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This book is dedicated to Sue Hallett, without whom it
would never have been rewritten, and to my family,
whose support was, as always, generous and unfailing.



Thus, great with child to speak, and helpless in my throes,
Biting my truant pen, beating myself for spite:
“Fool,” said my Muse to me, “look in thy heart, and write!”

—Sir Philip Sidney, Astrophel and Stella
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Preface

A word about the collaboration of Susans that has led
to this book. The idea for the book and the eventual first
draft came from Susan McLeod. Appropriately enough, the
book grew out of an affective experience: a vague feeling of
dissatisfaction with the explanatory power of both cognitive
and social constructionist theories of the composing process.
Let me, the first Susan, hasten to say‘that I have found both
these approaches to researching and teaching composition
most helpful, as readers will discover throughout this book;
both provide useful ways of conceptualizing issues and of
putting theory into practice in the classroom. I have found
Linda Flower’s newest book, The Construction of Negotiated
Meaning: A Social Cognitive Theory of Writing (Carbondale:
Southern Illinois UF, 1994) to be especially insightful.

But various encounters, familiar to all teachers of com-
position, told me I needed to know more about matters of
the heart. There was Alice, the student who remained satis-
fied with her first drafts and didn't revise, even though her
editing group (and her teacher) told her rather insistently
that her work needed revision. Then there was Leontina, the
student who usually wrote well but produced a very dis-
jointed paper on a topic she obviously cared deeply about.
There was Ira, the student who told me that he had never
been good at English, his voice and manner suggesting that
it was hopeless to try; he was defeated before he started,
putting little effort into the assignments because he knew he
would fail. Most frustrating to me were the students (more
numerous than I liked to admit) who seemed to care more
about grades than about improving their writing. How could
I deal—and help students deal in productive ways—with
what seemed to be affective rather than social/cognitive is-
sues?
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So I researched and wrote. The first draft of the book
was what Emest Boyer would call the “scholarship of inte-
gration.” It was a review of the research on affect, drawing
primarily from psychology, sociology, and anthropology;, fas-
cinating stuff. Still, the dissatisfaction lingered; the draft
seemed too—well, cerebral, an intellectual discussion of af-
fect. Reviewers of the manuscript made suggestions, the
most helpful of which was to provide more situatedness,
more application to day-to-day classroom interactions. For
one semester, I conducted a modest teacher-research project
in my own English 101 class, discussing affective issues with
students and collecting data. I then found a new adminis-
trative position thrust upon me, making a regular 101 teach-
ing assignment difficult.

Thus began the collaboration with Sue Hallett, Susan
#2, an instructor in Washington State University’s composi-
tion program. Sue, a former medical social worker and spe-
cial education teacher, is one of the most effective teachers in
the writing program, at least from her students’ point of view.
In their evaluations, they praise her sympathy and under-
standing of them as well as her efforts in pushing them to do
their best. The nextsemester, I observed Sue’s class and took
notes, interviewed students, read copies of their papers, and
met with Sue to discuss what I saw in her class. The follow-
ing semester, Susan Parker (Susan #3) became part of our
collaborative effort. This third Susan, a new graduate stu-
dent in our program, was observing Sue Hallett’s class as
part of her T.A. training and was also running a tutorial con-
nected to that class.! Thus she was uniquely positioned to
help us understand more fully what we saw, or what we
thoughtwe saw, in the classroom interactions that semester.
Susan #2 and #3 kept teaching journals, I continued to r ead
student papers and conduct interviews, and the three of us
met weekly to discuss what was going on in Sue’s classes
and how certain events and student behaviors were illumi-
nated by the theories set forth in this book.

What emerged from this study for us was a fuller un-
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derstanding of affect in the classroom. In the account that
follows, we have conflated the year and a half of our study
into one semester in order to provide a narrative for the book.
The class is a composite drawn from seven classrooms over
three semesters; the students are real enough (we have
changed only their names and a few identifying features),
but they were not all in the same class. The narrative of the
semester is not an ethnography—rather it is a story that pro-
vides illustrations of theory being played out in a particular
context. We hope that by presenting a classroom context with
illustrative vignettes, the research on affect will be more ac-
cessible for teachers like ourselves who want to understand
our students better so that we can better help them with their
writing.

Philosophers have had much to say about the affective
domain, and we recommend their work to those interested
in such musings. (See, for example, Heidegger, Kierkegaard,
Langer, Sartre. A useful summary of such approachesis pro-
vided by Calhoun and Solomon.) We haverelied for the most
part, however, on research from the social sciences; this reli-
ance is not because philosophy has nothing to téach us, but
because we, the writers, tend to be more pragmatic than
philosophical. Our discussions of pedagogy, while they are
meant to be of practical value, are intended to be suggestive
rather than prescriptive. In fact, many writing teachers are
already using some of the suggested techniques and ap-
proaches but perhaps had not thought of them in light of
affective phenomena. We hope the discussion will help such
teachers see their practice in a new way. Readers will note
that there is a common thread through these discussions of
pedagogy—the need for students and teachers to become
aware of theory, to know themselves more fully, to examine
their own affective as well as cognitive processes in order to
understand (and therefore regulate or even change) these
processes.

Finally, a word about how we, the Susans, refer to our-
selves in the chapters that follow. While the work is collabo-
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rative, we found it awkward to try to refer to ourselves as
“we,” especially after deciding to combine the various class-
rooms into one. The teacherly “I” of this book is therefore a
conflation of the first two Susans, McLeod and Hallett, en-
riched with insights we gained from our third Susan, the
participant-observer and helpful editor.

The debts for this project are many. Washington State
University provided generous research support in the form
of a summer research grant and a yearlong sabbatical for
Susan McLeod. Many colleagues read and commented on
drafts of the manuscript, giving their ideas and helping us
clarify our own; we are especially grateful to Doug McLeod,
Elenore Long, Joseph Petraglia, Shirley Rose, Sherry Little,
Lucille Parkinson McCarthy, Susan Wyche, Lori Weist, Marie
Glenn, and Rachel Halverson for their perceptive comments
and suggestions. We are also indebted to the anonymous
reviewers for Southern Illinois University Press. Finally, our
family members supported us, as they always do, with their
encouragement and understanding. To all, but especially
the latter, we owe much gratitude.
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Beginnings
Learning the Names

The emotions are excellent examples of the fictional
causes to which we commonly attribute behavior.
—B. E. Skinner, Science and Human Behavior

The first day of class. It is the end of August, still very
warm in the Pacific Northwest. Here on our rural, residen-
tial campus, most freshmen are really fresh—eighteen years
old, away from home for the first time, excited, scared. I'ma
little excited myself. The task ahead of me—beginning again,
introducing myself in front of 25 pairs of eyes—always re-
sults in some measure of performance anxiety. (How many
teachers have the same dream I do the night before classes
start? Iarrive at the class a few minutes late to discover that
I have the wrong room, or the wrong book, or no handouts,
or no clothes.) When I walk into the room, I pick up a little
of the electricity in the air; it crackles from the students to
me and back again. The choir directors of my youth used to
say we should be keyed up rather than nervous, so as to per-
form at peak. Channel that energy, they would say—make
your butterflies fly in formation. I smile at a student, who
responds shyly with her own smile. Ibegin to feel calmer.

My job on this first day is twofold: to start to learn who
these writers are and—in spite of all the necessary official
handouts listing requirements and admonishing them about
plagiarism and responsible library use—to also reassure them
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about the nature of the class, to create a positive and sup-
portive atmosphere. Whatever I say, my subtext is always
this: “It’s OK, you can do this. You are all writers, and I am
here to help you understand and use the strengths you al-
ready have.” I beginbyintroducingmyself, mentioning that
I have kids their age—a fact that hope makes me seem less
threatening, more approachable. I want students to feel safe
enough to take risks with their writing. I call roll,and we do
an icebreaker in which they interview and then introduce a
class member to the rest of us. We allbegin to learn thenames.

Melanie. She’s the older woman in the back, her worn
polyester blouse and slacks a contrast to all the casually ex-
pensive junior sportswear around her. The person introduc-
ing her mentions that Melanie also has college-age kids; I
find out later that she is a high school dropout who recently
passed the GED exam without studying. Heather. Her T-
shirt proclaims her a member of Youth for Christ; she has
the fresh-faced look of rural America. Tom and Chad. They
are wearingidentical fraternity polos and sit staring off into
space with studied disinterest; even though I had asked
people to interview someone they didn’t know, they inter-
view each other, introducing themselves in tandem as “to-
tally cool.” Alberto. A transplant from southern California,
he volunteers proudly that he attended a well-known paro-
chial prep school on a scholarship for Chicano students.
Leontina. She is so soft-spoken we can hardly hear her; she
wears a baseball cap with an X on the front over beautifully
elaborate cornrows. Alice. She says earnestly and publicly
that she is very anxious to add my class (I find out later it is
so that she can take the course with her friend Jane, who sits
next to her). Ed. His large, muscular frame makes him look
much older than the average lanky freshman; we find out
thathe hasjustbeen discharged from the military and is cel-
ebrating by growing a beard. An Mei. A native of Hong
Kong, she has come here to study pharmacy. All her friends
placed in the ESL sections, and she expresses some surprise
atbeing in a “real” compositionclass. Ira. His baby face and
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halo of blonde hair make him look much younger than his
classmates; we find out that he lives with his grandmother
and that he has “never been good at English.” Rod. Just off
the family dairy farm, he is here on an academic scholar-
ship. He has a passion for fly-fishing. Will. He looks a bit
disheveled; we discover that he reads a lot of Hemingway
and wants to be a writer. Jaymie. She wears a lot of makeup
and a shirt identifying her with a sorority known for its
memorable parties. She demonstrates a quick wit, immedi-
ately challenging any stereotype we might hold about soror-
ity women.

I move on to a discussion of the general outline for the
semester ahead. Freshman composition at this institution
requires academic writing assignments based on multi-
cultural readings. The writing tasks are demanding
intellectually—students are often asked to read and think
about emotional, value-laden issues and then write in the
discourse of the academy, that is, in an analytical, objective
fashion. The course also involves portfolio assessment, based
on the system established by Elbow and Belanoff at SUNY
Stony Brook, whereby another teacher will read my students’
papers and decide-on whether or not they will pass the
course. Those of us in this room are a diverse lot; I know
that the provocative texts we read will evoke complex
affective reactions from the students as well as for me, and
that the task of preparing a portfolio for an unknown reader
will arouse anxiety among many. I wonder what the next
few months hold for us all. The first writing assignment has
to do with encountering the “other”: a personal narrative
and analysis of a moment of cultural encounter, a fitting
metaphor for the experience we are initiating together today.
I assign the readings: Edward Hall’s “Anthropology of
Manners,” Simone de Beauvoir’s “Woman as Other,” Es’kia
Mphahlele’s short story “The Master of Doornvlei,” Paul
Laurence Dunbar’s poem “We Wear the Mask.”?

I ask them to do a freewrite on an encounter they have
had with someone different, or with different manners or
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customs. Toward the end of the class period, Ira tellsmeina
rather querulous tone that I have assigned too much to read.
Feeling slightly irritated, I promise to help explain things
and ask him to stay for a minute after class, but he strolls out
with Tom and Chad. My irritation turns to annoyance; I don't
like his attitude, and it’s only the first day. Two other stu-
dents linger to voice their anxieties about the class. Rod tells
me that he needs to maintain a 3.0 GPA to retain his scholar-
ship, seeming concerned already that he won't be able to
make the grade. I assure him that while I can’t predict or
promise grades, if he works hard I will work with him just
as hard. An Mei is worried—did she do the in-class assign-
ment correctly? Itell her that all freewrites are “correct” and
talk a bit more about the purpose of the exercise. She seems
satisfied (but she will continue to check with me about her
progress every day after class for the next few weeks). I leave
the classroom, mentally reviewing names and faces for next
time.

I work at learning student names quickly so that I can
begin to mentally organize helpful information as I learn
more about each of them as writers. Through the coming
semester we will hit various affective bumps together. The
chapters of this book will discuss our semester, first
describing classroom encounters familiar to teachers of
composition and then presenting the research that has helped
me and I hope will help other teachers understand the nature
of these encounters. In order to discuss the affective domain
precisely, owever, we need more naming, more intro-
ductions, this time to the terms that will be used in this book.
But first, some background about why writing teachers need
to think aboutaffectiveissuesand why it is so difficult for us
to do so.

Coming to Terms with Affect

It should not be difficult for writing teachers and re-
searchers to discuss affect (that is, the noncognitive aspects
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of human behavior, especially the emotions). We are accus-
tomed to viewing humans as both thinking and feeling indi-
viduals; the dichotomy of head and heart is so ingrained in
Western thought that it seems natural to think of one when
thinking of the other. Yet it has always been difficult to dis-
cuss affective issues in a systematic way, primarily because
of the Western cultural bias against affect as a serious topic
of academic interest.

As one psychologist points out, the Western attitude
toward emotion is inherited from the Greeks, who saw cog-
nition and affect as opposed to one another. Cognition was
rational, dffect was irrational (Lazarus 252); rational was
good, irrational usually was not. Our culture views emo-
tion as getting in the way of reason, interfering with proper
(reasonable) action. “Cognition is sober inspection; it is the
scientist’s calm apprehension of fact after fact in his relent-
less pursuit of Truth. Emotion, on the other hand, is com-
motion—an unruly inner turbulence fatal to such pursuit but
finding its own constructive outlets in aesthetic experience
and moral or religious commitment” (Scheffler 347). The
words and phrases we use to describe emotional states
(lovesick, hotheaded, grief-stricken) indicate that our culture
sees affect as something that happens to us, rather like a vi-
ral invasion, an affliction for which we are not responsible
and cannot control. The affective realm has also long been
identified in Western culture with the feminine, weak side
of human nature. In the famous scene where Melville’s Cap-
tain Vere announces his decision to hang Billy Budd, for ex-
ample, he has this to say:

[T]he exceptional in the matter moves the hearts within
you. Even so too is mine moved. But let not warm hearts
betray heads that should be cool. Ashore in a criminal case,
will an upright judge allow himself off the bench to be
waylaid by some tender kinswoman of the accused seeking
to touch him with her tender plea? Well the heart here,
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sometimes the feminine in man, is as that piteous woman,
and hard though it be, she must here be ruled out. (111)

When the study of human behavior became system-
atized in the field we now call psychology, scientists took
much the same view as Captain Vere. Freud, although at-
tributing a good deal of behavior to the power of passion,
viewed emotions as potentially harmful forces to be acknowl-
edged and properly tamed. As behavioral psychology be-
came more dominant in the discipline, affect was discounted
as trivial. One behaviorist argued that the concept of emo-
tion was useless, since the features of behavior that emotion
supposedly explained were features of all behavior (Duffy
292). Others rejected emotion as a concept suitable for study
because it was not substantive enough (Brown and Farber
466), that is, it was “fictional” (according to Skinner) in terms
of explaining behavior scientifically. More recently, the cog-
nitive perspective has gained ascendancy in psychology;
cognitivists view humans as problem-solvers whose minds
operate rather like computers in their processing, storing,
and retrieving of information. But since computers do not
feel, it was at first difficult for those who use an information-
processing model of the mind to decide where affect should
go in that model. It was easiest to ignore the emotions, or to
view affect simply as “a regrettable flaw in an otherwise per-
fect cognitive machine” (Scherer 293).

But of course every time we walk into a classroom on
the first day, we are newly aware of the affective realm. We
cannot ignore it, nor should we consider it in isolation from
the cognitive domain as we think about the psychology of
writing. As Vygotsky said, the separation of affect from cog-
nition

is a major weakness of traditional psychology, since it
makes the thought process appear as an autonomous flow
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of “thoughts thinking themselves,” segregated from the
fullness of life, from the personal needs and interests, the
inclinations and impulses, of the thinker. Such segregated
thought must be viewed either as a meaningless epipheno-
menon incapable of changing anything in the life or
conduct of a person or else as some kind of primeval force
exerting an influence on personal life in an inexplicable,
mysterious way. The door is closed on the issue of the
causation and origin of our thoughts, since deterministic
analysis would require clarification of the motive forces
that direct thought into this or that channel. By the same
token, the old approach precludes any fruitful study of the
reverse process, the influence of thought on affect and
volition. (10)

We need to come to terms with affect, viewing the affect/
cognition split not as a dichotomy but as a dialectic.

In order to discuss affective issues carefully, we need a
shared vocabulary with which to discuss affect—we need to
learn the names for the affective states we encounter, both in
ourselves and in our students. Because of the personal, sub-
jective nature of the domain, the noncognitive aspects of
human activity have been notoriously difficult for the scien-
tific community to define (see Verplanck); aside from gen-
eral agreement that there is a domain we may label
“affective,” there is not much agreement on how to describe
it further. As one psychologist observes, the word “affect”
has been used by psychologists to include a wide range of
concepts and phenomena, including feelings, emotions,
moods, motivation, and certain drives and instincts. “Theo-
rists and researchers have approached affect in numerous
ways, often using idiosyncratic, contradictory or mutually
exclusive conceptualizations and operational definitions that
have resulted in confusing and limited progress in our un-
derstanding of affect or any . . . related or synonymous con-
structs” (Corsini 32). Indeed, at the 1981 Carnegie
Symposium on Cognition, the subject of which was “Affect
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and Cognition,” Herbert Simon, a founder of the field we
now call cognitive science, called attention to the difficulty
of discussing a concept that seemed to have a number of dif-
ferent meanings for those presenting papers at the meeting;:

I have some impression, in moving from one paper to the
next, that we are indeed the traditional blind men, now
touching one part of the elephant, now another. Affectisa
word of everyday language that is subject to the impreci-
sion of all such words—perhaps to more imprecision than
most. Its various meanings are connected—that’s how they
arose in the first place—but not synonymous. (334)

Here I will introduce more names, this time names for
affective states, in an attempt to clarify the meanings of vari-
ous terms most commonly used by psychologists to describe
affective phenomena. These names, along with the names
of students, will recur throughout the book as we progress
through a semester in a composition class. After the um-
brella term “affect,” the terms defined below move along a
continuum of sorts from those that have the least cognitive
involvement (emotion, feeling, mood) to those that have the
most (motivation, intuition).? I have kept as much as pos-
sible the ordinary use of these terms, intending not to give
new stipulative definitions of familiar terms but to suggest
more precise, focused meanings for them. It should be un-
derstood that the concepts being defined are in fact hypo-
thetical constructs—none of us has seen an emotion or an
attitude, only responses that lead us to believe that such
things exist. The definitions are intended to be descriptive
so that their precise meaning as they are used in subsequent
chapters will be clear. At various points I will also mention
areas where we need to know more about the relationship of
affect and writing, for those who might wish to explore those
areas themselves.
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The word “affect” embraces a wide variety of constructs
and processes that do not fit neatly under the heading of
“cognition.” Besides the varied use by psychologists noted
above, educators have employed the term to describe atti-
tudes, beliefs, tastes, appreciations, and preferences. The
best-known use of the term in this broad sense is the hand-
book by Krathwohl, Bloom, and Masia, Taxonomy of Educa-
tional Objectives: The Affective Domain. Tam guided by Simon
(335) and by Clore, Ortony, and Foss to suggest that we use
“affect” as a generic term to describe such phenomena as
emotions, attitudes, beliefs, moods, and conation (motiva-
tion); I also include one phenomenon not listed by these psy-
chologists, intuition. Affect is therefore not a synonym for
emotion; an emotion is an affective state, but not all affective
states are emotions.

It is important to note that the cognition/affect dialec-
tic should not be equated with rationality/ irrationality, as it
often is in common usage. “Cognition” as it is used by most
psychologists refers to the processing of information and
invoking of knowledge, both conscious and unconscious, de-
liberate and automatic; it does not mean only rational,
thought-like processes (Lazarus 252-53). An affective state,
on the other hand, can be a very rational (in the sense of
appropriate and reasonable) response to a situation. It should
also be noted that the affective phenomena described below
all have some cognitive component; as Piaget noted, “[A]t
no level, at no state, even in the adult, can we find a behav-
ior or a state that is purely cognitive without affect nor a
purely affective state without a cognitive element involved”
(gqtd. in Derry and Murphy 13).

Emotion

William James posed the scientific question “What is
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an emotion?” in 1884, but there is still little agreement in the
psychological community about the answer. Scientists have
tried to identify and group various emotions, with contra-
dictory results. Some researchers (Tomkins; Izard; Plutchik)
subscribe to a “palette” theory of fundamental emotions that
can be blended, rather like primary colors, to make up sec-
ondary emotions (contempt, for example, is made up of two
primary emotions, surprise and disgust). Others have dis-
credited such a theory (G. Mandler, Mind 34-37; Averill,
“Constructivist” 326-29), pointing out that even those who
believe in primary emotions cannot agree what those funda-
mental emotions are and that there is evidence of cultural
variation among emotional systems that would contradict
the idea of universal fundamental emotions (Harré 10-12).
Another classification system, that of Ortony, Clore, and
Collins, begins with the cognitive construals that determine
emotional states. These researchers first define three broad
classes of emotions that result from focusing on three aspects
of the world: events and their consequences, agents and their
actions, and objects. They then describe what they refer to
as “emotion types” (15), discussing the eliciting conditions
and influencing variables of emotions (for example, one can
be pleased or displeased about the consequences of an event,
approve or disapprove of the actions of an agent, like or dis-
like an object). For example, Ortony and his associates dis-
cuss anxiety as one of the “fear emotions”—that is, a reaction
to the prospect of an undesirable event or outcome.

But whatever their particular stance on the number of
and names for emotions, cognitive psychologists generally
agree that emotions consist of a bodily activation (arousal of
the autonomic nervous system involving a visceral reaction—
increased heartbeat, a knot in the stomach, a heightened
awareness of external stimuli) and a cognitive evaluation of
that activation (see Kleinginna and Kleinginna, “Emotion
Definitions”). Most also agree that these evaluations are
valenced (for example, labeled as negative or positive) and
that they range in intensity (some, like anger, are “hot”; some,
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like hope, less so). There is growing interest in affect and the
writing process, as evidenced by the work of such scholars
as Lynn Bloom, Brand, Fleckenstein, Flower (Construction),
Larson, McLeod, and Selfe.

The most studied emotion in writing research is anxi-
ety, an affective state characterized by tension (both physi-
cal and mental), worry, and feelings of uneasiness about an
undesirable event or outcome (see Ortony, Clore, and Collins
109-13). A useful distinction can be made between two forms
of this affective phenomenon—trait anxiety and state anxi-
ety (Spielberger). Trait anxiety is for some persons a habitual
response to the vicissitudes of life; such persons are mildly
anxious or fearful under all circumstances (like the student
who writes well but frets over every assignment). State anxi-
ety, on the other-hand, is a more intense reaction to a par-
ticular circumstance. There are many studies of writing
anxiety (seeSmith; Rose, Writer’s Block). However, these stud-
ies sometimes fail to differentiate between the two forms of
anxiety, or between different forms of the phenomenon in
the same students. Students who are anxious about writing
for a grade are sometimes quite comfortable with writing
for self-expression or writing letters (L. Bloom, “Composing
Processes”; Perl, “Unskilled,” “A Look”) and thereforeshould
be labeled as “anxious” or “high apprehensives” only in cer-
tain writing situations. Many such studies have also ne-
glected the relationship between writing anxiety and other
state anxiety situations; test anxiety, for example, would seem
to be related to writing anxiety (especially in timed writing
situations; see L. Sarason).

Less intense and more lingering, global affective states
(such as contentment or dissatisfaction) may be thought of
as moods. There are a number of studies that suggest a rela-
tionship between moods and information storage and re-
trieval—between mood and memory, as well as mood and
learning (Bower; Bower and Cohen; Bastick; Kuiken; Morris).
In other words, there is evidence that affect can direct and
influence cognitive activities; there is, however, little research
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on the connection between writers” moods and how those
moods might facilitate or inhibit writing.

The term “feelings” is often used in ordinary parlance
as synonymous to “emotions” and has been used in that sense
by some who write about affect (McLeod, “Some Thoughts”;
Stein and Levine). Such usage creates difficulties, however,
since some feelings are emotions but others are not: one can
feel hungry as well as angry. Since “feeling” usually refers
tobodily sensation, it might be more accurate to use the noun
“feelings” to refer to those sensations that are part of the af-
fective experience—the sweaty palms, constricted breath, dry
mouth, and other symptoms of arousal of the autonomic
nervous system, as well as the more diffuse sensations of
moods (for example, feelings of lassitude). The verb “to feel”
would then describe the bodily sensations associated with
an emotion or amood. Feelings can be thought of as part of
an emotional experience but not necessarily synonymous
with that experience. Emotions will be discussed more fully
in chapter 2; classroom encounters with Ed, Alice, Leontina,
Tom, and Chad will help illuminate issues of emotion.

Motivation

While there is some question as to whether or not
conative aspects of mental activity should be classified un-
der affect or should be considered separately, it is clear that
motivation has an affective component. Motivation
(Alexander Bain called it “will”) refers to the internal states
that lead to “the instigation, persistence, energy, and direc-
tion of behavior” (Corsini 395), to setting goals and energiz-
ing goal-directed behavior characterized by “impulse, desire,
volition, purposive striving” (English and English 104).
Motivation can be physiological (thirst motivates me to find
water) or psychological (anxiety about a deadline motivates
me to finish my work; see Kleinginna and Kleinginna, “Mo-
tivation Definitions”). Researchers distinguish between two
kinds of psychological motivation: exirinsic (in a classroom
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setting, getting good grades, pleasing the teacher, working
toward a career goal) or intrinsic (wanting to achieve suc-
cess or avoid fajlure). There is evidence to suggest that while
extrinsic motivation is important in learning situations, in-
trinsic motivation and self-direction are in fact more power-
ful (Deci, Intrinsic; Nicholls). More recently, psychologists
have looked at motivation in the context of achievement
motivation; an interesting branch of this research is attribu-
tion theory, an area that examines what people perceive as
the cause for certain outcomes (as, for example, success or
failure at academic tasks; see Weiner, Attributional Theory).
The theory of learned helplessness, where students who feel
they have no control over their success or failure simply give
up at the first sign of difficulty (Diener and Dweck), is also
of interest to writing teachers. This and other motivational
theories will be discussed further in chapter 3, where the ex-
periences of Alice, An Mei, Will, and Ira will illuminate these
theories.

Beliefs and Attitudes

Beliefs have been defined as our judgments of the cred-
ibility of a concept or idea, “non-observable theoretical enti-
ties postulated to account for certain observable relations in
human behavior” (Colby 253-54). Milton Rokeach, perhaps
the best-known researcher on the subject, defines beliefs as
“inferences made by an observer about underlying states of
expectancy”—beliefs can be inferred from all the things the
believer says or does (Beliefs 2). Rokeach defines values as
central beliefs about how one ought or ought not to behave,
or about some state of existence that is worthwhile or not;
values are abstract representations of positive or negative
ideals of conduct or goals (124). Other researchers suggest
that the value we place upon a task is a function of three
components: the attainment value of the task, its intrinsic
interest, and its utility value for our future goals (Eccles et
al.); these values are culturally as well as individually deter-
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mined. Beliefs about task value determine how people set
achievement goals for themselves and are therefore an im-
portant part of the motivational process.

Although there are a number of general studies exam-
ining teacher beliefs about instruction (Nespor; Schoenfeld;
Wehling and Charters), there has been little research on
teacher and/or student beliefs about the nature and value of
writing and the writing process since the 1984 study by Gere,
Schuessler, and Abbott. Such research would seem promis-
ing, with important implications for preparing writing teach-
ers at all levels. One recent study, for example, shows that
72 percent of the students in the total sample (247) believed
that the most important purpose of writing is self-knowl-
edge and self-expression. If a teacher believes the primary
purpose of writing is persuasion, students and teacher will
be working at cross-purposes (Palmquist and Young 161).
Aside from the studies based on attitude questionnaires, re-
search having to do with student beliefs about themselves
as writers is also sparse (see Silva and Nichols). These be-
liefs are no doubt related to such psychological constructs as
self-concept and attributions of success and failure as well
as to the specific subject of writing. They would also seem
to be related to cultural beliefs about writing and the soci-
etal value placed upon writing, issues that are of importance
as we discuss theories of the social construction of knowl-
edge in composition. And what about students’ personal
belief systems and how those interact with their writing?
Writing teachers are all too familiar with the papers—often
on religion but sometimes on other issues—that are impas-
sioned sermons rather than reasoned arguments. How does
a given student’s belief system affect his or her ability to write
about issues that either affirm or challenge that system?

Attitudes spring from beliefs. Social psychologist Gor-
don Allport, writing in 1935, defined attitude as “a mental
or neural state of readiness, organized through experience,
exerting a directive or dynamic influence upon the
individual’s.response to all objects and situations with which
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it is related” (“Attitudes” 810). In other words, attitudes are
psychological entities acquired over a period of time as a
result of experience; these attitudes influence us to act in cer-
tain ways and to respond to the world in a relatively consis-
tent fashion. An attitude is not a response but a readiness to
respond in particular ways. Allport’s definition is still the
standard one, with some recent modifications (see Rajecki).
Those who write about attitudes often assume three compo-
nents, based on a model put forward by Rosenberg and
Hovland in 1960; these components are affect, behavior, and
cognition. An affective reaction is usually part of an atti-
tude, acting as an evaluative element (labeling the object of
the attitude good or bad, positive or negative). Behavior is
the intentional element, indicating what we do as a result of
our attitudes. We might view attitudes as similar to emo-
tions but less intense and more stable over time.

Most attitude theories emphasize individualistic, sub-
jective phenomena; these theories neglect, however, the so-
cial aspect of acquiring and expressing attitudes. Richard
Eiser points out that while attitudes may be private, the ex-
pression of attitude is a social act, and that attitude should
be studied as a social product as well as a subjective experi-
ence. Eiser defines the term as “the meaning of a person’s
expressive behavior” (5), arguing that the relationship be-
tween attitudes and behavior is not necessarily a causal one
(as is often assumed) but a logical one, based on social as
well as personal factors. This view of attitudes being so-
cially as well as privately constructed phenomena fits with
the social constructionist view of knowledge. It also sug-
gests that if our students’ negative attitudes toward writing
are the result of social as well as individual factors, then we
need to think about how to establish in the writing class-
room collaborative activities aimed not only at cognitive but
also at attitudinal changes brought about by the group pro-
cess. Chapter 4 provides a fuller discussion of beliefs, val-
ues, and attitudes; encounters with Alberto, Heather, and
Jaymie during the semester illustrate this discussion.
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Intuition

This term is used by psychologists to describe both the
knowledge and understanding that come through nonra-
tional means and the process by whichthat knowledge comes
(Harré and Lamb). Related concepts are insight, that mo-
ment of illumina¥on and intuitive comprehension, and in-
spiration, that feeling of tension and excitement that
accompanies an insightful experience. These concepts have
been associated over the centuries with religious as well as
artistic and scientific problem-solving experiences. For the
present discussion, however, I assume that intuition is a way
of knowing but that it does not necessarily lead to truth (or
to Truth). Intuition is the subject of chapter 5, where Rod’s
experience illustrates the phenomenon.

A Theoretical Framework for Discussing Affect

Besides terminology, we need a theoretical framework
to inform our discussion of affect. Which of the several per-
spectives from which researchers have begun to examine
affect is the most useful to writing teachers?® Let us briefly
examine some of the major strands of research in the field.
First of all, it is clear that there are certain biological factors
involved in affective experiences; one strand of research ex-
amines the biology and chemistry of emotion, looking at
physiological and neurocendocrinological phenomena. The
biological research on affect asks such questions as “What
exactly is the ‘gut’ reaction we feel during emotional experi-
ences? How and where is the reaction processed and regu-
lated by the brain? How do various biological factors (such
as body metabolism) affect emotion?” The questions are
answered by looking at data gathered by testing bodily re-
actions in the laboratory, using such instruments as the EEG
(see, for example, Pribram; Davidson) or analysis of meta-
bolic functions (Whybrow).
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Another way of looking at affect is psychoevolutionary,
harking back to Darwin’s theory of emotions as common to
both animals and humans. This strand of research examines
the adaptational responses of animals for clues to human
behavior (see Plutchik); one branch of this research looks at
animal communication, discussing such matters as whether
this communication is affective or cognitive (see Marler).
While this strand of research does not appear immediately
applicable to the writing process, it is helpful in underlining
for us the fact that emotions are physiological as well as psy-
chological phenomena.

Other researchers examine developmental aspects of the
affective domain, asking such questions as “How early can
humans be said to have affective reactions? How do emo-
tional systems develop and what influences their develop-
ment?” These researchers look particularly at infants’
emotional states (for example, Emde) and at the role of af-
fect and social interaction, especially communication
(Trevarthen). Some assume that cognition and emotion are
generated by different systems and examine how one sys-
tem influences the other as children develop (Case, Hayward,
Lewis, and Hurst). Writing researchers discuss students’ in-
tellectual development; clearly we need also to attend to their
affective development as well.

There are anthropological approaches to the study of
affect, approaches that ask questions about the cultural vari-
ability of affective responses, the conceptualization and nam-
ing of emotions in different cultures, and the cultural factors
that contribute to affect (see Levy). These researchers often
concentrate on facial expressions and what they signify in
different cultures (see Ekman). There is also a strand of re-
search that relies on questionnaires as instruments to deter-
mine the subject’s affective response, especially anxiety, in
various circumstances.? As we attend more and more to cul-
tural difference in our university classrooms, in the curricu-
lum and in the diversity of our students, cultural differences
having to do with affect will be important for teachers to
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understand.®

While all these perspectives on affect provide interest-
ing information, there are two perspectives on affect that are
of particular interest to writing teachers and researchers: that
of the cognitive psychologist and. that of the social construc-
tionist. The former category is’a rather large umbrella to
shelter a somewhat disparate group of researchers, all of
whose theories can be characterized by one shared idea, first
put forward by Schachter and Singer: that the emotional ex-
perience is made up of an arousal of the nervous system and
a valenced (positive or negative) cognitive appraisal of the
bodily signals.® The theory of George Mandler stands out
as the most useful for those of us in composition studies,
since it fits the well-known cognitive-process model proposed
by Flower and Hayes. The idea of the social construction of
knowledge is viewed with growing interest in composition;
Rom Harré and his associates have worked out a theory that
examines affect as part of a social system. The next chapter
enlarges upon these two theories, examining how emotion
and cognition intertwine in the writing process.
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Emotion

[Plsychology has been the beneficiary and the
prisoner of our most fascinating proclivity—to
explain the world around us, to understand what
surrounds us, to make up stories . . . that explain and
make comprehensible the evidence of our senses. . ..
Over the centuries the men and women who made up
the most convincing stories were elevated to a special
position in the life of the mind; first they were the
prophets, then the philosophers, and finally, the
scientists.

—George Mandler, Mind and Body

Why Aren’t Things Going Better?

It's the third week of class. By now my major goal for
the first segment of the semester has been accomplished: I
know all my students’ names and they are beginning to know
one another, becoming a community of writers. I passback
the freewrites they have done and ask them to trade papers
just to see what others have written; there is laughter and
good-natured praise expressed for the ideas of others. Still,
I am not entirely happy with how the class is going—the
students are a little too subdued, too passive. Perhaps part
of the problem is the room, in the bowels of one of the oldest
buildings on campus, where the lightingis poor and it’s small
enough that students can’t get into groups comfortably. I
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call and ask the powers that assign rooms to move us, and
we are put in the queue. The 9 A.M. hour may also be a prob-
lem; for college students, that is daybreak. I bring in a cof-
feepot on Wednesday and before we start open all the
windows to get some fresh air. The students brighten a bit,
and by the end of the hour they are more animated. I get the
message that a room in a newer building is available and we
move on Friday; the room is bigger, the chairs are more com-
fortable, the lighting is better—I begin to feel that the class
atmosphere may improve.

A couple of encounters with students puzzle and in-
trigue me. One is in our first session in the computer lab, a
facility in which we will meet regularly, once a week. Most
students have at least some acquaintance with computers
(some have their own), but logging on to the network was
new to them all. Ed, the student just out of the army, was
trying the same strategy over and over but failing to log on.
When I went over to help, he was rigid with frustration. “I
should be able to do this! I've been working on a computer
for the last two years!” I discover he is using a strategy from
his previous experience (involving logging on to a mainframe
rather than on to a network), and we talk about how diffi-
cult it is to switch from one computer environment to an-
other. I go over the instructions with him once more; he gets
on to the network, relaxes, and starts to write. I wonder why
he persisted in using the same log-on strategy again and again
when he could see that it did not work the first time.

Another puzzling encounter is with Alice. The first
paper is due soon; we have been discussing the readings, all
of which have to do with what one might call cultural en-
counters. Now they are to describe and analyze an encoun-
ter they have had with the “other,” with another culture or
another way of doing things. Alice is having trouble—she
says she finds the topic “boring.” In a conference she tells
me she has nothing to write about, that she had never en-
countered the “other.” 1Idiscover she is from San Francisco;
hasn’t she found any differences between the city and our
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small college town that she could write about? Did one of
the readings, Hall’s “ Anthropology of Manners,” give her
any ideas? Her response: “People here seem different—they
seem friendlier.” Fine, write about that. The resulting draft
is a description of an incident in San Francisco where a man
asked for directions and was ignored, and a paragraph on
how much nicer people are in our little college town. There
is no analysis of the incident. She does not seem interested
in revising, even though her peer editing group and I have
given her a number of suggestions as to how she might ana-
lyze the incident in light of the readings on the “other.” Her
friend Jane, with whom she always sits and on whom she
seems to depend for help, also gives her some good sugges-
tions; she smiles and nods agreeably, and doesn’t revise.
Leontina is having difficulty getting her ideas down in
a coherent fashion, even though she (unlike Alice) is obvi-
ously engaged in her topic. Her cultural encounter was a
fairly ugly racial incident in her high school—a fight that
grew out of a misunderstanding about where and with whom
people sat atlunch. She was still very upset about the way it
was handled by the white principal, feeling that he was un-
fair to her fellow African American students; her descrip-
tion of the incident is disjointed and hard to follow. Iask her
to reread Orwell’s “Shooting an Elephant” and then write in
her reading journal about the cues he gives readers to show
how the incident unfolded, thinking she might find his deft
chronology a model. Iworry about the students in her writ-
ing group, who seemed to me during the discussion of
Orwell’s piece to be fairly naive about cultural difference.
Will they be able to help her, or will the paper make Leontina
the “other” in their eyes, cutting off any useful discussion? I
decide that I will change the groups in the class around and
put her in one with two other students who have written
about similar experiences (Alberto, whose topic is gang ac-
tivity in southern California, and Ed, who was horrified by
the skinheads in the German town where he was stationed
for awhile). There should be some commonality in the pa-
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pers that will help them help each other.

And what about Tom and his mirror image, Chad? They
sit near the front but exhibit behavior that [ usually associate
with the back row—they stare off into space, occasionally
put their heads on their desks, and seem to be distancing
themselves as much as possible from the class. They are not
disruptive, just publicly unenthused in this required course.
Yet both of them write fairly well; Chad’s draft is especially
good. How canI get them more involved in the class? Itry
chatting with them in a friendly fashion before class, calling
on them when they are looking out the window, standing
right in front of them during discussion, and visiting briefly
with their writing group (one member of which confides to
me later that “all they want to do is talk about their frat par-
ties”). Tom falls asleep one day in class. I notice, however,
that Chad does contribute to class when Tom is absent. I
decide to put them in separate writing groups with more
enthusiastic students like Heather and An Mei; maybe their
enthusiasm will be catching.

The Uses of Theory

Why do teachers of writing need to know about theo-
ries of emotion? As Tinberg and others have pointed out,
some in our field see theory and teaching as separate, at odds;
the two have become, in Berthoff’s phrase, “killer dichoto-
mies.” As with other supposed dichotomies (affect and cog-
nition, cognition and context), to polarize is to stigmatize,
and we wind up calling each other “mere practitioners” or
“ivory-tower theorists.”

But theory is simply a systematic way of stating under-
lying principles based on available evidence. We all theo-
rize. A class is not going well, and we ask ourselves why;
we search for causes, make and test hypotheses (it must be
the room, or the early hour), try new approaches. Most of
the time our theories are tacit, sometimes they are incom-
plete and contradictory, but they are always there. A study
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of theory helps us address our unstated assumptions about
writing and learning, helping us clarify—and modify—those
assumptions; it also helps us understand our students more
fully. I find it most useful to think of theory and practice not
as a dichotomy but as a dialectic, interwoven and interac-
tive: theoretical frameworks help us organize our observa-
tions in useful ways, and classroom experience pushes us to
build or restructure those frameworks. Theories present us
with a sense of why things happen as they do, helping us
understand and sometimes predict outcomes and behaviors.
For example, schema theory, described below, can help us
understand one reason why a student like Alice might be so
reluctant to revise her work. A writer might have a “writing
the paper” schema that does not include revision as an in-
evitable part of the process. Once the intended action of
writing the paper has—as George Mandler puts it—rushed
toward completion (Mind 173), there is a pleasant feeling of
closure; the writer reports feeling satisfied and has no urge
to review what has been done, in spite of evidence that oth-
ers (a peer group, the teacher) think that revision is in order.
As a teacher, I find theories such as this one essential to my
work, since they provide me and my students with ways of
thinking about the composing process that lead to useful
classroom practice (for example, discussing with Alice the
fact that the “joy of completion” is a common but not en-
tirely satisfactory response to finishing a first draft and dis-
cussing strategies to help her revise in spite of the sense of
completion).

This does not mean, however, that one need subscribe
only to a single theory, forsaking all others. I would not want
to argue that one of the two theories under discussion in this
chapter—one focusing on cognition, one on context—is “cor-
rect.” They are simply the theories that have the greatest
explanatory power, given the present state of theory-build-
ing in composition. They are, as the quotation from Mandler
suggests in the epigraph to this chapter, simply the most.con-
vincing stories that anyone has made up so far. We need not
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think of them as conflicting or competing but as focusing on
different phenomena. Flower has suggested that instead of
striving for one “correct” view of the writing process through
the lens of cognition or of context, we need a “more inte-
grated theoretical vision which can explain how context cues
cognition, which in its turn mediates and interprets the par-
ticular world that context provides” (“Cognition” 282). This
chapter, then, presents two theories of emotion, one psycho-
logical, the other sociocultural, working toward a theoreti-
cal integration of cognition, context, and emotion.

A Cognitive Theory of Writing

Thanks to Flower and Hayes, writing teachers are gen-
erally familiar with a cognitive approach to writing. In dis-
cussions with other teachers, however, I find that many of
us are not familiar with cognitive science, especially with its
research methods and the history of and assumptions be-
hind the methods. Some information about the discipline
itself is needed in order for us to understand how a cogni-
tive theory of writing might take affect into account.

The social sciences (particularly psychology) have ex-
amined affective phenomena from varying perspectives over
the last hundred years, using varied methodologies.? Around
the turn of the century, because those who were psycholo-
gists were usually also philosophers, the method of study
was introspection and self-reflection. William James is per-
haps the best known of that group. During the early de-
cades of this century, there was a reaction against such a
speculative (and rather nonrigorous) model. A group of
young American scientists, of whom the best known is prob-
ably B. E Skinner, proposed instead a model for research that
took into consideration only the outward manifestations of
inner events—not mental processes, but the outward, mea-
surable behaviors that were the results of those processes.
Behavior provided the only valid data for scientific hypoth-
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eses; affect and cognition alike were rejected as valid con-
cepts, since they could not be observed and measured.

But it soon became clear that the behaviorist model,
while it explained some phenomena, did not explain all;
humans are not merely the sum of their behaviors. With the
advent of the information-processing age, scientists like Alan
Newell and Herbert Simon of Carnegie-Mellon University
became interested in those things the behaviorists had ig-
nored, specifically in mental representations, in thought pro-
cesses, and in problem-solving, and cognitive science was
born. According to Gardner, this science has several impor-
tant features, some of which are relevant to the present dis-
cussion. First, cognitive scientists based their discipline “on
the assumption that, for scientific purposes, human cogni-
tive activity must be described in terms of symbols, schemas,
images, ideas, and other forms of mental representation” (39).
(It may seem strange to writing teachers that one should have
to justify a serious discussion of images, ideas, or symbols,
but in fact it was a revolutionary idea to take mental repre-
sentations as valid scientific constructs.)

At the beginning, cognitive science deemphasized such
factors as context and affect. Those working to develop the
discipline did not necessarily dismiss these factors, but their
work was cleaner without them. It was a question of practi-
cality. “If one were to take into account these individualiz-
ing and phenomenalistic elements, cognitive science might
become impossible. In an effort to explain everything, one
ends up explaining nothing” (Gardner 41). Much as the clock
became a metaphor for the universe during the Enlighten-
ment, the computer became a metaphor for human thought
in cognitive science. The way that computers process, store,
and retrieve information gave insight into the way the mind
works; computer problem-solving (in chess games, for ex-
ample) was studied for the insights it might give for human
problem-solving. Comparisons of expert and novice prob-
lem-solvers pointed to successful and unsuccessful strate-
gies. Protocol analysis (based on computer programming



Emotion ¥ 26

protocols) became a tool for research, artificial intelligence a
way of looking at human intelligence, the computer program
a model for human thought processes.

This computer metaphor informed the now-familiar
model of the writing process first put forward by Hayes and
Flower in 1980 and refined slightly in 1981 (Flower and
Hayes, “Cognitive”), a model that looks rather like a flow
chart for a computer program (see Figure 1).

TASK ENVIRONMENT

THE RHETORICAL TEXT
PROBLEM
Topic PRODUCED
Audience
Exigency SO FAR

U &

WRITING PROCESSES

THE WRITER'S LONG-TERM PLANNING TRANSLATING REVIEWING
MEMORY
2| [orcanizmng EVALUATING
Knowledge of Topic, E :
Autlil.ence.‘ = GOAL REVISING
and Writing zZ SETTING
Plans &
1 hi hi
i MONITOR |

Figure 1. The structure of the writing model. From Linda
Flower and John R. Hayes,”A Cognitive Process Theory of
Writing,” College Composition and Communication 32 (1981): 370.
Copyright by the National Council of Teachers of English.
Reprinted with permission.

The world of the writer is divided into three parts: the task
environment, the writer’s long-term memory (which together
with the task environment constitutes the writing context),
and the writing process. The latter consists of three major
mental processes: planning (that is, constructing an internal
representation of the knowledge needed for writing), trans-
lating (writing a draft), and reviewing (going back over what
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has been written). For planning, there are also the subpro-
cesses of generating ideas, organizing those ideas, and goal
setting (defining for the self both procedural and substan-
tive goals related to the writing task); reviewing has two sub-
processes, evaluating the text and revising. Controlling all
these processes is a “monitor,” an executive control mecha-
nism that helps the writer determine when to move from
one process to another and thenback again—how long one
should spend generating ideas, for example, before attempt-
ing to organize them. Itisimportant to note two things about
this model. First of all, the arrows indicate the flow of infor-
mation from one process to another, not a movement of the
writer from one stage to another (Flower and Hayes, “Cog-
nitive” 386-87). The double arrows also indicate that this
information flows back and forth, that the processes are re-
cursive rather than occurring in discrete stages. Second, it
should be noted that the model was developed and con-
firmed through observation, by analyzing think-aloud pro-
tocols from writers. In a laboratory setting, writers were
asked to say out loud what they were thinking as they wrote.
Their words were then transcribed and carefully analyzed,
along with the resulting texts, for evidence as to their cogni-
tive processes (see Hayes and Flower for an explanation of
their procedures).

In spite of negative critiques from several quarters
(Berkenkotter; Bizzell, “Cognition”; Connors, “Composi-
tion”; Cooper and Holtzman; Emig, “Inquiry Paradigms”),
this theory has had an enormous impact on how the compo-
sition community views the writing process. Unlike earlier
stage-process theories, it emphasizes both the recursive na-
ture of writing and the dynamics of the process, particularly
the juggling of demands and constraints (see Flower and
Hayes, “Dynamics,” “Cognitive”). It is also systematic,
breaking down the writing process into understandable,
manageable subprocesses. Comparisons between novices
and experts in each of these subprocesses suggest specific
strategies that novices can learn in order to improve their
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performance; thus the model has immediate classtoom ap-
plication. Flower s Problem-Solving Strategies for Writing, now
in its fourth edition, is an elegant example of cognitive-pro-
cess theory translated into practical pedagogy. Finally, the
theory moves attentionaway from the finished productalone
and focuses also on the writer’s mental operations. The
experimenter’s relentless question “What are you thinking?”
during a protocol session helps writers give glimpses of their
thinking processes, somewhat like (as Hayes and Flower put
it) following the tracks of a porpoise as it occasionally breaks
the surface of the sea (9); the traces are incomplete, but we
now have some notion about what is beneath the surface. It
helps us understand the cognitive processes of anovice writer
like Alice, who is unreflective about her work; she needs to
develop strategic knowledge—a “monitor”—for her writing
process.

Like other cognitive problem-solving models developed
by researchers at Carnegie-Mellon University, this one did
not address affective issues.® This is not to say, however, that
the 1981 Flower and Hayes model is outdated and cannot
still be used to explain how affect and cognition interact in
the writing process. The theory of emotion formulated by
George Mandler, a cognitive psychologist, can help us ex-
amine this interaction.

A Cognitive Theory of Emotion

In order to understand Mandler’s theory, we need to
look for a moment at how cognitive scientists discuss men-
tal representations—how knowledge is organized and stored
in the mind. The notion of the schema, first proposed by
Kantin 1787 and introduced to psychology by Bartlettin 1932,
was developed by cognitive scientists into a theory of how
knowledge is represented and used; schemas are units of
thought, the building blocks of cognition.* They are the men-
tal elements that interpret sensory data, retrieve information
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from memory, organize actions, determine goals, and gener-
ally guide the flow of mental processing (Rumelhart 33-34).°
Theorists use the analogy of a play to-describe the character-
istics of schemas. Just as a play has roles that can be filled
with various actors in different performances, so a schema
has variables that are defined by particular instances, or
“instantiations,” of that schema (see Rumelhart and Ortony
101). The schema for “write,” for example, usually involves
the variables of writer, the act of writing, the written prod-
uct, and a reader. There are different kinds of schemas; of
most interest for this discussion are the event schemas, those
representations that organize common sequences of events
temporally. They may be thought of as a set of expectations
about what will occur in a given situation (see J. Mandler,
“Categorical” 11). The organization of these event schemas
drives us to complete them in sequence. So powerful is this
drive toward completion that we will try to complete our
plans or planned behavior even when we cannot (like Ed
trying to log on to the computer network using the same
failed strategy, over and over), or we will complete plans in
what turns out to be an unsatisfactory way just to come to
closure and then resist going back to change anything (like
Alice, who resisted revising).

The interruption of plans or planned behavior is cen-
tral to Mandler’s theory (outlined in Mind and Body) of how
emotions occur. Like several other cognitive theorists
(Schachter and Singer; Lazarus, Kanner, and Folkman;
Averill, “Constructivist”), Mandler holds that an emotional
experience involves both mind and body. It is constructed
out of two elements: arousal of the autonomic nervous sys-
tem (the visceral reaction—a quickened heartbeat, a tensing
of muscles) and a cognitive—but not necessarily conscious—
evaluation of that arousal (a negative or positive interpreta-
tion of the physical reaction, labeling it as “fear,” “joy,”
“frustration,” and the like). The cognitive evaluation is cru-
cial to the experience of the emotion. Bertrand Russell, re-
flecting about his experience with being injected with
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epinephrine (adrenaline), wrote that he felt the bodily reac-
tions of an emotion but did not really experience an emo-
tion: he felt as if he were fearful but knew there was no reason
for such an emotion. Russell concluded that without a cog-
nitive element, there is no emotion (218-19). We experience
emotions physically; we construct them mentally.

What accounts for the visceral arousal that needs inter-
pretation? According to Mandler, we experience the feel-
ings of emotion when the expectations of some schema are
violated—when there is a discrepancy in what we think will
happen and what actually happens, when some action is in-~
terrupted, when ongoing plans are blocked. (Note that
Mandler does not say that emotions are interruptions but that
interruptions, blocks, or novel situations—such as the situa-
tion Ed found himself in while trying to log on to the com-
puter network—are the occasions for arousal of the autonomic
nervous system.) This theory, based on the interruption of
schemas, fits the cognitive model of the writing process. In
“Plans That Guide the Composing Process,” Flower and
Hayes describe the range of mental operations that comprise
the writing process: forming an internal representation of
your writing task, defining goals and strategies, and then
during the writing itself assessing your progress and “with
disturbing frequency” (40) redefining your goals to fit the
multiple constraints of audience, rhetorical situation, topic
knowledge, and the discourse conventions of written prose
(see “Dynamics” 34-40; Cleary has shown how often vari-
ous student writers experience such interruptions and how
they react to them). In other words, interruption of plans—
a major reason for emotions to occur, according to Mandler—
is an integral part of the writing process Flower and Hayes
have described. Affect and cognition are inseparable as we
write.®

What seems crucial for teachers to understand, as I have
discussed elsewhere (“Some Thoughts”), is the cognitive in-
terpretation of the sensory data generated by the interrup-
tion of plans. WhenIam working on a project like this book,
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I find the flow of thoughts continually interrupted by the
constraints of audience and topic knowledge (Will teachers
get something out of the information on psychological theo-
ries? Have I represented the various psychological theories
adequately and fairly?). Observers would note evidence of
a certain amount of visceral tension as I write—I type for
awhile, get up and pace, then sit back down at the computer.
But because I am intrigued by and engaged in my subject, I
evaluate the tension as interest, even excitement. Likewise,
when I experience a feeling of relaxation and satisfaction fol-
lowing a particularly intense writing session, I do not inter-
pret those feelings to mean thatI am finished with the written
product, since I know about the cycles of tension and relax-
ation (described by Bloom and Broder) involved in problem-
solving. I am conscious of my emotional states, and they aid
my writing and revision processes.

Watch student writers at work and you will also see
signs of autonomic arousal—they wad paper, sigh, run their
hands through their hair, chew on pencils. How do they in-
terpret their tension? Larson investigated a number of high
school students engaged in a long writing project, finding
that the students could be sorted into two groups. The first
group found their emotional states disruptive. Some in this
group (like Leontina trying towrite about the racial incident
in her high school) were overaroused and overanxious; even
though they were interested in their topics, they found it hard
to focus, sometimes working themselves into a frenzy. Oth-
ers in this group (like Alice) were underaroused, bored, dis-
interested; they were not engaged at all in their task. The
papers of both the overaroused and the underaroused stu-
dents were judged by independent raters to be fragmented,
disjointed, mechanical. These findings conform to the Yerkes-
Dodson Law, which suggests an inverted U-shaped relation-
ship between arousal and performance on laboratory
tasks—that is, both high and low arousal interferes with the
subjects’ ability to cope with task requirements; those in the
middle, like the students described below, were best able to
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cope with the task. (See Yerkes and Dodson; G. Mandler,
Mind 226). This might be thought of as the “Goldilocks Law":
in order to perform well on a task, one should be in an emo-
tional state that is not too hot, not too cold, but just right.”

The second group of students in Larson’s study were in
that “just right” condition where their emotions were en-
abling. They were interested in their projects, sometimes
becoming so absorbed as they wrote that they lost track of
time. In describing their emotional state, some students used
the word “flow,” a state studied by Csikszentmihalyi where
there appears to be a balance between the perceived chal-
lenge of the task and the person’s skills (Beyond, Flow). Al-
though the students in the second group were no different
from those in the first in terms of their scores on achieve-
ment tests and their experience with writing long assign-
ments, their resulting papers were judged by raters to be
appreciably better than those of the other group. What is
interesting about this group of students, as Larson notes, is
that they appeared to be using deliberate strategies to en-
gage and then control their emotions (34-36): they worked at
making the task enjoyable, monitored their internal states
and their energy levels, stopped themselves when they got
overexcited, and generally tried to adjust the balance between
the challenge and their skills. In other words, they used
metaaffective as well as metacognitive strategies for writ-
ing, controlling their affective state so that it was “just right”
for writing.

Larson’s research suggests some classroom applications
of Mandler’s theory. There has been much attention given
recently to improving learning skills thfough encouraging
metacognition—helping students know how to know. The
research conducted by Faigley and his colleagues implies that
one way we can help students with their writing is to in-
crease their awareness of their own composing processes.
Experienced writers, according to this research, have a well-
developed executive mental mechanism (the “monitor” of
the Flower and Hayes model) that helps them track their
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progress, allowing them to step back from their work to as-
sess it.

If we can use these expert strategies as models for
students, it follows that we can also use the experts’ meta-
affective monitoring strategies as models for novices. We
can tell students like Leontina, for example, of the strategies
used by the students in Larson’s study. We can tell them
that all writers experience feelings of tension and that they
can learn to interpret tension (and the ensuing relaxation once
the paper is finished) in an enabling rather than in a
debilitating way. Teaching people to change their cognitive
interpretation of sensory data is not a novel idea; the medical
profession has been using the technique for some time—
dentists now routinely tell their patients not to mistake
pressure for pain. The technique works. A study of a
particularly uncomfortable medical test found that patients
who were told what bodily sensations to expect during the
test and how to interpret what was happening were able to
process those sensations as “normal” rather than threatening
(Johnson and Leventhal). It follows that we could ask
students like Alice and Leontina not only what they are
thinking but also how they are feeling as they write: do they
need to calm down or pump up? We can then help them
work out specific monitoring and coping strategies for those
internal states—affective as well as cognitive—working
toward strategic self-management in both domains.

An excellent model for helping students become aware
of and manage their affective states may be found in Vivian
Rosenberg’s composition textbook, Reading, Writing, and
Thinking: Critical Connections. In chapter 2 of this book,
“Thinking about Feelings,” Rosenberg first explains to stu-
dents how their thoughts and feelings are intertwined and
how they need to be aware of their own and others’ feelings
if they are to be good critical thinkers and writers (in order
to think about audience one has to be able to understand the
feelings of that audience). She then discusses how to recog-
nize and describe emotion—how to interpret the visceral feel-
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ings—supplying lists students can use for such interpreta-
tion and exercises to help them use the lists. In the summary
at the end of the chapter, she tells students how understand-
ing the emotional dimension of their experience will help
them, advising them to learn to recognize and accept how
they feel as they approach an assignment, to give themselves
permission to experience confusion, to use the problem-solv-
ing strategies in other chapters to get over the confusion or
to get them engaged if they are bored, and to use their em-
pathic capacity as they develop audience awareness (45).
These nuggets of advice are then expanded upon with ex-
amples in the chapters on writing and on reading strategies,
combining instruction on cognitive and affective processes.

Social Construction Theories of Writing

Let us now examine composition and the emotions
through the lens of social constructionist theory. The cogni-
tive theory of writing examines how the mind represents
knowledge to itself; social construction theory examines how
those representations are shaped by context, by the conven-
tions and expectations of particular social and cultural
groups.? Vygotsky suggested that individual consciousness
is built not from within but from without, through social re-
lationships; communication with others is internalized, be-
coming the “inner speech” that is vital to thought. Social
constructionists build on Vygotsky’s idea of construction,
holding that knowledge itself, as well as the individual con-
sciousness, is constructed.

Thomas Kuhn's Structure of Scientific Revolutions, a book
that challenged conventional assumptions about the nature
of scientific knowledge, is singled out by Kenneth Bruffee
(“Collaborative,” “Social”) as the work that heralded social
construction theory. Scientific knowledge, Kuhn held, is not
discovered so much as built collectively by the scientific com-
munity; changes in how this community views phenomena
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occur not because of a further accumulation of data but be-
cause of the way scientists agree collectively to interpret the
data. According to Bruffee, Kuhn’s ideas were generalized
by philosopher Richard Rorty in his Philosophy and the Mir-
ror of Nature;® Rorty discussed knowledge in all fields as a
social artifact, as socially justified belief. We arrive at a con-
sensus about this belief—about what constitutes knowledge
in our fields—through disciplinary “conversations,” both
written and oral. These rather specialized conversations
about knowledge in a particular field help to constitute a
“discourse community,” a group that has particular rules for
the conversation: a specialized vocabulary, certain rhetori-
cal conventions that are valued (such as conciseness in the
sciences), certain ways of talking about knowledge that seem
so natural to those in the community that they often forget
how strange they may be to those outside the community.
For example, the graduate students in the American studies
program at my institution often have difficulty shifting dis-
course when they move from literature to history seminars.
One of these students helped me understand one of the rea-
sons for the difficulty—the verb tenses.’’ In literature, the
discourse accepts the use of present tense when one is quot-
ing the words of long-dead authors; since Shakespeare is not
of an age but for all time, we can write “Shakespeare says.”
In history, however, one could never write “Gibbon says”;
when quoting from past sources in that field, one must put
them in their historical context. To use the present tense is to
imply not that your source is timeless but that he or she is
still alive.

If knowledge is socially, constructed in the conversations
of discourse communities, it follows that one of the things
teachers need to do is recognize the difficulty of learning all
these specialized forms of discourse and demystify them for
students. We can help students succeed by introducing them
first to generalized academic discourse (see Bizzell, “Col-
lege”; Bartholomae) and then as they move into their chosen
disciplines, the more specialized discourse of those fields.
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Using the tools of discourse analysis they learn in our classes,
students should not only be able to understand the varied
conversations in academe but also be equipped to deal with
other specialized discourses they may encounter after they
leave our halls. We can also introduce them to the collabora-
tive processes at work in the construction of knowledge
through collaborative learning and writing tasks in the class-
room. The use of writing groups in various configurations
and permutations (pairs of students involved in ¢ollabora-
tive planning, several students working together on a single
text, a peer tutor in a writing lab working with several stu-
dents) is the most visible classroom manifestation of this
theory.

Those who write about social construction and the teach-
ing of writing usually discuss just the aspects of social con-
structive process mentioned above: writing as creating a
discourse community and as a form of social behavior within
that community or discipline. But there is another process
at work as well: writers construct mental representations of
the social contexts for their writing, for example, when they
consideraudience and purpose (see Rubin 2). Students must
learn not only to analyze discourse but also to mentally rep-
resent ways of situating themselves in that discourse. If we
consider a constructivist theory of writing to include mental
representations of social context, that theory complements
rather than contradicts cognitive-process writing theory.

A Sociocultural Theory of the Emotions

We may also think of a social constructionist theory of
emotion as complementary to cognitive process theories of
emotion.! We have already seen that cognitive theories such
as George Mandler’s take as a given the individual construc-
tion of affective states. But we can also think of emotional
states as socially determined constructions, shaped by par-
ticular contexts and cultures (like a university or a particular
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classroom).

Those who write about the social construction of the
emotions are opposed to the traditional view, traceable to
Darwin, that emotional responses are essentially biological
in origin, hardwired into the organism in the course of evo-
lution (for an explanation of this view see Izard; Tomkins).
Social construction theorists do not deny that some emotions,
like fear, seem innate. However, they see most emotional
response as shaped by the environment rather than biologi-
cally determined; the instinctive responses of infants (smil-
ing or crying) become expressions of emotion in a societal
context (De Sousa 285). Our capacity to experience emotions
such as shame, guilt, or love is contingent upon our inter-
nalization of cultural norms and principles (Armon-Jones).
The cognitive appraisal of physiological data, which figures
so importantly in cognitive-process models of emotion, also
loomslarge here. Sociocultural theories of emotion conclude
that such appraisal is shaped socially as well as individu-
ally, conditioned by the norms and standards of our culture.

These theorists point to the cultural variations among
emotional constructs as proof of their notion that affective
response is culturally shaped rather than biologically deter-
mined. In Japan, for example, there is an emotion for which
Western society has no specific equivalent—armae, variously
translated as “to play baby” or “to depend or presume upon
another’s love,” carrying connotations of sweetness and
permissiveness as well as closeness to a loved one (Morsbach
and Tyler). Western notions of “regression” or “infantilism”
suggest the reason why we have no exact synonym; it is con-
nected to behavior our society does not sanction. In Castillian
Spanish, coraje connotes aggressiveness, while in English,
“courage” need not include that trait (Crespo). As further
proof of their theory, social constructionists also point to
changes in emotional constructs over time. Guilt to the an-
cient Greek, for example, had little to do with willful action
or sin; it was contamination, often as the result of acts against
the gods committed unknowingly, as in the case of Oedipus
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(Heelas). The emotion “accidie,” common in medieval times,
occurred when one did not do one’s duty to God with joy
and delight; those who most experienced the state were her-
mits who became bored with their ascetic life (Harré and
Finlay-Jones). Along with hermits, the emotion is now rare.
One issue of interest in the sociocultural theory of emo-
tion is that it allows us to think of emotions in dramatistic
terms, as transitory social roles in the plot structures of cul-
ture (see Sarbin; Averill, “Constructivist”). For example, the
role that the angry person is allowed or expected to play can
vary greatly from culture to culture; extreme examples are
the “wild man” behavior of some New Guinea Highlanders
and the phenomenon of “amok” (aggressive frenzy, as in
“running amok”) in several Southeast Asian societies (Averill,
Anger 55-63. (One thinks about the well-documented phe-
nomenon of binge drinking among college students and the
“boys will be boys” role that intoxicated students have been
allowed to play in American culture.) The repertoire of
dramatistic emotional roles one can play is learned from what
one theorist calls “paradigm scenarios” (De Sousa 285). These
scenarios are prototypes of the social drama and are learned
early in life—children play at being angry or fearful, just as
they play at being parents or'doctors, as they work to under-
stand the meaning of the emotional roles they observe
(Averill, “Constructivist” 321). Various cultural myths, be-
liefs, and values give shape to the roles. Anger, for example,
is shaped by “courtroom or Olympian mythology; oneself
as legislator or judge; the other as defendant. Oneself as the
defender of values, the other as offender” (Solomon 289). In
writing groups we ask students to play the role of coach, one
that has important emotional components; we can teach them
how to play this role effectively through observation and
modeling—for example, by using a “fishbowl” of volunteers
or a videotape of an exemplary writing group (like the award-
winning Student Writing Groups: Demonstrating the Process).
The immediate social context for the cognitive appraisal
of the emotional experience also has an effect on that ap-
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praisal. Laughter is heartier in the presence of other happy
persons, for example; fear is “contagious,” as is the.calming
influence of companions who are not afraid. The classic ex-
periments by Schachter and Singer, which suggested the
importance of cognitive appraisal, also suggested the con-
textual aspects of emotional reactions. The experimenters
injected epinephrine (adrenaline) into their subjects; some
were told that this injection would produce increased heart-
beat and physical tension, and some were not. Each subject
was then placed in a room with another person who had
also supposedly received an injection. Actually, the second
person in the room was a shill, employed by the experiment-
ers. In one condition of the experiment, the shill feigned
euphoria, floating paper airplanes, playing with a hula hoop,
and shooting wads of paper. In the other, the actor feigned
anger while filling out a questiorinaire, finally tearing it up
and stalking from the room. Those subjects who had been
informed of the physiological reaction from the injection had
no emotional reaction to their companions’ behavior. Those
who had not been informed, however, took on the emotion
of the actor in the room with them—they became either an-
" gry or euphoric. In other words, since they did not know
the reason for their visceral arousal, they interpreted it in
light of the available social data. Averill points out that physi-
cal surroundings (what he terms the “environmental psy-
chology of the emotions”) can have an effect on cognitive
interpretation as well; it is easier to become angry in a bar
than in a church, to be frightened at night than during the
day, to become jovial at a party than in the classroom
(“Constructivist” 323). Thus the emotions involve not only
a cognitive evaluation of physiological arousal (an evalua-
tion shaped by cultural and social norms and expectations)
but also of the particular social setting in which one experi-
ences that visceral arousal.

How can an understanding of the social construction
of the emotions help us in the composition classroom? First
of all, such an understanding will show us how important
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the environmental psychology of the classroom can be in
detenmining students’ affective responses to writing. (Such
a concern may seem trivial, but those who arrange profes-
sional conferences know how important it is to the success
of their gatherings to have pleasant hotel accommodations
and meeting rooms.) We can't always change from one room
to another, as I did, but we can do other small things—put
the chairsin a circle, erase a blackboard full of mathematical
symbols from a previous class, bring coffee, turn on all the
lights—that can have a noticeable impact on the classroom
atmosphere. It is also important that the teacher establish a
particular persona at the beginning of the semester; the ef-
fect of teacher affect will be discussed in a later chapter, but
fornowitshould be noted that whatever theirmethods, suc-
cessful teachersappear confident and competent, make their
concern for students apparent, and express their confidence
that students can perform at the level expected (Spear).
Teachers can do much at the beginning of the semester to
establisha classroom atmosphere that fosters facilitativeemo-
tional reactions to writing.

Group work, as Gere has pointed out, can do much to
encourage a positive attitude toward writing. Students can
share their emotional as well as their cognitive writing expe-
riences and strategies with one another, coming to under-
stand that their reactions are not unique. The decision to
put Leontina in a group with others who had written about
racial incidents they had .found disturbing and personally
threatening was guided by the notion that they could help
one another if they shared their emotional reactions as well
as their papers. Their first session turned out to be so suc-
cessful from their point of view that they asked to stay to-
gether for the next paper; while Leontina’s paper was not
the best of the group, she was able to improve upon her first
draft after seeing how Ed’s and Alberto’s papers dealt with
similar issues. Putting Tom and Chad in separate groups
also had a salutary effect. They no longer had another per-
son next to them to validate and mirror their behavior, and
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while Tom continued to be detached, Chad became much
more engaged—even helpful—when in his writing group.
He seemed to be pulled into the higher level of enthusiasm
exhibited by the other students in-the group.

There are other ways in which an understanding of the
social construction of emotions can help us as teachers. If it
is true that our emotions are shaped in part by “paradigm
scenarios,” then we can try to learn more about those sce-
narios. We can, for instance, have our students write in their
journals or in inksheddings about the emotions they experi-
enced in certain paradigmatic writing situations (writing a
piece and then getting the paper back from the teacher, for
example) and discuss what influence they think those emo-
tions might continue to have on their writing.”? If we agree
that our emotions are shaped by our culture, we alsoneed to
examine how that culture views writing and what cultural
myths or beliefs might help shape the emotional roles we
play when we write (see Gere and Smith). Beliefs and atti-
tudes are the subject of another chapter, but two examples
here will serve to make the point. The first is belief in the
romantic myth that writing results only from bursts of cre-
ative inspiration. The muse visits, you write, and the result
of your first draft is “Kubla Khan.” Preparation and revi-
sion are obviously unnecessary. With this kind of myth help-
ing to shape our emotional reactions to writing, it is no
wonder that many of us (not just students) get discouraged
waiting for inspiration to strike, or that we resent having to
revise our work if we feel inspiration has produced it. We
must make explicit to students that the myth of inspiration
is just that; few writers, including Coleridge, ever wrote pol-
ished and complete first drafts. Students can learn (as dis-
cussed in chapter 5) to make an appointment with the muse,
to establish writing habits that give them time to draft and
revise and thus not be distressed when a piece doesn’t turn
out well the first time.

The second cultural belief that we need to deal with is
that for those not blessed with creativity, learning to write is
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a technical rather than an intellectual process, that the job of
the writing teacher is to hunt down error, that revision is
simply clearing a paper of such error, that teaching gram-
mar is equivalent to teaching writing. (This belief is closely
connected to the value our culture places on correciness and
appearance.) Our professional journals testify to the fact that
we have exploded this myth, but it persists—as myths do—

“in the culture, sometimes as close as the next classroom. This
myth helps explain some students’ frustration over that fact
that we don’t cover their papers with red ink, since that is
what they expect as a result of their past experience. It also
helps us understand their negative attitude when we ask
them to rethink the whole paper rather than just tinkering
with surface features in their revisions. To counteract such
an attitude, we can show students examples of professional
writers revising and share with them our struggles with our
own writing, helping them understand what is involved in
reseeing a paper rather than simply editing it.

Finally, to return to the uses of theory, we can as teach-
ers do what we ask our students to do about the writing pro-
cess: observe (and ask others to observe) our own teaching
and our students’ learning processes; reflect systematically
and regularly in a teaching journal about classroom events
and interactions with students; and try—as Mandler suggests
in the epigraph to this chapter—to make up stories about
teaching and learning that make comprehensible the evi-
dence athand. Those stories will be most convincing if they
are grounded in theory.
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Motivation and Writing

The chief impediments to learning are not cognitive.
It is not that students cannot learn; it is that they do
not wish to. If educators invested a fraction of the
energy they now spend trying to transmit information
in trying to stimulate the students’ enjoyment of
learning, we could achieve much better results.
—Mihaly Csikszentmihalyi,
“Literacy and Intrinsic Motivation”

We are getting close to the midterm “dry-run” portfo-
lio readings for the class. My students will have their pa-
pers read by one of my colleagues and rated either as
“passing” or “needs improvement.” No grades will be at-
tached to these portfolio readings, but it is still a high-stakes
situation; students who do not receive a rating of “passing”
on their portfolios at the end of the semester will not pass
the class. This situation—having my students’ ultimate fate
in this class being in the hands of someone else—has the
advantage of making me more of a coach than a judge of
their work, but it does create some anxiety. To further com-
plicate the grading situation, whileI do gradeeach student’s
collective work at midterm and at the end of the course, I do
not grade individual student papers, trying to provide what
Elbow calls an “evaluation-free zone” (“Ranking”). I want
students to focus for now on how to make their writing bet-
ter, not on what grade they got or want to get. For the most



Motivation and Writing ® 44

part they accept my explanations of my grading and of the
portfolio system, and in spite of the fact that such activity
does not promise a higher grade, they are busily revising
their papers for the midterm “practice” portfolio reading.

Atleast, most of them are. Four provide some interest-
ing contrasts in terms of their motivation, however. Alice
and An Mei are at about the same level in terms of their writ-
ing skills (and are in the same tutorial group outside class).
Alice, who has continued to have trouble revising to make
her paper more analytical, is nervous about the lack of
grades—she tells me she is used to knowing “where she
stands” and is worried about failing. I tell her she can come
in to talk to me at any time and I will try to let her know how
she is doing, so she comes, often. I find out during these
conferences that she can’t see the point of the reading jour-
nal I have asked students to keep, since it doesn’t receive a
letter grade. The portfolio, with its possibility of failure,
frightens her, and she feels “stressed” about getting her pa-
pers ready for a reader she doesn’t know. When the mid-
termreading for her portfolio comes back positive, however,
she is relieved, and her visits to my office stop. Even though
there are suggestions from the reader for strengthening the
paper, she decidesnot to changeanything. Why revisewhen
the paper passed?

An Mei, another frequent visitor to my office, views the
midterm portfolio quite differently. She tells me that it pro-
vides her with a good chance torevise her papers “precisely”;
she comes for several consultations and works diligently with
her tutorial group, revising many times. She says that she
feels proud of the result when she turns it in. Her portfolio
passes but receives some fairly negative comments on her
cultural encounter paper, which describes how she improved
her English when she first came to this country by watching
TV commercials. The reader urged her to be more critical of
American culture, particularly of its consumerism. This re-
action mystifies and upsets her, but she seems spurred on
by the comments. How can she revise to make a reader other
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than me understand that she needed work on idiomatic En-
glish and that TV commercials helped her more than text-
books with the spoken idiom? Unlike Alice, she is eager to
rework her passing paper, wanting very much to improve
her skills.

Then there is baby-faced Ira. His matter-of-factness
about not being good in English has given way to a hangdog
expression and a complete lack of effort. His first freewrite
consisted of two sentences: “I can’t do this. I don’t know
what you mean by freewrite.” His first draft consists of a
rumpled page of notes, without a coherent sentence in sight.
He tells me that the readings are “too hard”; that’s why he
has nothing to sayin class. I wonder if hemighthavea leamn-
ing disability, but he tells me he has been tested and does
not; he deesn’t have a problem—my class is the problem.
With the help of his writing group, he does finally struggle
and produce a draft of a paper on his encounter with the
strange culture of college. It has some promising ideas, and
I'make a point of praising it to him-—even reading bits of it
aloud to the class. But he puts off revising it and has to turn
it in unrevised for the midterm portfolio reading. He also
does not write a cover letter for the portfolio and does not
include the in-class essay, as required, since he “lost” it. His
portfolio fails, primarily because he has not put forth any
effort. His reaction—"1 knew it would fail. LikeI said, I've
never been good at English.”

Willis also struggling. His first effort at a freewrite was,
like Ira’s, short and labored. But he is a reader who wants to
write—Updike, Steinbeck, and Hemingway are his favorite
authors, he tells me, and he would like to model his writing
after theirs. He has high aspirations. I ask him if he has
heard of writer’s block (he has not, but he nods in assent
when I describe the phenomenon}, and we discuss how oth-
ers, including his favorite authors, have dealt with it. I no-
tice thathe mumbles to himself as he writes; he says he “talks
himself through” ideas in order to keep writing. Iask him to
share some of his subvocalizations with me as he works on a
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piece, and I discover that besides mulling over ideas he is
using a sort of pep-talk strategy to keep himself on task (“I'm
sick of this paper but I need to go on—if I stop now I'll never
get back into it—OK, where was?”). We discuss a few other
strategieshe can useand other techniques besides self-coach-
ing for what he terms “fighting a paper,” like setting aside a
particular time to write. I agree to extend deadlines for him
if need be. He finally produces a paper describing and ana-
lyzing his encounters with Native American culture while
growing up in a small Montana town. It's the most sophisti-
cated piece of analysis I've seen from a freshman; his portfo-
lio receives high praise from the anonymous reader, who
suggests that he submit it to the campus literary magazine.
Still; Will is not satisfied with the paper and wants to con-
tinue to work on it. Writing does not come easily for him,
but he seems to be such a high achiever that he is willing to
take on the struggle.

Four students, four widely different pictures of moti-
vation. No wonder motivation is something of a mystery to
teachers. Why is it that some of our students (like Alice)
seem so apathetic about improving their writing, while oth-
ers who are no better in terms of ability are (like An Mei)
eager to learn and work hard on improving their skills? Why
do some students (like Ira) give up when a task becomes
challenging while others (like Will) persist at the same task,
struggling in spite of difficulty and meeting the challenge?
What should we as teachers do to keep eager students moti-
vated and to energize those who need to be more motivated?
This chapter aims at making motivation a little less mysteri-
ous, something that teachers can understand and take into
account as they work with student writers.

“Motivation” comes from the Latin mowvere, to move; the
concept embraces all the factors that move us to engage in
and direct our behavior in purposeful ways, to set goals and
then strive to reach those goals. Exactly how we are moti-
vated and can work to motivate others is not always well
understood, however. As Dweck points out, recent research
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has called into question several commonsense notions about
motivation and learning: that children’s natural urge to learn
would continue unabated if not sabotaged by the evaluative
practices of formal schooling; that large amounts of praise
and success will help motivate students; that brighter stu-
deni are more likely to choose challenging tasks or to per-
sist when a task becomes difficult. In fact, Dweck asserts,
schools may not squelch students’ natural enthusiasm for
learning so much as fail to teach new sets of skills and foster
new motivational frameworks for working on intellectual
tasks; the lavishing of praise as a reinforcement tactic (as I
tried with Ira) may not increase the probability that students
will seek out learning tasks with confidence or persist when
the tasks become difficult; and brighter students, especially
females, are not necessarily more motivated to seek chal-
lenges or to persist in the face of difficulties (“Motivation”
88, 97). The situation is rather more complex than
Csikszentmihalyi’s statement, the epigraph to this chapter,
suggests.

What Motivates Our Students? Some Perspectives

Motivation, like emotion, has been studied from a num-
ber of different perspectives. Before the beginnings of mod-
ern psychology, motivation was referred to as “will”; as the
term implies, a certain freedom informed the construct—in-
dividuals had some control over their goals and could direct
their behavior willfully. One could choose to write sonnets,
lead a religious reform movement, or study the stars and
planets. Freud’s instinct theory and Hull’s later (1941) be-
haviorist drive theory changed that view, however; people
were thought to do things not because they wanted to but
because they had to—they werenotmoved so much as driven
to action. Individuals, both these theories contended, strive
to reduce internal tension and reach equilibrium, or homeo—
stasis. The fundamental motivational principle was that any
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deviation from equilibrium provides a force to satisfy bio-
logical needs and return to internal balance (Weiner, Theo-
ries)—hunger drives us to eat, aggression to fight, sexual
energy to mate.! Along with the principle of homeostasis, a
fundamental axiom of these theories was hedonism—organ-
isms strive to avoid pain and increase pleasure. Reward and
punishment were the only external motivating factors.

Ironically enough, it was behaviorist research that be-
gan to change this notion of motivation. Researchérs found
that laboratory rats and monkeys behaved in certain ways
not just to return to equilibrium but to seek challenging tasks,
to explore new territory, to see new sights (Harlow;
Csikszentmihalyi and Nakamura 46). Psychologists had to
add competency, curiosity, and novelty to the list of drives
that motivated behavior (White; Butler). Motivational theory
made room for the “optimal arousal” hypothesis: that or-
ganismis had a need not only for homeostasis but also for
additional stimulation when understimulated (Hebb;
Berlyne; Day, Berlyne, and Hunt). The rigid link between
what happened biologically and what the organism did be-
gan to weaken; as theories became less mechanistic, a cer-
tain amount of freedom and ability to control crept back into
the concept of motivation (Csikszentmihalyi and Nakamura
46). Psychologists began to speak of extrinsic motivation
(related to stimulus-response learning from reward or pun-
ishment—Alice’s need for grades, for example) and intrinsic
motivation (related to some goal-related decision of the in-
dividual rather than external reward or punishment, such
as Will’s desire to be a writer).

Intrinsic and Extrinsic Motivation

With the concepts of intrinsic and extrinsic motivation,
we move to a more social view of the phenomenon. What
moved people to action was the desire to be effective in
changing their environment in some way, to be masters of
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their fates, captains of their souls. Some of the earliest work
in this area was done by deCharms, who discussed motiva-
tion in terms of what he called “origin” and “pawn” behav-
ior: origins are those persons who see their behavior as
determined by their own choosing, while pawns see their
behavior as determined by external forces beyond their con-
trol (Personal Causation 273-74). If people see their behavior
resulting from their own choice, they value the results of that
behavior, but if they see the same behavior resulting from
the dictates of an outside force, they devalue the same be-
havior and its results. (This explains why student evalua-
tions of required classes are invariably lower than of electives,
even though students might do well in both classes.) Play,
as deCharms points out, becomes work if forced; if one can
choose one’s work without regard to outside forces, it be-
comes play, rewarding in and of itself (273). The theory was
put to the test during the mid-1960s, when deCharms worked
with inner-city schoolchildren and their teachers on a pro-
gram designed to enhance the motivation of both groups.
After this experience, the theory was refined; the difference
between origins and pawns came to be seen not as a differ-
ence between freedom and constraint but as a difference in
outlook. The origin (like An Mei or Will) is able to deter-
mine personally meaningful goals within constraints, while
the pawn (like Alice or Ira) sees only the constraints. Ori-
gins take personal responsibility for their actions, for their
learning; pawns do not (Enhancing Motivation 205-09).
What is interesting about deCharms’s work is that he
found that students could be taught to distinguish between
controllable and uncontrollable outcomes and to set realistic
goals based on their own probability of success. They learned
to see goals as challenges rather than threats, to take respon-
sibility for their own learning. As the students trained in the
program increased their motivation, their academic achieve-
ment also rose (141-60). Pawns, in other words, can learn to
be origins. This transformation seems to be best accom-
plished in a warmly supportive classroom atmosphere where



Motivation and Writing % 50

the teacher respects the students and treats them as capable
of guiding their own behavior—treats everyone, in effect,
like an origin (66). This research suggests that the student-
centered, collaborative classroom that most composition
pedagogy values is the right atmosphere for increasing stu-
dent motivation. It also suggests that we would do well to
make motivational concepts explicit to students and to help
those who seem to have pawn-like tendencies to set and ac-
complish realistic goals for themselves.

The concept of intrinsic motivation took a new turn
when several researchers began to examine how extrinsic
reinforcers (those staples of behaviorist theory) actually un-
dermined intrinsically motivated behavior. Again, this new
turn began in the behaviorist’s lab. Harlow noticed that
monkeys manipulated puzzles without being rewarded for
the activity, but once the puzzles were baited with a reward
(a raisin), the monkeys lost interest in unbaited puzzles. It
seemed that an extrinsic reward, when added to an ongoing
intrinsically motivated activity, reduced the subject’s inter-
est in the activity for its own sake (deCharms, Personal Cau-
sation). Extrinsic rewards did not enhance but actually
replaced intrinsic motivation. This might explain the behav-
ior of students like Alice—grades and the approval of a
known authority figure (a teacher, a tutor, a portfolio reader)
become more important than the learning that the grades
are supposed to measure. Extrinsic rewards had become the
major motivating force in her academic life.

Further experiments documented some of the condi-
tions under which rewards decreased individuals’ interest
in certain activities. One experiment found that if people
received money for engaging in activities they enjoyed, they
lost interest in those activities faster than when they were
not rewarded (Deci, “Effects”). In a study involving college
students, researchers found that subjects chose challenging
puzzles until money was introduced as a reward; then the
subjects chose the easiest puzzles to ensure receiving the re-
ward (Shapira). If the reward was introduced in one period,
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the subjects chose easier puzzles in a subsequent period when
rewards were no longer offered (Pittman, Emery, and
Boggiano). Researchers suggested that situations enhanc-
ing intrinsic motivation include self-determined behavior or
choice, positive feedback, and optimally challenging activi-
ties; those that decrease infrinsic motivation include exter-
nal rewards or pressures to act in particular ways, feedback
that implies external rather than internal reasons for success,
and ego-involving task conditions that might challenge self-
esteem (Ryan, Connell, and Deci). More recently research-
ers have revised this situational model, saying that it is not
just the situation itself but also the individual’s perception
of the situation that enhances or decreases intrinsic motiva-
tion. Individuals can react very differently to the same situ-
ational cues (see.Dweck, “Intrinsic Motivation” 296). Much
of the research on.the effects of reward systems on intrinsic
motivation has been summarized in a volume with the rather
ominous title The Hidden Costs of Reward (Lepper and
Greene).?

What does this line of research imply for that mother of
all academic reward systems, grades? First of all, it does not
imply that we should entirely do away with grades as a mo-
tivating factor—extrinsic rewards can still be useful meth-
ods of motivating behavior, especially with those students
like Alice for whom intrinsic motivation is not great or who
do not have strong feelings of competence and self-determi-
nation (Lepper and Greene 142). It seemed very necessary
for her to come to my office periodically and be reassured
about where she stood. And as Lepper and Hodell point
out, it may not be possible to experience the intrinsic satis-
faction of some academic tasks until one has acquired a cer-
tain level of proficiency, and extrinsic rewards can be useful
to get students to that level (88). But the research on intrin-
sic motivation suggests that we do need to think carefully
abouthow grades might be used and exactly what they might
motivate students to do. For example, Lepper and Greene
state that the explicit use of extrinsic rewards (like grades) to
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modify behavior brings up the issues of control and voli-
tion. These issues can influence an individual’s perception
of an activity’s intrinsic value, resulting in that person not
wanting to engage in the activity in the absence of the re-
wards (xi). Too much emphasis on grades in a writing class
could cause students to devalue the activity of writing when
it is not being graded (as in writing-to-learn activities) or to
lose interest in self-sponsored writing.

Lepper and Greene also state that the promise of an
extrinsic reward tends to focus an individual’s attention only
on the aspects of performance that are directly related to the
attainment of that reward (xi). Many teachers who want to
motivate students to revise their work promise higher grades
for revision, only to find that students will do a minimal re-
vision and then expect an “A” for their effort; the teacher’s
bid to engage the student in revision has actually focused
that student’s attention on revising for the grade rather than
on rethinking theideasin thepaper. Separating revision from
grading (for example, by grading only when thestudentand
teacher agree that a paper is ready and then moving on to
revising the next draft, or by grading the body of a student’s
work in a portfolio) would focus the student’s motivation
more on overall improvement than on a reward for a spe-
cific revision task.

Achievement Motivation

Achievement motivation presents us with aslightly dif-
ferent perspective on students’ engagement with their writ-
ing.? The research on intrinsic motivation highlights how
perceived control can determine task persistence; achieve-
ment motivation theories examine perceived ability or com-
petence in achievement situations. There are three
achievement theories that are of interest here: need achieve-
ment, test anxiety, and attribution theory, a subset of which
involves a phenomenon known as “learned helplessness.”
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The first theory to conceptualize achievement motiva-
tion was put forward by McClelland and his associates in
the early 1950s and was built around the notion of the need
to achieve and display competence. These researchers pos-
tulated two acquired drives they called “motives”: one to
achieve success, the other to avoid failure. These motives
were thought to be acquired through conditioning in achieve-
ment situations where children learned to feel pride in ac-
complishment and shame at failure, emotions that fostered
approach or avoidance behavior toward later tasks. Thus
affect played a large role in this early theory even though it
was developed within a behaviorist framework—one’s af-
fective state as one anticipated achievement goals was seen
as the energizing force behind approach or avoidance in
achievement situations. The motive to achieve success in-
volved positive anticipation about goals, an expressed de-
sire to do a good job, an emphasis on tasks as a means to
success, and positive emotions associated with striving to
achieve goals. The motive to avoid failure was seen not as
driving people toward success but as inhibiting their achieve-
ment activities; this motive involved anxiety about doing a
poor job, expressions of inadequacy (“I've never been good
at English”), an emphasis on the difficulty of tasks (“The read-
ings are too hard”), and negative emotions associated with
evaluative situations. People like Will who have a strong
need to achieve will take on challenging tasks, while people
like Alice who have a strong need to avoid failure avoid chal-
lenge unless there are strong extrinsic rewards.

Test anxiety theory, like need achievement theory, as-
sumes that acquired drives can energize or inhibit perfor-
mance; the theory was also developed in the 1950s by, among
others, George Mandler. Test anxiety is defined as a drive
acquired in achievement situations that facilitates or inhib-
its performance on evaluative tasks (Mandler and Sarason).
This theory is the foundation for the studies of writing anxi-
ety (or writing apprehension), begun as a part of Daly and
Miller’s research on communication apprehension.
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Both need achievement and test anxiety theory have
come under fire recently (see Dweck and Elliott 648-50).
George Mandler, speaking with special privilege by virtue
of his role as one of the theory’s founders, opines that re-
search on test anxiety has been noncumulative, contributing
to a kind of “dustbowl empiricism” in which the production
of data becomes more important than the development of a
determinate theory (“Helplessness” 361-64). Others have
criticized the theories for emphasizing only the negative, de-
bilitating effects of affect, when it seems that affect can also
be enabling; as Bannister has shown, some level of appre-
hension actually aids writing in the planning stages. The
theories also ignore the possibility that cognition as well as
affect might influence the formation of achievement expect-
ancies (Weiner, Theories). Nevertheless, both theories are
important in that they have established various constructs
for discussion and research. The differentiation between state
anxiety and trait anxiety in determining test anxiety, for ex-
ample, is a useful one. State anxiety is situation-specific, oc-
curring only in achievement or testing situations; trait anxiety
describes an individual’s reaction to all the stresses of every-
day life (see Spielberger). Our interventions as teachers are
much more likely to be successful with the student (like Will)
who is anxious only in achievement situations than with the
student who is anxious about everything (the latter might
need to talk to a counselor rather than to a composition
teacher). An understanding of writing apprehension is par-
ticularly helpful when teachers deal with students who have
trouble producing drafts—their difficulty might be anxiety
rather than laziness or inattention. We can help such stu-
dents learn conscious coping strategies, such as using their
anxiety as a cue to stay on task and to verbalize strategies
(Meichenbaum and Butler), as Will had learned to do.

As the psychological community began to focus on the
importance of mental events, a more cognitive view of
achievement motivation developed—attribution theory. This
theory, put forward in its fullest form by Weiner in An
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Attributional Theory of Motivation and Emotion, examines causal
attributions, that is, people’s beliefs about the reasons for
the outcomes of their efforts. Particularly important for
motivation is the perception of what Rotter calls the “locus
of control”—whether individuals believe that success or fail-
ure in an achievement situation is a result of internal forces
(ability) or of external forces (task difficulty). We can clas-
sify people along a continuum from internal to external ac-
cording to their beliefs about causality (another way of
looking at deCharms’s origins and pawns). Thus we can
have two different reactions to the same phenomenon: some
students tell us that they don’t understand an assignment,
assuming the cause is internal, while others tell us the as-
signment is too hard, assuming the cause is external. Attri-
bution theory also looks at beliefs about the causes of
outcomes along the dimensions of stability (aptitude) and
instability (chance), and controllability (effort) and
uncontrollability (fatigue). Thus we have students who take
credit for their success or failure themselves, while others
tell us they were just lucky, or that their grandmother died.

The notion underlying attribution theory—that people’s
beliefs about the outcomes of achievement situations guide
their behavior in those situations—also formed the basis for
research on learned helplessness. Researchers found that
when a dog was put in a shock-avoidance experiment but
could do nothing to avoid the shocks, the animal later did
nothing to avoid shocks in a later experiment where escape
was available (Seligman and Maier). The dog had learned
an existential lesson, that it could exercise no control over
events in its world. The result was helpless, hopeless pas-
sivity.

Researchers examining this phenomenon in humans
(Diener and Dweck; Dweck and Goetz) have looked at pat-
terns of attributions—characteristic ways of explaining fail-
ure or success—and have named two such patterns: an
adaptive, persistent mastery orientation and a maladaptive
pattern of learned helplessness. When put in a situation
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where they first achieved success in solving problems and
then encountered insoluble problems, mastery-oriented stu-
dents like An Mei did not attribute their failure to their own
inadequacies but began to search for new strategies and to
give themselves instructions on how to proceed. Their prog-
nosis for future success remained positive, as did their affec-
tive state; a number indicated heightened affect in the face
of a challenging opportunity for mastery. They either main-
tained or improved their problem-solving strategies, and
many showed more sophisticated strategies during the fail-
ure experience than they had shown earlier in the success
situation. They persisted in the face of failure because they
seemed to see it as an opportunity for new learning.* The
helpless students, on the other hand, displayed a behavioral
pattern that contrasted with that of the mastery-oriented stu-
dents in every way. When they encountered failure, they
attributed it to their own lack of ability. They had negative
expectations for their future performance at problem-solv-
ing, and a significant number believed that if they were given
the problems they had solved in the first part of the experi-
ment, they could no longer solve them. As they continued
to encounter failure, their affective state became more nega-
tive, and they slipped into more unsophisticated and unpro-
ductive problem-solving strategies; even their recall of their
previous successes declined—they remembered more fail-
ures than they actually had during the first part of the ex-
periment. They saw failure not as a challenge but as a
measure of their ability, a defeat (Dweck and Bempechat).
One of the researchers’ most interesting findings was
that there appear to be significant sex differences in learned
helplessness. Although females are generally more success-
ful than males in school, especially in verbal skills (see Rubin
and Greene), they are more likely than males to attribute their
successes to outside factors and their failures to lack of abil-
ity. They are more likely to give up than to persist if they
fail. Males, on the other hand, are more likely to attribute
their successes to their own abilities and their failures to out-



57 ® Motivation and Writing

side factors®; they tend to persist and even improve in the
face of failure. The way our culture socializes boys and girls
has been blamed for these attributional differences (see
Dweck and Goetz for a summary of this research); whatever
the cause, it is important for teachers to understand that for
students like An Mei with a mastery orientation, failure may
be a spur, while for others like Ira it may produce passivity
and encourage their view that trying to improve is hopeless.
We can help alleviate learned helplessness by teaching stu-
dents specific strategies (such as breaking a large task into
smaller parts), guiding them through the writing process,
and assuring them that they won’t be penalized for errors
during the process. We can also help students analyze their
goals and judge their own competence realistically. One way
to do this is through a discussion of goals in an achievement
setting, contrasting learning goals with performance goals.

Analyzing Achievement Goals:
A Social-Cognitive Perspective

Examining patterns of attribution helps us understand
why people expect to succeed; but why do they want to suc-
ceed? Dweck and Elliott and Elliott and Dweck propose that
people in achievement situations can set two classes of goals:
learning goals, which aim to increase competence, or perfor-
mance goals, which aim to gain favorable judgments of com-
petence (or to avoid being judged as incompetent). Each class
of goals can be traced to a tacit theory of intelligence. Some
students subscribe to a theory of intelligence as incremental,
as something they can increase through their own effort.®
Therefore, when confronted with a challenging task, they
believe they can do it and are interested in learning some-
thing from it. They see errors as ways to learn and effort as
an investment in that learning. Other students subscribe to
a theory of intelligence as a stable entity, something that can-
not be changed through effort—indeed, effort is risky be-
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cause it might result in error and reveal inadequacy. When
confronted with a challenging task, they do not ask, “How
canl do it?” but, “Can 1 do it?” They are more oriented to-
ward being judged assmart than toward learning something
new. Although the two theories of intelligence are unrelated
to ability in young children, over time the theories begin to
predict achievement—entity theorists wind up as low achiev-
ers and incremental theorists as high achievers (Dweck and
Bempechat). A table developed by Dweck and Elliott points
out the contrasts between the two theories of intelligence and
the related classes of achievement goals (see below).

While both classes of goals are natural and inevitable
onesin achievementsituations, Elliottand Dweck found that
an overemphasis on performance goals not only helped to
create learned helplessness in some students, but it also had
an effect on mastery-oriented students, making them so
protective of how their ability would be judged that they
laterrejected the chance to learn something new if it involved
risking errors. Sowhile students’ theories of intelligence may
orient them toward either learning or performance goals,
situational cues in the classroom environment can do much
to help construct—or deconstruct—their goal orientations
and build their theories of intelligence. The notion of
“giftedness,” emphasized in many public schools through
tracking systems, contributes heavily to students’ theories
of intelligence. Palmquist and Young found that belief in
the notion of giftedness (that is, writing ability is a stable
entity that one is born with, something like perfect pitch)
played a significant role in shaping students’ expectations.
Students with low assessments of their writing ability had
both strong beliefs in giftedness and high levels of writing
apprehension, while students with high estimates of their
writing ability had a low belief in giftedness (they were, in
other words, incremental theorists) and showed low writing
apprehension.

What happens when students set achievement goals,
like Will’s goal for improving an already excellent paper?
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Table 1. Students’ Theories of Intelligence and Achievement Goals

Theories of Intelligence

Incremental Entity

Intelligenceis: A repertoire of skills that A global, stable entity
increases through effort ~ whose adequacy is judged

through performance

Effort is: An investment that A risk that may reveal

increases intelligence low intelligence
Goals

Learning Goal: Performance Goal:
Competence Increase ~ Competence Judgment

1. Entering How can I do it? Can Ldo it?

question: What will I learn? Will I look smart?

2. Focus on: Process Outcome

3. Errors: Natural, useful Failure

4. Uncertainty: Challenging Threatening

5. Optimal Maximizes learning Maximizes looking smart

task: {becoming smarter)

6. Seek: Accurate information Flattering information
about ability

7. Standards: Personal, long-term, Normative, immediate,
flexible rigid

8. Expectancy: Emphasizes effort Emphasizes present ability

9. Teacher: Resource, guide Judge, rewarder/punisher

10. Goal value:  “Intrinsic”: value of skill, “Extrinsic”: value of
activity, progress judgment

Source: Adapted from Carol Dweck and Elaine 5. Elliott, “ Achievement
Motivation,” Handbook of Child Psychology, ed. Paul H. Mussen and E. Mavis
Hetherington, vol. 4 (New York: Wiley, 1983) 655. Reprinted by permission of
John Wiley & Sons, Inc.
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Dweck theorizes that students enter such a situation with a
repertoire of cognitive and motivational sets. Cognitive sets
include the theories of intelligence (incremental or entity)
mentioned above. Motivational sets include beliefs (views
about the nature of competence, the level of one’s own com-
petence, about what variables influence outcomes, and so
on), inference rules (preferred modes of estimating task dif-
ficulty, deciding the causes of outcomes), salient representa-
tions (tendencies to focus on the pleasant or unpleasant
means or.desirable or undesirable outcomes), and values and
interests (personal hierarchies of what is important and en-
joyable). Situational cues about the evaluator, the nature of
the task, and the possible rewards are then interpreted in
light of these motivational sets. Students set goals, have some
expectancy about achieving those goals, and have some idea
about how pleasant or unpleasant the means to achievement
will be. They then set a course of action that when com-
pleted will feed back into the system, potentially altering their
goal values, expectancies, or means values. Students will
persist in trying to achieve the goals they have set as long as
their values and expectancies remain high (“Motivation” 92—
93). An examination of these values and expectancies can
help us understand our students’ achievement behavior more
completely.

Goal Values and Goal Expectancies (Confidence)

As mentioned earlier, we can differentiate between two
classes of goals in terms of values: learning goals and perfor-
mance goals. Students (like An Mei) who set learning goals
aim at increasing their competence, at understanding the
material, or mastering a task. Students (like Alice) who set
performance goals aim at validating their competence, at
getting favorable judgments of their ability, and avoiding
unfavorable judgments. While students seem disposed to-
ward one learning framework or the other, Dweck points
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out that adopting one or the other set of goals in the class-
room has specific effects on students’ motivation and on their
subsequent achievement behavior with regard to their stan-
dards for achievement, perceived control, task choice, task
interest, task pursuit, outcome attribution, and satisfaction
with the task (“Motivation” 99-102). Let us examine each of
these more closely.

“Standards” refers to the level of performance a stu-
dent must achieve in order to feel successful. Learning goals
appear to foster personal standards for success, ones that are
flexible and progressive, allowing students to mark their own
progress and maintain interest, even in the face of failure.
Performance goals, on the other hand, appear to encourage
the adoption of normative standards—comparing one’s
progress to those of other students. Such standards can cre-
ate a “win-lose” situation where considerable personal
progress can be negated by comparative evaluation (Ames
and Ames). Students presented with learning goals need
not worry about the abilities of others when confronting a
challenging task; they need to think only about how much
effort they expect to put forth, given the task and their per-
ceptions of their ability. But students presented with perfor-
mance goals will first estimate their ability in relation to
others’; if the estimate is high, they will proceed, but if they
have doubts about their ability, they will avoid challenge. A
competitive classroom atmosphere can therefore be detrimen-
tal to student motivation. Perceived control, as mentioned
earlier, is an important factor in determining motivation. Stu-
dents in a classroom with learning goals have more control
over the factors that relate to attaining those goals; they set
their own standard for success, they use peers and teachers
as resources rather than as potential obstacles, and they evalu-
ate their own progress. Students who are given performance
goals have less control over outcomes, since they perceive
that others are judging their success or failure against nor-
mative criteria rather than against their personal progress.

Task choice, task interest, and task pursuit also show
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how having learning or performance goals can influence stu-
dent behavior. A classroom that sets learning goals encour-
ages students to choose more challenging tasks, regardless
of their perceived ability; one that sets only performance goals
encourages students with low expectancies to choose easy
tasks to ensure success and to avoid negative judgments of
their abilities. Learning goals appear to promote interest in
the task itself and to create positive rather than negative af-
fective responses in the face of difficulties. Performance goals
foster interest in the judgment of one’s ability and negative
responses when it appears that ability is in question. With
learning goals, high effort is more likely to be experienced as
pleasurable, nurturing a sense of pride in achievement,
whereas with performance goals, effort is seen as evidence
of low ability, fostering a sense of shame. Learning goals
help students persist in the face of challenge, while perfor-
mance goals lead students to pursue tasks in ineffective ways,
to engage in face-saving behavior (for example, to minimize
effort and then use that as an excuse for poor performance),”’
or to avoid challenging tasks altogether.

Finally, the two goal frameworks produce different be-
haviors in terms of outcome attribution and satisfaction. In
a learning framework, both success and failure are attrib-
uted to effort, and students’ satisfaction with their labor is
related to the degree of effort put forth; in the face of diffi-
culties, students do not attribute outcomes to lack of ability.
In a performance framework, students see success and fail-
ure as a reflection of their ability and luck; their satisfaction
is related to the degree of ability and luck they think they
have. Clearly, a learning framework is more desirable than
a performance framework in terms of goal values.

Now let us look at goal expectancies, students’ confi-
dence in their ability to attain learning and performance
goals. Expectancies have a lot to do with confidence; one
would expect that students who have done well in school
and on standardized tests (and who therefore have ample
evidence of their abilities) to be the most confident in their
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expectancies for future success, while only failure-prone stu-
dents would have shaky confidence and low expectancies
for future achievement. But this is not the case. Some low
achievers have high confidence, attributing their difficulties
to outside factors rather than to their own ability. A recent
study found an entire class full of basic writers who had
higher self-esteem and lower writing apprehension than the
16 classes of regular freshman composition in the study
(Minot and Gamble). Some high-achievers have very fragile
confidence; they attribute their failures to a lack of ability,
and they have low expectancies for their ability to take on
challenging tasks in the future. Studies have found that this
tendency among high achievers to have low confidence is
especially prevalent among bright females (Dweck, “Moti-
vation” 108).

Research has found that establishing and maintaining
appropriately high expectancies for success are fostered by
the tendency to focus on strategy, on progress, and on past
and future success (Dweck, “Motivation” 110; see Dweck and
Elliott for a more detailed analysis of expectancy formation).
When approaching a task, students who can strategize and
can keep thinking aboutstrategy when difficulties arise learn
to expect that they will be successful at completing the task,
but students who analyze the task only in terms of its diffi-
culty and their chances of success learn to have low expect-
ancies. Students who adopt challenging standards based on
personal progress, who remind themselves of that progress,
and who focus on effort and strategy as the means by which
they make progress will form expectancies of success and
have confidence in their abilities. In contrast, students who
focus on normative standards as a measure of their own suc-
cess and focus on ability rather than effort and strategy wrill
form low expectancies of success. The research of Belenky,
Clinchy, Goldberger, and Tarule on women'’s ways of know-
ing may explain why so many female students have low con-
fidence in spite of their academic success. Belenky and her
colleagues postulate that many women are “connected
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knowers”—that is, they focus on trying to understand the
perspective and reality of others as they learn. A corollary
of this notion is that women are socialized more than men to
be aware of and responsive to the opinions of others; there-
fore it is more difficult for women to establish autonomy in
setting goals and in focusing on their own progress without
attending to how others are doing. Furthermore, the very
success of some low-confidence students appears to under-
mine what confidence they have; if they see high ability as
something that makes tasks easy, answers obvious, and ef-
fort unnecessary, then past success is evidence only that they
have succeeded at easier tasks (Dweck, “Motivation” 117).
Expending a good deal of effort and strategizing is evidence
to them not of an intelligent approach to problem-solving
but of a lack of ability. If they were just smart enough, they
wouldn’t have to work so hard.

Motivation in the Writing Classroom

Given this research, what is the best way for writing
teachers to help motivate students who need it and to keep
motivated students energized? First, it seems clear what not
to do—to try to increase student confidence by giving short,
easy tasks that assure error-free success and by lavishing large
amounts of praise. The research tells us that such an ap-
proach will not encourage students to seek longer, more chal-
lenging tasks, promote persistence in the face of failure, or
help them persevere when immediate rewards are not
present. (This counterproductive approach—giving easy
tasks to establish a pattern of errorless learning—is, alas, of-
ten used with the best of intentions in the basic writing cur-
riculum. See Rose, “Remedial.”) Instead, we need to think
about how to help students understand and make good use
of motivational processes, and how to create a classroom
environment that promotes learning goals rather than per-
formance goals.

First of all, we can use teaching strategies that research
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has proven effective: we can make theories of intelligence
explicit to our students, ask them to monitor their motiva-
tional as well as their cognitive and affective processes, and
discuss strategies for persisting, progressing, and succeed-
ing at challenging tasks. We can give explicit instruction to
students in motivational strategies (as deCharms did with
his origins and pawns). We can instruct students to take chal-
lenge or failure as a cue to increase effort (as Dweck did with
children who exhibited “helpless” behavior; see “Role”). We
can teach them, as Meichenbaum and Butler did, to also use
their affective states as cues to spur them on rather than as
evidence that they aren’t able to do the task. We can instruct
them not only in these cognitive and affective strategies but
also in why the strategies are important, since as Paris points
out, students who learn new strategies without also learn-
ing appropriate metacognitive strategies—knowing when as
well as how to proceed—will not use the new strategies ap-
propriately. And we need to remember that it is not just the
low achievers who might need help understanding their
goals and attributions, since high achievers can also have
motivational sets that need attention. We can present stu-
dents with the frameworks of learning and performance goals
and discuss the fact that the writing classroom focuses on
learning goals. Then we have to make that promise good.
A glance back at Table 1 shows that the environment of
the process-oriented writing classroom is already in many
ways one that fosters learning goals. We are, as Elbow (Em-
bracing Contraries) and others remind us, coaches as well as
judges, resources and guides for our students as well as evalu-
ators of their work. We do not focus on error but look at
error as a window into the student’s thinking and writing
process. We expect that all students can learn to write, that
they can increase their skill through effort. Still, we can do
more. Since all motivational research tells us that perceived
control is such an important issue, we can establish frame-
works within which the student takes control of certain
things—task choice, for example. We can establish evalua-
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tion procedures in which students have some say (for ex-
ample, self-evaluations, peer evaluations, choices over which
pieces go into a portfolio or when pieces are ready to be evalu-
ated). We can publish student writing (in a class magazine),
including not just the best pieces in terms of normative stan-
dards but also the best piece from each student. We can es-
tablish teacher-researcher projects where we involve students
in research on their own learning; as Goswami and Stillman
point out, such research provides students with a good deal
of intrinsic motivation for discussion, reading, and writing.
We can establish cooperative learning projects (such as a class
newsletter with a rotating editor) that aim at motivating stu-
dents by having them take responsibility for the learning of
others as well as for themselves.? We can, in short, provide
both the cognitive framework and the social situation for stu-
dents to enhance their own motivational skills. It is not that
we simply need to stimulate students’ enjoyment of learn-
ing, as Csikszentmihalyi suggests in the epigraph to this
chapter; but enjoyment is certainly a by-product of achieve-
ment behavior motivated by learning goals. Our classrooms
will be more enjoyable places for ourselves as well as for our
students if we can focus on such goals.
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Beliefs and Attitudes

The real meaning of a liberal education goes far
beyond just teaching the student how to be a doctor, a
lawyer, a diplomat, or a business executive. A liberal
education is really about encouraging the student to
grapple with some of life’s most fundamental
questions.

—Alexander Astin, What Matters in College?

We are past the halfway mark in the semester. Students
have started the library paper, an assignment that asks them
to integrate the reading and discussions in class with some
library research. The assignment is not long enough to be a
full-dress “research paper,” but it does require them to sum-
marize, paraphrase, and quote references. It also requires
the objective stance of academic prose and the use of evi-
dence to support a thesis.

Their reading assignments have focused on the world
of Islam: a piece on early Islamic science, another on the art
of calligraphy, one explaining the Five Pillars of Islam, a few
selections from the Quran, and a piece on the Nation of Is-
lam in the United States. I also have brought in several news
articles on events in the Middle East, trying through a dis-
cussion of these events to help students separate out the re-
ligion of Islam itself from some of its radical political
manifestations. The class discussion indicates to me that the
tenets of this religion, as familiar as some of them may seem,
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are still pretty foreign to the students. Islam and its believ-
ers are not a noticeable presence in the Pacific Northwest; I
am afraid my students are using the popular media stereo-
type of “Arab” as a filter for the readings. On campus we
have a small mosque, organized and run by a group of inter-
national students and faculty. I call and ask if they could
send a speaker, to give these ideas a local habitation and a
name. I am expecting a man (which says something about
my own stereotypes). The speaker turns out to be a young
woman, a local resident who has converted to Islam. She
comes to class wearing a dun-colored robe and a sort of
wimple, a costume she has fashioned herself derived from
her study of the Quran. It covers her entirely except for her
face, making me think of the nuns of my childhood. The
students are visibly uneasy watching and listening to this
apple-cheeked ex-Lutheran. Sheis, I think to myself, the Self
who has become the Othey, a visible and vocal challenge to
their beliefs, attitudes, and values. During the question and
answer session, Ed, who saw action in the Middle East when
he was in the army, pushes her about the status of women in
Islam; she answers by quoting the Prophet. Other questions
are answered in a similar way. The students are polite but
dissatisfied with her answers. It is one of the most spirited
class sessions yet—even Tom has his head up off his desk
and is paying attention.

Three students are having difficulty dealing with the
very subject matter of Islam. After class Alberto tells me that
he needs to talk to me. I have asked the class to summarize
the reading on the Five Pillars, to make sure they understand
the basic tenets of the religion and also to help them with
techniques for summarization as they get ready to write the
library paper. He is visibly agitated, perhaps in partbecause
of the speaker and her firm insistence on the superiority of
her religion. “I can’t write this,” he tells me, jabbing at the
assignment sheet with his forefinger and getting red in the
face. “Idon’tbelieve it!” Alberto belongs to a pre-Vatican II
Catholic congregation, a breakaway group that was just pub-
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licly condemned by the local bishop. In a conference the
week before, he told me he was dropping his biological sci-
ences class because the teacher “kept talking about Darwin-
ism,” a theory Alberto doesn’t agree with. He must be feeling
under siege from all sides. Trying to be soothing, I tell him
thatI didn’t expect people to believe everything they read or
heard—that in fact Thoped they wouldn't, citing a few Elvis/
aliens tabloid headlines I have seen recently in the super-
market. I go on (a bit too long) about how he would be read-
ing and discussing many ideas that he didn’t agree with and
that one of the purposes of college is to encounter other be-
liefs and values in order to sort out one’s own. All I want to
do is help him understand how to summarize and also to
understand people like the speaker a bit better. He leaves,
still not happy about the assignment. My little sermon on
critical thinking and tolerance doesn't help much; his “sum-
mary” turns out to be a rather disjointed refutation of the
Five Pillars, at the end of which he has written, “I can’t write
about things that offend me.” How can I help him deal with
and write about ideas like these that challenge his beliefs?
Heather is also having trouble. Sheis active in the cam-
pus Youth for Christ group and spends most of her social
time with friends from that organization. Nothing in her
experience, either in her campus activities or in her rural
background, has prepared her for confronting ideas so for-
eign to her beliefs. She did an acceptable summary of the
Five Pillars, but now she wants to write a library paper that
compares Islam and Christianity. I am nervous about this
topic, knowing (in part from my experience with Alberto)
the kind of polemic it could produce, and try to steer her
toward a more neutral topic—Islamic art, perhaps; but she
tells me that this is the first time she is writing about some-
thing she really cares about. How can I deny this earnest
young woman? The first draft turns out to be an impas-
sioned piece on the evils of Islam compared to the true path
to God, a piece that assumes an audience of fellow believers.
I'want to approach the revision delicately, so as not to offend
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her deeply held beliefs, but I am concerned about the final
portfolio readings. If she puts this paper in the portfolio, I
know it will come back with a low ranking and the com-
ment “this is not research-based.” (Even though we tend
toward sermonizing ourselves, as I did with Alberto, aca-
demics are fairly intolerant of student sermons.)’ One im-
portant quality of academic writing is “the giving of reasons
and evidencerather than just opinions, feelings, experiences”
(Elbow, “Reflections” 140). How can I move her away from
a polemic to a more reasoned and reasonable piece?

Then there is Jaymie. She is less intense in her reaction
to the speaker and the assignment (the two have become in-
tertwined in all three of these students’ minds), but she is
also clearly troubled. She talks with me about what she de-
scribes as “confusion”: being committed to her own religious
beliefs and not knowing how to deal with a paper about Is-
lam in an academic (that is, objective) way. We talk a bit
abouthow one canbe committed tobeliefs and still be toler-
ant of other ways of believing and thinking about the world.
She chooses the same topic as Heather—a comparison of Is-
lam and her own faith—and through much effort on her part
the result is not a polemic; it is, however, a bit like the genre
I think of as the “high school report.” How can I help her
come up with a thesis for this piece while at the same time
not do harm to the thoughtful, objective tone she has worked
so hard to achieve?

The Challenge tolof Beliefs and Attitudes

As universities move toward accepting—indeed, ac-
tively promoting-—diversity on campus and in the curricu-
lum, scenes like these are being played out in other
classrooms as well. The difficulties our students have with
issues of cultural difference stem in part from the K-12 class-
rooms they come from, where such ideas are often seen as
controversial. As Oliver documents in her book on
multiculturalism, censorship is a growing problem for the
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publicschools (39-52). In the past two decades, the religious
right has been growing steadily in size and sophistication.
Conservative groups have organized themselves in various
ways to deal with what they consider dangerously liberal
ideas.? Some activists have visited school classes and librar-
ies searching for “un-American” books—often those having
to do with the experience of Jews, women, African Ameri-
cans, or Hispanics. In one case in New York, a list of “men-
tally dangerous” works included authors Bernard Malamud,
Richard Wright, Kurt Vonnegut, and Langston Hughes
(Moffett, Storm 29). Conservative Christian groups in
Yucaipa, California, brought about the removal of a whole-
language textbook series (“Impressions”) because in their
eyes some of the selections challenged traditional family
values. One of the objectionable stories was “Beauty and
the Beast.” Another quoted the traditional rhyme “Lav-
ender’s Blue,” which has the line “And we shall be gay, dilly
dilly, and we shall both dance”; since two little boys in the
story had earlier exchanged valentines, some parents saw
the text as endorsing homosexuality (Meade 40). One result
of this pressure from the right, as Moffett’s Storm in the Moun-
tains shows, is that publishers selling language arts textbook
series have in effect censored themselves, cutting anything
that might be considered even remotely controversial. Books
that do arouse controversy, like Moffett's “Interaction” se-
ries, are dropped.

The effects of these challenges should not be underesti-
mated. The publishing industry, dominated by large corpo-
rations, is naturally more interested in profit margins than
controversy over texts.> Once purchased by schools, the safe
vanilla textbooks these publishers produce remain in use for
some time. K-12 teachers who have encountered resistance
to new ideas from a group of impassioned parents may be
excused if they shy away from the issues that produced such
passion, or a pedagogy that aims at helping students think
for themselves; teachers in the Yucaipa case have received
harassing phone calls and physical threats (Meade 37-38).
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Hence, many students today come to higher education from
classroom environments and curricula that have consciously
avoided all issues that might be construed as controversial.
One of the first university classes they encounter is a writing
course that encourages critical thinking and often requires
reading about issues they may have been told should not be
discussed in school. No wonder students are unprepared
for the kinds of ideas we discuss and the way we discuss
them in college. No wonder some of them are put off, feel-
ing their valued beliefs are threatened.

The English 101 curriculum at my institution is part of
our new general education core of courses for entering stu-
dents, involving readings from world cultures. At the heart
of this curriculum is a conscious effort to promote tolerance,
to help students understand what it means to live in a world
and a nation made up of different cultures and ideologies.
But of course it is not enough to simply introduce students
to other cultures and ways of doing and believing; they will
sometimes react as Alberto did by rejecting out of hand any-
thing that seems “other,” because it offends them. I try to
practice a pedagogy that affirms the individual student but
also works to promote tolerance of difference and to chal-
lenge outright misconceptions about race, ethnicity, and gen-
der (see Whitten; Adams). While I am respectful of my
students’ religious beliefs, I am also aware of the research
that shows a link between religious fundamentalism and
discriminatory attitudes (Allport, Nature; Kirkpatrick).* I
want my students to develop a more skeptical habit of mind,
one that questions assumptions, looks for evidence, and does
not blindly accept authority as always right. I agree with
Bizzell (“Politics”) and Stotsky that teaching cannot be value-
neutral; recent examples of ethnic violence give a special
urgency to my thinking about diversity and cultural plural-
ism in the classroom, to my commitment to the kind of ethi-
cal community I want not only in my classroom but also in
society. I donot want to tell my students what to think, butI
do want to teach them how to think for themselves.? This is
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the value of a liberal arts education—the artes liberales that in
a Roman education were those subjects and skills necessary
for the development of a free man, a citizen. When we chal-
lenge our students’ deeply held beliefs and attitudes by dis-
cussing difference, we are not trying to change their beliefs
to agree with ours; we are merely trying to help them under-
stand that there are other ways of believing that other people
hold just as deeply. We are, in other words, trying to move
them toward more open-minded stances as they grapple with
(in Astin’s words) the fundamental questions of life. In or-
der to manage such a challenge effectively, teachers need to
know about the nature of beliefs and belief systems.

What Are Beliefs and Attitudes?

There is little consensus in the academic community
about the definition of “belief.” Bar-Tal identifies beliefs as
units of knowledge, including within this broad definition
such notions as hypotheses, inferences, values, intentions,
and ideologies. According to Bar-Tal, knowledge encom-
passes all the beliefs one accumulates through any means,
scientific or otherwise—facts as well as faith (5). Rokeach
(Beliefs) and Fishbein and Ajzen, the most well known social
scientists who have written about the phenomenon, agree
that bélief is cognition; in the field of composition we are
familiar with this notion thanks to the social construction-
ists, who identify knowledge as socially justified belief (see
Bruffee, “Social”). The view of beliefs proposed by the phi-
losophers (and used by most of us in ordinary parlance) dif-
ferentiates between knowledge and belief (Griffiths).
Knowledge is seen as justified true belief, while other kinds
of knowledge (not justified) involve subjective states of mind
about propositions. People know that if they drop something,
it will fall down rather than up, and that during the winter it
is cold in this part of the country. People believe that a par-
ticular race or religion is superior (or inferior), that cultural
pluralism and tolerance are central (or not) to the survival of
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democracy in America, that there is (or is not) a supreme
being in charge of the universe.

However they may disagree on the definition, most who
write about beliefs do agree that beliefs are propositions or
statementsof relations among things that are accepted as true.
Beliefs underlie attitude formation (Fishbein and Ajzen;
Rokeach, Beliefs); an attitude is a predisposition to action, a
readiness to respond in certain ways. To accept a proposi-
tion as true is to invest it with some value. Some people feel
deeply enough about their most cherished beliefs to die or
to kill for them. Itis this class of beliefs and attitudes—those
that are heavily value-laden and therefore charged with af-
fect—that I would like to examine in this chapter; these are
usually, but not exclusively, religious and/ or political beliefs.
Because they carry affective freight, value-laden beliefs can
giverise to the emotions that either facilitate or interfere with
students” writing processes, as discussed in chapter 2. As
teachers, we need to know more about how our students’
beliefs and attitudes are formed and how we can help stu-
den# understand them as they interact with their writing
processes.

Psychological and Social Theories

As with emotions, beliefs and attitudes can be exam-
ined from two different but related points of view: the psy-
chological or individual, and the social or contextual. The
former attempts to explain the mental phenomenon of belief
formation and the relation between beliefs and attitudes; the
latter looks at belief systems and their maintenance, espe-
cially in groups of believers.

Fishbein and Ajzen, whose attitude-behavior theory is
the standard reference for research on beliefs, propose an
information-processing model fOr belief formation (131-34).
Beliefs may arise in one of three ways: from experiences with
an object (descriptive belief), from inferences made based
on some other belief (inferential belief), and from other
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sources of information (informational belief). Beliefs about
an object lead to an attitude toward it, which in turn leads
toward behavioral intentions (for example, good, therefore
seek out, or bad, therefore avoid). These intentions affect
the actual behaviors toward an object. Behaviors then feed
back to beliefs, either reinforcing or modifying them, depend-
ing on the results of the behavior toward the object. If the
results of behavior toward an object reinforce the belief, the
attitudes about the object will be strengthened. If, on the
other hand, the experience with the object is not reinforced,
the beliefs may change (positively or negatively), and the
resulting attitudes will change as well.

Here is how the process works. My own beliefs about
the timber industry (the object) have been influenced largely
by my encounters with ugly clear-cuts in this part of the coun-
try (my experience with the object), my inferences about the
industry based on what I know about other industries hav-
ing to do with natural resources (like oil), and my reading
and conversations, especially conversations with a colleague
who is an ecofeminist. (I suspect my undergraduate study
of romantic poetry also had an influence on my beliefs about
and attitudes toward nature.) Until recently, I believed the
timber industry to be male-dominated, embodying the West-
ern ethic of dominion over nature rather than living in har-
mony with: it. My attitudes toward the industry were
negative. These beliefs and attitudes influenced my verbal
behavior when I discussed issues of the environment.

This year, however, I have had occasion to discuss is-
sues of environmental education with representatives from
a large timber company, one that has reforested the Mt. St.
Helens blast area. These representatives included a forest
research hydrologist, a former teacher turned corporate ex-
ecutive,and a forester with experience in forest management,
forest research, and science education in the United States
and overseas. They immediately challenged my stereotype
of the industry, in part because of their education and back-
ground, in part because all three are women. My behavioral
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intention when I first met with them was to listen and to be
open-minded, but I was not convinced that I had any atti-
tudes about the subject that should change. In one particu-
larly interesting session over dinner, I found that these
representatives shared many of my attitudes and beliefs
about the environment, that in spite of different viewpoints
we shared some important values. My contact with these
three thoughtful and articulate women, from whom I have
learned a good deal, has challenged my beliefs about the tim-
ber industry (or at least about this company as a member of
that industry), which in turn has changed my negative atti-
tudes and my verbal behavior in conversations with my col-
leagues about environmental issues.

Belief Systems

Beliefs and their accompanying attitudes do not exist
in isolation from one another; they are part of systems that
are organized in a way that makes sense psychologically if
not logically (Rokeach, Beliefs 2). The size of the belief sys-
tem and the degree of interrelatedness of beliefs within the
system can vary from domain to domain—a person’s reli-
gious beliefs may be very organized, while his or her beliefs
about the effects of living near a nuclear power plant might
be organized or not, depending on the proximity of such a
plant. All belief systems have certain characteristics in com-
mon (Borhek and Curtis 9-16). Along with the actual con-
tent of the system comes a set of values; these values define
what is right and wrong for the believer. The system also has
some set criteria for establishing those values (the word of
God or of Marx and Lenin, for example). There is an im-
plicit logic to the system, although that logic is not always
consistently applied (it is easy to promise to love your neigh-
bor in the abstract, but it might be harder in actuality, de-
pending on your neighbors). The system also provides a
perspective, a cognitive map for believers to position them-
selves with regard to other things, especially other groups
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and world views (the “other” is the infidel or an equal). The
system comes with a set of prescriptions and proscriptions
(action alternatives or policy recommendations—thou shalt/
thou shalt not) and a technology (that is, an accepted means
to attain valued goals—prayer, protest marches). A belief
system mightbe idiosyncratic (as in the case of a person who
believes he is Napoleon), or it might be shared with large
numbers of other persons (as in the case of religious groups
or political parties). Most importantly, for our purposes in
the writing classroom, a system might be “open” in the sense
that its structure allows for change and acceptance of new
ideas, or it mightbe “closed,” rejecting any ideas that do not
conform to the system and intolerant of all but those with
similar beliefs; the closed belief system relies heavily on the
word of authorities for its maintenance (Rokeach, Open).

Understanding the difference between the closed and
the open system will help teachers better understand stu-
dents like Alberto, Heather, and Jaymie. All belief systems
serve two powerful but conflicting sets of motives: the need
for a cognitive framework to make sense of the world and
the need to ward off threatening aspects of reality. When the
cognitive need to know is predominant and the need to ward
off threat is low or absent, the system is open; for those hold-
ing open belief systems, the world is seen as a relatively
friendly place; in the open system the power of authority is
not absent, but that power depends on the authority’s con-
sistency with other information about the world. Authori-
ties who give information in conflict with the belief system
will be considered unreliable.

But in the closed belief system, the need to ward off
threat is stronger than the cognitive need to know (Rokeach,
Open 67-68), as in the case of conservative groups in the cen-
sorship cases mentioned earlier—or as in the case of Alberto,
who could not summarize ideas that were in conflict with
his beliefs. The more closed the system, the greater the be-
lief in the rightness and power of authority. Those outside
the closed system are evaluated according to the authorities
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they line themselves up with; closed system believers have
difficulty separating out and evaluating beliefs from the per-
son who holds them (62-63), as my three students who
couldn’t talk about Islam without talking too about the class
speaker. The more closed the system, the more different ideas
and people threaten it. Those who hold closed belief sys-
tems, like Alberto (and like the conservative groups demand-
ing censorship of ideas in the public schools), feel anxious
and threatened much of the time.

The social aspect of shared belief systems is extremely
powerful. People strive to hold “correct” beliefs about the
world, and when objective evidence is not available to them,
they will test the accuracy of their beliefs and attitudes by
comparing them with the beliefs and attitudes of others
(Festinger, “Social”). This social aspect of belief systems is
one reason that religious groups like the Amish (who adhere
to a closed system) forbid contact with the world outside the
one they have created for themselves; that contact would
interfere with the continuance of the system as it is now con-
stituted. Yet personal commitment is one of the most salient
features of many belief systems (Borhek and Curtis 6). The
conflict between that commitment and the need to test the
accuracy of one’s beliefs by comparing them with those of
others produces some of the stress of the first year of college.
Students like Alberto, Heather, and Jaymie adhere to belief
systems that rely heavily on authority; they come to the uni-
versity from environments in which they were surrounded
by other people very much like themselves who gave them
feedback that reinforced their closed systems. Now they find
themselves encountering conflicting authorities, encounter-
ing people and ideas unlike theirs; their beliefs are challenged
rather than reinforced by some of their social experience. The
emotion aroused as a result of this experience (in George
Mandler’s terms, an interruption of expectations) may be
expressed variously—anger in Alberto’s case, confusion in
Jaymie’s—but if it is intense enough, it can interfere with
their thinking and writing processes.
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The Cultural and Organizational
Contexts of Belief Systems

The culture of the university itself challenges student
belief systems. Culture consists in large part of learned and
shared ideas; belief systems are part of a culture, instances
of it, and have social consequences. A shared belief system
having to do with the superiority of the Aryan race allowed
the Holocaust to occur. In a more mundane instance, the
culture that values individual achievement in the humani-
ties (especially in America, where individualism is highly
valued) leads to suspicion of collaborative research and writ-
ing—the reason our students at first resist writing groups,
our academic colleagues don’t understand collaborative
classrooms, and our coauthored publications are questioned
in tenure and promotion reviews (see Ede and Lunsford ix—
x).

Shared belief systems and their accompanying attitudes
are carried and perpetuated by social structures and asso-
ciations. These structures can be relatively unspecialized (like
a kinship structure or a neighborhood), or they can be asso-
ciations and organizations formed for some specific purpose,
which may (as in the case of a church) or may not (as in the
case of a corporation) be the belief system itself. All associa-
tions have belief systems with certain characteristics, for ex-
ample, a corporate body, a membership, or a larger
community of believers. Those that have become fairly in-
stitutionalized tend to expand beyond the original purpose
for the association, have members for which the association
is a career and develop hierarchies for those careers, and have
connections with other associations of like kinds. They also
have a shared discourse. The belief system provides a con-
text in which otherwise cryptic messages (“power to the
people,” “family values”) can be understood, since the rest
is implicit for those who share the beliefs (Borhek and Curtis
60-79).

The university is an example of an association that car-
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ries a belief system. Every institution of higher education
has a mission statement, articulating what the members of
the association are to believe and value. Unlike churches,
colleges and universities are not organized for the purpose
of the belief system; academic believers focus not on the con-
tent of the shared belief system but on the process—the pro-
cess of open inquiry in the pursuit of knowledge, of
understanding, perhaps even of wisdom. One important part
of the belief system of universities is open-mindedness in
the pursuit of new knowledge or in classroom discussion;
an old academic saw has it that the only thing professors
will not tolerate is ignorance. Of course, we all know that
academics can be as dogmatic as the next believer, holding a
particular belief system (radical constructivism, Marxism,
behaviorism) and defending it at all costs; but the fact re-
mains that one of our most cherished beliefs is in the sanc-
tity of academic freedom—a belief that includes not only our
own right to be free from interference with what we teach
and research but also a respect for the rights of others in the
free interchange of ideas. When we teach our students the
value of an open, inquiring mind as a major component of a
liberal education, we are conveying a central aspect of our
belief system.

Our shared discourse, academic prose, has characteris-
tics that reflect our shared belief system: this specialized dis-
course sets out a position or proposition, weighs and
marshals evidence to support the position, and invokes the
workand positions of others. Academic proseis byno means
passionless, but unlike the polemics our students are used
to in other arenas, our discourse acknowledges the fact that
other ways of thinking about an issue exist. As Elbow says,
“[M]ost academics reflect in their writing and teaching a be-
lief that passionate commitment is permissible, even desir-
able—so long as it is balanced by awareness that it is a
passionate position, what the stakes are, how others might
argue otherwise” (“Reflections” 142). Students used to as-
sociations that carry belief systems with different rules for
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discourse get into difficulty when attempting academic prose;
witness Alberto, who on the works cited page of his library
paper listed the author of the Bible as “God.”

From Closed to Open Belief Systems

The writing process is also a thinking process. Students
with closed belief systems of any sort have learned to accept
authority (a particular authority) and not to weigh evidence,
test ideas, think critically. When we talk about student be-
liefs and attitudes that keep them from engaging in such criti-
cal thinking, we are in fact invoking models of intellectual
and ethical development—those of Perry and of Belenky,
Clinchy, Goldberger, and Tarule. We want to move our stu-
dents away from thinking that authorities have all the an-
swers, an early stage of thinking these theorists describe,
toward what we as academics think of as more “mature”
thinking—a commitment to particular beliefs while acknowl-
edging the existence of belief systems that are equally valid
for others.

How might we work to bring about such a change? A
common assumption is that interpersonal contact with those
‘who are different will establish more open ways of looking
at difference (this is the assumption behind such phenom-
ena as the Goodwill Games or student exchange programs).
But mere contact is not enough; sometimes such contact can
reinforce negative beliefs (as when the speaker from the
mosque came to my class). Because people test the accuracy
of their beliefs by comparing them to the beliefs and atti-
tudes of others, active participation rather than just contact
with those who think differently can help bring about change
in the way students think about issues. Through focused,
positive social interaction, students can test their beliefs
against the beliefs of others and modify their way of believ-
ing accordingly: Astin, in his study of the impact of a college
education, finds that the single most important environmen-
tal influence on student development is the peer group; “by
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judicious and imaginative use of peer groups, any college or
university can substantially strengthen its impact on student
learning and personal development” (xiv). When writing
groups give suggestions for revision, they are also suggest-
ing a revision of thinking.

Assignments that focus on the development of empa-
thy can also move students toward more open ways of think-
ing and believing. Empathy is treated more fully in chapter
6; here it is enough to say that having students participate in
activities designed to get them into the shoes of the “other”
for a time will help develop empathy and promote more open
beliefs. One such activity is role playing. Clore and Jeffery
conducted a study in which a supposedly disabled researcher
asked students to spend some time in a wheelchair on cam-
pus or go with the person in the chair as an observer. At the
end of the experiment, the students who had actively played
the role or observed the role player were found to have more
favorable views of disabled persons (and of the supposedly
disabled experimenter) than the students in the control group,
who simply walked around campus.

Role playing that asks people to engage in counteratti-
tudinal behavior can also have an effect on the way they hold
their beliefs. There is some evidence from the theory of cog-
njtive dissonance that the most effective way to change
someone’s attitude is to change their behavior first; the
change in attitude follows the change in behavior (see
Festinger, Cognitive; Buck 428-29; Friedman; Glasser). The
classroom debate in which students are asked to argue from
the side they disagree with is an example of an activity that
invites students to role-play counterattitudinal behavior. In
my class, for example, [ asked students to read an article about
Muslim schoolgirls in France not being allowed to wear
scarves to cover their heads, as their religion required. I set
up a mock court debate and asked some of the students who
seemed to be having the most difficulty understanding the
tenets of Islam to play the lawyers arguing the case for free-
dom of expression of religion for these children.



83 % Beliefs and Attitudes

Of course, we may not see any movement toward a more
open stance in our students’ thinking processes during the
few weeks we have with them in a writing course. Alberto,
for example, put a good deal of energy all semester into ward-
ing off ideas that threatened his closed belief system. He
chose not to listen to the suggestions of his writing group
members, who argued with him at some length about his
depiction of Islam as “evil.” Although he had debate experi-
ence, he told me he couldn’t take a position that conflicted
with his religious beliefs and so did not participate in the
class debate on the rights of Muslim schoolgirls. The final
draft of his library paper turned out to be.another polemic
in which he castigated not only believers in Islam but also
those who adhere to Judaism (he termed the latter “Christ
killers”); his “library” sources were religious tracts from his
church. I conferred with him about this paper, telling him
that although I would count it as having been completed, I
could not grade it as one of the papers he submitted at the
end of the semester and shared with him my concern that
the portfolio readers would not pass it, since it did not in
fact fulfill the assignment. He agreed to submit another pa-
per for the final portfolio readings, and while he accepted
my decision not to grade his paper, he was not happy about
it. He had simply told the truth; it was a violation of his
religious freedom to expect him to do otherwise. After the
conference I felt dismayed and worried about him. I won-
dered if he would ever be able to think and write in a way
that understood and acknowledged the stance of the “other.”
I hoped that if my class didn’t have an effect on his closed
belief system, the culture of the university and the social in-
teraction with his more tolerant peers would eventually open
his mind and heart.

Heather’s experience shows how positive, focused so-
cial interaction can bring about more open ways of thinking
as students develop a sense of audience. Throughout her
paper Heather quoted scripture to refute the teachings of Is-
lam. In a conference I asked her how she felt when the
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speaker quoted the Prophet in answer to questions from the
class, and she saw the parallel immediately. We talked about
how she could write this so that the speaker from the mosque
would accept the representation of Islamic beliefs as fair.
Heather’s writing group helped her even more. In her draft
she had stated that Islam took the ideas of Christianity and
“twisted” them. An Mei, ever sensitive to the nuances of
English diction, told her she didn’t think “twisted” was the
right word. The other students tried to help her find an-
other word, finally suggesting “adapted.” Heather seemed
surprised but responded to this and several other sugges-
tions that helped tone down the polemic. She later told me
that it did not occur to her that the writing group wouldn’t
agree with her, and that rewriting the paper with them as
well as the mosque speaker in mind helped her think about
how to present her ideas “more clearly.” The final version
was still more a “my turn” essay than an objective compari-
son, but there was less polemic and more reliance onresearch
to make her points, a much more open stance.

Jaymie’s experience illustrates how an activity designed
to build empathy can move students toward more open
thinking. Like many other English 101 teachers on my cam-
pus, I have one assignment where I ask students to inter-
view an international student about his or her contact with
the culture of the United States. The assignment gives stu-
dents an interview protocol to use, but most students end
up chatting with the student they interview long after the
last question on the protocol. Jaymie interviewed a young
woman in another of her classes, a Muslim from Ethiopia
who was a peer advisor in one of the residence halls; like
Jaymie, Tarik was very much involved in campus student
organizations. Both were intensely interested in the Middle
East and spent quite a bit of time discussing the situation of
the Falashas, the Ethiopian Jews. Both deplored the actions
of the more extreme adherents of theirrespective faiths. Tarik
also told Jaymie that in spite of the fact that she had lived in
Italy before coming to the United States, she still had diffi-
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culties adjusting to life in our small college town. Jaymie,
coming from a city on the west side of the state, sympathized.
Her paper on the interview focused on the similarities be-
tween thetwo of them, in spite of their different backgrounds.
Jaymie then went back to her paper on Islam and rewrote it,
using a similar thesis: while there were many differences,
her religion and Islam were more alike than they were dif-
ferent. Her interview with Tarik had helped her see the sub-
ject matter from another’s point of view. Ifound the revised
version of this paper to be a quantum leap from her earlier
draft in its maturity of thought and expression.

Astin’s research shows that students involved in activi-
ties that promoted diversity and increased cultural aware-
ness reported greater gains in cognitive and affective
development, increased satisfaction with most areas of the
college experience, and increased commitment to promot-
ing racial understanding (431). Jaymie’s growth as a thinker
and writer is the sort that makes a teacher’sheart leap up. It
is rare, at least in my experience, to find such growth in a
first-year writing class; most of our students move (as I did
myself at that age) more slowly and much less dramatically
toward more open belief systems. Some, like Alberto, may
never change their way of believing. But I am convinced
that this move toward an open system of beliefs and atti-
tudes is one of the most important affective changes that we
as writing teachers can help bring about.
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Intuition

During all those years there was a feeling of direction,
of going straight toward something concrete. It is, of
course, very hard to express that feeling in words, but
it was decidedly the case and clearly to be distin-
guished from later considerations about the rational
form of the solution.
—Albert Einstein,
in Wertheimer’s Productive Thinking

We are working on the last paper of the semester. After
the rigors of the library paper with its precise requirements,
I want to give students an assignment where they can sat-
isfy some of their creative urges. We have been reading and
discussing selections having to do with how various cultures
view nature, as the Self or as the Other: Nobel Peace Prize
winner Rigoberta Menchi’s “Earth, The Mother of Man,” a
piece on ecofeminism, another on the Earth First! movement,
Wendell Berry’s “Think Little,” and several on how ancient
and modern cultures have conceptualized gardensbased on
their view of the natural world.

In this part of the country, we are surrounded by natu-
ral beauty—and also by controversy about how that beauty
should be preserved and maintained. This assignment will,
I hope, make students more aware of and help them articu-
late and analyze their feelings about a particularnatural spot.
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To this end, I use a guided visualization exercise at the be-
ginning of the class to help them “see” a place first before
they try to describe it.

I always worry when I use this exercise—will the stu-
dents find it too hokey, too New Age? Will they cooperate?
Will this exercise, like everything else in the class so far, be
“too hard” for Ita? Will Tom and Chad fall asleep? But they
do cooperate (Ira is absent, as has been happening with in-
creasing frequency; Tom and Chad snort a little at the begin-
ning but get into the exercise anyway). I ask the class first to
sit in a comfortable position, with eyes closed. Then I ask
them to relax specific parts of their body, starting with the
toes and working on up to the facial muscles, a technique
thatI tell them can also be used to help them deal with stress.

I'then ask them to think about a particular place, a place
that is peaceful and beautiful, somewhere they like to be,
and visualize themselves in that place. I ask them to look
around—what colors do they see? Are some things brighter
or duller than others? The place has certain characteristic
sounds they enjoy—what are those sounds? Listen care-
fully—are they loud or soft? High in pitch or low? There
are certain fragrances associated with this place—what are
they? There are things to touch—what do they feel like? Do
they have rough or smooth textures? I ask them to move
around in this place, experiencing it from several different
vantage points.

After a peaceful minute or two, I tell them to count
slowly to three, breathe in deeply, open their eyes, and say
silently to themselves, “I feel alert and relaxed.” Then I ask
them to freewrite, describing this place and why it is mean-
ingful to them. Everyone writes, but Rod writes with par-
ticular intensity. His draft, describing a river where he and
his father went fly-fishing, becomes the best paper he has
written this semester; unlike his experience with earlier pa-
pers, this one needed little revision. We discuss the paper
and his love of fly-fishing, and I loan him my copy of
Maclean’s A River Runs Through It for his own enjoyment.
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He tells me he “knew” how this paper should go right from
the start—it just “flowed.”

We have all felt it at some point, that feeling of direct-
edness and certainty. In ordinary conversation, we call this
feeling by various names: intuition, inspiration, creative
thinking, a hunch, an educated guess. Thosewhowriteabout
this phenomenon of nonanalytical thinking often describe it
in terms of feeling, hearing, or seeing. Psychologists have
referred to it as “thinking with the muscles” (Kempf 23),
“knowing with the left hand” (Bruner), “listening with the
third ear” (Reik), listening to one’s “inner voice,” or “subjec-
tive knowing” (Belenky, Clinchy, Goldberger, and Tarule).
Philosophers, especially those interested in education, write
about intuition as “awakening the inner eye” (Noddings and
Shore) and as the “felt sense,” “the soft underbelly of thought
... a kind of bodily awareness that . . . can be used as a tool
... abodily awareness that . . . encompasses everything you
feel and know about a given subject at a given time. . . .Itis
felt in the body, yet it has meanings” (Gendlin 35, 165). In
the field of composition, Perl has applied Gendlin’s “felt
sense” to writing as a way of describing that feeling of mo-
mentum or of inspiration that guides us as we plan, draft,
and revise our work (“Understanding Composing”). This
chapter examines this affective “felt sense” as part of the
thinking process. By understanding the phenomenon more
fully, we as teachers can help our students understand how
to be more receptive to intuition. We can show them that
they need not wait for inspiration to strike but can find ways
to make appointments with the muse when they write.

First, let us be clear about definitions. By “intuition” I
mean both the knowledge that comes to us without conscious
use of rational, analytical means and the process by which
such knowledge comes to us (see Harré and Lamb).! “In-
sight” describes a moment of intuitive comprehension, the
phenomenon of suddenly “seeing” asolution or understand-
ing structures and relationships. The term was first used in
psychology by Gestalt psychologist Wolfgang Kohler (1925)
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to describe a form of rapid and intelligent problem-solving
by chimpanzees, where the chimps behaved as if their per-
ception of the problem (bananas hung out of reach) had un-
dergone sudden restructuring when they saw all the
constituent elements of the problem in the same field of view
(the bananas, a stick, and boxes that could be stacked and
stood upon). Insightful experiences are legendary in the sci-
ences: the “Eureka!” experience Archimedes had in the pub-
lic bath, the breakthrough that the falling apple brought to
Newton'’s thinking about gravity, the sudden flash of under-
standing Henri Poincaré experienced (about the relationship
between Fuchsian functions and non-Euclidian geometry)
when stepping onto a streetcar (Perkins; Poincaré, “Math-
ematical Creation”; Hadamard). Those of usin the humani-
ties know insight as the “aha” experience we have when we
see a new relationship between ideas or sense a new direc-
tion for a piece as we write. “Inspiration,” a term used most
often in the humanities, refers to the affective state of ten-
sion, excitement, and engagement felt during an intuitive,
insightful experience. The term is often used in ordinary
parlance in connection with artistic expression or religious
experience, but it is also used in a broader sense to describe
the affective state that accompanies all episodes of intuitive,
insightful knowing, of being carried along by and totally
absorbed in what you are doing—the state athletes refer to
when they are “playing in the zone,” a state Csikszentiihalyi
calls “flow.”

Intuition as the Apprehension of Ultimate Truth

The construct of intuition has undergone important
changes over time, changes that shed some light on the
present understanding of the term. Let us look first at an-
cient views of the phenomenon.? In the beginning, intuition
was taken to be not just a way of knowing but to be a par-
ticular kind of knowing—the nonrational, direct apprehen-
sion of higher truth or of the divine. The ancien#%, whomade
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no clear distinction between external events and internal
impressions (see Noddings and Shore 3), described intuitive
knowing in external terms, as visions seen or voices heard:
the gods appear to the heroes of the Iliad, a still, small voice
speaks to Elijah, a light from heaven knocks Saul to the
ground on the road to Damascus, a heavenly being appears
to Muhammad and commands him to recite.* Most ancient
societies had seers, prophets, or oracles who could interpret
the intuitive experiences of others, predict events, and give
advice based on their own messages from the cosmic forces.
Eastern religions viewed (and still view) intuition as a valu-
able source of truth; Hindus and Buddhists achieve insight
into the cosmic order of things through the discipline of body
and mind in meditation.

The ancient Greeks and Romans, in spite of their em-
phasis on rationality, also saw intuition as the understand-
ing of and the source of truth. Stories of the lives of the noble
Greeks and Romans demonstrated that for many generals
and rulers, the words of priests and soothsayers superseded
rational conclusions and were ignored at one’s peril (as was
the warning to beware the Ides of March). The Pythagoreans
combined their knowledge of astronomy and mathematics
with a belief that numbers (which are intuitively appre-
hended) are the ultimate elements of the universe—elements
that if understood could unlock the secrets of the cosmos.
One basis for this belief was Pythagoras’s discovery of the
precise mathematical basis for harmonious musical intervals.
This insight into the relationship between nature and num-
ber had for his followers a mystic force, giving him the sta-
tus of a seer (Bronowski 156-57; the notion of the “music of
the spheres”—the heavenly music emitted as the planets turn
on crystal spheres in a mathematically harmonious cosmos—
is based on the Pythagorean idea that the universe is gov-
erned by exact numbers). Plato’s doctrine of ideas held that
while induction (which operates on the sensory world) can
yield conceptions, only intuition (which operates on concep-
tions) can yield ideas, the ultimate reality beyond the senses.
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The mind has inborn impressions of these ideas (or abstract
forms), impressions that make all knowledge possible. For
Plato, all knowing was remembering, an intuitive recall of
the deep structure of reality. In his Posterior Analytics,
Aristotle referred to intuitive reason, or knowledge of the
principles of scientific knowledge, which exist without logi-
cal proof. Intujtive truths (wemight call them assumptions)
are necessary for deductive reasoning, since without them
reasoning would consist of an endless chain of proofs. The
Neoplatonist Plotinus held that true knowledge is obtained
through nonrational “seeing,” a mystic experience in which
the seer feelsunited with the object of contemplation. Medi-
eval theologians like St. Augustine and Thomas Aquinas
identified this intuitive mystic experience with the contem-
plation of God and divine revelation.

As Western cultures moved into a more rationalistic,
scientific age, the concept of intuition lost much of its origi-
nal association with the mystical and divine—indeed, since
it is not subject to demonstrative reasoning or empirical ob-
servation, intuition was often discounted as a way of know-
ing anything. Nevertheless a few philosophers, reacting
against the rationalism of the times, defended intuition as a
source of and path to ultimate truth. This truth no longer
came externally, however; as Conners notes, the god moved
within (73-74), and psychologists began to speak of inner
sight and inner voices. Classical intuitionism, as psycholo-
gist Malcolm Westcott calls it (Toward), held that intuition is
a form of immediate knowledge that cannot be understood
inrational terms and that is superior to rational understand-
ing.* Spinoza argued that intuition was the only route to
absolute truth; reason can lead to knowledge of the abstract,
but only intuition can lead to knowledge of the essence of
the particular—to “knowledge of” rather than “knowledge
about.” Attainment of intuitive knowledge puts the knower
in direct contact with ultimate reality. Reason is not dis-
counted in this process—in fact, the most elaborate intuitive
experiences happen in concert with the full exercise of rea-
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son—but only intuition canlead to true knowledge and con-
viction (see Westcott, Toward 11-12). Kant claimed that intu-
ition was the source of propositional knowledge, a
nonrational recognition of such entities that could not be
known through .ordinary sense perception. Like Plato, he
proposed that the mind held a priori knowings of truth (like
the basic axioms of Euclidean geometry); intuition, then, was
a way of getting at what was already known innately. Atthe
end of the nineteenth century, Bergson argued that we can
use intuition to gain a deeper understanding of reality than
intellect alone can give us. This reality (which is dynamic
change, flux, movement) is ordinarily hidden from us by the
intellect, which imposes immobility and makes possible the
conduct of ordinary affairs. Through intuition, we appre-
hend the dynamic flux of life, the élan vital or life force.
Bergson believed that while there is no guarantee that intu-
ition will come when bidden, intuition can be encouraged

through the mental effort of freeing oneself from reason and
logical thinking.

Intuition as a Way of Knowing and Thinking

With the advent of modern psychology, intuition came
to be seen not as a way of knowing the truth or apprehend-
ing ultimate reality but simply as a way of knowing (see
Noddings and Shore 7). Carl Jung, the first to move intu-
ition out of the realm of metaphysics into psychology, dis-
cussed the phenomenon as part of his psychoanalytic theory
of personality types. According to Jung, personality and
behavior can be understood in terms of four mental func-
tions: intuition (perception by way of the unconscious), sen-
sation (perceptions by way of the senses), thinking (cognition,
the forming of logical conclusions), and feeling (subjective
evaluation). One’s personality is partly shaped by which-
ever of these functions becomes more fully developed than
the others (some researchers have used Jungian personality
theory to explain individual differences in writing processes;
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see Jensen and DiTiberio). Intuition for Jung is in opposition
to sensing, as thinking is in opposition to feeling; it is the
nonrational, unconscious perception of possibilities, impli-
cations, principles, and objects as a whole (at the expense of
details). By “unconscious” he means not only one’s indi-
vidual, personal unconscious but also the collective uncon-
scious—the inborm, inherited understanding of universal,
archetypal human situations (like the situation of Oedipus,
for example). For Jung, intuitive perception of the collective
unconscious leads us to the collective wisdom of our culture
about recurrent human problems. It is a way of immediate
knowing, of connecting with cultural archetypes, but no more
special than other ways, and is modified by the other mental
functions.®

In the first part of the twentieth century, psychology
did not devote much attention to intuition. Because they
defined learning as a sequential, step-by-step process, be-
haviorists did not know what to do with intuition or with
the phenomenon of insight; they defined the latter simply as
“one-step learning” (see Mowrer). The Gestaltfield psycholo-
gists, as noted earlier, were largely responsible for introduc-
ing the concept into the modern psychological conversation.
One such scientist, Max Wertheimer, took the notion of in-
tuition as a crucial part of what he termed “productive think-
ing.” Examining mathematical (usually geometrical)
problem-solving, he theorized that as problem-solvers we
have a need to grasp things as a whole and to see what the
structure of the whole requires for the parts (212). Whenwe
sense a gap, we look for completeness, for inner relations,
structure, function; that search is accompanied by a feeling
of directed tension, which eventually leads to a sudden in-
sight arrived at intuitively rather than logically. For
Wertheimer, intuition involves “seeing” (his descriptions of
the phenomenon are nearly all visual) deep structures, rela-
tionships, wholes.® Later, Westcott, who thought of intuition
in more limited terms as a special case of inference, picked
up Wertheimer’s notion of productive or intuitive thinking
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(“New Approach”), defining'it as an especially high level of
problem-solving where the problem is not always explicit or
fully defined and the process of reaching a solution is not
clearly defined in a set of steps—the solution is in fact reached
in “jumps” or “intuitive leaps” (“On the Measurement”).
This intuitive leap differs from the inductive leap in that there
is less evidence available as to which way one should leap
and there are no analytical steps leading up to the leap. Itis
nonrational and untraceable, where the inductive leap is ra-
tional and traceable (Toward 40—41). Modern cognitive psy-
chology has continued to take intuition as a form of inference,
examining the phenomenon as informed judgment in the
context of discovery (Bowers, Regehr, Balthazard, and
Parker).

Psychiatrist Eric Berne (inspired by his own intuitive
experiences while examining soldiers at an army separation
center after World War II) advanced the understanding of
intuition by formulating the concept of “clinical intuition,”
the clinician’s quick “take” on or diagnosis of a patient in
spite of little concrete evidence.” Berne defines such intu-
ition as “knowledge based on experience and acquired
through sensory contact with the subject, without the
‘intuiter” being able to formulate to himself or others exactly
how he came to his conclusions” (4). This is not dissimilar
from how experienced teachers do a quick “take” on stu-
dent papers—in holistic scoring, for example.

Berne’s discussion of the process and how to foster it
can be applied to other situations that have possibilities for
intuitive knowing. First, Berne writes that intuition can and
should be actively cultivated, since in his experience intui-
tive knowing proved remarkably useful and reliable (22); the
function can be attained more easily through practice (25).
A certain attitude of mind, what he termed the “intuitive
mood,” is necessary for intuition to come into play. He found
that to enter this mood, he needed to establish a “state of
alertness and receptiveness,” requiring intense concentration
(23). Such a state is different from the withdrawn state of
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meditation in Yoga in that one is able to maintain normal
social contact in the intuitive mood, but it resembles medita-
tion in that logical thinking is suspended. This is perhaps
why the visualization exercise I used in class and other such
-techniques (like Moffett’s use of meditatior}) work well for
many students. Bernealsostatesthat intuition is prelinguistic
(as when students say “I know what I mean but I just can’t
say it”)—it can be “felt” or “seen” or “heard,” but not yet
said; the conscious verbalizations of the mtu1t10n are approxi-
mations and refinements of the felt sense (26—27) 8 We as
teachers can help students verbalize this “feltisense” by teach-
ing them some of the strategies, for example giving them
various heuristics for invention (as I tried to do in the visual-
ization exercise—using a heuristic for description involving
the five senses).

A Theory of Intuition

If we want students to make good use 0f their intuitive
knowledge, we need to understand not only what intuition
is but also how it works. What follows is a theory of intu-
ition in a cognitive psychology framework, based on the
observations of those who have written about it and my own
interpretations of the phenomenon We begin with Aristotle,
who observed that when acquiring new knowledge, the or-
ganism first experiences sense perceptions, then retains them,
then at a higher level systematizes them (PosterzorAnalytzcs)
Berne, writing of his own intuitive experiences, agrees with
Aristotle’s analysis (6). Berne points out that this analysis
resembles a cognitive science view of how knowledge is re-
tained and organized in what is now called schema theory—
we experience the world, form internal representations
(schemas) from that experience, and mentally organize re-
lated schemas into networks.

When cognitive scientists write about schemas, how-
ever, they define them as knowledge structtires that are logi-
cal, propositional, and linear—even algorithmic; such
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schemas include narrative structures (such as patterns for
folktales), scripts (such as the pattern of events included in
going to a restaurant), and scenes (such as the pattern for
furnishing a living room). These schemas are organized logi-
cally and accessed in the same way. But there is another
kind of schema, one that can help us understand how the
intuitive process might work. Mark Johnson proposes that
we also form “image schemas,” ones that operate not in logi-
cal but in analogical or metaphorical fashion. These image
schemas are not mental pictures but are abstract and con-
ceptual; they are not limited to visual properties but can have
auditory and kinesthetic properties as well. These images,
according to cognitive psychologist Allan Paivio, have their
own coding and representation system, independent of but
partly connected to the representation system for verbal rep-
resentations: images can evoke or be exchanged for verbal
representations, and verbal representations can be exchanged
for images (Imagery, Mental Representations). This may ex-
plain why clustering techniques and other visual approaches
to invention work so well for some writing assignments—
such approaches tap image schemas.

Many have written about the fact that intuition is sub-
conscious (or if conscious, unaware of its own workings).
Berne, for example, wrote that during his own intuitive epi-
sodes when diagnosing patients, there was a feeling that
“things are being ‘automatically’ arranged just below the
level of consciousness (or, as a cognitive scientist would put
it, in long-term memory); ‘subconsciously perceived’ factors
are being sorted out, fall ‘automatically” into place and are
integrated into the final impression” (26). Whatisbeing “ar-
ranged” in intuitive knowing? I suggest that when we are
working on a particular problem (like writing a paper), we
are using short-term memory, mentally reviewing and ana-
lyzing various schemas and looking for similarities, based
on prior knowledge. But we are also working at another
level in long-term memory, working analogically and meta-
phorically to access “image schemas.” A moment of insight
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occurs when we suddenly “see” the structural similarities
between previously unrelated schemas, as when Archimedes
connected his own weight to the weight of the crown as he
watched water being displaced by his body in the bath.’ Itis
not the truth of the insight but the similarities of the schemas
that provide us with the feeling of certainty that comes with
intuitiveknowing—a particular solution “feels” right because
the schemas match up so well, like two puzzle pieces that
come together with a satisfying snap.

Intuition in the Classroom

This theory of intuition is based on assumptions that
differ from what Young terms “Vitalist” assumptions—that
is, that creativity is inborn and therefore composing cannot
be taught. To the contrary, the present discussion assumes
that creative, intuitive thinking can be learned, just as new
schemas can be formed and old ones restructured, and that
teachers can find ways of fostering intuition in the classroom.
In such a discussion, it is important to focus on how psy-
chologists (as opposed to most philosophers) have defined
the phenomenon: notasa path to truth but asa way of know-
ing, different from but not superior to rational comprehen-
sion. First of all, such a focus will keep the examination away
from such subjects as extrasensory perception, spiritualism,
peyote cults, and other manifestations of intuitive truth-seek-
ing suitable for ordinary conversation in California, perhaps,
but not for a rigorous academic discussion of the topic. Fur-
thermore, if we think of intuition as a way to truth, we must
ask the question, whose truth? Teachers must always be alert
to the fact that the classroom is not the place to impose one
particular way of truth-seeking on our students any more
than it is the place to impose one particular version of truth.
If, for example, we use the techniques of meditation advo-
cated by Moffett in “Writing, Inner Speech, and Meditation,”
we must be clear that we are not asking that students sub-
scribe to the Eastern religions out of which those techniques
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arose (see Crosswhite’s critique of Moffett's suggestions). We
want to help our students learn to think for themselves, but
it is not our business to tell them what to think.

But perhaps just as important as the issue of teaching
versus indoctrination is one indisputable fact: intuition can
be wrong. Itis, as Berne found in his clinical work, a capac-
ity that is fatigible (25). When we are tired or overworked,
our intuition can lead us in the wrong direction. And even
when we are fresh, we can be misled by this “felt sense.”
The literature is full of anecdotes about “aha” experiences of
fruitful insight; what does not often get reported is the kind
of “aha” experience I had while writing this chapter. My felt
sense was that an entire section on Eastern religious tradi-
tions and intuition was crucial to the discussion. I was car-
ried along by the similarities between the mystical experience
and the more common phenomenon of intuitive knowing.
Only when I finished the chapter and went over it with a
critical eye could I see that the section on mysticism led in a
direction away from rather than toward the main path of the
discussion.

But even though intuition, like logical reasoning, can
occasionally be wrong, it is still a useful way of knowing,
one we can cultivate in the writing classroom. We can do
this by first establishing a curriculum that fosters analogical
and metaphorical as well as analytical thinking. Noddings
and Shore suggest that we need to think about “intuitive ar-
rangement” or “intuitive presentation” of subject matter—
that is, one that takes into account the functioning of intuition
in the planning of curriculum (116). Instead of beginning a
unit with well-defined objectives and asking, “How can we
get students to learn these things?,” we might begin by ask-
ing (as I did on the paper describing a place and its mean-
ing), “What do we want the students to experience intuitively
in order to engage them in learning?” We might start a class
by piquing the students’ interest, seeking to familiarize them
with a domain and allowing for rather than pointing outa
direction to be taken (for example, if students are reading
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“No-Name Woman” from Maxine Hong Kingston's Woman
Warrior, we might show them pictures of Chinese peasant
life or a videotape such as the provocative Small Happiness
[New Day Films, 1984] that documents the place of women
in modern Chinese rural areas). Schumacher and Nash sug-
gest that metaphor and analogy are powerful learning tools,
helping students “restructure” their knowledge as well as
acquire.new knowledge and transfer knowledge from one
domain to another. We can make substantial use of meta-
phor and analogy in the curriculum, for example, asking stu-
dents to look for similarities among the readings and to think
of ways to compare them (in terms of structure, subject mat-
ter, audience, and so on). We can ask them to create visual
representations of their ideas in clusters or maps, using some
of the techniques suggested by Rico. We can ask them to
use metaphors and analogies themselves as they write to
increase their awareness of the power of such images.

We can also help students understand their own intui-
tive process as they write. We cannot proceed by having
students consciously monitor this process, however. Unlike
motivation and emotion, intuition does not accept self-moni-
toring and assessment; indeed, as Berne notes, if the intuiter
tries to analyze or verbalize what is happening, the intuitive
process is impaired (23-24). It is a nonrational and
nonreflective process, one in which the focus is so intense
that there is no possibility of self-observation (26), only of
retrospective accounts. We can, however, help students un-
derstand the conditions under which intuition occurs and
how to establish those conditions for themselves. Wallis’s
classic work on creative thinking provides a useful frame-
work within which to help students understand the process.
Wallis, discussing the work of great thinkers, describes four
stages of the creative process: preparation, incubation, illu-
mination, and verification. Preparation involves intense con-
scious, systematic mental effort, investigating the issue or
problem analytically from all directions. Then the problem
or issue in question is put aside and not thought about con-
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sciously; it incubates beneath the surface, where mental ex-
ploration takes place in long-term memory. The moment of
illumination or insight often comes dramatically, when one
is least expecting it (when sitting in a bath, for example, or
stepping on a streetcar). Then verification is necessary, a pe-
riod of intense analytical work to test the validity of the in-
sight and work it into rational (sometimes verbal) form. Thus
rational analysis and intuition complement one another in
the thinking process. As Wallis notes, a good deal of cre-
ative thinking resembles musical composition (we might
substitute “composition in general”) more than it does the
“problem-solution” scheme described by Poincaré and other
creative scientists; nevertheless, Wallis contends, the four
stages he describes can generally be distinguished in all fields
of inquiry (54). It should also be noted that while Wallis
speaks of “stages,” he is also quite clear that thiese stages are
not discrete steps but blend into one another and can be re-
cursive; as Perkins points out, it might be better to think of
them not as stages but as aspects of the creative thinking
process (184-85).

It is clear from the descriptions of Wallis and of others
who have researched the process (see, for example, Getzels
and Csikszentmihalyi) that creative, intuitive thinking in-
volves intense mental effort. Most teachers concentrate on
fostering the analytical thinking efforts that Wallis identifies
with preparation and verification. If we want to establish a
balanced method of education, however, we need to help
students “proceed intuitively when necessary and to ana-
lyze when appropriate” (Bruner and Clinchy 83). There are
ways of encouraging what Berne terms the “intuitive mood”
and Noddings and Shore term the “intuitive mode”—an af-
fective state characterized by involvement of the senses, an
attitude of commitment and receptivity, a quest for under-
standing, and a productive tension between subjective cer-
tainty and objective uncertainty (Noddings and Shore 69).
Let us consider how writers can encourage this affective state.

Preparation before one sits down to write includes, in
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allknowledge domains, a good deal of dogged rational work,
especially in accumulating the content knowledge needed
for the task athand. For most academic writing tasks, this
work involves such acts as reading, discussion, experimen-
tation, observation, and note-taking. Thebeginning stage of
the actual writing (what Noddings and Shore term the
“preintuitive mode”) is often characterized by “an agony of
avoidance” (94)—almost all writers find reasons not to be-
gin to write. Involvement of the senses in various ritualsisa
time-honored way for writers to get themselves over this
procrastination. Those who are visually minded might
doodle for awhile; others might take walks, or take baths, or
meditate, or eat. Dr. Samuel Johnson always drank great
quantities of tea, sometimes as many as twenty-five cups at
one sitting; Amy Lowell and George Sand smoked cigars;
Schiller kept rotting apples under the lid of his desk
(Ackerman 292-93).° Students who think that experienced
writers work effortlessly are fascinated to find that in fact
they need a deliberate warm-up before inspiration can strike.
We can discuss writers’ rituals with students, confess our
own if we are so moved (mine involves exactly two cups of
strong coffee), ask students to think about what helps get
them started, and try a few rituals—perhaps visualization
techniques, since “seeing” seems to be.an.important part of
intuition—in our classes.

The setting where one works is also important for en-
couraging the intuitive mood. As Berne noted, once the in-
tuitive mood has been established, the setting often does not
matter, since we become “lost” in our work (the literature on
creativity is full of anecdotes about “absént-minded” think-
ers totally unaware of their surroundings). But most people
need a quiet, pleasant place to work, preferably a room of
one’s own. We can ask students to think about their own
surroundings—when and where do they write best, mom-
ing or late atnight? Listening to music or completely quiet?
Inthelibrary orathome? (Aside from making students aware
of how to establish the intuitive mood, such questions can
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make us and our students aware that their difficulties with
writing may have something to do with the circumstances
under which they write. Melanie, the returning student, at
first turned in papers that were disjointed and poorly orga-
nized. In a conference I discovered that she tried to write
after supper while helping her youngest child with his home-
work. The organization of her papers improved markedly
when she got up earlier than her children and wrote in the
serenity of the morning.) Establishing routines to help auto-
mate the more low-level aspects of the thinking and writing
process will also help in the preparation as well as the verifi-
cation stages. The muse may come unbidden, but it is well
documented that structure and routinization will help to in-
vite her in and keep her entertained (Noddings and Shore
98).

Once certain processes become routinized and auto-
matic, our mental capacity is free for more intuitive encoun-
ters with the issue athand. We can help students understand
the paradox of making an appointment with the muse by
establishing the importance of particular routines for writ-
ing in the classroom (for example, a particular time each day
or week for journal writing). It is important to note that es-
tablishing routines does not mean a return to rote learning.
It does mean that there are some matters (like proofreading)
that students find difficult and irksome but that can be made
through routine use almost automatic (especially with the
help of a computer spell-checker), freeing students for pro-
ductive engagement with ideas. _

Students should understand that once they have started
to ‘write, their efforts may not immediately bear insightful
fruit; we can counsel them to view the resulting frustration
as a natural part of the process and to develop an attitude of
commitment, receptivity, and engagement. Intuitive know-
ing is sustained by motivation, by the quest to understand.
One way to foster this attitude of commitment is to schedule
some time for incubation, for what Murray calls “the essen-
tial delay,” to mull over their ideas and wait for possible in-
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sights, or at least to come back to a draft and see it afresh.
The easiest way to do this is, of course, for the teacher to
build incubation time into the assignment by requiring sev-
eral drafts. Student schedules and human nature being what
they are, most students—even advanced students who know
better—will write their papers at the last minute (see Ronald
and Volkmer’s illuminating piece on. students” accounts of
their own writing processes). As Noddingsand Shore point
out, the teacher can also do much to encourage an attitude
of commitment by suspending evaluation (106-08), by es-
tablishing learning goals rather than performance goals for
students, asdiscussed in chapter3. In establishing such goals,
our aim is to have students work not just to complete the
assignment with a good grade but also to understand the
material they are grappling with, tolearnsomething of value.
If we succeed, students will be motivated “to try, to risk, to
look, to judge, and to stick with the material until it speaks
to [them]” (Noddings and Shore 112).

Finally, we can help students understand that they must
balance the strong subjective certainty of the intuitive mode
with the objective skepticism of the analytical mode. The
affective element of intuitive thinking is so powerful that it
sweeps questioning aside, carrying us along inits strong flow.
Because the intuitive mode operates prelinguistically, how-
ever, we must then translate the products of intuition into
what Noddings and Shore call “public form”—a poem, a
mathematical proof, a piece of prose. We need to work this
form out and critique it carefully to see if what we wrote at a
fever pitch is worth keeping or if it should be tossed; in
Elbow’s terms, after we play the believing game we need to
play the doubting game (“Ranking”). Again, we need to
make this process explicit to students. Those who have had
intuitive experiences while writing have a particularly diffi-
cult time critiquing what they produced in that mood of cer-
tainty and direction. The affective experience is so intense
that they become attached to every line of the piece that
flowed under their pens (or across théir computer screens).
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The paper seems right the way it is because of the mood in
which it was written. Showing students that we have to re-
vise or even scuttle some of what we ourselves write in an
intuitive mode will help them understand the process of shut-
tling back and forth between believing and doubting, be-
tween intuition and rational critique. We can make
appointments with the muse, but we also need to make a
later appointment with our rational mode of thought to verify
that the intuitive song we are singing is actually in tune.
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Endings
Teacher Affect/Teacher Effect

It was the caring much more than the curriculum that
caused me to aspire.
—Charlayne Hunter-Gault, “I Remember”

It's the last week in the semester. Cindy, a young woman
from another class, slumps in the chair in my office, clearly
discouraged. She looks woefully at her collection of English
101 papers and then back at me; she is appealing her failing
course grade, and since her end-of-semester portfolio passed
in the final reading session, I have been asked as leader of
my portfolio group to arbitrate between her and the teacher
who failed her. “Iknow I'm nota good writer, but the teacher
never gave me a chance. She didn't like me.” I look over
Cindy’s collected work, and while it shows little improve-
ment over the semester, itisnot incompetent. I am puzzled.
It is not impossible for a student to fail the class after having
passed the final portfolio readings, since the portfolio is sim-
ply a way to establish writing competence, but it usually
occurs when the student in question had not completed other
assignments. I see no evidence of missing work. When I
discuss the case with the teacher, she responds that Cindy’s
work is “shallow.” I agree that it is fairly superficial but not
that dissimilar to the writing of other students in her class
who had passed. What made this student’s work different?
I probe further. Finally, the teacher admits her exasperation
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with the young woman. “She’s so irritating! She’s the
epitome of a sorority type—no individuality, no indepen-
dent ideas; she fills her head every morning with her hair
drier. From someone like that, what can you expect?”

What indeed? How much of our students’ success or
failure is due not to our teaching methods but to our expec-
tations about our students? How do our attitudes and be-
liefs about our students, our feelings about them or about
ourselves, shape their writing and our response to it? Much
of what I have said so far in this book focuses on the affec-
tive processes of the student writer. Here, however, I would
like to focus on teacher affect—that is, how teachers’ expec-
tations, their empathy, and their own sense of self-efficacy
have an effect on their teaching or on their students. Teacher
affect is just one of many variables in our interactions with
students, but I hope to make teachers more aware of its im-
portance.!

Teacher Expectations: Pygmalion or Golem?

The culture of the process-oriented composition class-
room encourages most teachers to expect that all students
can learn to write. Many of us have anecdotal evidence that
these positive expectations have a good effect on students—
that students will rise to the mark we set, especially if we
couple high expectations with encouragement and support.
The research on teacher expectancies, however, shows that
the issue of expectations is rather more complicated than we
might think.

While the construct of teacher expectancy originated in
learning theory (Tolman), empirical studies of the results of
teacher expectancies actually began in research on experi-
menter bias in psychology. As early as 1927, Bertrand Russell
commented that the results of much psychological research
involving animal behavior seemed to depend on who was
doing the research:
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One may say broadly that all the animals that have been
carefully observed have behaved so as to confirm the
philosophy in which the observer believed before his
observations began. Nay, more, they have all displayed the
national characteristics of the observer. Animals studied by
Americans rush about frantically, with an incredible
display of hustle and pep, and at last achieve the desired
result by chance. Animals observed by Germans sit still and
think, and at last evolve the solution out of their inner
consciousness. (29-30)

Robert Rosenthal, a key figure in expectancy research, be-
gan a study of experimenter bias by telling half his class in
experimental psychology at Harvard that they were work-
ing with bright rats and the other half that their rats were
rather dull (when all the animals were of ordinary rat intelli-
gence). At the end of the experiment, students were asked
to describe their rats” performance and their own attitudes
and behaviors toward the animals. The “bright” animals
performed better as maze runners; the expectations of the
experimenters were fulfilled. Moreover, experimenters who
thought they had intelligent rats described their own behav-
ior toward the animals as more pleasant, friendly, and en-
thusiastic than did the experimenters working with
supposedly remedial rats, and they handled their animals
more (and more gently) than did the experimenters who ex-
pected poor performance (Rosenthal and Fode).

Rosenthal moved from studying rats in a maze to study-
ing students in classrooms after he was contacted by Lenore
Jacobson, principal of Oak Elementary School, who knew of
his research and was interested in applying it to teacher ex-
pectancies (Rosenthal 44). Ina now-famous experiment con-
ducted at Jacobson’s school in 1964, researchers administered
a bogus intelligence test and then chose children at random
as their experimental group. They told teachers that the test
showed these children to be “late bloomers” who would
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show surprising gains in intellectual competence during the
following eight months. At the end of the school year, those
the teachers expected to show significant gains did in fact
show such gains; from their descriptions of these children it
was clear that teachers found them more appealing, better
adjusted, and more intellectually alive and autonomous than
the other children. Rosenthal and Jacobson concluded that
teacher expectancies for their students, like experimenter
expectations for their rats, were in factself-fulfilling prophe-
cies; they christened the result of these expectancies the
“Pygmalion effect” (Pygmalion in the Classroom).

Melanie seems to be a case in point. A high school drop-
out, she had been told by her supervisor at work that she
was crazy to think about going to college—she would never
make it. At the beginning of the semester she was very anx-
ious about her abilities, mentioning her supervisor’s remarks.
I'looked at her first draft, which was in fact fairly rough and
disconnected, but as we talked I found her to be a person of
native intelligence and sensibility with a wealth of life expe-
rience. I made a point of telling her my “take” on her and
repeated my confidence in her abilities as the semester pro-
gressed. My confidence in her seemed to build her confi-
dence in herself. Her final paper showed vast improvement
over her first; she told me before she turned itin that she felt
proud of her final portfolio and also felt that she would, in
fact, make it in college.

The notion that they can have such a positive effect in
the classroom is enormously appealing to composition teach-
ers who want to help students empower themselves through
writing (Elbow refers to Rosenthal’s work in his own discus-
sion of teacher expectancies; see Embracing Contraries 149,
164). Itis comforting to think that by treating all students as
if they were smart, they will all become smart. Many of us
would like to believe in nurture over nature, in the power of
our own ability to motivate students and influence what they
learn. But the issue of teacher expectancies is not as clear-
cut as the Oak School study suggests; while positive teacher
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expectations are important, their effect on student achieve-
ment is not as strong as first supposed. One study involving
borderline college-level engineering students, for example,
found that students whose teachers told them they had the
potential to blossom did show improvement, but their de-
gree of improvement was still below the class average
(Meichenbaum and Smart). Attempts to replicate the results
of the original Oak School experiment have been mixed at
best (for summaries see Hall and Merkel; Cooper and Good
6-12). The study has been criticized for logical and method-
ological problems (Mitman and Snow) and especially for the
implication that teachers need to treat all students alike; as
Hall and Merkel point out, treating students differently ac-
cording to their individual needs is not necessarily bad (84—
85). Perhaps most important, the small mountain of data
that expectancy research has accumulated suggests that while
teacher expectancies do have an effect on students, the effect
is more likely to be negative than positive (Brophy 209). A
teacher’s low expectations can have what researchers have
termed a “golem effect,” lowering students’ own expecta-
tions for themselves (in Jewish legend a golem is a monster,
an automaton created by cabalistic rites). As Shaughnessy
observes, “However unsound such judgments may be at the
outset, they do tend gradually to fulfill themselves, causing
students to lag behind their peers alittle more each year until
the gap that separates the groups begins to seem vast and
permanent” (Errors 275). The golem effect seems, unfortu-
nately, to be not only more frequent but also more powerful
than the Pygmalion effect (Eccles and Wigfield).

Ira is an extreme example. Just after midterm, during a
conference in my office about his failing grade, I became in-
creasingly frustrated with his passivity, with what I viewed
as an unwillingness to take any responsibility for or interest
in his own learning. Ilost my temper and told him he needed
to grow up. Helooked as if I had slapped him and left with-
out a word. I felt terrible. Two days later I got a call from his
grandmother (an unusual occurrence, but then Ira is an un-
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usual student). She was worried about him—he was failing
all his courses and she was checking in with his teachers. In
the course of the conversation I discovered that Ira is the
youngest of six children. He was slow to talk as a youngster
and has been treated ever since by his parents and siblings
as someone who was not very capable. Grandma observed
that everyone expected he couldn’t manage, so they did
things for him—at age 18 he was the only one in the family
without a driver’s license. He barely got by in high school;
she tells me that his teachers said Ira was capable of doing
better but was a “low achiever.” When the family moved to
another state, she suggested that Ira stay with her so that he
could learn more independence. Ours was an enlightening
but discouraging conversation; clearly Ira had arrived in
college expecting that he was not responsible for anything
that seemed too difficult. The golem effect had done its dam-
age.

To understand how and why teacher expectations can
affect student motivation and achievement in the writing
classroom, it is useful to look at the phenomenon through
the lens of achievement motivation and attribution theory.
Attribution theory explains achievement behavior in terms
of the perceived causes for outcomes: based on their experi-
ence, students develop a set of beliefs about the reasons for
their own success or failure. They might attribute an out-
come such as a good grade on a paper according to whether
or not they thought it was due to internal or external factors
(“I'm good at writing” versus “I was just lucky this time”),
or according to factors over which they either had some con-
trol or had no control (“I worked hard” versus “the teacher
must have liked fhis piece”; see Weiner, Attributional Theory).
Teachers also form attributions to explain student outcomes.
Research suggests that how these attributions are formed
depends on three major factors: the student’s past perfor-
mance; the student’s characteristics (such as ethnicity, gen-
der, social class, or the fact that he or she belongs to the
campus Greek system); and the effect of the teacher being an
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actor rather than an observer in teacher-student interaction
(Peterson and Barger). Teachers look to their students” past
performance as indicators of consistent patterns and then
attribute success or failure accordingly; thusif a student who
has not been doing particularly well suddenly writesa good
paper, teachers are more likely to attribute his or her success
to luck (or to plagiarism) than to that student’s writing abil-
ity. Studentcharacteristics alsoinfluence teacher attributions.
Though the research shows mixed results, some studies sug-
gest that teachers tend to attribute the failure of students from
lower socioeconomic groups to outside factors (such as bad
luck) while attributing the failure of middle-class students
to intemal factors (such as lack of ability; see Peterson and
Barger 169-70). Finally, the effect of being actors rather than
observers in teacher-student interaction—of having some
personal investment in that interaction—leads teachers to
make attributions that are either ego-enhancing or counter-
defensive. Thus some teachers will enhance their own egos
by taking credit for student successes and blaming students
for their own failures, while other teachers will accept re-
sponsibility for student failures and give credit to students
for their successes.

When teachers form attributions to explain outcomes,
they communicate their opinions to their students through
affective as well as cognitive feedback. Cooper found that
most teachers create warmer socioemotional climates for stu-
dents whom they perceive as bright (or as putting forth a
good deal of effort), giving these students more opportuni-
ties to learn new material, attending to their responses more
carefully, persisting longer if they don’t at first understand,
and giving more positive nonverbal cues (leaning toward
students in class or in conferences, nodding, smiling) than
in their interactions with students for whom they have low
expectations (145). This is perhaps not such a startling find-
ing but one writing teachers need to keep in mind: we tend
to like students whom we perceive as bright or who seem to
be trying hard, communicating to them our perception that
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they can succeed as writers and thereby contributing posi-
tively to their own attributions. Conversely, we can also com-
municate our negative attributions to students, our
perceptions that they are not good writers, and our affective
feedback will have an effect on their own attributions and
their subsequent motivation to write.

Even the most well meaning teachers can be guilty of
misattribution and subsequent low expectations. In their
discussion of remediation as a social construct, Hull, Rose,
Fraser, and Castellano describe June, a committed composi-
tion teacher, who attributes the verbal behavior of one of her
students, Maria, to “thinking continuity problems” (310). (To
the observers, Maria seems eager to be involved in discus-
sion and to interact with the teacher, but she does not follow
the “teacher initiates-student replies-teacher evaluates” se-
quence of verbal interaction that June has established in the
classroom.) Because she perceives Maria as having a think-
ing deficit, June appears not to value Maria’s classroom con-
tributions and undercuts her ideas during discussion; at the
end of the semester, June confides to the researchers that
Maria “drives me crazy” (310). As the researchers point out,
June is not alone in her negative affective response to a stu-
dent she sees as having some sort of difficulty. There is a
long tradition in American education of treating students
who are perceived as low achievers as if they were lesser not
only in ability but also in character (311-12); these students,
like the supposedly remedial rats in Rosenthal’s experiment,
are treated less gently and patiently by teachers. These stu-
dents become the ones who (like Cindy and Ira) are not wor-
thy of our time and attention, who are not likable, who drive
us crazy.

Students who receive feedback indicating that the
teacher thinks they can’t perform academic tasks successfully
will of course become discouraged. Maria, who began as a
self-assured young woman (she had been on her high school
speech team and had told the researchers that she loved
writing), ended the semester by expressing negative self-
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assessments of both her speaking and writing ability (317).
Some students simply lose interest in learning and tune out,
as Mike Rose vividly illustrates in Lives on the Boundary.
Shunted by mistake into the vocational education (read “low
achiever”) track in high school, the talented Rose developed

into a mediocre student and a somnambulant problem
solver, and that affected the subjects I did have the
wherewithal to handle: I detested Shakespeare; I got bored
with history. My attention flitted here and there. I fooled
around in class and read my books indifferently—the
intellectual equivalent of playing with your food. Idid
what I had to do to'get by, and I did it with half a mind.
(27)

Empathy

But there are ways to prevent this golem effect and at
the same time encourage the Pygmalion effect in the compo-
sition classroom. As in most areas of teaching, perhaps the
best way is to understand the phenomenon and to know
ourselves well enough to be aware of our own goals for and
affective responses to students, to reflect carefully and con-
sistently on our own teaching, and to begin with the affec-
tive stance of liking recommended by Elbow: “Liking is
perhaps the most important evaluative response for writers
to think about. . . . Good teachers see what is only poten-
tially good, they get a kick out of mere possibility—and they
encourage it. When I manage to do this, I teach well.....It’s
not improvement that leads to liking, but rather liking that
leads to improvement” (“Ranking” 199-201). We can also
follow the recommendations researchers make about how
to create a warm, supportive classroom atmosphere:
deemphasize evaluation and minimize competition, set high
but realistic expectations, communicate the conviction that
all students can master-the material, and express the belief



Endings ® 114

that the material is worth mastering (Eccles and Wigfield 201).

We can also cultivate a particular affective state that
Rogers has singled out as a central ingredient in the learning
process: empathy. “When the teacher has the ability to un-
derstand the student’s reactions from the inside, has a sensi-
tive awareness of the way the process of education and
learning seems to the student, then . . . the likelihood of sig-
nificant learning is increased” (Freedom 125). It is empathy
that we recognize in some of the best teachers in our disci-
pline, teachers who work not only to understand their stu-
dents but who also actively try to appreciate their perspective,
who try to feel and think along with their students. It was
empathy that allowed Mina Shaughnessy to look at the er-
ror-filled pages of open-admissions writers and see the logic
behind the errors, to understand the “incipient excellence”
(“Diving In” 238) as well the difficulties of those we now
call—thanks to her—basic writers.?

The state of empathic understanding is usually seen not
only as an ability to understand the other person’s affective
world but also to communicate this understanding to the
other in a sensitive, caring way (Rogers, “Empathic”; Deutsch
and Madle). It differs from the affective state of sympathy in
that it does not include pity or approval of the other and also
in the fact that where sympathy focuses our attention on our
own feelings, empathy focuses attention on the feelings of
the other (Katz). To be empathic does not meanrto be deeply
involved with the personal problems of each student; indeed,
teachers need to maintain some distance in order to estab-
lish an atmosphere conducive to learning, as well as to sur-
vive emotionally (Wehling and Charters 13). But cultivating
empathy does mean that teachers actively engage themselves
in the thinking and learning processes of their students.
When Melanie came up after class the first week to express
her anxiety about her writing, I tried to be as empathic as
possible. Even though there were distractions (students from
the next class were starting to drift into the room), I tried to
focus my attention on Melanie as if she were the only person
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there, repeating back what I heard to make sure I got it right:
“I understand that you are anxious. Tell me a little more.”
After some probing and reflecting back what Melanie was
saying, I found that she was worried about being “rusty”
after so many years out of school. I told her that I too had
gone back to school after having been out for awhile, with
some of the same feelings of inadequacy. I tried to empa-
thize: “I've been through it too and I understand just how
you feel; I'll try tohelp.” In an interview with a researcher at
the beginning of the semester,> Melanie was very nervous,
hardly speaking above a whisper and expressing anxiety
about what she called her “grammatics.” Ina second inter-
view at the end of the semester, she said that she loved writ-
ing, even though she still had a lot to learn, and wanted to
take more composition courses; she said the fact that “the
teacher really cared” helped her build her confidence in her-
self as someone who could be a writer.

The research on teacher empathy suggests that there is
a robust positive correlation between high teacher empathy
and student achievement: at all grade levels, students of high-
empathy teachers showed more gains in achievement than
those of low-empathy teachers (Goldstein and Michaels 145-
50). Students of high-empathy teachers also showed signifi-
cant gains in nonachievement areas such as self-concept and
relationships with peers; the teachers’ attitudes and behav-
iors became models for many students to follow. Moreover,
the achievement and nonachievement gains associated with
high levels of teacher empathy seem to be cumulative—the
more consecutive years that younger students have high-
empathy teachers, the greater the benefits.

What is it that empathic teachers do to encourage stu-
dent achievement? Teachers identified as high-empathic see
their role—even with very young children (Kieran)—as that
of facilitator rather than authority; they give a good deal of
responsibility to the students; and they rely more on collabo-
ration and cooperation than on competition in day-to-day
classroom activities. One of the most important ways such
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teachers behave in classroom and in conference settings is
that they respond to students in an active listening mode (as
I tried to do in the first exchange with Melanie), focusing
their conversational interchange not on what the teacher
wants but on what the student has just said. In active listen-
ing, sometimes called “Rogerian reflection” (Thomas and
Thomas; Teich), one pays careful attention to what the other
is saying, reflecting the meaning and attempting to clarify or
focus it more clearly. Typical Rogerian openings for class
discussions are, “What I hear you saying is that...,” and, “It
sounds to me like you are trying to argue that...” Such
interaction not only focuses on the student utterance (or on
what the student has written) but also validates and affirms
what the student is trying to communicate. It invites real
dialogue.

Empathy should not be thought of as a gift, like perfect
pitch, possessed by a lucky few and unlearnable by others;
one can learn the skill of focusing on and listening intently
to another (as it is learned by social workers in on-the-job
training). Teachers can be taught active listening skills
through modeling, observation, role-playing, and practice
(Gordon popularized the technique in Teacher Effectiveness
Training, a follow-up to his Parent Effectiveness Training).
Active listening skills are worth leaming, because learning
the skills that go with empathic teaching can increase the
learner’s empathy. Teachers who are leamning to be active
listeners must perforce stop talking and really listen; once
they listen and begin to think and feel along with their stu-
dents, rephrasing their ideas and trying to understand them,
they begin to find out that students have something worth
saying. Student behavior that seemed evidence of deficiency,
like the unconventional readings described by Hull and Rose
in their study of students’ understanding of text, or like
Maria’s interruptions in June’s class, gradually begins to
make sense. As Goldstein and Michaels point out in their
discussions of empathy training programs, not everyone
benefits equally from such programs—people who don’t
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have much empathy to begin with are likely to gain the least
(191-94). Nevertheless, the evidence seems clear that empa-
thy is important to good teaching; as teachers, we should
think about how to express and foster our empathic re-
sponses. It would seem incumbent on those of us involved
in teacher-training and T.A -training programs to spend some
time cultivating active listening skills in staff development
programs.

Teachers’ Self-Efficacy

Another teacher trait that has been shown to have an
effect on student achievement is the teacher’s sense of effi-
cacy—that is, teachers’ belief that they can have a positive
effect on student learning (see Ashton for a summary of this
research). This is not just the power of positive thinking;
teachers’ sense of efficacy will determine the amount of ef-
fort they put into their teaching, their task choices, their de-
gree of persistence when confronted with difficulties, their
motivation to continue. This is of particular importance in a
writing class, one in which it is difficult to measure student
outcomes (improvement in writing being the slow, sometimes
invisible, process that it is).

The construct of self-efficacy was developed by social
learning theorist Albert Bandura to help explain changes in
behavior (“Self-Efficacy”).* Bandura rejected the behavior-
ist contention that behavior is shaped by its immediate con-
sequences, proposing instead that it was an individual’s sense
of self-efficacy that determined behavior and that the major
source of efficacy information is affect—one’s emotional
arousal. Bandura made a distinction between outcome ex-
pectations and efficacy expectations, since someone could
believe that a certain behavior would produce a desired out-
come but might not feel capable of performing that behav-
ior. For example, teachers might have a low sense of efficacy
because they believe that low-achieving students cannot be
helped (outcome expectation), or they might believe that ef-



Endings ® 118

fective teachers can help low achievers but that they them-
selves lack the ability (Ashton 143).

But it is not only internal, psychological factors that
shape one’s sense of self-efficacy; Bandura recognized that
environmental and social factors alsohave an influence (“Self
System”). In a cogent study of motivation and teacher effi-
cacy, Ashton uses an ecological approach to educational re-
search (proposed by Bronfenbrenner) to analyze these
environmental factors. This approach examines the environ-
ment in terms of four interrelated systems at successive lev-
els: the microsystem (the teacher’s immediate setting, usually
the classroom); the mesosystem (the relationships among the
teacher’s major settings—home, classroom, and school); the
exosystem (the forces and structures that influence the
teacher’s setting, including the mass media and the state and
national legislative agencies); and the macrosystem (various
cultural beliefs that have an impact on teachers) (145).

Self-efficacy is a situation-specific dynamic; the factors
that make up the immediate microsystem are important in
constructing the teacher’s sense of efficacy. Student charac-
teristics, particularly ability, are among the most important
of these factors (Cooper and Good). We all know teachers
who feel quite capable of teaching average undergraduates
but who quail at the thought of teaching basic writers. Class
size is also an important factor (teachers generally feel less
effective in large classes), as is the particular activity teach-
ers may be engaged in (some teachers feel more effective in
small-group settings, some in whole-class discussions). The
teacher’s level of expertise in the subject to be taught is of
course crucial; many excellent teachers of literature feel lost
in the composition classroom. Finally, the teacher’s role defi-
nitions influence the feeling of efficacy; teachers who define
themselves as guardians of standards may face a decline in
self-esteem when dealing with basic writing students, while
teachers who see themselves as facilitators of learning are
less likely to have feelings of self-doubt in the same situa-
tion (Ashton 146-49).
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Equally important to the teacher’s sense of efficacy is
the mesosystem—the general climate of the department and
the institution, collegial relations, and relations with the ad-
ministration. Departments and institutions develop their
own cultures; the prevailing attitudes of teachers toward stu-
dents tend to become organizational norms. If most teach-
ers in the department have a low sense of efficacy and tacitly
agreethat certain groups of students (sometimes even all stu-
dents) can’t learn to write, then newcomers are pressured to
accept the same low sense of efficacy and accompanying low
expectations (Leacock). I was once in a department where
exactly this phenomenon prevailed, a most dispiriting expe-
rience.

Collegial interaction is also a contributing factor to the
teacher’s sense of efficacy. Teachersgenerally have high so-
cial needs but find themselves in a profession that isolates
them from their colleagues, oftenresulting in feelings of lone-
liness and dissatisfaction (Holland; Jackson). Strong colle-
gial relations can counteract these feelings and contribute to
the faculty’s sense of efficacy—one of the reasons why at-
tending a professional conference can be so energizing. Stud-
ies suggest that enhancing opportunities for collegial
interaction canhave a positive effect on teacher attitudes and
subsequently on student performance (Ashton 151). This is
surely one of the reasons for the success of faculty develop-
ment programs like writing across the curriculum faculty
workshops; teachers who are accustomed to seeing one an-
other only in faculty or committee meetings find themselves
in a cooperative, collaborative environment and respond
accordingly. By increasing the faculty’s opportunities for col-
legiality, such workshops increase teachers’ sense of efficacy,
enabling them to be more effective in the classroom.

Finally, relations with administrators can affect teach-
ers’ feelings of efficacy. Teachers need recognition and sup-
port of their efforts from administrators, especially in terms
of helpful feedback, but. like workers in other settings they
also need some share in the decision-making process in or-
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der to feel a sense of efficacy (Hornstein et al.).

Outside the institution, the exosystem influences teach-
ers’ feelings of efficacy. Legislative or institutional mandates
on such matters as writing assessment, for example, can have
a profound effect on teachers’ feelings of effectiveness, espe-
cially if they have no part in determining how assessment is
to take place. Those institutions looking to establish
gatekeeping devices for students’ writing ability should take
note. As one researcher (aptly named Wise) warns, a man-
dated educational policy without involving teachers in the
development of that policy (or at least in how the policy will
be carried out) will reduce feelings of teacher efficacy. As
test scores drop and reports on why students can’t read, write,
or think appear in the news media, public confidence in edu-
cation drops, as do teachers’ opinions of their own efforts.
Budget cuts in institutions of higher education have lowered
faculty morale and the accompanying sense of efficacy to
new depths.®

Perhaps most influential on writing teachers’ sense of
efficacy are the cultural beliefs that go to make up the
macrosystem of American education. Among the most pow-
erful of these are the conceptions of the learner and the
teacher and of the role of education (Ashton 153-54). The
popular understanding is that writing ability is not some-
thing one can improve but is a stable entity—you either have
it or you don’t. Some educational theorists have argued that
such a view of ability allows teachers to explain student fail-
ure in terms of lack of ability (B. Bloom; S. Sarason). Such a
view allows teachers to learn to live with a low sense of effi-
cacy and accept some student failures as inevitable; if failure
is due only to low ability, then teachers do not have to think
about the fact that they may not possess the skills or knowl-
edge to help low achievers, or that the system of tracking
students according to perceived ability may not be serving
the needs of students. The prevailing cultural view of edu-
cation is that school provides an opportunity for advance-
ment for all those who are willing to take advantage of that
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opportunity; those who fail, then, are those who are lazy or
stupid, or both (Lewis). Teachers sometimes subscribe to
this belief, one that not only sustains their own sense of effi-
cacy (since students are entirely responsible for their own
failure) but also keeps them from challenging the equity of
the educational system. Thus, as Ashton points out, teach-
ers may become unknowing accomplices in perpetuating the
social and economic inequalities of our society (154). Being
aware of these issues will help us understand our own reac-
tions, our own sense of self-efficacy, and its potential impact
on our teaching.

Endings

Itis the last day of class. AsIpassback the final papers,
I look around. What effect has the class had on these stu-
dents; what effect have I had as a teacher? Have I been able
to accomplish my major goal, helping them think of them-
selves as writers? Has the class made a difference? The stu-
dents have received their grades; now I mentally grade my
teaching as I return their work. Melanie. Her writing has
gone from borderline basic to passing; the paper I give back
to her is one she is proud of. She tells me that she has learned
to enjoy writing but knows she needs more help, so she in-
tends to take one writing class each year. An Mei. Her facil-
ity with written English has improved, and she mentions that
her ESL friends now come to her for help. Rod. His last
paper describing his favorite fishing spot meant that he got
the grade he needed so badly to keep his scholarship. He
comes by my office later and gives me a hug, much to my
astonishment, and thanks me for all the help; I find that he
would have dropped out of school if he hadn’t been able to
keep the scholarship. Leontina. After a rocky first paper,
she wrote an insightful piece on Malcolm X and his conver-
sion to Islam. She tells me that she shared it with her par-
ents; it prompted her normally taciturn father to reminisce
about the time he once heard Malcolm X speak, a chapter in
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his life of which she was unaware. Will. He has signed up
for a creative writing class next semester and promises to
keep in touch. Thope he does. Chad. Halfway through the
semester he became much more engaged in the class, pro-
ducing work that was really fine. He has been meeting out-
side of class with Ed and Heather in an informal writing
group; their steadiness seems to have helped him. Jaymie.
She grappled with new ideas in a way that I came to admire.
I tell her that I would like to submit her final paper to the
departmental literary magazine, and she beams. I feel good
about these students.

Then there is Alice. She has told me she is not worried
about grades any more now that she knows she has passed
the class, but I think to myself that she has not so much passed
as just passed through. I wonder if she has really learned
anything, if I have taught her anything. I wonder the same
about Tom, who slouched through the semester, putting forth
the minimum effort. Even though he seems as able as Chad,
he just never caught fire. Istill worry about Alberto. He has
passed the class, but his library paper was so far from fulfill-
ing the assignment that I wonder if he will ever be able to
write about ideas with which he disagrees in a way that is
acceptable to his teachers. Has this class helped him at all?
Ira is not here, has not been here for the last few weeks of the
semester; in a final attempt to pass the class he had turned in
an obviously plagiarized paper, which according to depart-
ment policy I turned over to the director of composition. She
told him he needed to take the class again. I feel a twinge
when I see his empty chair. Ialways feel that it is my fault
when one of my students does not pass. (The director of
composition, understanding issues of teacher self-efficacy,
later reassures me, saying that she thinks Ira just isn’t ready
for college. This does not make me feel better.) I have not
reached everyone.

AsTIlook around I realize I will miss these students. We
spent interesting times together, and I learned with them as
Ilearned about them as writers. They help tobuild my sense



123 ¥ Endings

of efficacy as a teacher as T hope I helped build their sense of
efficacy as writers. We discussed many ideas during the se-
mester, many strategies and techniques that I hope they will
retain; I hope that they will also take with them a positive
disposition toward writing and toward themselves as writ-
ers. I hope that the affective climate I tried to create in the
class will have nurtured that disposition sufficiently so that
it will last.

Iam always a little depressed on the last day of class, so
to cheer myself I read to the students a passage from A River
Runs Through It, a book they know not only as a movie but
also as an evocation of the natural beauty and the ethos of
this part of the country.

Now nearly all those I loved and did not understand when
I was young are dead, but I still reach out to them.

Of course, now I am too old to be much of a fisher-
man, and now of course I usually fish the big waters alone,
although some friends think I shouldn’t. Like many fly
fishermen in western Montana where the summer days are
almost Arctic in length, I often do not start fishing until the
cool of the evening. Then in the Arctic half-light of the
canyon, all existence fades to a being within my soul and
memories and the sound of the Big Blackfoot River and a
four-count rhythm and the hope that a fish will rise.

Eventually, all things merge into one, and a river runs
through it. The river was cut by the world’s great flood
and runs over rocks from the basement of time. On some
of the rocks are timeless raindrops. Under the rocks are the
words, and some of the words are theirs. (104)

I tell my students that when spring comes and I think of the
waters flowing over the rocks, some of the words I carry with
me will be theirs. And then we say good-bye.



Notes

Preface

The composition program at Washington State University has
a one-credit writing tutorial attached to the introductory composi-
tion course for those students identified on the writing placement
examination as needing extra help with their writing. The tuto-
rial, consisting of five students and a tutor (like Susan Parker), meets
once a week, during which time students work on the papers for
their composition class.

1. Beginnings: Learning the Names

1. These and all other reading assignments mentioned in the
book may be found in the second edition of Writing about the World,
ed. Susan McLeod, John Jarvis, and Shelley Spear, NY: Harcourt,
1994.

2. See Fleckenstein for a slightly different continuum of af-
fective phenomena.

3. Although the categories of research I discuss are somewhat
different from theirs, I am indebted to Scherer and Ekman’s dis-
cussion in their introduction to Approaches to Emotion for helping
me conceptualize this part of the discussion. A broader classifica-
tion of past research on affect is George Mandler’s; in chapter 2 of
Mind and Body, he discusses approaches to affect that are “organic”
(emphasizing the body) and those that are “mental” (emphasizing
the mind). For a discussion of pre-nineteenth- century views of
emotion, see Brand, Psychology 39-41.

4. The Daly-Miller writing apprehension research is the most
familiar application of this strand of research to composition stud-
ies (see Daly). For a critique of these differential approaches to the
study of affective phenomena, see G. Mandler, “Helplessness” and
“Comments.”
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5. See, for example, the research of Bersoff and Miller, which
examines differences in subjects’ judgments of moral accountabil-
ity in two different cultural settings, the United States and India.

6. See Ortony, Clore, and Collins 6-8 for an excellent sum-
mary of this research perspective.

2. Emotion

1.1 do not wish to ignore the fact that these two theories can
imply two different epistemological bases. Such differences should
not make it impossible for us to find both theories useful, any more
than a knowledge of psychology should make it impossible for us
to understand and make use of research in sociology and anthro-
pology. Iagree with McCarthy and Fishman'’s argument that “se-
rious intellectual work requires a full repertoire of epistemological
stances” (465). Further, despite their differences, both theories have
one important element in common—the notion-of construction,
both individual and collective.

2. For the discussion of the development of modern psycho-
logical approaches, I am indebted to Gardner, chapter 2. The para-
digm shifts in the psychological community parallel in some ways
the theoretical and methodological shifts in the composition com-
munity; around the turn of the century we too were a proto-disci-
pline; those who speculated about the writing process (often
professional writers) usually wrote about it introspectively. Later,
usually in departments of education, we borrowed the behavior-
ists” methods for comparison-group studies and analysis of the data
generated by such studies. With the advent of cognitive science
we turned to a problem-solving notion of the writing process, us-
ing the cognitive psychologists’ protocol analysis of data and in-
formation-processing model of the mind. As we realize what this
model leaves out, we too are examining context and affect as well
as cognition.

3. It is not that Flower and Hayes were unaware of affective
issues; in fact they mention motivation, self-confidence, and intu-
ition in some of their earliest work (Hayes and Flower 12; Flower
and Hayes, “Dynamics” 42). Flower discussed writing anxiety and
how to cope with pressure in the second edition of her textbook
(1985); her latest book, The Construction of Negotiated Meaning, in-
cludes in the chapter on metacognition a full discussion of affect.
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4. In the early discussions of this concept, the preferred plu-
ral was “schemata”; here I follow the suggestion of Jean Mandler
(Stories 2) and the practice of recent discussions in using the Angli-
cized plural.

5. Not all researchers are enamored of schema theory, how-
ever. Critiques of the theory are summarized in Fisk and Lindville.

6. There are, of course, differences in the composing processes
according to the task set (see Seltzer; Durst; Marshall; Flower et
al.). But interruption is common to all but the most routine and
automatic writing tasks.

7. See Bever, who uses the same comparison to describe a
theory of aesthetic experience.

8. As Petraglia points out, “social construction” is not a single
theory but a rubric under which are gathered a number of theories
about social knowledge. Here I have chosen to follow Bruffee's
interpretation and application of this rubric (“Response”).

9. See, however, Rorty’s reaction to this characterization of
his work in Gary Olson’s interview for the Journal of Advanced
Compositon and Bruffee’s published “Response.” See Berger and
Luckmann'’s Social Construction of Reality for an earlier discussion
of the sociology of knowledge.

10. Iam indebted to Kathleen Burrage for this insight.

11. While there are several theorists mentioned in the follow-
ing discussion, the theory of social construction to which they sub-
scribe is a unified one; see Harré, “Outline.”

12. “Inkshedding” is the term for a technique using in-class
writing developed by James Reither (St. Thomas University, New
Brunswick) and popularized by Susan Wyche-Smith and Connie
Hale at the Wyoming Conference on English. It is a method of
using in-class writing to gauge and share student response to what
is happening in class. It has three characteristics: the writing is
done quickly (in five minutes or so) in response to a lecture, dis-
cussion, film, etc.; the responses are anonymous unless a student
chooses to sign; and the responses are published in some form (usu-
ally typed up and passed out the next day for discussion).

3. Motivation and Writing

1. Although it is clear that teachers are most concerned with
psychological rather than with physiological motivation, it is im-
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portant to remember that the latter is powerful enough to override
the former. Itis difficult, as weall know, to teach an early morning
or late evening class full of tired students.

2. Recently Lepper and Hodell have presented a more cogni-
tive interpretation of effects of reward systems on intrinsic moti-
vation.

3. I am indebted to Dweck and Elliott’s excellent review of
achievement motivation for my understanding of this strand of
research.

4. Task persistence is not always entirely positive, however;
as Dweck and Goetz point out (177), it can result in what might be
called the “Nixon syndrome”—unusually prolonged persistence
designed to forestall admitting failure or facing up to one’s limita-
tions.

5. Note that Ira, who exhibits “learned helplessness” behav-
ior in every other respect, attributes all his difficulties to outside
factors and takes none of the responsibility himself.

6. Dweck notes that Alfred Binet, the inventor of the IQ) test,
was clearly an incremental theorist, believing that intelligence (ca-
pacity as well as skills) could be enhanced by his training program
(Motivation” 103). See Binet 104.

7.Berglas and Jones have called this strategy “self-handicap-
ping.” The student uses strategies (like minimal effort or procras-
tination, as in Ira’s case) that reduce the likelihood of success but
also serve as a protection against a judgment of low ability.

8. See Stevens et al. for an interesting description of such a
project that integrated reading and composition at the elementary
level.

4. Beliefs and Attitudes

1. See Anderson’s excellent essay on this subject.

2. It is not just right-wing groups that complain about books
in the schools, of course; various complaints have also arisen from
members of ethnic groups who object to negative stereotypes in
fiction—Huckleberry Finn is a frequent target because of racist lan~
guage, for example. But theseincidents arescattered and few com-
pared to the organized effort of the political and religious right.
See “Censorship.”

3. Two of the most populousstates, Texas and California, have
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a statewide adoption policy for school textbooks. These are states
in which conservative groups have exerted considerable pressure
to sanitize books in the public schools; if a publisher wants to make
a profit on a textbook, that book must pass the “Texas test”—that
is, have nothing that could possibly offend conservative constitu-
encies. While the college textbook market is not affected by such
pressures, our classes are not immune from attempts at censor-
ship. The growing field of gay and lesbian studies has gotten the
attention of the religious right; recently an evangelical minister in
Montana succeeded in raising a public outcry over a proposed gay
studies class. The teacher was pressured to cancel the class
(Gonshak).

4. Kirkpatrick and other psychologists researching this phe-
nomenon distinguish between orthodoxy and fundamentalism; the
former involves the complete acceptance of well-defined religious
tenets, while the latter involves, along with the belief content, an
authoritarian mindset. Hence it is not the beliefs themselves but
the authoritarian and dogmatic stance that characterizes funda-
mentalism of all stripes, right or left.

5. This is the rock on which the “politically correct” issue
founders; those who accuse universities of promulgating politi-
cally correct ideas do not make the distinction between encourag-
ing students to think for themselves and telling them what they
ought to think. This is the problem I have with Hairston’s position
on diversity and ideology in the composition curriculum, although
Isuspect that she and I are closer in our actual classroom behavior
than our stances might suggest. Her essay assumes that a curricu-
lum that focuses on such issues is necessarily one in which the
teacher uses the classroom as a platform from which to teach his
or her own belief system and values rather than as a way to move
students toward a more open system of beliefs.

5. Intuition

1.1 do not include in this definition the phenomenon of pre-
cognition (knowing about something before it happens), which is
sometimes conflated with intuition, as for example in the work of
Bastick and of Goldberg. I also have not included a discussion of
intuition as a supposed “left brain” phenomenon, since recent re-
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search suggests such a conclusion is simplistic. See Goldberg’s chap-
ter “Right Brain, Wrong Theory” and Perkins 256-62.

2. For a more complete history of the development of intu-
ition as a concept in ancient times, see Noddings and Shore, chap-
ter 1. For a complete account of the concept of intuition in
philosophy, see Wild.

3. See Jaynes’s Origin of Consciousness in the Breakdown of the
Bicameral Mind for a somewhat different perspective on the exter-
nal representation of internal events in ancient cultures.

4. For my understanding of the relationships among the phi-
losophies of intuition discussed in this section, I am indebted to
both Westcott (Toward) and to Noddings and Shore.

5. Jung’s theory leads to an interesting question: are there
intuitive “types,” or can we all learn to be intuitive? Goldberg's
answer is that independent, confident, flexible people are those
who are more likely to encourage and trust their intuition (109). I
would add that because extensive knowledge, experience, and
analysis are usually needed before intuitive knowing can take place,
most of us are better intuiters in one knowledge domain than in
another.

6. Poincaré referred to all intuitive mathematicians as “ge-
ometers” because they think visually and take visual evidence as
intuitive proof. See Foundations.

7. What is known popularly as “women’s intuition” is prob-
ably the same phenomenon, an ability to form quick judgments of
personalities and predict behavior on the basis of scant evidence,
without being able to articulate how one made those judgments
and predictions. Because most societies socialize women more than
men to be sensitive to the nuances of interpersonal situations, such
“knowing” has come to be identified with the female. See Rehm
and Gadenne 7.

8. The retrospective accounts of many writers confirm Berne’s
observation that intuition is prelinguistic; see, for example, John
Fowles’s discussion of how the idea for The French Lieutenant’s
Woman came to him in an image of a woman in Victorian costume,
looking out to sea from a harbor wall. Goldberg maintains that
some writers (himself included) have intuitions in linguistic form,
when the right word or phrase pops spontaneously into mind (74).
My sense is that this “mot juste” phenomenon is postintuitive, the
linguistic shaping of intuitive knowledge. It does seem, however,
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that the form in which intuition comes—visual or auditory—may
be domain-specific. Composers of music, for example, often re-
port that they “hear” their ideas; see the musings of Mozart on the
subject (Hadamard 16).

9. Fischbein, speaking of intuition in the sciences and math-
ematics, puts it another way: “In an intuition one generally grasps
the universality of a principle, of a relation, of a law—of an
invarient—through a particular reality” (50).

10. Even though it sounds eccentric, Schiller’s technique was
probably useful in more than just a ritualistic sense. Ackerman
reports that researchers at Yale University found that in fact sucha
smell has a powerful elevating effect and can even stave off panic
attacks. Other writers’ rituals seem more eccentric than Schiller’s.
Dame Edith Sitwell would lay in a coffin for awhile before begin-
ning her day’s writing. D. H. Lawrence, in typical Lawrentian fash-
ion, would climb naked into mulberry trees to stimulate his creative
processes. Benjamin Franklin felt he did his best work when he
wrote in the nude, perhaps the reason he invented the Franklin
stove (see Ackerman; Wyche-Smith, “Magic”). Students may say
that they do not have writing rituals involving the senses, but a
recent research project found that over 80 percent of college stu-
dents surveyed at a large research institution eat when they write
(Wyche-Smith, personal communication).

6. Endings: Teacher Affect/Teacher Effect

1. Others who have written about student-teacher relation-
ships have approached affective issues through the lens of psy-
choanalysis (see, for example, the series in College English 49.6-7
[1987]). I find the metaphor of teacher as therapist unwise, per-
haps in part because I work with new teachers who sometimes
mistake the metaphor for the thing itself.

2. Noddings suggests that empathy is a particularly “femi-
nine” characteristic, one associated with the mother rather than
the father (Caring). There are a number of theorists who assert that
collaboration, cooperation, shared leadership, and the integration
of cognitive and affective—characteristics of empathic teachers—
are feminist modes of teaching (see Schniedewind; Flynn). I do
not disagree, but I also find it useful to think of empathy in terms
of “connected knowing” versus “separate knowing” as defined by
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Belenky, Clinchy, Goldberger, and Tarule. Neither connected know-
ing nor empathic teaching is exclusively feminist.

3. Here the conflated “I” becomes awkward. Sue Hallet was
the teacher of record and Susan McLeod conducted the interview
with Melanie.

4. In composition, Bandura’s concept of self-efficacy has been
applied to student self-evaluation; see McCarthy, Meier, and
Rinderer.

5. For a general overview of such concerns, see the Winter
1986 issue of the NEA journal Thought and Action, the focus of which
is “Affect and Anxiety in the Academy.”
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Rhetoric and Composition

It has long been recognized that affect (that is, the noncognitive aspects of
mental activity) plays a large role in writing and learning to write. Ac-
cording to Susan H. McLeod, however, the model that has been most used
for empirical research on the writing process is based on cognitive psy-
chology and does not take into account affective phenomena. Nor does
the social constructionist view of the writing process acknowledge the
affective realm except in avery general way. To understand the complete
picture, McLeod insists, we need to explore how cognitive, affective, and
social elements interact as people write.

In this book, McLeod follows a group of students through a semester
of writing assignments, tracking the students’ progress and examining
the affective elementsrelevant to their writing. To facilitate future discus-
sion of these phenomena, McLeod also provides suggested definitions
for terms in the affective domain.

In a very real sense, this book is the result of a collaboration of three
women: Susan McLeod, who researched and wrote the book; Sue Hallett,
an instructorin Washington State University’s composition program whose
classes McLeod observed and who helped provide much of the data; and
Susan Parker, a graduate student who observed Hallett’s class and who
ran a tutorial connected to that class. To provide a narrative structure,
McLeod and her two collaborators have constructed a simulated semes-
ter, condensing the year and a half of their study into one semester and
creating a class that is a composite drawn from seven classrooms over
three semesters.

Although philosophers have had much to say about the affective do-
main, Notes on the Heart is based for the most part on research from the
social sciences. This study’s discussions of pedagogy, while meant to have
practical value, are suggestive rather than prescriptive. McLeod's goal is
to help teachers see their practice in a new way.

Teachers will be particularly interested in McLeod’s discussion of
teacher affect/effect. This section examines both the issue of the
“Pygmalion effect” (students becoming better because the teacher believes
they are) and perhaps the more common opposite, the “golem effect” (stu-
dents becoming less capable because their teachers view them that way).

Susan H. McLeod is a professor of English and the chair of the
Department of English at Washington State University.
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