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I OUR READERS: 

;h this issue we are introducing a section titled From Our Past. The sec
~ will include, initially at least, selections from Edna Downin g's history 
VICTE (published in 1984 and available from our Executive Secretary, 
Jean Dummer, College of St. Catherine, 2004 Randolph Ave., St. Paul, 
i 55105 ). In coming issues we hope to publish reflections, recollections 
j memories by those who have had extensive history with the organiza
n. We are compiling a list of individuals who have been long time MCTE 
imbers, and will ask them to submit material. 

rther we have changed the text type to Barcelona, 10 on 11. The type 
,lightly larger than that of previous issues, and there is more white space 
tween lines and paragraphs. We hope thejournal will be easier to read. 
3 welcome your comments. 
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.uMAI{ING SENSE" 
OF TEACHING LITERATURE 

by 
John Banschbach 

Two years ago, at a college with a large continuing education program, 
I taught an introductory literature course for adults pursuing degrees in 
business. The literature course was part of the liberal arts requirements 
for their degrees, and our first meeting was fraught with apprehension. 
These students were apprehensive in part because they doubted their abili
ty to succeed in the liberal arts, even in an introductory course. Each of 
them had several years of experience in their careers, and their postsecon
dary education had consisted only of technical and professional courses. 
But they were also apprehensive because this was a literature course. 
While a few of these students were interested in literature, in fact proved 
to have an appetite for it, most of them saw literature as esoteric and ir
relevant, and they did not want to be there. 

The attitude towards literature with which these students began the course 
necessarily resulted from previous courses in literature; it was in fact much 
of what we taught them when we taught literature. I remember too vivid
ly using, for our first discussion of poetry, Shakespeare's sonnet 73, "That 
time of year thou mayst in me behold." My purpose was to show the use 
of rhyme to organize ideas, and more generally to show poets' concern 
with form . But I did not first talk with the students about their attitudes 
towards poetry, nor did I in any other way make them ready for the poem, 
and so I succeeded only in demonstrating that poets' concerns were not 
concerns of theirs, and in affirming their conviction that the rewards of 
reading poetry did not repay the effort. 

I remember also repeating throughout the course that literature "makes 
sense," that in reading and writing about literature they were to "make 
sense" ofit. This was my advice oflast resort, offered when more specific 
advice did not seem to help. However, as pedagogical advice, "make 
sense" is on the order of "work harder" and "do better," and did not lead 
to more informed essays or discussion, even though these students were 
quite capable of "making sense" in their professional lives. 

As the course went on, their apprehension waned. They read mostly short 
stories, they enjoyed some of the stories, they were getting passing grades. 
But many of them were never finally "introduced" to literature, never ex
perienced the essential utility ofliterature, never understood that literature 
could be as useful to them as accounting. They left the course having 
leaped another hurdle between them and their degrees. I left the course 
determined to make sense of my own teaching of literature, or at least 
the meaning of my own advice. 



n my efforts to define "making sense," my reading proved to be even more 
·andom than usual, but I arrived finally at cognitive psychology, a field 
111ith which I was unfamiliar. I found two books in particular useful and 
1ccessible. In Comprehension and Leaming, Frank Smith uses the term 
'cognitive structure" for the way people understand the data of experience. 
~ognitive structure consists of categories, rules for sorting data into 
;ategories, and relationships between categories (13-14). Among the 
nany possible relationships between categories, Smith describes those 
;hat link categories in terms of hierarchy (a trout is a fish), property (a 
;anary is yellow), and operations ( a cat drinks milk) ( 1 7-23 ). Making sense 
;hen is relating new experience to prior experience, that is, we sort ex
)erience into categories, and, to accommodate new experience, we create 
1ew categories and establish new relationships among them (10). 

fhis statement of theory is too general to tell us much about teaching 
iterature. What I find helpful, however, is Smith's emphasis on relation-
3hips between categories, they are "the core of the entire cognitive system" 
) 7), and they become increasingly complex as people mature. Theim
portance of cognitive relationships provides us a perspective on teaching 
literature. It suggests that a value of the study of literature is that it pro
vides us ways to organize experience. 

Metaphor and narrative, for example, prove to be fundamental cognitive 
relationships, ways of organizing the data of everyday life and so creating 
meaning. In Metaphors We Live By, George Lakoffand Mark Johnson argue 
that our thinking usually has a metaphoric structure (3). Statements such 
as "I gave you that idea" and "We're out of trouble" are metaphors ( 11, 
32). And our choice of metaphor defines our experience, we understand 
love as a physical force ("His whole life revolves around her") or as an il
lness ("He's insane about her"), and ideas as plants ("He has a barren 
mind") or commodities ("His ideas are worthless") (47, 49). Hugh Mum
by has more recently made the same point about teachers, the metaphors 
teachers use in their conversation about teaching are not haphazard, but 
reveal the way they understand their work ( 3 7 8). 

While metaphor usually links pairs of categories, narrative links several. 
It is a type of structure that cognitive psychologists call a "plan," a "script," 
or a "schema", it provides a sequential pattern for data that apparently 
comes from the experience of process, from the experience of change 
through time. James Britton sees narrative to be so fundamental a 
cognitive structure that it is automatic, "We so readily construct stories 
out of our past experiences that it is difficult to perceive that anything 
has been constructed at all" ( 153). Studies of preschool age children show 4; 
that they understand narrative more easily than they do exposition or 
description (Freedle 121-23). And Jerome Bruner has recently argued 
that we understand our lives as narratives, that "in the end, we become 
the autobiographical narratives by which we 'tell about' our own lives" ( 15 ). 
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Literature then extends and refines ordinary ways of knowing. Its study 
is not esoteric and irrelevant, but fundamental. Through it we can discover 
the ways we create meaning. My example is I Henry IV, because the play 
is familiar and because it is complex. If literary works show the richness 
of fundamental cognitive structures that will be apparent in Shakespeare, 
if it is apparent anywhere. 

Metaphor is an important index to the character of Hal. In a soliloquy early 
in the play, Hal uses metaphor to explain his associating with Falstaff and 
Falstaffs companions, 

Yet herein will I imitate the sun, 
Who doth permit the base contagious clouds 
To smother up his beauty from the world, 
That, when he please again to be himself, 
Being wanted, he may be more wond'red at 
By breaking through the foul and ugly mists 
Of vapors that did seem to strangle him. 

(1.2.185-91). 

By this metaphor, Hal describes himself as essentially a11d morally dif
ferent from Falstaff and the others, he emphasizes that his associating 
with them has not erased this difference, and he implies that his break
ing off his relationship with them will be an act as natural as the sun ris
ing above a bank of clouds on the horizon. 

But his rising will not merely be separation. Hal's metaphor means that 
he sees himself as a source ( a term from Lakoff and Johnson), as someone 
who is generous, who illuminates and so changes those around him. In 
the first part of the play, Hal's generosity means paying the bills at the 
tavern. But as the play moves from the tavern to the battlefield, it is Hal 
who praises the valor ofHotspur and Prince John, who gives the defeated 
Douglas his freedom, and who transforms his tavern companions, the "foul 
and ugly mists" of Act I, into splendid soldiers, 

All furnished, all in arms, 
All plumed like estridges that with the wind 
Bated like eagles having lately bathed; 
Glittering in golden coats like images, 
As full of spirit as the month of May 
And gorgeous as the sun at midsummer . 

( 4.1.97-102) 

This praise comes from Vernon, a rebel, and suggests that Hal transforms 
even his enemies. 

The one companion not transformed is Falstaff. The most memorable of 
Hal's metaphors for Falstaff are consistent with Hal's metaphor for himself, 



>r they are "container" metaphors (also a term from Lakoffand Johnson), 
l'hou clay-brained guts," "thou whoreson obscene greasy tallow-catch," 
:hat trunk of humors, that bolting hutch of beastliness; that swollen parcel 
f dropsies, that huge bombard of sack, that stuffed cloakbag of guts, 
1at roasted Manningtree ox with the pudding in his belly" (2.4.215, 
16-17, 427-31). That is, Hal sees Falstaff as his opposite, not as a source, 
ut as a receiver, an absorbent, and the play traces the increase in 
istance between them. 

hakespeare also uses the complexity available in narrative to define Hal's 
1teraction with other characters. The play's several plots comment on 
ach other, and the juxtaposition of scenes is a means of emphasis, call-
1g our attention to elements the scenes have in common. In Hal's change 
·om idler to prince, the key moment is his reconciliation with his father. 

hakespeare prepares us for this moment twice. First, as Hotspur is about 
) join the rebel forces, Kate pleads with him to be taken into his con
dence (2.3). Second, Falstaff and Hal act out the meeting of Hal with 
tis father, and Falstaff pleads with Hal to continue their friendship when 
te becomes king (2.4). Both scenes are comic. Both scenes dramatize 
L conflict between the claims oflove and friendship, on the one hand, and 
hose of military and political honor, on the other. That is, Hotspur and 
-Ia! reject Kate and Falstaff, subordinating personal relationships to the 
:iemands of public life. 

rhe effect of these scenes is twofold. Hal's meeting with his father is sober, 
rnd the contrast to the comedy of the earlier scenes underscores this 
,cene's importance. More important is the perspective that the earlier 
,cenes give us on Hal's relationship with his father. The personal relation
;hip of father and son is subordinated to the public one of king and prince. 
fi'urthermore, the public relationship is so important that it determines 
the personal one, 

I will redeem all this on Percy's head, 
And in the close of some glorious day, 
Be bold to tell you that I am your son, 
When I will wear a garment all of blood, 
And stain my favours in a bloody mask, 
Which, washed away, shall scour my shame with it. 

(3.2.132-37) 

It is only through the public role of prince that Hal can be Henry's son. 

This discussion of I Henry IV, standing alone, is straightforward formalist 
analysis. But when students understand that literature extends fundamen
tal ways of thinking, such analysis of metaphor and narrative becomes 
the exploration of cognitive strategies that the students themselves can 
employ. Now, in my introductory literature course, before we discuss 
poetry, I distribute photographs of wilderness scenes (from a Sierra Club 
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calendar J, and I ask the students to list similarities between the 
photographs and the short story we have just discussed. To their surprise, 
they have little trouble doing this, and, while some of the similarities are 
frivolous and most repeat ideas made in discussion, a few provide fresh 
insights into the story or into the photograph. Also, early in the course, 
I have the class read autobiographical incidents written by students in 
composition courses. We examine these narratives for the ways the writers 
use point of view, setting, summary, and scene, andjuxtaposition to ex
plain lives to us and to themselves. We consider the ways that changing 
such structures changes the writers' presentations of themselves. And 
we discuss Bruner's argument that "ways of telling ... become recipes 
for structuring experience itself ... for not only guiding the life narrative 
up to the present but directing it into the future" (31). 

These brief exercises in metaphor and narrative demonstrate to students 
the ease with which they use structures and the ways in which these struc
tures define experience. In our discussions of literary works, these exer
cises provide a means of gauging the complexity of the use of metaphor 
and narrative. They also highlight for us the literary work as artifact, whose 
shaping implies alternatives that merit discussion. Robert Scholes argues 
that students in literature classes should rewrite texts as directors rewrite 
plays, deleting speeches, reconceiving characters, reordering scenes ( 7 3). 
Imagining and weighing alternatives shows us more clearly the definition 
of experience that the literary work gives us. 

I have not found that such an approach to literature necessarily results 
in better essays, but writing about literature is a very complex kind of 
writing, and so, unfortunately, there are many sources of difficulty 
available. But students have told me that, in my classes, literature 
sometimes "comes alive." I do not know exactly what that means; but 
during my previous years of teaching, students never made such a com
ment, and it means at least that they do not see literature as esoteric and 
irrelevant. 

I have not taught another course to students in continuing education, and 
so I also do not know whether this approach would persug,de that audience. 
But I hope so. The final work that we studied in that course was Arthur 
Miller's Death of a Salesman. The students unanimously and confidently 
saw the play as a history of selling, if Willy Loman had changed his sales 
strategy to keep up with changes in the market, all would have been well. 
They did not see Willy Loman as a literary character, as a conscious struc
turing of experience that invites reflective evaluation. But that is what I 
should have enabled them to do. 
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THE EXPERIENCE OF COHERENCE1 

by 
David Lieberman 

Over the years composition scholars and teachers have developed a 
number of valuable prewriting techniques that encourage students to pur
sue their writing as an open-ended discovery process and to explore 
thoughts and feelings that are personally significant. The eventual goal 
of this process, as Knoblauch and Brannon state, is "to render articulate 
and therefore intelligible, the welter of images, thoughts, and experiences 
that comprise the writer's awareness."2 They call this achievement, in a 
word, coherence. 

However,just at the point when students are taking their welter of initial 
discoveries and organizing them into an intelligible draft, frequently, it 
seems to me, we introduce instruction which dissipates both their ex
ploratory spirit and their personal connection to the writing. 

What is pivotal here is the notion of coherence we put forward as a goal 
for our students. Too often teachers abide by an underlying view that the 
way we make sense of a text, the way we come to a feeling of coherence 
in reading and writing is an outcome of the logical relationships we find 
in writing. Whether we concentrate our students' main effort in organiz
ing their writing on keeping the focus logically consistent or on attending 
to the logical pattern in the text (causes and effect, generality and ex
amples, etc.) we express the view that it is the logical interconnections 
which comprise the framework of our understanding. 

I think if we investigate the experience of coherence closely we will find 
that the emphasis on logical structure describes the phenomenon too nar
rowly, and as a philosophical basis for teaching, throws our students 
seriously off track. Logic has particular functions (see note 7) but all 
operating within a more enveloping structure of coherence. In this essay 
I hope to show that a reader's main organizing principle is not the struc
ture of logic she sees but rather the thread of what seems significant to 
the writer. This larger framework attests to the writing being not merely 
a pattern of ideas but an expression ofa person's living concerns and bonds 
in the world. 

A number of theorists have worked with the notion of coherence as a logical 
matter. Knoblauch and Brannon, for one, view writing as the forming of 
assertions which coalesce into an integrated whole through the developt 
ment of their logical connections. For them, logical relations between 
separate statements are what gives a clear meaning and focus to a text. 
Larson, another theorist of coherence, sees these logical connections as 
strategic moves a writer makes to create plausibility as she progresses 



1rough a text. Winterowd has given what is perhaps the most detailed 
sting of logical relationships in writing which he, like the others, feels 
re the source of what integrates the meaning in text. He describes seven 
lternatives which parallel the categories of propositional logic, inclusivi
,, coordination, conclusivity, alternativity, causativity, obversativity and 
sequential relationship. 3 

.II of these theorists depict writing as a series of discrete units of subject 
1atter which are joined into an overall meaning through the dynamism 
f logic congealed into a pattern in the text. 

believe these theorists have pointed to something significant in consider-
1g that coherence is built up dynamically, for in both writing and reading 
coherent text, we do experience at any point a sort of attraction for what 
, to follow. Knoblauch and Brannon describe this dynamic quality as en-
1ilment, a feeling that something belongs coming after what precedes 
. in the text. It is this felt sense of coherence as a text unfolds that I want 
) look at, for though writing theorists generally relate it to the develop-
1g logic I think a careful tracing of our own experience will bring us to 
n important different assessment. 

EHTAILMEHT: 
SEEING THE THREAD OF SIGHIFICAHCE 

,et's now observe three passages of writing to see how our sense of 
oherence develops as we read the text, whether on the basis of logic or 
1 a different way. We will rely on our sense of entailment as the writing 
mfolds from one sentence to the next. 4 

>ifferent readers, of course, read a piece ofwriting a little differently. With 
he following passages I will be tracing my own response as a reader; you 
re invited to do the same. I don't expect that our reactions will be iden
ical, but I do thinkyou'll be able to see that both of our responses similarly 
1oint to an alternative way of understanding entailment not based primari
{ on logic. 

,et us examine the following passage-the opening paragraphs from Carol 
lly's essay, "'Bruno Bettelheim, Three Ideas to Try in Madison, Minnesota" 
from Letters from the Country, Penguin Books, 1981). 

( 1) It is exhilarating to spend a few days thinking about the ideas of 
Bruno Bettelheim, notjust because he has such energy and moral 
genius, but because he is so out of style at the moment. (2) The at
tention, and certainly the affections, of the liberal intelligentsia are 
somewhere else, and I feel private and quiet among Bettelheim's fin
dings, instead of feeling like one of a cheering crowd at the arena. ( 3) 
There is no distraction. 
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If we focus on the logical structure of the passage we could describe the 
entailment this way, 

Sentence 1 entails the first clause in sentence 2 by inclusivity since this 
clause is a more detailed elaboration of the first sentence; 

Sentence 2 also entails sentence 3 by inclusivity since the third sentence 
restates the second, though one might also view this as entailment by con
clusivity if one considers "no distractions" more a result than a restate
ment of' being in a quiet place. 

These logical connections are easy to see in the text, but I don't think they 
are central to our feeling of entailment. A fuller consideration will show 
that our feeling of entailment comes about in two ways. The most forceful 
way is based on our sense of where a writer is headed in the text. This 
is what I want to focus on in this passage . To help us see it, our first task 
is to trace the ways the writer seems impelled to continue writing past 
the end of each sentence. 

At the end of the first sentence we are aware that the author has found 
a subject that holds some fascination for her. She says that Bettelheim's 
ideas are exhilarating, and she lays out several general ways that she finds 
them so . I can clearly see her interest in talking about Bettelheim. Since 
her remarks are introductory-she doesn't yet tell us what his ideas are- I 
strongly suspect she will go on to explain them, particularly shedding light 
on those aspects that portray his great energy and moral genius. Also, 
at the end of this sentence she says wryly that she likes him because he 
is so out of style at the moment. I sense that she is being playful with her 
readers since this is a puzzling comment, and I expect that she will un
tangle the paradox as she writes further. 

We find at the end of this first sentence two elements that are intimately 
involved in our sense of the tension pulling the text forward. Bly will con
tinue to write, first of all, because she is interested in the subject, and 
second, because she has a lot more to say about it. 

Moving on to the end of the second· sentence, she again seems poised to 
continue. For one thing, she still hasn't elaborated his ideas yet. In addi
tion, she reveals another source of interest she has in Bettelheim, that 
he is outside the circle of the liberal intelligensia. This is one more reason 
that she seems motivated to write about him. 

Finally, there's a new element. Bly shows certain aspects of herself; she 
likes to feel private and quiet and she dislikes being part of a cheering 
crowd. Perhaps, I think, she is motivated to write this in part as an exer
cise in self-portraiture, and will use the occasion of this writing to develop 
that picture of herself. Again, at the end of the third sentence the author 
seems impelled to go on, but simply because she has still not revealed 
the content of Bettelheim's ideas. This sentence, in itself, adds little to 
our sense of her motivation to continue writing. 
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,t each point then, we get an impression of the writer's interest in the 
ubject and her desire to write more about it. This leaves us with par
icular expectations after each statement of what will eventually follow. 
md now we see how a feeling of entailment arises, for when these expec
ations are met we say the sentence is entailed. For instance, the second 
entence speaks to questions raised in the preceding one of why Bettelheim 
, out of style, and why she likes him for being out of style. Though the 
econd sentence is in an inclusive" relationship to the first, i.e., it 
!laborates an aspect of the first sentence, this logical connection does not 
unction by itself in our sense of why the second sentence belongs after 
he first. Rather, it's in Bly's singular interest in this characteristic and 
1er need to explain the puzzle of this attraction that the pairing of these 
:entences becomes vital and necessary. Similarly, statements later in her 
issay that explain Bettelheim's ideas and that demonstrate his great 
mergy and moral genius will also be entailed by this first sentence. 

t may appear that the entailment I am tracing is a matter simply of ex
)ecting the author's thesis in certain sentences to be elaborated, further 
m. But this is only one aspect of our experience, and not the most im
)Ortant. We can see this most clearly in a perverse example. Let's say 
:hat after the opening sentence the text were to veer off in some alien 
iirection, say glass blowing in New England, never to return to the sub
ect of Bettelheim. Of course this would upset our expectation that the 
:hesis, "Bettelheim's ideas are exhilarating," was to be developed. But this 
Nouldn't explain the full range of our confusion, and this is the important 
Joint; our big question would be how something so exciting and intrigu
ng to the author could be so nonchalantly abandoned. This wouldn't make 
,ense! I repeat, it's notjust that an intellectual expectation has been foil-
3d, but one senses that the author's curiosity, grounded in her world of 
values and cares has suddenly ceased to function. In the eyes of readers 
ncoherence-lack of entailment-here comes about as much through a 
jisjunction in what seems significant to the author as through a disrup
tion of the direction a thesis is taking. 

So far I've been talking about entailment as ajudgment arising from our 
impression of what is propelling a writer onward through the text. This 
forward movement is an important way that readers experience entail
ment. But there is another. Some strands of coherence become apparent 
only as we look retrospectively from one sentence back to the preceding 
one or the preceding body of text. This is also the way that logical con
nections can be seen. 

To see this unpropelled form of entailment more clearly lets look at another 
sample of writing. This is a paragraph from a piece of student writing en
titled, "Agriculture, An Industry in Need": 

( 1) The government also reduced drastically the number of Soil 
Conservation Service employees and vehicles assigned to each 
district. 
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(2) This means a poorer quantity and quality of service provided. 
(3) Policies such as these hurt the farmer as well as the consumer. 
( 4) The farmer suffers by being ignorant of some useful new 

conservation practices, while the consumer is hurt because the 
farmer is not making the best use of his land, which causes 
production costs to rise and forces prices for the consumer up. 

We could depict the logical entailment like this: 

Sentence one, which we might consider the topic sentence, states the 
precipitating action. 

Sentence one then leads to an outcome in sentence two, i.e., sentence 
one entails sentence two by conclusivity. 

Sentence two leads to an additional outcome of the initial situation in 
sentence three; in other words, entailment by coordination, though 
perhaps more importantly sentence three is an implied result of sentence 
two itself-this is a connection of conclusivity. 

Finally, sentence three, which is a generalization, moves to a more detailed 
explanation in sentence four; in other words, sentence three entails 
sentence four by inclusivity. 

Let's compare this with a fuller reading, first looking at the tensions which 
seem to pull the writer forward. (We exclude, of course, tensions carried 
over from earlier passages.) 

After sentence one I don't sense much motivation driving the writing for
ward. Since it is a fairly specific factual statement the sentence seems 
like a completed thought. The writer might have more to tell us about what 
happened in this shakedown at the Soil Conservation Service but I don't 
feel this very strongly since the sentence has not focused any particular 
questions that need answering. 

Similarly, the second sentence seems rather final. I don't sense the writer's 
desire to go on at the end ofit. Sentence three is a little different. It's the 
first one that feels like the beginning of a larger train of thought. Since 
we see a general statement with some import we would expect to hear 
more specifics about it. How will farmers and consumers be hurt? And 
the author does give this information in sentence four. Since the tension 
from sentence three has been addressed we feel that sentence four is en
tailed. 

On the whole, the passage feels coherent but only after sentence three 
do I feel much tension impelling the writer forward. The other sentences, 
we could say, are mainly "closed" at the end. 



[ow let's look at the dimension of coherence that does not reveal itself 
1 the forward motion of the text. Again we start with the first pair of 
entences. Sentence two, it seems, fits coming after sentence one because 
, sets out in a general way the practical effects of the Soil Conservation 
:orps cutback. This explains a particular result of the situation described 
1 the first sentence ( a logical connection of conclusivity) but by calling 
he service "poorer," an evaluative term, also hints that this is an impor
:mt bit of information. This significance is only fully revealed in sentence 
hree. Here, we find much more than a mere addition of information (i.e., 
nore than a connection of coordination and conclusivity). Sentence three 
:onnects notjust one idea with the preceding one but a life situation-the 
:.c.s, reduction and its effects on farmers and consumers-with the 
vriter's concern for the suffering of these others and perhaps for her own 
,uffering as well. Sentence three therefore "belongs" after sentence two 
>ecause it fleshes out the significance hinted at in the second sentence. 

,entence four, as we've already seen, pushes out from the tension raised 
n the third sentence by giving alarming details about this dire predica
nent. We feel it fits after sentence three because this information is so 
iermane. Sentence four is also in an inclusive relationship to sentence 
;hree, but this has little bearing on our sense of why it belongs there 
;eparate from the author's concern about the plight of farmers. 

~eading the passage in this way we see that logical relationships, while 
)resent, are not very prominent in our sense of the passage's entailment. 
lt's not that 'policies hiring farmers' complements or completes the idea 
)f'poorer government services' that leads us to say the sentences belong 
cogether. If, for instance, after writing in sentence two that the Soil Con-
3ervation Department cuts would results in poorer quality service the 
writer were to go on and say that this, however, is minor compared to 
the harm resulting from other government department cutbacks, the 
logical structure of the passage would be different. Where sentence three 
was originally an outcome of sentence two, it is now a reversal in the direc
tion of thought. An yet we would still feel the passage to be as coherent 
at this point as it was originally .:iecause our sense of the import to the 
author has not been interrupted. We see, then that the specific logical 
relationship has a minor role in our sense of entailment. Rather, what mat
ters most is the thread of significance we see unravelled through the 
passage. This is a thread that extends beyond the boundaries of the con
ceptual meaning of the words into the life of the writer, the lives of the 
farmers and consumers-and readers as well. It is the same thread of 
interest we saw pulling Bly through the passage on Bettelheim, though 
there we see the text expressing concern while the earlier writing seem
ed an act of appreciation. 

While the Bettelheim and Soil Conservation Corps passages are both 
organized by significance there is still an important difference between 
them. The first passage raised questions along the way. This was the main 
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:orce of moveme~t in our seeing how it fit together. The S.C.S. passage 
m contrast does little of that. Each sentence, except the third, appears 
as a complete delimited thought without sending out feelers to sentences 
up the road. To the reader each idea seems to be discrete. 5 

Given that each sentence is mainly "closed" in this passage, as it is in much 
aca?em~c writing, whe:1 we consider the paragraph's coherence we might 
easily miss the underlying thread, seeing instead a structure of coherence 
emer~ing from the relations between self-contained units of meaning. This, 
then, 1s one way the thread of significance becomes harder to discern in 
academic writing, though we can see that it is still vitally important in the 
text's construction. 

HIDING THE THREADS: 
PROFESSIONAL ACADEMIC WRITING 

Le~'s _look finall_y at_ a passage from a piece of professional academic writing. 
This 1s the begmnmg of the research literature review section in one arti
cle entitled "Sex Roles, Interruptions and Silences in Conversation" by Zim
merman and West. 

( 1) The recogn~tion that sex role differences are reflected in language 
patterns has stimulated a good deal of recent research in this area 
(cf. Henley and Thorne, 1975). (2) To consider just one example 
Robin Lakoff (1973) suggests that a separate "woman's speech ex~ 
ists, ~haracterized by a greater preponderance of such forms as tag 
questio~s, compound requests, and questioning intonational patterns 
offered m the context of otherwise declarative answers . ( 3) She also 
~xamines the semantics of sexism by focusing on the discrepancies 
m supp?sed referential equivalents (e.g., "master" and "mistress"), 
and typically female euphemisms (e.g., "lady") for which there is no 
colloquial male equivalent. 

( 4) Even a cursory review of studies of sex roles and language pat
terns suggests that various features of language and speech furnish 
the resources for male dominance (and, for that matter, female sub
missiveness) in pervasive and often subtle ways (references cited). 

Logically, we might characterize entailment this way, 

Sentence one states the topic of the passage; 

Sentence two gives an example of the research mentioned in the first 
sentence; in other words, sentence two is entailed by being included 
in the subject matter of sentence one; 

~entence three pr?vides additional information for the example given 
m sentence two; m other words, entailment by coordination. 
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Sentence four draws a conclusion from the previous paragraph. 

Let's now trace our sense of entailment more fully, both following the ten
sions through the text, and looking retrospectively. First, tension. 

In this passage I feel a lot less tension pulling the writing forward , than 
I did in the Bettelheim passage, though in the first sentence I do feel some, 
I have the basic expectation that some examples of recent research are 
going to be shown in the text. But, in distinction to the Bettelheim passage, 
this is not accompanied by an obvious interest on the part of the author. 
The text is just making a statement, not communicating the subject's 
significance. This is an important difference. In the first passage, the text 
was calling Bettelheim intriguing, calling him a moral genius-making 
these enticing evaluations. Here I'm simply reading facts. 

Going on to the end of the second sentence, I feel that the tension I ex
perienced at the end of the first sentence has now been satisfied. I've got
ten an example of the research; I don't sense any further impetus for the 
text to continue. Similarly, there's very little tension in the third sentence, 
though maybe I mildly suspect that there's going to be a concluding 
remark, summing up this kind of research . 

Now if we look at entailment from a retrospective point of view I would 
say that sentence two fits coming after sentence one because it provides 
a key example of the sex role differences in language talked about in 
sentence one. Sentence three belongs after sentence two because it gives 
pertinent information to complete the summary of Lakoff that sentence 
two begins. Finally, sentence four fits coming after sentence three because 
it puts into a germane context the research that the first paragraph is talk
ing about. 

In this passage the logical connections between sentences are much more 
prominent in our experiences of entailment than they were in the first two 
passages. Might this suggest, then, that a logical conception of entailment 
is fairly accurate for writing in the academic world? I would say, if this 
passage is at all representative, 6 that their model is surely MORE accurate 
for academic writing than for other types, but if we look closely we can 
see that even here to speak only of'logical' connections does not dojustice 
to our sense of coherence. For the logic doesn't stand alone; we perceive 
it embedded in a larger web of connecting strands. 

It's in sentence four that we see this most strongly. For this sentence 
makes a switch from the first three. Up to this point we had been reading 
mainly about sex role differences in language but sentence four focuses 
our attention on the issue of male dominance in language use; that is the 
conclusion the whole passage has been leading up to. Now, do we read 
sentence four as just another idea framing the ideas of the earlier 
sentences? I think, rather, that we assume male dominance must be a 
concern that the authors have. Of course they don't tell us here that they're 
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concerned about male dominance. But our automatic sense is, why would 
they be moving to this conclusion if it didn't concern them? And our 
assumption is confirmed through one trace they leave in an otherwise 
nonevaluative paper, in the introduction they speak of"enduring problems 
of power and dominance in social life." Both this hint from the authors 
and our common sense suggest that the orientation of sentence four 
springs from the writers' concern. 

This framework of significance orients the particulars of the other 
sentences in the passage as well. In the second sentence, the example 
ofLakoffwas obviously chosen because it would lead to the particular con
cl~sion in sentence four. Similarly, the particular facets of her research 
summarized in the second and third sentences also must have been 
chosen because they support that conclusion. 

The authors' relationship to the subject seems to help to organize the 
passage in other ways if we look a little harder. The authors' choice of 
Lakoff as an example of the research in sentences two and three surely, 
we assume, depends not only on her relevance to the concluding sentence; 
we also feel it belongs there, it is entailed, because it is a key example. 
By key I mean, for one thing, we must assume the authors have chosen 
Lakoff as their example guided by their sense of the quality and in
sightfulness of her research. Similarly, their choice of which of Lakoffs 
findings to present in sentences three and four also rests in part on ajudg
ment of the relative value of all her findings. These evaluations stem from 
the authors' familiarity and relationship with the field of sociolinguistics. 
This is what we assume, anyway, in considering the sentences part of a 
coherent presentation. 

After a careful review, then, the passage seems to us organized substan
tially by the thread of the authors' interest in male dominance. Logical 
relationships have an important place in our sense of entailment here, 
but they function only as a piece of the larger activity of connection which 
takes shape as the authors unravel the subject in a direction consonant 
with their interest in it. 

But there is an important way that this passage differs from the first two, 
for as I pointed out earlier, we get little feeling of the authors' concern 
with the subject. Not only are the sentences mainly closed at the end as 
they were in the Agriculture passage, but here we also notice that the 
authors' emotions and evaluations supporting the text's construction 
throughout have been camouflaged. We must infer that male dominance 
is a real concern of the authors and that they consider Lakoff important 
enough to represent the discipline (and this is what we do in our instinc
tive act of humanizing the text . ) But when we look at what is there in the 
text, it's the logical connections that stand out. This is common in 
academic writing. Routinely, we are left with an appearance of logic be
ing more hegemonic in the pattern of the text than in fact it really is. 
Underneath, it is still the writer's sense of significance which fulfills the 
crucial role in organizing the writing. 7 
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THE WRITER'S PURPOSE 

In all three passages I have tried to show that it's the writer's sense of 
significance rather than logic which serves as the basis upon which a text 
is organized. In a way, what I'm suggesting is simply an amplification of 
the role of the writer's purpose in the actual organizing of a text. But to 
think of organization in this manner demands a reenvisioning of what we 
mean by "purpose." 

Generally in composition theory purpose is construed in terms of tasks 
a writer sets out to accomplish, to talk about oranges, to give an impressive 
picture of one's past work experiences, to describe how one's vacation 
is going, to explain the causes of the Vietnam War, to express the beauty 
of a woods. These tasks may mutate in the course of the writing process. 
I may have set out to describe the freshness of a rainy day and in the 
process discover that what the writing is really trying to express is my 
own healing after a break up with a friend. We accept this as one of the 
exciting parts of the writing process, this sense of discovery. But even 
with many changes in purpose, when we consider the organizing of con
tent we still conceptualize it as an activity in service to something fixed, 
a purpose finally crystallized into a set of tasks whose own origin lies out
side the present process. 

A writer's purpose is truly larger than a fixed set of tasks. When we con
sider it in its fullness we can see that it actually permeates the writing, 
not just governing the choice of ideas but creating the very ground on 
which the ideas are positioned in the text. But when purpose is viewed 
only as a preliminary to the process of organizing, then writing becomes 
a "transportable skill," a basically generic response to a wide range of 
tasks. How easy it is then to respond "appropriately" no matter where the 
purpose originates from and without requiring the writer to delve into her 
own life to consider her values, interests-and, perhaps, ethical reser
vations. 

IMPLICATIO:NS 

As we perpetuate a logic-centered view of coherence there are several 
consequences for our students. In terms of helping them achieve 
coherence itself, if we emphasize the logical relationships and ignore the 
writer's sense of significance about what he is saying, we lead students 
away at the point of organizing the writing from the strongest basis they 
have for making sense to themselves, let alone to other people. All the 
good work they may have done in getting a grounded perspective on the 
subject is suddenly interrupted by an approach that doesn't recognize 
those strands of concern and curiosity which connect their thoughts. 
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When, for instance, we encounter problems in student writing where 
~t~~ements don't seem to follow or where the writing is straying from the 
imtial focus we tend to consider this a problem of logical inconsistency 
and encourage the writer to get it back on track. Such an approach fails 
to view the writing in its deeper light-a tentative bubbling up into words 
o'.what the ':',Titer feels to be significant. At points oflogical inconsistency 
different voices or moods are emerging and the writer must dive deep 
to find the ground of their integration. By not doing this, by keeping the 
problem on the level of logic, we are encouraging a more perfunctory 
text-and a less deeply coherent one, since it is a text in which writer is 
less to be discovered. 

Aside from a poorer quality of writing there is a more profound effect from 
teaching writing in a logical way. For what is lost to our students is an 
ap~reciation of how the things people write are integrally connected to 
their personal stance in the world. By cutting off ideas from the weave 
of day to day living, we lead students to believe that our understanding 
?omes to be through logical unravelling, through some magical "system," 
mother words, that creates intelligence out of our dumb experience. This 
causes a deeper confusion, for if we "know" only by the logical inter
connection of information then our notion of what the world is and what 
we ourselves are becomes only what we can circumscribe with our 
thoughts. This misses the vaster pool of feelings, perceptions and 
memories our particular ideas are drawn from, leaving a much shallower 
sense of our own identity and the identity of the world around us. 

To construct a logical latticework of knowledge, our students frantically 
seek the tools we offer them. This is what they need we say, this will give 
t~em the means f~r understanding in the adult world. Our students hap
pily board the tram to Power but don't know that the train has no win
dows and heads toward exile from themselves. 

It's not that thinking through the logic of ideas is unimportant. It is im
portant but by itself it doesn't tap the deeper sources of vision a writer 
must d~aw from. I am proposing an alternative, that we put our emphasis 
on helpmg students through all stages of the writing process to develop 
~nd !ear~, to be guided by their curiosity and concern grounded in daily 
hfe. In this way, we can help them mature as writers, taking the difficult 
path of finding their way into the world through writing. 

End Notes 

1. This essay owes a lot to the ideas of Martin Heidegger which I en
countered in the book A Heidegger Critique by Roger Waterhouse. rm also 
grateful to Robin Brown for his analysis of the conflict of cultures in the 
academic environment, and to Patricia Hamp! and Natalie Goldberg who 
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aught me that writing can be an expression of what we feel deeply. A 
inal thanks to Lilly Bridwell and the Composition Colloquium at the Univer
,ity of Minnesota and a number of others for their helpful comments and 
:upport. Of course all shortcomings in the essay are my own. 

2. Knoblauch and Brannon, Rhetorical Traditions and the Teaching of 
'vriting, p. 71. 

3. The following section is taken from Winterowd's article "The Gram
nar of Coherence"; I include it here for clarification, 

Analysis of thousands of transformational units in sequences reveals that 
here are seven relationships that prevail among T-units and, I would 
trgue, in any stretch of discourse that is perceived as coherent. I have 
:ailed these relationships ( 1) coordinate, ( 2) obversative, ( 3) causative, 
4) conclusive, ( 5) alternative, ( 6) inclusive and ( 7) sequential. These rela
,ionships can be either EXPRESSED or IMPLIED (italics in original). They 
tre expressed in a variety of ways, through coordinating conjtmction, tran
;itional adverbs, and a variety of other movable modifiers. Just how they 
tre implied remains a mystery. However, the relationships are easily 
iemonstrated. 

:;ooRDINATION can always be expressed by AND. (Synonyms, FURTHER-
1/IORE, IN ADDITION, TOO, ALSO, AGAIN, Etc.) .. 

)BVERSATIVITY can always be expressed by BUT. (Synonyms: YET, 
iOWEVER, ON THE OTHER HAND, Etc. ) ... 

:;AUSATIVITY can always be expressed by FOR. It is interesting to note 
:hat among the transitional adverbs commonly used (nevertheless, ac
:;ordingly, then, besides, likewise, indeed, therefore), none expresses the 
:;ausative relationship ... 

::;ONCLUSIVITY can always be expressed by SO. (Synonyms, THEREFORE, 
rHUS, FOR THIS REASON, Etc.) ... 

ALTERNATIVITY can always be expressed by OR. 

INCLUSIVITY is often expressed with a COLON ... The inclusive rela
tionship is that of the example to the generality or the narration of the 
case to the statement of the case. Often, inclusivity is expressed by the 
transformational possibility of complementarization ... 

THE SEQUENTIAL RELATIONSHIP is expressed by such transitions as 'first 
... second ... third,' 'earlier ... later,' 'on the bottom ... in the middle 
... on top' and so on." 

4. Reader response critics have pointed out that a reader's understand
ing of a text has no necessary identity with the intention of the author. 
In what way, then, can we suppose that as readers we share the same 
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understanding as the writer? We can assume this concurrence I think if 
we consider the author in his moment of evaluating how a reader will res
pond to his writing. And after all, it's in this act of role playing his readers 
that any writer must finally gauge the coherence of his work in order to 
convey his thoughts and feelings successfully. The notion ofan interpretive 
community is being extended here to include the writer also. 

Actually the reading that I .am basing my analysis on manifests a connec
tion between the reader and writer deeper than the notion of an "inter
pretive community" generally supposes. When reader response critics 
point out that there is no necessary relationship between readers and the 
writer, or between different readers, they are focusing on the meaning 
different people come away from a text with. The "community" they then 
reconstruct is of readers whose mental pictures resemble each other. 
These critics are considering meaning essentially an individual activity, 
and I think they're right to the extent that we think about meaning in 
isolation. 

In my view of coherence, I put more weight on the reader's sense of the 
content's significance to the writer than on meaning by itself. And 
significance is NOT an individual activity. It is fundamentally and ir
reducibly an affair of relationship between people. When a writer com
municates significance the reader FEELS it directly. There is an immediate 
bond of transmission; it comes before the reader can even evaluate it. 
Here we find something far more intimate than the mere resemblances 
found in an interpretive community. 

This doesn't mean, though, that the readers' experience in communica
tion is the SAME as the writer's. If a child comes into her parent's bedroom 
at night and, shaking, tells her father she's seen a ghost, her father will 
feel her alarm, and he will be alerted to the need to comfort her, but he 
won't himself be frightened in the same way. The same occurs in reading. 
I can feel a writer's urgency, excitement, sense that something is funny, 
etc., though I myself may not have the same response to the content. 

5. Perhaps one reason for this is that to write a sentence which raises 
a reader's curiosity puts some of the writer's enthusiasm on display, 
unavoidably, and thus not to be discrete would be "indiscrete"-uncouth, 
showing too much excitement for the objective pursuit of knowledge. 

There's also another possible reason for this lack of motivating tension. 
The clippedness of these statements gives them a finality, a sense of not 
being open to question and so a feeling of authority. My impression is that 
as writers enter the academic world their writing becomes more defen
sive. They write not only to communicate ideas but also to assert the truth 
of those ideas. I sense the freshman writer behind the words here, trying 
to stand up as a credible narrator, holding up all these pieces of truth, 
trying not to get knocked out in the intellectual arena. 



6. While this is only one passage out of a whole culture of academic 
literature, in my observation, it represents pretty well the jargony and 
unemotional discourse common ( though by no means universal) in 
academia. 

But, you may think, a literature review section is one piece of writing we 
would expect to be dull. Perhaps. But in this case the passage is quite 
typical of the entire article in its use of jargon and its objective tone. 

7. Having shown how coherence reflects much more than logical con
nection we can now examine the actual role logic plays in the experience 
of coherence. Of course in all the passages we have looked at we were 
able to describe the logical relations between sentences. But not in all cir
cumstances was the logic an important part of our awareness as we made 
sense of the passage. In the Bly excerpt, for instance, we make sense of 
the passage very nicely barely needing to keep in mind the logical pat
tern implicit within it. This was because while the sentences do support 
each other in a logical way (S2 elaborates S1; S3 provides a conclusion 
for S2) they most significantly register, each one, as important and in
teresting in their own right. Thus the meaning displays the bulk of its tex
ture in the "content" alone. Logic plays a supporting but secondary role 
in how we make sense of this passage. 

Logic can play other roles. Where the writer has an overall point she is 
making in a paragraph one particular sentence may stand out as impor
tant with others serving as scaffolding to get the reader there ( either as 
evidence to make the point plausible, or as interpretation to cut through 
more superficial layers of understanding). This is the case for much of 
academic writing. Here the logic is important as a necessary component 
ofthejourney to the main concern. Without it the writer's intended point 
of arrival would not "stick'' for the reader. 

Logic can also be important as an aspect of the content itself; again this 
is common in academic writing. In explaining a process, for instance 
operating a computer program, the relationship between parts of the pro
cess is a necessary aspect of the explicit understanding a reader must 
come away with. One must remember the proper sequence of actions 
which will make the computer work successfully. Or in explaining the 
causes of the Great Depression it's necessary for the reader to bear in 
mind which statements represent causes and which effects. 

In academic writing, then, logic does have a more important role in 
organizing the text than in other kinds of writing. But as we saw in the 
Zimmerman and West passage it is not the controlling aspect, rather it 
is one aspect of the larger web of the writer's interest and values. 
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COLLABORATIVE STRATEGIES 
IN THE TECHNICAL WRITING CLASS: 

RESULTS FROM A STUDY 

by 
Greta Gaard 

The increased popularity of collaborative writing in college composition 
courses is usually justified by the business and technical writing teachers 
on the basis that many workers collaborate when they write (Anderson, 
1985; Bednar&' Olney, 1987; Faigley&' Miller, 1982). As teachers of 
business and technical writing, then, our task is to prepare our students 
for writing in the workplace by creating assignments which most closely 
simulate the kinds of writing they will be expected to perform in their pro
fessions. 

Writing in collaborative groups has other justifications as well (Ede &' 
Lunsford, 1986). Through these groups, students learn strategies for 
negotiation and conflict resolution. The isolation of the individual writer 
is relieved by working with a writing group which shares a common task. 
Motivation is sustained more easily when student writers feel responsi
ble not only to a teacher but to each other. Most important, collaborative 
writing groups offer students a real audience which is built in to every 
step of the writing process (Bruffee, 1983). Students give and receive im
mediate feedback with each other, and as the group becomes more 
familiar with each member's strengths and idiosyncracies, a method for 
effective collaboration can evolve. 

"WRITING IN YOUR PROFESSION" 
AND COLLABORATIVE WRITING 

For four years, I taught technical writing to third- and fourth-year 
undergraduates through the Rhetoric Department at the University of 
Minnesota. Located on the University's St. Paul campus, the Department 
of Rhetoric serves primarily students majoring in Agriculture, Forestry, 
Animal Science, and Home Economics . "Rhetoric 3562, Writing In Your 
Profession" is the final required writing course in a sequence of three 
courses. 

Over the last three years, tremendous changes have been made in this 
technical writing course, gearing it more towar,ds preparing students for 
the workplace. The most important of these changes include instituting 

2B 

a Macintosh laboratory for use as a classroom for technical writing; 
creating a software program for collaborative writing, designed specifically 
to meet the needs of our technical writing students; and using collaborative 
writing groups throughout the course. 

The Rhetoric Department's Macintosh lab is connected via Appleshare to 
a computer network which is available at all computer labs on the Univer
sity campus. This Appleshare network allows collaborative writing groups 
to communicate without the imposition of scheduling restraints, for ex
ample, one member of a collaborative writing group can create a docu
ment in the morning of one day, store that document in the conferencing 
file on the Appleshare network, and her group members can access a copy 
of her document whenever their schedules permit. The collaborative 
writing courseware program includes tutorials for writing proposals, 
memos, short reports, instructions, and long reports. Here, my study of 
collaborative writing focuses on the feasibility study assignment, which 
uses all but the "writing instructions" component of the software. 

DESIGN OF THE STUDY 

Purpose. As a continual skeptic, I was not convinced that the great claims 
made for collaborative writing were being actualized in my classes. Cer
tainly my students were better writers by the end of the course, but what 
aspects of this improvement could be attributed to collaborative writing? 
I wanted to know more about how collaborative writing affected my 
students' writing processes, and how they viewed the collaborative writing 
task as it evolved from proposal to final report. 

Research Questions. By asking students to report on their collaborative 
group activities throughout the course of the writing task, I felt I could 
obtain a sense of their progress and determine more clearly the ways that 
the collaborative group affected the individual writer's process. Here were 
some of my questions, 

• Tools-what communication tools would students use to colla
borate, and how would this use evolve throughout the study? 

• Collaboration Strategy- what method for collaboration would these 
groups choose, and would this strategy have to be changed 
as the idiosyncracies of individual writers became apparent? 

• Conflict- how would groups resolve conflict? what would be the 
relationship between their collaboration strategy and their method 
for conflict resolution? 

• Satisfaction-what is the relation between a group's method of 
conflict resolution, their collaborative strategy, and their overall 
satisfaction with the final product? 



also wanted my study to help the students who participated in it, and 
10t merely benefit future students. I hoped that a series of progress 
·eports on collaborative writing would elicit information from otherwise 
·eticent students, and that I would have a greater opportunity to assist 
ts troubleshooter if needed. Finally, I wanted to use these reports to ac
:omplish other goals of my professional writing course, familiarity with 
nemo writing, and the use of effective, reader-based layout. Thus, this 
vas another question for me, 

• Layout-would this series of memos, coupled with personalized 
feedback, encourage students to use more effective layout 
techniques? 

'o accomplish this purpose, I did not distribute a form, but rather gave 
he students the following assignment, which they were to use in struc
uring their memos (see Fig. 1 ). 

Fi . 1: Collaboration Re ort 

Write a memo to me describing your collaborative activity over the 
past week. Be sure to include the following, 

• the members of your group 
• the group topic 
• the specific writing task(s) you performed this week 
• which of the following tools did you use? 

• pen and paper 
• xerox copies 
• collaborative writing software ( CW) 
• appleshare 
• telephone 
• face-to-face meeting 

• describe the collaborative activity, 
• what was accomplished 
• who contributed to the work? 
• were there conflicts? if so, how were they resolved? 
• were there insights or breakthroughs? 

• if you have had to change your collaborative strategy, explain the 
events which made you realize the need for a change, and the col
laborative strategy you have chosen instead. 

llethods. In the planning stages of the proposal for the feasibility study, 
spent part of a class period discussing collaborative writing, how it dif
ers from cooperation, how conflict can affect outcome, where problems 
:an occur, and what strategies are available to collaborative writing 
(roups, based on how they perceive their own varied abilities. I then sug
~ested that students meet in their groups and select a collaborative 

25 

strategy best suited to their own members' abilities. At the end of the class, 
I distributed the collaborative report assignment, and without going into 
detail about my own research questions, explained how the assignment 
would be helpful to them in performing their own studies. 

Each time after receiving the first three collaborative reports, I gave per
sonalized memos back to each student. The kind of feedback I gave talk
ed about the layout of their reports and the thoroughness of these reports. 
I did not evaluate their content, nor did I mention the content of other 
group members' memos. For the last two reports, which were near the 
end of the project and after the completion of the project, respectively, 
I gave no specific feedback unless the memos warranted it, that is, 
students who needed specific help were given it. 

RESULTS AND DISCUSSION 

The five memos reporting on each group's collaborative activity came dur
ing the following stages of the feasibility study, 

Memo Writing Tasl{s 
1 planning and drafting the proposal 

2 completing the proposal 
beginning the research 

3 writing the progress report 
drafting the appendices 

4 finalizing the appendices 
drafting the front materials 

5 finalizing the study 

Between the two sections of the class, there were thirteen writing groups 
throughout the term, varying in size from two to four members per group. 

Tools. Based on the students' own assessment, the most intense periods 
of collaboration occurred at the planning and drafting stages recorded 
in memos one and four, and the least amount of collaboration occurred 
at the end of the study (see Fig . 2). Although a few students preferred 
using xerox copies to share their work with group members, most relied 
on the Appleshare network combined with exchanging pen and paper 
drafts during face to face meetings. 

I was surprised at the initially low percentage of use of the collaborative 
writing computer tutorials. However, this low usage may be explained by 
the fact that we used these tutorials during class periods to introduce in-
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structional materials. Usage rose from roughly 9 % to over 1 7 % during 
the stage of the fourth memo, when the final study was being organized 
and drafted. Overall, it appears the groups used these tutorials outside 
of class mostly to refresh their memories or to clarify a disagreement in 
their group. 

Fil:l:ure 2: Percental:l:e of Use Reoorted 

Memos 
Tools Used #1 #2 #3 #4 #5 

pen & paper 22.86 22.86 29.73 22.22 20.69 
cw 9.09 5.71 8.11 17. 78 10.35 
telephone 13.63 8.57 13.51 13.33 13.79 
xerox copies 9.09 8.57 10.81 6.67 13.79 
Appleshare 13.63 22.86 16.22 11.11 20.69 
face to face 29.56 31.43 21.62 28.89 20.69 

"Computer" was a category many students added to the list of tools. This 
term was used to include word-processing programs such as MacWrite 
and MicrosoftWord, as well as graphics programs such as McDraw, 
McPaint, and CricketGraph. Other tools students added include the 
cafeteria, the "pity pot" (for emotional catharsis), shopping, and my 
favorite-the eraser. These additions reinforce the fact that taking rest 
periods, venting emotions, and revising are all integral parts of the writing 
process. 

Collaboration Strategy. At the outset of the collaborative writing task, 
I gave both classes a list of possible strategies for collaboration (Ede & 
Lunsford, 1986; see Fig. 3). Groups chose team strategies A and B, and 
one-member strategies D and F. The team strategy was the most popular 
among groups with two or four members, while groups with three 
members chose a variety of configurations that somehow emphasized the 
particular strengths or leadership of one member. 

(See Figure 3, Strategies - next page) 

By the end of the study, several groups had adjusted their collaborative 
strategies based on conflicts they had encountered in their writing styles. 
For example, a group of three women, which began with team strategy 
A, quickly chose a leader and stayed with that strategy to the end. As 
the leader wrote in the first memo, 

Fh!:ure 3: Stratei!ies 

Team emphasis 
A. Team plans and outlines. Each member drafts a part. Team 

compiles parts and revises the whole. 
B. Team plans and outlines. One member writes entire draft. 

Team revises. 
C. Team plans and writes draft. Half of the team revise the draft 

without consulting the other team members. 

One member emphasis 
D. One member plans and writes draft. Team revises. 
E. One member plans and writes draft. This draft is submitted 

to other members who revise the draft without consulting the 
writer of the first draft. 

Assignment emphasis 
F. One member assigns writing tasks. Each member carries 

out individual tasks. One member compiles the parts and revises 
the whole. 

G. One member dictates. Another person transcribes and revises. 

I seem to have become the group leader by default and I sense 
that the other two members would not have stepped forward 
anyway. Although we initially started out as an 'equal' team, hav
ing an informal leader will help focus the group and cut down on 
indecision. 
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This same group discovered that one of its members was very detail
oriented, and put that woman in charge of formatting all documents. In 
her third memo, the unofficial group leader wrote, 

I avoided direct conflict Saturday afternoon by turning the com
puter over to her (the detail-oriented member J so that she could 
mal<.e the changes she wanted in format, graphics, etc. 

Another group of a man and a woman, who had also begun with a team 
strategy, decided to refocus that strategy when differences in writing style 
became evident. In the third memo report, the woman team member 
wrote, 

It appears to me that D- and I do like and respect each (other] 
personally in spite of our two very different styles. It seems we 
will need to each do parts of the study and accept each other's 
work as submitted, then we can worl<. together on format. This 
seems the most efficient use of time. 

In his third memo, the man team member wrote, "We both seem to get 
caught up on semantics." By the end of the project, the same writer com
mented, 
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Although M- and I have different backgrounds, we worked quite 
well together. We managed to utilize our different backgrounds 
in a positive way throughout the process of completing this report. 

Finally, a group of four writers, two men and two women, quickly realiz
ed that two members were "perfectionists," and at each stage gave the 
final editing tasks to those members. I found the evolution of this group 
the most interesting due to its unusual composition, two returning adults, 
one of whom was gay, and two academically outstanding traditional 
students. The memos from each group member were consistently more 
thorough and more clearly laid out than those from any other students 
in either class. It seemed that although all the groups faced similar pro
blems in their collaboration, this group was more aware of their dynamics 
and more capable of describing them. 

In the first memo, the returning adult man wrote, "We will revise the copy 
as a team. I suspect this may have to change if we can't get our needs 
for control, 'under control.' " Likewise, in her first memo, the returning 
adult woman wrote, "To be fair, I'm pretty insistent on having things my 
own way! (I think this is an insight!} At least two of our group are perfec
tionists!" 

By the final memo, the returning adult woman, who turned out to be one 
of the group perfectionists, commented, 

The perfectionists ended up doing a greater share of the work. 
But that's not too surprising, since they were always reluctant to 
relinquish control and risk a less than perfect result. 

The traditional undergraduate woman, who was the other perfectionist, 
wrote in her final memo, 

The primary problem is that some individuals are perfectionists 
while others tend to be satisfied with a less-than-perfect product. 
Therefore, the work is, in an unspoken move, dumped onto the 
team member(s) who desire a perfect product. This is not fair. 
The alternative, however, is for the perfectionist to settle for a less
than-perfect product which goes against nature. We chose, 
without speaking the words, to have the perfectionist(s) do the 
labor in exchange for a more acceptable end product. 

The group's decision to adjust its collaboration strategy to accommodate 
its "perfectionist" members, though not openly discussed among group 
members, was reported in all four memos. 

Only one group which recognized a need to adjust its collaborative strategy 
did not do so. This group consisted of two women whose writing styles 
were quite different. In the first memo, one woman wrote, 

K- and I initially decided on both putting in our ideas as a team. 
I guess what this meant to both of us was two different things. 
When K- works on the proposal she likes most of the control over 
the content, specifically sentence structure and layout. 
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During the course of the study, it became clear that this woman prefer
red performing more collaborative planning and drafting tasks together, 
whereas the other woman preferred collaborating only during the initial 
planning or final editing stages. As this other group member acknowledged 
in her fina~ memo, "J - and I never really followed through on a systematic 
collabo~at1ve strategy, although attempts were made early in the project." 
Evaluatmg her own contribution to the project, she concluded, "As the 
project ~rogre_ssed, I assumed more and more responsibility for it, until 
our relat10nsh1p was more of a 'leader' and an 'assistant.' " Once this col
laborative_ strategy ~oak effect, the project progressed more smoothly 
though this group still needed an extension of the due date. I met with 
these group members after receiving their second memos, and attemp
~ed to_ assist them in clarifying the problem and exploring ways to resolve 
1t. Ultimately, t~e problem was that although a leader/assistant strategy 
was most effective for the group, the one member did not want to assume 
the leadership role. Thus, their collaboration strategy never coalesced 
and their project was late. ' 

Conflict. Though I've addressed conflict in terms of its effect on collabora
tion strategy, I had also wondered at what stages of the project conflicts 
would occur, and what collaborative writing tasks would be most likely 
to induce conflict. This part of the study was probably the most difficult 
to assess, for in many cases, what seemed like conflict to one group 
member wasn't even mentioned by another group member. Of the thir
teen collaborative writing groups, only eight groups ever agreed on their 
assessment of conflict at any given point. 

The_go_o~ news is that throughout the study, the reports of conflict gradual
ly d11;1m1s?ed. I~ the first series of memos, there were eighteen reported 
conflicts, mvolvmg such details as grammar, phrasing, and scheduling, 
as well as more serious conflicts such as choice of topic, collaboration 
styles, an~ one_ writer feeling her "suggestions weren't being heard." Thus, 
all the ch01ces mvolved in setting up a collaborative writing task were the 
cause of these conflicts. By the second memo, groups had finalized their 
P:oposals an? research was underway. The "conflict count" dropped from 
e1ght~en to eight, though the causes of conflict-primarily perfectionism, 
phrasmg, and collaboration styles-remained the same. As one wit 
report~d in the second memo, "Since we did not work side-by-side very 
much m the past week, there was little opportunity for conflict within my 
group and none occurred." Such a remark indicates that a certain 
minimum level of conflict may well be an expected function of any col
laborative activity, and indeed research bears this out (Lay, 1989; Wall, 
et al., 1987). 
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In the third and fourth memos, most groups had identified their own 
sources of conflict and adjusted their collaboration strategies according
ly. By the end of the study, just when I expected the greatest number 
of conflicts to occur, there were only six reported conflicts. It seems that 
in the process of getting to know each other, group members had learn
ed to work together and to capitalize on their differences. 

Satisfaction. Current research (Ede & Lunsford, 1986) has found that 
an individual writer's satisfaction with the collaborative writing task is in
fluenced by seven factors (see Fig. 4). 

Control 
Credit 
Response 

Procedure 

Flexibility 

Constraints 

Status 

Fil!ure 4: Satisfaction 

the degree of control the writer has over her text 

the way credit is given 
the ability to respond to others who may modify 
the text 

an agreed-upon procedure for resolving disputes 
among coauthors 
the amount of flexibility tolerated in using pre
established formats 

the number and kind of constraints ( deadlines, 
length and style requirements) imposed on the 
writers 
the status of the project within the organization 

I reviewed these factors with both classes at the beginning of the project 
when groups decided on their collaborative strategies. In the final col
laboration report, most writers were pleased with the outcome of their 
work. Comments from the group of four are representative of many other 
groups, 

In the beginning of this assignment, we did not work together par
ticularly well as a group, primarily because none ofus was willing 
to give in to another's suggestions. By the time the study was near 
completion, we were much more open to each others' ideas, com
ments and suggestions. 

Despite certain conflicts, we seemed to pull through the ordeal 
with a good final paper and a sense of what it takes to collaborate 
on a report with everyone's reputation at stake (i.e. grades). 

During the last four days, we became an effective and efficient 
team. 
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. . we worked well together when the 'heat was turned on.' 

Over and over, groups reported being pleasantly surprised at the diver
sity and complementarity of skills among the group members, 

The group really evolved as a team. Our members' respective skills 
complemented each other and each person fulfilled a necessary 
function for the group. 

Working in a group was great for combining the various skills each 
of us possessed, and finding the connections we had to get the 
job done faster and easier than it would have been if we would 
have done it alone. 

The talents each of us utilized in this paper were different, and 
I think this enhanced the final product. 

I think collaborative writing can work very well, if group members 
work well together as ours did. 

Certainly, difference could have been viewed as a drawback, but from 
the start I had stressed difference as an asset and encouraged students 
to talk about each writer's idiosyncracies so that these could be utilized 
in their collaborative strategy. Apparently, the tactic succeeded; several 
groups said they would work together again. 

Even the group of two women, who never settled on a particular collabora
tion strategy, were satisfied with their outcome, 

When we finally finish the study, I believe we will both have put 
out 50% of work into it. 

I am proud of the feasibility study for two reasons, one, it was 
completed in spite of intense conflicts and poor communication, 
and two, I feel it is of high, if not excellent quality. As I reread 
what I've written, I realized that I have probably learned a lot more 
from this process than what I've bargained for, and most ofit really 
hasn't been about writing. 

Layout. Though not intended to contradict the above writer, the memos 
made clear that repeated memo writing, coupled with feedback from an 
instructor, significantly improved students' texts. From the first day of 
the course, I presented layout as a way to make texts more reader-based, 
urging students to use succinct headings, lists, and graphics whenever 
possible to make their prose more scannable. The kinds of layout we 
discussed, and their frequency of use in student memos, appear in Fig. 5. 
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Fh!ure 5: Layout Techniaues 

Memos 
Technique 1 2 3 4 5 

indenting 7 10 13 22 20 
listing 8 13 16 22 22 
headings 4 14 14 24 23 
underlining 4 9 9 16 16 
boldface 3 8 12 17 15 
type 1 2 3 1 1 
graphics 0 0 1 2 2 
caps 1 5 5 9 7 
keywords 1 1 3 2 1 
none 24 15 8 3 2 

Over the course of eight weeks and five memos, the changes were signifi
cant (see Fig. 6). Whereas initially 24 out of 34 students used no layout 
devices in their memos, by the fifth memo only two students persisted 
in using no reader-based layout. The majority of students used at least 
two layout devices, and many used up to six such techniques in one memo. 
We had discussed the drawbacks of using too many layout devices (mak
ing one's text resemble a toothpaste advertisement) and accordingly, no 
one used more than seven different layout options in one memo . 

Fil!ure 6: Layout Results 

Memos 
1 2 3 

number 9 
of 8 
layout 7 
options 6 1 1 
used 5 5 4 

4 3 6 
3 2 4 
2 3 6 7 
1 3 1 0 
0 24 15 8 

CONCLUSIONS 

1 
3 
5 
6 
9 
6 
1 
3 

5 

2 
7 
5 
5 

12 
1 
2 

Tools. I expected that given the ease and the convenience of computer 
use, not to mention the pleasure ofa clean copy after every draft, students 
would use the computer programs more than they did . In the planning 
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stages reported on in memos one and two, students relied on traditional 
pen-and-paper meetings for deciding on the scope of their study. These 
two collaboration methods were used consistently one-fifth of the time 
throughout the study. 

The low percentage of time devoted to using the collaborative courseware 
may reflect how much time was spent in groups during class. I tried to 
devote at least one full session a week to collaborative group work using 
the software, and during these sessions groups would discuss the tutorial 
while one member used the keyboard to take notes on the discussion. 
In addition, I attempted to give at least ten minutes on the other class 
days to groups for them to exchange ideas or research, and to plan 
meetings . Moreover, student writers will tend to view their group activity 
as more important if it is given adequate time in class (Allen, et al. , Ede 
& Lundsford, 1986; Kraut, et al., 1988). For all these reasons, students 
did not need as much instructional support to collaborate outside of class. 

Though many grade schools are working towards preparing students for 
computer use, I think that at this stage of the "technological revolution," 
college teachers are still introducing first-time users to computers. By pro
viding instructional and peer support for students learning to use com
puters, writing programs perform a valuable function in preparing students 
for their professions . 

Collaboration Strategy. I found that pairs of students tended to choose 
a team approach, while groups of three tended to choose some form of 
a one-member emphasis. Once the strengths, weaknesses, and idiosyn
cracies of the group members were revealed, groups who chose to adjust 
their collaboration strategies were more likely to accomplish set tasks, 
and to be more satisfied with their group process as well as with their 
writing products. Members of the group which did not adjust to its own 
strengths and idiosyncracies found themselves learning more about in
terpersonal communication skills than about writing, clearly because that 
topic continued to dominate their group meetings. 

Conflict. Most conflict episodes occurred in the planning stages of the pro
ject, a time when the most important decisions were made together by 
people who were, for the most part, unfamiliar with each other's work 
habits . As the study progressed and people became acquainted, the 
number of conflict episodes dropped . Instead of producing a period of high 
conflict, the final week of the study created an atmosphere of pressure 
which encouraged group members to unite behind a common goal. 

Satisfaction. Individual writers' satisfaction with their group product was 
clearly related to their group's flexibility in terms of their chosen col
laborative strategy. For example, as it always happens, some students 
had to fall behind in their group responsibilities for personal reasons and 
found their groups willing to readjust task allocations so that the work 
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would still be fairly divided at the outcome. These students were very vocal 
about their satisfaction with their groups. Moreover, I found students com
plementing other group members on their willingness to work. Again, the 
possible exception would be the group who chose not to tailor its col
laborative strategy to the particular needs and strengths of its members. 

DIRECTIONS FOR FUTURE TEACHING 

The memo I used to elicit responses could be revised to include "com
puter software" under the list of collaboration tools, as many but not all 
students listed some type of software as a part of their collaboration pro
cess. The memo could also be made more thorough ifit were a checklist. 
The teacher making that change, however, would need to agree to sacrifice 
the real improvement in layout and communication techniques 
demonstrated over the course of these five memos. In addition, she would 
risk losing the increase in communication between teacher and students 
as a result of these memos, which was truly valuable. My students felt 
that they received more personalized attention and guidance,just at the 
times when they needed it most. 

Although all teachers using the Macintosh lab distributed step-by-step in
structions for using the computers and the Appleshare network, students 
continued to report computer-related problems, whether in the software 
use itself, or in accessing the network, or from being infected by the virus. 
In their final memo reports, several students suggested that a one-credit 
computer course be a prerequisite for this writing class. While not 
everyone experienced this problem, learning computers and collaborative 
writing simultaneously wasjust too difficult for some students. 

Ultimately, I am drawn back to the group which had the most conflict, 
and which did not adjust its collaboration strategy. Though I met with them 
to facilitate their communication, I did not intervene in demanding that 
they take specific action. The choices were always up to the students. Had 
one woman agreed to assume a leadership role and sacrifice her personal 
needs, the group as a whole would have functioned beautifully, but this 
was a choice that I, as an instructor, could not make for a student. So 
I find myself facing the question that every teacher of collaborative writing 
will have to address, which is greater, the good of the individual writer, 
or the good of the collaborative writing group? 

In a recent essay, Trim bur ( 1989) examines an important criticism of col
laborative learning, namely, that it is "an inherently dangerous and poten
tially totalitarian practice that stifles individual voice and creativity, 
suppresses differences, and enforces conformity." This was precisely the 
fear which restrained me from intervening in a more directive manner 
with the group of two women who had such difficulty in their collaborative 
writing process. Trimbur's proposed solution is to redefine the way we 

35 

look at the goal of collaborative learning-consensus-not in terms of col
lective agreements but rather as collective explanations of the ways that 
collaborators differ, and how groups can work together with these dif
ferences. Redefined in this way, conflict and difference are no longer seen 
as problems but rather as natural components of the collaborative learn
ing process. Depending on the amount of conflict and difference they ex
perience, some groups will take more time to reach consensus than others. 
But in the end, the group of two women did reach a consensus in regard 
to their differences, and were able to submit a high quality product for 
their final report. Taken in this light, then, the good of the individual writer 
depends upon the good of the collaborative writing group. 

Collaborative learning requires more time of both instructors and students 
than more traditional, individualistic techniques of writing instruction. To 
acknowledge and encourage this increased effort, instructors need to 
reward both the writing product and the collaborative writing process itself 
(Beard, et al., 1989; Lay, 1989 ). In return, however, collaborative writing 
strategies offer students a means of empowering each other through 
shared learning, thereby replacing an outdated and static pedagogy which 
defines learning as the transmission of knowledge from teacher to stu
dent, and replacing it with a pedagogy which defines students as producers 
of knowledge. As a preparation for business and technical writers, col
laborative writing may be the key to a more dynamic and powerful method 
of teaching and of learning. 
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VISUALIZATION AS AN 
IHVEHTIOH TECHNIQUE 

by 
Nancy MacKenzie 
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This article is divided into three sections , the first introduces the concept 
of visualization drawings as an invention technique for writing students 
and describes various visualization exercises, with student examples in
cluded; the second part summarizes the findings ofan experimental study 
I conducted on teaching visualization to technical writing students; and 
the third section speculates about the advisability of teaching visualiza
tion to students in composition and creative writing courses at both the 
secondary and college level. 

Background 

The idea for studying visualization stems from my own use of free sketch
ing and diagrams as a prewriting invention strategy. I did not used to think 
ofit as a technique but more as a quirk or habit ofmy own. Then it occur
red to me that maybe if sketching ideas and diagramming helped me get 
started on a piece of writing, it might help students. 

I was able to give my idea direction after reading an article by Barton and 
Barton, entitled "Toward a Rhetoric of Visuals for a Computer Era" where 
the authors assert the need to move away from "behaviorist and 
theoretical" genre guidelines in teaching the use of graphics in technical 
writing ( 128 ). I was also influenced by Betty Edwards' book, Drawing on 
the Artist Within, A Guide to Innovation, Invention, Imagination, and 
Creativity. Edwards points out that language tends to describe idea genera
tion in visual terms. She noticed that when talking about their creative 
processes people tend to describe the fourth stage of creativity, or il
lumination, in terms of..vision, "All at once I saw the answer." Another 
term closely related to illumination is insight-and similar terms such as 
foresight, hindsight, clear-sightedness. We talk about seeing an idea in 
perspective, seeing in proportion, seeing the light, or getting an idea in focus. 
Edwards believes these common expressions suggest a definite link be
tween language and drawing (pp. 38-40). 

Because she is an art teacher, Edwards' interests are chiefly with the draw
ing itself. But because I am a writing teacher I wanted to investigate the 
teaching of sketching or non-artistic drawing-doodling-as a type ofvisual 
brainstorming preparatory to beginning a draft of a piece of writing. 
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So I started doing some research and discovered that I did not have a 
brand new idea. Storyboarding, currently a focus of interest in technical 
writing (Amend and Stoner 16-17), has been used by various writers for 
a long time. For years reading teachers and others who teach study skills 
have known about the concept of mapping, a combination verbal and pic
torial approach to outlining (Bragstad and Stompf 93-101). At least a 
decade ago some composition teachers started teaching clustering, a prac
tice of circling key ideas and arranging them spatially to represent their 
relationship to each other ( Rico and Claggett 40-41). And in his book Write 
to Learn Donald Murray presents idea trees and focus diagrams ( 43, 
98-99 ). All of these are various forms of what I have termed visualization 
prewriting strategies. 

DESCRIPTION OF VISUALIZATION EXERCISES 
USED IN THE EXPERIMENT 

The experiment which formed the basis of my study attempted to deter
mine the usefulness of training in visualization drawing to the technical 
writing student both as a means of invention (generation of material or 
information about which to write) and as a tool for organizing a document. 

I distinguish between graphics the writer uses a planning aid and those 
used as a communication aid by using the terms "writer-based" and 
"reader-based." Writer-based visuals can be rough sketches which are 
meaningful only to the writer, so the writer needs no special drawing abili
ty. The graphic-the picture, diagram, sketch or whatever-is not the 
focus. Producing the drawings is what is important because the sketching 
process can be conducive to understanding, interpretation, and even 
creativity . 

Subjects 

To conduct this examination of the effects of instruction in visualization 
techniques, I used my own students as subjects. Selection of sample sub
jects was as random as possible in that whoever signed up for two sec
tions ofmy undergraduate technical writing course was included, as long 
as he or she had met the course prerequisites of six credits of freshman
level composition. 

The two sections of technical writing were given the same writing 
assignments-five papers throughout the quarter at approximately two 
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week intervals. The experiment group received training in visualization 
drawing techniques, whereas the control group did not. The control group 
used only the prewriting techniques they brought with them to the course. 
Seven visualization drawings-including two graphic ideations, one map, 
two analog drawings, one sketch of a process, and one drawing of the 
students' own devising-were assigned to the experiment group. 

Description of Visualization Exercises 

Exercise 1: Students used graphic ideation to make notes for their resume 
and letter of application assignment. Based on suggestions from Robert 
McKim ( 115-117), these idea-sketches were writer-based-not intend
ed to communicate with an audience. The goal was to quickly sketch, us
ing a combination of drawing and writing, the key points to be included 
in the application letter and resume. These combination graphic and ver
bal notes represented a type of brainstorming. See Figure 1. 

Things That Make-Up the Many Aspects of Me! 

Figure 1: Student's graphic ideation for resume assignment. 



Exercise 2, Students made a "map" of the chapter on organization in the 
course textbook. Mapping is a technique of note-making which structures 
information in both word and picture form. Furthermore, it is an exer
cise in critical thinking which demands judgment, analysis, and decision 
making. Unlike the traditional blockform of outline, a map is constructed 
from the center of the page outward. By keeping words to a minimum 
and using symbols, sketches, and other graphic cues, the map is limited 
to one page for quick,. easy reference. Attention is paid to the organiza
tion of the material, with coordinate and subordinate relationships in
dicated, but there is no particular concern with neatness. The map is not 
intended for an audience, only for the mapmaker. Mapping is the visualiza
tion technique most often preferred by students I have surveyed. See 
Figure 2. 
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Figure 2: Student's map of text chapter on organization. 

Exercise 3, Students did an in-class drawing exercise based on Edwards' 
concept of analog drawing. This served as preparation for Exercise 4, 
which was a more in-depth analog drawing. Edwards explains that analog 
drawings draw out insights from within. Everyone has an inner life of the 
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mind, with thoughts and feelings which are difficult to express in ordinary 
language. The analog drawing exercises "dredge up that inner life of the 
mind by using an alternative, visual language ( drawings, in this case) to 
give it tangible form -in short, to make inner thought visible" (Edwards, 
66). 

Students made line drawings representing each of the following eight 
terms: 1. density, 2. resistance, 3. power, 4. human energy, 5. hostili
ty, 6. femininity, 7. success, 8. your choice. The drawings were done in 
pencil to allow for erasures. The only restrictions were that the line draw
ings represent what those terms meant to the drawer, and that they be 
nonmimetic. The drawings could not be pictures of something 
recognizable, or use conventional symbols, or be portraits. The drawings 
were analogs of each student's thoughts on each specified concept; 
therefore, the drawings made "subjective thought objective by giving it 
a visible form" (Edwards, 67). See Figure 3. 

-~ 6 D S? 
1. density 2. resistance 3. power 4. human energy 

~ )f 
~ 

5. hostility 6. femininity 7. success 8. your choice 

Figure 3: Student's analog drawings . 

Exercise 4: With Exercise 3 as preparation, students were given a more 
in-depth analog drawing take-home assignment. Students were to first 
think of a problem (i.e., personal, social, or schoolwork related). Then 
without actually naming the problem or seeking to articulate it even to 
themselves, they were to make a line drawing which allowed them to "see" 
the problem in a visual, nonverbal form. As in the previous exercise, the 
goal of the activity was to bypass the normal censoring or inhibiting 
mechanisms associated with verbal language and draw out the inner 
thoughts and feelings. The analog drawings thus produced were visual 
representations or evidence of inner thought. 
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After finishing their drawings, students were directed to examine them 
and interpret their drawings themselves. Thus, the drawings served as 
a source of personal insight. On the back of their drawings the students 
wrote brief explanations or interpretations. See Figure 4. 
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Student's interpretation of her 
own drawing, "I feel like I am 
caught between people and 
things. Closer to the things I don't 
want and far away from the ones 
I do want and need." 

Figure 4: Student's in-depth analog drawing with self-interpretation. 

Exercise 5: This exercise was assigned as part of the prewriting for paper 
3, the mechanism description. The students were directed to use any one 
or a combination of the visualization techniques practiced so far, graphic 
ideation ( combined visual and ,erbal note-making), mapping, or analog 
drawing. Figure 5 is not a drawing of the actual mechanism the student 
chose to describe, but rather an idea sketch of what the assignment re
quired. 
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Figure 5: Student's visualization drawing for the mechanism paper. 

Exercise 6: As part of the pre writing and planning for the process paper 
assignment, students were directed to make drawings of the sequential 
steps in the process. These drawings were to be writer-based-not design
ed to illustrate the process for the reader. The actfoity of drawing itself 
required the students to think through the entire process and visualize 
its operation (as demonstrated by Hanks and Belliston 164-66, 170-73). 
Then examination of their own drawings helped the students plan the 
organization of their process explanation papers. As with the other 
visualization activities, the process drawings provided a means of pro
cessing information in a concrete, graphic, readable form-readable by 
the student writer, that is. Therefore, the students were working on their 
papers constructively, yet postponing the difficulties of written verbal ar
ticulation until their ideas and plans had time to develop. See Figure 6a. 
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Figure 6a: Student's drawing of the decision mal{ing process. The stu
dent commented, "Because the process is abstract, I chose to do an 
abstract visualization." 

Process visualization drawings can also easily be done on the computer, 
as illustrated by this drawing one ofmy students did using a graphics pro
gram for the Macintosh. See Figure 6b . 
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Figure 6b: Student's drawings of the six steps in fixing a flat bicycle tire. 

Exercise 7, One final visualization drawing was done by the experiment 
group and submitted with the final assignment, the post-test definition 
paper . The stud en ts were required to adapt one or more of the visualiza
tion techniques practiced during the quarter (mapping, idea sketching, 
analog drawings, or process drawings) or devise a visualization techni
que of their own. See Figure 7. 



Figure 7: Student's visualization for post-test essay (done before the sub
ject was chosen) . 

APPROPRIATENESS TO TECHNICAL WRITING 

Although visualization drawing could be used as tool of invention by any 
writer for just about any type of discourse, there are three reasons why 
it can serve the needs of technical writing students in particular. First, 
recent developments in computer technology are changing the nature of 
technical documents. Desk.top publishing software facilitates the integra
tion of text and visuals making it possible for the technical writer to become 
a technical illustrator as well. Furthermore, the movement toward increas
ed on-line documentation calls on the writer to create and select com
municative icons as well as consider the overall visual design. Visualization 
techniques can help teach the process approach to both graphic aids and 
visual design in general. 

Second, technical writing students often already have some experience 
with visuals. Some of them have already discovered the creative 
possibilities of drawing; they have just not applied it to the writing pro
cess. Students in electrical engineering, for example, are experienced at 
making schematic drawings and quickly perceive an analogy with visualiza
tion drawings. 

And third, John Harris explains that "there is a constant need in scien
tific and technical fields to convey shape concepts" (55). Harris provides 
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numerous examples of how shape images are drawn from geometrics ( 0 
rings), human anatomy (pipe elbow), animal and plant anatomy (monkey 
wrench, decision tree), and other shapes in nature (wave, peak). Harris 
points out that such terms "are notjust analogs for expression, but also 
function as models for thought" (60). Given the abundance of shape con
cepts used in the fields of science and technology, it would seem that 
visualization of images is frequently necessary. Visualization drawing ex
ercises could be particularly useful to the writers who must select or coin 
new terms for shape concepts, terms which serve both as models for 
thought and analogs for expression. 

EXPERIMENTAL STUDY FINDINGS 

My study had two goals. One was to measure the effect of training and 
experience in various visualization drawing techniques on the quality of 
the technical writing student's written product. The other was to assess 
the students' attitudes toward the use of visualization drawing techniques 
in their composing. For purposes of evaluation, a series of pre- and post
tests and pre- and post-self evaluations was administered. Examination 
of the composing process did not lend itself to rigorous quantitative 
measurement. Consequently, the qualitative data and analysis were more 
informative than the quantitative. 

The purpose of this study was to test four hypotheses. Hypothesis 1, Train
ing and experience in the use of visualization drawing will lead to improved 
quality in the written product. Findings, Comparison of the pre- and post
test mean scores indicated that there had been no statistically significant 
improvement in the experiment group's product in comparison to the con
trol groups'. Hypothesis 2, Technical writing students will find visualiza
tion drawing useful for generating, developing, and organizing ideas to 
write about. Findings, Three-fourths of the students in the experiment 
groups said they did find the visualization exercises helpful. Hypothesis 
3, Students will favor visualization drawings which can be done quickly 
without painstaking attention to detail. Findings, Students tended to prefer 
the mapping technique, which, in fact, does take more time and atten
tion to detail than some of the other exercises. Hypothesis 4, Students 
will find visualization drawing useful primarily during the prewriting and 
planning subprocesses. Findings, Students did use visualization primari
ly as a prewriting strategy, but that is probably due to my method of 
presenting it. I suggested that they use it at other points in their writing 
processes, but did not require them to. 

Students' Comments 

Some responses indicated that the students had been hesitant at first 
about whether the drawing activities were necessary. One student said, 
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At first I thought it wasjust a waste of time. Now I realize that using the 
isualization process can aid in creative thinking." Other comments regar
ing the usefulness of visualization include the following. One student 
,rote, "I liked ideation a lot, (it was) useful as a means to stir creative 
1ices." Another student said, "The most useful application was for the 
,rocess paper. Just step by step drawing helped the most." A third stu
ent wrote, "I especially found useful the visualization technique ofmap
,ing. It can be used for any class or anything. It helps organize ideas in 
he way you want them organized." 

VISUALIZATION DRAWINGS FOR 
HOH-TECHNICAL WRITING STUDENTS 

lecause of the nature of visualization drawings-and other typei, of 
liagrams as well-they have the potential to be useful to students at both 
he secondary and college level for a variety of types of writing. Visualiza-
ion drawings do constitute a type of creative idea processing and hence 
night appeal to the creative writing student. A student who is writing a 
hort story, for example, could draw diagrams representing the relation
hips between characters as preparation for verbal presentation of those 
:haracter relationships. Or the creative writer might benefit from sket
:hing portraits of individual characters to help him or her "see" what the i 
:haracter looks like to facilitate verbal description of that character. Or 
he student who is engaged in critical analysis of another writer's fiction 
nay benefit from diagramming the plot or characterization of a work under 
ixamination prior to writing an analysis of it. 

,tudents writing poetry might be particularly drawn to the analog draw
ng exercises (see Figures 3 and 4) because it requires the writer/drawer 
.o bring feelings and ideas which are still in the embryonic stage up from 
.he subconscious and get them out where they can be looked at. 

\!though they were from a composition class rather than a creative writing 
;lass, some ofmy students made comments which suggest the applicabili
;y of analog drawing to creative writing. One student said, "Analog draw
ngs were interesting because I didn't know what connections I might 
nake." Another student said, "Analog drawings may not help me come 
1p with an idea; however, it can get me in the mood to write, or even 
to discover how I really feel about my topic." 

l also believe writer based drawings have a place in the composition 
classroom. Recently I taught visualization in a freshman composition 
course asjust another prewriting strategy, along with verbal brainstorm
ing, keeping an idea log or journal, and free writing. And in this context, 
where there was considerable emphasis on finding something to write 
about and getting ready to produce a draft, the students were very open 
to the drawing activities. 
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I surveyed the students in my composition class to find out their reac
tions to the visualization techniques we had worked with and to see if there 
was one which they tended to prefer. As a whole, the class responded 
well to writer based drawings. The technique most often mentioned was 
mapping (see Figure 2). One student said, "Mapping helped me realize 
what parts of my ideas were unnecessary, and I could see if I repeated 
any ideas." Another said, "Mapping was quick and easy, and I got a lot 
of ideas from it." 

With regard to the visualization exercises as a whole, several students 
made some interesting comments. One student said, "Visualization draw
ing is better than brainstorming because there's not the same time 
pressure and because it's not as formal or as connected with other things 
as regular outlines." Another said, "I learned that I need about three sheets 
of paper just to start my main idea." And my favorite comment, "Visualiza
tion is a good technique when you're bored; I find it's something I enjoy 
doing." 

Conclusion 

Based on analysis of information generated by my research, I believe that 
teaching the use of visualization drawing during the prewriting and plan
ning phases of the student's composing process constitutes a legitimate 
process approach. 

First of all, visualization exercises can stimulate creativity by requiring 
students to view their subject in a manner different from the usual way. 
Second, these exercises integrate both the visual and verbal cognitive 
dimensions for writers who stand to benefit because of the spatial orien
tation appropriate to the content expressed in some kinds of writing, 
technical writing in particular. Third, in bypassing (or at least postpon
ing) the restrictive verbal conventions, they offer a means of circumven
ting writer's block. Fourth, visualization drawings constitute a pedagogical 
application of process theory to the teaching of writing. Fifth, drawing 
writer-based visuals can serve as a preliminary phase in the production 
of reader-based visuals. Finally, a statistically significant number of 
students I surveyed said they found visualization useful in their writing 
processes. I'll conclude with a comment from a student who sums up my 
main point, "I know visualization is there in case I need it." I believe it 
is worthwhile to introduce students to visualization. 
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WRITING THE COLLEGE 
RECOMMENDATION LETTER 

(A PARTNERSHIP 
BETWEEN TEACHER AND STUDENT) 

by 
Gene Fox and Jim Holden 
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High school seniors, shopping around for teachers to write college recom
mendation letters for them, often select English teachers to praise their 
character and extol their good works. In most cases this is a wise deci
sion on their part, for English teachers have presumably been trained to 
write coherently; but we have all seen the sloppy and generalized letters 
produced by well-meaning but careless teachers of all subjects, including 
English. So how can we improve the quality of the recommendation let
ters we write for our students and save valuable time in the process? One 
method we have tried at Northfield High School is to require students to 
complete a one-page information sheet noting such things as English 
courses they have taken, their grades in these courses, job experiences, 
travel, co-curricular activities, and reasons for selecting a particular col
lege. Once the students complete the information sheet (simply titled "Col
lege Recommendation Information"), we schedule a conference with them 
to clarify information or to raise questions about any confusing responses. 
Though this procedure has merit for teachers of any subject, it is especially 
practical for teachers of advanced placement or college prep English 
courses, for they are most likely to be bombarded with requests for recom
mendation letters. 

One obvious advantage in securing this information from students is that 
it will save these beleaguered English teachers some time, particularly 
in the actual writing of the letter but also in at least two other ways. In
stead of searching the cumulative record files for information about com
munity involvement or co-curricular participation, teachers ask students 
to provide such information, and having this information in writing reduces 
the number of last minute phone calls we might have to make to ask clari
fying questions. 

Another important advantage of this tactic is that it puts some of the 
responsibility back where it belongs-on the students. Letters of recom
mendation are, after all, written on their behalf. Asking them to provide 
the information makes the students partners in the process and may also 
help them appreciate the effort it takes to write an effective letter. In ad
dition, the process of completing the form may assist them in assessing 
their strengths, weaknesses, and goals . 
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Finally, having this information on paper may give English teachers a 
greater opportunity to do what we are always asking our students to do
"show, not tell." We are constantly reminding our charges to "back it up, 
give examples, avoid generalizing"; so this is our chance to practice what 
we teach. If we use the information on the sheet to support our observa
tions about a student's character, work habits, and intellectual abilities, 
we increase the probability that the recommendation letter will have an 
impact. College admissions people have to make some tough choices, and 
a letter that paints a lively portrait of a candidate is much more likely to 
be read with interest than one that is devoid of specifics. Most of us are 
unable to call to mind instant biographical sketches of our students, but 
using a form such as this to gather information should help us color .in 
their portraits. 

So the next time you are asked to write a recommendation letter, hand 
the student the "College Recommendation Information" form and say, "I'd 
be delighted to write a letter for you, but would you please complete this 
sheet first?" 

(See next page for College Recommendation Information form) 
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COLLEGE RECOMMENDATION INFORMATION 

STUDENT DATE 

GOLLEGE(S) ____ _ DATE DUE AT COLLEGE ____ _ 

A. INFORMATIONAL RESPONSES. 

1. Gourse(s) taken with instructor-
2. Grade in the course(s )-
3. Senior Honors course(s) a local college 
4. Go-curricular activities connected with school-
5. Job experience-
6. Travel experiences-
7 . Community activities-
8. Any special talents or hobbies-

B. OPEN-ENDED RESPONSES. 

1. I want to go to college because . 

2. This college appeals to me because . . . On what is the response 
based (word of mouth, visit, parent recommendation, family 
tradition, college brochures, etc .)? 

3. My anticipated course of study will be . 
4. My personal strengths are ... 
5. My weaknesses are ... 

6. My strengths as a. writer are . . 
7. My biggest problems as a writer are . 

8. If asked to tell how I relate to my peers and teachers, I would say ... 
9. I want people to remember me as . .. 



THE JOURNAL ARTICLE ASSIGNMENT: 
CODA 

TO THE RESEARCH REPORT 
by 

Peter J. Hager 
,. 

or many advanced composition courses, the research report stands as 
n excellent opportunity for students to showcase their research, 
nalytical, and rhetorical skills learned during the term. Teaching such 
synthesis of writing and research skills can prepare students for the types 
fwriting demands required not only in other academic course work but 
Isa in their future professions . And yet, over the years of teaching the 
:isearch report, I have found the assignment's effectiveness consistently 
mited by two fundamental shortcomings. 

irst, when performing secondary research for their analytical reports, 
1ost students, many of them sophomores just beginning study in their 
1ajors, attached little importance to reading trade or professionaljour
als from their respective fields. Instead, they unwisely restricted their 
esource sources to mainstream periodicals and encyclopedias. 

econd, students' general indifference toward the research report prov
d all too often a frustrating cul de sac in their development as writers. 
tudents selected report topics from their major fields of study and tend
ct to see the report as merely an academic exercise, one which offered 
.o practical connection with real-world audiences and the kinds of writing 
.emands they will ultimately face in future professions. Such student 
pathy invariably produced uninspired reports which were stylistically dull 
.nd analytically superficial. 

lly solution to these shortcomings is thejournal article assi~nment, whic~ 
sks students to write articles targeted atjournals or magazmes from their 
najor areas of study. Thejournal article-when used as a follow-up assign
nent, or coda, to the research report-is pedagogically attractive in four 
ignificant ways. First, by examining a range of trade and professional 
Jurnals in preparation for writing both the report and article, students 
amiliarize themselves with important research resources (e.g., trade and 
>rofessional journals) which will be key to their success in both their 
Lcademic course work and future professions. 

,econd, the article adds a sense of work-world relevance to the report 
vriting process. Students quickly realize that all the time invested in 
·esearch and writing, whether in academic or professional environments, 
1as practical value beyond the completion of an effective report. It could, 
LS in our case, lead to the completion of a publishable journal article. Third, 
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by writing articles under supervision, students become better prepared 
for writing and publishing expectations common to a growing number of 
professions. Finally, by first analyzing and then writingjournal articles, 
students learn to modify and apply rhetorical strategies to a distinct writing 
form rarely addressed in composition courses, thereby gaining a greater 
understanding of and appreciation for those strategies. 

Historically, the journal article as a course assignment has not received 
its share of attention. But a growing list of scholars (e.g., Mills and Walter; 
Markel) have incorporated a discussion of the technical article into writing 
texts outside the discipline of composition, such as technical writing and 
business communication. Edith Weinstein encourages writing instructors 
to take advantage of the article's tutorial value. Her technical writing 
students prepare for their writing of analytical reports by critiquingjour
nal articles with regard to such key writing concerns as audience analysis; 
organizational unity and coherence; and clear, concise style. 

I suggest that students go beyond the examination of journal articles by 
actually writing articles based on research from their analytical reports. 
The journal article assignment, as discussed here, teaches students to 
design and writejournal articles in three phases-Pre-Writing, Drafting, 
and Peer Editing and Revision. 

PRE-WRITING 

Many experienced researchers in academia and the professions have 
learned to anticipate the thrust of future articles and, consequently, 
carefully document each phase of their research. My composition students 
clearly have no such experience in article writing. However, their com
pleted analytical report provides them with a ready-made foundation of 
research on which to construct their articles. During the Pre-Writing seg
ment of the article writing process, students ( 1) narrow their report topics 
to a scope that can be addressed in a short article of 1,500 to 2,000 
words, and (2) analyze the audience of targetjournals so that they can 
more effectively slant the focus of their articles. 

In determining article focus, students should remember that articles are 
not to be paired-down versions of their reports . The report serves only 
as a reservoir of data and analysis, whose focus, organization, content, 
and style must be modified to match the informational needs, professional 
interests, and technical backgrounds of the journal audience(s). To help 
focus their article topics, students analyze and critique three articles from 
at least two differentjournals to which they might submit their own ar
ticles. Students refer to the Article Analysis Guide when examining each 
of the three articles . The Guide asks students to comment on the jour
nal's editorial personality and target audience, as well as on the article's 
format, organization, content, and style, 
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l\rticle Analysis Guide 

l. Characterize the article's target audience regarding their informa
tional needs, professional interests, technical back.grounds, and 
intended uses of the article's information. 

~- What is the article's purpose? How is the author effective in slanting 
the essay's focus toward readers' informational needs and interests? 

3. How is the article's overall organization appropriate in conveying 
information, as dictated by the essay's purpose and audience 
needs? Why are the headings and subheadings effective in highlighting 
section topics? How does the author keep sections and paragraphs 
unified and coherent? 

1. How does the author develop his/her analysis of the data provided 
and, thus, establish credibility? How is the author successful in 
using methods, findings, and visuals to support article premises 
and recommendations? 

3. How does the article's style and tone help to maximize reader 
comprehension? How readable is the article? Explain. 

3. What one strength in the article's organization, development, or 
style have you, as a writer/editor, benefited from most? Why? 

~ffectively analyzing the targetjournal and its editorial needs can be half 
:he battle in choosing the focus for an article (Smith 207). I remind 
,tudents that each professionaljournal has its own editorial personality, 
:1.s illustrated by the kinds of article topics and writing styles preferred 
by its editors or committees of referees. In addition, these same topics
whether theoretical, application-oriented, or "'newsy" in emphasis-often 
reflect the target audience's professional interests and/or intended use(s) 
::,f the article's information (Dowdy 276-283). 

Many of my students write technical articles based on research in the 
sciences (e.g., chemistry, computer science, electrical and mechanical 
engineering, geology). To appropriately control the level of technical ter
minology used in their articles, these students should estimate readers' 
technical back.grounds by studying the amount and type oftechnicaljargon 
present in targetjournal articles. Ajournal with articles heavily laden with 
technical terminology but with few definitions would probably appeal to 
readers more technologically sophisticated than those of ajournal whose 
articles included a minimal amount oftechnicaljargon. The focus of jour
nal advertisement and bulletins also can define readers' interests and 
technical back.grounds. 

To help them gauge the market for their articles, students research the 
targetjournal's publishing track record. Has thejournal recently publish
ed an article similar in emphasis, findings, and results to the student's 
own work? Ifso, the student might consider submitting the piece to a dif-
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ferentjournal. Students also might note ifthejournal is planning a special 
issue for which they might slant their article topics. Students checkjour
nals' "Information for Contributors" pages for ideas on timely topics as 
well as specific editorial instructions on article organization and format. 
In addition, authors should consider article lengths preferred by the target 
journal, then shape and cut their articles accordingly. 

As a rule, I encourage students, because of their relatively limited exper
tise in their major fields of study, to consider submitting to "soft" jour
nals/ magazines (e.g., Nature, Popular Mechanics, Psychology Today, and 
Science) rather than to "hard" (i.e., more technical)journals, such as The 
Botanical Review, Developmental Biology, Engineering Geology, and Jour
nal of the Chemical Society series. By targeting soft journals, students do 
not feel pressured into adopting a stilted and "academic" tone, which they 
often assume editors of theory-oriented hard journals expect of submit
ted manuscripts. Moreover, they don't feel obligated to discuss subjects 
at a technical level beyond their degree of expertise. 

Once students have determined the appropriate focus for their targeted 
journal and audience(s), they complete multiple outlines of their articles 
as they prepare to write first drafts. 

DRAFTING 

During the Drafting Phase, students use the detailed composition notes 
and descriptive outlines completed in the Pre-Writing Phase for deciding 
their article's organization and content. During this second phase, I rein
force in students' minds such fundamental principles as unified, coherent 
organization; complete, accurate content; and clear, precise style. 

Determining Organization, Content, and Style 

I remind students that the most effective organization is one that is least 
complicated and most "organic" to the author's primary aim, which is to 
help readers easily access and understand the article's findings and their 
significance. Moreover, students learn that the best organization is also 
the most logical. For example, an article written to show practical applica
tions of a known scientific principle might first review the principle, then 
discuss the application itself, stressing its practical and technical advan
tages (Dodds 16-25; Michaelson 20-26). Article organizations vary widely 
among soft and hardjournals. But students soon discover that mostjour
nals within a discipline contain common components, such as an abstract, 
introduction, methods, results, discussion, conclusion, and references. 
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Besides aiding students in focusing their article topics for a specific au
dience, the Article Analysis Guide also helps them to learn how publish
ed authors build unity and coherence in their articles. The limited space 
available to ajournal author demands that students keep sections and 
paragraphs thematically exclusive of one another to avoid redundancy. 
In addition, ideas should flow in a clear and logical progression. An am
biguous or misplaced sentence which confuses the reader fails at the most 
basic level of communication, reader comprehension. Functional 
headings, integral cornerstones of transition, can help move the reader 
from one idea to another. Consequently, headings must serve as descrip
tive "sign posts" that accurately highlight and forecast each section's cen
tral topic. 

I emphasize to students that the content of each article component (e.g., 
introduction, methods, results) must not only be sufficiently complete to 
build credibility but also to meet informational requirements implied, or 
explicitly stated, in the journal's editorial guidelines. By examining the con
tent of article components, students learn that the typical introduction 
ofa technical article includes a short definition or history of the problem, 
notable contributions of other experts on the topic, and the purpose and 
significance of their own article. The results section should contain key 
findings of the research. The discussion component usually assesses the 
validity, meaning, and importance of the findings while also noting and 
explaining any negative results (O'Connor 21-24). 

Students also recognize how limitedjournal space makes a Baconian style 
essential. Precise and accurate data must be conveyed in unambiguous, 
concise, and readable sentences. Students can maximize readability and 
precision in their articles if they: 

• Eliminate pompous poses that often lead to inflated and inaccurate 
language. 

• Use active verbs and concrete nouns. 
• Use shorter sentences that are simply structured to aid reader 

comprehension, especially when the article contains elaborate 
formulas and complex equations. 

• Choose active rather than passive sentence construction. 
• Use clear transitions between sections and paragraphs as well as 

between shifts in focus within paragraphs. 
• Remove digressions and superfluous explanations that distract 

readers from key issues. 

• Avoid technical jargon that is either misused or unnecessary 
considering the target audience's informational needs. 
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Designing and Integrating Visuals 

Choosing just the right visual is imperative if an article's findings and 
significance are to make their full impact on the reader (Benson 35-36). 
I devote at least two class meetings to discuss how authors of journal ar
ticles can best illustrate their data with appropriate visuals-such as 
tables, charts, diagrams, drawings, and photos. 

I remind students that a table or figure can be critical in clarifying, sum
marizing, simplifying, or emphasizing key points of an article. However, 
visuals used merely as impressive window dressing can actually be more 
counterproductive than inappropriate or poorly designed visuals 
(Michaelson 75-78). An excessive number ofvisuals can produce duplica
tion, slowing an article's pace and distracting the reader. To successfully 
incorporate visuals into articles, students should: 

• Place the visual as close as possible to its initial point of reference. 
• Explain the meaning and significance of the visual in the text. 
• Design the visual with a format prescribed by the targetjournal or 

style guide of the student's discipline. 
• Select descriptive titles and captions for visuals while also including 

any needed source line for attribution. 

Documenting the Article 

I remind students that an article's documentation should illustrate the 
breadth and depth of the author's literature search. However, an article 
crammed with superfluous footnotes can be a tip-off to the author's inex
perience in publishing or, worse, to the writer's misguided attempt to im
press readers. 

Students should follow the documentation style preferred by the target 
journal. If the journal requires no standard documentation style, I en
courage students to follow documentation guidelines provided by the 
Modern Language Association (MLA), American Psychological Associa
tion (APA), or University of Chicago style guides. Some journals from 
technical areas may require esoteric documentation styles, so I offer 
students a list of style manuals representing a variety of disciplines, in
cluding the: 

• American Chemical Society Handbook.for Authors. 

• American Institute of Physics Style Manual. 

• Council of Biology Editors Style Manual. 

• Harvard Law Review Association's A Uniform System of Citation. 
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PEER EDITING AND REVISION 

Collaborative writing in the form of peer reviews provi_des student authors 
with constructive criticism on the effectiveness of their articles' composi
tion as well as on the validity of their documents' findings and analyses 
(Bruffee 1973, 1984). Moreover, by receiving helpful suggestions from 
peer reviewers, student authors tend to accept criticism more readily and 
to see their own writing more objectively, which often translates into more 
complete and deliberate revisions, as argued by David Carson: 

When students analyze each other's writing from standpoints of cor
rectness, clarity, conciseness, and coherence, they become more con
scious of these qualities in their own writing. And when they learn that 
each criticism of a piece of writing requires a clearly justifiable ex
planation, they are less apt to construe criticism of their own writing 
as mere opinion. (82) 

Collaborative writing also allows student reviewers to apply important 
rhetorical strategies when analyzing peer articles, which ultimately makes 
the reviewers themselves better writers. Furthermore, peer editing is a 
highly effective way of helping student authors learn to generate "reader
centered" prose. H. J. Scheiber offers a convincing argument for incor
porating into the classroom a collaborative approach of peer editing-writing 
to aid students in better understanding the interests and needs of their 
audience( s): 

Only through frequent drafting and rewriting and the regular sharing 
of peer editorial response ( oral or written) will clear, rhetorically ef
fective prose accrue value. And only then will technical/managerial 
writers (and composition students) routinely generate reader-centered 
documents that communicate. ( 385) 

I organize my advanced composition class into peer work groups, each 
consisting of four students. Work group members typically share com
mon majors, which gives student authors at least a rough feel for how 
journal audiences of professional colleagues might receive their articles 
once in print. Students submit two different drafts of their articles for 
workshop review . Peer Worksheet 1 provides authors a general sense of 
how reviewers evaluate the overall integrity of the article's focus, organiza
tion, and mechanics. 

Peer Work.sheet 1 

1. How might the author more clearly define the article's purpose? 
2. Characterize the article's target audience(s). How could the article 

better meet the informational needs of this audience(s)? 
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3. Does the title accurately describe the major thrust of the article? 
Why or why not? How might the author make the general format 
of the article more appealing? 

4. Comment on the essay's general organization. Is key information 
presented in accessible chunks? Do headings and subheadings 
effectively highlight topical thrusts of sections? Why or why not? 

5. Note any errors in punctuation, grammar, and usage that distract 
the reader from understanding the document's message. 

6. What one recommendation would you make to improve this 
article? Why? 

Following the first workshop, I instruct student authors not to merely edit, 
but to carefully evaluate peer critiques and then fully revise their articles. 
The review of students' second rough draft is guided by Peer Worksheet 
2, which focuses reviewers' attention on more specific concerns of 
organization, development, and style. 

Peer Work.sheet 2 

1. Comment on the organization of each section of the article. 
Suggest how the unity and coherence of sections could be improved. 
How could transitions be made smoother and clearer? 

2. How might the author more fully develop the key points of the 
article? Suggest how the author could improve the credibility and 
accuracy of the article's findings and analyses? 

3. Does the conclusion include a clear and brief summary of the 
article's key points? Do recommendations seem justified? 

4. What is the article's significance? How might the author modify 
the article's emphasis to better illustrate the importance of the 
document's findings and conclusions? 

5. Summarize and evaluate the effectiveness of the article's style. 
Please comment on such central stylistic concerns as word choice, 
sentence variety, and sentence length . How might the author 
improve the article's clarity, precision, and conciseness? 

6. How useful and complete is the article's documentation? If the 
article includes notes, do they complement the text with relevant 
clarification? 

The key to making peer reviews beneficial to both author and critic is 
preparation. Before workshops I fully brief students on the purpose and 
meaning of these encompassing review questions. I also encourage 
reviewers to be detailed in their criticism to avoid confusing the author. 
Constructive criticism also should be complete, and not necessarily limited 
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to the scope of Worksheet questions. For instance, students might assess 
whether the article is written at a technical level appropriate for the target 
audience and if the technical data have been sufficiently explained. In ad
dition, students usually examine the effectiveness of article visuals and 
depth of the author's literature search. 

COHCLUSIOH 

The article assignment does not require that students submit their articles 
to targetjournals, yet some students invariably do. In the two years I have 
been teaching the assignment, several students have been fortunate 
enough to be asked by editors to revise and resubmit their articles, though 
none of the articles was ultimately published. The rigors of the publishing 
world, however, have not dampened students' enthusiasm for the article 
writing process. 

The journal article lends work-world relevance to the research report 
assignment and also enables students to make double use of the term 
paper's research, findings, and analyses. Moreover, aside from providing 
undergraduates a practical transition from academia to the professional 
world, the article writing process teaches composition students how to 
become better editors and writers. They learn that by incorporating ef
fective rhetorical strategies into their writing, they can convince colleagues 
that their ideas are accurate, valid, and, perhaps one day, worthy of 
publication. 
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WRITING TO THIHI{ AHO LEARN: 
A BIBLIOGRAPHY 

by 
Myron Bietz 

In the past several years the view of composition in the schools has 
undergone a significant paradigm shift. Educators have been led, not 
always willingly, from a position of considering writing primarily as a pro
duction skill-one to be developed and polished, mostly through the heroic 
efforts oflong-suffering English and language arts teachers-to one of view
ing it as an integral process in developing critical thinking and empower
ing learning across the disciplines. 
The transition, though exciting, has not always been easy. Rather than 
feeling liberated from the queries about why kids can't write, along with 
the expectation that it's solely up to them to do something about it, English 
and language arts teachers have shouldered the additional responsibilities 
of convincing sometimes-hesitant colleagues in other disciplines to make 
writing a regular part of their instruction, showing them simple, non
threatening, and effective ways of integrating such writing in their classes. 
In the process they have also rethought the ways they approach and use 
writing in their own classrooms. 
Direct modeling of effective approaches-shared by teachers in released
time workshops and inservice sessions, encouraged by supportive boards 
and administrators-is, of course, still the best way of making writing a 
regular part of instruction across the curriculum. But teachers who want 
to find new techniques to test in their classrooms and share with colleagues 
now have a wealth of good books and articles to help them along. During 
a recent sabbatical I discovered much good source material, both 
theoretical and practical, on writing to think and learn. The following is 
a partial annotated listing of book sources, plus a good selection of how
to articles that have appeared in professionaljournals over the past few 
years. 

BOOK SOURCES 

Atwell, Nancie. In the Middle, Writing, Reading, and Learning with 
Adolescents. Portsmouth, New Hampshire, Boynton/Gook, 
Heinemann, 1987. 
Atwell's remarkably successful full-immersion approach to reading 
and writing in the middle school is beginning to affect literacy pro
grams around the country. "Filled with details of conducting con
ferences in reading and writing, mini-lessons (applicable at any 

level), working with various genres, the uses of time, grading and 
proofreading," the book's power is in the "details of engagement" 
between a committed teacher and developing adolescents. 
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Berthoff, Ann E. The Making of Meaning, Metaphors, Models and 
Maxims for Writing Teachers. Upper Montclair, New Jersey, Boyn
ton/Gook, 1981. 

Ann ~erthoff, bo_t~ teacher and theorist, is one of the most power
ful voices on wntmg process as it relates to writing to learn. In 
!fle Making of Meaning she argues that "'recipe sharing" by teachers 
1s r:ot enough, writi~g instruction must be grounded in theory 
derived from and validated by classroom practice. Labeling much 
current textbook and classroom practice as "wrongheaded," she 
argues that language use (both in reading and in writing) is not 
merely for communication purposes but is essential for construc
ting knowledge and thinking critically. 

Berthoff, Ann E., ed. Reclaiming the Imagination, Philosophical Per
spectives for Writers and Teachers of Writing. Upper Montclair, New 
Jersey, Boynton/Gook, 1984. 

Imagination "has been abducted by psychologists and transported 
across false borders to a suffocating locale called The Affective 
Domain," writes Ann Berthoff. This selection of essays is intend
ed to regain that loss, inviting teachers "to get the what and the 
how together, to bring theory to bear on practice so that methods 
can be developed." Major sections deal with perception (looking
an~ looJ<!ng again-to engage the mind), language (the means of 
art1culatmg the perceptions and "making meaning"), and ir.ter
pretationfk.nowi~g ( the working concept most needed for writing 
across the curnculum). A final section, "Artists at Work," is in
~ended t~ help teachers and students discover that composing and 
mterpretmg are ways of knowing. Ms. Berthoff suggests that 
readers keep a dialectical (double-entry) notebook as they read 
as a way of auditing the meanings that emerge. 

Brow~, Cynthia Stokes. Like It Was, A Complete Guide to Writing Oral 
Hzstory . New York, Teachers & Writers Collaborative, 1988. 

A detailed how-to guide for writing the stories of people's lives from 
tape recordings, Like It Was gives practical advice on using a 
recorder, conducting and transcribing interviews, and producing 
several types of histories from the transcripts. Teachers are ad
vised to try the approach for themselves before using it with 
classes. Ms. Brown gives particularly useful advice on interview
ing, on retaining the voices and dialects of those interviewed and 
?n writing from transcripts. Chapter 9, "How to Do Oral Hi~tory 
m the Classroom," presents a rich set of sample assignments and 
suggestions. Appended are a bibliography of oral histories and ex
amples of interviews and finished histories. 
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amp, Gerald, ed. Teaching Writing, Essays from the Bay Area 
Writing Project. Upper Montclair, New Jersey, Boynton/Cook, 1982. 

These twelve essays present down-to-earth, example-laden ap
proaches typical of BA WP theory and practice, based on the 
assumptions that (a) teachers have out of necessity learned how 
to teach students to write in the privacy and isolation of their own 
classrooms; (b) the best teachers of teachers are successful prac
titioners with ideas and specific strategies developed with real 
students in real classrooms; (c) teachers of writing must write 
themselves, experiencing regularly what they are asking of their 
students; (d) real change in classroom practice happens over time 
as teachers share and test ideas regularly in ongoing and 
systematic staff-development programs; and (e) effectiv~ pro
grams involve teachers who use writing as a way of learnmg at 
all grade levels and in all content areas . 

)iYanni, Robert. Connections, Reading, Writing, and Thinking. Upper 
Montclair, New Jersey, Boynton/Gook, 1985. 
Connections, a student text, consists of paired and grouped 
readings plus exercises designed to make the most of the 
reading/writing/thinking connections. Topics and approaches, ap
plicable to readings in any discipline, include Getting Started, An
notating, Listing, Questioning, Lateral Thinking, Revision, and 
Double-Entry Notebook. 

Elbow, Peter. Writing without Teachers. New York, Oxford University 
Press, 1973. 
Elbow presents his alternative to the traditional model of what 
works in the writing process . Through freewriting, "growing" (get
ting words to develop and evolve through stages), and "cooking" 
(producing interactions between words, ideas, people, metaphors, 
modes ... ); the writer discovers and forms meaning rather than 
trying to record preestablished meaning. Elbow provides a prac
tical design and rationale for the teacherless writing class-regular 
meetings of committed individuals to share their writing and to 
discover how others experience it. 

Elbow, Peter. Writing with Power, Techniques for Mastering the Writing 
Process. New York, Oxford University Press, 1981. 
Writing with Power reprises and continues what Elbow began in 
Writing without Teachers. The focus is on empowering users of the 
process, through pump-priming and drafting, through revision 
strategies, through differing approaches to audience, through 
feedback and help from others, and through development of the 
"magical" relationships between writer, words, and meaning. 
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Emig, Janet. The Web of Meaning, Essays on Writing, Teaching, 
Learning, and Thinking. Upper Montclair, New Jersey, Boynton/Gook, 
1983 . 
These eleven essays present Janet Emig's observations and com
mon sense suggestions concerning writing's role in the schools. 
Particularly noteworthy are "The Uses of the Unconscious in Com
posing," excerpts from her now-classic The Composing Processes 
of Twelfth Graders, "Writing as a Mode of Learning," and "Non
Magical Thinking, Presenting Writing Developmentally in Schools." 
A recurrent theme is that schools and teachers, if they are to be 
effective, must themselves know and practice what they purport 
to teach. 

Fulwiler, Toby, ed. The Journal Book. Portsmouth , New Hampshire, 
Boynton/Cook, Heinemann, 1987 . 
" ... (H)uman beings find meaning in the world by exploring it 
through language- through their own easy talky language, not the 
language of textbook and teacher ... The skillful educator makes 
use of such language for learning wherever she finds it-and the 
journal is one of the handiest places." Fulwiler has assembled a 
powerful set of articles by such skillful educators-elementary to 
college level, in the arts and humanities, in the quantitative 
disciplines, and in English-to demonstrate his point. The forty
two essays in this collection provide a good mix of theory and prac
tical application . 

Fulwiler, Toby. Teaching With Writing . Upper Montclair, New Jersey, 
Boynton/Cook, 1987 . 
Fulwiler presents ideas from interdisciplinary writing workshops, 
showing "how to improve the thinking and learning that goes on 
in the name of education." As in his workshops, he asks readers 
to write their way through the approaches to discover practical 
ideas and the theories on which they are based. 

Gere, Anne Ruggles, ed. Roots in the Sawdust, Writing to Learn Across 
the Disciplines. Urbana, Illinois, National Council of Teachers of English, 
1985. 
These articles from the Puget Sound Writing Project present suc
cessful techniques used by teacher-participants to move students 
from writing that merely shows learning to writing that develops 
their thinking skills and helps them learn. Though approaches are 
specific to art, foreign language, history, mathematics, 
philosophy, science, social studies, and special education, most 
activities adapt readily to other areas and levels. 
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?roswami, Dixi, and Peter R. Stillman, eds. Reclaiming the Classroom, 
Teacher RestJ.rch as an Agency of Change. Upper Montclair, New 
Jersey, Boynton/Gook, 1987. 
The writers in this collection maintain that classroom inquiry
research by practicing teachers in actual classrooms-empowers 
those teachers, transforming their thinking, their perceptions of 
themselves, and their profession. The final section presents close
up studies of teacher-researchers at the Bread Loaf School of 
English. 

larste, Jerome G., Kathy G. Short, and Carolyn Burke. Creating 
Classrooms for Authors, The Reading-Writing Connection. Portsmouth, 
New Hampshire, Heinemann, 1988. 
Combining a theoretical framework with a widely varied set of 
lesson plans, Creating Classrooms for Authors shows how to begin 
and maintain authoring cycles, how to establish conducive 
classroom environments, and how to use authoring activities to 
enhance learning in the various disciplines. The book is written 
primarily for application in the elementary classroom; however, 
its theory is applicable and its lessons readily adaptable to secon
dary settings. 

(irby, Dan, and Tom Liner. Inside Out, Developmental Strategies for 
Teaching Writing, Second Edition. Portsmouth, New Hampshire: Boyn
ton/Gook, Heinemann, 1988. 
Kirby and Liner describe the learning/writing process, 
demonstrate how to establish an effective classroom environment, 
and suggest hundreds of practical approaches teachers can use 
as they work with their students, shifting their roles "from 
assignment-giver and examiner-grader to editor-helper and fellow 
writer." 

:..anger, Judith A. and Arthur N. Applebee. How Writing Shapes Thinking, 
A Study of Teaching and Learning. Urbana, Illinois: National Council 
of Teachers of English, 198 7. 
Langer and Applebee examine current practices in teaching, seek
ing to identify ( 1) the types of writing activities that work in a varie
ty of content-area classrooms and (2) the kinds of thinking and 
learning promoted by different kinds of writing. They note signifi
cant differences in the results achieved by analytic writing, by 
summary writing and note-taking, and by responses to short
answer study questions. They conclude that appropriate writing 
activities, carefully selected and used, and supported by col
laborative rather than evaluative means, can become "a major 
vehicle for conceptual learning in all of the academic disciplines." 

• 
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Macrorie, Ken. The I-Search Paper. Portsmouth, New Hampshire: 
Boynton/Gook, Heinemann, 1988. 

In this revised edition of Searching Writing, Macrorie makes the 
case for writing which, unlike the research papers produced for 
most classrooms, is important to writer and audience alike. His 
sections-"Writing Every Day," "I-Searching," "Becoming an 
Editor," and "Looking in the Cup board" -consist of powerful ex
amples, lead-in exercises, and abundant commentary. Chapter 
25, "The Larger Context," includes revealing teacher-written !
Searches on writing to learn in psychology, U.S. history, govern
ment, and biology. 

Martin, Nancy, ed. Writing Across the Curriculum Pamphlets. Upper 
Montclair, New Jersey: Boynton/Cook, 1975. 

These British pamphlets, collected here under one cover, grew 
fro_~. a research project examining the development of writing 
ab1ht1es from ages 11 to 18. Interviews with and writing by 
students and teachers reveal strategies for improving writing
and thereby thinking and learning-in the sciences and the 
humanities. 

Mayher, John S., Nancy Lester, and Gordon M. Pradl. Learning to 
Write/Writing to Learn. Upper Montclair, New Jersey, Boynton/Cook, 
1983. 

Exploring the interrelationships between learning and writing, the 
authors examine the development of composition skills, the uses 
of writing in discovering meaning, and the roles of teachers across 
the disciplines in effecting both. The final chapter, "Surviving 
Together in the Real World," provides practical insights into 
establishing and sustaining a school writing-to-learn program. 

Moffett, James. Active Voice, A Writing Program across the Curriculum. 
Portsmouth, New Hampshire: Boynton/Cook, Heinemann, 1981. 

Active Voice presents a rationale and then provides a sequence 
of writing activities, an "accumulating repertory," to move students 
through developmental stages of writing and thinking. Activities 
are in three groups: Revising Inner Speech (six different ap
proaches), Dialogues and Monologues (six more approaches), and 
Narrative into Essay (nineteen additional approaches). A valuable 
overview of an entire program, Active Voice also provides a wealth 
of ideas readily adaptable to most classrooms and subject areas. 

Murphy, Richard. Imaginary Worlds, Notes on a New Curriculum. 
New York, Teachers & Writers Collaborative, 1974. 

This short work chronicles the author's efforts with middle-school
age students on the topic of utopias. Teachers should be able to 
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find application for Murphy's strong mix of writing ideas and ex
amples well beyond the grade levels and social studies classes for 
which they were originally intended. 

l{urray, Donald. Write to Learn. New York, Holt, Rinehart and 
Winston, 1984. 
Modeling with his own writing, Murray shows_ (more th~n tells) 
his readers a variety of ways writers work, moving from discovery 
processes (brainstorming, using writing to discover meaning and 
focus) to the processes of quick-drafting, clarifying, and fine
tuning. His approaches are fresh and practical-invitations to at
tempt techniques used by effective writers in all fields. 

>arker, Robert P. and Vera Goodkin. The Consequences of Writing, 
Enhancing Learning in the Discipline. Upper Montclair, New Jersey, 
Boynton/Cook, 1987. 
The Consequences of Writing focuses on writing's heuristic 
function - its ability to bring about discovery, thinking, and 
understanding. Addressed to teachers, it provides a no-nonsense 
theoretical base and an extended set of approaches (both 
assignments and examples of student writing from a number of 
disciplines) that can be readily modified for use in most college .,,, \"j,Ji 
and secondary classrooms. 

Parry, Jo-ann, and David Hornsby. Write On, A Conference Approach 
to Writing. Portsmouth, New Hampshire, Heinemann, 1985. 
Write On provides clear, step-by-step procedures for implemen
ting the writing process in the classroom. Produced for elemen
tary classrooms by two veteran Australian teachers, this guide 
presents sound theory and down-to-earth approaches for organiz-
ing classrooms and small groups; for designing assignments; :or 
conferencing throughout the various writing stages; for relating 
writing to spelling, reading, and literature study; an~ for 
establishing peer and cross-age tutoring. The work's clear delinea
tion of writing process and its many practical teaching ideas make 
it useful at any level. 

Spear, Karen, Sharing Writing, Peer Response Groups ~ English 
Classes . Portsmouth, New Hampshire, Boynton/Cook, Heinemann, 
1988. 
Part I, "Challenging of Peer Response Groups," examines r~-
tionales for and obstacles to the use of peer response groups in 0 
process-directed writing. Part II, "Developing Productive Peer 
Response Groups," provides practical approaches. ~ocuses are 
on community building, developing reading strategies for shar-
ing writing, enhancing listening to improve group effectiveness, 
giving and receiving feedback, and "troubleshooting" ( a miscellany 

of suggestions to make the group process work and to keep it work
ing). Though Sharing Writing is addressed to college and secon
dary English teachers, its theory and approaches are valid in any 
setting where teachers employ writing and group interaction to 
effect thinking and learning. 
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Young, Art, and Toby Fulwiler, eds. Writing Across the Disciplines, 
Research Into Practice. Upper Montclair, New Jersey, Boynton/Cook, 
1986. 

Young and Fulwiler, along with colleagues from a variety of 
disciplines, chronicle the school-wide implementation of writing 
across the curriculum at Michigan Technological University at 
Houghton, Though postsecondary in focus, the observations and 
approaches are equally applicable in secondary school. Fulwiler's 
"The Argument for Writing Across the Curriculum" (Chapter 2) 
and his "Reflections, How Well Does Writing Across the Curriculum 
Work.?" ( Chapter 18) provide a classic overview of underlying 
theory, practical approaches to problems, and modest assessment 
of the effects (some expected, others surprising) of such writing. 

Zavatsky, Bill, and Ron Padgett, eds. The Whole Word Catalogue 2. 
New York., Teachers & Writers Collaborative, 1977. 

This is an idea book, a generous collection of teaching strategies, 
most of which involve writing. Signed articles by classroom 
teachers are grouped under the following headings, "Teaching 
Writing," "Writing Ideas" (further subdivided into "Gimmicks," 
"Letters and Dialogues," "Writing from Observation," and "Writing 
and Literature"), "Drama, Film, Video, Music, Art, and Publica
tion," "Studying Society," "Handle with Tender Loving Care," "In
side School and Out," and "Book.and Record Reviews." Approaches 
are drawn from (and adapt readily to) all grade levels. 

Zemelman, Steven, and Harvey Daniels. A Community of Writers, 
Teaching Writing in the Junior and Senior High School. Portsmouth, New 
Hampshire, Heinemann, 1988. 
A Community of W_riters celebrates and promotes the process 
paradigm -a revolutionary and collaborative way to implement 
writing in all classrooms. Rich both in theory and in practical sug
gestions for designing, integrating, and using writing-to-learn ap
proaches, the book. will impel any teacher to rethink. his/her 
teaching. 

Ziegler, Alan. The Writing Workshop, Volumes One and Two. New York.: 
Teachers & Writers Collaborative, 1981 (Vol. 1), 1984 (Vol. 2). 
The Writing Work.shop is a practical, wise, and humane approach 
to teaching "creative" writing at any grade level. Volume One shows 
how to turn a classroom into a writing work.shop, examines the 
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steps and stages of the writing process, and probes the relation
ship between teacher and student writer. Volume Two, an 
example-filled collection of strategies for generating writing, con
tains over two hundred pages of assignments that could easily be 
adapted to expressive, writing-to-learn approaches in the various 
subject areas. 
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Beutler, S. A. "Using Writing to Learn About Astronomy," Reading 
Teacher, January 1988, 412-417. 
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Writing and Critical Reading," Reading Teacher, October 1989, 42-48 . 

Gahn, S. M. "A Practical Guide for Teaching Writing in the Content Areas," 
Journal of Reading, March 1989, 525-531. 

Giese, R. N., et al. "Procedure Writing-But This Ain't No English 
Class," Science Activities, February!March 1989, 24-27. 
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Gilstrap, R. L. "Social Studies Research Papers, A Writing Process 
Approach," Social Studies, November/December 1987, 264-266. 

Gray, D. "Writing Across the College Curriculum," Phi Delta Kappan, 
June 1988, 712-717. 

Havens, L. "Writing to Enhance Learning in General Mathematics," 
Mathematics Teacher, October 1989, 551-554. 

Hedberg, J. H. "Writing and Thinking about the English Industrial 
Revolution," Social Education, April/May 1988, 260-263. 

Hightshue, D. , et al. "Writing in Junior and Senior High Schools," 
Phi Delta Kappan, June 1988, 725-728. 

Hoffman, M., and A. Powell . "Mathematical and Commentary Writing, 
Vehicles for Student Reflection and Empowerment," Mathematics 
Teaching, March 1989, 55-57. 

Holbrook, H. T. "ERIC/RCS, Writing to Learn in the Social Studies," 
Reading Teacher, November 1987, 216-219. 

Jenkinson, E. B. "Learning to Write, Writing to Learn," Phi Delta Kappan, 
June 1988, 712-717. 0 

Jensen, J. L., et al. "Adapting the I-Search , A Potpourri of Topics 
and Practices," English Journal, September 1989, 74-80. 

Keith, S. Z. "Explorative Writing and Learning Mathematics, " Mathema
tics Teacher, December 1988, 714-719. 

Kirby, D., D. Latta, and R. Vinz. "Beyond Interior Decorating, Using 
Writing to Make Meaning in the Elementary School," Phi Delta Kap
pan, June 1988, 718-724. 

Konopak, B. C. , et al. "Reading and Writing, Aids to Learning in the 
Content Areas," Journal of Reading, September 1987, 109-115. 

Krest, M. "Adapting the Portfolio to Meet Student Needs," English 
Journal, February 1990, 29-34. 

Leopold, A. H., and E. B. Jenkinson . "The Cummins Engine Foundation 
Writing Project, A Cooperative Venture with Public Schools," Phi Delta 
Kappan, June 1988, 740-745 . 

Levitsky, R. "A 'Bill of Writes' for the Social Studies," Social Studies, 
May/June 1988, 103-106. 

Lock, R. "Some Less Usual Approaches to Pupil Work. in School Biology 
Lessons," Journal of Biological Education, Summer 1989, 142-146. 
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Maimon, E. P. "Cultivating the Prose Garden," Phi Delta Kappan, 
June 1988, 734-739. 

Meislich, E. K. "Requiring Good Writing in Chemistry Courses," Journal 
of Chemical Education, June 1987, 505-506. 

Mett, C. L. "Writing as a Learning Device in Calculus," Mathematics 
Teacher, October 1987, 534-537 . 

Miccinati, J . L. "Mapping the Terrain , Connecting Reading With Academic 
Writing," Journal of Reading, March 1988, 542-552. 

Miller,_ L. D., and D. A. England. "Writing to Learn Algebra," School 
Science and Mathematics, April 1989, 299-312 . 

Moynihan, M. M. "Writing in Sociology Classes, Informal Assignments" 
Teaching Sociology, July 1989, 346-350. ' 

Mullin, W. J. "Writing in Physics," Physics Teacher, May 1989, 342-34 7. 

Oxe:1dine, R. , and R. K. Mills . "Improving Students' Writing Skills 
m the Classroom , A Model of Comparison and Contrast Writing " Social 
Studies, November/December 1987, 267-269. ' 

Pinkston, Joan W. "Thoreau and Current Trends in the Teaching of 
Writing, " English Journal, November 1989, 50-52 . 

Reynolds, F. E., and I. Pickett. "Read! Think! Write! The Reading 
Response Journal in the Biology Classroom," American Biology 
Teacher, October 1989, 435-437 . 

Rosenthal, L. C. "Writing Across the Curriculum, Chemistry Lab 
Reports," Journal of Chemical Education, December 198 7, 996-998. 

Sensenbaugh, R. "Writing Across the Curriculum, Evolving Reform" 
Journal of Reading, February 1989, 462-465. ' 

Singh, R. N., and N. P . Unnithan. "Free to Write, On the Use of 
Speculative Writing in Sociology Courses," Teaching Sociology, October 
1989, 465-470. 

Smith, C. B. "ERIC/RCS, Learning through Writing, " Reading Teacher, 
November 1989, 172-173. 

Soriano, J . R. "Thinking Through Writing," Science Teacher, March 1989 
17-20. ' 

Spack, R. "Initiating ESL Students into the Academic Discourse 
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van Orden, N. "Critical-Thinking Writing Assignments in General 
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From Our Past 

On April 23, 1960, at a special session of the spring conference at the 
University of Minnesota, Minneapolis, a meeting was held to form a new 
comprehensive state organization of English teachers . James Squire of 
NCTE christened the new organization and delivered the luncheon address. 
Dr. [Harold B.] Allen, [University of Minnesota-Minneapolis,] chaired the 
nomination committee and introduced the speakers of that first MCTE 
meeting. 

During the succeeding months, hours were spent in drafting a constitu
tion. Concern was for reaching and representing English teachers at all 
levels of instruction and at all types of institutions. The new organization, 
the Minnesota Council of Teachers of English (MCTE), immediately ap
plied for a Glass-A affiliate membership with the NGTE. MGTE member
ship dues were one dollar; associate membership, fifty cents; charter 
membership was available until September, 1960. 

Records reveal that of the nearly three hundred members at that time 
a vast majority were high school teachers. White Bear schools had 100 
percent membership; Austin, South St. Paul, Stillwater, and Virginia 
schools also had large MCTE memberships. 

The first officers were Gerald Thorson, Augsburg College, Minneapolis, 
president; Lorna Bates, Austin High School, vice president; Stanley B. 
Kegler, University of Minnesota, Minneapolis, executive secretary; Elfrieda 
Hintze, Waite Park Elementary School, Minneapolis, treasurer; and Joseph 
Miller, Moorhead State College, ex-officio member. 

The Minnesota English Newsletter edited by Roger Kemp and William Ojala, 
both of the University of Minnesota, Minneapolis, first appeared in the 
spring of 1960. In an issue that fall, President Gerald Thorson stated the 
purpose of the MCTE, 

1. To be the voice of English teachers, not a pressure group but a group 
to bring pressure as needed to upgrade the profession . 

2. To integrate work at every level, to focus attention on problems we 
all share in areas of instruction, curriculum, and certification; to 
become informed about developing problems; to share insights and 
knowledge with others. 

3 . To learn more about language and literature; to inspire one another 
ii to a deeper understanding of subject matter; to be linguists and 

literary scholars in some measure. 

During his presidency Dr. Thorson urged a heightened articulation be
tween high schools and colleges and offered some suggestions to carry 
this out, 
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1. Prepare to make available a bibliography of studies in English 
curriculum. 

2. Establish a program to publicize the Minnesota Guide and curriculum 
studies of NCTE. 

3. Publish statements on the preparation for English teachers available 
in Minnesota colleges and universities. 

Recognizing the need for immediate action, MCTE set up six committees 
to expand the scope of activity, Articulation, Curriculum, Fifth-Year Pro
gram for Teacher Education, Resolutions, Standards and Certification, and 
Teacher Load. In addition, a liaison was established between the Min
nesota Education Association and MCTE. 

Through the first year the organization progressed because of the work 
of many professionals, especially the tireless work of the Executive 
Secretary, Stanley B. Kegler, [University of Minnesota-Minneapolis,] a 
prime mover of MCTE. Two of his significant projects were the appoint
ment ofMCTE representatives in schools throughout Minnesota to increase 
the awareness ofMCTE's goals and its importance to Minnesota teachers 
and the study of teacher load. 

[Excerpt from:] A History of the Minnesota Council of Teachers of English, 
The First Twenty-Five Years by Edna C. Downing. • 
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