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A Repeal of the Baslc Writing Act ’

While I was thinking ovér my notes for t his paper, I thought I'd
bebter consider how 1t would fit into the framework of this sedsione==
I thought I'd better be able to say something about what I'm doing
for my Baslc Writers, And I thought about how for a long time,
nearly five yeara, I had been suckered by ‘writing lab éhiloBOphies,

BW texts and my own matorials in Flagler's writing lab into believing
that teaching the tentence or teaching grammar was the Dest thing I
could do for my BWs. In shabby defense of such beliefs, I stippose that
it 1s in the very naturs of a response to any BW sample to throw

one's hands up and declars, uneghivocally, "This kid needs to learn

to write a sentencel" But that kind of statement and that kind of
thinking Infers that T must 3o something to my atudents'before I can
do something for them; somehow, it praesumes that there's something

I must teach befors I teach writlng.

Becnuse I've always belleved that writing 1s a process, and be=
canss I'vse always.tried to teach my students to discover what happens
t5 them when they unde~so thut psycho=soclal achlvity we call wrlting,
T first t hought that I might be able to describe BW as a type, 2 kind
of unfinished wrlting somewhero on lts way throush a version of the
wrising process, At an NEH Summer Seminar in 1977, I triled that, and
i succeeded, but only nartiallye=I devigal a modnl of the wrlting
proceas Lnto which BW wonld 1t us the lnitlal result of some prewriting

or inventisn activity. But that wasn't enoughe It stlill didn't tell
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me why, in my gut, I continue to believe that teachlng sentences and
gramaar and correctness as the major emphases in BW 1s a disuervice
to nv stvderts. My model still didn't‘tellime why doing things to
B¥s before we could do things for them seemed~:§ the very worst a '
waste of time, and at t he very best, & kink in my own philosophy of
educttion, & kink with which I could not 1live.

Shaughnessy's Errors and Expectations helped mey of course, to
understand BW as writing, but I found hysulf diaagfeeing with har es-
peclally 1n her chapter entitled "Beyoud the Sentence" wherein she
expleins the way in which she went about inecreasing her students!'
syntactlc opticnsg I.could not agree with her on the starting polnt
of instruction., It seemed true to me that Shaughnessy did not describe
the range of BWs with whom I was taced, and while her descripﬁions
were helpful, I needed my own descriptions of my own EWs that would
lead me to an analysls of the klnds of writers populating my classes,
tho kind of descriptions that wculd help me explain ny bellefs. So,
for the past few months, I've been looking for angles, frameworks,
prrapechlves, within which my ideas would flt comfortablye

What you are about to listen to then are my preliminary findings,
what led me to the description and analyses of the four levels, samplas
of wnich you are holding, to the explanation of why I belleve that 1y
aphreach to sentence thstruction had been wrong, and what altarnative
tastructional activitiag mipght nelp turn BW Into writing that ls nobt
bagize

Ppom 3tructural raqmar, I borrowed two concoptss uttsrance, ime
modlute and transfarred, and nomi1alevsrbal palrings Immediats uttsrances,

(New Yk Kasdos Hmas 1102
as deflned by John Hughes In The Sclence of uanﬁggﬁég ars amounts of

speach "put forth by a slngle peraon before und ofter which thers 18
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mexinum silence." [p. 146) To some axtent in conversation speakers

might omit nominal, verbal, adjectival or adverbial elements because

_the social conditions surrounding dlalogues fill in any contextual

g;ps left by any omisston of these elements. Then, it would follow
that in order to report a conversation to listeners who are unfumlliar
with the context surroundlng the dialogue, speakers must relnsert

all omitted elements, Amounts of speech characterized by full nominal=

verbal pairing and modificatlon may be termed transferred utterances{f

The primary unit of context or form 1s, of course, the sentence, or
what I chooase £o call the ﬁbminal-yerbal palr for my analysise In
addltion, not only must immediate utterances be translated into trans-
forred utterances in a report; a number of other nominal-verdal pairs

must be gemeratsd to insure that the entire conversation might be

. reported in u context understandable to the 1istenar,

Let me illustrate with a sample dialogue that goes llke thiss

"ganna study with me?"

"Naws Too tired."

"yigure? Sure could use some help."

"pind someone e&lse, will ya?2"

"Ctmon, just for a few minutas.,"

“reeme alone, will ya? I'm tired."

Simply explalined, these afs samples of immedlate utterances which
would be comprehensible to the speaksrs rnot nacossarily because the
atbersnces are ful'y marked and infiected, but because the speakers
undorstand one another's personallities, and any syntactlc -om!assions
ars compensated for by the mutually famillar social contexte.

Now, L will formallze a version of that same conversation crenting
a contaxt outside the one that ls presup-osed by the speaksrsg

"Two young men are sittling in their dorm room in the evening, one
of t ham, 5111, a% hls desk, the other, Mike, halfeaslesp on hla bed.

3111 opens a book and notebook, scans the nages and asks Mike to study
with h'me Mike refuses, explaining that he's too tired to gtudy and

1
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that He's golng to sleep for a while. Bill interprets Mike's response, 7,
perhaps falsely, as a conditional statement and reinforces his request

by saying that he could benefit from Mike's help. Mike rolls over
and tells Bill to find someone else to study with. Bill, however,
continues hls entreaty by informing Mike that he'!ll need help for
just a few minutes, Mike becomes angry and firmly rejects Bill's
requeat by demanling that Bill leave him alone so thot he can get the
sleep he feels he needs."

3

.

As you can see, my report of the original conversatlion first
must expund the immedlate utterances of the didogue into transferred
utterances with all the omitted elements inserted; seacond, 1t muat
generats a number of other full nominal=verbal palrs to nrovide cone .
textual commections between the utterances themselves. .o make the
report undersbandablé to someons unfamlliar with the persond itles
of the speakers, I must somehow generate enough full nominal=-verbal
palrs to allow the listener to comprehend the social conditlons that
surround the priginal dialoguee.

To clart?y a bit more, I've been able to druw sone/p6§:;;bondances

betwsen bthese lingulstic concepts and the work Lev Vygétsky describes

in chapter seven of his book Thought and Language (Cambridges MIT Press,,

1975). Vygobsky differentiates betweon imnner speech, or speech for

onegelf, the kind of speaklny one mizht hear {rom a three=year=-old,
and external spesch, or .speoch for otherg, the,kind of speecch we find
nirrored in extended discourse. Vygotsky claims, and I believe, that
we never lose our imnar speoch, that we merely stop vocallzing 1t by
about the age of seven, Charnctaristioally; inner speech exhihits
the followings

1) Predicntion ls lts primary grammatical form, nd thevre 1ls a
resultant lack of nomlinals along with nevhaps a mulbiplli~ity of vVore
bals and moditrisrs; a~d

2) The meanling of utterances ls condensed ir that there ls a vague

gouse rather than a meaning attached to wordsg words in innor speoch

g
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become saturated with meanings.

Furthermore, and this is 1m§ortant to my analysls, inner speech
18 not simply a reflection of external speech; it 1s'a function of
disconnected, incomplate utterances with thelr own rules of operation; -
therefore, turnlng inner speech into external speech is not a matter
of simple translation, It is a sophisticated process transformation
of bii's and pleces of thought into syntactically artliculated discourse.

These ckaracteristics of inner speech also describe immediate
utterances, I may even go so far as to say that; for my analysis,
inner speech conaists of immediate utterances and external speech con=
aists of transferred utterunces.

Now, to the meat of the matter: how dﬁ;these concepys reiate to
an analysis of BW? I am making the assumption that at some time or
another, we think 1ln language, particularly true I be;ieve when we
are confronted w}th writing problems. And, for my analysls, I am mézking
the further aséﬁmption that because we know subconsclously our own
soctal, political or economlc situations, at first, at some initial
polnt in the writing process, we think in the tmediate utterances of
inner speech--we don't need to provide contexts for our own private
thonghtse These lmmediste uttorances represent our ldeas, sketchy,
fragmented concapts that we harbor in 'our mindse When we seck to write
those concepts, we gife form to them by performing two root operations:

1) writing scntences, whlch means translating fra,mented lmmedlate
utterances into full nominal-verbal trangferred utterances; and

o) comnecting sentences, which means genarating related transferred
utbterances by exerclsin;; tradltional syntactic and rhetorical optlons
to provlide a smooth coherent context for the reandar.

I can illustrate these operations hy explatining what hunnens to
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my regular oémg'students while they're wrlting, After I make an asslignment,
I ask to see notes and d;afts which I review as part of course work. |
Thelr notes appear in pleces, fragmedts, sometimes sentences, always

1dea statements usually 12 the form of immedlate utterances. These

pleces are usually the resu}t of prewrltlng processes during which I
tnvariably see my students writing to themselves in language similar

to what Vygotsky calls imner speech. When, at some noint in thelr

notes, full nominal-verbal palring appears, thelir sentqnces.beqin

comnecting, their ideas begin develcplng, and they are well on thelr -

way to creating drafts, which predict a context or form a reader can

understand., It 1s at this polnt that operation 1 1s nearly complete,

although they return to vperation 1 again and egain as they write,
but operation 2 has only begune When they have complateﬁ what they
bslleve are drafts, generally I ask them to outline what theytve
writtsn so that thev mlight have a blueprint of the forms thelr 1deas
are Saking; I ask them to gnestlon the comnectlons between sentsonces,
to question the rhetorlecal movement from idea to 1ldea, in order to
try to discover whui t he reader might be underdéanding. In this way,
the context might grow beyond a simple personal dlalogue fnto dig=
course qompréhonsible to soneonse who does not live within their heads,
Of course, it 1s with operation 2 that ther have the most diff?culty,
as does any writerv. éenerally, they bezin to recognlze gans or holes
betweecn sentences, words left unexplained, ideggvaeft unconnected, and
they berln the real writlng task ol creatlag contexts by gensrating
f1lly transfarred utterances in whut Vygotsky calls external Speéch.
working through that process is not easy for anyone, b t students
enrolled in my regular comp sscbions seem to sain more and more pro=

finslency as courae work £0e3 One BWs, on the other hand, have tremendous

-
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difficulty, and left unattended, that difficulty'mever seems to al-

leviate. Mostly, the writing I see from BWs, in any stage of development,
resembles the nbdtes regular eomp students take in the very beginning

of their rqpﬁghrough the writing.process; that 1s, BW, as I have seen
it, 1s written in immediate utterances or in disconnected transferred
utterances and therefore resembles the writingeto-oneself of Vygotsky's
Inner speeche This is one wa: of restating Shaughnessy's.contention
that.BWS write in "sentences of thought" rather than in "passages of
~tnought, " but itﬁis also I belleve more directive terminology t%gfse

in identlfylng and analyzing types of BW. The degree to which we

find evidence of predication with only a sense of meaning in their
writing may determine Qhere along the writing process BWs are, waere

1n the two operations their writing 1s becoming disrupted. The closer
the writing resemblss imner speech, the more basic it may be and vice
Vorsae

Now, if you'll refer to the sheet I've handed out, I can explain

my analyses.

LEVEL T

. oy arm W amra @V

Level I writing ls, perhaps, the one we seo andiyzed most fre-

quehtly. It is the kind of writing that appears, for example, throughout ~

Errors and Expectations. All the usual errors are evident: run-ons

and fragments, mlsspelllngs, and a lack of Inflectional and derivational
endilngs. But In my analysis I take the daescription one step further

and call thls a simpls transcrlptlion of inner speachs These are examples
of immodlate utterances; the few nominals that appear will be hazy,
packed with only a sense of meaning, and the predominant sentencing
featurvs are predication and morification. The only rhetorical device

uged 1s simple additinn,

\J
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The signifiocunce of such an gnalysis 1s that it can tell us that
these wrilters arse stili writing to themselves, not only becaus; the
grammatical errors appear as personal responses to whatever limited
tfalning they!ve received, but because the'context is still‘iﬁfénnal--
thi; is not wrfting to be read; it is wrlting to be contemplated and o
rewritten, This writing, as evidenced by a clear lack of nominals} 1is
barely into 6peration 1, creatlon of full nominal-verbal paif?, whi¢h )
indicates to me that it is in a very early stage of development,

Level II writing is still a transcri,tion‘of inner speechs It
differs from Level I in that Level II writing exhibits nominals inserted,
a great many more of them ‘than in Level I, The nominals are still
hazy, the use of pronouns, for example,confusigqﬁy@;ven to offering only
a sense of meanings, This is the kind of writing, in fact, whereln we
are likely to find inflated language, vocaﬁulary that is meant to
impress, not to &xpress. Again, predication 1s the major sentencing
device, and simple addition persists ay the predominant rhetorical

connection.

Operation 1 1s compleate heres full nominal-verbal pairs appear.

but many times they continue in run-ons or in contructions that seems .

to have lost their way, what Shaughnessy refers to as "syntactlc
snarls." Operation 2 is begimnling, but only beginning in thét the
context seems still to be in the writers! heads and needs to be ex=-
ternnlized by the generation of further nom!inal=verbal pairs 1ln ex-
plahation of the palrs alrealy transcribed.
LEVaL LLL

In Level ILI, we see the simple sentence emerge as the primary

tool of discourse, Operation 1l 1s obviously completes=there would

ERIC 9
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seem to be no immediate utterances hers, But what appear here are
full transferred utteranc s of the most basic kind that could'be'
reduced to any oﬁe of’the four structural paﬁ%erhs:' They are sentences,
ﬁmoat assuredly, and yet one gets the feeling of "fragment." Why?. '
Because the sentences are slmple 1mmediate utterances with nominals
and verbals 1nserted, or they are unconnected, or they are connected
only‘by simple addition. There is little depth and, following, there
13 1ittle context established for someone outside the writers! hea@s.-

Level III wrlting 1s somewhere between operation 1 and operation 2.
A context 13 growing but only because the immediate utterances have
been transferred, and nominals, hazy‘at best, haveqbeen insertea.
Also, these writers seem to have some control over the predication
of inner speechs

&
LEVEL IV

We are likely to encounter Level II and II! writers in regular

comp coursss, but Level IV wrliters are slmost alwuys enrolled in regular
compe In this kind of wrlting wlll appear sentences with some coordie
nation and subordlnation used as connecting devices. Operation 1 has
been completed, the student writer 1s trying to extend his ideas, but

the rheto%ipal device uséd i1s still simple addltion,s Context 1is
growing, not simply because nomlnal=vorbal pairing s evident, but
alsoc because these write.s are trylng to comnect their pairé in an
atbempt to exteruallize their contexts. It 1ls not really lnner qggech,

and at the same time, it 1s not yet external speech, but it is some-

where in between, closer than Level III writing but not quite thore yot.

Thls rather abbreviated description of hy analysls demonstrates
that there are most certainly different kinds of BW with different

charucteristics. Amd yes. In answer to at least one quesation in

X/

.4



. | A ‘Pmn'a-.'-l.o ./

your heads, the categories do mix.e Howevér, I have found that generally
any sample of wrtting from one of my BWs will fall into one or another
of the levels, . - '

But placement, 11to arbitrary levels of ability 1s not my primary
aim. WhiYe 1t 1s certainly heloful for us to devise guidelines like
labelling comma-splices and fragments, 1t 1s more important for us

to discover the imolications‘of such devices., As Jerry says in

Albee's 200 Story, "Sometires it's nécessary to go & long dlstancq
out of the way in order bo come back & short distance co;rectly."

I too have had to.go thmough an extended analysis to get to & syn-
thesis. And 1 hOpe that you can see now, barring the differences
betwéen the lavels, that there is somethlng wholly simllar in these
samples .which, I believe, migh. lead to & definition of what %s
basic in all writing: and that would be, simply stated, coqpé;ting

sentences, not writing sentences., .It seems to me that it 1s whatever

happens'between sentences that 1s basic to afl writing.
My analysls demonstrates, across the board, on every level, the
BWs' problem is nct with operation 1l While I will not say that they
can write sentences, I feel perfectily confident saying that in every
sample, even in Level I, there 1s a gense of sentenclng evident in
the writers! ability to pair nom'nal and verbal slements., Each writer
can transcribe immediate utterances and each can, even with a minimal
amount of inatruction, be taught to insert full nominal and verbal
elements to conatruct transferred utterances. \ther words, it 1s .
obvious to me that these samples come from native apeakers of English.
whtch leads me to my first conclusion: if every sense of every
conceivable sontence pattern 1§ cvident, then sentence patterns them=

salves need only be brought to thé’stu%gnts'.attention so that full

t 1
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nominal-verbal pairing might appear in their writing, Teaching the-

.,sentence, therefore, as the primary objective in BW is at best re=-

[ 3N
A

dundant and at worst teachlng Englieh as a Foreign Languagp to native
speakers, Even Shaughnessy admits the drawback of teadéhing. sentencgs
ln response to. samples eof BW at the enl of her eourse works: ~". o ofl=-
though some students haduextended control of their ideas beyond che
.aentence, moct of them were still conffned to the sentence as the main

‘flold of struggle and concern, a result that may well have reflected

the priorities of the writihg program rather than any developmentel
reallty ‘?. 283==my. 1tq}io§].ﬂ Furthermore, teachlng sentences will
only tend to bring inner speech to the scribal surface, and as Vygotsky
points out, 1nner sQeech 1s not the lenguage of written dlscourse, g
- Very simply stated, the subject of BW should not be grammar or‘
correctlng or sentences or exercises. The subject of BW should be
writing, the kind of activity Lhab extends and axpandq sentences and
crestos meenings and contexts larger than personal voice alloms.
EW then should be concerned with operetion 2, generating nomtnale
verbal pairs In amplifioatiun of the Immedlste utterences of inner
speechs Any obther kind of instruction, 1t seoms tc me, would abstract ;
any writing problems from thelr resl sourcer the students!' writing itself. ’
Then, how do. I approach lnstruction in BW? Generally, I don't
even menticn the word "sentence®™ untll my studenta haye genersted
enougl. discovrse fro: whieh I cun tulk to them Intelligently abtout
wrnt thelr sentences or nunesenterces are or are not dolng wlthin the
context of the writing 1tselfs And when I do get. around to mentlioning
sentences, T usually besin with a dlecusssion of the semicolon, the
colen or hhe dashe 1 try never to begsin with terminal msrks because

T inteveatod tn tenchin: them how to contirue dlacourse, rol, how to .

[ &
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end it, I'm interested in teaching them td discover the relationships
beﬁ@een thelr words as the relastionships grow from sentence to sertence.
I want them to come to understand how their sentences are comnecting,

To Level I writers, I 9£é1n by essigning Journals.sometlmes,
asking them to revesl theié impressions of college life, but mostly
I asaign thew to write summaries of reading asaigrments thejy've ree
¢ ived in other courses or summaries of newspaper or magezine articles,
I eskthem to keep in mind that I don't kaow who they are, nor do I
krow what they!'re writing about, so their writing must somehow reveal
thamselves and thelr connections with their subject matters In this
way, they must insert £ll the nomlnals and begin to externalize a
context that I will understand,

I 1ike to ask Level II writers to begin Dby éxternalizing personsl
velce, Cenerally, I ask them to read newspaper or msgazine editorials
and ihen to agree, disagrec or both in writing to me, again, to some-
onc who 1s not familiar with either the writer or t he subject. #lways,
L sk to sev drafts of t ho pleces they're working on befcre they submit
firal coples so thap I might bepin to instill the ldea of wrltling as
& rro ess of trial and error and so that I mlght check the growing
cermectlions between thelr s?ntenoeé. lost. often they will not hand in
wint coulc be called "papepé" traditionally but what might be termed
~"Giscourse blces, a few snatches of five to ten counecting sentences,
the wr!tten recoxd of an idea deveioping, akin ‘to the parapgraph but

e
withont the usuar§;ontextual restriciions that paragraph construction
pht

-

curnntuce
When L icentify a Level IT! writer, I immedletely start talking
sbout the semicolon or dash us alternatlives to the periods they use

¢ thelr only connecting mark, Cenerally, these students seum to have

td
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come from highly prescriptive high school progrems wherein they had
beon drilled on parts of speech end sentence patterning., The trouble
with them 1s that they don't know how to write! A phrase borrowed
from Dr., Paul Briand of Stete University of Now York College at 0Os-
wego describes them well: they are scribal stutterers. After I pro=
sent the alternative connections symbolized by the semicolon or the

. dash, I assign them either a response to a magazine essasy or & writing
assignment speclelly constructed for BWse-these assignments call for
short, concise and intense plecess When they hand me drafts littered
with semicolons and dashes, I ask them to explain why they've uéed;
each mark within thelr contexts to begin our study of sentence exransion
and connection.

There's no doubt about 1t: Level III writers are the most difficult -
to deal with, which is why I ask them to begln with marks of punctuation,
for in the marks of punctuation lies the microcosm of the activity
we call writinge When I ask Level ITI writers to teke responsibllity
for the marks they!ve used, I'm beginning at the most definitive place
at which T can pinpoint exactly how their‘sentencas are connecting or not.

Dealing with Level 1V wrlte.s cen be trickys, GCenerally, they are
enrolled in repulsr cormp sections, On one hand, T might find that they
are glorified Level I1T writers whose stuttering 1s s blt more sophisti-
their major rhetorical device, I'll ask them to enroll in BW and treat
them as Level ITl writers. But more times than not, the complexity
0f rerular comp assignments forces them o exhlhit the more advanced
syntectle and rhetorical o; tlons i1 thelr writing, optiona that had been
hidde: somewhere for lack of use,

T

Of course I do use sentence exercises, but never at the bepinning
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of the course and always in responce to an assignment they've handed
to me. Usually, I'll maeke up an exercise as I go along, one that fits
the kind of error ihat appears in the context of the plece of writing.
The exercises I use never trest errors in isolation but only as they
affect the rhetorical connections a student is attempting,.

And, no, I'll not leave you without the usual before=and=after
ad campaign, slthough that 1s not the purpose of thls paper. Here
are some of the results I've obtailied from the students who wrote
the previous samples:
This Level I plece was written one menth after the courss begans

== "Flagler College--what it means to me. Flagler College 1s a
place where I have no kind of fun only but once in a while. Number 1
I be suppocs to be here to play basketball, but most of all to get

my work donej then I have a good time. But 1f T am not happy, how can
I have a good time? It seems 1t nov belng the college==it's some of
the people at the collegs, llke the RA on the third floor who gives
my roormetes ¢ 11 I trouble all the way, and the basketball coach who
I"think 1ied to me ebout money. I don't know. It 1s Just something
about this place I don't get, but someday I wlll know=-I will know.

This Level Il plece ceme in at the end of the semester:

"Now that 1t is starting to get colder out, and lights are golng
up 81l over town, one thing comes to everyones minde=Christmasd
There's something about Chriatmas that makes evorybody heres happy,
maybe beceuse they all know they will be golng home to be with thelr
ramilies, or maybe because they won't have to do any school work for
s whole monthe PBut for me, 1 cant walt to go home and see some Snow
(wnich you dont see around here)."

This Level II1 plece also csme in near the end of the semester:

"Le;rend holds that basebsll was lnventec in Cooperstown, New York,
in 1839 by Abner Doubleday, but as my searching heas shown, this may
not have been true. For instance, baseball had many different names
at that time: round bell, goal beli, post ball, and town ball. Also,
fields were bullt any size; there wus no set numhexr of players., So,
Ap American now giten credit for at leant helning the game develop 1s
Alexaﬁder Cartwright, who was the first person to set ur rules for the
£amere

The last riece was written by a Level IV writer spproximately six weeks

into the course, This 1s a section of a fourepage response he wrote

. . !

to 8 newspaper editorisl absut Congresaional nrocrastiration:
pay k T
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"Something almost drastic, it seems, is golng to have to happen
1f they hope to meet the December 18 deadline. The main reason for
having to meet the deadline ls ¢ moratorium protecting 87 mlllion acres
of wilderness from ruin. This moratorium was passed by congress in
1971 and expires in December,

"In my opinion, just becuase the senate committee can't seem to
get 1t together by & certsin date, the risk of allowing & bunch of
money=hungry businessmen to move in and ruin tre last totally unspolled
ares 1r the United States seoms & little more lmportant than meoting
some deadline," -

T will not pretend to say that this is grest writing; but it is
the stuff of great writing, perhaps, more explicltly, it is writing
as op:.osed to the semples I rec~lved at the beginning of the course,
Nor will I pretend to say that what seems to work for me will work
for yous As a matter o! fact, I've finished "saying" anything for
rows But I will close with a number of requests that may help us to
repeal the Basic Writing Act of Writing Sentences:

1) that we lcok skeptlcally, 1f only partially, at what studies
and textbooks and magazines say we ought to be teaching in BW;

2) that we lnvestigate the Blis ind their writing at our own schoocls
to find some mesning in the stuff in front of us while it's fresh; and

. 3) that we cease doing things to our BWs, for 1t 1s only in doing
things for them that we will help them to come to learn about and un=-
dersteand the hidden worlds which their-writing can potentieglly open
to them and to use As Shaughnessy says, "writing classes must do more .
then make tre BW student e proficient exereclser; fer cnly as a writer

can he develon verbsl responslvenoss to his own thourhts end to the

dermands of his reuders,"

LY
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LEVELS ur WRITING ABILITY
(Handed out to audience mewbers)

LEVEL I

Samples Well start st 7:30 that Friday mor got up to go and
eat, that same olc¢ thing evermoring, and than I went to my
first class at 9:0Clocke Than the had day being, snd I coulc
just walt unto practlc was over and go eat dinner and get on the
road to go home. where is home is in flord. snd But when I
got there, ’

Charactceristics:+ Inner speech transcribed; immediate utterances, lack
of nominale; predication and modification.

T have also lesrn thar men has crested a lot rystrums
to functoin for them, for example the computor, slaves, an d
ect, And after they create them they wind up being & part
of then any weys. Which is to say. They crested then to
avoid being part of what they do and only wind up being a part
of then any ways, so there was no need for their exlstence.

Charscteristics: Nominals hazy but inserted; "syntactic snap s"; pre=
dication; inflated vocsbularye

LEVEL II1

Samples The reason I choose Flager College is because ot it's
size. The school has only seven=lLundred and fifty studentse
Thut s pretty smalls comparing to my high schooles In &
srr 11 school you know everybodye That 1s great, Another
im: ortant fact 1is thelr not on the quarte. ‘system, thelr on

the semlster peried., The semlster peried is very goode

Churacteristics: Simnle sentence emerpes; full transferred utterences;
nominals inserted and less hazy; control of predica-
tlon and modification in condensation cf patterns,

ILVEL IV .

Sarpies My impressicns of Flagler Collepe 1is beth-pgeed~anrd on
the whole very good. Fh-Mest-ef-my-nepibive The school
def3itely meets my needs wilth small clesses, and enrollment,
rood weather, friendly people, and sufficient dormitoriess
mhe Ste Aupustine area 1tselfl 1s my type. surroundings which
is ecalm, peaceful, and old fashinned,

Churecterlisticas Similer tc Level Il1 with the ereeption of more evie
dence of subordination, sentences connecting,

.
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