Member of the NWCAINCTE Assembis
Information bxchange Agreement

During this hectic time of the semestier,
you may not want to contemplate adding yet
one more item to vour agenda, Sut do kesp
in mind the one-day workshop on writin
Tabe [both high school and college) fo be
held at the NCTE mesting in Detroit,
November 13, For information, contact
Jeanette Harris, Dept. of Inglizh, Texas
Tech, Lubbock, TX 76400 {806-742-2504). And
in March the annual Special interest Session
for writing lab personnel wiil be heid at
the COCL conference in Mimeapolis. For
information, contact Tom Waldrep, English
Department, U, of South Tarolina, {olumbia,
5C 29208, Hegional writing center associ-
ation meetings will be announced throughout
the year,

Betweoen meelings let’s continue o keen
in touch via the newsielter. Please keep
sending your ariicles, notices, reviews,
guestions, comments, names of new members,
and wvearly 35 donations {in checks made
pavablis Lo Purdue University, but sent {o
me} fo:

Muriel Harris, editor
WRITING [AB NEWSLETTER
Dept. of English
Purdue Unfversity
West Lafayvetie, IN 47907
- § ~uE- § < G- § - -
1984 wWriting Lab Directory

The 1884 Writing Lab Directory is a
compiigtion of two-page questionnatres
completed by writing lab directors. The
questionnaire answers describe each lab's
instructional staff, student population,
types of instruction and materials, special
arograms, use of computers, and facilities,

Copies are obtainable For $5.%0 each,
including nostage. Prepaid orders only,
Please make all checks payable to Purdue
dniversity and send them o Muriei Harris,
Jepartment of English, Purdue University,
West Lafayette, Indiana 47907,
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WRITING LAB
EWSLETT

students have.”

EMPHASIZING ORAL PROOFREADING IN THE WRITING
LAB: A MULTI-FUNCTION TECHNIQUE FOR
BOTH TUTORS AND STUDENTS

For the past vear we have been empha-
sizing 3 technigue which has made our
writing iab staff both more efficient and
more effective in meeting student needs.
The technique, gral proofreading, is muiti-
funciional: it works for the ifutor by
shortening the time it takes o diagnose
grammar and syntax probiems and by making
those diagnoses more accurate; it works for
the student by emphasizing writing as pro-
cess and by providing a method which makes
him an effective editor of his own work.
Moregver, contrary to expeciations, it has
oroven aspecially useful to ESL stuydent
writers. There is nothing radically new
about the technigue; what iz perhaps new is
the emphasis we are giving 1o it and o the
interconnections between speech, reading and
writing its use implies.

Our emphasis on oral proofreading has as
its theoretical base Mina Shaughnessy's key
premise that errors should be seen as power-
ful indicators.of the kinds of problems our
Gur experience in the writ-
ing iab has taught us that, as a corollary
to this premise, we must ssparats those
errors which are true errors--deviations
from convention--from what must be called,
for lack of a better term, accident, before
we spend vaiuazble time diasgnosing, catesge-
rizing and theorizing about intention and
causation. A single oral procfreading ges-
sion will usually provide ample evidence of
the fact that what we as Isachers/edifors
see on a2 student's final draft may not he
what he intendsd us to see. Donald
Barthclomae noted this in nis article, "The
Study of Error:®

ke need, in general, io refine our under-
standing of performance-based errors, and



we need 1o refine our fearhing fo ifake
into account the high percentage of error
in writien composition that i¢ rooted in
difficulty of gerformance rather than in
problegs of general Tinguistic compe-

tance.”

The writing lab situation s fdeally suited
to this task, but we need 1o add an aware-
ness of how pecple read to our growing know-
ledge of how people write in order to do it.
We do our tab students a disservice If we do
not incluyde among our goals the teaching of
skilis which enable the writer %z produce a
text which actualily conforms, in graphic
dispiay, to his intentions.

The impetus for our interest im oral
proofreading came From two sources. One was
my own despair at sesing how many students
failed the university competence exam
because they had net proofread effectively
encugh to correct surface ervors. 1 learned
this lack of control of the editing precess
was the cause when 1 had them read their
papers to me during our conferences., Often
the studenis were incredulous at discovering
their many errors, remarking that they had
inceed proofread their papers before turning
them in. Since failure of the competence
exam can Xeep students from graduating, |
knew we, in the writing 1ab, had & responsi-
Bility to tackle what was clearly a wide-
spread preblem,

At the same time, some of my tutors had
been complaining. Lab policy was for tutors
te do assessments of the writing samples
provided by students before their first ap-
pointment. By the end of the first session
these tutors sometimes felt they had done
srror analysis, made plans and readied
materials for non-existant grammatical or
syntactic groblems. Some students were
docile and submitted fo - the driils the futor
unwitlingly orovided; others anncunced their
boredom and stated that, "they knew al}
tnis, so when were we going to dez] with the
real problems--~the reasons for the D grade
on their paper?”

de decided to combine the two experi-

ances, the tutors’ and mine, to produce a
new program. We eliminated pre-assessments,
a racical departure greeted by tulors with
both relief for time saved and fear for lack
of “something® to do. They were instructed
to have all students bringing writing sam~
pies, final drafis or even graded composi-
tions to the lab read them aloud for the
purposes of proofreading., During a training

session, tulors were shown samples of essays
indicating changes made during oral proof-
reading.  They werse asked to do a different
Rind of error analysis, one that callsd for
very careful listening to and simuitansous
viewing of the text as it was read, Data
cotiection sheels were provided.

There are three basic categories usefyl
for this amalysis: errors the student doss
not notice and doss not correct orally,
grrors the student corrects orally and ac-
knowledges as incorrsct on his paper by ngt-
ing a change, and errors which the student
corrects orally but does not recognize or
acknowledge an his paper.

Each category requires a different re-
sponse from the tutor because easch is
gvidence of a different need., The tutor
wastes ne time on suppositions about the
errors in Category I; the student is right
there o give substantive information as to
his intent,

In order to help those students whose
oral diagnostic indicates poor proofreading
skills {Categories II and III), we had to
pegin by acknowledging that reading 1s 2
very sejective process invalving only
partial use of the available language cues
selected from perceptual input by the readser
on the basis of his expectations. In fact,
the experienced reader has been describsd z:
one who “grabs only the general contours of
2 word and on that basis,guesses the meaning
of the word as a whele.” Obvicusly, the
reader of his own composition knows what's
coming next. With expectation and predicta-
bitity operating at a very high level, the
brain tells the eye to move along very
guickly in 2 series of jumps from one
fixation point fo another. No usefy!
information is transmitted during the
movements between these points. These jumps
are the characteristic feature of rsading
for both good and poor readers, although the
fgood® reader is usually defined as somegne
who makes fewer fixations per average Tine.
The poor proofreader is fellowing the very
process that denotes a "good® reader when he
doesn’t see his errars.

Oral proofreading is the key to fmproving
editing skills for such g student because it
interferes with "normal" reading processes.
tye pattern movements are different in oral
and silent reading. In silent reading there
are fewer fixations, shorter pauses and few
regressions.  Adults reading silently to
themselves bypass subvocalization and go



directly fo the abstract meaning for which
the written text s only 2 notation {Gibsor,
e 2781, To improve proofreading skilils,
students must reinstate sariier patierns of
pehavior connecting the visual, orthegraphic
and aural by reading their text alpud
slowly, but with emphasis for seaning. tig-
dents whese oral resadings give evidance of
severe discrepancies between what they say
and what 3¢ aciually on the page are asked
to point Lo each word with a pencil as they
read aloud. The tulor monitors carefully to
see that the pencil iz always under the word
being said., That s as close as we can come
as writing lab tutors to dealing with the
phenomenon of sye fixations.

S0 that students do not perceive the pro-
cedure 3s demeaning, tutors emphasize that
this method of reading is for purposes of
editing only, and they remind students that
there are different styles of reading appro-
priate for different purposes. Reading spe-
cialists tall us that readers process dif-
ferent features of 2z word and assign differ-
ent priorities o one gver the other depend-
ing on their utility to them for a parti-
cular task or goal {Gibson, p. 368%. I
could certainly 1ilustrate that by telling
the student about the multitude of errors I
failed to notice in Joseph Willimms' clsver
article, "The Phenomenology of Ervor® in a
recent issue ag Colleqge Lomposition and
Communication.” Because I was skimming the
article, assuming correctness, and reading
for meaning a text on a3 subject familiar to
me, [ used mintmal visual clues in reading.
My processing subordinated Yexical, graphis,
orihographic, phonetic, morphoiogical and
probably synfactic features. The student
alrsady knows how devilishly effective I can
he when I use another style of reading--red
pen in hand-~30 the relation of purpose io
method and result should be clear.

The roles played by expsctation and pre-
diction in the reading process osught 1o Jead
us to the conciusion that a student can not
be taught o proofread his own work affect-
ively by having him do error searches on
mimeographed exercises. Such drills will
haye 1ittis carry-over; the attention to the
graphic features of "accidental® error must
ctcur where it would not normally oceur--in
the student’s own writing., As should be
standard practice in writing labs, tutoring
for poor proofreaders emphasizes their know-
fedge rather than their lack of ahility.

Since a student never intends srror, he may
he upsel o see the discrepancises gral
proofreading uncovers., Tutors oprovide
proofreading practice which asks the student
te Dring his knowiedge of grammar, usage,
syntax and speliiing to the task of editing.
the emphasis 1s on checking for correciness
rather than on searching for error.

Bevond helping studenis *see® individual
tetters and words more accurately, oral
proofreading can focus the student’s atten-
tion on syntax. Studenis whose primary
errors are run-ons or fragments develop an
abitity to "hear® those errors when they
proofresd orally. The tutor first provides
specific fraining by giving oral examples of
how punctuation determines the way we read
to establish meaning. The student®s oral
reading of his text is carefully monitored
to see that i1 acknowledges the existence or
nonwaxistence of punctuation: the use of
tang or short pauses for commas or periods,
or the raising or dropping of the voice at
the end of a2 sentence.

One of the benefits we attribute to an
emphasis on oral proofreading is that it
promotes the concept of writing as process.
Although it may seemw as 1f my Tab is ex-
Ribiting 2 myopic concern for syrface error
whilz the enlightened writing 1ab focuses on
higher level skills, Tet me assure you that
we teach proofreading as final step in the
writing process. The emphasis on editing
for error at the end of the process helps ic
remove Fear of arror, 2 severely inhibiting
factor, from the initial stages of compos-
ing. this is particulariy ussful is our
worx with ESL students who diligently learn
grammar ruies, but whose development as
writers 1s often arrested by their concern
with correciness. Once convinced by ocur
emphasts on procfreading that error is
natural to the process of writing, to be
dealt with skiilfully before the task is
considered complete, the ESL student begins
to wrile more freely.

Despite our own attitudes about the pri-
macy of content in writing, the student
whose written work is replete with surfacs
grrors is at a severe disadvantage in the
classroom or in the business world. Without
denying our own valid concern with ieaching
tigher level skilis, we in the writing 1ab
must provide our students with techniguss
which enable them to control thelr written



text. Orsi 3?&9??%3&?;@ 15 an =ffective aid
to sush skill development.

Shelly Sanuels
Hortheastsrn [1linnis
Gniversity

1 . . .

“Minag Shaughnessy, Errors and Expectations:
& Guide for the Teacher of Basic Writing
{New York: Oxford University Press, 1977}

z@avéd Sartholomae, “The Study of Errer,”®
CCC, 31 {{ctober, 1880), u. 284.

35?eanor J, Gibson and Harry Levin, The
Psychology of Reading EQ&MﬁP?ﬁgﬁg
Masszachusetts: MIT Press, 18763, p. 4583,

ﬁ&ﬁS&gh Williams, “The Fhenomonology of
Error, " C0C, 32 (May, 19813, pp. 152.148.
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EMPLOYMENT OPPORTUNITIES

Engiish: Coordinator of Writing Center.
Fuli time, 12 months. Non-ienure track.
Resgonsibilities: training and supervision
of instructors and tutors in the Center,
iiaison with other academic units on campus,
development of formal presentations and of
instructional materials, and instruction in
the Center. Salary: 324,000, Qualifi-
catigns: Ph.0. in English, at least twn
years of collisge-level classroom teaching of
composition, and experience teaching in a
writing center. Also two positions avail-

abie for instructors in the fenter, Fyll
time, 12 months. Hon-tenure track. Salary

$20,000. Responsibitities: tutoring and
other inmstruction in the Lenter and perform-

ance of other dutiss as assigned by coerdi-
nator, Qualificatiens: Ph.D. preferred; at
least two years of college-lavel classroom
teaching; experience in a writing center
preferred.  Starting date for all three
positions: before 1 November 1984. Submit
application letter and complets dossier

including letters of evaluation by 1 October
1984 o Dr, Keneth Kinnamon, Chairman,
Department of Engiish, 333 Kimpel Hall,
dniversity of Arkansas, Fayetteville, AR
72761, The University of Arkansas is an
Affirmative Action, Egqual Dpportunity
Empicyer,
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EGO STATES AND THE WRITING LAR STAFF

in the two books Games People Play and
P'm OK--You're K, EFiC Herné and Thomas
Harris describe a system of communication
called "Transactional Analysis,” which can
easily be applied fo writing lad situas-
tions. Basically, there are three 2ga
states--Adult, Parent, and Child--which we
can siip into at any time, depending on the
circumstances. The adult focusses on "how
to,” the pareat on “ought to,* and the
child on "want t0," and the distinct set of
behaviors which accompany each can nelp the
tutor diagnose which state both he and the
student are in, and therefore make adapta-
tions s0 they are compatible. The differ-
ent characteristics are as Follows:

. CHILD:

The child ego state is not dad--it is
the curious, emoticnal, charming, plea-
surable, irrational side within us alil.
The child sometimes feels inferior and
seeks to impress others; sometimes he is
manipulative, sometimes teasing, sometimes
shy, sometimes irritating, and usually
necessary, because only in the chiid ego
state can the thrill of personal discovery
and true creativity take place.

PARENT:

The parent ego state has many sides. It
speaks in absolute rules, punctuated with
frequent "shoulds” and “oughts” and com
mands. The parent is impatient with the
¢hild ego state, sometimes preferring to
near only nimself talk, and sometimes even
doing the work for the child, because he
becomes frustrated with the child's siow-
ness. At the same time, the parent can be
sympathetic and encouraging, even overpro-
tective, This ego state is always the
manifestation of our own parents within us.

ALY :

The adult ego state is the analytical
one. Rather than rely on emotion or paren-
tal platitudes, the adult expiores possi-
silities in the student’s ideas, because he
respects him.  You'il hear the aduit re-
phrasing the student's ideas or digressing
from the topic in order to stimulate more
{deas. He has several heuristics {thought-
arovokers) in his head, so he can push the
student to make discoveries on his own,
defend them and make connectigns and com-
parisons on his own. The adult's whole
attitude is one of suggestion and “what-
if,” rather than command.




Transaciional Anmalysis involves chains
of stimulus and response; 1f s possible o
manipulate others, as well as yourself,
intoe the best possible combination of these
rotes.  {Child to child} and {adult to
adult] often work best in the lab, simply
because the objectives are most often
creativity and analysis. In the following
sketch, we will be examining both good and
pad tutoring sessions in light of this
theary.
SITUATION I

A student in the child egoc state {very
dependent} brings an essay topic to the lab
and cannot get started. In the bad ses-
sign, the tutor will incorrectly assume the
parent role. In the good session, the tu-
tor will assume the ¢hild role, since the
ghiective is creativity. She wili, of
course, have to mingle the aduit question~
ing tachnique with this, but the overall
effect is success.

BAD SESSION:
Tutor: "Hi. What can I do for you?t"
Student: {5igh} "I have to do an sssay,
and I can't get started.” ({Eyes on paper)
T: "What's the topic?”

$: (Hands paper to her silently)

T: {Reading a&loud] "'Mrite an gssay in
which you choose a significant prejudice of
yours and anaivze its origin.’ Hewsm. . .
That doesn’t seem 50 hard!®

$: {Grimace, shrug, eyes still on paper}
T:  {Accusingly) “Have you even thougnt
about this topic?®

S: "A Tittle.¥ {Rubs face and leans on
gibow Detween them, attitude of noncha-
lance)

T:  {Sigh, pointing finger) "You OUGHT to
orainstorm before writing any essay, Just
50 you can get down what you do and don‘t
know on paper. If you write it straight
out of your head, §¢'11 be an unorganized
mess and you'll get a poor grade. Do you
usually write that way?"

S: (Giggles, shrugs, eves still on paper}
"1 don't know.®

T: {Frown} "Well, I can’t write this for
you. You'll have to supply the ideas.”

S: "OK." (Briefly meets tuter's eyes)

T "What prejudices do you have? {Leans
away from student, leaving her in the 5pot-
tignti

5: {Thoughtful}

T:  MEveryone has prejudices!

Here's a
pencil., Make 3 Tigt.*®

o~ o i
St 9K,

Ti "Let’s see. wWhen you date somesne,
what prejudices do you have?”

St "I don't know. {Laughs} I have a boy-
friend.”
T: "OK. What made you want to go out with

him in the first glace?™
S5: "I really don't remember.”

T:  {Frustrated} “Would you go out with
someone who was fat, ugly, or poor?®

S:  "Probably not.®

T: K. Write that down.”

S:  {Holds pencil and biinks?

T: {Slow and patronizing} “Fat, ugly, or
pogr.®

St “Fat . . . now what do you want me to
write?®

T: (Snatches pencil} "Let me see that pes-
¢iil  Fat, ugly, or poor; that's your pre-
Judice! Now we need to develop it with
examplies and figure out {ts origin.

S: {Ned}

T: "Held . 40 your parents object io
the same things?®

S: *I don't know.®

T:  "ou should! Doesn’t your mom aver
comment on your dates?

3:  {leans back in chair, irritated sign,
iooks around the room} “Not reaily.®

T:  MLook, maybe thisz isn’t such a good
topic. You sit here and think up five
possible prejudices for me, and then you
call me when you're done. K?*

S:  {Watches tutor leave, looks at blank
paper for ten seconds, looks around fur-
tively, and leaves)

Student dependency or passivity can be a
real source of frustration for tutors, as
¥ou can see from the result of this seg-
sion. The student was obviously in the
child ego state. Her inability %o get
started on the topic had produced a feeling



of inadeguacy,. and she immediately attached
herself 1o the tutor, hoping she would
write the paper for her. The tutor’s reac-
tion was to slip into the parent state, be-
cause the student’s apparent laziness irri-
tated her. The tutor made three scolding
comments in & row: “That dossn't seem 36
hard!" "Have you thought about this topic?®
and then the lecturs on writing papers
straight out of the head. The student
reacted negatively and stayed in the chiid
2g0 state. The downcast eyes, the shrugs,
and the giggling were all clues, while the
physical act of putting the elbow botween
the tutor and herself indicated resentment
and a short attention span.

The tutor moved briefly into the adult
state Dy asking questions, but the stu-
dent's feeble answers frustrated her, and
the slowness in writing the ideas down made
her snalch the pencil from her and do it
nerseif. This is exactly what the child in
the student wanted--to manfpulate her into
aoing all the work,

Finally, the topic the tutor chose prob-
ably was not the best, yet the tutor clung
to it until it was hopeless, just as a
parent might be reluctant to try a new ap-
proach and risk losing authority. The
frowns, Judgmental remarks, “shoulds,”®
"oughts,” waging finger, and unwillingness
Lo treat the student as an egual, if only
by meeting her eyes and leaning toward her
raceptively, all spelied out "parent® to
the student. The last remark the tutor
made about sitting there and writing five
prejudices was exactly like sending her to
ner room to think about it. Ingtead of
tearning anything, the child in the student
simply wanted to get away from an unpleas-
ant situation.

Hote the difference in the second ses-
sion:

G000 SESSION:
Tutor:

"Hi., What can I do for you?"

Student: (Sigh) "I have to do an essay and
can't get started.® (Downcast eyes)

T: "What's the topic?®
S: {(Hands it to her silently}
Ty {Reading aloud] "'Write zn essay in

which you choose a significant prejudice of
yours and analyze its origins.' Oh yeanh!

.

-

I oremember thal one Trom sy Freshman Comp
¢izss, and I had z ball with 1t! What was
it that T wrote on . . . 7 Okl I couldn’t
stand oid people driving! Every time I saw
gray hair, I'd automatically assume o0id
Grandpa wouldn't go over 15 mph, had slow
refiexes, turned corners WIBE, and was the
cause of 30% of a1l traffic fatalities!
{Laugh} It all started when my grandmother
drave me %0 school once. She hit both the
car in front and the car in hack when she
tried to park! I remember I really went
off about it in my paper. {Active hand
movements )

$: (Eye contact with tutor, smile}

T: ®I'11 pet you've got a hundred of those
tittle pet peeves floating around in your
nead, too.

St "Probably.”

fr MWell, det’s throw some topics arpund
and ses if you can identify with any of
them.”

§: "OK.™ {Leans on elbow facing tutor)
T: "Dating.”

St TUmmew, . , I odontt now.”

T:  “Would you date someone whe was fat,
ugly, or poor?”

3:  {Shrug}

T: "0K. That's not an exciting one. How
about teachers?”

51 fRell. . . 7

T: “How did you picture coliegs professors
before you came herg?®

S: 1 thought they were all old, but
they're noti”

T: “"Great! wWhat made you think that?®
S: "I don't Know. [Books and stuff, I
guess.”

T: "Have you seen that Puritan 0§17 commer-
cial wherse, . . "

S: {Interrupts} "Yeahl That old profassor
is doing a study on serum cholesterpi!’

T: {¥Nods} "1s he your typical professor?®



3t "Yes, and my prejudice s thait I ex-
pected any college teacher to De stuffy,
too!l® {Smiles enthusiastically)

Te "K. HNow we're roliing, Let's get
some 0of those characteristics down on
paper.”

S: fWriting) "014.°

T "How 2ls2 would vou describe him?®

1 “Grey suit, tie, handkerchief. . . ¥
¥

1 "Get that down. Any accent?®

5:  "Gotta have the British accent! And
he’d carry a briefcase, maybe a walking

stick, and never talk to his students out
of classt®

T: "Write that all down! {Waits} Sood. We
nave sometning to work with. Now, vou said
you got this dmpression from . . well,
that commercial, of course. You also said
‘books and stuff.’ What did you mean by
that?®

S: "™ell, I saw pictures in my mother's
1965 vearbook.®

T: “Yeahi Commercials and the yearbook.
{Motions toward the paper and the student
continues Jotting down ideas.) Can you
think of one more source?®

S: Ho."

T: “Anything else on TY?®

$: (Thoughtfull “"Well, some programs, !
guess.”

T: "Be specific., You'll have %o cite an
gxact source.” :
S: "Then I can't think of any more.®

T: "Maybe two will be encugh. Let's osut-
tine your essay now. What is your thesis?®

S: "that [ used o think that 311 college
professors were Tike this. (Points at Tist)

T: “And the origin of this prejudices®
S: TV commercials and old yvearbooks.™

T: DK, How could you lead into your inm-
troduction?®

S: "What do you mean?®

T

T:r TWell, iz this just one of your preju-
dices? What made you choose o write about

this one? You need to set The soene,®

Sz "Oh, I see. 1 have many prejudices,
but this was my strongest when I first came
o callege?”

T: "Good. Your next two paragraphs wili

be explanations of your sources. That's

rignt. Hey. A third paragraph might be a
case where you were proven wrongl®

$: "1 have this one teacher who is totally

opposital  He wears jeans and even has a
beardi”®
T:  "Thera's your next paragraph. Now,

your conclusion has to restate your thesis,
out with a new twist so it isn't boring.™

$: "Like many prejudices go away with ex-
perience?”

T: “"That would work fine.

There's your
essayi”®

S: %I guess I'11 go home and write it.
¥oiu've been a big help.”

T:  “The jdeas were all yours. It just
took g Tittie bit to get the juices going.
Good Jucki® :

5: {Smiles) "Bye."

T: {As student Jeaves, tutor smiles in
satisfaction.}

¥hat you have just seen i3 2 tutor play~-
ing the analytical adult, yet a child at
the same time. She recognized the stu-
dent's Tack of motivation and confidence
and used ner own experiences to break the
ice, as well as provide an exampie. The
constant eve contact, animated facial ex-
pressions, and active hand movements alj}
showed thatl she was allowing her emotional
excitement 10 take over, and it was conta-
gious. Remember that creativity can only
take place in the c¢child ego state, so by
encouraging ideas and making suggestions to
stimulate thinking, the tutor allowed the
student the pleasure of discovery. At the
end of the session, the student lefi feel-
ing much more confident of her own abili-
ties. She was not quite sure why, but she
feit the session had been a success. The
tutor knew why.

Sandy Smith

Emporia State University
00000000400t R OO



WRITING GUIDE-IKDEXY AVAILABLL

When the Reading/Writing Lab of Jolist
Junior follege opened in 1970, i1 already
had an index of writing materizis which I
had compiied from the scanty supoly then on
the market, Az oiher materials appearsd, I
added them to the index, 1In 1978 Natalie
Miller, our reading speciaiist, urged me fo
preparg 2 manuscript of 2 guide-index of
usefyl materials for a writing center,
which, she insisted, would take me at most
six months to complste. Four years later |
decided to try tg find 3 pubiisher for my
ever-growing brainchiid.

The manuscript spent a lot of time
traveling about the country from one pub-
Tisher fo another via the U.5. Postal Ser-
vice., Finally, I thought if had found a
ham§ since 1t receivad four very positive
reviews and spent a year with one publisher,
However, the firm was sold, a division was
phased out---and so were the plans to pub-
1ish my guide-index,

At that point [ decided fo self-publish a
Vimited edition {1imited to the amount of
money that 1 had available] and shars it
with my professional friends for my printing
and shipping expenses., THE BAKER'S DUZEN
PLUS: A GUIDE-INDEX TO USEFUL MATERIALS FOR
A WRITING CENTER {157 pages) with a compre-
hensive table of contents and index is now
ready. An unbound, triple~-punched, 8 1/7
inch by 11 inch book, its format lends it-
seif to updating and expanding by tne user,
who can bind it in whatever type of form
hest suits individual needs.

The 2ight major parts of the resource are
as follows: Part @ Major Writing Pro-
bBlems; Part II: Minor ¥riting Problems:

Fart I1I: Matters of Styie; Part 1V: Punc-
tuation/lapitatization; Part ¥: Speiling;
Part ¥I: Individual Resources: Paragraphs/

Essays [with sxercises on writing principles
for paragraphs and essays included plus
ciassified paragraph and essay guided wrii-
ing assignments inciuding literary papers};
Part VII: Study Skills {limited to the dieg-
tionary, thesaurus, general library skills,
and outliningl; Part VIII: Annotated 8ibli-
agraphies of Respurces.

Readability levels are indicated for a
suybstantial number of resources from Grade 2
gp.  Some ESL resources are listed. The
emphasis of this resource is upon seif-help
materials with answers in books or on accom-
panying tapes. It includes materials pub-
Tished through May, 1984,

The gquide-index can be ordered from me at
the address at the end of this article,
Please include a 5SAE for shipping confirm-

gtrion or return of your check in cases (he
printing is soid cut. The price incliuding
shipping and inzurance for Fourth Llass,
Bonk Rats s 514,00, Regreifuily, [ camnot
afford to give away examination copies,

A Vimited edition of & sscond volume of
this resource is planned including the fois
Towing classified indexes: speiling demong,
punctuation marks, and capitalization rules,

Myra J. Linden, ASC

Joliet Junior College

1216 Houbolt R4,

Joliet, 11linois 60436
@I § il §

DEVELOPMENTAL ED
CONFERENCE

New Jersey Association of Developmental
Educators amnounce their Fall fonferende,
November 2, 1984 in Clark, New Jersey. This
confarence’s attendees will participate in 9
worxshops dealing with remediation of read-
ing, writing, mathematics and oral language
skiils of college students. Faculty, coun-
selors and administrators of college pro-
grams will hear presentations concerned with
developing tuloring skills, critical think-
ing skills, compuier assisted instruction
ard related topics. For registration infor-
mation, contact A. Ulesky, Learning Center,
Caldwell College, Caldwell, New Jersay
87006,

LB B g g—
ARTICULATION ANYONE?

At ttah State Universiiy, the writing center
is part of the articulation program between
the university and the high schools in the
arga. Some of the things we have dong in-
clude having high school students visit the
writing center to work with the fufors on
editing their essays and having university
teachers work in the high schools demon-
strating technigues in peer editing. In
addition, students from high school classes
correspond with the freshman composition
students, and high school teachers are part
of the grading tzam for the university
freshman placement exam. We would 1ike to
know what other kinds of exchanges are going
on between high schools and coileges in
other areas. wWould you help us by writing
and describing your articulation program?
Thank you.

- <

Joyce Kinkead & Jan Ugan
Department of English, UMC 37
Utah State University

Logan, UT 84322

Phone: (801} 750-2725
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TUTOR'S CORNEB

OBJECTIVITY IH ?“’3&1%&

Objectivity s important in tutoring ses-
sions.  When a tutor is helping a fellow
student, she sﬁ uid be aware Lhal personal
yiswpoints, Diases and value jJudgements may
permeate a tutering sessiong the butor ?igh*
e prone to attack the Ifgiee’s ideas rather
than to aid in presenting those ideas. A
siudent might enter fhe wriling canter with
& paper you find disagresable {the struc-
ture, order of presentation, etc., as well
as the ideas presented--maybe even the
title). While beliefs are strong and impos-
sible to totaily forget, try {0 ramain as
impartial as possiblie. Objectivity wili en-
hance your skills as a tutor and leave the
tutee with a paper that will reflect his own
beltiefs.

I have ziways considersd myself open-
minded and willing to listen to others.
However, when I became a tuior, [ realtized
how rigid my own beliefs could be. My first
“Xﬁ&??mﬁce with this was in cur tutor iraine
zng Ciass when we discussed 3 sample paper
with our professor, The paper deait with
the importance of & strong defense and re~
instating the draft. Immediately, I foox a
disiike to the paper and thought, “oh
hrgther, another one of these warmongers
trying to convinge me that war is good.
when will thess people cope oul of the nine-
teenth century and realize we are kitling
gach pther off?"  The author presented no
convincing arguments, ang 1 reluctantly
pipdded through the paper. ¥hen the class
finished, we discussed the paper as a group.
I felt ag If there was nothing to discuss;
the paper wouid have to be forgetten., 1
certainly would not want o help some guy
writing a paper about the importance of
sending tesen-zge boys io their deaths., If
this were a tutee, however, would [ be able
to berate him for his opinions and send him
away? If I expressed attitudes demeralizing
a tutee, that would ceriainly be inappropri-
ate for a tutoring session. A student ap-
proaching me for guidance, placing frust in
me, would surely be discouraged, angry, and
even resentful.

The paper was unconvincing and therefore
unsuccessful, My goat in the tuloring ses-
sion should be to help the writer improve
the paper and make 3t successful.  Many
different strate31as could be pursued. Ope
simple way of remaining objective and not
influencing the paper would be %o tell the

G

-

tites that I

paper,
ny matter

totally disagree with his
the ideas will never make sense io me
how they are presented, and he

will not benefit from showing me the paper,

khiie this straiegy shows my honesty, tell-
ing him to leave means that I am not ful-
fi1ling my obligation as a member of a
writing cenier. The tutes came loosking for
help with a paper and the tutor’s responsi-
bitity is to help that tuiese,

The second sirategy for remaining objeo~
tive would be to the mutual bepefit of that
tutee and tuter. Remain opposed io the
opinions being presented, but leave your
mind open to the arguments being sxpilorad.
The tuytor, if the tutee has an effective
paper, may be enlightened by new arguments.
if the paper 1is not sffective, prabs the
arguments being presented and iet the tytes
think of the relevant points himself.
Eventuailly, through questioning the tutes,
the major argaments should surface., Often,
3 tytee will write a paper and not discuss
the sirongest points, but if he deferds his
wiewpaint, he will think of the best argu-
ments. By keeping an ocpen mind, you can
help the writer deveiop the paper in the
most convinging way while simultansousiy
having the opportunity to learn from the
ideas being presented.

A third method invelves discarding per-
sonal opinions and sicding with the futee.
By tsking the tutee's viewpoint, the tutor
will also be able t¢ Tearn about the
opposite side of an argument. Again, the
tutor shou%d ask the tutee gquestions about
what the issue is really all shout. But
instead Gf trying to cause the tutee to
defend his arguments, imply that the
arguments are not strong encugh.  Try to
take an extreme view, encourage the tutee to
hack up his points, show him that a firmer
stand is necessary. By doing this, the
tutor §s committed te helping the tutes
nresent the strongest paper possible.

Recently, [ had an opportunity to try a
variation on the third strategy presentad.
The tutee came in with a paper presenting an
issue I find totally abhorrent: sidearms for
armed services personnel. I feei guns
should be abolished and have no use in
modern society. However, my tutee presentsad
a paper about the need far the mijitary 1o
switch from a .44mm pistel %o a .9mm pistol.



immediately, I realized the paper was not
directed at an audience feeling the way I
do. instead, [ imagined being a defense
department bureaycrat, listening to arqu-
ments on both sides of fhe issue. The

problems with his paper were clarity and
organization, so I asked the student which

arguments were Inhe strongest and clearest

and how he wanted them presented.,  [f the

paper was effective, I fald him I would want
the armed forces to switch fo using 2z .9%m

pistal.

The experience illustrated to me that |
could be an effective tutor by leaving my
opinions astde. The session ended with the
student’s paper being a reflsction of his
viewpeints and not a dissolving of his argu-
ments with my ¢riticisms. The student left
the writing center encouraged that efforts
to improve his writing were useful and that
he received the nesded direction from an
impartial peer,

These three siraztegies apply to papers
where the tutor disagrees with the point of
view being expressed in the tutee's paper,
But objectivity can also be a2 problem iF the
tytor tries to impose guidelines on a stu-
dent. For instance, [ may feel an argument-
ative paper should start with the thesis,
continue with the sirongest argument, pre-
sent and address the opposing viewpoints,
anct end with a strong conclusian. The
tutee, however, Begins by introducing the
tssue, stowly Teads up to his main arguments
and does not present apposing viewpoints.
Neither style can be considerad right. HMany
approaches ¢an be taken to papers; the right
approach is the one most effective in con-
veying the ideas to the reader.

The writing center {5 3 place where sty-
dents can informally discuss papers. By
remaining objective 2z tutor will avoid
discauraging a student from coming to the
writing center, Studenis need 3 place where
their papers will be read impartially, free
from criticism. The goal is to provide
gutdance and direction to help the tutees
express themselves,

Marc Haristein

Peer Tutor
University of Vermont
S § <l § -t § -y § - § el
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. ¥ilitam Strong of sentence-combining
ame has done it again. His new Practicin
Sentence Options {Random House, TSEET T3
the answer to a Tot of my prayers as a

writing lab diractor at Colby Community
College, and 1 have a feeling I'm not the
only one who's been praying., S0 maybe 1
can heip a few other frustrated souls out
thera by sharing what I've discovered since
I opened that brown paper package from
Random House Tast January.

First, Tet me give you an overvicw of
this siender wolume (151 pages totall.
Applying his background in sentence combin-
ing, Strong includes both closure exercises
and open exercisaes in his new book. {losurs
exgrcises provide cues or hints fo help
students combine each xernel cluster into
three different, fluent, grammatically cor-
rect writeouts. {Students write out comw .
plete sentences in their notebooks; they
dor't just fi1l in the dlanks.} Consider
the following example:

1.1, ¥itamin £ is5 3 nutrient.

i.2. The nutrient is fat-soluble.

1.8, ¥itamin £ nutrient.
1.B. ¥itamin & that — .
1., Vitamin E, ., is

Sich sxercises are especially heloful when
students begin working with new or more
complex sentence patterns. And while they
write these sentences, students practice
fluent syntax and tearn punctuation ine-
tuitively. The main portion of the book
begins with a section of eight such ¢losure
exercises.

Section 2 of the book sontaing eight
open exercises; that s, xernel sentences
are given, bul students have no cues for
combining each cluster into three possibie
writeouts. The Tirst section taught a
variety of sentence patterns, and now the
second section of open exercises gives
students a chance to try their wings-~to
venture forth with sentences of their own,
Section 3 returns to eight closure exer-
cises {to reinforce patterns from section 1
and to teach new patterns}, and section 4
finishes up the book with eight more open
exercises {a final chance for students to
branch out on their own and prove them-
selves).

what 1 iike best about Strong’s book,
however, 1s the setup of each individual
exercise, whether closure or open. Unlike
the usual strain of Dooks designed to de-
velop sentence skills, Practicing Sentence
Options isn’t Timited to typical sentence-

i



ievel ipstruction., First, sach exsercise
beging with an actual writing situation
taken from across the curriculum. For
-examplie, one exercise begins, "As part of 2
netrition unit, your health instructor asks
you to prepare a brief summary of a single
vitamin, focusing on how it affects the
body’s functioning.® Then, with that writ-
ing assignment in wind, the student is pre-
sented with a orief prewriting strategy for
that particular piece of writing. Thus,
students are exposed to a variety of pre-
writing options: lists, brainstorming
clusters, research notes, questions,
sketchy outlines, and 30 on. Only then,
after a context has been established and
prewriting demonstrated, does Strong go on
to provide the sentence combining activi-
ties. After combining the kernels, stu-
dents select the best sentence from each
group of three writeouts, basing each
decision on such considerations as fluency,
clarity, conciseness, and variety. Then
students copy the selected sentences i
form a paragraph or essay that fulfilis the
given writing assignment. Hence, unlike so
many other sentence-skiil boeks, this one
nas students dealing with real, belisvable
sentences--sentences that are nol isolated,
but that work together as do real sentences
in the real world.

Finaily, after working with someone
else's writing assignment, the student gets
one of nis or her own. At the end of each
exercise is a2 writing chalienge such as
this one: "“Prepare a short set of research
ngtes on another vitamin that you would
tike to iearn about. Develiop a paragraph
tike the one on vitamin E--that is, one
that discusses how The vitamin’s absence
{or presence} causes ¢ertain effects.”
This final aspect of each exercise 11iu-
strates Strong's desire for students not
only Lo master sentence skiils, but alse to
move beyond the sentence level to fulfiil
the demands of purpose and audience.

How do 1 implement such a Dook in the
writing Tab? First of a1, [ try to use it
at teasi once a week in the basic writing
ciass 1 teach in the 1ab. The first time
or two, we do much of the worg as g class.
We do the first few writeouts on the gver-
head; then students do the remaining write-
outs in their notebooks while I circulate
around the room. When it comes time to
select the best sentences, we taik about
the advantages and disadvantages of each
writeout, and 1 write the selected sentence
on the overhead. [ read the paragraph

aipud after adding every semtence or two 2o
that we can hear how the paragraph is flow-
ing., {1 am hoping that students will pick
up tnat strategy during their own compos-
ing.} Also, [ occasionally talk about cer-
tain*wr%tiﬁg conventions, especially punc-
tuation, as we discuss the various sentence
patterns. AL the end of the class sesgion,
I may or may not assign the writing chal-
Tenge. If I do, students first follow the
pgewriti%g strateqgy modeled in the exer-
cise,

.In the less structurad atmosphers of the
writing fab itself, Practicing Sentence
%Etiﬁﬂs 15 just as vETudblé.  Bediuse af

s oroad scope, Strong's DOOR can be
puiled off the shelf for students with
problems ranging from run-ons to lack of
sentance variety to inadequate development
{the prewriting suggestions help herel.
And the book works equally well for drop-in
students as well as contract students
{requiring a series of visits). ODrop-ins
usually work through one Closure exercise
followed Dy an open exercise. Students
¥isiting the 1adb on a ragular basis can
perhaps work through the entire first two
sections (closure followed by open}, com-
pleting writing assignments as the tutor
sees fit. Or contract students could even
work through all four sections, as time
allows. At any rate, the boox's format is
flexible enough to accommodate the
Fluctuating demands of a writing lab, and
1ts slender size wmakes it almost
friendly--not too formidadle for the easity
intimidated struggling writer,
Furthermore, the Jinstructions and the
exercises are simple encugh that a student

can begip writing sentences and
manipulating ~ the language almost
Tmmediately,

S¢ there you have t--an easy-toeyuss,
pedagogically sound rescurce for the lab.
And as if that weren't enough, the book is
cheap {about $5.00) and reusable, since
students write out complete sentences in
their notebooks and don't fi1l in the
blanks or write in the book. In fact, the
cover itself Dears this notice: "This is
not a workbook. Do not write in this
boek." In these times of declining skills
and declining budgets, I recommend Wiiliam
Strong‘s Practicing Sentence Options as one
bargain that really works in Lhe writing
tab setting.

Cheryl Hofstetter Towns
Colby Community College
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Membershis Application
Kational wreiting [enters Assembly

Membership is open to anyene iateresied In weiting centers, Although HMDR ig
an zssembly of the Nationa! Council of Teschers of Emelish, sembers do not sece
esserily have to belong fo the parent organization,

Name

Matling Address

F§ty

Make check or money order payable Lo WWCR and mail with this form -

Joyce Kinkead, Evecutive Secretary
Natlonal Writing Centers Assembly
Department of Englick, uMs 37

Urah State Undversity

Logan, UY 84322

Phare: {801} 7502725

Eembersbiﬁ options: $15 {includes membership plus saﬁﬁcrfétfahé to
Writing Lab Newslotter and The Writing fenter
dournal}

310 (includes membership plus subscrintion to
Writing Lab Nawcletter)

310 {includes membership nlus subseription te R
¥riting Lenter Jourpall :

35 {includes membership: $I from sach memhership
fee will be donsted to the appropriate regionzl
writing canter acsoristion!

WRITING LAB NEWSLETTER
Muriel Harris, Editor
Dept. of English

Purdue University

West Lafayette, IN 47947
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