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ABSTRACT 

Thls dissertation examines the pedagogical practices and written 

texts of The New York Association for Working Girls between 1890 and 

1894 in order to identify elements that are useful in constructing a just 

rhetoric for teaching business communication today. The late 1890s 

were a period of economic pressure in the face of cultural, physical, 

and industrial expansion for the United States much like the late 

1990s-early 2000s mark a time of economic pressure in the context of 

cultural, physical, and technological expansion for the university. The 

older New York women aimed to uplift the souls of the newly arrived 

immigrant working girls by defining and identifying for them 

appropriate ways of speaking, writing, dressing, and living. They were 

concerned with the exterior identity and conscious identifications 

among all females. However, an identification of the pedagogical 

unconscious, that is those sites of conflict, ambiguity, or contradiction 

in the works of the New York Association for Working Girls serves as a 

foundation for using the past to examine current definitions and 

identities in teaching business communications. Most research on 

business communications within a technological age Identifies 

theoretical links between composition and computers, business 

communications and rhetoric, but few If any identify practical 



pedagogy within the context of links b»etween electronic business, 

rhetoric, and composition within an Integrated curriculum of a business 

college. In using the tools to uncover tthe unexamined differences 

within the New York Association for Working Girls, I define the 

pedagogical unconscious of a team-taught MBA course that Integrates 

business communications. I use the ellements I identify to construct a 

new pedagogy that I believe Is just amd Inclusive to all when used to 

teach business communications In a technological age. 
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CHAPTER ONE 

THE VALUE OF A JUST RHETORIC IN BUSINESS 
COMMUNICATIONS 

Introduction 

The magazines and books I read that filled our family den as I 

grew up define the purpose of this work. On the coffee table were 

magazines such a Forbes, Business Week, Fortune, and The New 

Yorker 3n6 newspapers such as Barron's, The Wall Street Journal, 

Investors Daily, and The New York Times. I read them all as a young 

child simply because they were there. I was drawn to the stories and 

cartoons in the New Yorker and read The Wall Street Journal not for its 

financial information but for its one cartoon and one column that told 

the stories about the lives men lived outside of business, such as the 

motorcycle travels of Malcolm Forbes or the battle over cancer of one 

company president. Our bookshelves were filled with books my mother 

read or was reading as she guarded the home base for us six children. 

Her books were always about the ideal life where children are 

beautiful, love flourishes, no one argues, and no one is poor, a 

criminal, or number two instead of number one. I understand now 

why she read such stories. Her Idealistic nonconflict fiction novels now 

seem in odd contrast to my father's nonfiction eclectic collection of 
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Wall Street books about the Crash of 1929, useful how-to investment 

strategies, psychology, art, and philosophy. To my childish eyes, my 

mother had all the right answers about how to live a good and just life. 

My father just pretended he did and asked a lot of questions in the 

meantime. From them, their books and magazines, and my reading of 

their lives, I always tried to integrate all that I saw as Ideal good, 

ethical, and fair with all that seemed useful, practical, and always 

questioning. I majored In English and wrote and then promptly got a 

job in business. Studying English and In particular writing in an all-

female high school provided an ideal life for me in that the teachers 

were for the most part collaborative, honest, fair, ethical, and just. 

Studying and practicing business provided a useful and competitive 

life, but not necessarily a supportive, just or ethical model for living. I 

needed both models to learn from. In my life. In my writing, in my 

teaching, and in business. This work is an integration of such models. 

My purpose in this work is to analyze and integrate the past 

pedagogy and rhetorical texts of the New York Association for Working 

Giris (NYAWG) with the present context of teaching business 

communications within a business school in order to construct a useful 

and just pedagogy for business communications In the increasingly 

electronic twenty-first century. 
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Contexts 

The context for this work is based in history and in current 

practice. Many connectors exist between late nineteenth-century 

New York and early twentieth first-century Lehigh University. Based on 

these threads, I ask, what can we learn academically from this history, 

particularly, the NYAWG, about how to teach business communications 

more effectively today. By effective, I mean teaching that would be 

useful to business students as they negotiate identities at work and in 

the classroom. Where would the threads lead if I applied what I 

uncovered about the NYAWG to teaching today? 

Historical Context: Expanded and Connected Identities 

In the early 1890s, Henry Ford tested the first automobile and 

the zipper was patented. These may appear to be two unrelated 

events, but they depict the identity of the United States, New York 

City, and women at the time. Like the automobile, all three were 

constructing sites of expanded identities. At the same time they were 

expanding their identities, the nation. New York City, and women were 

sites of increased and multiple connections that sought to join and 

unify sometime disparate identities. 
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Late nineteenth-century New York City saw a massive influx of 

European immigrants, the building of the Brooklyn Bridge, and the 

conception of the web-like subway system connecting the immigrants 

who lived in the outlying boroughs to Manhattan. Popular culture 

reflected the physical expansion of the city with the writing of such 

songs as "The Sidewalks of New York," "I Guess I'll have to Telegraph 

my Baby," and '^In the Baggage Coach Ahead." The city was 

expanding in multiple directions physically and culturally. At the same 

time many immigrants were entering New York City, the nation was 

constructing a unified identity with the composition of John Philip 

Sousa's " Stars and Stripes Forever," and Bate's "America the 

Beautiful," the world premier of Antonin Dvorak's "New World 

Symphony," and Walt Whitman's, "I Hear America Singing." Whitman 

writes of the dual and dueling Identities between America as one 

unified country and the individuals within it when he writes in Leaves 

of Grass, "I hear America singing. The delicious singing of the mother 

or of the young wife at work or of the girl sewing or washing-Each 

singing what belongs to her, and to none else." In other words, each 

American sang their individual part in the national chorus. The term, 

singing, can infer an Ideal joyous identity. Instead, I think I hear 

America groaning. 
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The nation and the city expanded and in that expansion the ideal 

America was defined as a transcendent place of spacious skies and 

purple mountains majesty above the fruited plain. Yet, the fruited plain 

was a squalid tenement for most of the new Americans in New York 

City. Jacob Riis wrote in his 1890 book. How the Other Half Lives, of 

the working girls of New York, 

There is scarce a branch of woman's work outside of the home in 

which wages, long since at low-water mark, have not fallen to 

the point of actual starvation. Back of the shop with its weary, 

grinding toil-the home in the tenement, of which It was said in a 

report of the State Labor Bureau: 'decency and womanly reserve 

cannot be maintained there- what wonder so many fall away 

from virtue?' (9-10) 

While popular music and poetry celebrated the ideal America, the 

reality was harsh. Between 1880 and 1890, 5,246,613 immigrants 

entered the United States (Riis appendix). Many ended up dead in the 

pauper's graveyards in New York City due to lack of food, income, and 

adequate healthcare. 
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Similar to the national expansion in the context of idealism as a 

means to unify, women's' roles and identities expanded outside the 

home at the same time popular music and poetry celebrated the ideal 

woman. If all strove to be this late nineteenth century ideal new 

woman, then all women would be unified in their efforts in the political, 

social, professional, and domestic spheres. This idealization of a female 

identity could be viewed as the conscious definition of a woman. Many 
• 

have written about the cult of the ideal new woman that surfaced in 

the mid-nineteenth century. Gere writes that the new woman was 

defined as "self-reliant, independent, and [with] a desire to experience 

the world for herself" (141). Yet, as I discuss later, an unconscious 

definition of who could be the new woman works both for and against 

women's' efforts to expand their identities. This interplay between the 

conscious popular definition of women's identities and the unconscious 

definition of a women's identities is very similar to Susan Wells' more 

recent rhetorical theory of intersubjectivity in her work in Sweet 

Reason on professional writing. 

Current Context: Expanded and Connected Identities 

Susan Wells' assertion that professional writing is based on 

both reason and desire, that is, it is an intersubjective rhetoric that 
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emphasizes solution solving, not just knowledge development. Is useful 

In setting the current context for this work and providing the 

connecting linchpin between the historical and current contexts. In 

many ways, what I uncover with the NYAWG Is an Intersubjectlve 

rhetoric In that its text is language that connects and unifies women as 

subjects within a larger cultural framework In order to solve working 

and domestic problems. I extend this Intersubjectivity to encompass 

the interplay between women's conscious and unconscious identities 

and definitions as I see them being enacted In the texts of the NYAWG. 

I apply a similar conscious awareness of definitions and 

Identities to teaching business communications in a business college to 

examine the unconscious or unexamined identities and definitions 

teachers and working students may bring to the classroom. Like the 

nineteenth century newly constructed Brooklyn Bridge and the 

conception of the New York City subway system that connected the 

women and working girls in the outlying boroughs, the twentieth-

century Internet connects those teaching business communications In 

the university with those In workplace. All are Immigrant travelers to 

new sites. The intersubjectlve rhetoric of the university and the 

workplace can be used to unify identities In order to solve the problem 

of how to teach business communications most effectively at this 
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electronically expanding educational and professional matrix. As Lynn 

Veach Sadler writes in her essay in Professional Writing in Context, 

"Never before in the history of writing has the moment been more apt 

for rapport among education place, workplace, and human/humane 

place" (134). 

Professional writing scholar and practitioner John Frederick 

Reynolds lays out the current problem for which I use the history of 

the NYAWG to address and solve. He writes in his essay, "What Adult 

Work-World Writers Have Taught Me about Adult Work-World Writing," 

The longstanding "school-world versus real world' 

distinction that impedes us seems silly, outdated, 

Inefficient, and unproductive to me. After 22 years 

experience, I find myself wishing more and more that our 

world of work-through internships, coops, staff exchanges, 

various reciprocities, and 'trades' as such-would 

collaborate more on teaching, learning, and researching 

projects with the /arger world of work th^t we inevitably, 

sooner, or later, serve. (31) 
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The distinction nnay seem outdated to Reynolds, but as I discuss later, 

writing in the workplace and academic writing in a business college 

serve to construct real and significantly different purposes, contexts, 

and identities. When we are conscious of those differences, we can 

work more effectively as teachers in an expanded sphere. 

The specific current context I refer to later in this work is an 

experimental course in the MBA program at Lehigh University. The 

course, MBA 401, Is an entry-level course in strategic analysis and is 

team-taught by instructors in technology, management, and rhetoric. 

The course is offered to eighty-five students in two sections. One of 

the sections is taught via satellite and computer to the students at 

their workplace. We serve six different work sites in five different 

states across the country. The juxtaposition of an academic course 

being taught in the workplace posed previously unquestioned Issues of 

definition and identity in professional writing that may work for and 

against students and teachers efforts to expand their professional 

identities and their work. 

In the late nineteenth century, in response to the rise in 

specialized industry, recurrent economic depressions every decade, a 

massive influx of new immigrant workers, that is, inexpensive labor, 

and the need for those workers to become skilled in order to gain 
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employment and In order for the new factories to survive harsh 

economic conditions, universities saw the beginnings of separate 

academic disciplines where writing was viewed as a technical skill 

separate from knowledge development (Russell, Ohmann, Berlin). For 

example, David Russell notes in Writing in the Academic Disciplines, 

1890-1990 that at the turn of the last century, lab reports were taught 

apart from the actual work of the lab. Skills such as clarity, precision, 

courtesy, and the ability to spell out procedures were valued over 

content. 

In the early twenty-first century, in response to the rise in the 

specialized technology industry, a strong economy which can afford to 

invest in expensive and ever-changing technology and the high labor 

costs associated with the small supply of technically literate workers, 

the rise and fall of electronic business, and the economic 

competitiveness of the university that views education as a business, 

business schools are Increasingly viewing business communication in 

terms of technical skill competency and not writing competency. The 

emphasis seems to be on how the message can be conveyed 

electronically and not the content or context of that message. My own 

Internet research of Lehigh University benchmark schools' business 

communication course offerings within graduate and undergraduate 
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business schools shows an increasing proportion of business schools 

offering computer skills as part of business communications. Whereas 

earlier business communication instruction focused on written forms, 

that is, the container, current business communication instruction is 

starting to focus on how to keep the container from crashing. Little 

evidence exists that business communication instruction within 

business colleges, in this technical age. Is growing toward an emphasis 

on the contained, the content, or the whole for the part. 

Lee Odell, in his research into the social context professional 

writers write in, in Writing in Non-Academic Settings^ asserts that 

professional habits of thinking and writing rely on an awareness of 

purpose, audience, and the writer's knowledge of the culture she 

writes in. Lester Faigley in his essay, "Nonacademic Writing; The Social 

Perspective," also notes that too often writing instruction fails to 

address how the writing's purpose and audience and writer is situated 

in a broader social context. Instead, some writing instruction focuses 

on only textual considerations such as format, or writer concerns only, 

such as ethos, when instead there are numerous competing political 

and economic factors at work that shape the writing and the response 

to the writing. Essays in Carolyn Matalyn's Worlds of Worl< argue for 

instruction that adapts and bridges liberal arts with professional 
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writing. Theresa Enos' essay; "Rhetoric and the Discourse of 

Technology/' situates technical writing instruction, or any writing 

instruction in the disciplines, within the broader context Faigley and 

Odell call for. Enos argues that we connect the liberal arts with 

technical writing, that is, that we connect knowledge with skill, voice 

with form, ethos with responsible writing. This connection is the sub-

issue Enos and others raise concerning instruction in professional 

writing inside and outside the university. A recent speaker, the CEO for 

Lockheed Martin Marietta, Inc., at Lehigh University spoke of the need 

for his employees to be able to adapt, merge knowledge and critical 

thinking with a voice that accepts ethical responsibility. He is 

unknowingly calling for rhetoricians, just and ethical ones, in business 

communications. 

Some traditional business communications journals publish 

practical how-tos written by teachers with backgrounds in accounting 

or management that ignore the larger social context of business 

communication. Other research in business communications journals 

argues for a social-epistemic rhetoric such as Nancy Blyler suggests in 

"Theory and Curriculum: Reexamining the Curricular separation of 

Business and Technical Communication" and Barbara Couture does in 

"Categorizing Professional Discourse; Engineering, Administrative, and 
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Technical/Professional Writing." Many like the researchers in Spilka's 

Writing in the Workplace: New Research Perspectives call for more 

research in workplace communication within a larger social context and 

the implications for this research for teaching. Scholars in composition 

and computers for the most part raise the ethical issues for access to 

and the use of computers in composition classes. Or they address 

philosophical concerns and also practical how-to's. Yet, few if any, 

scholar-teachers, combine the practical how-to with the theoretical 

research to define in a technological age, within a business college, 

what an effective, ethical, just, and useful pedagogy would look like in 

business communications. 

Sullivan and Dautermann's edited collection of research essays In 

Electronic Literacies in the Workplace lays the much needed ground 

work by providing scholarship that looks at technology in the 

workplace, differences and similarities between technical literacy in the 

workplace and in the university, and in integrating academic research 

methodology into the study of electronic workplace literacy. Yet, none 

connect this research and theory with the practice of teaching business 

communication ethically and justly within a business college within the 

larger social, technical, academic, electronic business context 

universities and businesses find themselves in today. Cynthia Selfe, in 
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her work. Technology and Literacy in ttie Twenty-First Century, argues 

that we need to pay attention and question the larger political, 

cultural, economic, philosophical, pedagogical implications for literacy 

that is linked with technology. I suggest that one way we can pay 

attention is to identify and define the future of a just rhetoric In terms 

of questionably unjust rhetoric of the past. 

The questions I ask are: what would this just rhetoric look like in 

practice today and when in history do we find similar social and 

economic contexts we could learn from that might provide evidence for 

how a group could inform in theory this current practice? 

The section that follows, "Just Rhetoric,"examines how the New 

York Association for Working Girls in the 1890s served to help 

immigrants identify with and invent America. The Association provided 

a model for pedagogical change during the industrial revolution, the 

last major economic revolution in this country. These women linked 
9 

work, school, and home contexts through the mergiiig of the home 

and work contexts in much the same way our current technological 

revolution links these same spheres. Their work sought to unite 

women from diverse backgrounds in a just cause, that Is, the fair 

treatment and education of all women in the workplace, the home, and 

in school. Though there are significant contradictions in the continued 
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unjust action that resulted from what they intended to be just work, 

the Association's actions as seen through their journal Far and Near 

and through conference proceedings from the Working Girls 

Association 1890 Conference provides a foundation upon which to build 

a just rhetoric when teaching business communication in a business 

college in the current technological revolution. 

"Just Listening" examines how my perceived identification of 

difference between students influenced how I thought I might be 

revising their thinking and writing. I ask, based on what I identified as 

just listening, how just was my teaching. I argue that we apply and 

use Burke's concept of stooping to conquer to negotiate diverse and 

sometimes offensive thinking in our classes. Using Kenneth Burke's 

concept of stooping to conquer {Philosophy 407), I suggest that some 

strategies for addressing listening in the classroom need to consider 

(mis)perceptions in identities among teachers and students. When 

negotiating competing feminist pedagogical theories, we may also 

consider that silence instead can be useful listening. Kenneth Burke's 

work provides a theoretical link to the everyday just practice of 

listening across difference as modeled by the New York Working Girls 

Society and as modeled by one of my students. 
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"Identifications" examines the function of writing not as a 

passport away from home such as the immigrant working girls in New 

York City may or may not have had, but as a synecdochic function that 

brings us back home. In this function, writing uncovers the parts to the 

whole and identifies a conversational space between homes that is 

similar to the front porch of the Victorian homes of the 1890s. Some 

theorists, such as Anne Dipardo, argue that writing is a passport to 

another place, a place that can be alien and unsettling. I consider, 

instead, writing as an inclusive portal similar to a conversational front 

stoop. The Working Girls' Association teaching and writing occurred 

outside of the formal space of school. Their learning and writing 

occurred in the informal spaces of their homes where, much like a 

front stoop, women of different backgrounds and those of the street 

and those of the formal living room, gathered in conversation to learn 

from each other and to write with each other. Writing then can lead us 

not as stooped travelers in a foreign land but to an identification with 

front stoop conversations where everyone is on par, equal, and in a 

just space. I suggest that this process requires the identification of the 

unnamed, the hidden, second skins, the ideal lie, and allegiance in 

ourselves, our students, and our teaching and writing. Only when we 

see the container as the contained and the contained in the container 
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can we begin to be just. 

"Identification and the Pedagogical Unconscious" builds on the 

need for conscious identities and examines the second skin of one 

teacher's writing class, that is, its pedagogical unconscious. I apply the 

concept of a pedagogical unconscious to a specific practice of the New 

York Association for Working Girls, that is the "Practical Talks." I 

identify parallels in disrupted identification between the past "Practical 

Talks" and the current team-taught course in the Lehigh Business 

College that aims to integrate business communications, technology, 

and management. An identification of second skins Is significant in 

negotiating individual and collective homes, voices, and identities. 

"In Practice: Identification of Integrated Knowledge as Bait" 

identifies the pedagogical unconscious of a team-taught MBA course at 

Lehigh in order to define those ambiguous sites where a more effective 

and just business communications practice could be constructed. 

The final section, "Defining a Just Rhetoric In Business 

Communications; Identifying New Pedagogical Practice" integrates the 

past with the present, the far with the near, in order to unite the 

pedagogical parts of the New York Association for Working Girls, in all 

Its idealism and uncovered contradictions into a useful and just 

practice of teaching business communications today. It may be a 
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practice in idealism. May it be a just rhetoric and not a mere rhetoric. 

f 
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CHAPTER TWO 

JUST RHETORIC 

"Disheartened art thou? Nay abide; 
Thy ship but waits for the full flood tide; 
Thy hearts desire shall come to thee. 
As birds come back on joyous wing 
Their old-time songs again to sing." 

(Bayer Far and Near 2) 

Introduction 

These words come from Far and Near, a monthly journal 

published in the late 1890s in New York City for working-class females 

by The Association of Working Girls' Societies of America (The 

Association). Similar to Bartholomae's attempt to "invent the 

university" for first-year students, the journal's aim was to "invent" 

America for the recent wave of young European immigrant females 

into the New York City area. Through reading and writing for the 

journal, the members of the Working Girls' Societies aimed to connect 

intellectually and socially the upper class with the working class. Their 

rhetoric was one of service that hoped to be just, that is, to provide 

equal and fair material opportunities to all new immigrants to the New 

York City area in the late nineteenth century, a desire we share a 

century later in the university, when we seek to serve a diverse 

student population. I examine how the Association served to help 
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Immigrants Invent America in comparison to the way Bartholomae's 

students Invent the university. I suggest that In order for just lives to 

occur, whether in a university or In a new country, life must be a two-

way reciprocal process between student/Immigrant and 

university/America with each identifying with and serving the other, 

justly. This process Is a rhetoric that Influences and shapes lives justly. 

It is a process which is not just rhetoric, that is, just words with no 

substance to move and shape people to just action in the classroom 

and in the larger community. 

The 1890 conference proceedings of The Working Girls' 

Societies Indicate that this Invention was a two-way process in which 

the upper-class American women "sought the art to borrow from 

others' lives, to win their confidence in the sincerity of their motives by 

adapting themselves to [the immigrants'] point of view" (12). 

However, Bartholomae's claim about how students 'Mnvent the 

university" is based on the assumption that this process Is a one-way 

Immigration, that is. It is only the student who needs to invent, to 

adapt, and to move linguistically. I suggest the Association provides a 

pedagogical model for ways the invention would be more useful, more 

just, and more serviceable if the university emigrated at the same time 

we ask our students to immigrate to us. 
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Bartholomae writes: 

The student has to learn to speak our language, to speak 

as we do, to try on the peculiar ways of knowing, selecting, 

evaluating, reporting, concluding, and arguing that define 

the discourses of our community. (134) 

If we learn the ways of knowing that students bring to us and if we 

emigrate from our linguistic home of the university to those linguistic 

places our students inhabit, our combined voices will serve the 

university justly in the same way that The Association justly served the 

immigrants to the United States and at the same time the teachers 

who taught them, that is, the upper-class American women of New 

York, In this way we are able to define identities at the same time we 

merge them. 

The New York Association for Working Girls' Society: (A) Just 

Rhetoric 

Initially, the voice of The Association was Just rhetoric in that the 

upper-class women were treating the immigrants as beneath them, as 

unequals in language and experience. I just rhetoric in this 



29 

context as simply empty voices with no just action attached to them. 

For example, the upper-class women viewed their ways of talking and 

knowing as "proper" and the immigrants' ways as "improper." While 

the upper-class women helped the immigrant girls learn to speak 

properly, the immigrant girls were still working under unjust labor 

conditions in factories owned by the upper class. I show how The 

Association's just rhetoric became a just rhetoric, that is, one unified 

voice associated with actions that provided equal opportunities and 

justice for the immigrants and the upper-class women. 

In April 1890, The National League of Women Workers, under 

the auspices of the New York Association for Working Class Girls' 

Societies, held their first conference in New York City. The Working 

Girls' Societies were organized and led by urban women in 

communities throughout the United States to "uplift" the dreary lives 

of working-class girls~"to secure by cooperation, means of self 

support, opportunities for social intercourse, and the development of 

higher and nobler aims" (untitled pamphlet 5). Their aim was to 

promote organization and cooperation among the girls on their jobs in 

the sewing factories and as saleswomen and clerks in retail stores so 

these girls would be happy and thus, more effective workers. They 

aimed to teach these girls to be self-sufficient, and to improve their 
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home life outside the factory or store through classes in sewing, 

cooking, painting, typewriting, bookkeeping, reading, literature, and 

weekly discussion groups called "Practical Talks." 

It should be noted that the Convention was aimed at 

reporting the Association's activities to a wider professional public and 

attended, for the most part, by the women who ran the Association 

and not by the working girls. The working girls could not attend; they 

were working. We do not hear the voice of the working girl in the 

conference proceedings. At The Association's convention there is an 

unequal voice presented. It is a voice that is not fairly or justly defined 

in terms of the cross section of various Identities. 

Unlike the one-time convention that occurred in the early years 

of the Association and clearly reflects the voices of the older New York 

women. Far and Near^ though initially aimed at and widely read by the 

working girl, identified all working women as the unified audience they 

served. The tentatively defined immigrant voice, identity, and 

experience is distinct from the more authoritative voice of the 

nonimmigrant women. Then in later issues their voices merge into one 

unified perspective and voice. In early journals we read and hear the 

voice of the young working girls in their letters to the editor, their 

published essays, poetry, and fiction in the journal. We hear the clear 
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authoritative voice and identity of the older women. In other words, 

we hear the teacher and we hear the student, in separate clearly 

distinct roles, as they are traditionally defined. Those roles are initially 

unequal In the early journals. For example. 

No girl shall be admitted to our club who uses chewing 

gum. Clubs are formed to help those who most need 

helping, not for the perfect girls, but for the very Imperfect 

ones, else what would be their work? If a girl chews gum, 

or uses slang phrases, why should they debar her from 

becoming a member of a club? After she has mingled with 

girls who practice neither of these two evils, she will be 

ashamed to continue their use herself. (Elizabeth A. Davis, 

D.D.S Far and Near Dec 1891) 

Davis, a dentist and a member of a professional class, defines the 

club's service mission as that of perfecting the imperfect and for 

shaming the ashamed. Later, in the same issue, a young immigrant 

girl writes in a letter to the editor, 

As this is my first attempt at writing you, I hope you will 

excuse all mistakes on that account. I have found the dear 

paper so useful and helpful in many ways that I feel it is 
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my duty to tell you so. (Minnie A. Sweeney Far and Near 

Dec 1891) 

Initially, the immigrant working class girl defines it as her duty, her 

duty that implies a sense of injustice or inequality with the upper-class 

women, to apologize, to humble herself, to thank the upper- class 

women who have helped her through the journal. 

Later, the defined differences between upper class women and 

the working class, the teacher and the student, are not clear. For 

example, the editor, instead of taking an authoritative stand on issues 

raised in the letters to Far and Near, such as the evils of gum chewing, 

or the advantages to women dressing in male clothes, instead offers 

the decision up to the individual clubs. 

XYZ and Miss Sweeney are both a little indefinite in their 

expression of opinion about the advisability of girls 

dressing up in men's clothes. Far and Near does not like to 

speak too decidedly in matters which, after all, may be 

open to question. Could not each club settle the matter 

once for all by a vote? Then no one need seem disobeying. 

{Far and Near Dec 1891) 
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Unlike earlier letters, the writer is not identified by individual 

name. She is presented as a unified identity. The society and the 

editor offer a just rhetoric as a strategy for dispersing authority for 

decision onto individual clubs and individual members. In other words, 

in not speaking "too decidedly in matters that, after all, may be open 

to question" (Far and Near 1891), the journal initiates the new 

working-class immigrants into the discourse norms of native New York 

women. 

All females in the Association, regardless of age or class, are 

called "members." No distinction is made between the older women 

and the young working giris. No distinction is made between the 

women who employed the working girls in their homes or factories and 

the older women who worked outside the home and did not employ 

working-class giris. "Each member is not a separate entity with 

individual interests, but is rather a member of a large organization" 

(Convention 88). All are members with no hierarchical division or 

power structure based on education, age, class, or employment status. 

The only distinction made is in how the women speak. 

However, If we view, through a Burkean lens, the effectiveness 

of this organizational structure, constructed through a rhetoric that 
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blurs distinctions^, we see how this centripetal impulse to unite all, 

actually contradicts itself, and reinforces difference. In the overlapping 

textual sphere of the journal, where the working girl is perceived as 

"the tough girl" and the older woman speaks indirectly, resides that 

indefinite and ambiguous space Kenneth Burke defined as the site 

where rhetoric Is most powerful. 

For example, we find the following passage in Far and Near. The 

passage implies exclusion and separatist forces, yet uses the image of 

an Apostle to convey its message. Apostles are teachers and sacred 

ones at that. Sacredness implies justice. 

The password to the realm of gentlest breeding is found in 

the recommendation of the Apostle to look upon-that is 

have consideration for-the things of others rather than our 

own. We have no right to trespass upon another's rights 

needlessly. Tastes, principles-even what we may regard as 

prejudices-come under the category of rights. (November 

1890) 

In other words, the Association can be just to. its members If it 

respects the rights of others. However, it is only through the gift of the 
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knowledge of this social password that the members will be allowed to 

look upon each other. In addition, biases are deemed rights they all 

paradoxically share. 

We find similar contradictory intentions between what is 

said at the Association's first conference and what they write in their 

journal. On the one hand, we have the rhetoric of cooperative 

discourse where the women "discuss matters of common interest, and 

each [grow] stronger for learning In company" ("Association of 

Working Girls' Societies 1890 Convention Proceedings" 29). 

On the other hand. 

One of those most common marks of insufficient breeding 

is to hum a tune in the presence of those whom we are 

supposed to be engaged as listeners or talkers. This is a 

fault so general among saleswomen (and men) in some of 

our large stores as to deserve the name by which a witty 

woman describes the annoying performances, ' Not there 

please. I do not like counter concerts! {Far and Near Nov. 

1890). 
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Although the Association presents its purpose as collaborative, and in 

that process appears as a just purpose, here the older women assert 

their assumption that they are not equal to, nor peers with, the 

immigrant girls. The editor, in the same issue, later compares the "ill-

bred" clerks In stores to barnyard animals. 

Why she who emulates the behavior of the silly strolling 

hen, singing to herself through the barnyard while the rest 

are busy providing for their chicks, should imagine the 

m.annerism a proof that she is her customer's equal, if not 

superior, passes understanding. It also passes beyond the 

line of mere ill breeding Into overt impertinence. {Far and 

Near Nov 1890^ 

This earlier edition of the journal presents a stance similar to 

David Bartholomae's when he states: 

At this point, I think, we become students and [she] the 

teacher giving us a lesson. This is, however, one of the 

most characteristic slips of basic writers. By trading in one 

set of commonplaces at the expense of another, they could 
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Win themselves status as members of what is taken to be 

some more privileged group. The ability to imagine 

privilege enabled writing. (136, 153^ 

Bartholomae's tone seems to imply that the student, like the 

immigrants of The Association, is ill-bred, hums and sings to self on 

paper. Bartholomae's students, similar to the immigrant girls, don't 

know our passwords. 

In addition to Far and Near, The Association reached out to the 

immigrants to help them construct "noble aims" through weekly 

'Practical Talks.' According to Webster's Dictionary, the term noble 

means to possess outstanding ideals and morals and is derived from 

the Latin word, noscere, which means "coming to know." However, it Is 

ironic and contradictory that certain voices were silenced in those 

Practical Talks in order for the "nobleness" to be achieved. Apparently, 

nobility was not to be had by all. Grace Dodge, one of the presidents, 

in her conference presentation on ' Practical Talks,' says, 

A year or two since when a practical talk was suggested for 

a given occasion, a girl said, ' oh I will be so glad to join 

it, for then I can have such a chance to talk out, as I have 
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never had before. ("Convention Proceedings" 29) 

However, the young girl, if she is to talk out, must "refine" or mute, or 

make less pronounced, that talk in order to establish ethos: 

It was shown that there can be jollity without rudeness, 

fun without loud noise, and more true enjoyment with the 

manners of ladies than with the incivility and roughness of 

the uncultured. {Far and Near Nov 1890) 

Significantly, the journal editors write much about the emerging voice 

of the immigrant girls and the girls' enthusiasm for speaking out. But 

we never hear what the older women defined as "tough talk" in print. 

It is edited out. 

Few thought at first they could propose a topic or join in a 

discussion, but soon they were talking earnestly, and found 

that they had thoughts and opinions to express. ( Far and 

Near Nov 1890^ 
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We never hear the "soup sucking," "spoon scraping," "lip smacking," 

humming, bantering voices of the giris, only the "perfect quiet and 

gravity that would seem to be the more natural resort." The older 

women suggest, instead, "calm politeness which cannot be shaken 

from its vantage point [for] it is like clear ice about her who is mistress 

of it and herself" (Far and Near Nov 1890). 

However, the voice of someone encased in clear ice suggests a 

muffled voice. Paradoxically, the older women intended to "draw out 

the better nature of others" ("Convention Proceedings" 35) through 

the hardened silencing icy discourse in which they suggested the 

immigrant girls exist. Clearly there cannot actually be "one hour of 

downright honest talk with each other" ("Convention Proceedings" 35) 

in the meeting's Practical Talks, if, in a letter to the editor, a working 

girl writes. 

Now, dear Far and Near, I have been often told that I talk 

too much, I hope you will not think that I write too much 

on first acquaintance, so I will wait a little while before 

writing any more, as I have so much to sayl (Daisie Davis, 

Far and Near March 1892) 
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In sum, although the Convention proceedings promote the voice 

of the working girls, the journal writings suggest otherwise. Or rather, 

voices will be heard that the older women can identify with. What 

transpires with and between the working girls and the older women in 

what I would term an unjust rhetoric, where one group's voice is 

muted out, is similar to the process of identification Burke discusses. 

He writes In A Rhetoric of Motives that the process of identification also 

implies that divisions will occur. With Identification comes division and 

with division comes conflict and eventually an act of destruction. 

To begin with 'Identification' Is, by the same token, though 

roundabout, to confront the implications of division. And 

so, in the end, men are brought to that most tragically 

ironic of all divisions, or conflicts, where millions of 

cooperative acts go into the preparation for one single 

destructive act. (1020) 

Burke's process connects to The Association In that the older women 

sought to assimilate the working giri into the "civilized" language and 

manners of America. In that identification, the differences are 
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incorporated into an entity Burke identified as the Corporate-We. In 

the Corporate-We, the new immigrants to the company state, in order 

to succeed, must adopt the voice of a nameless, ambiguous yet unified 

entity, an entity that like the factory owners in late nineteenth-century 

New York City did not have to account for the squalid and nearly 

destroyed lives of its workers, the young immigrant females. The girls 

served the rhetorical and industrial factory of nineteenth-century 

America. America did not serve them justly. America could not serve 

them, defined as it is, as a National-We. The Association was just to 

the needs of the faltering economy of the National-We. Yet in that 

economic service it did not equally serve the women in nineteenth-

century New York. The Association reinforced the status quo of an 

unjust rhetoric that simply just was not fair to all voices and identities. 

Defined So(u)lutions 

We might revise the voices of the conceivers of the "noble aims" 

of the university to be in the very least active doers of a Just rhetoriCr 

where students might be actively initiated into the academy, and 

academics into public discourse. We might use journals like Far and 

Near as a beginning model for placing all our writing, literary and 

nonliterary, gum-chewing slang and "tasteful" talk, in conversation 

with each other and addressing issues inside and outside those places 
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we identify as our intellectual and emotional homes, that is, our 

classrooms, our dorms, our administrative offices. 

The mission statement of the Society suggests possible solutions 

to the gap between voices. It suggests attention to those discourse 

spaces that we do not traditionally define as institutional, that is, the 

affective. Here may be where we can do our best rhetorically just work 

with students and with each other. The Working Girls'Association's 

educational philosophy and goals in teaching the immigrant girls is 

best described by Annie Nathan Meyer's 1891 research. Woman's 

Work in America. 

Their work is the education and elevation of the members in 

every possible direction-physical, industrial, mental and moral. 

They supply a common ground of meeting for young women who 

have had the privileges of education, money, and leisure, with 

those who have had the privileges of self-denying, hard-working 

lives, and the benefits are mutual. (340) 

A just rhetoric, in this case, is one that envisions the wider context of 

the girls' lives in that it sees the girls as both intermittently connected 

and disconnected to a larger whole. We might translate that 

connection in postmodern terms, a hundred years later, to include the 
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many Selves our studentis bring to us. 

The Association and Poostmodern Fragmentation 

I suggest that The Association provides a just rhetoric for the 

postmodern age in that itt serves to unite the divided and actively 

improve material conditions for many. An examination of Lester 

Faigley's view of composiition studies in relation to postmodernism 

suggests to me the ways The Association addressed the postmodern 

Issues of the multiple, complex, shifting self, and the Illusion that there 

is no objective Goodness or Truth. Lester Falgley argues that 

Composition Studies have failed to address postmodern theory. He 

writes that traditional me'thods of writing instruction that valued one 

static purpose over many fluid changing, revised-in-process purposes, 

and one writer's identity on the page, ignored the postmodern 

conception of a multiple annd changing self, and the concept of truth as 

a not necessarily static amd objective entity. 

The Association did address the complexity of the multiple and 

shifting selves the immigr-ant girls brought to the clubs and to America. 

The women taught each oother how to speak and write in the shifting 

contexts of their lives thatt served professional, religious, literary, and 

domestic purposes and th-e multiple identities they assumed as writers, 

teachers, mothers, workeirs, and spouses. Paradoxically, it is through 
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this recognition of a multiple self that The Association achieved a 

common ground for all women and thus a unified voice. 

Though the Association, like current scholars Jarrett and hooks, 

exposed difference, its aim was not conflict, division, or fragmentation. 

Rather, the Association sought common ground to unite groups of 

differing socioeconomic classes. The New York women were not only-

professing but practicing this rhetoric 75 years before Kenneth Burke, 

born and raised in the New York City area, argued for "perspective by 

incongruity." He defines this way of seeing as " a merging of 

categories once felt to be mutually exclusive" {Permanence 69), or a 

"kind of vision got by seeing one order in terms of another" {Counter 

216). The immigrant girls learned to see the world according to upper-

class social values that rewarded proper English, education, and 

women not speaking out. In turn, the upper-class women learned to 

hear the world of the working-class girl through what the upper-class 

women termed tough girl talk. They defined this type of working-class 

talk as full of slang and incorrect grammar. Most significantly, the 

tough girl voice was one that talked out. In seeing, hearing, and 

identifying with each others' lives and voices in terms of the Other, all 

the women constructed a new unified voice that was both proper and 

strong and talked out. Certainly, this new voice, fully developed by the 
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early twentieth century had much to do with the call to action for 

improved professional and domestic material conditions for all women 

regardless of their immigrant or nonimmigrant status. This voice 

constructed from incongruities is a just rhetoric for those who are 

divided. 

A Just Pedagogy 

The common center that united the working immigrant girl with 

her nonimmigrant counterpart was the shared goal or destination of 

self-improvement, self-reliance, and self-governance, achieved 

through cooperation. The key term here is shared goal. This goal, 

which emphasized the wider social concerns of women over their 

individualized Interests, Is a significant aspect of the Association's 

philosophy. 

In the late nineteenth century New York, the material or outer 

condition was such that: 

While there is such an enormous population of successful 

workers, there is an enormous mess of the lowest order. 

There Is none where so large a number are found earning 

a wage below the Mife limit.''Thousands herded together in 
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tenement houses and received a dally wage of from twenty 

five to sixty cents, the day's labor being often sixteen 

hours long. (Campbell 196) 

It was these wider social concerns for women that formed the shared 

reality and ground for justice. 

According to Berlin, "reality Is the product of the Intersection of 

the percelver and that which is perceived" {Rhetoric 49). If we were to 

apply this to The Association it would mean that the older New York 

women and the working girls constructed multiple realities based on 

Individual interactions. Such interactions might take place between 

two, many, or masses of women of different or similar socioeconomic 

classes and values and interests. Different groups of women sought to 

learn from each other in a dialectical and collaborative method in order 

to construct a better reality for all. It Is a better reality from a just 

pedagogy. 

The rhetorical pedagogy of the Association Is not driven by a 

linear model of teacher reaching out across distance to a student, but 

teacher learning sIde-by-side with student, both spokes in a wheel, 

moving toward a shared goal. "It was hand to hand, heart to heart 

work" ("Convention" 10). A diverse group of socioeconomic classes 
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worked near to move far. A speaker at the Association's first 

conference describes their work as 

Cooperation, self-help, the working with, instead of the old 

prescribed methods of working for, is the true spirit in 

which to help the working gir! to ^higher, nobler aims'. 

("Convention" 12) 

The Association makes clear that their purpose Is not charity 

from the wealthy to the poor; it Is not a linear passing down or 

"banking" type of education or banking of wealth. Rather, their 

purpose is to take shared action to Improve the material conditions of 

women. A panel speaker at the Association's convention states, 

"leaders must remember that, no matter how wise and experienced 

they may be, they need the advice and help of members" 

("Convention" 15). In a shared vision of their purpose they had to 

consider themselves equals. As written in the Convention proceedings: 

None were so rich that they might not learn the lessons of 

self sacrifice and patience from lives which had held but 

meagre privileges; none so cultured that the joy they could 
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bring by ministry to others' lives might not return to bless 

their own hearts; none so poor that they might not cheer 

and comfort less fortunate lives, or so untrained that they 

might not suggest to talent and accomplishment practical 

methods of reaching vital means of helping. (10) 

The rhetorical purpose was to transform the newest consumer of 

American life, the immigrant, and the newest public producers of the 

Cult of True Womanhood, upper-class female voices, through appeals 

to hope, ministry, and benevolence, that is, through appeals to the 

underpinnings of justice. Together they formed the new concept of the 

ideal woman. However, initially, the appeals were just that, appeals 

with no initial action toward justice by the upper-class women 

An Unjust Rhetoric: Just Rhetoric 

At the same upper-class women worked to "uplift humanity" 

they were, in fact, trying to keep the tough girl quiet and happy on the 

job in order to preserve the upper class. The happy worker preserved 

and enhanced the productivity in the factories and stores the upper 

class owned. The contented worker also was another consumer of 

those goods and services necessary for a stable economy. The upper-
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class women were complicit in maintaining and preserving poor 

working conditions and class division at the same time they were 

trying to appeal to the domestic values of the working class in order to 

help them. 

Caroline Dall, in her nineteenth century work. The College, The 

Market, and The Court; or Woman's Relation to Education, Labor, and 

Law, notes the material conditions of some females at the time. 

These seven thousand eight hundred and fifty women in 

New York supported hundreds of men in ease, before they 

dropped from the seamstress's chair to the curbstone and 

the gutter. (143) 

Another scholar of the time, Emily Davies, writes in Thoughts on some 

Questions Relating to Women, 1860-1908, 

It is an unquestionable fact, that in manufactories where 

women are doing, 'not men's work, but horses work;' 

[and] where women and girls are employed, the low rough 

exhausting work is given over to them, where the higher 

branches, in which intelligence Is required, are reserved for 

men. (22) 
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In addition, upon close examination. Far and Near seems 

to gloss over these material conditions of the immigrant females in 

favor of "nobler aims." These aims are inferred from journal writings 

such as the poem, "Star Eyes," written by a member, Juanita, the 

column, "The World's Events," the article "Life Insurance-How to 

Choose a Company, the essay, "Learning to Write," by Robert Waters, 

an essay on correct grammar, the short fiction story "Halloween," also 

written by a member, a column on household tips and another on 

fashion faux pas. Literary critiques of the works of Maria Edgeworth 

and Emerson, book reviews, and sewing and cooking tips present a 

wide panorama of service to the lives of all women. If the women 

focused on nature, world events, the benefits of businesses such as life 

insurance, civilized writing, fiction, their home and dress, they would 

not focus on their dismal work conditions or their class distinctions. 

The journal does not give voice to the conditions Davies and Dall refer 

to. The journal appears to be more concerned with the formality of 

front parlor rather than the kitchen or front stoop. The journal Is more 

concerned with the expensive and correct literary formal drapery 

rather than the tattered verbal lace of the working immigrant life. 

Columns titled, "Thrift," "Possibilities," "Hope," and "Appreciation" 

define the textual sitting room of the Association as that place where 
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the public Is invited in. As one member writes in praise of the journal: 

Many obliged through reduced circumstances to give up all 

the hours formally devoted to their studies to hard work, 

eagerly devour the description of some great picture or 

poem recently brought to public notice, or a planet recently 

discovered, the criticism of some noted book, or an essay 

on some subject of public interest. {Far and Near May 

1893) 

Reduced circumstances? Sounds like a "civilized" euphemism for the 

horses' work and prostitution Davies and Dall refer to. 

If we examine more closely the conference proceedings from the 

National Council of Women of the United States, which assembled in 

Washington, DC February 22-25, 1891, this rhetorical construction 

which both decorated and muffled women's contradictory material 

conditions, under the drape of justice, becomes significant. The 

National Council of Women was "the grand gathering of notable 

women into permanent organizations upon the broadest possible basis 

of work for the uplifting of humanity" {National 1). The conference 

papers included presentations by the presidents of the National 
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Woman's Suffrage Association, The National Woman's Christian 

Temperance Union, The Woman's National Press Association, Sorosis, 

and numerous other speeches by women's educational, religious, and 

philanthropic councils. 

One year earlier. The National League of Women Workers, under 

the auspices of the New York Association for Working Girls' Societies, 

held their first conference. At that time, the National Council of Women 

was questioning the value for women of social and philanthropic work 

and the home as center sphere. Women leaders at that conference 

encouraged their daughters to be educated in the classics, music, art, 

law, and medicine as men were, and to enter those professions 

traditionally held by men. Barnard, the affiliate school of Columbia, 

was established at this time to serve these needs the older women had 

for their daughters. 

Yet, these women trained the working-class girls in sewing and 

cooking and how to improve their home life. The upper-class women 

espoused self-denial for the working-class yet taught their daughters 

the opposite. They encouraged the working class to subjugate 

individual needs to the good of the whole. The whole was defined as 

the home life all women participated in as wives and mothers. They 

encouraged their daughters to expand their home sphere to include 



those spaces and professions traditionally reserved for men. In this 

instance, the women redefined and expanded the whole to be the lives 

of all classes of women in and outside of the home. 

Just at Home: The Association and the University 

Despite what appears to be defined contradictions in the 

educational goals for different groups of women, I believe that the 

upper-class female rhetorical efforts to serve the working girl were 

sincere. The immigrant girls needed to feel at home in America and to 

be savvy in American ways before they could venture into "other 

disciplines," out onto the front porch or into the garden, so to speak, 

and Into other multiple contexts. 

Translated into the modern university. The Association's practice 

would be similar to Wayne Booth's argument for a unified (/n/versity. 

For example, according to Booth, the university should be a place 

where true understanding occurs across disciplines. His ideal is a 

"university run by faculty whose members, while cultivating their own 

gardens, insist on looking over the garden fence and even visiting with 

the neighbors" (251). In other words, previously linguistically walled-

off disciplines are able to communicate and shift and change 

depending on the participants and the context. 
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Similarly, we often define the university and the students' home 

spheres as two distinct sites, when they are not. The immigrant girls 

were taught to view their process of inventing America as one that 

would shift in strategy depending on the context in which they found 

themselves. For example, while the girls were encouraged to be skilled 

sewers for the Children's Dressmaking Company, "turning out the 

prettiest and most dainty things imaginable," "when all hearts are 

beginning to be warmed with that peculiar tenderness which belongs to 

the time when the love of the Holy Child makes us all as little 

children," they were also taught to see another context, another home 

for their work. They were taught the details of running their own 

profit-sharing business. From their work with the Children's 

Dressmaking Company, where "every worker is a forewoman" {Far and 

Near Dec 1890) the girls were taught management, marketing, and 

investment strategies for running their own businesses. We need to 

understand and be at home with the shifting dynamics of the 

conventions or the manners, as it might be viewed, before we can, and 

in order to, expand the sphere of influence, of change, and of rhetoric 

that is just. 

Females of that time were in no position to be masters of the 

workplace. They could, however, be masters of the homeplace, and 
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this sphere is the dominant sphere the women could work in with each 

other to improve lives. In the home these women could work and 

move in unity and In harmony, despite their differences in class. They 

could work to improve the domestic lives of all women at the same 

time that they were extending the circle, stepping out onto the front 

porch via their daughters, who would work to improve the workplace 

lives of all women. 

If we imagine the rhetoric of the Association, with its diversity of 

voices and members, as rooms in a nineteenth-century Victorian 

home, with each room serving a different purpose and decorated to 

serve that purpose, those rooms have a common entrance everyone 

must cross, the front stoop, that is, the large porches that extended 

the Victorian home space. The front porch connects the sidewalk of 

outsiders with the living room of the insiders. Here, people will talk and 

learn and either walk on or stay. After awhile the porch becomes a 

public space for the surrounding neighbors. It becomes a place where 

the outside is mediated with the inside. Distinctions become unclear. 

Similarly, the distinction between female classes and voices becomes 

unclear as the Association extends in time and size. 

If we compare The Association's aim to serve the 

community to the field of rhetoric's efforts to reach out to other 
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disciplines across the curriculum or through service learning, or 

through a business college reaching out o«n-line to work with, serve, 

and collaborate and teach rhetoric with corporations, we see that all 

aim toward a sense of equality and justice. In Gere's recent work, 

"Service Learning and English Studies," she argues for service learning 

as a site where students "mediate the relationships between the 

discourse and the needs of the academy and those of actual 

community contexts" (147). The AssociatiJon also was a site for the 

mediation of diverse discourse. I suggest "that these contemporary and 

historical mediations foreground and refle»ct the material reality of 

post-Fordist production, where authority and service is decentralized. 

In both learning sites we have the oppositie of a Fordist approach to 

knowledge production. Fordism 

Required elaborate central plamning and standardized tasks 

and parts, to analyze discrete tasks, and to arrange tasks 

in a sequence or on an assembly line [and] used an 

authoritarian hierarchical mansagement structure to ensure 

the plan was followed. (Faigley 10) 
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The Association's "production" of linguistic and cultural "taste" 

was decentralized, and implied a symbiotic, mutually beneficial 

relationship of service between writer/speaker and reader/listener, 

between upper and working classes, between new Americans and old 

Americans. In those just relationships, all appear to be equal, to be the 

same, to be a fluid and unified whole. 

Inconspicuous Strategies for Identification 

Interestingly, speech, writing, and fashion provided strategies for 

how these women were to move back and forth fluidly between 

linguistic rooms, contexts of the home and the workspace. Like a front 

porch that provides decorative access, in some respects speech, 

writing, and fashion gave the appearance of ceremonial rhetoric. In 

other words, the almost ceremonial attention of daily speech and dress 

in the name of appearance seemed a ritualistic convention, more than 

a means of persuasion. Yet the linguistic conventions, like a front stoop 

served the women in their movement to uplift the aims of all by 

providing an equal space, a fair definable spot from which to start. 

In the April 1893 Far anc/A/ear edition, Katherine Pearson Woods 

writes about proper fashion for woman of that time. Her column is 

followed by one titled, "Some Common Errors in English Speech," by 
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Robert Waters. Woods writes, "first you don't want to be conspicuous" 

in speech or dress. She refers to defects in dress design as any which 

would call attention to the wearer. The proper dress is any fashion that 

is "perfectly inconspicuous and comnnonplace, as well as comfortable" 

(Far anc//Vear April 1893). 

Similarly, in the same issue. Waters focuses on common 

grammatical errors the "common illiterate woman" makes In speech 

that would make her conspicuous, such as double negatives, using who 

for whom, or lie for lay. The aim of language, he notes, is to enchant 

and attract others to the speaker, not necessarily to do anything, to 

change anything, or to disrupt the status quo. 

It Is wonderful what an influence language has in 

enchanting or disenchanting those to whom it is 

addressed. The moment one begins to speak, his language 

attracts or repels the hearer, according to the harmony or 

lack of harmony therein. {Far and Near /KprW 1893) 

In other words, the women were encouraged to blend in and to merge, 

as a mental and physical rhetorical strategy to maintain the "illusion of 

being a handsome and lovely woman"(116). If females kept quiet and 
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did not stand out in dress or speech they could more effectively shift 

contexts and move from textual room to room, from the sidewalk to 

the front stoop. 

For Waters, correct speech was seen as similar to a highly 

desirable fashion accessory—the sign of a "highly cultivated, 

thoroughbred woman." Both Waters and Woods encourage simplicity in 

the style of language and dress. "Exclude very large and conspicuous 

plaids and certain other patterns," advises Woods. Waters refers to the 

"half educated" as those who "think the use of big words an indication 

of learning." Big plaids and big words-illusion intrusions. Waters 

suggests that those most learned are those who "chose to use the 

tongue to which they all were born." 

This advice to be inconspicuous in dress and language, yet to use 

the language of their home, seems contradictory advice to give to the 

working girls. First, Waters recognizes and defines home as not the 

working-class home, but the home of the upper class. It is as if he 

assumes there were an essential difference between the two. Anyone, 

of any class, would have difficulty being inconspicuous in dress and 

language, that is, in deed, in action, if they used the language of their 

home. The language of the home, the tongue to which we are born is 

as diverse and unique, and therefore, conspicuous as the ancestors 
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who spoke it. Waters assumes the home language of the upper-class 

woman is a static and "thoroughbred" language, when in fact it is born 

of the words of many diverse voices (Bakhtin 272). 

We might view this contradictory advice as a rhetoric for 

conversion. The early Far and Near editions emphasize the expression 

of difference as a vehicle to assimilation, to inconspicuousness. The 

Association writes; 

We want to find out one another's different ideas by 

hearing from places where circumstances have altered 

modes of action, not to dwell on the similarity of method in 

our large Eastern cities. {Far and Near November 1890) 

Three years later, however, the journal is valuing the assimilation of 

ideas, speech, and dress. While we hear the working-class in early 

journals through letters to the editor, we do not hear those voices four 

years later in the final editions of the journal. 

While The Association appears to collapse class distinction 

and merge the boundary between the home and the sidewalk, between 

the insider and outsider, upon close examination, it is clear that The 

Association unwittingly both perpetuates and merges class distinctions. 
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through the replacement of letters to the editor with advertisements in 

Far and Near. On one hand it merges all groups by identifying the 

audience for their work as the public, not a specialized group. The 

advertisements in Far and Near collapse perceptions of difference 

among the audience. For example, the Cassell Publishing Company 

advertises the sale of Cassef/'s Complete Pocket Guide to Europe^ 

aimed to appeal to both the upper class who could afford travel 

abroad, and to the working class, who came from Europe, collapses 

difference between the recent immigrant and the more established 

older American. Advertisements for novels such as Out of Fashion, 

Polly-A New Fashioned Girl, and The Palace Beautiful aimed toward 

young girls of all classes instructed them, through fiction, in their 

culturally assigned home and dress, in an attempt to merge difference 

between young and old, poor and rich. An ad for The Writings and 

Speeches of Grover Cleveland suggests yet another blurring of 

difference, in this case, between genders, and also between the public 

and private spheres. 

On the other hand, replacing the voice of the working girl 

in her letters to the editor with advertisements is a textual conversion 

of the working girl's voice into the voice of consumer, an ironic, yet 

significant, altered mode of action. It is written action that shifts the 
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rhetoric from rhetoric designed to merge class differences to one that 

will perpetuate class difference. The advertisements are for products 

such as clothing, food, and books. The increased sales of these 

products will benefit the upper-class owners of the factories and 

presses that manufacture these goods. These are the factories the 

immigrant girls worked In under poor conditions, conditions that would 

only worsen with increased demand for these products. The working 

giri is not necessarily assimilated, or converted, as much as she is 

consubstantiated into American consumer culture. She becomes the 

sub-stance of a product-driven economy. In other words, she is both 

ridden over by the economic wheel at the same time that the economic 

wheel cannot turn without her support. The upper class transcends the 

responsibility for the poor working conditions by convincing itself that it 

is providing products and jobs that are needed by America. 

The collapse of boundaries between audience groups suggests 

the new appearance of a post-Fordist, nonhierarchical mode of serving 

the reading needs of the audience. It recognizes the audience as a new 

community of learners, not as distinct groups where one need to enter 

into another, and move outside of their home, so to speak. It 

recognized their similarities, not their differences. The Association's 

recognition of a new audience paralleled the construction of the 
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Brooklyn Bridge in New York at the same time. The bridge spanned 

Brooklyn where most of the recent immigrants settled, and Manhattan, 

where many of the more established lived. The construction of that 

bridge, and the New York City subway system a decade later, which 

linked boroughs and multiple cultures, serve as just material realities 

which reflect the Association's networked rhetoric. It was a rhetoric 

that spanned difference. 

Interestingly, this rhetorical strategy does in time. Improve 

individual lives, but not necessarily improve poor working conditions. 

The Irish, the Polish, the Russian, eventually move beyond factory 

work, only to be replaced by new immigrants. 

The Association idealistically transcended the realities of shop 

conditions in the hope "that education [would] change the conditions of 

the majority of their homes" ("Convention" 9). Helen Campbell notes 

in her nineteenth century research. Women V\/age Earners: Their Past, 

Their Present^ and Their Future: 

Homes of every variety open their doors; but in all of them 

still lurks the suspicion of charity; and even when this has 

no active formulation in the worker's mind, there's still the 

underlying sense of the essential injustice of withholding 
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With one hand just pay, and with the other proffering a 

substitute, in a charity which is to reflect credit on the 

giver and demand gratitude from the receiver. (250) 

I suggest we reflect and examine the ways we may "proffer a 

substitute" of pedagogical rhetoric that justly defines and identifies 

how we may be both consciously and unconsciously uniting and 

dividing groups of people in our teaching. In 1893, Campbell's 

solution was '^just pay, then, heads the list of remedies" (251). A 

century later, just education, as practiced by the Association, in 

addition to just pay, is a serviceable remedy. 

In the next section, I examine how my perceived identification of 

my students' differences affect how I think I am revising their thinking 

and thus, their writing in our first-year composition class. Based on 

these perceptions, I ask and answer, how "just" is my teaching? 
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CHAPTER THREE 

JUST LISTENING 

Introduction 

The term "just" can be defined as " guided by reason or 

fairness." It may also be defined as "by a narrow margin; barely," as in 

"I was barely listening to what he said." Using Kenneth Burke's 

concept of stooping to conquer {Philosophy 407). I suggest that some 

strategies for addressing the concept of what \s just listening in the 

classroom need to consider differences in what I perceive as economic 

class among teachers and students. I look to competing feminist 

pedagogical theories to negotiate a space from which to construct a 

definition of just listening that encompasses differences. 

I argue that instead of defining feminism and composition as an 

either-or stance, that is, either we are powerless, silent nurturers who 

will listen to any comments no matter how offensive to our beliefs, or 

confrontational and combative, and I believe ineffective in revising the 

thinking of some students like Aaron whom I discuss later, we could 

apply Burke's "both-and" strategy as a new system of motives, as a 

rhetorical method of just listening, and cultivate students to confront 

and contend with their words and each other's. If we merge both a 

nurturing and supportive pedagogy and a confrontational pedagogy, 
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we can examine how to negotiate, or as Freud might say "re-find" our 

place as teachers, or relocate ourselves with an awareness of division 

within the context of the differences we share as feminists. We can 

relocate ourselves through what Burke calls a "perspective by 

incongruity/' that is, "a merging of categories once felt to be mutually 

exclusive" {Permanence 69), or a kind of vision got by seeing one in 

terms of another" {Counter 216). 

Feminist Theories and Composition 

Studies that link feminism with composition appear to be divided 

Into ideological fortresses. On one hand, some works state that 

"composition specialists replace the figure of the authoritative father 

with the image of a nurturing mother" (Flynn 423). These studies 

promote the classroom as a safe space that is cooperative, 

interdependent, collaborative, and caring (Lauer 280). Initial feminist 

studies in composition link argument with violence (Gearhart 195), 

doubting with aggressive combat (Elbow 178), and endorse the Idea of 

"drawing on maternal practice and the values It cultivates" (Daumer 

and Runzo 50). 
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Other studies in composition invite us to problematize "the 

feminization of rhetoric and composition studies" (Lauer 276) 

where according to Fuss feminization is defined in traditional 

terms as 

Attainment of a new capacity for ethical care, whether this 

is described in terms of love, compassion, altruism, or care 

[and] 'a postmodern expression of excessive desire, a 

desire on behalf of the Other.' (qtd. in Lauer 284) 

For example, Susan Jarratt, in her article, "Feminism and 

Composition: The Case for Conflict," argues for "overtly confrontational 

feminist strategies" (106) as a strategy for negotiating oppressive 

discourse. She asserts 

It is more productive to bring out and examine the contradictions 

and conflicts being resolved in that space than to overiook them 

or minimize their significance. (116) 

Similarly, Bell Hooks "endorses a pedagogy grounded in an 

'oppositional world view' (120), a pedagogy "many students find 
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difficult, frightening, and very demanding" (Hooks 53). 

Some feminist rhetoric in composition pedagogy defines the 

nurturing maternal teacher and the student who is nurtured as one 

who seeks compromise, (Gilligan 41), or listens yet, "swallows without 

reply" (Jarratt ill). This rhetoric constructs the supportive teacher as 

victim, a victim who if their ears were to be barraged by the "highly 

complex collisions of gender, race, and class in the classroom" (Jarratt 

119) would find themselves voiceless, unempowered, and unable to 

negotiate conflict. These "bridge-builders," nurturers, or as some 

might call them "superficial suturers of real social division," (Jarratt 

110) in other words, ineffective, are described as "silent," "unsure, and 

manipulated," avoiding confrontation" and unaware of "fundamental 

clashes in values" (Jarratt 105). This rhetoric asserts we must overtly 

confront "the oppressive discourses of racism, sexism, and classism 

surfacing in the composition classroom today" (Jarratt 106). 

A Case for Just and Useful Listening 

It is about three weeks into the first semester of first-year 

composition. One of my students, Aaron, states in class, " I think 

immigrants should stay in their own countries. Most of them are dirty 

and violent, and take jobs away from Americans and have made Los 
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Angeles, my home, crowded, diirty, and unsafe." He also says, 

'^minorities took my scholarship money." Other comments that I hear 

or read are "minorities should oget over it," and '^minorities are 

repressing the white male voicee." Another student, Christine, a Los 

Angeles native and the ostracised daughter of Korean immigrant 

parents who do not like her Anrnericanized ways, sits two seats away 

from Aaron. She initially says nnothing, but writes and tells me much 

outside our class. She tells me her parents do not want her mixing and 

dating with Americans. They dCD not like they way she dresses in like 

an American teenager in jeans and tee shirts with American slogans on 

them. She tells me they get anagry with her for hanging out at the Malls 

with other American teenagers.. Initially, I hear this conflict from a 

feminist perspective. In other vwords, I listen to the scenario in terms 

of a gender division. I see the context in terms of white American male 

versus silenced female, who hatppens to be Korean. Only now do I see 

the exchange between Aaron amd Christine, and Christine and her 

parents in terms of their differeinces in social values. These values may 

be rooted in an unjust access to financial resources. I do not consider 

how perceptions of my own idemtification with the upper, upper-middle 

class may play out in how I negiotiate difference and how I teach Aaron 

and Christine. I do not consider how I may be Inadvertently and 
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unconsciously teaching them about my own social values. 

Aaron has no concept of Christine's background, as she does not 

initially voice it in our class. She tells me in conference and through 

her writing that she does not want to appear different and is ashamed 

of her home culture. She wants to fit in, in this, her new school, as 

she does not fit in at home. Just listening is her way of fitting in. Upon 

reflection, it was my way too, of fitting in as a teacher and a writer in 

the field of rhetoric and composition. In the storied land of working-

class travails, I had a story to tell, but I needed to just listen first. I 

had to listen for empathetic rhetorical strategies to find a common 

ground with scholars and teachers in the field along shared social 

values that could transcend the rigid class lines I saw being rhetorically 

drawn around the working class. My home story would have to stay 

on the back stoop while I listened. At the time I thought I was 

addressing Christine's needs from a feminist point of view that wished 

to help her voice her ideas. In retrospect, I placed her home on the 

back stoop, while I allowed Aaron to voice the social values of my 

home turf. 

My immediate impulse is to shut off Aaron's voice and his hurtful 

words, or rather, to throttle him, and despite Christine's reluctance, 

get her to speak in class, in response to Aaron. However, Aaron is an 
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interested and interesting student and a powerful motivating force in 

the class. He goes out of his way to help other students who are 

discouraged, frustrated, lost, and overwhelmed in their first semester 

away from home at a large university. For this reason, I believe he 

has no concept that the "minorities" he speaks of are in this class. His 

actions seem very disconnected from his words. He is a talking head, 

repeating what seems to be the voice of his parents and home. Me 

too. Though I do not realize it at the time, I am drawn to Aaron's ways 

of knowing CBelenky) because they are mine. They are mine because 

we share, or I perceive that we share, the same social values from a 

shared upper-class, upper-middle class economic space. Though my 

words suggest empathy for Christine's silent listening, my actions and 

attention to Aaron suggest a powerful alliance with those who are not 

working class. 

I do not want to put Christine on the spot, embarrass her, or 

betray whatever trust she may have In me. I think Burke provides 

strategies to help us with students like Aaron, who despite their 

unexamined hurtful words are very motivated writers, who motivate 

others in class to write, and Christine, also a motivated writer, who 

chose to remain silent and listen, in order to fit into the community we 

try to build. In addition, using Burke encourages a self-examination of 
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our own rhetorical strategies that uncover the working class story 

while paradoxically constructing a context that may perpetuate 

economic class difference within our own field and our classrooms. 

One place to look Is at the rich tradition of feminist work in 

composition. Another place we can look is at Kenneth Burke's work. 

Burke provides a rhetorical strategy that is useful in revising not only 

student thinking like Aaron's but also teacher thinking, like mine. 

In Attitudes Toward History, Burke speaks about a man writing a 

book, Burke asks us to imagine that each word the writer uses In the 

book is not just a collection of ink lines on a page but a pile of bricks. 

Burke writes 

By the time [the writer] got to chapter three, he would have a 

wholly new problem on his hands. He would be surrounded by a 

mountain of bricks. The bricks would be a mere by-product of 

his intentions. Their cluster would have arisen incidentally, while 

all his interest was centered on the writing of the book— but he 

would have to take them into account nonetheless. 

{Attitudes 412) 

I think as we build the house and write the story that links feminism 
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with composition, we need to account for perceived economic class 

difference that "unintended by-product," or "unforeseen consequence," 

the clutter or mountain of bricks in our construction. Burke writes 

A civilization successfully weathers such a test when its critics 

enable it to understand what kinds of clutter has arisen, and 

what new system of motives must arise to handle this clutter 

satisfactorily. {Attitudes 413) 

Using Burkean rhetorical strategies to negotiate the economic 

differences we may encounter and the initial chosen silent listening of 

survival of students like Christine not only provides a new system of 

motives to "handle this clutter" but also widens the glimpse Janice 

Lauer writes of in her essay, "The Feminization of Rhetoric," the 

glimpse of "some theorists, researchers, and editors building networks 

and bridges instead of ideological fortresses" (283). 

I wish to build that bridge in the same ways the New York 

Association for Working Girls did. They did not confront the differences 

the immigrants brought to them. They did not speak for the 

immigrants but allowed them to speak for themselves. All listened 

justly to each other. They opened their homes and front stoops for all 
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who passed through. If I confront Aaron, I am speaking for Christine. 

And if I speak for Christine, I cannot help but distort the knowledge 

and experience that is hers, an action that might paint her as a silent 

victim incapable of fending for herself. Christine does not need to feel 

safe in order to confront Aaron with her own experience as the 

daughter of Korean immigrants. Christine, not I, needs to rhetorically 

approach Aaron in order to persuade him. She writes, "I am here all 

alone. I have no contact with my parents or brothers and sisters. My 

father hates Americans and wants to return to Korea, At work they 

sometimes don't pay him, call him stupid, and sometimes beat him. My 

father calls me a stupid American and won't let me go to parties with 

my friends or see my boyfriend because he is not Korean. My mother 

wants to stay in America. They are in the middle of a divorce. I have 

no money." She writes profusely, proudly, yet questioningly about 

Korean traditions that espouse hard work, respect, and the family, 

cultural, and financial support Korean immigrants provide for each 

other in America. 

Unlike Christine's questioning stance, Aaron is a student game-

player. I find him parroting ideas, without necessarily critiquing his 

own, under the illusion of pleasing other students or me. If I confront 

Aaron, I risk not changing Aaron's thinking but driving his way of 
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thinking underground where his ideas will become unexposed, 

unexamined, and therefore unchanged and festering. In Burkean 

fashion I will both listen and question Aaron to define the context for 

his thinking. I want to listen justly instead of just listen. I want to 

cultivate Aaron's and my thinking about his and my own understanding 

of the context from which he speaks. The voiced experiences of 

students like Christine cultivate students like Aaron and teachers like 

me so our thinking and writing is pruned and reshaped. Aaron and I 

learn more about other ways of thinking if our values are not overtly 

confronted but better listened to. Overt confrontation only reinforces 

unacceptable social values and gives them attention and emphasis. 

We merely abort thinking instead of revising it when we confront 

thinking overtly. 

If we use Burke, I think we can negotiate and collapse what I 

only identity now in retrospect as a clash in economic class. I initially 

perceived the difference as a gender clash manifested in whose voice I 

heard. I thought I heard Christine's because she was female. I learned, 

though, that I listened to Aaron's because I identified with our shared 

backgrounds. We can use Burke to contend with these conflicts, not 

through overt confrontation but through covert confrontation in the 

form of compassion, a compassion that cultivates the student 
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experiences they bring to us that lead to thinking like Aaron's-thinking 

we often see as tangled weeds or choked flowers. Unless what is 

underground;, the context our students speak from, comes to the 

surface, we do not know what we have to work with. We do not know 

the experiences that lead to the thinking our students bring to us. Yet 

once our students hear or see what is planted, they can more clearly 

re-examine and confront, and cultivate, their own and each others' 

words. 

At semester end, I find myself reading a paper Christine has 

written about Korean culture and her own ideas and research about 

how to set up centers in the United States and Korea to help Korean 

parents adjust to the life of their children in the United States. She 

tells me she is talking to her family again. She comes to class wearing 

a necklace with a large Korean emblem/medallion on it. Aaron 

researches and writes about immigrants in Los Angeles. He tells me in 

conference he is dumbfounded at the low employment rate and 

success stories he has read. He tells me "this really messes up [his] 

paper," nothing he thought makes sense now, and he now "has to 

refigure this all out." He has to think. I find myself wondering how 

this change in thinking occurred, or rather, what might have been the 

impetus to new thinking, and tracing it back, I think Christine's 
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rhetorical approach to conflict had much to do with Aaron's revised 

thinking. 

Christine and Aaron easily establish common ground in their 

small group together. I overhear them talking not about cultural 

differences but their common frustration with and rebellion against the 

ways and thinking of their parents. It occurs to me that possibly they 

have not identified each other as different and in conflict. I have 

defined them this way because they have indirectly talked to each 

other through me and given me a perspective by incongruity. And in 

my double vision efforts to account for and cultivate a diversity of 

thinking, I wonder if I unintentionally initially defined Christine as a 

victim. I assume Christine is victimized by Aaron's words. I assume 

she cannot fend for herself, when in fact, she can and does. I assume 

she sits quietly behind Aaron because he has silenced her. However, 

as I listen and observe Christine, I discover she confronts Aaron on her 

own in ways we not traditionally define as confrontational—that is, she 

establishes common ground and blends In, as she wants to. She is like 

the fighter pilot shot down over enemy turf who camouflages himself 

in the foliage in order to blend in. We call him a hero. 

Christine collapses Aaron's hostility by talking about how similar 

their parents' treatment of them is. Whereas I have defined them as 
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white male and Korean female—based on Aaron's self definition-

Christine defines herself and Aaron according to what my definition 

originally is not, that is, two eighteen-year-olds with similar 

experiences. How often do we question how our students define 

themselves and each other in our classes? Whose definition do we 

adopt? How does this definition affect our ability and our students' 

ability to critique thinking? In reflecting on why I adopted Aaron's self-

definition, I discover that I define him as separate and different from 

Christine, not solely because of their gender differences but also 

because I perceive them to embody economic and social class 

differences. In listening to Aaron, I recognize my own upbringing. I 

know his home, I know his values, I think I know his life. In listening 

to Christine, I hear all that is unfamiliar and strange. In Aaron, I see 

myself. In Christine, I listen to myself. 

The common ground that Christine uses to identify herself can 

only be identified through listening, listening and support for 

experiences that may have led to ideas that are offensive. Some 

critics assert that this supportive stance Implies " an attitude of 

complete receptivity, of openness to ^any view or hypothesis that a 

participant seriously wants to advance' (Elbow 260), an attitude that 

some feminists state "puts a woman in a dangerous stance" (Jarratt 
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understood why they thought they way they did. Aaron tells us his 

girlfriend was attacked by homeless men in Los Angeles. He 

unquestioningly assumes they are immigrants. Many can identify with 

his anger and fear. In this corner of conversation we speak the same 

language, a language we can use to work and reshape thinking. 

Kenneth Burke writes. 

You persuade a man only insofar as you can talk his language by 

speech, gesture, tonality, order, image, attitude, idea, identifying 

your ways with his. (^Rhetoric 55) 

When we walk into classes and initially hear or read comments 

like "why do we need to read all this minority stuff, group work 

contaminates my mind. Hitler had the right idea, some immigrant has 

my spot and my scholarship at U of A," I think a new system of 

motives is called for If we are to revise such thinking. It Is a system of 

motives that involves both cultivation and confrontation, though not 

overt confrontation that can potentially merely silence offensive 

thinking, not change it. It is a system that alms to establish common 

ground, common ground found through just listening. Furthermore, 

and perhaps most significantly, it is a system that asks us to cultivate 
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and confront our own perceptions of the image in the nnirror and the 

echoes in the room. Who and what are we seeing and hearing? 

Ourselves and our own voice? Burke's work in Philosophy of Literary 

Form lays the foundation: 

I should propose the formula: stooping to conquer. Such is the 

experimental method at its best. In so far as is humanly 

possible, it begins by listening rather than by asserting. It is 

postponed assertion, somewhat as investment is said to be 

postponed consumption. (407) 

Using this strategy, I think we can identify the context from 

which our students speak so that we might better understand their 

purpose for the unquestioned text they use. In addition, in our 

postponed assertion as teachers and writers we come to understand 

the broader context from which we speak and write, a context which 

embodies a consciously and unconsciously constructed identity. 

Identifying an experiential context that includes identifications of the 

self is not a question of unthinkingly validating all thinking, but rather, 

validating the experiences that led to that thinking and that fluid 

identity. When we listen more to students they tell us more. And 
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when Aaron says in class, "I can't get a job because all the minorities 

work for less money and no one will hire me and my father thinks I am 

a no good bum" and Christine reads aloud from a draft, "My father 

does not get paid for his twelve hour days and goes home and takes it 

out on my mother/' a diversity of thinking and experience becomes 

magnified, emphasized, and exposed. The gaps, the blanket 

statements, and the unanswered questions become painfully clear to 

all of us. 

I do think Aaron and Christine have shown a way to re-envision 

Burke's "stooping to conquer." In their discussion, I see not one 

person lowering themselves to another, but stooping, as in sitting on 

the front stoop and listening and talking. In our efforts to negotiate 

and revise student thinking, we too might think about stooping. For it 

is exactly in that stooping, in meeting outside the context of the formal 

parlors of the late nineteenth century, that the New York City women 

of all classes and cultures built their bridges. And a century later we sit 

on the cyber stoop. 

Chapter Four re-examines the concept of writing as a passport 

that allows us to merge the familiar with the unfamiliar and to inhabit 

a renewed space and identity that serves to unify just as the front 

porch did in the nineteenth-century home. 
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CHAPTER FOUR 

IDENTIFICATIONIS 

Home is where one starts fr-om. 
As we grow older 

The world becomes stranger, the pattern more complicated 
Of dead and living 

T. S. Eliot 

Introduction 

Some theorists, such as Dipardo, argue thoat writing is a passport 

to another place. Implied in this argument is the assumption that we 

are traveling from the familiar to the unfamiliar - or from the conscious 

to the unconscious. I argue, instead, that writinig can also be a 

passport home, "back to where one starts from"^ (Eliot). I suggest that 

writing performs a synecdochic function in that itt brings us back to that 

front stoop of our homes, or creates a conversatiional front stoop 

where there might not have been one. Kenneth I Burke defines a 

synecdochic function as 

The figure of speech wherein the part is ussed 

for the whole, the whole for the part, the czontainer 

for the thing contained, the cause for the esffect, 

the effect for the cause. Simple example: ^twenty noses for 

twenty men.' (Philosophy 25-26) 
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Writing, when viewed as both the cause for the effect and the effect 

for the cause, much like the New York Working Girls' Association 

writing and pedagogy shows, causes us to come out of the previously 

hidden, that is, unidentified and unexamined, curtained formal drawing 

rooms of our traditional classrooms or homes. In effect, we come out 

onto the front stoop where we can interact with a previously 

unidentified word, and thus world. New worlds cause new words, and 

new words cause new worlds. Yet, new words and new worlds always 

contain the old words and worlds. We may Identify the container, as 

say, a dissertation, or say, an article from Far and Near. But within 

that whole are always those parts, those complicated patterns of 

worlds and words of "dead and living." 

Earlier, we saw the complicated patterns of words and worlds of 

the women in the New York Association for Working Girls. Writing 

moves us and them not from the safe here to the alien there, but 

rather, writing encompasses the here with the there, so that your 

language and home become mine and mine become yours, in this 

synecdochic and stooped space. 

In this section I theorize about the rhetorical process within the 

space between the container and the contained, that is, the space 



between the cause of identification and the effect of identification. In 

that space, we as writers name, rename, identify, and re-identify our 

world, that is, our home. The effect appears to be that we both travel 

In wor(l)ds and remain in place. 

Hidden or Unnamed Identifications and Identities 

Cynthia, the "maid" of my childhood, occupied the front stoop of 

my childhood home. The home was torn down by later owners and 

replaced. When I think of writing as a route home, I think of Cynthia. 

Cynthia was probably my age now when she took care of me and my 

six brothers and sisters. 

About the time I learned to ride a unicycie, I tiiink I was 10 or 

so, my father became my mother, and Cynthia, a big black woman 

who talked back to my father and called him "dad" came to take care 

of us, six uniformed kids under 14, with crucifixes above all our beds. I 

loved Cynthia, who wore wigs, dated a white man named George, rode 

a motorcycle, and hung out at "the tavern " on her days off. She 

chewed tobacco. We were never quite sure, when she took off her wig 

at night and hung it on the bedpost, in her room above our garage, 

and revealed a baldish head, if she was a man or a woman. It didn't 

matter. Cynthia made us laugh. She took the edge off, because for 
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Cynthia it seemed from my 10-year-old perspective^ there were no 

edges, no confines, and no ten commandments to follow. Words 

leaked out of Cynthia as did her life. Cynthia was the dangling 

modifier, the split infinitive in my carefully diagrammed life. She lived 

her life as a run- on sentence and I loved her for that 

Cynthia wandered occasionally, and would disappear for a month 

at a time. We^ get a letter from her, "Dear Mom and Dad. "She never 

said exactly where she was or what she i^as doing, only that she 

hoped we were all well. Cynthia was the only woman I knew who 

wrote. In those seemingly undetailed letters, I imagined an 

unconfined life of adventure, risk, and certainty, an odd contradiction. 

We never asked where Cynthia went, and always speculated she had 

gone off to marry George and did George know about her wig. Or else, 

we imagined she'd taken a job at "the tavern," or maybe had a secret 

family in Georgia. One of her letters had a Georgia postmark on it. I 

imagined her on her Harley, with silent George behind, cruising Route 

95 South, her wig flapping, occasionally blinding George. Then, as 

unexpectedly as she left, she would show back up on our doorstep and 

continue taking care of us. And we would play the game "Mother May 

I?" together and I would tell her ''colored maid, you may take ten 

banana twirl steps forward!" My mother was mortified, I was oblivious. 
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and Cynthia would call my father "white guy." 

When my own daughter was one year old, Cynthia showed up on 

my doorstep, decades after I had last seen her. Nothing had changed, 

though I was pretty sure I could no longer ride a unicycle. Risk and 

certainty. Permanence and change. The certainty of the physical words 

on the paper, and the inherent possibilities for risk, adventure and 

change, those words carry. Riding a unicycle, a balancing act. That is 

what moves me to write. My Harley. What would happen if I wrote my 

words off the curb, over the edge? With words, like Cynthia, I can go 

away and come back. 

Cynthia was my passport to identifications with other unnamed 

places. They were ambiguous places in my mind where Nancy Drew 

and the Bobbsey Twins never dared to go. I dreamed of identities that 

did not involve wearing white gloves and speaking up meant more 

than being allowed to say "please and thank you" or "bless me Father 

for I have sinned." The container wore a unifornn. The contained rode 

a motorcycle. Over the white gloves. 

As I reflect on Cynthia and myself from years ago, I can't help 

but see, hear, and identify the parallels between Cynthia and my 

family and the working Immigrant girls in New York City and the 

women who ran the Association. My family provided Cynthia with a 



87 

better life, or so I think. In turn she supported the family "machine" 

and helped it run. Forty years later, I am convinced she is the one who 

identified for me a better life than I would have had without her and 

the model of her useful, caring, adventurous voice. She defines the 

linguistic stoop I never had. This space was and is a stoop of imagined 

and contained identities and identifications. 

In uncovering this recursive identification, I can only suggest 

that the enduring strength of the voice of the Working Girls' 

Association came from the immigrant voices, not necessarily the 

material and linguistic "comforts" the upper-class women provided for 

the immigrant women. Cynthia had a fearless voice I never heard from 

upper-class females. She had a voice. She had nothing material to 

lose. Similarly, the immigrant women had nothing to lose because they 

had already lost their homes. In New York the immigrant women were 

rebuilding new linguistic and material spaces. They provided the road 

upon which the upper-class women learned to ride their words like a 

Harley. Unfortunately, like Cynthia, the immigrant women were the 

stooped labor of the machine. Like Cynthia, the immigrant women 

were and are a part of the whole. 
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Current Whole Identifications 

DiPardo writes that as we travel and negotiate among the 

"polyphony of voices: the voices of [our] linguistically and culturally 

different home communities." (7), we find, as Clarke notes, "travelers 

who encounter and assist each other as they journey separately across 

a common space" (17). If we identify, name, and evaluate the parts to 

our whole, I do not think we are as culturally and linguistically 

different, and thus separate journeyers as many scholars suggest. 

Burke writes that the process of identification implies that we must 

leave something out, and thus, we divide ourselves from others. I 

suggest we examine and "name the Cynthia," that is, that we name 

the parts of ourselves or our readers we leave out when we identify 

them, so that we can more effectively identify with ourselves as 

writers and with our readers and students. Naming the complexities of 

our home turfs, that is, identifying the fluid parameters of that place 

we call home could be a place to start. 

Much is written in our literature about the place of home as a 

source of grounding and identity in writing and teaching. I view these 

conversations on images of home as the academic equivalent of the 

front stoop, that place from which we can all talk comfortably, loudly, 

and with less formality than living-room talk, the formal scholarly 
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emotionless voice of the stooped. Yet, too often I perceive a sense that 

the boundaries and bonds of those homes scholars refer to were static 

and that the identities within and grown from those homes are bound 

to that identification and thus, unchanged. 

For example, Nancy Sommers articulates the language of coats 

in her narrative about her father, who sold coats for a living. She uses 

her father's work of selling coats in a department store as a metaphor 

for the tailoring or lack thereof students pay toward their writing. She 

argues that she cannot measure how much she has "sold" to her 

students, the customers of her writing instruction. She never knows, 

unlike her father, whether she has made her day, whether she has 

sold enough coats. As a writer and a teacher there is no time 

delineated "day" by which to measure success. She suggests that the 

day stretches into years before our students or we know what's been 

"made." 

I think Sommers speaks from a place of yearning for a 

recognizable image from her home in which to integrate the value of 

her work. I do not think she actually believes she can measure when 

she has "sold" enough writing instruction to be considered a success. I 

do believe she uses the image of a coat, and the simple warmth it 

provides those who buy it or who are given it as a gift in the same way 
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I have struggled and stooped and in that stoop talk, stopped the 

struggle to find an image from my home In which to integrate the 

value of this work of teaching and writing. I borrow the image of the 

stoop from the stoop I wish my home had had, a space and place in 

which to talk without formal conventions that reek of the emotionless, 

the voiceless, and "the proper," whatever that is. I think, like 

Sommers, what we want to measure is the warmth of a coat, the value 

of shared human conversation on paper and verbally. 

Mike Rose draws on his home turf on the streets as a source for 

his teaching and writing in Lives on the Boundary. He writes, "It is an 

unfortunate fact of our psychic lives that the images that surround us 

as we grow up—no matter how much we may scorn them later—give 

shape to our deepest needs and longings" (44). True, but too often 

those images are taken to represent our whole identity, and we are 

then constrained by that container. Yes, I am shaped by the images of 

home I both long for and scorn. I long for a stoop, yet I scorn the 

confines of stooped boundaries. We are more complicated than the 

one-dimensional spaces into which we fence our students and 

ourselves. And I know in fencing in the motives and practices of 

women of the New York Association for Working Girls, I ignore the 

intricacies and redefinitions they would bring as individuals. Now. 
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Now. On my linguistic front stoop, time passes quickly and dusk 

falls and the fireflies light. I used to chase them. Time and the fireflies. 

And then days get shorter and the air gets cooler, and I learn a 

childhood friend dies at forty three years old and I know without a 

doubt the value of our stoop together as teachers and writers. I now 

know the value of our words together, as they turn their colors in the 

late summer air. Words, and lives too, change hue and die and return 

again. If we listen and pay attention on the front stoop we will 

understand this better. 

Anne DiPardo's research on basic writing and the challenge of 

student diversity is based on the metaphor that "language is a kind of 

passport" (5). The metaphor infers that language will allow us to travel 

to a place that is not home, from here to there. We do not need a 

passport to go home to sit on the front stoop. The argument implies 

that home is a bad place to be. It implies a concept of time as only 

linear and views home space as bounded. The passport allows 

Sommers to travel away from her father's coat business, a business he 

tells her had a soul. Now that she has traveled away Sommers finds, 

'"each day [is] an unfinished draft. Arriving home, always late, 

unburdening, deflating my body with long ponderous sighs, the family 

chiming, ^no more excuses'" (423) . How ironic that after writing about 
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the pleasures and rewards her father brought home from his work, 

Somnners implies that arriving home is a soulless journey for her now. 

Perhaps we need to unbound the home spaces, that is, to expand the 

guts and soul of the home sphere as did the New York Working Giris. 

Again, we need to identify the soul of that home in order to define 

what it is we want to expand. 

Rose's travel is the reverse of DiPardo's. Whereas DiPardo 

expands her work into her home, the passport allows Rose to "become 

the hero of a thousand adventures, all with intricate plots and the 

triumph of good over evil, all many dimensions removed from the dim 

walls of the living room" (21). Rose seems to remove himself from the 

home sphere completely. 

Unlike DiPardo and Rose, in the acts of identification that 

symbiotically share lives inside and outside the home and workplace, 

the literary practices of the New York Working Girls' Association define 

a strategy that neither removes the women from their home nor work 

spheres. Instead their practices acknowledge the spheres as one 

complicated pattern of the living and the dead, that is, the new and the 

old. An unidentified speaker at the Working Girls Convention states 

that "we seek the art to borrow from others' lives, win their confidence 

in the sincerity of your motives by adapting yourself to their point of 
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view" (11-12). No distinction is made between work and home lives, or 

immigrant girls and older New York City women. Spheres meld into 

spheres as they are shaped and reshaped by selves. These selves are 

multiple and never static. 

In Coming to Class, Shepard notes that as storytellers and as 

readers, we craft narratives into shapes that are familiar to us. Of 

these self-shaped stories he writes, "I ache for them, like I ached for 

home when I was nineteen and two thousand miles from anything 

familiar. We all need a place" (137 ). Language is not only the 

passport away from home as Rose and Sommers and countless others 

assert, but when viewed in the context of the Working Girls' Society, 

language allows us to give value to the place we shape as home, a 

home which can exist here and there, if we allow ourselves to craft our 

stories as an intimate practice within an academic frame, or within the 

context of the immigrant girls, the cultural frame of 1890s New York 

City. From a Burkean perspective, I would identify the intimate 

practice of language as the contained within the academic container. 

Julie Innes in Gere's work Intimate Practices^ defines such a practice 

as "the sharing of information about one's actions, beliefs, or emotions 

which one does not share with all, and which one has the right not to 

share with anyone" (40). 



94 

Paradoxically, academic language has been a timeless passport 

home for me In that It allows me to share beliefs and actions and 

emotions which upper class linguistic conventions do not permit. 

Christine Russell in her essay, "Academic Life as Middle Ground," 

writes of her upper-class background, "growing up in a family where 

appearances were so highly valued, I came to understand the public 

guise as a way to conceal more than just your weaknesses; it was a 

way to protect yourself" (127). I see that self-protection, that 

overcoat, that thick second skin, In some student writing in business 

classes at Lehigh. I think it is useful at this stage to merge the home 

of rhetoric and composition with the home of business and apply and 

adapt these Identifications and Insights to teaching business students. 

Grounded in these Identifications we can name that place where they 

are most at home. We can see the parts within the whole. 

Identifying Parts within the Whole: Second Skins^^ the Idealistic 

LiC;^ and Allegiance 

Second Skins 

Some teachers of critical thinking and critical writing may 

misname writing by some students as "rote," "unthinking, " and 

uncritical." Some teachers in a business college may (mis)name that 
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same writing as "correct." Burke had a useful way to haindle such 

naming in the concept he called exorcism by misnomer (Jkttitudes). He 

suggested that we could get rid of a ghost, that is, what '^we don't 

agree with or understand by renaming it. The ghost in th-e closet we 

could rename say, hot fudge. In such a case I could rena me such 

uncritical student writing as a deliberate protective act and survival 

tactic grounded in learning to write and survive in an env^ironment that 

is financially and educationally competitive. 

A business writing environment is a context where ttime and 

words do equate into profits. As an example, I seek, like the Working 

Girls' Society, to borrow a perspective from another spheire. As a 

broker-turned-graduate-student, I was somewhat skepticral as to the 

motives of a professor who insisted I write a clear purpos'.-e. In my 

experience as a broker, to write clearly, in-house, meaninng not to a 

client but to another broker or to someone above me on tihe economic 

corporate food chain, was like telling the enemy your plam, your attack 

strategy, what stocks you were going to invest in. I decidtled my 

academic purpose was to befuddle my professors. After aUI, such a 

rhetorical strategy had worked well for me as a female brooker in a 

predominantly male environment. Similarly, Russell, in hner work 

outside the academy learned that "Concealing the truth had helped 
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[her] move successfully in worlds" (127). Within the academy "I 

decided the only way to force people to see me instead of my family's 

wealth was concealing my background" (120). Business college 

students may choose, as a mode of self-protection, "the pleasant 

stance of the distanced tourist and [not] take up the emotional burden 

of these stories and these histories [of where their home sphere 

intersects with their business writing] (Zandy 302), 

The Idealistic Lie 

In addition to hiding Identities or second skins, business 

students, like the older women in the Working Girls' Societies, may 

choose to not name and not identify with any concept that does not 

represent the ideal. They represent an inverted perspective of Mike 

Rose when he writes, "Strange blessing, we can never really free 

ourselves from the mood of early neighborhoods, from our first stories, 

from the original tales of hope and despair" (240). These students are 

grounded in tales and second skins of hope. They bring to me their 

unquestioned, uncritical, and unreflective ideal selves. I do not 

disparage their ambition as a sign of entitlement to the ideal, but 

rather I view their idealism as a rhetorical strategy in which they 

associate themselves with where they want to be, not necessarily 
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where they are from. Interestingly, I find many business students with 

very strong backgrounds in nineteenth-century literature. Such 

literature is grounded in stories about the ideal. This literature was 

used to uplift the readers and to move them away from the harsh work 

realities of the working class in industrial America. As the factory 

working conditions got worse at the turn of the century, the literature 

became more fantasy-based. Such students, with a strong grounding 

in idealism and fantasy are not used to removing their protective 

rhetorical second skins. 

Burke refers to such a rhetorical strategy as "the idealistic lie." 

The idealistic lie is "simply renaming evil as good and establishing 

solace by magical decree {Philosophy 119). For example, in a study on 

Nike business strategies, one business student rationalizes the 

oppressive working conditions overseas as the ideal business practice 

because Nike provides wages for the poor that will improve their lives. 

The student renames evil as good. Later, by coincidence I learn why 

the student thinks the way he does. I might rename his idealistic lie as 

allegiance to an expanded home. 
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Allegiance 

My work at Lehigh from time to time also Involves research In 

the development office. Because I research Lehigh parents as potential 

donors, I have the unique perspective of knowing the family 

backgrounds of some of the students I teach. I teach from a 

synecdochic vision that I cannot Identify to students. By that I mean I 

always ask myself how what I may know about them and their home 

life from development files may have an effect on how I teach and how 

that teaching may be the cause of other unidentified effects. But that 

Is for another project. For privacy purposes and for research ethics In 

development work, I will keep the name of the following student 

unidentified. 

A student In an unsolicited letter to the donor who paid his 

tuition writes: 

I was recently interviewed for an upcoming edition of the Lehigh 

Alumni publication. Concerning the fact that I had been the 

recipient of a considerable amount of financial aid, In preparation 

for the Interview, I played devil's advocate with myself by asking 

whether or not I considered myself to be a burden on the school 

by not being able to pay tuition. I countered this Idea by 
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reflecting on my sense of duty to and pride in our university that 

has been cultivated during my time here. Your financial 

assistance for me and many of my teammates has allowed us to 

appreciate the strength of your loyalty as we develop our own 

sense of allegiance. Your gifts toward oi/r school have made a 

significant and worthwhile impact on many of us and are a 

demonstration of the ideals towards which we strive. 

The italics are mine. What I hear in this student's words is the 

development of a rhetoric of duty and allegiance and loyalty to Lehigh. 

It is the rhetoric of duty, allegiance, and loyalty to a home. It is a 

rhetoric that establishes identification and unity with the donor. The 

Donor is the ideal to strive for. As I trace the student's words from 

beginning to end, I see the development of a "we" of collective 

ambition and idealism developing from a sense of being an isolated "I" 

that questions whether he is a material burden to the university. 

Through this particular donor's anonymity, through his choice, not to 

speak of his generosity, the donor uses wealth, not words, to "uplift 

the souls" as the New York Working Giris' Association might write, and 

unite. The student has learned, whether he is aware of it or not, the 

commonly accepted, yet unidentified, rhetorical strategies of business 
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writing. That is, he focuses not on his material reality, but on his pride 

in a broader home base, in this case, Lehigh. His sense of idealism and 

allegiance to a team is right in line with second-skin rhetorical 

strategies that hide his individual identity as discussed earlier. 

An Ideal Integration of Identifications 

Thus far we have identified and defined processes and rhetorical 

strategies this writer and some of the business students she works 

with use within that rhetorical space between homes. These are the 

parts to the whole and the contained within the container. Or from a 

different perspective we could call these identification strategies the 

container for the contained. These processes included hidden or 

unnamed identities; second skins; renaming or exorcism by misnomer; 

Identification with the Ideal; the Idealistic lie; allegiance to the as yet 

unnamed ideal. Flore and Elsasser write In, Strangers No More: A 

Liberator/ Curriculum 

Some students succeeded by developing a second skin. 

Leaving their own customs, habits, and skills behind, they 

participated In the school and in the worid by adapting 

themselves to fit the existing order. Their acquisition of literacy 
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left them not in control of their social context, but controlled by 

it. (287) 

In the next section, I examine how one teacher views the second 

skin of her classroom, that is, its pedagogical unconscious, in a writing 

course. I apply this concept of the pedagogical unconscious to a 

specific pedagogy of the NYAWG, the Practical Talks. From this I 

identify parallels between the NYAWG's disruption in identification with 

similar gaps I find in a current team-taught course at Lehigh. An 

identification of second skins is significant to negotiating between 

individual and collective identities, voices, and homes. 
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CHAPTER FIVE 

IDENTIFICATION AND THE PEDAGOGICAL UNCONSCIOUS 

Introduction 

Last night I receive an email from a student in a jointly taught 

MBA course in strategic management at Lehigh University. The course 

is an experiment in collaborative teaching and distance learning via 

satellite and computers. The three teachers involved include one 

person with an information sciences background, one with a 

background in organizational management, and me with a background 

in rhetoric and composition. The student attaches the first page of her 

paper on a competitive analysis of the company she works for, Lucent 

Technologies. She asks me to comment on her style and content. I 

can do that, but what troubles me about doing so is that I do not think 

she will learn anything new, or rather, anything significant. I want to 

locate, that Is, identify and contextualize her as the author within the 

writing, I want to know what she as a person thinks and feels about 

Lucent and her place there. I want to know where she locates herself 

and how she identifies herself within this competitive analysis and 

within the company itself. Yes, the assignment does not allow for such 

subjectivity. Nowhere in the structure of the course, where students 
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are only voices and teachers are both voices and faces via the one-way 

satellite, do I have the opportunity to conference face-to-face with this 

or any other student. I cannot identify with her so that I might find 

her rhetorical tic, that is, the motive that might drive her to write well. 

I cannot empathize with her because I do not know her and the 

context she lives and works in. I can only appeal to her through raw 

logic in order to move her to write a paper she finds difficult. Her 

writing is mechanical, dead, and formulaic. The assignment fails to 

identify a real business purpose for a real business audience. Much 

appears to be amiss for teaching writing within this overlapping 

disciplinary spheres class context. 

In this chapter I examine a study written by Laurie Finke, 

"Knowledge as Bait: Feminism, Voice, and the Pedagogical 

Unconscious," so that I might identify and thus see the implications for 

the role of identification in terms of writing difficulties today in this 

high-technology, team-taught class. In Finke's study she reflects on 

her students' difficulties in writing. I suggest, based on my own 

experience, that Finke does not see those writing difficulties such as 

frustration, resistance, and blocking as connected to issues of 

identification. One way we can move students to write with a voice 

that is useful to them is to identify and to name, that is, to make 



104 

conscious, the contexts, beliefs, and values with which a student 

identifies. In the ability to identify and nanne the parts of the whole 

writer, and to identify with the parts or the whole, as did the New York 

Association for Working Girls, we might be most persuasive within 

other spheres. 

In Theory: Identifying Knowledge as Bait 

Laurie Finke uses knowledge as bait as a powerful method to 

initiate the identification process. Though confusing to her student, 

because it is least visible and open to resistance, using knowledge as 

bait enables her students to learn to integrate the personal with the 

authoritative and construct "a place from which [to] produce (rather 

than merely repeat) language" (Finke 19). 

Finke uses knowledge as bait in her class to show that her 

students' initial "psychic distress" in writing their essays is not 

resistance to learning or forming their own knowledge, or a form of 

conflict. Rather, their distress is a necessary step in the fashioning of 

voice. 

Finke suggests that knowledge is used as bait when knowledge is 

viewed as uncertain, fluid, ambiguous, and transferable in the 

classroom. This occurs when the teacher plays the role of coach. 
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nonknower, nonmaster. However, due to the institutional authority-

conferred upon the teacher, the student may view the teacher in 

Lacanian terms as "the subject supposed to know." In other words, 

the student thinks the teacher has ail the right answers. However, 

when knowledge is viewed as the student-constructed byproduct of 

internal and external integration, as Belenky et al. suggest, the 

teacher cannot do more than offer her half as bait for the student to 

offer their own knowledgeable half. 

Finke admits that the "voice" with which she asks her students 

to write is not something they can "discover" but is a position from 

which to speak that is fashioned by her desires as a teacher and their 

desires for her knowledge, I suggest that these desires may be 

grounded in unexamined identifications with people, places, and 

beliefs. In effect, how a teacher identifies herself and her students may 

shape the textual identity of the writer. If, as Berlin asserts, "it is in 

impossible to deny that in teaching students about the way they ought 

to use language we are teaching them something about how to 

conduct their lives" {Writing Instruction 92), then an awareness of the 

relationship between knowledge construction, voice, and identification 

is vital. 
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Finke asserts that knowledge can be defined in two ways. It is 

viewed either as finite and masterabie and therefore, transmitted 

through exams, research papers, and lectures, or knowledge can be 

defined as more subjective, unmasterabie, and irreducible and not 

transmitted but formed and drawn from student experience and the 

shaping influences of those in authority. Finke chooses the latter 

definition and admits. 

Such a conception of knowledge as always unmasterabie 

requires a mode of teaching, a practice which, 

much like the analytic situation proceeds not 

progressively through time, but through resistance 

and through breakthroughs, leaps, discontinuities, 

regressions, and deferred action. (16) 

This conception implies that knowledge instead of being transmitted to 

students is drawn out of subjective student experience, baited by the 

illusion of the "right" answer, and shaped through identification by 

those in authority. This identification is transpersonal and the teacher's 

identification with the perceived and perhaps illuslonary identity of a 

student may have a significant impact on whose experience. 
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knowledge and voice gets baited, that is, whose subject position is 

authorized to speak. 

For example, through identifications in informal hallway out-of-

class conversation, I learn that an accounting student is miserable in 

his field and wants to be a writer. We may not realize that like Finke, 

we "tend to privilege certain kinds of'personal' or'experiential' 

disclosures over others" (17). Certainly, I privilege discourse with 

which I identify. And I question the discourse identified and privileged 

by the others I taught with. 

Understandably, a view of pedagogy that defines voice as an 

authorized place from which speak and knowledge as unmasterable is 

essential to understanding how Finke uses knowledge as bait. Finke 

realizes that any time there is evaluation of students' work, the 

implication is that there is a correct answer, and there is a subject who 

is supposed to know. With that position transference and identification 

occur. Finke's students identify her as the '"subject supposed to 

know," that is, they view Finke as the source of "right" answers. It is 

as if Finke holds the missing pieces to a jigsaw puzzle. The pieces are 

the bait needed to finish the puzzle, complete their essays, and tell 

them what Finke wants. The pieces are the mythical "right" answers. 
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In a context where students increasingly identify themselves as 

consumers, this baiting can be translated into consumers' insatiable; 

desires to buy more. Similar to consumer demands for more product, 

knowledge, the classroom bait, is fluid, undefinable, unmovable, 

incomplete and ultimately only partially attainable. Some students 

believe the illusion that we hold the missing puzzle piece, that 

knowledge is static and attainable in its completeness. A student of 

Finke writes in her journal, "I still have no idea if this paper is what 

you were looking for" (Finke 24). This ambiguity is the bait we can 

use to move students toward trying to identify what it is we know, 

when in effect, what we want to identify is what they know, what they 

can know. Understandably, there is student confusion, distraction amd 

distress from not being able to get the "right" answer. 

Ambiguity of knowledge 

Finke's writing assignment is ambiguous both to herself and to 

her students. Finke does not define and cannot identify what she 

wants to hear. Through directive feedback teachers imply there is a 

right way and a wrong way for students to approach an essay. At one 

point Finke asserts, "We certainly do not want our students merely tcD 

parrot us, to 'bank' and mimic our words mindlessly" (17). This 
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Statement implies that a right way for students to write is to use their 

own words freely. However, Finke states later that ̂ "Surely we do not 

want them to spout whatever comes into their head" (16). Freedom 

that is unauthorized by teachers is the "wrong" way for students to 

write an essay for Finke. Her student writes in her journal, "You 

suggested I start at the end where I thought it was falling apart and 

you thought it was just getting interesting" (22). 

The combination of a student whose confusion Is acknowledged, 

and initially valued; his or her dependency on the teacher for the 

"right" answer; and a teacher who is admittedly uncertain about what 

she wants to hear is a powerful motivating and luring context for a 

student's establishment of voice and identity within a business context. 

The discomfort drives students to find that "right" voice, that home for 

their thinking. 

Finke writes that "teachers may choose to refuse to hand down 

the "truth" or "make available a knowledge [students] can consume" 

and that her students' "difficulties seemed to be triggered by the 

supposedly nonauthoritarian context of [her] feminist classroom" (21). 

I find this collision and tension possible and productive when writing in 

a academic business context. I view this conflict as a valuable source 

of motivation for such students to construct their own useful voices 
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and identities. I believe their disconnfort is triggered by a perceived 

threat to their future economic security. They are used to their lives 

being dictated by those in economic power. By this I mean that 

business students particularly may feel threatened by teachers who do 

not tell them what to write, or in the typical economic fashion business 

students expect, give them goods and services in exchange for their 

tuition dollars—goods and services that will lead to a job. Socially 

constructed knowledge does not come with a consumer job warranty; 

dictated grammar rules may. 

Ambiguity of Identities 

Students must confront and identify the contradictory knowledge 

they and we face. In Finke's case she defines knowledge, feminist and 

other radical pedagogies as fluid. All are "a contested ground, full of 

conflict and struggle, continually being renewed, recreated, and 

rethought" (26). Yet her practice suggests otherwise and implies that 

knowledge and voice are masterable. Finke asks her students to write 

an "exploratory" essay for a "research" paper. Research, by definition, 

implies that knowledge is a finite and objective form that the student 

must attain from external sources. The assignment requires the 

students to use and therefore validate others' research in a paper that 
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will be evaluated by some objective standard by a teacher who in 

theory conceives of and values knowledge as infinite, in flux, 

unmasterable. If it is static, then it cannot be changed. Finke's 

students reflect this conflict in their journals when one writes that she 

simply does not understand 

what kind of paper the final draft is to be. Are we writing 

humanities type papers, or social science papers, reviewing 

the literature, or making up our own theories? (Finke 21) 

Finke wonders in puzzlement, "it is as if each of these different 'types' 

of writing require a different voice and thus a different projection of 

her'self"' (23). I view these multiple identities or subject positions as a 

persuasive rhetorical space to draw students to uncover if they are to 

remain connected to the many diverse ways they relate to knowledge. 

In writing her essay, this student of Finke's has to confront her "sense 

of fragmentation, her loss of identity" (25). I think the different 

disciplines Finke's student refers to do require a different voice and 

identity, or in Finke's terms, they require a shifting subject position 

because each discipline may view knowledge in different ways. 

Furthermore, this shifting position may not be unified. I have come to 
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reconcile these many conflicting conceptions of knowledge, voice, and 

thus, self, by viewing knowledge, voice, and self identity as never finite 

and always expanded by the constant exploration, interplay, testing of, 

and Integration of subjective experiential perspectives with objective 

finite perceptions of knowledge, voice, and self. 

For example, when I teach a business communications course to 

predominantly white middle-class and upper-class students from New 

York, New Jersey, Pennsylvania, and Connecticut at Lehigh, the sub

stance of our shared knowledge is time is money. My voice and subject 

position are clearly different in that context than when I teach first-

year composition in a large public university in the Southwest to 

students from a more diverse background. There, we work to find the 

common ground on which to build our scaffolding. The substance of 

the knowledge we share is the substance of our pursuit of learning. In 

the private university, the pursuit is for how to apply and use the 

assumption that time is money in our communication skills. We do not 

question and critique that assumption. That assumption, in this 

context, must remain static. It is the foundation of other truths upon 

which knowledge in the business community is built. Money and the 

lure of a job is the bait for most students in this business college. And 

because we build our knowledge on an unquestioned assumption. 
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the definitions are not examined and, thus, remain ambiguous. We 

have an undefined rhetorical space, open to the rich possibilities for 

drawing students into the formation of new knowledge. 

Ambiguity of Space 

Finke baits her student in that undefined space between her 

student's conscious freedom to explore, "and I would simply write for 

myself. What a freeing feeling" and Finke's authority to fashion 

A particular kind of voice that corresponds to our own 

desires as teachers, desires which have been authorized by 

the discursive practices of our disciplines and fields: 

English, anthropology, history, and more specifically, 

feminism. (17) 

This undefined space is the location of voice within the spectrum 

between experiential and objective, somewhere between private and 

public. While Finke defines voice as "the successful mastering of 

transference," resisting Identification with authority, and thus locating 

a subject position, she also calls this voice or fashioned position merely 

"imagined" mastery. She implies this shifting voice, mastery, and 
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position can never be caught, located, defined, consumed, or 

connected to. Yet, she trolls the illusion in front of her student's 

desire. 

Identifying Silences 

Knowledge used as bait affects voice and thus knowledge, not 

only through identification but also ironically through its silences. 

Finke cannot and does not clearly define her expectations to her 

students for the exploratory writing assignment. Finke admits, "I did 

not know myself what I wanted" (21). This obscurity could be viewed 

as a form of silence used as bait. Her students could not define what 

Finke wanted or what Finke knew. To reach this knowledge that Finke 

could not define, one of her students experiences "enormous psychic 

distress, frustration, anger and resistance" (20) in writing her paper. 

Finke describes her student's "sense of unraveling," fragmentation," 

threatened fragile sense of being and disintegrating identity as 

"resistance to being freed from [the teacher's] authority, [when] her 

resistance takes the form of extreme identification, identification which 

is resisted by the subject supposed to know" (20). 

Notably, in Finke's experience those students who struggle with 

their writing and resist being freed from authority as Finke defines it 
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are typically female. "Most teachers will recognize in [her student's 

name] students of both sexes whom they have encountered (although 

in my experience this student is typically female)" (20). A student's 

psychic distress may not be a form of resistance to being freed from 

teacher authority but a necessary form of identification In order to 

construct dialogue and inner voice. Without identification, the student 

does not hear or listen to that outer voice of the teacher or those in 

authority who wish to create new knowledge. Without that outer voice, 

there can be no dialogue. There is only silence. Finke uses silence to 

encourage her students to resist identification, to resist the illusion 

that "[their] ideas and interests, [their] desires, correspond to those of 

[their] teacher" (21), 

Identifying the Ways of Knowing 

I think students' frustration in writing their essays is in part 

based on their own attempts to stretch their own vision and find their 

own ways of seeing In order to find out what the teacher knows. Some 

students may try to learn then, not necessarily to know what the 

teacher knows, not to imitate the product, but through their efforts, 

their processes of empathizing, to know the ways the teacher knows. 

In other words, the ways teachers know are the "desires which have 
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been authorized by the discursive practices of our discipline and fields" 

(Finke 17). These desires and this identity are what Finke's students 

empathize with because they struggle so much to find them out. Yet, 

because her own identity and role of authority is admittedly conflicted, 

Finke is unable to share her ways of knowing with her students. 

Not surprisingly then, one of Finke's students "finds herself 

suddenly struggling" as she measures success, or if viewed in terms of 

connected ways of knowing, knowledge, by her ability to align herself 

in identification with the teacher. "Her inability to fix me with a secure 

identity threatens her identity" (22). 

By encouraging her student to resist identification, Finke is also 

shaping "the unconscious discourse they both articulate;" the dialogue 

between subject and other (18). The "Other" as teacher and the 

"other" of the split self and inner speech is removed. Removing the 

"other" is psychologically like taking the bait away as soon as it is 

reached through identification and empathy. Finke breaks the line, so 

to speak. "The harder [the student] pressed me to reveal ^what kind 

of paper I wanted,' the more unwilling or unable I was to tell her what 

I wanted to hear" (21). Finke's no-answer position sets up the stage 

for no external speech. Yet, Belenky et al. asserted that external 

speech was essential "for the development of inner speech and the 
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sense of the mind" (33). Therefore, some students, when faced with a 

void of answers in the form of a teacher positioned as not giving the 

answers are baited to construct dialogue to construct inner voice and 

thus knowledge in order to write their essays, 

Finke's external voice of "authority," which because its 

knowledge is silent, is unconsciously merged into inner speech for 

some of her students. Through resistance, Finke's voice assumes an 

objective stance. This stance is the lure that will merge with some 

students' desires for a static Truth and draw the inner voice outward 

toward an integration with objective knowledge. A student's success 

at writing her essay, fashioning a voice as defined by Finke, is her 

ability to think: 

She fashioned a subject position that enabled her to use 

the enunciatory strategies of feminist theory to articulate 

her dissatisfaction with both feminist and medical 

discourses...rather than merely mimic their language. (25) 

Finke does not encourage her students to identify with her ways 

of thinking. Instead Finke uses resistance to identification to lure her 

students out of mimicry. In this resistance, the student's unconscious. 
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her'"reservoir of unmeant knowledge,... which the subject cannot 

recognize, assume as [hers] and thus appropriate" is engaged (15). 

Though lured by resistance, the bait of knowledge, voice and 

identity can never be caught. In Finke's class student and teacher 

knowledge and voice are the bait and the baited through shifting and 

confused Identities. Finke's own admittedly confused and fragmented 

relationship to authority in class unconsciously fashions her student's 

identification with Finke's confusion. Finke writes, "I did not know 

what I wanted," "at some time we have all been puzzled and hurt by 

such resistance" (16). Later, her student writes, that the exploratory 

essay "distracted me from my original idea," that she is "confused," 

that "I don't understand, I don't know." I do not think Finke realizes 

the connection between her student's writing difficulties and her own 

conflicted identity when she writes, "teaching, then, I argue, not only 

engages the unconscious, but is implicated in the very formation of the 

unconscious itself" (15). Her student's experiential voice merges on 

an unconscious level with the desires of those in authority, that is, 

Finke. 

Through Finke's position as subject supposed to know, her 

student identifies so strongly with her teacher that Finke's words could 

be her student's words. "Feminist teachers quite often claim they have 
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no Yight' answers. [This] often does cause more distress than 

empowerment/' "I had relinquished certain forms of mastery I 

ordinarily do not relinquish in other classes/' (17, 21). Her student's 

dilemma over how to "voice" this conflicted view of knowledge and 

fashion a place from which to speak is Finke's dilemma. 

The dilemma created by such competing approaches potentially 

reduces all feminists to either naive and unsophisticated 

'empiricists' or dutiful daughters mimicking the master discourse. 

(10) 

The student is like the French Princess, Katharine, in Shakespeare's 

play, Henry I/, who Finke notes, "functions as a token of exchange" 

between Finke's conflicted efforts to "facilitate the 'integration of the 

younger generation into the logic of the present system'" while 

practicing a pedagogy that appears to be "participatory, experiential, 

and nonhierarchical" (7). 

The knowledge that an identity and voice is important is formed 

through Finke's resistance to playing "the one supposed to know, " and 

through dialogue, conscious and unconscious, between Finke and her 

student. Finke states clearly that transference and Identification with 



this knowledge helped the student construct not her own voice but a 

voice, or rather '"a place from which [the student can] produce rather 

than merely repeat language" (19). In Finke's classroom the student 

Is taught to desire to discover not her own voice that is already there, 

but to learn to "fashion one from the discursive environment through 

and in which the feminist subject emerges" (14). This is achieved 

through identification with the knowledge that is authorized by Finke's 

own authorized desires. Her student's fashioned voice is the merged 

construction of parts of the student's experiential knowledge with 

Finke's objective desires. 

Self-identity and knowledge is constructed through voice for 

Finke's student. The voice of one is merged and integrated into the 

voice of the community. A teacher's baiting through resistance, 

conflict, and an awareness of unconscious discourse, can create a 

voice for the student because it demands of the student critical 

identifications of knowledge, identities and contexts. 

In the following section, I link Finke's work with the practices of 

the New York Association for Working Girls. I think an identification of 

the Association's pedagogical unconscious is significant in 

understanding and integrating their practices with future business 

communication pedagogical practices so that student's identifications 
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of knowledge and Identities can be integrated into business 

communications. Specifically, I focus on the Association's Practical 

Talks. 

In History: Identifying the Pedagogical Unconscious in the New 

York Association for Working Girls' Practical Talks 

I examine two works, one written by Grace Dodge, the founder 

and president of the NYAWG, and another edited by her. Both works 

focus on the Practical Talks of the Association. The Practical Talks 

were the once-a-week discussions of the girls in Dodge's home 

between 1887 and 1892. The purpose of the talks was to allow the 

girls an informal conversational space to make friends and also to 

learn from the older women how an "ideal woman" behaved and talked 

and what they aspired to. The talks provided an enjoyable social 

reprieve for the working girls. Through that socialization the older 

women hoped to keep the working giri happy at home and in the 

workplace. Dodge's book, A Bundle of Letters to Busy Girls on Practical 

Matters, is a record of her memories of those talks. She wrote with the 

purpose that the content of those talks could be passed on and shared 

with those girls who were too busy with work to attend the weekly 

talks or who lived in an area where there were no working girl 
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societies. The second book, edited by Dodge, Thoughts of Busy Girls is 

a compilation of letters written by the working girls to other working 

girls to share what they learned through these practical talks. To follow 

up on and to utilize Finke's theory of the pedagogical unconscious, I 

focus on those places in both texts where identification between the 

working girls and/or the girls and their teachers is resisted and the 

places in the texts where I can identify gaps, ambiguities, and silence. 

From this identification of the pedagogical unconscious of the NYAWG, 

I suggest new pedagogical possibilities for business communications. 

Significantly, I find the pedagogical unconscious as a disruption in how 

purpose, context, and audience are identified by the girls and Grace 

Dodge. Later in this work, I note those are the same places of 

disrupted identifications in a current team-taught class in a business 

course at Lehigh. 

Differences in Identifying the Audience 

The first example of differences in identification in the Dodge 

texts occurs in the dedication to both books. In A Bundle of Letters, 

Dodge dedicates her writing to "those girls who have not time or 

inclination to think and study about the many important things which 

make up life and living" (ii). Her topics dealing with important codes of 
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conduct that she does not expect the girls to think about include 

health, shopping, men friends, marketing of food, care of the sick, 

working, and saving. If the girls were to think critically about their role 

in such matters, I suspect the industrial machine that supported the 

economy would falter. Dodge identifies perfect health with women who 

never stop working so that ^^we can be queen of some larger or smaller 

place and centre" {Bundle 11). She compared women's bodies to "the 

beautiful homes which our Heavenly Father has given us" (21). The 

unstated implication is that if a woman maintains good health, she will 

be deemed holy. Holiness also equates never missing a day of work 

and thus assuring the factories that their products and products will be 

made. 

However, in Thoughts of Busy Girls^ we read something very 

different from the working girls. They dedicate their letters to 

themselves. 

To the many girls who are co-laborers in factory, shop, 

office, and home these pages are dedicated. By the girls 

who have given time for thought and study, and who hope 

that before long all girls may learn to value and love 

"Practical Talks." (iv) 
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The girls identify themselves as active thinkers and not just passive 

recipients of what Dodge has defined as important for them to know. 

The topics they address are very different from how Dodge perceived 

the topics to be in the Practical Talks. The girls' focus includes critical 

topics such as "The influence of art upon life/' Women as moral 

reformers," "The definition of certain words/'"Club life: Its power/' 

and hints as to education and books." The girls expand on and differ 

on what topics they identify as important in those Practical Talks. 

For example, Dodge reflects on health matters under the explicit 

reasoning that the girls needed to protect their eyes for reading. The 

unstated reason was that the girls needed healthy eyes for the sewing 

they did for garment factory work. The girls offer "hints." Hints are an 

indirect way of asking someone to think more carefully. They write 

All education whether practical or otherwise, serves to 

broaden perception and expand ideas. Practical means 

capable of being turned to use or account." {Thoughts 38) 

Here, thinking is defined as using ideas for a practical purpose. A 

practical purpose is defined as learning a skill that would enhance work 

and self-sufficiency. The girls write 
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Of course the college girl can make a very good living, but 

the positions she is able to fill are too rare to be of use, 

while the girl with the practical education can fill any 

position where intelligence, integrity, and good common 

sense are the principal factors." {Thoughts ^0) 

The girls call for a useful education in the context of their lives. 

But the usefulness they define is very different from Dodge's. The girls 

want to actively use the information. They want to understand, not 

merely process a product like a robot. "We hurry over so much matter 

that we do not allow the brain sufficient time to comprehend clearly 

the meaning of what we have read" (46). The girls define thinking as 

the ability to use and to know the meaning of the education they are 

receiving. They identify thinking as "education as will fit us for doing 

the work we have to do in the world" (38). While Grace Dodge appears 

to deliver lectures through her talks, the girls are more interested in 

the usefulness of such information in their lives. This difference in 

identification of the definition of thought, that is, what it means to 

learn, is a significant contradiction within the working girls Practical 

Talks. This disruption in identification of the purpose to their talks is an 
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important element of the pedagogical unconscious of the group. This 

gap has implications that we will see later for teaching business 

communications today. 

Differences in Identifying the Context 

Another area where identification is either disrupted or resisted 

is found in the introduction to both books. In Dodge's Bundle of 

Letters, she defines the context for the Practical Talks as being an 

opportunity to discuss "the duties of daughter, sister, wife, mother, 

and the responsibilities that come to woman" and to allow time for 

talks about "household life and thought" (vii). For Grace Dodge, the 

context for the Practical Talks is the home sphere of women. 

For example, her chapter titled "Care of the Sick-Emergencies" 

refers to sickness in the home. This reference to the home sphere is 

because 

It takes from one to two years of training before a woman 

is considered fit to go out as a professional sick nurse. Few 

of us will probably wish to give this time to prepare 

ourselves, and fewer still wish to have this as their life's 

profession. {Bundle 75-76) 
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Later, Dodge advises the girls how to prepare a comfortable sickroom 

in their homes. In another talk, the sphere outside the home is 

constructed as an untamed place. Dodge exhorts the girls to tame 

themselves when outside the home. She writes. 

The time when we should specially be on our guard is in 

society. Here we often get excited and forget ourselves, 

and talk on and on in a wild sort of way, which we are very 

sorry for afterward. {Bundle 124) 

Grace defines the home sphere as the context for her talks and this 

context is identified as a civilized sanctuary for the girls. However, in 

the later work. Thoughts of Busy Girls^ the context for the Practical 

Talks has expanded beyond the home sphere. The girls define the 

boundaries of their world differently than Dodge see their boundaries. 

Interestingly, one of the shorter chapters in the book with the girls' 

writing is the one titled, "Family Life." They devote most of their 

writing to the longest chapter," Glimpses into the Business Part of 

Life." This change in the context or perspective from which the 

Association writes may reflect both larger cultural shifts in a woman's 

place and also the inexplicit articulation of a disruption in how the girls 
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and the women identified the context for their writing. 

In the introduction to Thoughts of Busy Girls, the context for the 

girls' thoughts and writing is defined as "the different branches of 

industrial work, from silk and carpet mills, twine, vest, and tobacco 

factories, from sewing rooms, flower, and feather work" (ix). The 

context, as viewed by the girls, for the Practical talks is not that of 

women in their safe and tame homes, but rather girls in the workplace 

shifting their identities to the wilds. The girls' definition of an idea! 

women suggests how they perceive their place in the outer sphere of 

work. 

For example, in their letter, "Ideal Womanhood," the girls define 

their context as the workplace and not the homeplace. They borrow 

and apply the domestic ideals of the home to the workplace. The 

workplace is viewed as an ideal heaven. One girl writes, "The papers of 

the day tell us of a famous Count's daughter, Tolstoi's, who works like 

a peasant girl in the field; and she, of course believes, that is an ideal 

womanhood" {Thoughts 2). In one section on "Married and Single 

Life," the writer expands the domestic context outside the home as 

long as the female is tame, "we single women can go anywhere we 

choose, provided we have our pocketbooks and night key and as of 

course we all do behave ourselves properly {Thoughts 24). 



In addition to not speaking excitedly and behaving oneself 

outside the domestic context, the girls noted that females must be 

civilized in dress. "No true woman will dress showily or loudly; They 

rather dress in a quiet, neat way, with everything in harmony" 

{Thoughts 75). In other words, once the female is tamed in tongue 

and dress, she can venture out to public museums, concert halls, 

theaters, and churches. The girls learn and write that 

In quiet and unobtrusive ways, in the home and in society, 

women have always been doing their best to reform 

individual men. Now they are extending the sphere of their 

exertions and seeking to reform all men. (Thoughts 93) 

The identified context for life outside the home is viewed for and by 

the working girl as a place in need of reform, civilization, harmony, 

and quiet and tame participation. Grace Dodge defined the context 

for their talks as the home sphere and the girls defined that context as 

more expansive. I ask later how that discrepancy and mlsidentlfication 

of contexts can also be seen in business communications teaching. I 

suggest later what the implications are for teaching when the teacher 

and students define the context for their writing in different ways. I 
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suggest we examine this unconscious factor when the teacher defines 

the context as the university and the student defines the context as 

more broad and inclusive of a larger society that includes their work 

sphere. 

Differences in Identifying Purpose 

Another area of disruption in identification is in how the Grace 

Dodge defines the purpose of writing as opposed to how the girls 

define the purpose of their writing. In her chapter in Bundle of Letters, 

"Four Interesting Questions/' Dodge asks what kinds of letters do 

women write and receive? In her answers we find that she defines the 

purpose of letters as relationship-builders, that is, letters are "helps or 

hindrances to friendship" (127). Dodge views writing letters as the 

utilization of God-given talents because 

Our Heavenly friend, who Himself has left us conversations 

and written letters, is interested in the use we give these 

talents, we will surely endeavor to use them for His glory 

and for our own and others' good. {Bundle 127) 

For Dodge, the purpose of the girls' letter-writing was to create more 
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good and the implication of that purpose is that writing is a way to 

heaven for the girls. Therefore, the unstated assumption is that the 

girls are tainted and sinful, and writing letters is an act of redemption. 

The girls, however, view the purpose of their writing in more 

expansive ways. They write not only so that they may share their 

values with other girls, but also so that they may have an opportunity 

to think, and "to write out whatever we wish to remember" {Thoughts 

43). The girl associate cultivating a good memory through writing with 

the development of self confidence and attention to thought {Thoughts 

44). Writing is seen as a means to advancement in and out of their 

spheres. One girl writes, "Books were written for the improvement of 

our minds and to help us advance in the world. Do we ever realize 

what an important part books play in our lives?" (48). 

While Dodge focused on the writing between and among the 

girls, the girls focused on their interaction with books and the larger 

sphere those books represented. I address later what the implications 

are for translating this difference in identified purposes of writing to a 

business communications class. I address the need to identify multiple 

purposes in business writing when we focus on the writing within a 

classroom in addition to the students' interaction with the larger texts 

they encounter in their workplace. 
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In the next section, I identify the pedagogical unconscious in a 

class in the MBA program at Lehigh called Strategic Analysis MBA 401 

in order to see those spaces, hear those silences, and identify some 

(mis)identifications in audience, context, and purpose among teachers 

and students. In doing so, I open up other spheres and possibilities for 

teaching business communications more effectively so that student 

knowledge from a sphere that expands beyond the university may be 

used as bait for further learning. 
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CHAPTER SIX 

IN PRACTICE: IDENTIFICATION OF INTEGRATED KNOWLEDGE 
AS BAIT 

In this world each ideal. 
That shines like a star in life's wave. 
Is tossed on the shore of the real. 
And sleeps like a dream in a grave. 

{Far and Near October 1893) 

Introduction 

My aim In this section is to identify the pedagogical unconscious 

in the teaching practice of a team-taught MBA class (MBA 401) at 

Lehigh. I define the pedagogical unconscious by examining places in a 

writing assignment where identifications of context, purpose, and 

audience are assumed to be clearly defined, but turn out to be 

ambiguous. These ambiguous sites present opportunities to define a 

more effective business communications practice. 

According to the International Association for Business 

Management, the current trends in business curricula and specifically 

business communications involve skills development, assessment 

tools, exit exams, integrated curriculum, high-tech models that involve 

distance delivery, and partnership with employees (Ryan 91). MBA 

401, an experimental course I am involved In, seeks to incorporate 

two of the trends: high-tech distance education and an Integrated 
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curriculum. Eighty-five students are enrolled in the course. We teach 

one of the two sections via synchronous one-way satellite transmission 

and an asynchronous class web page. The instructors are from 

Management, Information Sciences, and Rhetoric and Composition. 

Our aim is to experiment and discover ways to integrate the three 

disciplines into the course using distance delivery methods. 

Significantly, I find the greatest opportunities for more effective 

integration of rhetoric and composition in those same areas of 

ruptured identification in the unconscious pedagogy of the NYAWG, 

that is, in the (mis)identified purpose, context, and audience for our 

class writing. 

I focus on a specific writing assignment that appears to be clear 

in purpose, context, and audience. However, the gaps as read by adult 

working students whom we never met in person, nor could see by 

satellite, revealed critical pedagogical insights into teaching business 

communications within an integrated curriculum within a business 

college. 
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The Writing Assignment: CMis)identifications in Purpose;^ 

Audience, and Context 

The purpose, as identified by the writer of the assignment, 

the Management instructor, was 

To perform a strategic analysis of your employer at the 

strategic business unit (SBU) level, not corporate level. 

The project is intended to give you an opportunity to apply 

the knowledge and experience gleaned from MBA 401. 

I would define such an assignment as an exercise in academic writing. 

By academic writing, I mean writing Intended to prove and apply new 

knowledge. In this case, new knowledge was to be gleaned from what 

the students learned from texts and lectures. I do not define such 

writing as an exercise in business communications. 

Susan Wells, in her work, Sweet Reasons, makes a similar 

distinction. She argues that professional writing emphasizes problem 

solving, and academic writing emphasizes knowledge building. Mary 

Munter, Clinical Professor of Management Communications at the 

Amos Tuck School of Business at Dartmouth College holds a similar 

viewpoint. 
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She argues in her Business Communications Quarterly article, 

"Whacking WAC," 

The assignments are wrong. Business writing is 

about writing performed in business with a defined 

business audience and context. Writing in most business 

school courses, on the other hand, is about writing 

performed in academia. The audience is the instructor, 

who is trying to evaluate student understanding. In many 

ways, academic writing is the opposite of business writing; 

it is analysis-based, rather than results-based. (108) 

Munter notes, as did most of the adult students who hold full-

time careers in engineering and business fields, that "such [writing 

assignments] serve only to confuse and frustrate students" (109). 

The frustration and confusion should not be dismissed but rather 

used to bait students and instructors to broaden their spheres. 

Frustration is a site for rhetoric. Burke noted that people are goaded 

by a sense of order. He writes that in our quest for order and to try to 

Integrate the past or familiar paradigms with the present or new 

paradigms. 
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We keep trying anything and everything, 

improvising, borrowing from others, developing 

from others, dialectically using one text as 

comment upon another, schematizing; using the 

incentive to new wanderings returning from those 

excursions to schematize again. (^Rhetorfc 265) 

I suggest that we use Burke to problem-solve the confusion students 

feel from academic assignments used in business communications by 

reconstructing writing assignments so that they draw on the students 

work experience. For example, for MBA 401 they might identify a 

work-related strategic problem and write to propose a working solution 

to a significant problem. Another solution would be to address, in an 

on-line course chat room, the differences and similarities between 

academic and the writing these students read and write in their work. 

We could discuss and define differences in purposes, conventions, 

audiences, and contexts. We learn by learning what something is not. 

Another option might be to redefine the audience for the writing as not 

a professor, but someone in their workplace and then address what 

specific ways the context and text changes with a change in audience. 
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Burke writes that in order for identification to occur, one must "see 

one's reflection In the social mirror" {Philosophy 227), If students are 

to identify with writing within a business course, they need to see 

themselves within that academic mirror. And to see themselves within 

that mirror, we need to let them see, in a useful way, their work life in 

that academic mirror. It seems to me this is exactly the integration the 

NYAWG practiced. Their practical talks centered on how women and 

girls strategically placed themselves in society by dress, manners, and 

language, and how they borrowed from each other, ordered together, 

schematized, and reschematized to solve problems in the larger 

sphere. 

Yet, here we find ourselves at a crossroads if we examine such a 

change in audience and purpose through an integration of social 

mirrors, so to speak. Burke's concept of identification addressed the 

notion that when people identify with and integrate different spheres 

they may "wear the insignia of the boss" {Philosophy 310). The 

insignia of the boss in this case would be the very explicit and directive 

conventions the students are asked to follow in their writing for this 

course and for other courses in the business college. For example, the 

page length is six pages, no more, no less; "issues must be addressed 

in the sequence shown;" students are to use their social security 
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number instead of tfieir name; and the paper is to be in twelve point 

font. It would be difficult, I suspect, to problem solve and 

communicate a business issue through writing within such conventions. 

It might be more fruitful to use another medium for their writing in 

order to write "around" such conventions. A web-based writing project 

could be a solution. In addition to writing around conventions, we 

could also write around commonly accepted notions of the monolithic, 

yet ambiguous, business context of most business communications 

texts. 

Conventions in business communications allow for vastly 

different contexts. For example, one student works for a dot.com 

company where the discourse conventions are very different from the 

academic business discourse conventions and from the conventions of 

a bricks and mortar accounting business that another student works 

for. 

A More Effective Practice Defined 

Most business writing texts are designed to teach students to 

capture and mimic the knowledge of others. These texts do not usually 

delineate between different audiences, purposes, and conventions 

within different business communities. It is as if there is a monolithic 

business community that follows set discourse conventions. For 
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example, the student writing for a dot.com entertainment company 

owned by one person has very fluid, informal, personal, and creative 

writing conventions while the student writing for a large financial 

company writes for many layers of readers, sometimes with conflicting 

purposes, and under rigid formal conventions. 

Like Finke, I too admit to uncertainty in what I want to hear from 

my business communications students. I stand with one ear in an 

English Department of a large Southwestern University where students 

are valued for their voices, and one ear in a business college in the 

East where textbook conventions dictate that individual student voices 

be merged into a corporate profit-centered self-less monologue. The 

ability for me to name this incongruency is the impetus for a 

transcendent integration of the multiple perspectives. 

For example, business communications could be more effectively 

learned if as a first step, students were asked to identify and to name 

the truths, beliefs, attitudes, and emotions that drive them. If we 

simply asked a student how they came to be where they are now, I 

think they and we could learn and uncover many useful contradictions, 

ambiguities, and gaps in their answers and thus, their questions. 

Burke refers to a concept named, "the calling of the tune" 

{Philosophy 221). Though he draws on art for this term, I think his 
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concept is useful for business communications. In his discussion he 

speaks about the tension between an artist's freedom to write, paint, 

or play his '"calling" and society's demands to shape that art to 

represent national values, purposes, and attitudes. Business 

communications' "corporate formats" have profit-centered shapings 

that override the writer's freedom. An example of this is any successful 

company web page. Too often the writer's tune is lost in business 

communications and students are not aware of this. Or rather, silence 

surrounds this issue. An awareness and discussion of writer freedom 

within the container could suggest ways business communicators could 

call their individual tune within an integrated corporate chord. Too 

often I can Identify a writer who invests in the format, but not in his 

individual thinking. 

Socrates, in educating Phaedrus about love, harmony, and the 

ideal, suggests what it might mean for teachers and students of 

business communications to identify and reconstruct together not only 

their objective knowledge, but also their subjected and subjective 

selves when Plato writes 

Phaedrus; For you really do seem exactly like a stranger who is 

being guided about, and not like a native. You don't go away 
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from the city out over the border, and it seems to me you don't 

go outside the walls at all. 

Socrates: For as people lead hungry animals by shaking in front 

of them a branch of leaves or some fruit, just so, I think, you, by 

holding before me discourses in books, will lead me all over 

Attica and wherever else you please. (Plato 115) 

Going outside "the walls," of traditional pedagogy in business 

communications, that is, identifying the state of being a stranger 

outside the safety of authorless or selfless writers, can lead learners to 

want to be fed, and feed themselves to fullness, to objective and 

subjective wholeness. Clearly the type of identification I call for in 

business communications is not what Burke referred to as "symbolic 

suicide" {Philosophy 39). According to Burke, such identification 

involved the obliteration of the old self. My suggestion is for an 

identification of and integration of the new and the old, that is, a 

symbolic integration. 

As Kenneth Burke noted, through identification, 'those voices 

from without are effective [and] can speak in the language of the voice 

within" (Burke 1030). It may not be the authority that students 

identify with but the external voice and dialogue necessary for them to 
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learn. I do think I can speak effectively from without In the corporate-

class language of many business students in my business 

communications classes. I think this is a very empowering place from 

which to speak. It is empowering to me as a teacher; I work to make it 

empowering for my students as the temptation is for their voices to 

get subsumed Into the easier thoughtless, irresponsible voice of the 

Corporate-we. This is the human heartfelt voice that cannot respond; 

it is silent. Dialogue in the Corporate-we voice becomes very powerful 

to corporate financial interests. Foucault argues for the careful 

examination of dialogue that is "a mere intersection of things and 

words: an obscure web of things" (Foucault 1135). Corporate web 

pages, one example of the Corporate-we voice, are a Foucaultian 

obscure web of things, things that are increasingly posted to a web site 

not for informational purposes but for sales and profit. And I ask my 

students not to sit silent, except for the sound of their one-click-

shopping. I ask them to examine, analyze, and critique the 

effectiveness and implications of those outside corporate web voices. 

Here at this point, their inner subjective voices are integrated with the 

outer voice of what they view as corporate objective truth, that is, 

profits. 
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The business communication texts I have read and or used do 

not yet identify the rhetorical differences in on-line electronic business 

communication. As identified earlier, most If not all communication in 

the dot.com business would occur on-line, would be less bound to 

formal stylistics, and would involve a more rapid exchange of 

information. In the accounting field, the communication would be 

more formulaic, formal, and occur on paper due to privacy issues of 

transmitting financial documents over the Web. Such communication 

would occur in a context where there is a more distinct hierarchy of 

authority. As a result of this difference, I think it is significant to 

uncover other areas we may not consciously define. 

Using Burke to Uncover the Undefined Pedagogical Unconscious 
of the Term, "Business Communication" 

I think it is critical that we define what we mean by the term 

business and what we mean by the word communication, in the phrase 

"business communication." A student working for the entertainment 

business www.disnev.com is going to encounter a decidedly different 

communication context than a student working in a Manhattan office 

for the accounting form of Ernst and Young. Communication at Disney 

will involve far more modes of multimedia communication than that at 

Ernst and Young. Yet, the student at Ernst and Young may be required 
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to do far more public speaking presentations than the content provider 

for Dlsney.com. 

For some here at Lehigh, "business" means what they did at 

Bethlehem Steel before it closed, or what they do at Ford Motor 

Company. Business is defined in terms of the factory model of 

production. The definition is a function of the historical context of 

Lehigh. Lehigh was founded to produce engineers to work at 

Bethlehem Steel. Today, many of our business students are engineers 

at pharmaceutical companies like Merck or at telecommunications 

companies like Lucent Technologies. The products they produce are 

not as tangible as a car or the steel girders used to build the Verrazano 

Bridge in New York. The product they produce is the management of 

information and their business is the construction and transmittal of 

that information. 

Contexts and the Tribe Defined 

Burke referred to such differing definitions as "contextual 

definitions" {Grammar 24). We mark off the boundaries of a term. 

Here weVe made geographical and historical boundaries that define 

business as those businesses that are in closest proximity 

geographically and historically to Lehigh. In those geographic and 

historic boundaries, we value this unexamined definition of business 
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over student experience in and definitions of business. 

The contextual definition is closely aligned with Burke's concept 

of a "familial definition." He defines this as, "the 'tribal" or 'familial' 

sort, the definition of a substance in terms of ancestral cause" 

{Grammar 2.6). Interestingly, to associate the term business with 

Bethlehem Steel, as Lehigh does, is to define the tribe as all male. 

Workers at Bethlehem Steel were predominantly male. 

The paradox in the context and tribal definition of business at 

Lehigh is that half the students are female and perhaps only two out of 

the incoming class of eight-five graduate students are associated with 

Bethlehem Steel. As Burke would say, "Here obviously is a strategic 

moment, an alchemic moment, wherein momentous miracles of 

transformation can take place" (Grammar 24). In other words, in 

making the unconscious definition of business at Lehigh conscious, the 

boundaries of the tribe get extended. Women and the production and 

exchange of information become an intrinsic part of the definition of 

business. Here in this open space, empathy with and identification of 

our students and their business definitions and experience leads us to 

another area of unexamined and unconscious definitions and 

(mis)identifications, that is, the concepts of team work and the 

integration of the curriculum. 
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Conscious Teamwork and Integration to be Defined 

Another key area where misidentification occurs is in the concept 

of teamwork. Initially, the MBA 401 instructors were not conscious of 

the conflict between the aims of the course and the aim of the paper. 

One of the aims for the course was for it to be "preparation for the 

cross-core final project that [the student] will accomplish as a member 

of a student team." The aim of the paper was to provide a strategic 

analysis of a company that would argue for the company's competitive 

strength or weakness in the marketplace. Due to company, not 

university policy, most student writing could not be peer reviewed or 

used as sample models of effective writing. The reason for this 

emphasis on individual writing was due to confidentiality agreements 

signed by faculty and the students' employers and the employers' 

lawyers. The employers did not want confidential information about 

their companies revealed to other students who might be employed by 

competing firms. Much of their analysis involved confidential product 

development and financial information. Clearly, what we make 

explicitly clear, that is, that the course will prepare students for future 

teamwork, is implicitly ambiguous in practice. This ambiguity opens up 

a space to redefine what we mean by teamwork in business 

communications. 
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Another space we can examine is how we define teamwork in the 

ambiguous arena of curricular integration. The intrinsic motive of 

curricular Integration in the college of business Is that the college will 

not have to hold separate classes in technology and business 

communications if these disciplines are incorporated into a business 

class. The extrinsic motive, that is, the motive that Is seen by those 

external to the college, suggests a paradox. The extrinsic motive 

suggests that the college is on the forefront of curricular redesign. The 

paradox is that communications and technology are Integrated Into 

management, and management is not being integrated Into the study 

of business communications or the study of technology or the study of 

both combined. This placement suggests to me managed 

accommodation rather than teamwork. Clear teamwork would allow for 

the reverse principal, namely that, students write a strategic analysis 

of the technologically competitive environment of the rhetorical or 

communicative practices of their business and its management. 

When such terms as rhetoric, business communications, management, 

and technology are linked together in a college of business under the 

concept of an integrated curriculum an understanding of Burkean 

theory suggests that one of these terms will be eliminated in time. In a 

business college In a technological age, significant definitions of 



teamwork need to be articulated. 

In the next section, I discuss the implications for identifying 

a just rhetoric in business communications based on the previous 

discussions of conscious and unconscious identifications in theory 

and in practice, past and present. 
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CHAPTER SEVEN 

DEFINING A JUST RHETORIC IN BUSINESS COMMUNICATIONS: 
IDENTIFYING NEW PEDAGOGICAL PRACTICE 

Introduction 

The purpose of Far and Near In New York a century ago is stated 

in the first Issue of the journal. 

The principal office of this paper Is to bring those who are far 

apart near to another. We are glad to have the circle of Clubs 

widen indefinitely, but we hope that the twelve yearly issues of 

Far and A/ear will, like the spokes of a wheel, unite all its parts to 

a common centre. We want to find out one another's different 

ideas by hearing from places where circumstances have altered 

modes of action. (November 1980) 

It was my intention to find a contemporary common center 

between the study and practice of rhetoric and the study and practice 

of business communications. I bring together the past with the present 

and the far with the near. In order to unite the textual and pedagogical 

parts of the New York Association for Working Girls with the practice of 

teaching business communications in 2000. Furthermore, I examine 
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unexamined parts to the academic whole of a teacher that includes 

identifying those definitions and identities that may Influence how we 

teach. 

Based on the previous discussions, the following Is a discussion 

of characteristics of a just rhetoric in business communications as I 

have come to define them and how these characteristics could be put 

Into practice. I think they are sturdy spokes for the common center of 

the wheel that moves us toward a rhetoric In business communications 

that Is just and useful in the twenty-first century. 

Definitions in Practice 

• A just rhetoric in business communications needs to allow 

students the space to interrogate the compatibility between 

their perceptions of corporate values and their own personal 

values. 

I find very little In current business communication practice and 

literature that provides the front stoop, so to speak, for students to 

examine and reflect on their perceptions of what a company, or an 

industry believes to be true, that is, to be of value. There is no 

conversational space to discuss and write about the integration or lack 

thereof of personal and corporate actions, beliefs, and emotions. Yes, 
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companies iiave an emotional climate. 

For example, traditional modes of teaching business 

communication emphasize teaching format over a contextualizing or 

an integration of the author within that formatted text. We can see the 

difference between integration and nonintegration of the author in the 

following two scenarios that involve Management 107 and MBA 401. 

One of the students in my business communications class. 

Management 107, is an accounting major. As part of an assignment, 

he interviews a Lehigh alumna at a large accounting firm in New York 

City. She is very successful at her career and gives him much useful 

factual knowledge about formats and strategies for communicating in 

the accounting field. However, I have asked the students to 

contextualize their whole lives with the information they gather. I have 

asked them to reflect on what these formats and strategies have to do 

with themselves as authors or communicators in and of their lives. The 

student makes it very clear to me that the most useful knowledge that 

was communicated to him was the emotional and physical exhaustion 

of this woman who advised him to think carefully about how he defined 

and valued success. The firm she worked for valued eighty-hour 

workweeks. The last I spoke with the student he had accepted a job at 

a small accounting firm. He told me he thought It would be more 
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compatible with his own personal goals. 

The other scenario involves MBA 401 and a female student who 

balks at not getting a satisfactory answer to a writing assignment. 

She asks why she is writing the assignment. As a full time employee of 

Merck Pharmaceutical, it is clear to me she is questioning the purpose 

of an assignment that appears to me and to her unrelated to her work. 

The assignment dictates to her exactly what she is to cover (not 

uncover for herself), the order of the information, and the exact page 

length. When I question the assignment with the professor who wrote 

it I am told that ail students must go through the same exact gates for 

them to be a uniform product on whom Lehigh can give its stamp of 

approval upon completion. This student works with the development of 

cancer treatment drugs. From conversations with her I uncover that 

she clearly values the life-death context she works in. She clearly does 

not value or find meaning in rubber-stamp education and writing. I 

can't say I disagree with her. In her case, her personal values mesh 

with the corporate values of the company with whom she works. Her 

values do not mesh with that of the professor. A space in the 

classroom to interrogate that difference is needed. 

In practice, technology in the form of a course chat room can 

allow for an informal space to explore such perspectives. For example. 



154 

accounting students could write about tBheir perceptions of the climate, 

values, and goals of an accounting firm they plan to work for and how 

they see those facets as a part of or apart from their own personal and 

professional goals. Both the students in Management 107 and MBA 

401 and the professors involved in thosae courses might all be served 

well if individual and collective values waere examined more carefully. 

When I understand why someone valuess what they do I am more 

willing to accommodate my own and theirs into a collective shared 

value. 

• A just rhetoric needs to examime and reflect on the role 

identification plays in the constu-uction of a useful voice in 

business communication. 

Such a rhetoric acknowledges and values identities that may not 

reflect the teacher's values. The role of identification In the writing 

process that leads to the construction of new knowledge needs to be 

Incorporated into the business communi»cation course syllabus. Such 

identification may allow for writing exercises that un-box the generic 

corporate-we voice and incorporate perssonal goals into corporate 

goals. 
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Every person, male or female, I have seen succeed In business 

has been able to resist identifying with the corporate-herd mentality 

and incorporate their own individualistic thinking so that it 

accommodates corporate goals. I think they are able to do this 

because their personal lives and not their corporate lives identify them. 

In thinking on their own they risk not failure but a new product and/or 

another way of doing something, and in doing so identify and 

communicate a better whole life. We saw the useful role of 

identification in the New York Working Girls. 

Just as the New York Working Girls' Association allowed for 

discussion and writings about home and personal life in conjunction 

with teachings on business writing and practice, so too could a useful 

business communication syllabus merge students'awareness of their 

home values with the values of a company as rhetorically constructed 

through corporate documents. Such values whether motivated by 

profit and or ethics are the subtext of any business communication and 

are rarely addressed directly in academic texts. 

When difference in Identification/ Individual identity is valued, 

knowledge and authority Is ambiguous and in flux. The either-or 

thinking of company profit or loss is problematized for students. The 

students work to identify and connect (with) what they know. They 
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Start to think about where they locate thennselves personally and 

professionally in a corporate structure. Through identification students 

learn to un-box their voices, construct new knowledge. In addition to 

understanding, developing, and using sometimes formulaic corporate 

conventions that may ask for an anonymous corporate voice and not 

the voice of an individual. 

It would be useful to ask student to identify, locate, and connect 

their whole selves, not just the analytic or the critiquing self, in their 

business communication, much the same way we ask students in the 

University of Arizona first-year composition program to locate 

themselves in writing in an issue of public debate. Currently, business 

communication and practice as seen In most texts favors imitation of 

formulaic writing conventions with little or no thought to how the 

student would construct and incorporate their thinking on a business 

communication Issue. For example, most texts will present 

hypothetical business scenarios and ask the student to write a fictitious 

piece of writing to a fictitious person for a fictitious reason. This, I 

would not identify as useful writing, nor useful reading, on my part. 

Instead, it would be more useful for students to examine, reflect on 

and take a position on how a company such as Microsoft, Nike, 

Johnson & Johnson, or Ford communicates Internally and externally 
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about a company Issue In the public eye, whether it be antitrust issues, 

sweatshop practice, tainted Tylenol, or faulty tires. 

• A just rhetoric in teaching business communications within a 

business college needs to acknowledge that many of the 

students may be "immigrants" from other disciplines, and 

therefore we need to share common wisdom, and not work 

against assumed common places. 

Currently in the MBA course I teach, half the students come to 

us with advanced degrees and much work experience in engineering 

and the technological field. One quarter have degrees in the arts and 

sciences. Some work for nonprofit organizations and some are re

entering the workforce after many years at home. These students 

come to us with their own ways of talking about the world, being 

oriented, and commonplaces, in much the same way the nineteenth-

century immigrants arrived in New York City with their own wisdom of 

experience. We are to initiate them into the discourse conventions of 

business which now demand increasing adaptability, fluidity, and 

integrations of previously separate work functions as work teams cross 

functional areas and for example, the engineers work on a team with 

the marketing group. Such initiation Implies that teacher-student roles 
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are flexible and authority is grounded in the wisdom of experience and 

scholarship is grounded in the best workplace practices. Authority 

needs to be conferred not on a static teacher role where students 

speak to us in what Bartholomae termed the privileged language of 

university discourse. Rather, authority in this setting needs to 

acknowledge the wisdom and needs of the students. A students writes 

me via email that as an engineer in a pharmaceutical company she is 

used to writing to prove something in her reports. She is befuddled as 

to the kind of writing she Is to do for the assignment to write an 

industry analysis that asks her conclude whether the industry is 

profitable or not. We speak the same language but she is not aware 

that proving an engineering problem and selling an industry can be the 

same kind of writing. I act as translator. The computer allows us the 

space to talk about this issue long distance. The front stoop is 

electronic. In my thinking, in this case she owns the authority to speak 

and write from her experience more effectively than anything I could 

lecture to her about text-book formulas for business writing. 

As I revise this final section, wanting to get back to the book I 

have just started writing about single parenting—a paradoxically funny 

one at that—it is crystal clear to me that this work has become an 

argument to myself to write that story. It is a story grounded in my 
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own twist-me turn-me struggle of raising three kids alone and my own 

determinedly nonacademic voice that values and needs the humor and 

the irreverent in writing. I know I can speak from the wisdom of 

experience. That experience and voice is useful to me. And I hope to 

others, I suspect in the process I will find I am neither an academic 

nor nonacademic immigrant but share undiscovered commonplaces 

with others yet unknown. 

• A just rhetoric listens to how we define ourselves and in that 

identity identify ourselves with and to students. It identifies 

possible misperceptions of students' connnnon or uncommon 

grounds with each other within the context of our own 

perceptions of our similar or dissimilar gender or class 

backgrounds. 

In practice, it would be useful to translate this experience into 

business communication practice. For example, students could analyze 

a communication experience they have had on the job and critique 

how their self-identification of their class or gender background 

influenced their perception of the effectiveness or non-effectiveness of 

that communication. Questions to consider would Include: How are 

they defining the context? What are the parameters and borders they 
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use to identify the boundaries of that context? How did their definition 

of the whole context of the communication act allow or disallow for 

listening fairly and justly to all participants? How did they define 

consciously or not the home backgrounds of the participants and 

communicate according to those perceived backgrounds and thus 

values? 

As I revised this work over time I became acutely aware of how 

my own self-identity is never static and how that shifting identity 

influences the perspectives from which I write and teach. I know that 

as soon as students know I am a parent of teenagers the student-

teacher relationship sometimes changes to that of mother and teen. 

The quality of those family relationships seems to influence whether 

they remain passive non-thinking students or actively rebellious 

writers. I know they can identify what kind of writer I am likely to 

reward by my own actively rebellious attitude toward noncritical 

imitation of teaching and writing and corporate models. Now, I easily 

identify with students, male or female, who tell me inadvertently that 

they were raised in a single-parent home. The academic context I 

think I identify with and teach and write from is much broader than I 

imagined when I started this work. The academic context encompasses 

my personal identity and the Identity of the students. I knew this; 
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however, I was not consciously aware of how fluid these Identities are. 

I am not sure there are any definable borders In such a context. 

Knowing this ambiguity allows me to encourage students to think 

about how they might or if they wish to Integrate their personal 

Identities with the more collective Identities of business. 

• A just rhetoric in business communications asf<s students and 

teachers to be conscious of and not devalue the hidden parts and 

ambiguous parts of the whole producer and consumer of 

knowledge. In other words^ justice acknowledges the presence of 

second skins, the ideal //e, and allegiances as possible symbolic 

mechanisms that define a mode of protection, an expanded 

identification of where the student wants to be mentally and 

physically, and or, models for how students use allegiance to 

multiple home places for their own persuasive purposes. 

In business communications practice, students could analyze or 

write a business document intended for multiple readers for more than 

one purpose. Useful examples would be a company's web page, their 

annual report, or a team-written memo to more than one reader In 

decision-making positions of authority. They would analyze or write the 

document in two drafts. The first draft would be to uncover and 
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identify the second skins businesses use to protect themselves, the 

expanded directions they ideally "lie" about, and the sometimes 

multiple and conflicting allegiances they have. The second draft would 

be for them to identify their own multiple layers, ideals, and 

allegiances as readers, producers, and consumers of knowledge and of 

business products. This identification then would allow them to have 

some control over the context they work In as they negotiate their 

home and work lives. 

My first skin Is this work. My second skin is the writing I love to 

do that allows me to be funny. My second skin is my protection. It is 

that place of parody and humor on the page where I want to be 

mentally and physically. It is that space where time and fingers fly and 

words come as if my fingers are dancing to music. Knowing this 

allegiance to myself allows for a distance needed to write and think 

more seriously. One style persuades the other. I am both the owner 

and the customer of my words. I am more apt to buy my own words 

when I package them humorously. I suspect there is a matching outer 

audience for that nonacademic style. 

In this revised awareness, I learn to shape the context in which I 

write. This is very different from shaping myself to the context. How 

different the possibilities for business communications teaching might 



be if we brought an awareness of this difference to our pedagogy. 

163 

• A just rhetoric affirms that knowledge in business can be 

subjective, unmasterable, and irreducible. Therefore,. 

business communication concepts need to address the notion 

that suppliers and buyers; employers and employees; owners 

and customers; can communicate more effectively when 

knowledge is rhetorically constructed based on the participants' 

negotiated goals within a specific context. Formulaic business 

communication strategies may be finite and transmittable, 

however, they leave communicators in business open to 

economic and thus authoritative exploitation where some subject 

positions may not be authorized to speak. Reciprocal 

identification with all involved parties in a business 

communication act could lay substantial groundwork for more 

effective communication. AH participants could seek to identify 

not necessarily what they each know individually, but what the 

audience, the consumers, the buyers, or the employees know 

and thus, uncover the pedagogical unconscious within business. 

In practice, students could be asked to observe several business 

communication acts. They would then reflect on and analyze the 
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concept of ambiguity in tlie acts. What can they Infer about the 

silences or gaps they encountered? Who spoke? Who Is In authority in 

that particular context? For what purpose? How do any questions or 

confusion reflect on, or relate to, the Identification among the 

participants? How does the process of negotiated knowledge progress 

In comparison to non-negotiated knowledge? They could then do a 

follow-up Interview with the participants to uncover possible initial 

differences among the participants in the purpose, context, and 

audience of each communication act. 

From my own experience, I think females communicate more 

effectively in some business contexts when they exploit the culturally-

shaped identities some men hold of women. For example, some men I 

communicate with in the brokerage industry expect me, because I am 

female, to not be loud and aggressive. That is their Identification of 

me, not my own self-Identification. Some men are much more apt to 

listen and respond when I play to their perception. I adapt my style 

and words to the individual audience. Some men are more apt to listen 

and act on my ideas when they are presented outside of a formal 

business context. I am not culturally authorized to speak In some 

brokerage firms' contexts. I suspect this is because women are not 

expected to talk about finances. However, in being aware of this 
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pedagogical unconscious of this business, I am able to identify those 

contexts where I am authorized to speak and exploit those contexts to 

get my ideas across. I am much more successful in moving people to 

action speaking in someone's home than in a formal office. None of our 

business texts address these significant subtleties that in this instance 

are gender and class based. 

• A just rhetoric in business communications consciously 

defines all parts to the whole in the term, teamwork, as a way to 

pay attention to the role of technology as Cynthia Selfe 

forewarns. I add that we pay even more attention when this 

teamwork takes place within a business college under the term, 

integrated curriculum. The danger is dear that business colleges 

can suggest they are addressing the literacy needs of students 

by offering computer skill classes that ignore the content of the 

container, that is, the development of writing competency that is 

vital to business communications. 

Since I first wrote this section, I have identified that integrated 

teams must be pedagogicaliy balanced to be successful. At Lehigh, this 

means the teams must be gender balanced. A new team I work with 
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includes other female faculty in the business college and is truly 

collaborative in content and pedagogical style. Technology is used to 

communicate more openly, not to drill students. I feel near and not far 

from the ideals of teaching I hold. 

In future practice, we need to research the implications of not 

only the rhetoric of electronic business communications, but the 

electronic business of rhetorical communications and how the 

integration of the two may bring those In rhetoric and business either 

near to or far from a common center. I suspect the humorous book I 

am writing will provide an unexpected link to those near and far from 

me. 
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APPENDIX 
TIMELINE OF NEW YORK ASSOCIATION FOR WORKING GIRLS' 

SOCIETIES 

1884 New York Association for Working Girls' Societies founded 
by Grace Dodge, New York City. 

1884-1905 Grace Dodge serves as president of tine NYAWG. 

1890-1894 Far and Near published. 

1890 Association for Working Girls' Societies now numbers 
seventy-five clubs. 

1890 Association of Working Girls' Societies Convention held in 
New York City. 

1891 Conference of the National Council Of Women of the 
United States held in Washington, DC. 

*1897 National League of Women Workers established. 

*1905 Grace Dodge serves as board president of Young Women's 
Christian Association. 

*1907 Grace Dodge establishes the New York Traveler's Aid 
Society for immigrant women 

* The establishment of these three groups coincides with the ''end" 
of the New York Association for Working Girls' Societies. I would 
suggest that, due to Dodge's Involvement, NYAWG club members 
affiliated themselves with one or more of the new groups depending 
upon with which they identified. For example, the immigrant girls 
joined the Traveler's Aid Society and working women who might not be 
immigrants joined the National League of Women Workers. The 
NYAWG "splintered" in identity. In that splintering though, it expanded 
its influence. 



168 

WORKS CITED 

Association of Working Girls' Societies. "The Discussions of the 
Convention Held in New York City, April 15-17, 1890. New York: 
Trow's Printing, 1890. 

Association of Working Girls' Societies of New York. Far and Near. 
New York: Critic Co., 1890-1894. 

Bakhtin, M.M. The Dialogic Imagination. Ed. C. Emerson and M. 
Hoquist. Trans. V.M. McGee. Austin: U of Texas P, 1981. 

Berlin, James A. Rhetoric and Reality. Carbondale: Southern Illinois 
UP, 1987. 

—. Writing Instruction in Nineteenth-Century American Colleges. 
Carbondale: Southern Illinois UP, 1984. 

Belenky, Mary Field, Blythe McVicker Clinchy, Nancy Rule Golberger, 
and Jill Mattuck Tarule. Women'^s Ways of Knowing: The 
Development of Self, Voice, and Mind. New York: Basic, 1986. 

Blanc, Madame. The Condition of Woman in the United States. 
Boston: Roberts Brothers, 1895, 

BIyler, Nancy Roundy. "Theory and Curriculum: Reexamining the 
Curricuiar Separation of Business and Technical Communication." 
Journal of Business and Technical Communication, 7 (1993), 
218-45. 

Booth, Wayne C. "The Idea of a d/n/versity-as Seen by a Rhetorician." 
Professing the New Rhetorics. Eds. Theresa Enos and Stuart C. 
Brown. Englewood Cliffs NJ: Prentice Hall, 1994. 228-252. 

Brereton, John, ed. The Origins of Composition Studies in the American 
College, 1875-1925. Pittsburgh: U of Pittsburgh P, 1995. 

Brooke, Robert, Judith Levin, and Joy Ritchie. "Teaching Composition 
and Reading Lacan: An Exploration in Wild Analysis." Writing 
Theory and Critical Theory. Eds. John Clifford and John Schilb. 
New York: MLA, 1994. 159-178. 



169 

Burke, Kenneth. Attitudes Toward History. Berkeley: U of California P, 
1984. 

—. Counter-Statement. Berkeley: U of California P, 1968. 

—, A Grammar of Motives. New York: Prentice Hall, 1945. 

—. Language as Symbolic Action. Berkeley: U of California P, 1966. 

—. Permanence and Change. Berkeley: U of California P, 1984. 

—. Ttie Philosophy of Literary Form: Studies in Symbolic Action. 3rd 
ed. Berkeley: U of California P, 1973. 

—. A Rhetoric of Motives. New York: Prentice, 1950. 

Campbell, Helen. Women Wage-Earners: Their Past, Their Present, 
and Their Future. Boston: Roberts Brothers, 1893. 

Chappell, David S., and John R. Schermerhorn, Jr. "Using Electronic 
Student Portfolios in Management Education: A Stakeholder 
Perspectwe." Journal of Management Education 23 (1999): 657-
662. 

Clark, Geoffrey. "Writing as Travel, or Rhetoric on the Road." CCC 49 
(1998): 9-23. 

Clifford, John, and John Schilb. Writing Theory and Critical Theory. 
New York: MLA,1994. 

Cochran-Smith, Marilyn and Susan L. Lytle. Inside Outside, Teacher 
Research and Knowledge. New York: Teachers College P, 1993. 

Coles, William E. Jr. The Plural I -and After. Portsmouth NH: 
Boynton/Cook, 1988. 

Couture, Barbara. "Categorizing Professional Discourse: Engineering, 
Administrative, and Technical/Professional Writing." Journal of 
Business and Technical Communication, 6 (1992), 5-37. 



170 

Dall, Caroline H. The College, the Market, and the Court; or Woman's 
Relation to Education, Labor, and Law. Boston: Lee and 
Shepard, 1867, 

Daumer, Elisabeth, and Sandra Runzo. "Transforming the Composition 
Classroom." Teaching Writing Pedagogy, Gender, and Equity. 
New York: State U of New York P, 1996. 45-62. 

Davles, Emily. Thoughts on Some Questions Relating to Women, 
1860-1908. Cambridge: Bowes and Bowes, 1910. 

DiPardo, Anne. A Kind of Passport: A Basic Writing Adjunct Program 
and the Challenge of Student Diversity. Urbana: NCTE, 1993. 

Dodge, Grace H. A Bundle of Letters to Busy Girls on Practical 
Matters. New York: Funk & Wagnalls, 1887. 

Dodge, Grace H., ed. Thoughts of Busy Girls. New York: Cassell, 1892. 

Elbow, Peter. "Appendix Essay: The Doubting Game and the 
Believing Game—An Analysis of the Intellectual Enterprise." 
Writing Without Teachers. New York: Oxford UP, 1973. 147-91. 

Eliot, Thomas Stearns. "East Coker." The Four Quartets. San Diego: 
Harcourt Brace, 1988. 

Enos, Theresa. "Rhetoric and the Discourse of Technology." Worlds of 
Writing: Teaching and Learning in Discourse Communities of 
Work. Ed. Carolyn B. Matalene. New York: Random House, 1989, 
97. 

Faigley, Lester. Fragments of Rationality. Pittsburgh: U of Pittsburgh P, 
1992. 

Fine, Michelle. "Working the Hyphens: Reinventing the Self and Other 
in Qualitative Research." Handbook of Qualitative Research. 
Thousand Oaks, CA: Sage, 1994. 70-82. 

Finke, Laurie. "Knowledge as Bait: Feminism, Voice, and the 
Pedagogical Unconscious." College English 55 (January 1993): 1-
27. 



171 

Fiore, Kyle, and Man Elsasser. "'Strangers No More': A LIberatory 
Literacy Curriculum." Perspectives on Literacy. Eds. Eugene R. 
Kintgen, Barry M. Kroll, and Mike Rose. Carbondale: Southern 
Illinois UP, 1988. 286-99. 

Flynn, Elizabeth. ̂ ^Composing as a Woman," CCC39 (1988): 423-435. 

Foucault, Michel. "The Archaeology of Knowledge." The Rhetorical 
Tradition: Readings from Classical Times to the Present. Eds. 
Patricia Bizzell and Bruce Herzberg. Boston: St. Martin's, 1990. 
1130-1164. 

Gearhart, Sally Miller. "The Womanization of Rhetoric." Women's 
Studies International Quarterly 2 (1979); 195-201. 

Gere, Anne Ruggles. Intimate Practices: Literacy and Culture Work in 
U.S. Woman's Clubs, 1880-1920. Urbana: U of Illinois P, 1997. 

—. and Aaron Schutz. "Service Learning and English Studies: 
Rethinking 'Public Service'." College English 60 (February 1998): 
129-149. 

Gilligan, Carol. In a Different Voice: Psychological Theory and Women's 
Development. Cambridge: Harvard UP, 1982. 

Harkin, Patricia, and John Schilb. Contending With Words. New York: 
MLA, 1991. 

Mollis, Karyn. "Liberating Voices: Autobiographical Writing at the Bryn 
Mawr Summer School for Women Workers, 1921-1938." CCC 44 
(Feb 1994): 29-57. 

hooks, bell. Talking Back: Thinking Feminist, Thinking Black. Boston: 
South End, 1989. 

Horner, Winifred Bryan, and Theresa Enos. Learning from the Histories 
of Rhetoric. Carbondale: Southern Illinois UP, 1993. 

Horner, Winifred Bryan, and Michael Leff. Rhetoric and Pedagogy: Its 
History Philosophy, and Practice. Hillsdale, NJ: L. Eribaum P, 
1995. 



172 

Hubbard, Ruth, and Brenda Power. The Art of Classroom Inquiry. 
Portsmouth, NH; Heinemann,1993. 

Jarrett, Susan. "Feminism and Composition: The Case for Conflict." 
Contending with Words: Composition and Rhetoric in a 
Postmodern Age. New York: I^LA, 1991. 105-123. 

Kintgen, Eugene R, Barry Kroli, and l^ike Rose, eds. Perspectives on 
Literacy. Carbondale: Southern Illinois UP, 1988. 

Lauer, Janice. "The Feminization of Rhetoric and Composition Studies?" 
Rhetoric Review 13 (1995): 276-286. 

Matalene, Carolyn B., ed. Worlds of Writing: Teaching and Learning in 
Discourse Communities of Work. New York: Random House, 
1989. 

McDonald, Christina Russell, and Robert L. McDonald. "Academic Life 
as Middle Ground: A Conversation." Coming to Class: Pedagogy 
and the Social Class of Teachers. Eds. Alan Shepard, John 
McMillan, and Gary Tate. Portsmouth, NH: Boynton/Cook, 1998. 
118-132. 

Meyer, Annie Nathan. Woman's Work in America. New York: H. Holt & 
Co., 1891. 

Munter, Mary. "Whacking WAC." Business Communications Quarterly 
(March 1999):108-111. 

Murolo, Priscilla. The Common Ground of Womanhood: C/ass, Gender, 
and Working Girls' Clubs, 1884-1928. Urbana: U of Illinois P, 
1997 

National Council of Women of the United States. "Transactions of the 
National Council of Women of the United States, assembled in 
Washington, February 22-25, 1891." Philadelphia: Lippincott Co., 
1891. 

New York Association of Working Girls' Societies. Membership 
pamphlet, 1893. 



173 

Nunan, Ted. "Flexible Delivery-What is it and Why is it a Part of 
Current Educational Debate?" Different Approaches: Theory and 
Practice in Higher Education. Higher Education Research and 
Development Society of Australasia Annual Conference. Perth, 
Western Australia, 8-12 July 1996. 

Odell, Lee, and Dixie Goswami, eds. Writing in Nonacademic Settings. 
New York and London: Guilford Press, 1985. 

Ohmann, Richard. English in America: A Radical View of the Profession. 
New York: Oxford UP, 1987. 

—. The Politics of Letters. Middletown, CT: Wesleyan UP, 1987. 

Pattison, Robert. On Literacy: The Politics of the Word from Homer to 
the Age of Rock. New York: Oxford UP, 1982. 

Plato. "Phaedrus." The Rhetorical Tradition: Readings from Classical 
Times to the Present. Eds. Patricia Bizzell and Bruce Herzberg. 
Boston: St. Martin's, 1990. 113-143. 

Reynolds, John Frederick. "What Adult Work-World Writers Have 
Taught Me About Adult Work-World Writing." Professional writing 
in context: Lessons from teaching and consulting in worlds of 
work. Eds. John Frederick Reynolds, Carolyn B. Matalene, Joyce 
Neff Magnotto, Donald C. Samson, Jr., and Lynn Veach Sadler. 
Hillsdale, NJ: Lawrence Eribaum, 1995. 2-31. 

Riis, Jacob. How the Other Half Lives, Studies Among the Tenements of 
New York. New York: Scribner, 1890. 

Rose, Mike. "Complexity, Rigor, Evolving Method, and the Puzzle of 
Writer's Block: Thoughts on Composing-Process Research," 
When A Writer Can't Write: Studies in Writer's Block and Other 
Composing Process Problems, NY: Guilford P, 1985, 
227-260. 

—. Lives on the Boundary: The Struggles and Achievements of 
America's Underprepared. New York: Free P, 1989. 



174 

Russell, Christine. "Academic Life as Middle Ground." Coming to Class: 
Pedagogy and the Social Class of Teachers. Eds. Alan Shepard, 
John McMillan, and Gary Tate. Portsmouth, NH: Boynton/Cook, 
1998. 118-132. 

Russell, David- Writing in the Academic Disciplines, 1890-1990. 
Carbondale: Southern Illinois UP, 1991. 

Ryan, Cathy. 'Trends in Business Curricula: The View from AACSB." 
Business Communications Quarterly (March 1999): 91-95. 

Sadler, Lynn Veach. "Preparing for the white rabbit and taking it on the 
neck: Tales of the workplace and writingplace. Professional 
writing in context: Lessons from teaching and consulting in 
worlds of work. Eds. John Frederick Reynolds, Carolyn B. 
Matalene, Joyce Neff Magnotto, Donald C. Samson, Jr., and Lynn 
Veach Sadler. Hillsdale, NJ: Lawrence Eribaum, 1995. 129-178. 

Selfe, Cynthia L. Technology and Literacy in the Twenty-First Century: 
The Importance of Paying Attention. Carbondale, IL: Southern 
Illinois University Press, 1999. 

Shepard, Alan, John McMillan, and Gary Tate, eds. Coming to Class: 
Pedagogy and the Social Class of Teachers. Portsmouth, NH: 
Boynton/Cook, 1998. 

Sommers, Nancy. "The Language of Coats." College English 60 (April 
1998): 421-25. 

Spllka, Rachel, ed. Writing in the Workplace: New Research 
Perspectives. Carbondale: Southern Illinois Univ. Press, 1993. 

Sullivan, Patricia, and Jennie Dautermann, eds. Electronic Literacies in 
the Workplace: Technologies of Writing. Urbana: NCTE, 1996. 

Wells, Susan. Sweet Reason: Rhetoric and the Discourses of 
Modernity. Chicago: U of Chicago P, 1996 

Whitman, Walt. Leaves of Grass. Philadelphia: David McKay, [cl900]; 
Bartleby.com, 1999. www.bartleby.com/142/. [November 27, 
2000]. 

http://www.bartleby.com/142/


175 

Zandy, Janet. "The Job, The Job: The Risk of Work and the Uses of 
Texts." Coming to Class: Pedagogy and the Social Class of 
Teachers. Eds. Alan Shepard, John McMillan, and Gary Tate. 
Portsnnouth, NH: Boynton/Cook, 1998. 291-308. 


