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Preface

A compact yet comprehensive guide, The Writer’s Harbrace
Handbook responds to the demand for a “writing first” hand-
book that offers the ease of reference and attention to detail
that have made the Harbrace Handbook a standard of relia-
bility since 1941. While drawing on that tradition, especially
in the discussion of grammar, style, punctuation, and me-
chanics, The Writer’s Harbrace emphasizes the importance of
writing process and discusses a diverse range of writing as-
signments.

The first ten chapters all focus on writing with a purpose,
for an audience, in a specific context. Designed to meet the
needs of students when they first arrive in college and to an-
ticipate the challenges they will face as writers in the years
ahead, the first ten chapters provide clear and useful advice
for developing an effective writing process and communicat-
ing successfully with readers.

Chapter 1, “Reading and Writing Critically,” recognizes where stu-
dents are at the beginning of a course, addressing what they need
to know if they are to succeed and then building carefully on this
foundation. Like many introductions to a “writing first” handbook,
this chapter discusses how the process of writing involves asscss-
ing the rhetorical situation: purpose, audience, and context. But
this chapter also demonstrates the close relationship between the
process of reading and the process of writing, a connection that
is made repeatedly throughout the book as a whole. Moreover, the
chapter offers the kind of practical advice many first-year students
need (and which textbooks too often overlook), such as how to
<
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read a syllabus, how to read a writing assignment, and how to ben-
efit from visiting a writing center.

Chapter 2, “Planning and Drafting Essays,” includes a full dis-
cussion of prewriting as well as strategies for discovering and fo-
cusing a subject: journaling, freewriting, listing, clustering, and
questioning. The importance of a clearly defined thesis is ex-
plained and illustrated by examples. This chapter also discusses
how to outline an essay and how to use details and examples to
develop ideas.

Chapter 3, “Revising and Editing Essays,” includes a detailed dis-
cussion of how to benefit from peer review as well as advice on
writing introductions and conclusions. The chapter explains the
difference between revising and editing but emphasizes the im-
portance of both. Three versions of a student essay are included—
together with comments generated by peer review—to illustrate
how revision can improve a draft.

Because formatting an essay for submission is closely related to
editing it, chapter 4, “Document Design,” discusses MLA stan-
dards for headings, margins, and spacing as well as how to use the
computer to format a paper and to submit it electronically. Given
the ease computers bring to using graphics in documents, chapter
4 also offers advice on using such elements as charts, maps, draw-
ings, and photos in papers. In addition, this chapter includes ad-
vice on how to construct a Web page.

Chapter 5, “Writing Arguments,” demonstrates how critical think-
ing is essential in argumentation. This chapter will help students
distinguish fact from opinion, evaluate a writer’s credibility, de-
termine the nature of a claim or proposition, and understand how
to reason logically. In addition to discussing principles from clas-
sical rhetoric (such as induction, deduction, ethos, and arrange-
ment), chapter 5 also includes an explanation of Rogerian argu-
ment and the Toulmin model of reasoning.

Chapter 6, “Research: Finding and Evaluating Sources,” has a de-
tailed discussion of searching the World Wide Web and other elec-
tronic sources throughout the research process. This chapter re-
flects research showing that many students turn to the Web as their
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primary source of information but need advice on how to deter-
mine the credibility of Web sites. Reliance on Web-based research,
however, has not eliminated the need for drawing upon sources
that cannot be accessed electronically. This chapter also addresses
how to find and benefit from sources that are available only in
print (such as the texts of most books) as well as how to conduct
interviews and surveys.

Chapter 7, “Research: Using and Citing Sources,” includes an ex-
tensive treatment of MLA- and APA-style documentation, in-
cluding current standards for citing sources accessed by computer.
Prominently placed directories for MLA- and APA-style citations
will help students find the model entries they wish to consult. An
MLA-style paper analyzing the rhetorical and political implica-
tions of a controversial memoir by Nobel Peace Prize winner
Rigoberta Menchu and an APA-style paper on why adult children
choose to live with their parents illustrate documentation and dis-
play strategies for organizing a research paper. This chapter also
includes advice on taking notes, paraphrasing and summarizing,
and avoiding plagiarism.

Advice on how to overcome writer’s block, as well as how to pre-
pare and respond to essay exams, can be found in chapter 8, “Writ-
ing under Pressure.”

Chapter 9, “Writing about Literature,” includes a detailed discus-
sion of terms used to discuss literary works, an introduction to lit-
erary theory, and a student essay using reader response theory to
analyze a novel.

In addition to discussing how to use electronic mail effectively
and how to write good memos and letters, chapter 10, “Writing
for Work,” provides two different models for writing a
résumé. Recognizing a kind of writing that is becoming increas-
ingly common in professional life, but seldom addressed in hand-
books, this chapter also discusses how to write a successful grant
proposal.

The chapters devoted to writing essays and other texts are
followed by seven devoted to grammar, demonstrating that

vii
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attention to grammar is part of the writing process rather than
a separate subject that must be mastered before someone can
draft an essay. The grammar chapters are followed by five on
style, emphasizing the belief that understanding the grammar
of a sentence helps writers make informed rhetorical choices,
which, in turn, can lead to the writing of sentences that are
more complex, emphatic, and varied. Four chapters on diction
also address rhetorical choices, since diction is closely related
to style. These chapters are followed by several on punctua-
tion and mechanics, signaling that even details such as these
often have a rhetorical dimension, although editing for them
can be addressed toward the end of the writing process.
Within these chapters:

* Clear explanations give the reasons or purposes for specific el-
ements of grammar, punctuation, style, and mechanics. Students
make better choices when they understand the reasons behind
the rules.

+ In the same spirit, grammatical and rhetorical terms are defined
when they are first used, reducing the extent to which students
will need to consult the glossary.

+ In addition, sample sentences with handwritten revisions illus-
trate the principles being taught, and exercises encourage stu-
dents to write or to revise in context.

About the book as a whole

 Bulleted lists begin each chapter, providing users with a quick
reference to what follows.

* Specific examples throughout the book demonstrate the princi-
ples of writing that are applicable to both course work and pro-
fessional tasks, and frequent cross-references establish how
these principles inform each other.

+ Extensive advice on using the computer as a learning tool is in-
tegrated throughout the book. Computer boxes highlighting dis-
cussions involving electronic composition are placed through-
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out virtually every chapter, and computer icons highlight addi-
tional references to electronic formats.

Extensive discussions of writing difficulties common to dialect
and to English as a Second Language are placed in context rather
than in a separate chapter. This decision is in response to cur-
rent national demographics as well as to the determination not
to make international students feel as though their needs were
addressed as an afterthought. Many of the problems identified
by a globe icon are problems that American English—speaking
students face as well, so this icon does not mean that a concept
relates only to ESL students.

* A four-color-process design offers a clear and varied palette for
the various boxes, screens, icons, and annotations that facilitate
ease of reference. Another notable design feature is the large
decorative letters that mark each of the six divisions of the hand-
book, allowing for immediate identification of the section for
the reader.

The following supplements accompany The Writer's Har-

brace Handbook.

Instructor Supplements

Instructor’s Manual

Harcourt Brace Guide to Teaching First-Year Composition
Harcourt Brace Guide to Teaching Writing with Computers
Harcourt Brace Guide to Writing across the Curriculum
Harcourt Brace Guide to Peer Tutoring

Harcourt Brace Sourcebook for Teachers of Writing
Diagnostic Test Package

Transparency Masters

Instructor’s Correction Chart

Exercise Bank (available in print and on disk for PC or Mac)

Student Supplements

College Workbook
Basic Writer's Workbook

ix
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ESL Workbook

Working Together: A Collaborative Writing Guide

The Resourceful Reader

Writer's Harbrace CD-ROM

Writer’s Harbrace WebCT (course management software with exer-
cises)

For additional information on these and other supplemen-
tal materials for The Writer'’s Harbrace Handbook, please visit
the Harbrace Web site at http://www.harcourtcollege.com/

english.

Acknowledgments

For the material on English as a Second Language, we are in-
debted to Kelly Kennedy-Isern of Miami Dade Community
College. Her special expertise added much to the handbook.

The following individuals gave us their advice and experi-
ence.

Specialty Reviewers

For argumentation: Marie J. Secor, Pennsylvania State Uni-
versity. For research: Helen J. Schwartz, Indiana/Purdue Uni-
versity; James Lester, Austin Peay State University; Jan Mal-
cheski, University of St. Thomas. For composition: Christine
Farris, Indiana University at Bloomington; Erika Scheurer,
University of St. Thomas; and Victor Villanueva, Washington
State University. For grammar: Dennis Baron, University of
Illinois at Urbana at Champaign; Chris Collins, Cornell Uni-
versity; John Peters, California State University at Northridge;
Mary Ramsey, Georgia State University; and Gilbert Youmans,
University of Missouri at Columbia. For literary theory:
Michael C. Jordan, University of St. Thomas.




Preface

Class Testers

Vicky Anderson, Loyola University of Chicago; Nancy Ellis,
Mississippi State University; and Cecile Anne de Rocher and
Tammy Cole of Georgia State University.

Handbook Reviewers

Adrienne Acra, Old Dominion University; Brian Anderson,
Central Piedmont Community College; Brenda Ayres, Middle
Georgia College; Kirsten Benson, University of Tennessee at
Knoxville; Anne Bliss, University of Colorado at Boulder;
Mona Choucair, Baylor University; Kurtis Clements, Univer-
sity of New Orleans; Karen Weaver Coleman, Reading Area
Community College; Margaret DeHart, Trinity Valley Com-
munity College; Cynthia Denham, Snead State Community
College; Brenda Dillard, Brazosport College; Janet Eber,
County College of Morris; Patrick Enright, Northeastern State
University; Karen Grossaint, Regis University; Kim Haimes-
Korn, Southern Polytechnic State University; Nels Highberg,
University of Illinois at Chicago; Mary Hurst, Cuyahoga Com-
munity College; Wendell Jackson, Morgan State University;
Maggie Jenkins, Pellissippi State Technical Community Col-
lege; Peggy Jolly, University of Alabama at Birmingham;
Yvonne McDonald, Milwaukee Area Technical College; Susan
McKay, Weber State University; Gwendolyn Morgan, Clark
Atlanta University; Sue Munn, Floyd College; Deborah Nor-
mand, Louisiana State University; Sue Pine, Florida Commu-
nity College at Jacksonville; Zaide Pixley, Kalamazoo College;
Katherine Raign, University of North Texas; Porter Raper,
Portland Community College at Cascade; Denise Rogers, Uni-
versity of Southwestern Louisiana; Paula Ross, Gadsden State
Community College; Donna Schouman, Macomb College;
Brian Shelley, Campbell University; Sylvia  Shurbutt,

xi



xii

Preface

Shepherd College; Terry Spaise, University of California at
Riverside; Rebecca Stout, Texas A&M University; Tracy
Thornton, Old Dominion University; Richard Viti, Southern
Illinois University; Mike Williams, New Mexico Junior Col-
lege; and Wanda Williams, Jefferson State Community Col-
lege.

Focus Group Participants

Linda Hill, Sheila Fox Miller, Mary Ann Robinson, Rosia
Wade, Celia Wood, and Stephanie Brook Woods of Hinds Com-
munity College; Michalle Barnett, University of Alabama at
Birmingham; Tim Barnett, Northeastern Illinois University;
Donna Gessell, North Georgia College and State University;
Fred Green, Floyd College; Kirsten Komara, University of
Evansville; Jack O’Keefe, Daley College; Donna Singleton,
Reading Area Community College; Julie Hagemann, Purdue
University-Calumet; Sylvia Stacey and Richard E. Tracz of
Oakton Community College; Susan Giesemann North, Uni-
versity of Tennessee; and Jane Wagoner, Wilbur Wright Col-
lege.

Survey Participants

Alabama Southern Community College, Alvernia College,
Arkansas State University, Auburn University at Montgomery,
Berry College, California State University at Fullerton, Cen-
tral Michigan University, Christian Life College, Clark Atlanta
University, Cleveland State Community College, College of
Lake County, Colorado Northwestern Community College,
Community College of Philadelphia, Concordia College (New
York), Darton College, Delaware State University, Delaware
Technical and Community College, Delta State University, Di-
ablo Valley College, Florida Community College at Jack-
sonville, Florida Metropolitan University, Floyd College,




Preface

Fugazzi College, Gadsden State Community College, Georgia
Perimeter College, Georgia State University, Glendale College,
Glendale Community College (California), Grace College,
Grossmont College, Harold Washington College, Illinois Cen-
tral College, Jamestown College, Jefferson State Community
College, Kalamazoo College, Kalamazoo Valley Community
College, LIFE Bible College, Louisiana College, Louisiana
State University, Louisiana State University at Eunice, Loyola
University of Chicago, Macon State College, Maine Maritime
Academy, McNeese State University, Meredith College,
Modesto Junior College, Montana State University at Billings,
Montana Tech of the University of Montana, Mount Mercy Col-
lege, Mountain Empire Community College, New Mexico
State University, Northeast lowa Community College, North-
east Louisiana University, Notre Dame College of Ohio, The
Ohio State University at Lima, Otero Junior College, Owens-
boro Community College, Paine College, Reading Area Com-
munity College, Riverside Community College, Rowan Uni-
versity, Saint Joseph’s University, Saint Martin’s College,
Shasta College, Sojourner-Douglass College, Southeast Com-
munity College, Stephen F. Austin State University, Suffolk
County Community College, Texas Southern University, Unity
College in Maine, University of Alabama at Birmingham, Uni-
versity of Evansville, University of Hawaii at Manoa, Univer-
sity of Maine at Farmington, University of New Orleans, Uni-
versity of Northern Iowa, University of West Alabama,
University of Wisconsin, Urbana University, Ursinus College,
Weber State University, and West Hills Community College.

For the daunting task of copyediting the manuscript, we
thank Mary Stoughton.

For the details from rescarch to manuscript preparation, we
are indebted to Judith Bean, Kim Allison, and Kay Robinson
of Texas Woman’s University. For their support we thank:
Suzann Buckley, Dean of Arts and Sciences, and Hugh Burns,

xiii



xiv

Preface

Chair of English, Speech and Foreign Languages at Texas
Woman’s University; and Ralph Pearson, Vice President for
Academic Affairs, and Michael Mikolajczak, Chair of English
at University of St. Thomas.

Finally, we wish to give special thanks to the editorial, mar-
keting, and production staff at Harcourt College Publishers:
Claire Brantley, Acquisitions Editor; Michell Phifer, Senior
Developmental Editor; John Meyers, Marketing Strategist; Jon
Davies, Project Editor; Sue Hart, Senior Art Director; Angela
Williams Urquhart, Production Manager; and Linda Beaupré,
Assistant Manager of Art and Design, who created the book
cover.




Contents

Writing

Chapter 1 Reading and Writing Critically < 2

1a
1b

1c

1d
1e

1
19

Reading and writing as processes 3

Active readers and writers 5

(1) Keeping a writing and reading inventory 6

(2) Keeping a reading journal 8

(3) Using college resources 9

Reading syllabi and assignment sheets carefully 13
(1) Understanding syllabi and course requirements 13
(2) Analyzing a writing assignment 14

Previewing a text 16

Distinguishing between content of a text and personal
response to a text 20

(1) Understanding content 20

(2) Recognizing a personal response 22

Credibility and writing 23

Purpose, audience, and context in writing 25

(1) Purpose 26

(2) Audience 29

(3) Context 36

Chapter 2 Planning and Drafting Essays pln/dft 39

2a

2b

Finding appropriate subjects 39
(1) Searching for a subject 40
(2) Focusing on the topic 47
Establishing a thesis 50
(1) The thesis statement 50
(2) The main idea 53

XV




xvi Contents

2¢ Arranging ideas 54
(1) Informal working plans 55
(2) Formal outlines 56
2d Drafting with well-developed paragraphs 58
(1) Developing a paragraph with details 60
(2) Developing a paragraph by providing examples 61
2e Strategies of development 62
(1) Narration 63
(2) Description 64
(3) Process 65
(4) Cause or effect 66
(5) Comparison or contrast 67
(6) Classification or division 68
(7) Definition 69
2f The first draft 70

Chapter 3 Revising and Editing Essays rev/ed 72
3a Revision 73
(1) Considering everything in the essay 74
(2) Considering anything omitted from the essay 74
(3) Considering tone 75
3b Introductions, conclusions, and titles 77
(1) Introductions 77
(2) Conclusions 80
(3) Titles 82
3¢ Unified and coherent paragraphs 83
(1) Topic sentence and the main idea 83
(2) Paragraph unity and the main idea 85
(3) Coherence 87
(4) Linking sentences through grammar 89
3d Transitions within and between paragraphs 91
(1) Using pronouns to help establish links 92
(2) Repeating words, phrases, or ideas 92
(3) Using conjunctions and other transitional expressions 93
3e Sharing your work with others 96
(1) Defining evaluation standards 96
(2) Explaining your purpose and concerns 97
(3) Hearing responses to your work 99




3f

Y
3h

Contents

(4) Responding to the work of others 99
(5) Peer review of a first draft 100
Editing 108

Proofreading 111

The final draft 113

Chapter 4 Document Design des 117

4a

4b

4c

4d

Proper materials 118

(1) Paper and binding 118

(2) Electronic documents 118

(3) Type, fonts, and justification 119
Clear and orderly arrangement 120
(1) Layout 120

(2) Indentation 120

(3) Paging 121

(4) Headings 122

(5) Graphics 123

Electronic documents 126

(1) E-mail 126

(2) The World Wide Web 128
Proofreading 134

Chapter 5 Writing Arguments arg 137

5a
5b
5¢
5d

S5e

5f

59

Different purposes 137

Different views 139

Distinguishing between fact and opinion 141

Establishing a position or claim 144

(1) Scope of the claim 144

(2) Kinds of claims 145

Developing an argument 147

(1) Establishing the link between the support and the
claim 147

(2) Responding to diverse views 150

Types of appeals 152

(1) Classical appeals 152

(2) Rogerian appeals 154

Organizing an argument 156

(1) Classical arrangecment 157

(2) Rogerian arrangement 158

xvii




xviii  Contents

(3) Refutation and concessions 158
(4) Separate reasons in separate paragraphs 160
(5) Beginning with a different viewpoint 160
(6) Conclusions 161
5h Understanding logic 161
(1) Inductive reasoning 162
(2) Deductive reasoning 163
(3) The Toulmin method 166
5i Logical fallacies 168
(1) Ad hominem 169
(2) Appeal to tradition 169
(3) Bandwagon 169
(4) Begging the question 170
(5) Equivocation 170
(6) False analogy 170
(7) False authority 170
(8) False cause 170
(9) False dilemma 171
(10) Guilt by association 171
(11) Hasty generalization 171
(12) Oversimplification 171
(13) Red herring 172
(14) Slippery slope 172
5j Sample argument 174

Chapter 6 Research: Finding and Evaluating
Sources res 180

6a Seeking information 181
(1) Availability of resources 182
(2) Establishing a research routine 183
6b Focusing the subject and framing it as a question 185
6c Evaluating sources 186
6d Locating information efficiently 192
(1) Accessing information in libraries 192
(2) Navigating the World Wide Web 207
6e Field research 212
6f Working bibliography 214




Contents

Chapter 7 Research: Using and Citing Sources cit 216

7a
7b
7c

7d

7e

7f

79
7h

7i

Establishing a purpose 218

Taking accurate notes 219

Integrating sources 223

(1) Introducing and discussing sources 224
(2) Incorporating direct quotations 225

(3) Paraphrasing 227

(4) Summarizing 230

Avoiding plagiarism 232

MLA-style documentation 237

(1) Parenthetical citations 238

(2) Listing the works cited 247

MLA-style paper 268

(1) Revising, editing, and proofreading 269
(2) Sample MLA research paper 269

The note style of documentation 305
APA-style documentation 308

(1) Parenthetical citations 308

(2) Reference lists 310

Sample APA research paper 319

Chapter 8 Writing under Pressure pres 342

8a
8b
8¢

Deadlines 342

Strategies for overcoming writer's block 343
Essay tests 345

(1) Scheduling 345

(2) Reading instructions and questions 346

(3) Organizing your response 348

(4) Stating the main points 350

(5) Answering the question 351

(6) Revising and proofreading 351

Chapter 9 Writing about Literature lit 353

9a

Understanding literary terms 353

(1) Terms for the elements of literature 354

(2) Terms for different approaches to literature 356
(3) The purpose of an essay about literature 359

Xix



Contents

9b Discovering and developing a topic 360
(1) Exploring your personal response to literature 360
(2) Generating ideas by considering cultural factors 361
(3) Developing your subject 362
(4) Rereading a work to improve understanding 362
(5) Researching a literary topic 363

9c Essays about fiction 364

9d Essays about drama 366

9e Essays about poetry 369

9f Using proper form 374

9g Sample student paper 376

Chapter 10 Writing for Work wk 383
10a E-mail 383

10b Memos 386

10c¢ Business letters 387

10d Application letters 391

10e Résumés 394

10f Grant proposals 400

Grammar

Chapter 11 Sentence Essentials se 414

11a Subjects and predicates 415
11b Verbs and predicates 416
11c Subjects, objects, and complements 419
(1) Subjects of verbs 420
(2) Objects of verbs 421
(3) Subject and object complements 423
11d Word order 424

Chapter 12 Phrases and Clauses ph/cl 426
12a Phrases 426

(1) Noun phrases 426

(2) Verb phrases 427




Contents

(3) Verbal phrases 427

(4) Prepositional phrases 428

(5) Appositive phrases 430

(6) Absolute phrases 430
12b Clauses 432

(1) Independent clauses 432

(2) Subordinate clauses 432

(3) Coordinating and subordinating conjunctions 436
12c Sentence forms 437

(1) Simple sentence 437

(2) Compound sentence 437

(3) Complex sentence 438

(4) Compound-complex sentence 438

Chapter 13 Sentence Fragments frag 440

13a Revising phrases written as fragments 442
13b Revising clauses written as fragments 445

Chapter 14 Comma Splices and Fused
Sentences cs/fs 450

14a Revising a fused sentence or a comma splice 453

14b Revising fused independent clauses with a semicolon and
a conjunctive adverb 457

14c Divided quotations 459

Chapter 15 Modifiers mod 463
15a Adjectives 464
(1) Identifying adjectives by their endings 465
(2) Adjectives used as subject or object complements 466
15b Adverbs 467
15¢ Adjectives and adverbs denoting degrees of
comparison 470
(1) The comparative form 473
(2) The superlative form 473
(3) The incorrect double comparative or superlative 474
15d Awkward or ambiguous modifiers 474

Xxi



xxii

Contents

15e Placement of modifiers 475
(1) Single-word modifiers 476
(2) Prepositional phrases 476
(3) Adjectival clauses 476
(4) “Squinting” constructions 476
(5) Awkward constructions that split an infinitive 477
15f Dangling modifiers 478
(1) Participial phrases 478
(2) Phases containing gerunds or infinitives 479
(3) Elliptical adverbial clauses 479
15g The incorrect double negative 480

Chapter 16 Pronouns pro 482

16a Kinds of pronouns 483
(1) Personal pronouns 483
(2) Relative pronouns 484
(3) Interrogative pronouns 485
(4) Reflexive/intensive pronouns 485
16b Subjective, objective, or possessive case 486
(1) Subjective 486
(2) Objective 487
(3) Possessive 488
16¢ Clause as determiner of pronoun case 488
(1) Pronouns in compound constructions 488
(2) When to use who or whom 491
(3) Confusing constructions with who or whom 494
(4) Pronouns after than or as 494
(5) Objective form for the subject or object of an
infinitive 495
(6) Possessive form before a gerund 495
16d Pronoun-antecedent agreement 496
(1) When the antecedent is a generic noun or indefinite
pronoun 497
(2) Joining words by and or by or or nor 499
(3) Collective noun antecedents 499
16e Pronoun reference 502
(1) Ambiguous or unclear references 503
(2) Remote or awkward references 504



Contents

(3) Broad or implied references 505
(4) Impersonal iz 506

Chapter 17 Verbs v 508

17a Verb forms 509
(1) Regular or irregular verbs 510
(2) Auxiliary verbs to indicate tense or voice 511
(3) The forms of be 515
(4) Transitive, linking, or intransitive verbs 516
17b The conjugation of a verb 517
(1) Tables that illustrate the important parts of a verb 518
(2) Three principal parts of a verb 520
(3) Participles in a predicate 524
17c Verb tense 525
(1) Tense forms as time references 527
(2) Logical sequence of tense 529
17d Voice and mood 531
(1) Voice 531
(2) Mood 533
17e Subject-verb agreement 535
(1) Other words between the subject and verb 538
(2) When subject and verb endings are not clearly
sounded 538
(3) Compound subjects joined by and 539
(4) Subjects joined by either . .. or 539
(5) Inverted word order or there + verb constructions 540
(6) Using relative pronouns (who, which, that) as
subjects 540
(7) Indefinite pronouns (either, one, everybody, all, any,
some, none) 540
(8) Collective nouns and phrases 542
(9) What as the subjcct of a linking verb 543
(10) Titles of single works, words spoken of as words, and
nouns plural in form but singular in meaning 543
17f Sit and set, lie and lay, and rise and raise 546
17g Unnecessary shifts in tense or mood 548

Xxxiii




xxiv  Contents

Chapter 18 Sentence Unity: Consistency su 552

18a Clearly related ideas 552
18b Arranging details 553
18¢c Avoiding mixed metaphors and mixed constructions 555
(1) Mixed metaphors 555
(2) Mixed constructions 555
18d Faulty predication 556
18e Faulty predication in definitions 556
(1) Faulty construction of definitions 556
(2) Clear definitions 557

Effective Sentences

Chapter 19 Subordination and
Coordination sub/coor 559

19a Subordinating related short sentences 560
(1) Adjectives and adjectival phrases 561
(2) Adverbs and adverbial phrases 561
(3) Appositives and contrasting elements 562
(4) Subordinate clauses 562
19b Subordinating and coordinating main clauses 563
(1) Subordinating less important ideas 563
(2) Coordinating ideas of equal importance 563
(3) Connecting ideas logically 564
19¢ Faulty or excessive subordination 564

Chapter 20 Parallelism // 566

20a Balancing similar grammatical elements 567
(1) Parallel words and phrases 567
(2) Parallel clauses 567
(3) Parallel sentences 568
20b Clear parallel structures 568
20c Using parallel structures to establish a relationship
between sentences 569
20d Parallel correlatives 570




Contents

Chapter 21 Emphasis emp 571
21a Placement of important words 571
21b Periodic and cumulative sentences 572
21c Ascending order of importance for ideas 573
21d Active, forceful verbs 574
(1) Active and passive voice 574
(2) Action verbs and forceful linking verbs 575
21e Repeating important words 576
21f Inverting standard word order 577
21g Balanced sentence construction 577
21h Emphasis through sentence length 578

Chapter 22 Variety var 579
22a Varying sentence length 580
22b Varying sentence beginnings 582

(1) Adverb or an adverbial clause 582

(2) Prepositional or verbal phrase 582

(3) Connectives 583

(4) Appositive, absolute phrase, or introductory series 583
22c Varying sentence structure 584

(1) Complex sentence 584

(2) Compound predicate 584

(3) Appositive 585

(4) Prepositional or verbal phrase 585

(5) Additional conjunctions 585
22d Varying conventional subject-verb sequence 586
22e Varying sentence types 587

% I
1)

Chapter 23 Good Usage usg 590

23a Dictionaries 592

23b Varying language according to audience, place,
and purpose 595
(1) Colloquial words 596
(2) Slang 596

Diction

seesss

XXv



XXVi Contents

(3) Regionalisms 596
(4) Nonstandard and substandard usage 597
(5) Archaic and obsolete words 597
(6) Technical words 597
23c Clear, straightforward style 598
23d Inclusive writing 599
(1) Sexist language 600
(2) References to race and ethnicity 602
(3) Sensitivity to ability, age, class, religion, occupation, and
orientation 603

Chapter 24 Exactness e 605

24a Accurate, precise word choice 605
(1) Accuracy 605
(2) Connotations 606
(3) Specific, concrete words 607
(4) Figurative language 609
24b Idiomatic expressions 611
24c Fresh expressions 614
24d Using first and second person 615

Chapter 25 Conciseness con 617

25a Making every word count 617
(1) Redundancy 617
(2) Unnecessary words 618
(3) Expletives 619
25b Revising to eliminate needless words 621
25¢ Necessary repetition 621
25d Elliptical constructions to eliminate repetition 622

Chapter 26 Clarity and Completeness » 624

26a Articles, pronouns, conjunctions, or prepositions 625
(1) Omitted articles 625
(2) Omitted conjunctions or prepositions 627

26b Complete verbs and auxiliaries 627

26¢ Complete comparisons 628

26d Intensifiers 628




Contents

Punctuation

Chapter 27 The Comma /4 632

27a Before a coordinating conjunction linking independent
clauses 633
27b After introductory words, phrases, and clauses 635
(1) After an introductory clause preceding an independent
clause 635
(2) After introductory phrases preceding independent
clauses 636
27c¢ Separating parallel items such as those in a series 638
(1) Separating words, phrases, and clauses in a series 639
(2) Separating coordinate adjectives 639
27d With nonrestrictive and other parenthetical
elements 640
(1) Nonrestrictive clauses or phrases used as modifiers 641
(2) Nonrestrictive appositives 642
(3) Contrasted elements 644
(4) Geographical names, items in dates, and addresses 644
(5) Parenthetical expressions 645
(6) Mild interjections and words used in direct address 645
(7) Absolute phrases 645
27e For ease in reading 645
27f Unnecessary commas 648
(1) Not between the subject and its verb or the verb and its
object 648
(2) Not after coordinating conjunctions 648
(3) With only clearly parenthetical words and short
phrases 649
(4) Not with restrictive clauses, phrases, or appositives 649
(5) Not before the first or after the last item of a series 650

Chapter 28 The Semicolon ; 652

28a Connecting independent clauses without a coordinating
conjunction 652

28b Separating elements that contain commas 655

28c Not with unequal grammatical parts 655

XXVii



XXviii

Contents

Chapter 29 The Apostrophe v 657

29a Showing possession for nouns and some indefinite pro-
nouns 657
(1) Singular nouns, indefinite pronouns, and acronyms 658
(2) Plural nouns ending in -s 658
(3) To show joint ownership or to make a compound noun pos-
sessive 658
(4) Individual ownership 659
(5) In time relationships, academic degrees, or before
gerunds 659
29b With contractions and numbers 660
29c¢ The plurals of letters, numbers, and words referred to as
words 660
29d Misuse with personal pronouns and plural nouns 661

Chapter 30 Quotation Marks ““ 663
30a Direct quotations, dialogue, and thoughts 663
(1) Direct quotations 663
(2) Not with indirect quotations 664
(3) Quotations within quotations 664
(4) Dialogue 665
(5) Thoughts 666
30b Long quotations 666
(1) Prose 666
(2) Poetry 667
30c The titles of short works and subdivisions of books 668
30d Words intended in a special or ironic sense 669
30e Overusing quotation marks 670
(1) To call attention to a cliché 670
(2) To enclose yes or no in indirect discourse 670
(3) To indicate questionable diction 670
30f Placement with other punctuation marks 670
(1) Commas and periods 670
(2) Semicolons and colons 671
(3) Question marks, exclamation points, and dashes 672

Chapter 31 The Period and Other Marks 674

31a The period . 675
(1) After a declarative or mildly imperative sentence 675
(2) After some abbreviations 675




Contents

31b The question mark ? 676
31c The exclamation point ! 677
31d The colon : 678
(1) Preceding an explanation or summary, a series,
or a quotation 678
(2) Separating figures in time references as well as between
titles and subtitles 679
(3) After the salutation of a business letter 680
(4) In bibliographic data 680
31e The dash — 680
(1) Marking a sudden break in thought, an abrupt change in
tone, or faltering speech 681
(2) Setting off a parenthetical element for emphasis or
clarity 681
(3) After an introductory list or series 681
31f Parentheses () 681
31g Brackets [] 683
31h The slash / 683
31i Ellipsis points ... 684
(1) Indicating an omission within a quoted passage 684
(2) Indicating a reflective pause or hesitation 687
(3) Indicating a pause at the end of a sentence 687

N/

K :
Vi Mechanics

Chapter 32 Spelling, the Spell Checker, and
Hyphenation sp 690

32a Spell checkers 692

32b Spelling and pronunciation 693

32c Spelling words of similar sound 695
(1) Contractions and possessive pronouns 695
(2) Single words and two-word phrases 695
(3) Singular nouns ending in -nce and plural nouns

ending in -nts 696
32d Prefixes 698

XXxix



XXX

Contents

32e Suffixes 698
(1) Dropping or retaining a final e 699
(2) Doubling a final consonant before a suffix 699
(3) Changing or retaining the final y before a suffix 699
(4) Retaining the final / before -ly 700
(5) Adding -s or -es to form the plural of nouns 700
32f Confusion of ei and ie 702
32g Hyphenation 702
(1) Linking two or more words to form a compound 703
(2) Breaking a word at the end of a line 705
(3) In lists of works cited 706

Chapter 33 Capitals cap 708

33a Proper names, their abbreviations, and acronyms 709
(1) Names and nicknames of persons or things and
trademarks 709
(2) Names of peoples and their languages 710
(3) Geographical names 710
(4) Names of organizations, government agencies, institutions,
and companies 710
(5) Names for days of the week, months, and holidays 710
(6) Designations for historical documents, periods, events, and
movements 711
(7) Names of religions, of their adherents, and of holy days,
titles of holy books, and words denoting the Supreme
Being 711
(8) Personifications 711
(9) Words derived from proper names 711
(10) Abbreviations and acronyms or shortened forms of
capitalized words 712
33b Titles that precede a person’s name 712
33c¢ The first, last, and all major words in titles 713
33d The pronoun / and the interjection O 714
33e The first word of a sentence and of directly quoted
speech 715




Contents  xxxi

33f Unnecessary capitals 715
(1) Common nouns 715
(2) To indicate emphasis 716

Chapter 34 Italics ital 719

34a Titles of publications 720

34b Foreign words and phrases 721

34c Names of legal cases 722

34d Names of specific ships, satellites, and spacecraft 722
34e Words, letters, or figures spoken of as such 722

34f Emphasized words 723

Chapter 35 Abbreviations, Acronyms, and
Numbers ab/ac/n 725
35a Designations such as Ms., Mr., Mrs., Dr., St., Jr., Sr,
and I 725
35b Names of streets, cities, states, countries, continents,
months, days of the week, and units of
measurement 726
35¢ Addresses in correspondence 727
35d Abbreviations used when citing research 728
35e Abbreviations as words 731
(1) Clipped forms 732
(2) For time periods and zones 732
(3) For the United States (U.S.) when used as an
adjective 732
(4) As initials in the names of individuals 732
(5) For common expressions in Latin 733
35f Acronyms 733
35g Numbers 734
35h Special use of numbers 735
(1) Specifie time of day 735
(2) Dates 735
(3) Addresses 736
(4) Identification numbers 736
(5) Pages and divisions of books and plays 736
(6) Decimals and percentages 736






Writing

Chapter 1
Chapter 2
Chapter 3
Chapter 4
Chapter 5
Chapter 6

Chapter 7
Chapter 8
Chapter 9

Chapter 10 '

Reading and Writing Critically
Planning and Drafting Essays

Revising and Editing Essays

Document Design

. Writing Arguments

Research: Finding and Evaluating
Sources

Research: Using and Citing Sources

' Writing under Pressure

Writing about Literature
Writing for Work




Reading and Writing Critically

Chapter
1 Reading and

Writing Critically

Because the volume of information in the world is rapidly in-
creasing—in many media and especially on the Internet—the
ability to read and write critically is central to your education.
Without the ability to read critically, you can be overwhelmed
by the many voices clamoring for your attention. With it you
can make good choices, evaluate what you choose to read, and
understand key points. By writing critically, you can improve
your understanding of what you read, generate new ideas, and
communicate successfully with other readers.

Critical writing can take many different forms. Among those
discussed in this handbook are

* an essay from personal experience (3h),

* an argument from personal experience (5j),

+ an argument based on research (7f(2) and 7i),
* an interpretation of a literary text (9g),

* a memo or letter (10b—c),

* a résumé (10e), and

* a grant proposal (10f).

But whatever form it takes, critical writing—Tlike critical read-
ing—involves active engagement, the curiosity and discipline
to figure something out.

Not only will this chapter help you see that reading and writ-
ing are processes involving a series of components (1a), it will
also help you understand

» how to take an active role in your education (1b),
» how to read syllabi and writing assignments (1c),
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* how to preview reading assignments (1d),

+ how to distinguish between content and your personal response
to reading (le),

* how to evaluate and establish credibility (1f), and

* how to assess the situation in which you must complete a writ-
ing assignment (1g).

m Both reading and writing are best approached
as processes.

Because reading and writing are complex tasks, you can ben-
efit from breaking them into components that can then be un-
dertaken in stages. When reading critically, you might begin by
looking the text over to get a rough sense of what to expect
{1d); you can then read for content (1e(1)), noting personal re-
sponses (1e(2)) and evaluating credibility (1f). You might also
reread certain paragraphs before completing your first reading,
then go back and reread the whole work so that you understand
it more fully.

An Outline of the Reading Process

Previewing Skim what you are planning to read,
getting a sense of how the matcrial is
organized and what it contains. Assess
what reading this material will demand
of you in terms of time and effort (1d).

Reading for Determine what the writer of the piece is

content trying to communicate. Note the major
points. Underline, highlight, or annotate
key passages whenever possible (1e(1)).
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Noting your Consider what you like or dislike

personal response about what you have just read, what you
agree with or disagree with, what
interested you the most, and whether any
parts of this material made you think
about your own experience (1e(2)).

Rereading Check your understanding of the content.
Think about how the material has been
presented to you by appraising how the
writer has focused, organized, and
developed ideas (1f, Se, 6¢).

Experienced writers also recognize that they cannot be ex-
pected to do everything at once. They do not feel compelled to
follow the same procedures every time they write; nor do they
expect that other writers will always complete the same steps
in the same order. Nevertheless, writing usually involves four
stages.

An Outline of the Writing Process

Prewriting Read critically. Think about what you want to
write about, talk to friends about your project,
take notes, make lists, make an outline, do
anything you can to get warmed up.

Drafting Get your ideas down quickly. Write as much as
you can. If unexpected ideas come up as you
draft, get those down too. Do not worry about
being perfect. Reassure yourself by saying,
“This is only a draft.”
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Revising Make cuts and additions to improve focus and
development. Improve the structure of
paragraphs and the organization of the work as
a whole. Reconsider your introduction and
conclusion.

Editing Tighten and clarify sentences. Improve word
choice. Eliminate surface errors (mistakes in
spelling, punctuation, and mechanics).

Chapters 2 and 3 discuss writing processes in detail, and addi-
tional information about process can be found in chapters 5
through 10.

Exercise 1

Write a one-page description of the process you usually follow when
writing a paper for school.

You can hecome a hetter reader and writer by
being actively engaged in your education.

Although you will frequently benefit from working in collab-
oration with others (see 1h(3) and 3¢), you are most likely to
grow if you take responsibility for your own learning. This does
not mean working in a vacuum or separating yourself from oth-
ers. It simply means remembering that you are the most im-
portant person in your own education. Others can be guides,
mentors, coaches, teammates, or judges, but you still have to
decide what to do and then do it.
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(1) A writing or reading inventory lists strengths and
weaknesses.

Inventories are lists in which people record what they have so
they can assess where they are and plan for where they want
to go. Keeping an inventory can help you monitor your own
growth and learn how to distinguish the kinds of advice that
are the most helpful to you. Although there is no fixed formula
for recording your results, inventories are best kept at regular
intervals. Experiment with inventories by taking one at the be-
ginning, middle, and end of each college term, or at least at the
beginning and end of each academic year.

To take an inventory, begin by considering what good writ-
ing involves:

understanding your rhetorical situation (1g),

establishing a clear focus (2b),

developing a main idea (2b(2) and 2e),

writing in unified and coherent paragraphs (3c),

arranging paragraphs in a meaningful sequence (2d),
observing the rules of grammar (chapters 11-17),

using a clear and engaging style (chapters 18—26), and
mastering the conventions of punctuation and mechanics (chap-
ters 27-35).

.

.

.

Then consider your own priorities. Which of these areas are of
greatest concern to you? Which can be safely deferred until you
have met your most important goals? And because writers grow
by building on their strengths, be sure to note whatever you are
already doing well.

Using a simple chart, you can then take stock. The follow-
ing form can help.
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A Writing Inventory
What I have been told by readers:

Strengths Weaknesses

Content

Organization
Style
Surface Errors

What I think my strengths are:

What I want to improve:

This form can be modified for other purposes. If you want to
develop your skills as a critical reader or your overall study
skills, keeping an inventory can help you satisfy your goals.
Whatever the focus of your inventory, preserve each one and
as you write new ones, compare the results so you can moni-
tor your progress.

Keeping an inventory involves keeping track of what others
have told you about your work and distinguishing their com-
ments from your own sense of how you are doing. This exer-
cise sometimes shows that a writer has been overly influenced
by a single reader or, at the other extreme, has chosen to ig-
nore what several readers have reported. Students who see
themselves as “poor readers” or “bad writers” because some-
one told them this on one occasion need to be open to hearing
other voices. Students who see themselves negatively despite
having been praised for their work also need to become more
attentive to readers’ responses. However, writers who think their
work is just fine, even though they have been consistently urged
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to improve, need to consider whether they have been ignoring
good advice. In any case, writers need to see themselves as oth-
ers see them, as well as reflect on how they see themselves. Ig-
noring the responses of others will keep writers and readers
from improving, but those who focus exclusively on these re-
sponses without honoring their own perceptions will also find
their growth inhibited.

EXERCISE 2

List the goals you have for improving your reading and writing. Then
write one or two paragraphs in which you explain how you hope to
fulfill these goals.

EXERCISE 3

When people write comments on your drafts, save these papers and
reread the comments. Then use the form on page 7 to take a writing
inventory.

(2) Keeping a reading journal can increase comprehension
and generate ideas for writing.

Like a personal journal or a writer’s notebook (pages 41-42),
a reading journal provides an opportunity for using daily writ-
ing as a way to improve your understanding of experience. In
this case, however, you focus exclusively on responses to your
reading. The principal advantage of keeping a reading journal
is that you are much more likely to remember what you have
learned from reading when you write about it. Moreover, writ-
ing regularly about your reading can also increase your com-
prehension of content and help you identify responses that
could be the seeds from which larger pieces of writing subse-
quently grow.

Although you can design a reading journal in a number of
ways (choosing, for example, to focus on the reading for a spe-
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cific course or on the reading you do outside of school), you
are especially likely to benefit from keeping a journal that is
structured to improve both comprehension and creativity. One
way to do this is to keep what is called a deuble-entry jour-
nal, or a journal with two parts for each entry. For example, if
you keep your journal in a spiral notebook, you could use the
left side of each page to summarize what you read (see 7¢(4))
and the right side to record your own responses to this mate-
rial. Or you could follow the discipline of writing two para-
graphs a day: a paragraph summarizing what you learned from
something you read followed by a paragraph reflecting on this
material. You could also keep entries in different computer files.
Whatever form you adopt does not have to be followed rigidly.
After all, there may be days when you need to focus on other
responsibilities or days when you want to record a strong re-
sponse to something you just read without taking the time to
summarize it.

In any case, try to keep entries devoted to summarizing con-
tent separate from those devoted to personal responses (see
1e(2)). Doing so will help you whenever you review what you
have written: when preparing for an examination (see 8c¢), for
example, you will be able to easily identify the entries that will
help you remember content. And when preparing to draft an
essay (see chapter 2), you can turn to those entries in which
you recorded your own ideas.

(3) Colleges have resources to help you work efficiently.

One of the advantages of studying at a college or university is
that you can get academic support. Everyone needs help at some
point; it is natural and inevitable. Sometimes, however, people
fail to get the help they need because they are too proud or
shy to ask, fear that they may be ridiculed, or are simply un-
awarc of the resources available. Although these vary from one
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campus to another, you can expect to receive help from more
than one source.

(a) Your instructor can clarify course assignments and
requirements.

For most questions about the work you are doing in a course,
your instructor should be able to help. Although you can get
answers to many questions either in class or immediately af-
terward, you are likely to get more time and attention when you
visit during office hours. Here are some tips for making such
a visit productive.

CHECKLIST for Getting Help from Your Instructor

» Learn the instructor’s office hours and location.
» Ask if it is possible to make an appointment.

 Identify the goals you have for this visit. What information do
you need most? What do you need to take away with you if this
meeting is going to be productive?

» If you are planning to discuss a specific reading or writing as-
signment, bring a copy of it to the meeting.

+ Tell your instructor what you need. Do not expect your in-
structor to read your mind.

+ If you find your instructor helpful, return for other visits as
needed.

+ If by some chance your instructor seems distracted or un-
friendly, do not let this interfere with your own need to get what
you came for. Recognize that what appears to be a lack of in-
terest may be a sign of overwork, not hostility toward you per-
sonally. You can still get answers to your most important ques-
tions if you ask them clearly and efficiently.
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In addition to conferring with instructors in their offices,
you may also be able to consult with them through e-mail (see
10a) or through a Web site (see 6d(2)) created for your class.
Your course syllabus (see 1¢(1)) may include an electronic ad-
dress as well as a policy about communicating by computer. If
not, ask whether such communication is possible and under
what circumstances it would be appropriate.

(b) Writing centers enable you to get help from tutors.

Many students find that they benefit from discussing work in
progress with tutors who have recently completed similar kinds
of assignments. Your school is likely to have a writing center
where this kind of consultation can take place. As a rule, writ-
ing centers are places for people—undergraduates, graduate
students, or faculty—who want to discuss their writing. Visit-
ing a writing center does not brand you as a bad writer. Such
visits indicate only that you are committed to writing well.

CHECKLIST for Visiting a Writing Center

+ Learn when the center is open and how long you can expect a
tutorial session to last.

+ Find out whether you can get help whenever you stop by or
whether it is best to make an appointment.

+ If you are working on a specific assignment, bring the mate-
rial with you: your assignment sheet. books or articles, and,
most important, anything you have alrcady written.

* Be prepared to explain your assignment to your tutor and to in-
dicate the kind of help you need.

qy
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+ Recognize that tutors are ready to help you with your writing;
they will not simply check something over for errors. You will
usually get the kind of help you need if you visit at least a day
before your assignment is due. If you simply ask someone to
look over your work minutes before you are expected to turn
it in, this person may legitimately decide that it is too late to
give you any serious help.

« If you have a good session with a tutor, learn his or her name
so that you can develop a working relationship.

« Ifyou have a frustrating experience with a tutor, ask for some-
one else on your next visit, and do not judge the entire staff by

a single bad experience.

ExeErcisE 4

Visit the writing center on your campus, and make an appointment to
discuss a paper that you would like to improve.

(c) Libraries have trained staff who are ready to help
you.

The staff of your college or university library are ready to help
you find the material you need for writing from research. (See
chapters 6 and 7.) You can expect to find this help by stating
your needs at the reference desk.

Moreover, many libraries now offer workshops and other
training sessions for finding information on the World Wide
Web (see 6d(2)). Although librarians are unlikely to review your
reading and writing assignments with you (this kind of help
comes more appropriately from an instructor or tutor), they can
increase the ease and confidence with which you gather mate-
rial that can help you learn on your own.
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Reading syllabi and assignment sheets carefully
can help your academic performance.

Critical readers pay close attention to any text that establishes
their rights or responsibilities.

(1) Syllabi state course requirements and the plan for
meeting them.

Usually distributed on the first day of class and sometimes mod-
ified during the weeks that follow, syllabi contain important in-
formation that students sometimes overlook. Even when an in-
structor goes over the syllabus in class, you will need to read
it carefully if you want to understand and retain the informa-
tion it contains. Reading a syllabus carefully can help you avoid
misunderstanding what is required of you and then wasting
time.

CHECKLIST for Reading a Syllabus

+ Note your instructor’s name, office number, and office hours.
See whether your instructor has included an e-mail address (see
10a) and indicated any preferences for how you can get in touch
outside of class.

* Note the texts required for the course. If you are trying to save
money and can obtain a different and cheaper edition of one of
your texts, consult with your instructor. In some cases, the dif-
ference between two editions is minor; in others, it is substan-
tial.

* Look closely at what the syllabus says about writing assign-
ments. How much writing will the course require? When will
papers be due? How firm are these deadlines? Are there penal-
ties for turning papers in late?
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+  Will there be exams? (See chapter 8.) If there will be quizzes,
will they be announced in advance?

* Does the syllabus indicate that any assignments are especially
important? How will your final grade be determined?

+ Does the syllabus indicate an attendance policy? Are there
penalties for missing class?

Even if all of your questions about the course are answered the
first day, hold on to your syllabus so that you can review it reg-
ularly. Clearly defined policies and expectations can be over-
looked when you have many demands on your time.

Some instructors are now posting syllabi as part of Web sites
created for their courses. This makes it easier for them to mod-
ify their plans and easier for students to retrieve the informa-
tion when they need to. In this case, you must remember to re-
view the syllabus from time to time. No matter what medium
is used to distribute the syllabus, you put yourself at risk if you
simply skim it quickly and never look at it again.

(2) Reading a writing assignment carefully makes it
easier to complete it successfully.

An assignment sheet explaining what an instructor expects you
to accomplish deserves close attention. If you read quickly, you
may end up responding to one aspect of the assignment and
overlooking another. Or you may focus on one aspect of your
writing when the assignment directs you to focus on another.
An assignment sheet might indicate, for example, that your in-
structor wants you to develop a main idea (2b—c and 2e) with-
out worrying about mechanics (chapters 32 through 35) or
document design (chapter 4). In this case, you would be mis-
directing your energy if you prepared a beautifully formatted
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essay that is entirely free of errors but only half the specified
length. This happens more often than you might think. People
often misunderstand a writing assignment because they read
too quickly or because their minds are still full of what they
were told by another instructor.

Whether you are asked to submit an essay (chapters 2
and 3), an argument (chapter 5), a research paper (chapters 6
and 7), or some other form of writing (chapters 8 through 10),
you have a better chance of completing your project success-
fully if you read the assignment sheet with the following con-
cerns in mind.

i CHECKLIST for Reading an Assignment Sheet

» How much flexibility does this assignment allow? To what ex-
tent does it leave you free to make choices? What guidelines
does it provide for helping you make those choices?

»  What does this assignment definitely require you to do?
* What are your purpose, audience, and context? (See 1g.)
» What strengths can you bring to this assignment?

» What do you still need to learn if you are going to complete
this assignment successfully?

* How much writing is expected of you?

+ How much time should you devote to this assignment? When
should you get started?

 Should you consult with your instructor or visit a writing cen-
ter? (See 1b(1-2).)

You will benefit from reading the assignment sheet more than
once. If you have questions after you have studied it, be sure
to ask your instructor.
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m Previewing can help you read a text critically.

To preview reading means to assess how difficult a text will
be and what you are likely to learn from it. When you under-
stand what a task demands, you are more likely to complete it
successfully. Comprehending what you read is the first step to-
ward reading critically. After all, you cannot determine the mer-
its of a text without understanding its content.

When you page through a magazine looking for articles that
seem interesting, you are, in a sense, previewing it. A simple
preview can help you identify what you really want to read, but
it might also lead you to an article that disappoints you. A more
systematic preview can give you better results, especially when
you are undertaking college reading assignments. Look for the
following features.

Title Titles and subtitles often reveal the focus of a
work and sometimes even its thesis, so they are
usually worth noting. (See 3b(3).) If the title
provides little information (as may be the case
when a writer uses a clever phrase to attract
attention), do not assume that the work itself will
be useless. When you look at other parts of it,
you are likely to get a clearer sense of the work
as a whole.

Directories  Books usually have features that direct readers to
specific sections within them. A table of contents
identifies the chapters within a book; an index, at
the back, lists the specific topics covered.
Checking these directories can help you
determine whether the book will have the kind of
information you are looking for and, if so, exactly
where you can find it. A bibliography, or a list of
works cited, indicates how much research is
involved; it can also direct you to other useful
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sources. In both books and periodicals, look for
lists that reveal information about contributors.

Length A long work may contain more information than
a short one, but it may also take longer to read.
When you consider length, you can estimate how
much time you should set aside for reading. By
checking length, you can also estimate whether a
work is long enough to include useful content or
so short that it probably skims the surface of the
subject it addresses.

Visual aids  The extent to which visual aids are useful varies,
because different readers have different learning
styles. Nevertheless, a quick check for graphs and
illustrations can help you decide whether the
work has the kind of information you need.
Because visual aids break up what might
otherwise be large blocks of densely written text,
they can also signal points where you might

, pause.

, Summaries Both books and articles often contain summaries,

and reading a summary can help you decide

whether the work as a whole will be helpful.

Reading a summary can also help you follow a

| difficult text because you then know its major
points in advance. Summaries can often be found
in the preface of a book, as well as in

: introductory and concluding chapters. Scholarly

| articles often begin with a summary identified as

an abstract (see pages 324-25). Within articles,

the introductory and concluding paragraphs often

include summaries (see 6d(1)c).

In addition to looking for these features within the work you
are previewing, look inside yourself as well so that you can pre-
pare to read critically. Assess how much you already know about
the subject. If the work looks difficult and you are unfamiliar
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with the subject matter, you might benefit from doing some
preliminary reading by downloading a less demanding work
from an electronic indexing service or the World Wide Web
(see 6d). You should also consider whether you have values or
opinions that could interfere with your ability to pay close at-
tention to views that may be different from yours (see le and
5e(2)). Sometimes it is easy to hear only what you want to hear
or see only what you want to see. Without abandoning your val-
ues, you can increase your capacity for critical reading by be-
ing alert for occasions when you are tempted to dismiss new
ideas prematurely.

To preview college reading assignments, ask the questions
in the following checklist.

CHECKLIST for Previewing a Reading Assignment

* How long is this work, and how long are different sections of
it? Does the organization seem straightforward or complex?
How much time will I need to read this piece carefully?

* What do [ already know about this subject? Can I keep this
knowledge in mind as I read so I can establish some immedi-
ate connection with the text?

» Do I have any strong feelings about this subject that could in-
terfere with my ability to understand how it is treated in this
text? (See le.)

¢ Do I know anything about this author, and if so, can I trust what
he or she writes? If the author is unfamiliar to me, is there any
biographical information in the source that will help me assess
his or her credibility? (See 1f and 6¢.)

* What can I learn from the title? Is there a subtitle? If there are
subheadings in the text, what do they reveal about the organi-
zation?
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*  What do the table of contents and index indicate about what is
in the book? Does this article include an abstract?

+ Are there graphs, figures, or other visual aids? If so, how can
this material be useful to me?

« Is there a bibliography that will indicate how extensive and cur-
rent the research is?

» Does the introduction or conclusion reveal the author’s thesis?
(See 2b.)

« Has the author included a summary near the conclusion or at
the end of any of the subsections?

»  Would it be easier for me to understand this text if I read some-
thing else first?

In addition to asking yourself these questions, you can also ben-
efit from scanning specific sentences and phrases. Although
the central idea of a paragraph can occur anywhere within it
(see 3c(1)), it often appears in the first or last sentence. By
reading these sentences, you can get a sense of a work’s con-
tent and organization.

The main outline of a text can also be determined by words
that indicate sequencing, such as “There are three advantages
to this proposal. . . . The first is. . . . The second is. . . "

In addition, you can scan for key phrases that writers use to
signal important points. The phrase in other words, for exam-
ple, signals that a writer is about to paraphrase a point just made
—probably because it is important (sce 7c¢(3)). Other key
phrascs include in the following article (or chapter), which can
signal a statement of the author’s focus or purpose; and in sum-
mary, in conclusion, and the point I am making, which signal
that a point is being made about the information just presented.

Previewing is a way to make reading casier and more mean-
ingful. It can also help you select appropriate material when
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you do research (see chapter 6). But remember that preview-
ing a text is not the same as reading all of it closely.

Critical readers can distinguish between the
content of what they read and their personal
response to that material.

Reading is a transaction between writers and readers. Writers
choose words with which to express themselves and then make
these words available to others. Readers then try to understand
what these words mean. Ideally, this transaction succeeds and
understanding is achieved.

Sometimes, however, communication between writers and
readers breaks down. Writers may have used language care-
lessly, or readers may have read in haste. Moreover, even lan-
guage that is well chosen can be misleading because words have
different meanings (or denotations) as well as strong associa-
tions (or connotations) that vary from reader to reader (see 24a)
and from culture to culture (see 9b(2)). By becoming a critical
reader and writer, you become a better communicator and de-
velop strategies for working through misunderstandings when
they occur.

To read a text critically, you need to ask at least three ques-
tions of it:

» What exactly is this writer trying to tell me?
» How did the writer try to communicate this content?
» What does this text make me think or feel?

(1) Understanding content requires paying close attention
to the words on the page or screen.

Because the meaning of words changes depending on the
contexts in which they appear, reading for content involves con-
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structing knowledge from groups of words—sentences, para-
graphs, sections, and chapters—and building on this knowl-
edge as you acquire new blocks. For example, you may under-
stand a sentence when you first read it, then understand it better
after finishing the paragraph in which it appears. The challenge
is to understand as much as you can but to keep that under-
standing flexible enough to accommodate what will come. If
you are reading a twenty-page chapter, you will probably need
a preliminary understanding of the first ten pages if you are
going to understand the next ten. But if you then reread the en-
tire chapter, your understanding of this material is likely to
deepen. Accordingly, critical readers usually reread texts that
are important to them.

When reading for content, make sure you understand the
words on the page. You are likely to encounter words that are
new to you, and you cannot be expected to stop every time you
encounter a new word. The meaning of such words may be de-
fined in the text itself, or you might be able to infer their mean-
ing from the way they have been used. But whenever a new
term appears in a critically important position such as a thesis
statement (2b) or a conclusion (3b(2)), you should take the
trouble to learn its meaning. Similarly, you should also consult
a good dictionary (23a) when an unfamiliar term appears re-
peatedly in the work you are reading.

Words indicating sequencing (see 1d) can help you grasp
content. Transitional expressions—especially those indicating
purpose, result, summary, repetition, exemplification, and in-
tensification (page 94)—can also alert you to important points.
When reading a text that belongs to you, underline or highlight
passages introduced by words such as these so that you can re-
fer to them easily. With an electronic text, you can either print
out a hard copy or use your word processing program to an-
notate or respond to a downloaded file directly on the screen
and then save both versions.

\
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(2) Recognizing a personal response requires you to
understand why a writer has caused you to react in
some way.

Since we are sometimes tempted to judge others prematurely
or to mishear what someone is telling us because we are busy
thinking about what we want to say next, we sometimes mis-
understand what others say. Critical readers pay attention and
do not allow their personal responses to interfere with their abil-
ity to understand. But in addition to reading for content (see
le(1)), they also note what they think about this content. In-
stead of receiving a text passively, they consider where they
agree or disagree, become frustrated or intrigued, sympathetic
or annoyed. They then determine exactly what triggered this re-
sponse. Is it the writer’s tone (3a(3)), an example that evoked
a personal memory, a lapse in the organization (2c¢), the sub-
ject itself (2a), or something altogether separate from the text,
such as trying to read it after a sleepless night?

By noting personal responses and recognizing that they are
independent of a work’s content even if they are inspired by it,
critical readers increase their understanding of the choices writ-
ers make when communicating with readers. Noting such re-
sponses also generates ideas that can lead to new pieces of writ-
ing. (See 2a, 5b, 6b, and 9c.)

Some instructors ask students to explore personal responses
in reading journals (see 1b(2)) or in response papers, which
are short, informal papers inspired by an assignment. But you
do not have to be required to note personal responses to bene-
fit from doing so. Since critical readers and writers take re-
sponsibility for their own education, they develop the habit of
responding actively to whatever they read.
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* Note passages that capture your attention. Underline or high-
light your own copy; highlight when reading on a computer
screen.

« Put a question mark in the margin when you do not understand
a passage—or understand it but question its accuracy.

« Put an exclamation point in the margin when a statement or ex-
ample surprises you.

«  Write yes or no in the margin when you agree or disagree. When
a passage reminds you of another passage (or something else
you have read), note that comparison in the margin.

» Keep a reading journal (1b(2)). Include at least one question,
compliment, or reservation about what you read each day.

+ Correspond by e-mail with other people who are reading the
same material (102).

+ Talk with friends and family members about any texts you have
enjoyed reading.

n Good writing conveys credibility.

In addition to reading for comprehension and to determine a
personal response, critical readers also look for signs that help
them determine whether an author is well informed and fair
minded. To determine how credible a writer is, ask yourself the
questions in the following checklist.
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CHECKLIST for Evaluating Credibility

+ Does the writer sound committed to communicating with read-
ers? As a reader, do you feel that you are being addressed re-
spectfully?

* Does the writer seem knowledgeable about the topic?
+ Does the writer support claims with evidence? (See 5d and 5e.)
* Does the writer reveal how and where evidence was obtained?

+ Does the writer recognize that other points of view may be le-
gitimate? (See 5e(2).)

* Does the writer reach a conclusion that is in proportion to the
amount of evidence produced? (See 5d.)

As you evaluate credibility, consider what the text reveals about
the author’s character (see 5f(1)) by asking, Does this writer
have a good knowledge of the subject, good character, and good
will toward the audience? Thoughtful writers support their
claims with evidence (5d) and reach conclusions that seem jus-
tified by the amount of evidence provided. They reveal when,
how, and where they obtained this evidence (7a, 7b, and 7d),
and their tone (3a(3)) is appropriate for their purpose, audi-
ence, and context (1g). Moreover, they show that they have con-
sidered fairly views with which they disagree (see 5e(2)).

If you are uncertain about a writer’s credibility or are
simply interested in learning more about this person’s profes-
sional standing, you can often obtain additional information by
searching an electronic indexing service or the World Wide Web

> (see 6d).

Similarly, when you revise your own writing (see chapter 3),
consider your own credibility by asking yourself what you
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would ask of others. Doing so can help you see where you need
to develop a point more fully, moderate a claim, or adjust your
language.

Writers must understand their purpose,
audience, and context.

Critical writers have a clear sense of purpose, audience, and
context.

Purpose What a writer hopes to achieve in a piece of
writing
Audience Who will read the piece in question

Context Where and when the exchange between writer and
audience takes place

Your purpose should be appropriate for both the audience and
the context. Consider, for example, how your speech changes
depending on the person to whom you are speaking and where
you are. You would not convince a prospective employer to hire
you if you spoke the same way you talk to your closest friend.
Nor would you speak the same way to your friend regardless
of the context: where and when the conversation takes place,
as well as social factors that can influence it. Meeting a friend
for coffee when she is excited about getting a new job would
generate words very different from the ones you would use the
first time you see her after she has suffered a serious loss. You
should demonstrate similar flexibility when writing. The com-
bination of purpose, audience, and context is called your
rhetorical situation. Assess your rhetorical situation when you
are planning to write (see chapter 2), and remember it when
you are revising your work (sce chapter 3).
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(1) Purpose means your reason for writing.

The clearer your purpose, the better your writing is likely to
be. To clarify your purpose, it helps to ask yourself whether
you want to

* express how you feel about something,

* amuse or entertain readers,

+ report information to readers,

explain the significance of information,
persuade readers to agree with you, or
convince readers to undertake a specific action.

.

When classified according to purpose, nonfiction writing is of-
ten described as expressive, expository, or persuasive.

Expressive writing emphasizes the writer’s feelings and re-
actions to people, objects, events, and ideas. Personal letters
and journals are often expressive, as are many essays. The fol-
lowing example (paragraph 1) comes from an essay designed
to convey how the author feels about the relationship he had
with his father. (For ease of reference, each of the sample para-
graphs in this chapter is numbered.)

1 At just about the hour when my father died, soon after dawn
one February morning when ice coated the windows like cataracts,
I banged my thumb with a hammer. Naturally I swore at the ham-
mer, the reckless thing, and in the moment of swearing I thought
of what my father would say: “If you'd try hitting the nail it would
go in a whole lot faster. Don’t you know your thumb’s not as hard
as that hammer?” We were both doing carpentry that day, but far
apart. He was building cupboards at my brother’s place in Okla-
homa; [ was at home in Indiana putting up a wall in the basement
to make a bedroom for my daughter. By the time my mother called
with the news of his death—the long distance wires whittling her
voice until it seemed too thin to bear the weight of what she had
to say—my thumb was swollen. A week or two later a white scar
in the shape of a crescent moon began to show above the cuticle,
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and month by month it rose across the pink sky of my thumbnail.
It took the better part of a year for the scar to disappear, and every
time I noticed it I thought of my father.

—SCOTT RUSSELL SANDERS, “The Inheritance of Tools”

Expository writing, or referential writing as it is sometimes
called, focuses on objects, events, and ideas, rather than on the
writer’s feelings about them. Textbooks, news accounts, scien-
tific reports, and encyclopedia articles are usually expository,
as are many of the essays students are expected to write in col-
lege. When you report, explain, clarify, or evaluate, you are
practicing exposition. The following paragraph comes from an
article that explains what happens to people when exposed to
severe cold.

2 But those who understand the cold know that even as it dead-
ens, it offers perverse salvation. Heat is a presence: the rapid vi-
brating of molecules. Cold is an absence: the dampening of the vi-
brations. At absolute zero, minus 459.67 Fahrenheit, molecular
action ceases altogether. It is this slowing that converts gases to
liquids, liquids to solids, and renders solids harder. It slows bacte-
rial growth and chemical reactions. In the human body, cold shuts
down metabolism. The lungs take in less oxygen, the heart pumps
less blood. Under normal temperatures, this would produce brain
damage. But the chilled brain, having slowed its own metabolism,
needs far less oxygen-rich blood and can, under the right circum-
stances, survive intact.

—PETER STARK, “As Freezing Persons Recollect the Snow™

Persuasive writing is intended to influence the reader’s at-
titudes and actions. Most writing is to some extent persuasive;
through the choice and arrangement of material, cven some-
thing as apparently straightforward as a résumé can be persua-
sive. However, writing is usually called persuasive if it is clearly
arguing for or against a specific position (see chapter 5). In
paragraph 3, notc how the author calls for better management
of national parks.
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We must protect our national parks. for our families and for our
future. The only way that we can ensure that our priceless heritage
of national parks and other public lands is still here for our grand-
children is through responsible federal management. We must not
abandon the guiding principles set down in 1916: Our parks must
remain “dedicated to conserving unimpaired . . . natural and cul-
tural resources and values . . . for the enjoyment, education and in-
spiration of this and future generations.”

—MELANIE GRIFFIN, “They're Not for Sale”

Writers frequently have more than one purpose. For exam-
ple, it is often necessary to report information when you are
trying to persuade. There is nothing wrong with having more
than one purpose. The challenge is to be sure that you have a
purpose. If you have more than one purpose. you should be us-
ing one to help you achieve the other—which is very different
from writing without a purpose or simply losing sight of your
original purpose.

CHECKLIST for Assessing Purpose

+ If you are writing in response to a specific assignment, what is
your instructor’s purpose in giving it? Check your assignment
sheet (1¢(2)) to see what goals your instructor has set for you.

* Are you expected to fulfill a given purpose, or can you define
your own?

* Are you trying primarily to express how you feel? Are you writ-
ing to improve how well you understand yourself or trying to
help others understand you better?

+ Are you trying to be entertaining? What do you hope to ac-
complish by treating your subject humorously?

+ Are you writing primarily to convey information? Are you try-
ing to teach others something that they do not know already or
to demonstrate that you have knowledge in common?
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» Are you writing primarily to persuade your readers? Do you
want them to stop a certain behavior or to undertake a specific
action?

* Do you have more than one purpose in writing? Can you
achieve all of them? Are any in conflict?

* Are you trying to show your instructor that you have specific
writing skills and are knowledgeable about your subject?

ExXERCISE 5

Select one of the following subjects and write a description of how
you would approach this subject if you were writing an essay that
would be primarily (a) expressive, (b) expository, or (c) persuasive.

1. summer 4. computers 7. work
2. children S. rain 8. music
3. cars 6. fast food 9. housing

(2) Audience refers to those who will read your writing.

Understanding your audience will help you decide on the length
and depth of your essay, the kind of language to use, and the
examples that will be the most effective. Audiences vary con-
siderably, and so do writers. Some writers like to plan and draft
essays with a clear sense of audience in mind: others like to
focus on the audience primarily when they are revising. (See
chapters 2 and 3.) At some point, however, you must think
clearly about who will be reading what you write and ask your-
self whether your choices are appropriate for this audience.

(a) Specialized audiences

A specialized audience has a demonstrated interest in your
subject. If you are writing about the harm done through
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alcohol abuse, members of organizations such as Alcoholics
Anonymous or Mothers Against Drunk Driving would consti-
tute a specialized audience. So would nutritionists, police of-
ficers, or social workers. These audiences would have differ-
ent areas of expertise and possibly different agendas, so it
would be unwise to address each of them in exactly the same
way. In each case, however, you could assume that your audi-
ence has a special interest in your subject and some knowl-
edge of it.

When writing for specialized audiences, you need to con-
sider how much and what sort of information, as well as what
methods of presentation, are called for. You can adjust your tone
and the kind of language you use as you tailor your presenta-
tion to their expertise and attitudes. (See 3a(3) and chapter 23.)
If you provide a detailed explanation of basic terms or proce-
dures, an audience of experts might decide that your work is
too simple to be helpful or interesting and choose to read some-
thing else instead. But if you can provide the same audience
with new information—or a new way of understanding infor-
mation with which it is already familiar—the attention you re-
ceive is likely to be favorable. The average reader would prob-
ably be confused by the language in the following paragraph
because it was written for a specialized audience of linguists
who are already familiar with the terminology of their disci-
pline.

4 The notions of illocutionary force and different illocution-
ary acts involve really several quite different principles of distinc-
tion. [. . .] So we must not suppose what the metaphor of “force”
suggests, that the different illocutionary verbs mark off points in a
single continuum. Rather, there are several different continua of
“illocutionary force,” and the fact that the illocutionary verbs of
English stop at certain points on these various continua and not at
others is, in a sense, accidental. For example, we might have had
an illocutionary verb “rubrify,” meaning to call something “red.”
Thus, “I hereby rubrify it” would just mean “It’s red.” Analogously,
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we happen to have an obsolete verb “macarize,” meaning to call
someone happy.
—1J. R. SEARLE, “Speech Acts: An Essay in the Philosophy of Language”

Many of the papers you write in college—in history, eco-
nomics, and psychology, for example, as well as in English—
are for a specialized audience. When you write an essay for a
college course, you can usually assume that your instructor is
already familiar with the material. For example, if you are writ-
ing an essay about a novel assigned by your English instructor,
it is not necessary to summarize the plot unless you have been
specifically asked to do so. You can assume that this special-
ized audience already knows what takes place. Instead of telling
your audience what he or she already knows, use your essay to
communicate your interpretation of the material you have both
read. (See chapter 9.)

No one knows everything about a subject, and a specialized
audience is usually pleased to learn something new. However,
writing for members of a specialized audience does not neces-
sarily demand that you know more than they do. At times it
may be sufficient to demonstrate that you understand the ma-
terial and can discuss it appropriately. Moreover, a specialized
audience for one subject would not be a specialized audience
for another.

(b) Diverse audiences

A diverse audience consists of readers with different levels of
expertise and interest in your subject. For example, if you are
writing an essay about computer software that will be read by
other students in a first-year composition course, you will prob-
ably discover that some of your readers know more about soft-
ware than others.

When writing for a diverse audience, you can usually as-
sume that your readers have interests different from yours and
many demands on their time but share a willingness to learn
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about new material if it is presented clearly and respectfully by
someone who is taking the trouble to identify with them. Con-
sider how the following description from an introductory lin-
guistics textbook explains a concept that the author of the com-
parable passage on pages 30—31 assumed to be already
understood by a specialized audience.

The study of how we do things with sentences is the study of
speech acts. In studying speech acts, we are acutely aware of the
importance of the context of the utterance. In some circumstances
There is a sheepdog in the closet is a warning, but the same sen-
tence may be a promise or even a mere statement of fact, depend-
ing on circumstances. We call this purpose—a warning, a prom-
ise, a threat, or whatever—the illocutionary force of a speech act.
—VICTORIA FROMKIN and ROBERT RODMAN, An Introduction to Language

To attract the attention of a diverse audience, look for what
its members are likely to have in common despite their differ-
ences. For example, are they all students at the same school or
residents of the same state? Do they all work full- or part-time?
Do they believe in the importance of exercise or worry about
conflicts in personal relationships? The key to communicating
successfully with diverse readers is to find some way to draw
them together on common ground and to join them there.

One way to envision a diverse audience is to think in terms
of educational level. Instead of writing for students in general,
you could ask yourself whether the audience you most want to
reach is composed primarily of students in their first or fourth
year of college. With one of these audiences in mind, you could
emphasize common concerns and lessen the risk of excluding
readers whose lives, in other respects, are quite different from
yours. By considering the educational level of your audience,
you will also find it easier to make appropriate choices in dic-
tion (see chapters 23 and 24) and detail (see 2e). For example,
an upper-division textbook in linguistics presents a somewhat



more complete approach to speech acts than an introductory
text.

6 Every speech act has two principal components: the utterance
itself and the intention of the speaker making it. First, every utter-
ance is represented by a sentence with a grammatical structure and
a meaning; this is variously called the locution or the utterance
act. Second, speakers have some intention in making an utterance,
something they intend to accomplish; that intention is called an il-
locution, and every utterance consists of performing one or more
illocutionary acts.

—EDWARD FINEKAN and NIKO BESNIER, Language: Its Structure and Use

You could also envision a diverse audience defined by some
other common ground, such as gender. If you look through pop-
ular magazines, you can easily find articles written for either
men or women. However, when writing for a gender-specific
audience, do not make the mistake of assuming that all men or
all women think the same way or share the same values. Fur-
ther, there is a big difference between consciously choosing to
write for a gender-specific audience and accidentally ignoring
gender differences when writing for an audience that includes
both men and women.

Sometimes you may not know much about your audience.
When this is the case, you can often benefit from imagining a
thoughtful audience of educated adults. Such an audience is
likely to include people with different backgrounds and cul-
tural values (see 9b(2)), so be careful not to assume that you
arc writing for readers who are exactly like you. A useful tech-
nique in this case is to imagine yourself in a conversation with
a small group of specific persons who have diverse back-
grounds but nevertheless share an interest in your topic. Even
if your actual readers are sometimes less thoughtful than your
ideal readers, they may rise to the occasion, when treated re-
spectfully, and assume the role you have projected for them. To

L—_———
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a considerable extent, the language you use will determine
whether diverse readers feel included in or excluded from your
work. Be careful to avoid jargon or technical terms that would
be understood only by a specialized audience. If you must use
a specialized term, explain what you mean by it. (See 23b(6).)

(c) Multiple audiences

Writers often need to address multiple audiences. At work, for
example, you might need to write a memo or a letter that will
be read not only by the person to whom it is addressed but also
by people who receive copies (see 10b). The readers in a mul-
tiple audience can have distinctly different expectations. If, for
example, you are asked to evaluate the performance of an em-
ployee you supervise and send copies to both that person and
your boss, one part of your audience is probably looking for
praise while the other is looking to see whether you are a com-
petent supervisor.

The use of e-mail for communication (see 10a) has in-
creased the likelihood of writing for a multiple audience
because messages can be easily forwarded—and not al-
ways with the writer’s permission. Other electronic texts,
such as those generated by Listserv dialogues, MOOs, or online con-
versation through a Web site, can also reach a multiple audience. When
writing texts for electronic submission, consider whether anyone out-
side your immediate audience could take an interest in your work.

When writing essays in college, you may also find yourself
writing for multiple audiences. The most common example is
drafting an essay that will be discussed in a small group of fel-
low students and read by your instructor. If you choose to write



an essay for a diverse audience and submit it to an instructor
who is a specialist on your subject, you are actually writing for
multiple audiences. This kind of writing requires you to con-
sider a variety of attitudes and positions (see 5e(2)). Doing so
is helpful when planning your essay and also when reading what
you have drafted from different points of view as you prepare
to revise it (see chapter 3).

t CHECKLIST for Assessing Audience

« Who is going to be reading what you write?

« What do you know about the members of this audience? What
characteristics can you safely assume about them?

»  What values do you share with them?

* How do you differ from them?

* How much do they already know about your topic?
» What kind of language is appropriate for them?

* How open are they to views that may be different from theirs?
Are they likely to prefer hearing you restate what they already
know or learning something new?

* How professional would they expect you to seem?

+ What do you not know about your audience? What assump-
tions would be risky?

* Are you writing with one audience in mind and then expecting
a different audience to read what you have written? If so, have
you clearly indicated the audience you have in mind so your
readers can imagine that they are part of it?
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EXERCISE 6

Choose a recent class and write a description of it that would be read
by (a) a member of your family, (b) the instructor, or (c) the dean of
the school. Then write a second description that would be read by all
three.

ExErRciISE 7

Examine an introductory and an advanced textbook in a discipline of
your choice, and locate a passage in each devoted to the same issue
or concept. Photocopy these passages and prepare a class presentation
in which you explain how they reveal changes in audience.

(3) Context means the circumstances under which writers
and readers communicate.

Context includes time and place. An essay written outside of
class may be very different from one written in a classroom
even if both are written for the same instructor and in response
to the same question. What you are able to write has been in-
fluenced by time and place, and your audience is likely to take
this into account—expecting more from you when you had
more time and better working conditions. Similarly, an in-
structor may expect more from an essay written at the end of
the course than from one written at the beginning.

Context is also influenced by social, political, religious, and
other cultural factors (see 9b(2)). Your background and beliefs
often shape the stance you take when writing. An essay writ-
ten shortly before Christmas, for example, could be influenced
by both your own anticipation of that event and whether or not
you think your audience shares that anticipation. Or a political
crisis, such as the outbreak of war or the collapse of a nation’s
economy, could prompt you to reconsider the purpose of an es-
say you are drafting. Writers can benefit by considering whether



factors such as these have led them to make assumptions about
their audience that may or may not be accurate.

When you read the work of other writers, you will some-

times find examples in which the context is specifically stated,

as

7

in the following passage.

In the twenty-second month of the war against Nazism we meet
here in this old Palace of St. James, itself not unscarred by the fire
of the enemy, in order to proclaim the high purposes and resolves
of the lawful constitutional Governments of Europe whose coun-
tries have been overrun; and we meet here also to cheer the hopes
of free men and free peoples throughout the world.

—WINSTON CHURCHILL, “Until Victory is Won”

Often, however, the context must be inferred. Whether you
choose to state your context or not, it is essential that you con-
sider it.

CHECKLIST for Assessing Context

Under what circumstances are you writing this essay? If you
are free to choose the time and place in which you write, have
you set aside a time when you are likely to do good work and
found a site where you can work without distractions?

Under what circumstances will your essay probably be read? If
it is going to be one of many essays in a pile on someone’s
desk, can you help that person quiekly see the purpose of your
work and how it responds to your assignment?

How has your response to this assignment been influeneed by
what else is going on in your life? Are you satisfied with this
response, or does it put you at risk? Can you make any changes
in your schedule that will allow you to focus more attention on
this assignment?
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» Have you been asked to write an essay of a specific length? If
length has not been specified, what seems appropriate for your
audience?

+ What document design (see chapter 4) is appropriate for this
context?

ExERcCcISE 8

Write a two-page essay describing the circumstances under which you
are most likely to write well and the conditions under which you would
experience the most anxiety.



Chapter

Planning and
2 Drafting Essays

Experienced writers understand that writing is a process (1a).
When you engage in this process, you must consider your pur-
pose, audience, and context (1g). You must also be prepared to
revise and edit what you write (chapter 3).

This chapter will help you

+ find good topics (2a(1)),

« focus your ideas (2a(2)),

« write a clear thesis statement (2b),

« organize your ideas (2¢), and

« draft well-developed paragraphs (2d).

If you try to engage in all of these activities simultaneously, you
may become frustrated, so it is better to focus on one at a time.

As you plan and draft an essay, you may need to return to
a specific activity several times. For example, drafting may help
you see that you need to go back and collect more ideas, change
your thesis, or even start over with a new one. Rather than see-
ing repeated effort as a sign of failure, experienced writers con-
sider it an opportunity to improve. (See chapter 3.) They know
that writing effective essays requires serious work, but the ef-
fort is worthwhile. Working out your ideas and making them
clear to readers will help you gain new insights and enjoy a
sense of genuine accomplishment.

Writers find appropriate subjects and decide
how to focus them.
Whether you are assigned a subject or are free to choose your
own, you must consider what you know-—or would like to learn
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about—and what is likely to interest your audience (see 1g(2)).
You must also decide how to focus your subject so that you can
develop it adequately within the time and space available to you.

When you take a writing course, you might be asked to
choose your own subject. In this case, you should consider your
interests and your experience. The first step toward interesting
an audience in your subject is to be interested in it yourself. Of-
ten the best subject is one drawn from your own experience, be-
cause experience has given you knowledge of the subject. Think-
ing about hobbies, sports, jobs, places, trips, and relationships
can often help you discover a subject that is important to you
and likely to interest readers if you write about it with a clear
purpose and well-chosen detail (see 1g(1), 2d, and chapter 24).

More often, however, you will be asked to write essays about
subjects outside your personal experience but within your ac-
ademic experience. For instance, you may have a paper due for
a course in ancient history. If you are not limited to a specific
question, you would be responsible for choosing your subject—
but it would have to be one related to the course. Just as you
do when you write about personal experience, you should make
an effort to find material that interests you. Look in your text-
book, particularly in the sections listing suggestions for further
reading and study. Go through your lecture notes and examine
the annotations you made in the works you read for the course.
(See 7h.) Ask yourself whether there are any aspects of your
subject you feel certain about and any others about which you
would like to learn more. Writing about a subject is one of the
best ways to learn aboat it, so use this assignment not only to
satisfy your audience but also to satisfy yourself.

(1) There are several ways to search for a subject.

If you have a hard time finding something to write about—
or have so many ideas that you have trouble choosing among
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them—try journaling, freewriting, listing, clustering, or
questioning. Discussing assignments with other people can
also help you generate ideas and decide on those likely to
yield good essays. Use whatever methods produce results for
you. Different methods may work best for different subjects;
if you run out of ideas when using one method, switch to an-
other. Sometimes, especially for an assigned subject remote
from your own interests and knowledge, you may need to try
several methods.

(a) Journaling

Keeping a journal is a proven way to generate subjects for es-
says. Although there are many different kinds of journals, stu-
dents often benefit from writing in a personal journal or a
writer’s notebook every day.

In a personal journal, you reflect on your experience. In-
stead of simply listing activities, meals, or weather reports,
you use writing to explore how you feel about what is hap-
pening in your life. You might focus on external events, such
as what you think about a book or a film, or focus on your
inner life by exploring changes in mood or attitude. Writers
who keep a personal journal usually write for their own ben-
efit; they are their own audience and do not share what they
write with others. But in the process of writing this jour-
nal—or reading it-—they may discover subjects they can use
for essays.

Like a personal journal, a writer’s notebook also includes
responses to experience. In this case, however, the emphasis is
on recording and cxploring material for future projects. Stu-
dents often benefit from keeping a writer’s notebook in which
they keep a list of quotations and observations that invite
development. When time allows, they might also draft the
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opening pages of an essay, outline the idea for a story, or ex-
periment with poetry.

Some writers keep both a personal journal and a writer’s
notebook. Others keep only one—or create a combination of
the two. Still others prefer to keep a reading journal (sce
1b(2)). In any case, they feel free to write quickly without wor-
rying about spelling or grammar.

(b) Freewriting

When freewriting, writers record without stopping whatever oc-
curs to them during a limited period of time—often no more
than ten minutes or so. They do not worry about whether they
are repeating themselves or getting off the track; they simply
write to see what comes out. No matter how bad the writing
may be, the process helps them discover ideas they did not re-
alize they had. The entries in a personal journal or writer’s note-
book may be freewritten, but freewriting is not limited to jour-
naling. You can take out a sheet of paper and freewrite whenever
you have a few minutes to spare. Some writers use colored
marking pens to identify different topics generated by this ac-
tivity.

In directed freewriting, writers begin with a general subject
area and record whatever occurs to them about this subject dur-
ing the time available. When asked by his English teacher to
write about whatever he remembered about high school, Peter
Geske wrote the following example of directed freewriting dur-
ing five minutes of class time. This was the first step toward
drafting his essay, three different versions of which appear in
chapter 3.

As the color coding shows, this freewrite generated at least
four possible writing topics about high school: cliques, un-
qualified teachers, good teachers, and sports. Some of these
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topics overlap. Sports, for example, could be combined with
cliques if athletes kept to themselves; or a good teacher might
be contrasted with a bad one. However, the focus could also
be narrowed to a single teacher or even to a single aspect of
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that teacher’s performance—such as the inability to control
the class. Within a few minutes, this writer has discovered
that he has more to say than can be addressed in a single
essay.

(c) Listing

One way to gather ideas about your writing topic is to make
an informal list, a process also known as brainstorming. The
advantage to listing is that, like outlining, it lets you see indi-
vidual items at a glance rather than having to pick them out
of a block of writing. It also encourages the establishment of
relationships. Jot down any ideas that come to you while you
are thinking about your subject. Do not worry if the ideas come
without any kind of order, and do not worry about the form in
which you write them down; grammar, spelling, and diction
are not important at this stage. Devote as much time as nec-
essary to making your list—perhaps five minutes, perhaps an
entire evening. The point is to collect as many ideas as you
can.

Peter made the following list after he had decided to focus
his essay on the quality of the education he received at his high
school.

geometry with Kleinberg
sophomore English with Mrs. Sullivan
American history with Mr. Rodriguez
out-of-date books
a terrible library
out-of-control classes
failing chemistry
good grades in English and history
blow-off courses

social problems
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sex education

speech
partying throughout senior year
too many students in each class
useless computers

This list may appear chaotic, but earlier items suggest later
ones, and a review of the whole list may indicate items that
need to be rearranged, added, or deleted. As you look through
the list, you will find some ideas that are closely related and
could be grouped together. For instance, items about school fa-
cilities can easily be grouped together, as can items about spe-
cific courses. Toward the end of his list, Peter began to estab-
lish some relationships by developing a sublisting of courses
he found useless. Order and direction are beginning to emerge.

For an example of a list written and revised under pressure,
see page 349.

(d) Clustering

Instead of listing ideas in a column, you can try arranging them
as they occur in a kind of map that shows how they relate to
one another. To try clustering, write your main subject in the
middle of a blank sheet of paper and then draw a circle around
it. Surround that circle with others containing related ideas,
and draw a line between each of them and the main subject.
As you think of additional ideas or details, place them in new
circles and connect them with lines to the circles to which they
are most closely related. Doing so will establish various ways
of exploring your topic and provide a visual image of how
these trains of thought connect. Although you are unlikely to
pursue all of the directions you have charted once you narrow
your focus (sce 2a(2)), the connections you have established
can help you determine how you want to organize your essay
(see 2d).
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(e¢) Questioning

Explore a subject by asking yourself some questions. There are
two structured questioning strategies you might use—journalists’
questions and a similar approach known as the pentad that en-
courages seeing relationships. Journalists’ questions ask Who?,
What?, When?, Where?, Why?, and How?; they are easy to use
and can help you discover ideas about any subject. Using jour-
nalists” questions to explore the subject of high school education
could lead you to think about who goes to public high school and
who teaches there, what courses are offered, when education im-
proves or deteriorates, where funding comes from and where
teachers get their training, w/y some classes get overcrowded and
why funds are short, and how education stimulates or how it fails.

The pentad considers the five dramatic aspects of a subject:

Act what happens
Actor who does it
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Scene the time, place, and conditions under which the
event occurred

Agency the method or circumstances facilitating the act

Purpose the intent or reasons surrounding the act

Using this method can help you discover relationships among
the various aspects of the subject. For example, consider some-
thing like “failing chemistry”—one of the ideas generated by
Peter Geske in the list on pages 44—45. What is the relation-
ship between the act (failing a course) and the actors (the stu-
dent who failed and the teacher who failed him)? Did the fail-
ure result from the inability of these two actors to perform well
together? Or was the act in this case related to the scene: an
overcrowded classroom with out-of-date equipment?

(2) Writers need to focus their ideas.

Exploring the subject will suggest not only productive strategies
for development, but also a direction and focus for your writing.
Some ideas will seem worth pursuing; others will seem inap-
propriate for your purpose, audience, or context. You will find
yourself discarding ideas even as you develop new ones.

A simple analogy will help explain focus: When you want
a picture of a landscape, you cannot photograph all that your
eye can take in. You must focus on just part of it. As you aim
your camera, you look through the viewfinder to make sure the
subject is correctly framed and in focus. At this point you may
wish to move in closer and focus on one part of the scene, or
you may decide to change your angle, using light and shadow
to emphasize some features of the landscape over others. You
can think of your writing the same way—focusing and direct-
ing your ideas just as you focus and direct the lens of your cam-
era, moving from a general subject to a more specific one.

For example, “high school” is too large and general a sub-

ject to make a good topic. However, some of the items that
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emerged in freewriting about this subject (page 43) and in the
list that it elicited (pages 44—45) can be grouped to form a topic
that is both interesting and manageable. Or a single item, if well
chosen, could lead to a sharply focused essay of some depth.

In addition to reviewing the ideas you have generated
through strategies such as freewriting and listing, you can also
discover a focus by thinking in terms of how strategies used
for developing your ideas (see 2e) can take you in different di-
rections. Working with “high school” as an example of a large
subject that a writer would need to narrow, here are some ques-
tions inspired by considering development strategies.

a. Narration. What happened to me in high school? What is the story
of my high school education?

b. Process. How do teachers teach? How do students spend their days?
What was my learning process like?

¢. Cause and effect. Why did I hate high school? How was I influenced
by peers? Would I have done better in a different school district?

d. Description. What did my high school look like? What did a typi-
cal class look like? What was it like to be in study hall, the cafe-
teria, or the gym?

e. Definition. What is education? What is a good school? How de-
manding should a high school education be?

f. Classification and division. How could 1 classify the students or
teachers in my high school? What is the significance of dividing
students by year rather than by accomplishment? What group did
I belong to?

g. Example. What was a typical day like? Who was my best teacher,
and who was my worst?

h. Comparison and contrast. How did my school compare with a ri-
val school? How does going to a public high school differ from go-
ing to a private high school? What did my two best teachers have
in common?

The following sentence suggests a focus on comparison and
contrast.

When I think of my last two English teachers, I can see how a
teacher who cares about students differs from someone who is
bored by them.

-
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This sentence suggests cause and effect:

The poor quality of the high school I attended can be traced to a
shrinking tax base, a lack of parental interest, and an administra-
tive failure to hold the school accountable to state standards.

Although you might need to combine two or more strategies to
develop your work (see 2d), thinking initially in terms of a sin-
gle one can help you clarify your focus.

Because writing is a form of thinking, your focus may also
emerge from writing your first draft and then assessing it. When
you compare the draft of Peter Geske’s essay on high school
education (pages 101-03) with the final version of it (pages
113-16), you will see how drafting and revising can sharpen
a writer’s focus.

Whatever method you use to decide how to focus your work,
your choice should be determined not only by your interests,
but also by your purpose, the needs of your audience, and the
time and space available.

CHECKLIST for Assessing a Topic

+ Can you do justice to the topic in the space available to you?
Should you narrow it?

* Do you know enough about it to be able to write about it at the
length your instructor requires? Should you expand it?

+ Are you interested in this topic?
* Could your audience be interested in it?

+ Is it appropriate for the assignment?

* Are you willing to learn more about it?
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ExeErcise 1

A. Choose a personal experience that might be an appropriate sub-
ject. Write a paragraph describing why you think it would be use-
ful to share this experience with others. Identify your audience and
write a second paragraph describing how much information you
would need to include so that this audience would understand your
experience. Then, for your own reference, set some limits for your-
self by making a separate list of anything about this experience
that you do not want to include because you wish to protect your
privacy or avoid embarrassing your audience.

B. Select an academic subject from one of your college courses and
write a paragraph describing how you would approach this subject
if you were writing for your instructor and how you would ap-
proach the same material if you were writing for ninth graders.

EXERCISE 2

Explore one of the subjects from exercise 1 by experimenting with
one of the following strategies: freewriting, listing, clustering, or ques-
tioning. Then consider how you could focus the ideas you have gen-
erated. To illustrate the different directions you could follow depend-
ing on your focus, write a list of at least ten questions.

A clearly stated thesis conveys your main idea.

[f you have limited and focused your subject, you have gone a
long way toward developing an idea that controls the content
you include and the approach you take. Your controlling idea,
or thesis, also reflects how your purpose is appropriate for your
audience and context. (See 1g.)

(1) Essays usually include a thesis statement.

In college and many other kinds of writing, you will be expected
to state your main idea succinctly. This thesis statement con-
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tains a single idea, clearly focused and specifically stated, that
grows out of your exploration of a subject. A thesis statement
can be thought of as a central idea phrased in the form of an as-
sertion. It is a claim (see 5d)—that is, it indicates what you
claim to be true, interesting, or valuable about your subject.
An explicitly stated thesis statement helps you keep your writ-
ing on target. It identifies the topic, the approach, and in some
cases the plan of development. Note how the thesis statements
below do all of these. The first is from an expressive essay.

By the time that his children were growing up the great days of
my father’s life were over. —VIRGINIA WOOLF, “Leslie Stephen”

With this apparently simple statement, the author has estab-
lished that the topic is her father and indicated that she will
discuss both early accomplishments and later decline, while
focusing primarily on his life within the family.

The following thesis statement for an expository essay di-
vides “discipline” into three kinds.

A child, in growing up, may meet and learn from three different
kinds of discipline. —uson~ HoLr, “Kinds of Discipline”

The main idea in a persuasive essay usually carries a strong
point of view—an argumentative edge.

Nothing better illustrates the low regard that the NCAA has often
had for the rights of student-athletes than its random drug-testing
policy. —ALLEN L. sacK, “Random Tests Abuse Dignity”

You will probably try out several thesis statements as you ex-
plore your subject. Rather than starting with a preconceived
thesis that you must then struggle to support, let it develop out
of your thinking and discovery process as you draft your pa-
per. Your goal should be a claim that is neither self-evident nor
too broad.

A clear, precise thesis statement will help unify what you
write; it will guide many decisions about which details to keep
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and which to toss out. You can also use the thesis to guide your
search for additional information you may need to strengthen
your point. But it is important to allow your essay to remain
flexible in the early stages. If you have information about your
subject that is interesting but does not really help you make
your point, including it in your early drafts might lead you to
a better essay by indicating a more profitable focus.

As you write, check your thesis statement frequently to see
whether you have drifted away from it. Do not hesitate to change
your thesis, however, if you find a more productive path or one
you would rather pursue. Make whatever adjustments you need
to ensure a unified essay. When you revise, test everything you
retain against the thesis you have finally decided on—your orig-
inal or a new version you have developed—and scrupulously
discard anything that does not contribute (see chapter 3).

A thesis is usually stated in a declarative sentence with a
single main clause—that is, in either a simple or a complex
sentence (see 12¢). If your thesis statement announces two or
more coordinate ideas, as a compound sentence does, be sure
that you are not losing direction and focus. If you wish to
sharpen your thesis statement by adding information that
qualifies or supports it, subordinate such material to the main
idea.

Beware of vague qualifiers such as interesting, important,
and unusual. Often such words signal that you have chosen a
subject that does not interest you much; you would do better
to rethink your subject to come up with something you care
about. In a thesis statement such as “My education has been
very unusual,” the vague word wnusual may indicate that the
idea itself is weak and that the writer needs to find a stronger
subject. However, this kind of vague thesis may disguise an idea
of real interest that simply needs to be made specific: “Our
family grew closer after my parents decided to teach me at
home.” The following examples show ways to focus, clarify,
and sharpen vague thesis statements.
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Vague It is hard to make decisions.

Better Making financial decisions is difficult for me because
I am confused by the number of investment choices
that are available today.

Vague Thomas Jefferson was a unique individual.

Better Believing in liberty but unable to free his own slaves,
Thomas Jefferson suffered from a troubled conscience.

Vague The media have a lot of influence on how people think.

Better The frequent use of unusually thin models in television
and magazine advertisements has contributed to the
rise of eating disorders among adolescent girls in the
United States.

Thesis statements appear most often in the first or second para-
graph, although you can put them anywhere that suits your pur-
pose—occasionally even in the conclusion. The advantage of put-
ting the thesis statement in the first paragraph, however, is that
your reader knows from the beginning what you are writing about
and where the essay is going. Especially appropriate in college
writing, this technique helps readers who are searching for spe-
cific information locate it easily. If the thesis statement begins the
introductory paragraph, the rest of the sentences in the paragraph
usually support or clarify it, as is the case in paragraph 1. (For
ease of reference, each of the sample paragraphs in this chapter
is numbered.)

1 America is suffering from overwork. Too many of us are too
busy, trying to squeeze more into each day while having less to
show for it. Although our growing time crunch is often portrayed
as a personal dilemma, it is in fact a major social problem that has
reached crisis proportions over the past 20 years.

—BARBARA BRANDT, “Less Is More”

(2) A main idea is necessary even when a thesis
statement is not required.

Some kinds of writing do not require a formulated thesis state-
ment, but they do have a main, or controlling, idea. Writing
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without a thesis statement is sometimes acceptable when the
main thrust is narrative or descriptive. A memoir or a journal,
for example, is unlikely to have a thesis statement. And reports
of information, such as a news story or a business memo (see
10b), frequently do not require a thesis. Yet even in cases such
as these, your readers should be able to sense a clear direction
and focus. You can help them understand your main idea by
staying focused on it as you draft and revise.

] Many instructors expect every essay to have a clear the-
| sis statement.

' CHECKLIST for Assessing Your Thesis

« Is your thesis clear?

« Could it be more specific?

« Is it likely to interest your audience?

« Does it accurately reflect what you think?
« Can you support it?

»  Will you be able to support it within the length specified for
this essay?

» Is it placed where readers will be able to find it easily?

*  Would your readers benefit from having it restated later in your
essay?

Arranging ideas requires choosing an
appropriate method or combination of
methods.

Many writers need a working plan to direct their ideas and keep
their writing on course. Some use informal written lists; oth-
ers use formal outlines. Such plans are especially helpful for
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lengthy papers (see chapter 7) and for writing under pressure
(see chapter 8). Whatever method you choose for planning your
writing, remember that you can always change your plan to suit
any new direction your writing takes. The point is to have a
way to direct your effort toward fulfilling your purpose.

(1) Informal working plans can be composed ¢quickly.

An informal working plan need be little more than an ordered
list that grows out of a collection of ideas. Look at the infor-
mal working plan that Peter Geske made as he prepared to write
on the quality of his high school education.

Before he started to write his first draft, Peter reexamined his
freewriting (page 43) and his first list of ideas (pages 44—45). He
decided to focus on evaluating the quality of the education he had
received, rather than on other topics such as cliques or sports. Re-
viewing the items on his list, he noticed that his concerns could
be grouped into three categories: facilities and supplies, curricu-
lum, and teachers. He then formulated a tentative thesis and made
an ordered list to chart the direction of his essay.

THESIS: Academic facilities and standards
were so low at my high school that I learned
very little while I was there and became
discouraged about school.

Physical description of the school

. Textbooks, computers, and other supplies
. Class size

Courses that were a waste of time

Bad teachers

AU W N

. A few bright spots

When you make such a list, idcas might overlap. For exam-
ple, it may not be possible to separate “courses that were a
waste of time” from “bad teachers.” Some ideas may drop out,
and others may occur to you as you draft. But you have the be-
ginning of a plan that can guide you.
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As Peter continued to work on his essay, he made several
changes in his original plan. For example, he decided to discuss
class size before discussing textbooks and other supplies, added
a conclusion, and then wrote an entirely different conclusion.
Because writing is a process, changes of this sort are natural.

(2) Formal outlines can help writers develop ideas.

Writers sometimes find themselves required to follow a plan
of organization that has been determined for them. The ancient
Greeks, for example, developed a standard arrangement to help
audiences follow whatever a speaker was saying because cer-
tain parts of a speech usually occurred in the same sequence.
Even today, this classical arrangement proves useful for many
writers—especially writers trying to persuade. For a descrip-
tion of classical arrangement, see page 157.

Often, however, outlines grow out of the writing. Some writ-
ers can develop an excellent plan early in their writing process,
turning a working list into a formal outline. Others discover that
they need to rethink their original plan after they have actually
done some writing. But whether it is written before the first draft
or after it, a formal outline is often helpful when analyzing a
draft and preparing to revise it. For example, if an outline shows
only one subgroup under a heading, that section of the draft
might need rethinking. It could be either unnecessary or inade-
quately developed, or it might belong under a different heading.

A structured outline uses indentation and numbers to indi-
cate various levels of subordination. Thus, it is a kind of graphic
scheme of your thinking. The main points form the major head-
ings, and the supporting ideas form the subheadings. An out-
line of Peter’s essay might begin as follows.

THESIS: Academic facilities and standards
were so low at my high school that I learned
very little while I was there and became
discouraged about school.
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I. Description of the school
A. The building itself
1. Run-down

a. Exterior
b. Interior
2. Overcrowded
a. Hallways
b. Classrooms
B. Facilities
1. Terrible library
a. Few books
b. Poor access to the Web
2. Inadequate labs
a. Chemistry lab
b. Biology 1lab
II. Description of programs
A. Typical courses
1. Math
a. Using poor teaching methods
b. Harassing students
2. Chemistry
a. Reading from the textbook
b. Giving unfair tests
B. Bright spots
1. American history
a. Analyzing the news
b. Getting extra help
2. English
a. Reading good stories
b. Doing creative writing

The types of outlines most commonly used are topic and
sentence outlines. The headings in a topic outline are expressed
in grammatically parallel phrases, as in the example above,
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while a sentence outline presents headings in complete and
usually parallel sentences. A topic outline has the advantage of
brevity and highlights the logical flow of your paper; a sen-
tence outline forces you to think through your ideas more thor-
oughly. Here is how a sentence outline for Peter’s essay might
begin.

THESIS: Academic facilities and standards
were so low at my high school that I learned
very little while I was there and became
discouraged about school.

I. The school building hindered learning.
A. The building was an eyesore.
1. It was run-down and covered with
graffiti.
2. It was so overcrowded that it
couldn’t be kept clean.
B. Facilities were inadequate.
1. The library had few resources.
2. Laboratories lacked equipment.

The headings in a sentence outline can often serve as topic sen-
tences when you draft.

Regardless of the type of outline you choose, you will need
enough headings to develop your subject fully within the
boundaries established by your thesis.

m Draft your essay by writing well-developed
paragraphs.

You develop a draft by developing the paragraphs you use to
build the essay as a whole. If you are working from an outline,
especially a topic or sentence outline (see 2¢(2)), you can antic-
ipate the number of paragraphs you will probably write and what



you hope to accomplish in each paragraph. If you are working
from an informal working plan (see 2¢(1)), you will have a sense
of where you want to take your ideas but may be uncertain about
the nature and number of paragraphs you will need. In one case,
you enjoy the security of a clear plan; in the other, you enjoy the
freedom to pursue new ideas that occur as you draft. In both
cases, however, you need to develop each paragraph fully and
then ask yourself whether any additional paragraphs would help
your audience understand the main idea of your essay.

Paragraphs have no set length. Typically, they range from 50
to 250 words. Paragraphs in books are usually longer than those
in newspapers and magazines, and your own paragraphs are
likely to vary.

Although long paragraphs that exhaust one point or com-
bine too many points can be problematic for readers, do not
worry about whether any of your paragraphs are getting too
fong when you are drafting. You can condense or split up an
overly long paragraph when you revise (see chapter 3). Now is
the time to get your ideas down, and it is better to go on too
long than to stop too soon, since your best sentences may be
the last to appear.

Although one-sentence paragraphs are occasionally used for
emphasis (see chapter 21) or to establish a transition (see 3d),
short paragraphs often indicate inadequate development. If you
frequently write paragraphs that end after three or four sen-
tences of average length, you may be stopping prematurely for
fear that the paragraph will get out of control. To get past this
fear, remind yourself that you are only drafting and try giving
yourself a few more sentences to develop each point.

Students sometimes fall into the habit of writing short para-
graphs because they are afraid that they will be told to “break
up” long ones. There are certainly times when a paragraph be-
comes so long that it is hard for readers to make their way
through it, times when a writer has become repetitive or in-
sisted on giving a dozen examples when half that number would
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do. These are the paragraphs that take up more than a page.
But if you go to the other extreme and have four or five para-
graphs on a single page, your writing is going to seem choppy.
Experienced writers recognize that there is a middle ground be-
tween these extremes. They may write some paragraphs that
are only three or four lines long, and others that fill the whole
page. But most of their pages will consist of two or three well-
developed paragraphs, each of which is unified and coherent
(see 3¢).

The most common reason for paragraphs that are too short
to be satisfying is that a writer has become frustrated, distracted,
or impatient—abandoning a train of thought rather than de-
veloping it. Although there will be times when you can com-
bine two short paragraphs as you revise (see chapter 3), there
will be many more occasions when you need to make a short
paragraph longer by developing the idea it was meant to con-
vey. Most short paragraphs need to be developed with specific
details or examples (see 24a).

Instead of considering development a chore, try thinking of
it as a luxury. It is an opportunity to have your say, for as long
as you like, without anyone interrupting you or changing the
subject.

(1) You can develop a paragraph with details.

A good paragraph gives readers something to think about. You
will disappoint them if you end a paragraph too soon. Consider
paragraph 2.

2 Father Whalen was my favorite priest. I got to work with him
when I was an altar boy. He was really good at his job, and I will
always remember him.

This paragraph is short on detail. In what sense was Father
Whalen good at his job? If he really does live on in memory,
what exactly is it about him that is being remembered?
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Now consider a well-developed paragraph by an experienced
writer.

3 Working with Whalen was a pleasure; he was a real artist,
someone who could have made his mark in any field. He had all
the tools—good hands, nimble feet, a sense of drama, a healthy
ego, the unnerving itch to be loved that all great performers have.
He did not rush his movements, mumble, or edit his work. He was
efficient, yes—he'd send the right hand out for the chalice as his
left hand was carving a blessing in the air, that sort of thing—but
every motion was cleanly executed and held the air for the proper
instant, and he had astounding footwork for such a slab of meat.
He was one or two inches over six feet tall, 250 pounds maybe,
big belly sliding around in his shirt, but he was deft on the altar
and could turn on a dime in the thick red carpet. He cut a
memorable double pivot around the corners of the altar table on
his way to his spot, and he cut that sucker as cleanly as a
professional skater before a Russian judge.

—BRIAN DOYLE, “Altar Boy”

Notice how the series of details in this paragraph support the
main idea (italicized) or the topic sentence (see 3c(1)). There
is no need to “break it up”; readers can see how one sentence
leads to another, creating a clear picture of the man being por-
trayed.

(2) You can develop a paragraph by providing examples.

Like details, examples also contribute to development by mak-
ing specific what otherwise might seem general and hard to
grasp. Details describe a person, place, or thing; examples il-
lustrate an idea with information that can come from different
times and places. In college writing, you will be expected to
provide examples to support your ideas. (See Se.)

The author of the following paragraph uses several closely
related examples (as well as details) to support the main idea
with which he begins.
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4 The civility that lingers on in Japan is the most charming and
delightful aspect of life here today. Taxi drivers wear white gloves,
take pride in the cleanliness of their vehicles, and sometimes give
a discount if they mistakenly take a long route. When they are sick,
Japanese wear surgical masks so they will not infect others. The
Japanese language has almost no curses, and high school baseball
teams bow to each other at the beginning of each game.

—NICHOLAS KRISTOF, “In Japan, Nice Guys (and Girls)
Finish Together”

You can also use one striking example, as in paragraph 5,
to clarify your idea.

5 Glamour’s lethal effect on the psyche is also caught in the
language that commonly describes its impact: “dressed to kill,”
“devastating,” “shattering,” “stunning,” ‘“knockout,” “to die.”
Perhaps it’s not surprising that Rita Hayworth’s famous pinup pose
in which she’s kneeling in a silk negligee on satin sheets was taped
to the bomb that was dropped on Hiroshima

—JOHN LAHR, “The Voodoo of Glamour™

ExeErciISsE 3

Examine any pieces of your own writing that you have on hand—such
as an essay that you have recently drafted, electronic mail that is still
on file, or entries in your journal—and select a paragraph that could
be developed with additional details or examples. Rewrite the para-
graph. Then write another paragraph comparing the two versions.

Experimenting with development strategies can
help you generate additional paragraphs as
you draft.

When drafting essays, you can benefit from techniques that
help writers develop their ideas. The strategies discussed in this
section can be used to frame entire essays by providing a way
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to organize ideas. For example, you could compose an essay
devoted exclusively to defining a concept or explaining a
process. More frequently, however, these strategies, or modes
as they are sometimes called, are used to generate ideas and
determine a focus (see 2a(2)) or to facilitate effective commu-
nication between writer and audience by developing a point that
might otherwise be unclear. When drafting an essay, you may
discover that you need to add a paragraph defining a term or
explaining a process before you can expect your audience to
understand your essay as a whole. Writers frequently use such
strategies to fulfill their purpose.

These development strategies reflect the ways people think,
and thinking is seldom straightforward. As a result, they are
often used in combination. For example, a formal definition
can be developed through both comparison and contrast, and
narration can be developed through description. One mode
is not inherently superior to another. What matters is that
you choose a development strategy—or combination of strate-
gies—that will satisfy your purpose and your audience within
a particular context. Considering the expectations and needs
of that audience (see 1g(2)) will help you determine which
points to develop and which strategies can facilitate that de-
velopment.

(1) Narrating a series of events tells readers what
happened.

A narrative discusses a sequence of events, normally in the or-
der in which they occur, to develop a particular point. This
mode often uses time markers such as then, later, that even-
ing, or the following week. (Longer narratives often begin in
the middle of a sequence of events and contain flashbacks.)
The narrative must be closely related to your main idea
and must develop it. Drawn from an article that employs
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numerous strategies to convey information about self-damag-
ing behavior, paragraph 6 uses narrative to convey a sense of
what it is like to be a troubled adolescent.

Jill isn’t sure how many aspirin she took, but estimates it was
around 30. “That night was like the scariest night in my life.” she
says. “I was puking and sweating and had ringing in my ears and
I couldn’t focus on anything.” Still, she slept through a second day
before telling her parents what was really ailing her. They rushed
her to a hospital, where she wound up in intensive care for three
days with arrhythmia while IV’s flushed out her system, and she
was lucky not to have permanently damaged her liver.

—JENNIFER EGAN, “The Thin Red Line”

(2) Describing something to show how it looks, smells, or
feels adds useful detail.

By describing a person, place, object, or sensation, you can
make your material come alive. Descriptions are often visual,
but they can appeal to senses other than just sight.

Description should suit your purpose and audience. In de-
scribing your car, for example, you would emphasize certain
features to a potential buyer, others to a mechanic who is go-
ing to repair it, and still others to a friend who wants to bor-
row it. In paragraph 7, Kathleen Murphy makes her descrip-
tion of Clint Eastwood vivid by blending visual and auditory
images and suggesting images of touch. Writing for an audi-
ence of movie-goers, Murphy seeks to convey what is attrac-
tive about the kind of masculinity Eastwood embodies in one
of his early films.

His gait is that of a ghost or a predator, his poncho'd torso
remaining strangely still, propelled ahead by the long legs, as
though swimming upright in slow motion. Paradoxically, the hands
of the remorseless gunfighter are those of a musician or a painter:
elegant. long-fingered, with graceful wrists. In these formative
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stages of the Eastwood persona, his often nearly whispered vocal

tones seem too pressured for ordinary speech. The silky, then

increasingly abrasive sibilance of his drawl, like sand or gravel

shifting in water, works best for epigrams, cryptic ripostes, up-
close seduction.

—KATHLEEN MURPHY, “The Good, the Bad, and the Ugly:

Clint Eastwood as Romantic Hero.” Film Comment

(3) Explaining a process shows readers how something
happens.

Process paragraphs, in explaining how something is done or
made, often use both description and narration. You might de-
scribe the items used in the process and then narrate the steps
chronologically, as in paragraph 8. Add an explanation of
process to your draft if doing so can illustrate a concept that
might otherwise be hard for your audience to grasp. Although
few readers are likely to be eager to play with an egg, Martin
Gardner teaches them how in order to convey scientific knowl-
edge in easily understandable terms.

8 The best of all scientific tricks with an egg is the well-known
one in which air pressure forces a peeled hard-boiled egg into a
glass milk bottle and then forces it out again undamaged. The
mouth of the bottle must be only slightly smaller than the egg, and
so you must be careful not to use too large an egg or too small a
bottle. It is impossible to push the egg into the bottle. To get the
egg through the mouth you must heat the air in the bottle. That is
best done by standing the bottle in boiling water for a few minutes.
Put the egg upright on the mouth and take the bottle off the stove.
As the air in the bottle cools it contracts, creating a partial vacuum
that draws the peeled cgg inside. To get the egg out again invert
the bottle so the egg falls into the neck. Place the opening of the
bottle against your mouth and blow vigorously. This will compress
the air in the bottle. When you stop blowing, the air expands,
pushing the egg through the neck of the bottle and into your waiting
hands. —MARTIN GARDNER, “Mathematical Games™
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(4) Showing cause or effect establishes why something
happens or what it results in.

Writers who explore causes raise the question Why? and must
answer it to the satisfaction of their audience. Be sure to avoid
the fallacy of assuming that since one event precedes another
it necessarily caused it. (See 5i(8), false cause.) Paragraph 9
provides several reasons why drinking remains popular on many
college campuses. The author is a dean who wants his audience
to support programs designed to reduce alcohol abuse. By list-
ing some of the reasons why such programs can fail, he estab-
lishes that his goal will not be easily achieved.

C Regrettably, certain realities impede the process of educating
the young about the dangers of alcohol. First, the vast majority of
young adults feel invulnerable. Second, learning in the abstract has
little relationship to actual behavior. Third, as we seek to educate
about alcohol we are focused not so much on imparting knowledge
as we are, in effect, trying to change attitudes, and we all know
how difficult that is in people of any age.

—DAVID WINER, “Drinking on Campus:
An Old Practice That Begs for New Solutions”

Writers can also demonstrate effects, as in paragraph 10, which
discusses some results of protecting an endangered species.

The alligator’s turnaround since that time has made national
news. Protection and strict controls on interstate shipment of gator
hides have worked: the animals have come back strong. Every so
often, one will eat a poodle or take up residence in the water hazard
on the sixteenth hole. Fish-and-game people are then called out to
lasso the uncomprehending reptile and move it to an out-of-the-
way place. There is even some limited commerce again in the skins.
At least one entrepreneur is ranching alligators, just as though they
were cattle or mink. Not long ago, someone in Florida was killed
by an alligator in what I suspect must have been a well-deserved
attack. —GEOFFREY NORMAN, “Gators”
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(5) Comparing or contrasting helps readers see
similarities or differences.

A comparison points out similarities, and a contrast points out
differences. When drafting, consider whether a comparison
would help your readers see a relationship that they might oth-
erwise miss or whether a contrast would establish useful
distinctions. When writing a definition, for example, you might
help readers by showing how a word or phrase differs from lan-
guage that seems similar.

When writing to explain cultural differences that continue
to cause misunderstanding in our country, Arthur L. Campa
contrasts the values of English and Spanish colonizers in para-
graph 11.

11 Anglo-American culture was absolutist at the onset; that is, all
the dominant values were considered identical for all, regardless
of time and place. Such values as justice, charity, and honesty were
considered the superior social order for all men and were later
embodied in the American Constitution. The Spaniard brought with
him a relativistic viewpoint and saw fewer moral implications in
man’s actions. Values were looked upon as the result of social and
economic conditions.

—ARTHUR L. CAMPA, “Anglo vs. Chicano: Why?”

Two valuable kinds of comparisons are metaphor and anal-
ogy. A metaphor is a figure of speech. (See 24a(4).) An anal-
ogy, often used in argument, makes a point by comparing a
complex or unfamiliar concept to a simple or familiar one or
by comparing two familiar concepts that are not ordinarily
thought to be similar. In paragraph 12, Nelson Mandela draws
an analogy between leadership and gardening.

In some ways, [ saw the garden as a metaphor for certain aspects
of my life. A leader must also tend his garden; he, too, plants sced,
and then watches, cultivates, and harvests the result. Like the
gardener, a leader must take responsibility for what he cultivates;
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he must mind his work, try to repel enemies, preserve what can be
preserved, and eliminate what cannot succeed.
—NELSON MANDELA, “Raising Tomatoes and Leading People™

However, it is important that you do not assume that because
two things are alike in some ways that they are alike in all ways.
(See 5i(6), false analogy.)

(6) Classifying or dividing material can give order to it.

To classify is to categorize things in large groups that share cer-
tain common characteristics. Classification is a way to under-
stand or explain a subject by establishing how it fits within a
category or group. For example, a book reviewer might clas-
sify a new novel as a mystery—Ileading readers to expect a plot
that inspires suspense. Division, however, breaks objects and
ideas into smaller parts and examines the relationships among
them. Divided into chapters, a novel can also be discussed ac-
cording to components such as plot, setting, and theme (see
chapter 9).

Classification and division represent two different perspec-
tives; ideas can be put into groups (classification) or split into
subclasses (division) on the basis of a dividing principle. Clas-
sification and division often work together. As in paragraph 13,
they help clarify differences.

To ensure a safe and productive workplace, as well as to protect
their companies from liability, managers need to understand that
sexual harassment can take different forms. In a quid pro quo case,
sexual favors are extorted through a threat: “Yield to my demands
or you will be penalized.” Harassment of this kind is clearly against
the law, as is any activity that can be classified as “hostile
environment.” If an employee can demonstrate that she or he has
been subjected to a series of incidents in which lewd language or
gestures are used to intimidate and management has failed to
intervene, your company can be liable for damages. Other
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complaints, which fall under “offensive behavior,” may or may not
be redressable under the law but still require prompt and thoughtful
responses from management.

—SARAH DETTINGER, “Sexual Harassment in the Workplace”

(7) Defining an important term clarifies meaning.

By defining a concept, a term, or an object, writers increase
clarity and focus discussion. Definition locates a concept, a
term, or an object in a class and then differentiates it from other
members of that class: “A concerto [the term] is a symphonic
piece [the class] performed by one or more solo instruments
and orchestra [the difference].” The difference distinguishes the
term from all other members of the class. Paragraph 14 defines
volcanos by putting them into a class (“landforms”) and by dis-
tinguishing them (“built of molten material”’) from other mem-
bers of that class. The definition is then clarified by examples.

14 Volcanos are landforms built of molten material that has spewed
out onto the earth’s surface. Such molten rock is called lava.
Volcanos may be no larger than small hills, or thousands of feet
high. All have a characteristic cone shape. Some well-known
mountains are actually volcanos. Examples are Mt. Fuji (Japan),
Mt. Lassen (California), Mt. Hood (Oregon), Mt. Etna and Mt.
Vesuvius (Italy), and Paricutin (Mexico). The Hawaiian Islands are
all immense volcanos whose summits rise above the ocean, and
these volcanos are still quite active.

—JOEL AREM, “Rocks and Minerals™

Definitions can be clarified and extended by details and ex-
amples, as in paragraph 14, or by synonyms and etymology (the
history of the word). Synonyms are often only one or two words
enclosed in commas immediately following the term.

Sophomores, second-year students, derive their name from two
Greek words meaning “wise fool.”

e
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Use these strategies to make your essay as a whole more un-
derstandable to your audience. Make sure, however, that you
are using them to support your thesis and purpose. If a para-
graph or two devoted to definition or another mode is con-
tributing to the main idea of your draft, then it is contributing
to development. If you added these paragraphs simply because
you ran out of other things to say or wish to demonstrate a pat-
tern of organization, then you will probably need to drop them
as you revise the essay as a whole (see chapter 3).

n Your first draft allows you to continue
exploring your topic and to clarify what
you think.

Get your ideas down quickly. Spelling, punctuation, and usage
are not as important in the first draft as they are in the final
one. Your first draft may be disappointing, but it gives you
something you can improve on later. If you are not sure how
to begin, you could start by simply stating your thesis and the
main points you hope to cover. Similarly, you could conclude
by restating your thesis or summarizing your main points. Later,
when you revise this first draft, you can experiment with other
ways of introducing and concluding an essay (see 3b).

Keep your plan in mind as you draft. If you find yourself
losing track of where you want to go, stop writing and reread
what you have. You may need to revise your plan, or you may
simply need to reorient yourself. If you are stuck and do not
know what to write next, referring to your plan can help.

Instead of letting a snag cause you to stop drafting, you could
move ahead in your plan and write paragraphs that will appear
later; the intervening material may occur to you if you keep on
writing. For example, if you have trouble writing the introduc-
tion, start with a supporting idea you feel sure of, and write un-
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til you reach a stopping point. When you are actually writing,
you will probably think more efficiently. You can then move on
to another part that will be easy to write—another supporting
idea or even the conclusion. What is important is to begin writ-
ing, to write as quickly as you can, and to save your early work
so that you can refer to it as you revise. (See chapter 3.)

Although some writers like to draft in longhand, using
a word processing program when drafting offers distinct
advantages: You can easily move from drafting one part
to another, knowing that you can scroll up or down when
drafting generates new ideas. And when you save a draft in an elec-
tronic file, you are well positioned for revising your work later.

Finally, bear in mind that writing is a form of thinking. As
you draft, you are likely to discover that you had more to say
than you realized. If you are confident in your plan, you may
choose to suppress any idea that is not directly related to what
you had intended to cover. Writers often benefit, however, from
developing an unexpected idea. When drafting leads you to a
place you did not intend to visit, give yourself permission to ex-
plore if you sense that you are making a useful discovery. You
can consider how to integrate this material into your plan when
you prepare to revise, or you may simply choose to delete it.
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Chapter
3 Revising and Editing
Essays

To revise means “to see again.” This activity, which is at the
heart of writing well, implies that you take a fresh look at your
draft—rethinking what you have written and what you still need
to write by distancing yourself from your work and evaluating
it from a reader’s point of view. To edit means to polish a piece
of writing by making word choice more precise (chapter 24),
prose more concise (chapter 25), and sentence structure more
effective (chapters 18 through 22), in addition to eliminating any
errors in grammar, punctuation, and mechanics. Although re-
vising and editing can overlap, they are essentially very differ-
ent activities. Inexperienced writers sometimes think they are re-
vising when they are really editing. Most writers need to do both.

Revising usually comes before editing. This does not mean
that you cannot correct errors as you move along, especially if
doing so makes you more confident or comfortable. But the
more time and energy you invest in editing early on, the harder
it may be to make major changes that would enrich your essay.
When something looks perfect on the surface, it can be tempt-
ing not to touch it. Even if you do some editing as you draft,
you should be willing to rearrange paragraphs and make sig-
nificant cuts and additions as you revise.

This chapter will help you revise and edit your essays by
discussing how to

+ consider your work as a whole (3a(1-2)),
+ evaluate your tone (3a(3)),

* write a good introduction (3b(1)),

* write a good conclusion (3b(2)),

+ choose an appropriate title (3b(3)),
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improve the unity and coherence of paragraphs (3¢),
create transitions (3d),

« work effectively in a writing group (3e),

edit to improve style (3f), and

» proofread to eliminate errors (3g).

m Revision is essential to good writing.

In one way or another you revise throughout the writing process.
For example, even in the earliest planning stages, as you con-
sider a possible subject and then discard it in favor of another,
you are revising. Similarly, after choosing a subject, you might
decide to change your focus or emphasize some new part of it.
That, too, is a kind of revision. And, of course, you are revising
when you realize that a sentence or a paragraph you have just
written does not belong where it is, so you delete or move it.

Nevertheless, experienced writers usually revise after they
have completed a draft—no matter how much they may have
revised while planning and drafting. They not only revise cer-
tain sentences and paragraphs, but also they review the draft as
a whole. Although some writers do so immediately after draft-
ing, while their minds are still fully engaged by their topic, they
also usually benefit from setting the drafts aside for a time so
that later they can see their work more objectively. Whenever
possible, plan your writing process so that you can put a draft
aside, at least overnight, and then see it later with fresh eyes.

Because revision is an ongoing process, writers often
print several different versions when composing with a
computer. By labeling each version—or at least dating
cach hard copy—you can keep track of how your work
is evolving.
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(1) Everything on the page benefits from reconsideration.

When you review your essay as a whole, ask yourself whether
your main point comes through clearly and whether you ever
digress from it. (See 2b.) Writers frequently get off track as
they generate ideas through the act of writing. Now is the time
to eliminate those side trips. It is also wise to make sure you
are developing a point rather than simply repeating the same
thing in different words—or, as sometimes happens, contra-
dicting yourself by saying two very different things.

Revising also demands paying close attention to the needs
and expectations of your readers. (See 1g(2).) Have you pro-
vided examples or other details that will interest your audience?
Are your ideas clearly expressed in language appropriate for that
audience? Will your audience understand the purpose of your
essay? In other words, revising successfully requires that you
examine your work both as a writer and as a reader. As a writer,
you must ask yourself whether you have succeeded in saying
what you wanted to say. As a reader, you must ask yourself
whether what is clear to you will also be clear to your audience.

Moreover, you should examine your paragraphs to make sure
they are well developed (see 2d), as well as unified and co-
herent (see 3c). Assess how well each paragraph leads to the
next, whether you need to rearrange any, and whether your tran-
sitions are effective (see 3d).

] When you move or delete paragraphs, check to see whether
your new arrangement works and whether you need to
write new transitions.

(2) What is not on the page can be even more important
than what is there.

One of the most challenging tasks in revision is to look for what
you have left out that your audience might expect or that would
strengthen your essay as a whole. Your best ideas will not al-



ways surface in your first draft; you will sometimes have an
important new idea only after you have finished your draft and
taken a good look at it. No matter how good a draft looks, ask
yourself whether something is missing.

Inexperienced writers sometimes end an essay prematurely
because they cannot think of anything else to say. One way to
get past this block is to use such strategies as listing and ques-
tioning (pages 44—47). Another way is to share your work with
other readers and ask them to let you know if there is anything
they find confusing or want to know more about (see 3e).

(3) Your tone helps you fulfill your purpose.

Tone reflects your attitude toward your subject and must be ap-
propriate to your purpose, audience, and context (see 1¢). When
revising, experienced writers consider how they sound. They
may find that they sound confident and fair minded and decide
that this is exactly how they want to present themselves. They
may also discover that they sound sarcastic, angry, apologetic,
arrogant, or bored and then decide to change their tone when
they revise. Writers who sound arrogant or bored are unlikely
to impress readers favorably, but almost any other tone can be
effective at times. Your challenge, when revising, is to make
sure that your tone contributes to how you want your readers
to respond. Although humor might be effective in an argument
designed to persuade others to stop eating junk food, it would
be offensive in a report on world hunger.

Consider the difference in tone between the following two
writers, both of whom are trying to persuade people to support
capital punishment. Paragraph 1 is from a successful journal-
ist who amused and provoked readers of his newspaper column,
while paragraph 2 is from a book by a university professor.
Both are discussing what they learned from Aristotle about
anger and revenge. (For ease of reference, each of the sample
paragraphs in this chapter is numbered.)
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A keeps a store and has a bookkeeper, B. B steals $700, em-
ploys it in playing at dice or bingo, and is wiped out. What is A to
do? Let B go? If he does he will be unable to sleep at night. The
sense of injury, of injustice, of frustration will haunt him like pru-
ritus. So he turns B over to the police, and they hustle B to prison.
Thereafter A can sleep. More, he has pleasant dreams. He pictures
B chained to the wall of a dungeon a hundred feet underground,
devoured by rats and scorpions. It is so agreeable it makes him for-
get his $700. He has got his katharsis.

—H. L. MENCKEN, “The Penalty of Death”

Anger is expressed or manifested on those occasions when
someone has acted in a manner that is thought to be unjust, and
one of its origins is the opinion that men are responsible, and should
be held responsible, for what they do. Thus, as Aristotle teaches
us, anger is accompanied not only by the pain caused by the one
who is the object of anger, but by the pleasure arising from the ex-
pectation of inflicting revenge on someone who is thought to de-
serve it. [. . .] Anger is somehow connected with justice, and it is
this that modern penology has not understood; it tends, on the
whole, to regard anger as a selfish indulgence.

—WALTER BERNS, For Capital Punishment

When Peter Geske revised the first draft reprinted later in

this chapter (pages 101-03), he decided to change his tone af-
ter one of his readers commented that he sounded sarcastic and
another commented on his anger. Although sounding angry or
sarcastic might be appropriate in some rhetorical situations (see
12), Peter felt that he sounded harsher than he intended.

ExeErcise 1

A.

Reread the passages by H. L. Mencken and Walter Berns and then
write a short analysis of how these men sound. Be sure to identify
specific words or phrases that led you to attribute this tone to them.

. Study the first draft of Peter Geske’s essay (pages 101-03) and

then study his final version (pages 113—16). Write a short paper
comparing the tone of these two versions.
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m Introductions, conclusions, and titles help
sh:[ie how readers respond to your essay as a
whole.

Because they are prominently located in an essay and not sur-
rounded by other paragraphs, introductory and concluding para-
graphs provide an excellent opportunity for communicating with
your audience. Readers often look closely at these paragraphs,
expecting guidance and clarification from them.

(1) An effective introduction arouses the reader’s interest
and indicates your subject and tone.

Of all the paragraphs in your essay, your opening paragraph
may be the most important. If the introduction seems boring or
confusing, some readers will simply stop reading. And those
who persevere may misunderstand your essay as a whole if they
misunderstood your introduction. For long or complex essays
especially, a good introduction also charts the direction the es-
say will follow so that readers know what to expect.

Introductions have no set length; they can be as brief as a cou-
ple of sentences or as long as a couple of paragraphs or more.
Although introductions appear first in the essay, experienced
writers may compose them at any time during the writing process.
Moreover, introductions often change when writers revise. Be-
cause getting started can be difficult, writers sometimes draft
openings that are inefficient, misleading, or dull. When they
study what they have drafted, they usually find ways to introduce
their ideas more effectively. The introduction often contains the
thesis statement (see 2b), which may need to be clarified through
revision. Writers must also decide how to locate the thesis state-
ment within an introduction that leads to it or develops it.

You can arouse the interest of your audience by writing in-
troductions in a number of ways.
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(a) Start with an interesting fact or unusual detail.

g A new Census Bureau report predicts that there will be 383 mil-
lion Americans in the year 2050. That’s 128 million more than there
are now, and 83 million more than the bureau was predicting just
four years ago, when it appeared that the U.S. population would
peak and stabilize at around 300 million.

—MICHAEL KINSLEY, “Gatecrashers”

(b) Use an intriguing statement.

4 After smiling brilliantly for nearly four decades, I now find my-
self trying to quit. Or, at the very least, seeking to lower the wattage
a bit. —AMY CUNNINGHAM, “Why Women Smile”

(¢) Open with an anecdote.

5 As I walked out the street entrance to my newly rented apart-
ment, a guy in maroon high-tops and a skateboard haircut ap-
proached, making kissing noises and saying, “Hi, gorgeous.” Three
weeks earlier, I would have assessed the degree of malice and made
ready to run or tell him to bug off, depending. But now, instead, I
smiled, and so did my four-year-old daughter, because after dozens
of similar encounters I understood he didn’t mean me but /er

—BARBARA KINGSOLVER, “Somebody’s Baby”

(d) Begin with a question your essay will answer.

6 In a series of futuristic commercials, AT&T paints a liberating
picture of your not-too-distant life, when the information super-
highway will be an instrument of personal freedom and a servant
to your worldly needs and desires. But is the future of cyberspace
really so elegant, so convenient? Or does it represent a serious threat
to your privacy and your freedom?

—ERIK NEss, “BigBrother@cyberspace”

(e) Start with an appropriate quotation.

7 When the Reverend Jerry Falwell learned that the Supreme
Court had reversed his $200,000 judgment against Hustler maga-
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zine for the emotional distress he had suffered from an outrageous
parody, his response was typical of those who seek to censor
speech: “Just as no person may scream ‘Fire!” in a ecrowded the-
ater when there is no fire, and find cover under the First Amend-
ment, likewise, no sleazy merchant like Larry Flynt should be able
to use the First Amendment as an excuse for maliciously and dis-
honestly attacking public figures, as he has so often done.”
—ALAN DERSHOWITZ, “Shouting ‘Fire!"”

(f) Open with an illustration.

8 Libby Smith knows what it is like to be a vietim of gay bash-
ing. First, there were the harassing telephone calls to her home.
Then, one evening last March as she went to get her book bag out
of a locker at the University of Wisconsin at Eau Claire, she was
attacked by two men.

—MARY CRYSTAL CAGE, “Gay Bashing on Campus”

(g) Begin with general information about the subject or
show how you came to choose it.

9 Anyone new to the experience of owning a lawn, as I am, soon
figures out that there is more at stake here than a patch of grass.
A lawn immediately establishes a certain relationship with one’s
neighbors and, by extension, the larger American landscape. Mow-
ing the lawn, I realized the first time I gazed into my neighbor’s
yard and imagined him gazing back into mine, is a civic responsi-
| bility. —»icHAEL poLLAN, “Why Mow? The Case against Lawns”

(h) Simply state your thesis.

10 Even today, when the American landscape is becoming more
and more homogeneous, there is really no such thing as an all-
American style of dress. A shopping center in Maine may super-

. ficially resemble one in Georgia or California, but the shoppers in

it will look different, because the diverse histories of these states
have left their mark on costume.

—ALISON LURIE, “American Regional Costume™
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Whatever type of introduction you choose to write, use your
opening paragraph to indicate your subject, engage readers’ at-
tention, and establish your credibility (see 1f).

(2) An effective conclusion helps readers understand the
most important points of an essay or why those points
are significant.

When revising, consider whether your draft ends abruptly or
seems to trail off. Writers sometimes stop drafting before they
have come to a conclusion that draws their ideas together. On
other occasions, writers sometimes go on too long—drafting
additional paragraphs after what is, in effect, the end of the pa-
per in terms of its focus (see 2a(2)). An essay should not merely
stop; it should finish. Some suggestions follow.

(a) Conclude by rephrasing the thesis.

11 Such considerations make it clear that it’s time for schools to
choose between real amateurism and real professionalism. They
can’t have a little of both. From now on, in college sports, it’s got
to be poetry or pros. —rLouis BArRBasH, “Clean Up or Pay Up”

(b) Direct attention to larger issues.

12 My antibody status does not matter to you. Certainly it mat-
ters—with absolute enormity—to me. But what I'd like you to re-
member is the blood on the subway, the click of the refrigerator
door, the woman in black so elegant and uneasy, First Avenue at
gritty, gorgeous dusk, the brilliance of that bad art in the examin-
ing room, the pores of the doctor’s face—all of them declaring, by
their very existence: As long and as well as you can, live, live.

—DAVID GROFF, “Taking the Test”

(¢) Encourage your readers to change their attitudes or to
alter their actions.

18 Our medical care system is in trouble and getting worse. While
the experts try to figure out how to achieve utopian goals at af-
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fordable prices, let’s do something practical about the suffering on
our doorsteps. Primary care is the most affordable safety net we
can offer our citizens. By all means, let’s continue the debate about
universal, comprehensive insurance to cover all medical costs, but,
in the meantime, let’s provide primary health care to all uninsured
Americans—now!

—GORDON T. MOORE, “Caring for the Uninsured and Underinsured”

(d) Conclude with a summary of the main points covered.

14 Viewed in this light, Josef Mengele emerges as he really was:
a visionary ideologue, an efficiently murderous functionary, a dili-
gent careerist—and disturbingly human.

—ROBERT JAY LIFTON, “What Made This Man?”

(e) Clinch or stress the importance of the central idea by
referring in some way to the introduction.

Introduction

15 I read The National Enquirer when I want to feel exhilarated
about life’s possibilities. It tells me of a world where miracles still
occur. In the world of The National Enquirer, UFOs flash over the
Bermuda Triangle, cancer cures are imminent, ancient film stars
at last find love that is for keeps. Reached on The Other Side by
spiritualists, Clark Gable urges America to keep its chin up. Of
all possible worlds, I like the world of The National Enquirer
i o ]

Conclusion
16 So I whoop with glee when a new edition of The National En-
quirer hits the newsstands and step into the world where Gable can
cheer me up from The Other Side.
—RUSSELL BAKER, “Magazine Rack”

Whatever strategy you choose, provide readers with a sense
of closure. Bear in mind that they may be wondering, “So what?
Why have you told me all this?” Your conclusion gives you an
opportunity to respond to that concern. If there is any chance
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readers may not understand your purpose, use your conclusion
to clarify why you asked them to read what they have just read
(see 5g(6)).

(3) A good title fits the subject and tone of an essay.

The title is the reader’s first impression and, like the introduc-
tion, should fit the subject and tone of the paper. Writers who
are confident that they have chosen a subject likely to interest
their audience might choose a title that simply announces their
topic: “How to Pay for a Good College” or “The Art of the
Nap.” Other writers might draw attention with a title that
involves a play on words, as in “Cents and Sensibility” or
“Dressed to Thrill.” A good title could also take the form of a
question designed to arouse the reader’s curiosity, as in “Who
Killed the Bog Men of Denmark? And Why?”

Some writers like to choose a title before they draft because
they find that a good title helps clarify their direction. Others
choose the title later in the writing process. Whenever you de-
cide to title your essay, a good way to begin is to try condens-
ing your thesis statement without becoming too general. Reread
your introduction and conclusion, and examine key words and
phrases for possible titles. Try to work in some indication of
your attitude and approach. And when revising your essay as a
whole, consider whether you need to revise your title as well
(as Peter Geske chose to do when revising his paper, pages
106-08 and 113-16).

ExXERcCISE 2

Choose an article or chapter from a work you recently read, and eval-
uate the introduction and conclusion. What writing strategies do they
reveal, and how effective are they? Write an alternative introduction
and conclusion using different strategies.



When revising, experienced writers consider
whether paragraphs are unified and coherent.

Although readers may have special expectations for your in-
troductory and concluding paragraphs (see 3b(1) and 3b(2)),
they will expect to be able to follow all of your paragraphs
without getting confused. When revising an essay, you are likely
to find that one or more paragraphs require additional devel-
opment (see 2d). You are also likely to find opportunities to
improve the unity and coherence of your paragraphs, especially
if they are well developed. In a unified paragraph, every sen-
tence relates to a single main idea. In a coherent paragraph,
ideas progress easily from sentence to sentence. A good para-
graph is both unified and coherent, in addition to being well
developed.

Because the act of writing often generates unexpected ideas,
some of which may be unrelated to your main idea, you should
study the unity and coherence of your paragraphs as you
revise.

(1) A topic sentence expresses the main idea of a
paragraph.

Stating the main idea in a single sentence, often called a topic
sentence, will help you achieve unity. As a critical reader (see
chapter 1) you will find that this sentence may appear at any
point in a paragraph. Moreover, some writers can create a uni-
fied paragraph without a topic sentence by keeping closely fo-
cused on a main idea that is implicit even though it is not ex-
plicitly stated. Because they try to avoid using the same patterns
over and over again, experienced writers organize paragraphs
in different ways at different times.

But if you are new to writing, or making a special effort to
improve your paragraphing, you should begin by placing your
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topic sentences at the beginning of your paragraphs. Placing
the topic sentence at the beginning helps readers grasp your
main point immediately and helps you stay focused. For ex-
ample, the topic sentence of paragraph 17 (in italics) announces
that the author will discuss why people become interested in
the lives of celebrities.

17 Celebrity is a modern myth, an attempt by studying the lives of
others to find answers for ourselves. The pantheon changes but al-
ways is full of incarnate human gods, sacred marriages, taboos.
kings killed when their strength fails, human scapegoats, expulsion
of embodied spirits. Supermodels, rock and TV stars, shaman-
priests, and Elvis are examples of contagious magic, the myths cre-
ated by many. Myths were explanations, and Elvis still explains
how the lowly can rise, how the high can fall, how the magician
can enchant, how the ritual can thrill and the man-god convince
each he has come only for them.

—JULIE BAUMGOLD, “Midnight in the Garden of Good and Elvis™

If you want to emphasize the main idea of a paragraph or
give its organization some extra support, you can begin and
conclude the paragraph with two versions of the same idea.
This strategy is especially useful for long paragraphs as it gives
readers a second chance to grasp the main idea in case their at-
tention has wandered. In paragraph 18, both the first sentence
and the last convey the idea that food is at the heart of life in
Vienna.

18 The biggest challenge to cope with in Vienna is the food. The
basic traditional diet consists of meat, mostly beef or pork, pota-
toes, dumplings and cabbage. There are all sorts of soups and many
kinds of freshly baked breads, including croissants, which the Vi-
ennese invented and exported to France during the reign of Louis
XVI. And, as if the main courses weren’t heavy enough, there are
the desserts—puddings, strudels, crepes, pancakes, mousses and
cakes, all topped with great gobs of whipped cream. Eating in Vi-
enna is wonderfully satisfying, as if you had achieved a notable
physical breakthrough, like climbing Pike’s Peak or competing in
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the Boston Marathon. You will look in vain in Vienna for joggers;
it’s a city dedicated to culinary self-indulgence.
—WILLIAM MURRAY, “In Vienna, Elegance Comes Readily to Mind”

As you prepare to revise, try underlining the topic sentences
you can identify in your draft. If you cannot find one where
you expect to see it, add a sentence stating the main idea of
that paragraph. If you find that you always open your para-
graphs with a topic sentence and wish to keep growing as a
writer, try experimenting with another pattern: revising a para-
graph so that the topic sentence appears at the end, as in para-
graph i9.

19 In the warmth of the inner Solar System a comet releases clouds
of vapor and dust that form the growing head and then leak into
the tail, which is the cosmic equivalent of an oil slick. Pieces of
the dust later hit the Earth as meteors. A few survivors among the
comets evolve into menacing lumps of dirt in tight orbits around
the Sun. For these reasons comets are, in my opinion, best regarded
as a conspicuous form of sky pollution.

—NIGEL CALDER, “The Comet Is Coming”

This pattern works when you are moving from specific details
to a generalization about those ideas. Although writers need to
honor the expectations of readers (one of which is to find the
topic sentence at the beginning of most paragraphs), both writ-
ers and readers can enjoy an occasional departure from the rou-
tine.

(2) In a unified paragraph, every sentence relates to the
main idea.

Unity is violated when a sentence unrelated to the main idea
appears in a paragraph, and this can easily happen when draft-
ing. Consider the following example.

20 New York has a muscum to suit almost any taste. The Metro-
politan Museum and the Museum of Modern Art are famous for
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their art collections. Other important collections of art can be found
at the Frick, Guggenheim, and Whitney Museums. Visitors inter-
ested in the natural sciences will enjoy the Museum of Natural His-
tory. Those interested in American history should visit the Museum
of the City of New York. Getting around the city is easy once you
have mastered the subway system. Part of Ellis Island has become
a museum devoted to the history of immigration. Exhibits devoted
to social and cultural history can also be found at the Jewish Mu-
seum and the Asia Society.

In this paragraph, the italicized sentence about the subway sys-
tem violates the unity of a paragraph devoted to museums. If
pertinent to the essay as a whole, public transportation in New
York could be discussed in a separate paragraph.

As you check your paragraphs for unity, use the following
strategies to solve problems.

Strategies for Improving Paragraph Unity

Eliminate Any information that does not clearly relate to
the main idea should be cut.

Add If the relationship between the main idea and
some details might not be clear to your
audience, add a phrase or a sentence to make
their relevance clear.

Separate  If more than one major idea appears in a single
paragraph, separate them and develop them in
different paragraphs.

Rewrite If you want to convey more than one idea in a
single paragraph, but had not originally planned
to do so, rewrite your topic sentence so it
includes both ideas and establishes a
relationship between them.
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(3) Clearly arranged ideas foster paragraph coherence.

A paragraph can be unified (see 3¢(2)) without being coher-
ent. In a unified paragraph, every sentence relates to the main
idea of the paragraph. In a coherent paragraph, each sentence
leads to the next. The following paragraph has unity but lacks
coherence.

21 The inside of the refrigerator was covered with black mold, and
it smelled as if something had been rotting in there for years. I put
new paper down on all the shelves, and my roommate took care of
lining the drawers. The stove was as dirty as the refrigerator. When
we moved into our new apartment, we found that the kitchen was
in horrible shape. We had to scrub the walls with a wire brush and
plenty of Lysol to get rid of the grease. The previous tenant had
left behind lots of junk that we had to get rid of. All the drawers
and cabinets had to be washed.

Although every sentence in this paragraph concerns cleaning
the kitchen after moving into an apartment, the sentences are
not arranged in any meaningful pattern.

A paragraph is coherent when the relationship among the
ideas is clear and the progression from one sentence to the next
1s easy for the reader to follow. To achieve this goal, arrange
ideas in a clearly understandable order. Study the following pat-
terns and consider which ones to adopt in your own writing.

(a) In chronological order, you report events according to
the order in which they occurred.

Standing in line at the unemployment office makes you feel very
much the same as you did the first time you ever flunked a class
or a test—as if you had a big red “F” for “Failure” printed across
your forehead. I fantasize myself standing at the end of the line in
a crisp and efficient blue suit, chin up, neat and straight as a cor-
porate executive. As | move down the line [ start to come unglued
and a half hour later, when | finally reach the desk clerk, I am
slouching and sallow in torn jeans, tennis shoes and a jacket from
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the Salvation Army, carrying my worldly belongings in a shopping
bag and unable to speak.
—JAN HALVORSON, “How It Feels to Be out of Work™

(b) By arranging ideas in order of importance, you help
readers grasp the points you want to emphasize.

When you arrange ideas according to order of importance,
you go from most to least important. (See 21¢.) This pattern is
especially useful in expository and persuasive writing (see
1g(1) and chapter 5), both of which involve helping readers un-
derstand logical relationships (such as what has caused some-
thing to happen or what kinds of priorities should be estab-
lished).

In paragraph 23, the author focuses on a hierarchy of intel-
ligence, moving from lower to higher forms of life.

23  An ant cannot purposely try anything new, and any ant that
accidentally did so would be murdered by his colleagues. It is the
ant colony as a whole that slowly learns over the ages. In con-
trast, even an earthworm has enough flexibility of brain to enable
it to be taught to turn towards the left or right for food. Though
rats are not able to reason to any considerable degree, they can
solve such problems as separating round objects from triangular
ones when these have to do with health or appetite. Cats, with
better brains, can be taught somewhat more, and young dogs a
great deal. The higher apes can learn by insight as well as by trial
and error.

—GEORGE RUSSELL HARRISON, What Man May Be

(¢) Moving from the specific to the general or from the
general to the specific also establishes a logical
sequence of ideas.

Sometimes the movement within a paragraph is from specific
to general or from general to specific. A paragraph may be-
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gin with a series of details and conclude with a summarizing
statement as in paragraph 24, or it may begin with a general
statement or idea, which is then supported by particular details,
as in paragraph 25.

24 This winter, I took a vacation from our unfinished mess. Get-
ting back to it was tough, and one morning, I found myself on my
knees before the dishwasher, as if in prayer, though actually bust-
ing a water-pipe weld. To my right were the unfinished cabinets,
to my left the knobless backdoor, behind me a hole I'd torn in the
wall. There in the kitchen, a realization hit me like a 2-by-4: for
two years I'd been working on this house, and there was still no
end in sight. It had become my Vietnam.

—ROBERT SULLIVAN, “Home Wrecked”

25 It was not the only disappointment my mother felt in me. In the
years that followed, I failed her so many times, each time assert-
ing my own will, my right to fall short of expectations. I didn’t get
straight As. I didn’t become class president. I didn’t get into Stan-
ford. I dropped out of college. —amy 1aN, “Two Kinds”

(4) Grammar contributes to coherence.

In addition to arranging their sentences in a clear pattern, writ-
ers also create coherent paragraphs by ensuring that each new
sentence builds on either the subject or the predicate of the pre-
ceding one. (See chapter 11.) In one common pattern, links are
established between the subject of the topic sentence and all
subsequent sentences in the paragraph, as the following dia-
gram suggests.
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Topic Sentence
Subject ;v Predicate

_

Sentence 1

Sentence 2

Sentence 3

Note how all the sentences in paragraph 26 refer back to
Women, the subject of the topic sentence.

26 Women from all classes protested these abusive and discrimi-
nating practices. These protestors banded together and marched
through the streets of their country demanding equality with men.
And these women were labeled feminists. They wanted the right
to vote, they wanted the right to fair working conditions and fair
wages, and they wanted the right to live their lives in the manner
they chose without ostracism from society. Yes, these women (and
a few like-minded men) were called feminists.

—CAROL JOHNSON, “What is a Feminist?”

Writers can also link each new sentence to the preceding
one by linking predicates or, as in paragraph 27, by creating
links through both subjects and predicates.

27 Sir Robert Falcon Scott, who died on the Antarctic peninsula,
was never able to bring himself to use dogs, let alone feed them to
each other or eat them. Instead he struggled with English ponies,
for whom he carried hay. Scott felt that eating dogs was inhumane;
he also felt, as he himself wrote, that when men reach a Pole un-
aided, their journey has “a fine conception” and “the conquest is
more nobly and splendidly won.” It is this loftiness of sentiment,
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this purity, this dignity and self-control, which makes Scott’s
farewell letters—found under his body—such moving documents.
—ANNIE DILLARD, “An Expedition to the Pole”

Subject Links Predicate Links

Sir Robert Falcon Scoff. who

died on the Antar?c/feninsula, was never able to bring himself to
use dogs, let alone feed them to

/ each other or eat them.

Instead /e struggled with English ponies, fo1
whom he carried hay.
Scott felt that eating dogs was inhumane;
y

hie also felt, as he himself

wrote, that when men reach

a Pole unaided, their journey has “‘a fine conception” and ‘‘the
conquest is more nobly and
splendidly won.”

It is this loftiness of sentiment,

this purity, this dignity and

self-control, which makes Scott’s farewell
letters—found under his body—
such moving documents.

—ANNIE DILLARD, “An Expedition to the Pole™

Transitions improve coherence within and
between paragraphs.

Sentences can be arranged in a clear sequence (see 3¢(2)) but
still lack coherence if the movement between them is abrupt.
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When revising, you can improve the coherence of your writing
by using transitional devices such as pronouns, repetition, con-
junctions, transitional phrases, and parallel structure.

(1) Pronouns help establish links between sentences.

In paragraph 28, the writer links sentences by using the pro-
nouns their and they. Although these same two pronouns are
used repeatedly, their referent, “easy victims,” is always clear.

Several movements characterize easy victims: their strides were
either very long or very short; they moved awkwardly, raising their
left legs with their left arms (instead of alternating them); on each
step, they tended to lift their foot up and place it down (less mug-
gable sorts took steps in which their feet rocked from heel to toe).
Overall, the people rated most muggable walked as if they were in
conflict with themselves; they seemed to make each move in the
most difficult way possible.

—CARIN RUBENSTEIN, “Body Language That Speaks to Muggers”

(2) Repetition of words, phrases, or ideas can link a
sentence to those that precede it.

In paragraph 29, the repetition of the key word wave links the
sentences and also provides emphasis. (See 21e.)

The weekend is over, and we drive down the country road from
the cottage to the pier, passing out our last supply of waves. We
wave at people walking and wave at people riding. We wave at peo-
ple we know and wave at people who are strangers.

—ELLEN GOODMAN, “Waving Goodbye to the Country”

Repeating a key word is also a common way of establishing a
transition between paragraphs, as in paragraphs 30 and 31.

1=
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30  For those who pray or chant with great perseverance. there is
the suggestion that their waiting has been converted into purpose-
fulness.

31 Of course we do not only wait for love; we wait for money, we
wait for the weather to get warmer, colder; we wait for the plumber
to come and fix the washing machine [. . .].

—EDNA O’BRIEN, “Waiting”

In this case, the author wished to stress the idea of waiting; by
using wait four times, she emphasizes how much of life can be
consumed by waiting. A single wait in the first sentence of
paragraph 31, however, would have been sufficient simply to
establish a transition with the end of paragraph 30.

(3) Conjunctions and other transitional phrases also
contribute to coherence.

Conjunctions and transitional phrases demonstrate the logical
relationship between ideas. In the following sentences, notice
the subtle changes in the relationship between two clauses
linked by different conjunctions.

He laughed, and she frowned.

He laughed while she frowned.
He laughed because she frowned.
He laughed, so she frowned.

He laughed; later she frowned.

Here is a checklist of some frequently used transitional con-
nections arranged according to the kinds of relationships they
establish.
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CHECKLIST of Transitional Connections

Alternative and
addition

Comparison

Contrast

Place

Purpose

Result or cause

Summary
Repetition
Exemplification

Intensification

Time

or, nor, and, and then, moreover, besides,
further, furthermore, likewise, also, too.
again, in addition, even more important,
next, first, second, third, in the first place, in
the second place, finally, last

similarly, likewise, in like manner

but, yet, or, and yet, however, still,
nevertheless, on the other hand, on the
contrary, conversely, even so,
notwithstanding, in contrast, at the same
time, although this may be true, otherwise,
nonetheless

here, beyond, nearby, opposite to, adjacent
to, on the opposite side

to this end, for this purpose, with this object,
in order to

so, for, therefore, accordingly, consequently,
thus, thereupon, as a result, then, because,
hence

to sum up, in brief, on the whole, in sum, in
short, in any event

as I have said, in other words, that is, to be
sure, as has been noted

for example, for instance, to show, to see, to
understand, in the case of

in fact, indeed, to tell the truth

meanwhile, at length, soon, after a few days,
in the meantime, afterward, later, now, then,
in the past, while
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Coherence can also be achieved through parallel structures.
(See chapter 20.)

CHECKLIST for Revising Paragraphs

« Does the paragraph have a topic sentence (3¢(1))? Does it need
one?

+ Do all the ideas in the paragraph belong together? Do they link
to previous sentences? Is the order of sentences logical (3¢(2))?

» Are sentences connected to each other with effective transitions

3dy?

+ Is the paragraph linked to the preceding and following ones
3d)?

+ Is the paragraph adequately developed? Are any ideas left out?
If there are problems, will analyzing the strategy used to de-
velop the paragraph help solve the problem (2d and 2¢)?

When revising an essay, however, you must consider the essay
as a whole—not just the separate paragraphs of which it is
made. Some writers like to revise on the paragraph-level be-
fore addressing other concerns; others find that they cannot fo-
cus on the development or organization of specific paragraphs
until they have reconsidered their purpose, audience, and con-
text (see 1¢) or rethought their thesis (see 2b). There is no fixed,
predetermined order to follow whenever you sit down to revise.
Be guided by the principles and strategics discussed in this
chapter, but trust also to your own good sense.
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Writers benefit from sharing their work with
others.

Because writing is a form of communication, writers benefit
from checking to see whether they are communicating their
ideas effectively. When they consult with readers and ask for
honest responses to their work, writers usually gain a clearer
sense of how they can improve their drafts.

(1) Clearly defined evaluation standards help both writers
and reviewers.

Whether working in a writing group or with a single reader
such as a tutor or instructor, it is important to have agreed-on
evaluation standards that are understood by all concerned. With-
out such an understanding, you may get advice that is inap-
propriate or unhelpful.

Instructors usually indicate their evaluation standards in
class, on assignment sheets, or in separate handouts. Being
mindful of these standards when reviewing a draft is essen-
tial. For example, if your instructor has told you that he or
she will be evaluating the paper in question primarily in terms
of whether you have a clear thesis (2b) and adequate support
for it (5¢), you could be at risk if you ignore these criteria be-
cause you are focusing on sentence length and variety (chap-
ter 22) or on whether or not you have a good title (3b(3)).

While working with the evaluation criteria that have already
been indicated for an assignment, writing groups must often
negotiate how to use their time efficiently and productively so
that every member of the group gets help within a limited time
period. Groups often benefit from reviewing evaluation crite-
ria at the beginning of a working session and using them to in-
dicate where they should focus their attention. Writers who raise
specific concerns about their drafts (see 3e(2)) that are clearly
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related to the assignment in question can also help focus the
group’s attention.

If your instructor asks you to develop your criteria for eval-
uation, or if you are working within an independent writing
group that gathers outside the classroom, the following check-
list can help you get started. Using it as a draft, you would then
need to establish which issues deserve priority and whether
there are any others that need to be added.

CHECKLIST for Revising Essays

« Is the purpose of the work clear (1g(1))? Does the work stick
to its purpose?

+ Does the essay address the appropriate audience (12(2))?

» Is the tone (32(3)) appropriate for the purpose, audience, and
context?

+ Is the subject focused (2a(2))?

+ Does the essay make a clear point (2b)? Is this point well sup-
ported? Do the relationships expressed in the essay clearly re-
late to this point?

+ Are paragraphs arranged in a logical, effective order (2¢)?

» Is the introduction effective (3b(1))?

» Is the conclusion appropriate for the essay’s purpose (3b(2))?

(2) You can help readers review your work by telling them
about your purpose and your concerns.

When submitting a draft for review, you can increase your
chances of getting the kind of help you want by introducing
your work and indicating what your concerns are. You can do
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so orally within a writing group that has gathered to review
drafts. Or, when this is not possible, you can attach a cover let-
ter—sometimes called a “writer’s memo”—to your draft. In ei-
ther case, adopting the following model can help your review-
ers give you useful responses.

Topic and  Tell your readers what your topic is, why you

purpose have chosen it, and what you hope to
accomplish by writing about it. Indicate your
thesis (2b), and explain in a sentence or two
why you have taken this position. Providing this
‘information gives readers useful direction.

Strengths  Identify those parts of the draft that you are
confident about. Doing so directs attention away
from any area that you do not want to discuss
and saves time for all concerned.

Concerns  Being clear about your concerns is essential to
effective problem-solving. Let your readers
know exactly what kind of help you want from
them. For example, if you are worried about
your conclusion, say so. Or if you are afraid
that one of your paragraphs may not fit the
focus of the draft as a whole, direct attention to
that paragraph in particular. You are most likely
to get useful help when you ask for the kind of
help you want, and indicating your concerns
tells readers that it is safe to discuss them with
you.

When given orally, an orientation along these lines should take
only a minute or two. In a cover letter, a single page consist-
ing of three paragraphs should be sufficient.
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(3) When you submit a draft for peer review, some
responses may be more helpful than others.

When you write about your ideas, you are putting part of your-
self on paper. So hearing honest criticism of those ideas can be
difficult. Even experienced writers sometimes feel anxious
when they submit their work for evaluation.

Before asking for responses to a draft you are planning to
revise, it can be useful to remind both your readers and your-
self that the work in question is only a draft. You may know
this, and your readers may know this, but saying it out loud is
helpful because the message signals readers that it is safe for
them to criticize and reassures you that these readers are re-
sponding to a piece that is not yet finished.

Some readers may retreat into silence because they do not
know what to say or settle for identifying a minor error in or-
der to look as if they are being helpful. Others may be unnec-
essarily assertive, giving you more advice than you had bar-
gained for and insisting that you follow it. But if you allow
yourself to hear what other people have to say about your work,
more often than not, you will get helpful responses.

When reading or listening to responses to a draft, try not to
become defensive. If you cut other people off, you may miss the
advice that could have been the most useful to you. After your
reviewers have finished, however, you are responsible for evalu-
ating the responses you received—rejecting those that would take
you in a direction you do not want to pursue and honoring those
that would help you fulfill your purpose (see 1g(1)). Remind
yourself that you are the author of the draft in question and that
you get the final say about whatever goes into an essay with your
name on it. And it’s a rare writer who pleases everyone.

(4) You can help other writers by giving a thoughtful
response to their work.

When you are asked to read a draft written by someone else,
ask what concerns the writer has about it. Read the draft
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carefully before you respond—at least twice, if time allows.
When you respond, be specific. Be sure to respond to the con-
cerns the writer has expressed. If you see other problems in the
draft, ask whether the writer wants to know about them. Praise
whatever the writer has done well, and identify what you think
could be improved. In either case, draw attention to passages
that illustrate what you mean.

Whenever possible, frame your comments as a personal re-
sponse rather than as a universal judgment. For example, if you
tell a writer, “Your second page is confusing,” you are putting
yourself in the position of speaking for all readers. If, on the
other hand, you say, “I have trouble following your organiza-
tion on page two,” you alert the writer to a potential problem
while speaking only for yourself.

Remember, then, that it is possible to be honest without be-
ing unkind. You will not be helping a writer if you ignore prob-
lems in a draft you are reviewing. On the other hand, dwelling
on every problem and insisting that another writer follow all of
your advice can also be unhelpful. In this case, the writer may
feel that you are taking over. Help others write the papers they
want to write, not the paper you want to write.

(5) Peer review usually improves as writers gain
experience and build trust.

After freewriting, listing, and organizing his ideas into a work-
ing plan (see 2¢), Peter Geske submitted the following draft for
review by other students three weeks into an introductory com-
position class. His assignment was to write an essay (of ap-
proximately one thousand words) evaluating how well his high
school education had prepared him for college. His audience
was defined as “the class”: twenty-four students, most of whom
were working either full or part time and commuting to school
from diverse sites in a large metropolitan area. Because the stu-
dents in his group were having their first experience with peer
review and were working without agreed-on evaluation criteria,
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they were able to give Peter only limited help. Although the com-
ments that follow his draft are not ideal, they represent the range
of responses you might receive in a similar situation. As writ-
ing groups gain experience and members employ the strategies
outlined in 3e(1-4), responses usually become more helpful.
As you read this draft, remember that it is only the first draft.
Revisions of this draft are reprinted later in this chapter.

Peter Geske
English 101, sec. 2
High School

In today’s society education is becoming
more and more important. The children of
today need education to get good jobs and
keep up with this fast paced modern society.
Nobody ever explained this to my teachers
though. High school was the worst. The
teachers at my school were losers and didn't
know what they were doing. The building was
falling apart also and their was alot of
violence in it.

Central was built about a hundred years
ago and that’s probably the last time it got
a coat of paint. The walls were cracked and
we used to flick off loose paint chips all
the time. On the outside it looked like a
prison. It used to have big windows but they
got bricked up to save energy. There was
also graffiti all over the place. No trees
anywhere but plenty of broken cement and
crumbling asphalt.
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The school had at least twice as many
kids squeezed into it than it was designed
for. Even with plenty of people cutting to
party, every classroom was crowded. Sometimes
at the beginning of the year there wasn’t
even a desk for everyone. Computers were a
joke. We had one small lab for two thousand
students and they were these 0ld machines
that you couldn’t run good programs on. If
you wanted to use the internet you had to go
to the library and there was always somebody
else using the terminal there which was the
only one in the school with access to the Web.

Science equipment was also bad. I
really hated my chemistry teacher but maybe
she wouldn’t of been so bad if we had a
decent 1lab.

Once you got past your sophomore year
you could do pretty much what you wanted to.
You were supposed to take English every year
and you had to take math and science too.
You also had to take blow off courses you
could sleep through like social problems
where Mr. Thorp used to talk about the
problems his kids were having and how
students today aren’t as good as they used
to be. But juniors and seniors could take
lots of electives and you could pass your
English requirement by reading science
fiction or taking a course where you did
nothing but watch tapes on a VCR.

The teachers were the worst. They
couldn’t control their classes and everybody
took advantage of that. Mr. Kleinberg was my
geometry teacher. He wore these green socks
everyday and I swear it was always the same
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pair. When you got close to him it was
really gross he smelled so bad. Kids never
paid attention to him and he would usually
start screaming at one person while knives
were being pulled in another corner and
other kids were strung out on drugs. My
chemistry teacher was just as bad. Her name
was Mrs. Fiorelli and she was real skinny.
All she would ever do was read from the
textbook. Her class was out of control also
and when somebody would try to ask a
question she would just keep on reading. She
gave these killer tests though and I ended
up flunking her course not that I need to
know chemistry for anything.

It wasn’t all bad though. Mr. Rodriguez
taught American history and he was cool. He
tied the textbook to current events which
made it more interesting and also was good
about giving extra help. My English teacher
sophomore year was also ok. I liked some of
the books we read and getting the chance to
be creative.

Thig is just my opinion. There might
be other kids who had a good experience
at Central and maybe someday I’ll laugh
about it.

| The preceding paper is an early draft. Do not consider it

a model essay. It is reprinted here so that you can sec how
it improved through revision. For later versions of this cssay,
see pages 106-08 and 113-16.
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Here are some of the comments Peter received when he dis-
tributed this draft to other students without indicating whether
he had any specific questions or concerns about it. Before re-
vising, Peter had to weigh these comments and decide for him-

self which were the most useful.
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ExErRciIsE 3

Reread “High School” and the comments it received. Identify the com-
ments that you think are the most useful and then add two of your
own.

ExErRcCISE 4

Compose an evaluation sheet, with specific questions and guidelines,
that could help other students provide useful responses when asked to
provide peer review in a writing course.

After Peter Geske had time to reconsider his first draft and to
think about the responses he received from readers, he made a
number of changes. Here is what his paper looked like midway
through its revision. (For his final draft, sce pages 113-16.)

R R S R ————
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Peter Geske
English 101, sec. 2 m,
High School
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that you couldn’t run good programs on. If
you wanted to use the internet you had to go
to the library and there was always somebody

else using the terminal there which was the
only one in the school with access to the
Web.

Science equipment was also bad.
really hated my chemistry teacher but maybe
she wouldn’ tﬁgfebeen so bad if we had a
decent lab.

\ Once you got past your sophomore y i j
you~could do pretty much what you w ed to.
You were supposed to take English Véf; year
and you had to take math and s Iéiie too.
You also had to take blow o courses you
could sleep through like-social problems
where Mr. Thorp\ﬁsgd o talk about the
problems his kids ére_having and how
students today ren’t gé\good as they used
to be. But niors and seﬁigrs could take
lots of
Engli

lectives and you coul@ pass your
requirement by readingbécience
fiction or taking a course where ybu d1d ‘&m?
othing but watch tapes on a VCR. ~
The teachers were the worst: They
//fcouldn’t control their classes and everybody
took advantage of that. Mr. Kleinberg was my
< /geometry teacher. He wore these green socks
” 'everyday'and I swear it was always the same
é;%‘pair. When you got close to him it was
really gross he smelled so bad: Kids never
paid attention to him and he would usually
start screaming at one person while knives
were being pulled 1n anop?er corner and
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other kids were strung out —on- drugs. My
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chemistry mt;gg&l‘}_er., wa s*just‘arbadf'neinaxnj’,‘t
was Mrs. Fiorelli) and —she was real skinny. .
All she would ever do was read from the text-
book. Her class was out of control also and
when somebody would try to ask a question
she would just keep on reading. She gave
these killer tests Ehougl}and J_:welggsc_lwug
f}uﬁm? her course not—that I need to know
chemistry for—anything. b
It wasn’t all bad though. Mr. Rodriguez .
taught American history and—he was cool:—He"
tied-the textbook to—current events which

made it more—-interesti ng—and—)gaa o—v%g;
abe&t xtra—help. M glish Y
50171-:0‘%;1i was also ok. I liked some of
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Ce nd—maybe —someday-I*11—laugh—about-
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n Editing makes ideas clearer and more
engaging by refining the style in which
they are presented.

After you are satisfied with the revised structure of your essay
and the content of your paragraphs, edit individual sentences
for clarity, effectiveness, and variety (see chapters 18 through
26). Consider combining choppy or unconnected sentences and
reworking long, overly complicated ones. If you overuse some
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structures, say, introductory prepositional phrases, try to ex-
periment with other patterns. Eliminate any needless shifts in
grammatical structures, tone, style, or point of view.

Examine your diction, and make sure the words you have
used are the best choices for this particular essay. If any words
leap out as much more formal or informal than your language
as a whole, replace them with words that are more consistent
with your style. Eliminate any unnecessary words (see chapter
25). If you have experimented with words new to your vocab-
ulary, make sure that you have used them accurately.

Check whether your punctuation is correct and whether you
have followed standard conventions for mechanics. Even if you
have already used a spell checker (see 32a), use it again be-
cause new errors may have been introduced in the revision
process. Remember also that such programs are never fool-
proof. Double-check that you are using words like there and
their or who s and whose correctly—and remember that even
words that you have spelled correctly might be the wrong words
in a specific sentence.

i CHECKLIST for Editing

= Are ideas related effectively through subordination and coor-
dination (19)?

» Are all sentences unified (18)?

* Do any sentences contain misplaced parts or dangling modi-
fiers (15)?

* [s there any faulty parallelism (20)?

* Arc there any needless shifts in grammatical structures, in tone,
or in style (18)?
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Are 1deas given appropriate emphasis within each sentence

21y?
Are the sentences varied in length and in type (22)?

Are there any fragments (13)? Are there any comma splices or
fused sentences (14)?

Are all verb forms appropriate (17)? Do all verbs agree with
their subjects (17)? Do all pronouns agree with their an-
tecedents (16d)?

Are any words overused, imprecise, or vague (24c, 242a)7 Are
all words idiomatic (24b)?

Have all unnecessary words and phrases been eliminated (25)?
Have any necessary words been left out by mistake (26)?

Is the vocabulary appropriate for the audience, purpose, and
context (1g, 23)?

Have all technical words that might be unfamiliar to the audi-
ence been eliminated or defined (23b(6))?

Is all punctuation correct (27—31)? Are any marks missing?
Are all words spelled correctly (32)?
Is capitalization correct (33)?

Are titles identified by either quotation marks (30¢) or italics
(34a)?

Are abbreviations (35) appropriate and correct?
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Proofreading can help you avoid irritating or
confusing your readers with careless errors.

Once you have revised and edited your essay, format it care-
fully (see chapter 4). It is then your responsibility to proofread
it. Proofreading means making a special search to ensure that
the product you submit is error-free. Your proofreading may
alert you to problems that call for further editing, but proof-
reading is usually the last step in the writing process.

Thanks to the computer, you can easily produce
professional-looking documents with clear fonts and
consistent margins. Showing that you care about pre-
sentation indicates that you respect your audience and
care about your work. (See chapter 4.) Remember, how-
ever, that presentation is only one aspect of a successful project. A pa-
per that looks good could still have problems. No matter how beauti-
ful your paper looks when you print it out, proofread it carefully.

Also watch for three common word processing errors: accidentally
leaving a word out, leaving in a word you meant to delete, or insert-
ing in the wrong place a passage that you moved. Errors of this sort
are especially common now that so much writing is done on comput-
ers. A spell checker can alert you to repeated words, but you have to
proofread to see whether deleting or moving material led to other er-
rors. For example, when deleting a phrase you may have accidentally
left one of its words in the text.

Becausc the eye tends to sec what it expects to see, many
writers miss errors—especially minor errors, such as a miss-
ing comma or apostrophe—cven when they think they have
proofread carefully. It is usually wise to proofrecad more than
once, and many writers find that they benefit from reading their
work aloud as they proofread.
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An extra pair of eyes can also be helpful, so you might ask
a friend to help you. This is very different, however, from ab-
dicating your own responsibility. If someone else helps you
proofread, this check should be in addition to yours. Moreover,
if you ask someone to proofread your work, remember that you
are asking for only an error-check. If you want a more thought-
ful response that could help you revise, you need to ask for it
at an earlier point in the process (see 3e(2)).

To use the proofreading checklist that follows, it helps to re-
fer to the chapters and sections cross-referenced in this hand-
book and also to keep your dictionary handy (see 23a) to look
up any words you are uncertain about. First, you should make
sure your paper is properly formatted. (See 4b.) Then read your
words aloud slowly, pronouncing each syllable carefully. Some
people find they benefit from reading through the paper several
times this way, checking for a different set of items on each pass.

' CHECKLIST for Proofreading Text
Spelling (32)

+ Are all words spelled correctly? Have you run a spell checker?

» Have you double-checked the words you frequently misspell or
any the spell checker might have missed (for example, homonyms
or misspellings that still form words, such as form for from)?

+ Have you consistently used the American spelling of words that
have more than one option (theater/theatre)?

+ Have you double-checked the spelling of all foreign words and
all proper names?

Punctuation (27-31)

+ Does each sentence have appropriate closing punctuation, and
have you used only one space after each period (312)?
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+ Is all punctuation within sentences appropriately used and cor-
rectly placed (comma, 27; semicolon, 28; apostrophe, 29; other
internal marks of punctuation, 31; hyphen, 32g)?

« Are quotations carefully and correctly punctuated (30, 31g,
and 311)?

Capitalization and Htalics (33-34)
+ Does each sentence begin with a capital letter (33¢)?

» Are all proper names, people’s titles, and titles of published
works correctly capitalized (33a—c)?

* Are quotations capitalized properly (33¢ and 302)?

* Are italics used properly (34)?

m The final draft reflects the care the writer
took.

After the intermediate draft reprinted on pages 106—08, Peter
continued to revise his essay. Each subsequent draft became
stronger. Here is the final draft he eventually submitted.

Peter Geske
Professor Henrikson
English 101, Section 2
12 May 2000
School Daze

Picture a run-down building that looks
like a warehouse and feels like a prison.
You approach through a sea of broken cement
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and crumbling asphalt. There are no trees
near the building, although a few tufts of
uncut grass struggle to grow in a yard of
baked-down dirt. Many of the windows have
been bricked in, and the ground floor is
covered with graffiti. Inside, inadequate
lights reveal o0ld tiles, broken lockers, and
flaking paint. The school is empty because

it is only seven o’clock. Within an hour,
however, it will be overcrowded with students
who are running wild and teachers who do not
know how to respond. You have entered

Central High School, the institution where my
education suffered because of poor facilities
and low standards.

Built a hundred years ago, Central had
a good reputation when the neighborhoods
around it were prosperous. Now it is the
worst high school in the city, and the
school board seems to have given up on it.
The more run-down it gets, the worse the
morale gets, and as morale gets lower, the
school goes farther downhill.

After the condition of the building
itself, the most obvious problem at Central
is the overcrowding. Almost every classroom
is filled to capacity, and sometimes there
are more students than desks--especially at
the beginning of the school year when most
people are still showing up for school. The
situation gets a little better by Columbus
Day, because kids soon discover that one of
the advantages of going to Central is that
they can skip school without anybody caring.
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Our textbooks were usually ten years
out of date. And if more expensive supplies
ever made it through the door, they did not
last long. We had only one computer lab for
two thousand students, and it was equipped
with o0ld machines that could not access the
Internet. Science supplies were almost as
bad. In the chemistry lab, for example,
there was never enough equipment for
individual experiments even when we were
teamed with a lab partner. We were put in
groups of four and had to wait half the
class period before we got the chance to
work. By then, most people had checked out.
What usually happened is that one person
would do the work, and the rest of the team
would coast on those results.

My chemistry teacher, Mrs. Fiorelli, is
a good example of another problem at
Central: bad teachers. All she would ever do
was read from the textbook. When somebody
would try to ask a question, she would just
keep reading. Then she would turn around
every few weeks and give difficult tests. It
was as if she hated us and wanted to punish
us when she couldn’t ignore us any longer.

I had many other teachers who were just
as bad. Mr. Kleinberg, my geometry teacher,
could not control the class. When we got out
of control--which was every day--he would
start screaming at one person (usually a
girl who wasn’t doing anything) while other
students were flashing knives and plenty were
nodding off from drugs. Would you be
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surprised to hear that I now have a problem
with both science and math?

To be fair, I did have some good
teachers at Central: Mr. Rodriguez, who
taught American history, and Mrs. Sullivan,
who taught creative writing. But they were
the exceptions. For every good teacher, there
were at least three who should consider a
career change. And for every course in which
you might actually learn something, there
were two blow-off courses in which all you
had to do was read science fiction, watch
tapes on a VCR, or listen to some guy talk
about the problems he was having with his
own kids.

As I look back at the four years I
spent at Central, I am amazed that I learned
anything at all. By the time I reached
senior year, all I wanted to do was party. I
had lost interest in school--which explains
why I have been working in a warehouse for
the past five years instead of going
straight to college. Now that I am here, I
sure wish I were better prepared.

ExXERCISE 5

Compare the three versions of “School Daze” reprinted in this chap-
ter, and summarize how Peter revised his work. If he showed his fi-
nal draft to you before handing it in for a grade, what would you tell
him?



Chapter
4 Document

Design

This chapter contains information on presenting your writing

so that it is as readable as possible. As the volume of informa-

tion grows, so does the importance of its delivery—the visual

design that gives readers the cues that lead them to the infor-

mation they require and that enable them to read it efficiently.
This chapter gives guidance on

* using the proper materials (4a),

« layout, headings, and graphics (4b),

» appropriate form for electronic documents (4¢), and
» proofreading for matters of format (4d).

Visual design sends messages to readers. A dense, tightly
packed page with narrow margins signals difficult material.
Ample white space signals openness and availability. White
space frames the material on the page, preventing it from seem-
ing oppressive and burdensome and so contributes to ecase in
reading, regardless of the difficulty of the content. But too much
white space can send a negative message: For instance, a triple-
spaced research paper with huge margins announces that the
writer has little to say.

Because the way you design your documents tells a reader
a great deal about you, a well-designed letter of application and
résumé can mean the difference between being hired and not
being hired. (See 10d-e.) Similarly, a well-designed research
paper can make a difference in how favorably a professor re-
gards the quality of your work.
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m Using the proper materials enhances
readability.

(1) Enhance readability with good quality paper and neat
binding.

Use good 20-pound white 83-by-11-inch paper (neither onion-
skin nor erasable bond); this kind of paper is suitable for use
with typewriters, word processors, and most printers linked to
a computer. If you use a printer that requires continuous sheets,
choose paper that allows clean removal of pin-feed strips and
separation of sheets. If you write your papers by hand, use reg-
ular 8;-by-11-inch lined white notebook paper and follow your
instructor’s recommendations.

Use a paper clip or a staple to fasten pages. Do not use any
other method of binding pages unless you are specifically asked
to do so.

(2) Electronic documents should follow a consistent
format.

If you submit your work electronically (for instance, by e-mail,
on a bulletin board, in a Web document, or on some kind of re-
movable disk), follow your instructor’s directions exactly. If you
use a disk, make sure that you use the proper size, density, and
format. Most machines now accept only 3;i-inch high-density
disks, but if your reader has a machine that uses only double-
density disks, you must accommodate that restriction. Macin-
tosh disks will not work on PCs unless they are specifically re-
formatted. Label disks clearly. If you submit your work via
e-mail or a bulletin board, use the subject line correctly and en-
sure that your work is free of errors before you send it. What-
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ever the requirements, the computing facilities to meet them
are likely to be available on campus at no cost.

(3) Type, fonts, and justification are best kept simple.

Although laser and ink jet printers can print different typesizes
and styles (fonts) on a single page, most academic papers
should be printed using a font that looks like typewriter type,
such as Courier, or a simple proportional font such as Times
Roman. It is usually best to avoid the sans serif fonts such as
Arial because they are hard to read. Fancy display fonts such
as PTBarnum or Scuipt are seldom appropriate, and using a va-
riety of fonts detracts from the content. Although word pro-
cessing makes it easy to use italics or boldfacing for empha-
sis, resist the temptation. (See 34f.) Also, resist the impulse to
justify your right margins (make them straight). Unless your
printer has proportional spacing, it justifies the right margin by
inserting spaces between words so that every line is the same
length; the irregular spacing within the line can be distracting
and at times can even mislead readers. Because college classes
often simulate professional writing situations and since pub-
lishers and editors of learned journals generally request that
manuscripts not be justified, it is usually inappropriate to jus-
tify the right margin of academic documents even if the printer
has proportional spacing. Justification may be appropriate if a
document will not be reformatted before being printed, as is
the case with some business documents or documents intended
for desktop publishing.

Pages from a good ink jet or laser printer are always ac-
ceptable. If you have a dot matrix printer, you should set the
program (or the printer) for letter-quality or near-letter-quality
print because rcaders find print that shows separate dots hard
to read. Further, before you start, make sure that the printer
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cartridge has enough ink or toner to complete your document.
If you use a typewriter or dot matrix printer, the ribbon must
be fresh enough to type clear, dark characters. If your instruc-
tor accepts handwritten papers, write in blue or black ink on
one side of the paper only.

Clear and orderly arrangement contributes to
ease in reading.

The advice here follows the guidelines in the MLA Handbook
for Writers of Research Papers, fifth edition (New York: Mod-
ern Language Association, 1999). If your instructor requires
another style manual, check the most recent edition of that man-
ual. (See the list of style manuals, page 217.)

(1) Effective layout makes documents easy to read.

Word processing software can be set to lay out pages exactly
to your specifications: It can number your pages, print a cer-
tain number of lines per page, and incorporate appropriate word
divisions. Software also allows you to vary the spacing between
lines, but unless your instructor agrees to different spacing, ob-
serve the conventions of college writing and double-space all
papers. Leave margins of one inch (or no more than one and
one-half inches) on all sides of the text to give your reader room
for comments and to prevent a crowded appearance. The ruled
vertical line on notebook paper marks the left margin for hand-
written papers. You can adjust the margin control on a type-
writer to provide the margins you need.

(2) Indentation signals a change of ideas.

The first lines of paragraphs should be uniformly indented. You
can set your word processing software to indent the first lines
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of all paragraphs one-half inch. (Indent five spaces on a type-
writer, or one inch if writing by hand.) Indent block quotations
one inch from the left margin (ten spaces on the typewriter).
(See 30b.)

(3) All pages should be numbered.

Place Arabic numerals—without parentheses or periods—at
the right margin, one-half inch from the top of each page. Put
your last name immediately before the page number so that
your instructor can identify a page that gets misplaced.

(a) The first page

Unless your instructor requests a title page, place your name,
your instructor’s name, the course and section number, and the
date in the top left-hand corner (one inch from the top and one
inch from the left edge of the page), double-spacing after each
line. You should also double-space between the lines of a long
title and center all titles. The page number should appear in the
upper right-hand corner.

Begin your first paragraph on the second line below the ti-
tle (the first double-spaced line). (See the models in chapters
3,7, and 9.) Most research papers do not require a title page,
but if you use one, follow your instructor’s directions about the
form.

If your instructor does want a title page, put the title of
your paper first, followed by the subtitle, if any. Begin the ti-
tle approximately two inches below the top of the page; cen-
ter it and double-space it if it is longer than a single line. About
halfway down the page, center your name. Then space down
approximately the same amount and type such information as
the course and section number, the professor’s name, and the
date.
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MLA Style (First page) Title Page

sohn 1
Diatrich Boha

Dr. Millar

Englieh 299, Saction d

30 Juoa 1395 Rigoberta Menchd and
Rigoberta Menchi and Representativa Authority Repregentative Authority

Tha 1983 publication of Rigoberta
Menchi'a L. Rigoberta Menchi, has dome much
to help her work to improva human rights in
her native country, Guatemala. Recently,
howevar, there has haen a graat deal of
controvaray--especially sinca the 1355
publication of David Stoll’s Rigcherta Meachi
and the Storv of Al Poor Guatemalans--
eurrounding the truth of Manchi‘e DietrichgEons
stoll, an ¢ ac

Middlebury Collega in Vermont, proves that
Menché did mot tall tha whole truth about
har 1ifa in tha book that mada har famous.
Whan Manchd told har etory, har goal was to
call international attention to tha plight
“0f all poor Guatemalana,” Sha achieved thie
goal by changing her story to make it more
compelling to har audiance, These changee
hava undarminad har authority aa a
rapresentativa figura and thraatan to damage
har cauae ae well. Tha example of

i shows why it is wrong to English 299, Section 4
fictionalize an autiohiographical account Professor Miller
that claims to apeak for a whola paople. 30 June 1999

(b) Subsequent pages

Place your name and the page number in the upper right-hand
corner, one-half inch from the top. Begin your text at the left
margin, one inch from the top and double-space throughout.

(4) Headings help organize complex information.

Headings are particularly useful for helping the reader manage
information in research papers, technical and business reports,
and other kinds of complex documents. (See 10.) Headings can
also highlight the organization of a long block of information
or make it easy to combine several brief statements to avoid
choppiness.

If you use headings, make them consistent throughout your
document, and if you have two levels of headings, treat all oc-



currences of each level alike. For instance, headings in this book
follow a pattern similar to that of an outline. The main rules
are identified by a number and letter set against the left mar-
gin and followed by subdivisions marked by numbers in paren-
theses. Further subdivisions are set flush with the left margin
and, depending on the level of the division, appear in bold type
of various sizes.

(5) Graphics aid understanding.

Visual examples help most readers understand complex in-
formation more readily. Tables organize information into
columns and rows so that relationships are more easily noted.
They are also particularly good for presenting numeric infor-
mation. When you design a table, be sure to label all of the
columns and rows accurately and give your table a title and a
number.

Table 1

Mean Annual Temperature in Reno, Nevada

Month Temp. Month Temp.
January 40 July 79
February 43 August 85
March 50 September 80
April 60 October 65
May 70 November 53
June 72 December 44

Charts and graphs, drawings, maps, and photographs
demonstrate relationships among data and spatial concepts or
call attention to particular points, people, objects, or events.
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They are referred to as figures. Pie charts are especially use-
ful for showing the relationship of parts to a whole.

EGuaranteed
Loans

ODirect Loans
EPell Grants
[0Other Loans

OCampus
Programs

Fig. 1. Financial aid sources. Source: Chronicle of Higher Education 12 Feb. 1999:
A31.

Graphs show relationships over time. For instance, a graph can
show increases or decreases in enrollment or in student achieve-
ment or highlight differences in financial trends.

200
—~o— Consumer
— .
150 Price Index
1007 —&— Av. Salary
50 % of Price
0 Index

1983-84 1988-89 1993-94 1998-99

Fig. 2. Increase in buying power of faculty salaries, 1983-99. Source: Chronicle of
Higher Education 26 Mar. 1999: A50.

Bar charts show other kinds of correlations. They might il-
lustrate stock market performance over several decades or the
relative speeds of various computer processors.
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Fig. 3. Arrests on college campuses for liquor and drug violations. Source: Chronicle 5
of Higher Education 28 May 1999: Al.

Other kinds of graphics such as diagrams and drawings, maps,
and photographs help readers understand other kinds of con-
cepts—dimensions and specific details, spatial relationships, |
emotional impact, and so on.

Map Diagram

North
, Sea c
/% Fig. 5. A to C.
%
. (2
English ?
Channel ——~ 2
e
Atlantic i
Ocecan =3
3

[ France ] Normandy
B Celtic lands [ England

Fig. 4. Normandy circa 1066. Fig. 6. Window caulking.
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Remember that each visual element you use should be num-
bered (for example, Table 1,
Fig. 4). Table numbers and la-
bels appear before the table,
and table sources as well as fig-
ure numbers and labels are
placed after the material they il-
lustrate. If there are many 1l-
lustrations, consider placing all
of them in an appendix. Occa-
sionally, text will also flow
around a table or a figure, es-
pecially if it is otherwise diffi-
cult to place the image near the
text it illustrates.

-

Fig. 7. Goldengrove Unleaving.

n The appropriate form for electronic documents
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