
We found yet another deficiency developing in English 10. 
Like most composition workshops, ours needs resource materials, 
materials other than textbooks and printed matter, to use as 
catalysts for writing assignments and discussion. We hoped to 
have students use their own experience and their own culture as 
subject matter; yet, we wanted them to learn improved methods 
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of observation, to learn to "see" their experience in ever more With the increased enrollment of drop-outs and mature adults 

complex ways. We have developed a short film library (no film returning for training in health oriented programs, the need for 

is longer then twenty minutes) which has proven indispensable successful techniques in the instruction of oral and written 

in solving our resource problem. The films bring experience .' communication is mandatory. • 

into the classroom; they allow for precise discussion and detailed 
writing about problems closely related to student experience. 
The camera, in a sense, becomes a metaphor for the pen. The 
organizational principles and perspective of the filmmaker are 
valuable metaphors for the student writer. The short films, 

This study centered on the area of written communication 
1 

and spanned the Fall, Winter, and Spring quarters of 1971 - 1972. 

One hundred and seventeen students were involved in the three 
patterned program. 

used in correlation with reproductions of paintings, tapes of 
interviews and sound tracks, helps us to bring student experience 1 
into the classroom for discussion and writing. 

We are not euphoric. Our program occasionally has failed 
to meet our needs. We know that our attempt to combine the 
best of the contemporary and the traditional may result in our 
developing a program which combines the worst of both. But our 
meagre successes do encourage us to believe that with constant 
revision and refinement we may yet produce "Everybody's Composi
tion Program." A composition program which meets the needs of 

1 

inexperienced writers while allowing every student the opportunit~ 
to develop his skills in whatever direction he chooses. 

Joseph Com prone coordinates the composition program at 

the University of Minnesota at Morris. His article on "Pre• 

Writing" appeared in the Fall 1971 issue of ME]. 
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Since ~11 programs would prefer that their students be 
competent in the writing of reports, lab evaluations, and patient 
descriptions, the objective of the eleven week course was to 
train and guide the student in the writing of clear correct 
prose. The point of departure for this ambitious c~urse was the 
same for all; the method used in each section and in each quarter 
differed. This report is concerned mainly with the evaluation 
of the three methods used. 

Acquaintance with student background and ambitions was 
gained in the first in-class writing session, a paper, "Meet Me". 
These were the source of guarded confidence and contained such 
gems as, "I'm the worst spel lar and wrighter"; "I'm glad you 
said to right from the hart"; "with three children and a broken 
marriage I need so much." The proof-reading spelling test 
produced only two perfect out of 117 papers. Sentence fragments 
persisted, but grammatical errors were fewer than anticipated. 
Paragraphs lacked organization and sentences were crammed with 
general it i es. 

This then was the overview of the needs of the 117 students, 
ages 18-39, fresh from a senior high or 20 years after a junior 
high drop-out, many with GED -- some recent, some ten years ago. 
The unifying element was their desire to improve written 
communication so that it would not spoil th:ir chances for success 
in the chosen program. 

The content for all divisions was skeletal: composition 
essentials. 

1. Aspects involved in descriptive writing: 
explanation, classification, comparison and contrast. 

2. Objective versus subjective description 
3. Generalities versus specifics 
4. Organization of a paragraph 
5. Mechanics of composition: spelling, punctuation, 

usage. 
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The students had a choice of texts: Identity through~ 
and Aspects of Composition, supplemented by audio-visual aids, 
lectures, "Walk in" help was given for pre,.(as well as for post. 1 
writing. 

Procedure for the Fall Quarter Group 

Al J thirty-six students in the Fall Quarter prbgram, most 
of whom were in nursing, attended a general session of about 
twenty minutes with a variety of presentations, a question and 
answer period, and audio-visual instruction. 

After the twenty minutes, the class was divided into three 
groups of twelve each, meeting on alternate days. These meetings 
had to be made up, as the group "therapy" was considered vital. 
This included reading of papers, peer evaluation and justifica
tion. These took place only after the group became friendly 
and confident of their class status. After the middle of the 
quarter, independent study that involved a reserve shelf o'. 
twenty-five writing texts was encouraged for the better writers, 

Contract 
1. 
2. 

3. 

Results 
1. 

2. 

3. 

4. 

Packs 
Eight papers plus revisions with due dates 
Grade requirement (A, B, C) included a high 
attendance record, plus a gradual improvement 
shown in the organization of ideas, and a decrease 
in mechanical errors. 
Each student, after reading over the letter 
contracts, signed an intent of his goal. 

of Group I Procedure 
Contract fulfillment. 50% signed for an A; 25% 
attained. 
lncompletes grew as papers failed to appear on 
dates due. 
Before final average all except two students 
removed their incompletes. 
Four students were dropped from their programs, 
and in each case the reasons were failure to 
fulfill the contract and excessive class absences. 

Student Reaction to the Group I Procedure 

They favored: 

} 
1 

l. Small class discussion sections , 
2. Chance to attend sections ocher than the assigned I 
3. Use of contract packs 
4. Definite areas of writing 
5. The number of papers required. 

They dis l i ked: 
l. lncompletes for late papers 
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2. No make-up tests 
3. Stressed attendance 
4. Independent study papers. 

Procedure and Results for the Winter Quarter Groups 

One group of thirty-six followed the objective method, 
contract procedure set up for the Fall Quarter. The only change 
was that the Independent Study pack was dropped in favor of the 
term paper procedure which the students felt was needed in 
other subjects. 

Results of Group lt 
1. 80% met the contracts. 
2. 2% chose to take a final exam instead of the 

research paper assignment. 
3. 50% of the class had been in the f,all OJarter of 

Oral Communication and showed pos,,itive·benefits 
in the organization of ideas. 

4. The reactions to the objective method and contract 
packs were favorable. 

5. Limited by a one period class session, no small 
groups were made, Instead, a weekly forum, a 
technique learned in Oral Communication, was 
substituted. 

6. Attendance was gratifying. 

The twenty-five students in the second section were 
attending for the first time and had pronounced difficulties 
that made a two quarter-preparation period appear necessary 
before admission to a program. They met twice a week at the 
same time as the Fal 1 Quarter group had met. There the 
resemblance ended. 

Results 
l. 

2. 

3. 

of firoup 111 
Only 20% of the section completed contract 
assignments, because by mid-quarter it was 
evident that such procedure was only confusing 
to the new students. 
For 80% of the class the "walk-in" tutoring 
method took over with some success. 
The small group discussion of student papers 
was retained. 

4. Winter weather, home problems, and sickness cut 
attendance to a significant degree. 

5. Because of the lack of motivation and mental 
ability, success in future programs appeared 
doubtfu 1. 
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Procedure for the Spring Quarter Group 

With the exception of several students who had been dropped 
from other programs, all twenty were entering St. Mary's Junior 
Co I lege for the first time. 

The objective-contract technique was dropped. The content 
of the course was geared to individual needs that would be 
utilized in the various programs. The small enrollment made 
pre-and post-writing conferences feasible. 

Results 
1. 
2. 
3. 
4. 

of Group IV 
70% of the class received A or B grades. 
1 failed and 1 withdrew. 
Attendance was excellent. 
The class endorsed all content that was geared to 
the needs of the program to be entered in the Fall. 

The conclusions drawn from this study of teaching methods 
are: 

l. For large classes of similar writing ability, age, and 
school gap, the objective-contract p.lan is both 
successful and rewarding to the student. 

2. For classes, large or small, with sharp differences in 
ability and needs, the blanket contract plan is useless. 
A special contract should be made out for each student. 

3. The small group evaluation meetings should be retained, 
as it is profitable for both student and instructor. 

4. To retrain the dropout takes time and understanding 
on the part of the instructor, but we agree with 
Senator Mondale that it is an economic necessity. 

"For the individual, educational failure means a lifetime 
of lost opportunities. But the effects are visited on the nation 
as well, for society as a whole also pays for the undereducation 
of a significant segment of its population." 

Speech by Senator Mondale - chairman of the Select 
Committee on Equal Educational Opportunity. 

Rita Carey is an instructor in Communications at St. Mary's 

Junior College, Minneapolis. She is the author of another 

article on writing, published in \JEJ in the spring of 1970. 
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A HUMANISTIC APPROACH TO EVALUATING, MODIFYING, 
AND WRITING BEHAVIORAL OBJECTIVES IN ENGLISH 

BY KAREN M. HESS AND LANNY E. MORREAU. 

CEMREL, Inc., Minneapolis 

"Behavioral objectives are trite. They don't reflect the goals 
toward which I teach. 11 

This statement reflects an attitude prevalent among teachers 
about the relevancy of behavioral objectives in English. 
Further, it prompts a significant question: Must behavioral 
objectives in English be irrelevant and meaningless? There 
are a number of possible causes for seemingly irrelevant objec
tives, including the confusion of behavioral objectives with 
accountability systems, the ultimatums to write course objectives 
without prior instruction, the imposltion of objectives written 
by non-subject matter specialists ("outsiders"), the quantity 
of "behavioral objectives" which are, in fact, non-behavioral, 
and the distinct lack of relationships between behavioral 
objectives and the overall goals of English instruction. 

"Behavioral Objectives: The First Component of Humanism," 
a workshop conducted at the MCTE convention in St. Cloud in 
April, was designed to evaluate a procedure for assisting 
teachers: (1) to write relevant behavioral objectives, (2) to 
analyze existing objectives, and (3) to modify objectives for 
individualizing instruction -- the three prerequisite skills 
for objective-based instruction. Could these three processes 
be made more meaningful through direct ties to general 
"humanistic" objectives? 

The relationship between behavioral objectives and human
istic goals has not been clearly established, as indicated by 
the most·frequently held misconception among workshop partici
pants: "A set of general instructional objectives in the 
cognitive, affective, and psychomotor domains will guide the 
teacher in selecting curriculum materials, in assessing student 
performance, and in evaluating and,modifying teaching materials 
or strategies." Because of the importance of broad, general 
goals, this response had been anticipated. Teachers do have 
objectives for their classes, but frequently the objectives are 
too broad to be useful for selecting curriculum materials, for 
assessing student performance, or for evaluating and modifying 
materials or strategies. 

Nevertheless, broad objectives are extremely important and 
should not be disregarded, for without these general, usually 
very humanistic goals, behavioral objectives are meaningless. 
Behavioral objectives are a means to an end-- never an end 
in themselves. They must lead to something -- and where they 
lead is where the teacher started -- with students meeting the 
humanistic goals of English. 
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