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Harper Lee’s Pulitzer Prize–winning novel 
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secondary school curricula nationwide. 

The novel has never been out of print since 
its initial publication in 1960 and continues 
to enjoy both critical and popular success 
worldwide. 
 To Kill a Mockingbird in the Classroom: 
Walking in Someone Else’s Shoes examines 
ways of engaging students as they study Lee’s 
novel. Included are collaborative learning, 
discussion, writing, and inquiry-based projects 
as well as activities related to the fi lm version 
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4 Examining Text Structure

Every English language arts class contains a diverse group of stu-
dents, and whether the class is a basic level or a more advanced 
one, some students will be stronger writers than others. For this 
reason, reading and discussing literary works in class enables us 
to demystify the writing process for students, many of whom view 
writing as a dichotomous proposition: A person is either a skilled 
writer or not, period. Because this mindset does little to encourage 
developing writers, helping students view a text through the lens 
of close reading enables them to grasp the craft behind the work 
as a whole. Indeed, it is positively overwhelming to imagine that 
even the most renowned works of literature began as a writer’s 
ideas transcribed into printed words on a page and, through the 
reader-text transaction, gain a life of their own as scenes and 
characters spring to life differently in the mind of every person 
who reads that text. Abstractions assume concrete form through 
the reading transaction, and the resulting verisimilitude creates 
a sort of virtual reality for readers. The writer’s craft makes this 
transformation possible, and literature provides the proof we need 
to convince students that there is a practical, utilitarian purpose 
for learning about the effects a writer creates through word choice, 
punctuation, and literary devices. 

On the first day of class, I ask the students to write me a letter, 
including any personal information they want to share as well as 
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discussing their perceived strengths and weaknesses in English 
class. Year after year, I find that the ones who view themselves as 
weak students include statements such as “I’ve never been any 
good in English” or “I have trouble with pronouns.” Similarly, even 
those who believe they are strong students focus on mechanical 
issues, such as “I’ve always been a good speller.” In every class, 
a few students will mention that they enjoy reading or that they 
like writing poems or stories, but overall, their comments reveal 
that they have distilled the rich array of the English language arts 
curriculum into grammar and mechanics, which should func-
tion as components of a balanced program rather than existing 
in isolation. 

For this reason, teachers face the challenge of breaking down 
walls that students use to mentally segment the English language 
arts curriculum, mutually reinforcing strands meant to be wo-
ven together to form a complete tapestry, but that remain loose, 
disconnected threads in their minds. We want them to achieve 
proficiency and fluency as writers, both in terms of their own 
intellectual development and for the practical necessity of com-
municating their ideas through clear, coherent prose. Yet even at 
the senior high level, so many students remain developmental 
writers. How have students benefited from countless hours of 
instruction in the rudiments of grammar and mechanics if they 
do not transfer what they have learned to their writing? Probably 
we all agree that without the transfer, knowledge of isolated skills 
and rules is of little value.

Fortunately, carefully crafted literature provides an effective 
tool for helping our students forge these connections and heighten 
their awareness of how to use the writing tools they have at their 
disposal. Harry Noden describes this process in Image Grammar 
when he presents the metaphor of the writer as an artist, “painting 
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images of life with specific and identifiable brush strokes, images as 
realistic as Wyeth and as abstract as Picasso. In the act of creation, 
the writer, like the artist, relies on fundamental elements” (1). 

For all of these reasons, To Kill a Mockingbird’s rich prose pro-
vides countless opportunities for examining the way in which the 
writer’s craft results in the effects seen in the finished product of 
the text as well as reinforcing students’ intrinsic knowledge about 
punctuation and the ways writers use this knowledge to achieve 
desired effects in writing. However, I must preface this chapter 
with a word of warning: in many cases, students expect exercises 
that reduce naturally complex language structures into artificially 
simplistic patterns for the purpose of teaching a particular concept. 
They are comfortable with these types of activities because they 
know what to expect as well as what is expected of them. So don’t 
give up the first time you ask your students to examine the way 
a sentence is crafted or to consider the effect a particular choice 
of punctuation creates, and they look back at you with blank 
stares. Model the process and nudge them to venture outside of 
their comfort zones; eventually, they’ll catch on. Mine always do. 

Examining the Writer’s Craft
Clear, Vivid, and Precise Language
As soon as I pass out To Kill a Mockingbird, we turn our at-
tention to the novel’s opening passage. This is one of many 
selections that I read aloud to the students, pausing periodically 
to prompt discussion with questions that challenge them to reflect 
on the story’s context and setting. 

When he was nearly thirteen, my brother Jem got his arm badly 
broken at the elbow. When it healed, and Jem’s fears of never 
being able to play football were assuaged, he was seldom self-
conscious about his injury. His left arm was somewhat shorter 
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than his right; when he stood or walked, the back of his hand 
was at right angles to his body, his thumb parallel to his thigh. 
He couldn’t have cared less, so long as he could pass and punt. 
 When enough years had gone by to enable us to look back 
on them, we sometimes discussed the events leading to his ac-
cident. I maintain that the Ewells started it all, but Jem, who 
was four years my senior, said it started long before that. He 
said it began the summer Dill came to us, when Dill first gave 
us the idea of making Boo Radley come out. (7)

This excerpt enables students to grasp Lee’s unique narrative style 
quickly, recognizing that the story is one from childhood and told 
in retrospect by an adult narrator. My guiding the discussion of the 
opening chapter also allows me to direct the students’ attention 
to descriptive passages vital in establishing the setting, especially 
important since the novel’s sociohistorical context grounds aspects 
of characterization and propels the plot. We begin by examining 
the underlying craft in the following description of Maycomb:

Maycomb was an old town, but it was a tired old town when 
I first knew it. In rainy weather the streets turned to red slop; 
grass grew on the sidewalks, the courthouse sagged in the 
square. Somehow, it was hotter then: a black dog suffered on 
a summer’s day; bony mules hitched to Hoover carts flicked 
flies in the sweltering shade of the live oaks in the square. Men’s 
stiff collars wilted by nine in the morning. Ladies bathed before 
noon, after their three-o’clock naps, and by nightfall were like 
soft teacakes with frostings of sweat and sweet talcum.
 People moved slowly then. They ambled across the square, 
shuffled in and out of the stores around it, took their time about 
everything. A day was twenty-four hours long but seemed lon-
ger. There was no hurry, for there was nowhere to go, nothing 
to buy and no money to buy it with, nothing to see outside the 
boundaries of Maycomb County. But it was a time of vague op-
timism for some of the people: Maycomb County had recently 
been told it had nothing to fear but fear itself. (9–10)
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First, I ask the students to identify the action verbs in the 
passage. As soon as they begin naming them, we notice that ac-
tive rather than passive constructions make up most of the first 
paragraph—a testament to the power of showing through con-
crete description that we preach to our students! Then I ask the 
students to identify specific words or passages that create strong 
sensory images in their mind.

Stacy: The part about the “streets turn[ing] to red slop” stood 

out for me because the picture I get is of people being pulled 

down by their surroundings, kind of like quicksand.

GibbonS: What else did you notice?

Jen: To me, the word boundaries indicates closed-mindedness or 

limitations.

todd: Yeah, it almost seems like the people are scared to leave, like 

in the movie The Village. . . .

cecily: Or maybe it’s more like they have everything they need in 

the town of Maycomb. 

Kate: But that’s bad—I mean, you should realize there’s other ways 

of living than the way people are doing things in your own 

little world.

Kate’s comment prompts me to introduce the idea of pro-
vincialism, a way of living most of the students loudly oppose, 
comparing it to living in the small town where we go to school 
for one’s entire life and never venturing out, a lifestyle many of 
them say they would not want for themselves. 

In this way, close reading and discussion help bridge the near 
century separating the world of today’s students from the world 
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of Maycomb’s characters. Through sharing their perceptions 
about the importance of expanding one’s realm of understanding 
and experience, the students are well on their way to achieving 
an awareness of the role that change and open-mindedness will 
play in the novel. 

Examining the Rhetorical Effects of Literary Devices 
Word Choice and Repetition
Excerpts from the Tom Robinson trial provide opportunities for 
examining ways in which Lee’s use of repetition, coupled with 
careful, deliberate word choice, creates specific rhetorical effects. 
After we have read and discussed the chapters focusing on the trial 
(Chapters 17 through 21), I reproduce select passages on a sheet 
of paper so students can concentrate on them and analyze the ef-
fects the repetition creates. For example, the following quotation 
occurs in Chapter 17 toward the beginning of Tom Robinson’s 
trial when Atticus is questioning Mr. Ewell:

“Mr. Ewell,” Atticus began, “folks were doing a lot of running 
that night. Let’s see, you say you ran to the house, you ran to 
the window, you ran inside, you ran to Mayella, you ran for Mr. 
Tate. Did you, during all this running, run for a doctor?” (175)

The students work independently to compose responses to the 
following questions, which will serve as the basis of our whole-
class discussion:

1.  Why do you think the words ran and running are repeated so many 

times in such a short passage? Describe the effect this repetition 

creates.

2.  What effect does the repetition of short, subject-verb-object (you-

ran-X) sentences create?
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Though some teachers might choose to omit the independent 
work and delve immediately into the discussion, asking students to 
analyze the passages on their own before the discussion provides 
them with an opportunity to reflect, clarify their thinking, and 
note their thoughts before we begin talking, as well as gives them 
something to refer to if they draw a blank. A few minutes later 
when I ask for volunteers to open our discussion, Sam points out 
the hectic, rushed feeling the passage conveys; then other students 
begin offering their ideas:

todd: With using ran and running so many times, there seems to 

be a lot of commotion going on.

Jen: Yeah, the word choice creates an image of panic and chaos. It 

shows Mr. Ewell was doing everything except getting help. 

Rachel: I think Atticus was illustrating that Mr. Ewell was in such a 

hurry because he was worried, but not worried enough to run 

to the doctor. It creates a sort of mocking effect and makes Mr. 

Ewell sound like a liar.

bRett: Yeah, kind of like what Rachel said, I think the repetition of 

run helps to show he was perfectly capable of getting a doctor, 

and this creates an accusing effect.

JeSSie: I think the repetition stresses Mr. Ewell’s busyness but not 

his concern for Mayella. Atticus is showing the jurors that if 

Mayella really had been hurt, Mr. Ewell would have thought to 

run for a doctor out of concern. 

amy: Or, maybe there was no reason to get a doctor because she 

wasn’t hurt—at least not until her dad beat her up.

tim: Yeah, and this repetition that stresses Mr. Ewell’s not running for a 

doctor definitely makes a strong point in the Tom Robinson case. 
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GibbonS: Everyone has offered some keen observations, so what 

effect do you think all these subject-verb-object sentences 
create?

maRK: Stringing all those short sentences together creates the 

drama of running back and forth and re-creates the fast-paced 

action of what happened. 

emily: Yeah, and since it’s almost impossible to run that much, Atti-

cus is discrediting Mr. Ewell. 

nicole: Also, this creates a vision of where Mr. Ewell supposedly 

was running. I mean, it’s a repetitive list of unnecessary activ-

ity that helps the jury picture everything that was happening.

bRett: Overall, I’d call the effect tiring—both for the jury and for 

Mr. Ewell—making someone aggravated or tired so they’ll tell 

the truth.

JameS: It’s just like what real lawyers do in court. They try to make 

witnesses mess up when they’re lying. 

Later, I ask the students to re-read Atticus’s closing argument 
to the jury, paying attention to the words he repeats and thinking 
about underlying reasons for the repetition. 

I say guilt, gentlemen, because it was guilt that motivated her. 
She has committed no crime, she has merely broken a rigid and 
time-honored code of our society, a code so severe that whoever 
breaks it is hounded from our midst as unfit to live with. She 
is the victim of cruel poverty and ignorance, but I cannot pity 
her: she is white. She knew full well the enormity of her offense, 
but because her desires were stronger than the code she was 
breaking, she persisted in breaking it. She persisted, and her 
subsequent reaction is something that all of us have known at 
one time or another. She did something that every child has 
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done—she tried to put the evidence of her offense away from 
her. But in this case she was no child hiding stolen contraband: 
she struck out at her victim—of necessity she must put him 
away from her—he must be removed from her presence, from 
this world. She must destroy the evidence of her offense.
 What was the evidence of her offense? Tom Robinson, a hu-
man being. She must put Tom Robinson away from her. Tom 
Robinson was her daily reminder of what she did. What did 
she do? She tempted a Negro. (203)

After the students have had time to read the passage and note 
their responses, we discuss their ideas:

Kate: The emphasis seems to be on the “code” Mayella broke. It’s 

like Atticus is repeating the evidence over and over so the jury 

won’t forget it.

JeSSie: Yeah, he’s drilling into the jurors’ heads that the wrong has 

been done to Tom Robinson, not to Mayella. 

amy: Right, and even though Mayella didn’t actually break a law, 

she went against a way of life. But her guilt causes her to com-

mit an actual crime when she accuses an innocent man. 

GibbonS: So let’s keep in mind what all of you have been saying and 

look back at the third sentence. Why do you think Lee chose 

to use a colon there instead of punctuating it in another way?

Scott: The colon adds emphasis to the word her by saying she’s 

white. The effect would’ve been different if a period was put in 

because it would create a less powerful pair of sentences.

chucK: Yeah, if the author had separated the sentences, it would 

say Atticus does not pity her, but he means that he just does 

not pity her for certain things.
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abby: And if she had separated the information by creating two 

sentences, the drama of the words would be lost.

Jacob: Also, using a colon is different from writing two separate 

sentences because it puts more emphasis on what Atticus is 

saying and causes a slight pause, so it can really sink in with 

the people on the jury.

chucK: Using the colon there shows how even though Mayella 

might seem poor and ignorant, there is no excuse for how 

she’s acting because she is white, and that automatically puts 

her at an advantage over Tom Robinson.

JeSSie: And because of that, it stresses the racism in the town. If the 

colon didn’t serve to connect “She is white” to what Atticus 

had just said, his statement would sound stupid, like he was 

stating the obvious, because everyone can see that Mayella is 

white, but the racism is at the heart of everything that’s hap-

pening.

Many times my efforts at teaching student writers about the 
importance of precision in word choice have been less than pro-
ductive, with students’ efforts at revision reflecting nothing more 
than an extended session with a thesaurus and little understanding 
of the subtle connotations that separate appropriate from inap-
propriate word choice. For this reason, reading selections of Lee’s 
novel with an eye for dissecting the craft behind her prose helps 
make the intangible aspects of the craft of effective writing more 
concrete in students’ minds, enabling them to transfer techniques 
to their own writing. 
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Practical and Stylistic Uses of Punctuation
Commas
Of all the punctuation marks, the comma is probably the one 
that is used and misused the most. For this reason, most students 
benefit from some related review. When we stop to consider the 
numerous tasks we assign to the comma, it’s easy to understand 
why students often have trouble with it. In Eats, Shoots & Leaves, 
Lynn Truss creates a humorous analogy of the multitasking comma, 
comparing it to a 

scary grammatical sheepdog . . . tear[ing] about on the hillside 
of language, endlessly organising words into sensible groups 
and making them stay put: sorting and dividing; circling and 
herding; and of course darting off with a peremptory “woof” to 
round up any wayward subordinate clause that makes a futile 
bolt for semantic freedom. Commas, if you don’t whistle at them 
to calm down, are unstoppably enthusiastic at this job. (79)

By pulling example sentences that contain commas from To Kill a 

Mockingbird, we can ask students to determine the role a single or 
multiple commas fulfill in the sentence, and by doing this, students 
can discern rules governing correct comma usage. 

To help students apply their knowledge regarding the ways 
commas can function, I reproduce some sentences from the novel 
on a handout, and then have them work in groups to discuss the 
ways commas are used in the sentences as well as the effects they 
create. I include the page number in case they want to view the 
sentence in context, and after the groups finish discussing each 
sentence, they write a rule—either using their own language or 
traditional textbook phrasing—to explain the way the comma or 
commas are used.

e25519ch4.indd   63 4/14/09   11:03 AM



to kill a mockingbird in the classroom    ■  ■  ■  ■  ■  ■  ■  ■  ■  ■  ■  ■  ■  ■  ■  ■  ■  

64

Example: Then if he’s not dead you’ve got one, haven’t you? (8)

Though most students write “the comma sets off a tag question,” 
one group explains it by writing “a comma comes right before a 
short question stuck onto the end of the sentence, almost like an 
afterthought,” revealing that even though they might not be able 
to recite the rule verbatim, they understand the comma’s function, 
which is what matters. 

Example: What Mr. Radley did might seem peculiar to us, but 
it did not seem peculiar to him. (49) 

Some of the groups explain the comma’s function by writ-
ing that it “separates the main clauses in a compound sentence,” 
whereas others state that the comma “is used with a conjunction 
to join two separate sentences.” Another group explains that the 
“comma and coordinating conjunction separate independent 
clauses.” Clearly, all of the students understand the rule governing 
usage, even though they may use different terminology in their 
explanations.

Once the groups finish analyzing the sentences I have given 
them—usually no more than five or ten—they apply what they 
have learned by agreeing on any school-appropriate topic that 
interests them and then writing some original sentences that il-
lustrate specific comma rules. Todd, Mark, and Brittney play in 
a band together, so their sentences reflect their shared interest in 
music. For example, the sentences they wrote to illustrate com-
pound structure and the use of tag questions follow: 

 The Norwegian band Gorgoroth enjoys success in Sweden, but 

they are banned in many other countries. 
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 You’ve already bought your concert tickets, haven’t you? 

Across the room, Megan, Brandi, and Laura seize the oppor-
tunity to vent their frustration over a recent breakup: 

 All the guys I’ve ever dated are like pigs, and they roll around in 

muck all day.

 Overall, guys are selfish, mindless, smelly idiots, don’t you agree? 

Regardless of what they choose to write about, the groups’ 
sentences illustrate their understanding of various comma rules. 
As they work, I circulate throughout the classroom to answer 
questions and provide help. Because collaborative learning 
groups encourage social interaction, many students who seldom 
ask me for help will speak up more when they are working with 
their classmates. The groups write their original sentences on a 
transparency to share with the class, so the prospect of having to 
present to their peers motivates them to work diligently at craft-
ing good sentences.

Of course, this type of activity can be modified to illustrate 
almost any punctuation or stylistic concept and works well with 
students of varying abilities. For example, students with only a 
rudimentary understanding of commas could work with a group 
of sentences in which the commas all function the same way, 
or students who possess a more sophisticated understanding 
could analyze an assortment of sentences containing commas 
used for different purposes. Because students will bring differing 
knowledge levels to the task, this kind of work is well suited for 
collaborative learning. With some guidance, both developing and 
advanced writers will be able to infer rules governing correct usage 
of various punctuation marks.
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Choosing to Break the Rules 
As teachers, we have all experienced situations when our stu-
dents have brought us books they are reading to point out a 
“mistake,” a sentence they have found in a text whose structure 
breaks conventional rules. As experienced readers and writers, 
we know that authors sometimes choose to break rules to create 
specific effects, and having our students analyze the effects created 
when this happens provides a way of showing them why authors 
sometimes choose to go against conventional usage. To illustrate 
this practice, I ask students to read the following sentence and 
describe the effect the commas create. 

I had long had my eye on that baton: it was at V. J. Elmore’s, it 
was bedecked with sequins and tinsel, it cost seventeen cents. 
(100) 

The students shared their observations during our discussion: 

SaRa: Harper Lee was trying to make it sound like a little kid was 

talking, so she wrote it the way a kid would explain it. 

JoSeph: Yeah, she [the narrator, Scout] sounds excited because the 

commas create only a small pause between the sentences, 

making the pace quicker than it would have been with an-

other mark of punctuation, like a period.

miSty: Even though it seems like a run-on, the author is really 

emphasizing the baton by describing every little detail about it 

in a way that sounds like a little girl talking about something 

she really wants. 

Having students examine structures that break the rules fosters 
growth in their own writing, for they begin broadening the range 
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of structures they use. From time to time, students will bring me 
a paper they are writing, point to a sentence, explain that a frag-
ment, run-on, or some other type of structure is needed to create 
a particular effect, and say they “just wanted to make sure it was 
okay” before turning in the final draft for a grade. I smile and 
answer “of course,” pleased to observe a writer developing and 
gaining awareness of the power of rhetorical choice.

Learning from Master Craftspeople: Passage Analysis 
and Imitation
Just as the master-apprentice method works well for artists and 
other craftspeople, it can be an effective tool as we help students 
grasp the implicit artistry of syntactical variety and style coupled 
with well-chosen diction. Because some students find the idea of 
analyzing and imitating well-written passages difficult to grasp, 
I introduce the concept by asking them to tell me about a skill 
they have learned from someone who already knew how to do it 
well. Their responses—which range from a tale of improving a 
failing math grade by being tutored by a classmate to an account of 
learning about plumbing from an uncle experienced in the trade— 
provide a segue into asking them to analyze and imitate sentences 
or whole passages from the text. We look at a selection from a text, 
and I model the analysis and imitation process for them. Then, 
as students read To Kill a Mockingbird independently, they mark 
passages they find interesting with sticky notes in their copy of 
the novel, and then revisit them later to analyze how grammar, 
mechanics, and literary devices work together to convey meaning 
as well as to imitate the writer’s form. The number of passages 
I require varies between five and ten, depending on the ability 
level of a particular group, and once students have finished with 
their passage analysis and imitation assignment, they share their 
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work in large- or small-group format. For example, Julia chose 
the following selection from Chapter 2, when Scout begins the 
first grade, as one of her passages to analyze and imitate.

She discovered that I was literate and looked at me with more 
than faint distaste. Miss Caroline told me to tell my father not to 
teach me anymore, it would interfere with my reading. “Teach 
me?” I said in surprise. “He hasn’t taught me anything, Miss 
Caroline. Atticus ain’t got time to teach me anything,” I added, 
when Miss Caroline smiled and shook her head. (17) 

Julia’s Analysis
The irony in this passage is that Miss Caroline tries to deter, 

rather than encourage, Scout’s ability to read at a more ad-

vanced level than her peers. Also, it hints that Miss Caroline 

has not received adequate training to deal with all the chal-

lenges a teacher will face. The conversation helps develop 

the novel’s 1930s setting by setting up a contrast between 

the way an unusual student such as Scout was treated then 

and the way she would be treated now. In today’s world, her 

individual precociousness would be valued and encouraged, 

but years ago all students were expected to be the same. 

Similarly, the use of “ain’t” reminds the reader of the rural 

Alabama setting. Grammatically, it seems like the second 

sentence should contain a semicolon rather than a comma, 

but the comma doesn’t slow the sentence down as much and 

conveys the feeling of a child relating a story about something 

that happened with her teacher at school.
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Julia’s Imitation
My sister finally discovered that I was upset and looked at 

me with more than slight concern. She spoke to me softly 

and said I should not concern myself with her affairs, it 

would interfere with my own life. “Don’t worry?” I asked 

incredulously. “I can’t make myself not worry, Beth. I don’t 

have the self-discipline to be that much in control,” I added, 

when Beth frowned gently and lowered her eyes.

■  ■  ■  ■  ■  ■  ■  ■  ■  ■  ■  ■  ■  ■  ■  ■ 

In this way, the act of closely analyzing and imitating mas-
terfully crafted prose passages enables students to expand their 
repertoire of writing skills and experience. A text as rich as To Kill 

a Mockingbird provides opportunities for illustrating almost any 
literary technique or grammatical concept. Jim Burke refers to the 
need for helping students develop their “textual intelligence” (56), 
or their sense of how writers employ different grammatical struc-
tures to create different effects in their writing. Further, Burke notes 
that the more students understand the way language works, the 
more rhetorical tools they will have at their disposal throughout 
the writing process. Undoubtedly, because our students have had 
years of exposure to text, they already possess this grammatical 
awareness on an intrinsic level; so as teachers, our task involves 
raising their awareness to the level of explicit knowledge they will 
be able to use in their writing.

The Value of Rhetorical Analysis 
Reading a text for enjoyment should always come first, so we 
must strike a delicate balance when we base grammar instruc-
tion on literary models. However, well-written works of literature 
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provide the best models for illustrating grammar and rhetoric as 
an empowering tool for writers. When using texts as instructional 
models, we must deliberately and explicitly show the steps in the 
composing process, lest our students feel intimidated by masterful 
prose and conclude that they could never achieve such powerful 
effects through their own efforts. Instead, we must demonstrate 
that writing is hard work for everyone, and even the most accom-
plished, prolific authors revise to achieve the powerful, just-right 
arrangement of words and punctuation that we read in the pages 
of a published work. In these ways, we can help students forge 
connections between the rules of grammar and usage and their 
utilitarian value in conveying meaning. Pushing students to apply 
what they already know on an implicit level raises their awareness 
of what real writers do. They may not thank us for our efforts, 
but they will leave our classrooms better writers than they were 
when they entered at the beginning of the term. 

Additional Resources 

buRch, c. beth. A Writer’s Grammar. New York: Longman, 2003.

As the title suggests, this reader friendly and entertaining text presents 
grammatical concepts from a writer’s perspective. Burch’s examples and 
activities are well suited to almost any teaching context.

ehRenwoRth, maRy, and VicKi Vinton. The Power of Grammar: Unconven-
tional Approaches to the Conventions of Language. Portsmouth, NH: 
Heinemann, 2005. 

Besides presenting innovative approaches for teaching grammar in ways 
that will help students develop as writers, Ehrenworth and Vinton in-
clude practical tools for planning lessons and integrating grammar into 
the curriculum. 
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heaRd, GeoRGia. The Revision Toolbox: Teaching Techniques That Work. 
Portsmouth, NH: Heinemann, 2002. 

Recognizing how difficult it is to get students to revise their work, writer 
and teacher Georgia Heard offers a variety of strategies and lessons that 
can be adapted for use across the grade levels. 

noden, haRRy R. Image Grammar: Using Grammatical Structures to Teach 
Writing. Portsmouth, NH: Heinemann, 1999.

Basing his book on the idea that both writers and visual artists create 
works of art using their respective mediums, Noden offers numerous 
lesson ideas and teaching strategies to help students realize the power 
that knowledge of grammatical structures and punctuation brings to 
their writing. 

SchuSteR, edGaR howaRd. Breaking the Rules: Liberating Writers through 
Innovative Grammar Instruction. Portsmouth, NH: Heinemann, 2003.

Schuster offers innovative ideas for helping student writers master tra-
ditional grammar and usage as well as ideas for helping them stretch 
beyond the conventional in ways that will enhance their writing. 
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