others,” and still
justly believe that you have been com-
pletely fair. Thus, it is not enough just
to open the gates of opportunity; all our
citizens must have the opportunity to walk
through those gates. (Urofsky 17)

In this passage, Johnson gives the main reason for af-
firmative action programs: equality is a complicated
thing, and society cannot remedy a history of inequal-
ity simply by eliminating the barriers to success that
have stood for centuries.

The Supreme Court acknowledged this fact in its
1971 Griggs v. Duke Power Co. decision. The plaintiffs
in this case were thirteen African-Americans who had
been denied employment or promotion at a North Carolina
power company on the basis of their education or their
performance on objective competence tests. The company
argued that, as long as they could prove that their
testing procedures were racially neutral, then they
were justified under Title VII of hiring and promoting
whites over blacks. However, in a unanimous decision,
the Court ruled that the Civil Rights Act of 1964 for-
bade the use of job criteria that had the effect of
discriminating against members of a specific ethnic
group —even if the company manifests no direct inten-
tion to do so.

The key issue at stake in the Griggs decision
was Title VII of the Civil Rights Act, which outlawed
discrimination on the basis of race. Both sides be-
lieved that they were interpreting Title VII correctly:
the company argued that, if they were to promote a
black candidate over a white candidate who had scored
better on a test, they would be guilty of discriminat-
ing against the white candidate. The plaintiffs,
though, argued successfully that discrimination against
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a group, by devising criteria that are inherently dis-
criminatory, was as illegal as discrimination against
an individual. Herman Belz, the author of a book-length
history of affirmative action, cites the Court’s re-
sponse to this argument as the beginning of modern af-
firmative action:

Griggs shifted civil rights policy to a
group-rights, equality-of-result rationale
that made the social consequences of em-
ployment practices, rather than their pur-
poses, intent, or motivation, the decisive
consideration in determining their lawful-
ness. The decision supplied a theoretical
basis for preferential treatment as well
as a practical incentive for extending
race conscious preference. (51)

From the Griggs decision and later directives
by both Congress and the Supreme Court, there has
emerged a large network of educational and hiring pro-
grams that, collectively, go by the name of “affirmative
action.” The debate over these programs has become a
divisive element in American politics, and many conser-
vative politicians have come to power on the promise to
end “reverse discrimination” and “preferential treat-
ment of minorities.” Contrary to many people’s opin-
ions, however, affirmative action programs were not
designed to exact retribution for centuries of persecu-
tion and oppression, nor were they meant to create in-
equality. Rather, these programs recognize that past
oppressions have resulted in very real, very present
inequalities in educational training and income level,
and these inequalities cannot be corrected without some
reference to the historical situations that produced
them.

Works Cited

Belz, Herman. Equality Transformed: A Quarter-Century

of Affirmative Action New Brunswick: Transac-
tion, 1991.

Hewitt, Glenn. “Wictimized by Justice.” Christian
Century 23 September 1987. Rpt. in The Refer-

ence Shelf; Affirmative Action. Ed. Daniel
Altschiller. New York: H.W. Wilson, 1991.
144-47.
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Janda, Kenneth, et al. The Challenge of Democracy.
Boston: Houghton Mifflin, 1992.

Urofsky, Melvin I. A Conflict of Rights: The Supreme
Court and Affirmative Action. New York: Scrib-
ners, 1991.

- hinking 1. What is the issue that Karen Jurgstrom addresses in her research es-
= : say? In what way is this currently a political issue? How does Karen
About Jurgstrom present the views of people with different political posi-
Stu dent tions on this issue? To what extent and in what way does she present

her own view on the issue?

W"tmg 2. What is the main point that Karen Jurgstrom found about the history
of affirmative action? What specific evidence leads her to this conclu-
sion? What are the key historical moments she examines? Why do
you think she chose each of those moments?

3. What documents did she rely on to find out about the history of affir-
mative action and that she used as sources of evidence? Why do you
think she chose those documents? What other documents might she
have used?

4. Whose points of view are expressed in each of the moments she ex-
amined and the documents she used? Why are those points of view
significant? Do you think she might have come to different conclu-
sions and become aware of different points of view if she had exam-
ined different moments and documents? What other specific kinds of
events and documents might have affected her conclusions? In what
way?

P - 5. How does this historical account help us understand the current po-
7. litical issues?

1. Choose a current news story of interest to you. Through library re-
search, obtain background information and a history about the event
and write an essay of about 1,000 words explaining the meaning of
the current story in light of the background.
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2. Using local newspapers and other sources, write the story of a recent
crucial election or public controversy in your town. Identify the peo-
ple who played a major role and discuss what they stood for, who
backed them, and how the debate or struggle unfolded. In light of
what you find, describe and interpret the meaning of the events and
their outcome in a research essay of 1,000 words.

3. Using materials in your college archive, write a narrative of some
event in the history of your college.

4. Choose an old movie, a television show you have enjoyed in reruns,
or musical performers of a previous period. Using newspaper and
magazine reviews as well as books and articles about the entertain-
ment industry of the relevant period, write an essay describing how
the movie, show, or group were perceived and evaluated when they
originally appeared.

5. Write a brief essay describing the events and cultural climate during
the month of your birth. Use contemporary newspaper, magazine,
and video sources as well as later historical accounts.

ting Examine the various electronic bibliographic resources available in your
o library that are relevant to subject areas in which you are interested. List
'anOhfe.d 5 and briefly describe the most useful catalogues, databases, indexes, ab-
L 8

E’ecmm'ca”y stract services, or other resources you have found.



New Investigations:
Fieldwork and Laboratories

AIMS OF THE CHAPTER

Field and laboratory research, although requiring special investigative tech-
niques, are similar to other college writing in presenting information in re-
lation to concepts and conclusions. This chapter explains the logic and
general practice of field and laboratory research and how reports of such
work ought to be written. As you advance in your major, you will do such
specialized research projects in the discipline of your choice.

KEY POINTS

1. Because unfolding events are complex, in fieldwork, you carefully plan
what information to gather, how to gather it, and how to record it. You
make these choices on the basis of the question you are trying to answer
and on how you think your research site will shed light on that ques-
tion.

2. When you analyze the data and write the research report, you explain
the meaning of the events that may have been too complex to under-
stand while they were going on.

3. Experiments are special events created by researchers so that they can
see how certain phenomena or processes work out in simplified circum-
stances that display the phenomena most clearly.

4. Reports on experiments place the story of what happened (the results)
within the story of how the researcher created the circumstances for the
events (the experimental design and procedure). These stories are then
framed by the stories of the researchers trying to understand phenom-
ena and of what we currently understand about those phenomena (in-
troduction, review of literature, and discussion and conclusions).




Part Four Investigating 255

QUESTIONS TO THINK ABOUT

® Where and how might you observe in action the concepts and phenom-
ena you are studying in class?

® What kinds of field observations and experiments do researchers in the
subjects you study tend to make? What observational techniques do
they use?

® How do field studies and experiments help develop knowledge in sub-
jects you study?

8 What field and laboratory courses are you likely to take as part of your
major or professional training?

TEEESOLTEREGE . o R e I A R AR

In library research you rely on what has already been recorded. But if
you are interested in how people talk to each other in everyday conversation,
where are you going to find that record? If you want to know what people in
your community feel about plans to sell off city lands to private developers,
where are you going to find that information? You have to go out into the
field to gather the information yourself, in the form that is most useful for
your inquiry.

When you go out into the world, you find it is a messy and confusing
place. Many things happen simultaneously, potentially influenced by many
factors. So in doing fieldwork you need to develop a precise sense of what
you are looking for, how you will get the information you need, and what
you will not pay attention to, interesting though those complications and dis-
tractions may be.

The choices you must make in fieldwork are always questionable. You
can’t gather all the information you always want; events go by too fast, and
you can'’t place recording devices at every location. You could always have
gathered other sorts of information. The events you are trying to understand
may have been significantly influenced by something that you just cannot or
did not collect data about.

For certain kinds of problems, one way to overcome the confusion of the
world is to create a cleaned-up and simplified situation in which you exam-
ine events that you select and design. In the laboratory you can simplify and
focus events to try to reveal precisely what you want to learn about them. In
this setting the challenge is to control the circumstances in which the phe-
nomena are displayed so as to reveal aspects that would remain hidden un-
der more usual circumstances.

@@ Getting the Story in the Field

As already mentioned, in fieldwork your task is to record a small corner of
the world. If you tried to record everything, you would be pretty busy and
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would use more videotape and more computer memory than anyone has.
The world passes by too quickly and too fully to make any kind of complete
record.

Even just a small corner of the world has too much. Imagine trying to
keep an absolute record of everything that happens in your class in just five
minutes — what gets said and whispered, what gets recorded in the note-
books, every change of expression on everyone’s face, every squirming in the
seat, every increase and decrease in heart rate and brain wave function, and
perhaps every thought that races through every mind. You have to make
your choices, to decide what is worth recording and what can be recorded
reasonably efficiently and accurately.

The Importance of the Fundamental Question or Problem

Even if you could record everything, the question remains why you would
want to. A complete record on its own won’t make any more sense than the
original experience; it won’t answer any questions or give you guidance. You
have to start looking for particular things based on the problem you are try-
ing to solve, the question you are trying to answer, or the phenomenon you
are trying to understand. The problem or question or phenomenon will help
you define what you need to record and how. It will tell you when to start
taking notes or set the cameras rolling, and what to focus on.

In planning to do fieldwork, therefore, from the very beginning you need
to have the basic problem or question of your research firmly in mind. In li-

Image removed for copyright reasons.
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brary work you may be able to dive into materials with only a general sense
of your interests and then stitch together some kind of picture out of prere-
corded material as you move through the project. Furthermore, you can al-
ways get back to the library to find the missing pieces once you have figured
out what’s interesting. In fieldwork, however, if you don’t know why you are
out there and what you are looking for, you will be overwhelmed and undi-
rected. If you ever do figure out what you are interested in, you would al-
ready have missed most of the relevant data.

Finding a Site for Fieldwork

The site you choose for fieldwork, especially during your undergraduate
years, often depends on what is available and convenient. You usually don't
have the time, money, or opportunity to travel far and into unusual settings
to answer your questions. Much of your fieldwork will have to be done on or
near campus or in a nearby community.

At the same time, choosing a research site that has no relation to your
question only because it is there can be disastrous. Although the site can
probably provide endless data, those data may tell you nothing about your
questions. The student center snack bar presents many people in motion and
might provide wonderful opportunities for studying irony in the speech of
young adults or responses to random meetings, but if you are interested in
childrearing techniques or the operations of legislative bodies, you might
have to wait a long time before you come up with any useful observations.

You may need to be ingenious, therefore, in thinking about the sites
available to you and what any particular site can tell you about the questions
you are investigating. Although the snack bar may be the last place you
would think to examine the way people are recruited into political move-
ments, you may notice that a group of activist students regularly gather at
one table, which then provides a place for curious students to hang out and
learn in an informal way about events, plans, and issues. Now you do have a
place to study the processes of political recruitment.

Concepts, Method, and Planning

Because you need to know exactly what you are looking for and how you are
going to gather and record the information, fieldwork needs to be very well
planned. Of course, this planning will vary according to the discipline in
which you are working, your questions, the kind of investigation you are car-
rying out, your own resources, and the particulars of the site. In courses
where you will be assigned fieldwork, your instructor is likely to give you
specific advice about how to choose your research site and plan your work.
The instructor may also devote substantial class discussion and office confer-
ence time to helping you think through your plan.

If you will be gathering statistical data or using questionnaires, you need
to be especially careful in your planning, because statistics and question-
naires are hard to adapt in response to what you observe in the field. They



258

Chapter Twelve New Investigations: Fieldwork and Laboratories

both narrow your focus of attention so that you only pick up a narrow range
of information; moreover, to maintain the validity of the data and method,
you need to follow through on the statistical categories and questions you
have established at the beginning.

If you are entering a discipline that regularly uses field methods, you
will probably take specialized methods and statistics courses as part of your
major, where these issues will be examined in much greater detail.

Record Keeping

Methods of recording data will vary, from the highly stylized methods of
baseball scorekeeping or recording of dance choreography, to extensive note
taking and journal keeping, in which one simply describes what one sees ac-
cording to the categories of observation. Each discipline and kind of work
has its own style of record keeping, but you may also have to adapt or de-
velop your own to fit the needs of your project. The more care you put into
record keeping, the better your work is likely to be, because when the events
and observations are over, your records will be all you are left with to ana-
lyze and present. You probably won'’t be able to go back to fill in what you
missed.

Analyzing Fieldwork

While you are collecting data in the field, you will be quite busy. Concerned
with observing and recording, you may have little time to think about the
meaning of what you find. This is different from library research, during
which you regularly look up from the books to think about what you are
finding. Even the selection of the next place to look in the library requires
adding up the meaning of your research to that point. In fieldwork, however,
your data collection is organized by your previous plan, and you may not
have much opportunity to assess what you have collected until the plan is
completed.

When your information is in, you need to look it all over, think about it,
and try different methods of appropriate analysis. The techniques of looking
over the data and analyzing it will vary from discipline to discipline, topic to
topic, and study to study.

Reporting Fieldwork

Fieldwork can be presented in a great variety of ways, from a direct narrative
describing your journey to your field site and what you saw there to a tech-
nical statistical report. In the classes where you write field reports and in re-
lated courses you will probably read and discuss published field studies, and
you can then use these as models. Your textbook may cite studies you may
want to look up. Journals and books in the discipline are also likely to hold
many models. If you continue studying in a discipline that uses fieldwork, in
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addition to reading many field studies that can serve as models for your own
work, you are likely to become familiar with how certain problems are dis-
cussed and with certain reporting styles. For example, in recent decades
there has been a particularly vigorous debate over the research and writing
of ethnographic reports in anthropology.

No matter what style the report is written in, it should include several
kinds of information. That information is contained in both professional so-
ciologist Gary Alan Fine’s textbook account of some of his field research into
Little League, written in a more narrative form (see pages 260-262), and in
student Leonore Racker’s study of study habits at her college’s library, writ-
ten in more of a technical report form (see pages 263-265). As you examine
both examples, you should look at how they answer each of these questions.

What is it? What are you studying, generally and specifically? The report
should first of all identify what you are studying. You need to make clear
both the larger issues or phenomena you are interested in as well as the spe-
cific site and investigative questions. Thus in the sample student paper be-
low, Leonore Racker establishes the larger issue of how students consider
study breaks and the specific site of her college library where she carried out
the research.

So what? Why is the study worth paying attention to?  Youneed to establish
that your subject is of interest and importance and that the results will help
us understand significant issues or solve particular problems. No matter
how fascinated you are with what you have been studying, others are always
likely to ask “So what?” It is best to address the “so what?” question right up
front, because readers will focus their attention only on what they consider
valuable.

What did you do? What method have you chosen to carry out this research, and
how, in detail, did you carry it out? In order to interpret what you found, the
readers need to see how you found it. If readers know you gathered your in-
formation about classroom learning by sitting in a class for a term and ob-
serving what went on, they will get a different picture of your information
than if they knew you interviewed teachers and students extensively, or than
if they knew that you gathered samples of work and tests. Information about
your method also lets the readers evaluate how well the kind of data you
have gathered can support the kinds of conclusions you draw.

What did you find? What information were you able to gather from the scene,
and what picture does it give? This reporting of what you found is of course
the heart of your report. This is the news you carry from the field. The find-
ings should be reported in detail, backed up by specific data that are appro-
priate to the subject, including statistics, survey answers, quotations from
interviews, diagrams of what you observed, or photographs or other record-
ings. At the same time, you must not confuse the readers with irrelevant de-
tails, just because you collected them. You must be selective in providing
only the most relevant information and presenting it in the clearest, most or-
ganized way possible.
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What does it mean? How do you analyze and interpret the findings? In ana-
lyzing the events you observed and on which you collected data, you are ful-
filling the promises of the issues you raised in the opening parts of your
presentation. Your analysis, while explaining what you found and while be-
ing true to the details, should also speak to the “so what?” question by letting
the readers know why your discovery is valuable.

Report of a Professional Field Study

In the following, sociologist Gary Alan Fine writes about his fieldwork with
Little League baseball. Although he has written about this work at greater
length and in more formal ways in books and articles, this informal retelling
still maintains all the characteristics of a field research report. Notice particu-
larly how directly he deals with the “so what?” question right from the be-
ginning. Notice also how carefully he explains all his research and method
decisions. This explanation helps us understand what he was looking for and
what he found. In this way, his findings, when he gets to them, are more
meaningful.

Excerpt removed for copyright reasons.
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Excerpt removed for copyright reasons.

Sample Student Field Report

Leonore Racker, as part of her writing course, was asked to write a field re-
port on some aspect of undergraduate learning (see question 1 on page 265)
to be shared with her classmates. She decided to survey what other
students thought about the value of study breaks. She herself was unsure
about whether she was taking too many breaks whenever she studied.
Although she felt only too glad to get up to chat with friends or have a
soda, she was
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afraid that she was enjoying herself too much. After asking students in the li-
brary a few basic questions, Leonore gained more confidence in her own
study plans. If she had received special training in fieldwork, survey tech-
niques, or statistics, the methods she chose would no doubt have been more
accurate and precise; nonetheless, this survey told her and us a few things
worth knowing.

Leonore Racker
Study Breaks and Student Effectiveness: A Field Report

Description of the Study

The chief purpose of this study was to deter-
mine (1) whether or not students who consider them-
selves successful studiers take frequent breaks while
they are studying; and (2) whether or not students see
study breaks as an effective part of the studying
process. To collect the necessary data, I conducted a
random survey of 25 students who were studying in the
University of California, Santa Barbara, library be-
tween 12:00 and 2:00 on a weekday afternoon in the
eighth week of the ten-week fall quarter. All grade
levels were represented by the sample in the following
proportions: four freshmen (16%), five sophomores (20%),
seven juniors (28%), six seniors (24%), and three grad-
uate students (12%).

I asked each student to rate him- or herself as
being “not effective,” “somewhat effective,” “effec-
tive,” or “highly effective” in his or her personal
studies. For the purposes of this presentation, I have
combined the students into two groups: “less effective”
students are students who rated themselves in one of
the first two groups, and “more effective” students are
those who rated themselves in one of the last two. Of
the 25 students, then, 18 (72%) considered themselves
“more effective” and seven (28%) as “less effective.” I
should stress, though, that these labels only apply to
the students’ perceptions of their study habits and not
the actual learning effectiveness of those habits; I
did not ask any questions about academic performance or
grade point average. I asked all 25 of the students a
series of questions designed to determine the place of
study breaks in their overall study strategies.

Summary of Data
Predictably, students who saw themselves as
more effective reported spending more time studying
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than students who saw themselves as less effective.
Fifty-five percent of the more effective students re-
ported studying more than 16 hours a week, compared to
only 28% of the less effective students, and only 22%
of the more effective students reported studying 10
hours or less during a week, while 71% of the less ef-
fective students fell into this category. Nearly all of
the students, however, said that they took breaks dur-
ing their study time. Only one respondent in each cate-
gory reported that he or she did all of his or her
studying in one sitting. The remaining students in both
categories were fairly evenly divided in the number of
study breaks they took, with the less effective stu-
dents slightly more prone to take 1-2 or 3-4 breaks in
a study session, and the more effective students more
likely to take more breaks (presumably because they
study for longer periods of time). The following table
shows the number of study breaks reported by students
in each category:

Study Breaks 0 1-2 3-4 4-5 5+
Less Effective 14% 43% 43%
More Effective 6% 28% 33% 28% 6%

While nearly all of the students said that they took
study breaks, they did not always report feeling the
same way about them. Six of the seven less effective
students (86%) said that they agreed with the following

statement: “I probably should be more diligent when I

study, but sometimes I just
In contrast, not one of the
agreed with this statement,
this opposing statement: “I

feel that I need a break.”

more effective students

and 88% of them agreed with
can only study effectively

for a certain amount of time, so I need to take peri-

odic breaks in order to always be at my best.” Only one

of the less effective students agreed with this state-

ment.

Conclusions

While the study showed that almost all students

take breaks when they study,

students who consider

themselves effective studiers are much more likely to

view these breaks as a beneficial element of an overall

study strategy. Furthermore,

effective students are

more likely to have an overall study strategy, while



Part Four Investigating

hinking
About

Student
Writing

ssignments

P

265

less effective students are more likely to study, or
take a break, without working with an overall plan.
Students in both categories reported that, after a cer-
tain (and widely varied) amount of time, they could no
longer study effectively; however, the more effective
students anticipated this and worked other activities
and breaks into their study plans. It is this ability
to plan and organize study time, taking into account
the need for periodic breaks, that, more than anything
else, set apart the students who considered themselves
more effective from the ones who considered themselves
less effective.

What research question does Leonore Racker pose? Why might that
be a useful or interesting question to ask?

Where does she carry out the field study to answer the question?
What is the design of the field study? What method does Leonore
Racker use to gather and record data? How well do the location and
design address the question? What weaknesses do you see in the de-
sign? What strengths?

How does Leonore Racker present her results? Do you get a clear and
precise picture of what she observed?

What does Leonore Racker find? What conclusions does she draw
from what she finds? Do you think her conclusions are warranted on
the basis of her findings?

What do her conclusions suggest to you about the best way to study?
How well do her conclusions correspond to your study habits?

DOING FIELDWORK

1.

In order to investigate any of the issues, concepts, or processes of aca-
demic reading and writing discussed in this course or book, conduct
a field study. This study might be a survey of students’ study and/or
writing habits, a study of students’ thoughts as part of their writing
process (in which you ask them to talk aloud into a tape recorder as
they write), an interview study of professors concerning their goals
and practices in assigning writing or their feelings about student
writing that they receive, an ethnographic observation of the interac-
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tion between students and a teaching assistant as they discuss an up-
coming writing assignment, a description of a situation in which peo-
ple are arguing over the meaning or value of something they have
read, or any other kind of study that might reveal something about
the academic literacy process on your campus. Even though you may
have no training in the method of collecting data that is most appro-
priate for the subject you want to investigate, do your best to think
through and plan your study to get accurate and revealing results.

In order to understand the variety of groups, organizations, and ac-
tivities on campus or your community, visit and observe a meeting or
gathering of a group you have not previously been part of. If possi-
ble, also interview some participants in the group concerning what
they do as part of the group and the meaning of that participation for
them. Write up your results as a field observation to share with your
classmates.

To see whether certain groups or individuals dominate or take certain
roles in class discussions, make an audio tape recording of one day’s
meeting of this or another class you are taking that has only a small
number of students. Keep notes to indicate who is talking at each
point in the class so that you can identify the speakers on the tape.
Then design a method for analyzing these data (or any shorter se-
quence, if appropriate). For example, measuring the total time or the
number of comments various people speak in the course of an entire
classroom might give you a way of studying gender dominance pat-
terns, whereas close study of a short sequence where people interrupt
each other might tell you about what patterns of talk allow one to get
the last word in. Write a short report on your findings.

To examine processes of decision making in small groups, attend a
meeting of either a student or a faculty committee. You may use any
concepts that you find most useful from your courses in political sci-
ence, psychology, sociology, anthropology, communication, or any
other appropriate subject to help you design the study and analyze
the data. Record the data in any way most appropriate for the con-
cepts and issues you are studying. Write up your results in a short re-
port, presenting a precise claim about the processes you observed in
action.

Do a field study of how people greet each other in some public place,
such as an airport, the school cafeteria, or the entrance to the student
center. Sit inconspicuously at a distance and record the gender, age,
and other visible characteristics of people who greet each other, and
then record the way they do it (a few words, a wave, a handshake,
bear hugs, romantic embraces, etc.) and then what happens after the
greeting (walking on, talking with each other, going off together, etc.).
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As part of this assignment you will have to define the categories used
to characterize the people, how they greet, and what happens after
the greeting. In analyzing the data, try to come up with some correla-
tions between person type and greeting style or between greeting
style and follow-up activity. Write up your results in a short report.

Experiments: Events Created to Be Observed

Sometimes novelists talk about putting characters together in a story and
seeing what they will do. Then the novelist just claims to tell the story as the
characters made the writer tell it. Of course, even if the characters seem to
have their own will, they only exist in the writer’s imagination and on the
pages of the unfolding manuscript.

Experiments take place in real physical laboratories, and what happens
is not a fiction of the experimenter’s imagination. Yet there are still some sim-
ilarities. The experimenter decides what to place in the laboratory, what ele-
ments to put together with what apparatus, and then how to set things in
motion. The experimenter sets up a story and then watches what happens.
Moreover, the experimenter watches the events from a defined point of view,
gathering particular data through appropriate instruments and applying rel-
evant concepts to make sense of events. But in the end the data that turn up
on the recording instruments are beyond the control of the experimenter. Al-
though the experimenter might have some idea or hypothesis about what
might happen, he or she cannot know how the story ends, or what the results
will be, until the experiment runs its course. Then the hypothesis may be con-
firmed or some other idea about what went on may be supported, or the ex-
perimenter may be puzzled — unable to explain the events, unable to find a
meaning in the story.

Experiments are a precise mix of a controlled, staged performance to tell
a particular kind of story and an uncontrolled reality that does what it wants.
In this mixture we find the way in which experiments serve as revealing tools
for investigation. Because reality is so messy, uncertain, and obscure in its
workings, experimenters find ways to narrow down the variables, control
the uncertainties, and make visible things that often can’t be seen. By staging
unusual events where they to some degree control and limit the circum-
stances, experimenters try to display events with simplicity and clarity — to
see what happens in these special circumstances. The experiment then be-
comes a way to investigate how something operates when you don’t let too
many factors confuse the picture or when you push some process to an ex-
treme that it does not get to in ordinary life.

The art of doing experimental designs sometimes requires extensive re-
sources of time, money, and brainpower. The study of high-energy physics,
for example, needs expensive particle accelerators, exotic measuring devices,
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and large research teams to observe operations of minute particles we have
no ways of perceiving through more ordinary forms of observation. But
sometimes extremely clever experiments can also be simple and inexpensive,
as when a psychologist asks people to draw a penny using only their recol-
lection, in order to see what long-term memory we hold of common objects.

Experiments are also useful for applied design research, to see what fac-
tors influence a design and how the design responds to particular conditions.
Thus materials engineers will run experiments to test the strength of alloys
under various stresses. Computer programmers will run experiments to see
what results their programs produce with various changed inputs or altered
instructions. Policy planners will run experiments to test how proposals for
welfare reform work out with small groups of people before applying new
rules to the whole state.

In writing up the experiment, you show both how you staged the event
and what happened once you let the events take their own course. That is,
you describe the experimental design and then the results. However, since

Image removed for copyright reasons.
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the event was designed to develop understanding of the phenomena, you
frame the story of the laboratory with an introduction defining the problem
you are investigating (placing it in a history of investigations other people
have carried out) and with a discussion and conclusion that interpret the
meaning of the results. In this way you get the standard format for an exper-
imental report.

1. Introduction. The introduction defines the problem and reviews the lit-
erature on the subject (that is, previous published studies investigating
this and related phenomena). See below for a further discussion of typi-
cal introductions.

2. Method. This section describes the experiment you designed to investi-
gate the phenomenon, how you set up the laboratory, what actions you
took to set the experiment in motion, and what instruments and tech-
niques you used to make a record of the events. The experimental de-
sign needs to be specifically relevant to the issues you claim to be
investigating and the procedures need to be appropriate to fulfill the
promise of the design. That is, it needs to be clear exactly why you are
doing what you do, how what you are doing will advance our under-
standing of the phenomena you are investigating, and how you will
produce results that will be reliable and appropriate.

3. Results. This section presents what happened once you let the events
take their course. Here accuracy and detail are of highest importance,
so that readers will perceive exactly what went on and will trust your
account.

4. Discussion and Conclusion. This section explores the meaning and im-
plications of the results, connecting the results to the findings of other
researchers, and suggesting where investigations might go from this
point. Here your reasoning is most important, both in the way you put
together the data and in the way you connect these data with other peo-
ple’s findings and other principles of your field.

@0 USEFUL CONCEPTS FROM RHETORIC

The Three Moves in Research Article Introductions

of literature of research articles, has found that these article open-
ings typically follow a three-part structure. These parts can be
thought of as moves justifying the research that will be reported:

l inguist John Swales, after studying many introductions and reviews

Move 1. Establishing a territory
Move 2. Establishing a niche

Move 3. Occupying the niche
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In the first move the author states that there is a topic of some impor-
tance and reviews what others might have said about the topic.

In the second move the author points out that there is some limitation,
weakness, flaw, or omission in that research that needs filling.

In the third move the author announces how the current piece of re-
search fills that missing need.

The following introduction of the research article reporting the
memory-of-a-penny experiment neatly reveals this pattern; the first three
paragraphs carry out the moves in order.

Excerpt removed for copyright reasons.
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Laboratory Courses

Because designing and carrying out experiments are such skilled perfor-
mances, extensive training is often needed for original experimental investi-
gations. Although some of your early laboratory experience may be designed
to give you a hands-on feel for investigation, much of your laboratory work
is probably highly structured. The procedures will be well defined in a labo-
ratory manual, and the results are likely to be unsurprising. Such experi-
ments are more to demonstrate to you how well-known phenomena work
and to increase your own skill in experimental procedure. The experimental
write-up is also likely to be highly structured, again through your lab man-
ual, which may even provide tear-out fill-in sheets.

In grading your laboratory reports, your lab instructors will be making
sure that you carry out all the tasks accurately, that you report the results pre-
cisely in the prescribed manner, that you analyze the results accurately, and
that you understand how concepts relate to the experimental events you
have witnessed. Thus your primary task will be to report and explain accu-
rately and precisely what you did, what went on, and what the results meant.
Since the experiment and the format of the report are probably prescribed by
your lab manual, you probably will not have to think through the design of
the experiment, the organization of the report, or what to include in the re-
port.

However, if you continue in a major that relies on experiments, you will
be given tasks that are more open-ended and more difficult to control. These
more advanced laboratory projects require more curiosity, original thought,
and design on your part. At each point, your instructors will probably spell
out what additional work you will need to do. For example, as the physical
manipulation of the experiments becomes more difficult and the results less
certain, your instructors may ask you to comment on the difficulties in car-
rying out the experiment or the sources of possible error. At some point you
may be asked to design your own experiment. This process (including the
form of the experimental report) is likely to be guided by more skilled exper-
imenters, and to be specific to the requirements of your field. You will grad-
ually be led into the experimental practices of your field, often as part of
research teams.

The Four Stories of the Experimental Report

What is important to know at this point is that even though an experiment re-
quires much specialized skill in design and technique and even though an
experimental report is a distinctive form of writing (or genre, see pages
209-210), it nonetheless is just another kind of investigative writing, present-
ing findings for other people to consider. As we have discussed, the lab re-
port tells four kinds of stories nested within each other:
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1. The innermost story is the events in the lab, or the results.

2. The results are nested within the story of the design and the perfor-
mance of the experiment that sets the stage for the results. This story of
design is largely carried in the methods section.

3. The experiment itself is nested within the story of scientists trying to
understand phenomena and each other’s results. Much of that story is
carried in the review of the literature and in the discussion part of your
paper.

4. All this is buried within the largest but incomplete framing story of
how nature or the phenomena under question operate. The hypotheses
and conclusions try to put forward pieces of this largest story, and all
the smaller stories nested within the article are part of the process of
trying to figure out what should go into this overall story.

When you are first being trained in laboratory technique, the largest two
stories (of nature and of scientists investigating nature) are controlled for
you, since you are not really part of the front-line investigation. The scientific
meaning is usually already given you in the textbook and lab manual. The
experimental design is also usually provided, but the performance is up to
you — and you usually need to retell some of the details of the performance.
Getting results and reporting them are usually what you are held account-
able for in beginning work. As you advance in experimental fields, you take
on more responsibility for the outer frames of the story.

@/C NEWS FROM THE FIELD

A Social Experiment Inside Mental Hospitals

hat if the treatment of patients with psychological problems
only created more problems?

The effect on mental patients of the social conditions under
which they are treated is difficult to determine, because the behavior of pa-
tients can readily be attributed to their mental condition and the treatment
given them can be explained as responses to the psychological problems
exhibited by the patients. But some sociologists and psychologists have
come to believe that the social organization of the mental hospital itself has
an effect on the patients. In order to test this idea, in 1973 David Rosenhan,
a research sociologist, carried out a field experiment. Rather than just car-
rying out a field study of the conditions in mental institutions, he created a
special kind of situation in which the people who took on the role of the
patients had no recognizable psychological problem. What happened then
could only be explained by the social processes in the institution and not
by the psychological condition of the patients.




Part Four Investigating 273

Rosenhan and seven other adults gained entry into the psychiatric
wards of twelve hospitals in five states. Three of these “pseudopatients”
were psychologists, one was a psychiatrist, one was a graduate student in
psychology, and two had no connection to the mental health profession.
Though none of the patients had any history of mental illness, all of them
were accepted into the hospitals by claiming that they had been “hearing
voices” that said such things as “empty,” “hollow,” and “thud.” The pres-
ence of the researchers was generally not known to the hospital doctors or
staff, and they were instructed that they could not leave until they could
prove themselves sane enough to be released.

In eleven of the twelve cases, the patient was diagnosed with schizo-
phrenia, and in one with a manic-depressive disorder. All were admitted
to the hospital immediately without undue questions or investigation. Pa-
tients used pseudonyms, but otherwise gave accurate personal and med-
ical histories. Although most of the patients feared that they would be
discovered by the staff and exposed, none ever were. All of them took co-
pious notes on the behavior of other patients and of staff members, but
none were ever interrupted or asked to stop. Whereas many of the other
patients in the hospitals became suspicious of their observations and note
taking, the members of the staff simply interpreted this behavior as an-
other manifestation of mental illness.

Once in the hospital, the pseudopatients spoke and acted completely
sane and displayed no further symptoms. They never complained further
of hearing voices, and they underwent regular psychiatric treatment for
their mental disorder. The length of stay in the hospitals ranged from 7 to
52 days, with an average stay of 19 days. None of the subjects were ever
declared “sane,” and all eleven of the volunteers were discharged with the
label “schizophrenia in remission.”

One of the most important things that this experiment found is that,
once a diagnosis of mental illness was made, the staff saw nearly all of the
pseudopatients” behaviors — no matter how seemingly “sane”— in light
of this diagnosis. Even the normal personal histories that the participants
gave to psychologists tended to be interpreted as abnormal. On one occa-
sion, for example, a patient told a staff psychologist that he felt remote
from his father as a child but that they had later become “close friends.”
The psychologist transformed this relatively common phenomenon into a
tell-tale sign of schizophrenic reaction:

This white 39-year-old male manifests a long history of consider-
able ambivalence in close relationships, which begins in early
childhood. A warm relationship with his mother cools during
adolescence. A distant relationship with his father is described as
becoming very intense. Affective status is absent. (252)

Rosenhan’s study raises serious questions about the validity of labels
such as “sane” and “insane.” All of the participants in the study were
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respected professionals whom society had labeled mentally fit. However,
once a label of “insane” was attached to these supposedly sane individu-
als, competent medical authorities interpreted all of their actions as the ac-
tions of an insane person.

(Complete details of this study are available in D. L. Rosenhan, “On
Being Sane in Insane Places,” Science 179 (1973): 250-58.)

@@ A Sample Student Experiment

The following experimental report by a first-year student in a writing course
provides an example of some of the basic features of an experiment, although
it does not rely on any advanced techniques of experimental disciplines.

Frank Petrine
How to Get Help in the Library: A Field Experiment

Introduction

Students, when they have assignments requiring
library research, are frequently told by their teachers
to seek the help of reference librarians. But no one
ever tells us what to say to the librarian to get the
help we need. After several attempts to gain help from
reference librarians, some successful and some unsuc-
cessful, I began to wonder what was the best way to ap-
proach a librarian for help. Last year, my high school
history teacher suggested that the best way to get help
was to be prepared and know what I was asking for; then
the librarian could hone in on exactly what I needed.
My older brother, who has just finished college, tells
me, however, that the best tip is just to be persistent
and not leave the librarian until you have an answer. I
decided to test which of these two strategies was the
more successful by carrying out an experiment at the
college library.

Description of Experiment Methodology

The purpose of the experiment was to determine
the way that librarians at the Middle State University
Undergraduate Library responded to requests for help in
light of two variables: the persistence and the per-
ceived knowledgeability of the person asking for help.
Over the course of two months, I asked six different
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volunteers to approach the information counter at the
library and ask for help in finding a book. In each
case, the book they requested did not actually exist
and could therefore not be found by the librarian. I
instructed three of the volunteers to be “extremely
persistent” with their inquiries and to insist that the
book was in the library and that they absolutely needed
to find it as soon as possible. I instructed the other
three participants to be “not persistent”—to ask for
the book only once and to leave as soon as a librarian
indicated that he or she was unable to locate it.

In addition to instructing the participants to
be “persistent” and “not persistent,” I also instructed
them to display three different levels of knowledge
about the book in question. I instructed one person in
each group to pretend to know nothing but the author’s
approximate last name and one or two title words from
the book. I instructed a second pair (one from each
group) to know the author’s full name, the full title
of the book, and to have a general understanding of the
subject matter. I told the final pair to display a high
level of professional knowledge about the book and the
subject matter and to act as if the item were a common
one that any respectable library should be able to lo-
cate immediately. To control for possible racial, gen-
der, or age-related biases, all of the participants
were white females between the ages of 18 and 23.

Results of the Experiment

All of the librarian responses fit into four ba-
sic response types: (1) looking in a computerized data-
base of library holdings; (2) looking in the Books in
Print catalog or other printed listings of books that
may or may not be in the library holdings; (3) refer-
ring the participant to a senior librarian or adminis-
trator; and (4) calling one or more other libraries on
behalf of the participant. Librarians tended to follow
the steps in order, first looking in a computerized
database, then looking in a printed catalog, then re-
ferring the participant to another librarian, and fi-
nally calling another library, though, on one occasion
(subject 5) steps two and three were reversed. Twice,
the librarians responded in all four ways, and, in the
other cases, they stopped short of calling another 1li-
brary. The following table represents the distribution
of results with all six experimental subjects:
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Participant 1

(1)
not persistent,
not knowledgeable Yes No No No

(2)
not persistent,
medium knowledgeable Yes Yes No No

(3)
not persistent,

extremely knowledgeable Yes Yes No No
(4)

persistent,

not knowledgeable Yes Yes Yes No
(5)

persistent,

medium knowledgeable Yes Yes Yes Yes
(6)

persistent,

extremely knowledgeable Yes Yes Yes Yes
Conclusions

While both knowledge and persistence correlated
positively with the amount of help that the participant
received, the correlation for persistence was much
higher. All three of the subjects who were instructed
to be “extremely persistent” received a high level of
service from the librarian. Of these three subjects,
only the first, who could produce neither a book title
nor an author’s full name, did not receive every level
of help that the library offered. On the other hand,
none of the subjects who were “not persistent” received
more than two of the four possible services the library
offered. In libraries, as in many other human institu-
tions, it helps to be knowledgeable, but it really pays
to be persistent.



Part Four Investigating 277

1. What research question does Frank Petrine pose? Why might that be
a useful or interesting question to ask?

2. What are the two possible hypotheses he presents? What are the
sources of these hypotheses? Where in the article are the hypotheses
and the sources presented?

3. What is the design of his experiment to answer his research question
and test his hypotheses? How well does his design address the ques-
tion? What weaknesses do you see in the design? What strengths?

4. What are the results of the experiment? What conclusions does Frank
Petrine draw? Do you think his conclusions are warranted on the ba-
sis of his method and results?

5. What do his conclusions suggest to you about the best way to ap-
proach librarians? Do his conclusions correspond with or contradict
your common sense about the best way to get information from li-
brarians?

nments UNDERSTANDING EXPERIMENTS

1. Design an experiment to test any one piece of advice from this book
or from any other teacher concerning writing. Carry out and write up
the results of your experiment.

2. If you are currently taking a laboratory course, or have recently taken
one, examine the format of a typical lab report required by the man-
ual or other instructions given by the teacher. Write several para-
graphs on how well the format conforms to the general structure of
the experimental report described in this section and how much work
of what kind was required of you versus how much of the work was
already done by the laboratory instructions. Consider the report for-
mat and requirements in relation to the four levels of the experimen-
tal story as presented on pages 272-273.

3. Inyour college library examine a journal from an experimental field
that interests you. Then write several paragraphs describing one ex-
perimental article, its format, and how it conforms to or differs from
the format described in this section.
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etﬂng - Find and examine an electronic tool for researching, observing, or record-
= ing some phenomenon in a field of interest to you. Describe the tool,
' fﬂVONed what it does, and how it is used by researchers.

Electronically

'






Writing About
Complex Worlds

AIMS OF THE CHAPTER

The more you find out about subjects, the more there is to think about. Your
writing then begins to deal with this greater complexity. This chapter dis-
cusses how to write clearly while also recognizing that many facts, ideas,
and viewpoints bear on one’s subject.

KEY POINTS

1. In college you are often confronted by complex texts and complex is-
sues. Material isn’t simplified to provide easy answers or a single way
of looking at something, especially if there is serious disagreement or if
multiple factors are involved.

2. To write about complex subjects, you identify the several distinct ideas
or elements that are simultaneously present.

3. One kind of complexity is an event or phenomenon that has many as-
pects, causes, factors, or consequences. The task here is to describe in
clearest terms the multiple parts of the topic and how they fit together.

4. Another kind of complexity occurs when opinions conflict over an is-
sue. In this case you have to understand the multiple viewpoints before
you can come to your own understanding of the issue.

QUESTIONS TO THINK ABOUT

8 [n writing an essay, have you ever felt you had to oversimplify what
you were discussing to make a clear point? How did you simplify your
task? What did you leave out? What was the effect of leaving it out?

® [n writing about a subject, did you ever have information that didn’t fit
together easily, or even conflicted? What did you do?

® What do you do when you discover credible authorities who disagree
about a subject?
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There are often many simple ways to talk about a subject, but they are of-
ten too simple. They leave things out, lead to poor decisions, or ignore the re-
ality that other people with good reasons see things differently. Writing
about complex subjects involves explaining them as simply and directly as
you can but without hiding or distorting any of their complexity.

Textbooks at lower levels often present one single, authoritative way of
looking at a subject so that students know what they have to learn. But as you
advance in the subject, you find that often there are alternative points of view
about many of its aspects, from the interpretation of current results to basic
viewpoints. You move into areas about which there is little certainty and
agreement, and into areas we all know less about. Professors often confront
students with this complexity because they want them to be able to address
the puzzles that still confront their disciplines.

In fact, university courses are often designed to immerse you in the com-
plexity of problems and issues that you may have originally thought simple.
Part of professors’ professional task is to be as knowledgeable about their ar-
eas as possible so that they can develop accurate research and statements
that will lead to more intelligent analysis and action. Their job is not to over-
simplify. If they can find simple statements that explain much and do not
overlook important data, then indeed they are fortunate — they have made
a great discovery, a new theory that many people may find useful. However,
breakthroughs to accurate and simple statements usually come only after
one is immersed in the full confusion and complexity of a problem for a long
time, for the solution has to draw together all those details. Even then, the
new simplification may be difficult to understand. Quantum theory, al-
though greatly simplifying our general understanding of the behavior of
particles and energy, still remains complicated to understand and work with.
Linguistic descriptions of grammar, although seeking accurate and powerful
ways of understanding the complexity of language, nonetheless are often a
challenge to understand and use.

Image removed for copyright reasons.
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@ 0 NEWS FROM THE FIELD

The Simple Paper Clip Isn’'t So Simple

veryday items that seem simple and self-evident often have compli-
E cated stories behind them. Every year, manufacturers produce more

than 20 billion paper clips, most of which share the same basic de-
sign: a single piece of wire bent into an elongated loop with a second loop
inside the first one. This paper clip design is so simple and functional that
it would be difficult to imagine any other, but, in fact, the current design of
the paper clip is less than a hundred years old, and reflects centuries of de-
sign evolution and improvement. In his book The Evolution of Useful
Things, Henry Petroski, a civil engineering professor at Duke University,
devotes 26 pages to tracing the history and development of the common
paper clip.

Petroski writes that, for centuries after the invention of paper in first-
century China, people bound multiple sheets of paper by cutting a small
hole in them and tying them together with a piece of twine or thread. In the
Middle Ages, people fastened paper together with straight pins, which,
unlike paper clips, could be mass-produced without industrial technology.
In his famous book Wealth of Nations (1776), Adam Smith noted that ten
people working in a factory could produce 48,000 pins in a single day.
While many of these pins would be used for sewing and other household

Image removed for copyright reasons.
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operations, many more would be used by banks, businesses, and offices
for the purpose of binding important documents together.

With the Industrial Revolution of the nineteenth century, machines
soon replaced human labor as the chief manufacturer of straight pins. And
since machines were capable of bending wire as easily as cutting it, manu-
facturers of “bank pins” (pins marketed for use in offices) began to intro-
duce improvements. In 1864, a patent was issued for a “paper fastener”
that turned out to be “a decorative metal device whose two small teeth
pierced the papers and were folded over another piece of metal placed
against the back side of the sheets, thus clasping them together.” Though
the paper fastener did not solve the main problem of straight pins — the
fact that they left holes in the papers they attached — it did solve the prob-
lem of sharp points snagging other papers in the vicinity.

In 1887, a Philadelphia inventor named Ethelbert Middleton patented
a paper fastener that did not use a paper-piercing point. This early proto-
type of the paper clip consisted of “malleable metal stamped in curious
patterns whose use involved the action of folding various wings over the
corners of the papers.” The invention was useful but too complicated for
mass appeal, since it required complicated manipulations of “various
wings” to achieve its end. However, Middleton’s invention was one of
many signals that, by the latter half of the nineteenth century, engineers
were taking the invention and improvement of paper fasteners seriously.

The search for a better paper fastener was guided by the principles of
Hooke’s Law. Named for its seventeenth-century discoverer, a British
physicist named Robert Hooke, Hooke’s Law states that metals will be-
have “elastically” up to a point — they will spring back to their original
shape after being bent. But if they are stretched beyond a certain point,
they will lose their spring and not return to their original shape. Toward
the end of the nineteenth century, inventors began to apply the principles
of Hooke’s Law to bent pieces of wire in an attempt to discover a design
that would use the elastic property of metal to hold pieces of paper to-
gether effectively.

The actual invention of the current paper clip cannot be accurately
credited to any one inventor, though several patents issued at the turn of
the century give us some clues. Many accounts credit the Norwegian in-
ventor Johan Vaaler with the invention in 1899, and Vaaler did obtain an
American patent of a “paper clip or holder” in 1901. However, earlier
patents were granted to Americans Matthew Schooley (1896) and Cor-
nelius Brosnan (1900), both of whose patent applications acknowledged
the existence of other bent-wire devices that they were improving upon.
Brosnan’s invention, marketed as the “Konaclip,” came close to the con-
temporary design except that, instead of featuring aloop within a loop like
modern paper clips, it had an outside loop with a single piece of wire run-
ning down the center, making it more difficult to grasp and hold several
pieces of paper at once.

The design that has come to dominate the paper clips of the twentieth
century is known as the “gem” clip, and it has never actually been
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patented. However, in 1899 a patent was granted to William Middlebrook
of Waterbury, Connecticut, for a machine designed to manufacture them.
The drawings that Middlebrook submitted to the patent office showed a
perfectly proportioned gem paper clip, suggesting that the design was
known and used years before Vaaler, Schooley, and Brosnan claimed to
“invent” their designs. By 1908, catalogues advertised the gem clip as “the
most popular clip” and “the only satisfactory device for temporary attach-
ment of papers” (69). The gem soon replaced the Konaclip as the paper fas-
tener of choice, and has now become synonymous with the word paper clip
throughout the world.

The gem paper clip is a complex piece of engineering whose subtleties

eluded inventors for centuries. Before the paper clip could be developed
and successfully manufactured, physicists had to understand the behavior
of metal, and machinists had to perfect complicated methods for bending
wire without the need of human intervention. However, this complex his-
tory usually remains hidden behind the apparent simplicity of the
device — and this is not unique to paper clips.

@@ Complexity Presented to You and Complexity

You Find

Complexity can turn up in a variety of places in a course. Sometimes it can
turn up in the professor’s lectures or in a book you read: that is, a subject or
issue is presented to you as complex or many-sided. However, the profes-
sor’s lectures or the book will also provide some guidance by presenting the
parts, pieces, or sides in an organized way, perhaps even showing a relation-
ship among the parts. Thus the complexity is already presented to you with
a coherence and a shape, the result of someone’s hard thinking and work.

Consider the following passage from Charles Darwin’s The Origin of
Species. In the chapter from which this passage comes, Darwin is anticipating
various objections to his theory of natural selection and attempting to answer
them in advance. In this passage, he deals with the objection that the long-
term, inexact process of selection would not be capable of producing a com-
plicated, perfect organ such as the eye. He argues that the eye could have
evolved in a series of stages, each useful and well formed for the creature that
possessed it.

To suppose that the eye with all its inimitable contrivances for ad-
justing the focus to different distances, for admitting different
amounts of light, and for the correction of spherical and chromatic
aberration [that is, blurring and color distortion that occur when
light passes through lenses], could have been formed by natural se-
lection seems, I freely confess, absurd in the highest degree. When
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it was first said that the sun stood still and the world turned round,
the common sense of mankind declared the doctrine false; but the
old saying of Vox populi, vox Dei [that is, “The voice of the masses is
the voice of God,” or “Popular opinion is true”], as every philoso-
pher knows, cannot be trusted in science. Reason tells me, that if
numerous gradations from a simple and imperfect eye to one com-
plex and perfect can be shown to exist, each grade being useful to
its possessor, as is certainly the case; if further, the eye ever varies
and the variations be inherited, as is likewise certainly the case; and
if such variations should be useful to any animal under changing
conditions of life, then the difficulty of believing that a perfect and
complex eye could be formed by natural selection, though insuper-
able by our imagination, should not be considered as subversive of
the theory.

From Charles Darwin, The Origin of Species (New York: Mentor, 1958): 168-69.

To understand the complexity of this passage, one must first understand
the rhetorical aim of its author. In the book The Origin of Species, Darwin has
argued that the various traits of different species evolve through a process of
“natural selection” in which accidental mutations that benefit a species are
gradually absorbed by the species. Darwin felt that the biological evidence in
favor of his theory was overwhelming, but he also knew that it went against
most people’s notions of “common sense.” In this passage, Darwin is setting
up a lengthy presentation of biological evidence. He does not actually pre-
sent the evidence in this paragraph; instead, he establishes a framework for
his argument by doing three things:

1. He acknowledges that his theory goes against common expectations.

2. He asserts — through argument and example — that common opinion
is not a good measure of scientific truth.

3. He states that, if he is able to demonstrate with scientific evidence that
the eye has undergone mutations and improvements in the past, then
he is justified in claiming that such mutations were indeed capable of
producing the eye in its present complexity.

In class discussions, essays, and examinations, you will need to be able
to avoid oversimplifications and to discuss the subject in a way that recog-
nizes all the complexities suggested in the lecturer or book. But in doing this
you need only follow the path already opened up by others. Once you have
been given several examples of complex topics, the instructor may begin to
expect more out of you. As you approach new subjects and topics, you may
be expected to find the same kinds of complexities presented to you in previ-
ous cases and topics. The earlier examples will often be treated as models
you should use for developing your own thoughts.

If you keep notes describing how complicated topics are treated in your
readings and lectures, then you may have a better clue as to the kinds of
thinking your professor would like you to develop. For example, a student
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reading the above passage might make the following comment in a personal
journal:

This is an amazing passage, typical of what Darwin
is doing throughout the The Origin of Species. He gets
us to see opposite things about the eye at the same
time. He shows us how wonderful, coordinated, and well-
designed the eye is, solving complex problems in op-
tics; at the same time he says that the wonderful
design did not have to develop in a single coordinated
way, but could be the result of simpler eyes, each of
which worked at its level. Each level could then have
evolved for the next.

In addition to making his point about how the eye
evolved, he is setting us up for all the detailed evi-
dence he has found in nature for different levels of
the eye. So now we know how to make sense of the many
examples that follow. Evolution becomes a way of making
sense of the great complexity of nature recorded in the
book. Thus evolution as a theory tries to make complex
things simple and understandable.

This student, by making sense of the passage, is also making sense of the
meaning of Darwin’s book and theory.

READING ABOUT COMPLEXITY

Read the following passages. Pick two that interest you and comment on
their meaning in an informal journal entry. Consider how the author
brings a complex situation together into a coherent description.

1. Psychology

Sigmund Freud (Civilization and Its Discontents, trans. James Strachey
[New York: Norton, 1961]: 61) discusses how difficult it is for humans to
live without aggressiveness.

It is clearly not easy for men to give up the satisfaction of this in-
clination to aggression. They do not feel comfortable without it.
The advantage which a comparatively small cultural group offers
of allowing this instinct an outlet in the form of hostility against
intruders is not to be despised. It is always possible to bind to-

. , gether a considerable number of people in love, so long as there
M are other people left over to receive the manifestations of their
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aggressiveness. | once discussed the phenomenon that it is pre-
cisely communities with adjoining territories, and related to each
other in other ways as well, who are engaged in constant feuds
and in ridiculing each other — like the Spaniards and the Por-
tuguese, for instance, the North Germans and the South Ger-
mans, the English and the Scotch, and so on. I gave this
phenomenon the name of the “narcissism of minor differences,” a
name which does not do much to explain it. We can now see that
it is a convenient and relatively harmless satisfaction of the incli-
nation to aggression, by means of which cohesion between the
members of the community is made easier.

2. History

Thomas P. Hughes (American Genesis [New York: Penguin, 1989]: 184-85)
presents the importance of technological systems in transforming modern

life.

Since 1870 inventors, scientists, and system builders have been
engaged in creating the technological systems of the modern
world. Today most of the industrial world lives in a made envi-
ronment structured by these systems, not in the natural environ-
ment of past centuries. . . . Today machines such as the
automobile and the airplane are omnipresent. Because they are
mechanical and physical, they are not difficult to comprehend.
Machines like these, however, are usually merely components in
highly organized and controlled technological systems. Such sys-
tems are hard to comprehend, because they also include complex
components, such as people and organizations, and because they
often consist of physical components, such as the chemical and
electrical, other than the mechanical. Large systems — energy,
production, communication, and transportation — compose the
essence of modern technology.

3. Music

Douglas R. Hofstadter (Godel, Escher, Bach [New York: Vintage, 1979]: 8)

describes the structure of a musical canon.

The idea of a canon is that one single theme is played against it-
self. This is done by having “copies” of the theme played by the
various participating voices. But there are many ways to do this.
The most straightforward of all canons is the round, such as
“Three Blind Mice,” “Row, Row, Row Your Boat,” or “Frere
Jacques.” Here, the theme enters in the first voice and, after a
fixed time-delay, a “copy” of it enters, in precisely the same key.
After the same fixed time-delay in the second voice, the third
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voice enters carrying the theme, and so on. Most themes will not
harmonize with themselves in this way. In order for a theme to
work as a canon theme, each of its notes must be able to serve a
dual (or triple, or quadruple) role: it must firstly be part of a
melody, and secondly it must be part of a harmonization of the
same melody. When there are three canonical voices, for instance,
each note of the theme must act in two distinct harmonic ways,
as well as melodically. Thus, each note in a canon has more than
one musical meaning; the listener’s ear and brain automatically
figure out the appropriate meaning, by referring to context.

4, Literary Criticism/Feminist Studies

Gayle Greene and Coppelia Kohn (Making a Difference [London: Metheun,
1985]: 1-2) present an overview definition of feminist literary criticism.

Feminist literary criticism is one branch of interdisciplinary en-
quiry which takes gender as its fundamental organizing category
of experience. This enquiry holds two related premises about
gender. One is that inequality of the sexes is neither a biological
given nor a divine mandate, but a cultural construct, and there-
fore a proper study for any humanistic discipline. The second is
that a male perspective, assumed to be “universal’, has domi-
nated fields of knowledge, shaping their paradigms and meth-
ods. Feminist scholarship, then, has two concerns: It revises
concepts previously thought universal but now seen as originat-
ing in particular cultures and serving particular purposes; and it
restores a female perspective by extending knowledge about
women's experience and contributions to culture.

5. Sociology/ Cultural Studies

Pierre Bourdieu, a French sociologist, in “How Can One Be a Sports Fan,”
begins to consider the process by which sports has come to take a large
place in the modern world.

It is possible to consider the whole range of sporting activities
and entertainments offered to social agents — rugby, football,
swimming, athletics, tennis, golf, etc. — as a supply intended to
meet a social demand. If such a model is adopted, two sets of ques-
tions arise. First, is there an area of production, endowed with its
own logic and history, in which ‘sports products’ are generated,
i.e,, the universe of the sporting activities and entertainments so-
cially realized and accepted at a given moment in time? Secondly,
what are the social conditions of possibility of the appropriation
of the various ‘sports products’ that are thus produced — playing
golf or reading L’Equipe [the French equivalent of Sports Illus-
trated], cross-country skiing or watching the World Cup on TV?
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In other words, how is the demand for ‘sports products’ pro-
duced, how do people acquire the ‘taste’ for sport, and for one
sport rather than another, whether as an activity or a spectacle?

6. Politics

James Madison (The Federalist #51) comments on how the ambitions of
politicians may be controlled.

But of the great security against a gradual concentration of the
several powers in the same department consists in giving to
those who administer each department the necessary constitu-
tional means and personal motives to resist encroachments of the
others. The provision for defense must in this, as in all other
cases, be made commensurate to the danger of attack. Ambition
must be made to counteract ambition. The interest of the man
must be connected with the constitutional rights of the place. It
may be a reflection on human nature that such devices should be
necessary to control the abuses of government. But what is gov-
ernment itself but the greatest of all reflections on human nature?
If men were angels, no government would be necessary. If angels
were to govern men, neither external nor internal controls on
government would be necessary. In framing a government which
is to be administered by men over men, the great difficulty lies in
this: you must first enable the government to control the gov-
erned; and in the next place oblige it to control itself. A depen-
dence on the people is, no doubt, the primary control on the
government; but experience has taught mankind the necessity of
auxiliary precautions.

7. Politics

Alexis de Tocqueville (Democracy in America, Book Two, Chapter 26) dis-
cusses different ways in which people may enjoy equality and how these
ways are different from absolute freedom.

The principle of equality may be established in civil society, with-
out prevailing in the political world. Equal rights may exist of in-
dulging in the same pleasures, of entering the same professions,
of frequenting the same places; in a word, of living in the same
manner and seeking wealth by the same means — although all
men do not take an equal share in the government. A kind of
equality may even be established in the political world, though
there should be no political freedom there. A man may be the
equal of all his countrymen save one, who is the master of all
without distinction, and who selects equally from among them
all the agents of his power. Several other combinations might be
easily imagined, by which very great equality would be united to
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institutions more or less free, or even to institutions wholly with-
out freedom.

Although men cannot become absolutely equal unless they are
entirely free; and consequently equality, pushed to its furthest ex-
tent, may be confounded with freedom, yet there is good reason
for distinguishing the one from the other. The taste which men
have for liberty, and that which they feel for equality, are, in fact,
two different things; and I am not afraid to add, that, amongst
democratic nations, they are two unequal things.

8. Physics

Nigel Calder (Einstein’s Universe [New York: Penguin, 1980]: 122) de-
scribes Einstein’s concept of gravity waves. '

One of Einstein’s most remarkable conclusions was that packets
of curved space — tidal ripples, in effect — should travel through
empty space, far from the massive objects that created them.
Nothing would bring curved space to life better than to sense the
curvature changing: to feel a disturbance running though space
like an earthquake. That is one reason why the search for “grav-
ity waves” became an obsession of experimentalists in the late
1970s.

Einstein predicted gravity waves in 1916, as a quick by-
product of his theory of gravity, in much the same way as James
Clark Maxwell had earlier predicted electromagnetic waves as a
consequence of his unified theory of electricity and magnetism.
The parallel goes further. Electromagnetic waves are created by
the jerking or vibration of electric charges. In a radio transmitter,
electrons oscillate rapidly to and fro; in an atom, electrons can
“jump” into a different orbit, creating visible light in the process;
in a hospital x-ray machine, a beam of energetic electrons
smashes into a target and the violent arrest of the electrons pro-
duces the x-rays. Similarly any vibration or jerking of masses
ought to produce gravity waves. And, just as an electromagnetic
wave exerts a force at the end of its journey by shaking other
electric charges, so a gravity wave can in principle travel through
space and shake other masses.

9. Physics

Stephen Hawking (A Brief History of Time 135-36) considers the shape and
age of the universe, in relation to theories of gravity and geometry.

In the classical theory of gravity, which is based on real space-
time, there are only two possible ways the universe can behave:
either it has existed for an infinite time, or else it had a beginning
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at a singularity at some finite time in the past. In the quantum
theory of gravity, on the other hand, a third possibility arises. Be-
cause one is using Euclidean space-times, in which the time di-
rection is on the same footing as directions in space, it is possible
for space-time to be finite in extent and yet to have no singulari-
ties that formed a boundary or edge. Space-time would be like
the surface of the earth, only with two more dimensions. The sur-
face of the earth is finite in extent but it doesn’t have a boundary
or edge: if you sail off into the sunset, you don’t fall off the edge
or run into a singularity.

@@ Complexity from Multiple Perspectives

To help you develop more complex approaches to your subject, professors
may assign readings that don’t fit together easily, that contradict each other,
or that look at something from different angles. Books of readings in subjects
like public policy, history, ethics, or literary studies often include multiple
viewpoints. Then in discussion or essays you may be asked to make sense of
the complexity.

Consider, for example, the following two passages about the dropping of
the atomic bombs in Hiroshima and Nagasaki, which you might examine in
a contemporary world history course. The first passage defends the U.S. de-
cision made by President Truman in 1945 on the grounds that the bomb
saved many U.S. and Japanese lives that would have been lost had World War
IT dragged on. The second passage contests that, arguing that the war would
likely have ended without nearly as much bloodshed as others predicted.

Japan's defeat was sure, but her leaders were refusing to admit
it. They looked determined to take their people into national sui-
cide — together with perhaps hundreds of thousands of Allied lives
in a hopeless fight to a finish. . . .

The decision to use the atomic bombs was made on this one
overriding consideration: to save countless thousands of Allied
lives that were bound to be the price of having to overwhelm the
Japanese in their own land. That it would also be bound to prevent
the deaths of many more Japanese than died at Hiroshima and Na-
gasaki was unlikely to have figured much, if at all, in the considera-
tion of military leaders hardened by years of total war. But apart
from the battle casualties involving civilians on a huge scale, mil-
lions would probably have died from starvation had every yard of
Japanese territory been fought and won.

From Stephen Harper, The Miracle of Deliverance: The Case for the Bombing of Hiroshima and Na-
gasaki (London: Sidgwick & Jackson, 1985).
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On August 6, 1945, the

American plane Enola

Gay dropped an atomic

bomb on the Japanese

city of Hiroshima. Image removed for copyright reasons.

The conventional justification for the atomic bombing is that
the only alternative capable of securing Japan's surrender was Al-
lied invasion, which would necessarily result in massive U.S. casu-
alties. The most influential text is Truman’s 1955 Memoirs, which
states that the atomic bomb probably saved a half a million U.S.
lives — anticipated casualties in an Allied invasion of Japan
planned for November. Stimson [Truman'’s Secretary of War] subse-
quently talked of saving one million U.S. casualties, and Churchill
of saving one million and half that number of British lives. . . .

Nevertheless, retrospective accounts by Truman, LeMay, Stim-
son, Churchill, and other U.S. and British leaders claiming that the
atomic bomb saved half a million or more Allied lives are grossly
inflated. Declassified files reveal that U.S. military planners at the
time worked with estimates in the range of 20,000 to 46,000 Ameri-
can lives as the projected cost of landing in Kyushu. Most impor-
tant, given the destruction of Japan’s naval and air power, and the
Soviet decision to enter the war, there is strong reason to believe
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that without the atomic bomb, Japan’s surrender could have been
secured well before the planned invasion.

From Kyoko Selden and Mark Selden, The Atomic Bomb: Voices from Hiroshima and Nagasaki
(New York: M. E. Sharpe, 1989): xxx—xxxi.

Although we can never know what actually would have happened if the
bomb had not been dropped, by examining the reasons for and against the
decision we can develop a fuller picture of the situation at the time and
the decision-making process that led to the destruction of two Japanese
cities, the immediate end to the war with Japan, and the beginning of a nu-
clear cold war with the Soviet Union. The sample student paper on pages
303-306 examines this subject in greater depth.

Over a period of classes, a course may present a series of different theo-
ries and several sets of facts on an issue. The professor may make compar-
isons or ask you to compare the different approaches you have been
studying. Particularly toward the end of the course, you may be asked to
compare the different approaches or to see how they might provide different
ways of looking at a particular case. Often exams or final papers will involve
some comparison, evaluation, choice, or synthesis.

The instructor may also use the perceptions, analysis, or research of
members of the class to present complexities. Through class discussions,
group activities, or other assignments, you and other students will present
the many sides of an issue or subject.

@@ Facing Complexity

If the instructor designs the course to have you confront the complexity of a
subject in some way, you are put on a new kind of spot. You are in the posi-
tion of having to recognize and sort out the complications using all you have
learned and your best judgment. Beyond being able to perform well, what is
your stake in doing this? After all, seeing complexity is confusing. You may
no longer have a simple direct answer or response to various situations. You
may no longer know what is right or wrong as you see that people who hold
opposite positions have their reasons. You may find you get caught up in tan-
gles of considerations when you feel as if you just want to act.

These are serious issues, for complexity can easily become an excuse for
not making choices, for not taking action, or for not participating in impor-
tant activities. On the other hand, intelligent choice, focused and fair action,
and cooperative participation with people of many views is made more
likely the more fully you see all the issues and viewpoints at play. Being able
to make sense of all the pieces and putting them together in some coherent
shape that allows you to evaluate the totality of information can keep you
from being overwhelmed. This is true whether you are doing academic re-
search or making business decisions. The purpose of addressing complexity
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is not to become buried in it, but to be constantly seeing your way through it
to informed choice and action.

Two Kinds of Complexity

Let us consider one kind of complexity you may encounter in one of your
courses: an event that looks simple but that can be seen as having many di-
mensions. For example, the old joke goes that only two things are inevitable:
death and taxes. We seem fatalistic about them, treat them pretty much as a
simple and incontrovertible fact of life. But of course, taxes have a history
that is related to the changing forms of rule, the tasks that governments take
on that require expenses, the changing structures of economies, and the
rights and protections granted to citizens. So there is little that is really in-
evitable about taxes. Indeed, some people manage to live their lives outside
the tax system, and others have no tax system to contend with. Even death,
although we all are subject to it, has a history, a sociology, a psychology, and
a literature, as well as a biology. Where and when it occurs, with whose in-
volvement, and with what causes and meanings we attribute to it are the
kinds of issues that make death far from a simple subject. Indeed, there is lit-
tle about death that is inevitable other than it will overtake us. And even that
many people will deny, resist, or explain away.

Most things you look at, as you look more closely, become more com-
plex. Political parties, popular music, the workings of corporations, and even
comic books are no simple matter, each having many varieties or subcompo-
nents, each being the result of complex histories, and each being influenced
by many social and economic forces. As Henry Petroski, the writer on engi-
neering history, has noted, even the pencil and the paper clip have compli-
cated stories behind them. This is one kind of complexity, where something
that appears massive, incontrovertible, and obvious in its meaning turns out
to contain many aspects, variables, and meanings as we look into it.

You will also frequently run into a second kind of complexity, one in
which there is no simple answer to a problem or a definite way to understand
what is going on. In these cases, the complexity is in the discussion that is try-
ing to sort out the issue, rather than in the phenomenon itself. Different peo-
ple may hold and argue different positions, each for their own reasons. To
sort through the discussion, you have to take each of the positions seriously
until you have reason to think otherwise. Only once you understand the var-
ious positions and examine who is holding which position for which reasons
can you begin to evaluate them.

Take, for example, the frequent conflicts that occur when protection of
the environment seems to restrict economic development. People on one side
or another may have a strong commitment to a single principle such as jobs
or the future of the planet, and they may believe that their opponents are ei-
ther innocent idealists or selfish exploiters. But when one starts to look at the
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controversies, one finds that there are informed and intelligent people on
both sides and that they all have their individual reasons. Working through
to some resolution is not simply a matter of picking one side or another on
the basis of a simple decision. Coming to an intelligent resolution requires
understanding the complexity of the problem and the complexity of the
points of view.

Complex conflicts exist not only in the public domain, where people
fight over policies that affect their interests. Among researchers and experts
there are often major disputes as to which account or description of a phe-
nomenon ought to be accepted. What is the cause of AIDS, and what kind of
treatments or potential cures look promising? What is memory? How does
photosynthesis work? What are the origin and nature of dreams? What are
the meanings and consequences of the violence in our media? The more you
look into such questions, you find that there are not only surface differences
on the question at hand, but deeper differences in the way researchers ap-
proach their subjects and why they take their various approaches.

To help you develop skill in these two kinds of complexity, the remain-
der of this chapter will present two kinds of assignments: a description of a
complex event and an open-question paper. In the first you will start to show
the complexity in a seemingly simple event by examining some of its many
facets, showing why and how it is interesting and revealing to look at closely.
In the second you will look at an issue where people may hold alternative
views to figure out what the different positions are, why different people
hold them, and how you might evaluate those alternatives. In all cases it is
important to not jump to an overall understanding right away, but to use var-
ious forms of intermediate writing to work your way through the multiple is-
sues and ideas.

Assignment 1: A Complex Event

For this assignment you will describe some event that depends on many dif-
ferent factors. In an environmental science course you might need to describe
a balance or crisis within an ecosystem that depends on the interaction of
each of several biological and physical systems, the requirements, contribu-
tions, and effects of which need to be described and put into relations to each
other. In a history course you might have to describe an event, such as the
collapse of apartheid in South Africa, that is the outcome of many individu-
als or groups interacting politically, economically, and personally. In a sociol-
ogy course you may be asked to describe a complex social problem, such as
violence in schools, that is influenced by many factors, and that affects sev-
eral groups of people. Or in a cultural studies or communication course you
may examine some contemporary cultural phenomenon, such as the rise of
TV shopping networks, that grows out of a complex of forces and is viewed
differently by different groups of people.

Of course, each of these assignments would require substantial knowl-
edge about the topic, perhaps drawing on material presented in the course or
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requiring additional research. Seeing complexity depends on knowing a
great deal about a subject. So for such assignments it is important to find
something you would like to know about in some depth.

Once you have identified a topic of sufficient interest to explore, you
then identify its various aspects and dimensions. This process will vary with
the nature of the subject, but in any case this is a time for making lists — the
different people, groups, components, organisms, or processes that might be
relevant to the subject and the different ways of looking at each of them. In
making lists, you can draw from the professor’s lectures and the textbooks.
What kinds of pieces and what aspects did they consider relevant in dis-
cussing similar subjects? Then for each of the elements you identify how you
will find out about them or what information you have at hand (such as from
your course and textbook) that will tell you about their role.

After you have gathered information about each of the elements, you
start sketching out how the parts fit together or relate to each other. This is a
time for outlines, matrixes, flow charts, or other devices that help in putting
material together. If after juggling the pieces together for a while, no picture
becomes clear, you might begin freewriting or even do a first draft, in the hope
that once you begin to lay the parts out through writing you will begin to
grasp the overall picture. As you come up with some kind of big picture, you
should try writing a few summary sentences identifying the major parts of
the picture and how they fit together — and then suggesting some conclu-
sions.

Once you have written these preliminary pieces, you are ready to start
writing a regular draft, using your summary statement or something like it
in the opening to help your reader become oriented to the subject. Even
though the topic was confusing to you as you were working your way
through it, it should not be confusing for your reader. All your work in sort-
ing through the subject has its payoff in your being able to explain it clearly
to the reader. You should present the vision you have at the end of your work
rather than throwing readers into the confusion you had to work through.

Sample Student Essay

The following paper from a sociology course in contemporary urban prob-
lems shows how one student moves beyond simplistic views of the Los An-
geles riots of 1992 to examine the many factors that contributed to the violent
outbreak.

Moira Jimson
The Rodney King Riots: A Case of Complexities

When four Los Angeles police officers were
videotaped using what appeared to be excessive force



Part Five Dealing with Complexity 297

against Rodney King, Americans saw excerpts of the tape
on an almost daily basis for more than a year. When the
officers were finally brought to trial in April of 1992,
most people assumed that it would be an open-and-shut
case. And when the jury returned verdicts of not guilty
on almost all counts, the City of Los Angeles erupted
in violent riots that became one of the worst civil
disturbances in our nation’s history. But what was be-
hind the violence? Conservative commentators were quick
to judge the riots as a procession of “thugs and hood-
lums” who were “enjoying the opportunity to wreak havoc
on society, without fear of reprisal by law enforce-
ment” (Limbaugh 220-221). But, in retrospect, most so-
cial commentators see the riots as a very complex
phenomenon. The initial, widespread shock at the Rodney
King verdict set off a spark, but the explosion was
caused by economic and racial tensions that have been
brewing in Los Angeles —and other large urban centers —
for many years.

The initial spark that set off the riots came
from people’s shock at the not guilty verdicts. This
shock went far beyond mere disappointment; it was some-
thing that people could literally not believe or under-
stand. Every American with a television set had seen
countless replays of a videotape that showed the police
beating King relentlessly and repeatedly. For most peo-
ple, the tape alone proved beyond a shadow of a doubt
that the officers were guilty. A CNN/Time poll taken im-
mediately after the verdict was announced showed that
78% of black respondents and 79% of white respondents
expected a guilty verdict (“The Fire” 22). Many ac-
tivists were so sure of the evidence that they were al-
ready considering the case a victory for the
African-American community — something that showed that
the legal system could sometimes work to protect the
rights of minorities and punish police who abused their
power. June Jordan, in an editorial for Progressive
magazine, expressed the sense of betrayal and frustra-
tion that she and many others felt upon hearing the
outcome of the Jury’s deliberations:

Because there had been a videotape docu-
mentary of the police assault on Rodney
King, I had expected, along with millions
of other African-Americans, that for once
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the guilty would be punished and the vic-
tim would be protected by due process un-
der the law. But the visual documentary
evidence of unlawful police violence —evi-
dence that was sickening to watch even at
the remove of a TV set —that evidence did
not carry the day. Racism carried the day.
(Jordan 12)

But the disappointment caused by the verdict
did not cause the riots; it merely triggered them. The
underlying causes are far more complex. In the first
place, the Los Angeles inner-city area had been hit
hard by an economic recession between 1988 and 1992. At
the time of the riots, the countywide unemployment rate
was 10.4% — three and a half points higher than the na-
tional average, and the poverty rate for families in
South Central Los Angeles was higher than it was in
1965 — the year of the famous Watts Riots (Lacayo 28).
Not only was the economic situation grim, but it was
disproportionately so for the African-American commu-
nity. The Rodney King verdict ignited feelings of help-
lessness and rage that had been collecting throughout
the long recession in a community that had been harder
hit in that recession than almost any other in the
country.

But the racial factors involved in the riots go
far beyond these economic factors. The King verdict set
off racial tensions that have been building in Los An-
geles —and in America — for many years. Many people saw
the King case as a microcosm of race relations in Amer-
ica. Writing in the wake of the LA riots, political
scientist Roger Wilson argues that the riots were
caused by “widening racial polarization, inequalities,
and tension” between blacks and whites in America. Wil-
son contends that these tensions have resulted in a
feeling of hopelessness and despair that makes unrest
inevitable:

Many African-Americans, especially young
males, living in inner cities see them-
selves as becoming worse off in the 1990s.
For black males between the ages of 15 and
34, homicide is the leading cause of
death, one fourth are in prison or on pa-
role or probation, and the unemployment
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rate is twice that of young white

men. . . . The notion of a genocide conspir-
acy is growing within African-American
communities, and with such observable so-
cial disparities and discrimination,
racial tension is bound to run high.

The Rodney King case, then, became a test case for the
future. Had the jury returned a guilty verdict, people
would have felt that, in the words of one African-
American law student, “we do have rights and you can’t
beat us within an inch of our lives and get away with
it” (“The Fire” 22).

Despite what many people think, the Rodney King
Riots were not just an opportunity to loot, kill, and
sow discord in American society. They were the end re-
sult of a very complex set of social, political, and
cultural conditions — every one of which contributed in
its own way to the tragedy. Had the verdict been an-
nounced at another time, or in another city, it might
have been received with only mild disgust. Had economic
conditions been better, people might not have been
frustrated enough to riot. And had journalists, news
commentators, and politicians been less certain of a
guilty verdict, they might have better prepared us for
the actual decision and prevented the initial shock
that ignited the violence. But the shock of the deci-
sion, combined with the social conditions that existed
at the time, set off an explosion that will not be for-
gotten soon.
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hlﬂkmg 1. What is the event that Moira Jimson tries to explain in this paper?
; Ab : ¢ What are the basic facts of that event?

o6 2. What previous event is usually thought of as causing the riots? Why
Student is this event seen as a cause? Why doesn’t Moira Jimson see this as

s adequate explanation?
Writing e

3. What does Moira see as the underlying causes of the L.A. riots? What
does she use to explain and support her reasoning? What conclusion
does she come to?

4. What is the overall organization of this essay? How does Moira Jim-
M son gradually lead the reader into the complexity of her subject?

ssignments DESCRIBING COMPLEXITY

1. Describe a poem, short story, piece of music, video, or work of art
that you are familiar with and in which you find several things going
on simultaneously. In your description, make clear several kinds of
experience or elements the work offers and how the several parts are
related to the total experience.

2. Describe an event in your community or college that is the result of
complex forces. Present a view of the event that allows us to see all
the elements that went into bringing the event together. You may use
newspaper and other sources for both facts and the opinions of vari-
ous people involved in the event.

3. Describe the way a group of your friends relate to each other. Show

how this interaction is a result of their different personalities, histo-
: ries, interests, and goals.

Assignment 2: An Open Question

All fields have open questions — that is, questions on which people hold a
variety of positions for good reasons. In your courses your textbooks and in-
structors may present you with alternative views and theories to show you
that several positions are possible and to give you practice in comparing per-
spectives. As you become more involved in your field, you may be asked to
read or write reviews-of-the-literature papers. This kind of paper summa-
rizes current research around open questions in a field to see what conclu-
sions are emerging and what future research is needed.
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In writing any such comparison or synthesis, it is important to begin
with a careful understanding of each of the texts or statements you are ex-
amining, taking it seriously in its own terms. To aid in this process, it is often
useful to begin by summarizing each of the articles or texts. In these sum-
maries, identify the reasons for which the authors hold their positions. What
kinds of arguments and evidence do they use? What kinds of orientation to-
ward ideas, theories, and problems are unstated but help explain their posi-
tion? How do their positions relate to their other interests or ideas? Will the
position presented in one article help advance some other cause or help solve
some problem? You can explore these background questions in informal
journal entries or notes after you finish the summary.

After you have summarized and explored the background of each of the
statements, then you can compare them, both in what they explicitly state
and in their background. Comparison charts, informal journal entries, or vi-
sual representations may be helpful in sorting out how the articles relate to
each other. First you define exactly what the issue under discussion is. What
common issue are all these positions addressing? Then you pinpoint the di-
vision or differences among the various statements. They may agree on a
number of points and their differences may be focused on a few issues, or
they may differ on all counts. Next compare the reasons for which they hold
their position — the kinds of arguments and evidence they use — not only to
determine who has the better, more complete, or more accurate support, but
also to see if they use different kinds of evidence and reasons. Then you con-
sider any underlying reasons for which the writers might hold to their posi-
tions.

Once you have sorted out how the positions stand with respect to each
other, you explore how you stand with respect to them. How do you evaluate
them? Can you reconcile or synthesize the points of view? Do you find one
more reasonable or useful than another? Do you find the whole debate mis-
guided? Use an informal journal entry to explore your ideas.

Having worked through the issues and developed your own overview of
the discussion and your position with respect to it, you are ready to write a
draft. As with the previous paper, write the draft from the perspective you
have now developed. Lay out your overview and position right in the open-
ing of the paper. Frame your presentation of each of the writers by relating
their positions to your overview and to the other work you are talking about.
Then go back to examine where each of the authors stands, what kind of ar-
gument they make and the relevant background. That is, don’t make the
readers do the work you have just done —rather present what you have
found so that they can gain by the perspective you have developed. Your in-
structor will be looking for the kind of perspective you have developed as
well as the carefulness and fairness with which you treat each of the posi-
tions.
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@7 USEFUL CONCEPTS FROM RHETORIC

Stasis, Where Disagreements Meet

Ithough people may have different points of view, those differences
only become focused and possible to discuss when they meet over

a specific issue. Without a meeting point people can circle around
their beliefs and differences all day without getting anywhere. And unless
there is a specific issue at question, there may be no reason to state just how
different your views are on one subject or another; it may just get people
upset to no purpose. To have a useful conflict that can lead to resolution or
at least clarification of the issues, a specific point of opposition needs to be
located and the “question joined,” as they say in law. You may, for example,
have differences with your roommate over politics, but unless you just
want to have the fun of comparing thoughts and matching wits there is
usually no need for your taking up precious time and building up animos-
ity over a topic you will never agree on. If, however, your roommate de-
cides to make your room the campus headquarters for her advocacy group,
you do have an issue to discuss. But the issue is likely not to be the value of
her cause, but rather your rights to use the room to study and sleep in.

In classical rhetoric this point of juncture is called the stasis (or “stand-
ing point”). This is the point where the argument stands still long enough
for people to define their disagreements and arguments. In criminal cases,
for example, the issue is usually defined by a criminal charge — for exam-
ple, whether the defendant is guilty of murder. The defense, however, can
decide more precisely where the issue should be joined:

1. Qver the facts. 1f it can be established that the defendant was in an-
other city or the deceased died of natural causes, the murder charge
goes away.

2. Ower the definition or meaning of the facts. The defense can admit all
the facts but still argue that the killing was not murder but an act of
self-defense. This changes the focus of the argument to motives and
perception of threat.

3. Owver the value of the act. If one cannot deny the facts or define the act
differently, one can still argue that the act was a good thing. Perhaps
the murdered person deserved his or her fate because of evil he or
she had done to the murderer’s family, or perhaps the murder was an
act of compassion for a terminally ill comatose patient.

4. Quer procedure. If all stronger arguments fail, the defense can try to
shift the issue to whether this court has jurisdiction over the case. If
the case could be moved to another county or to juvenile court or the
events had passed beyond the statute of limitations, perhaps the vic-
tim can still get off.

These four kinds of issues are in fact the standard stases in classical
rhetorical argument: fact, definition, value, and procedure.
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@@ Sample Student Essay

The following paper from a contemporary world history course combines in-
sights from both sides of the controversial decision to drop the A-bomb. The
result is that the essay moves beyond simple oppositions of right and wrong
to see how the dropping of the bomb influenced many different aspects of in-
ternational politics, to which there were no simple answers. Decisions were
made on the best estimates and judgments people at the time could come up
with, no matter how we may come to judge them at some later date.

Robert Higginson
Dropping the A-Bomb: Conflicting Views
and Complex Realities

On August 6, 1945, the American plane Enola Gay
dropped an atomic bomb on the Japanese city of Hi-
roshima. Two days later, another plane dropped a simi-
lar bomb on Nagasaki, and by the time the mushroom
clouds cleared, the two bombs had killed more than
110,000 people on impact, with many more deaths to come
from fallout and radiation poisoning. President Tru-
man’s decision to use nuclear weapons was undoubtedly
one of the most fateful decisions of our century, and
it has also become one of the most controversial. For
some, the decision to drop the atomic bomb was a cruel,
racist, unnecessary action that took civilian lives un-
necessarily and has caused America to be “branded with
the mark of the beast” (Baldwin 107). For others, the
atomic bomb was a “miracle of deliverance” (Harper)
that shortened the war and saved hundreds of thousands
of lives in both America and Japan. Both of these posi-
tions, though, represent simplistic reductions of com-
plex historical conditions. The decision to drop the
atomic bomb was bound up with two very complicated sets
of considerations: the necessity of ending the war with
Japan without a costly invasion, and the desire to es-
tablish supremacy over the Soviet Union in the postwar
era. Both of these are complex considerations that have
occasioned a great deal of debate among laypeople and
scholars of history alike.

The initial justification for using atomic
weapons was that they were the quickest way to end the
war and save lives. One recent historian who has taken
this view is Stephen Harper, whose 1985 book Miracle of

Deliverance: The Case for the Bombing of Hiroshima and
Nagasaki presents a strong case for the use of the
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A-bomb. Harper documents the fact that, before they
knew that atomic weapons would be available, the Allies
were planning a massive invasion of the Japanese main-
land — one that was expected to draw high casualties on
both sides. Truman himself, writing in his 1955 Mem-
oirs, put the number of expected American deaths at
least half a million (Truman 416), while Henry Stimson,
Truman’s Secretary of War, projected that, by the end
of a prolonged military campaign, the figure could have
gone as high as one million (Stimson and Bundy 630). In
addition to these American casualties, Americans had
every reason to suspect that the Japanese, though hope-
lessly outnumbered and outgunned, would fight a desper-
ate battle on the homefront. “They looked determined,”
Harper writes, “to take their people into a national
suicide . . . in a hopeless fight to the finish” (205).

However, not all historians share Harper’s high
estimates of American casualties or his conclusion that
Japan would never have surrendered without a costly
military invasion. In their book The Atom Bomb: Voices
from Hiroshima and Nagasaki, Kyoko and Mark Selden ar-
gue against both contentions:

Declassified files reveal that U.S. military
planners at the time worked with estimates
in the range of 20,000 to 46,000 American
lives as the projected cost of landing in
Kyushu. Most important, given the destruc-
tion of Japan’s naval and air power, and
the Soviet decision to enter the war,
there is strong reason to believe that
without the atomic bomb, Japan’s surrender
could have been secured well before the
planned invasion. (xxxi)

If we accept this evidence, then there are serious rea-
sons to believe that America dropped the atomic bombs
unnecessarily. If the Japanese forces were so close to
defeat and so demoralized that they would have surren-
dered before any planned American invasion, then the
civilian casualties incurred at Hiroshima and Nagasaki
might have been avoided without any great loss of life
to either side.

But both authors agree that, despite what press
reports said at the time, the American leaders who de-
cided to drop the bombs were thinking of more than just
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a Japanese surrender. As the Seldens write, “their
analysis of planning for the postwar period, from 1942
forward, underscores official designation of the Soviet
Union as the primary threat to U.S. supremacy in world
affairs” (xxxi). Americans knew that their possession
of nuclear weapons would be a decisive advantage in
postwar dealings with the Soviet Union, and, before
giving the final order to drop the first bomb on Hi-
roshima, Truman is reported to have said, speaking of
the Soviets, “if it explodes like I think it will, I’1l1
certainly have a hammer on those boys” (Norton 827).
From the Seldens’ perspective, American leaders were
acting in bad faith by using Japanese civilians as
demonstration models of American superiority.

While Harper admits that the Soviet threat was
important in the decision to drop the bomb, he argues
that this ultimately worked in favor of the Japanese,
since, before the explosions, the Soviets had already
declared their intentions to participate in the inva-
sion and annex a portion of Japan as their reward:

There is little doubt that some American
chiefs welcomed the exclusiveness of the
power which possession of the atomic bomb
gave them to restrain growing Soviet as-
sertiveness. Stalin had steamrollered the
West into acceptance of his plans for
Poland, the Baltic States, Finland and the
rest of Eastern Europe. After that, West-
ern hands were strengthened to resist not
only his ambitions in the Bosphorus but
also his desire for a share in the occupa-
tion and control of Japan — the same desire
which was even then causing problems in
Germany. (206)

Had the bomb not been used, Harper argues, there is a
very good chance that Japan, much like Germany and Ko-
rea, would have been carved up among competing Super-
powers and never allowed to develop political or
economic independence as a whole country.

In human terms, the bombs dropped on Hiroshima
and Nagasaki were great tragedies, but so were the
purely conventional bombings of Dresden and Tokyo — both
of which killed more civilians than either of the
atomic bombs that were dropped. However, these atomic

305
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weapons did more than just end one war, they also began
another war — the Cold War. For fifty years, the nuclear
terror that was unleashed on Japan served as a symbol
of the ultimate destruction that always lurked just
around the corner. We can never know for sure what was
going through Truman’s head when he gave the ultimate
order to use these weapons, nor can we say with any
certainty what would have happened had he made the op-
posite decision. However, the factors involved in the
decision, and the myriad of historical forces that it
set in place are much too complex to be reduced to sim-
ple absolute statements. In deciding to drop the atomic
bombs, the Americans were neither righteous saviors of
the world nor depraved monsters intent on genocide;
they were ordinary people dealing — sometimes well and
sometimes poorly — with a very complex set of historical
variables that they could only partially control.
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Q@0

1.

What is the controversy that Robert Higginson examines? What his-
torical event is at the heart of the controversy? What sides to the con-
troversy does the essay present?

What facts and ideas lie behind the two positions? Why do the two
sides disagree? What is at stake in one side or the other being right?

What specific points of disagreement between the two sides does
Robert Higginson identify? What points of agreement? To what ex-
tent is Robert Higginson able to reconcile or adjudicate the two
views? What does he leave unresolved? What conclusions does he
come to?

How does the structure of the presentation balance the two views?
Which paragraphs about one side mirror paragraphs about the other
sides? Which paragraphs and sentences bring the two sides together?
In what way? Which paragraphs and sentences create a broader view
that encompasses both views?

WRITING ABOUT OPEN QUESTIONS

1.

Choose a recent, controversial issue in your school or community and
conduct research into the different points of view. Look at official
publications, statements, newspaper articles, speeches, letters to the
editor, and any other forum where this issue is discussed. Using the
information you gather, write a brief paper summing up the different
sides of the controversy.

Select an issue in your major field of study where experts disagree
with each other. Read at least one major statement (book chapter, arti-
cle, etc.) from an expert on each side of the issue and then write a
brief summary of this disciplinary conflict.

Read the following passages on intelligence testing and the way it is
applied to individuals and groups. Then write a paper giving an
overview on the issues and the various positions people take.

A. Howard Gardner

Excerpt removed for copyright reasons.
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From Howard Gardner, Frames of Mind: The Theory of Multiple Intelligences. (Basic Books, 1983):
3-4,8-9.

B. Richard Herrnstein and Charles Murray

Excerpt removed for copyright reasons.
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From Richard Herrnstein and Charles Murray, The Bell Curve: Intelligence and Class Structure in
American Life. (Free Press, 1994): 19-21.

C. Richard Nisbett

Excerpt removed for copyright reasons.
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From Richard Nisbett, “Blue Genes,” The New Republic 31 October 1994: 15.

'ng ' - Locate an electronic database or Web home-page for some complex issue
e an or event. This database or page should incorporate many different kinds
l_nVOIV Ed : of information and sources or contain links to many other different re-

= oy 20 z - - X . h . . . . h
Electron ,ca”y sources. Discuss the various kinds of information and resources that are

considered relevant to the issue or event, why they are all considered rel-
evant, and what they each lend to understanding. If you are examining a
Web page, you may also consider how the hyper-text organization of ma-
terial either helps or hurts our comprehension of the complexity of the is-
sue or event.




Writing About
Case Problems

AIMS OF THE CHAPTER

Case problems ask you to apply what you have learned to the facts of a spe-
cific situation. These problems often appear in practical courses such as
management, marketing, teaching, engineering, or writing. This chapter in-
troduces the goals, logic, and process of writing case problems.

KEY POINTS

1. Case problems ask you to analyze a real or hypothetical situation and
suggest a solution or course of action.

2. In case studies, you apply all you have learned to practical problems as
they appear in real settings. Problem cases help you think about the
complexity of real situations and the multiple factors that influence any
outcome.

3. In writing about case problems, you formulate the problem, get a sense
of the form a solution might take, display all the relevant facts in the
most useful way, put the facts together, and develop a plan of action.

4. In writing a case report, you present a problem definition, the criteria
for a successful solution, a description of the situation and relevant
facts, your analysis and solution, and arguments for the value of your
solution. Depending on the situation, an abstract may also be needed.

QUESTIONS TO THINK ABOUT

® Have you wondered whether what you have learned in your courses
will ever actually help you decide how to act in a specific situation?

® What kinds of professional situations might you be involved in after
you graduate?




PartFive Dealing with Complexity 317

® Which courses might you take in which you will have to solve practical
problems? What kinds of problems will these courses ask you to ad-
dress?

Math books present small simplified problems, many already set up in
mathematical terms. If you apply the appropriate set of procedures to mani-
pulate the numbers, you come up with the right answer: (7 + 2 - 3) x 5= 7

Life presents big, complicated problems with no clear terms for thinking
about them and no fixed procedures for solving them. Even as you find some
way to come to some decisions and work your way through them, you never
know whether you have the right answer — you are usually happy if your
choices have more positive consequences than negative. Moreover, even if
the outcome is good, you often don’t know exactly what you did that led to
the happy result.

Word problems in math do attempt to connect math with life: 3 apples
plus 5 apples; Joe goes to the supermarket with 3 dollars to purchase 6
kumquats at 43 cents each. Such problems actually start helping you as you
go to the supermarket and have to compare the money in your wallet to the
goods piling up in your basket. So the specific procedures of math do help
you make some choices in real-life problems.

But going to the supermarket still remains messy. You are on a diet and
your sister loves donuts. You have politically conscious guests coming for
the weekend, and they will notice if you serve ecologically wasteful foods.
You only have an hour for shopping before you have to leave for class, the
parking lot is crowded, and there are long lines at the checkout.

As simple a problem as food shopping involves personal tastes, politics,
ecology, nutrition, body image, personal finances, the national economy, and
natural disasters in coffee-growing regions. In your shopping you may take
into account what you know about nutrition and diet as well as the nutri-
tional information listed on the packets, what news media have said about
how political contributions influence legislators, and what your experience
tells you about the importance of good family relations. These bits of knowl-
edge complicate your life by making you more aware of the dimensions of
any choice; nonetheless, they also provide ways of thinking through the
problem and coming to choices. Insofar as you can clearly define each of
these problems in relation to the specific knowledge and procedures you
have learned, the more certainly and directly you can come to some conclu-
sion. Some problems may be number problems, as in the calories from a nu-
trient chart, but some clearly are word problems, such as evaluating how
tempted you will be if donuts are left around the house, where you can hide
them from yourself, and whether you will hear yourself when you tell your-
self “No!”

Fortunately, every time you go shopping you don’t have to deal with the
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Image removed for copyright reasons.

whole economy, your total psychology of dieting, or your entire history of
family relationships. You focus your concerns and make your choices as best
you can because you have to. You reduce the complexity to manageable pro-
portions. Practical problems have a way of tying together complexity and
then focusing on what is important for making a decision. Some academic
subject areas directly prepare you to solve real-world problems: engineering,
business, social work, teaching, journalism, and law. There you learn the rel-
evant complexities of the world so you can make intelligent choices about
how to run a business, teach a class, develop a piece of software, or write a
news story for the morning paper. Problems bring the potentially unending
complexity of life together into an intelligible framework.

Even those who study purely academic subjects in the most abstract dis-
ciplines, seemingly far removed from the world’s mess, still wind up having
to address problems — philosophical problems, research problems, and
problems of deciding what knowledge is worth knowing. So as you immerse
yourself more and more in the complexities of your subject, you are also
more and more likely to become focused around the problems that define the
work of your specialty or profession. In some majors this happens early —
business students are presented with case problems from the first chapter of
introductory textbooks — and in other majors it happens later.

One way to learn to deal with complex problems is through studying
cases. In fact, case study is one of the main tools in business and legal educa-
tion. Illustration cases present both problems and the solutions that individ-
uals or groups have come to. The case discusses the factors affecting the
situation and evaluates how well the people solved their problem.
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Consider the following case from a marketing textbook at the end of a
chapter on sales promotion. The case opens with a description of the problem
facing the soft drink brand Dr. Pepper in trying to compete with the more
popular colas. The case then examines the solution of special promotions, de-
scribed in detail. The case ends with an analysis of the results to the promo-
tion strategy. The discussion questions that follow in the textbook point
toward the main issues raised in the case.

Excerpt removed for copyright reasons.



320

Chapter Fourteen ~ Writing About Case Problems

Excerpt removed for copyright reasons.

Court decisions also are forms of problem solutions. From the represen-
tations of the two opposing sides, justices must define the problem (that is,
determine the issue), evaluate the issue in relation to the relevant facts, rul-
ings, and law, and come to a decision, or “holding.” The holding resolves
problems of who is in the right, who should be rewarded or punished, and
what should be permitted or prohibited. The excerpts of Supreme Court de-
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cisions on pages 140-144 provide examples of how problems and solutions
are presented in law.

As you gain more skill in a field, more of the responsibility for the prob-
lem is yours. You may be given the facts of the case, but it is up to you to de-
fine the problem and come up with the solution. Business students in
advanced courses are given 20- or 30-page cases filled with extensive detail
which they must sort through before they make recommendations. Law stu-
dents, after they have “briefed,” or summarized, many court cases, must
write their own arguments. Engineering and architecture students are given
increasingly difficult problems of design, usually resulting in a major design
project in the senior year. Often the projects are more than classroom exer-
cises, since they are prepared for actual companies where students have
worked as interns.

Solving problems draws on all you have learned. As you make sense of the
details of a case, you must thinkabout how ideas and models you have learned
might apply in the situation, analyze which factors are the most important,
and then find a solution that best addresses the factors you have analyzed.

@@ Writing and Problems

In studying how people solve problems, psychologists have found that it
helps to externalize your thinking process — to get the thinking outside of
your head so you can organize and examine it. Writing allows you to put
your thinking on paper, where you can look at the various parts of the prob-
lem and your reasoning.

However you solve the problem, you will need to represent your solu-
tion to others and convince them that your solution is correct. This is espe-
cially true for problems presented in a class context, where the professor is
also looking to see how you reason through a problem and how you use the
knowledge you have learned to help you think through the problem.

The writing you may do in working through problems and in represent-
ing the problem and solution to others may use mathematical or other special
symbols, may use drawings and other graphic displays, or may be in more
common, everyday prose. The method of representation will depend on the
kind of problem and materials you are working with. Computer programs of
many sorts can help you in working through, organizing, calculating, and fi-
nally presenting the problem. These also will vary in relation to the problem
you are working with, and you would be wise to look into the representa-
tional and problem-solving practices of the field, as well as the electronic
tools currently being used. The courses in your specialties will likely intro-
duce you to the usual way of representing and working through problems.

Psychologists have found some practices important in most problem
solving. The following presentation of these techniques emphasizes the way
inwhich forms of writing can help and the kinds of problems that involve or-
dinary language, resulting in a written report. These problem-solving tech-
niques are also appropriate for nonverbal processes that may be thought
about and represented in mathematical, graphical, or physical ways.
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Steps in Solving Problems

Formulating the Problem

Perhaps the most important step in solving a problem is formulating it. The
solution you seek depends on how you word the problem, and different
wordings may set you on different paths. So it is very important to find a for-
mulation that crystallizes the problem.

Many problems can be seen as a current situation that you would like to
see transformed in a certain way. To do this, you have certain constraints and
obstacles to overcome and certain resources you can use. Through some se-
ries of actions, you wind up with a new and desired situation. Think of the
classic puzzle of the farmer, a chicken, a fox, and some grain that need to be
transported across a river in one small boat. In the beginning situation, all the
creatures and objects are on one side of the river, and the goal is to get them
all on the other. The constraints are the size of the boat, the fox’s tendency to
eat chickens, the chicken’s tendency to eat grain, and the grain’s tendency to
be eaten by passing birds if left untended. The means are to transport the ob-
jects one by one and the ways in which the objects can be combined or iso-
lated. The solution would be to specify which ones to carry in what order.

This is not so different in form from many problems in business, where
you have a situation that may have some unfortunate consequences and you
need to transform it to some happier state, like greater efficiency or harmony
or profit. You have only limited means and must take into account all the
constraints — so you are looking for opportunities. Similarly, in engineering
design problems, you have some capabilities and resources, but you need a
component to make the system work. Architectural, social, or political prob-
lems can also be defined in similar ways.

If your problem is to transform a situation, you need to specify the cur-
rent situation, the desired final situation, the possible means of transforming
the former to the latter, and the constraints and obstacles that must be over-
come.

Another typical kind of problem is a diagnosis, in which you determine
how to fix something that is broken or has gone wrong. You must first
understand how the system operates and what factors are essential to its
success, whether you are concerned with an electric dynamo or a well-
functioning family. You then identify those elements that are not as they
should be in the particular problem case and present a plan for remedying
the difficulties.

A third kind of problem often appears in legal, negotiating, or other ad-
judicating contexts. In these problems you sort out the claims of disputants
and determine a resolution of the dispute. Here are the facts of the case; the
principles that guide solutions; the rights and obligations of the participants;
the power, interests, and perceptions of the participants; and the conse-
quences of various solutions are all taken into account.

Whatever kind of problem you have, the better you define it in mean-
ingful and useful terms for yourself, the better you can focus your energies in
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solving it. If an initial formulation is handed to you by the instructor or the
textbook, you still need to restate the problem in your own terms. Then it
may be useful to chart out the various parts of the problem. A list may be ad-
equate, but a flow chart or other graphic representation may be even more
useful.

Once you have the parts of the problem laid out, you may want to think
through what is difficult or simple in the problem. Freewriting can help you
consider which obstacles seem more difficult than others or raise new ques-
tions. It may also tell you whether you may be able to define the desired end
state in even more specific terms. Annotating your chart with added com-
ments can also help you see whether there are any hidden assumptions or
variables in the starting situation. Any kind of note taking may help you con-
sider parts of your problem formulation more deeply.

Searching for the Form of an Answer

Once you have a sense of the problem, and particularly the goals you want to
accomplish, you can probably see fairly clearly what form the solution will
take. For example, in the farmer-crossing-a-river problem, you know you
will have to establish a sequence for carrying the items across and that that
information could be presented in a chronological list. Now consider that
your problem is to propose a marketing strategy for a new product. If you
know that marketing strategies usually contain an analysis of the demo-
graphics of potential consumers, a discussion of the media that reach those
consumers, an analysis of what might attract them to the product, a theme
for the marketing campaign, and a budget, then you have a pretty good idea
what you are looking for. Moreover, if you know that such a plan is usually
presented in a standardized format with the specific topics that needed to be
covered defined by the standard sections of the report, each sectionhaving a
standardized presentation, your work is pretty well defined for you. (See the
discussion of genre on pages 209-210.)

You may not be able to predict in advance what form the solution of
more open-ended problems or more unusual problems might take. Nonethe-
less, the more you think about the factors that must be fulfilled to solve the
problem, the more you will gain a sense of the kind of solution you are look-
ing for.

Becoming Aware of the Facts and Using Them

With a clearer view of what you are looking for, it is easier to identify what
facts are relevant and what will help you sort through the problem. If all you
know or can know about the problem is given in a case statement in the text-
book, then you need to reexamine it to pull out the most important and rele-
vant data. In fact, with your new understanding of the problem, some facts
may leap out at you. On the other extreme, if the problem involves a real-
world situation, such as from fieldwork or a job-related project, then you
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need to identify for yourself what information you need and how you can
collect it.

You can even think about an ideal shopping list for information. If you
could have any information at all about the problem, what would most help
you solve the problem? Once you have developed a wish list, you can then
think which items you might get or what information might serve as a sub-
stitute. You might get that information from a person, existing documents, or
your own data collection and measurement, or you might seek the informa-
tion in a library or a reference source.

It is helpful to make a long shopping list, because in the course of this
brainstorming you may realize that one kind of information will open up the
whole problem. Then you can eliminate the rest of the list. Any information,
if it is relevant, helps a great deal. Discovering some facts can cut through a
lot of uncertainty, guessing, and hunches. Paying attention to the facts, al-
though it can’t directly tell you what to do, can help you see which choices
are more realistic.

From Facts to a Plan

Depending on the problem, there will be great variation in how you put the
facts together. Sometimes facts will lead almost directly to a solution. At
other times you may have to work to pull everything together. You may need
extensive analysis (see Chapter 9) or synthesis of complexity (see Chapter
13). Even with the big picture clear, a solution that addresses all the complex
factors may still require some ingenuity.

Whatever method you use to sketch out your solution, it is always useful
to rethink the specific details. As your plan becomes more concrete, you may
discover that you know better what you need to accomplish, and you may
find an even simpler and more direct way to accomplish it. Your solutions
may help you know even better what the problem was.

Writing Up the Presentation

Often there are highly standardized formats for presenting problems and so-
lutions in particular disciplines or professions. You should seek out appro-
priate models and guidelines to follow. The following general principles may
help you in many cases, even when you are working with a standardized for-
mat.

State the problem clearly near the beginning. This orients your reader to-
ward what you will accomplish in the paper and provides a way of inter-
preting and evaluating what you present. Stating the problem clearly also
focuses the reader’s attention on the importance and interest of your solu-
tion. In some cases it may even be useful to explain why the problem is in-
teresting or important, or why the way you formulate the problem is an
improvement on usual ways of defining the problem.

Stating the problem near the beginning also helps you structure the pa-
per because it defines the central theme that ties the presentation together.
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All the parts of the presentation to follow can be presented in relation to the
problem.

Give an idea of the kind of solution that would be adequate for the problem.
Identify what a good solution would have to accomplish, what form it would
have to take, or what conditions it would have to meet. This statement pre-
pares your readers for the solution you will propose and offers them criteria
by which to evaluate that solution. If your solution follows the form and ful-
fills the criteria you have established, it is likely to appear strong and per-
suasive.

Elaborate the problem by presenting the relevant detailed facts. Specify the
details that define the starting situation, the constraints, the obstacles, the re-
sources, the opportunities, and the puzzles. These details give the readers a
clearer idea of the problem and provide the basis for your analysis. Be selec-
tive. By presenting some details as relevant, and not others, you are indicat-
ing what you think is important to understanding the problem.

Although you have some flexibility in how you present the problem,
knowledgeable readers may see the problem in different ways and might
wonder why you present some facts and not others. Moreover, your instruc-
tor is likely to be evaluating how well you chose your details. If there is any
question as to which is the most important information, you might wish to
justify your choice by discussing why certain aspects of the situation are
more significant than others.

Discuss low the facts fit together to provide clues for the problem’s solution.
This is your analysis or thinking through of the problem. The purpose here is
not to recreate your own thinking process, which may have had many frus-
trations and false turns, but to present for the reader a clear path to under-
standing the problem and the value of your solution. You may also wish to
discuss some theories, ideas, or models that help put the problem in a per-
spective that leads to a solution. Again, in an academic setting, where the in-
structor is evaluating the quality of your analysis and thinking, this section
may be of special importance. In certain other situations, however, readers
may not be so concerned with the reasoning that led to the solution as much
as with the benefits and other consequences of choosing one solution over
another.

Describe your solution carefully and clearly. Readers need to know exactly
what you propose. Of course, being clear and specific about your solution
puts you on the line and makes you accountable for what you propose. Your
solution may in fact be wrong. But in an academic setting, a clearly pre-
sented, detailed solution is still better than a vague proposal. A teacher may
still give you an A on your project even while pointing out that the plane you
design would never get off the ground.

Argue the value of your solution. It may be appropriate to project the con-
sequences of adopting your solution and to point out the benefits of this so-
lution over others.

Provide an abstract.  To tie together a long and complex proposal, it is of-
ten useful to put at the front of the presentation a short abstract of the prob-
lem and your proposed solution. Depending on the size of a project, this
abstract might be from 25 words to a page. This is particularly important in



326

Chapter Fourteen  Writing About Case Problems

fields where you are following professional models where some kind of ex-
ecutive summary is required, as in engineering, management, and govern-
ment policy.

Sample Student Problem Solution

The following case problem appears at the end of an education textbook
chapter on ethical issues faced by teachers.

Excerpt removed for copyright reasons.
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Leonard Greenbaum, taking a course on introduction to teaching, was
assigned to write a response to the “Righting Wrongs” case after the class
had discussed the ethics of standards, expectations, and individualization.
This is the paper he wrote.

Leonard Greenbaum
Righting Wrongs: How Far Can a Teacher Go?

Like most other concerned professionals, we as
teachers will occasionally face difficult ethical dilem-
mas. The case described in “Righting Wrongs” presents
me with two difficult options: on the one hand, I could
give Ken the grade that he has earned and, in doing so,
allow him to be victimized by another’s injustice; on
the other hand, I could raise Ken’s grade in my class
and possibly rescue his college career. The latter op-
tion would certainly appear to be the best thing for
Ken. By raising his grade to an A+ I would be helping
him to win the chance at higher education that he has
legitimately earned. The only problem is that, in doing
so, I would also be committing a serious breach of pro-
fessional ethics — the same kind of breach, in fact,
that I suspect Mr. Kingsley of committing. As a teacher
I am charged with setting standards of performance for
my class and evaluating each of my students consis-
tently within those standards. Failure to uphold this
responsibility hurts the school, the other students in
the class, and, ultimately, the student who would ap-
pear to benefit from the inconsistency.

The central question in this example is this:
does one person’s unethical action justify another per-
son’s equally unethical reaction? I do not believe that
it does. Mr. Kingsley has decided to ignore the stan-
dards of his profession and give an unfair grade. The
grade is unfair, not because it harms a student’s
chance for college, but because it does not accurately
reflect a student’s performance. And if I were to give
Ken a higher grade than he deserved, I would be making
the very same error. The fact that a grade may help or
hurt a student has nothing to do with its appropriate-
ness. Teachers must take responsibility for evaluating
a student’s performance, and any grade that fails to do
this —whether it works for or against the student’s
short-term interests —must be considered unfair.
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Unfair grades, whether they help or hurt a stu-
dent, damage the integrity of the teaching profession
and work against all of the students in a class. Teach-
ers have a great deal of leeway in setting grading cri-
teria for their classes, but once these criteria have
been set, they constitute an implicit contract with all
of the students in the class. When I explain to my
class what it takes to get a certain grade, I am
promising my students two things: 1) that if they meet
these standards, they will get the grade; and 2) that,
if they don’t, they won’t. Every student who fails to
make an A in my class has some reason for not doing so.
Some of them come from difficult home situations, some
have to work to afford college, and some just don’t
have the effort or the ability to meet my standards. As
much as I care for each of my students, I cannot allow
my concern to influence my grading. If I make an excep-
tion in favor of one student whose extraordinary cir-
cumstances have come to my attention, I am, in effect,
unfairly punishing all of the students whose circum-
stances I do not know or have not considered.

But it is not just the other students in the
class who are damaged by an unfair grade; ultimately,
no student benefits by unearned special treatment. If I
were to give Ken a grade that he knew he had not
earned, I would teach him that the only way to combat
one injustice is with another injustice —and I firmly
believe that we should teach our students better than
that. Students will remember the values we teach them
long after they have forgotten the facts and formulas
that they memorize for our tests. If I am honestly con-
cerned about helping Ken get into college, I will
gladly use all of the ethical means at my disposal to
help him. I will talk to the principal, the superinten-
dent, and the school board on his behalf, and I will
even write a letter to his college committee explaining
the circumstances. But I will not cheat for him. And I
will not teach him that one lie cancels out another.

No matter how much I may wish for their suc-
cess, it is not my responsibility as a teacher to win
scholarships for my students. It is, however, my re-
sponsibility to evaluate them fairly and teach them the
value of honesty. Ken’s college application will con-
tain four years of high school transcripts, his ACT or
SAT scores, writing samples, extracurricular activi-
ties, and numerous other factors —not just two classes
in his senior year.
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ignment

The fact that Mr. Kingsley has chosen to ignore
fair grading should have no bearing on my decision to
uphold it. In the final analysis, he must answer to his
conscience about his grading procedures and I must an-
swer to mine, and the fact that he has acted unethi-
cally is not an excuse for me to do the same.

1. How does Leonard Greenbaum rephrase or summarize the problem
posed by the case study? How does his statement compare to the
original?

2. What does Leonard Greenbaum state as the central question in this
problem? How does the definition of this central question set up the
terms for the analysis that follows? Do you agree that this is the cen-
tral question?

3. What method does the author use to analyze the problem? What ele-
ments or factors does he examine in his analysis? What arguments
does he use to support his analysis? What conclusions does he come
to?

4. How successfully do you think Leonard Greenbaum has analyzed
and solved this problem? Are there aspects he ignored or skipped?
Does he analyze appropriate aspects of the issue? Are his conclusions
appropriately supported?

SOLVING CASE PROBLEMS

1. The following three cases are from a chapter on ethical decision mak-
ing in a textbook on teaching. Read each of the following case prob-
lems concerning ethical dilemmas teachers face, and think through
what you would do in each case. Then choose one on which you are
going to develop a full solution. Use the various writing techniques
mentioned in this chapter to think through your solution. Then write
up your solution in a case report. You may add any details you feel
necessary.

Excerpt removed for copyright reasons.
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2. The following case in business ethics is from the textbook for a man-
agement course. After reading and thinking through the case, write
up a case report defining the problem, analyzing the situation, and
presenting your solution.

Excerpt removed for copyright reasons.
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3. The following discussion and case is from a textbook used in courses

on law and society, The Legal Enforcement of Morality, by Thomas Grey
(New York: Knopf, 1983). Read the material and follow the instruc-
tions.

Excerpt removed for copyright reasons.
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4. The following case is from a writing textbook, Casebook Rhetoric, by
David Tedlock and Paul Jarvie (New York: Holt, Rinehart and Win-
ston, 1981). Read the material and write one of the suggested assign-
ments.

Excerpt removed for copyright reasons.
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etﬁng Many areas of study and practical work have simulation programs that
use the computer environment to create real-seeming situations for you
Involved ~ torespond to. These programs range from simulations of the stock mar-

. ket’s response to various economic factors to simulations of climate
Elec”on’ca”y change due to atmospheric pollution. Locate a problem simulation pro-
gram for some area that interests you and work with it for a while. Then

write a description of the kinds of problems it poses for you to solve and
the kinds of thinking you need to do to solve those problems.
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Arguing Your Case

AIMS OF THE CHAPTER

As you learn to synthesize facts and ideas, analyze problems, do research,
and think through problems and cases, you will become involved with the
issues you examine and more committed to your conclusions. This chapter
provides guidance on how to support your conclusions through argument.
Argument helps everyone come to a better understanding, even when some
disagreement remains after all sides have been heard.

KEY POINTS

1. Often people who think much about the subjects they study disagree
with each other. Argument helps them compare and evaluate their con-
flicting views.

2. In academic argument you present all the reasons and evidence that
support your view while still respecting alternative views.

3. Indeveloping an argument paper, you decide what kind of argument
you want to make, how your view differs from those your readers
might hold, how you can move the readers from their position to yours,
and the resources you have available to help them see the value of your
position.

4. In presenting your argument, you assert your own position and your
reasons clearly, but in a way that both acknowledges and connects with
your opponents’ views.

QUESTIONS TO THINK ABOUT

B Have you ever avoided stating your opinion because you felt that you
couldn’t make yourself understood or couldn’t develop a strong
enough argument to make the other person accept your position?
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® Have you ever gotten into a disagreement with a classmate or an in-

structor? What did you learn from the disagreement? Did you feel you
were able to express your ideas well enough so that others could under-
stand what you were saying and why, so that they took your argument
seriously? To what extent did you feel that your arguments influenced
them?

On the other hand, did the disagreement simply come to a dead end,
with neither side learning from the other or fully understanding the
other’s position? Why do you think that happened? How could the in-
teraction have been changed to have a more satisfying outcome?

When have you been persuaded by another’s argument? What do you
think caused you to see the validity of the other person’s position?

What ideas have you been developing that might put you at odds with
some of your classmates, teachers, or members of your community?
Who would you like to convince of your new ideas? Why?

@@ Plenty to Say

In the previous chapters of this book we have been working on many kinds
of statements that allow you to participate in academic life:

The kinds of statements that allow you to deploy the material taught in
lectures and textbooks (Chapters 5 and 6).

The kinds of statements that bring in your own experiences and
thoughts in relation to the concerns of the course (Chapter 4).

The kinds of statements that enable you to apply what you are learning
to real situations in the world and analyze them (Chapters 7, 8, and 9).

The kinds of statements that allow you to report the results of your own
investigations back into the class (Chapters 10, 11, and 12).

The kinds of statements that embody your own way of putting complex
ideas together (Chapter 13).

The kinds of statements that present your solutions to problems (Chap-
ter 14).

As you gain skill and confidence in these kinds of statements, you will

find that you have much to say. You will have your own way of seeing and
talking about things that are important and real to you, as well as many sub-
stantial ways of contributing to discussions in the classroom, in discussion
groups, and in cafeterias.

Of course, skill in the kinds of statements we have worked on in the book

should have a direct effect on your grades — after all, you should be re-
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warded for being able to produce the kinds of writing instructors assign.
However, as you are able to speak with clarity and confidence about things
you know and think and perceive, you will feel the power of a more sub-
stantial reward — being able to share knowledge, explorations, and thinking
with other people who are learning, exploring, and thinking.

As you enter into these conversations, you will be building ideas, im-
ages, visions, and plans in your areas of interest and concern. Finding that
other people understand what you are working on and thinking about will
give your thinking energy and confidence. Even more, finding people who
have been thinking along lines similar to you will confirm to you that some-
thing important is to be found in the direction you are going. The conversa-
tion becomes even more pleasurable when you discover that others are
influenced by your comments.

@@ Complexity of Beliefs

Unfortunately, as you get caught up in your own new ideas and want to
share them, you will find that many other people are doing the same. They
draw on different experiences and skills, put together different pieces of in-
formation, investigate different areas, and develop different concepts.

These other people, busy at looking at what interests them, won't see
what you see. They may not even be aware of the kind of thing you are try-
ing to show them. The more alive the learning environment is at your col-
lege — the more students bring richer resources to bear on the problems and
issues of the classroom — the more different ideas and perspectives people
will develop. Moreover, the more people have ideas and information of their
own, the more likely they are to resist what you say, for they will have a stake
in their own ideas. They will have a standpoint from which to evaluate, crit-
icize, and counter yours.

Professionals in any field often do not see eye to eye on crucial issues,
even in areas where there are agreed-upon principles, limited facts, and spe-
cific procedures. Even though mathematicians may agree on many things,
they hardly think alike — each has picked a personal set of problems to work
on, and each has his or her own way of trying to solve them. Mathematicians
do not find it easy to convince other mathematicians of a new proof for a the-
orem. Other mathematicians work very hard from all their perspectives to
find flaws, and each has powerful tools for finding them.

Of course, some truths are accepted as part of agreed-upon knowledge
and principles. On many standard issues and problems, almost all profes-
sionals agree. But such problems are not worth discussing because the an-
swer is obvious: Give the patient penicillin and send them home; file the
deed with the county and collect your fee. Those things that are worth dis-
cussing are open problems that people are trying to solve, new ways of look-
ing at something, or a confusing turn of events. In trying to come to terms
with the uncertain, people will see different things, apply different tools, and
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work in different directions. When issues are interesting, people tend to dis-
agree.

In order to be heard in this world of strong and conflicting ideas, you
need to present your thoughts clearly and forcefully. To participate in the dis-
cussion, you need to know how to argue for your ideas.

@_?® USEFUL CONCEPTS FROM RHETORIC

Logos, Ethos, and Pathos

ﬁ ristotle, in his Rhetoric, identifies three aspects of making an argu-
ment:

B Reasoning, logic, and evidence presented in the text. For such appeals to
the reason, we use the Greek term logos. Much of academic argument
relies on logos, and much of this book has been devoted to develop-
ing the ability to present and analyze facts in extended statements.

® The character and trustworthiness of the speaker. The more we see a
speaker as knowledgeable, careful, honest, well-intentioned, and in-
telligent, the more we are likely to accept what the speaker says,
whereas we may be more quick to criticize, find flaws, or otherwise
discount the words of someone we suspect isn’t knowledgeable, care-
ful, reliable, or truthful or who may be ill-willed and hostile to our in-
terests. The Greek term for the trustworthiness of the speaker is ethos,
from which we get our terms ethics and ethical. Academic argument
cannot totally depend on ethos, for people on all sides of an issue
may be intelligent, careful, knowledgeable, and honest; nonetheless,
a failure of ethos is likely to make it hard for people to take seriously
the logos of your argument. If you are not careful with the facts,
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make errors of reasoning, or show an aggressive hostility to opposing
opinions, readers may doubt your trustworthiness and may be pre-
disposed to treat the logic of your argument with skepticism.

8 The feelings of the audience. This emotional part of the argument is called
in Greek pathos. We often associate emotion with advertising and polit-
ical movements, for we often think that emotions cloud reason and
judgment and therefore are the enemy of reasonable argument. How-
ever, many emotions are perfectly consistent with reason —such as a
passion for truth, a distaste for unsupported opinions, and professional
pride — and reasonable arguments could not be carried out without
them. Any argument that asks people to give up their professional
pride, their commitment to detailed evidence, or their loyalty to spe-
cific sets of ideas developed over the history of their discipline is likely
to have rough going. The more we can draw on the strong attachment
professionals have for certain kinds of reasoning and investigation, the
more likely they are to take our arguments seriously.

ignment EXAMINING ACADEMIC ARGUMENTS

In a subject area of interest to you, identify a recent area of controversy.
Locate several articles presenting serious arguments on various sides of
St the issue. Examine how each article defines the point at issue, identify the
' position taken in the article, and explain how that position relates to the
arguments made by others. What kinds of arguments does each article
make for its own position and against alternatives? What kinds of evi-
dence or support are used? What is the attitude or tone taken toward al-
ternative views? What are the standards of mutual respect and decorum?
Which kinds of arguments seem to be most effective and persuasive?

From your examination of these examples, describe in several pages
what you find about how controversy is conducted in your field. Com-
pare your findings in a discussion with classmates who have been look-
ing at other examples from either your subject area or other areas.

@@ Arguing for Ideas

Arguing for one’s ideas in an academic context means presenting your ideas
clearly and completely, presenting the most persuasive reasoning and evi-
dence that could lead to your conclusions, and showing the advantage of
your view over others’. It does not mean trying to blow opponents away, dis-
regarding their ideas, and dismissing their evidence.
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Respect for the ideas of others is not just a matter of politeness. If you are
to influence others who have spent time, energy, and serious work develop-
ing their own views, it will help you to take those views seriously. Most ob-
viously, you need to understand those views because you need to help them
see how your ideas fit or clash with theirs, and then move them from their
position to yours. Another reason is that they may have seen something you
haven't. Doctors working together in trying to determine a diagnosis may
each be convinced of their own view, but each would do well to listen care-
fully to what the others have to say.

This is where academic and professional argument may differ from other
kinds of argument, such as in the political sphere or in commercial advertis-
ing. In the political sphere (as opposed to policy discussion, which under the
best circumstances may be more like academic and professional argument),
you may be looking for a quick win — getting someone’s vote for the election
just a few days away or getting someone to write a contribution check on the
spot. Even if you want voters to develop a long-term belief and commitment
to your position, you may wish to work more on their emotions, interests, and
self-identity rather than on a careful consideration of the alternative views.

In advertising you want to get consumers to purchase your product or
just to remember its name. What consumers believe may not be nearly so im-
portant as that they purchase a product or that they wind up carrying a name
and a feeling around in their head. Persuading others doesn’t necessarily
mean respecting or taking them seriously. At times, being less than serious is
the right way to go. How else should one sell perfumes and colognes except
through fantasies and desires, and might not life be a little more fun for the
romantic world evoked?

But academic and professional argument is a way to carry on a serious
discussion to come to the best understanding of a phenomenon or the wisest
policy or the best bridge design. To do this everyone needs to make his or her
wisdom as clear and forceful as possible, identifying all the reasons and evi-
dence that support that wisdom. This cannot be done at the expense of the
seriousness of everyone else’s proposal.

IDENTIFYING POINTS FOR ARGUMENTS

Review the papers you have written for this term. On a sheet of paper list
all the claims you have made (or controversial conclusions you have
reached) in those papers. Of all those claims, select the three that might
appear most controversial to your classmates, members of your family,
one of your former high school teachers, one of your current professors,
or some other audience. For each of those three, write a brief informal
paragraph explaining who would disagree with you and why.
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@ /C USEFUL CONCEPTS FROM RHETORIC

Identification

T he American rhetorician Kenneth Burke pointed out that one of the
l deepest tools we have to influence others is not to oppose their ar-
guments, but to get others to identify themselves with us and our ar-
guments. In the most basic sense, rhetorical identification occurs whenever
a rhetor (a speaker or writer) identifies his or her interests with those of a
reader. Identification encourages audiences to move beyond existing
points of agreement to accept new ideas that are made to seem part of the
same identity. If, for example, a speaker is talking to a liberal, feminist
group about the dangers of pornography, she might identify the spread of
pornographic images with rape, sexual abuse, and the exploitation of
women. However, the same speaker speaking to a Fundamentalist Chris-
tian audience might emphasize the immorality and spiritual degradation
that pornography causes and compare it to the evils of Sodom and Go-
morrah. In each case, the speaker would be trying to influence others by
identifying their interests with her own agenda.

Advertisers regularly engage in this kind of identification. When a
potato chip company uses a popular athlete to endorse its product, it is at-
tempting to create an identification between a product and a popular per-
sonality. This strategy relies on the fact that we already identify with the
sports and entertainment figure because of the emotions we feel as we
watch that figure perform.

For Kenneth Burke, however, identification means more than just us-
ing someone else’s concerns or feelings as a rhetorical ploy. This, Burke in-
sists, is “false identification.” True identification occurs when people find
areas where their values and perceptions honestly intersect, and then use
those areas as the basis for genuine cooperation and compromise. Human
interaction for Burke consists of a series of identifications (areas of common
interest) and a series of divisions (areas of conflicting interest). In fact, the
two exist on the same ground. Where there are no common interests or as-
sumptions at all, then neither division nor identification can take place,
since even disagreeing with someone requires that we have enough com-
mon ground upon which to argue.

As an example of the division/identification phenomenon, consider
the question of a hypothetical tax increase. On one side, you may have ad-
ministrators and legislators insisting that an increase in income taxes
would sharply decrease disposable incomes and would therefore slow
down the economy and lead us into a recession. On the other hand, there
may be those who argue that, unless taxes are raised to eliminate the na-
tional debt, our debt payments will take up an increasing amount of our
money and the economy will suffer. From one perspective, this represents
a sharp division between opposing sides. From another perspective,
though, both sides acknowledge the value of a strong economy and the ne-
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cessity of government action to ensure economic growth. All of the parties
will have to agree on these points, or there will be no sense in having the
argument. The very grounds of disagreement supply a strong identification
between the two sides. If the opposing sides work with these areas of iden-
tification, they may be able to arrive at a working compromise that allows
them to cooperate toward the goals they share.

The epigraph of Burke’s Grammar of Motives reads, in Latin, ad bellum

purificandum, or “toward the purification of war.” This motto reflects
Burke’s belief that we can never eliminate conflict and division from hu-
man interaction. We can, however, “purify” conflict by using rhetoric, in-
stead of violence, to carry out our battles, and we can recognize that, while
conflict is inherent in human relationships, identification is inherent in
human conflict. The key to the purification of war, so central to Burke’s
twentieth-century rhetoric, is to recognize that disagreement creates the
possibility for agreement and that every division that creates conflict be-
tween people also presupposes a common ground upon which we can me-
diate our differences and begin to cooperate and coexist.

Kenneth Burke, A Grammar of Motives, University of California at Berkeley Press, 1969. Ken-
neth Burke, A Rhetoric of Motives, New York, Prentice Hall, 1952.

Building an Idea into an Argument

Assuming you have developed a way of viewing things that you want to
share with others, how can you build an argument that presents your ideas
in the clearest and strongest light? You begin by thinking through some un-
derlying issues.

1. State what you want others to see. ~ As you develop your argument, you
may refocus, develop, expand, or otherwise modify the claim that you want
to make, but knowing from the beginning what you want others to see will
keep you on track. State that claim in a single sentence. Such a sentence can
form the core of your argument, with the rest of your essay expanding out-
ward from it but always connecting back to it.

Early in the writing process you can jot down some brief notes to your-
self or keep a discovery journal as you start to put your thoughts together.
Then as you start to define what your position is, you become more precise
about the nature of your claim, how it adds to or is different from the posi-
tion of others, and what you might have to do to help them see things your
way. The following considerations will help you define your task further.

2. Identify what kind of argument or claim you want to make. Each kind of
argument requires its own kind of support and elaboration. The following
are typical kinds of argument:
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a. Arguments over definition. Often whether an event fits
the definition of one category or another is important: Was
Smith’s action a crime or not a crime? Was it murder or
manslaughter? But even in cases where terms do not identity
distinct categories into which everything must be pigeonholed,
as in law, it is often important to know what something is, how
it should be identified and described. Is the change in prices a
random fluctuation or an indicator of an economic downturn?
In this kind of argument you establish what categories might be
possible ways to describe the event or phenomenon you are
trying to define and what criteria would help you select among
categories or support identification for a particular category.
Then you show how the event or phenomenon fits the defini-
tional criteria.

b. Argument over cause. In this kind of argument you
show how one situation is transformed into another. Moreover,
you may need to isolate a specific factor, force, or sequence of
events as being responsible for bringing about the change. The
most effective way to make such an argument is by explaining
a mechanism that could bring about the change and then pro-
viding evidence that that was indeed the mechanism. One of
the most persuasive findings in the history of neurobiology oc-
curred when the specific chemical mechanism by which an opi-
ate binds to a nerve was identified and chemical evidence was
presented to show that this was the process that indeed oc-
curred.

A less forceful method of demonstrating causality is to
show a regular pattern of association where event A always
seems to lead to situation B. This is a weaker form of argument,
because the association could be based on an entirely different
third factor. For example, in economics increasing unemploy-
ment is often associated with increased inflation; with this be-
lief in mind government policies often slow down inflation if
unemployment increases. However, this association is far from
a direct cause. High employment may tend to increase spend-
ing, and that spending may increase inflation. Or the security of
low unemployment may alleviate the anxieties that cause peo-
ple to save, and that decrease in saving may make less capital
available, thereby driving up interest rates and increasing infla-
tion. If either of those is the case, one might adopt policies to
hold spending down and keep savings up, even under condi-
tions of low unemployment. Or both high employment and in-
flation may be caused by a third factor, such as the introduction
of new kinds of products that spark demand.

Weakest of all is an argument by analogy. If we agree on the
cause of one simpler, less controversial event, we can by anal-
ogy make a causal association in a more complex and less cer-
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tain set of events. But such analogies are only suggestive and
may not accurately tell you what is going on in the new situa-
tion. For example, it is now widely recognized that the total
centralization of policymaking in Soviet Russia led to great in-
efficiency and lack of motivation at the local level. Is it accurate,
however, to argue by analogy that every centralized policy in
the United States inevitably leads to inefficiency and lack of
motivation, and that all decisions should be made only locally?

c. Argument over evaluation. Whether something is to be
considered good or bad depends on what you are evaluating it
for. One car may be comfortable on long highway trips but may
not handle well in poor weather. So evaluative arguments al-
ways address the purpose of the evaluation. They ask, “Good or
bad — for what?” Then you establish the criteria that will help
you determine whether it is good or bad. Finally, you provide
the evidence that indicates how well the object matches the crite-
ria. All three of these stages of the argument — the purposes of
evaluation, the criteria, and the evidence matching the criteria —
are open to dispute and so must be presented persuasively.

d. Argqument over policy. In this kind of argument you are
trying to establish the wisest course of action. First you estab-
lish that there is a need for some action or change. This usually
requires some statement of the current situation that reveals
some problem or threat that needs to be addressed. Then you
identify the goal any solution or action must achieve to be con-
sidered successful. This sets the stage for your plan and its jus-
tification. In justifying your plan, you usually provide evidence
of the plan’s likely effectiveness; a projection of the cost in time,
money, or trouble; and a comparison to alternative solutions.
Only if your audience accepts the need you identify and then
accepts that your proposal meets the need better than alterna-
tives and is not more trouble and expense than it is worth will
they be likely to pursue your line of action.

3. Think about the situation that brought you to your insight and the situ-
ation that makes you want to address your readers. Sometimes these may be
the same. For example, in political science, your professor may assign all the
students to predict the party alignment of American voters over the next ten
years; the student papers would then be discussed in class. Here your
thoughts come to you as part of the discussion in which you will have to ar-
gue for your ideas.

On the other hand, your ideas about party politics may have developed
through your work on campaigns outside of class. This background may or
may not be relevant if you are asked to write a paper for the class. You may
need to take a stance of a disengaged political scientist not caught up in
pressing power struggles, or your hands-on experience may give you the
credibility of someone who knows politics from the inside. (See the discus-
sion of rhetorical situation on pages 42-43.)
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4. Define what others might think and what questions they might raise so that
you know what issues and points of view you need to address as well as
what aspects of their beliefs and knowledge you can use to help make your
own point. Think about those points where your positions meet with or conflict
with other views. (See the discussion of the meeting point or stasis of an argu-
ment on page 302.)

In identifying those specific points where you suspect that people may
question your argument and where some of your audience may directly op-
pose you, you can identify those issues you need to address to satisfy those
who might have doubts and to counter strong arguments. For example, if in
a communications class you are arguing that a recent series of television ad-
vertisements is employing a new visual technique, and if you know that your
professor has been pointing out all term how most “new” techniques are
usually adaptations of prior techniques, you will have to work hard to dis-
tinguish your technique from all similar techniques.

On the other hand, identifying points of agreement with your likely audi-
ence allows you to focus your attention on real points of contention. Even
more, you can use points of agreement as foundations on which to build the
more controversial parts of your argument. If your communications profes-
sor, despite her skepticism about novelty, has presented advertising as the
sector of television most responsive to social change, you might be able to
show how the technique you are examining is a creative response to recent
social changes. (See the discussion of identification on pages 349-350).

5. Identify those texts you have all read or the lectures you have all heard
that can serve as reference points in the argument. Those reference points
present knowledge and ideas you can use because they are already part of
the course discussion. Thus, if your psychology textbook examines in detail
patterns and causes of human aggression, you can use its ideas and informa-
tion as you build your own argument on why youth act more aggressively in
some situations than in others. (See the discussion of intertextuality on pages
231-232.)

6. Identify those resources, ideas, and methods that make your thinking dif-
ferent from other people’s. By identifying what has led you to see things dif-
ferently from others, you will understand better what makes your argument
different; moreover, you will have a better sense of what you might have to
show readers so they can start to see things your way. For example, if your
detailed knowledge about the history of the black baseball leagues gives you
a different perspective on the way sports have been related to American pol-
itics, perhaps it may be useful to describe relevant moments in that history
that will help others see the relationship between sports and politics that you
perceive.

7. Identify what in the readers’ minds will have to be added to, changed, re-
versed, or otherwise modified for them to accept your view. This is another way
to think about the differences raised in the previous points. If you really want
to change other people’s minds, you have to understand how they think
about things now and what would have to change for them to think about some-
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thing in your terms. Then you can start to develop some strategy for moving
their minds from one place to another. So if you want to argue that a plan to
cut back on school breakfast programs might have unfortunate consequences
that may not be immediately evident in dollars and cents, you may have to
convince some of your readers that all interests and consequences are not di-
rectly expressed in economic terms. People who believe that the marketplace
is the only useful way of working out conflicting interests may not see the
point of your argument on school breakfasts until they first see that economic
exchange may not be the full and adequate expression of social values. By ex-
amining what you will have to change, you will also locate the places in the
thinking or commitments of your audience that you will have to touch. (See
the discussion of common places below.)

8. Consider why it would benefit your readers to adopt your position or
vision rather than stay with their own. Think about the consequences to the
readers of accepting or not accepting your view. What do you hope would
happen if your argument were persuasive? Are you attempting to resolve a
long-standing problem or only adding a new bit of evidence? Are you at-
tempting to overthrow a major theory or only suggesting that certain ele-
ments of that theory be expanded or reconsidered? Are you trying to open a
new question up to discussion or are you trying to close off discussion?

9. Think about how you might want to qualify your claims. Are there any
points about which you do not have certain arguments or where there are
plausible alternative accounts? Is there good evidence or reason for some as-
pects of opposing points of view? The more you identify and honestly pre-
sent the value of alternative views and the limitations of your own claims,
the more precise and credible your argument becomes.

These considerations can be explored in notes or journals or by talking
with other students. Not every point will be as useful for each case, but if you
think about them you will have a much better view of what the discussion is
about, what you need to accomplish, and what resources and obstacles you
have in presenting your view.

@0 USEFUL CONCEPTS FROM RHETORIC

Common Places

here do you look to find persuasive reasons to support your po-
W sition? The reasons you find need to be recognizable and impor-
tant to the people you hope to persuade. Your arguments need
to touch the beliefs, knowledge, and commitments in their minds. They

need to go literally to some place in their minds. Those persuasive mental
places shared by many people are called the cormmon places — the places of
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arguments that we share in common. They are also called topics, following
the Greek word for place, toputs.

We can understand how mental common places work by thinking
about real places that people consider important. For example, if someone
running for office promises to lower their taxes, she is in a sense taking the
argument to the voters’ bank accounts. If, however, her opponent states
that tax cuts will make city life unbearable not just for the homeless and
poor but for all people, she is taking the argument into the city streets. In a
sense, then, the voters must balance their gain in one place against their
loss in the other. The candidates may then also visit and argue in the op-
ponent’s place of argument, one claiming that tax cuts are the only path to
the prosperity that will revive cities, and the other claiming that we will
never have prosperity unless we make the city livable for all people.

Common places can also be more totally mental, identifying general
mental strategies that might apply in any circumstance. These are places in
logic, reasoning, or imagination, such as definition, comparison and con-
trast, analogy, or classification. Thus, in looking for arguments to support
a candidate, you might look to see whether comparing your candidate
with the other yields some strong points.

Strong arguments can also be found in the values, beliefs, and ideals of
a community, in what is sometimes called ideology. Thus, if your audience
comes from a community that values strong family cohesion, you might
explain how your candidate or proposal will strengthen families and re-
ward those people who maintain traditional families. If your audience val-
ues education and free inquiry, you might explain how your candidate or
proposal will rely on and strengthen our systems of education and re-
search.

Each area of activity also has special arguments that are regularly use-
ful. In arguing for political candidates there are standard qualifications
and criteria that people usually consider and that most campaigns ad-
dress. The common places of political campaigns include such things as
the candidate’s honesty, experience in office, roots in the community, lack
of obligation to special interests, toughness on crime, and leadership. Of-
ten campaigns will wind up going down one of these paths.

Disciplines and professional activities, too, have their special common
places. In history, the strongest place to go with your argument is into a
previously unexamined archive that provides documents that demon-
strate your point. In literary studies, arguments frequently go to the details
of the text you are discussing. In experimental psychology, arguments al-
ways lead to the laboratory. In contemporary medicine, few decisions are
made without first visiting test results. In corporate life, people regularly
look at the “bottom line” to clinch their arguments.

If you listen to the arguments people make in your field, you may be
able to develop a fairly reliable and specific list of typical places where ar-
guments in your field go. What issues and criteria are always invoked in
support of an idea or proposal? If one person wants to counter an oppos-
ing view, what points of weakness will be attacked? Such a list of common
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places will give you a starting place to think about where you might take
your arguments. The concept of common places helps you think about
how your words tie in to many aspects of life — the interests people have,
the beliefs they hold, the way their minds work, their professional com-
mitments, and the ways in which they carry out their work.

@ ® Writing the Essay of Argument

Arguments are carried on in very different ways in different disciplines and
professions. Different kinds of claims are made to solve different kinds of
questions or establish different kinds of knowledge. Arguing that a particu-
lar wing design is best for certain tasks is very different from claiming that
the spread of the printing press had several consequences for intellectual life
in sixteenth-century Europe. Both are different from arguing that one has
identified the structure of a neuron. And even more different is an argument
that a certain defendant be declared not guilty.

Each claim does a different kind of work, and each would be supported
by different kinds of evidence, reasoning, and argument. The audiences for
each kind of argument would have different concerns, know different things,
and use different criteria. Each claim would be inserted into different uni-
verses of competing claims and consequences. So the best guide as you enter
the world of claims is to pay attention to other arguments in the field. Look
for examples and models that can help you see how arguments are framed in
your field.

Remember that an argument is always addressed to specific people you
hope to convince, so you must think about what questions and considera-
tions they will raise, what issues they need to see addressed before they will
be willing to go along with you, what alternatives they might entertain, and
what criteria and knowledge they have. In academic and disciplinary argu-
ments these considerations and criteria are often revealed in the journals,
books, and reports that people in the field read and write for each other. Peo-
ple in a discipline are trained in a certain way of gathering evidence and
thinking, and they hold themselves and others accountable to these discipli-
nary and professional practices. A lawyer who tries to convince other
lawyers but refuses to pay attention to the standards of legal argument will
have a hard time of it. So it is not surprising that a lawyer’s argument will
sound like it came from a lawyer. (See the discussion of topics on pages
354-356.)

No matter what professional standards, patterns, and practices your ar-
gument needs to follow, a few pieces of general advice can assist you in writ-
ing an effective argument.

1. Define the point you want to make early in the essay. Both your own ener-
gies and the energies of your reader are focused if they are directed to
well-identified issues.
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2. Identify the importance of the argument. If readers know what is at stake in
your argument, they will be more likely to take it seriously. Readers
may wonder why you are spending so much energy arguing over
whether a fossil bone belongs to one species or another. But if the bone
identification would place a species on a continent where it had not
been observed before, or place it a hundred million years earlier than it
had been observed, readers may start to see more at stake than hag-
gling over a few bones. The stakes will increase further if you make
clear that the evolutionary picture will change significantly if your
identification is correct.

3. Show how your claim fits in witl other things that are known and believed in
the field. This demonstrates that you are competent and well informed
in your area and that your argument will add to the shared wisdom of
the field.

4. Take the arguments of other people seriously. This may mean specifically
mentioning and addressing opposing points of view. If parts of your
opponents’ arguments make sense or are irrefutable to you, admit that,
but then carefully identify your points of difference and offer reasons
for your position.

5. Use the kind of evidence accepted in the field, but whenever possible offer sub-
stantial evidence. In every field there are many interesting and exciting
ideas, often in conflict with each other. And there are many clever and
even brilliant ways of elaborating those ideas. Nonetheless, although
ideas by themselves may excite people, they do not in themselves offer
good reasons why they and not the alternative exciting idea ought to be
accepted. Most fields work on the principle that specific evidence, gath-
ered in ways and according to standards appropriate to the field, are
the best way to sort out competing ideas. It pays to do the necessary
work to develop persuasive evidence. Your argument will be stronger
for your going to the laboratory, doing a survey, or digging more
deeply in the library archive.

6. Make clear what new resources you bring to the discussion. Arguments are
more likely to be decided not by clever words, but by a totally new
piece of the picture that makes everyone see the issue differently. A new
theory, a new kind of telescope that makes more stars visible, a new ex-
perimental technique, or a newly discovered letter where a philosopher
explains exactly what an idea means — these are the kinds of resources
that make people change their minds. If you can make clear exactly
what new thing you are adding to the discussion and how that new re-
source changes the picture, you may help people move beyond their
current ways of seeing things.

7. At the end explain the consequences of accepting your arguiment. If others
come to agree with you, what might they see and do as a result? What
kinds of positions might they support? What kinds of other ideas gain
strength or interest in relation to the ideas argued in your essay? What
kinds of research might follow on your claims? This kind of discussion
indicates the benefits and value of your view and also directs people to-
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ward the kinds of actions that will help carry out your ideas. Ideas
thrive only when people continue to use them.

@ ® Sample Student Essay

The following essay is based on the selections in Chapter 13 on pages 307-
315. The student, after viewing the complexity of the issue of intelligence
testing, came to her own conclusions about the value of testing in education.
Having come to this conclusion in the course of her analysis of the complex
issue, she then wanted to argue her position in a more direct way. The fol-
lowing paper is the result.

Shana O’Malley
IQ Obsession Distorts Education

Throughout the 20th century, standardized IQ
tests have become an important part of America’s educa-
tional system. Intelligence tests are regularly used to
counsel students in school and career choices, to give
teachers a profile of their student bodies, and to place
students with high IQs in special “gifted and talented”
classes where they receive extra attention. Some scien-
tists, such as Richard Herrnstein and Charles Murray in
their 1994 bestseller The Bell Curve, believe that IQ
scores actually do give an accurate picture of a per-
son’s “cognitive ability” (22) and should therefore be
used by scientists and educators as an accurate mea-
surement of intellectual ability. However, many more
scientists, such as Harvard biologist Stephen Jay
Gould, reject this view entirely and see the IQ score
as nothing more than “the mismeasure of man.” However,
even if we do accept the view that IQ tests accurately
measure some abstract quantity of intelligence, we
should still be cautious about the importance they have
been given in our nation’s schools. Our society has
made a commitment to attempt to provide a quality edu-
cation for all of its citizens, and a person’s testable
cognitive ability should have no bearing whatsoever on
this commitment.

The overriding danger of using IQ tests as the
basis for any educational policy is that doing so cre-
ates a small class of students whose academic abilities
are validated and encouraged, while creating an even
larger class of students whose special talents are ig-
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nored. Most psychologists agree that the IQ test mea-
sures something. At the very least, students who per-
form well on IQ tests are better under test conditions
at answering word-association questions and figuring out
cognitive puzzles than other students. However, there
is no reason to believe that, in an enlightened democ-
racy, these abilities should be valued any higher than
other abilities. Many students who score average or low
on traditional IQ tests display enormous talents in
other areas, such as speech, music, art, mechanics, and
spatial relations. Schools should encourage all stu-
dents in their respective talents, not just the few who
demonstrate the ability to solve abstract cognitive
problems in a standardized test.

One of the traditional justifications for using
IQ tests in elementary and secondary schools is that
they allow teachers and administrators to identify “ex-
ceptional” children and segregate them accordingly into
gifted and talented classes. Despite the fact that all
children have their own individual gifts and talents,
children are often assigned to these special classes
solely on the basis of their IQ score. Thus, students
who perform well on timed word-association tests qual-
ify for special attention and extra funding, while all
other students who are equally but differently talented
do not. Such a practice violates the democratic princi-
ples of our society, since it uses taxpayer dollars to
encourage one small group of children who are labeled
“gifted” while doing nothing to encourage other stu-
dents whose gifts cannot be measured by an IQ score.

But even when schools do not segregate students
on the basis of IQ, they do them a disservice by using
the tests as a basis for counseling and evaluation. In
the first place, students often learn their IQ scores
and use them as a basis for comparing themselves with
other students. Even more often, teachers and coun-
selors, upon learning a student’s intelligence quo-
tient, treat students differently and allow this
abstract score to color their perception of the stu-
dent’s intelligence or potential for success. While
teachers do have the right and the responsibility to
evaluate students based on their concrete performance,
there is no justification for evaluating them on their
abstract reasoning capacity unless the course material
requires such skills. Standardized intelligence tests
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create unnecessary categories that label some students
as “superior” and others as “inferior” without any ref-
erence to effort, concrete ability, or actual perfor-
mance.

In the preface to his ground-breaking book
Frames of Mind, Howard Gardner writes that our current
intelligence testing practices are “not sufficiently
well honed to allow assessment of an individual’s po-
tentials or achievements in navigating the stars, mas-
tering a foreign tongue, or composing with a computer”
(4). The problem, he asserts, lies in the way that we
think about intelligence. For Gardner, human intelli-
gence is a broad spectrum that includes a number of
different complex talents. It is this perspective, I
believe, that our schools need to adopt. For nearly a
century, we have valued a specific, narrowly defined cog-
nitive ability as the true mark of intelligence, and
this belief has led us to segregate our schoolchildren
unfairly on the basis of a single test score.
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hinki 1. What is the issue that Shana O’Malley addresses in this essay? How
InKing £ _
does she use opposing views of other authors to frame the issue?
About How does the position she takes differ from the positions of the au-
Student thors she refers to? How does the position she argues for reframe the
uaen issue from that argued by the other authors? Why does she reframe
Wn'ﬁng the issue in the way she does? How does the reframing help make

her argument more credible?

2. What arguments does Shana O"Malley offer in support of her posi-
tion? How does she elaborate her arguments?

3. How do Shana O’'Malley’s arguments join specifically with the views
and motives of those who hold the opposite view? In what ways does

she show she understands and respects those arguments? In what
M ways does she oppose them?
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4.

In the course of her argument, where does Shana O'Malley point out
how people use 1Q tests? Why does she think these are inappropriate
uses? What kinds of tests would she allow and for what purposes?
What arguments does she give for those tests? Why does she bring in
those allowable tests as part of this argument?

What overall conclusions does Shana O’Malley come to? How well
are these conclusions justified by her argument?

What is the overall structure of the argument in the essay? How does
one point relate to the next? How do the levels of argument trans-
form? How does the conclusion grow out of what has come before?

ssignments ARGUMENTATION
1.

Choose one claim, statement, or conclusion you developed in re-
sponse to one of the writing assignments this term which you think is
controversial. In an essay, argue the value of this conclusion in order
to convince those who might argue against you.

Consider the various statements you have heard or read this year in
college, from instructors, from other students, or in textbooks.
Choose the one statement with which you most disagree. Write an es-
say arguing either directly against this statement or in support of an
opposite statement to convince either the person who made the state-
ment or your classmates to adopt your view.

Read the following two statements that take different positions on the
question of congressional term limitations. After class discussion, de-
velop your own position on this controversial subject and argue for
your position in an essay.

The simple, essential reason for congressional term limits is to
unrig a rigged system, end automatic reelection, and make Con-
gress mortal again.

Many Americans cling to the now lost idea of the citizen-
legislator. Term limits can’t completely recreate this extinct crea-
ture. But it will take us a couple of places backward and away
from the professional congressman-for-life. It will also allow
more citizens to serve in Congress, and it could reduce some of
the advantages of incumbency, even during the 12-year term.

Predicting the inner workings of Congress is highly specula-
tive, but, at the least, the seniority system will be truncated and
weakened by term limits. At best, it may yield to another system
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that could provide more equal opportunities for leadership for all
members and less entrenched regionalism.

From Bill Frenzel, “Term Limits and the Immortal Congress,” The Brookings Review Spring
1992: 18.

Would term limits increase the competitiveness of congressional
elections? If more competitiveness means lower reelection rates
for incumbents, the answer is clearly no. A term limit would very
likely turn into a floor, with would-be candidates deferring their
challenge and awaiting the involuntary retirement of the incum-
bent. If a norm of deference to the term-limited incumbent took
root, elections would be contested only in open seats, and then
only those not safe for one political party.

Indeed, there is little reason to think that congressional term
limits would produce anything approaching a surge in high-
quality, well-financed challengers, which is essential for in-
creased competitiveness. More targeted interventions are
required to produce that result.

From Thomas E. Mann, “The Wrong Medicine,” The Brookings Review Spring 1992: 23.

4. Read the following two statements that take different positions on
environmental protection. After class discussion, write an essay argu-
ing your view on how far we should go in protecting the environ-
ment.

We have taken over this planet as if we owned it, and we call it
progress because we think we are making it better, but in fact we
are regressing. Species are dying and we seem not to realize that
our life depends on theirs. Peter Raven, director of the Missouri
Botanical Gardens in St. Louis, says that the destruction of
species is more critical for the world than the greenhouse effect
and ozone depletion, because it is moving faster and is in-
evitable. He predicts that over the next thirty years human beings
will cause the extinction of a hundred species per day. For fifteen
years, I traveled the world warning people about the medical and
ecological consequences of nuclear war, not aware that life was
already dying quietly and unobtrusively from man’s ongoing ac-
tivities. Now I see that the threat of species extinction is as seri-
ous as the threat of nuclear war.

From Helen Caldicott, “Species Extinction,” in If You Love This Planet (New York: Norton,
1992): 95.

The view that the loss of a single species can have disastrous con-
sequences represents a misguided notion about the significance
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of individual animal or plant categories. The Endangered Species
Act assumes that preserving one species has enormous value or
benefit. But this assumption is not warranted.

Suppose we lost a species. How devastating would that be?
“Mass extinctions have been recorded since the dawn of paleon-
tology,” writes Harvard paleontologist Stephen Gould. These
evolutionary disruptions delineated the major boundaries of geo-
logic time. . . . There is a general agreement among scientists that
today’s species represent a small proportion of all those that have
ever existed — probably less than one percent. This means that
over 99 percent of all species ever living have become extinct.

From Michael Copeland, “No Red Squirrels? Mother Nature May Be Better Off,” Wall Street
Journal 7 June 1990: Al.

For a controversial or political issue of interest to you, locate a World
Wide Web home-page of some relevant organization or advocacy group.
Examine how the page and associated materials make a case for one side
of an issue. Then locate a home-page for an organization or advocacy
group presenting an opposite view. Compare the argumentative strategy
of the two sides.
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INDEX

Abstract, of case problem solution,
325-326
Act, in dramatism, 29, 30, 31
Active listening, in classroom, 36-37
Active-voice constructions, passive
voice versus, 185
Agency, in dramatism, 30, 31
Agent, indramatism, 29, 30, 31
Agora, origin of rhetoric and, 7
Agreement, as essay exam task, 137
American Psychological Association
(APA) style, for giving credit,
246-247
in-text parenthetical references, 246
Works Cited /References, 246247
Analogy, argument by, 351-352
Analysis, 192-218
from biology, 197-201
from business, 212
from chemistry, 201-202, 212
in classroom, 196
computer and, 205-206
definition of, 193
from earth sciences, 212
from English, 203-204, 211-212
as essay exam task, 137
genre and, 209-210
key features of, 193-196
from literature, 203-204, 211-212
methods of, 205
from political science, 213-214
procedures for, 207-209
student’s authority and, 204-205
writing process for, 50, 193-196,
208-209, 210-211
Anthropology, real-life situation relat-
ing to, 164-165
APA, see American Psychological Asso-
ciation (APA) style, for giving
credit
Apposition, for combining sentences,
131-132
Archivalresearch paper, see Library re-
search paper
Argument, 343-364
by analogy, 351-352

building idea into, 350-354
classical rhetoric using, 7
common places and, 354-356
complexity of, 345-346
ethos and, 346-347
for ideas, 347-348
identification and, 349-350, 353
ideology and, 355
intertextuality and, 231-232, 353
logos and, 346
over cause, 351-352
over definition, 351
over evaluation, 352
over policy, 352
pathos and, 347
by patterns, 351
rhetorical situation and, 41-43, 352
samples of, 358-360
stasis and, 302, 353
value of, 344-346
writing process for, 350-354, 356-358
Aristotle, 346-347
Assigned readings, use of in classroom,
33-35
At-home essays, 146-148
Autobiographical writing, see Personal
experience papers

Bibliography, see Works Cited /Refer-
ences

Biology, analytical essay from, 197—
201

Block quotes, 113, 240

Brainstorming, invention and, 49, 75-76

Burke, Kenneth, 29-31, 349

Business, analytical essay from, 212

Case problems, 316-342
abstract for, 325-326
answer format for, 323
example of, 319-321, 326-327
facts presented by, 323-324
plan for, 324
problem formulation and, 322-323
samples of solutions to, 326-329
solutions to, 321-329
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Case problems (cont.)
writing process for, 324-326
see also Real-life situations
Cause, arguments over, 351-352
Charts, for note taking, 106
Chemistry, analytical essay from,
201-202, 212
China, rhetoric and, 7
Chunking, memory improved with, 97
Citations, 51, 113, 242-247
American Psychological Association
style, 246-247
Modern Language Association style,
242-245
Classroom, 20-43
analysis in, 196
assigned readings in, 33-35
as communication system, 26-31
discussion in, 38
interacting with written material in,
34-35
involvement in, 15-17, 21, 25
lectures and active listening in, 36-37
note taking in, 37
open-ended writing in, 24-25, 3941
as rhetorical situation, 20, 41-43
rhetorical timing in, 4243
sizing up class versus psyching out
teacher and, 22-23, 24, 25
student’s role in communication in,
3943
teacher’s role in communication in,
32-38
textbooks used in, 32-33, 34-35
College
advice about writing in, 22-23
difference made by, 17-18
involvement and success in, 15-17
as rich and confusing environment,
73
Common places, argument and,
354-355
Common sense, essays comparing dis-
ciplinary thinking to, 181-189
writing process for, 183-184
Communication system, classroom as,
26-31
dramatism and, 29-31
Comparison, as essay exam task, 137
Complex events, 281-315
with conflicting opinions (open ques-
tions), 294-295, 300-301, 303-315

Subject Index

having many aspects, 282-284,
291-293, 294, 295-299
presented to student, 284
purpose of addressing, 293-294
reading about, 284-291
sample essays on, 296-299, 303-306
stasis and, 302
student analyzing, 284-286
writing process for, 295-296
Computers
analysis and, 205-206
for note taking, 106
real-life simulations using, 342
revising with, 159
spell- and grammar checkers and,
146
writing and, 11
see also Electronic communication
Conjunctions
coordination with, 130-131
subordination with, 131
Connections, memory improved with,
97
Contrast, as essay exam task, 137-
138
Controversy, sece Argument; Complex
events
Coordination, for combining sentences,
130-131
Core question, identification of, 135
Course requirements, 124
Court decisions, problems and solu-
tions presented in, 320
examples of, 140-145
Courtroom rhetoric, 9
Credit, giving. See Citations
Criticism, as essay exam task, 137
“Cultivating of the Mind and the Carv-
ing of the Dragon, The” (Liu Xie), 7
Current events, see Real-life situations

Decorum, rhetoric and, 12-13
Definition
arguments over, 351
as essay exam task, 138
as stasis in rhetoric, 302
Deliberative rhetoric, 9
Description, as essay exam task,
138
Disciplinary thinking, essays compar-
ing everyday and, 181-189
writing process for, 183-184
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Disciplines
involvement of teachers in, 73,
153-154
rhetoric and, 11
see also specific disciplines i.e., Chem-
istry; English
Discussion
in classroom, 38
as essay exam task, 138
Discussion groups, see Electronic dis-
cussion groups
Division/identification phenomenon,
argument and, 349-350
Drafting, 50-51
first drafts, 158
see also Revision
Dramatism, 28, 29-31

Earth sciences, analytical essay from,
212
Economical prose, for combining sen-
tences, 132-133
Economics, real-life situation relating
to, 163-164
Editing, 51, 52, 158, 184-186. See also Re-
vision
Electronic bulletin boards, e-mail and,
90
Electronic communication, 89-93
electronic discussion groups, 72,
89-90, 91
e-mail, 89-90, 91, 92
hyper-text format for, 154
local area networks, 90-91
netiquette for, 92-93
representations of the world con-
veyed via, 154
study groups using, 116-117
writing and, 11
see also Computers; Internet; World
Wide Web
Electronic discussion groups, 72, 89-90,
91
E-mail (electronic mail), 89-90, 91, 92
Embedding, for combining sentences,
133
English, analytical essays from,
203-204,211-212
Epideictic rhetoric, 9
Essay exam questions
at-home essays, 146-148
guidelines for, 139-140
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key question words for, 137-139
questions requiring reorganization,
134-137
summary questions, 127-130
writing process for, 139-140
Ethos, argument and, 346-347
Evaluation
arguments over, 352
as essay exam task, 137
Everyday thinking, essays comparing
disciplinary thinking and, 181-189
writing process for, 183-184
Evolution of Useful Things, The (Pet-
roski), 282-284
Exam writing, 123-150
at-home essays, 146-148
key question words for, 137-139
questions requiring reorganization,
134-137
short-answer exams, 126-127
summary questions, 127-130
Experience, writing from, see Personal
experience papers
Experiment, 267. See also Experimental
report
Experimental report, 254-255, 267-278
design for, 267-268
experiments and, 267
introduction for, 269-270
issues in, 224-227
laboratory and, 223, 268
laboratory courses and, 271
reports, 268-269, 271-276
samples of, 272-276
writing process for, 269, 271-272
Explanation, as essay exam task, 138
Extrinsic rewards, 124, 172-173

Fact, as stasis in rhetoric, 302
Feminist studies, complex readings
from, 288

Field, 222-223. See also Fieldwork
Fieldwork, 254-267

analysis of, 258

basic question or problem in, 256-257

design for, 257-258

field and, 222-223

getting story in, 255-256

issues in, 224-227

record keeping for, 258

report, 258-265

sample reports of, 260-265
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Fieldwork (cont.)
site for, 257
writing process for, 258-260
First drafts, 158. See also Drafting
Flow charts, for writing about complex
events, 296
Flower, Linda, 40-41
Footnotes, 242
Forensic rhetoric, 9
Forster, E. M., 158
Freewriting, for writing about complex
events, 296

Generalizations, memory improved
with, 97
Genre, 209-210
Goal identification, as writing process,
48-49. See also Task representation
Goal setting, 124
intrinsic motivation and, 124,
172-173
research on, 125-126
Grades
extrinsic and intrinsic value of, 124,
172-173
goal setting and, 172-173
see also Exam writing
Grammar of Motives, A (Burke), 29-30,
349-350
Greece, rhetoric and, 7
Group alias, e-mail and, 90
Growth
college contributing to, 17-18
strategy of, 14-15
in writing, 15-17

Hinduism, rhetoric and, 7

History, complex readings from,
287

How College Affects Students (Pascarella
and Terenzini), 17-18

Humanities, Modern Language Associ-
ation citation style for, 242-245

Hyper-text format, 154

Ideas
concise expression of, 185
development of, see Invention
parallel construction for, 186
Identification, argument and, 349-350,
353
Ideology, arguments and, 355

Subject Index

[llustration
as essay exam task, 138
essays of, see Personal illustration es-
says
[llustrative writing, see Real-life situa-
tions
Indexes, in library, 234, 236-237
Instructor, see Teacher
Internet, 91-92
for library research paper, 234-235
representations of the world con-
veyed via, 154
Interpretation
as essay exam task, 138
as writing strategy, 41
Intertextuality, 113, 231-232, 353
In-text parenthetical references
American Psychological Association
style of, 246
Modern Language Association style
of, 242-243
Intrinsic rewards, 124, 172-173
Introductions, to research article,
269-270
Invention, 49, 75-76
Investigation, 220-227
basic problem or question in, 224
design for, 225-226
focusing or specifying question in,
224-225
purposes of, 223-224
report, 226-227
sites for, 221-223, 225
writing process for, 226-227
see also Experimental report; Field-
work; Library research paper
Involvement
in classroom, 15-17, 21, 25
through writing, 15-17

Jargon, avoidance of, 185
Journal articles, use of in classroom,
34
Journals, 72, 74-88
invention and, 49, 75-76
purpose of, 74
reading journals, 74, 76-80, 83-84,
107
response journals, 107
study journals, 106-108
writing process for, 75-76, 81-83
Justification, as essay exam task, 138
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Key question words, exam writing and,
137-139
Kohn, Alfie, 172-173

Laboratory courses, 271. See also Experi-
mental report
Laboratory research, sec Experimental
report
Laboratory, 223. See also Experimental
report
LANSs, see Local area networks
Large overview question, for at-home
essays, 147
Law
argument and, 356
problems and solutions presented in,
140-145, 320
Lectures, in classroom, 36-37
Legislative rhetoric, 9
Library, 222, 234-237. See also Library
research paper
Library research paper, 221-222,
228-253
American Psychological Association
citation style for, 246-247
basic problem or question in, 232
design for, 233
evaluating sources for, 238-239
focusing or specifying question in,
232-233
footnotes for, 242
indexes for, 234, 236-237
as interactive discovery process,
229-231
Internet for, 234-235
intertextuality and, 231-232
in-text parenthetical references for,
242-243, 246
introduction of, 269-270
issues in, 224-227, 232-234
library and, 222, 234-237
mention of sources in, 241-242
Modern Language Association cita-
tion style for, 242-245
paraphrasing sources in, 240-
241
primary sources for, 238
quotations from sources in, 113, 114,
240
referring to sources in, 240-242. Sec
also Citations
report, 233-234
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revealing sources in, 51, 112-114, see
also Citations; Quotations, in li-
brary research paper; Works
Cited /References
sample of, 248-252
secondary sources for, 238-239
site, 232-233
summaries of sources in, 241
Works Cited /References in, 243-247
World Wide Web for, 234, 235-236
writing process for, 233-234, 240-242
Life events, sce Case problems; Real-life
situations
List, as essay exam task, 138, 139
Literacy, rhetoric and, 10-11
Literature
analytical essays from, 203-204,
211-212
complex readings from, 288
Liu Xie, 7
Local area networks (LANs), 90-91
Locke, Edwin, 125, 172
Logos, argument and, 346

McCarthy, Lucille Parkinson, 22-23
Matrices
for note taking, 106
for writing about complex events,
296
Memory, improving, secc Remembering,
methods for
Mental hospitals, treatment of patients
in, 272-274
MLA, sce Modern Language Associa-
tion (MLA) style, for giving credit
Mnemonics, memory improved with,
97
Modern Language Association (MLA)
style, for giving credit, 242-245
in-text parenthetical references,
242-243
Works Cited /References, 243-245
Motivation
extrinsic/intrinsic, 172-173
goal setting and, 125-126
Music, complex readings from, 287-288

Netiquette, 92-93

Network diagrams, for note taking, 104

Newsgroups, e-mail and, 90

Newspaper articles, use of in class-
room, 33-34
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Note taking, 103
charts and matrices for, 106
in classroom, 37
computer for, 106
network diagrams for, 104
outlining for, 104
tree diagram for, 104
writing process for, 103-104, 106

“On Being Sane in Insane Places”
(Rosenhan), 272274
Open-ended assignment, task represen-
tation and, 40-41
Open ended summary question, for at-
home essays, 147-148
Open-ended writing, in classroom,
24-25,39-41
Open questions, writing process for,
294-295, 300-301, 303-315. See also
Complex events
Organization, 207. See also Planning to
write
Outlining
as essay exam task, 139
for note taking, 104
for writing about complex events,
296
Overview summaries, 110-112

Paper clip, invention of, 282-284
Parallel grammatical constructions, for
parallelideas, 186
Paraphrase, in library research paper,
240-241
Pascarella, Ernest, 17-18
Passive-voice constructions, active
voicereplacing, 185
Pathos, argument and, 347
Patterns, memory improved with, 97
Pentad, of dramatism, 29-31
Periodicals, use of in classroom, 33-34
Personal experience papers, 166-191
as comparison of everyday and disci-
plinary thinking, 181-189
privacy and, 167-168
sharing with class, 168-169
sharing with teacher, 169
see also Personal illustration essays
Personal illustration essays, 174-178
writing process for, 174-175
Personal journals, see Journals
Persuasion, classical rhetoric using, 7

Subject Index

Petroski, Henry, 282-284
Physics, complex readings from,
290-291
Plagiarism, 112-113, 231
avoiding, 51, 113-114, see also Cita-
tions; Quotations, in library re-
search paper; Works Cited /
References
Planning to write, 50, 206207
Policy, arguments over, 352
Political rhetoric, 9
Political science
analytical essay from, 213-214
complex readings from, 289-290
Prepositional phrases, avoiding multi-
ple, 185
Primary sources, for library research
paper, 238
Privacy, autobiographical writing and,
167-168
Procedure, as stasis in rhetoric,
302
Professor, see Teacher
Proof, as essay exam task, 138
Proofreading, 51-52, 145-146, 158
symbols for, 136, 145
Psychology
complex readings from, 286-287
real-life situation relating to, 164
Public speaking, origin of rhetoric and,

Punished by Rewards: The Trouble with
Gold Stars, Incentive Plans, A's,
Praise, and Other Bribes (Kohn),
172-173

Purpose, in dramatism, 30, 31

Questions
dramatism and, 31
key question words and, 137-139
open, 294-295, 300-301, 303-315, see
also Complex events
for remembering, 114-116
reorganization required by, 134-137
short-answer, 126-127
summary, 127-129
see also Exam writing
Quotation marks, for quotations in li-
brary research paper, 113, 114, 240
Quotations, in library research paper
block quotes for, 113, 240
quotation marks for, 113, 114, 240
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Reading journals, 74, 76-80, 83-84, 107
Real-life situations
teacher coveying, 153-155
writing about, 156-163
writing process for, 156-158
see also Case problems; Fieldwork
References, see Works Cited /References
Reflective writing, 72-93
benefits of, 93
definition of, 72
see also Electronic communication;
Journals
Relate, as essay exam task, 139
Remembering, methods for, 95, 96-103
overview summaries, 110-112
personal summary statements,
106-108
questions and answers, 114-116
study groups, 115, 116-117, 140
see also Note taking
Repetition, memory improved with,
97-98
Research article, introduction of,
269-270. See also Experimental re-
port
Research design, for investigation,
225-226
Resources, finding and gathering as
writing process, 49-50
Response, as writing strategy, 40
Response journals, 107
Review, as essay exam task, 139
Review and comment, as writing strat-
egy, 40
Reviews-of-the-literature papers,
300-301
Revision, 51, 52, 158-159. See also Edit-
ing
Rewards, intrinsic versus extrinsic, 124,
172-173
Rhetoric
argument and, 346-347
in changing world, 10-11
classical, 7,9, 10
common places and, 354-356
decorum and, 12-13
definition of, 2, 6
deliberative (legislative), 9
dramatism and, 28, 29-31
epideictic (political), 9
ethos and, 346-347
forensic (courtroom), 9

373

genre and, 209-210
identification and, 349-350, 353
intertextuality and, 113, 231-232, 353
key question words and, 137-139
literacy and, 10-11
logos and, 346
origins of, 7-8
pathos and, 347
research article introductions and,
269-270
rhetorical timing and, 42-43
sentence combining and, 130-133
specialization and, 11
stasis and, 302, 353
technology and, 11
topics (common places) and, 354-355
types of, 9
writing as, 4-5
see also Rhetorical situation
Rhetoric (Aristotle), 346-347
Rhetorical situation, 6, 42-43
argument and, 352
in classroom, 30, 41-43
Rhetorical timing, 42-43
Rome, rhetoric and, 7
Rosenhan, David, 272-274

Scene, in dramatism, 30, 31
Secondary sources, for library research
paper, 238-239
Sentences
combining, 130-133
indicating deleted material from, 240
varying length of, 185
Short-answer exams, 126-127
Simulations, computers creating, 342
Slang, avoidance of, 185
Social sciences, American Psychological
Association citation style for,
246-247
Sociology
complex readings from, 288-289
real-life situation relating to, 164
Sources
referring to, 240-242
revealing, 51, 112-114, see also Cita-
tions; Quotations, in library re-
search paper; Works Cited/
References
Specialization, see Disciplines
Stasis, 302, 353
State, as essay exam task, 138
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Strategic writing, 2-19
definition of, 4
see also Rhetoric
Study groups, 115, 116-117, 140
Study journals, for remembering,
106-108
Study techniques, sce Remembering,
methods for
Style, editing improving, 185-186
Subordination, for combining sen-
tences, 131
Summary(ies)
as essay exam task, 139
in library research paper, 241
for others, 127-130
overview, 110-112
personal summary statements,
106-108
revealing sources and avoiding pla-
giarism in, 51, 112-114. See also Ci-
tations; Quotations, in library
research paper; Works Cited /Ref-
erences
sentence combining for, 130-131
writing process for, 107, 129-130
for yourself, 106-108, 110-114
see also Summary questions
Summary questions, 127-129
open-ended, 147-148
Superordination, for combining sen-
tences, 133
Swales, John, 269-270
Synthesis, as writing strategy, 40-41

Task representation, 39, 40-41, 48-49
Teacher
accomplishments and skills of, 73
discussions led by, 38
electronic communication and,
90-91
growth encouraged by, 14-15
involved students and, 15, 25
involvement of in discipline, 73,
153-154
journals assigned by, 74
lectures by, 36-37
personal experience essay shared
with, 174-178
readings and resources assigned by,
32-35
real-life situations conveyed by,
153-155

Subject Index

role of in classroom communications,
26-28, 32-38
sizing up class versus psyching out
teacher, 22-23, 24, 25
students taken beyond classroom
learning by, 148-149, 154
student writing self-presentation as-
signment for, 3—4
textbooks assigned by, 32-33, 34-35
Technology, rhetoric and, 11. See also
Computers; Electronic communica-
tion
Terenzini, Patrick, 17-18
Tests, see Exam writing
Textbooks
intertextuality and, 231-232, 353
as reference points for argument, 353
use of in classroom, 32-33, 34-35
Thailand, rhetoric and, 7
“There is/are”, limiting use of, 186
Topics, see Common places
Tree diagram, for note taking, 104
Turkey, rhetoric and, 7

Unfolding situations, writing process
of, 48

Value, as stasis in rhetoric, 302
Verbs, use of strong, 186

Word processors, see Computers
Works Cited /References, 113
American Psychological Association
style for, 246-247
Modern Language Association style
for, 243-245
World Wide Web, 91
for library research paper, 234,
235-236
representations of the world con-
veyed via, 154
Writing assignment, case study of de-
velopment of, 53-68
Writing processes, 44-70
for analysis, 50, 193-196, 208-209,
210-211
for argument, 350-354, 356-358
for case problems, 324-326
case study of writing assignment as
example of, 53-68
for comparing everyday and discipli-
nary thinking, 183-184
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for complex event, 295-296

drafting, 50-51, 158

editing, 51, 52, 158, 184-186

for essay exam questions, 139-140

for experimental report, 269, 271-272

for fieldwork, 258-260

finding and gathering resources,
49-50

having trust in, 45-46

invention, 49, 75-76

for investigation, 226-227

for journals, 75-76, 81-83

for library research paper, 233-234,
240-242

for note taking, 103-104, 106

for open questions, 294-295, 300-301,
303-315

for personal illustration essays,
174-175
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planning, 50, 206-207

proofreading, 51-52, 136, 145-146,
158

for real-life situations, 156-158

receiving responses and moving on
to next statement, 52

revealing sources and avoiding pla-
giarism, 51, 112-114, 231. See also
Citations; Quotations, in library re-
search paper; Works Cited /Refer-
ences

revising, 51, 52, 158-159

for summaries for others, 129-130

for summaries for yourself, 107

task representation, 39, 4041, 48-49

unfolding situations, 48

variety of, 46-47

Yahoo, 234
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170-171
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85
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Boyes, William, 180

Brief History of Time, A (Hawking),
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Hunger of Memory: The Education of
Richard Rodriguez, The (Rodriguez),
83-84,171-172
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