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PREFACE
Suggestions in this guide are intended to open possibilities, not to dictate absolute answers or to insist that certain patterns or processes must be followed as you teach Now and Then. Both in the text and in this guide, we've tried to include suggestions for developing communication skills that will work with diverse teaching and learning styles.  We discuss strategies for encouraging students to read, write, and think critically. In addition, we suggest ways to promote effective oral communication, visual literacy, and thoughtful use of electronic texts. We would be most interested to hear from you.  Let us know what has worked well for you and your students and what has not. Most of all, we would appreciate your sending suggestions for innovative teaching strategies that we might include in the next edition of this guide.

Creating a Community In The Classroom
In any classroom, but most certainly within a classroom where the subject matter addresses controversial issues, instructors are faced with complex, and frequently frustrating tasks, for example:

· Introducing oral communication and listening skills that encourage classroom discussion, small group work, and formal oral presentations to include all students, encouraging them to engage in the conversation, yet to listen carefully and respectfully to other voices.

· Inspiring honest, yet fair-minded writing that takes risks while also indicating an ability to communicate clearly, correctly, and logically. 

· Encouraging thoughtful response to and analysis of visual texts.

· Promoting ethical and effective evaluation and use of electronic resources.  

· Developing innovative ways of assessing students' work in order to encourage both achievement of high standards and growth of self-confidence.
Developing Oral Communication and Listening Skills

Because students will be sharing their ideas (and probably their writing) with each other, it may be helpful for them to develop a sense of trust as early in the semester as possible.  Developing trust begins with breaking down the barriers and challenging the easy assumptions that exist before people get to know one another as individuals.  

Getting Started
You may want to consider these possibilities:

· Learning students’ names as quickly as possible and using their names whenever you speak to them— a painless way to help them learn each others' names.  (One way to learn names early in the semester is to arrive at the classroom several minutes before class begins and to ask each student's name as he or she enters.  Then jot down a brief descriptive phrase next to the student's name on the roster.  In addition, once the student has chosen a seat, write his or her name on a diagram of the room's chairs.  Then ask students to take the same seats for the next few classes.)

· Taking a few minutes of the first class to do a get-acquainted exercise.  This process can be very simple:  Ask each student to jot down three statements describing himself or herself and then have students give their names and read their statements (you may want to prepare your own three statements, as well).  Another, more time-consuming, but effective, exercise asks students to prepare to introduce any one of their fellow classmates to the instructor.  After giving these instructions, the instructor leaves the room and the students spend fifteen or twenty minutes learning each others' names.  When the instructor returns, students return to their seats, and then each is asked to introduce the student sitting to his or her left. 

· Arranging the chairs (for classes that will be structured mainly through full class discussion) so that students can look at each other as they speak, rather than funneling all responses through the instructor. (A circle or semi-circle of desk-chairs, for example, or standard chairs grouped around a seminar table.)

Developing an Interactive Classroom to Promote Thoughtful Oral Communication and


Effective Listening Skills. 


For providing a varied pace in a course that teaches reading, writing, and critical thinking, an interactive structure, integrated with more traditional lectures or other instructor-focused structures, often works effectively.  In the interactive classroom, students and instructor work together. The instructor does much more than prepare a lecture and deliver information to students.  Students do much more than read assignments, listen to lectures, and deliver information back to the instructor through writing exams and papers.


In the interactive classroom students take responsibility for their own learning while the instructor provides whatever help and encouragement they need to accomplish this task.  To encourage effective interactive learning, you might consider the following strategies:

· Divide a large class into small groups for discussion or for work on writing projects.  Often students who are uncomfortable speaking or asking questions in a large class situation are more at ease when they work in groups of three to five.  Consider the following issues:

· Should students choose their own groups or should the instructor assign groups?  We like to vary the approach, sometimes asking students to form their own group; at other times assigning groups to insure a variety of voices.

· Should instructors participate with groups or stay away?   Opinion varies greatly among the proponents of group work.  Most believe that instructors should interfere very little.  Some believe that the instructor should leave the room entirely while groups meet.  Another approach calls for the instructor to sit alone for the first few minutes, reading or writing and not looking at students.  After the groups have started discussion, the instructor moves around from group to group, mostly listening, but occasionally responding to a question or making a comment.

· Should groups always or nearly always work toward or reach consensus?  We think it's important to stress that the point of much group work is to discover multiple possibilities. Certainly students should be encouraged to think critically about each other's ideas, but it's not always necessary or desirable that a group arrive at a single, neatly planned response.

· How should small group discussions be structured?  While there are many ways to structure small groups, here's one possibility: Ask students to give their names before they speak for the first time and encourage them to address each other by name. Ask that one student volunteer to be the group recorder, to take notes, and to speak for the group if the class reconvenes as a whole. Encourage students to be sensitive to the dynamics of the group; make each responsible for speaking, yet not dominating, and for seeking out the opinions of those who may not as readily volunteer their ideas.

· Conduct a Listening Workshop.   To stress the importance of listening as a learning strategy, consider conducting a workshop that encourages students to think about listening skills. This is a good way, early in the semester, for an instructor to open the door for strong, productive classroom conversation.  A listening workshop may take between 20 to 30 minutes and may follow these steps:

· Explain the process of asking open-ended questions.  To begin with, suggest that students ask only questions that begin with the following words:  what, where, when, who, and how.  (The word "why" tends to set up defensive situations.)

· Based on the instructions above, invite students to interview you for two minutes (take one question from as many different students as possible during this time).

· After the time is up, ask students to summarize what they have heard and invite several volunteers to read their summaries aloud.

· Discuss the differences and similarities in these summaries, stressing strengths rather than weaknesses.


· Now students should be ready to engage in listening to one another.  Ask each student to pair up with someone he or she doesn't know.  After the pair decides who will speak first and who will listen, the initial listener should ask a general, non-threatening question such as "What is your favorite film?"

· The speaker answers, and as soon as he or she is finished, the listener begins to ask appropriate questions, based on the guidelines given in the first suggestion in this list.  Continue for two minutes.

· When the time is up, the listener then summarizes for the speaker what he or she said.

· The speaker then briefly explains his or her response to this summary.

· Now the partners switch roles, and the new speaker answers the questions, following the steps of the process as just described.

· Be aware of the dynamics of full class discussions. 

· Understand that students often to sit in the same seats at each class and that "silent ghettos" can develop— areas of the classroom from which no voices are heard.   You may find that you can sometimes break the silence barrier by choosing to sit or stand in that area of the classroom and then speak directly to students who are sitting there.  And of course there's always the strategy of noting the student who makes eye contact with you and then directing your next query or "long pause" toward him or her. 

· Recognize that some students may dominate discussion.  To allow students who may be shy or who may think more cautiously than others the time to speak,  consider watching the clock and, at some class meetings, announcing half way through the session that you appreciate the hard work and thoughtful observations made by those who have already commented.  Then encourage these hard-working talkers to sit back and enjoy listening for the rest of the class period (or for the next ten or twenty minutes or whatever seems right) while those who have not yet spoken offer their ideas.  Sometimes you may have to wait many seconds before one of the quieter students to volunteer, but once one has spoken, the floodgates usually open.  (This strategy works best if the discussion has started with a warm-up writing.  Then everyone has some thoughts committed to paper.  Reluctant speakers may be willing to read what they have written as a way to begin their participation.)

· Understand that gender issues can affect classroom participation. Research suggests that, contrary to popular belief, men tend to dominate discussions and to interrupt more often than women do.  In addition, discussion often follows "gender runs."  If a man speaks first, then other men are likely to follow.  When a woman does break into the conversation, others usually follow her.  If you notice a gender run going on too long, consider interrupting and directing the discussion to someone of the opposite sex.  Watch students carefully and choose someone who looks like he or she is waiting with something to say.

· Understand that cultural differences may affect willingness to participate in class discussion.  For instance, some silent students may come from cultures where teachers do all the 
talking and where it is considered extremely rude to challenge or question a statement made by an authority figure – or even by a fellow student.  In addition, students whose first language is not English may fear that others will laugh at or be impatient with their hesitant or less-than-grammatically-perfect speech.   You may want to meet privately with these students to encourage them to speak, yet also to let them know that you respect their concerns.  Consider suggesting that they arrive at class with a prepared observation or comment on the assigned reading.  Let them know that you will invite them to offer their prepared 
observation before you call on other students.  This strategy may get them speaking in class and help to alleviate the pressure and anxiety of not being able to "find the right words" or of not having yet developed the ability to jump into the middle of a lively discussion.

· Consider requiring at least one office conference for each student.  Seeing students on a one-to-one basis, as early in the semester as possible, provides them with an opportunity to discuss any concerns they may have about the class. This process helps them to find their voice and thus to promote developing oral communication skills through conversation with the instructor.  In addition, the early visit shows them the way to your office, lets them know that you are available, and encourages them to return with any questions or observations they may have about the assigned reading and writing.

Developing Awareness of Writing Strategies and Possibilities

In addition to interactive discussion, varied approaches to writing lead to a classroom climate that promotes trust, mutual respect, and intellectual as well as personal growth.  While none of the following suggestions replaces the formal paper, written out of class, they encourage students to see writing as a process that takes many forms and that has many different purposes.

Warm-up Writings

· Brainstorming: Ask for a few minutes of brainstorming on paper to get students writing early and often.  Encourage them to use what they have written to initiate discussions (or to restart a discussion that has ground to a halt or is bogged down in repetitive responses).  Usually if you ask them to gather their thoughts through jotting down responses to a topic or a series of topics, students will more readily participate in discussions.  Several things happen with such warm-ups:  students discover ideas they didn't know they had; they are forced to really think about the discussion subjects, rather than turning their brains to "rest and recuperate" mode when you ask for response; and, finally, those students who think things through slowly and carefully, rather than responding immediately, are given time to ponder and are, therefore, not left behind while those who speak more readily race from one idea to the next.

· Using the Pre-reading questions: The pre-reading questions that precede each selection provide possible topics for slightly longer warm-up writings.  These questions, which introduce each thematic section, offer opportunities for students to ponder and predict the questions, topics, motifs, issues, and conflicts to be addressed in the selections that follow.

Journals


If you plan to have students keep journals during the semester, Chapter One introduces journals and provides an opportunity for you to describe what you expect.   How many entries do you want students to write each week?  Will you specify a length for each entry?  Should the entries be carefully written, revised, and edited?   Or are the journals to be a place where students can explore ideas, free from the conventions of formal writing?

Journal entries can be the most important writing the students do during the semester, and, in addition, they provide the instructor with a fine opportunity to encourage and reward risk-taking.  Consider urging students to see their journals as a place to try out ideas and to explore responses both to the selections they read and to class discussions.   

To provide some guidelines, you might ask students to write at least two entries each week which, together, would total approximately 250 words.  At least one entry per week would respond to the selections assigned for reading and discussion during that week.  The other entry might explain new thoughts about works read earlier or might comment on issues raised during class discussion.  Using these guidelines, then, students would receive full credit as long as they submitted the amount of writing required. 

Like warm-up writings, journal entries may be used as a way to get discussion started, either by inviting volunteers to read entries they may have written on a specific selection or by asking students to work in small groups, reading what they have written to each other.  (One member of the group may act as recorder and later as speaker for the group.)

Journal entries provide a great place for students to explore possibilities for oral responses or for formal papers.  To make the journals a safe place--free from concerns about grades--you might assure students that you will not be correcting or editing what they write in their journals.  Instead, consider reading carefully what they have to say and responding with your own comments and questions.  As you read students' journals, you might jot observations in the margins and then write a sentence or two at the end of each entry.  Keeping these comments as affirming as possible helps students to develop confidence in trying out unusual or controversial ideas and approaches to writing.   For instance, your comments might praise an intriguing insight, a perceptive observation, or a moving personal connection.  Obviously, however, no instructor will admire or agree with everything students write in their journals.  Sometimes, entries are boring, shallow, or even offensive.  Yet suspending harsh judgment and instead asking questions or suggesting possibilities often leads a half-hearted or hostile student to engage in the class more positively and fully. 

The journals provide a way to communicate with students each week in a private and safe setting.  For instance, if you notice that a student seems uncomfortable during group work or during discussion, you might make a note in the journal, asking if you can be of help and suggesting that the student come to office hours or talk with you after class.  Just as you can communicate with students through the journals, so, too, can they let you know about some aspect of the course that they are either troubled by or that they are finding particularly rewarding.

One way to handle journals is to collect them once a week and return them on the same day of the following week.  To facilitate handling journals, ask students to write on loose-leaf paper and to submit just one week's entries in a pocket-type folder.  When you return the journals, students remove the entries on which you have commented and store them in a three-ring punch notebook  Then they place their new entries in the folders and hand them back to you.  This process means that you carry home slim folders rather than heavy notebooks of varying sizes and shapes. 

If collecting and writing responses to journals doesn't fit your course plans, consider the following possibilities:

· Do not collect journals, but instead ask students to bring them to class to use as a basis for discussion.  

· Collect journals but return them with only a checkmark to indicate "accepted" or a minus sign to indicate "needs improvement before I can accept it."  

· Collect and grade journals, evaluating them in the same way an essay or research paper would be evaluated.  


Journal work has many helpful side effects.  For example, when students have to write on the assigned readings, they usually come to class prepared, having thought about what they've read.  Often, when you assign reading journals, quizzes are not necessary.  Also, because students are doing so much writing they begin to feel more at ease with the process.  Journals convince them that writing is a way of thinking and many of them begin to be more comfortable with formal writing as well.  Finally, journals provide a window into thoughts, hopes, and feelings that students might not readily express aloud in class.  You have a chance to see what is really going on for them as they read the assigned selections and often these insights can help to shape future class plans. 

In addition to topics for journals that you generate or that your students come up with on their own, each reading selection in Now and Then is preceded by several pre-reading/journal writing questions.

Collaborative Projects


Many of the Extended Connections: For Critical Thinking, Writing, and Reasearch that appear at the end of each thematic chapter work well as collaborative projects.  Students might begin collaborations during small group meetings in class.  During their first meeting as a group, encourage them to exchange names and e-mail addresses or telephone numbers to facilitate communications among group members.

When the projects are completed, each group might serve as a panel with each member presenting part of the group's findings to the class.  To accompany this presentation, you may ask for one written report from the entire group (a paper that would require a great deal of cooperation and coordination) or you may want each member of the group to submit a one or two page summary of the oral report offered during the panel discussion.

In-Class Essay Series

While organizing this project takes some time, it ultimately promotes a great deal of writing while keeping the instructor's correcting time to a minimum.  During the term, students write a series of essays in class--perhaps three or four--taking about thirty minutes for each writing.  These writings may be announced or unannounced and would require about 20 to 30 minutes of writing time.  After each writing session, collect and alphabetize the essays; then store them in a large envelope or folder.

After all in-class essays in the series have been completed, collected, and stored (but not corrected), redistribute them to students during another class period.  Then ask students to meet in small groups or in pairs and to read each other's essays.  With the help of peers, each student decides which of the three essays to rewrite and submit for a grade.  If you ask them to submit the original essay along with the final copy, you'll have a chance to observe and comment on their revision process. 

Topics that follow each reading selection provide possibilities for the in-class writing series. 

Developing Awareness of Visual Literacy

Visual images of many different kinds have an increasing presence and significance to our lives.  To address the rapidly developing significance of images to communication skills, this text provides a section in Chapter One on reading visual texts (pp. 22-27).  In Chapter One, a photo essay on tattoos (pp. 23-26) provides the opportunity to introduce students to ways of discussing and writing about images.  Further, in each thematic chapter visuals such as advertisements, cartoons, web pages, and photographs offer opportunities for evaluating, analyzing and challenging visual texts.  The following suggestions provide additional possibilities for developing visual literacy, while concurrently developing the processes of critical thinking, writing, and speaking. 

Writing About Visual Texts

Each thematic chapter offers visual texts, along with suggestions for writing.  In addition to these suggestions, here are other possibilities:

· Students might be asked to find one (or more) visual text that would relate to one of the reading selections or to one of the themes or sub-themes.  After finding the visual, the student might be asked to write a statement explaining how that image relates to the particular selection, theme, or sub-theme she or he had chosen.

· As a collaborative project, students might be asked to work in teams to identify their own theme or sub-theme, choosing an issue or idea that is currently in the news.  Then, with the instructor's approval of the theme, each team would seek out visuals that would relate to the theme.  Each member of the team would write a comment to accompany one or more of the visuals.  All visuals and written comments would be submitted together in a folder.
Speaking About Visual Texts

· Throughout the term, each student might be asked to discover a visual image that related to the assigned reading for a particular class.  At the appropriate class the student (or students) would present their image (perhaps an enlarged photocopy or a class set of photocopies) with a brief explanation or series of questions leading to discussion of that day's assigned reading(s).
· As a collaborative project, students might be asked to work in teams to identify their own theme or sub-theme, choosing an issue or idea that is currently in the news.  Then, with the instructor's approval of the theme, each team would seek out visuals that would relate to the theme and create a presentation (perhaps using power point) to present to the class.
Developing Ways of Using and Evaluating Electronic Texts

Electronic texts provide all of us with a dazzling (and sometimes daunting) amount of information.  Students may access information through search engines such as Google, through online databases to which a library subscribes, such as EBSCOhost, JStor, or CQResearcher, and through CD-ROMs.  Whatever the source, electronic texts provide both tremendous benefits and tremendous challenges to the classroom, and particularly to the communications classroom.  This textbook provides a guide to internet searches (p. 381) as well suggestions for evaluating internet and other online resources (p. 382).


I have found that students are often quite familiar with search engines such as Google yet are often initially resistant to using databases to which the college library subscribes.  To introduce them to these resources, I conduct a workshop (either in an electronic classroom or in the library, with the assistance of a librarian).  The focus of this assignment is to discover an article or essay related to any of the sub-theme questions in Now and Then.  This article or essay must come from a library database.  Students then summarize the article, and write a brief response to the points the author has made.  In addition, I ask them to include an "Evaluation of Source" page, responding the following questions:

· What do you know about the author?  From the details you know, can you make any judgments about her or his reliability?  From what you know, do you think the author might have any biases or prejudices about the topic?

· What do you know about the journal, magazine, newspaper or web site where this article originally appeared?  Who do you think would be the targeted audience for this source?  Can you identify any biases or prejudices that might be typical of writers for this source?

· What is the original date of publication of this article?  If you were going to write more about the subject of this article, would you need to find more recent material?  Explain why or why not.

· If you were going to write more about the subject of the article you chose, what are some of the points of view you would need to consider in order to write a paper that offered a balanced view of this subject?

To answer these questions, I do allow traditional web searches because that is often the most efficient way to find information on the author.  In addition, many publications have a web site, which describes their aims and goals.  Discussion of the way publications describe themselves often helps students to develop strategies for evaluating newspapers, journals, and web sites and to identify their possible biases.

Assessing Student Writing

The ways and means of assessing student writing vary nearly as much as individual instructors themselves.  As a result, students are often understandably confused as to what actually comprises good writing. Consider the following process for evaluation:

1.
Establish clear guidelines for each assignment.  Class handouts or class discussion may then focus on the requirements for all stages of writing (see examples A-E, this guide, pp. 00-00).

2.
Balance the criteria for evaluation.  For example, the content of a piece of writing may be considered at least as valuable as the surface correctness of a piece (see example C, this guide, p. 00).  (For most assignments, many instructors will see content as considerably more important than surface correctness.)

3.
Provide either oral or written comments (or both) to complement the grade on a piece of writing.  Such comments may help students to see their strengths in writing as well as their weaknesses.

4.
Consider allowing students to revise initial drafts and, perhaps, to rewrite papers for a higher grade.
Based on these steps, the following assessment strategies relate to two elements of the writing process--revision and final products.  Students usually find direction and motivation through the following options:

First Draft Assessment Options

•
The Ungraded First Draft

When this approached is used, first drafts do not receive a letter grade.  Instead, the instructor either holds a one-on-one conference or writes marginal comments in order to direct students to areas that deserve praise or require more reworking. We also know an instructor who tapes comments while she's reading her students' drafts, and she's found much success with this method of feedback.  (Students purchase a blank audio tape as part of their "books and supplies" requirement; they submit their writing in a pocket folder along with the tape, which she uses to record her comments; the very few students who have no tape player can use one at the library/media center.) To avoid overwhelming the student (and, just as important, to avoid an overwhelming time commitment on your part), consider limiting comments and directions in order of priority you have developed for that particular assignment.  For example, the criteria for one assignment might fall into the following categories:

HIGH-ORDER CONCERNS:  Content, Focus, Organization, Development

MIDDLE-ORDER CONCERNS:  Coherence, Style, Word Choice

LOWER ORDER CONCERNS:  Usage, Mechanics, Grammar

•
Scaling the First Draft


As an alternative to the ungraded draft, we've found that many students like knowing where their writing falls within a certain range of writing expectations.  In addition to writing comments on drafts, several of our fellow instructors have found success with marking the drafts with one of the following possibilities:


• check plus (\/+)     check  (\/)      check minus (\/-)


• Publishable, Revisable, Rewritable (see example D, this guide, p. 00)


• An "If this were a finished product" grade (not figured in to a student's final grade)

• A 1/3 draft grade, 2/3 final product ratio, with the two grades averaged to arrive at the recorded grade


• A "process" grade that measures the apparent effort in composing the first draft.

· Surface Errors and the First Draft: Whatever approach you choose to use, consider not correcting (changing) the surface errors on student papers.  By correcting such errors, the instructor ends up doing more work than the student.  In addition, the student often fails to recognize his or her own pattern of errors.  We've found the following options make students more responsible for their own editing issues:

· Put a check in the left-hand margin next to any sentence that contains an error in grammar or mechanics.  In the beginning, we've found it helpful to give the student a hint at the error:

P = punctuation; SP = spelling; a plain check means anything else.

· If a paper has one or two recurrent errors, point them out on half the paper, and ask the student to locate the rest.

· Correct one error and give a brief explanation as to what is causing the error ("This fragment is caused by an '-ing' word; it needs an auxiliary ["helping"] verb to make the thought complete), and ask student to locate and correct any other errors of this type.

· Ask students to keep a record of the errors in their writing.  Have them contract to rid their next paper of at least one of these errors.

Final Products

If you've commented on students' drafts (either through written comments, through office conferences or oral comments on tapes, or through class workshops), reading and assessing final papers can usually be accomplished rather quickly.  At this stage, you may commend the student for any improvements in revising.  You may also want to give the student some helpful advice for future writing assignments.


In addition to short and clear comments, many instructors find an evaluation sheet especially useful in highlighting the strengths and weaknesses within a piece of writing.  And what is more important, students can immediately see the areas that deserve more attention the next time around (see examples A-D, this guide, pp. 00-00).

Portfolios


In recent years, many instructors have switched from grading single papers to requiring students to submit a semester portfolio for a final grade.  As in the area of assessment, there is no one way to use or grade portfolios in any classroom.  However, one thing is certain:  many instructors who have switched to portfolio evaluation swear that this is one method they will use for a long time to come.  The feedback from students has often been positive, as well.  We've discovered the following methods that have worked well for both instructors and students.


Here are three sample options for a final portfolio's contents. 

•
Twenty typed pages, including (at the instructor's discretion, of course) formal essays as well as journal entries, creative pieces, reports requiring research, critiques of visual images and so on.

•
Four major papers (3 to 5 pages) written for the class, including the last formal writing assignment.

•
A minimum of 30 pages, including reading responses, art work, other class work, and choices from writing assignments.


Final assessments on portfolios vary as well.  Some instructors prefer to assign just one holistic grade to the entire portfolio.  Others assign different grading weights to specific criteria:  amount of writing, growth in writing, final products, writing process, the selection process, the self-reflection process.


Whatever criteria you choose, keep in mind that collecting portfolios at a midterm point may be useful, especially for first-semester freshmen.  That way, students aren't scrambling the last week of school trying to throw together a collection of their best writing.  In addition, an in-class workshop with peer review of portfolio entries three or four times over the course of the semester allows students an audience and helps with the selection process, as well.


Finally, many instructors have found that allowing students to take part in the assessment process (this applies at any stage of writing), makes them more apt to recognize their own responsibility for the final grade their writing earns.  Consider questions like these to encourage students to think about what they have written:

· If you had more time, how would you change your approach to this writing?

· What do you feel is the strongest part of this piece?

· What areas still might need more work at this point?

· What were some of the problems you encountered while working on this piece?

· What would you do differently the next time around?

· Assess your level of dedication to this writing:  poor, so-so, average, zealous, etc.

· Assign this paper the grade you feel it merits and explain your decision.

Example A

INTRODUCTION TO COLLEGE WRITING: ENG 102 




 EVALUATION, PAPER #2

Student: ____________________    Title: ___________________



weak


strong
Focus:
( )
( )
( )
( )

1.  Are the ideas in this paper clearly stated?

2.  Is the thesis clear and narrow?

3.  Does the writer cover one incident or event?

Development:
( )
( )
( )
( )

4.  Does the writer explore the subject in depth?

5.  Is there enough information contained in each paragraph?

6.  Is there any unnecessary information?

7.  Does each paragraph contain just one topic?

Organization:
( )
( )
( )
( )

8.Is the information in this paper organized in a logical, clear manner?

9. Is the introduction interesting and informative?

10. Does the paper conclude effectively?

Details:
( )
( )
( )
( )

11. Does the writer provide specific, concrete details?

12. Does the writer use strong, active verbs?

13. Does the writer use clear, descriptive language throughout?

Mechanics:
( )
( )
( )
( )

14. Punctuation

Fragments

Spelling

Agreement

Overall Grade/Comments:

Example B

THE WRITING PROCESS: ENG 120

Assignment #:___        Student Writer __________

Category
Maximum Points
Your Points 

FOCUS:  This essay has a clear idea

or purpose; the introduction indi-

cates the topic and direction of the

essay; body paragraphs support
20

the thesis.
_____
_____

ORGANIZATION:  Ideas flow in a

logical, clear manner; transitions are

effective; conclusion relates to intro-

duction/fulfills the reader's expec-
20

tations.
_____
_____

DEVELOPMENT:  The subject is ex-

plored in depth; specific facts and

details add vitality to the essay; all
30

information is necessary.
_____
_____

STYLE:  The writer's manner is suited

to the audience and purpose; words

are precise, writing is strong and

clear; sentences are constructed to

enhance focus and add vitality to
15

the essay.
_____
_____

MECHANICS/EDITING:  Sentences are

properly constructed, punctuation is

correct, subject/verb and pronouns

agree; the writer has proofread for 
15

spelling and typographical errors.
_____
_____
OVERALL SCORE


100
____

SUGGESTIONS FOR REVISION/FUTURE WRITING ASSIGNMENTS

EXAMPLE C

COLLEGE COMPOSITION IN CONTEXT: ENG 220  

Assignment number:_____      Student Writer _________


Maximum Points
Your Points

FOCUS:  Paper deals with one topic

or idea.  Thesis is clear and con-

trols subsequent paragraphs.
__20__
_____

ORGANIZATION:  Ideas follow in a

logical, clear order.
__20__
_____

DEVELOPMENT:  Statements are sup-

ported through examples, vivid de-

tails, and facts.
__20__
_____

INTRO AND CONCLUSION:  Opening

paragraph captures the reader's

interest and explains to the reader

the author's purpose in writing;

conclusion sufficiently wraps up

information; leaves reader with

something to think about.
__15__
_____

GRAMMAR AND MECHANICS
# of Errors

Sentence Fragments
___

Sentence Run-Ons
___

Subject/Verb Agreement
___

Verb Tenses
___

Quotation Punctuation
___

Spelling Errors
___


__25__
_____

Total:
_100__
_____

GENERAL COMMENTS, SUGGESTIONS FOR REVISION

EXAMPLE D

ADVANCED WRITING: ENG 250

Student: ___________________________

WRITING IN PROGRESS/DATE: _________

PUBLISHABLE:  The writing at this point has a clear and perceptive point.  It is also well supported and developed with reasoning and details.  The organization is effective and appropriate, as is the style of writing in this piece.  Only minor spelling and mechanical errors still remain at this point.


Suggestions:

REVISABLE:  The idea behind this writing is good and shows considerable evidence of planning, but at this point, the writing needs more attention to one or more of the following areas:  organization, adequate support and development, smooth transitions between major points, style, or mechanics.


Suggestions:

REWRITE:  The writing is unacceptable college writing at this point because of one of the following

1.
The writing makes no consistent or useful point.  No clear purpose is evident.

2.
The writing is poorly constructed and hastily written; the reader has trouble following the main idea.

3.  The writing contains too many sentence-structure errors so that the message is troublesome to decipher.

4.
The writing does not fulfill the assignment.

Suggestions:

EXAMPLE E

EXPOSITORY WRITING ENG 175

Suggestions for Revisions

Student Writer _____________________________

Paper Topic ________________________________________

CLARITY:  Thesis Statement/Introduction

INFORMATION:  Development/Support/Organization

APPROPRIATE LANGUAGE:  Tone, Correctness

PLANNING THE SYLLABUS

The structure of Now and Then allows great flexibility as you design your syllabus and as you plan for each class.  Here are descriptions of the book's features and suggestions for ways you might use these features.

Part One:  On Reading and Writing
1. Critical Reading and Thinking:  Connecting (with Texts)
This chapters serves as an introduction to critical reading and thinking skills, as well as to the idea of visual literacy. See pages 33-34 of this guide for detailed teaching suggestions.

2. The Processes and Aims of Writing

This chapter offers an overview of the processes of writing and, in addition, addresses three primary aims of writing: expressive, informative and persuasive. See page 35 of this guide for detailed teaching suggestions.

Part Two: Readings

This section offers seven thematically arranged chapters. Each theme opens with an introduction, followed by two or sometimes three “Then” selections that establish historical context.  Following the ”Then” section is “Now,” which offers two sub-themes, each focused on a specific current issue within the larger theme--for example, "How do Gender and Society Influence How We Dress?" and "For Better or Worse: Defining Marriage."  

Readings represent a variety of print and web sources, including magazines, journals, newspapers, and student newspapers from colleges and universities across the nation.  “Now” pieces are mostly very recent (nearly all published since 9/11) and brief (3-5 pp); select pieces are longer, providing opportunities for in-depth reading. 

A variety of apparatus encourages critical thinking and involved student writing. Suggestions for Pre-reading and Journal Writing introduce each "Then" section, as well as each of the specifically focused "Now" sections. Each reading opens with a brief headnote, providing information on the author (where possible) and the original source and date of publication, as well contextual information.  Accompanying each selection are Topics for Writing and Discussion, many of which call for an informative or persuasive aim.  

Concluding each "Then" and "Now" sub-theme, Making Connections questions invite students to draw comparisons among the selections and to use the processes of synthesis and analysis to evaluate the similarities and differences they observe.  Finally at the end of each chapter, Extended Connections topics provide opportunities for thinking and writing in the context of further research.  In every chapter, there is an emphasis on argument, and five chapters offer grouped readings, Opposing Viewpoints and Multiple Perspectives, which invite extended analysis of a controversial topic.

· Suggestions for Pre-reading and Journal Writing 
These topics precede each "Now" and each "Then" section and invite students to connect their own experiences and knowledge to the ideas, feelings, and information the authors in that section offer. These topics provide opportunities for students to sharpen their predicting and, in addition, should serve to arouse interest in the reading that follow.

· Reading Selection and Headnotes
Each of the seven thematic units provides a variety of selections in the "Now" section that address a controversial current topic; these selections are placed in an historic frame through the readings in the "Then" section.   These selections include essays, newspaper and magazine articles and editorials; transcripts of interviews; memoirs, scholarly articles, letters, speeches and excerpts from books. You may want to point out these different approaches to writing and ask students to experiment with various approaches in their journals (or in assigned papers, if you consider these approaches useful for the writing goals of your course.)

 
While the authors of most selections are professional writers, several selections come from student newspapers, representing current points of view on college campuses.  Consideration of these readings provides an opportunity for asking students to think critically and to write about or discuss articles from the student publications on your campus.


Each selection also provides a headnote with information on the author, as well as the publication in which the selection originally appeared.  This information might lead to a discussion of assessing an author's credentials and possible biases. 

· Topics for Writing and Discussion.   Following each selection are topics you might use for discussion or for the basis of a writing assignment. These topics provide possibilities for short in-class or longer out-of-class writings

· Topics for Making Connections: Synthesis and Analysis.  At the end of many sub-themes are writing and discussion topics that ask students to see relationships among the selections they've read. These topics ask students to go beyond reading, thinking or writing about an individual selection and, in addition, to see the relationships, contradictions, affirmations, similarities and differences among the selections included in that sub-theme.  These topics provide a fine opportunity for asking students to integrate several sources (through the process of synthesis) and to consider the implications of all these sources as they present their analysis of their chosen thesis in the conclusions of their papers.

· Suggestions for Extended Thinking and Research.  These topics, which follow each thematic chapter, work well as group projects.  Many suggest the option of oral reports, panel discussions, or debates to accompany--or even replace--written response. Of course, many of these topics work equally well as individual assignments, and if you ask for research as part of the course work, you'll find plenty of possibilities here.

To provide additional reading selections for any of these topics, consult the thematic cross-reference list at the beginning of each thematic section in this guide.

Part Three: Research and Documentation

Part III provides an overview of the research process as well as a sample paper demonstrating MLA format and documentation.  If you will be assigning a term research paper or asking students to do shorter research projects, you may want to teach Part III early in the semester.

PART I

ON READING AND WRITING

Chapter One:
Critical Reading And Thinking:  Connecting With Texts
(Pp. 3-27)

The explanations, examples, readings, and exercises in this chapter provide practical approaches that will serve as a basis for reading, writing about, thinking about and discussing the selections in the rest of the text.  Depending on the abilities and interests of your students, you may want to spend from one week to three weeks working through the strategies and issues that this chapter addresses. 

Reading to Respond (pp. 3-12)


To practice the strategies needed for critical reading and thinking, students may first read "Reading to Respond" including the annotated text by Andres Martin, "Tattoos Today" (p. 4) and the explanations that follow this text. The exercise (p. 10) relating to Judith Illes' article "Tattoos in Ancient Egypt (text page 10) provides an opportunity for students to practice some of the strategies they have encountered in the earlier part of this chapter.  

As an extension of this exercise, students might discuss their marginal responses and the resulting journal entries in small groups, noting similarities and differences in their observations.  You may want to point out that they need not try to reach consensus.  Multiple readers add new possibilities, and the group's strategy may be to open options, not to discover a single agreed-upon view.  When they finish discussion and convene as a class, you might ask them to write for two or three minutes on their reaction to the group discussion.  Were they surprised in any way by the observations they heard?  Did they discover any new ways of looking at the selection?  Did they change their original response in any way?

Understanding

After thinking about and discussing their initial responses, readers need to delay the rush to judgment by returning to the text and discovering exactly what the writer is saying.  This step is particularly important when the topic is controversial or when it is offered from a perspective that is unfamiliar to the reader; of course both points are often true of writings with the themes and authors whose works appear in the "Readings" section of this text.

To work on these skills, students may read "Reading to Understand" (text page 12) and do Exercise 2 (text page 16), which works well as small group task.  Exercise 3 (text page 17) may be done as a follow-up or as an alternative.  You might ask students to summarize one specific essay, rather than giving them the options provided by the assignment in the text.  If all students summarize one essay, you could collect them, make transparencies for the overhead projector or create a power point presentation, using examples from some of the students' work as the basis for a class on summary writing.
Inference (pp. 17-18)
Understanding inference is extremely difficult for many students, yet failing to understand connotation or misunderstanding shades of meaning can lead to serious breakdown in communication and comprehension.  To assess your students' facility with making inferences, ask them to read "Reading to Understand Inferences" (text page 00). 
Evaluating (pp. 18-22)

Most college courses and most professions require making evaluations, yet many students do not understand the difference between summarizing the author's ideas and making a judgment of their own.  "Reading to Evaluate" (text page 00) takes them through this essential process step by step.

Reading Images Critically (pp. 22-27)

To introduce the concept of visual literacy, you may want to ask students to read and discuss "Reading Images Critically" and then to evaluate -- either through writing or discussion -- one or more of the images in the photo essay on Tattoos (pp. 00-00).  As an extension of this exercise, you might ask students to find their own images related to the subject of tattoos, to bring them to class, and to present to each other, in small groups, their responses to the images they found.

Chapter Two:
The Processes And Aims Of Writing

Understanding the Processes of Writing (pp. 34-41) 

This chapter is titled "The Processes and Aims of Writing" rather than "The Process of Writing and the Aims of Writing" to emphasize that no one process will work well for all writing tasks or for all writers. Students are invited both to understand their own writing process and to understand the particular task which they undertake with each assignment.  


If time permits, you may want to assign the exercise described at the beginning of "Considering Your Own Writing Process" (p. 28) as a homework assignment before students read the chapter.  After students discuss the images they believe reflect their writing processes (perhaps in small groups, with one or two examples chosen to be presented to the entire class) they will read the chapter with new insights and questions.


Many instructors will assign this chapter as a springboard for their own presentations on the stages and steps of writing.  The guidelines for "Revising" and "Editing" (text pages 00-00) may be used throughout the semester for peer editing workshops and as checklists for students as they rewrite and proofread their own papers.  In addition, the section on Peer Editors (text pages. 00-00) can provide helpful possibilities for writing workshops.


Understanding the Aims of Writing (pp. 41-60)

This chapter may be overwhelming if it is given as a single reading assignment.  Instead, many instructors prefer to teach one aim at a time, beginning with expressive writing, progressing to informative/explanatory writing, and concluding with persuasive writing.  


The two sample papers represent the aims of writing that students will encounter most often in academic assignments:  writing to inform and writing to persuade.  Each paper demonstrates different ways to plan and to revise a paper.

Some instructors ask students to skim the entire chapter and to come to class with specific comments on areas the instructor identifies for their special attention.  This process provides an opportunity for the instructor to expand on any aspect of writing that is covered in the chapter. 
PART II

READINGS
Chapter Three:
Coming To America:  The Immigrant Experience
Connecting Themes
Forced Immigration:  In teaching this chapter, you may want to address not only the immigrants who chose to come to American, but also those whose arrival here was forced.  The African American experience could certainly be introduced as part of the background for exploration of the "Coming to America"  theme. In this textbook, Frederick Douglass's memoir "Learning to Read and Write,"  Martin Luther King's speech "I Have a Dream," Sojourner Truth's "Ain't I a Woman," and Maya Angelou's autobiographical essay "Graduation in Stamps" all provide possibilities for addressing this dimension of "The Immigrant Experience." 

Native Americans:  Chief Seattle's speech provides only one historic context for the impact of immigration on the native population.  However, exploration of treaties and other documents from the early years of European immigration to this country will suggest many other issues.  For instance, students may fruitfully investigate the impact of Spanish exploration and settlement on the West Coast, including the impact of the missions established throughout California. In addition, the two selections relating to legalized gambling on reservation land provide an entry into further research on other issues related to Native American identity and culture today.  You might ask students to read "No Child (Even Native American) Left Behind" (Chapter 5)  as a way of leading into the question of educational opportunities and inequities for Native Americans. 

Legal Issues and Immigration:  Maxine Hong Kingston's "Secrets" may lead to discussion of and further research and reading relating to the complex issue of illegal immigration.  Students might begin with the question, "Why has illegal immigration been a continuing controversial issue in this country?"  Looking closely at Ted Rall's cartoon at the end of this chapter may suggest some of the reasons closing the borders is not a simple issue.  In addition, the selections in Chapter 4 relating to the Patriot Act could provide an entry into discussing the legal rights of immigrants who come from countries judged to be a danger to the United States.  Comparisons with the treatment of German, Italian, and – especially – Japanese immigrants during World War II should prove fruitful ground.

Then
Chief Seattle, My People (page 65)

In this selection, Chief Seattle movingly expresses the devastating impact European immigration and the Westward Movement have had on the people of his nation. His speech suggests that the displacement of his people has disrupted the natural order, and images relating to the natural world are interwoven throughout his speech.  He sees nature as responsive to his people; for example, the sky becomes a compassionate guardian who "has wept tears upon my people for centuries untold."  In addition, he expresses his observations about white people and their proposals by using metaphors from nature.  He says, for instance, that the country is now filled with white people who are so numerous that they are "like the grass that covers vast prairies."

His use of natural images suggests his conviction that his people and their lives are inextricably linked with the land on which they have lived.  It's nearly impossible to read his words and fail to understand the pain that must have been experienced by the displacement of a people who believed that their essential selves--as well as the selves of tribal members who had died--were one with the fields, mountains, and prairies where they hunted, gathered food, and worshipped.

In addition to addressing the theme of displacement in relation to the European immigration, Seattle's speech is a masterpiece of diplomacy.  Close reading of this speech can provide many opportunities for discussing various aspects of persuasive writing.  While he indicates his appreciation of the offer to buy his land and even notes philosophically that the passing of his own tribe may simply be part of the cycle of nature, he also manages to remind the white men with whom he is dealing of their part in the demise of Native Americans.  While he condemns the impetuous young men of his tribe, he also notes that "our paleface brothers" hastened the tribe's "untimely decay."  In addition, he does not simply hand over the lands, but instead shows keen understanding of what he and his people are losing.  He makes the agreement primarily because the military strength now lies entirely with white people, and he reminds Governor Stevens that the treaty calls for the white military to protect Seattle's people against attacks from other tribes.  Seattle ends his speech by arguing convincingly that his people should be granted permission to visit their old lands whenever they want.  To support his argument, he creates the powerful vision of those tribal members who have died as lingering spirits that will not go away.  Instead, he suggests, they will remain on earth to remind white people where their lands came from.  These guardian spirits will act as a warning that no matter how great and powerful a people may seem, the time will come when they will be forced to give way to others who have become more powerful.

Irving Howe, Ellis Island (page 68)

In this moving excerpt from World of Our Fathers, his acclaimed book on the immigrant experience, Irving Howe brings to life the hope, fear, and tediousness common to those who were held at and processed through Ellis Island, as they entered the United States.

As immigrants arrived, they went through many stages.  Even before leaving the ship, they were marked with signs bearing numbers and letters, sorting them like animals or items in the cargo hold.  Here they experienced the first challenge to their old identities, the first break from their names and their old selves.  Students might discuss situations in which they have been assigned numbers or have been addressed by identifiers other than their names (student ID numbers; numbers for sports players; social security numbers, for example).

The second stage came as the immigrants were herded into the large main hall of the Ellis Island processing center, and broken into lines for medical inspection.  Again, students may compare situations where they have endured waiting in lines and, also, where they have faced qualifying physical exams or mental exams.  In the case of immigrants, many illnesses or medical conditions, some minor and rather easily cured, could be the reason for their deportation back to their country of origin.  A possible topic for discussion or writing:  Do students believe there are any medical conditions which should cause current-day applicants for immigration to be rejected?

In the third stage, immigrants were questioned about their beliefs, their financial situations, their family and political affiliations, and their possibilities of employment.  These questions may be compared with experiences with credit checks or criminal background checks that some students may have experienced when applying for credit cards or for certain jobs.  The fear of rejection from a credit card company or from getting a job cannot, of course, carry even a small portion of the weight of immigrants who might be turned away from admission to the United States if they failed to figure out what the "correct" answer was to questions such as those related to holding a job.  Because of the 1855 law that prohibited the importation of contract labor, a prospective immigrant would be rejected if she or he claimed to have a job waiting.

Howe notes that opinion on the Ellis Island experience is divided into two strands, those who believe that the immigrants were treated harshly for no good reason and those who think that the immigration officials did the best they could to be fair and just, although they were exhausted by the enormity of the challenges they faced each day.  Students may examine these two strands through following the web links found in the "Cultural Issues" section on this selection in the student's section of the On Line Learning Center for Now and Then.  After reading material from these web sites, the class can be organized into two teams, one to represent the interests of the staff at Ellis Island, and one to represent the interests of the immigrants.

Maxine Hong Kingston, Secrets (page 73)


Maxine Hong Kingston's poignant memoir suggests the magnitude of the prejudices and barriers Chinese immigrants faced during the nineteenth and early twentieth centuries.  The role played by the public school system and public school teachers should prove a controversial topic for discussion and writing.  On the one hand, the free education system provided one of the main paths to financial success and to citizenship.  On the other hand, the lack of sensitivity toward other cultures resulted in such travesties as Kingston's being evaluated to have an IQ of zero, based on a test she clearly could not understand because it was conducted in a language she did not know.


The issue of secrets is nuanced and intriguing.  It is clear that the children were urged to keep secret certain information related to illegal actions.  You might ask students to consider such question as these:  How justified were the parents?  Are parents ever justified in asking their children to keep secrets from authority figures?  Under what circumstances?   Consideration of the parents' reasoning and of the children's responses to these requests might best be carried out through inviting students to peruse the many web sites on The Chinese Exclusion Act (which barred the immigration of Chinese laborers) and on Angel Island, the detention center in San Francisco Bay, where many Chinese immigrants were incarcerated, often on the most fragile or even nonexistent evidence.  The Angel Island poetry – poems written on the walls of the cells –

 are particularly moving.  Web links to useful sites are provided in the student's section of the Online Learning Center for this textbook.

Visual, Health Inspection at Ellis Island (page 75)

This photo suggests the crowded conditions at Ellis Island.  Immigrants wait in line for the inspectors examine them.  The solemn, resigned faces and posture of the immigrants suggest their anxiety and fatigue.  This photo might contribute details to enhance the discussion of Irving Howe's "Ellis Island."  As an extended project, students might be assigned to find other photographs of immigrants at Ellis Island (available through many web sites, including those found in the student's section of the Online Learning Center).

Visual, Advertisement:  Freedom Foundation (page 76)

This advertisement shows the positive side of immigration and provides explanation for the motivations of those people who came to the United States, in spite of great hardships and challenges.  The copy of the advertisement appears on what seems to be a crumpled, old document, suggesting a lovingly preserved testament to the positive effects of immigration.  The two photographs and the "Immigrant Passage" ticket to San Francisco allude to Asian immigrants.  Both the visual aspects of this advertisements and the message in the written copy might be compared with the details in Maxine Hong Kingston's "Secrets" and in the web sites for Angel Island, the San Francisco point of entry. 

Now
What Happens to the Native Population When Immigrants Arrive?

Evaluating an Argument: Two Points of View

Donald L. Bartlett and James B. Steele, Wheel of Misfortune (page 78)

Native American Times Editorial, Indian Gaming: Why Is the Backlash Growing? 

(page 84)

Donald L. Bartlett and James B. Steele open their argument by establishing three claims related to the legalization of Indian gaming by Congress: (1) the bill provides billions of dollars to non-Native Americans who provide backing for building gambling casinos, yet provides nothing for hundreds of Native Americans who are extremely needy; (2) the bill gives hundreds of thousands to a tribe with only a few members and nothing to much larger tribes;  (3) the bill allows certain tribes to establish businesses that earn millions of tax-free dollars, yet still permits those same tribes to collect millions in welfare and other government benefits.

These claims certainly get the reader's attention because of the injustice each implies.  Once students identify these three claims, they should be looking carefully for how Bartlett and Steele support each claim.

The example of Maryann Martin provides at least one instance to support all three claims.  Martin is one of only a few members of the Augustine Band of Cahuilla Mission Indians, and knew very little about her Indian ancestry until she was an adult.  She has teamed up with a Las Vegas company, which will profit hugely from their support to develop gaming on the Reservation to which Martin has staked a claim.  In addition, Martin gets hundreds of thousands of dollars in federal aid for "her" reservation.

Bartlett and Steele go on to argue that this one example is not an anomaly, but rather illustrative of a general principle.  They cite convincing statistics to support their claim that "the overwhelming majority of Indians get nothing."  For instance, they note that 13% of casinos accounted for 66% of the revenue.  In addition, they cite the statistic that in the five states with the highest Native American population, only 3% of casino revenue is produced.  On the other hand, California, Connecticut and Florida -- states with only 3% of the total Native American population of the United States -- bring in an average of $100,000 per Indian.

To support their claim about the benefits of casinos often going to small tribes with few members, Bartlett and Steele offer several examples, including the Mashantucket Pequots of Connecticut who own the world's largest casino, Foxwoods, yet who did not even exist as a tribe until Congress recreated the tribe in response to individuals who sought to establish a casino.

Anticipating, perhaps, that readers of their argument might judge them biased against Native Americans, Bartlett and Steele point out several times that "the white man wins again."  They note that while many Native Americans continue to live in poverty, wealthy non-Indian investors often reap the biggest profits – and their profit taking is not restricted by the Congressional Act that permits the casinos.

In opposition to Bartlett and Steele's article, the Native American Times published an editorial challenging their claims.  While the editorial purports to debunk the Time Magazine article, their claim that Bartlett and Steele's request that the reader "imagine" a corrupt bill means that the bill is , then, all in the reader's imagination.  However, Bartlett and Steele go on to explain that the bill is a reality.  They remove it from the realm of fiction to the realm of reality.  Further, the Native American Times suggests that Bartlett and Steele claim the bill was passed to give "billions of dollars to one Indian to fund gaming or enrich an investor."  However, the article never claims that the government gave billions of dollars to one Indian.  Instead, the example of Maryann Martin is used to demonstrate how one Native American was able to get backing for a casino from private investors and still get over a million dollars in federal aid for things such as tribal housing and government.

On the other hand, the Native American Times points out that the Oklahoma tribes, which Bartlett and Steele cite as failing to benefit from casino revenues, might profit more if the state of Oklahoma had not resisted Indian gaming ventures.  This is an interesting point that would bear more examination.  Why is it that some states have resisted gaming more than others?  If there were fairer application of the law, would it in fact benefit many more Native Americans?

The Native American Times acknowledges that the examples of bad gaming are compelling, but they argue that these examples do not fairly exemplify the benefits.  In addition, they argue that some small tribes that have done well with gaming deserve their profits because they are small due to the oppression resulting from prejudice against them. 

While the Native American Times seems to strongly oppose Bartlett and Steele's argument, their example of Indians being cheated of their rightful profits from oil discovery on reservations would seem to support the Time magazine's contention that non-Indian investors are often the ones who are making the most profit.  That claim does not seem to be directly addressed by the Native American Times.

In working with these two selections, students might be asked to discover other evidence both for and against the establishment of Indian casinos.  They might also read the text of the law resulting from the bill to which Bartlett and Steele refer, as well as other criticisms or support of the bill.  The results of such research could lead to a more detailed analysis of each point of view in this argument.

Visual: Native American in Gambling Casino (p. 86)

The Native American couple wanders through the casino, dressed in what many Americans consider traditional Indian garb.  Possible questions for discussion:  Are they dressed this way to assert their identity?  Or are they there to provide "local color" for the gambling public?  Will they provide entertainment for spectators?  What connections can there possibly be between these two people and the Native nations described by Chief Seattle?  He talks about the angry young men of his tribe.  Do these people suggest anger?  Does their dress challenge those who see them walking through the casino in any way?  

How Does America Welcome Immigrants?

Richard Rodriguez, "Blaxicans" and Other Reinvented Americans (page 87)

The opening sentence of Richard Rodriguez's essay invites an in-depth discussion of the definition of "immigrant."  Who is the "immigrant" he describes as being "unsettling?"  Do students know any immigrants -- or are they immigrants themselves?  In what ways do they agree or disagree with these pronouncements that open Rodriguez's essay.  Note also, that Rodriguez, the son of Mexican immigrants, casts himself as part of "we who were here first."  Why does he do this?  What does this appeal suggest about the way he sees his audience?

Rodriguez's thoughtful essay ponders the complexities of living in a country where many cultures mix.  He suggests that, traditionally, immigrants to the United States have sought to merge with what has been considered the mainstream culture.  That is, they have valued learning English and attending public schools as goals that are far more important for their children than is the preservation of the cultures from which they emigrated.

To define his own point of view, Rodriquez contrasts what he calls the Canadian model of multiculturalism with the Mexican model, which he terms a "mestizaje society."  Rodriguez believes that a multicultural society values preservation of individual cultures, with no dominant and uniting mainstream culture.  On the other hand, he believes that a "mestazaje society" encourages and values the mixing of cultures to produce a new, different, and unique culture where individuals work together, rather than in separate ethnic groups.  Students may be asked to consider their views of current day culture in the United States through the lenses of Rodriguez's two definitions.  Do they see the U.S. as closer to a multicultural society or closer to a mestizaje society?  What evidence can they offer for their views?  Which type of culture would they rather live in, multicultural or mestazaje?  Reasons?

Discussion of the distinctions between a multicultural and a mestizaje society might lead to consideration of the term "assimilation," which some members of minority ethnic groups see as a threat to their roots.  In addition, they see assimilation as giving in to the dominant culture and as repressing important parts of themselves and their birth culture in order to please those in power and thus to reap the rewards of conformity to the mainstream norms.  Some members of minority ethnic groups believe that assimilation must be resisted, while others believe that becoming part of the dominant culture is not only necessary but desirable.   Consideration of these two viewpoints might provide the basis for a classroom debate or a topic for a persuasive paper.

Rodriguez's tongue in cheek claim that he is Chinese may confuse some students.  The fact that he lives in a city (San Francisco) with a large population of Chinese immigrants and their descendants leads him to make this assertion, and he offers details to suggest that he has "assimilated" into the Chinese immigrant culture.  He says, for instance, that he has come to prefer the "lime greens, rose reds, [and] pumpkin" colors that his neighbors choose to paint their houses, whereas once he would have considered these colors "garish."  Of course, a thoughtful consideration of Rodriguez's claim to be "Chinese" might lead to the question: To what extent are the immigrants, and their descendants to whom Rodriguez refers, "Chinese" and to what extent are they "American"?  How are these labels applied?  What do they mean?  Can aspects of an immigrant culture be retained, while aspects of the new culture are adopted?  What is lost and what is gained?  Many students may be able to provide their own (or their family's) as examples to support the points they make.

Evaluating an Argument: Two Points of View

The Chicago Tribune, An Education in Citizenship (p. 95)

Cara O'Connor, Immigrant Students Seek Lower Tuition (p. 96)


These two selections provide a wealth of controversial information that invites students to think critically about the DREAM Act, which intends to repeal the clause in a law enacted in 1996 requiring immigrant students to provide proof of lawful entry status before they are judged qualified for in-state tuition.  Each state must then decide for itself whether or not to grant illegal immigrant resident students the same rights as legal resident students.


Many students, especially those who would not receive immediate benefits from such a proposal, will see the arguments against such a provision more easily than the arguments for it.  In many cases, these arguments will carry the heat of emotion.  On the other hand, The Chicago Tribune editorial suggests two arguments against this proposition that have little to do with emotional response to the right to in-state tuition.  The Tribune editorial argues that with the DREAM Act in place (1) the states are given powers not intended by the constitution in which the founding fathers declared that Congress should govern the laws relating to naturalization (who is allowed to become a citizen), and (2) legal citizens lose the right to expect that their national and state government will work within the law and not make exceptions to it.


These two arguments are interesting in that they look entirely at interpretation of Constitutional law, rather than at the benefits that might result from a bending or revising of the laws that now stand.  The many Congressional Representatives and Senators who support the bill, on the other hand, suggest that the legislation would bring both practical and idealistic benefits to American society.  These lawmakers, both Democrats and Republicans, believe that helping these students, many of whom have been in the United States since they were small children, will lead them to earn more money, pay more taxes, and be less apt to end up needing state-supported services, such as Medicare and welfare.  For many supporters, the fact that these students and their parents already pay taxes to the states in which they live provides another argument for allowing these students the in-state tuition rate.  Finally, many believe that accessible education is an essential part of the American Dream to which all United States residents, whether they were born here or immigrated here, legally or illegally, are entitled. 


To pursue more information about this debate, students may be encouraged to gather information through following the web link listed for this selection on the Student Learning Center.  This link to the ACLU web site offers many resources related to the controversy over in-state tuition for illegal immigrants. http://www.aclu.org/ImmigrantsRights/ImmigrantsRightsMain.cfm
Visual:  "Close the Borders" (p. 99)

Ted Rall's cartoon provides a great opportunity to discuss the impact of visual and verbal irony.  While he states that the "Republicans have it right," it's clear that the message of this cartoon is that closing the border would cause enormous challenges that proponents may not have considered.  The images of corporations begging for workers to do the "bad" jobs that are usually foisted on illegal immigrants raises many practical and ethical issues.  Is it right to "look the other way" when illegal immigrants enter the country, as long as they will do work most Americans will not do?  On the other hand, what would happen to the U.S. economy if this labor pool suddenly disappeared?  Are there solutions that might address both issues?

Visual:  Warning Sign (p. 100)

While this sign purports to warn potential immigrants that it is "prohibido" to cross the border, it also shows the silhouettes of a mother, father, and child surreptitiously running.  Since the word "Caution" is written in English, the suggestion is that drivers should be alert to immigrants who might be in the roadway.  The degrading and uncomfortable implied comparison that comes to mind is the warning sign that alerts drivers to various animals that might be hazardous to their cars.

Chapter Four:
Finding Our Way:  The American Dream After 9/11
Connecting Themes
The American Dream:  Educational Opportunities:  To develop the theme of the American Dream in more detail, you may want to ask students to consider how and to what extent access to education relates to the Dream.  In Chapter 3, both "An Education in Citizenship" (p. 95) and "Immigrant Students Seek Lower Tuition" (p. 96) address issues related to the right to an education.  All of the selections in Chapters 5 and 9 address various aspects of how people learn and of ways in which attaining literacy, as well as higher levels of education, relate to the goals of "life, liberty and the pursuit of happiness."

The American Dream: First Amendment Rights:  Both of the "Now" sections in this chapter touch on the issue of First Amendment Rights.  To extend discussion of how the rights given to American citizens by the first amendment relate to the American Dream, you may want to assign some of the selections in Chapter 7.  The articles relating to the censorship of the Harry Potter books and, especially, to book burning would provide fruitful material for such a discussion.

Martin Luther King, Jr., I Have a Dream (p. 104)

Before reading this famous speech, students might be asked to reflect on personal experiences and to offer their insights into a constitutional definition of "life, liberty and the pursuit of happiness".  In addition, they might discuss how they see the freedom to pursue life, liberty and happiness as contributing to their definition of the American Dream.


Most students will have read or at least heard parts of this famous speech before encountering it in this textbook.  However, class time spent analyzing the rich and diverse language, rhetoric, and style as related to King's purpose and audience will provide them with a deeper appreciation of this American classic and of its relationship to the hopes and dreams of Americans from diverse backgrounds.   As a way to begin, students in small groups might focus on one or two paragraphs, examine the metaphors, and then present their understanding of these figures of speech to the class as a whole.  For example, paragraph 2 begins with light, fire, and sun metaphors, and then quickly shifts to dark metaphors of night, imprisonment, and isolation.  These contrasting images reflect the conflicts, pain, and bitter ironies of black American history.  In fact, every paragraph contains metaphors that in some way insist on the examination of black America as a significant part of the history of this country and, therefore, of the complex way the American Dream must be defined.


Students might also consider what King thought he might accomplish by this speech.  What did he want to happen?  How did he want his audience to react?  Who, specifically, was his audience, and why did he feel the need to speak to them?  You could, too, introduce or reinforce the rhetorical approaches and have students analyze the approaches King primarily depends on to move his audience.  It is interesting to note that many of King's claims are based on ethical and moral warrants, rather than on strictly objective, rational appeals.


In addition, you might want students to reflect on the stylistic device of repetition.  What purpose does the insistent repetition of "one hundred years later" (par. 2) serve?  Why does King repeat "Now is the time" in par. 5, and in what way does this connect to the repetition in par. 2?     Further examination of repetitions and of the connections among repeated words and phrases leads easily to a discussion of King's vision of the American Dream.  Certainly, the idea that freedom for black Americans is long overdue and King's plea for unity and cooperation are reinforced through constant repetition.  Some students may see the similarities between the language of the King James Bible (with which King and many of his listeners would have been very familiar) and King's insistent and passionate repetition.  Other students may recall the use of parallel structure in Lincoln's Gettysburg address and see this device reflected in King's speech.


Students should also think about King's use of a traditional patriotic anthem toward the end of this speech as a way to appeal to a diverse audience.  In an addition to suggesting the possibility of unity between black and white America, King's use of the phrase "My country" asserts that he is not a visitor or a slave here, but rather a citizen and full participant both in the dreams and in the struggles of the United States.   However, the essay goes beyond instructing or admonishing, and, in addition, inspires in the audience the hope and compassion needed to face the battle he describes.

William Jefferson Clinton, A New Sense of Responsibility (p. 108)

Clinton's Second Inaugural Address pairs well with Martin Luther King's speech because Clinton delivered the speech on King's birthday, using that anniversary as a way to connect his vision of the American Dream in 1997 with King's vision of the dream in 1963.  Two sections of this speech specifically address King's concerns as well as his hopes:  "The Divide of Race" and "King's Dream was the American Dream."  In "The Divide," Clinton acknowledges that problems of racism have not been solved in the more than three decades since King's speech, yet he optimistically predicts that in the twenty first century, Americans will somehow come to understand that "the greatest progress we have yet to make is in the human heart."  This quotation suggests that the American Dream, for some thinkers, at least, stands for more than material wealth and well being.  In the next section of the speech, Clinton goes further, noting that King's dream focused on the need for America to "rise up and treat all its citizens as equals before the law and in the heart."  Here, again, the focus is not only on the legal rights that the courts or legislators may address but also on the changes within the minds and hearts of each American.


Students may find the most poignant section of this speech to be the sentences in "The Divide of Race" that claim "The world is no longer divided into two hostile camps.  Instead, now we are building bonds with nations that were once our adversaries."  Discussion or writing assignments may consider whether or not international connections have traditionally been a part of the American Dream and whether or not such connections remain part of the Dream. To what extent do students agree with Clinton's contention that "Growing connection of commerce and culture give us a chance to lift the fortunes and spirits of people the world over"?  Is this still a part of the Dream?  Should it be?  In what other ways should America act to affect the lives of those in other countries?  Are there ways that we should not act, ways that would be contrary to the dream?


In each section of this speech, Clinton suggests goals for America.  Students might work in groups, with each group looking at a different section, and identifying the goals he suggests.  To what extent do those goals suggest aspects of the American dream?  To what extent do students believe progress has been made toward those goals in the twenty-first century?


Clinton closes this speech with the image of building a bridge.  What symbolic bridges have been built (or destroyed) since he delivered this address?  In what ways is the image of the bridge connected with the idea of the American Dream, in the past, in the present, and in the future?

Now
WHAT DOES THE FLAG MEAN?

To introduce this section, you may want to ask students to consider the Photo Essay on the American flag that follows page 00.  Topics leading to discussion of these images appear on page 00.  The images have been chosen to suggest the history of the American flag and to suggest the many emotions and responses it now evokes and has evoked in the past, both in the United States and in other countries.  The intense response to the flag following the terrorist attack of September 11, 2001 suggests both the large and small changes that this event evoked within American society and around the world.  Because the flag has often been associated with both affirmations of and challenges to the American Dream, consideration of this symbol opens many possibilities for writing and discussion. 

Jennifer de Poyen, Seeing Stars and Stripes (p. 116)


Before 9/11, Jennifer de Poyen had considered the flag to be a symbol relevant only to people who expressed extreme views toward the country it represented.  On the one hand, she says, were the ultra-conservative, self-proclaimed "patriots" who believed that loyalty to the flag and to the country for which it stands should be unquestioning.  On the other hand, the flag was rejected by protestors on the extreme left as an empty symbol of a government that was often involved in morally suspect actions.  In between these two extremes, according to de Poyen, were the people who made up "the great, moderate expanse": those who really didn't think much about the flag, one way or the other.  While de Poyen does not directly indicate her own views of the flag, her reasons for undertaking a careful study of the changed response to this symbol suggest that she had not previously spent much time considering the meaning of the flag and now wanted to discover if the new interest in it might have a positive motivation.  She hopes that the vastly increased display of the flag, in many forms, might indicate "a broadening of the definition of what it means to love America."


In discussing the incorporation of flag images into the art that memorialized 9/11, de Poyen raises the interesting question as to how art (and artists) are defined.  She notes that most of the patriotic art following the terrorist attacks in New York, Pennsylvania, and Washington D.C. did not come from "academically, institutionally and critically approved artists," but rather from "folk artists . . . ordinary people . . . and pop-culture sources."  Students might be asked to consider what they think makes a painting or sculpture worthy of the designation "art."  In addition, how might the three sources of post 9/11 art that de Poyen mentions relate to the concept of the American Dream.  In what way have various American artists contributed to the shaping (and reshaping) of this dream.


De Poyen sees the post 9/11 art, especially art that incorporated the flag, "as an attempt to make sense of a desperately senseless act" and "as an expression of defiance in the face of fear and loathing for those who had attacked us and would attack us again."  Students might discuss whether they agree that art (including music, literature and film) can serve as a way to "make sense" of various aspects of our lives.  In what way?  Specific examples?  On the other hand, they might also consider de Poyen's claim that the wide spread use of flag imagery following 9/11 served as "a substitute for dialogue, a muzzle for debate."   Could these images help people to "make sense of a desperately senseless act" and at the same time stifle any desire for serious critical thinking and talking about the attack?  


De Poyen provides several examples of people who resisted displaying the flag and who were forced to recant their actions because of the strong public sentiment for the flag during the post 9/11 months.  She also suggests that while most people did not object to technical violations of the "flag code" (such as flags printed on clothing or ripped flags still being displayed), they would definitely oppose anyone, including artists, who incorporated the flag in a work that challenged or questioned the United States in any way.  This response toward images of the flag might be related to the emotional climate that enabled passage of the Patriot Act, which is considered in later selections in this chapter.


In the end, de Poyen has changed her view of the flag only slightly.  She still opposes the use of the flag to stifle debate or to cover up actions that may be highly questionable.  Yet, she also sees the flag as comforting during a time of national crisis.  Speculation on why she now sees the flag as comforting would be a good topic for discussion.  Students might also evaluate in writing their own views of the flag, including discussion of whether or not their views changed after 9/11.

EVALUATING AN ARGUMENT: MULTIPLE POINTS OF VIEW

Tara Tripaldi, The Fight About the Flag (p. 122)

San Francisco Chronicle Editorial, Don't Turn on the Flag (p. 124)

Janet Paskin, A Silent Protest on the Basketball Court (p. 125)


These three short pieces describe and suggest various views of the controversy surrounding the decision of Toni Smith, a co-captain of the Manhattanville College basketball team, to turn her back on the United States flag during the opening ceremony of games.  Tara Tripaldi's article for the Manhattanville student newspaper, The Touchstone, introduces the reasons Smith decided to take this action.  She is quoted as saying, "This flag has never done anything for me and my family" and also that to her the flag represents the American system where "the rich get richer and the poor get poorer."  Students may find both of these statements controversial, yet the second reason, which looks at a societal issue, may seem more convincing than does the first, which personalizes the decision.  In addition, many students will question whether anyone who lives in the United States can truly claim that "the flag" (if it is assumed to stand for the government of the United States) "has never done anything" for them or their families.  No matter how much a person may object to many actions and decisions made by the executive, legislative, and judicial bodies of the American government, most people would agree that we are granted certain benefits (like a free public education) which do not exist in many countries.  On the other hand, a nuanced discussion of how equally these benefits are distributed may lead some students to agree, at least to some extent, with Smith's declaration about the distribution of wealth in the U.S.


It is interesting that Smith's actions, according to her own statements, do not seem primarily aimed at protesting the war in Iraq, yet many of her opponents view her decision in this way.  For instance, in the article by Janet Paskin, Jesse Varvatsas, then a junior at Mount St. Mary College (Newburgh, NY), stated that she viewed Smith's decision as disgraceful, adding "I'm against the war, but the flag stands for more than the war."  This observation may lead to discussion of reasons individuals may choose to respect the flag.  Does showing respect indicate support for all government actions?  Has displaying the flag become, for some, a coded message for saying "I am in favor of the war in Iraq"?  This article also notes that Smith maintains a website where she indicates other reasons for her actions.  In one statement, she questions the amount of spending on military actions as compared with the money spent on education in this country.


In the editorial appearing in the San Francisco Chronicle, Smith is quoted as stating, "It is clear that the government's priorities are not on bettering the quality of life for all of its people, but rather on expanding its own power. . . I cannot, in good conscience, salute the flag."  It might be a useful exercise to have students make a list of the direct quotations attributed to Smith in each of the three articles.  They might then assess which statements they believe create the most positive image of Smith and of her actions, as well as which statements create the most negative image.

Smith's opponents decry her actions, with some expressing such views as "she should leave the country" (quoted. in San Francisco Chronicle), yet many seem willing to allow her the right to speak as long as they have the right to speak in opposition.  For instance, Dennis Case, the coach of the St. Joseph's College basketball team, whose son was at the time serving in Iraq, defended one of his players rights to call Smith "a jerk."' He said, "If Toni Smith has First Amendment rights to not face the flag, then my point guard has First Amendment rights to tell her what she thinks of that.  Under no circumstance would I ever reprimand her for that" (qtd. in Paskin).  

As an exercise to promote discussion, students might work in groups to identify specific quotations related to the way First Amendment rights are being used and defended by Smith, by the President of Smith's college, by the St. Joseph's College point guard, and by her coach, Dennis Case.  (Each of these individuals is quoted or cited in Paskin's article.)  After identifying and listing the quotations, students might discuss their responses to each of the individuals and to her or his expressed point of view.  A concluding full-class discussion may then raise and address more fully points discovered through the small group work.


The San Francisco Chronicle editorial claims there may be a middle path, not fully considered by Smith or her opponents.  This writer's view might be compared with the view Jennifer de Poyen develops in "Seeing Stars and Stripes" (p. 116).  Both writers suggest that the flag should not be the exclusive symbol of those who unquestioningly support every act and decision of the U.S. government.  Instead, the flag should be the symbol of all Americans who believe in what the Chronicle calls "the history and many noble principles" the flag represents.  Students may profitably discuss what they believe these noble principles to be and whether or not they agree with the Chronicle writer who says, "Toni Smith, there is nothing inconsistent about your ideals and the symbolism of the American flag."  How might Toni Smith herself – or any of her supporters or opponents who are described in these articles – respond to this statement?

HOW DO WE BALANCE FREEDOM AND SECURITY?

To begin discussion of this section, which examines the controversy surrounding the Patriot Act, you may want to ask students to brainstorm their responses to the words "freedom" and "security," perhaps thinking of personal examples from their home, school, and work environments.  To lead into this exercise, consider reviewing some of the prewriting strategies introduced in Chapter 2, such as freewriting, mapping, or listing.  Students might then meet in small groups to share their responses, and finally reconvene in the full class structure to report on their discussion and to consider what relationships they see between freedom and security.

EVALUATING AN ARGUMENT: MULTIPLE POINTS OF VIEW

David Kravets, Terrorist Attacks Prompt Changes in Americans' Legal Rights (p. 129)
Baltimore Sun, Editoral, Conservative Backlash (p. 132)
Sandra Guy, Scientists Raise Concerns About the Patriot Act (p. 134)


Since these selections all address issues related to the Patriot Act, which was passed in response to the events of 9/11, you may want to direct students to the web link provided on the student's Online Learning Center, which leads to the full text of the Patriot Act. 
http://www.epic.org/privacy/terrorism/hr3162.html

In addition, David Kravets's article provides a useful list of the changes this act has made to American's legal rights.  Students may be asked to work in groups or pairs, with each group considering one or two of these rights and discussing what the effects of these changes might be both in personal terms (to them, to their families, or to individuals or groups with which they are personally familiar) and in larger terms (to local, state, or national groups or organizations).  Also of interest in Kravets's article are the quotations from various sources who support or question the Patriot Act.  Students might make a list of these quotations and consider how they would respond to these statements?  What questions might they ask if they were reporters interviewing the individuals who are quoted?  Of particular interest may be Viet Dinh, an assistant U.S. attorney, who believes the Patriot Act will not be abused and who states, "I think security exists for liberty to flourish and liberty cannot exist without order and security."  Later in the article, however, he notes that while he believes the Patriot Act will reduce the threat of terrorism, "Many of our successes will have to be celebrated in secret." 


David Kravets's article introduces the idea that even supporters of strong security measures following 9/11 have concerns about the Patriot Act, and the editorial from The Baltimore Sun further develops this concern by discussing the many conservative individuals and organizations that oppose various provisions of the Patriot Act.  In pursuing discussion of this selection, it may be useful to ask the class to develop definitions of "liberal" and "conservative" political viewpoints, particularly as they relate to individual freedoms.  It may be useful for students to understand, for example, that a traditional conservative point of view has been that the national government should not be given broad power of control over state and local government.  Students might also consider the way this article characterizes then-Attorney General Ashcroft's defense of the Patriot Act.  What does the editorial writer mean when he calls Ashcroft's defense "spin control" and why might such a defense be deemed "offensive both in its message and its tactics"?  What details of the tactics are suggested in the rest of the article?  How does the editorial writer respond to Ashcroft's defense?  What would students ask either Ashcroft or the editorial writer, if they had a chance to question these two individuals?


Sandra Guy provides the viewpoint of a very specific segment of the population of the United States.  Her article addresses the concerns of scientists, and her opening paragraph suggests that readers may be surprised to find this group as part of the growing opposition to the provisions of the Patriot Act.  Students might note the nature of scientists' concerns, several of which relate to international students, who are now finding entry into the nation's graduate schools difficult or impossible.  The challenge to these students' actions should provide fruitful material for discussion.  What might be gained or lost by barring international students from attending U.S. colleges and universities?  

To provide more information for students to discuss the impact of the Patriot Act on scientists and their work, you might direct students to this web link, which also appears on the students' Online Learning Center: http://www.acfnewsource.org/science/restricted_science.html
Visual: General Electric Ad (p. 137)

This advertisement, which appeared shortly after 9/11, shows the Statue of Liberty moving and active instead of standing tall with a torch in her hand to light the way for immigrants.  Students might consider the words that appear at the base of the actual statue which include the lines: "Give me your tired, your poor/ Your huddled masses yearning to breathe free."  In the GE version of the statue, we see, instead of a bountiful welcome, the idea that "we" (those who are already here?) will close ranks and address a threat.  It might be interesting to ask in what ways the "we" might also be intended to suggest the General Electric organization and to suggest that readers should somehow consider themselves to be part of that "we." 

Chapter Five:
Passing And Failing: Education, Formal And Informal
Connecting Themes

Motivations for Learning and Hindrances to Learning: What are the factors that enable us to learn, that motivate us to seek the truth in our human experiences?  Conversely, what are the factors that prevent us from knowing this truth, that crush the spirit that seeks to understand perspectives other than our own limiting cultural confines?  In this chapter, students will be exploring the educational experiences of others – both inside and outside of the classroom.  In teaching this chapter, you might encourage your students to extend examination of this idea by considering traits such as curiosity and resiliency as reflected in some selections from Chapter 9.  For example, your may want to assign one or more of the following readings:  “Ain’t I a Woman,” by Sojourner Truth; “Graduation in Stamps,” by Maya Angelou;  “I Just Wanna be Average,” by Mike Rose; and “Pondering Condoleeza Rice's Affirmative Action Problem -- and Mine,” by Brent Staples.

"Outsiders" and the American Educational System: These pieces also connect the ways in which “outsiders,” be it due to race, gender, or class, continually struggle within an American educational system where, all too often, “one size fits all.”  As many selections in Chapter 5 suggest, the individual student’s voice is often the last one to be heard when decisions are being made about their own schooling.  Any of the selections in Chapter 9 could be used to for examining this theme.

The Power Structure in American Education: As students study the pieces in this chapter, another question should arise: Just who, exactly, is making the decisions for students today? Who decides how and where and what they learn?  Clearly, students will also notice how teachers’ voices, too, are silent for the most part.  Orders come from the top on down, and the question that begs to be answered is this: Who is at the top, and what qualifies this person or this group to make these decisions?  Chapter 7 contains some apt connections to this same questioning, especially in the group of readings about the Harry Potter book series, which has been both banned and praised in this country.  Students might be asked to consider: Who are the people making these decisions, and on what premises do they base their arguments?

Then
Frederick Douglass, “Learning to Read and Write” (page 143)

If students have written about their own educational experiences, especially their early ones, they should be prepared to look for the factors that contribute to learning and the factors that create roadblocks to that very learning in their own lives.  With their own experiences fresh in their minds, they will undoubtedly be affected by Douglass’s experiences and his overwhelming desire to learn. What causes Douglass to be so he hungry to communicate within the culture of those in power?  The question holds the answer: Knowledge is power.  Not only that, but it is also the key to unlock the prison of slavery for Douglass. Thus, when the mistress innocently introduces the young Douglass to the alphabet, he latches on to these symbols as the means to his salvation.  When she refuses to aid in his learning because her husband has forced her to consider her action wrong, he is compelled to look for other means to continue on the course of his educational journey.

His mistress plants the seed, and from that point on, Douglass is rooted and determined to grow.  What this says about Douglass is, of course, important.  However, what it says about education in general also matters.  This combination, of the seed being planted and the student being eager to learn, works for Douglass.  Does it work for students today, too?  Are students as eager to learn as Douglass was?  Why or why not?  Do students today see purpose in learning beyond getting a job or earning more money?

This essay also raises another series of questions: Once one has learned a new truth, how is that person affected?  Some students might recall the experience of learning how to read and may be willing to discuss how this ability made the world a new place for them.  All of a sudden, they belonged to an inside culture of people, perhaps like their parents and other respected adults, who knew the meaning of written language.  What difference does this make to students now?  Has the thrill worn off – or are they still avid learners who look up words in dictionaries, revise with purpose, feel privileged if they can read sentences in the newspaper?  Do they, like Douglass, feel the awesome sense of responsibility that comes in knowing the truth – truth that demands action?  Or are they content to let others control their lives for them?  These questions, implied by this essay, should encourage students to reflect on Douglass’s supreme inner motivation, and, perhaps, whether much of that motivation is missing from many students’ own lives today.

Many students are astounded – and rightfully so – to realize the mastery of style that Douglass exhibits in this piece.  Without a formal education, he has risen to a level of writing and thinking that was reserved for the privileged, upper class of men who received formal education from the time of their youth.  How does Douglass accomplish this?  Students may come to some of these conclusions:  Douglass must have been inherently bright to begin with.  In addition, he had the highest purpose for learning; indeed, it was, to him, a matter of life and death.  Further, he sought out opportunities for learning and practicing what he needed to learn in the most ordinary circumstances around him.  He read widely and avidly.  Then, too, every person, every event became a potential source of knowledge, a connection to another level of knowing.  In other words, he was open to experiencing the world from everything around him.  A student of the world, some might call Douglass.  How students today might adopt these same strategies of learning would be worth exploring.

Eudora Welty, “Clamorous to Learn” (page 148)

This piece serves nicely as a natural comparison/contrast to the Douglass piece, both in terms of content and of style.  Welty, too, recounts her earliest days of learning and describes learning the alphabet with bright-eyed eagerness.  To her, though, becoming literate was just the beginning of a natural process that would open the world up to her page by page, book by book. Like Douglass, she is ahead of herself, ready to charge into words with the joy of child anticipating a birthday filled with gifts.  The difference, though, is that, unlike Douglass, Welty comes from a family who encourages this literacy and fosters, early on, her love for learning.

Another apparent difference is the fact that Welty receives a formal education from serious, stern teachers, through a rigid curriculum whose outcome was measured by strict testing.  Thus, while Douglass got much of his education on the streets, Welty was learning in a more conventional way.  However, the pressures of testing and completing difficult assignments did not seem to detract from Welty’s love of learning or of her creativity.  While she does mention that she did not view her teacher, Miss Duling, as a warm, nurturing figure, she implies that this hard lined approach where students knew what was expected did not harm her in any way. However, it wasn’t until she took Latin with Mrs. McWillie that she fell in love with language and words.  Then she realized the deep mystery of how words both move us beyond and connect us to other times and places and --most importantly -- to somewhere deep within our selves:  a place that is solitary and yet far from lonely.

Malcolm X, “Can Prison be a School?” (page 155)

Like Douglass and Welty, Malcolm X’s education was a result of the culture in which he grew up.  His education, in some ways, though, was acquired through a combination of chance and survival.  In this piece, we do not see his childhood reactions to learning, but we do see the beginnings of learning in an adult, which in some ways very closely mirror the onset of Douglass’ journey.  The realization of what he didn’t know became the spark that ignited his quest to learn all that he could, beginning with copying the dictionary, word by word, page by page.  For him, and for Welty and Douglass as well, learning was a matter of practice, of going over words again and again until he got faster and better at it.  

Once he could decipher the individual parts, he could begin to put them all together.  In these connections he found the words that would change his life forever.  It wasn’t simply about reading, though. It was, as he said, about “understanding.”  As the truth unfolded for him, he began to internalize it, “devour it,” as he says.  And as Robert Frost says, “way led on to way,” with one astounding truth about the sordid history of the black race being subjugated to white men leading to another until the young, imprisoned black man discovered that all of these stories in history were his way of connecting to who he was: a black man,  a black American,  a child of Islam.

As students read this piece, they should track the ways in which Malcolm X changes as his reading choices change.  What are his emotions at the beginning of this piece, and what is the reading that evokes this response?  How would they describe what he is feeling in the middle of this piece?  By the last line, what emotions are alive within Malcolm X, and what words convey the depth of these emotions?  Were those emotions simmering within Malcolm X all along, perhaps?  Students could discuss this question as well.  For a complete time line on Malcolm X’s life, from pictures to his speeches and writings, students may visit the following website: www.malcolm-x.org/bio/timeline.htm, which is available on the Online Learning Center for this textbook.
Now
Does Gender Affect the Way We Learn?

Elaine McArdle, “The Lost Boys” (page 164)

Michelle Conlin, “The New Gender Gap” (page 170)


Most students will have strong opinions about the timely issue addressed by these two selections, which focus on the way boys and young men learn – or fail to learn – in today's classrooms. Both authors make the point that because of complex, cultural factors, males in America seem to be falling behind female in their success in higher education.  McArdle and Conlin base many of their examples on a population of students in the Northeast, and both rely on the research and expertise of William Pollack, a psychiatrist at Harvard. Yet they bring in a host of statistics from studies from UCLA in California and Macalester College in Minnesota, 

In addition, these selections offer students the chance to evaluate and discuss the differences in tone, voice, and word choice of the two authors.  These elements of style subtly point to the factors that partially explain why this segment of the population is “lost.”  Most telling, of course, is McArdle’s use of the word “boys” in the title. Students should pay attention to the implications of the title as well as the language that McArdle uses in this piece.  Beginning with the lead, McArdle’s tone reflects an MTV generation when she describes Ann Dulong as a student with a “killer shape” who is “really open to meeting the right guy.”  The point McArdle makes is thus clear from the start.  One of the factors behind this growing group “of lost boys” is the way their lives are, in fact, shaped by the media:  the ads that show males partying on the beach, the video games marketed to give males a sense of excitement, competition, and being in control (within a prefabricated world that flashes on a screen) and the emphasis on physical appearance, most especially the muscular, strong look.


Conlin, too, adopts an informal, casual tone.   And both authors point to the role of media in shaping the values that may distract young men from finding purpose and fulfillment in education today. While media certainly isn’t the only force defining the role of young males, McArdle’s piece implies that it is one of the strongest factors to undermining a young man’s  educational priorities. Conlin also points to the culture of “dumb and dumber” and the glamorization of gangsters, which serve to make school “uncool” for male students.  However, while McArdle’s intent is to focus primarily on the changing ratio between female and male college students, Conlin’s piece addresses the equally important point that for years it was women who were lagging behind due to cultural forces.  In addition, Conlin goes into more depth concerning the role educators and schools play in promoting equal opportunities within education for all students, male or female.  


Both authors synthesize anecdotal information with statistics, a useful model for students, as they develop strategies for supporting generalization in their own writing. Students should look closely, though, at the statistics that both authors use.  Where do the authors get their information?  Are the authorities reliable?  Is McArdle generalizing when she uses the study by UCLA that says that males, in general, are not as caring or as studious as their female counterparts?  And about this UCLA study – what information might we need in order to assess whether or not it is a valid study?  On this same note, where does Conlin get her statistics on attention-deficit disorder (p. 177) or on the statistics about employment (p. 179)? Both pieces provide layers of questions and plenty of fodder that should get students digging more deeply into the gender issues raised here as well as the very nature of good writing itself.

Meg Milne Moulton and Whitney Ransome, “With Few Distractions, Students Will Do Better” (page 168)

Single-sex classrooms, these authors say, benefit students of both sexes, especially when it comes to middle school years.  This is the premise on which this piece rests, along with the authors’ thesis that supports this motto: “Today a community of girls, tomorrow our community’s leaders.”  


This piece is short enough to allow students to explore the effectiveness of the arguments these authors use as well as to consider what the authors do not include, for example, voices from the students themselves. Students might also consider who is the intended audience for this piece?  What is of primary concern to these authors?  The matter-of-fact tone they take points to a reasonable approach that intends to dispel the flames of fear that may exist in their own community – fear of segregation based on race and elitism, most especially. Does this piece alleviate these fears?  Is it convincing?  If the authors could expand upon this topic, what might they include to make this piece even more effective?  As an exercise related to this selection, students might work in groups to suggest additions to this piece with the aim of developing and supporting the arguments. To expand the exercise, students might be asked to research further information about this topic and to bring printouts of their sources to class.  In continued group work, they might then decide on ways to include more details to support generalizations.  Such an exercise would reinforce a strategy that most students need to work on in their own writing: providing clear, compelling examples and support for the declarations they put forth.

How Equal are the Educational Opportunities in America Today?

Sonio M. Nieto, “Profoundly Multicultural Questions” (page 181)

Richard B. Williams, “No Child (Even Native Americans) Left Behind” (p. 188)

Suzanne Fields, “Charter Schools Blaze Trails to Real Racial Equality,” (p. 191)


All three pieces in this section address the needs of students who are in the minority, either by ethnic background, race, or class.  Indeed, as is becoming increasingly clear, in the United States, not all schools are equal, which is symbolized in the photograph (p. 181) of the young black girl walking on the cracked pavement between looming school buses and a chain link fence.  While it is more comfortable to celebrate the progress that is made in education, these pieces, as well as the photograph, depict the often times solitary struggles of those outside the majority culture.


Nieto, a professor of multiculturalism, raises the questions that many would rather ignore: How do we teach the whole student when his or her language and background are different from the majority of students within a system?  While focus on language issues has been essential,  Nieto points out that many minority students also lag dangerously behind in the fundamentals of math.  The reason for this, she contends, is that students are often marginalized and put away in resource rooms that are hidden from the mainstream population of students.  We’re going in reverse, she says, when it comes to desegregating our schools, and this, she contends, is a moral issue – a matter of social justice that should be a concern for every American.  The students who live in economically depressed areas receive poorer education than those who live in more affluent communities.  For example, schools in economically depressed areas often have fewer qualified teachers and inferior materials.  At the heart of this piece is a question that students should ask themselves: What does this de facto segregation and inequality say about modern America?  Or, perhaps, some students may wish to argue that Nieto is overreacting and does not provide enough evidence to back up her claim.  Are American schools unequal? A debate or panel discussion might be developed as a class exercise to respond to these questions as well as to the questions raised in the selections by Richard Williams and Suzanne Fields.


The No Child Left Behind Act purports to set high standards and to promote options for educational opportunities. However, in "No Child (Not Even Native American) Left Behind," Richard Williams suggests that these high standards and opportunities are virtually non-existent for Native American children who live on reservations in this country.  How wonderful to say that if parents don’t like the schools their children attend, then they can go to better schools in the district.  But what if their districts, like the reservations, have no better schools?  What if even the best school in the district only graduates 44% of its high school students?  Williams’ editorial raises the questions that students might not have previously considered because few have any idea of the living conditions of our own Native Americans.  For an in-depth look at one reservation, students may be encouraged to visit the following web site either before or after they read this piece:  http://www.airc.org/res_pineridge.cfm, which can be found on the Online Learning Center for this textbook.

Nieto talks about the problems ESL students encounter in school, Williams uncovers the inequities for Native American children living on reservations, and Suzanne Fields takes us to the place where she claims racial inequality is most apparent: the inner city schools.  Basing her argument on an idea put forth by Abigail and Stephen Thernstrom, Fields maintains that minority students will not achieve high academic success until they are in an environment that motivates them to “work and study hard.”  The best environment for this is a charter school, Fields concludes. 


On what, though, does Fields rely to prove her point?  She bases her entire argument on one charter school in Washington, a school that has been operating for the past four years.  Do students find this one example enough to support Fields assertion?  Like many of the other short pieces in this text, this piece provides a place for students to begin exploring in depth the facts surrounding the issue.  Given that students do not have any space constraints for writing as Fields might have, how could this piece be developed so that it would become more credible and applicable to other contexts within the public education system?    For more extensive research on this topic,  No Excuses: Closing the Racial Gap in Learning by Abigail Thernstrom and Stephan Thernstrom (Simon and Schuster, 2003) presents an extended argument for the benefits of charter schools to minority students.

Chapter Six:
Redefining Gender And Marriage:  Men, Women, And Couples
Connecting Theme
Gender Issues In Education


In Chapter 5, the first "Now" section asks, "Does Gender Affect the Way We Learn?" (p. 00)  The three selections in this section all relate to the way male and female students gain (or fail to gain) an education in today's classrooms.  These three selections might be combined with this chapter to create a longer and more varied consideration of gender issues in the twenty-first century.

Then
John and Abigail Adams, Letters: The Place of Women in the New American Republic (p. 197)


Before reading this historic letter, students might consider, through discussion or in a brief writing, how they believe the roles and relationships of men and women today differ from those of men and women in this country over two hundred years ago.  Some students might believe that early American women were less outspoken than their modern counterparts.  However, Abigail Adams's letter suggests that at least this one colonial woman was intelligent, forthright, and witty.  She calls men "tyrannical" and writes that women will not be bound to laws that do not represent them.  Clearly, students will see that there is no shyness or false humility here.  Further, Abigail Adams writes clearly with well-reasoned logic. In his response, John Adams is not quite as logical and direct. In fact, he evades the issue, by comparing women to yet another "tribe" that wants its independence, like Indians and children.  He playfully suggests that men know women are the "despots" in charge and implies that laws are simply words that really make very little difference.  You might ask students how they would define John Adams' tone here:  Is he being warm and affectionate?  Is he merely placating his wife? Is he being condescending?  Is he serious?


If students compare these two letters, they might find that the more assertive is written by Abigail.  John's letter, on the other hand, is lighter by far.  What conclusions, if any, can students draw about this relationship?   Her letter certainly indicates that she confidently speaks her mind to her husband, and the advice she gives is ahead of its time. 


The third letter in this group is written by John Adams to a fellow politician, James Sullivan.   This letter sets a context and provides a contrast for the other two letters.  Here, John Adams's tone is clear and direct rather than humorous or light.   While his letter to his wife makes light of her desire for women's equality, here Adams argues (with his peer) against allowing anyone to vote except men who own property.  (James Sullivan had apparently proposed that some system might be found to allow men who were not property owners to vote.)  John Adams once again shows that he is firmly against votes for women by grouping them with children in the argument he makes to Sullivan.  Many students will see the profound irony implied both by the contrast in tone as John Adams addresses different audiences. With his wife, he takes a playful, cajoling tone, intimating to her that they both know women have the better situation and do not need the vote.  With his male colleague, he takes a serious, admonitory tone, suggesting that the right to vote would be dangerous in the hands of anyone who is dependent upon the wealth of another, which includes, he claims, a woman who is dependent on her husband.  (An ironic side note to this comment is John Adams apparent lack of awareness that Abigail was left to head their family's household for months at a time, under extremely difficult circumstances, while John was in Washington contributing to a constitution that failed to enfranchise women based partially on their "dependency" on men.)


This exchange of letters, which demonstrates the changes a writer may make in response to varying audiences, might serve as a model for students to experiment with the important concept of audience evaluation.  As a short writing exercise, they might be divided into groups, with each group planning a letter to a different audience about the same topic.  For example, a letter describing their response to a proposed raise in tuition might be written to the college president, to the student newspaper, to a relative who is helping them pay tuition or to a student (a good friend) who is away for a semester and does not yet know about the proposed increase. Such an activity would reinforce the crucial point: writers, with rare exceptions, do not write in a vacuum for themselves. 

Sojourner Truth, Ain't I a Woman? (p. 200)


Sojourner Truth points out the double bind that women have traditionally faced.  Upper-and middle-class women have been told that they cannot work in certain professions because they are too delicate or too weak, but poor women have always had to work at hard, dirty, physical labor.  The contradiction suggests that the image of the helpless female has been constructed simply to keep the wives and daughters of powerful men away from activities that might have led to their independence.  By ignoring the plight of poor women, these same men doom them to the same drudgery faced by poor men but deny them even the rights granted to those men.  Truth, then, addresses issues of gender, class, and race, raising questions that would be considered troubling by many today and were certainly regarded as extremely controversial and inflammatory in 1851 when she delivered this speech.


Students may question the reasoning in paragraph three.  Truth asks, "If my cup won't hold but a pint and yours holds a quart, wouldn't you be mean not to let me have my little half-measure full?"  Her analogy seems to imply that African Americans and women may not have the same intellectual capacities as white men.  However, since she is addressing an audience where white men still hold all the power, she may deliberately suggest that giving white and black women and black men equals rights would not be much of a threat.  Or (and this reading seems more likely) her comments may simply show how deeply stereotyped views can affect all of us (even those who are themselves being stereotyped and who struggle to resist such labeling.) 

Gayle Fischer, Excerpt: "Pantelets" and "Turkish Trowsers": Designing Freedome in the


Mid-Nineteenth-Century United States (p. 201)

Gayle Fischer, a professor of history at Salem State University in Salem, Massachusetts, provides an intriguing look at the way women in the nineteenth century rebelled against the confining clothing styles that custom dictated.  For excellent background information about this debate, including marvelous illustrations from such sources as Godey's Ladies Book, a popular nineteenth-century women's magazine, students may be directed to Fischer's web site (http://www.salemstate.edu/~gfischer/).  The link for this web site is also provided on the student's Online Learning Center for this textbook.


In discussing this article, students may be particularly interested that the idea of women wearing pants of any kind was seen as a threat to male power and male privilege.  As an interesting exercise, consider asking students to imagine the clothing of the women who went West in the covered wagons.  Students might briefly brainstorm a list of the ways the daily life of these women would have been affected by the customary requirement of wearing long skirts and petticoats, rather than the trousers that the men in the same wagon trains would have worn.  In addition, students might look at Sojourner Truth's "Ain't I a Woman" and consider the activities Truth describes herself doing.  How might the clothing requirements of the day have affected her life?


The sections of this article that describe the nineteenth-century response to Middle Eastern women's clothing "the veil and the ferace (a long loose robe)" provide a useful bridge to discussing the many controversies related to the clothing worn by women in Islamic societies today.  In this text, the selections by Megan Twohey (p. 00)  and Tish Durkin (p. 00) explore the challenges that have arisen when women from Western cultures (in this case, the United States) are required to adopt the dress of another culture.

Now
How Do Gender and Society Influence How We Dress?

Evaluating an Argument: Two Points of View

Megan Twohey, Taking Off the Abaya (page 207)

Tish Durkin, If You're a Woman in Saudi Arabia, Just Cover Up (For Now) (page 212)


These two selections provide an opportunity for students to read and analyze a process for developing a strong argument.  Megan Twohey's interview with Lieutenant Colonel Martha McSally provides a forum for McSally to explain her argument against rules governing the off-base dress of American women who are stationed in Mid-Eastern countries. Tish Durkin's article directly addresses McSally's argument and explaining why she opposes McSally's point of view.


Certainly, Twohey's interview shows McSally to be a strong, thoughtful, and determined woman.  Clearly she has had a laudable military career, which she was willing to risk when she filed her suit against the Department of Defense.  In addition to the specific inequities McSally saw in the differing dress codes for male and female service members, she also addresses broader gender issues in the military.  As a way of preparing for class discussion on this selection, students might be asked to research gender issues as related to the military.  For example, the service academies – particularly the Air Force Academy – have, in recent years, faced deeply disturbing investigations into gender inequities.  In addition, with the increasing possibility of a military draft to raise new troops for service in Iraq comes the question of whether or not women would (or should) be subject to the draft if it were reinstated.  Considering this question should lead to lively discussion.


Tish Durkin's response to McSally demonstrates some important strategies for writing strong arguments.  First, Durkin establishes a "reasonable" tone by acknowledging the outrage that she, too, feels in response to the various ways women's clothing is controlled by their cultures.  In addition, she praises McSally's as being an officer of "high caliber and rugged experience" and also states that she admires "McSally's guts in bringing a lawsuit against the Defense Secretary."

Throughout the argument, Durkin stresses her personal sympathy with McSally's views, yet points out that the dress code is a pragmatic necessity, which the Department of Defense imposed in order to appease the Saudis, who were considered an important ally at that time.  (It is interesting to note that U.S. troops have now been withdrawn from Saudi Arabia, at the request of that government, which was under strong pressure from its citizenry to take this action.)  Durkin also argues that the U. S, government's dress code did affect men as well as women.  By McSally's own statements, it is clear that the code forbade men to wear traditional Saudi dress, presumably because seeing American men dressed in Saudi clothing might seem like mockery.  A third rebuttal Durkin makes relates to McSally's contention that if a country that followed racist practices insisted on American military personnel observing these practices when off base, the Department of Defense would not accept this demand.  Durkin expresses her opinion that, in fact, if the situation were critical, military officials would, in fact, adopt such a rule.  Students might be asked to consider these points, as well as other contentions Durkin makes, and to explain why they do or do not believe her argument to be convincing.  How would they respond to her points, if they were asked to speak in defense of McSally's position?


For a sophisticated analysis of the way some Muslim women and men view the religious laws and customs regarding dress, students may use this web link, which also appears on this textbook's Online Learning Center: http://www-rcf.usc.edu/~elguindi/VResistance.htm
Gary Barlow, Principal Gives High Heels the Boot (p. 217)


This easily accessible article raises the question of school dress codes, a topic on which most students have fairly strong opinions.  Of course, because this article looks at dress codes in relation to a gay student's clothing and jewelry choices, another controversial element is added to the debate.  


Students might be asked to examine the claims that are presented in this selection and to consider the importance of definition as an aspect of argument.  For example, the assistant principal at the Chicago High School for Agricultural Sciences allegedly stated that a gay male student should "dress as a boy."  How would she define "boy"?  And how would she define the dress that would be typical for a boy?  The student also claimed the assistant principal stated his hair was "offensive."  Exactly what would the word "offensive" mean in this context?


Students might also discuss why school officials (or anyone) might be offended by a boy's choice to wear jewelry or clothing that is traditionally worn by girls.  What comparisons might they see between this situation and the situation faced by women in the nineteenth century who were found to be offensive because they chose to wear trousers, which were then traditionally worn only by men.  (Gayle Fischer's article, p. 00, provides details on the nineteenth-century point of view.)


For more viewpoints on dress issues as they relate to GLBT (gay, lesbian, bisexual, and transgendered) issues, students might use the following web link, which also appears on this textbook's Online Learning Center:   http://www.geocities.com/hardingpj/uniformsqueer.html


For Better or For Worse: Defining "Marriage"

Evaluating an Argument: Multiple Perspectives

Gail Mathabane, Gays Face Same Battle Interracial Couples Fought (page 220)

Ramesh Ponnuru, Coming Out Ahead: Why Gay Marriage Is On the Way (page 223)

Suneel Khanna, Gay and Ready to Marry (page 227)

Dennis O'Brien, A More Perfect Union (page 231)


Mathabane, Ponnuru, and Khanna all argue that gay men and lesbians should be given the same legal right as heterosexual couples to marry. Dennis O'Brien, who favors civil unions for gay couples, provides an argument against extending to these couples the legal right to marry.

Gail Mathabane:   Mathabane makes her argument by analogy, and accepting her argument requires that the reader accept the comparison she makes between laws against miscegenation, which once denied to interracial couples the right to marry, and current policies that now deny that same right to homosexual couples.  Whether or not students accept Mathabane's comparison, they may find a new way of looking at this debate when they realize that less than fifty years ago interracial couples could not marry.  They may also be surprised to learn that these laws were not repealed by popular vote, but rather by a 1967 Supreme Court decision.  Some students may know that gay marriage was made legal in Massachusetts by that state's Supreme Court.  Opponents of this action argued that such a change should never be made by an "activist court," but only by the will of the people.  Students might discuss the view of these opponents of the Massachusetts Supreme Court decision in light of the analogy Mathabane makes in her article.


Suneel Khanna:  Khanna's article makes a personal argument, through the narrative of his relationship with his family and with their gradual acceptance of his gay identity of his desire to marry his partner, Fadi.  It is interesting to note that in addition to accepting a gay partner for their son, this traditional Hindu family has also come to accept that Fadi's tradition is Islamic. Because Khanna  and Fadi live in Canada, many of the specific details relate to the gay marriage debate as it unfolds in that country.  However, near the end of the essay Khanna makes an argument for gay marriage, which relates to the debate on a larger scale.  He contends that same-sex married partners will provide positive role models for young gay and lesbian people, and, in addition, that following marriage rituals and traditions will make gay and lesbian couples closer to their birth families.  


Ramesh Ponnuru:  Ponnuru argues that in spite of the objections of social conservatives, the legalization of gay marriage is inevitable.  He begins by pointing out that while a majority of Americans still believe that marriage should only be between a man and a woman, the acceptance of gay sexual relationships has steadily gained ground, especially among younger people.  Ponnuru also points out that court decisions are beginning to favor gay rights, in states such as Hawaii, Vermont, and Massachusetts.  In addition, even many conservatives who oppose gay marriage at present also oppose many other forms of discrimination against gay individuals.  He uses as an example the fact that President G.W. Bush, who proposed a constitutional amendment against gay marriage, nonetheless appointed many openly gay officials.


Ponnuru suggests that changing public attitudes toward homosexuality has many causes, but he focuses on three:  (1) the impact of the sexual revolution (2) changes in gay activism beginning in the 1990s and (3) "the ineffectiveness of social-conservative organization."  Students might be asked to work in groups, with each group working on one of these points.  As part of this exercise, each group would consider points 1, 2, 3, evaluating what evidence Ponnuru provides to support his claims and how convincing they find his argument for the claim that they are investigating.  In addition, they might then consider how they would refute the claim they are considering.  Then, in a full class discussion, each group would present their findings as a means to further discussion of Ponnuru's article.


Dennis O'Brien: Perhaps the most important paragraph in O'Brien's essay is the fourth, which begins with this sentence:  "Anyone who writes on this topic must do so with something akin to despair."  He goes on to express his belief that our society now faces many hot-button issues, which raise passionate responses from those on both sides.  Because of the intense controversy surrounding gay marriage, he notes the difficulty of addressing what he calls the "central claims and key issues" of the argument.  The four topics he chooses to discuss include "nature, education, culture, and law as relevant to framing moral concerns and policy."  


As students address these four topics, you might bring to their attention the fact that accepting any of O'Brien's claims depends on also evaluating and accepting the warrant (the principle of judgment) on which the claim is based.  For instance, he argues that too much emphasis is placed on the idea of homosexuality as an innate characteristic.  One of the ways he argues against this idea is to say that if there were a "gay gene" then a decision might be made that it is a "bad gene" and parents might decide to abort gay fetuses.  However, he also notes that in some societies parents abort female fetuses. He then proposes that the argument against aborting either female or gay fetuses must be made on the basis that being female or being gay is not "bad", but rather has worth.  Students might ask, if this proposal makes sense, then it stands to reason that if being innately female should not lead to selective abortion, being innately gay should not either.  The fact that being female or being gay has been equated with being "bad" does not mean that banishing the "bad" label should also mean having to give up the "innate" designation.


In addition, as he addresses the "gay gene" point, O'Brien claims that being gay may be one aspect of a sexual spectrum and that all humans can control whether or not to act on their sexuality.  He gives the example of a celibate, heterosexual priest who does not choose to act on his sexuality.  Students may note that the celibate, in that case, has a choice (whether or not to become a professed religious) while the standard Catholic position, as O'Brien describes it, is that gay people should not act on their sexuality.  Nevertheless, O'Brien appears to acknowledge that gay people will sometimes choose to have sex and that is why he favors "getting gay sex out of the closet and legally protected."  


The second claim O'Brien puts forth is that many young people go through a period of sexual confusion and that education purporting both heterosexuality and homosexuality to be equally valid will lead some of these confused people toward a gay lifestyle.  At the end of his discussion of this claim, though, he asks, "Is it legitimate morally, politically or spiritually to commend one or the other sexual orientation?"  And he also states, "The educational problem I want to raise is whether any conversation commending this or that sexual life pattern is legitimate."  To some students, it may seem that the warrant behind this claim is that sex education programs are recommending homosexuality over heterosexuality.  Is this true?  Has this been their experience?


The third claim relates to culture.  Here the central claim seems to be that "the human spirit can expand as it moves toward the different," and that because men and women are different, they can grow more fully in a heterosexual relationship than they can in a homosexual relationship.  To accept this claim, one must accept this warrant, as stated by O'Brien: "the final fact is that the bodily difference between men and women is the urtext of the heterosexual narrative."  Students may share widely differing views as to whether they accept this warrant.


The fourth claim relates to law.  While O'Brien favors civil unions, which must be established as legitimate and binding by law, he does not favor legal marriage for gay people.  His reason relates back to both the education and culture claims.  Because O'Brien believes that a heterosexual union is, in the end, preferable to a homosexual union, he wants the moral suasion of the law to suggest this distinction.  He fears that legalized marriage would "make it more difficult for parents or the churches to argue a preference for heterosexual marriage (which I hope they will wish to do.)"


O'Brien's article is the most challenging of the four included in the "For Better or For Worse" sub-section, and it requires very careful thoughtful reading.  However, the time required to analyze and evaluate these warrants and claims -- and to consider ways that counter-arguments might be made-- will be well spent.
Visual: Photo Essay on Same Sex Marriage (p. 240)

You may want to ask students to consider these cartoons, website advertisements, and photographs prior to reading the articles in the "For Better or For Worse" section.  While viewing these images, each student might make a preliminary list of the issues raised and the central idea conveyed by each image.  Then students might meet in groups to discuss their responses, returning to the full group structure with a list of question they believe should be addressed in relation to the same sex marriage question.  This exercise should lead smoothly to the assignment and discussion of the selections in this section.  As they read, students might consider ways in which any of the visuals relate to the points made by the authors of the assigned selections.  (For example, "Marriage Controversies: 1960 and 2000" pairs with Gale Mathabane's "Gays Face Same Battle Interracial Couples Fought.")

Chapter Seven:
Exploring Pop Culture: Media Messages
Connecting Themes
First Amendment Rights:  This chapter focuses on first amendment rights through articles addressing historical examples of censorship as well as through selections that focus on the current debate over the copyright ownership of music and the controversy related to censorship of the Harry Potter Books.  To expand consideration of First Amendment issues, consider assigning selections from the "Now" sections in Chapter 4: The American Dream After 9/11, several of which touch on citizens' rights in relation to respect for the American flag and in relation to the Patriot Act.  In addition, the article "Principal Gives High Heels the Boot" in Chapter 5 addresses the rights of a student who defies his school's dress code.

Then
Setting the Context: Pop Culture Then

Robert Atkins, A Brief and Idiosyncratic History of Censorship (page 246)


To begin consideration of Atkins' darkly humorous, yet also heartbreaking, catalogue of censored works of art and literature, you might ask students to make a list of the reasons they think any institution, government, or individual might want to impose such censorship.  Discussing their lists -- and maybe writing their comments on the board -- would provide a useful bridge to the first paragraph of Atkins' article.  The reasons Atkins' suggests for the historical origins of censorship -- the need to control, the desire to remove "downbeat" news from the public eye, the impulse to stifle political descent -- are all too relevant today.  No doubt students will be able to think of many examples in their own experiences that fit with these historic motivations to limit or forbid access to certain works of art or sources of information.


As a class exercise to promote interest in the censorship issue, students might be formed into teams whose members would research reasons for and against censorship of the works of Shakespeare or the painting of Michaelangelo or the art of Diego Rivera, for example. For a class with 30 members, there might be six teams with five members each.  These six teams would be formed into pairs and each pair would research one censored author or artist, gathering reasons both for and against the censorship.   Using details from their research, each pair of teams would present a short debate, with one team arguing for the censorship and the other against.  If the team members do not know until class time whether they will be arguing "pro" or "con," they should be motivated to look at both sides of the issue.  Following each debate, class members on other teams might be invited to ask questions or offer evaluations.


Phillip Taylor, First Amendment Rocks Memphis (page 252)

Even students born long after Elvis Presley's notorious hips caused shock waves across America will know many details about "The King."  One of the most interesting points in this article is made by Ken Paulson, executive director of the First Amendment Center, whom Phillip Taylor quotes as saying that Presley "frightened a lot of people."  Lively discussion should result from asking students to list people or groups who might have been frightened by Presley -- as well as those who would not have been in the least bit frightened.  This listing exercise might lead to writing or discussing reasons for these fears.  

In many cases, an action or a work of art that challenges the norm and suggests change will frighten people.  Certainly that was the case for many of those who opposed Presley's work.  The strong sensuality of Presley's presentations scared many parents, school officials, and clergy, who thought that Elvis's actions along with the insistent rhythms and mildly suggestive lyrics of his songs would unleash the already restless hormones of their young sons and daughters, their students, their parishioners.   

Students may be asked to consider some of the other examples in this article; for instance, Jill Sobule whose 1995 hit single was censored from many venues because of its positive portrayal of a lesbian relationship.  In what ways might this song have "frightened a lot of people" and why would they have been frightened?  Does fear of change or fear of the unknown or fear of the different justify censorship?  Students might be asked whether they would favor censorship for some potential listeners, such as anyone under the age of 18 (or the age of 16, or 12, for instance).  If they would favor censorship for some listeners, how would they determine the age cut off and how would they go about instituting such as ban.  What alternatives would they see to banning art or music that they personally found offensive (or offensive for their younger brothers and sisters)?

As they explore various first amendment right concerns, you might draw students' attention to the statistic coming from a survey conducted by the First Amendment Center. The results of this survey showed that 54% of Americans polled believed that radio stations should be able to play music with lyrics which might offend some listeners, but that percent dropped dramatically when those polled were specifically asked about lyrics that reflected violence.  The classic "free speech" question might be brought in here.  Court cases have ruled that the right to free speech does not include yelling "Fire!" in a crowded theater where no fire exists because of the injuries that might result from people trying to escape.  So are lyrics that encourage violence toward women or violence toward police officers (for example) different from this example or similar?  How would students build an argument supporting or refuting either point of view?

Now
Whose Music Is It, Anyhow?

Evaluating an Argument: Multiple Perspectives

Bill Holland, Piracy Suits: Shock and Awe (page 256)
Amy Harmon, Recording Industry Goes After Students Over Music Sharing (page 258)

Michael Rogers, Why the Record Companies Have to Play Hardball (page 263)

Ben Kupstas, File Sharing Wars: Version 2.0 (page 266)


These four selections show many aspects of the complicated argument related to the common practice, especially among young people in their teens and twenties, of copying and sharing music files, with no profits going to the artists or recording companies.  Bill Holland's selection presents the views of the Register of Copyrights, Marybeth Peters, who strongly believes that the recording industry has every right to sue individuals who illegally download songs over the internet.  Both Peters and Michael Rogers defend the recording industry's right to prosecute peer to peer networks such as Grokster, who enable the sharing of files between individual.  Both of these selections claim that individual sharing can, with the power of the internet, be extremely harmful to the recording industry.  On the other hand, both Amy Harmon and Ben Kupstas provide another side to the argument through reporting and discussing the views of college students who do not see file sharing as unethical or as, ultimately, hurting the artists or the recording industry.


Bill Holland's recounting of Marybeth Peters' appearance before the Senate Judiciary committee provides the legal background behind the downloading category.  This brief, informative article provides a good opportunity for students to practice summarizing.  A clear summary of Peters' points would leave them with a framework for examining the ideas of other writers in this section and for determining points from those selections that might be used to support or challenge Peters' contentions.  A summary of this article might look like this:


In her testimony before the Senate Judiciary Committee, U.S. Register of Copyrights,

 Marybeth Peters made the following points.  She claimed that the law definitely supports suits that the recording industry has filed against "peer-to-peer networks" that enable copyrighted material to be shared without the permission of those who hold copyright.  Peters' testimony is considered to be important in determining the outcome of suits against the networks like Grokster and Kazaa that enable file sharing.  She predicts major problems, which she says Congress will have to address, if the ruling in various suits goes against the recording industry.  She sees file sharing as a crime and states that accusations made against the recording industry by those who have been sued are simply diversions, used as a strategy to take attention away from their illegal actions.  She also says that the claims of those who believe peer-to-peer networks do very little harm should be judged by the copyright owner, not by those who are infringing on the copyright.  Finally, she believes that judgments that have gone against the recording industry are the result of lower courts' failure to understand fully or to follow the precedents set by earlier copyright rulings.  


Amy Harmon provides a different side of this controversy by looking at actions taken by the recording industry not just against networks like Grokster and Kazaa, but also against college students like Jason, a senior at University of Maryland, who ran his own file sharing web site for the 8,500 residents of his dorm. Faced with a lawsuit claiming billions of dollars in damages, Jason shut down his site.  Jason still does not believe he has done anything wrong.


Many other students Harmon interviewed gave reasons for justifying their copying of files such as their belief that CDs are too expensive and that the recording industry exploits musicians and vocalists, so the profits do not go to the creators, but rather to the business executives.  [This argument might be compared with Marybeth Peters' view, as reported by Bill Holland, that such claims are merely rationalizations designed to deflect attention from the intellectual property issues that are at stake.]


Harmon also notes that students claim they buy more CDs now than ever before (a point that might be considered in relation with the statement Harmon makes earlier that CD sales are "in a tailspin").  In addition, Harmon quotes students as saying that the recording industry should simply accept file sharing and move on to new ways of marketing, such as offering early ticket sales for concerts.  [Again, this might be considered with Marybeth Peters' comments on rationalizations.]


As an observation that came from her interviews, Harmon states that college students "may be more hostile than most" toward the recording industry.  Students might be asked whether they agree with this observation and what examples and details they might give to support or challenge this contention.


Another issue raised by this article is the role college and university administrations do play and should play in addressing music file sharing.  On many campuses, as described by Harmon, rules have been made to punish harshly any illegal activities that take place over the institution's internet service.  Nevertheless, Peters' notes that some university officials are angered by the recording industries suits against their students.  How do students feel about the role college and university administrators do (or should) play in addressing this issue?   These questions might lead to students designing a survey to carry out with peers, family members, faculty members, administrators (especially those associated with Institutional Technology).  Results of the survey could lead to discussion or to a written response addressing the ethical issues surrounding the file sharing controversy.


Michael Rogers' article pairs well with Bill Holland's description of Marybeth Peters' congressional testimony.  Peters' observations are very direct, expressing her opinion with little emotional nuance.  On the other hand, Rogers opens with a paragraph that seems intended to establish himself as a reasonable person to an audience that he apparently expects might be a bit hostile.  His story about working at Rolling Stone and gaining an appreciation of the free CDs that came his way creates the persona of a sympathetic music lover.  His words seem to ask readers to keep their minds open, even though he anticipates that they might not agree with his argument.  While not all arguments must be written in this way, Rogers' concern for ethos can serve as a useful example for students, who sometimes struggle with the effort needed to establish a reasonable tone (especially when writing for a potentially hostile audience).


He uses his love for free music by noting that "'Free' is a price tag that sticks in your mind."  Just as his audience is probably nodding in agreement, he hits them with his contention that the powerful lure of "Free Music" is exactly the reason that the recording industry is justified even in its most extreme actions, such as suing junior high students who have facilitated downloading activities.


Another interesting argument strategy that Rogers uses is the argument by analogy.  He proposes that historically the recording industry has sued and won when prosecuting broadcasters who used their music on the air without compensating the recording companies.  Now, Rogers claims, they are simply building on the historical precedent.  Once again they are suing broadcasters only now those defined as "broadcasters" are those people who create programs that allow and invite file-sharing.  Students may discuss or write briefly about whether they believe this argument by analogy is convincing or not.  To what extent do they believe people who develop ways of sharing music files online are the same as the owners/producers of radio networks?


Moving through this essay, point by point, should prove a useful exercise in analyzing ways of developing an argument.  Students might note especially the way Rogers anticipates what those opposing his arguments might say and the way he addresses those objections.


Ben Kuptas, who was a student at Cornell when he wrote this article for the Cornell Daily Sun, provides the final voice in this collection of arguments.  Like Rogers, Kuptas uses analogy as one of the strategies for arguing his point of view.  Students might be encouraged to discuss how the Goliath-David-Gandhi comparisons work and whether or not they agree with Kuptas's comparisons.  (If they are unfamiliar with either the Goliath-David biblical story or with India's Ghandi, they can easily find these references through a web search.)


Kuptas presents a middle view, arguing neither for the recording industry nor for the creaters of file-sharing programs.  Instead, he praises the work of Steve Jobs, CEO of Apple Computers, for launching the iTunes program.  Students may be invited to evaluate Kuptas's praise of this program as the solution to illegal downloading.  No doubt, a note of controversy can be introduced into discussion through consideration of the quotation from the Soulseeker Message Board in the next to last paragraph, which compares the record industry's fight against illegal consumers to the war against drug usage.

Visual: Doonsbury Cartoon Sequence on File Sharing (p. 268)

One of the obvious questions raised by this sequence is the question of generational ethics.  Could Mike and his daughter Alex ever come to an agreement on this issue?  Why do both of them seem to be talking "at" each other, rather than addressing the core ethical questions?  Does this controversy reflect a generation gap on issues other than file downloading?  What do students make of Alex's accusation that her father is jealous of her and her generation? 

Is Harry Evil?

Elizabeth D. Schafer, Harry and History (p. 270)


This selection, which provides historical background for the effort by some religious and civic groups to ban the Harry Potter books from public schools or libraries, pairs well with Robert Atkins, "A Brief and Idiosyncratic History of Censorship" (page 246).  As they consider this article, students might discuss or write about Supreme Court Justice Potter Stewart's comment that "censorship reflects a society's lack of confidence in itself."  Might censorship of children's books by parents, teachers, librarians, or clergy reflect a lack of confidence in young people, rather than in themselves?  How would students interpret Stewart's comment?


Another intriguing discussion might come from asking students to focus on the paragraph that describes the efforts to censor Mark Twain's The Adventures of Huckleberry Finn.  What do students think of each of the three reasons that Schaffer cites critics have used as the basis for their attack on Twain's work.  Should a work be banned because its characters are "crude," or "poor role models"?  Should a work be banned if it is racist?  (Or anti-Semitic, or misogynistic?)  If students do not think these reasons justify censorship, they might consider whether or not teachers and parents ought to discuss these issues with children who are reading works that raise these issues.  How might they suggest approaching these concerns?  Would they approach them differently with students of different ages or from different cultures?

Evaluating an Argument: Multiple Perspectives

Robert Seltzer, Potter Book Burning Was Misguided (p. 273)

Will Manley, In Defense of Book Burning (p. 275)

Steve Eighinger, The Harry Potter Controversy: 

 Dark Fantasy or Gateway to the Occult? (p. 277)

These articles all relate to the censorshop debate over the depiction of witchcraft in the Harry Potter books. Robert Selzer and Will Manley both condemn the burning of J.K. Rowling's creations, but also defend the first amendment rights of those who engage in book burning.  In addition, all three writers make the point that those who attract publicity through staging book burnings actually bring more readers to the works rather than driving readers away.  Students might be interested in considering this point – and its implications and ramifications – in relationship to the films Fahrenheit 911 (directed by Michael Moore) and The Passion of the Christ (directed by Mel Gibson).  Both films were condemned by various sources, yet both drew very large audiences.  As the focus of discussion or writing about these films, students might be asked to consider what similarities and differences they see between the controversies related to Moore's and Gibson's works and the controversy related to Rowling's books.

The first paragraph of Manley's article is particularly provocative as he makes a case for the power of fire as an image that delivers a strong message.  He provides examples that show God delivering a message to Moses through a burning bush, yet counters with the burning of crosses by the Ku Klux Klan.  He also mentions the burning of the American flag by dissidents during the Vietnam War.  Students might consider whether they would ever consider burning an appropriate means of protest?  Should burning-as-protest ever be banned?  Under what circumstances?

Steve Eighinger reports statements by people who passionately defend the Harry Potter books as well as by those who condemn them.  Those who praise the books cite their ability to interest even reluctant readers to enjoy literature, as well as the way the high interest level of the books can serve as a way for parents and children to share an activity, which both find personally rewarding.  All of the books' detractors relate their negative views to the issue of witchcraft.  And, in most cases, these detractors refer to biblical passages as the reason for their objections.  In addition, they do not agree that the Potter books are harmless fantasy because they believe "there are people in society who practice witchcraft and we do not need to encourage it."  Accepting that argument means that one must accept, first, that there are practicing witches in our culture and, second, that this practice promotes harm and evil.  Students may differ in their views of both these points.  In supporting his belief that the Potter books can be harmful, John Andrew Murray, the pastor of an Episcopal school, notes that the popularity of television programs like Buffy the Vampire Slayer (among others) has "desensitized" young people to the occult.  This claim should lead students to a lively discussion related to their assessment both of the content and tone of such programs and of their potential harmful effect on young people.

Chapter Eight:
Coping With Change:  Technology And Work
Connecting Themes
Disconnectedness:   Implied throughout the readings in this chapter is the theme of how technological advances, in subtle and not so subtle ways, have disconnected and divided the American people from one another.  Students can find this same theme repeated in other chapters in this book, including Chapters 4 and 5.  The ways in which our country changed due to the terrorist attacks on 9/11 are highlighted in several pieces in Chapter 4: “Terrorist Attacks Prompt Changes in Americans’ Legal Rights" (p. 129) “Conservative Backlash" (p. 132) and “Scientists Raise Concerns about Impact of the Patriot Act" (p. 134).  While students may argue that these changes were put in place to protect Americans, they might question whether these changes are positive forces to move the country forward or seeds of fear that might keep Americans clinging to dictates of the past.  Several selections regarding education in Chapter 5 also raise the question as to whether we are moving in a direction of compassion, tolerance, and unity or whether greater divisions have been created regarding people’s racial, ethnic, and gender differences.

Ethical and Legal Challenges:  With any new discovery, there comes an added and necessary responsibility to ensure equality and justice for all people.  The selections in this chapter directly address this theme.  As comparative readings, both Martin Luther King, Jr. and William Jefferson Clinton acknowledge these rights and responsibilities in “I Have a Dream” (p. 104) and “A New Sense of Responsibility," (p. 108) which are found in Chapter 4.  In addition, several selections in Chapter 7 discuss emerging ethical and legal issues regarding the use of technology to share music and video files: “Recording Industry Goes after Students over Music Sharing,” (p. 258) “Why the Record Companies Have to Play Hardball,”(p. 263) and “File Sharing Wars”(p. 266). 

The American Family:  As many of the selections in the “Now” section of this chapter show, the American family has both benefited and suffered from the changes that have come with scientific advancements.  Whose right is it to make medical and ethical decisions when a family member is terminally ill – someone else in the family or someone outside of the immediate family?  Then, too, how safe are our children when the Internet can invade a home and connect them to strangers and forces all around the world?  The boundaries and limitations of nuclear families have changed, as have corresponding legal and ethical concerns, too. In Chapter 6, the question of redefining marriage is of utmost concern.  Who has the power to determine who can and cannot be married?  Who makes the laws concerning what an adult couple chooses to do in the privacy of their own home?  As Henry George writes in his nineteenth-century treatise on economics and industrialization, “Discovery after discovery and invention after invention have neither lessened the toil of those who most need respite nor brought plenty to the poor.”  Further, he says, that unless we Americans begin to work together to solve the problems that exist in our advanced, modern age, any progress we are now enjoying cannot be permanent – a startling thought that may inspire students to act for changes that will benefit the whole world.

Then
Henry George, “The Great Enigma of Our Times” (p. 285)


George, who had no more than an eighth grade education, wrote and self-published this piece, explaining ideas and proposals that strongly influenced thinking about the progress of technology and the way it affected people’s quality of life.  Students may find the language and style in this selection challenging, but like Frederick Douglass’s “Learning to Read and Write,” it is a powerful piece that raises questions that are as pertinent now as they were in our earlier American history.  How can people who are so advanced and have so much not share their wealth with their neighbors?  How can riches and poverty exist side by side?  What are the reasons that humans must still toil as animals when technology has, supposedly, made life so much easier?

As students read this selection, they may be asked to identify and list suggestions George makes to explain why social problems not only remain but actually appear to worsen as a society becomes more advanced and industrialized.  How might social values change when life becomes “easier”?  Might humans, metaphorically following the laws of physics, gravitate toward the paths of least resistance, even idleness, perhaps?  Or might part of human happiness come from the very act of working hard and taking one’s time?  Perhaps part of human satisfaction comes, too, from working closely with the earth instead of being connected to machines in factories.  And George isn’t just talking about America.  In fact, his economic philosophy was known around the world, in other “progressive and self-reliant” nations that, like America, became countries of “haves” and “have-nots.”  What, then, of the undeveloped communities?  Were they necessarily better off?  Does George say that progress and new discoveries are evil?

In the end, George seems to remain perplexed, yet determined to pursue the truth, to seek a solution to the conflict between progress and the sense of unity and connection with one’s neighbor.  Students should be able to offer a host of reasons as to why those who have much do not share their wealth.  The dilemma remains current in the twenty-first century, perhaps now more than ever.

Tom Standage, “The Nineteenth Century Internet” (p. 290)

Most people living in developed nations today can hardly imagine what it would be like not to be able to get in touch with loved ones and business associates whenever they desire.  Even rotary telephone dials are seen as archaic, taking too many seconds longer than the push button cell phone.  Students should try to imagine, though, how their lives would be different if they had to wait months to get a letter from a friend overseas. How would their lives change if they couldn’t go to their fast speed Internet connections and instant message their friends all around the globe?  This line of questioning lays the groundwork necessary to appreciate how the telegraph changed communication on a monumental level.


Standage’s piece is straightforward and clear, and students should easily be able to identify the similarities between the telegraph and the Internet today.  While Standage shows intriguing connections between the two technologies in the ways that they changed human interaction, students can perhaps explore even more differences, as many of them depend on the Internet in their daily lives. In what ways does the Internet connect us to others, and in what ways are we becoming more isolated and fragmented because of this technology?  What are some major differences between the times in which the telegraph was invented and our modern world?  Are we headed, students might be asked, in the right direction, and in what new directions might we be headed next?  Standage’s article should get students thinking about their present day lives while getting them to consider what life would be like without the Internet, too.

Benjamin Darling, “Tips for Teens” (p. 292)

I first discovered Darling’s little book at a store in downtown Boston called Urban Outfitters, which has since grown into a chain of stores around the country, noted as a place to find retro, recycled, and radical merchandise. My daughter, who was fifteen at the time, passed the book around to all of her friends, and it never ceased to cause laughter among this group of teens.  The reason, as is easy to see, was that the tidbits that Darling had pulled out of the1950s "Advice to Teens" books was absolutely foreign to teenagers in the 1990s.  In forty years, everything about being a teenager had changed – from the telephone etiquette, to the party scene, to the dating rituals.  Still, Darling’s tips are absolutely true to the fifties culture.  While students may – and should – enjoy themselves with the advice that Darling sets forth, they might also analyze deeply the difference between the rituals and rules now with those that are so foreign to them.  What have teenagers gained as they have advanced into this century? As importantly, what might they have lost?

Now 
How Has the Internet Changed How We Relate to Each Other?

Dan Johnson, “The Cyber Children Have Arrived” (page 299)

Susan Horsburgh and Johnny Dodd, “Deadly Chatter” (page 305)

While Johnson’s piece points to how the computer and the Internet can be great learning tools for children, his article also raises questions about the potential dangers of this technology.  However, Johnson’s piece is a mild warning compared to Horsburgh's and Dodd's “Deadly Chatter." 

Johnson says that millions of children use the Internet to connect with their friends, which allows them to form “on-line communities with like-minded peers.”  The downside he sees to this non-human connection is simply that children may visit websites where adults might try to sell them “the latest toys.” Then, too, he lists additional concerns: obesity, eye-strain injuries, mood swings, loneliness, and participation in violent computer games.  Reading these concerns, students may see Johnson as somewhat naïve. Are these the only concerns parents should have when their children are surfing the Net?  What reason might Johnson have for not addressing other, more frightening scenarios?

Although it may be an isolated case, the conflict in “Deadly Chatter” seems like a horror film compared to Johnson’s approach.  Brandon Vegas was a real human being, a 21-year old young man who was addicted to drugs and to a computer chat room.  The combination proved deadly. While students may identify other factors that led to Vegas's dysfunctional lifestyle, the reality of disconnectedness – Brandon’s chat room friends apparently kept chatting on and watching as Brandon was dying – is something most readers will see. What emotions are real and tangible? What is a real human relationship?  Is it – can it ever be – something that happens over a monitor?  What are the factors that cause some people to be isolated from real human companionship?  How responsible were Brandon’s chat room friends for his unintentional death?  The two sides to Internet technology – the means to enrich our lives and the means to dehumanize us – how can we reconcile these two opposing forces?  

Peter Coffee, “There’s a Bad Example on Every Desk,” (page 302)

Reid Goldsborough, “For Love of the PC,” (page 303)

 
Both Coffee and Goldsborough explore the way computers affect adults and their relationships.   In short, lively articles, these writers argue, with a touch of humor, that these machines do not bring out the best in our human natures. This premise may not be surprising to students, since most of them will not expect that machines can ever make us more human.  And yet, as both authors also say, computers are empowering, allowing us to communicate with more people, storing thousands of bits of data in a neat and tidy place, and making the work place more efficient.  

Despite the obvious benefits to the workplace and the larger world outside of cubicles, computers have become, both authors may say, our closest friends, our allies, our companions who, like real people, either please us or drive us crazy.  Goldsborough says computers become extensions of the people who run them, and, as with any dependent relationship, too much time spent with one “lover” is not a good thing.  Computers can isolate people from the real world, a tendency which, he claims, men are more likely to fall prey to than women.  Goldsborough claims that some computer users try to fill a loss or a lack in their lives by spending large amounts of time with their machines.  Coffee doesn't disagree.  He does, however, add this piece to the puzzle: Not only are people too attached to their computers, but these computers, complete with faulty software and cold hard drives, treat their users in  a cold, heartless manners when it comes down to it.  Although neither author comes out and says it, some students may move to the conclusion that these writers believe too much reliance on a computer, either for work or for pleasure, cannot be a good thing.  Do students agree?  This is a great topic for a classroom debate.

Medical Technology:  How Much is Too Much?
Michael Shermer, “I, Clone,” (page 309)

Ten years ago, the idea of cloning would have been labeled as science fiction.  However, in modern times, it has become a very real possibility with the advent of cloned animals.  Human beings are naturally the next to follow, some say.  But is a clone human?  Yes, says author Michael Shermer.  In the three laws he proposes for clones, he says that human clones should be considered human beings with the same rights and protections and dignities afforded “real” humans.  However, is Shermer necessarily promoting the idea of cloning human beings in this piece?  The answer is a conditional "yes" – as long as we pass laws, he says, similar to the ones he proposes. Students should pay close attention to the language that Shermer uses in this piece.  Is his tone appropriate for such a serious topic?  Why, perhaps, does Shermer take this informal, almost “in your face” approach?  Is it effective?  Towards the end of his piece, Shermer writers, “The soul of science is found in courageous thought and creative experiment.”  In addition to courage and creativity, what else might be vital for the “soul” of science?   For a fictional look at this question, Nancy Farmer’s young adult novel, The House of the Scorpion (2002), provides accessible lively reading, with one of the main character Matt being, indeed, a clone.  In this highly acclaimed book, Farmer deals with the social, moral, and emotional issues in a realistic and compassionate manner.

Peter Setness, “Embracing Life, Accepting Limits,” (p. 311)

Vicky Chachere, “Court: Removal of Brain-Damaged Woman’s Feeding Tube Can 

Proceed,” (p. 314)

These two pieces address the complexities surrounding right to die issues, be it with the terminally ill or a person, like Terri Shiavo, who is severely brain damaged and cannot make her own decisions regarding her future. In trying to come to terms with the moral and legal issues, each author offers a different perspective.  Chachere reports as a journalist on the Shiavo case, laying out the facts as well as perspectives from family members and the governor of Florida. Students may be familiar with this case since it has been in the headlines for nearly two years now.  They should also have some opinions as to what they would – or would not do – if one of their close relatives were in Terry Shiavo's situation and why.  Students should also consider, as they read Chachere’s piece, what she does not include in this article. Clearly, her purpose was to report on the latest development in this case and not write a feature story addressing the whole history and implications of the case.  But what else might students need to know to evaluate this issue?  Who else might offer another perspective on this case, besides the governor and Terri’s immediate family, on the issues here?  There are literally hundreds of articles about this current case, and it might be a worthy idea to have students find at least one other report on this case and bring it in to compare to Chachere’s piece.  (See links on the Online Learning Center for this textbook).

While Chachere is an objective reporter, Peter Setness is not only a medical doctor, but more importantly, he is the son of the patient who is terminally ill, which places him in a unique position as a writer: as a physician, he is an objective, rational reporter, and yet as a son, he is emotionally and personally involved with the man, his father, who is in the last days of his life. Clearly, this piece is more immediately engaging because it contains the immediate, human perspective that Chachere cannot include, for not only does Setness have to think like a trained medical doctor, but he cannot help but feel as an involved family member.  How and when does a physician decide when to stop medical treatment, Setness asks.  Certainly, if measures prolong suffering, then shouldn’t the treatment cease?  That’s one belief, Setness says.  However, what if prolonged suffering isn’t the main issue? What if a patient, alert and informed, wishes to order the end to his or her own treatment or wishes to end his or her life?  In some countries, the physicians have been cleared from responsibility, leaving the decision in the hands of the patient.  In the United States, only Oregon has a so-called "Right to Die" law in place, which makes doctor-assisted suicide legal.

Still, Setness wrestles with the dilemma from an ethical point of view.  Isn’t all life precious, according to many of the world's religions?  Don’t birth and death have their “appointed time”?  While beginning his piece with reference to Dylan Thomas’s poem about a son who begs his father to “not go gently into that good night,” Setness concludes that as a physician, the decisions he makes for people like his father is one of “the middle ground.”  Life should be respected and cared for as long as the treatment eases suffering.  When that is no longer possible, then one should aid the patient in going on to his or her natural death.  Students may have something to add to Setness’s perspective from their own life experiences, their own hopes and fears, their own set of beliefs and principles.
Chapter Nine:
Going To College:  Race And Privilege In College Admissions
Connecting Themes
Gender Issues In Education: In Chapter 5, the first "Now" section asks, "Does Gender Affect the Way We Learn?"  The three selections in this section all relate to the way male and female students gain (or fail to gain) an education in today's classrooms.  These three selections might be combined with this chapter to create a longer and more varied consideration of the issues that affect a person's likelihood of attending college.

Immigrants and Education:  Both The Chicago Tribune editorial "An Education in Citizenship" (p. 94) and Cara O'Connor's article "Immigrant Students Seek Lower Tuition" (p. 96) suggest the complexities involved with educating students who live in the United States, but who did not immigrate legally (or whose parents did not immigrate legally.)
Race, Ethnicity, and Education:  Frederick Douglass's memoir "Learning to Read and Write" (p. 143), Martin Luther King's speech "I Have a Dream" (p. 104), Sonia M. Nieto's "Profoundly Multicultural Questions" (p. 181), and Richard B. Williams' "No Child (Even Native American) Left Behind"(p. 188) provide thoughtful perspectives related to the way race and ethnicity have affected American students in the past and in the present. 

Then
Maya Angelou, Graduation in Stamps (p. 321)

Angelou's moving memoir suggests the inequities faced by African American children who aspired to higher education and provides background for the circumstances that led, through the civil rights battles of the 1950's, 1960's and 1970's to the institution of affirmative action programs.  Careful reading of this selection should lead students to understand the enormous challenges and the daunting barriers faced by Angelou and her peers. 

"The children in Stamps trembled visibly with anticipation."   Beginning with this powerful opening sentence, Angelou describes in detail the preparations her community makes for the graduation.  By stressing the importance of the ceremony, and its implications, Angelou develops in the reader the same sense of both dread and anticipation she herself feels.  In addition, the community's pride is sharply contrasted with the desultory attitude of the white speaker, Mr. Donleavy, who not only condescends to the graduates, but also fails to stay for the awarding of diplomas, giving the impression that he was now "off to something really important."

By assuming that the black graduates can hope only for menial work or, at best, to be star athletes on a high school or college team, Donleavy deflates the hopes of the graduates as well as their teachers, relatives, and friends.  As Marguerite (Maya) goes forward to get her diploma, she has even been stripped of her sense of identity:  "My name had lost its ring of familiarity and I had to be nudged to go and receive my diploma."  Possibility and promise are restored to her--and to others--only by the unexpected and out-of-character action of the quiet, proper valedictorian who turns his back on the audience to sing with his fellow classmates the song they all know as "The Negro National Anthem."  This single, inspired gesture brings the graduates together with their teachers, friends, and relatives in the audience who are now able to regain their pride and connection with one another and with their black identity.  Reading Hamlet's soliloquy aloud with a brief explanation of its context will provide an extra dimension to Henry Reed's speech and to Marguerite's response as she listens to it.


To begin consideration of this selection, students might be asked to write about or discuss comparisons or contrasts with their own educational experiences, especially in junior high and high school. After students describe their own experiences and opinions and compare them to Angelou's, consider asking them to work in groups to select the one specific scene from this memoir that most aptly embodies Angelou's theme.  They might also be asked to choose one image that might be used as an illustration to accompany Angelou's piece.  What scene or image would they use?  What specifics would be included? Why?

Visual, Photograph:  School Integration in Arkansas, 1954 (p. 334)

As students discuss this image, you may want to ask them to do some background research on the violence and protests which surrounded the Supreme Court decision that black students had the right to attend public schools along with white students.  This decision reflected the court's acceptance of the premise suggested by Angelou's essay: separate schools for blacks were almost never "equal" to the schools for whites in the same districts.  Opposition in many Southern states, and, later, in Northern cities, such as Boston, was so extreme that police and national guard troops often had to be called in to deal with the violence of those who bitterly rejected the idea of integrated education.  


The signs in this visual "Race Mixing is Communism" reflects the paranoia of the 1950's regarding a world wide plot by Communists to take over American society.  Labeling integration as Communistic would be similar today to saying that integration would "support terrorism."  Discussing the way people are motivated and manipulated by fear might provide a useful way of addressing this visual.

Mike Rose, I Just Wanna Be Average (p. 334)

Mike Rose writes about his experiences in  school and describes in detail the terrifying muddle of school policies. His experiences suggest that economic and social class can often be factors in influencing a student's access to higher education.  It is frightening to note how easily Rose was slotted into a "low" academic track and how much his move from that track depended on the luck of his encountering a caring teacher who was willing to lobby for this change.  

However, as Rose moves out of the "low" track, some readers may be troubled by the fact that his friends, whom he so delightfully describes, are left behind.  In addition, while Rose escapes the tracking system, many school districts today continue to use this way of dividing students.  Typically, many students from lower socio-economic backgrounds do not have the support or the financial backing (which can provide private tutoring or test preparation courses) that might help them to access the same academic resources as students from families with higher economic and social standing.


Rose's essay prompts readers to think about the issue of academic labeling and to consider how this nearly universal practice affects the student's self-concept and motivation for learning.  As Rose's title suggests, students who are labeled as "losers" in school often remain satisfied with just getting by, just being average.  Students who are told early on that they have little potential and few talents rarely aspire to be better.  Instead, they remain on the track where they began, or – perhaps worse – are derailed into failing or dropping out of school entirely.


Before students read this essay, consider holding a discussion on the idea of tracking and the differences between homogeneous and heterogeneous grouping.  At present, the movement in education seems to be towards heterogeneous grouping, but practices differ from classroom to classroom, and opinions vary among educators, parents, and teachers.  Ironically, though, students are seldom asked what process they see as most beneficial and why. 


Not only does Rose come up against a system which failed to recognize him as an individual, he comes up against a variety of teachers most of whom-- at least while he is in the "low" track--hinder rather than help him.

• Brother Dill:  "troubled and unstable . . . he would lose control and shake or smack us."

• Phys. Ed. teacher:  a man who enjoyed humiliating his students, who made ethnic jokes and used gutter language.

• Mr. Mitropetros:  Had students read one play over and over since he had "little training in English."

• Brother Clint:  The exception--"he was young and powerful and handsome"; discovers the error in Rose's tracking.

Consider the differences between these teachers (except for Brother Clint), and Jack MacFarland whom Rose encounters only after the tracking error had been corrected.

• Jack MacFarland:  taught "his heart out"; had his students working, reading,writing constantly; delivered "crafted" lectures, asked pertinent questions, wrote important information on the board, addressed the classics as well as modern literature; "the man immersed us in language," and he was intelligent, in control, and had goals and respect for his students.


After spending time in the Voc. Ed. track, Rose admits that once he was placed in appropriate-level classes, he had trouble keeping up.  He didn't know how to study, and much of his success depended on mastering concepts that were not addressed in his previous courses.  The "game," of course, is to work hard, to try, to persevere and not to give up; to play the game, higher track students are given specific knowledge and skills that are not available to the Voc. Ed. track. Here, Rose brings in another piece of the learning puzzle.  Teachers and methods are important to learning, but equally important is the student's understanding of what is expected and of being motivated and prepared with the skills and knowledge needed to meet those expectations.


As a debate project, students might argue for or against tracking.  Should people be tracked in college (or grade school, high school), or not?  Experience, research, facts, statistics, and testimonies should comprise the bases for ideas and opinions expressed during these debates.

Borgna Brunner, Bakke and Beyond (p. 344)

Moving from the individual experiences of Maya Angelou and Mike Rose, which suggest the lack of equality in education that many students have faced in this country, Borgna Brunner provides a history and timeline of Affirmative Action.  Brunner, then, offers an overview of programs that have been developed to address the inequities that are revealed through Angelou's and Rose's memoirs.

A useful way to approach this selection might be to assign students to work in small groups, with each group (or pair of students, in a very small class) summarizing one of the seven sections of this essay.  All members of the class should, of course, read the entire article, but the focus of each group (or pair) will be on their assigned section.  As a class oral presentation, each group would then explain their section.  After all seven groups have presented, students might be asked to raise questions or comments regarding the presentations, referring to specific sections in the article as they offer their queries or analyses.

Some of the important points that should come from reading this article include the following:

· The reason for the institution, in 1965, of Affirmative Action (to address the discrimination that persisted in spite of civil rights legislation, so that minority group members might have access to the same educational and professional opportunities as everyone else in the United State.) 

· The importance of the Bakke Case (the representative symbol of the growing feeling among some that white males, in the late 1970s, were now facing discrimination because of the gains minorities had made after the institution of Affirmative Action).

· The significance of the 2003 University of Michigan case (the Supreme Court ruled that even though Affirmative Action was no longer needed to address the disadvantages resulting from historic racism in this country, these programs were still desirable, and should remain legal, because of the importance of diversity in our culture and the "benefits of broad racial representation" in our government, business, military, and academic institutions.)

Now
What Are the Benefits and Challenges of Race-Based Affirmative Action?


Evaluating an Argument: Multiple Perspectives

Brent Staples, Pondering Condoleeza Rice's Affirmative Action Problem--and Mine (p. 349)
Two Views from the Washington Post:  At the University of Michigan


Minority Students Find Access--and a Sense of Isolation (p. 352)

A Dream Denied (p. 357)

These three selections provide thoughtful discussions of the complex issues related to supporting or condemning race-based Affirmative Action programs.  Before teaching these selections, you may want to assign Maya Angelou's "Graduation in Stamps," Fredrick Douglass's "Learning to Read and Write," or Malcolm X's "Can Prison Be a School."  All of these essays provide historical background relating to the reasons Affirmative Action programs were instituted by President Lyndon Johnson in 1965.


Brent Staples, provides a view of his own changing view of Affirmative Action. During his early years, and until he had earned multiple college degrees, including a Ph.D. at the University of Chicago, he had accepted the view his parents promoted – that hard work was all that was needed to succeed in the United States.  After he left the university community, however, his experiences led him to understand "the omipresence of racism" and to recognize "that many people thought me less capable because my skin was black."   This insight came hard to Staples because his acknowledgement that racism still existed compelled the recognition that doors had been opened to him through Affirmative Action that might have remained closed without such programs.  

Staples compares his own view with the view of Condoleeza Rice, the national security advisor under President George Bush, who has stated she is "almost insulted by the idea that collective action and government intervention were essential to her own life."


Students might discuss the contrast between Staples' and Rice's viewpoints.  What might be the dangers inherent in each position?  How might the future of minority students be affected by the opinions and actions of respected media and government figures like Staples and Rice?  Included in the discussion might be the point that, in spite of her belief about her own achievements, Rice does think that "race should be used as one factor among the many in the college admissions process."  


Staples' article provides a context for discussing the two views from The Washington Post on affirmative action at University of Michigan.  In the first article, "Minority Students Find Access—and a Sense of Isolation," the experiences of African American students at the University of Michigan suggest that even if minority students gain admission, the battle for equality and acceptance has not been won.  In interviews with several University of Michigan students, the reporter who wrote this article discovered details and examples suggesting (at best) insensitivity and (worse) outright racism on this campus.

Students might be asked to consider these details and examples and to consider whether similar situations exist on their own campus.  If so, they might be asked to work in groups or individually to develop proposals for on-campus action addressing these situations.  As they discuss or write, students should consider the concerns, thoughts, and emotions of both minority and non-minority students.


The second article from The Washington Post offers a very different perspective on the Affirmative Action admissions program at the University of Michigan.  The article "A Dream Denied" presents an extended interview with Jennifer Gratz, one of the students who was denied admission to the University of Michigan and who was chosen by the organization filing the reverse discrimination lawsuit to serve as a plaintiff.  In reading this article, students might be asked to identify questions they would address to Gratz if they could talk to her in person.  For instance, one question might be whether Gratz saw her own failure to apply to any institutions other than Michigan as part of the reason she experienced her disappointment so deeply.  Another question might be why, if Michigan (at Ann Arbor) was so profoundly important to her, she chose not to transfer after completing her sophomore year.  She presents an extremely negative view of the Dearborn campus of University of Michigan, yet she says she didn't transfer because she would have lost some credits.  Yet many students do transfer, and nearly all have to accept some loss of credits.  If admission to Michigan (Ann Arbor) was important enough to file a lawsuit, why wasn't it important enough to warrant transfer, even in the face of having to take extra classes?


In terms of the extent of discrimination that might have existed against non-minority students, it's interesting to note that more than 200 individuals contacted Rep. Deborah Whyman in response to her advertising to find plaintiffs for the suit.   Yet of these more than 200 who believed they were victims of reverse discrimination, the law firm that handled the suit said that only six or seven of these applicants were "ever seriously considered."  Why would that be? 

How do class and other factors influence admission?

Evaluating an Argument: Multiple Perspectives

John R. MacArthur, The Great Unmentionable in American Society: Class (p. 364)
Todd Gitlin, Legacies Are Affirmative Action (p. 368)
The Christian Century, It Pays to Play (p. 370)
Michael Arnone, On-Line Editors Scrutinize Admission Essays of the Skittish -- for a Fee (p. 370)

These four selections address factors related to college admission, which, traditionally, have not been considered affirmative action, but which do give admission advantages to certain applicants.  For a full consideration of the affirmative action debate, attention might usefully be given to groups of students such as athletes, "legacies" (applicants whose close relatives have attended the institution), and students who can afford to pay for the services of an on-line editor for their college application essays.  Those who claim that prospective students should be admitted to colleges and universities solely on the basis of their own grades and test scores must consider that proposal not just in relation to ethnically based affirmative action, but also in relation to legacies, athletes, and students who are coached as they write their college essays.


Both John R. MacArthur and Todd Gitlin address the issue of economic and social inequalities as they relate to college admission.  MacArthur's article offers statistics that students should find interesting in relation to the American upward mobility myth, which suggests that anyone who just "tries hard enough" can easily become financially (and socially) successful. Studying these statistics and doing research to find other statistics related to those in MacArthur's essay might lead to a classroom debate or oral panel presentation.

Since graduating from college is a major predictor in this country for financial and social success, it's interesting to note MacArthur's contention that at many institutions of higher learning, the ability of a student to pay full tuition is a de facto admissions advantage, as is having a parent, grandparent, or sibling who graduated from the institution  And even before applying to college, those who come from wealthy communities benefit because property taxes (which yield more money in affluent towns and cities) provide most of the funding for public schools nationwide.  


Students may also be interested in discussing or investigating through research MacArthur's contention that the Selective Service System in this country has a class bias.  With current talk of the draft being reinstated, this issue should be of prime interest to those of draft age and, of course, to all of us who care about the fairness of possible required military service.


Todd Gitlin's personal essay suggests not only that legacies are affirmative action, but also that having parents who understand the system of admission to various selective educational institutions provides a huge advantage to a prospective student.  Gitlin's narrative example suggests that those who come from backgrounds where their family has contacts and knowledge of the admissions process have a much better chance of being admitted to the school of their choice than do students who come from situations where there is no one who can provide such benefits.


Of course, a complexity in Gitlin's essay is the fact that what seems to have been an unfortunate fluke was corrected by his parents' intervention.  His experience might be compared to Mike Rose's situation ("I Just Wanna Be Average," p. 334).  Rose, too, was the victim of a testing fluke, yet his parents had no knowledge of the academic system; thus he was tracked for several years into a program that would not have led to college admission.


The article "It Pays to Play" raises the issue of admission preference given to athletes.  This article focuses particularly on small liberal arts colleges, but affirmative action for athletes is an accepted practice at many colleges and universities of all sizes.  Since this article does not explain any reasons in favor of athletes being given preferential treatment, students may be asked to brainstorm or research such reasons and then to write a response -- perhaps in the form of a "Letter to the Editor" of the Christian Century, where this selection first appeared.  An additional topic for writing or discussion might be whether or not schools should give admission advantage to students who are outstanding musicians, actors, or artists.  And should admission advantages be given to attract students from areas of the country that are underrepresented at a particular college or university.


In the final article in this series, Michael Arnone raises some of the ethical questions related to students who use on-line coaching or editing services to help with their college application essays.  What do students think about this practice?  How might this practice be compared with the on-line term paper companies who claim that they are simply selling "information" to be used by students on their own papers.  What are the moral and ethical issues surrounding the use of services and information that are only available to those with the money to pay?  What are the moral and ethical issues of using someone else's work and claiming that it is your own?  This selection, in addition to adding another aspect to the affirmative action debate, also provides a segue into a discussion of plagiarism.

Visual: Photo Essay on Affirmative Action (Cartoon Series) (p. 376)

Three of these cartoons suggest various practices that might be considered "affirmative action."  The cartoon titled "Admissions" shows six students, five of whom were omitted for a variety of reasons including athletic talent and parental connections.  One of the five was admitted because of minority status, and this student is the only one blamed by the sixth student, who was not given admission.  Students might be asked to discuss or write about this cartoon in relation to these selections: "A Dream Denied" (p. 357), "The Great Unmentionable in American Society: Class" (p. 365), "Legacies Are Affirmative Action” (p. 368), or "It Pays to Play" (p. 370).


The cartoon showing the student writing a college essay pairs well with "Online Editors Scrutinize Admissions Essays of the Skittish--For a Fee" (p. 371).  Students might be asked to suggest points of view that might provide additional perspectives – pro and con – to the issue of students receiving help on their admissions essays.  Does this practice constitute a kind of de facto affirmative action?


The cartoon showing the African American girl who explains her background might be paired with the article from the Washington Post titled "Minority Students Find Access – and a Sense of Isolation" (p. 352).  To what extent do minority students suffer from stereotypes associated with affirmative action?  How might students respond to the man in the cartoon who says, "That's so unfair"?  


Finally, the cartoon with the scales suggests that segregation was unfair to African Americans, but affirmative action is unfair to non-minority Americans.  A third set of scales suggests that there is a middle path, called "The American Way," which offers a perfect balance.  How would students define "The American Way," as the phrase is used in this cartoon?  What sort of actions, programs, or proposals would comprise this "American Way"?  Why does the cartoon suggest that affirmative action is not the "American Way"?

PART III: RESEARCH AND DOCUMENTATION


Part III provides an overview of the research process as well as a sample paper demonstrating MLA format and documentation.  If you will be assigning a term research paper or asking students to do shorter research projects, you may want to teach Part III early in the semester.


While Part III is designed as a guide that students should be able to read and follow on their own, you may want to reserve a class session for responding to their questions.  You might consider assigning groups of students to read various sections in Part III very carefully, taking notes and possibly preparing visuals, such as overhead transparencies or power point presentations as preparation for teaching the information they have discovered.


Many students find MLA documentation extremely challenging, and many still arrive from high schools where this system of documentation has never been introduced.  Therefore, you may want to plan a workshop day when students bring drafts of research papers to class along with drafts of their "Works Cited" list.  Then ask them to work in pairs evaluating what might need to be corrected for the documentation to be correct according to the models in the text.
