From Ethos to Logos
Appealing to Your Readers

ho you believe your readers are influences how you see a particu-

lar situation, define an issue, explain the ongoing conversation sur-
rounding that issue, and formulate a question. You may need to read
widely to understand how different writers have dealt with the issue you
address. And you will need to anticipate how others might respond to your
argument—whether they will be sympathetic or antagonistic—and to
compose your essay so that readers will “listen” whether or not they agree
with you.

To achieve these goals, you will no doubt use reason in the form of evi-
dence to sway readers. But you can also use other means of persuasion: That
is, you can use your own character, by presenting yourself as someone who
is knowledgeable, fair, and just; and you can appeal to your readers’ emo-
tions. Although you may believe that reason alone should provide the means
for changing people’s minds, people’s emotions also color the way they see
the world.

Your audience is more than your immediate reader, your instructor or
a peer. Your audience encompasses those you cite in writing about an issue
and those you anticipate responding to your argument. This is true no
matter what you write about, whether it be an interpretation of the novels
of a particular author, an analysis of the cultural work of horror films, the
ethics of treating boys and girls differently in schools, or the moral issues
surrounding homelessness in America.

In this chapter we discuss different ways of engaging your readers, cen-
tering on three kinds of appeals: ethos, appeals from character; pathos,
appeals to emotion; and logos, appeals to reason. Ethos, pathos, and logos
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Word / Logos

Author / Ethos Audience / Pathos

FIGURE 8.1 The Rhetorical Triangle

are terms derived from ancient Greek writers, but they are still of great
value today when considering how to persuade your audience. Readers will
judge your argument on whether or not you present an argument that is
fair and just, one that creates a sense of goodwill. All three appeals rely on
these qualities.

Figure 8.1, the rhetorical triangle, visually represents the interrela-
tionship among ethos, pathos, and logos. Who we think our readers are
(pathos: which of their emotions do we appeal to?) influences decisions
about the ways we should represent ourselves to them (ethos: how can we
come across as fair, credible, and just?). In turn, we use certain patterns of
argument (logos: how do we arrange our words to make our case?) that
reflect our interpretation of the situation to which we respond and that we
believe will persuade readers to accept our point of view. Effective com-
munication touches on each of the three points of the triangle. Your task
as a writer is to determine the proper balance of these different appeals
in your argument, based on your thesis, the circumstances, and your
audience.

CONNECTING WITH READERS: A SAMPLE ARGUMENT

To see how an author connects with his audience, read the following excerpt
from James W. Loewen’s book Lies My Teacher Told Me: Everything Your
American History Textbook Got Wrong. As you read the excerpt, note
Loewen’s main points, and select key examples that illustrate his argu-
ment. As a class, test the claims he makes: To what extent do you believe
that what Loewen argues is true? This may entail recalling your own expe-
riences in high school history classes or locating one or more of the books
that Loewen mentions.
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JAMES W. LOEWEN
The Land of Opportunity

In addition to Lies My Teacher Told Me (1995), James Loewen, who holds
a PhD in sociology, has written several other books, including Lies Across
America: What Our Historic Sites Get Wrong (1999) and Sundown Towns: A
Hidden Dimension of American Racism (2005). As the titles of these books
suggest, Loewen is a writer who questions the assumptions about history
that many people take for granted. This is especially true of the following
excerpt, from a chapter in which Loewen challenges a common American
belief—that everyone has an equal chance in what he calls the “land of
opportunity” —by arguing that we live in a class system that privileges
some people and raises barriers for others. History textbook writers, he
points out, arc guilty of complicity in this class system because they leave
a great deal of history out of their textbooks.

igh school students have eyes, ears, and television sets (all too many

have their own TV sets), so they know a lot about relative privilege
in America. They measure their family’s social position against that of
other families, and their community’s position against other communi-
ties. Middle-class students, especially, know little about how the Ameri-
can class structure works, however, and nothing at all about how it has
changed over time. These students do not leave high school merely igno-
rant of the workings of the class structure; they come out as terrible
sociologists. “Why are people poor?” I have asked first-year college stu-
dents. Or, if their own class position is one of relative privilege, “Why is
your family well off?” The answers I've received, to characterize them
charitably, are half-formed and naive. The students blame the poor for
not being successful. They have no understanding of the ways that
opportunity is not equal in America and no notion that social structure
pushes people around, influencing the ideas they hold and the lives they
fashion.

High school history textbooks can take some of the credit for this
state of affairs. Some textbooks cover certain high points of labor history,
such as the 1894 Pullman strike near Chicago that President Cleveland
broke with federal troops, or the 1911 Triangle Shirtwaist fire that killed
146 women in New York City, but the most recent event mentioned in
most books is the Taft-Hartley Act of fifty years ago. No book mentions
the Hormel meat-packers’ strike in the mid-1980s or the air traffic con-
trollers’” strike broken by President Reagan. Nor do textbooks describe
any continuing issues facing labor, such as the growth of multinational
corporations and their exporting of jobs overseas. With such omissions,
textbook authors can construe labor history as something that happened
long ago, like slavery, and that, like slavery, was corrected long ago. It log-
ically follows that unions appear anachronistic. The idea that they might
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be necessary in order for workers to have a voice in the workplace goes
unstated.

Textbooks’ treatments of events in labor history are never anchored
in any analysis of social class. This amounts to delivering the footnotes
instead of the lecture! Six of the dozen high school American history text-
books I examined contain no index listing at all for “social class,” “social
stratification,” “class structure,” “income distribution,” “inequality,” or
any conceivably related topic. Not one book lists “upper class,” “working
class,” or “lower class.” Two of the textbooks list “middle class,” but only
to assure students that America is a middle-class country. “Except for
slaves, most of the colonists were members of the ‘middling ranks,”” says
Land of Promise, and nails home the point that we are a middle-class
country by asking students to “Describe three ‘middle-class’ values that
united free Americans of all classes.” Several of the textbooks note the
explosion of middle-class suburbs after World War II. Talking about the
middle class is hardly equivalent to discussing social stratification, how-
ever; in fact, as Gregory Mantsios has pointed out, “such references
appear to be acceptable precisely because they mute class differences.”

Stressing how middle-class we all are is particularly problematic to-
day, because the proportion of households earning between 75 percent
and 125 percent of the median income has fallen steadily since 1967. The
Reagan-Bush administrations accelerated this shrinkage of the middle
class, and most families who left its ranks fell rather than rose. This is
the kind of historical trend one would think history books would take
as appropriate subject matter, but only four of the twelve books in my
sample provide any analysis of social stratification in the United States.
Even these fragmentary analyses are set mostly in colonial America.
Land of Promise lives up to its reassuring title by heading its discussion
of social class “Social Mobility.” “One great difference between colonial
and European society was that the colonists had more social mobility,”
echoes The American Tradition. “In contrast with contemporary Europe,
eighteenth-century America was a shining land of equality and oppor-
tunity—with the notorious exception of slavery,” chimes in The Ameri-
can Pageant. Although The Challenge of Freedom identifies three social
classes—upper, middle, and lower—among whites in colonial society,
compared to Europe “there was greater social mobility.”

Never mind that the most violent class conflicts in American history—
Bacon’s Rebellion and Shays’s Rebellion—took place in and just after
colonial times. Textbooks still say that colonial society was relatively
classless and marked by upward mobility. And things have gotten rosier
since. “By 1815,” The Challenge of Freedom assures us, two classes had
withered away and “America was a country of middle class people and
of middle class goals.” This book returns repeatedly, at intervals of every
fifty years or so, to the theme of how open opportunity is in America. “In
the years after 1945, social mobility—movement from one social class
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to another—became more widespread in America,” Challenge concludes.
“This meant that people had a better chance to move upward in soci-
ety.” The stress on upward mobility is striking. There is almost nothing in
any of these textbooks about class inequalities or barriers of any kind to
social mobility. “What conditions made it possible for poor white immi-
grants to become richer in the colonies?” Land of Promise asks. “What
conditions made/make it difficult?” goes unasked. Textbook authors thus
present an America in which, as preachers were fond of saying in the
nineteenth century, men start from “humble origins” and attain “the most
elevated positions.”

Social class is probably the single most important variable in society.
From womb to tomb, it correlates with almost all other social charac-
teristics of people that we can measure. Affluent expectant mothers
are more likely to get prenatal care, receive current medical advice, and
enjoy general health, fitness, and nutrition. Many poor and working-
class mothers-to-be first contact the medical profession in the last month,
sometimes the last hours, of their pregnancies. Rich babies come out
healthier and weighing more than poor babies. The infants go home to
very different situations. Poor babies are more likely to have high levels
of poisonous lead in their environments and their bodies. Rich babies get
more time and verbal interaction with their parents and higher quality
day care when not with their parents. When they enter kindergarten, and
through the twelve years that follow, rich children benefit from subur-
ban schools that spend two to three times as much money per student
as schools in inner cities or impoverished rural areas. Poor children are
taught in classes that are often 50 percent larger than the classes of afflu-
ent children. Differences such as these help account for the higher school-
dropout rate among poor children.

Even when poor children are fortunate enough to attend the same
school as rich children, they encounter teachers who expect only children
of affluent families to know the right answers. Social science research
shows that teachers are often surprised and even distressed when poor
children excel. Teachers and counselors believe they can predict who is
“college material.” Since many working-class children give off the wrong
signals, even in first grade, they end up in the “general education” track in
high school. “If you are the child of low-income parents, the chances
are good that you will receive limited and often careless attention from
adults in your high school,” in the words of Theodore Sizer’s best-selling
study of American high schools, Horace's Compromise. “If you are the
child of upper-middle-income parents, the chances are good that you will
receive substantial and careful attention.” Researcher Reba Page has pro-
vided vivid accounts of how high school American history courses use
rote learning to turn off lower-class students. Thus schools have put into
practice Woodrow Wilson’s recommendation: “We want one class of per-
sons to have a liberal education, and we want another class of persons,
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a very much larger class of necessity in every society, to forgo the privi-
lege of a liberal education and fit themselves to perform specific difficult
manual tasks.”

As if this unequal home and school life were not enough, rich teenag-
ers then enroll in the Princeton Review or other coaching sessions for the
Scholastic Aptitude Test. Even without coaching, affluent children are
advantaged because their background is similar to that of the test-
makers, so they are comfortable with the vocabulary and subtle sub-
cultural assumptions of the test. To no one’s surprise, social class corre-
lates strongly with SAT scores.

All these are among the reasons why social class predicts the rate of
college attendance and the type of college chosen more effectively than
does any other factor, including intellectual ability, however measured.
After college, most affluent children get white-collar jobs, most working-
class children get blue-collar jobs, and the class differences continue. As
adults, rich people are more likely to have hired an attorney and to be
a member of formal organizations that increase their civic power. Poor
people are more likely to watch TV. Because affluent families can save
some money while poor families must spend what they make, wealth dif-
ferences are ten times larger than income differences. Therefore most
poor and working-class families cannot accumulate the down payment
required to buy a house, which in turn shuts them out from our most
important tax shelter, the write-off of home mortgage interest. Working-
class parents cannot afford to live in elite subdivisions or hire high-quality
day care, so the process of educational inequality replicates itself in the
next generation. Finally, affluent Americans also have longer life expec-
tancies than lower- and working-class people, the largest single cause of
which is better access to health care. Echoing the results of Helen Keller’s
study of blindness, research has determined that poor health is not dis-
tributed randomly about the social structure but is concentrated in the
lower class. Social Security then becomes a huge transfer system, using
monies contributed by all Americans to pay benefits disproportionately
to longer-lived affluent Americans.

Ultimately, social class determines how people think about social class.
When asked if poverty in America is the fault of the poor or the fault of
the system, 57 percent of business leaders blamed the poor; just 9 percent
blamed the system. Labor leaders showed sharply reversed choices: only
15 percent said the poor were at fault while 56 percent blamed the sys-
tem. (Some replied “don’t know” or chose a middle position.) The largest
single difference between our two main political parties lies in how their
members think about social class: 55 percent of Republicans blamed the
poor for their poverty, while only 13 percent blamed the system for it;
68 percent of Democrats, on the other hand, blamed the system, while
only 5 percent blamed the poor.

Few of these statements are news, I know, which is why I have not doc-
umented most of them, but the majority of high school students do not
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know or understand these ideas. Moreover, the processes have changed
over time, for the class structure in America today is not the same as it
was in 1890, let alone in colonial America. Yet in Land of Promise, for
example, social class goes unmentioned after 1670.

Reading as a Writer

1. List what you think are Loewen’s main points. What appeals does he seem
to draw on most when he makes those points: appeals based on his own
character (ethos), on the emotions of his reader (pathos), or on the reason-
ableness of his evidence (logos)? Are the appeals obvious or difficult to tease
out? Does he combine them? Discuss your answers with your classmates.

2. Identify what you think is the main claim of Loewen’s argument, and
choose key examples to support your answer. Compare your chosen claim
and examples to those chosen by your classmates. Do they differ signifi-
cantly? Can you agree on Loewen’s gist and his key examples?

3. Asaclass, test the claims Loewen makes by thinking about your own expe-
riences in high school history classes. Do you remember finding out that
something you were taught from an American history textbook was not
true? Did you discover on your own what you considered to be misrepre-
sentations in or important omissions from your textbook? If so, did these
misrepresentations or omissions tend to support or contradict the claims
about history textbooks that Loewen makes?

APPEALING TO ETHOS

Although we like to believe that our decisions and beliefs are based on
reason and logic, in fact they are often based on what amounts to charac-
ter judgments. That is, if a person you trust makes a reasonable argument
for one choice, and a person you distrust makes a reasonable argument
for another choice, you are more likely to be swayed by the argument of
the person you trust. Similarly, the audience for your argument will be
more disposed to agree with you if its members believe you are a fair, just
person who is knowledgeable and has good judgment. Even the most well-
developed argument will fall short if you do not leave this kind of impres-
sion on your readers. Thus, it is not surprising that ethos may be the most
important component of your argument.
There are three strategies for evoking a sense of ethos:

1. Establish that you have good judgment.
Convey to readers that you are knowledgeable.

Show that you understand the complexity of the issue.
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These strategies are interrelated: A writer who demonstrates good
judgment is more often than not someone who is both knowledgeable
about an issue and who acknowledges the complexity of it by weighing the
strengths and weaknesses of different arguments. However, keep in mind
that these characteristics do not exist apart from what readers think and
believe.

m Establish That You Have Good Judgment

Most readers of academic writing expect writers to demonstrate good
judgment by identifying a problem that readers agree is worth addressing.
In turn, good judgment gives writers credibility.

Loewen crafts his introduction to capture the attention of educators as
well as concerned citizens when he claims that students leave high school
unaware of class structure and as a consequence “have no understanding
of the ways that opportunity is not equal in America and no notion that
social structure pushes people around, influencing the ideas they hold and
the lives they may fashion” (para. 1). Loewen does not blame students, or
even instructors, for this lack of awareness. Instead, he writes, “textbooks
can take some of the credit for this state of affairs” (para. 2) because, among
other shortcomings, they leave out important events in “labor history”
and relegate issues facing labor to the past.

Whether an educator—or a general reader for that matter—will ulti-
mately agree with Loewen’s case is, at this point, up for grabs, but cer-
tainly the possibility that high schools in general, and history textbooks in
particular, are failing students by leaving them vulnerable to class-based
manipulation would be recognized as a problem by readers who believe
America should be a society that offers equal opportunity for all. At this
point, Loewen’s readers are likely to agree that the problem of omission he
identifies may be significant if its consequences are as serious as he believes
them to be.

Writers also establish good judgment by conveying to readers that they
are fairrminded and just and have the best interests of readers in mind.
Loewen is particularly concerned that students understand the persis-
tence of poverty and inequality in the United States and the historical
circumstances of the poor, which they cannot do unless textbook writers
take a more inclusive approach to addressing labor history, especially “the
growth of multinational corporations and their exporting of jobs overseas”
(para. 2). It’s not fair to deny this important information to students, and
it’s not fair to the poor to leave them out of official histories of the United
States. Loewen further demonstrates that he is fair and just when he calls
attention in paragraph 6 to the inequality between rich and poor children
in schools, a problem that persists despite our forebears’ belief that class
would not determine the fate of citizens of the United States.
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m Convey to Readers That You Are Knowledgeable

Being thoughtful about a subject goes hand in hand with being knowl-
edgeable about the subject. Loewen demonstrates his knowledge of class
issues and their absence from textbooks in a number of ways (not the least
of which is his awareness that a problem exists—many people, including
educators, may not be aware of this problem).

In paragraph 3, Loewen makes a bold claim: “Textbooks’ treatments of
events in labor history are never anchored in any analysis of social class.”
As readers, we cannot help wondering: How does the author know this?
How will he support this claim? Loewen anticipates these questions by dem-
onstrating that he has studied the subject through a systematic exami-
nation of American history textbooks. He observes that six of the twelve
textbooks he examined “contain no index listing at all for ‘social class,’
‘social stratification,’ ‘class structure,” ‘income distribution,” ‘inequality,” or
any conceivably related topic” and that “not one book lists ‘upper class,’
‘working class,” or ‘lower class.”” Loewen also demonstrates his grasp of
class issues in American history, from the “violent class conflicts” that
“took place in and just after colonial times” (para. 5), which contradict text-
book writers’ assertions that class conflicts did not exist during this period,
to the more recent conflicts in the 1980s and early 1990s (paras. 2 and 4).

Moreover, Loewen backs up his own study of textbooks with references
to a number of studies from the social sciences to illustrate that “social class
is probably the single most important variable in society” (para. 6). Witness
the statistics and findings he cites in paragraphs 6 through 10. The breadth
of Loewen’s historical knowledge and the range of his reading should con-
vince readers that he is knowledgeable, and his trenchant analysis contrib-
utes to the authority he brings to the issue and to his credibility.

m Show That You Understand the Complexity of a Given Issue

Recognizing the complexity of an issue helps readers see the extent to
which authors know that any issue can be understood in a number of dif-
ferent ways. Loewen acknowledges that most of the history he recounts is
not “news” (para. 11) to his educated readers, who by implication “know”
and “understand” his references to historical events and trends. What may
be news to his readers, he explains, is the extent to which class structure in
the United States has changed over time. With the steady erosion of middle-
class households since 1967, “class inequalities” and “barriers . . . to social
mobility” (para. 5) are limiting more and more Americans’access to even the
most fundamental of opportunities in a democratic society—health care
and education.

Still, even though Loewen has introduced new thinking about the na-
ture of class in the United States and has demonstrated a provocative play
of mind by examining an overlooked body of data (high school history



208 CHAPTER 8 | FROM ETHOS TO LOGOS: APPEALING TO YOUR READERS

textbooks) that may influence the way class is perceived in America, there
are still levels of complexity he hasn’t addressed explicitly. Most important,
perhaps, is the question of why history textbooks continue to ignore issues
of class when there is so much research that indicates its importance in
shaping the events history textbooks purport to explain.

Steps to Appealing to Ethos

] Establish that you have good judgment. Identify an issue your
readers will agree is worth addressing, and demonstrate that you
are fair-minded and have the best interests of your readers in
mind when you address it.

] Convey to readers that you are knowledgeable. Support your
claims with credible evidence that shows you have read widely on,
thought about, and understand the issue.

E] Show that you understand the complexity of the issue. Demon-
strate that you understand the variety of viewpoints your readers
may bring—or may not be able to bring—to the issue.

APPEALING TO PATHOS

An appeal to pathos recognizes that people are moved to action by their
emotions as well as by reasonable arguments. In fact, pathos is a vital part
of argument that can predispose readers one way or another. Do you want
to arouse readers’ sympathy? Anger? Passion? You can do that by knowing
what readers value.

Appeals to pathos are typically indirect. You can appeal to pathos by
using examples or illustrations that you believe will arouse the appropriate
emotions and by presenting them using an appropriate tone.

To acknowledge that writers play on readers’ emotions is not to en-
dorse manipulative writing. Rather, it is to acknowledge that effective writ-
ers use all available means of persuasion to move readers to agree with
them. After all, if your thoughtful reading and careful research have led
you to believe that you must weigh in with a useful insight on an impor-
tant issue, it stands to reason that you would want your argument to con-
vince your readers to believe as strongly in what you assert as you do.

For example, if you genuinely believe that the conditions some fami-
lies are living in are abysmal and unfair, you want your readers to believe
it too. And an effective way to persuade them to believe as you do, in addi-
tion to convincing them of the reasonableness of your argument and of
your own good character and judgment, is to establish a kind of emotional
common ground in your writing—the common ground of pathos.



APPEALING TO PATHOS 209

m Show That You Know What Your Readers Value

Let’s consider some of the ways James Loewen signals that he knows what
his readers value.

In the first place, Loewen assumes that readers feel the same way he
does: Educated people should know that the United States has a class struc-
ture despite the democratic principles that the nation was founded on. He
also expects readers to identify with his unwillingness to accept the injus-
tice that results from that class structure. He believes that women living in
poverty should have access to appropriate health care, that children living
in poverty should have a chance to attend college, and that certain classes
of people should not be written off to “perform specific difficult manual
tasks” (para. 7).

Time and again, Loewen cites examples that reveal that the poor are
discriminated against by the class structure in the United States not for lack
of ability, lack of desire, lack of ambition, or lack of morality, but for no
better reason than lack of money—and that such discrimination has been
going on for a long time. He expects that his readers also will find such dis-
crimination an unacceptable affront to their values of fair play and democ-
racy and that they will experience the same sense of outrage that he does.

m Use lllustrations and Examples That Appeal
to Readers’ Emotions

You can appeal to readers’ emotions indirectly through the illustrations
and examples you use to support your argument.

For instance, in paragraph 2, Loewen contends that textbook writers
share responsibility for high school students’ not knowing about the
continued relevance of class issues in American life. Loewen’s readers —
parents, educators, historians—may very well be angered by the omis-
sions he points out. Certainly he would expect them to be angry when
they read about the effects of economic class on the health care expectant
mothers and then their children receive (para. 6) and on their children’s
access to quality education (paras. 6-8). In citing the fact that social class
“correlates strongly with SAT scores” (para. 8) and so “predicts the rate
of college attendance and the type of college chosen” (para. 9), Loewen
forces his readers to acknowledge that the educational playing field is far
from level.

Finally, he calls attention to the fact that accumulated wealth accounts
for deep class divisions in our society—that their inability to save prevents
the poor from hiring legal counsel, purchasing a home, or taking advan-
tage of tax shelters. The result, Loewen observes, is that “educational in-
equality replicates itself in the next generation” (para. 9).

Together, these examples strengthen both Loewen’s argument and
what he hopes will be readers’ outrage that history textbooks do not ad-
dress class issues. Without that information, Americans cannot fully un-
derstand or act to change the existing class structure.
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m Consider How Your Tone May Affect Your Audience

The tone of your writing is your use of language that communicates your
attitude toward yourself, your material, and your readers. Of course, your
tone is important in everything you write, but it is particularly crucial when
you are appealing to pathos.

When you are appealing to your readers’ emotions, it is tempting to
use loaded, exaggerated, and even intemperate language to convey how
you feel (and hope your readers will feel) about an issue. Consider these
sentences: “The Republican Party has devised the most ignominious means
of filling the pockets of corporations.” “These wretched children suffer
heartrending agonies that can barely be imagined, much less described.”
“The ethereal beauty of the Brandenburg concertos thrill one to the deepest
core of one’s being.” All of these sentences express strong and probably sin-
cere beliefs and emotions, but some readers might find them overwrought
and coercive and question the writer’s reasonableness.

Similarly, some writers rely on irony or sarcasm to set the tone of their
work. Irony is the use of language to say one thing while meaning quite
another. Sarcasm is the use of heavy-handed irony to ridicule or attack
someone or something. Although irony and sarcasm can make for vivid
and entertaining writing, they also can backfire and end up alienating
readers. The sentence “Liberals will be pleased to hear that the new budget
will be making liberal use of their hard-earned dollars” may entertain
some readers with its irony and wordplay, but others may assume that the
writer’s attitude toward liberals is likely to result in an unfairly slanted
argument. And the sentence “In my opinion, there’s no reason why Chris-
tians and Muslims shouldn'’t rejoice together over the common ground of
their both being deluded about the existence of a God” may please some
readers, but it risks alienating those who are uncomfortable with breezy
comments about religious beliefs. Again, think of your readers and what
they value, and weigh the benefits of a clever sentence against its potential
to detract from your argument or offend your audience.

You often find colorful wording and irony in op-ed and opinion pieces,
where a writer may not have the space to build a compelling argument
using evidence and has to resort to shortcuts to readers’ emotions. How-
ever, in academic writing, where the careful accumulation and presenta-
tion of evidence and telling examples are highly valued, the frequent use
of loaded language, exaggeration, and sarcasm is looked on with distrust.

Consider Loewen’s excerpt. Although his outrage comes through clearly,
he never resorts to hectoring. For example, in paragraph 1, he writes that
students are “ignorant of the workings of the class structure” and that their
opinions are “half-formed and naive.” But he does not imply that students
are ignoramuses or that their opinions are foolish. What they lack, he
contends, is understanding. They need to be taught something about class
structure that they are not now being taught. And paragraph 1 is about as
close to name-calling as Loewen comes. Even textbook writers, who are
the target of his anger, are not vilified.
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Loewen does occasionally make use of irony, for example in para-
graph 5, where he points out inconsistencies and omissions in textbooks:
“Never mind that the most violent class conflicts in American history—
Bacon’s Rebellion and Shays’s Rebellion—took place in and just after
colonial times. Textbooks still say that colonial society was relatively class-
less and marked by upward mobility. And things have gotten rosier since.”
But he doesn’t resort to ridicule. Instead, he relies on examples and illus-
trations to connect with his readers’ sense of values and appeal to their
emotions.

Steps to Appealing to Pathos

] Show that you know what your readers value. Start from your
own values and imagine what assumptions and principles would
appeal to your readers. What common ground can you imagine
between your values and theirs? How will it need to be adjusted
for different kinds of readers?

F] Use illustrations and examples that appeal to readers’ emotions.
Again, start from your own emotional position. What examples
and illustrations resonate most with you? How can you present
them to have the most emotional impact on your readers? How
would you adjust them for different kinds of readers?

E] Consider how your tone may affect your audience. Be wary of
using loaded, exaggerated, and intemperate language that may
put off your readers; and be careful in your use of irony and
sarcasm.

A Practice Sequence: Appealing to Ethos and Pathos

Discuss the language and strategies the writers use in the following pas-
sages to connect with their audience, in particular their appeals to both
ethos and pathos. After reading each excerpt, discuss who you think the
implied audience is and whether you think the strategies the writers
use to connect with their readers are effective or not.

1 Almost a half century after the U.S. Supreme Court concluded that
Southern school segregation was unconstitutional and “inherently
unequal,” new statistics from the 1998-99 school year show that
segregation continued to intensify throughout the 1990s, a period
in which there were three major Supreme Court decisions autho-
rizing a return to segregated neighborhood schools and limiting
the reach and duration of desegregation orders. For African
American students, this trend is particularly apparent in the
South, where most blacks live and where the 2000 Census shows a
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continuing return from the North. From 1988 to 1998, most of the
progress of the previous two decades in increasing integration in
the region was lost. The South is still much more integrated than it
was before the civil rights revolution, but it is moving backward at

an accelerating rate. .
— GARY ORFIELD, “Schools More Separate:

Consequences of a Decade of Resegregation”

No issue has been more saturated with dishonesty than the issue
of racial quotas and preferences, which is now being examined
by the Supreme Court of the United States. Many defenders of
affirmative action are not even honest enough to admit that they
are talking about quotas and preferences, even though everyone
knows that that is what affirmative action amounts to in practice.

Despite all the gushing about the mystical benefits of “diversity”
in higher education, a recent study by respected academic scholars
found that “college diversity programs fail to raise standards” and
that “a majority of faculty members and administrators recognize
this when speaking anonymously.”

This study by Stanley Rothman, Seymour Martin Lipset, and
Neil Nevitte found that “of those who think that preferences have
some impact on academic standards those believing it negative
exceed those believing it positive by 15 to 1.”

Poll after poll over the years has shown that most faculty mem-
bers and most students are opposed to double standards in col-
lege admissions. Yet professors who will come out publicly and say
what they say privately in these polls are as rare as hens’ teeth.

Such two-faced talk is pervasive in academia and elsewhere.
A few years ago, in Berkeley, there was a big fight over whether
a faculty vote on affirmative action would be by secret ballot or
open vote. Both sides knew that the result of a secret ballot would
be the direct opposite of the result in a public vote at a faculty

meeting.
—Tuomas SoweLL, “The Grand Fraud:

Affirmative Action for Blacks”

When the judgment day comes for every high school student—
that day when a final transcript is issued and sent to the finest
institutions, with every sin of class selection written as with
a burning chisel on stone—on that day a great cry will go up
throughout the land, and there will be weeping, wailing, gnash-
ing of teeth, and considerable grumbling against guidance coun-
selors, and the cry of a certain senior might be, “WHY did no one
tell me that Introduction to Social Poker wasn’t a solid academic
class?” At another, perhaps less wealthy school, a frustrated and
under-nurtured sculptress will wonder, “Why can’t T read, and
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why don'’t I care?” The reason for both of these oversights, as they
may eventually discover, is that the idea of the elective course has
been seriously mauled, mistreated, and abused under the current
middle-class high school system. A significant amount of the
blame for producing students who are stunted, both cognitively
and morally, can be traced back to this pervasive fact. Elective
courses, as shoddily planned and poorly funded as they may be,
constitute the only formation that many students get in their
own special types of intelligences. Following the model of How-
ard Gardner, these may be spatial, musical, or something else. A
lack of stimulation to a student’s own intelligence directly causes
a lack of identification with the intelligence of others. Instead of
becoming moderately interested in a subject by noticing the plea-
sure other people receive from it, the student will be bitter, jealous,
and without empathy. These are the common ingredients in many
types of tragedy, violent or benign. Schools must take responsibil-
ity for speaking in some way to each of the general types of intel-
ligences. Failure to do so will result in students who lack skills,
and also the inspiration to comfort, admire, emulate, and aid their
fellow humans.

“All tasks that really call upon the power of attention are inter-
esting for the same reason and to an almost equal degree,” wrote
Simone Weil in her Reflections on Love and Faith, her editor hav-
ing defined attention as “a suspension of one’s own self as a center
of the world and making oneself available to the reality of another
being.” In Parker Palmer’s The Courage to Teach, modern scientific
theorist David Bohm describes “a holistic underlying implicate
order whose information unfolds into the explicate order of par-
ticular fields.” Rilke’s euphemism for this “holistic ... implicate
order,” which Palmer borrows, is “the grace of great things.” Weil’s
term would be “God.” However, both agree that eventual percep-
tion of this singular grace, or God, is accessible through education
of a specific sort, and for both it is doubtless the most necessary
experience of a lifetime. Realizing that this contention is raining
down from different theorists, and keeping in mind that the most
necessary experience of a lifetime should not be wholly irrelevant
to the school system, educators should therefore reach the con-
clusion that this is a matter worth looking into. I assert that the
most fruitful and practical results of their attention will be a
wider range of electives coupled with a new acknowledgment and

handling of them, one that treats each one seriously.
— ERIN MEYERS,
“The Educational Smorgasbord as Saving Grace”
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APPEALING TO LOGOS: USING REASON AND
EVIDENCE TO FIT THE SITUATION

To make an argument persuasive, you need to be in dialogue with your
readers, using your own character (ethos) to demonstrate that you are
a reasonable, credible, fair person and appealing to your readers’ emo-
tions (pathos), particularly their sense of right and wrong. Both types of
appeal go hand in hand with appeals to logos, using converging pieces of
evidence—statistics, facts, observations—to advance your claim. Remem-
ber that the type of evidence you use is determined by the issue, problem,
situation, and readers’ expectations. As an author, you should try to antici-
pate and address readers’ beliefs and values. Ethos and pathos are con-
cerned with the content of your argument; logos addresses both form and
content.

An argument begins with one or more premises and ends with a con-
clusion. A premise is an assumption that you expect your readers to agree
with, a statement that is either true or false—for example, “Alaska is cold
in the winter” —that is offered in support of a claim. That claim is the con-
clusion you want your readers to draw from your premises. The conclu-
sion is also a sentence that is either true or false.

For instance, Loewen’s major premise is that class is a key factor in
Americans’ access to health care, education, and wealth. Loewen also offers
a second, more specific premise: that textbook writers provide little discus-
sion of the ways class matters. Loewen crafts his argument to help readers
draw the following conclusion: “We live in a class system that runs coun-
ter to the democratic principles that underlie the founding of the United
States, and history textbooks must tell this story. Without this knowledge,
citizens will be uninformed.”

Whether readers accept this as true depends on how Loewen moves
from his initial premises to reach his conclusion—that is, whether we
draw the same kinds of inferences, or reasoned judgments, that he does.
He must do so in a way that meets readers’ expectations of what consti-
tutes relevant and persuasive evidence and guides them one step at a time
toward his conclusion.

There are two main forms of argument: deductive and inductive. A
deductive argument is an argument in which the premises support (or
appear to support) the conclusion. If you join two premises to produce a
conclusion that is taken to be true, you are stating a syllogism. This is the
classic example of deductive reasoning through a syllogism:

1. All men are mortal. (First premise)

2. Socrates is a man. (Second premise)

3. Therefore, Socrates is mortal. (Conclusion)
In a deductive argument, it is impossible for both premises to be true and

the conclusion to be false. That is, the truth of the premises means that the
conclusion must also be true.
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By contrast, an inductive argument relies on evidence and observa-
tion to reach a conclusion. Although readers may accept a writer’s premises
as true, it is possible for them to reject the writer’s conclusion.

Let’s consider this for a moment in the context of Loewen’s argument.
Loewen introduces the premise that class matters, then offers the more
specific premise that textbook writers leave class issues out of their nar-
ratives of American history, and finally draws the conclusion that citizens
need to be informed of this body of knowledge in order to create change:

1. Although class is a key factor in Americans’ access to health care, edu-
cation, and wealth, students know very little about the social structure
in the United States.

2. In their textbooks, textbook writers do not address the issue of class,
an issue that people need to know about.

3. Therefore, if people had this knowledge, they would understand that
poverty cannot be blamed on the poor.

Notice that Loewen’s premises are not necessarily true. For example, read-
ers could challenge the premise that “textbook writers do not address is-
sues of class.” After all, Loewen examined just twelve textbooks. What
if he had examined a different set of textbooks? Would he have drawn
the same conclusion? And even if Loewen’s evidence convinces us that
the two premises are true, we do not have to accept that the conclusion
is true.

The conclusion in an inductive argument is never definitive. That is
the nature of any argument that deals with human emotions and actions.
Moreover, we have seen throughout history that people tend to disagree
much more on the terms of an argument than on its form. Do we agree
that Israel’s leaders practice apartheid? (What do we mean by apartheid in
this case?) Do we agree with the need to grant women reproductive rights?
(When does life begin?) Do we agree that all people should be treated
equally? (Would equality mean equal access to resources or to outcomes?)

Deductive arguments are conclusive. In a deductive argument, the
premises are universal truths—Ilaws of nature, if you will—and the con-
clusion must follow from those premises. That is, a? plus b* always equals
¢?, and humans are always mortal.

By contrast, an inductive argument is never conclusive. The premises
may or may not be true; and even if they are true, the conclusion may be
false. We might accept that class matters and that high school history text-
books don’t address the issue of class structure in the United States; but we
still would not know that students who have studied social stratification in
America will necessarily understand the nature of poverty. It may be that
social class is only one reason for poverty; or it may be that textbooks are
only one source of information about social stratification in the United
States, that textbook omissions are simply not as serious as Loewen
claims. That the premises of an argument are true only establishes that the
conclusion is probably true and, perhaps, true only for some readers.
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Inductive argument is the basis of academic writing; it is also the basis
of any appeal to logos. The process of constructing an inductive argument
involves three steps:

1. State the premises of your argument.
2. Use credible evidence to show readers that your argument has merit.

3. Demonstrate that the conclusion follows from the premises.

In following these three steps, you will want to determine the truth of your
premises, help readers understand whether or not the inferences you draw
are justified, and use word signals to help readers fully grasp the connec-
tions between your premises and your conclusion.

m State the Premises of Your Argument

Stating a premise establishes what you have found to be true and what you
want to persuade readers to accept as truth as well. Let’s return to Loewen,
who asserts his premise at the very outset of the excerpt: “Middle-class stu-
dents . . . know little about how the American class structure works . . . and
nothing at all about how it has changed over time.” Loewen elaborates on
this initial premise a few sentences later, arguing that students “have no
understanding of the ways that opportunity is not equal in America and
no notion that the social structure pushes people around, influencing the
ideas they hold and the lives they fashion.”

Implicit here is the point that class matters. Loewen makes this point
explicit several paragraphs later, where he states that “social class is prob-
ably the single most important variable in society” (para. 6). He states his
second, more specific premise in paragraph 2: “High school history text-
books can take some of the credit for this state of affairs.” The burden of
demonstrating that these premises are true is on Loewen. If readers find
that either of the premises is not true, it will be difficult, if not impossible,
for them to accept his conclusion that with more knowledge, people will
understand that poverty is not the fault of the poor (para. 10).

m Use Credible Evidence

The validity of your argument depends on whether the inferences you
draw are justified, and whether you can expect a reasonable person to draw
the same conclusion from those premises. Loewen has to demonstrate
throughout (1) that students do not have much, if any, knowledge about the
class structure that exists in the United States and (2) that textbook writers
are in large part to blame for this lack of knowledge. He also must help
readers understand how this lack of knowledge contributes to (3) his
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conclusion that greater knowledge would lead Americans to understand
that poor people are not responsible for poverty. He can help readers with
the order in which he states his premises and by choosing the type and
amount of evidence that will enable readers to draw the inferences that
he does.

Interestingly, Loewen seems to assume that one group of readers—
educators—will accept his first premise as true. He does not elaborate on
what students know or do not know. Instead, he moves right to his second
premise, which involves first acknowledging what high school history text-
books typically cover, then identifying what he believes are the important
events that textbook writers exclude, and ultimately asserting that “treat-
ments of events in labor history are never anchored in any analysis of so-
cial class” (para. 3). He supports this point with his own study of twelve
textbooks (paras. 3-5) before returning to his premise that “social class is
probably the single most important variable in society” (para. 6). What fol-
lows is a series of observations about the rich and references to research-
ers’ findings on inequality (paras. 7-9). Finally, he asserts that “social class
determines how people think about social class” (para. 10), implying that
fuller knowledge would lead business leaders and conservative voters to
think differently about the source of poverty. The question to explore is
whether or not Loewen supports this conclusion.

m Demonstrate That the Conclusion Follows from the Premises

Authors signal their conclusion with words like consequently, finally, in sum,
in the end, subsequently, therefore, thus, ultimately, and as a result. Here is
how this looks in the structure of Loewen’s argument:

1. Although class is a key factor in Americans’ access to health care, edu-
cation, and wealth, students know very little about the social structure
in the United States.

2. Intheir textbooks, textbook writers do not address the issue of class, an
issue that people need to know about.

3. Ultimately, if people had this knowledge, they would understand that
poverty cannot be blamed on the poor.

We've reprinted much of paragraph 9 of Loewen’s excerpt below.
Notice how Loewen pulls together what he has been discussing. He
again underscores the importance of class and achievement (“All these
are among the reasons”). And he points out that access to certain types
of colleges puts people in a position to accumulate and sustain wealth.
Of course, this is not true of the poor “because affluent families can save
some money while poor families must spend what they make.” This causal
relationship (“Because”) heightens readers’ awareness of the class struc-
ture that exists in the United States.



218 CHAPTER 8 | FROM ETHOS TO LOGOS: APPEALING TO YOUR READERS

All these are among the reasons why social class predicts the rate of college
attendance and the type of college chosen more effectively than does any
other factor, including intellectual ability, however measured. After college,
most affluent children get white-collar jobs, most working-class children get
blue-collar jobs, and the class differences continue. As adults, rich people are
more likely to have hired an attorney and to be a member of formal organi-
zations that increase their civic power. Poor people are more likely to watch
TV. Because affluent families can save some money while poor families must
spend what they make, wealth differences are ten times larger than income
differences. Therefore most poor and working-class families cannot accumu-
late the down payment required to buy a house, which in turn shuts them out
from our most important tax shelter, the write-off of home mortgage interest.
Working-class parents cannot afford to live in elite subdivisions or hire high-
quality day care, so the process of educational inequality replicates itself in
the next generation. Finally, affluent Americans also have longer life expectan-
cies than lower- and working-class people, the largest single cause of which is
better access to health care. . . .

Once Loewen establishes this causal relationship, he concludes (“There-
fore,” “Finally”) with the argument that poverty persists from one genera-
tion to the next.

In paragraph 10, Loewen uses the transition word ultimately to make
the point that social class matters, so much so that it limits the ways in
which people see the world, that it even “determines how people think
about social class.” (We discuss how to write conclusions in Chapter 9.)

Steps to Appealing to Logos

] State the premises of your argument. Establish what you have
found to be true and what you want readers to accept as well.

F] Use credible evidence. Lead your readers from one premise to the
next, making sure your evidence is sufficient and convincing and
your inferences are logical and correct.

E] Demonstrate that the conclusion follows from the premises. In
particular, use the right words to signal to your readers how the
evidence and inferences lead to your conclusion.

RECOGNIZING LOGICAL FALLACIES

We turn now to logical fallacies, flaws in the chain of reasoning that
lead to a conclusion that does not necessarily follow from the premises,
or evidence. Logical fallacies are common in inductive arguments for two
reasons: Inductive arguments rely on reasoning about probability, not cer-
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tainty; and they derive from human beliefs and values, not facts or laws of
nature.

Here we list fifteen logical fallacies. In examining them, think about
how to guard against the sometimes-faulty logic behind statements you
might hear from politicians, advertisers, and the like. That should help
you examine the premises on which you base your own assumptions and
the logic you use to help readers reach the same conclusions you do.

1. Erroneous Appeal to Authority. An authority is someone with exper-
tise in a given subject. An erroneous authority is an author who claims to
be an authority but is not, or someone an author cites as an authority who
is not. In this type of fallacy, the claim might be true, but the fact that an
unqualified person is making the claim means there is no reason for readers
to accept the claim as true.

Because the issue here is the legitimacy of authority, your concern
should be to prove to yourself and your readers that you or the people you
are citing have expertise in the subject. An awareness of this type of fallacy
has become increasingly important as celebrities offer support for candi-
dates running for office or act as spokespeople for curbing global warming
or some other cause. The candidate may be the best person for the office,
and there may be very good reasons to control global warming; but we need
to question the legitimacy of a nonexpert endorsement.

2. Ad Hominem. An ad hominem argument focuses on the person mak-
ing a claim instead of on the claim itself. (Ad hominem is Latin for “to the
person.”) In most cases, an ad hominem argument does not have a bearing
on the truth or the quality of a claim.

Keep in mind that it is always important to address the claim or the
reasoning behind it, rather than the person making the claim. “Of course
Senator Wiley supports oil drilling in Alaska—he’s in the pocket of the oil
companies!” is an example of an ad hominem argument. Senator Wiley
may have good reasons for supporting oil drilling in Alaska that have noth-
ing to do with his alleged attachment to the oil industry. However, if an
individual’s character is relevant to the argument, then an ad hominem
argument can be valid. If Senator Wiley has been found guilty of accepting
bribes from an oil company, it makes sense to question both his credibility
and his claims.

3. Shifting the Issue. This type of fallacy occurs when an author draws
attention away from the issue instead of offering evidence that will enable
people to draw their own conclusions about the soundness of an argument.
For example:

Affirmative action proponents accuse me of opposing equal opportunity in the
workforce. I think my positions on military expenditures, education, and pub-
lic health speak [or themselves.

The author of this statement does not provide a chain of reasoning that
would enable readers to judge his or her stance on the issue of affirmative
action.
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4. Either/Or Fallacy. At times, an author will take two extreme posi-
tions to force readers to make a choice between two seemingly contradic-
tory positions. For example:

Either you support the war in Iraq, or you are against it.

Although the author has set up an either/or condition, in reality one posi-
tion does not exclude the other. Many people support the troops in Iraq even
though they do not support the reasons for starting the war.

5. Sweeping Generalizations. When an author attempts to draw a con-
clusion without providing sufficient evidence to support the conclusion or
examining possible counterarguments, he or she may be making sweeping
generalizations. For example:

Despite the women'’s movement in the 1960s and 1970s, women still do not
receive equal pay for equal work. Obviously, any attempt to change the status
quo for women is doomed to failure.

As is the case with many fallacies, the author’s position may be reasonable,
but we cannot accept the argument at face value. Reading critically entails
testing assumptions like this one—that any attempt to create change is
doomed to failure because women do not receive equal pay for equal work.
We could ask, for example, whether inequities persist in the public sector.
And we could point to other areas where the women’s movement has had
measurable success. Title IX, for example, has reduced the dropout rate
among teenage girls; it has also increased the rate at which women earn
college and graduate degrees.

6. Bandwagon. When an author urges readers to accept an idea be-
cause a significant number of people support it, he or she is making a
bandwagon argument. This is a fairly common mode of argument in ad-
vertising; for example, a commercial might attempt to persuade us to buy
a certain product because it’s popular.

Because Harvard, Stanford, and Berkeley have all added a multicultural
component to their graduation requirements, other institutions should do
so as well.

The growing popularity of an idea is not sufficient reason to accept that it
is true.

7. Begging the Question. This fallacy entails advancing a circular argu-
ment that asks readers to accept a premise that is also the conclusion read-
ers are expected to draw:

We could improve the undergraduate experience with coed dorms because
both men and women benefit from living with members of the opposite
gender.

Here readers are being asked to accept that the conclusion is true despite
the fact that the premises—men benefit from living with women, and
women benefit from living with men—are essentially the same as the con-
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clusion. Without evidence that a shift in dorm policy could improve on
the undergraduate experience, we cannot accept the conclusion as true.
Indeed, the conclusion does not necessarily follow from the premise.

8. False Analogy. Authors (and others) often try to persuade us that
something is true by using a comparison. This approach is not in and of it-
self a problem, as long as the comparison is reasonable. For example:

It is ridiculous to have a Gay and Lesbian Program and a Department of
African American Culture. We don’t have a Straight Studies Program or a
Department of Caucasian Culture.

Here the author is urging readers to rethink the need for two academic
departments by saying that the school doesn’t have two other departments.
That, of course, is not a reason for or against the new departments. What'’s
needed is an analysis that compares the costs (economic and otherwise) of
starting up and operating the new departments versus the contributions
(economic and otherwise) of the new departments.

9. Technical Jargon. If you've ever had a salesperson try to persuade
you to purchase a television or an entertainment system with capabilities
you absolutely must have—even if you didn’'t understand a word the sales-
person was saying about alternating currents and circuit splicers—then
you're familiar with this type of fallacy. We found this passage in one of
our student’s papers:

You should use this drug because it has been clinically proven that it inhibits
the reuptake of serotonin and enhances the dopamine levels of the body’s
neurotransmitters.

The student’s argument may very well be true, but he hasn’t presented any
substantive evidence to demonstrate that the premises are true and that the
conclusion follows from the premises.

10. Confusing Cause and Effect. 1t is challenging to establish that one
factor causes another. For example, how can we know for certain that eco-
nomic class predicts, or is a factor in, academic achievement? How do we
know that a new president’s policies are the cause of a country’s economic
well-being? Authors often assume cause and effect when two factors are
simply associated with each other:

The current recession came right after the president was elected.

This fallacy states a fact, but it does not prove that the president’s election
caused the recession.

11. Appeal to Fear. One type of logical fallacy makes an appeal to read-
ers’ irrational fears and prejudices, preventing them from dealing squarely
with a given issue and often confusing cause and effect:

We should use whatever means possible to avoid further attack.

The reasoning here is something like this: “If we are soft on defense, we will
never end the threat of terrorism.” But we need to consider whether there
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isindeed a threat, and, if so, whether the presence of a threat should lead to
action, and, if so, whether that action should include “whatever means pos-
sible.” (Think of companies that sell alarm systems by pointing to people’s
vulnerability to harm and property damage.)

12. Fallacy of Division. A fallacy of division suggests that what is true
of the whole must also be true of its parts:

Consecrvatives have always voted against raising the minimum wage, against
stem cell research, and for defense spending. Therefore, we can assume that
conservative Senator Harrison will vote this way.

The author is urging readers to accept the premise without providing evi-
dence of how the senator has actually voted on the three issues.

13. Hasty Generalization. This fallacy is committed when a person
draws a conclusion about a group based on a sample that is too small to be
representative. Consider this statement:

Seventy-five percent of the seniors surveyed at the university study just
10 hours a week. We can conclude, then, that students at the university are
not studying enough.

What you need to know is how many students were actually surveyed.
Seventy-five percent may seem high, but not if the researcher surveyed just
400 of the 2,400 graduating seniors. This sample of students from a total
population of 9,600 students at the university is too small to draw the con-
clusion that students in general are not studying enough.

14. The Straw Man Argument. A straw man fallacy makes a generaliza-
tion about what a group believes without actually citing a specific writer
or work:

Democrats are more interested in running away than in trying to win the war
on terrorism.

Here the fallacy is that the author simply ignores a person’s actual position
and substitutes a distorted, exaggerated, or misrepresented version of that
position. This kind of fallacy often goes hand in hand with assuming that
what is true of the group is true of the individual, what we call the fallacy of
division.

15. Fallacy of the Middle Ground. The fallacy of the middle ground
assumes that the middle position between two extreme positions must be
correct. Although the middle ground may be true, the author must justify
this position with evidence.

E. D. Hirsch argues that cultural literacy is the only sure way to increase test
scores, and Jonathan Kozol believes schools will improve only if state legisla-
tors increase funding; but I would argue that school reform will occur if we
change the curriculum and provide more funding.

This fallacy draws its power from the fact that a moderate or middle posi-
tion is often the correct one. Again, however, the claim that the moderate
or middle position is correct must be supported by legitimate reasoning.
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ANALYZING THE APPEALS
IN A RESEARCHED ARGUMENT

Now that you have studied the variety of appeals you can make to connect
with your audience, we would like you to read a paper on urban health
problems by Meredith Minkler and analyze her strategies for appealing
to her readers. The paper is long and carefully argued, so we suggest you
take detailed notes about her use of appeals to ethos, pathos, and logos
as you read. You may want to refer to the Practice Sequence questions on
page 236 to help focus your reading. Ideally, you should work through the
text with your classmates, in groups of three or four, appointing one stu-
dent to record and share each group’s analysis of Minkler’s argument.

MEREDITH MINKLER

Community-Based Research Partnerships:
Challenges and Opportunities

Meredith Minkler is a professor of health and social behavior at the School
of Public Health, University of California, Berkeley. She is an activist and
researcher whose work explores community partnerships, community
organizing, and community-based participatory research. With more than
one hundred books and articles to her credit, she is coeditor of the influen-
tial Community Based Participatory Research for Health (2003). The follow-
ing article appeared in The Journal of Urban Health in 2005.

Abstract

The complexity of many urban health problems often makes them ill suited to
traditional research approaches and interventions. The resultant frustration,
together with comumunity calls for genuine partnership in the research process,
has highlighted the importance of an alternative paradigm. Community-based
participatory research (CBPR) is presented as a promising collaborative ap-
proach that combines systematic inquiry, participation, and action to address
urban health problems. Following a brief review of its basic tenets and histori-
cal roots, key ways in which CBPR adds value to urban health research are
introduced and illustrated. Case study examples from diverse international set-
tings are used to illustrate some of the difficult ethical challenges that may arise
in the course of CBPR partnership approaches. The concepts of partnership
synergy and cultural humility, together with protocols such as Green et al.’s
guidelines for appraising CBPR projects, are highlighted as useful tools for
urban health researchers seeking to apply this collaborative approach and to
deal effectively with the difficult ethical challenges it can present.

Keywords
Community-based participatory research, Ethical issues in research, Partici-
patory action research, Partnership, Urban health.
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Introduction

The complexity of urban health problems has often made them poorly
suited to traditional “outside expert’-driven research and intervention
approaches.! Together with community demands for authentic partner-
ships in research that are locally relevant and “community based” rather
than merely “community placed,” this frustration has led to a burgeoning
of interest in an alternative research paradigm.!? Community-based par-
ticipatory research (CBPR) is an overarching term that increasingly is used
to encompass a variety of approaches to research that have as their cen-
terpiece three interrelated elements: participation, research, and action.?
As defined by Green et al.* for the Royal Society of Canada, CBPR may
concisely be described as “systematic investigation with the participa-
tion of those affected by an issue for purposes of education and action or
affecting social change.” The approach further has been characterized as

[A] collaborative process that equitably involves all partners in the research
process and recognizes the unique strengths that each brings. CBPR begins
with a research topic of importance to the community with the aim of com-
bining knowledge and action for social change to improve community
health and eliminate health disparities.>®

This article briefly describes CBPR’s roots and core principles and
summarizes the value added by this approach to urban health research.
Drawing on examples from a variety of urban health settings nationally
and internationally, it discusses and illustrates several of the key chal-
lenges faced in applying this partnership approach to inquiry and action.
The article concludes by suggesting that despite such challenges and
the labor-intensive nature of this approach, CBPR offers an exceptional
opportunity for partnering with communities in ways that can enhance
both the quality of research and its potential for helping address some of
our most intractable urban health problems.

Historical Roots and Core Principles

The roots of CBPR may be traced in part to the action research school de-
veloped by the social psychologist Kurt Lewin’ in the 1940s, with its em-
phasis on the active involvement in the research of those affected by the
problem being studied through a cyclical process of fact finding, action,
and reflection. But CBPR is most deeply grounded in the more revolu-
tionary approaches to research that emerged, often independently from
one another, from work with oppressed communities in South America,
Asia, and Africa in the 1970s.3%° Brazilian adult educator Paulo Freire®
provided critical grounding for CBPR in his development of a dialogi-
cal method accenting co-learning and action based on critical reflection.
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Freire,® Fals-Borda,'® and other developing countries’ scholars developed
their alternative approaches to inquiry as a direct counter to the often
“colonizing” nature of research to which oppressed communities were
subjected, with feminist and postcolonialist scholars adding further con-
ceptual richness.!!12

Among the tenets of participatory action approaches to research out-
lined by McTaggart!3 are that it is a political process, involves lay people
in theory-making, is committed to improving social practice by changing
it, and establishes “self-critical communities.” As Israel et al.® adds, other
core principles are that CBPR “involves systems development and local
community capacity development,” is “a co-learning process” to which
community members and outside researchers contribute equally, and
“achieves a balance between research and action.” CBPR reflects a pro-
found belief in “partnership synergy.” As described by Lasker et al.!*:

[T]he synergy that partners seek to achieve through collaboration is more
than a mere exchange of resources. By combining the individual perspec-
tives, resources, and skills of the partners, the group creates something new
and valuable together—something that is greater than the sum of its parts.

Moreover, CBPR embodies a deep commitment to what Tervalon and
Murray-Garcial> have called cultural humility. As they point out, although
we can never become truly competent in another’s culture, we can dem-
onstrate a “lifelong commitment to self evaluation and self-critique,” to
redress power imbalances and “develop and maintain mutually respect-
ful and dynamic partnerships with communities.”!> Although the term
cultural humility was coined primarily in reference to race and ethnicity,
it also is of value in helping us understand and address the impacts of
professional cultures (which tend to be highly influenced by white, west-
ern, patriarchal belief systems), as these help shape interactions between
outside researchers and their community partners.!>

CBPR is not a method per se but an orientation to research that may
employ any of a number of qualitative and quantitative methodologies.
As Cornwall and Jewkes!® note, what is distinctive about CBPR is “the
attitudes of researchers, which in turn determine how, by and for whom
research is conceptualized and conducted [and] the corresponding loca-
tion of power at every stage of the research process.” The accent placed
by CBPR on individual, organizational, and community empowerment
also is a hallmark of this approach to research.

With the increasing emphasis on partnership approaches to improv-
ing urban health, CBPR is experiencing a rebirth of interest and unprec-
edented new opportunities for both scholarly recognition and financial
support. In the United States, for example, the Institute of Medicine!”
recently named “community-based participatory research” as one of
eight new areas in which all schools of public health should be offering
training.

6
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Although the renewed interest in CBPR provides a welcome contrast to
more traditional top-down research approaches, it also increases the dan-
gers of co-optation as this label is loosely applied to include research and
intervention efforts in search of funding that do not truly meet the criteria
for this approach. The sections below illustrate some of the value added
to urban research when authentic partnership approaches are taken seri-
ously and then briefly highlight some of the ethical challenges such work
may entail.

The Value Added to Urban Health Research
by a CBPR Approach

CBPR can enrich and improve the quality and outcomes of urban health
research in a variety of ways. On the basis of the work of many scholars and
institutions,*¢%18 and as summarized by the National Institutes of Health
(http://grants.nih.gov/grants/guide/pa-files/PAR-05-026.html), some of its
primary contributions may be characterized and illustrated as follows.

CBPR Can Support the Development of Research

Questions That Reflect Health Issues of Real Concern

to Community Members

Ideally, CBPR begins with a research topic or question that comes from
the local community, as when the nongovernmental organization (NGO)
Alternatives for Community and Environment (ACE) in the low-income
Roxbury section of Boston, reached out to Harvard University’s School of
Public Health and other potential partners to study and address the high
rates of asthma in their neighborhood. Collaborative studies using air-
monitoring and other approaches yielded data supporting the hypothesis
that Roxbury was indeed a hot spot for pollution contributing to asthma.
This in turn paved the way for a variety of policy and community educa-
tion actions and outcomes. !’

Although having a community partner such as ACE identify an issue
and catalyze a research partnership may be the ideal, it is often the privi-
leged outside researcher who initiates a CBPR project. In these instances
too, however, a genuine commitment to high-level community involve-
ment in issue selection, with NGOs and formal and informal community
leaders engaged as equal partners, can help ensure that the research topic
decided upon really is of major concern to the local population.

CBPR Can Improve Our Ability to Achieve Informed

Consent, and to Address Issues of “Costs and Benefits”

on the Community, and Not Simply the Individual Level?°

With its accent on equitable community involvement in all stages of the
research process,® CBPR often finds creative means of ensuring informed
consent. The “One Hand, One Heart” study in urban and rural Tibet,
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which included a randomized controlled clinical trial of an indigenous
medicine to prevent maternal hemorrhaging, actively involved local mid-
wives and other community partners on the research team who played a
key role in helping find locally translatable concepts to improve informed
consent. Their help in early ethnographic work thus revealed that the
concept of disclosing risk was highly problematic, because such disclo-
sure was believed to disturb the wind element responsible for emotions,
potentially leading to emotional upset and other adverse outcomes. By
reframing risk disclosure as “safety issues,” needed information could be
conveyed in a far more culturally acceptable manner.?!

CBPR also offers an important potential opening for extending the
gaze of our ethical review processes such that we examine and address
risks and benefits for the community. In Toronto, Travers and Flicker?®
have pioneered in developing such guidelines, pointing out the impor-
tance of having us ask such questions as “Will the methods used be
sensitive and appropriate to various communities?” “What training or
capacity building opportunities will you build in?” and “How will you
balance scientific rigor and accessibility?” The strong philosophical fit
between questions such as these and CBPR’s commitments to equitable
partnership and community capacity building reflect another source of
value added to urban health research through this approach.

CBPR Can Improve Cultural Sensitivity and the Reliability

and Validity of Measurement Tools Through High-Quality
Community Participation in Designing and Testing

Study Instruments

Particularly in survey research, community advisory boards (CABs) and
other partnership structures can improve measurement instruments by
making sure that questions are worded in ways that will elicit valid and
reliable responses. In a study of urban grandparents raising grandchil-
dren due to the crack cocaine epidemic, the author and her colleagues
used validated instruments, such as those for depressive symptoma-
tology. However, they also learned from CAB members how to word other
questions about sensitive topics. Rather than asking a standard (and dis-
liked) question about income, for example, the CAB encouraged us to
rephrase the question as “How much money is available to help you in
raising this child?” When this alternate wording was used, a wealth of de-
tailed income data was obtained, which improved our understanding of
the challenges faced by this population.??

CBPR Can Uncover Lay Knowledge Critical to Enhancing
Understanding of Sensitive Urban Health Problems

Through the cultural humility and partnership synergy involved in deeply
valuing lay knowledge and working in partnership with community
residents, CBPR can uncover hidden contributors to health and social
problems. The high rates of HIV/AIDS in India and the often sensitive
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nature of this subject among young men led the Deepak Charitable Trust
to develop a research committee for a study in the industrial area of
Nandesari, in Gujarat, comprised of several male village health work-
ers and other young men from the area. Working closely with a medical
anthropologist, the research committee planned the research, including
developing a sampling plan and the phrasing of culturally sensitive ques-
tions. Their insider knowledge helped reveal that AIDS itself was not per-
ceived as a major problem by the young men in this area. Instead, men
who were engaging in high-risk behaviors wanted to find sex partners at
least partly to avoid “thinning of the semen” and sexual dysfunction and
fatigue, which were believed to be long-term consequences of masturba-
tion and nocturnal emissions. These fears appeared to be contributing to
high rates of unprotected intercourse with sex workers at the area’s many
truck stops and with other sex partners.?? This insider knowledge both
strengthened the research and led to subsequent interventions to help
dispel such misinformation.

By Increasing Community Trust and Ownership, CBPR

Can Improve Recruitment and Retention Efforts

In a participatory epidemiology project on diabetes in an urban Aborigi-
nal community in Melbourne, Australia, a marked increase in recruit-
ment was experienced following the hiring of a community codirector
and the changing of the project’s name to one chosen by the local com-
munity.?* Similarly, a 69% response rate achieved in a CBPR study of
the health and working conditions of the largely immigrant hotel room
cleaner population (many of them undocumented) in several of San
Francisco’s major tourist hotels was heavily attributed to the hiring and
training of a core group of 25 room cleaners as key project staff. That
high response rate, together with the high quality of data collected, made
a substantial contribution when results later were presented and used to
help negotiate a new contract.?

CBPR Can Help Increase Accuracy and Cultural Sensitivity

in the Interpretation of Findings

Even highly engaged community members of the research team may not
wish to be involved in the labor-intensive data analysis phase of a research
project,?® nor do all methodological approaches lend themselves to such
involvement. Yet when applicable and desired, community involvement
in data analysis can make real contributions to our understanding of the
themes and findings that emerge. In a US study of and with people with
disabilities on the contentious topic of death with dignity legislation in
their community, the author and an “insider/outsider” member of the re-
search team met on alternate Saturdays with a subcommittee of the CAB
to engage in joint data analysis. Using redacted transcripts, and applying
lessons learned in qualitative data interpretation, the diverse CAB mem-
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bers came up with far richer codes and themes than outside researchers
could have achieved alone.?”

CBPR Can Increase the Relevance of Intervention

Approaches and Thus the Likelihood of Success

One of the strengths of CBPR is its commitment to action as part of the
research process. But without strong community input, researchers not
infrequently design interventions that are ill suited to the local context
in which they are applied. In the Gujarat case study mentioned above,
partnership with local community members helped in the design of cul-
turally relevant interventions, such as street theater performed by locally
recruited youth at melas (or fairs), and the dissemination of study find-
ings through the 15 local credit and savings groups that often provided
platforms for discussing reproductive health and related issues. Both
these approaches provided critical means of information dissemination
on this culturally and emotionally charged topic.?3

Ethical and Other Challenges in Community-Based
Participatory Research

Engaging in urban health research with diverse community partners can
indeed enrich both the quality and the outcomes of such studies. At the
same time, CBPR is fraught with ethical and related challenges, several of
which are now highlighted.

“Community Driven” Issue Selection

A key feature of CBPR involves its commitment to ensuring that the
research topic comes from the community. Yet many such projects “par-
adoxically . . . would not occur without the initiative of someone out-
side the community who has the time, skill, and commitment, and who
almost inevitably is a member of a privileged and educated group.”?® In
such instances, outside researchers must pay serious attention to com-
munity understandings of what the real issue or topic of concern is.

In South Africa, for example, high rates of cervical cancer in the Black
and Colored populations led Mosavel et al.? to propose an investiga-
tion of this problem. In response to community feedback, however, they
quickly broadened their initial topic to “cervical health,” a concept which
“acknowledged the fact that women’s health in South Africa extends well
beyond the risk of developing cervical cancer, and includes HIV-AIDS
and STDs, sexual violence, and multiple other social problems.” In other
instances, the outside researcher as an initiator of a potential CBPR proj-
ect needs to determine whether the topic he or she has identified really is
of concern to the local community—and whether outsider involvement is
welcome. The Oakland, California—based Grandmother Caregiver Study
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mentioned above grew out of the interests of my colleague and me in
studying the strengths of as well as the health and social problems faced
by the growing number of urban African American grandmothers who
were raising grandchildren in the context of a major drug epidemic. As
privileged white women, however, we had to determine first whether this
was a topic of local concern and, if so, whether there might be a role for
us in working with the community to help study and address it. We began
by enlisting the support of an older African American colleague with deep
ties in the community, who engaged with us in a frank discussion with
two prominent African American NGOs. It was only after getting their
strong support for proceeding that we wrote a grant, with funds for these
organizations, which in turn helped us pull together an outstanding CAB
that was actively involved in many stages of the project.?!:26

We were lucky in this case that a topic we as outsiders identified turned
out to represent a deep concern in the local community. Yet not infre-
quently “the community” is in fact deeply divided over an issue. Indeed,
as Yoshihama and Carr?® have argued, “communities are not places that
researchers enter but are instead a set of negotiations that inherently
entail multiple and often conflicting interests.” In such situations, outside
researchers can play a useful role in helping community partners think
through who “the community” in fact is in relation to a proposed project
and the pros and cons of undertaking the project to begin with. The hold-
ing of town hall meetings and other forums may then be useful in helping
achieve consensus on an issue that is truly of, by, and for the community,
however it is defined.?®

Insider-Outsider Tensions

Urban health researchers in many parts of the world have written poi-
gnantly about the power dynamics and other sources of insider—outsider
tensions and misunderstandings in CBPR and related partnership efforts.
Ugalde3! points out how in Latin America participants may be exploited
as cheap sources of labor or may become alienated from their commu-
nities because of their participation. In her work with Native American
and other marginalized groups in New Mexico, Wallerstein®? further
illustrates how even outsiders who pride ourselves on being trusted com-
munity friends and allies often fail to appreciate the extent of the power
that is embedded in our own, often multiple sources of privilege, and how
it can affect both process and outcomes in such research.

One major source of insider-outsider tensions involves the differen-
tial reward structures for partners in CBPR. For although a major aim
of such research is to benefit the local community, the outside research-
ers typically stand to gain the most from such collaborations, bringing
in grants, getting new publications, and so forth. The common expecta-
tion that community partners will work for little or no pay and the fact
that receipt of compensation may take months if the funds are coming
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through a ministry of health or a university are also sources of under-
standable resentment.®2°

To address these and other sources of insider—outsider tensions in work
with indigenous communities in both urban and rural areas, research-
ers in New Zealand,?? Australia,3* the United States,?> and Canada3® have
worked with their community partners to develop ethical guidelines for
their collaborative work, including protocols that address

1. negotiating with political and spiritual leaders in the community to
obtain their input and their approval for the proposed research,

2. ensuring equitable benefits to participants (e.g., appropriate train-
ing and hiring of community members) in return for their contribu-
tions and resources,

3. developing agreements about the ownership and publication of find-
ings, and the early review of findings by key community leaders.

Although such protocols cannot begin to address all of the conflicts
that may arise in CBPR, they can play a critical role in helping pave the
way for the continued dialogue and negotiation that must be an integral
part of the process.

Constraints on Community Involvement
Outside researchers committed to a CBPR approach not infrequently ex-
press frustration at the difficulty moving from the goal of heavy commu-
nity partner involvement in the research process to the reality. As Diaz
and Simmons?? found in their Reproductive Health Project in Brazil, de-
spite a strong commitment to involving the most marginalized and vul-
nerable classes (in this case, women who were users of the public sector
services being studied), such individuals often “are least likely to be in a
position to donate their time and energy.” Further, and even when outside
researchers are careful to provide child care and transportation, there are
differential costs of participation by gender.3°

Still another set of challenges may arise when community desires
with respect to research design and methods clash with what outsider re-
searchers consider to be “good science.” In an oft-cited CBPR study with
a local Mohawk community in Québec, Chataway?®® describes how com-
munity members at first strongly objected to the idea of using a ques-
tionnaire approach which they saw as “putting their thoughts in boxes.”
Through respectful listening on both sides, the value of such an approach
was realized and a more qualitative methodology developed, through
which community members would then be actively involved in helping
analyze and interpret the quantitative findings that emerged. As such case
studies illustrate, CBPR does not condone an abandonment of one’s own
scientific standards and knowledge base. But it does advocate a genuine
co-learning process through which lay and professional ways of knowing
both are valued and examined for what they can contribute.?®
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Dilemmas in the Sharing and Release of Findings

A crucial step in CBPR involves returning data to the community and
enabling community leaders and participants to have an authentic role in
deciding how that data will be used. As Travers and Flicker?? suggest,
ethical research review processes that ask questions such as “Are there
built-in mechanisms for how unflattering results will be dealt with?”
should be employed at the front end of our CBPR projects. In addition
to the formal IRB process they propose, which offers a critical next step
for the field, CBPR partners can look to a variety of formal or informal
research protocols and particularly to the detailed guidelines for health
promotion research developed by Green et al.,*3° which help partner-
ships decide in advance how potentially difficult issues concerning the
sharing and release of findings and other matters will be handled.

Challenges in the Action Dimensions of CBPR
Numerous ethical challenges lastly may arise in relation to the critical
action component of CBPR. In some instances, community partners may
wish to move quickly into action, whereas academic and other outside re-
search partners may want to “put the breaks on” until findings have been
published or other steps brought to fruition. In other cases, the nature
of funding (e.g., from a government body) may constrain action on the
policy level that is prohibited or discouraged by the funder. And in still
other instances, including the Brazilian Reproductive Health Project®’
cited above, community members may not wish to be associated with a
CBPR project that appears connected to a broader political agenda.
Participation in the action phase of CBPR projects may sometimes
present risks to community participants, as when immigrant hotel room
cleaners in the San Francisco study took part in a Labor Day sit-in and in
some cases faced arrest.?> And for both professionally trained researchers
and their community partners, actions that involve challenging powerful
corporate or other entrenched interests may have negative consequences
for those involved. At the same time, CBPR’s fundamental commitment
to action and to redressing power imbalances makes this aspect of the
work a particularly important contributor to urban health improvement
through research.

Conclusion

Difficult ethical challenges may confront urban health researchers who
engage in CBPR. Yet this approach can greatly enrich the quality of our
research, helping ensure that we address issues of genuine community
concern and use methods and approaches that are culturally sensitive
and that improve the validity and reliability of our findings. Moreover,
through its commitment to action as an integral part of the research
process, CBPR can help in translating findings as we work with commu-
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nity partners to help address some of our most intractable urban health
problems.
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A Practice Sequence: Analyzing the Appeals in a Researched Argument

1 Make a list of the major premises that inform Minkler’s argu-
ment, and examine the evidence she uses to support them. To what
extent do you find her evidence credible? Do you generally agree or
disagree with the conclusions she draws? Be prepared to explain
your responses to your class or peer group.

2 Note instances where Minkler appeals to ethos, pathos, and logos.
How would you describe the ways she makes these three types of
appeals? How does she present herself? What does she seem to
assume? How does she help you understand the chain of reasoning
by which she moves from premises to conclusion?

3 Working in groups of three or four, compose a letter to Minkler
in which you take issue with her argument. This does not mean
your group has to disagree with her entire argument, although of
course you may. Rather, present your group’s own contribution to
the conversation in which she is participating. You may want to
ask her to further explain one or more of her points, or suggest
what she might be leaving out, or add your own take or evidence to
her argument. As a group, you will have to agree on your focus. In
the letter, include a summary of Minkler’s argument or the part of
it on which your group is focusing. Pay close attention to your own
strategies for appealing to her—how you present yourselves, how
you appeal to her values and emotions, and how you present your
reasons for your own premises and conclusion.

ANALYZING VISUAL RHETORIC: ADVERTISEMENTS

This section focuses on visual rhetoric; that is, how visual images com-
municate and create an argument designed to move a specific audience to
think or act in a specific way. Every day we view films and television, read
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but Iun@h is a\wa_ys in scsglun

If your kids rely on free school meals, call your Feeding America member m!
food bank or visit FeedingAmerica.org/SummerMeals. o

FIGURE 8.2 Feeding America Advertisement

magazines, browse the Internet, and walk the aisles of stores where sign-
age and packaging encourage us to buy products we may not need. Every-
where we are confronted by visual images that aim to persuade us.

To examine the strategies you can use to understand how images and
texts convey meaning, we would like you to analyze a public service an-
nouncement (PSA) for Feeding America, distributed by the Ad Council, a
nonprofit institution founded in 1942 for the purpose of bringing atten-
tion to social issues. The long horizontal advertisement shows a blurry
group of children in the background playing street hockey. In the fore-
ground to the right is a bright red alarm bell attached to a wooden
telephone pole. The text reads, “School may be out for summer but lunch
is always in session.” A sentence in smaller text below it reads, “If your
kids rely on free school meals, call your Feeding America member food
bank or visit FeedingAmerica.org/SummerMeals.” Examine the advertise-
ment (Figure 8.2) and try to answer the questions below.

1. Record what you think is the ad’s overall message. What does the Ad
Council want you to do or think about? What appeals does the ad seem
to draw on most: appeals based on our cultural relationship to children
(ethos), on the emotional reaction of potential viewers/readers (pathos),
or on the ways text and image work together to convey an argument
(logos)? Do you find that the appeals overlap and are difficult to tease
out? Discuss with your classmates.

2. Formulate what you think is the ad’s argument, and point out specific
details that seem to support it. Compare your ideas with those of your
classmates. Do they differ significantly? Can you agree on what the ar-
gument is?

3. As a class, test the assumption that the ad makes: When school is in
session, policies are in place to insure federally funded schools feed
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children in need. Less certain is the extent to which children in need
receive sufficient nutrition during the summer when school is out.

Let’s begin with the assumption that everything in an advertisement ap-
pears for a specific reason in a particular place to direct your attention in
an exact sequence. The “economy of the genre,” its constraints, dictate that
the message come across quickly in a limited space.

m Notice Where the Ad Appears

Analyzing an ad begins with noting where the ad appears. In this case, the
Ad Council posted the Feeding America ad on billboards in a wide range
of cities across the United States. An ad on a billboard will reach many
people whose assumptions about hunger in America will vary, as will their
levels of education, race, gender, and ethnicity. Therefore, it’s worthwhile
to consider how an ad about hunger will connect with such a wide range of
possible viewers who will clearly interpret the ad in different ways and act
upon its message differently. It is also worth considering the Ad Council’s
choice to post the ad in urban areas, as opposed to rural towns in the
United States. Does the Ad Council assume there are greater hunger issues
in urban areas? Is this a fair assumption? And equally important, can we
assume that the people who should have access to the information on the
ad will actually see it and get the support they require?

Imagine for a moment that the ad had appeared in an issue of Time
magazine, which has the largest circulation of any news weekly in the
United States. As a news magazine, not an entertainment magazine such as
People, Time aims to reach a broad, educated, even affluent, readership
interested in keeping up with current events. Knowing your readers’ demo-
graphics is important because producers of ads always have a target audi-
ence in mind when they design and place an ad. They assume that the
audience shares certain beliefs and values, and that the ad will move the
audience to think and act in particular ways.

As you compare the effects of posting an ad on a billboard versus plac-
ing an ad in a widely-read magazine, you will inevitably discuss how a par-
ticular advertisement will travel from one medium to another. Certainly
this Feeding America ad could appear in other weekly news magazines
such as Newsweek. How effective would it be in a weekly tabloid? A fashion
magazine? Or some place more public, such as in a bus terminal or wait-
ing area in a public service office?

m Identify What Draws Your Attention

The second step is to examine the main image or text that captures your
attention. In the Feeding America ad, our attention is drawn to the cen-
tral image of four children playing street hockey on a summer day. Their
appearance suggests that they are healthy, happy, and well-cared for. The
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seemingly carefree scene of children playing with friends is familiar to
most viewers.

m Reflect on What Draws Your Attention

Then reflect on what draws your attention to this image or text. Is there
something startling or shocking about the image or text, about the situa-
tion depicted? Something puzzling that holds your attention? Something
about the use of color, the size of the image or text, or the font that catches
your eye?

The Feeding America ad draws our attention to the center of the page
where images of children, though blurred and in the background, catch our
gaze. Evidently the ad was composed to emphasize the children’s presence
in our imagination. Who are these children? Where are they from? What
are they like? Are they like us?

We are puzzled by the alarm bell in the foreground to the right. (In
the original full-color ad, the alarm bell is bright red and demands our
attention.) What does the designer want us to understand by juxtaposing
children playing during the summer with an image that for many of us
represents school? It’s difficult to grasp the significance of these juxtaposi-
tions without further inquiry, in this case without looking at the text in the
foreground of the ad. We assume that the designer expects readers to look
there next, because of its size and the distinct way the letters are drawn—
like children’s chalk writing on the sidewalk. Finally, our eyes are drawn to
the Feeding America logo. What is Feeding America and what values does
it espouse?

m Consider the Ethos of the Ad

The fourth step is to evaluate the ethos of the creator or sponsor of the ad.
Ethos works in visual rhetoric just as it does in written rhetoric. Like writ-
ing, images are meant to convey how their composers or sponsors wish
to be perceived. Thus, especially if you don’t recognize a sponsor’s logo or
brand, it’s important to ask: What is the sponsor’s mission? What values
does the sponsor embrace? What is the sponsor’s track record? You need
to know such things to determine how willing you are to believe what the
ad promotes. In this case, you might find it helpful to go to the Feeding
America Web site (listed in the ad) or to do a simple search on the Internet
to see whether the organization has been discussed in blogs about hunger.
Has Feeding America done significant work in the area of hunger? Is it a
charity? If so, is it a reputable charity?

m Analyze the Pathos in the Ad

The fifth step is to analyze the pathos in the ad—how images and text
appeal to your emotions. An appeal to pathos is meant to evoke emotions
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such as empathy (which might prompt us to identify with an image) or out-
rage (which might spur us to act in a certain way). In this case, the image
of children playing outdoors with friends on a neighborhood street is
likely to appeal to many of us, evoking as it does idyllic childhood memo-
ries. Its nostalgic appeal invites us into an apparently calm, innocent world
of peaceful play.

m Understand the Logos of the Ad

The sixth and final step requires that we understand the entire composi-
tion of the ad—what the cluster of images and text convey. What is the
logic of the ad? How do the images and text work together to persuade us?
What is the takeaway message?

The text in the Feeding America ad helps clarify the meaning of the
central images of the children and the alarm bell. The alarm bell ties the
image in the background to the foregrounded text— “School may be out
for summer, but lunch is always in session.” Food insecurity is a problem
everyday for children in need. But where do these children get their food
when school is not in session?

Hunger is not readily visible to most of us. Images of playfulness, even
childlike innocence, can mask the deprivation that any of the people sur-
rounding us may experience in their own lives. The text makes the appeal
in the ad explicit. Those living in hunger are all around us.

The smaller text answers the question of where children in need can
receive the nutrition they require. Children who are eligible for free lunch
during the school year are also eligible to receive free meals during the
summer.

Translating the discrete images and text into a coherent argument re-
quires inductive reasoning, moving from specific pieces of evidence to a
major premise. We would conclude that the argument in the ad goes some-
thing like this:

1. Hunger in America is a reality in the lives of many children and
families.

2. Food insecurity exists for children year round —whether school is in
session or not.

3. Feeding America can help children and families gain access to the nu-
trition they require.

There are other ways to formulate the argument, and we invite you to dis-
cuss these alternatives as a class. Our main point, though, is that visual
images make claims on us as viewers in much the same ways as any writ-
ten text does. Having the tools of visual rhetoric can help you discern how
images and text work together to produce an argument.
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Steps to Visual Analysis

] Notice where the ad appears. What is its target audience? To
what extent does the placement of the ad in a magazine or news-
paper or on a billboard determine the potential viewers of the ad?

F] 1dentify what draws your attention. Where does your eye go? To
an image, some text, some odd juxtaposition?

E] Reflect on what draws your attention. Is there something star-
tling or shocking about the image or text, about the situation de-
picted? Something puzzling that holds your attention? Something
about the use of color, the size of the image or text, or the font that
catches your eye?

] Consider the ethos of the ad. Evaluate the legitimacy, or ethos, of
the ad’s sponsor. For example, what do you know about the corpo-
ration or institution sponsoring the ad? To what extent do you
share its values?

H Analyze the pathos in the ad. How do the images and text appeal
to your emotions? What does the image or text make you feel or
think about?

[ Understand the logos of the ad. What is the logic of the ad?
Taken together, what do the cluster of images and text convey?
How are the different images and text related to the claim that the
ad is making?

A Practice Sequence: Analyzing the Rhetoric of an Advertisement

To practice these strategies, we would like you to choose and analyze
the following ad for Microsoft (Figure 8.3). The photograph is of a
girl in a robe and slippers sitting on her bed looking at a laptop. The
text above the image reads, “You have your best ideas in the shower.
Now you can work in the next room.” Below the image the text reads,
“Office and an online workspace from Microsoft let you work from
almost anywhere inspiration finds you. It’s easier than ever to store,
view, and share all your important documents from pretty much any-
where you happen to be. That’s because Microsoft Office works so eas-
ily with a free online workspace from Microsoft. So work no longer
requires clothes, just Internet access. Buy it for your PC this holiday
season.” Text at the bottom of the ad reads, “Office2007.com Micro-
soft Office Real life tools.” (Other advertisements for analysis appear
on pages 244-246.)
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First, evaluate the ethos that the ad tries to project. Do some re-
search on the Internet to find out what Microsoft, which designs and
manufactures computer software, represents as a company. In doing
this research, write a brief summary of the company’s values. Do you
share those values? Are you confident in the company’s ability to pro-
duce a good product that you want to use?

Second, reflect on and write about what the images and text make
you feel about your own experiences working from home. In what
ways do you identify with the message that the workplace extends
into personal space?

Third, work in small groups to identify the logic of the narrative
that the images and text convey. What do you see as the main premise
of the ad? How did you arrive at your conclusion? Report your group’s
findings to the class. Be sure to present the evidence to support your
claim.
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You have your best
ideas in the shower.

Noew yon can werk in e next resm.

Office and an online workspace from Microsoft
let you work from almast anywhere inspiration finds you.
It's easier than ever to store, view, and share all your
important docurnents from pretty much anywhere you
happen to be. That's because Microsoft® Office works
sasily with a free online werkspace from Microsoft

So work no longer requires chothes, just Internet access.

Buy it for your PC this holiday season. Office2007.com

Ca Office
Real lufe +ovls.

FIGURE 8.3 Microsoft Advertisement
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m Further Ads for Analysis: Figures 8.4-8.6.

The “It's Only Another Beer”
Black and Tan

8 oz. pilsner lager

8 oz. stout lager

1 frosty mug

1 icy road

1 pick-up truck

1 10-hour day

1 tired worker

A few rounds with the guys

Mix ingredients.
Add 1 totalled vehicle.

Never underestimate ‘just a few.’
Buzzed driving is drunk driving.

Ad O

FIGURE 8.4 Drinking and driving PSA The image is of a full beer glass
representing a mixture of light and dark beers. The main text heading reads:
The “It’s Only Another Beer” Black and Tan. A list of “ingredients” follows:

8 oz. pilsner lager. 8 oz. stout lager. 1 frosty mug. 1 icy road. 1 pick-up truck.

1 10-hour day. 1 tired worker. A few rounds with the guys. Mix ingredients. Add
1 totalled vehicle. Never underestimate just a few.” Buzzed driving is drunk
driving. Sponsors appear at the bottom of the page: AdCouncil.org and U.S.
Department of Transportation.
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FIGURE 8.5 Exercise PSA The image is of a poster pinned to a wall in

public space, with a representation of a bulging human waistline lying on the
ground. The text on the poster reads: Lost Spare Tire Last seen belore parking
farther away from store and walking. Take a small step to get healthy. Get

started at www.smallstep.gov. At the bottom of the poster the sponsors are listed:
AdCouncil.org, www.smallstep.gov, and the U.S. Department of Health & Human
Services.
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open up and
say anything

wani belier health care? start asking more questions. 0 your doclor, 10 your pharmacist.
to your rurse, what are the test resuils? what about side ef lects? dort fully understand your
prescriptions? don keene confused. because (he most important question is the one you shoud
herve askad. go o of call +800-831-AHRQ (2477)
for the 10 questions every patient should ask. questions are the answer.

Ad (4| Je.

FIGURE 8.6 Health Care PSA A tongue depressor appears against a plain
white background next to a headline that reads: open up and say anything. The
text underneath it reads: want better health care? start asking more questions.
to your doctor. to your pharmacist. to your nurse. what are the test results?
what about side effects? don’t fully understand your prescriptions? don’t leave
confused. because the most important question is the one you should have
asked. go to www.ahrq.gov/questionsaretheanswer or call 1-800-931-AHRQ
(2477) for the 10 questions every patient should ask. questions are the answer.
The sponsors appear at the bottom of the ad: Ad Council, the U.S. Department
of Health & Human Services, and AHRQ Agency for Healthcare Research and
Quality.



