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I.  SUGGESTIONS FOR THE TEACHER OF WRITING

Student Attitude and Motivation


The students in a basic writing course usually represent a mix of levels, ages, and often, ethnic groups—a pool of varied experience that can be used to good purpose in class. Many of these students, however, may enter the classroom with negative attitudes about writing and about themselves as writers. Past experience may have convinced them that writing is a magical ability one either does or does not possess and that writing courses are, ipso facto, painful, frustrating ordeals in which only the teacher knows the rules. They may fear that any attempt at writing will provoke a volley of red marks.


Fortunately, these attitudes can be dealt with and even converted to positive motivation if the writing instructor is aware of them and designs strategies that take them into account. Writing students can be motivated (or not) by a number of factors that the instructor can to some extent control. Very important are the instructor’s own attitudes and expectations. Conveying by actions as well as words the belief that students can and will improve their writing will affect student performance positively. Students are also motivated by a learning environment that encourages mutual support. The instructor can set the tone for constructive peer criticism and help create an atmosphere in which everyone works together to solve writing problems and build writing skills.


The effectiveness of books and materials can also spark or squelch motivation; a textbook that addresses students on their terms and really teaches what they need to know cannot help but motivate them. And at the heart of any writing course are the writing assignments themselves, their subject matter, wording, and purpose.


Perhaps the strongest motivator is the student’s own belief in good writing skills as an attainable source of personal power. Again, the student’s fear, plus inaccurate perceptions of his or her capabilities, may block this belief (Janine Bernpechat, “Learning from Poor and Minority Students Who Succeed in School,” Harvard Education Newsletter, May/June 1999). Usually, however, as the term progresses and students are helped to see improvement, their inner motivation will grow. You can use class discussions, writing assignments, and written material from your students’ jobs and lives to point out the importance of writing skills to their daily survival as students, employees, consumers, and concerned citizens.


In the material that follows, these factors will be discussed in more depth and illustrated with suggestions and exercises from our classroom experience.

The First Weeks of Class


One of the most important tasks facing the writing instructor during the first weeks of class is the creation of an effective learning environment. I try to create a writers’ community based on sharing, discussion, ungraded writing, and group activities.


Consider spending the entire first class getting to know one another. One exercise that students enjoy is Sixty-Second Autobiographies. Break the class into groups of four or five students, making sure that someone in each group has a watch with a second hand. Have each group member in turn tell as much about himself or herself as possible in one minute; you can demonstrate (while a student times you) speaking as fast as you can and setting the tone for participation. Such activities, if you feel comfortable with them, are great icebreakers and can legitimize risk taking and even acting a little foolish—both potential assets in a writing course.


Another get-acquainted exercise involves short writings. Go once around the room, having each person say the name by which he or she would like to be called. Then ask students to write for five minutes about their own names—whether they like them or not, where their names came from, and so forth. Let volunteers read some or all of what they have written. Often such sharing is contagious, but at this point it should be optional. Assure the students before they write that papers will not be graded.


In general, the more students write, the better. Frequent in-class writings are especially useful early in the term because they dispel fears about writing and provide you with an accurate picture of student performance in a controlled setting. Because paragraphs and short assignments are less intimidating to write and to read aloud than longer essays, they can be assigned almost daily. I have had good luck with topics like “My Finest Hour,” “A Valued Possession,” and “Why I Like (or Dislike) My Job.”

Early on, as an introduction to the writing process, I have the class try freewriting and focused freewriting. I explain that writing requires two different skills—creative and critical. Each is best used at different phases of the writing process. Freewriting is a creative, or idea-generating, method. Later, the writer can go over a freewriting with a critical eye, selecting good ideas, rearranging, rewriting. (For more on using and processing freewriting, see the notes for Chapter 2, “Prewriting to Generate Ideas.”)


After a paper is read aloud in class, encourage students to say what they liked about it, being as specific as possible. In this way, the class can begin to build its own definition of “powerful writing.” From the very start, guided discussions of student work (and later, written models) can give students an idea of what to aim for as writers and how to think and respond critically as readers.


Consider returning the first few papers with comments but no grades. Some instructors grade no papers at all for the first week or two, preferring to comment fully and specifically, especially pointing out an individual’s strengths. In any case, these early papers will help you ascertain the level of the class so you can select the appropriate textbook chapters and sequence of lessons.

Reproducing and Discussing Student Work


I find it worthwhile to reproduce student work, either by retyping and photocopying it or by using an overhead projector. Basic writing students need practice in seeing and paying close attention. Furthermore, students usually love to see their work in print, and successful peer writings are a great inspiration to the whole class.


Always choose papers that are good in some way and whose strengths and weaknesses relate to the current lesson. Ask students to underline sections that seem especially strong or confusing and to give specific reasons for their opinions. Which words make this line so vivid? Just why is this paragraph so moving? Why is this conclusion unclear? Stress effect rather than correctness.


In-class revising sessions are very helpful to students, who, like all of us, spot errors and awkwardness more easily in other people’s work. Urging students to think critically about one another’s writing and to suggest improvements can sharpen their own sense of correctness and style. Approach in-class revision in the spirit of shared problem solving. Let the class argue the merits of any suggested change. The important point for students to grasp is that the writer needs to make reasoned choices. The Writers’ Workshops that conclude every unit showcase real student writing, some with errors intact.


In these discussions, you should model and reinforce good editing skills. Through questions and discussion, help students avoid the “hasty closure” that often characterizes basic-skills learners—that is, their tendency to rush through uncomfortable new tasks.

Critical Thinking and Viewing in the Writing Classroom


“I think best with a pencil in my hand,” wrote Anne Morrow Lindbergh, one of many writers who have commented on the relationship between writing and thinking. This textbook embodies my assumption that both creative and critical thinking are integral to the writing process. Writing makes order out of chaos; if the process succeeds, we have thought and written our way to greater clarity.


The rhetorical modes themselves reflect ways of thinking—ways of sorting, organizing, and categorizing ideas. The same is true of the notion of general and specific, thesis statement or topic sentence and support, the techniques of order—time, space, importance—and of transitions among ideas. All are ways of presenting ideas in relationship (parallel, subordinate, and so forth). Teaching students consciously, step by step, how to read a rough draft and to cull, rearrange, and present ideas is teaching them to think critically. Ideally, writing assignments and class discussions will underscore this connection by posing problems to be solved, guiding student criticism of one another’s writing, and analyzing ads, readings, and news events to separate emotionalism from thinking.


A critical-thinking activity—Thinking and Writing Together—appears in every rhetorical mode chapter in Unit 3. Other critical thinking tasks occur as assignments or open-ended questions posed in the Teaching Tips or photo captions. Over 40 photos, paintings, cartoons, and advertisements in this edition are sure to engage students and provide opportunities to enhance students’ critical viewing skills. All these features, the Writers’ Workshops that conclude each unit, and other exercises throughout Evergreen give students practice in analyzing, synthesizing, and drawing conclusions. Nobody said this was easy. One of my students, pressed to reason something out on her own, elicited hoots of empathic laughter when she exclaimed, “I hate thinking. Thinking is hard!”

Writing Exercises and Assignments


Seek a variety of writing topics and assignments. Clearly, not every student will be inspired by every topic, and different approaches will give all students a chance to perform well. At the same time, students should be reminded that good writing can be done on just about any subject; I use focused freewriting, collaborative brainstorming, series of questions, and so forth, to show students how to direct a topic toward areas that interest them. Evergreen with Readings and the notes to the instructor suggest a number of paragraph and essay assignments. You will no doubt have others.


You will probably assign more personal topics early in the course, as students often write most easily about their own lives. As the term progresses and more objective topics are assigned, you may need to spend extra class time making sure that students grasp particular modes of organization or relationships between ideas. Unused to thinking and writing in an orderly way, many students at first have trouble here. Class analysis of written models and discussion of relevant practices in the text can be invaluable. Further, ask the author of a successful paper to share with classmates how he or she “got it.”


Occasionally link writing assignments to techniques you are teaching—consistency, parallelism, and so forth—urging students to pay attention to one or two techniques and marking papers with an eye to these techniques. In addition, combine grammar review and paragraph writing. For example, if you have just reviewed verb agreement, assign a five- or ten-minute writing exercise. Place a student in front of the class and ask the other students to create a verbal portrait in the present tense. (“Wanda shifts from side to side and pops gum. Every time she catches my eye, she grins and turns away . . . ”) Have volunteers read their paragraphs while the class listens for the verbs and checks verb agreement.


As you move into more abstract assignments, students’ enjoyment need not fade. Have them classify the people they are dating, or urge them to define a term that matters to them. To relate thinking and writing skills to the real world, bring in sets of facts about American eating habits, salaries by profession, a collection of advertisements. Have students analyze these, looking for and articulating patterns. Government publications and web sites can be wonderful resources for the writing instructor; try www.fedstats.gov/. Introduce your students to almanacs, reference books, and sources of entertaining or bizarre information, like Charles Panati’s The Browser’s Book of Beginnings (Penguin Putnam, 1998). Of course, your college librarian can help you open a world of print and electronic information to your students.

Group Work


The writing process lends itself to collaboration. I use an approach that takes advantage of the full class as a group to provide an audience beyond the teacher, to inspire by example, to model and practice the writing process, to hone reading and speaking skills, to build team skills, and so forth. The Writers’ Workshops concluding each unit embody this approach, as do the new Thinking and Writing Together activities. In addition, small groups of five or six students, established early in the term, serve as a home base for developing writers, a place to get air time, test early written drafts, and collaboratively brainstorm or edit. One way to balance democracy with quality control in peer-group feedback is to use a peer feedback sheet, a page of questions that each group member fills out and hands to the author of the draft under discussion. Some instructors use small groups occasionally, after full-group discussions have trained students’ critical eyes and ears. Others base the entire course on small peer groups.

Evaluating Student Performance


Balancing writing-process instruction and grammar work, the basic-writing teacher encourages students and yet realistically assesses their written performance. However, many students enter our classes unwilling to write much, assuming that the more they write, the more errors they will make. I have found it effective to note strengths as well as weaknesses throughout the term, pointing out what the student does particularly well or what has improved, not just what is still wrong. Responding to content as well as to errors helps keep a balance. A number of instructors and English departments these days favor evaluating student progress on the basis of entire portfolios of writing.


Even with this approach, a developing writer will be overwhelmed by receiving a paper covered with red marks. A good deal of research shows that marking every error, especially early in the term, can be counter-productive. Consider marking errors and problem areas cumulatively, adding one or two at a time as the term progresses and new material is taught. Stress writing itself as the context for grammar instruction. Whatever your system, explain it clearly to your students so they will not be surprised when you mark errors that you did not mark before. Help students see their individual writing patterns; have them chart the errors made in each paper and review the chart before revising. In any case, use instructor-student conferences to teach writing skills, evaluate students’ work, and apprise students of their progress.

II.  SUGGESTIONS FOR USING EVERGREEN WITH READINGS
Organization of the Text

Evergreen with Readings moves from an overview of the writing process and a presentation of prewriting techniques in Unit 1 to the basics of writing and organizing paragraphs in Unit 2. Unit 3 covers paragraph writing in each of nine rhetorical modes, and each chapter includes a high-interest, critical-thinking group task in that mode. Unit 4 applies the principles of good writing to the essay, summary, the essay strengthened by research, and the essay examination question. Unit 5 teaches the skills of revising for consistency, parallelism, sentence variety, and language awareness. Units 6 and 7 provide grammar and spelling review with abundant practices. Each unit concludes with a Writers’ Workshop, showcasing a real student paragraph or essay processed with peer-editing questions and a group task. Throughout the text, vetted web sites are provided for further study or practice. Sixteen professional Reading Selections—each accompanied by discussion questions and writing assignments—and a Quotation Bank conclude the text.

The organization of the text suggests one possible way to structure a course in basic composition. However, because chapters and units are self-contained, they can be taught in any order that suits the individual instructor and the needs of a particular class. A very complete table of contents and index further expand options.


I focus on the paragraph as a model and move to a discussion of the full-length essay, but if you wish to do so, you can teach the essay earlier in the course. The modes of development presented in Unit 3 are specifically applied to essays in Unit 4; in fact, Chapter 15 contains a sample essay, instruction, and practice for each mode taught in Unit 3. Unit 1, “Getting Started,” and Unit 5, “Improving Your Writing,” work equally well for paragraphs and essays.


Whatever order is followed in the course, I suggest that the chapters in Unit 3, “Developing the Paragraph,” not be taught straight through but instead be integrated with the material in Units 4, 5, and 6. Likewise, the chapters in Unit 6, “Reviewing the Basics,” and Unit 7, “Strengthening Your Spelling,” should be assigned as needed. I find it most effective to weave the Reading Selections throughout the course, perhaps as follow-up for related chapters. Work on contrast, for example, might be followed by a contrast essay by Janet Wu. Because varying the activities of any class works best, you could balance the introduction of one type of paragraph or essay by assigning a short in-class writing exercise on one day, group work on grammar or a problem of style on the next, and a reading selection and writing activity on the third.

Organization of Each Chapter


In general, each chapter of Evergreen moves from simple to more difficult material. Each lesson consists of explanations, examples, and practices that reinforce each skill taught and always move toward the writing of paragraphs or longer compositions. Depending on the level of the class, you may wish to assign all the practices in a particular chapter or assign them selectively. Many of the practices make effective and enjoyable full-class exercises. A checklist for writers concludes most of the chapters in Units 2, 3, and 4; you may find it useful to have students turn in checked checklists with their written assignments.

Organization of the Reading Selections


An introduction gives students ten strategies for reading each selection effectively and preparing for class discussion and writing. Included here in full is a short essay, “How Sunglasses Spanned the World,” with sample student annotations. Sixteen other reading selections follow, each accompanied by a headnote, vocabulary work, comprehension and critical-thinking questions, and writing assignments, some of them collaborative. For an in-depth discussion of each selection and for teaching suggestions, see Unit 8, “Reading Selections.”

Teaching Tips and ESL Tips  


In the margins throughout the chapters, you will find helpful Teaching Tips and ESL Tips.  They will provide you with a rationale and additional explanation, ideas for presenting content or creating learning activities, additional resources, or cross-references to other topics or parts of the book.

III.  NOTES ON THE UNITS AND CHAPTERS
UNIT 1 Getting Started


Unit 1 gives an overview of the writing process, including the importance of subject, audience, and purpose, and presents five techniques that writers use to get started. Here and elsewhere, as your students begin to write, stress the recursive nature of the writing process—that the steps or stages of writing need not follow a particular order and may have to be done again. The concluding Writers’ Workshop reinforces the material in the unit through discussion and small-group work.

Chapter 1: Exploring the Writing Process


Chapter 1 introduces students to the writing process and its three main phases: prewriting, writing, and revising. The importance of subject, audience, and purpose is reinforced with practices containing résumé bloopers and a visual public service ad. The chapter emphasizes good writing skills as a career asset.

Chapter 2: Prewriting to Generate Ideas


This chapter introduces the student to five prewriting and exploratory techniques: freewriting, brainstorming, clustering, asking questions, and keeping a journal. Explain to students that these methods represent just one stage of the writing process: the creative, inventive stage. Stress that this stage and later critical stages should be kept separate. (One cause of writer’s block is that the overeager critic rejects ideas even before they arrive on paper.) Make sure students understand that they can use one or more of these techniques on any one assignment. For example, they might use clustering followed by freewriting.


Freewriting is a fine motivational tool and a way to unlock hesitant writers, helping them experience, perhaps for the first time, the uncensored outpouring of words. Introduce Part A by doing the first freewriting in class; assign more at home. Most students get the hang of it after one or two trials, and most thoroughly enjoy it. Such freewriting should never be graded, and sharing should be optional at first. Reading freewritings dramatically demonstrates the uniqueness of each writer’s voice. It is also fun.


I find it worthwhile to reproduce two or three interesting examples of freewriting from an early batch (anonymous, if the student wishes) so that students can follow on the page. Encourage them to underline words or lines that strike them as strong or funny and to look for connections of which the writer may be unaware. (See “Reproducing and Discussing Student Work” in this manual.)


Follow up with focused freewritings. Read aloud a list of five trigger words and have students write for two or three minutes about each one, trying to stick to the subject. Afterward, ask them if certain words or topics—for whatever reason—triggered a powerful response. Inevitably the answer is yes. Have students put a check by these trigger words and note that they probably have more to say on many subjects than they thought. This exercise helps students see how they can direct a topic toward ideas that have meaning to them, even when topics are assigned. Successive focused freewritings can later be used to develop weak sections in a paper.


Part B, “Brainstorming,” presents another effective technique for getting ideas on paper, one used throughout Evergreen as an alternative or addition to freewriting. Some students prefer brainstorming to freewriting; urge them to try both and decide. Like freewriting, brainstorming can be done successively to focus and direct a topic.

“Clustering,” Part C, may be especially useful to the visually oriented writer who has trouble with more linear techniques like brainstorming. Try clustering on the board to make sure your students get the hang of it.


“Asking Questions,” Part D, helps many writers move beyond the obvious as they explore their ideas about a topic. With the whole class, go over the two model sequences in the text; students usually enjoy these and are helped by this process to see the possibilities. Ask whether they have additional questions they want answered about either model topic.


Part E, “Keeping a Journal,” introduces students to journal writing, an activity that some instructors swear by and others largely ignore. At its best, journal writing affords privacy and freedom to the writer. To suggest the wide range of possibilities, I include an actual student journal entry and list a number of possible writing exercises and objectives for students to try.


For instructors who wish to emphasize critical-thinking skills and move beyond personal topics, the journal can be a place for students to comment on the news or copy down facts, statistics, and quotations to write about later. One instructor has his students subscribe to Newsweek, which serves as the springboard for responses and commentary in their journals.

UNIT 2 Discovering the Paragraph

Unit 2 explains the basics of paragraph writing and organizing. Chapter 3 guides students through the process of writing paragraphs, stressing the topic sentence, development, and revision. Chapter 4 deals with order and coherence within the paragraph. Both chapters contain numerous written models for illustration and class discussion. The concluding Writers’ Workshop reinforces the material in the unit through discussion and small-group work.

Chapter 3: The Process of Writing Paragraphs


Chapter 3 begins with a definition of the paragraph and with practices that help students understand the relationship of the topic sentence to the body. With this grounding, the student moves on to writing paragraphs of his or her own, first practicing topic sentences and then generating ideas to develop the body of a paragraph.


Paced material on topic sentences stresses the importance of a controlling idea. The concepts of general and specific ideas, central to writing paragraphs and essays, cannot be assumed in the case of many students, who are simply unused to perceiving relationships between ideas.


If you start the course with Unit 1 on the writing process and prewriting techniques, you can spend the first few classes on these assignments and then begin Chapter 3, or you can integrate them with Chapter 3, in which brainstorming, freewriting, and asking questions are recommended as ways to generate ideas for the body. Whatever your approach, emphasize that the inventive and critical steps of the writing process should be kept distinct.


Part F in this chapter, “Writing and Revising the Paragraph,” introduces revising for support and unity, and analyzes typical problems for the beginning writer: providing inadequate facts or details and drifting away from the subject. Although revision is not covered in greater depth until Unit 5, early on you may want to ask students to begin to revise and rewrite by checking for support and unity. Later, as they learn more writing techniques, they can revise on a more sophisticated level.


Throughout Evergreen, the practices support this cumulative process. Many practice sections include paragraphs to be revised with an eye to the particular skills being taught. Chapter 23 pulls together a number of these skills.


I recommend periodic in-class discussion and revision of student work. This shows students by example just how a writer uses and builds on strong parts and changes weak parts. Having students in groups revise material from the book or a fellow student’s paper works well. I tell students that revision is a gradually acquired art: the more they practice, the more they see; the more they learn, the more options they have. In addition, some instructors formalize revision by requiring students to turn in first and second drafts of each paper.

Chapter 4: Achieving Coherence


Here three basic kinds of paragraph order and four techniques for coherence are taught, each with short explanations and paced practices. Most developing writers do not think or write in an organized way, let alone use conscious signals to help a reader follow; yet most grasp and apply this material without much trouble once they are exposed to it.


As you teach this material, stress the effects of order and coherence (or disorder and incoherence) on reader understanding. If you use a student model of dis-organization this early in the term, make sure that the paper is good in other ways; show how a potentially fine paper can be hindered by jumbled order.


One way to teach the material on order is to read aloud and discuss in class the model paragraphs for time, space, and importance, perhaps doing some of the practice exercises. Students have most trouble at first with the exercise on order of importance, but a brief discussion should clear up any confusion. For homework, assign one paragraph using whichever type of order each student wishes to try. In the next class, read some of these aloud.


You may wish to assign all or some of Part B, “Coherence Through Related Sentences,” or skip it temporarily, moving on to the modes of development in Unit 3. The section on synonyms and substitutions makes an enjoyable and creative in-class exercise.


Perhaps the most crucial material here is that on transitional expressions. Many beginning writers simply do not use them. The transitional expressions of time, space, and order of importance are introduced in Part A of this chapter. Here the full range of transitional expressions is taught. Transitional expressions are also reinforced in every chapter of Unit 3, where those appropriate to each type of paragraph are highlighted.


Although students are usually quick to see the usefulness of transitional expressions, they lack a group of them to draw upon as they write. In this section, I include a reference list of such expressions. Urge students to keep it handy as they write and to add one or two new transitional expressions to each paper, striving for variety. Please note as well the chart of coordinating and subordinating conjunctions on page 365 of the text; most students find this very useful.


For additional instruction and practice in choosing the correct conjunction, see Chapter 21, “Revising for Sentence Variety,” Chapter 25, “Coordination and Subordination,” and Chapter 26, “Avoiding Sentence Errors.”

UNIT 3 Developing the Paragraph

Unit 3 covers the rhetorical modes most frequently called for in college writing. Although this unit stresses paragraph writing, it dovetails perfectly with Chapter 15, “Types of Essays.” Chapter 15 contains a model essay, instruction, and practice for every mode discussed in Unit 3, so the instructor who wishes to move directly from paragraph to essay may do so easily. Since the chapters in Unit 3 are self-contained, you can concentrate on those kinds of development that best meet the needs of your class, integrating these chapters, if you wish, into relevant parts of Chapter 15.


However, Chapter 5, “Illustration,” should probably be covered first because the ability to use effective examples is assumed in many of the chapters that follow. In addition, “Narration,” “Description,” and “Process” (Chapters 6, 7, and 8) are easy for many students to grasp and therefore work well early in the course. In any case, I do not recommend that you teach all the modes rapidly one after the other; students need time to absorb this material.


Each chapter in Unit 3 consists of two sections, examination of a model and writing practice. The first section explains how the topic sentence must indicate clearly that a certain kind of paragraph will follow, how such a paragraph can be adequately developed, how a plan helps the writer organize his or her thoughts, and how transitional expressions link the ideas within the paragraph. The practice sections provide exercises designed to guide students through the writing process and to eliminate the kinds of errors students are likely to make. All chapters in Unit 3 include a Thinking and Writing Together collaborative activity, which prompts students to apply that rhetorical strategy to a real-world task. Exploring Online features give web sites for further study, practice, or discovery. The concluding Writers’ Workshop lets your class respond as peer editors to real student work.

Chapter 5: Illustration


This chapter presents three models for illustration: a topic sentence supported by several examples, by one detailed example, and by a narrative. Although the use of multiple examples may be the easiest of the three, some danger exists of losing sight of what one is attempting to illustrate. A simple way to overcome this problem is to have students reread their topic sentence as they write each example to ensure that each illustration clearly supports the general statement.


The greatest difficulty students encounter in using illustration is that often they do not completely understand the relationship between the general statement and its supporting examples. It is likely that their first attempts will read something like, “I would rather go to the movies than do almost anything else; for instance, westerns, comedies, and musicals.” The thinking behind such a sentence is that “westerns, etc.” are examples of the kind of movies that the writer enjoys. However, the examples called for by the topic sentence as written should demonstrate the writer’s choice of movies over other activities.


While you are working on the relationship between the topic sentence and its examples, stress the point that a good topic sentence for an illustration paragraph should be a general statement that can be supported logically by examples. For example, “It is snowing outside” is a dead end; such a statement cannot be supported by relevant examples. However, “This has been the worst winter we have had in years” can be supported easily with illustrations of the bad weather. It is a useful exercise to write five or six topic sentences for paragraphs on the board and have the students identify those that lend themselves to illustration. Then have the class choose one topic sentence and brainstorm possible illustrations, selecting the best three.


Some students assume that the words for example can transform any group of words into a complete sentence: “For example, riding horseback through the park.” You may find a review of Chapter 26, “Avoiding Sentence Errors,” necessary. In addition, students tend to overuse this expression because they feel that every illustration must be tagged as such. Point out that the first example should certainly be clearly identified but that subsequent examples do not necessarily require transitional expressions.

Chapter 6: Narration


Most students easily take to writing narratives and, with a little coaching, they begin to see the rich subject matter that is available for storytelling. If your class is multicultural, draw on this resource by suggesting, for instance, that students write memorable family stories. Two areas may cause difficulty, however: each narrative should make a point and should follow a clear, usually chronological, order.


Working with students on creating a clear topic sentence for their narrative paragraph can help clarify the point of the story they are telling. Tell students that the point of their story may not be clear to them until they have written a draft or two and that the topic sentence may be written last, after the story is finished. Ask students to read Practice 1, on Diane Sawyer’s career decision, and discern the point. An effective way to stress purpose is to use narration to illustrate a point.


Students usually understand the importance of chronological order after they are alerted to its use. Extra work on time order can be found in Chapter 4, “Achieving Coherence.”


Narration works nicely with lessons on present and past tense verbs (Chapters 27 and 28 and on tense consistency (Chapter 20, Part A).

Chapter 7: Description


Most students enjoy writing descriptions and putting their sensory impressions on paper; however, two areas in which they may need help are using exact language and logically ordering their observations. You may wish to review “Revising for Support,” in Part F of Chapter 3 before your students begin to write. Chapter 22, “Revising for Language Awareness,” also combines well with description. See the section in this manual on Chapter 22 for ideas on classroom exercises, writing assignments, and using poetry to teach descriptive language.


The sample paragraphs in Chapter 7 are carefully arranged according to space order so that students will see that description—like all good writing—requires a logical sequence. In class, you might have students describe the classroom itself, perhaps beginning by drawing a diagram of the room on the board and instructing students to describe one segment of the room at a time. Students also write lively descriptions of one another after any initial embarrassment passes. Consider tying descriptive topics to the demands of the college curriculum; have students accurately describe leaves or rocks, an interesting terrain, a piece of office equipment, and so forth. Both the Thinking and Writing Together and Exploring Online activities in this chapter give students opportunities to describe works of art.


Fragments occur rather often in some students’ descriptive paragraphs. A topic sentence like “He was a strikingly handsome man” will often be followed by a fragment like “Very tall, curly black hair and a bronze complexion.” Students who write such fragments have not yet taken the second step of putting jotted impressions into sentence form; they are actually hampered by their attempts to write exactly what they perceive as they perceive it. An exercise or two in making descriptive fragments into sentences can be very helpful; jot a number of adjectives on the board and have students transform them into complete sentences. You also may find it necessary to review Chapter 26, “Avoiding Sentence Errors.”

Chapter 8: Process


This chapter discusses two kinds of process paragraphs: the how-to and the explanation paragraph. Point out that the first is often useful in the sciences—in describing an experiment, for example—and that the second may be useful in the liberal arts—in explaining a historical process, for instance.


Because the two kinds of process paragraphs require similar organizational and developmental skills, only the how-to paragraph is thoroughly analyzed with complete questions and a plan. After students have mastered the techniques of writing an effective how-to paragraph, they should be able to transfer them easily to the explanation paragraph.


Students’ greatest difficulty in writing effective process paragraphs is maintaining chronological order. Therefore, in addition to using the sample paragraphs in the text, you might work a few paragraphs on the board with students. Let them call out the steps for some process they know well—tying a shoelace, doing a cartwheel, or cooking spaghetti—and they will soon notice that the first order they hit upon is probably not the correct chronological order of steps. Let the class put the steps into an ordered plan. Point out that strict chronological order leaves absolutely no margin for chance. See also “Time Order,” in Part A of Chapter 4, for additional practice.


Students generally find transitional expressions denoting time fairly easy to use, but they tend to overuse them, beginning almost every sentence with when, after, before, next, and so on. Make it clear that the order of the sentences in the paragraph indicates the sequence in which the steps are to be performed and that only a very few transitional expressions are necessary.


Finally, watch for the problem of dangling modifiers. Because giving directions usually involves a quasi command, students forget that modifiers must clearly relate to the words they modify. You may get a sentence like “Once cooked, remove the eggs from the pot.” A short lesson on dangling modifiers might be helpful before students begin to write. See Parts D and E in Chapter 21, “Revising for Sentence Variety.”

Chapter 9: Definition


The first part of this chapter is devoted to writing single-sentence definitions, used later as topic sentences of definition paragraphs. Because many students find accurate single-sentence definitions difficult to write, these definitions require more work than other topic sentences.


Part A presents three basic kinds of definitions: synonym, class, and negation. As definition by class is most often called for in college writing and is the most difficult to master, it requires the most explanation and practice. It helps to begin teaching definition by class on the board, drawing three-line columns to designate word, class, and distinguishing characteristics. Examples from everyday life are excellent to begin with; although students are familiar with such things as bikinis, benches, and coffee cups, they find accurately defining them challenging.


A discussion of definition by synonym can be taught as a mini-lesson on the dictionary. Definition by negation can introduce the student to the notion of second-guessing their readers by first presenting what they thought the definition was and then giving the true definition. Definition by negation can also be tied into Chapter 13, “Persuasion,” in which the student learns about answering the opposition.


Part B deals with paragraphs of definition. Point out to students that the first model paragraph in this part is developed by examples—a good way to develop extended definitions. Good supplementary sources for work on definitions are technical or slang dictionaries.


You might want to introduce your students to more poetic definitions, like these from the Quotation Bank at the end of Evergreen:

“Love is a fire, but whether it’s going to warm your hearth or burn down your house, you can never tell.”—Dorothy Parker

“Time is a dressmaker specializing in alternations.”—Faith Baldwin

Chapter 10: Comparison and Contrast


Comparison and contrast paragraphs require much practice to master, yet they are two of the most important rhetorical modes in college writing.


The plan for these paragraphs is somewhat more complex than the plans studied so far. In fact, the use of the two-column plan may be somewhat forbidding to students at first, but a few sample plans on the board should dispel their initial confusion. However, you should stress two important aspects of the plan. It must show parallel information for items A and B, and it should list this information in exactly the same order for each item. By so doing, the writer ensures that nothing is left out and nothing extraneous is added. Additional explanation may also be needed to reinforce the difference between the two methods of presenting the information in the plan: (1) all of A, followed by B or (2) skipping back and forth between A and B. One effective way of showing the importance of the choice between these two methods is to read aloud one short paragraph and one long one, both using the first method of ordering. Then ask if students can recall the various points of contrast. They will undoubtedly recall more of the short paragraph. This experiment can provide proof that the first method is better for short compositions when the reader can easily recall what has gone before.


Students should have no particular difficulty with the comparison paragraph after they have learned how to write a contrast paragraph. However, it is wise to continue using the same two-column plan to minimize the chances of excluding necessary points of comparison or adding extra unnecessary ones. The student model given here usually provokes interesting discussion.


The last paragraph taught in this chapter, the comparison-contrast paragraph, is somewhat more advanced, and you may wish to assign it only selectively. You might find it best to explain the sample paragraph in two parts, first the comparison and then the contrast. Writing each plan on a separate blackboard might demonstrate the division of the plan.

Chapter 11: Classification


One professor I know introduces classification by bringing in numerous magazine advertisements. He spreads these on a table or on the floor and asks his students to classify them into piles. Having done this, they discuss their bases of classification, and the professor suggests other possibilities they may not have thought of, such as “ads that intimidate.”


Beginning writers may confuse classification with illustration. To help them make the distinction, consider using a sample illustration, like “Many people in this class have jobs.” Then ask class members to volunteer as examples of students who have jobs. Next, ask the class on what basis all class members could be gathered into groups so that everyone in the room would fit into a particular category. Some of the obvious answers will be classification by gender, race, major, and so forth. Once they see that illustration means using a few examples to support a general statement and that classification means placing all items into discrete groups according to a single criterion, they should be able to handle the work of the chapter.


To clarify the nature of classification further, begin the discussion of the sample topic sentence by asking, “Can there be a gym-goer that does not fit one of the four categories mentioned in the topic sentence?” If students can answer this question correctly, they are off to a good start.


Somewhere in the middle of their classification paragraphs, many students hit upon a new method of dividing the group, and the original classification goes awry. Urge students to watch out for that problem as they create their plans, and point out that clustering often works well as a preclassification technique.

Chapter 12: Cause and Effect


The ability to discern causes and effects is extremely important in college and beyond, yet cause-and-effect analysis can be tricky. Students tend to oversimplify, overgeneralize, or even mistake causes for effects. Therefore, careful class discussion of the sample paragraphs in the text and of your own examples worked through on the blackboard is key. Consider having the full class work through Practice 1 together, analyzing and discussing a student’s paragraph on date rape. Practice 2 provides useful practice in differentiating causes and effects; you might point out to students that items in the practice represent the kinds of thinking tasks they will be called upon to undertake in college and on the job. Practice 3 provides good preparation for students’ own writing, moving from understanding to actual writing. I have found that students enjoy Practice 5, a collaborative task. 


Because discussions of most subjects—from students addicted to computer games to fashion trends to the difference between high and low achievers—invite an examination of causes and effects, this chapter can generate great excitement and be tied to units of study, outside readings, and even mini-research projects.

Chapter 13: Persuasion


This chapter may be the most difficult in Unit 3. Here the student has to contend not only with the usual problems of development and organization but also with the judicious use of clear and adequate evidence to convince the reader.


The sample paragraph in Chapter 13 is somewhat artificial, as it contains five basic methods of argumentation—illustration, using facts, referring to an authority, predicting consequences, and answering the opposition. This paragraph and plan should be analyzed slowly, so that students can learn to differentiate between various kinds of evidence. A helpful review chart of the methods is given. Examples should not be too difficult for students, as illustration is covered fully in Chapter 5; however, you may find a brief review helpful.


Using facts may be trickier because often it is not easy for beginning writers to marshal facts effectively in defense of a thesis. In addition, even the hardest facts are sometimes circumstantial and depend on a biased reading of data. Still, a valuable classroom exercise might be to write a list of “facts” on the board and ask students to distinguish between real facts and mere assumptions. After they have settled on a number of clear facts, ask how they could prove their selections valid. Many will answer that they can verify them by looking them up. Where one looks up a fact can provide a mini-lesson on the use of library, Internet, and other source material. Remind students that they must clearly state the source of any facts in their compositions. You may wish to refer students to Chapter 17, which addresses plagiarism, summary, and quotation of outside sources.

The important point to stress about referring to an authority is simply that an authority has to be an expert on the subject being discussed. Ask students to discuss television commercials in which the “authority”—a golfer—recommends cars or cereal. A useful classroom exercise is to ask a question like “Where would you go for an authority on ____________?” This exercise puts them in touch with resources available to them, in person, in print, and online.


Predicting the consequences and answering the opposition require critical-thinking skills in part addressed in Chapter 12, “Cause and Effect.” Working through an example with the full class is always an effective way to hone students’ skills and rein in their tendency to exaggerate or leap to conclusions. Brief writing exercises in which students must actually argue for the opposition’s position are excellent because many students first approach argumentation passionately convinced that their point of view is the only right one. 


Instructors who wish to introduce college research skills to their students often feel that lessons on persuasion are the logical place to do so. Chapter 17 “Summarizing, Quoting, and Avoiding Plagiarism,” ties in nicely with this aim, teaching these two basic competencies and addressing plagiarism. Chapter 18, “Strengthening an Essay with Research,” guides students through the process of finding, incorporating, and documenting outside sources.

UNIT 4 Writing the Essay

Unit 4 shows students how they can apply effective paragraph-writing techniques to the multiparagraph essay. Further, this unit stresses those aspects of writing unique to the longer composition. Chapter 14 takes students through the essay-writing process; Chapter 15 applies each of the nine developmental modes discussed in Unit 3 to essay writing. Chapter 16 discusses the introduction, conclusion, and title in depth. Chapter 17 covers plagiarism, summarizing, and quoting, while Chapter 18 teaches students how to find sources, evaluate them, add them to an essay, and document correctly. Chapter 19 guides students through the essay examination question.


Instructors who introduce the essay early in the term may do so with ease; Unit 4 dovetails with the material on paragraph writing in Units 2 and 3. The Writers’ Workshop at the end of this unit reinforces work on organizing an essay through discussion of a student essay and collaborative revision tasks.

Chapter 14: The Process of Writing an Essay


Part A introduces the essay and indicates that the essay and the paragraph are similar in structure—each having an introduction, a body, and a conclusion. Part B points out the importance of a controlling idea in the thesis statement and essay. The more specific the thesis statement, the easier it will be for the writer to organize his or her thoughts and for the reader to have a clear sense of what the rest of the essay will discuss. Since the concepts of structure and specificity have already been discussed in relation to the paragraph, it would be wise to assure your students that much of what they have already learned about writing effective paragraphs can be applied to writing effective essays.


Part C models prewriting to generate ideas for the body, and Part D shows students how to organize ideas into an outline.  This section also presents a second method for planning the body of an essay: writing topic sentences and then planning the subsequent paragraphs. Although these methods are equally effective, one may be better suited than the other for a specific writing problem. When a student has trouble beginning an essay, he or she may find the prewriting and outlining method helpful because the mind can run free without worrying about order or relevance. (Note that this method is used in Chapters 2 and 3.) The merit of the second method—writing topic sentences and then planning paragraphs—is that it forces the writer to eliminate irrelevant ideas early on.


Whichever option your students choose, you must make it clear to them that a good writer does not pad a paragraph in order to develop an essay. New ideas, new facts, or new examples can flesh out the essay, but pointless repetition makes for an empty and dull composition.


You may find it helpful to begin a discussion of Part E, “Ordering and Linking Paragraphs in the Essay,” by briefly reviewing time, space, and order of importance, discussed in Chapter 4, “Achieving Coherence.” Often, of course, one of these three orders will not work for a particular essay, and you might stress that it is then the responsibility of the writer to find a logical sequence of ideas.


Once students have begun to write short compositions, they need to know how to provide the reader with a smooth transition from paragraph to paragraph. Although Part E presents four basic methods of linking paragraphs, too often students will use one method exclusively—especially transitional expressions—with the result that every paragraph begins with in addition, therefore, or in conclusion. The practices in this part are designed to show students just how varied linking devices can be.


Part F demonstrates the process of revising an essay. The complete first and revised drafts of a student essay are shown, together with an explanation for every revision made. As with the revision material in Chapters 3 and 23, you may wish to discuss with the whole class the weaknesses of the first draft and the effectiveness of the changes before students revise their own papers.


The assignments in Part F have worked well for my students; refer students to the checklist at the end of the chapter. Once they have written a few of the assigned essays, most students will have little trouble planning and developing short essays of their own.

Chapter 15: Types of Essays


Chapter 15 dovetails with the chapters on developmental modes in Unit 3: illustration, narration, description, process, definition, comparison/contrast, classification, cause and effect, and persuasion. Each part of Chapter 15 contains a list of some real-world uses of the mode in college and work, a well-developed model essay processed with questions, tips on writing the thesis statement or body of such an essay, and a list of writing topics.


With this chapter, instructors who move from a particular paragraph pattern—comparison/contrast, for instance—to an essay using the same pattern of development can do so with ease. The value of such a procedure is that students begin to write short essays early in the term and hence lose their hesitancy about writing longer compositions. When a class is sufficiently advanced, some instructors bypass Chapter 14 and move right from selected Unit 3 chapters to Chapter 15.

Chapter 16: The Introduction, the Conclusion, and the Title


Part A covers six methods of writing introductions, but you may want to concentrate on the three or four most appropriate to the kind of writing you expect the class to do. If your class discusses readings, ask students to analyze the professionals’ introductions. Part B provides only three methods of concluding, as more often than not the last idea of the theme is the conclusion, and nothing else is necessary. Part C covers the title. Make sure students understand that the title and the thesis statement are two different elements in the essay.


Be sure to stress also that although the introduction and the conclusion are important, the body is the largest and most vital part of the essay. Otherwise, students may devote too much time to polishing the introduction and conclusion and skimp on the body of the essay.

Chapter 17: Summarizing, Quoting, and Avoiding Plagiarism


Information literacy—responding to, summarizing, and making use of outside sources—is increasingly important to students today, and this chapter introduces them to basic research subskills. Part A covers plagiarism, a growing problem exacerbated by the availability of student essays on the Internet. Students may plagiarize unwittingly because they do not know how to summarize or quote correctly, so the chapter provides correct and incorrect examples and practices.


Part B guides students through the writing of a summary, helps them evaluate the effectiveness of two summaries of the same piece of writing, and provides a checklist. The single most common problem students encounter is injecting their feelings and opinions as they summarize. Stress that summarizing is purely objective reportage. Have small groups summarize one source and then read to each other and choose the best and most objective summary. The skills involved in summary writing are widely applicable in college and in the business world. An excellent assignment is asking students to summarize a reading selection that the whole class has read.


Part C shows students how to quote from outside sources to enrich their own writing. Suggesting ways in which students can use the words of others to stress important ideas, reinforce their own ideas with validation by authorities, provide interesting introductions or conclusions, or simply add sparkle to their writing “legitimizes” using the words of others and helps students avoid plagiarism. The chapter includes paragraphs from interesting outside sources; students practice writing direct and indirect quotations from these sources, introducing quotations in different ways, and writing summaries. The instructor who wants to familiarize students with basic research subskills without sending them to the library or having them use sources in a paper may use this chapter to that end.

Chapter 18: Strengthening an Essay with Research


Instructors who want their students to go further, augmenting an essay with outside sources, will find Chapter 18 useful—with friendly practices and the boxed research process of a sample student. Part A demonstrates how facts, statistics, expert opinion, or quotes can add interest and power to an essay. Part B concerns finding library and Internet sources. An information scavenger hunt will help students learn about and access library resources. Common Internet search engines are presented, along with a section stressing the need to evaluate web sources carefully. Spend some time discussing with students the issue of source credibility. Because anyone can post anything online, students will need to be aware of the pitfalls of online research. I have provided some solid web sources in the chapter; another useful source is http://www.refdesk.com/. You might also want to make students aware of excellent non-print sources like TV documentaries, lectures, and personal interviews.


Part C gives an overview of MLA documentation and illustrates the process of citing sources parenthetically within an essay and in the Works Cited list. Working through some practices in groups will help students digest this material. The chapter concludes with a student’s research essay on credit card debt.

Chapter 19: Writing Under Pressure: The Essay Examination


This chapter aims to show students that what they have learned in English can help them throughout their college and professional careers and that effective planning and writing are pragmatic skills. In fact, under the time pressure of an exam, planning and outlining skills become even more important because there is usually little time to rewrite or recopy the answer later on.


Part A explains six basic steps that students can take to help them use the time allotted on an essay examination effectively. Part B teaches careful reading and correct interpretation of examination questions. By breaking the question into its component parts, the student will know better what he or she has to do. You may wish to acquire old final examinations from other faculty members and use them in class as practice exercises; a test-taking workshop with “real exams” never fails to spark student interest.


In Part C students directly apply to the essay examination what they have learned in Units 3 and 4. It might be a good idea to review the developmental modes that you covered in Unit 3 before going on to Part C. If there are some modes that you have not discussed, give the students a brief summary of them, if possible.


As Part D demonstrates, using key words from the question in the first sentence of the answer is a time-honored technique, yet many students are unaware of it. They tend to get lost in lengthy introductions and never quite answer the question. Before you begin the practice, a useful classroom exercise is to have one student devise a question—”How is the weather today?”—and have him or her call upon another student to answer the question using its key words, “The weather today is fine.” In bolstering your students’ exam-taking skills, stress the pertinence of the composing process to nearly all courses. A checklist for taking essay examinations is provided.

UNIT 5 Improving Your Writing

Unit 5 contains chapters on revising for consistency, parallelism, sentence variety, and language awareness. Select those chapters that your class or individuals need. You may wish to alternate this material with the Unit 3 modes or to assign only some chapters (for example, Chapter 22) earlier in the term, as you introduce revising for exact language or description.


One way to approach the elements in this unit is to urge students to revise with them in mind. Chapters 20 through 22 include practices in which the student must revise selectively for the skill being taught. Chapter 23 demonstrates the process of revising specifically for the material in the three preceding chapters.


The Writers’ Workshop at the end of this unit reinforces the revising skills covered in the unit through discussion and small-group work.

Chapter 20: Revising for Consistency and Parallelism


The need for consistency may come as a complete surprise to developing writers, who usually grasp the idea quickly, however, when they see how inconsistency confuses readers. This chapter begins with consistent tense, perhaps the most common problem for beginning writers, who may also be struggling to overcome verb errors. In teaching this material, watch for the student who cannot spot the verb at all, let alone make it consistent with other verbs. Such a student should review Chapter 24, “The Simple Sentence,” and the verb chapters in Unit 6.


Consistent number and person are almost universally confusing to new writers. As you teach these principles, it is wise to go over a few practice exercises in class, encouraging students to ask questions freely. As the term progresses, reinforce these lessons by pointing out examples in student work or by spot-checking with questions. Other pronoun practice appears in Chapter 4, “Achieving Coherence,” and Chapter 31, “Pronouns.”


I find that “Parallelism,” Part C, is an extremely useful concept for beginning writers, who quite readily understand and apply it. You may wish to assign this section by itself. Students enjoy the practices, which work especially well in class.

Chapter 21: Revising for Sentence Variety


Learning to use a variety of sentences is a matter of time and trial, as any instructor knows. This chapter is not meant to be read through and mastered in one sitting. Rather, here is a compendium of techniques. With practice, trying out one or two at a time, a writer can learn to achieve the effects he or she wants.


Stressing the writer’s choice, not just correctness, I assume here that the student already possesses some knowledge of sentence basics. In fact, this chapter is designed to dovetail with and be followed up by a review of the basics in Chapters 24 and 25.


The importance of revising for sentence variety should be emphasized—going back over the first draft to see, for example, if there are too many short, choppy sentences or too many sentences coordinated with and. You might wish to have students analyze and chart the sentences in a recent paper. To gather the facts, they might number every sentence in the paper and make a grid like this:

	
	Length
	Begins with
	Type

	Sentence 1
	
	
	

	Sentence 2
	
	
	

	Sentence 3
	
	
	


Many computer programs can assist by counting words or even analyzing sentence structure. Then each student should ask: Are most of my sentences the same number of words long? Do most begin in the same way? Do I overuse one type of sentence? The student should then decide what he or she would like to change and set short-term goals for the next paper.

Chapter 22: Revising for Language Awareness


This material may be taught as it occurs in the text or integrated with earlier chapters if you wish—for example, with the section on developing the body of a paragraph in Chapter 3, “The Process of Writing Paragraphs,” or with Chapter 7, “Description.”


The study of language can be illuminating to developing writers, who may believe that without a large vocabulary they cannot write powerfully. Assure them that although vocabulary building is a worthwhile pursuit, it is not the only way to improve writing. Any writer can begin by closely observing, using the senses, and searching for the right word.


Consider launching a study of exact language by showing up in class with paper cups and several large bottles of cola. Ask the students to have writing paper handy, and pour each one a cup of cola. Have them take a sip, savor the taste, and write down one word that accurately describes their precise experience. Then have them taste again and search for another word, repeating this process until everyone has written down at least ten words. Finally, ask them to read over their list and underline the most exact word. Often the best word is not the one they thought of first but one that emerged later. Discuss the results.


Or bring in four or five objects—a shell, a piece of bark, a metal cube, a lemon, for example—and give each one to a group of students. Ask the students to use their different senses, examine each object, and then write, capturing their experience in words. As they read aloud what they have written, list on the board key words and phrases that describe each object. Then discuss the lists, perhaps noting patterns: a preponderance of sibilants used to describe the shell or a preponderance of words of touch, or dislike, for another object. Exercises that heighten language awareness are limited only by your imagination.


Parts B and C of this chapter, on avoiding wordiness and triteness, are especially useful to college writers. Remember that what are tired usages to you may not seem overworked to your students, so stress the obvious clichés or fad terms that lose their meaning quickly.


Well-chosen poems are another wonderful way to show the dazzling powers of language. Reproduce two or three poems, have the class discuss their meaning then examine how the poet’s word choices create certain effects. I have had good luck with Stanley Kunitz’s “The Portrait,” Elizabeth Bishop’s “The Fish,” Marianne Moore’s own “The Fish,” Theodore Roethke’s “Old Florist” and “The Meadow Mouse”—the list is endless.


You may wish to bring a thesaurus to class or to introduce your students to various dictionaries, vocabulary-building books, or the thesaurus feature in most computer programs. Dictionaries of slang terms often interest students. I find that actual vocabulary building is done most effectively by the individual student who is ready to try. One excellent tool that I recommend to all students, however, is an individual vocabulary list of new words to try out in papers.

Chapter 23: Putting Your Revision Skills to Work


This chapter builds on the basic revision process presented in Chapter 3, Part F, and shows students how to revise for the more subtle elements of good writing taught in Unit 5. Revision requires a complex of skills acquired over time; throughout Evergreen, the practices support this cumulative process. Chapter 23 assumes that the process of revision has been encouraged throughout the course, perhaps collaboratively in class. (See “Reproducing and Discussing Student Work” earlier in this manual.)

Chapter 23 shows the first and revised drafts of two student paragraphs, with the reasons for every change clearly marked. You may want to go over these drafts with the class, discussing the revisions, before students revise the practice essay or their own work. Collaboratively revising one sample paragraph in class also works well.

UNIT 6 Reviewing the Basics

“Reviewing the Basics” is an overview of fundamental grammar skills. Each chapter contains paced practice exercises and concludes with a review practice—usually essay length—in which students proofread for and correct particular errors. You will no doubt wish to assign these chapters to the class or to individuals as needed.


If you ask students to keep a list of their own errors and error patterns on each composition, make the point that writers have individual strengths and weaknesses and that such a record can help each student chart his or her progress or lack of it. Consistent errors in one area may force students to realize that they need extra help with specific problems. If your class has Internet access, a session on finding and using good ESL or OWL (online writing lab) sites might prove very useful. Each chapter in Unit 6 concludes with one or two selected OWL sites for online practice.


Chapter 37 at the end of the unit contains numerous proofreading practices with a random mix of errors. The concluding Writers’ Workshop reinforces the material in this unit through discussion and small-group work.

Chapter 24: The Simple Sentence


This chapter introduces the basic elements of the complete sentence, the subject and the verb. Part B anticipates a common problem by teaching students to spot prepositional phrases and to differentiate them from the true subject of a sentence. It might be wise to review Part B when teaching Chapter 27, “Present Tense (Agreement),” and Chapter 31, “Pronouns,” because students will need a clear understanding of prepositional phrases for portions of these chapters.

Chapter 25: Coordination and Subordination


This chapter covers the basics of joining ideas by means of coordination and subordination. Parts C and D, “Semicolons” and “Conjunctive Adverbs,” are more advanced than Parts A and B, “Coordination” and “Subordination,” and you may wish to assign them selectively. A review chart in Part E, “Review,” summarizes the writer’s options in clear form; many students find this chart very helpful.


I believe that a thorough knowledge of coordination and subordination will help students to avoid the most common sentence errors in their own writing. These errors—run-ons, comma splices, and fragments—are covered in Chapter 26, “Avoiding Sentence Errors.”


Chapter 21, “Revising for Sentence Variety,” provides another logical follow-up to this chapter. After students have mastered coordination and subordination, Chapter 21 can teach them to vary the beginnings of sentences and to link ideas in other ways.

Chapter 26: Avoiding Sentence Errors


This chapter provides clear definitions and many examples of the three basic sentence errors: run-ons, comma splices, and fragments. The practice exercises contain individual sentences, paragraphs, and essays. The paragraph- and essay-length practices are especially useful because after students learn to spot and correct such errors in isolated sentences, they need additional work spotting them in longer pieces of writing.

Chapter 27: Present Tense (Agreement)


Chapter 27 begins with the basics of subject-verb agreement in Parts A and B and then moves quickly to more complex cases, in which some additional skill is necessary to locate the subject and make the verb agree with it. (See Chapter 24, “The Simple Sentence,” for extra drills on spotting subjects.) Students’ major difficulty comes from their assumption that the subject is necessarily the first or second word in a sentence or that it always directly precedes the verb. A careful working of Parts C, D, E, and F should eliminate this problem as students learn to spot the subject wherever it might appear in the sentence.


Parts E and F can be studied in conjunction with Chapter 21 “Revising for Sentence Variety.” Part G may be followed up with Part D, “Commas with Non-restrictive and Restrictive Clauses,” in Chapter 35.

Chapter 28: Past Tense


This chapter briefly reviews regular verbs and includes a chart of irregular verbs. Students should be encouraged to acquire the habit of using the chart or looking up verbs they are not sure of in the dictionary.


The only verbs singled out for special attention are to be, can, and will. I feel that a thorough review of to be is necessary because this is the only verb requiring subject-verb agreement in the past tense and because students often confuse was and were. There is also a note about wasn’t and weren’t, as the addition of negative contraction endings tends to confuse students. An entire section, Part D, is devoted to can and will because students are frequently unaware that these verbs have a past tense. I have omitted the conditional mood of these verbs because the rules are subtle and complex.


A good follow-up to this chapter is Part A, “Consistent Tense,” in Chapter 20.

A possible assignment for Chapters 27 and 28 is to have students write brief narratives at home—perhaps what they do on a particular morning—in the present tense. Then, in class, ask them to change all the verbs in their narratives to the past tense.

Chapter 29: The Past Participle


Part A defines the past participle and provides practice in writing the past participles of regular verbs. Be careful to note that the helping verb to have must agree with its subject. If necessary, refer the class to Part B, which covers the past participles of irregular verbs. Encourage students to use the chart or to consult a dictionary when they are not sure of the correct past participle form of an irregular verb.


Parts C and D introduce basic uses of the present perfect and past perfect tenses. I have omitted some of the more complex rules concerning the relationship of tenses. Part E covers the passive voice and Part F the use of the past participle as an adjective. An effective classroom exercise is to have students change active sentences into the passive voice. However, warn students to use the passive voice sparingly in their writing, applying it only when they wish to show the passivity of the subject.

Chapter 30: Nouns


This chapter begins with lists of some common irregular plurals and then continues with signal words that indicate singular or plural. Part C covers constructions like one of the and many of the, which occasionally give students trouble. You may wish to assign this chapter or parts of it as needed.

Chapter 31: Pronouns


Once students understand the relationship between the pronoun and its antecedent, they should have little trouble with the material covered in Part B of this chapter: indefinite pronouns, special singular antecedents, and collective nouns. You may refer students to Chapter 27, Part C, “Special Singular Constructions,” for related work on verb agreement. In addition, Part B, “Consistent Number and Person,” in Chapter 20 contains work on pronoun reference.


More difficult for students to grasp are the problems of vague, repetitious, and ambiguous pronoun references, dealt with in Part C of Chapter 31. These errors are so much a part of informal speech that students are likely to say, “But I know what the sentence means.” You might wish to underscore the difference between formal written English and informal spoken English.


Part D is fairly simple and direct; students’ main difficulty here is in choosing the correct pronoun in a comparison. Once they are able to complete the comparison mentally, they should be able to choose the correct case. Part E covers reflexive and intensive pronouns, providing a chart to help students use these forms.

Chapter 32: Prepositions


Part A covers the difference between in and on for time and place, and Part B contains a list of frequently used expressions containing prepositions. The chapter will be especially useful to ESL students, who are often baffled by the idiomatic use of prepositions in English. Memorization and review are the best approaches to this material. Students might find it helpful to mark those expressions that give them trouble and to keep their own chart of other commonly used expressions and phrases. In fact, a class chart containing expressions contributed by individuals throughout the term can be fun as well as informative.

Chapter 33: Adjectives and Adverbs


If your students have trouble grasping the difference between adjectives and adverbs, stress this distinction: adjectives often answer the questions What kind? Which one? How many? Adverbs often answer the question When? Where? To what extent?


A good supplement to the practice provided in Part A is to have students make up two sentences, one using the adjectival and the other the adverbial form of a word. This kind of oral/aural reinforcement helps students hear the difference, a skill that can be transferred fairly easily to the written word. Parts B and C are straightforward, although some extra care should be taken in teaching good/well, so often confused in everyday speech.

Chapter 34: The Apostrophe


Students’ most common error in using the apostrophe for a contraction is to misplace the apostrophe between the two contracted words. Once they realize that the apostrophe indicates a deleted letter or letters, this problem can be easily resolved. A word like won’t, however, requires special attention because, as a contraction of will and not, it does not readily break down into its component parts.


You may run into some difficulties in teaching the apostrophe to show ownership. Many students believe that plural nouns always take the apostrophe after the s. Of course, with words like children, men, or women, this rule does not hold. What you should stress is that the ending of the ownership word determines where the apostrophe is placed.


After you have finished teaching the chapter, however, be prepared to find some students placing apostrophes before or after almost every final s. For some reason, they are apt to see ownership everywhere: “The boys’ took their skates.” Because the boys own their skates, the student reasons, an apostrophe is required. You may find it necessary to devote another lesson to spotting those cases in which an apostrophe is called for and those in which it is not.

Chapter 35: The Comma


You may not wish to teach this entire chapter at once; there are a number of rules here, and students may get them confused. You may prefer to teach the various uses of the comma concomitantly with Chapter 21, “Revising for Sentence Variety,” and Chapter 25, “Coordination and Subordination.”

Chapter 36: Mechanics


This chapter requires no special comment. You may find it helpful to link Part C, “Direct Quotations,” with Chapter 13, “Persuasion,” in which the student learns about quoting an authority. If you expect students to use quotations from other written sources, you may also want to link Part B, “Titles,” with your lessons on persuasive writing.

Chapter 37: Putting Your Proofreading Skills to Work


This chapter caps the grammar review unit with eight high-interest paragraphs and essays for mixed-error proofreading. In the preceding chapters of Unit 6, students found and corrected individual errors—those in verb agreement, for example. Here students proofread documents like those they will encounter in the real world of college and work—those containing a realistic mix of errors. For example, Proofreading Practice 1 contains run-ons, comma splices, and fragments; subject-verb agreement errors; present and past tense errors; and past participle errors. The problems that students have most frequently—sentence boundary errors and verb errors—are proportionately represented in these exercises.


For still more practice in mixed-error proofreading, the Writers’ Workshop concluding each unit provides students with an opportunity to read the work of a peer and evaluate it for such qualities as unity, coherence, support, organization, and correctness. About half the student compositions in these workshops contain grammar errors, and students are encouraged to proofread for “error patterns”—the same error made two or more times. Thus, peer proofreaders not only realistically scrutinize a document, but get to see that writers often make habitual mistakes that can be recognized and corrected.

UNIT 7 Strengthening Your Spelling
Chapter 38: Spelling


This chapter provides students with clear explanations of some basic spelling rules and their exceptions, each reinforced with ample practice. The entire section should be taught slowly because the rules take time to digest and spelling drills can quickly become tedious.


Parts A and B might be discussed early in the term so that students can begin to keep spelling lists, devise tricks for remembering difficult words, and get in the habit of using spell-check software. Part C is often a necessary preface to further work in spelling because—depending on the level of the class—some students may not clearly understand what vowels and consonants are. Since Parts D and E deal with the doubling of consonants, they might logically be discussed with Chapter 28, “Past Tense.” The rules discussed in Parts G and H can likewise be related to lessons on present-tense verbs and past-tense verbs. Part I can be assigned individually or to a class as needed.

Chapter 39: Look-Alikes/Sound-Alikes


This chapter defines and gives examples of words that writing students often confuse, like accept/except or then/than. A practice for each group provides additional work on these words. Assign sections to individuals or to the class as needed.

IV. NOTES ON THE READINGS

UNIT 8 Reading Selections


This unit contains sixteen professional reading selections. An introduction presents “Reading Strategies for Writers,” with ten useful suggestions, and contains a short essay, “How Sunglasses Spanned the World,” with sample student annotations. The readings offer a range of high-interest subjects, authorial voices, and written models. At least one example of each rhetorical mode taught in this book is included; see the rhetorical index to the readings for guidance.


As you weave the readings into the course, you may wish to follow up certain chapters in the text with readings—for example, follow work on exact language with Alice Walker’s “Beauty: When the Other Dancer Is the Self” or cause and effect with Christopher Bacorn’s “Dear Dads: Save Your Sons.” Suggestions for other such linkages are given in the sections on individual readings below.


If your class is poorly prepared for reading, consider using prereading strategies to help students gain access to an essay. Short writings or small-group discussions on a topic relevant to the selection work well. As an aid to comprehension, consider having students keep a journal, perhaps a double-entry journal in which one column is devoted to notes and queries about the material itself and another is devoted to the student’s own reactions and questions. Having students summarize an essay is another excellent technique; précis writing teaches important skills and improves comprehension. See “Writing a Summary,” Part B of Chapter 17. Small-group discussions guided by the Discussion and Writing Questions will help students make sense of what they have read.


Some instructors will assign the readings individually, and others may wish to use thematically linked pairs or clusters. Having students apply the ideas or style in one essay to those in another builds thinking skills and promotes a conversation of ideas. Try having students write dialogues between themselves and an author or between one author and another. Consider such clusters as these: gender roles and relationships (Cisneros, Bacorn, Staples, Wu, Walker); money and consumerism (Veciana-Suarez, Barry, Taub); violence (Walker, Staples, Levin); social rights and responsibilities (Cox, Taub, Levin, Quindlen); heroes and courage (Cox, Frazier, Ashe); success and failure (Frazier, Staples, Cisneros); dealing with loss (Bragg, Walker, Staples); minority experience and self-esteem (Cisneros, Staples, Mukherjee, Dumas, Frazier); helping others (Veciana-Suarez, Bacorn, Cox); and bonds and belonging (Bragg, Mukherjee, Wu).  

Encourage students to apply themes and ideas from a reading selection to current articles from newspapers or magazines or to a film. This exercise will help them connect their reading to the “real world.”

Rick Bragg, “100 Miles per Hour, Upside Down and Sideways”


In this vividly written narrative, Rick Bragg tells the story of how he wrecked his beloved first car.  Consider beginning with a pre-reading activity in which students share stories—oral or written—of a first car or other prized possession or of a serious accident.  After students read Bragg’s essay, lead a discussion about Bragg’s notion of his car as an “equalizer.”  Some students may be willing to reveal whether they have had an “equalizer” of their own.  Also, to draw students’ attention to the features of good narratives, ask them to locate passages in the essay they found to be especially descriptive, and point out Bragg’s interesting use of figurative language. 


You could pair this essay with Taub’s “Cell Yell” to explore our need for “equalizers” like cars and cell phones.  Or you might discuss this essay along with Cisneros’ “Only Daughter,” Mukherjee’s “Two Ways to Belong in America” and Wu’s “Homeward Bound” to explore the themes of identity and belonging.  This essay also works well with Staples’s “A Brother’s Murder” and Walker’s “Beauty: When the Other Dancer is the Self” for a unit about dealing with loss.

Sandra Cisneros, “Only Daughter”


This essay vividly explores the tangled issues of identity, ethnic heritage, gender, and professional calling. Cisneros is a storyteller, writing her way to understanding. At the heart of this tale is the relationship between a traditional Mexican father who values sons and the talented daughter who yearns for his approval. Have students find and read aloud some of the wonderfully written details that convey the Mexican-ness of the home that shaped Cisneros. Students usually respond strongly to a discussion of familial expectations, whether high or low; some students might wish to share personal experiences of their families’ expectations and whether they reacted by rebelling against or accepting the role laid out for them. Students might discuss the wounds as well as the freedoms that came to Cisneros or themselves as a result of such expectations. In Cisneros’s case, what finally earned the father’s attention and admiration? Cisneros’s striking opening—trying to sum up her identity in one sentence—suggests an exercise in which students do the same, revising until they have it “right.”


Cisneros’s emotional honesty is evident in much of her writing. Students might discuss the role of honesty in all good writing. Other topics for exploration and writing might include people’s reactions to the expectations of their partners, cultures, or peer groups. How does a person find his or her true professional calling? This essay works nicely with Frazier’s “On the Rez,” about the courage to be oneself or with essays by Wu and Bacorn, which also explore gender roles and expectations.

Arthur Ashe, “My Outing”


This moving excerpt from Ashe’s autobiography, Days of Grace, details, through well-chosen examples, the public’s response to news that Ashe had AIDS. Reactions to this disease can be so unkind that its sufferers are almost forced into secrecy, and the story of Ashe’s threatened “outing” by the press opens wide the issues of privacy and the power of other people’s judgments. Ironically, Ashe’s announcement prompted an outpouring of sympathetic letters from people all over the world; his descriptions of some of these form the emotional heart of the essay—and no doubt one source of the “grace” referred to in the title of his book.


If you feel comfortable in doing so, you might consider raising a question implicit in this selection: Because Ashe got AIDS through a blood transfusion, were people more sympathetic than they might have been if he had contracted it in some other way? Does this attitude make any sense?


Chapters on narration or illustration might precede a discussion of this essay. Consider comparing this essay with others on discrimination, loss, and triumph, for example, Frazier’s “On the Rez,” and Walker’s “Beauty.” An interesting lesson on the power of personal letters might flow from Ashe’s essay.

Ana Veciana-Suarez, “When Greed Gives Way to Giving”


In this Miami Herald newspaper column, Ana Veciana-Suarez tells the surprising story of a Minnesota business owner who sold his company and divided a substantial portion of his proceeds among his 550 employees.  Students may be shocked at this man’s generosity in our consumerist society. What do they think of his actions? You might ask students to share what they would do if they suddenly gained millions of dollars from selling a business or winning the lottery.  What would they buy?  How much of the money would they give away?  You could segue into a lively debate about whether Americans are, overall, more generous or more selfish.  


This selection is a good example of how newspaper writing differs from more literary genres like the essay.  With your guidance, students can discover that the tone tends to be more colloquial and the style simpler than that of other genres.  


You could discuss this reading with work by Barry and Taub to explore issues related to money and consumerism.  Or you could look at this selection in conjunction with the essays by Frazier and Cox to explore students’ ideas about what people “owe” to their fellow human beings.  

Dave Barry, “Build Yourself a Killer Bod with Killer Bees”


Here Barry offers some hilarious reflections on America’s obsession with weight loss and exercise. You might begin by asking students to describe fitness trends they’ve tried in an attempt to “buff up.” Did their efforts work? Why or why not? Do your students find Barry’s writing humorous? Ask specifically why. Have them cite lines, words, or even punctuation with which Barry achieves his effects. Be sure that students understand that Barry’s controlled wackiness makes some serious points. Have them identify sentences in the essay that suggest a serious criticism of beauty ideals, health clubs, or consumer products.


Consider grouping this essay with others that discuss money or consumerism: Veciana-Suarez’s “When Greed Gives Way to Giving” and Taub’s “Cell Yell.”
Brent Staples, “A Brother’s Murder”


“Killing is only machismo taken to the extreme,” writes Staples in the third paragraph of this essay, which raises questions about the meaning of masculinity and its relation to education and social class and about the brutal influence of the inner city. Furthermore, any reader with troubled or addicted loved ones will identify with Staples’s self-questioning. Ask your students whether they believe that Brent Staples could have done more to save his brother. The essay usually stimulates strong class discussion on these themes.


As a prereading strategy, students could study the chapter on narration or form groups and compare the concepts of “masculinity” and “machismo.” After discussion, have students write their own narrative that begins, as Staples does, with a climactic event and then tells the story, as if trying to understand what happened. Consider pairing this essay with Bacorn’s “Dear Dads: Save Your Sons” to discuss the situation of many young American men.  Or assign this essay as part of a unit on the problem of violence in society, which could also include Levin’s “The Case for Torture” and Walker’s “Beauty: When the Other Dancer is the Self.”

Christopher N. Bacorn, “Dear Dads: Save Your Sons”


Students are likely to have strong reactions to this essay about “absentee” fathers and their responsibility for America’s troubled and delinquent young men.  You might introduce this essay by asking students to freewrite about their own fathers and those men’s involvement in their upbringing.  Ask them to also consider how their fathers’ involvement or non-involvement has impacted their lives, either positively or negatively. 


The chapter on cause and effect should precede work with this essay.  In particular, ask students to evaluate the author’s central cause and effect relationship for the common problems, such as oversimplification, discussed in Chapter 12.  How valid is the author’s conclusion that the blame for out-of-control boys should be placed squarely on fathers’ shoulders?  Students may also enjoy discussing their solutions to this problem.  


This essay could be naturally paired with Brent Staples’s “A Brother’s Murder” for a discussion of wayward boys in America.  It would also work well in a unit on gender roles and relationships, with work by Cisneros, Walker, Wu, and Staples.  You might also contrast Bacorn’s arguments and use of a personal narrative with Quindlen’s “Freedom’s Just Another Word” and Levin’s “The Case for Torture.”

Bharati Mukherjee, “Two Ways to Belong in America”


In this comparison and contrast essay, Indian-American Bharati Mukherjee writes about her sister’s and her own immigrant experience.  Consider having students make a chart that lists the two sisters’ similarities and differences.  Then, you could ask them to put themselves in Bharati’s and Mira’s shoes.  If they emigrated to another country, would they want to pursue citizenship, like Bharati, or remain expatriates, like Mira?  What would be the advantages and disadvantages of each choice?  Students who actually immigrated to this country may agree to share their views or experiences.  You might also use this essay as a springboard for discussion of current issues relating to immigration.  


Work on comparison and contrast should precede this essay.  Consider teaching it as part of a unit on the minority experience in America, which could include the essays by Cisneros, Dumas, and Frazier.   Or you discuss this essay along with Bragg’s “100 Miles per Hour, Upside Down and Sideways” and Wu’s “Homeward Bound” to explore the theme of bonds and belonging.  

Firoozeh Dumas, “Forever Young”


This narrative essay provides a light-hearted look at the author’s father’s 80th birthday celebration, exploring the themes of family relationships, cultural differences and similarities, and aging.  After they read this essay, have students verbalize what they believe to be the author’s main point.  Students who are actually immigrants to this country might enjoy sharing their experiences with new customs like American-style birthday celebrations.  You might also examine what the author’s use of humor contributes to the essay’s tone.


This essay could be taught, along with the essays by Cisneros, Mukherjee, and Frazier, as part of a unit on the minority experience in America.  It would also work well with work by Cisneros, Bacorn, Wu, and Staples for a discussion of family relationships or aging.

Ian Frazier, “On the Rez”


This essay eloquently narrates one young Native American athlete’s courageous response to hostile prejudice. Consider beginning with a prereading activity that asks students to describe a time when they either felt the brunt of others’ prejudice or acted with prejudice (like the heckling fans in the gym at Lead). Ask them to explore the emotions they experienced during this incident and to tell how the situation ended. Then encourage volunteers to read their writing aloud to the class. Introduce a discussion of SuAnne’s shawl dance. Why did she do it? What were its effects? Ask the students who read aloud whether a more courageous or creative response on their part could have improved the outcome. Do your students agree with Frazier when he defines America as a kind of leap into community?


Chapters on narration and cause/effect could precede work with this essay. It might be grouped with Ashe’s “My Outing,” Staples’ “My Brother’s Murder,” Cisneros’ “Only Daughter,” or Cox’s “Four Types of Courage” for a discussion about handling discrimination or about heroism.

Karen Castellucci Cox, “Four Types of Courage”


This essay can provoke lively and revealing class discussion. The author classifies four basic types of courage, richly detailing her essay with examples.  Students will no doubt enjoy providing examples of each kind of courage from their own experiences or observations.  Because Cox’s essay ends with a call to action, you might ask students to assess their own levels of courage.  Ask them if they believe they possess all four kinds of courage.  If not, why?  What blocks their daring?  If that obstacle were removed, what would they like to accomplish?    


Work on classification logically precedes this essay.  You might group this essay with others exploring our individual and social responsibilities (Bacorn, Taub, and Quindlen) or heroes and courage (Frazier and Ashe).  Pairing it with the essay by Veciana-Suarez would work for examining the theme of helping others.  

Eric A. Taub, “Cell Yell: Thanks for (Not) Sharing”  


With well-chosen examples and humor, this article explores the cell phone’s contributions to incivility, bad manners, and antisocial behavior. Have students list the various effects of cell phones presented in this article. What new problems or issues have cell phones created? What old problems have they exacerbated? Do your students agree that cell phones are contributing to a general decline in civility? Do the benefits of cell phones still outweigh their disadvantages? This discussion can naturally segue into a debate about cell phone etiquette and prohibitions on cell phone use (should they be banned outright in some places and if so, where?). Because Taub supports his points with a lot of expert opinion, you might ask students to examine how research adds weight to his arguments.


You could discuss this article together with work by Levin, Cox, and Quindlen, focusing on individuals’ social rights and responsibilities. Or you might examine the ways in which Taub’s “Cell Yell” and Bragg’s “100 Miles per Hour, Upside Down and Sideways” illustrate our need for “equalizers.” 
Janet Wu, “Homeward Bound”


In this essay, Chinese-American Janet Wu writes vividly of discovering and then building a relationship with her grandmother in China. She explores the themes of heritage, cultural barriers, identity, and family bonds. Students might share their own stories of a bond with a special family member. First- or second-generation immigrants in the class may be willing to speak about family members who remained in their country of origin. Do any cultural differences exist between them and their relatives? Are these a problem or a plus? Wu’s essay also raises issues about the elderly. What can we learn from older people? Which customs are worth preserving and which are dated or even dangerous? How do different cultures celebrate or avoid aging?


You might work on chapters on narration, description, or comparison-contrast before assigning this essay. Consider pairing Wu’s essay with Cisneros’s “Only Daughter” and Walker’s “Beauty: When the Other Dancer Is the Self” to explore women’s roles and family connections. Or examine the way social barriers and even success can come between family members by pairing this essay with Staples’s “A Brother’s Murder.”  You might also use this essay, along with Bragg, Cisneros, and Mukherjee, for a thematic unit on identity and belonging.  Paired with the essay by Dumas, this essay would also be appropriate for unit on aging.

Anna Quindlen, “Freedom’s Just Another Word”


In this persuasive essay, Quindlen argues that America should make voting in elections compulsory rather than voluntary and actually fine citizens who shirk their responsibility by staying home on election day.  You could introduce this essay by having students tell whether they vote and then explain why or why not.  Ask students to list and summarize each of Quindlen’s arguments in favor of mandatory voting.  


Or try an exercise in which you divide the class into two sides: those, like Quindlen, who favor compulsory voting, and those who favor the current voluntary system.  Then have each side generate reasons in support of the other side’s position.  Have students play devil’s advocate in order to give them practice in understanding the opposition’s views.  


Work on persuasion could precede or follow this essay.  Consider having students compare its introduction, style, tone, and approach with the persuasive essays by Levin and Bacorn.  This essay could also work well with work by Cox, Taub, and Levin for a unit on social rights and responsibilities.  

Michael Levin, “The Case for Torture”


This strong persuasive essay, which justifies the use of torture in certain situations, is sure to provoke spirited debate among members of your class. First, ask students to explain the exact conditions that, according to the author, warrant the use of torture. Then, have students generate a list of the author’s supporting reasons, and identify how he attempts to refute opposing arguments. Finally, ask the class to evaluate Levin’s arguments. Do they appeal to readers’ emotions, intellect, or both? Are they convincing or too extreme? Do they sway students to accept his viewpoint? In particular, ask students to consider the effect of Levin’s use of rhetorical questions and assertive word choices. If you are comfortable doing so, you might also have students consider whether their reactions to this essay might have differed had they read it before the 2001 terrorist attacks on America.


Work on persuasion should precede your discussion of this essay. Your students might compare the tone and approach of this essay to those of Bacorn or Quindlen. This essay works well in a unit on social rights and responsibilities, with work by Taub, Cox, and Ferguson.

Alice Walker, “Beauty: When the Other Dancer Is the Self”


Students are usually eager to discuss this essay, which touches on many important themes, among them the power of a disfiguring experience, family denial, and personal healing. Walker employs a series of short narratives to tell her larger story, held together by the refrain of her family’s denial that she has changed. Have your students select several of Walker’s narrative vignettes that they consider especially strong, noting effective description and articulating the point of each mini-narrative. Ask them to enumerate the ways in which Walker did change or was treated differently. Why did the boys in her family keep their guns and go on to own more deadly weapons? For interesting discussion or writing, ask students: What have you realized about yourself as you have raised your children?


You may want to assign the chapters on description and narration before students read this essay. Consider pairing Walker’s essay with Wu’s “Homeward Bound” to examine family connections and female relationships. You could also pair Walker’s essay with Frazier’s essay on personal triumph.

Quotation Bank


The Quotation Bank that concludes Evergreen with Readings consists of 54 wise and witty quotations by a broad range of authors, classified under the headings Education, Work and Success, Love, Friends and Family, Ourselves in Society, and Wisdom for Living. Use these quotations to stimulate class discussion or inspire students to write. Use your creativity to tie the Quotation Bank into class work on illustration, definition, contrast, cause and effect, summary and quotation, exact language, and so forth; for example, have groups of students read through the quotations, choosing one to illustrate with examples from their experience.

V.  NOTES ON THE ANCILLARIES

Available on adoption of the text, the following ancillaries provide the instructor with excellent support and increase teaching options. New with this edition are an expanded Test Bank, with diagnostic, mastery, chapter and unit tests, and WriteSpace for Evergreen, which includes hundreds of online practice exercises. The Evergreen Online Study Center and Online Teaching Center provide a range of resources for students and instructors. 
· Instructor’s Annotated Edition, with Teaching Tips, ESL Tips, and answers to chapter practice exercises 

· WriteSpace for Evergreen, a Blackboard-enabled course with online learning modules, interactive exercises, diagnostic tests, multimedia exercises, and more

· Evergreen Test Bank, expanded to include tests for every chapter in the book, available on CD-ROM or downloadable from the Online Teaching Center

· The Evergreen Guide to Teaching ESL Students, authored by Dr. Donald L. Weasenforth, available in print or online at the Online Teaching Center

· Evergreen Online Teaching Center includes a downloadable version of the Test Bank, The Evergreen Guide to Teaching ESL Students, this Instructor’s Resources guide, the Student Answer Key, creative teaching ideas and links, grading rubrics, plagiarism prevention help, and a PowerPoint Slide Package

· Evergreen Online Study Center includes interactive ACE quizzes with immediate help and feedback, ESL Corner with additional ESL quizzes and resources, information on avoiding plagiarism, additional writing assignments, 20 printable outlines to help students plan and write 20 types of paragraphs and essays, enjoyable “What’s Your Visual IQ?” exercises to help develop critical viewing skills, and career exploration resources
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