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INTRODUCTI

Reading Icnald Stewart's '"Composition Texts and the

Assault on Tradition," Colleze Composition and Communication,

29, Yo. 2 (May, 1978), an anaiysis of ihe extent %o which
new theory has been incorporated into college rhetorics,
I wondered why no comparable review of elementary school
textbooks had been undertaken. In grade schcol, particularly
in pre-junior righ years, children begin to pattern their
writing behavior and to establish fundamental writing prac-
tices on which they will build their later compcsition skills.
Since teachers frequently feel unprepared or irncapadle of
devising their own writing materials or programs, Tcst
classroom writing originates in language arts textbooks.
I felt it necessary, therefore, to examine the theoretical
bases for the practices the growing writer confrontis in
these texts.

This report, therefore, examines the principles and
assumptions about composition which permeate three elementary

language arts series: Languzage for Jaily Use, Harcours,

Brace, and Jovanovich, 1973; the Laidlaw language ZXperiances

Program, 1972; and Communicatirg, Heath, 1973. The first

of these is used by grades four, five, and six in HMannattan
and Junction City, and is therefore, oI some local interest,
It and the Laidlaw series were also recommended as leading
sellers by naticnal specialists in larnguage arts education:
Rita Hansen, Chicago 3card of =Zducation mesmber; Rudirne Simas,

Associate Prcfessor, Amherst School of =zZcucation; and #ary



FcDonald Zerris, Associate Professor of Currizuluar and
Instructicon, Kansas State University School of Educatiorn.
They were also evaluated by bonald H. Graves in "Language
Arts Textbooks: A Writing Prccess zvaluation," Language
Arts, 54, No., 7 (Oct., 1977) 817-823%. He reported the number
and kinds cf writirnrg activities found in eight language arts
texts at the second and fifth grade levels, The Heath series

was suggestied as a leading seller by Simms, Harris, and Graves,

b

Specifically, this paper is concermed wita vestig T classi-
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cal and nineteenth century theory or evidence of familiarity

with mcre contemporary views in these series.
This report summarizes classical, nineteenth century
traditional, and current theory on invention, arrahgement,

and style. ZFour modern approaches to invention are examined

a revival of classical theory; Xenneth Burke's pentad;

Gorden Rohman and Albert wWlecke's prewriting; and Richard
Young, Alton 3ecker, and Kenneth Pike's tagmemics., {lassical
raetorical patterns, Alexander Zain's concept of the organic
paragraph, and Winston WYeatzers' new options for organization
provide the basis for examining assumptions coacerning
arrzngement., Stylistic emphases--traaitional concerm for
restricted levels of usage ard mechanical accuracy or mcdern
treatments of syntactic fluercy (free modifiers, sentence
combining )--are examined last. The canclusion of the paper
attempts to determine the extent to which this theory can e
found in eacn series, and evaluat*tes its appropriaterness Zor

teaching composgiticn o pre-junior high students today.



Backgroundl

From classical rhetorie come the territorial markers
wnich wiil be used as points of analysis later in this paper.
Tne classical divisions of rhetoric--invention, arrangement,
style, memory, and delivery--were devised to study persuasive
discourse. for the purposes of this paper we will cmit
"memory" and "delivery" which are more applicadble %o oratory
than to written composition.

The first of these parts of rheterie, "invention," is
concerned with the methocd of finding arguments. Aristotle
divided these arguments into twc categories. The firsz
modes of persuasion were termed non-artistic GTecause th
orator nad simply to lccate and use these availatle modes of
persuasion; he did not nave to2 imagzine Itzem. Ihese included
laws, witnesses, contracts, and information fron torture and
path.

Aristotle's second kind of argument, the artistic,
was divided into three categories cf appeal: ratioral,
emsctional, and ethical. Rational appeal involved deductive
reasoning (drawing conclusions from affirmative or negative
statemenis )--the syllogism of logic and the entaymeme of
rhetoric; or inductive reasoning {making generalizations
from a number of analogous facts)--the example of rhetoric.
The rational appeal was made to tne Intellect, reascn, sr

understanding of the audience. In exerecising emcuional



appeal, Aristotle recognized the influence of passion on

the listener's decision-making prccesses. Zthical appeal
meant establishing feith in the spezker himself, and therefore,
also in his word.

In order to find material for these three varieties of
appeal, classical rhetoricians devised the Topics. These
Topics were gereral headings that suggested possitle material
or methods for develcping a subject. Some of the common
Topics, revived and modernized, are still iz use today as
types of themes or essays, ircluding comparison, cantrast,
definition, and analysis. These ccmmon topics which were
applicatle to any occasion, subject, or tyrpe cf speech, have
been organized by Corbett as follows:

Definition
A. Genus
3. Division
Comparison
A. Similarity
Ba Difference
C. Izgree
Relationship
A, Cause and Zffect
B. Anzecedent and Consequence
C. Contraries
D. Contradiction
circumstance
A. Possible and Impossible
B. Past Fact and Future Fact
Testimony
A. Authority
B. Testimonial
C. Statistics
D. MaXims
E. Law
F. Precedents

In addition, .Jristctle mentions gspecial Topics for each of

the three kxinds oI persuasive discourse: deliberative,



judicial, and ceremcnial. Once committed tc a specifi
kind of rhetorical activity, the speaker woull xnow his
cbjective and his general direction in planning arguments
to reach that goal.

The second classical division of rhetoric was arrangement,
cr effective organization of material. Aristotle felt that
only the statement and the proof of the case were necessary,
but that practicaily an intrcduction and conclusion were zlso
useful. The author of the Ad Herennium set up six paris:

(1) introduction; (2) statement of case; (3) outline of
points of arzument; (4) proof of case; (5) refutation of
opposing argument; (6) conclusion. It is importan: to
remember that rhetoricians used their own judgment and
imegination in adjusting this scheme to fit their reeds.

The third division of classical rhetoric was style.

Quintilien assigned functions to *he thres fundamental levels

of style. Hde found plain style suited for insiruccting;

2

midcéle style for meving; and high style for charming. These

-

sourd clcsely related tc the three varieiies cf appesl.

Q

Classical conziderations of style were based on appropriateness
to a zgiven situation. One of the elements of style was word
chcice, involving correctness, clariuy, appropriateness.

Style also concerned the compesing of words in rnetorical
periods (clauses and phrases). This meant correc* syniax

and sentence patterning; proper use of transiticnal devices;

euphony of sernzences Ly plea

4

ing scunds and rhytane, Arg,

0]

cf eccourse, *the tropes ancd figures wsare anoiher subliect



under the consideration of style. Criteria for marking these
stylistic choices were: purpose, subjec:t matter, aucience,

cccasion, and the speaker's perscnality.
H#itz this classical civision of rhetoric as bacxkground,
let us examine other historic directions ir these three

areas of invention, arrangement, anc style.

Theorv of Invantion

The subject of invention has again received considerable
attention in recent years, Urlike the Aristotelian $opics
which were designed for recall cf any knowledge in the world,
rewer systems are commenly based on the discovery s ideas.

A student who may have a limited repertcire of ideas c¢cn a
given subject because of a lack of experience or reading,
may not know how to approcach a subject to find what ne
already knows about it. Tactics for discovery are important
to such students.

tne of the relatively new heuristics is Kenneth 3urke's
pentad of dramatism--a five-term formula, using human moti-
vation as a foecal point for inventing material prior t=o
writing. These probes are the generating principles of

investigation in A Grammar of Motives (Y¥ew Ycrk: Prentice

Eall, 1945): (1) act--wnat took place (thought, cdeed);
(2) scene-=-background or situation; (3) agent--person or xind
of person who performec act; (4) agercy--means or instrumernts

used; (5) purrpose--reason for action. These appear %o be



closely related to journalistic guestions--who? wnat?
where? why? how? when?. 3ut Burke's procedure allows
for more complex analysis. dis terms and taheir referents
often interpenetrate and overlap to provide original
insignt. The complexity of aralysis aiso depends upon
the writer's perspective, or the context in which the term
is used. "War," for example, may belong to any of these
probes. Richard Young explains now the function of Aristotle's
Topics and Burke's pentacd differ:
The topics are aids in discovering possible argumea=s
in support of propositions; the pentad is an aic in
digcovering essential features of the behavior of
groups or individuals. The toplcs are a rhetorical
means for proclaiming substaatial unity with others;
the pgntad reveals the motives implicit in rhetorical
.acts. '
Prewritirng, as a special set of discovery techrniques,
was developed by Gordon Rohman and Albert C. Wlecke, Their
heuristic relies on a view cf composition as a linear ard
mentalistic process. Everything in the writing process htefore
an idea is ready for the page is termed "prewriting."
Rokman and wlecke emphasize the conceiving and develcping
cf ideas=--the creation of thought--the patternirg cf experience
that precedes, anc¢ in fact, causes goecd writing. They believe
this creative process can be encouraged, if not taught, by
jourral writing, principles of meditation, and use of analogy.
The intent of pre-writing is to enable the szudert to discover
his own creative powers, This differs from classical in-

vention which aims to discover tne available means of



persuacing an audience.

‘he journal is described as a2 privaze record of the
mind in which a student concentrates on the concrete details.
0of nis life to achieve a personal sense of reality. They
suggest that this technique encourages the student to
experience vital involvement with his writing and to over-
come nis inkibi<tions to think his owa thoughts, unaffected
by extrinsic stardards of goocness often imposed upon
student writing.

The meditation is based on the assumption that "writing
is a personally transformed 'conversion' of an 'evert' into

an 'experience.‘"4

It is a means of discipliring irsight,

by giving meaning and form tc thought. In the meditatizcn,

a kxind of puzzle exercise, the student attempts o provide

answers to a set of given questions about a2 zopic, and thereby

to change experiences "from things happening %o us into things

happening in us.“5
The analeogy refers to "that principle of all human

knowing whereby we are enabled to Xnow anything in our

present experience tecause we relate it {o something already

known (categorized) in our past.“6 Exercises using analogy

provide an opportunity for students to experience new conceptual

relations between things by imposing one set of experiences

on ansther., 2Ry juxtapositioning two unrelated subjects,

des2ribing one in terms cof the other, students disccover new

perspectives. The resemblences he finds provide him with

newly-organized things to say about his subject.
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« Young, Alton L. Zecxer, and Xenreth
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L. Pike comes still another procedure for the discovery of

idezs. Their took, Rhetoric: Discovery and Change (JNew

Yorx: Harcourt, Brace anc World, 19792), gives six maxics

k4

wnich serve as thecretical underpinnings for a nine-celled
matrix (shown on page 12).

Maxim 1: "People conceive of the world in terms of
repeatable units" (p. 26)., This fact accounts for our abilit
+o recognize things, people, and eventits. Cur language,
similarly latels and unitizes our exper rience.

faxim 2: "Units cf experience are hla-archlcal‘y
structured systems" (p. 29). Every unit is part of a larger
unit. This knowledge enabies us to focus on experiexnce in
different ways.

Maxim 3: YA unii, at any level of focus, can te ade-
quatly understcod only if three aspec*s of the unit zre xnown
(1) its contrastive features, (2) its range of variaiicn,

(3) its distribution in larger contexts” (p. 56). This maxin
identifies a tri-modal structure of behavior. Consider the
subject of teaching swimming to handicapped children. Xumber
or.e leads us to ask, "Is teaching hancicapped children to
swim different from teaching cther children to swim?" lumter
two leads us to consider differsnces in kinds of nencicaps,
cays of the week, or individuals. Xumter three corncerns

itsel?f with this teaching experience zs it relates =to the

wnole swimming program, the entirety cf life experierce, etc.



faxim 43 "4 unit cf exrerience can te viewed as a
particle, or as a wave, or as a [fi=ld" (p. 122). Thess terms

identify the DerSyeCJlVE(S; brought to the eXpsrience %y the

individual., "Parsicie" is a view of tre unit as static cr
specific. "Wave" i1s a view oI the unit as a cynamic prccess.

And "field" is a view of the unit as a system, part of a neiwork.
Maxim 5: "Change betweer units can.-occur only over
tridge of shared features" {p. 172). The writer is asxed by
this maxim tc find some common ground with nis audience anid
to explore it. As in clzssical rhetoric, the exphasis here

is on audience identification with the writer I+ is tre

O

ct

writar's task to break dowm xistrust. By admitiing the validi-
ty of some points of the opposing positicn, the writer reduces
threat to the opposing individual's identity, and gains his
confidence,
Maxim 6: "Linguistic choices are nade in re,atidn to

a univarse of discourse® (p. 301l). This approsch is not =z
ccnscious rule-governed anzlysis of finite sets, Intui<ion

is important in guiding irgquiry. 4An audience is cerelully

neasured., Wecrds are chosen wisely., For such aczivities

-

thsre can be no rules., Young reminds us that the results of
ary heuristic system are provisional because ncne is entirely
conscious ¢r mechanical. The operations c¢i any such procedure
are effected by intuition, experience, ard skill,

While classical invention is primarily desigred o

preduce psycholcgical change In the audience, and prewrliiting
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I

change in the writer, Young pcints out ia the same article,

tnat tagmemic invention, the heuristic he and his colilegues

-

nave designed, shares the focuses of bota:

The method is designec to help one carry cut three
activities when confronted with prohiematic ex-
periences: retftrieval of relevant information
aiready known, analysis cf prcblematic data, ancd
discovery of ordering principles, It is also
desigrned to help one discover features og the
aucdience which facilitate communication.

(

Young, Becker, and Pike's matrix (shown oxn page 12)
car. work to explore an already somewhat focused subject,
or can ve usel over and cver Zor furtner narrowing tc reduce
tae disparity in relationship of iceas to a particular proo-
- lem or topic.g

A particular conception of the composing“process-is
presuppesed by each method of invention, -Most comzon is
the four-stage linear conception: think, write, revise,
edit. This has teen mentioned in-cénnection with fiohman's
process of pre-writing, writing, anc rewriting. It is also
easy %o see similarity with classical rhetoricai divisicns
cf invention, arrangement, siyle, memory, and delivery.
from conceptual problems in whick *he writer's Ifscus shifts
repeatedly curing each cycle among content, style, and
structure. Such a conception appears to be closest to the

" p . 0
heuristic procedure of Young, Becxer, and Plke.l
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Contrast

THE HEURISTIC PROCEDURE

Variation

Distribution

PARTICLE )

View the unit as
an isvlated, static
entity,

What are its con-
trastive features,
ie., the features
tnat dJditferentiate
it from similar
things and serve
to identify 1t?

4) View the unit as

a specific variant
form of the con-
cept, t.e., as one
among a group of
instances that il-
lustrate ths con-
cept.

What is the range
or physical varia-
tion of the con-
cept, i.e., how can

7Y View the unit as

part of a larger
context.

Howr is it appro-
priately or typi-
cally  classiried?
What is its vpi-
cal position in
a temporal se-
quence? In space,
ie, in a séane
or geographical

instanges  vary array. in a system
without becom- of classes?

ing something

else?

WAVE 2) View the unit as 5) View the unit as 8) View the unit as
a dynamic object a dvnamic proc- a part of 3 larger,
or event. ess. dyvnamic context.
What  physical How is it chang- How does it in-
features  distin- ing? teract with and
guish it from merge into its en-
similar obiects or vironment? Are
events? In partic- its borders clear-
ular, what s its cut or indeter-
nucleus? minate?

FIELD 3) View the unit as 6) View the unit as 9) View the unit as

anabstract, multi-
dimensional sys-
tem.

How are the com-
ponents  organ-
ized in relation
to one another?
More specifically,
how are they re-
lated by class,
in class systems,
in temporal se-
quence, and in
space?

a  multidimen-
sional physical
system,

How do particu-

lar ins:ances of
the system vary?

an  abstract sys-
tem within a
iarger system.

What is its posi-
tion in the larger
system?  What
svstemic features
and components
make it a part of
thelargersvstem?
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Theory of Arrangement

The classical plan of organization for an entire persuasive
Glscourse is mentioned on page 5. .Historically, rhetoricians
have devoted much of their consideration of arrangement tc
the structure of paragraphs as identifiable parts of a piece.

Alexander Bain introduced the paragraph into rhetoric
as a unit of disccurse in his 186& English Composition and
zhetoriz with these rules:

1) Explicit Reference: The tearing of each sentence
upon what precedes shall be explicit and unmis-
takeable.

2) Parallel Construction: Ccnsecutive sentences
that repeat or illustrate the same idea should
be formed alike, as far zs possible.

3) Topic Sentence: The first sentence, unless
obviocusly preparatery, should indicate the
subject of the Paragraph.

4) Consecutive Arrarngement: Each statement shculd
Tollow the plan cf the Paragraph and be in its
appropriate place.

5) Overall Unity: A Paragraph should posess Unity
which implies clarity of purpose and forbids
irrelevancies enc digressions.

6) Subordinatiorn: As in the Sentence, the Paragraph
should maintain a due proportion between <he
principal subject and subordinate statements.ll

Paul Rodgers, Jr. cites these rules as the source of ncdern
paragraph theory. He says such long-standing theory views
the paragraph as:
an organic structure distinguished by the gualities
of unity, coherence, and emphasis; devoted to the
amplification and enforcement of the single idea
announced in its %opic sentence; ccamposed cf sentences
organically conceived; anc itself participeting in
the larger organic structure of the discourse.iZ
Wington Weathers' conception of the paragraph differs

from 3ain's view of the paragraph as a self-contained unit



=l ifa

of writing, governed by predetermined principles of structure.
Weathers sees the paragraph as a subdivision of the total
discourse whose shape and size are depencernt upon the
autaor's intended effect for the entire piece of writing.
In The Strategy of Style {Yew York: McGraw Hill, 1967)
deathers demonstrates, by the flexible paragraphing of
professioral writers, that the paragraph need not be a rigid,
limiting convention. In place of 3Bain's strict rules, he
gives general directions for working paragraphs. His text
suggests: "Think of your major ideas as paragraphs...
don't let the paragraphs dominate your thirking to such an
extent that each seems an isolazed discuséion...each paragraph
should consider avdifferent part of the thesis...“13 de
édoes caution that parsgraphs should be controlled by orderly
construction around a topic sentence.' He adds that this
topic sentence should name the subject, limit the paragraph
by a suggestion of its &etails and their order, and provide
transition from the preceding paragraph.

Weathers then offers aiternatives for location of
topic sentences and demonstrates positicning of the topic
sentence appropriate tb various writing occasions. Ee
suggests the topic sentence may be located at the first or
last of the paragraph, may be in the middle of the paragraph,
or may be unstated, but it should be placed where it hest
serves tae paragraph. Lastly, 2ne rezinds studeats that
paragraphs snculcd be fully cevelsped, anc that most should

-eonclude with a2 terminal senternce.



dhile Weather's paragraphiag guidelines move sone
distance from Bain's paragraphing rules by a rnew emphasis
on the relationship of the paragraph to the whole uni+t of
discourse, the principles of arrangemert sffered by toth
gentlemen are grcunded in conventiocnal conceptions of the
paragraph., Weathers moves further from these in "Grammars
of Style: Yew Options in Composition,”™ Jfreshman English
Xews (Wintef, 1976) 1-4, 12-18. He calls for offering
students greater opticns in all aspects of the compcsing
process, but particularly in arrangement--in the creation,
selsction, and adaptation of form appropriate tc content.
de nclds that this will increase the student's capacity for
self expression.

Miles Myers refers tc Richard Chmann's coumments cn
the need for new forms:

The classical speaker sees the world clearly,
"states from the beginning the point re wishes
to make, and then presents a systematic proof
and development. But the modern speaker sees
the world in flux, vaguely, asking his readers
to join him in an exploration of the way things
seem to be, admitting the subjective_characier
of whatever he thinks he might know.

¥yers cites an example of how a stucdent's sense of form may
kave changed as represented by today's movies, Earlier
films, he says, established a situation and the story worked
its way to a resolution. Movies tccday may begin in the
middle, flash back, stop, anc force the viewer to impose a

story line on what he sees.15



Jeathers, taen, in an effort to meetl contemporary needs
for alternative forms, describes some new opticns of arrange-
mert, providing examples tc cdefine terms. The folliowing is
an overview of his Grammars of Style: FNew Opticns in
Composition.*

ine first of these alternatives cited by Weathers is
the "ecret," a furndamental, independent unit minus transitional
relasion to "ecrois" that may precede or follow. they allow
for abrupt chaage in thought and resulting leaps in lecgic,
Seemingly unrelated crots are urirfied, not by any ordered
sequence, vut by the over-all effect of the conposition.

The seeming unrelatedness of crots suggests the fragmentation
of contemporary experience.

A Yecrot" may te written as a traditional sentence tyre,
as a labyrinthine sentence ("a long complexX sentence, with
a certain 'endless' quality %o it, full of convolutions,
marked by appositives, parentheses, digressions.")(p.l2), as a
senterce fragment ("freguently a single word or a very shert
phrase of only two or three words”) (p.jR), or-as a comtination b
these. The labyrinthine sentience corresponds to the complexity,
confusicn, and talkativeness of tcday's society, while the
fragment suggests separatiin and isolation.

The "list™ is a series cf seemingly unrelated itenms,
independent of sentence structure, arbitrary in sequence,
presented in straight readirng line or cclumnar fcrm. The
reader must consider and evaluate the list without comment by

the writer.
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"Touble-voice" reflects our society's stereophonic,
multi-media disposition. Presentation may be in straight-
line form, parallel columns, or ccmbinations of these,
deathers says doutle-voice may be used by writers

*...when they feel that they could say this or that

about a subject; when they feel that two attitudes

toward a subject are egqually valid; when they wish

to suggest that there are two sides to the story

(whatever the story may be); when they wish to

distinguish between their rcles as (a) provider of

information and data, and (v) commentator upon
informaticn and data; or when they wish to effect

a2 style "correspording" to ambiguous realities,"d©

"lepetition" is used as a binding device to compensate
for discontinuity in these new optioans of arrzngerent,
Weathers lists three forms of repetition: simple repetitions
(individual words); refrains (phrases and sentsnces); repetends
(words, phrases, cr sernteaces). All reflect the irevitable
recurrence of experience.

In traditional arrangement, time is considered carono-
logically. Not so in a synchronic concep*ion of writing.
“Synchronicity™ (two things going on at once, ) may be achieved
by doutle voice and repetition, the double-column lisz, or
the labyrinthine sentence. It can zlso make ase of present
and present historical simultanecusly withcut using +transition
to show relationships, resulting in non-sequiturs which upset
traditional logical patterms. Scrambling sente:nces, para-
graphs, and crots out of ordinary time seqguences also achieves
synchrcricity--ever.ts are indistizguishable in crne large time
frame. Jeathers says syncaronicity corresponds to the "time=-

lessness of eventd' (p.I5).



.

"Collage/montage™” is a reaction against traditional
categorizing for analysis, Instead, diverse elezents (as
those mentioned above) are grouped together ia an effort +>
synthesize. Disparate communicative units cf different time
periods, subject matter, sentence style, dicticn, texture,
or tone are brought together to create a whole--a collage.
Units of a montage are less fragmental, and may be multi-
genre compesitions.,

deathers believes that offering studentis more organiza-
tional options from which to chcose opens more options for
communicating with others. DPerhaps more taan cther theorists
who offer their own judgements about what properties well-
ordered discourse ought to exhibit, Weathers attempts %o
discover reasons for the effectiveness of differeat patterns.

Richard L. Larson in "Structure and Form in Non-Fiction

Prose," Teaching Composition: Ten 3ioliographical Essays,

stétes that many suca fundamestal criteria for the writer's
choices regarding how parts of paiterns interact, what
sequence of steps o use in composing, and the values of
different structures remain to be investigated. "torm,"
says Larson, "may not be the message, but it interprets the

(]

message while relaying it. "’

Theory of Style

Here we find ourselves impaled upon the horrms of zn

cld dilemna--are form and content distinguishable? Louis
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T. Milic in "Theories of Style and Their Implicatiors for

the Teaching of Composition," Contemporary Zssays cn 3tyle,

ed. Glen A. Love ard Michael Payne (Glerview, Illinois:
Scott, Foresman and Company, 1959) 15—2C, comes to our aid
.in classifying what ne sees as the "only three real theories
of style.“18

e states the most familiar first: +the theory of
ornate form, or rhetorical dualism. Originating with classical
rhetoricians, this view implies that ideas exist separately
from words and that a variety of styles, including grand,
plain, middle, and low, can be applied to ideas to suit the
occasion.

Milic describes the second theory, the individualist or
psychological mornism, as having its origin in Plato's con-
ception of the gqod man whose goodness is expressed in his
action. The modern version, Milic suggests, descended from
Montaige's disdain for affectation. Such theory mzy te
interpreted to mean that writing is a natural expressiocn of
the writer's personality.

Crocean aesthetic monism, an crganic view whicin denies
separation between form and content, is the third theory
Milic presents. Ia this view of the ccmposition as a unified
whole, meaning is ail; style is nonexistent.

We are interested in the implications of these theories.
Milic says the composition teacher must selec*t Ifrom these
theories, that an eclectic approach (as is used oy some

textbocks) will znot work. Je then demonssrates implications
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of the three respective theories,

The basis of the theory of omszte form is the belief in
the separate existence of content and form. "The writer
intends to express something (idea) and he siruggles with
possibilities until he finds the formulation which best
expresses it.“lg Pedagogy based on this theory asks the
student to clarify his thought befcre writing, and to correct
and revise according to an absolute sitandard until it is
embodied in the "best" possible language. Classroosm assign-
ments, says Milic, which require imitation of the distinctive
style cf a particular writer, cor writing the same paper in
a variety of styles derive from this theory.

- Milic believes the second theory, the individualist,
allows little for the composition tsacher to do. Since
style is the expression of persorality, the teacher can
cnly encourage natural, full expression which is as grammatical
28 possible. "None of the usual tactics used in composition
courses have any real bearing here," continues Milic, "except
perhaps finding a subject on which the student can perform
competently.“zo |

Tr:e third, Croce's organic theory of style, denies any
separation between form and content. And if noc form exists,
Kilic points out, the student's means of expression cannct
be discussed or improved. "The powerful trend to the study
of linguistics [whose subject matter is language i%self]
and substantive matters inr composition courses of late years

may find its source in the uncoanscious adoption of this
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unitary view. Milic finds little evidence, however,

3

that such an approach has improved performance levels i

1y

English composition. In addition, the complex nature o
such linguistic stucy makes for few qualified teachers.

"For teaching," concludes Milic, "a dualistic theory
seems to be essential, at least in the early stages, until the
maturing of the literary perscnality has had an opportuxnity

to influerce the student's style." (And) "+to aid instruction
in the mechanism of expressior, a systematic study of liznguis-

el wo peldepes bhak

tics may also have a significant place.
stucents must be iade aware of the options that language
offers in order to make competent choices. Winsion Weathers
"agrees in his cdefiniticn of style: "Style is the act of
choosing, and one cof ocur tasks, as writers and teazchers of
writing, is tO'idéntify as many compositional choices as
=
possible."™~
An historical review cf fuadanental grammatical and
syntactic theory is useful, at this point, for establishing
the bases of these compositional choices. The first English
grammars were written during the eighteenth century ic
establish a precise standard for the aspiring middle class,
icbert Lowth, who bslieved the purpose 2f a grammar o be
propriety and correctness represented this prescriptive
philosophy. Lindley Murray then ccdified and simplified such
eighteenth ceatury attitudes and arbitrary rules and fixed

them in aineteenth century textbooks, where, in many cases,

they renain tcday.



=99

Within this framework of traditional grammar, the view
orf formal usage and 1i terary language as superior prevailed
into the 1940's, when linguistic study began to reccgzize
the legitimate function of varieties of language in different
sccial situations. Jcan S. Kenyon's 1948 article, "Cultural
ievels and Functional Varieties of English,"” gseadings ia the

iaeory of Grammar, ILiane D. Borastein {Canmbridge, “ass.:

dinthrcp Putlishers, Iac., 1975) 333-339, discusses coafusica
¢f cultural levels (standaré asi substandard) and functicaal
varieties or styies. The latter, indepescent of e cultural
status of the user, range from fariliar to f£irmal axd are
each appropriate for their respective uses.
Martin Joos further develops:Z the concept 0f fuanctionzl

varieties in The Five Clocks (Yew York: EHarcourt, Brace azd
World, Inc., 1967), and in "Zcmeostasis in English Ussage,"

Readirgs ir the Theory of Grammar, Diane I. Sornsteiz (Cambridge,

Mass.: Wintarop Publishers, Inc., 1576) 340-243. He poiats
out how we shift back and forth teiween siyles or registiers
(frozer, formal, consultative, casual, intimate) to suit
occasion and audience.

More recently, William Labocv, a sociolinguist working
within the transformational grammar frameworkx Iound, as he
presents in "The Study of lonstandard English," Readings in
the Theory of Grammar, TIiane D, Borastein (Cambridge, ¥ass.:
dinthrcp Publishers, Iac., 1975) 346-372, *hat cultural aad
functional varieties of Eaglish are 20%t actually incependent.

ze also points cut that non-stascdard dialects are just as
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systematic as the standard rules o language.

In light of these historic approaches to fundamen<tal
- grammatical and syntactic theory, several newer desigas fer
teaching syntactic fluency have been created. This does act
necessarily mean instruction in the complexities cf linguistic
theory, but means rather increasing students' ability to
express ideas in appropriate sentence sfructures. Jfrom
modern linguistic study come two approaches to teaching the
corcept of syztactic flueney: free modifiers rfrom Francis
Christensen, and sentence combining from Johrn Mellon and
Frank O'Hare,

Christensen's essay, "A Generative Rheforic of the

Sentence," lotes Ioward a New Rnetoric {Xew Yorlk: darper

and Row, 1978) 23-44, is based on the premise that: "“he
rhythm orf good modern prose comes about equally Ifrom the
muitiple=-tracking of coordinate coastructions and the
downshifting and backtrackisg of free modifiers."4
Christensen believes the use of traditional rhetorical class-
ifications of sertences (loose, balanced, periodic) in the
teaching of composition has led only to semantic cosfusion.

He holds that “the founcation...for a generative or productive
rhetoric of the sentence is that composition is essentially

a process of addition™ based on the principle of "direction

of modification or direction of mcvement," and whose meaning

is stated in "levels o generality or levels of abstraction.“25

Christensen speazks of the advantages to his use of the

cumulative sentence:
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It is dynamic rather than static, representing the

mind thinking. IThe main clause...eXhausts the mere

fact of the idea; logically, there is nothirg more

to say. The additions stay with the same icea,

probing its bearings and implications, exemplifying

it cr seeking an analcgy or metaphor for it, or

reducing it to details. Thus the mere form of the

sentence generates ideas, It serves the needs of

both the writer by compelling him to examine his

thought, and tae reader by letting him into the

writer's thought.?

John C. Mellon in "Assumptions and Hypcthesis [of
Transformational Senténce Combiningl," Contemporary Rbetori
& Conceptual Background with Readings, W. Ross Winterowd
(New York: Harcourt Brace Jovanovich, Inc., 1975) 355-379,
proposes to enhance the growth of syntactic fluency by sentence-
combining procedures. His approach is tased on stucied
ocbservations of student writing which demonstrates taat a
child's cognitive growth results in fuller use cf grammatical
operations and produces developmental changes in sentence
structures--"that independent clauses grow longer, sertences
become more highly elaborated, that mcre subcrdination 1is
used, that a wider range of sentence patierns is emplayed,
or that sentences become on averzges more heavily and deeply

. 2 - ;
embedded.™ T In Mellon's practice probiems "the stucdent was
given a set of kermel sentences plus directions for combining
these sentences into a singie conplex statement, which he

n28 Meilon found that whiie

was then required to write out.
such activity improved student prcduction of more complex
santences, it did not affect their efforts to write pleasiag

essays for adult audiences.
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Frark O'Eare, in "Sentence Combining," Children and

Writing in the Elementary School: Theories and -ecknigues,

Richard L. Larson (New York: Oxford Universiiy Preess, 1975)
347-359, repor:ts that he employed some of Mellcon's same
concepts, but used differentifechniques to imprcve the
overall effectiveness of children's writing, Both gentlemen
measurecd seventh graders, but C'iHare believes his tecaniques
would be applicable to youager children as well, e sees
sentence-gombining practice as another means of expanding
choices of syntactic combinations and operations Ior the
young writer,

The real weakness in these new and admittedly productive
approaches to syntactic fluency is suggested by «#. doss
Winterowd. He believes such series of "dry run" exercises
produce syntactic competence isolated from purpose aaxd audiacce,
dinterowd suggests that siufents may de betier served by working
with their owa sentences within a rhetorical costext and by
evaluatizg how structures of cther writers are used to acnieve
specific effects.29

In fact, any stylistic study (of senience structure,
word choice, diction, usage) seems more valuable when +ihe
parsicular rhetorical situation is kept in mind. A student
may then determine effectiveness by mcre specific evaluation.
Regarding his use of language, for example, he may examine
its usefulzess in establishing his attitude toward nis
stbject and encouraging the same in his audieiace; he may

evaluate the accuracy with which he fits words to ideas; he



may caisider the advantages of general or abstract language,
specific or concrete language, ccntrastative or comparative
language. Let us examine then, the extent to which current

textbooks are making use of the above theories.



TEXI3CCK APFLICATION OF THmOKY

Invention

All the texts I examined handled both imaginative writing
(stories, poems,.gtc.) and functional writing (advertisements,
reports, etc.) I could not discern any apparent rationalé
for the order of presentatios of the various kinds of writing.
for this reason I will examine functional anc imaginative
writing as appropriate to discussion.

wWhile Language for Dsilv Use, Harcour:, 3race, anc
Jevanovich, 1973, offers frequent writing oppcrtunities
in its texts, it appears to spend little time stimulating
students! désire to write, or in tapping chilcdren's rersonal
resources in order that they might find material for their
writing. OCften the mode of writing under study in a given
chapter may itself be intended to prompt student writing.
Book 4, ch. 5, for example, is devoted te writing a tock
opinion of a recently-read book. The letter-writing chapter,
of course, requires a letter to one of the child's ows friends
(presupposirg he has something to say) and more imagirative
iletters to favorite historical figures. In other chapters,
reading a poem or story may be followed by cdiscussion of
some of the elements of literature, after which the child is
asked to write his own poem or story. Topics suggested for
these cémﬁdSitions-are generally conventional (such as the
fourth grade text's suggestion to write a Halloween story, )

but the more aktie students are allowsed to think of their
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own subjects. ILven taese assignments for imaginative writing
offer little assistance in helping the child think of things
to say.

3ook 5, ch. 10 includes an exercise which at first
glance appears to make use of classical invention. Students
are required to list a number of topic sentences of their own
device cn the board. These are then carefully examined by
the class to determine which could be best developed with
examples or reason3. Students are given little further
assistance or practice in hew to develop examples or reasons,
however, and the potentially useful method of determirning
gqualities of a workable topic is dropped with this specific
cempositvion assignment,

Classical invention also concerns itself with locating
infermation. The Language for Zaily Use series gives con-
siderable attention %o accuiring material for reporis. The
short intrcduction to using the library in 3ook 4 is expanded
in Book 5 to improve skills in finding books, using the card
catalogue, and gathering information from newspapers and
magazines, Interviewing is also studied--preparing questions
and outlining responses. lore time is devoted in Bock 6 %
findirg sources of information from home, classroom, lidbrary,
government agencies, and other organizations and experts.
Techniques of planning and conducting interviews are further

racticed by class dramatization. Students find more practice
in Dock 6 Ia using library and research materials, preparing

a bibliograpry, taking notes, and making outlires. These
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skiils are practiced as they plan repcrtis on subjects of
interest from science and social studies classes. Here is
one of these too=rare integrations of writing with other
subjects in the curriculum. The scope of classical rhetoric
was frequently much broader than a singular topic of dicourse.

The fourth grade chapter on giving reporis begins with
a sample exercise demonstrating how gquestions mey be asked
to acquire material to write about. The procedure is simply
making use of journalistic questions aand does nct appear to
provide for the more complex aralysis of Burke's Pentad.
In fact, the questioning device is used too briefly, and
this writing suggestion follows:

Think of a subjec®t that interests you. Be sure

it is nct too breoad. A4Ask your teacher about it.

If she approves, beg*“ to gather information for

a report.
Unfortunately, the student is left to wonder: just what
in my experience could possibly be interesting? How do I
know if the subject is toc broad? what mysterious criteria
aoes my teacher use to determine approval of my subject?
“he student is givea little assistance in invention by such
an assignment. It offers the student none of the instruction
in how to determine If nis sutject is workable, and how to
get it to work, that a heuristic like Burke's pentad may have
provideZ.

Yo specific kaowledge of Rohman and Wleckxe's prewriting
prccedures is evident in tzis series, aithough analogy is

used for a brief exercise ia the fifth grade peoeiry chapter.
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Under “he section, "Comparisoa axzd Color in Werd Pictures,"
children are asked to iden%tify human characieristics given
to things in poems. Then, prompted by the identifying of
human characteristics in pictures of a train, a barn, a
bridge, and a birch tree, they iry some personification ia
their own poems.or paragraphs.

Despite the lack of specific evidence of Rohman and
Wlecke's prewriting technigues, a number of <evices are used
to help students to get ideas before they begin to write.

Ir an assignment from 3ook 5, ch. 13 the child fiads a place
on a map and writes about an imaginary adventure to fnis
place. Such a visual aid helps childrea better focus their
thinking by greater corcentration on a single subject and

is thereby in keeping with the focusizg emphrasis »f Rohman

and Wlecke's prewriting pailosopky. The map assigament without
the map, for example, may provide much less incducemeant to
story writing. Enthusiasm for geographic study at this gfade
level, personal interest in the selected location, ana
information from the map itself (neighooring communities,
connecting routes, population or distance keys, terrain, and
rearby points of interest) may suggest more writisg naterial
than the simple assignmert, "Iretend you are going somewhere."
Ancther prewriting activity in Book 4, ch. 9 asks the child

to plan a puppét play. This activity evolves into a writing
experience as the child discovers a need tc compose his

owr. dialogue.



oI course, the textbooks themselves offer some visual
stiumuli to imagination. Illustrations of childrern, animals,
dinosaurs, dragons, unobbits, histcric people, space and
urderwater worlds may at ileast prompt thought or encourage
questions to be pursued in stories or reports. Zeachers'
editions of these textbooks suggest sources for juvenile
vooks: anthologies of poetry, folklore, legends, mytas,
fairy and folk tales, bviograpnhy, nistory, and fiction;
recordings ¢f poetry, songs, sounds, and rhythms; and film-
strips appropriate tc each chapter, which may be used to
promote writing. But as supplementary materials, the
initiative and innovation in using them remains the teacher's
responsibility, and the teacher, unfortunately, is given 2o
assistance in a2dapting these items to newly develcped
techniques of invention. For example, Young, Becker,
ar.d Pike's tagmemic heuristic, of which I found no evidence
in this series, may enable students to extract from this
wealth of suggested subjects, more valuable and expansive

material for writing.

The primary'goal of the Laidlaw Larguage Experiences
Program, 1972, is, as its title suggests, student irnvolve-
ment with language experiences. Its approach is compcsition
as activiiy--small-group and incdividual, oral and written
compo3ing. Lesscns designed to stimulate ideas andi creativity

cluster about such themes as tall tales, the family, herces,
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games, fslklore, the future, animals, travel, advertisiag,
and hobbies. Wwhile this emphasis on stimulating activity
would appear at first glance to foster creativity, little
assistance is given tc the chilc in the form of organized
schemes of invention to aid him in cultivating ideas anc
discovering something to say.

The classical emphasis on locating information is
handled by this program much as in the Language for Iaily
Use series. 3cok 5, ch. 9 includes an exercise wzich helps
chilcren learn where to look in an encyclopedia fcr answers
to questions like "How did Charles Lindberg beccme a herc
in 19277" and "wWhat was the population of the world in 1950?"31
They learn zlso the use of cross-reference and how to take
notes from encyclopedia articles. Their new skills zre
ther used to write make-believe news stories about famous
persons and to write travel advertisements for unusual
vacation spots. In 3ook 9, ch. 4, students expand their
skills ir locating material %to include use ¥ the card
catalogue, nonfiction books, reference books, magazines, and
pamphlets. They are then asked to take notes on an
historical person and, using their facts, tc compose an
imaginary letter the historic person may have writtea. Or
they may use notes to write a paper in which aa animal
tells about himself.

Questions are used coccasicnally in considering a sutject,
28 in 300k 5, ch. 5. A full-page picture of as+*tronauis oa

another planet prompts suci gquesticns as, "Why are they



there?" "What might they do or say?" "How might *the story
end?"32 There is no indication, however, of familiarity
with Burke's pentad.

Aohman and Wlecke's prewritiag techniques are not
specifically represented either. There is one use of anslogy
in Book 4, ch. 3, in which stucdents study free verse word
pictures created by makirg comparison. They are then
instructed to think of their own ccomparisons %o describe a
color, sousd, acticn, smell, expression, .etc.), but again with
no assistance in procedures for maxiag such comparison.

Lespite this lack, many activities designed to s*imulate
student iaterest and to eacourage their desire *o write,
precece actual writing in tne Laiclaw series., These iaclud
use of lists, murals, paaxtomime, puppets, interview, role
play, drawing, painting, improvisation, songs, posters,
collage, cartoons, mobiles, vulletin board displays, aad
discussion prompted by maps, famcus paintings, personal
experience, poems, sicries, tall talss, jokes, machines,
‘advertising, and hobbies.

"hese activities usually prompt a wealth of varied and
related writing experiences. Here is a sample of integrated
prewriting and writing activities from Book 4 based on the
theme of food. Children first discuss the descriptions of
food in a poem, "A Matter of Taste," by Eve Merriam. They
then discuss descriptions of their own favorite foods and
write menus which inclucde these, After studyizg iznstruciions

given to a cake decorator, they write food-decorating



-34-

instructions in small groups ard read them aloud while
other members atteapt to follcw their instructions in crawing
the food item., Yext, following a model recipe, they write
recipes for simple food they enjcy making. A tall tale of
"Paul Bunyan and the Hot Cakes"™ follows. Children then
write their own tall tales about foods they may like to
eat if they were one cf Paul's loggers. The chapter ends
with a poem oy William Wise, "AZter the Party," abcut a sick
o0y who ate tod much cake. An oral reading is followed by
an assignment to cecorate and write a get-well card for
the poem's character and to exchange cards wita classmazes.
Sote that the only stimulus to inveation in this typical
group of activities may be concentration on the singular
topic of focd. 3But no specific heuristic is sugges=ed =zs
a means of finding material for their descriptions, explana-
ticas, and verses.

300k 5, ch. 8 includes a study of the world's great
hero stories. ter reading and discussing a story from

3eowulf, stucents cdramatize tae story of Sigmund, research

other heroes (Ulysses, Siegfried, Recland, Robia Hood, Xing
Arthur an¢ his knights) and write an imaginary journal entry
as one of thnese characters. Here the classical discovery

of available material is combined with prewriting concentra-
ticn on vital involvement in writing. Perhaps incorporation
c¢f Burke's pentad into the activity woulé provide students

with even more ic say.
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Texts ir *this series include many other writing and
writing-related activities: writing and performizg singiag
commercials; planning a television news program; writiag
magazine articles; making up words to a singing game;
writing puns and riddles; changing a givea story into a
play with dialogue; writing a story to be read aloud while
pantcmimed; writing a script for a television commercial;
writing brief daily announcements as part of an adveritising
campaign in raymes and slogams; writing limericks, haiku,
cinquains, and free verse; telling a s*ory in dialogue from
a suggested situation; creating a folktale explaining some-
thing in nature that people have wondered about; writing
game rules, want ads, cdefinitions, and summaries. Again,
however, most of these assignments are mere sugges*ions
following discussion of a model. Many of these might have
been easily acdapted to various heuristic procedures,

Caly a few devices in the Laidlaw texts are desigaed to
activate the writing process. In 3ock 4, ck. 10 is an
exercise for starting exaggerated stories about commonplace
people anc trings. These are the instructions:

l. Or one piece of paper write a name such as

"a plumber," "Aunt Tiliie,"™ or "a baby ostricn.”
Focld the paper and hand it to a voluateer Irom
your class.

2. On a seccnd piece cf paper write the name of a
place such as "in the ccrmer," "in Scuth
America," or "on the moon." Fold trhis pager
and hand it tc another volunteer.

Select cne piece of paper from sach volunteer.
Write a story avout the person or animal named
orn the first paper. Have your story take place
in the place that was named on *the seccrnc paper.

Be sure to ;%clude an unbelievacle prcblem ia
your sitory.-

FIY
.
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In another exercise in 2ook o, ch. 4 children eXchange papers
aad try to develop each other's story beginnings.

Further aids to invention may bte fcund in a 1list of
audio-visual azids in the teacher's editions of these texts.

Pictures and photographs in these texts are perhaps more

modern and lively than those in the Language for Taily Use
1Y

series, but audio-visual suggestions are again leff untapped
by use of recently developed inventicn teschnigues. Aad
egpecifically, again, I could find no indication of tagmemic

invention evidenced in Laicdlaw's Languaze Zxperiences

Program.

The death ZEnglish series, Communicating, 1973, provides

learning experiences that enable the child to manipulate
relationships of structural elements. The teacher's editions
best explain the theory behind the series.

Communicating provides learning experiences that
enable the childé to experiment with itre stiructural
elements in relation to one another, sor example,
the main structural elements of literziure are
character, action, setting, and purpose. In the
past tae child was told what these elements are

d then expected *to parrot the definitiozs in a
test. Furthermore, educators selieved tha*t the
child would make use of trhis iaformation in his

further reading [and writingld. But in Communicating
the child experiments with and manipulates the
elements themselves in particular stories, thereby
puildiag on his cwn undersianding of +he structure...
Tewer theory assumes that the naind naturally works

in the following way: after a number of experiences
that underlie a concept cr a principle the human mind
puts ther together into an organized system of xnow-
ledge...The value of knowing the structural elements
of literature and laaguage has bteen persuasively
argued by Jerome Bruner in his Doox Igwarc z Theory
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of Instruction (which derives from studies of
Piaget and vygotsky). tructures give insight
into problems not considered vefore, providing
methods and huaches that enable the pupil to
generate valid solutions of ais own. The Heath
English Series, then, presents the material in
a way that makes use of the chiid's natural
generalizing 2bility."

It is these new insights to proovlem solving we are ccacermed
with here in our evaluation of invention as it is *treated in
Communicating.

The classical stress on locatizg iaformation is less
gvicdent in this series than in those we have examined apove.
2cok 5, urnit 10 does suggest researching a subject for ax
advertising campaign, but nc research techrijues are offered.

Instead, most units fﬁcus on a particular verievy o
literature, and language activities basec on these are

primarily oral., These oral activities which precede writing

exercises are more closely relatec =0 rewer Inventiorn heuristics

than are those of the first two series examired here,

Piscussion which follows each literaturas selection is
based on the theory identifiecd avove wasreby studsents
manipulate structural eslemsnts to generate iew ani perscnal
insights. This technique resembles Burke's analytic 1euristic
usirg the elemental proves: act, scene, agert, agency,
purpose. A representative example of this approach is found
in 500k 4, unit 13. The legend of William Tell is followed
by these questions:

The Characters

l. Suppcse you are William Tell zarnd are acous
to shoct at an apple that is cn your 3ca's head.

#ould\you do what William Tell dces or someshing
else?” Explain your answer,



2. OSuppose you are the scn of William Tell.
#oulcd you stancd still while ycur father shcots at
the apple? If you would, weould you %try to keep your
eyes open? Why or why not?

3. Tell a different legerd by making William
Tell's son a hero who inspires the Swiss to fight
for freedom.

The Actions

1. William Tell is a brave man. WwWhat things
does he do that show he is brave?

2. \Why do you think William Tell waits until
after he snoots the apple to kill Gessler? . iéhy
doesn't he do it with his first arrow?

3. Suppose he does kill Gessler with his
first arrow. ZIo you think the rest of the story
would probably te the same? I1f nct, how would it
be different?

The Setting

_ This story fook place hundreds of years ago.
Suppose it happened today. wkat differences would
this make in the story?

The Purpose

1., William Tell is a great hero to the Swiss.
His skill znd his bravery set a high examplie, which
is why his story has become a legend. Suppose he
xillecd Gessler with his first arrow. How co you
trhink this would hurt or help the legend?

2. A legend is a story that is tslc over and
over again, often with siight changes. For this
reason it is hard to tell what really happened and
what was mace up by a storyteller. +#nat parts oF
William Tell's story would you guess are mace up?
Why ¢o you thiank so?">

Literature used in these texts is selected to encourage
consistent experimentatior with strpctural elements and
thereby to promote 1) new ways of thinkiang which will trans-
fer to children's writing,-and 2) greater control ovar theée
elements in original coamposition. Literary selections are
grouped as Ifolktales, fables, plays, myths, poeiry, realistic

stories, fantasies, legends, and autobicgrephies. I found

ma T

the realistic stories, iancluding "4 Yice Old-‘rashioned



Aomance, with Love Lyrics and Everytaing" by William Saroyan,
and "The Use of Force" by wWilliam Carlos Williams, were
particularly suited %o stimulating new percepzions for
children. Because childrex nay identify with real 1ife
experiences, they can easily transfer new insights'to
evaluating their own perscrnal experiences--one of the above
goals of this series' literature selectioas.

Liscussion of these literature selections is fsllowed
by opportunities to apply personal observations about
structural elemernts to cnilcren's own writiag. For example,
an exercise ia Book 4, unit 5 asks the stucent to maks up
a realistic story by studying a ricture and ccnsiderirg
each of these things: ‘
#hat kind ¢f person is your main character?
What is his problem? what is happening?

. What happerned before anc what will _happen
after the action in the picture? °

W N
L]

An assignment in Zock 5, unit 1 requires the student tc:

Create a fable of your own Yy first choosing a
lesson. Then thnink of saome characters that will
naturally do scmezhing to illustrate that lesscon.
If you can't quickly taink of the right characters,
try another lessos.”

{Suggested lessons follow.) And Bock 6, unit 2 provides
these suggestions:

1. A good realistic story is difficult to tell.
3ut you mighterjoy patterning a story after
"Tae Use of Fforce," foliowing these sugzestions:

a. Choose a character whom you would

like to explain.

. Create a single action that reveals

the nature of your characuer.
2. Do act tell your aucdience wha* ycu think
atou? tnis character. ILet the action of your story
and the behavior of your character explain what he



is likxe. If your character seems good ané kind
ca the surface but 1is =zsciually evil cr sellish,
cescribe some simple zction that reveals his true
nature, He might be caught telling a lie, for
example.38

While all of these suggesticas are designed zs cral activities,
their concerm with motivation which relates them to 3urke's
tecmique ¢f invention, indicates they may also sarve well

to stimulate writing.

Some activities in uommuﬂ;batl 1g also resemble pre-

writing prccedures of Rohman and #lecke. In Bock &, unit 11
questions are used to stimulate a journal-type auictiographi-

cal arnecdote:

Marny people say that nothing has ever happeaed
to them and that they can't taink of anyihing worth
telling about. 3ut all people are intersesting. Zach
cne of us has interesting answers to tae following
questions. How would you answer themn?

a. How did you cdevelop the hazits you Lave?

b. dnat activities do yzu most anjoy? Wiy

do you enjoy cdoing them?
¢c. What are your ideas <f good and bac? Have
you. ever done aaytiaing you ware ashamed of?
Why did you do 1+t? Iid this experience
charge your bLernavwicr
iaportant “eop e

d, Whc are the most in yo""
iife? Why are they important to ysu? Wnat
have they done to saape your 1i fe?39

the artwork cf Communicating is the most imaginative
ard attractive of the three series, bu®t again lacks thz
value it may have if more extensively utilized by methods
of invention. In the Heath texzs, as iz *he first two series

L

examined, no evidence of tagmemic invention is apparernt.



Arrangenent
n Language for ITaily Use arrangement is conventionally

=i

taught. T us look at evidence of classical influence on
whole discourse first. This series' hancdling of functional
writing reflects Plato's "head-body-tail" conception of
organizaticn. To ensure this sequence and form, students
in grades four, five, and six rehearse the developmeas c¢f
topics from cutlines, Book &, ch. 7 reinforces earlier
suggested practices fer arranging a repcrt: "A zood report
should have an interesting beginning, a well-organized tody,
and a clean-cut conclusicn.“4o
Similar procedure growing out of the classical traditicn
for persuasive discourse is used to teach story-writing.
Book 4, ch. 7 presents a study of the parts of the story:
opening, development, climax, closing. Iittle s%tucent
imagination is allowed in arranging his own story. He is
asked to: "Choose a good title. Wwrite it correctly. Plan
an interesting beginning., 1List steps in the story. Icllow

them as you write.“41

Bock 5, ch. 14 provides a diagram
to show how cze action causes another in developing a stecry--
a reminder that a story must be a series of related events.
And advice from Becok o, ch. 11 sounds like the same familiar
pian for story arrangement: openiag, chain of events,
turaing point, climax, ending.

Bain's concertion of paragraph arrangement is closely
followed ia this series. This may be demorstrated %y Foox 4,

ch, 6, a representative paragrapn-writing chapter which



begins by defining the <topic sentence as a statement of the
main idea, and gives practice in loccating these. ZXercises
do demonstrate that not all topic sentences musti ccme at

the beginning of the paragraph, reflecting Weathers' pro-
vision for variation in arrangement. (Variation as appro-
priate to occasiodn is not suggested, however.) Still

in keeping with Baints paragraphing formula, students are
then asked to locate sentences that co not xeep tc the

topic in sample paragraphs. This work may be mcre profitable.
if extended to examining "misplaced" sentences in students'’
own writing. Next students discuss an ordered paragraph.
Chronology, logic, and subordination would be some reascons
they may mention for paragraph oraer, althcugk they would
not identify them by these terms. The student is then asked
to reorder jumbled paragraphs, an exercise reflecting

Bain's emphasis on consecutive arrangement. Again such
practice may be better applied to children's own rparagraphs,
which they are next asked to write.

The practice of outlirinrg each paragraph of a compo-
sition, as mentioned abtove, exemplifies Bzin's ccncern with
overall unity and subcrdinatior, although one wonders how
often students use such a struciured plan in preparing their
own writing. Like Bain's this series' emphasis is on
coherence in paragrapr plarning. 3Book 6, ch. .7 asks +these

questions of the student:

1. Zoes the first sertence hint at the tcpie?
2 Loes every sentence keep to the tcpic?

3. <Coes every sentence develop the topic? 4c
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tucderts follow mcdels ia planning, preparing, and
writing announcements, letters, conversasions, reports,
rayning and haiku poetry. While the fourth grade text
suggests that studexts write their stories gquickly when
getting ideas, this series' "think-write" organizational
scheme of models, plans, and outiines seems tc allow little

flexibility for meeting the varied needs of student composition.

Laidilaw's Language Experiences Program alsoc utilizes
the classical emphasis on the beginaing-midcle-eand arrange-
ment of whole discourse. This fact is eviden: in instructiocns
for both functicnal and imaginative writing. ChiiZren are
asked in Book 4, ch. 8 to write rules for beginniag, playing,
and eanding a game. In Book 4, ch. 9 an exercise ~equires
stuceats to write a catalogue advertisement for a machine
tkat would send a baseball back to a batter after he hits i,
They are asked %o consider informztion which might come
first, next, andé last in the advertisement.

Although strict fornulaic outlining is rnct introduced
until grzde 6, whe importance of organizational plans is
stressed in earlier texts., in addition to thcée found in
various chapters, mocdels for stories, letters, scripts,
poems, and reports appear in the appendices to these texzs
for individual needs.

Exercises are also designed to give assistance in plan-
ning. Instructions for expiaining an imaginary invention in

Book 5, ca. 3 inciude these steps for arrangement:
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drite two or three sentences naming the protlem
vour invention would solve. Write an exXplanation
of exactly how your invention would worx, After
the explaration, add a sentence or two telliag
why y03§ invention would solve the problem you
named.

Book 5, ch. 4 gives these directions for adding to story
beginnings:
1. You should try to give some explana*tion of what
was happening in the beginning of your story. s
2. You should also suggest to your reacer that
more inceresting things are abcut to happen.

5. You should not include arything that isn't ,
related tc what is happeniag in your story.”

4
Although a great deal cof attention is not given to the
paragraph as a separate and specific uzit in this series,
Bainfs emphaseé on coﬁsecutive arrarngement, urity, and
cnherence are evident, as reflected in the activity above.
In Books 4 end 5 the composition appendices for individual
needs provice exercises designed to aid stucents in keeping
to the sutject of a paragraph an< in putiing sentences in order.

The Laidlaw Language Experiences Program does not achere

sclely to Bain's paragraphing formula., When ouilining is
introcduced in 300k 3, ch, 5, it i3 done so cnly with Weathers'
allowances for variation, as these commen*s arnd questicns

for consiceration indicate:

Writing a real report is not always as neat
a process as it sounds in a textbook like this one.
At any time, you may have to change your direction
because something won't worx. Think abcut whether
this has teen true in preparing your sciexnce report.

1. Tid you have to chaage your topic at any point?
For example, you might have found that there
wasa't enough material available c2 your criginal
topie., Cr your reading might have caused you to
find a different focus.
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2. dere your original questions exactly thne same
as the ones you finally deciced to answer in
your report? Why or why not?

3. Why can you make a better outline on your topic
now than you could have when you tezan?

4. Io you think you might still maXe czasges in
your outllize while you arg writing the report
itself? Why or why not?4

3ecause oral language is primary to the Communicating

series, it containg little treatment of writtea arrangemest,

“here is occasional mentiorn ¢of the teginning-midile-end

classical tradition, as in the Zook 5, unit 17 remir.der io

fit an encding to a fantasy story. 32ut generzlly, stucdents
manipulate structural elements (characters, actions,
setting, purpose) with no specific guicdance in arranging
them. Weathers would be happy to no*te taat this series
ailows students greater freedom in selecting forms to suit

their individual compositicn needs. Questions following a

poem in 300k 4, unit 9 seem to cdemonstrate this concern for

choice:
There are just two sentences in the poem, If you
wrote these sentences on paper so they looked like a
snort paragraph, would rou still call them a poem?
Wwould you, K like them as well if they were writter
this way 749 :

And in Book 5, unit 5 these comments anc questions are found
#hen you listen toc someone read a story, you don't
hear anything that says, "This is the end of the
paragraph." In other words, when you listen to
scmeone taik, there really is no paragrarh. If we
don't need paragrapns in speech, why cdo we need them

in writing? ddow do tggy help us to understaand
meaning whien we read?®!
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Such consicerations, while not specific evidence of
weathers' theory, snare his concernm wita appropriateness

and variety in arrangement.

Style

This segment deals with classical (or rhetorizal),
grammatical, and syntactic censideratiens of style. Ieaders
will recall that classical concern for style was hased on
appropriateness of various stylistic elementis tc purpcse,
subtject matter, audience, occasioz, and perscaaliity of the
speaker. Elemerntis of style included language (word choice,
vocabulary), figures of speech, rhetorical periods {syntex,
sentence patterns), transitional devices, euphony, anc
forms. Concern with style has survived as the most visiﬁle
legaéy of classical rhetoric. Consideration of these
classical elemernts in light of more receat theory follows.

Vestiges of this classiczal rhetorical treatment of

style are apparent throughéut Languags for Dsilv Use.

fourtk, fifth, and sixth grade texts frguently remind
stucents to use vivid adjectives, lively verts, and details
which appeal to the senses in boith practice sentences and
their own writing. 1Ia an effor%t to improve word choice,
Book ¢ exercises instruct chiléren to distirguish between
the comnotative value of words, and to =z2im *s5r use of varied
and specific words. Such skill is taught as usual, by
¢Xampie, discussion, and finaily textbock sxercises.

dinterowd might suggest that this rhetorical influence on
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word choice might be more useful in establishing the
writer's attitude toward his subject, in accurately fiziting
words to ideas, and in determining the advantages of general
and abstraci, specific anc¢ concrete language, ii practice
were applied to students' own writing.

Skill in appropriate word selection, of course, caz
only grow out of a healthy vocabulary. This series iacludes
a valuéble emphasié on word study as an aié fo vocatulary
enrichment. A number of aciivities are derived from
historical grammarians' conéern with describing our living,
changing language, and tracing its development through time.
In each chapter a section headed "How Our Language Gfew,"
traces the origin and development in form ard meanizg of suck
interesting words as: atlas, daughter, piano, window (grade
4); blizzard, volcano, denim, jeep (grade 5); orient, duxe,
cat, masterpiece (grade 6). Another section in all *hree
tests, "To Memcrize," cites a quotaticn or poem for memori-
zation or discussion. These serve as a thoughiful stimulus
to interest in word meaning anc usage. 300k 5 adds ancther
section, "dames in our Larguage," which discusses the Listory
of various place names, surmames, humorous nzmes, Indian
names, and the like,

Ancther stylistic element given special attenticn in
classical raetoric is syntax. ZItudents practice increasingly
complex sentence patterning as they prcgress thrcugh this
series, After learning symbols for sentence parts that make

up variocus sentence patterns, they identify patternms in givea
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sentences and bulld their own sentences follcwing provided

symbols., This example is from Book o, ch, 10: "X Vh ACV

v adj xyv.48

#hile such exercises may help to increase a
child's repertoire of available sentence patterns, stucents
are given little direction in determining what makes one.
sentence "better" than ancther; or more appropriate to
context. Weathers would ask how students learn, then, to
make appropriate choiceé.

The stylistic value of transition is introduced in
300k 6. It is suggested that the reader may move more readily
from point to pointrby usi;g_guiding phrases anc words such
as: later on, and so, the following day, first, therefore,
but, next, finally, tnen, at last. dere students uegin %o
see the importance of relationships between sentences., Agsin
Ainterowd would advise that practice may be better zpplied
to the rhetorical confext of the chilé's cwn writing.

Some helpful stylistic suggestions regarding euphony
(another classical element of style) are offersd 1z 3cok &,
These faults to avoid are listed in chapter 5:

1. Too many sentences that begin with the sams word.

2. Too many I's. o ] 49

3., Too many sentences joined Tty ancd's.
Practice on a given paragraph folilows,

Tifferent story styles are intrcduced by 2ook 5.
Contrasts are demonstréted between the ftall tale, the
1ifelike story, and the factual account, fcllowed by an
opportunity for crilcren to write their own examples. One

assignment asks the stucdent toc describe the same animal
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in three separate paragraphs, eack using a distinct stylistic
form. This kind of activitiy represents the separation cf
form and con*tent, the dualistic theory of style meantioned

by i#ilic. 7 .

The cancepts of audience and purpose are‘given greatest
emphasis in Book 5. In chapter 7, fifth graders stucy the
responsibility of the reporter to his reader--the value of
up-to~date fact finding, the importance of getting more tha:x
one viewpoint, the appropriateness of objective and subjective
writing. In one exercise stucdents examine two newspaper
reports of the same incicdent to distinguish between fact and
opinion. They learn to identify éubjectivity in supposedly
objective news articles, and then attempt to write their
own unbiased news items. This chapter's emphases are derived
from the classical catégories of ratioanal, emoticnal, and
ethical appeal.

When using commas, the fifth grader is asked again to
remember the reader;and to place commas where necessary
t0 maxkxe the meaning clear. In responding to an invitation
the student is reminded to be courteous. And in beginning
stories it isrsuggested he attempt to interest his audience.
Ur.fortunately, the stucdent is given little practice in
cetermining the criteria for interesting story beginnings.

Winterowds revival of the classical rhetorical emphasis
is reflected in this series' presentation of the concepts
cf voice and tone as appropriate o audience anc subtject

matter. 3Bock four, for example, distinguishes between tha
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appropriateness of friendly and business letters.
Primarily, the approach to style in Language focr Laily

Use is grammatical. The general attituce of the series

toward correctness is expressed in usage exercises where

models and rules are followed by practice in selecting or

~

constructing proper forms. The teacher's edition of Book &
says:

Standard usage is the language of educated
persorns. Substandard usage is acceptable undsr
some circumstances anc in some localities, in that
it may express adequately the meaning inzended.
However, the goal of instruction in English is
standard usage, and the Language for Iaily Use
series teaches stancdard usage in both speaking
and¢ writing,50

The statement expresses a rather strict adherence to the
prescriptive grammar of Lowth and Murray. YNc reference is
macde to non—stanéard usage, cultural or functional varieties
in these texts.

Hor is there any representaticn of Christensen or
Mellon and C'Hare's approaches to style, Students practice
variety in the arrangement of subjects and prediczies in
Book 6, but again without suggestion of the apprcpriateness
of such variety. We are led to question the walue 97 some
exercises such as unscrambling word groups to make them
into ordered, sensible sentences, since most chilcdren possess
the ability to intelligibly order sentences from a very

early age.



s - .

The Laidlaw Language Experiences Program also reflects

e

a révived classical concern for appropriate language. For
instance, an exercise in 3ook 5, ch. 4 which requires students
to write dialogue, suggests that "words like ‘'drawled,'
'yelled,' and 'sputtered,' tell you more about what is

31 This series' composi-

happening than a word like 'said'.
tion appendices for individual needs also provide practice iz
using exact language. The importance of more specific anc
colorful words is demonstrated by an example; suggested

points to ooserve, and a practice exercise.

Figurative language is introcduced in Book 4, ch. 2.
Children are led to see that the meaning of colorful expressioas
may not depend upon a literal interpretation 3f their words.
Winterowd ﬁould be dismayed that students are not prompted
to create their own figures of speeech that may better serve
persoral rhetorical contexts.

Further interest in language is stimulated by a sampling
of homographs and nomophones ir Zcok 4, ch. 3. Chapter 5 of
the same text introduces children to various alphabets
(Roman, Greek, Russian, Hebrew), and chapter S deals with
English wcrds in other languages (German, Jfreach, Spaaish,
Chinese, Japanese). Fourih graders' interest in words is
further prompted in chapter 9 by examples of words dorrowed

from other languages (Tupi, Algonguin, Yahuatl, Italian).

[}

The changing rature of language is demoastrated in Book
by comparing sentences from the tenth, fourteenth, sixtzenth
o g ’ ’

and twentieth century. Chaanges in alphabet, spelling,



vocabulary, and pronunciation are examined ;hroughout this
text., Such language study, derived from that of historical
grammarians, serves to increase interest in words and thereby
to enrich and develop vocabularies.

The importance of syntax, another classical element of
style, is stressed in this series. Book 4, ch. 1 meations
the important effect of word orcer on meaning, with the
illustratien that "Mark ran faster than Ann" means sorething

52

different than "Ann ran faster than HMark". The opportunity
to demonstrate implications of syntactical variety is not
utilized as Yeathers might wish, however. 23cock 4, ch. 1
shows students that "The childrea are doing an experiment
today” and "Today the childrez are doing an experimen="

mean the same, instead of indicating possibilities for
variation in emphasis as appropriate to con‘:ext.53

Wnile no discussioa of transition is found ia *the textis
of these books, the azppendices do provide for indivicual
practice in linking sentences within paragrapas. Iz tae
same appendices, only the elimination of too many "and's"
may reflect the classical concern for euphony.

Laidlaw's Language Experiences Program doss cancentirate
cccasionally on the classical coicern for audience., 220k S,
ch. 4, for example, gives specific advice Ior making story
beginnings more interesting to audiences. It suggests
veginning with action instead of explarnation, and holdiag
cack ianformationz to make the reacder read furt-er, In

Zook 5, ch. & students are assigned to write a wanz ad for



-53-

a phonograph. IThis guestion is the focus of their concera:

"What impreésion of the pnonograph cces the writer waat zis
reacer to have?"54

Book 5, ch. 6 illustrates the importance of form as a
stylistic element. 3y examining a 1list and a poem containing
the same information about a boy, students are led to see that
the poetry description alsoc expresses opinion and gives a
specific impression of the boy to an audience. Weathers
may be quick to point out advantages of the list in other
rhetorical situations,

Point of view--the writer's perception of his sutject--

is another stylistic element handled in this series., Acti-
vities in Book 5, cht. 7 which are designed +to teach this
concept, may have as easily been included uncder the heading
of "inventicn." ©Scme points of view suggested for writing
are: an animal, a piece of furniture, a kitchen tool, a car,
a machine, a famous person. Another eXercise asks the student
tc respond to a rainy morning as if he were: the cowzer of
an amusement parx ride, .an umbrella salesman, a sicx child,
a lifeguard, a farmer, himselif. tudents are given anocther
assignment to retell history from a different point of view.
A sinilar practice in Book 5, ch. 9 requires the siudent to
write a boox report as if he were one of the characters.

Like =re first series we examined, this series' gram-
matical fccus is prescriptive. In acddition tc grammar
exercises in the texts which call for correct forms, a usage
manual for individual needs, including patterns, ruies, and

practice, i1s foundé in appendices of the series.



By familiarizing students with the nature oI laiguage,
this series also treats cultural levels, non-standard
dialects, and functional varieties of English. Book 4
c¢iscusses vocabulary variation ir different parts ol the
U.S5., ané¢ in Zngland. Book 5 extends this point of vocabu-
lary variastion to include Canada, India, Scotland, and
dustralia. It also identifies regional dialects, occupational
sargon, slang, and social cdialects as identified by ZKenyon
and Jocs. Slang is defined as a special kind cf short-term
language, usually understool ty a small group of people,
used mostly in relaxed ancd informal situations. Ckildren
are led to see how slang may sometimes lead tc misunderstand-
ing. Sccial dialects are defined as different ways of speaking
used in the same area cf the country. Standard dialect is
¢efined as the social cialect used on television, in business,
and in books ancd newspapers. This took explains that standard
cialect is important to know because it is so wicdely used,
but that we speak English differently depending ¢n the
situaticn. Labov's point that non-standard dialects are
also systematic is not made.

In addition tc these grammatical considerations, there
is evidence in this series of Xellon and C'Hare's newer
syntactic apprcach to style. Sentence-combining procedures
are used at all three grade levels., The following seatence
combinations are represented: sudjects of sentences,
predicates of senteaces (200k 4); noun phrases in the

subject, words in the predicate, sentences with conjuzctioas,
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sentences with subordinators {Euck 5); aoun phrases ir the
subject, verb phrases in the predicate, senteaces with con-_.
junctions, sentences with subordinators, serniences with
relative clauses (Book 5). Ir adfition, adiectives as noun
modifiers ("The box contained tooks. <the box was large. =
The large box contained books."), adverbs as noux mocifiers
("'e bike has a new seat. The bike is outsice. =P The bike
outside has a new seat."), and prepositional prrases as ncun
modifiers ("The ice has melted. The ice is in the kitcne., =
The ice in the kitcher has melted.") are derived by sentence

combining in 3Book 5, ch. 10.55

The Heath series, Commurnicating, defines style in
Book 4, unit 17:
Style is the way we write or talk. The different
words in our language ancd the different ways that
wairds are put together give us different ways of
writing and speaking.5®
Aad in 300k 5, unit 3:
There are choices to maxe whenever we write.
This is part of what is meant by style. Goocd
writers make gocd choices.57
An exercise in Book 5, unit 15 aids students in cdetermining
for themselves what style is. tudents ccmpare a passage
from Tamon Runyon's "A Dangerous Guy Indeed" and the szame
passage written in "normal" style, listing examples of
word choice, phrases, and grammar that make Runyon's siy_e
irdividual. This emphasis on elements cf a writer's distinc-

tive style is based on the theory of orrnate Iform icentified

by Milic.
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it is this.discovery approach to style which is used
in Communicating. Consider, for instance, the handling of
a classical element of style--word chcice. An exercise in
300k 4, unit 15 asks studénts to choose words from two in
parentheses, and further, to determine the reason for thelir
preference in the context of the prayer. In unit 17 of the
same Texti, they are remincdecd that "There isn't zlways a
single right word. And this is another thing acvcut style--

n58 A number of exercises iz

it i3 an individual matter.
these texts provide practice ia using vivid and precise
words. OStudents are also encouraged to use them in their

own writing; After discussion of denotation and connotatioa
in 3cok 6, unit 2, students select words which tzey believe
appropriate in the context of a letter to a senator. They
are asked to give reasons for tneir choices. Winterowd

woulc applauc¢ in the wings.

Communicating, like the first two series examined, also
introduces stucdents to language nistory. 300k 5, uait 8
discusses the Indc-European origin of Englisn and its
subsequent dispersion. Examples of this early language are
pointed out as they presently exist in place rnames, familiy
names, an¢ cays of the week. In Beok 6, unit 7 students are
ied to make their own observations about cifferences tetween
014 Erglish and Modern =nglish word forms. They also learn
how becrrowing, adopting, and creating words led to vocabulary
changes in new environments. JCurrent tren<s ani chainges in
larguage are eXamired, too--uses of prefixes, suffixes, and

compounds to form new words.



Sixth gracders are directed to ccnsicder z fezature ol
Znglisn still in the process of change--the distinctive use
of "who" and "whom." A comparison of traditional anc mocsrn
use is fecllowed by these questions in unit 7:

Wry does 'who' seem more natural than 'whom' in

this position? Why do you taink we still use

'wnon' in formal situations?...when do you hear

'whom! used? In what situations is it used?

Wny do you think the use of 'whom' in our language

is changing?59
Such inquiry encourages interest in the nature ¢f language.
Further language facility and vocabulary improvenent is
fcstered by manipulating words. An exampie exercise in
Sock 4, wnit 5 asks students to change nouns into verbs.

3 . - . "‘ G
("He put frogs in a jar. - He jarred the frogs.")°"

Children are also led to discover the stylistic effect

of comparison by the use of classically identified figures

[

ef gpeech, In Book 4, unit 7, after reading a description

of a snowfall from "The Snow in Chelm," stucdents ccmpose
their own similies with a specific purpose in mind--to
suggest the snow is valuable. ZFourth graders learn metaphor
in unit 9 by mixing and matckhing lists of nouns and verds
which do not normally "fit" to create new images. The device
is, in fact, an inventive one close to the analogy used by
Rohman and wlecke.

In Book 5, unit 3 students pattern their own similies
and metaphors after three kinds of comparison used in
Theodore Joethke's poem, "The Meadcw douse!. For example:

fdis tail is like a string.

nis string-like tai}.,l
Hig tail is a string.®



Stucents examine metaphors ir Book 5, unit 9 in which soce
part or association is used in place of the object 2I the
mwetaphor: (Glass and chrome sped dy." "Colors grew
everywhere.“)62 Photograpns of extinguishing a fire, sailing
a boat, and razing a building prompt stucents to create
their own metaphors,

Bock 5, unit 14 defines metaphors anc provides practice
in using them and similies:

A metaphor is a different way of lnowiag about
things--a cifferent way of seeing, of hearing, of
feeling. See if you can use your imagiratiorn to

descrive the following things. Use metaphirs and
similies that descrive in a zew and differant way.

a) Pretend that you are & caveman whs Cis-

caoverea fire, WwWhat doces it look like? What

coes i%t co? What is fire?

t) Suppose you are a blind persan going oz a:

airplane for the first time, What does an air- 4

plane do? W#hat is axn airplane? #hat is flying?"
A special kind of metaphor--personificatioa, is introduced
in Bcok ©, unit 2. Students are excouraged to use it in
writiag their own poems.

Units on advertisinag in Books 5 and 5 parzicularly
emphasize Winterowd's revival of a classical apprsach to
styie. Book 5, unit 10 speaks 20t only of advertisers'
clever and creative use of lanmguage, but also of the
important consideration of how words affect people. Studen<s
study and practice sense appea:, puas, aliiteration aac
metaphor in light of both purpose an:i audience. Jor iastance,

-

they examine an acd for a bicycle that may be directed at

tke ad are apprcpriate to each., 1In light of the classical



categories of rational, emotional, and ethical appeal,
students also coasider the advertiser's use of flattery
and persuasion to achieve his purpose of selling, and row
testemonial, bandwagorn, and scientiilic approaches help
achieve his purposes. 3cok 5, unit 14 extenis these con-
siderations to include propaganda devices--vague language,
incomplete context, exaggeration, and name-calling.

form is another elemeat of style considered from a
rhetorical perspective in 3oo0k 4, unit 7. Students rewrite
passages of indirect quotation as direct quotation and
decide which eifect seems better in the context of the
story.

dather than preseating a particular grammar of language,
Communicating allows children te study language cata ancd,
using their innate and intuitive sense of English struciure,
craw their own generalizaticas about how language works.
Tifferent dialects and styles are preseated as valid end
interesting varieties rather than as violations sf "stazdard®
Znglish.

In 3Book 4, unit 4, caildren investigate what a grammar
is and how language's sounds, worcs, and sentences work oy
the principles of substituzion, order, and addition. They
make ouservations in Book 4, urnit 8 about how a child learns
grammar, inclucding such elewents as word order, word types,
relaticnships of words, and irregular wcrd forms.

In uni% 10, fourth gracers cdetermine differences between

Appalacnian  Mountain Englisn, as used in the Jolxtale,
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"Jack ard the Robbers," and "s*tandard" English ("which some
peoplie call 'correct' English--tihe kKind that is writtea i=n
books and spoken by television announcers.") Studeats are
asked to consider: "wWhen aichard Chase edited these s+tories
for publication, he could have changed the 'sonstandard’
English into 'standard' English if he wanted to. Why do

4 4.
64 (Yote the constant concern

you tiaink he didn't change it?"
for appropriateness in this series.) tudents are taen led

to observe Iabov's point that differences ian the twc varieties
of English are systematic. They consicder senteace additiorn,
contractions, verb forms, "ain't," and negative statements.
300k 4, unit 16 aids stucents in determining spelling variatica
in Iavy Crockett's dialect as compared o stancard EZaglisk.

In Book 5, unit 9 a poem in dialect of a poor black
Southern farmer serves to point up dialectical wvariation in
prorunciation, spelling, and grammar. After reading three
Mexican ‘tales in unit 12, fifth graders generalize about
variations in scme elements cf Spanish and English grammar.
and a study of Nonglish in Book 5, unit 13 increases awarerness
of grammatical elements not found in English.

3cok 6, unit 1 makes Labov's point once again that
non-standard dialects are as systematic as ' standard. Students
note how spelling, capitalization, word order, and gramma-
tical expressions change by reading a paragrarh as origirally
writtern by Captair Johkn Smith. They observe how expressions

like "most fearfullest,” while stancard in Smith's *ime, have

teen tagged "radundant® in the last 200 years by agreement



-0]1-

of writers, publishers, a:d educators. ~ICinally sixth
graders apply their observations about language to a stucy
of mocdern Greek in unit 17.

Exercises in Book 5, unit 16 under the discussion of
slang, require students to 1) find examples of slang in a
story, 2) check the dictionary to see if these words have
veen popularized enough to be ircluced, 3) write <heir own
definitions of slang terms, 4) discover metaphors on which
slang worcs are bvased, and 5) think of their cwn slang
words for pafticular subjects. Book 6, unit 4 continues
this treatment of slang, showing how slang expressions are
often ccired by imaginative word play, including shortened
words (specs, ump,) reduplication (by-ty, super-duper, )
suffixes (folksy,) compounds (egghead, camera bug).65

This series also treats functicnal varieties of English
as identified by Joos. or example, after cetermining
differences tetween formal and informal writing in 3cok 4,
unit 13, stucents are asked tc rewrite a formal passage in
informal Znglish. Book 6; unit 2 also reguires studeats to
choose between formal and casual language as appropriate to
circumstance,

Communicating approaches style syntactically as well,
Fourth graders are introduced to the term, "transformation,"
in Book 4, unit 11. They are informed that scme transforma-
tions are‘made by adding sentences, which they have already
oeen doing. All three texts incorporate a wealth o7 +trars-

formation anc sentence ccmbining activities derived from
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Mellon and C'Hare. 3ut more impertantly, by experimenting

with them, stucents deﬁelop not only awareness of syntactic
possibilities, but also sensitivity to context which facili-
tates stylistic choices in the xiands of composition they are

expected to write.



CONCLUSIGY

From examination of these three series, several
observations may be made abouz their theoretical bases.
while all three series provide some aid to invention,
Commupicating's theory most closely approaches that of
Burke's pentad and Rohman and Wlecke's prewriting. Only
Communicating consistently attempts to cultivate students'
own inventive powers.

Arrangement receives slightest treatment of our three
rhetorical divisions, but primarily is harndled tracditionally.

Harcourt, Brace, and Jovanovich's Language for Iaily Use

and Laidlaw's Language Experiences Program are particularly
rigid in their adherence to classical rhetorical patterns
an¢ to Bain's concept of the organic paragraph. Although
none of the series specifically mexntions Weathers' new

options, the Laidlaw series and Heath's Communiczting do

allow for variety of arrangement.

Language for Iaily Use is again most traditional in
its handling of style. It reflects concern for mechanical
- accuracy and restricted levels of usage. Boitn the Laidlaw
anc Heath series treat non-standard dialec*s, cultural and
functional varieties of English. They alsc make use of
sentence-combining techniques of #ellon and O'Hare. None
of the series incorporate Christensea's use of free

modifiers as a means of increasing syntactic fluency.



In some cases the reader will have noted the difficulsy
involved in placing a particular exercise under a distinct
headirg of "invention," "arrangement," or "style". Ideally,
more exercises wauld profit from the integration of these

three aspects of writing. Communicating demonstrates the

greatest integration of stylistic devices into the composing
process.

I make little reference to teacher's manuals in this
paper, because in my evaluation of them I fcund ro explicit
statemént of the series' underlying composition theory.

And in the texis themselves, I found little use of con-
temporary raetorical theory. Instead, my examinztion of
writing practices in student texts demonstrates a second-
hand or ad hoc approach to the teaching of writing. Authors
of these books appear to be either unaware of composition
theory as it may apply to their texts, or concerned instead
with cther matters which influence children's writing such
as developmental psychology and educatioral thecry. Such
matters are, cf course, beyond the scope of this paper.

The slight evidence of contemporary compositicn theory
found in these texts seems to indicate that these bocks
were not intentionally designed on the bases of recent
rhetorical theory. Assuming, then, that these texts refliect
instead knowledge of developmental capabilities, ore may
pose the following question: "Would these texts be enriched
if anchored in more solid theoretical bases?"™ It is oy

telief that inciuding a variety cf practices which grow out
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recently-cdeveloped composition theory would indeed errich
these textbooks. I suggest that evern fourth graders, for
example, may make use of a simplified version of Young,
3ecker, and Pike's tagmemic matrix to generate ideas fcr
writing.

Studies are clearly needed to cdetermine the feasibility
and value of modifying cortemporary theory for use at the
elementary level. Simplified exercises based cn the various
theories identified in this paper aeed to Le developed,
used with elementary school children, ancd evaluated as %2
their effectiveness ia improving children's writirg. Such
a study appears to be sorely needed in light of the limited
use of recent composition theory my evaluation has disccocvered

isa these selected series.
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Reading Donald Stewart's "Compositionrn Texts and trs

Assault od Tradition," Colleze Composition and Communication,

29, YNo. 2 (May, 1978), an analysis of the extent to which
new theory has been incorporated into college rhetorics,
] wondered why no comparable review of elementary school
textbooks had been undertaken. In grade school, particularly
in pre-junior high years, children vegin to pattern their
writing btehavior and to establisn fundamental writinz prac-
tices on which they will build their later composition skills.
Since teachers frequen<tly feel unprepared or incapable of
devising their own writing materials or programs, most
classroom writing originates in language arts textbooks.
I felt it necessary, therefore, to examine the theoretical
bases for the practices the growing writer ccnfronts in
these texts.

This report, therefore, examines the principles and
assumptions about cqmposition which permeate three elementary

language arts series: Language for ITaily Use, Harcourt,

2race, and Jovanovich, 1973; the Laidlaw lLanzguage Experiences

Program, 1972; and Commuricating, Heath, 1973. Tne first

of these is used by grades four, five, and six in Manhattan
and Junction City, and is taerefore, of some local interest.
It and the Laidlaw series were als¢ recommended as leading

sellers by national specialists in language arts education:

Rita Zansen, Thicago Board of Education member; Rudine Simas,

Associate Procfessor, Amherst Schcol of Education; and Mary



Mclonald Jdarris, Associate Professor of Curriculum and
Instruction, Kanszs State University School of Zducation. -
They were also evaiuated by Donald d., Graves in "Language Arts

Textbooks: A Writing Frocess Zvaluation," Language Arts, 54,

¥e. 7 (Cct., 1977) 817-823. He reported the number and kinds
of writing activities found in eight language arts texts at

the second and fifth grade levels. The Heath series was
suggested as a leading seller by Sioms, darris, and Graves.
Specifically, this paper is concerned with vestiges of classical
and nineteenth century theory or evidence of familiariiy wizh
more contemporary views in these series.

This report summarizes classical, nineteenth century
traditional, and current theory on invention, arrangement,
and style. Jour modern approaches to invention are examined:
a revival of classical theory; Xenneth Burke's pentad;

Gordon Rohman and Albert Wlecke's prewriting; and Richard
Young, Alton Becker, and Kenneth Pike's tagmemics. Classical
rhetorical patterns, Alexander Bair's concept of the organic
paragraph, ard Winston Weathers' new options for organization
provide the basis for examining assumptions ccncerning
arrangement. OStylistic emphases--traditional concern for
restricted levels of usage and mechanical accuracy or modern
treatments of syntactic fluency (free modifiers, sentence
combining )--are examined last. The conclusion of the paper
attenpts to determine the externt to which this theory can be
found in each series, and evaluates its appropriateness fcor

teaching composition to pre-junior higa students today.
P 24



