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Preface 
Welcome to Missouri Western State University and to teaching English 104: College Writing and 

Rhetoric. This guide will: 

 help you understand the basic principles behind the department's objectives for an English 104 

class 

 outline sample lessons 

 help you to write classroom policies that fit with your teaching philosophy 

 help you to incorporate lessons using the department-recommended style manual (SF Writer) 

 help you to create lessons that help students understand academic research 

 model how to incorporate readings from the suggested reader (Rereading America) into a 

lesson 

 provide examples of how composition teachers at MWSU evaluate/comment on student 

writing 

 provide sample syllabi from other English 104 courses (a complete list syllabi used by MWSU 

instructors can be found on the department website. Select the “syllabi” menu on the left.. 

 

Much of the basic information about English 104 included here will help you construct a syllabus that 

fits the department's objectives as well as reflect your own teaching approach and philosophy. Your 

ENG104 syllabus should focus on different ways to analyze and produce writing from a rhetorical 

perspective. Obviously, there are many theories on how to teach writing. This guide will offer a few 

different ways to approach writing instruction. We hope that you find that the department objectives and 

the Teacher's Guide will help you create a course that is compatible with your teaching philosophy. We 

believe that the department objectives for ENG104 will provide you with a lot of room to make the 

course your own and still create a course that is compatible with the English Department's philosophy on 

teaching writing.



ENG104 Goals and Objectives 

We understand that writing is an ongoing process of continuing to develop as a reader, 

communicator, and writer. Developing as a college writer involves multiple cognitive skills. In 

teaching ENG100, ENG104, and ENG108, instructors are helping students develop these 

complex cognitive skills in various contexts. Because the college writing courses at Missouri 

Western are sequenced courses (the courses build upon each other and reinforce learning that has 

occurred in previous courses, ENG100, ENG104, and ENG108 goals and objectives echo and 

reinforce each other.  

In attempting to articulate the dual focus of ENG104 (college composition and rhetoric), the 

following lists outlines which practices the instructor should emphasize.  

College Writing 

- Active, analytical reading and critical writing 

- Practicing writing in various forms (examples include: academic essay, email, speech, 

web site, blog, video, digital communication) 

- Engaging in close reading of texts (being able to read a text and comment on it 

analytically or rhetorically, e.g. audience, context, purpose) 

- Practicing critical thinking and critical writing activities, e.g. critical response journals, 

academic essays, blogs, peer responses 

- Locating, evaluating, and using scholarly sources within academic prose; Engaging in 

research-based argument (attribute, document, and incorporate others’ ideas in one’s own 

text)  

- Practicing organizational methods in writing  

- Learning Written Standard American English conventions (spelling, grammar, editing, 

use of a style manual, MLA style) 

- Learning and practicing a variety of processes including invention, drafting, and revision 

strategies (multiple drafts reviewed with feedback by peers and/or instructor) 

Rhetorical Awareness 

- Writing for various contexts, purposes, and audiences (rhetorical writing)  

- Attention to audience awareness and the use of language or graphics to appeal to specific 

audiences (the various tools of persuasion) 



- Understanding and use of rhetorical terms such as rhetoric, ethos, pathos, logos and 

kairos 

- Understanding how context affects the construction of a text; creating texts with attention 

to context 

- Practicing style in order to enhance communication 

 



How This Guide Works 
The introduction provides background information on the history of English 104. In short, the 

philosophy behind English 104 is to shift the emphasis of writing from strictly narrative (an 

individual's or the author's perspective) to a more complicated, critical awareness of writing such as 

where language differences come from, how different choices in language shape an argument, and how 

an audience interacts with a text. Students will be consistently challenged to think about how writing is 

produced and consumed. 

In "Creating a Course" you'll find blocks of advice about key pedagogical tasks like teaching from the 

suggested text, organizing peer groups, approaching evaluation, using a listserv (or other electronic 

communication), and creating meaningful assignments. 

The ways of organizing your syllabus (audience analysis, ethos/pathos/logs, argument context, and 

incorporating other voices) are constructed as four three-week units. The four sections will consume 

12 weeks of the course. The two remaining weeks that round out the fourteen week semester can be 

planned to reinforce lessons or concepts as you see fit. In each of the sections that describe the four 

units, we provide a description of the unit, objectives and goals of the unit, key terms, daily class 

activities, and assignment suggestions. At the end of each unit we've included an example of an actual 

student text along with evaluative comments (margin comments and narrative end comments) to give 

you some strategies for responding to students texts. The goal of the information included in these 

sections is to give you ideas about creating your own lessons and suggestions for how to create 

continuity while teaching a specific unit. We arranged the sections and lesson plans for each unit so 

that they vary according to the requirements of particular units. 

 



History of Composition 
In the late 1940s to the 1960s, college composition courses focused on formulas like the thesis 

sentence, five paragraph essay, research paper; grammatical and syntactical correctness were also 

stressed. In the 1970s and 1980s, English Departments across the country began shifting towards a 

method of teaching composition that focused on critical thinking and engagement in argument (a more 

rhetorical approach to the teaching of writing). From there, many college composition courses 

developed into teaching writing that focused on self-expression coupled with critical awareness to 

issues such as the politics of language and race, class, and gender. The current course emphasizes 

awareness rhetoric and specific writing strategies (conscious use of ethos, pathos, logos; awareness of 

the elements of argument; awareness of the politics of language; using academic research as a tool in 

argument) as well as emphasizes students' interests and histories as writers. 

The structure of the course you are going to teach focuses on rhetorical principles and being aware of 

how an argument is constructed. There is much emphasis on audience awareness and critically thinking 

about the intended audience and how to best appeal to that audience. The English Department allows 

teachers a lot of freedom in designing their own syllabus. We suggest that you follow the basic units 

outlined for the course (audience analysis, ethos/pathos/logs, argument context, and incorporating other 

voices) but that you teach these units in whatever way you feel you can most benefit your students. 

The current objectives and units create a movement from expressivist theory (what a student writes from 

a personal perspective is valid) to more social construction theory (all writing is based on social 

construction; we are creatures of our culture). Process theories of composition are also incorporated. 

Process theory focuses on teaching writing as a process that varies distinctly from one person to the 

next, but that the teacher and individual writer need to critically think about what process works for that 

writing. The classroom should include aspects of a writer's workshop where students engage in pre-

writing, multiple drafts, revision, and peer editing groups. Many teachers use portfolio grading, 

evaluating the student not only on the end product, but also the work done within the process of drafting 

and revising. The current objectives and units place emphasis on student texts, but also incorporate texts 

that are professionally written. These texts are offered as sites for analysis of rhetorical elements such as 

context, audience, purpose, and ethos/pathos/logos.  

 



Creating a Class 
In this section we offer some general teaching tips and strategies that will help you throughout the 

semester. ENG 601 and ENG 664 are good places to ask questions and consider other people's opinions 

about teaching methods and strategies. Talk to your mentor and other instructors about what works for 

them.  

Rereading America 

The readings in Rereading America offer a broad range of political topics and integrate issues of race, 

class, gender, and sexuality that will get students thinking critically about their response to readings, 

how and why their respond the way they do, who the target audience is for the text, and how the author 

constructs the text for that intended audience. Headnotes accompany each essay in Rereading America 

offering students an opportunity to analyze the context for the author and original publication of the 

essay. 

The anthologies includes "discussion questions" after each reading, that you may find useful.  

In addition to Rereading America, we encourage you to refer your students to The SF Writer. This text 

provides helpful information on citing sources as well as useful grammar tips. It also includes 

suggestions on how to engage in the writing process and how to construct solid thesis statements and 

paragraphs. We encourage you to incorporate lessons using the style manual at least once every couple 

weeks. Your students need to familiarize themselves with the style manual and understand that they 

should use it as a resource not only for the papers written in your ENG104 class, but in all their college 

writing assignments. You should also reinforce to them that they will be expected to have a style manual 

in ENG108. 

 

Leading Class Discussion 
Facilitating active discussion can be challenging. Many instructors lament that their students “just don't 

talk.” Rather than a problem with the students, this is often an issue with how the teacher is conducting 

the class. Make sure you are (from day 1) expecting students to participate and calling upon them to do 

so. Here are some techniques that might work for your class: 

 Call on people by name! 

 Make sure to make time each class period for discussion (it needs to be a habit and an expectation 

from day one). 

 Ask students to write about discussion topics in advance. 

 Wait out the silences. If you always jump in to fill in a silence, students will soon stop trying to 

participate. Wait out the silences. Sometimes people are just thinking and trying to formulate their 

ideas. 

 Start discussion by having students read from their journals. 

 Begin class with a focused, short, in-class writing activity. 

 Invite students to talk without first raising their hands. 

 Encourage students to talk to each other rather than directing all their 

comments to you. 



 Stop class occasionally and ask students to focus on a particular question or passage in their 

assigned reading. 

 Set goals for each discussion. Are you trying to generate multiple perspectives? Use new 

terminology? Address particular passages in the assigned reading? Model a particular kind 

of critique?  

 Be conscious of your role in discussion. Are you a leader, moderator, facilitator, secretary, 

silent observer? How will your role help you to meet your goals for the discussion? To 

really hear yourself as you lead class discussion, try recording yourself in class.  

 

During discussion, try to think of a 10 percent talk time ration to the students' 90 percent. 

 When tempers run hot, try stopping class discussion and asking students to write about their 

reactions. This can help you to understand what students "got" from the discussion and will allow 

every student an opportunity to respond without having to compete for space. Communicate to 

the students that conflict and discomfort are not negative things in a classroom. As long as people 

are respectful of one another, disagreement can be a site of learning. 

Writing An Assignment 

Many class management problems can be avoided if your expectations for good writing are clear. When 

assigning writing, make sure that your students have all the information they will need to understand 

your expectations for their work. It is important to not only verbally communicate the information, but 

make sure you write it on the board or hand out or post assignment criteria so all students have a 

documented copy of the information.  

Don't assume that telling students to keep a journal is sufficient instruction. A “journal” can mean very 

different things to each person. Do you want it to be formal or informal? What do you mean by 

“informal” or “formal”? Do you want them to focus on personal response or do you want them to 

critically respond to the text? Expect to spend time talking about the audience and purpose for the 

journal and your expectations for journal entries. If you don't consider a two paragraph response to the 

class listserv worthy of a grade, make sure your listserv guidelines include a length requirement and 

perhaps some question prompts. If you expect students to write to a particular audience, tell them so. If 

there is some particular level of analysis you expect to see in every good paper, be explicit about this 

expectation when you write the assignment 

In general, writing good assignments and spending time in class talking about expectations for good 

writing can save you a lot of time later when you must respond to the texts your students hand in. If you 

spend time up front drafting a detailed assignment sheet and going over your expectations, you are less 

likely to be frustrated by a stack of papers that miss what you were asking for. 

Some instructors post or make available copies of “model” assignments. Other instructors find that in 

doing so, many students use these as a boilerplate and therefore regurgitate the form without creating 

their own text.  

Some instructors feel it is helpful to hand out a rubric to students so that they know, before hand, what 

the assignment criteria are. If you don't want to hand out a rubric, you can generate a list, with the class, 

of things you will be looking for in the paper or the assignment. This way, the students feel empowered 

that they are part of the evaluation process and that you all understand what is being evaluated. 

Students often come up with a very rigorous list of what needs to be considered in an assignment if they 

are allowed to do that as a class. This also prevents them from coming to you after the assignment has 

been evaluated and saying, “I didn't know what you were looking for.” 



  

It helps to spend time in class discussing standards for good writing with your students 

specifically for use in your classroom. This can also be a lesson in audience: what does THIS 

professor expect? Who is the intended audience for the context of this assignment? 

Depending on the goals you have for your class you might also want to think about making 

explicit your expectations regarding: 

o criteria for suitable topics (do you want them to steer clear of things like abortion, capital 

punishment, affirmative action, gun control, gay marriage?) 

o audience to be addressed 

o purpose to be accomplished 

o assumptions you'd rather students did not make about audience 

o terminology you expect students to use 

o documenting sources and plagiarism 

o reliability of source material 

o gender-neutral language 

o page length, font size, margin size, word count 

o use of a style manual 

o clarity and correctness 

o any other specifics about how papers will be evaluated 

 

Create Clear Assignments  

Perhaps the most important thing you can do in assessing student writing is 

to offer a clear assignment. While basic competence in the use of English prose 

is not discipline-specific, the value of a given piece of writing can change 

dramatically from one context and community to another. That is, value 

judgments about writing depend heavily upon the context. If your writing 

assignments do not clearly spell out the context in which students are writing 

then it may be difficult for students to understand your expectations and it 

may be difficult for you to evaluate the papers you receive. 

Check your assignments to make sure that they explain the following: 

• Who is the audience for the writing? (Should it be directed at you, at other 

students, at the readers of Time magazine, at a group of teens, at the 

editors of a professional, peer-edited journal, the CEO of a company, or 

some other imaginary audience?) 

• What is the genre of the piece? (Is it a "standard" academic essay? A memo? 

A report? A web site?) 

• What is purpose of the piece? (Is it to communicate information from class? 

To practice a particular kind of thinking or knowledge? To simulate the 

activities of a professional in your field? Synthesize? Analyze?) 



• What should be the relation between assertion and support in the paper? 

(Should it make claims based on logic, on emotional appeals, or on forms 

of authority grounded in specific procedures? Do the students know those 

procedures-i.e. how to cite a text, how to distinguish reliable and 

unreliable sources, how to construct a poll or interview or survey?) To put 

it differently, what counts as evidence? 

• If the piece of writing is "creative," "flexible," or "open-ended," consider 

specifying the constraints within which such flexibility should be exercised. 

Also consider specifying the range of possible responses. 

Communicate Your Values and Expectations 

Handing out or posting an assignment is the first step in a communication 

with students. But it should not be the last. Too often, students feel that their 
instructors have mysterious expectations and that part of their job is to guess 
"what the teacher wants." If you assume that students ought to know your 

expectations, you may be disappointed by the papers you receive. Some writing 
situations call for a display of confidence and a show of objectivity, while others 

demand personal commentary or an attitude of interrogation and speculation. 
If you communicate your assumptions about what is “good writing” to your 
students, they will meet your expectations more quickly and they will be far 

less frustrated by your evaluation of their work. You are likely to find, 
moreover, that explaining the purpose of an assignment and listening to 
student questions about it will help you clarify it or revise it for future classes. 

 
Consider providing students with the following kinds of guidance: 

 

• Explain the purpose of the assignment 

• Spend some class time explaining the assignment and answering questions about it 

• Spend some time deciding your criteria for evaluation. What will you most value in this piece 

of writing and why? How much will you value each of its elements? By creating an 

assignment with clear evaluative priorities, you gain the authority to evaluate the assignment 

by letting students know your vision of good writing 

• Create and distribute a rubric for evaluation. Explain to students as clearly as possible the 

qualities of excellent, good, fair, and poor papers. You may wish to associate those qualities 

with grades. Whether you do or not, you should articulate the range of possible qualities that 

might place a paper in a given range. In a course such as English 104, where written 

argumentation is very important, a fair, or "C", paper might be technically perfect, but 

lacking a clear or persuasive argument. Alternatively, it might contain the seeds of 

compelling argument but with no support.  



 

Assigning Student Journals 

Many instructors find that journals are a useful way to get students writing. Generally, a 

journal is a shorter paper that can have more relaxed standards of writing (but most professors 

still insist on conventions of Stand Written English). Some use journals as a way to generate 

ideas for longer assignments. Most instructors do not see journals as simply emotive writing. 

In ENG104/ENG108 the journal should move beyond an emotional response to the text to 

something that is more critical (asking and answering questions of how/why about the context, 

audience, purpose of the reading). Below are some tips for making journal writing an 

increasingly successful tool for you and your students. 

 Put journal objectives and requirements in writing. 

Be clear about the goals for journal entries. Know yourself what kind of writing you expect to 

happen in the journal. Rarely does the "anything goes" technique motivate a student or 

accomplish what you really have in mind. Journals should be places where students feel 

comfortable to explore topics, digress, make connections between the text and their personal 

experience, or any number of things, but should NOT be a dumping ground for emotional 

responses to the text that don't move to critical examination. 

 Make sure you read journal entries. 

Although reading journals can be very time consuming, it is necessary that students don't feel 

that you are assigning journals as "busy work." Students will determine the value you place 

on writing in large part on the responses they receive. If you cannot read everything students 

write, what message are you sending the students? Make sure you write comments on the 

journals as opposed to just putting marks to evaluate. Don't have students write journals and 

turn them in at mid term or the end of the semester. This will send the message that the journal 

is not important. If you assign it, collect it immediate and get feedback to the students within 

the week. 

 Don't pretend the journal is a private forum where students can write "anything they 

want” 

Claiming that students can "write anything" to successfully fulfill journal requirements only 

invites misunderstanding and misconception. . 

 Tie journals to course curriculum by using them frequently in class activities or to launch 

class discussions.   

Students often express the desire for teachers to give journal writing topics (usually as options) 

that relate to the course material. By offering stimulating questions, teachers invite thinking and 

simultaneously model the kind of questioning students should come to on their own. 

 

Peer Groups 
Peer review is one of the oldest forms of writing instruction in which writers 

give each other feedback on their writing. It is still the dominant model of 

editorial assistance to both creative and scholarly authors and few writers 

work without the assistance of such feedback. Peer review can also be an 

invaluable classroom technique because, done properly, it provides the 



students with significant feedback and because it gives student writers an 

audience about whom they care deeply. 

Peer review has become increasingly important in writing classes. It can work 

in a number of different ways. In one popular form, students are assigned a 

paper and told to bring several copies to class, or to exchange copies with 

certain class members (usually groups of 2, 3, or 4) before class. Students 

read each others papers as homework and write a one to tow paragraph 

evaluation of each, following directions provided by the instructor.  

During the next class period, each group discusses the essays they read for a 

substantial portion of the class period. Ideally each writer receives substantial 

critical feedback, both in writing and in person. The student then revises the 

paper and hands it in to the instructor, who collects the draft and the revision 

as well as any written peer reviews so that all of this material may be 

evaluated. In practice, however, only the final draft needs to be read closely 

and commented upon extensively. 

Many instructors use somewhat different forms of peer review. Some 

instructors ask students to bring papers to class and exchange them with 

another student. The students then read and discuss each others paper. 

You may wish to modify the procedures described above to suit your needs. 

What is important, however, is that you provide clear instructions and 

guidance during this process. Peer review is highly successful when supervised 

properly. But it can easily become a waste of time if an instructor does not 

believe it is important or does not work hard to teach students how to do it 

properly. Before you implement peer review, consider taking your students 

through the peer review training exercise described below. Also, be sure to do 

the following: 

Work out the logistics. Peer review can be chaotic. Try to let students 

know in advance what you expect of them at home and in class on the 

day of the peer review. How many copies of their paper should they 

make? Who are their partners? When should they exchange papers? 

What kind of written document do you expect? How many minutes will 

they discuss each person's work? 

Choose groups thoughtfully. When doing take-home reviews, consider 

using groups of three so that writers get a sense of when something 

they’ve done gets similar feedback from more than one reader. Students 



are less likely to dismiss the comments of two readers as mere difference 

of opinion. You might also want to group students for particular 

reasons—for instance, they may have different takes on a policy issue the 

class has been debating and writing about. You may want to group 

weaker writers with stronger writers; or slackers with other slackers. 

Finally, be aware that some student provide excellent peer reviews while 

others do not. Consider changing the student groups throughout the 

semester to ensure that everyone has some positive experiences. 

Give clear instruction to student evaluator. Do no assume that students 

will know what to look for. Frequently, they will gravitate toward minor 
issues such as spelling and typographical errors. They must be taught to 
focus on issues of structure and argument instead of proofreading. 

Before your class’s first peer review, give students question or guidelines 
to shape their response to their peer’s essay. 

 

Peer Group Discussions 

• Set the pace of discussion and do not tolerate superficial discussion. During 

peer review discussions, tell students how long they should discuss each 

paper and do not let them move on to another paper until you say so. At 

first, students will "run out" of things to say and may attempt to fill the rest 

of the time chatting. Try not to let that happen. Students frequently do not 

know how to approach a text (including their peer's paper) rigorously - but 

they can be taught to do so and doing so is one of the most important things 

composition instructors do. If students tell you they are done discussing an 

essay, sit down with the group and ask them to summarize what each other 

will do to revise. 

• Ask for a report of their advice to the author, and go over the author essay for 

things they have missed. Usually, you will find a number such issues in 

short order. Let the group know that you are disappointed by their cursory 

overview of the paper and encourage them to examine it in much more 

detail. 

• Mediate conflicts carefully. Students may approach you to contest the validity 

of a peer review. On these occasions, try not to undermine peer review 

process with your superior authority. Try to help the writer understand 

what her or his reviewer was responding to.Of course, there may be 

occasions when the best thing is simply to disagree the student review, but 

try to make clear that you take t student reviews seriously. 



• Provide models of excellence. Consider xeroxing and handing out good peer 
reviews to emphasize their importance and to remind students that you believe 

they are important. 

 

Assigning peer review 

Both instructors and students are often frustrated by peer review. Instructors are frustrated 

because students don't take peer review seriously (not spending the time and energy to give 

meaningful feedback) and students see it as busy work because they aren't getting decent 

feedback from their peers. 

As with anything else in the classroom, if it matters, make it count. In other words, assign a 

grade for the feedback people give. Make sure they have clear guidelines (or a handout to fill 

out) for giving feedback to their peers. If they know they are getting a grade for peer review, 

they will spend time and energy to give thoughtful feedback. 

Also make it count for the writer. Give them a grade for how well they incorporate their peers' 

comments. If they aren't revising from peers' comments, they aren't doing their work as a writer. 

Some teachers find it useful to spend a class or two doing training in peer review. See Appendix 

A for an example of a peer review training lesson. 

The following sample assignment may not address the same criteria you might ask your 

students to use when writing peer reviews. However, it is explicit in what it asks students to do 

in order to receive a grade for peer review (this class critiqued model papers collaboratively 

before the first peer review work was assigned): 

Sample A: Peer Review Guidelines 

Peer reviewers should consider all of the issues that we've discussed while critiquing 

papers as a class. Look closely at content, organization, development, sentence structure, 

paragraphing, problems with clarity, and word choice. Are claims supported 

appropriately? 

 

Are the author's assumptions about audience appropriate? Is the author credible? Does 

the author write well to a skeptical audience? Be skeptical as you read. Question 

assumptions, literally (write your questions in the margins).  

 

To get a grade you must make comments and detailed suggestions in the margins on the 

actual paper, and include a summary statement which addresses the overall content and 

structure of the paper. You do not need to give your opinion of the issue being argued, 

but you do need to point out strengths AND weaknesses in the argument itself while 

offering suggestions for improvement. Focus on helping your teammate to revise his or 

her paper. The author is your primary audience (don't talk about him or her in the third 

person).  

 



Peer reviews are assigned a letter grade and cannot be revised. Due to the nature of peer 

review, students who come to class unprepared will be counted as absent, and late 

written responses will receive a failing grade. 

 

Sample B: Peer Review Guidelines  

The following is another sample Peer Review Instruction Sheet that provides some useful 

guidelines and specific tips. 

Peer Group instructions 

Peer Group Process 

Writer: 

1. Read your piece aloud. 

2. Ask, "Any questions or comments?" after reading it. 

3. Ask the group one or two questions you have about the piece. 

4. Choose the next person to read. 

Reader: 

1. Concentrate on what the writer reads to you. 

2. Tell the writer what you liked or teamed about the piece or the author. 

3. Ask the writer any questions you have about the piece. 

3. Tell the writer anything you would like to know more about the piece. 

5. Offer suggestions for what steps the writer might take next to improve the piece. 

Your aims as a peer editor: 

1. Help the writer discover new ideas/insight about her or his topic. 

2. Help the writer know where to add information. 

3. Help the writer decide what to do next with the piece. 

4. Ask questions to identify confusing/interesting/unclear parts of the piece. 

5. MOST IMPORTANT - Make sure the writer leaves the group with enough direction and 

support that he or she wants to go back to the piece and work on it more. 

 

Some reasons groups struggle: 

1. Writers give the impression that they don't want any advice (incomplete drafts or polished 

drafts). 

2. Group members don't want to disagree or criticize. 

3. Group members don't think the rest of the group is honest. 

4. A writer doesn't feel listened to by group members. 

5. A writer lacks an understanding of audience and of reader's questions. 

6. Responses are too general. Specific suggestions aren't given to a writer. 

7. A writer doesn't understand how to revise or doesn't care enough about the paper to revise. 

How to prevent your group from struggling: 



1. Don't equate revision with being WRONG - you are here to improve. 

2. Don't assume that writing is equated with inspiration - you can change what the writer has 

written for the better. 

3. Do assume that you have something to offer - have a high opinion of yourself as a growing 

writer and intellectual. 

4. Know that giving suggestions is not just my job. Don't assume that you don't know what I 

want from your writing - just look at the assignment sheet or ask me. 

 

It is your responsibility as a member of this class to bring a draft to peer editing sessions. If 

your partner doesn't bring an appropriate draft, please let me know. If this happens, you may 

need to set up a time out of class to meet with your partner to peer edit. 

 

Revision 

Often, revision is considered proofreading by teachers and students alike. In ENG104 and ENG108, we 

emphasize revision as "rethinking" a paper in its entirety. Even in drafts that are successful in their initial 

forms, some revision must take place. Here are some tips for explaining the revision process to your 

students: 

 Think of revision as broken into two parts: "vision" and "re" (to see again) what has been 

produced. It is "re-seeing." 

 Consider the four elements of revision - addition, deletion, substitution, and rearrangement - 

and then explore with different forms, styles, modes, and perceptions. 

 

As Stephen King, a prolific and popular writer, has said, “Revision = First Draft – 10 percent.” 

Try to get students to think of revision as more than just “adding to” an assignment. 

 Revise with a partner. The peer group workshop and revision conference are very effective 

aids to the revision process. 

 Take a break between writing and revising the paper in order to create some distance and 

gain perspective. 

 Try experimenting with different voices and structures, (especially useful in the narrative 

unit). 

Consider using the essays Rereading America to brainstorm ideas for how students would revise those 

essays. You could also use student papers in class as examples of successful and unsuccessful revisions, 

and go through a revision process with the whole class on an overhead projector. Some instructors 

choose to ask for volunteers to do this; others select papers at random (removing the names) and 

working through the revision as a class. 

 

Portfolios 

Portfolios are an end-of-semester collection of student work in which the 

student is asked to revise (from the instructor's comments) some or all of their 



writing during the course of the semester. It is up to you to decide the 

parameters of the portfolio you will ask students to put together, but the first 

year you are teaching at MWSU you will be required to ask for end-of-semester 

portfolios from your composition students. The theory behind this practice is 

that students need an opportunity to revise from the teacher's comments and 

that going back to work that was written at various times during the semester 

allows the student to reflect on their writing and how their writing has changed 

or grown.  

 

Conferencing with students toward the end of the semester, talking with them 

about what they are planning to revise and how, are essential to successful 

portfolios. Many instructors give a substantial percentage in the final course 

grade for portfolios (along the lines of a final exam grade) so that students 

understand the importance of creating a portfolio. Before conferencing with 

students, you will probably want to go over in class what makes a solid revision 

and how you will be evaluating portfolios. 

 

Conferences 

For all composition courses, you will be expected to conference at least once with students, 

individually, about their work in the class. Many instructors choose to conference with students 

at midterm. Conferencing with students t midterm allows the students to clearly understand 

where their midterm grade is coming from and to have a conversation with you, the instructor, 

about any concerns you have about their writing.  

 

Most instructors meet with students for about 15-20 minutes. Part of that time is spent talking 

about the work of the course and how the student is performing. You can also ask students to 

bring with them papers they are working on or projects you have already commented on or 

graded so you can talk in specifics about the student's writing. It is acceptable to cancel a class 

period or two in order to accommodate conferencing with students.  

 

Most students and instructors find that the amount of information and learning that is exchanged 

in a one-on-one conference is worth the extra effort of taking the time to meet. 

 

The Problem Student 

Occasionally you will encounter a student who has exceeded absences and has failed to turn in a 

critical amount of work. It is up to you to decide your course policy on attendance and missed 

assignments. Many instructors do not allow any late papers; some instructors are more tolerant of 



tardy work. Regardless, if you have a student who has exceeded their absences or violated the 

writing policies of your course by not turning work in, you need to notify them in writing.  

 

You can send them an email because emails have a date and time stamp on them. I would also 

suggest handing the student a hard copy of the email the next time you see them in class (if you 

do). Below is a sample email you could use for such a purpose: 

 

 Dear NonStudent: 

 

As of today (insert date) you have missed X number of classes/assignments, which is a 

violation of the attendance policy as outlined in the syllabus. As clearly stated in the 

syllabus, the consequences for these absences/lack of turned in assignments is a failing 

grade in the course. 

 

You will receive an F for ENG104. You cannot make up the work to improve your grade. 

If there are any extenuating circumstances that would persuade me or the Director of 

Writing to waive the policies of the department and my syllabus, now is the time to make 

that argument. Otherwise, you will receive an F in ENG104. 

 

I am informing you of your standing in this class so that you can use the information to 

help in decision you should make at this time. Because you are getting an F, you may 

choose to concentrate your efforts on other classes, to get the best grade possible in them. 

Or, you may choose to continue working on yoru writing in this class; this will help you 

the next time you take ENG104. But please understand that if you choose to continue 

with the course, this work will not change the grade you have already earned in the 

course, which is an F. 

 

You may retake this course next semester and the grade you receive at that time will 

replace the F when your GPA is calculated. Your academic adviser can provide you with 

more information about this process. I have given the Director of Writing a copy of this 

letter, so she is aware of the situation. 

 

Sincerely, 

 

Your Name Here 

 

cc Kay Siebler, Director of Writing



The Four Core Units and Moving Through the Semester 

 

The four core units are: 

1) audience analysis 

2) ethos/pathos/logos 

3) argument context (kairos) 

4) incorporating other voices 

If you spend about three weeks on each of these units, you will reinforce the concepts enough 

to ensure the class has internalized the key concepts of each. You do not need to follow these 

units in a specific order. These are guidelines to help you hit on all the main objectives of 

ENG104.  

How Much Writing Should I Assign? 

How much writing you assign depends on how you want to create your class, but a good 

guideline is that you should have students writing 3-4 longer papers (4-5 pages) and some 

shorter papers or journals that can be seen as pre-writing or idea formulation for the longer 

assignments (20-30 pages of text over the course of the semester). Many instructors also ask 

that students, at the end of the semester, turn in a portfolio of revised text (text that they have 

written and received a grade on during the semester, revised from the instructors comments).  

 

Regardless of whether you want students to write two 4-5 page papers and one 8-10 page 

paper or six 2-3 page papers and three 5-6 page or some other combination to get students 

writing 30 pages, you want to make sure that you are giving them meaningful feedback on 

their writing and that you return their work to them before you collect another writing 

assignment. No matter how much feedback you give to students, it is not useful if they 

are asked to write their next assignment without getting feedback from the first. 

 

When you are reading student work, you want to give feedback not only on the content of 

their work, but the writing itself. It is good to focus on one or two error patterns that you 

notice in a given text and point those out to the student. A student will get overwhelmed if 

feedback is not pointed and specific regarding a limited list of errors. 

 

Some instructors find it useful to respond to student texts electronically (asking students to 

submit papers electronically and then inserting margin comments with the “Comment” 

function on MSWord).  

 

One strategy I use for longer papers is that I voice record memos to the students (talking to 

them about the paper after reading it and making margin comments), giving them suggestions 



on how to revise or what error patterns I have noticed. I then forward the electronic voice file 

to them via email. The students are required to listen to it and then transcribe a bullet list of 

what I said to them in the memo. This way I am certain that they not only listened to my 

feedback, but understand it. As an added bonus, they have a bullet list of how to revise when 

they go to revise for their portfolio. 

 

Using Rubrics 

More composition instructors are finding it beneficial to use rubrics when evaluating student 

papers. Rubrics are a set of criteria that help create consistency in evaluation across various 

papers. Many teachers also find that once they define a rubric, it saves them time when they are 

evaluating papers. 

 

It may not be necessary to share your rubric with your students, but you should at least share 

with them the evaluation criteria so they understand what you are looking for when you are 

evaluating their work. The evaluation criteria you are using would be beneficial for them to 

have during peer review. 

 

The following is an example for a rubric created for a research-type paper. You can have as 

many categories for the rubric as you would like, but it simplifies things to assign a point 

system to each category that can then be translated into a grade or mark for the project. 
 

Rubric for ENG104 Major Project IV: Research/Public Rhetoric 

Project Criteria 0 points 5 points 10 points 

The claim is clearly 

established. 

The thesis/claim is 

not clear and the 

reader has to read a 

few paragraphs into 

the project to 

determine the main 

point.  

The thesis/claim is 

clearly stated, but 

some of the supports 

seem to wander from 

the claim. 

The thesis/claim is 

clear and all supports 

are clearly tied back to 

the thesis/claim. 

The problem/issue 

that the 

writer/speaker wants 

the policy making 

board is clear and the 

action the writer 

wants that body to 

The writer fails to 

outline a solution to 

the problem or a plan 

of action he/she 

wants the policy 

board to take. 

There is a plan of 

action outlined for 

the board/policy-

making group to take. 

The plan of action is 

not only clearly 

articulated, but the 

writer/speaker also 

addresses rebuttals or 

counter-arguments 

that will arise in 



take is specific. relation to the plan of 

action. 

There is a policy 

involved and the 

writing is directed 

towards the people or 

person who can 

change the policy. 

It is unclear who the 

specific audience is 

and whether they 

have the power to 

change this policy. 

The policy is not 

clearly described. 

The audience is clear 

and the audience has 

the power to change 

the policy. The policy 

is clearly described. 

The writer uses 

rhetoric that will be 

very convincing to this 

specific audience and 

he/she shows that 

he/she clearly 

understands not only 

the policy, but the 

history of changes to 

the policy. 

The supports are clear 

and there is one 

support per 

paragraph 

There is often more 

than one support per 

paragraph and 

supports are not 

clearly articulated 

(detailed examples 

are missing or 

explanation of 

examples). 

There is generally one 

support per 

paragraph and each 

supporting paragraph 

includes an example 

(in the form of a 

citation, personal 

experience, or other 

example), and the 

writer explains how 

the example relates 

back to the problem. 

The writer consistently 

offers dynamic and 

convincing examples 

with each support and 

the evidence used 

with supports has 

credibility with the 

audience (the sources 

and examples used 

with bear weight with 

the audience). 

Quotes are integrated 

and explained (not 

plopped) 

 

Quotes and citations 

are only occasionally 

introduced using MLA 

style, giving ethos to 

the person who is 

being quoted. 

The writer does a 

good job integrating 

quotes and explaining 

why they are 

important to the 

argument, but 

occasionally the 

explanations are thin. 

The author 

consistently 

introduces quotes 

using MLA style and 

then explains how and 

why the quote is 

essential to his/her 

argument. 

Quotes are cited 

correctly using MLA 

style 

There is little 

evidence that the 

student is aware of 

MLA style or the use 

of a style manual. 

Quotes and citations 

generally follow MLA, 

but there are a few 

errors in citations. 

This student could get 

a job with MLA, the 

citations are so clean! 

There is a If a bibliography The student includes The student has gone 



bibliography that 

accompanies the 

letter/speech (MLA 

style); There are at 

least four research 

sources used and two 

of these are 

academic/scholarly 

sources 

exists, it does not 

have the correct 

number and type or 

sources and/or does 

not follow MLA style 

an MLA bibliography 

with the required 

number and type of 

sources. 

above and beyond the 

research requirements 

by including more 

sources, including 

scholarly research, and 

the bib is in MLA style 

There is evidence of 

careful editing 

I have had to stop and 

circle more than four 

editing issues per 

page. 

There are about 2-3 

editing issues per 

page, but not enough 

to distract from the 

argument. 

The text is extremely 

clean. 

The writer/speaker 

addresses counter-

arguments (there is 

evidence that the 

writer/speaker is 

considering other 

perspectives and 

addressing concerns 

that other 

perspectives will bring 

to this issue) 

There is no evidence 

that the writer is 

aware of counter-

arguments or 

counter-arguments 

are brought up but 

never addressed. 

The writer addresses 

counter-arguments, 

but may forget to 

include some of the 

more provocative 

counter arguments or 

does not address the 

counter arguments 

fully. 

Counter arguments 

are not only well-

articulated, but 

thoroughly addressed 

in ways that will give a 

person on the other 

side of this issue a lot 

to consider. 

 

Once you define a solid rubric, you can use it again and again, simply adding or tweaking criteria 

or categories to suit the assignment. The following is a more general rubric used for student 

critical response journals (short 2-3 page assignments that offer a critical response to the class 

readings and discussions). 

 

Rubric for Critical Response Journals (2-3 pages in response to readings) 

Check (acceptable): A check journal is one that addresses topics in the readings and connects those 

topics to either personal experiences or other texts within this course or other courses. There is 

evidence in the journal of analysis (asking and answering the “how/why” questions from different 

perspectives). The student asks interesting and in-depth questions about the readings and attempts to 

answer them. The journal may move from one topic to another with good transitions, with the focus on 



more than one claim. The writer avoids summarizing either the texts or class discussion; the focus of the 

journal is an analysis of specific points in the text that interest the writer. It is clear by the focus that the 

writer is reading carefully and with a pen in his/her hand. The writer may include some emotional 

response to the text (“I liked this,” “I hated this”) but moves beyond the emotional response to an 

analysis of why he/she had the response. There is evidence of careful editing and MLA style is used with 

citations. The writer includes specific quotes from the text to analyze and inform. The journal meets the 

page length requirement of at least two full pages and the writer sustains a solid discussion for those 

pages. 

Minus (not quite meeting the assignment criteria; needs attention): A minus journal is one that is thin 

on analysis or a journal that focuses mostly on an emotional response to the text (what the writer liked 

or didn’t like about the text) without reflection on why/how the writer had that response. A minus 

journal relies heavily on summary either of the texts or of class discussion. The journal does not attempt 

to make connections across texts or to other experiences, courses, cultural issues. The journal may focus 

primarily on personal experience without indication that there could be other experiences that would 

support a different perspective. The journal falls short of the minimum page requirement of two full 

pages. The journal contains sloppy proofreading. The reader may find it difficult to identify a thesis or 

claim or there may be several different claims, unrelated to each other, throughout the journal with few 

– or weak -- supports for each claim. 

Plus (impressive work): A plus journal creates a strong, impressive analysis of a single claim that either 

focuses on one text or creates connections across texts. The writer includes impressive supports that are 

detailed and clear. The writer clearly articulates his/her analysis. The writer’s supports create strong 

connections between the text and other texts (either for this class or another class). The supports 

examine connections between the text and personal experiences. Awareness of larger cultural issues is 

incorporated into the analysis. The “how/why” questions of the analysis are answered fully from more 

than one perspective. The student asks interesting and in-depth questions about the readings and 

answers them, taking into account various perspectives. The writer addresses counter arguments or 

other perspectives that may be different from his/her own and includes an analysis of those 

perspectives. Quotes are used effectively and correctly cited using MLA style. The text is clean and free 

of editing errors. The journal meets the minimum page requirement. The writer moves beyond the 

obvious and creates an analysis that offers a fresh, intelligent insight to the readings and class 

discussions. 

 

The First Week of Class 

The first week of class sets the tone for the semester. Make sure that you walk into class appearing 

organized and in control. What tone do you want to set for the class? Casual? Formal? Personable? How 

do you want the students to address you (by your first name or by a courtesy title)? All this needs to be 

established on the first day of class. A composition class works the best when students not only trust and 

respect the teacher, but one another. Create an exercise that first day that will engage the students in 

meeting each other. In order to learn from their classmates, they need to know their classmates. You can 

create an environment where they know each other and have fun learning 



. 

 Encourage students to get to know, trust, and rely on one another by assigning small group work 

and student-oriented class activities. 

 Learn your students' names and encourage students to learn the names of their classmates. 
Don't assume that a one-time introduction at the beginning of the first class is enough to really get 

students acquainted. Ask students to take roll or create small activities and games that focus on 

learning names. You should be able to name your students by the end of the second week. Some 

may argue that this takes time away from the real curriculum, but the time and effort spend 

creating a classroom community where everyone knows everyone else will create a climate of 

trust and productively. Class discussions and peer review will be far more meaningful and 

dynamic. 

 If you have trouble articulating your pedagogical goals, it is sometimes useful to read with 

students the educational philosophies of teachers that have strategies and goals similar to 

our own. For example, you might have students read selections from bell hooks' Talking 

Back, or Paulo Friere's Pedagogy of the Oppressed. The selection from Friere is useful in 

putting the responsibility for active learning on students. Using this essay in the first week 

of the course always generates interesting discussions about the purpose of education and the 

roles of students and teachers, hooks has been useful, sometimes even at midterm, in 

explaining to students not only your teaching philosophy, but reasons why an approach might 

feel uncomfortable to them. 

Suggestions/or First Week Activities, Assignments, and Short Writings 

Lesson 1 

After reviewing the syllabus, introducing yourselves, and perhaps taking part in an icebreaker, ask 

students to write for about 10 minutes about their expectations for the class. How do they differ from the 

syllabus? What goals would they like to accomplish as a writer this semester? 

Reading Assignment: 

"The Banking Concept of Education" by Paulo Friere. Ask them to come to class with questions or 

comments about the syllabus. Ask them to reflect on their own education. When were they “banked”? 

How did it feel? When were they called upon to critically engage and discuss? How did that feel? 

Lesson 2 

Return the students' in-class writing from the first day with your comments. This sets the precedent of 

returning student writing in a timely manner and with thoughtful comments. Next, ask the class about 

their comments or questions about the syllabus. Spend some time on the Friere piece, as well. Many will 

have things to say about their past educational experiences as "banking" experiences. What have they 

found to be the best way for them to leam? How are their classes this semester? What kind of 

responsibility do they assume as learners in each of their classes? In this class? 

Next, ask students to jot down their own writing process. Tell them not to write down what they learned 

in high school, but what really works for them. Can they remember a time that writing was easy or fun? 

What was the process for that? Share your own writing process. Share your personal writing process 

with your students: “I need to be in my comfy chair, with a cup of coffee or tea. I don't want music 

playing or other background noise.” Or is there a step before that? Is the idea percolating in my head 

while I do my morning run? Ask students to think critically and carefully about what works for them. 

Split them into groups and ask them to discuss with one another their processes. This will help them 

learn each others names and realize that others in the class may have the same struggles with writing that 

they do. After the groups have met for about 10 minutes, ask each group to share one thing that they had 



in common. This serves as a nice transition into the short paper they will write for next class. Encourage 

them to take a few moments to add to their process if others brought up things they wanted to include. 

Collect the writing processes and then write comments and suggestions on how to maybe tweak their 

process so they can try something new (if they are struggling with a certain area). Make a note of your 

suggestions for each student and then follow up with them later in the semester to see how it is going. 

 

For the next class, ask students to write a short paper about their history as a writer. Here's a sample 

prompt: 

For Friday, write a 2-3 page paper (typed, double-spaced) on your history as a writer. You 

might address the following: What problems have you faced as a writer? What are your 

strengths? How do you write (what's the process)? What pieces are you particularly proud 

of? Why? How do you envision your writing developing over the next four years? How has 

banking played a role in your writing development? Anything about your writing - whether 

poetry or prose - is applicable to this paper. These are just some questions to get you 

thinking. I will ask you to share this paper with the class on Friday. 

 

 

Lesson 3 

For today, ask a few students to share their writing histories. You might ask them to do this in groups 

or to the whole class. You should write a history as well and read it aloud to the class - this will help 

them get to know you and feel comfortable with you not only as a teacher, but also as a writer. Next, 

ask the class to list the qualities of "good writing" while you record them on the board (or ask one of 

them to). What qualities can you agree on? Which are most important? Which ones do the students 

identify as weak or strong points? Ask them for write for about ten minutes at the end of class about 

the list and their relation to it.  

 

Introduce the concept of audience: As you are talking to them about what they wrote, ask them who they 

envisioned their audience to be. What did they think the professor would want? Not want? Make a list on 

the board and then talk about what you – the intended audience – were really looking for and why they 

made the assumptions they did (past experience? Stereotypes? Evidence gathered from the first day of 

class? 

 

This should be your first lesson in audience awareness. You take take this further by asking them 

whether they were even aware of their assumptions about audience. How could they be more aware? 

How can they, regardless of when/how they are writing, critically think to deliver writing that is more 

meaningful to their audience? What are the consequences of not thinking about audience? 

 

Writing Process Survey (you can use this or create your own) 

1.     Briefly describe your "writing rituals": the steps or actions you need to take before you begin to 

write. 

2.     What is the most difficult thing for you when you write? 

3.     What is the easiest thing for you when you write? 

4.    Do you generally write one draft of a paper or more than one draft? 

5.     When do you let someone else read your papers? 

6.     As you write, do you stop to make corrections, to look up words in a dictionry, to look up rules on 

grammar, or do you just press on and do that later? 

7.     How extensive are your revisions of papers? 

8.    What kind of response do you prefer to receive to your writing? 



9.    What kind of writing assignments do you prefer to work on? 

10.   Do you begin working on an assignment right away or do you delay? 

11.   What is "good writing" to you? 

12.    What do the words revision and editing mean to you? 

13.    How do you decide that a paper is finished and that there is nothing more that can be done with it? 

14.   Name five things about your writing process that you would like to change or work on. 

15. Name at least one way to accomplish one of those changes. 

 

UNIT 1: Audience Analysis 
During the first week you have laid the groundwork for audience analysis by asking your 

students to think about the assumptions they made about you as an audience for their first short 

assignment.  

 

Audience awareness calls upon the students to think about who their audience is before they 

begin writing. They need to be critically aware of the audience so that you can then move on to 

ethos/pathos/logos analysis. 

 

Any readings you present to them can be sites for interesting audience analysis. 

 

Lesson 1: 

Bring in a novel (or several) that have interesting covers on them. Get students into groups and 

have them analyze the covers (tell them they cannot open the books). Ask them to make a list of 

who they think the target audience is for the book and then present evidence to justify their list. 

For example: 

 a sepia toned photo of a girl would appeal to an audience that is interested in reading a 

historical novel or a novel set in a past time 

 the blurbs on the back of the novel can be analyzed for who wrote them (was it a well-

known newspaper like the New York Times or a famous author?) to determine what kinds of 

other books or periodicals the target audience reads 

 is the cover marked by gender or race in any way? Which audiences would be interested 

in a book marked that way? Why? 

In addition, it is always interesting to find the same book with a different cover (or the 

corresponding film) and analyze how the target audience shifts between covers. 

 

Lesson 2: Assumptions about Audience 

You can choose an essay from Rereading America that is intended for a specific audience based 

on the vocabulary used. An example of a good essay is ñ???ò because it references a lot of 

parts of San Francisco and gay culture that may not be caught by the students on the first 

reading. Have the students re-read the essay and underline each piece of evidence that they feel 

reveals a specific intended audience and then talk about the evidence and who the intended 

audience is. 

 

The author, ???, changes from “they” to “we” towards the end of the essay. Ask the students 

why they think she does that and what it means for the audience. What is the author asking the 

audience to do? 

 

Lesson 3: Rewriting for a Different Audience  



Present the students with a web site, youtube video, computer game or other text and ask them 

to analyze who the audience is and give supporting evidence. Then ask them to revise the 

audience (you can do it together as a class and then get them in groups to revise a third time for 

another audience). Make the students articulate how/why they would change the text to appeal 

to their chosen audience.  

 

In order to address the issue of audience analysis, you should call upon students to think about 

different demographics such as: 

 race 

 class  

 gender 

 cultural identity 

 age 

 sexuality 

 ability 

 family status 

 geographic location 

 educational background 

 

In talking about these dynamics, there is a fine line between stereotyping these identities and 

thinking about them in ways that help the author create a meaningful text. You can look at an 

add for a product (a razor, a soda, a car) in magazines of very different demographics and talk 

about how/why the ads are different. What stereotypical assumptions are the marketers making 

about the readers of the magazine? Are those safe assumptions or not? Is there a possibility of 

offending someone by making certain stereotypical assumptions? Is there a way to avoid 

stereotypical assumptions when thinking about audience? 

 

Lesson 4: Analyzing One's Own Rhetoric 

Present the students with a scenario (e.g. There is an event in another town (near or far) they 

want to go to, but they don't have a way to get there and the event is going to involve $ that they 

really don't have the cash for). Ask the students to write an email to a friend attempting to 

persuade them to help out. Have the students share their emails and articulate what assumptions 

they made about what would best convince that audience. Then ask the students to rewrite the 

email trying to persuade a parental unit or spouse to help out. Have them read that email and talk 

about why it is different in tone and word choice and argument strategy. 

 

Major Project Idea 

For a major project in this unit, you can ask students to analyze the audience of a text of their 

choice. They can choose a commercial (analyzing when/why the commercial was aired when it 

was and who the intended audience was), an essay, an email, a web site. The students should 

have to not only articulate who they believe the intended audience is for the text, but what 

stereotypes or assumptions the author of the text is making about the audience. The students 

should then offer examples of how/why they see the text as either effectively or ineffectively 

appealing to that intended audience and how the text could be more effective for the audience.  

 



When assigning this, you need to make clear that students need to move beyond the obvious to 

the more insightful details of the text.  

 

Teaching Paragraph Structure 

Before assigning this first project, you will probably need to review with students what a good 

argument claim looks like. There experience with writing for teachers involves writing a thesis. 

They will be able to quickly tell you what a thesis statement is. Because you want to focus on 

argument, you need to articulate the difference between a thesis and a claim (a claim makes a 

statement that will then be supported with evidence to convince the audience of a specific 

perspective as opposed to a thesis that is often just presenting information as a report).  

 

The supporting paragraph structure is one that presents evidence and an analysis of that evidence 

to support the claim. Students will need to practice not only providing a detailed example, but 

analyzing and explaining the example in ways that it supports their claim. 

 

 

UNIT 2: Ethos/Pathos/Logos 
The heart of a good rhetorical analysis is looking at Aristotle's ethos, pathos, and logos. In this 

unit, you should introduce the terms rhetoric and ethos/pathos/logos to students and ask them to 

look for ways various authors use ethos, pathos and logos to persuade a specific audience. 

 

In talking about ethos, pathos, and logos, first introduce Aristotle and give context for who he 

was and why we use him today. Talk about the rhetorical triangle (Aristotle believed that an 

author had to pay attention to an equal balance of ethos, pathos, and logos in order to appeal to 

the largest audience.  

 

Transition from Aristotle to talking about the specifics of ethos, pathos, and logos and how many 

texts they will analyze aren't balanced, but that is often an effective rhetorical strategy if the 

author is intimate with the audience and knows what will work to appeal to them. If one does not 

know one's audience well, best to keep a balance. 

 

Lesson 1: Introduction of Terms 

This can be in the form of a mini lecture with a brief group analysis of a text that has examples 

of all three types of rhetorical tropes presented. 

 

Rhetoric: the art of persuasion or the available means of persuasion. Some have argued that 

everything is rhetoric (we are always trying to convince someone of our perspective by using the 

tools we have available to do that). Ask students to think of some examples of rhetoric they 

engaged in recently (convincing a friend to go to a certain movie, convincing a professor they 

needed an extension on a paper, persuading a someone to help them with a task). 

 

Ethos: ethical appeal or the reputation, credibility, status, respect of the author/speaker. How do 

people gain credibility with their audience (tone, clothing, gestures, past relationships, choice of 

language, eye contact, presentation of facts or evidence, demonstration of credible research or 

information)?  

 



Point out that ethos (unlike pathos and logos) is something the author has or does not have even 

before the presentation of the text. Ethos (unlike pathos and logos) fluctuates depending on the 

audience and context and delivery. People are constantly gaining and losing ethos, whether they 

know it or not. And something that increases their ethos with one person might decrease their 

ethos with another. Give an example like the fist bump that Barak Obama did while 

campaigning. With which audiences did this increase his ethos? With which did it decrease? 

Why? 

 

Pathos: pathetic appeal or emotional appeal such as colors, word choice, descriptive language, 

personal narratives, photos or graphics, appealing to the senses of taste, touch, smell, sight and 

sound. 

 

Logos: logical appeal such as facts, statistics, citations, graphs. Logos is also about organization 

and how the author moves the audience through the text. If the organization and transitions are 

not smooth, logos is violated. For graphic representations, North Americans' eyes tend to look 

for an organization that moves the eye from the upper left to the lower right of the page. If this 

organization is not followed, logos will be violated and people will not be as engaged by the 

text.  

 

Lesson 2: Not All Texts are Balanced 

Find various texts in Rereading America that focus on either ethos, pathos, or logos. Ask the 

students to determine which is dominant and why the author chose that strategy for the intended 

audience. If they were to switch the intended audience for the text, how would the balance of 

ethos, pathos, and logos shift? 

 

Also ask students to analyze how ethos is established. They should point to the headnotes in 

Rereading America as the first place. What do the headnotes say about the author or where the 

text was first published? How does this establish ethos and with whom? 

 

Lesson 3: Crossing Over 

Present the students with a text that has a lot of ethos, pathos, and logos in it. Documentary films 

are good for this. Go around the room and assign each student a thing to look for and take notes 

on (examples of ethos, pathos, or logos used by the film director).  

 

Show the students the box the DVD came in and have them analyze who they feel the intended 

audience is and why. Then screen the film, asking students to jot down ONLY evidence of what 

they are looking for, making list. 

 

After the film is done, write ethos, pathos, and logos on the board and ask students to come up 

and write one of the most interesting or smartest examples they found in the film. They should 

only be writing under the category they were assigned to analyze.  

 

Inevitably, the same thing will show up under more than one column (e.g. the fact that the 

narrator was a white male could be listed under ethos as well as under pathos). Talk about how 

something can cross over and be both pathos and logos, or ethos and pathos, or logos and pathos 



simultaneously. If the filmmaker uses “swear” words, how will that affect not only ethos but 

pathos or the intended audience? How would a different audience respond and why? 

 

Lesson 4: Detailed analysis of rhetoric 

You may choose to select a certain scene from the film and ask all students to look for the pathos 

in the scene. You should plan on showing the clip/scene several times, but stop the clip after 

each showing and ask the students what pathos they noticed. After the first viewing, they will 

notice the most obvious examples of pathos. After the second and third showings, they will 

notice more interesting details like music, camera angles, and lighting. After the fourth showing 

they should be on their way to articulating really interesting examples of pathos in the clip and 

move beyond the obvious. 

 

Tell the students that when they do an analysis, they need to look and look again at the text to 

move beyond the obvious examples. They need to not only point out the example of pathos, but 

articulate how/why it is pathos for the intended audience. 

 

Major Project Idea 

Have the students choose a text of their choice and analyze either ethos or pathos or logos in that 

text and how/why it appeals to the intended audience.  

 

UNIT 3: Argument Context (Kairos) 

 

Kairos refers to the context in which an argument is being made. Context informs how an 

argument is constructed, how the speaker or writer positions him/herself and how the text is 

delivered (format or genre).  

 

You will find it easy to transition from ethos/pathos/logos to kairos because in analyzing 

ethos/pathos/logos, context is typically part of the discussion.  

 

Lesson 1: Analysis of Context and Audience 

There are a couple of youtube clips of Michelle Obama speaking to different audiences. You can 

find her speaking to a group of largely African Americans in North Carolina and then one where 

she is speaking to a largely Anglo America crowd in Omaha, Nebraska. Both speeches are 

interesting in how she positions herself as a speaker, how she interacts with the audience, how 

the audience interacts (or doesn't interact) with her, and the language she uses (both body 

language and word choice).  

 

These comparisons should also include interesting discussions on things like race, class, and 

gender. How is a female politician supposed to dress, act, speak? What about a woman who is 

hoping to position herself as First Lady in the eyes of her audience? 

 

You can show the clips to your students and ask them what they notice. They will likely point to 

ethos/pathos/logos because you have been drilling that for the past few weeks. Great! Now ask 

them about context. How does the context of these two speeches demand different rhetorical 

approaches? Generate a list on the board. What choices do they think Obama is conscious of (her 



dress, the words she uses, how she interacts with audience) and what choices do they think she is 

making without thinking about them?  

 

Lesson 2: Analyzing Context with Academic Sources 

This lesson will get you into the library databases and incorporating scholarly sources into a text. 

You might want to do a lesson or two on MLA style and how to document sources (both in text 

and bibliographic) so that students have those concepts down before going into the library 

databases. The librarians will also be happy to schedule a class with your students to talk about 

using the library databases.  

 

Have your students do some research using google to access websites regarding a specific topic. 

You should decide as a class a topic you want to research. Have them look at the websites and 

determine whether they are credible or not and articulate why (there is a section in the SFWriter 

about how to determine whether a web site is credible). Inevitably they will run across a website 

that references other sources. Examine how those sources are represented and talk about it. Are 

they documented with a specific style? Why or why not? How does the context of a web site 

dictate that? 

 

Then go to a library database and search for the same topic. Talk about the use of keywords and 

work through as a class several different iterations of keywords and how to use them. When you 

get some hits, look through them to access an electronic version of the journal article. Talk about 

what is different about the information in the way it is presented, the language used, and how the 

argument is made. How is context (a web site v. an academic journal) driving how the argument 

is presented? How is context determining how source information is documented or attributed? 

 

Major Project Idea 

Have students create an argument that involves at least five scholarly sources. You can narrow 

the focus on what they need to research or let them decide. If you let them decide, you need to 

put some specific parameters on it so that you don't get recycled research papers from high 

school or other college courses. Make sure they define a specific audience, but it should be one 

that is more academic. 

 

Once the students have created that argument (in the form of a traditional academic paper), you 

can have them revise it for a different audience and a genre that is not an academic paper (web 

site, power point, video, brochure). They need to present the same information (using the same 

sources) but present it for a non-academic audience. You can also have students choose another 

student's project to revise in a different format or allow them to work in groups to revise 

someone's project.  

UNIT 4: Incorporating Other Voices 

In this unit, you can hit more heavily on academic research. You should be touching on MLA 

style and use of academic research before the last unit, but use this time to really focus on how to 

identify a scholarly or reputable articles.  

You can also use this unit to talk about the politics of language and word choice, always 

presenting it in the context of ethos, pathos, logos, audience awareness, and context awareness.  



 

Lesson 1: Google v. Lexus-Nexus v. ERIC (or any library database of your choice) 

Students are used to looking for sources on Google or Google Scholar. This lesson will help 

them understand the difference between using Google and a library database. Have the class 

decide on a topic for research. Put a list of search words on the board. Talk about which ones 

will be best to do the initial search. Plop the chosen search terms into google and take a look at a 

few of the sources. Have the students talk about whether they would constitute a credible source 

and with whom (which audience).  

Then move to the library databases and use the same search terms in Lexus-Nexus. Ask the 

students to evaluate these sources. They should note (with prompting) that Lexus-Nexus only 

lists periodicals, even if they are credible periodicals. You can ask the students to think about 

when it is appropriate to use a periodical. Which audiences would give ethos to periodical 

citations? Which audiences would not? Where would an author lost ethos by using a periodical? 

Finally, move to the library database specific to that topic (e.g. ERIC for education issues, 

PscyhInfo for mental health or pyschology, SportsIndex for athletics or sports). Analyze the 

sources returned with the same search words. Compare this list (number of hits and pertinence of 

article) with the Google Scholar search. Students should discover that not only does Google 

Scholar return far more sources, but that the sources seem to be less pertinent to their topic than 

the ones found with the academic database. 

 

Lesson 2: Integrating Academic Research and In-Text Citations 

Students will need help in learning how to integrate academic research. They will initially tend to 

“plop” quotes or paraphrases from academic sources into the middle of papers or paragraphs 

with no introduction and no explanation.  

There are sections in the style manual about “framing” quotes, i.e. giving context to the quote or 

paraphrase before using it so the reader knows where the information is coming from and why 

the source has ethos.  

Hand out various index cards to students with a quote on it and information about the author and 

publication. Ask the students to frame the quote using ethos that they can gather from the 

information presented. Then have them create a bibliographic citation for the source. You will 

also need to walk them through how to find in-text citations in the style manual and how in-text 

citations differ depending on the type of source being paraphrased or quoted (an in-text citation 

for a web site is different from a speech or from a journal article). 

As a follow-up lesson you can have students bring their framed quotes and citations back the 

next class and have them create a supporting paragraph for the quote or paraphrase. In order for 

them to do this, you will need to provide them with a thesis/claim. Once they have the 

thesis/claim, they can create the supporting paragraph using a three-part paragraph structure: 

1) Introduce the support. 

2) Use the framed quote or paraphrase (with in-text citation). 

3) Explain how/why that evidence (the quote or paraphrase) relates back to your claim. 



Lesson 3: The Politics of Language 

In this lesson you can get students to think about ethos, pathos, and kairos in relation to audience 

by choosing a text with language that may be considered sexist, racist, homophobic, or 

inappropriate for certain audiences. You can bring in the lyrics of video to a popular song that 

has been controversial because of language or issues communicated in the song.  

Have the students analyze the song and talk about who the intended audience is (or who buys or 

listens to the song). Ask them how, if the audience shifts, some or all of the song would be 

considered inappropriate. Students will have fun rewriting verses of the song to change the 

language for a different audience.  

 

Major Project Idea 

This unit should ask students to put all their argument skills together. You can allow them to 

choose the audience or choose one for them, but you want them to be able to do some academic 

research and integrate the source material effectively for that audience.  

Have them write a cover letter to their argument articulating how they are establishing ethos, 

how they are using pathos, why they feel their logos will be effective with the intended audience, 

and what the context is for the text. They should have to define a specific audience before they 

begin their work (and it can't be “oh, anyone really”). 

 

OTHER LESSONS TO CONSIDER 

As well as covering the basics of the four units, you will also want to make sure you cover issues 

such as: 

 How to write introductions and conclusions (moving beyond the summary conclusion to 

something more sophisticated); how to write a decent title 

 How to cite various types of sources (in text and bibliographic) using the style manual 

(see any example of an MLA style manual usage quiz in Appendix B). 

 Other styles beyond MLA 

 How to write a clear and concise claim 

 Close reading exercises 

 The difference between a summary and an analysis 

 How to revise from peers comments (taking a paragraph from one draft and making it a 

new draft or changing the genre to revise) 

 Periodic grammar or mechanics lessons (if you see a pattern of errors or problems across 

the class) 

 How to organize a paper and write transitions 

 Varying sentence length or sentence combining 



 



Appedix A: Peer Review Sheets and Exercises 
This project belongs to: 

The project is reviewed by: 

 

Peer Review Worksheet 

Project II College Writing and Rhetoric 104 

1) Read through the project once without making any marks. Then read through it again with a 

pencil or pen in your hand, making notes and comments in the margins. What are three (3) 

questions you have for the author after reading this work? 

 

2) What are the specific strengths and weaknesses of this project? Name at least three of each. 

bh¢9Υ LŦ ȅƻǳ ǿǊƛǘŜΣ άǘƘƛǎ ƛǎ ŀ ǊŜŀƭƭȅ ƎƻƻŘ ǇǊƻƧŜŎǘΤ L ƭƛƪŜ ƛǘ ŀ ƭƻǘέ ƻǊ άǘƘŜǊŜ ŀǊŜ ǎƻƳŜ ƎǊŀƳƳŀǊ 

ŜǊǊƻǊǎέ ƻǊ ŀƴȅ ƻǘƘŜǊ ǎǳŎƘ ǇƻƛƴǘƭŜǎǎ ŦŜŜŘōŀŎƪΣ ȅƻǳ ǿƛƭƭ immediately go straight to peer review 

hell for three days. There is no beer or chocolate in peer review hell. 

 

3) Thinking of the goals of the project as outlined below, how would you evaluate this project (using 

the check or minus system, depending on whether you think the writer met the expectation, or 

ŘƛŘƴΩǘ ǉǳƛǘŜ ƳŜŜǘ ǘƘŜ ŜȄǇŜŎǘŀǘƛƻƴύΦ5ƻƴϥǘ ŦŜŜƭ ƭƛƪŜ ȅƻǳ ŀǊŜ ŀ ōƛƎΣ ōŀŘ ƳŜŀƴȅ ƛŦ ȅƻǳ ƎƛǾŜ minuses. 

Minuses are GOOD in peer review because they give the writer an indication of what they need 

to work on. If you give them all checks, you aren't doing your job.  

Ǐ The claim/thesis is clearly established and the research question is not stated, but instead answered 

in the form of the thesis/claim. 

Ǐ The analysis of ethos, pathos, or logos moves beyond the obvious. 

Ǐ The writer includes a copy of the argument he/she is analyzing. 

Ǐ There is one support/example per paragraph and each support offers detailed examples and 

explanations to clearly show what the author is trying to communicate. 

Ǐ  General organization and transitions are well-executed. 



Ǐ The audience of the text being analyzed is clearly stated and a detailed part of the analysis. 

Ǐ The introduction and title are interesting and they draw the reader in and make him/her want to 

keep reading. 

Ǐ There is evidence of careful editing. MLA style is used. 

 



Appendix B: Style Manual Exercise 

Fun with MLA  

όƻƻƘΣ ōŀōŜΣ ƻƻƘΦ ¸ƻǳ ƪƴƻǿ ƛǘΩǎ ǘǊǳŜΗύ 

Exercise Part I: Find the Errors 

The following is a list of citations in MLA style. Your mission is to find the errors in each of these 

citations.  

1. Aristotle. Oh Rhetoric. Translated by George A. Kennedy. NY: Oxford, 1991 

2. “Oedipus Complex Analysed,” School of Psychology On-line, Victoria University, Accessed Feb. 26, 

2008. http://www.vuw.ac.nz/psyc/nornikFreud/oedip.htm Published on April 10, 2001. 

3. Steve Bauer, Katie Randall, and Stan Kourich. “Sex and the City Flaunts This Fall’s Most Stylish 

Accessorry,” Business Wire. August 28, 2002, pages 41-50. 

4. Jhally, Sut. “The Codes of Advertising.” New York: Routledge 1990. 

 Hint: there are at least 16 errors. 

Exercise Part II: Create Your own Citation! 

Write an MLA citation for the book By Kaye Gibbons entitled Ellen Foster. It is published by Vintage 

Contemporaries. The copyright is 1987. 

 

Write an MLA citation for an article entitle “Trouble in Herat” by Alissa J. Rubin. The article appeared in 

the spring 2003 edition of Ms. magazine on pages 20-21. 

 

MLA Trivia Quiz Questions: 

 

1. What does MLA stand for and what disciplines primarily use MLA? 

a. Bonus points: Which style is the most used style among professors who have their 

offices in Eder? 

2. T/F All (every single one!) MLA citations end in a period. 

a. Bonus points: How can you tell if a source is “scholarly”? 

 

http://www.vuw.ac.nz/psyc/nornikFreud/oedip.htm%20Published%20on%20April%2010


3. T/F When writing dates in an MLA citation you use a three letter month abbreviation for all 

dates except April and July.  

a. Bonus points: If you find an on-line version of an article that is published in the Journal 

of Modern Medicine, do you have to count that as one of your internet sources? 

4. What punctuation follows a book title in an MLA citation? 

a. Bonus points: How much do you have to pay a tutor in the CAS to help you with your 

paper? 

5. What do you underline and what do you put in quotes when using MLA citations? 

a. Bonus points: What is the difference between something that is underlined and 

something that is in italics? 

6. When using a web site as an MLA citation, what date must you include in the citation?  

a. Bonus points: how is this date different that a date that represents a magazine date that 

you would include in an MLA citation about a magazine article? 

7. When there are two authors for a text, how are they listed? 

a. Bonus points: If you cite a source that has an on-line version, but the original article was 

published in a journal, do you cite it as a journal article or as a web site? 

8. If you were a famous author, how would your name be represented for the citation for the book 

you wrote, Uncle Bob’s Cabbage Patch? 

a. Bonus points: What is one of your professor’s pet peeve’s about student writing? 

9. What is the order of the information regarding the place and year of publication for a book 

(including punctuation)? 

a. Bonus Points: Give yourself five points if you not only own your own style manual, but 

you have it always with you, tucked in your book bag. 

 


